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HISTORY AND STRUCTURE OF THE ISTE PROJECT

In June ot 1975, the National Center for Education Statistics,
with the cooperation of the National Teacher Corps, made the decision to
lnauguriate a series of studies in inservice 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 inservice teacher education. The first of these was
the existing literature. The second source of datua were the positions of
experts about the nature of the primary issues involved in the reconcep-
tualization of the arca. The third source were the opinions of several
categories of interested parties, including teachers, administrators of
school districts, school board members, community members, congressional
.epresentatives, state department of education officials, and higher
education administration and faculty, about the major issues involved in
inservice teacher education and the alternative ways of approaching these
issues.

Therce were two primary purposes of the study. The first was to
determine the data needs in the area. This information is to be used uas
the base for a succession of studies to determine the facts about inservice
teacher cducation, the alternative issues, and the alternative solutions to
these issues. The second purpose of the study wuas to conceptualize the
arca in such a way that Teacher Corps could guide its activities mo:re
effectively in light of the facts and opinions of the field.

The inservice teacher education project was coordinated by Bruce
Joyce of the Stanford Center for Rescarch and Development in Teaching and
Lucy Peck of Hofstra University. The statts oi .ae five Teacher Corps
Recruitment and Technical Resource Centers arranged for the interviews,
managed budgetary matters, developed small conferences in important areas of
inservice education, and contributed to the editing and publishing of the
present reports,

i3
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This monograph is one of ua series of tive reports on the

conceptualizing phasce of the study of inscrvice teacher education. Following

is an outlinc of the monographs:

Report I:

Report [1:

Report [I11:

Report 1V

Report Ve
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[ssues to Face
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Center Directors
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The first report is a relatively short summary of the data needs
in inscrvice education and the major issues identified from the literature,
the intcrviews, and the position papers. The sccond report contains the
results of the interviews with more than one thousand tecachers, school
administrators, higher education administrators and faculty, and others
concerned with policy making in the inservice arca. An analysis of the
literature in the ficld is described in the third report, while in the
tfourth and fitth reports, shortened versions of position papers in scveral
major arcas are presented. In the fourth report, the problems of
collaboration are explored, and issues attendant to cultural pluralism and

social change are examined in the tifth report.



INTRODUCTION

Report 1V of the ISTE series deals with the problems of creative
authority and collaboration. Each of the cight papers in this volume provides
a relatively unique perspective on the development of collaborative models in
the inservice teuacher education arca.

Yarger's paper describes a complex model for identifying populations
and determining goals in relation to a variety of issues. The populations, goals,
and issuces arc projected in relation to inservice teacher education delivery
systems, or organizational types, of which Yarger describes a variety, ranging
from independently constructed inservice programs to programs developed by pro-
fessional organizations and built around schools and school districts, or gener-
ated by free partnerships or consortia. He also presents a typology of func-
tionally-oriented teacher centers, whose programs range from facilitative oric
to advocacy, responsive, and ‘functionally-specific or unione ones. Yarger's
model should be the genesis of a common language for looking at the alternatives
in the inservice teacher cducation arca. His conceptualization should permit
legislators and others interested in education to determine what they are at-
tempting to do with respect to [STE and, with continued work by scholars, it
should be possible to refine the framework to enable us to map present practices
and line up the resources around any given goal option.

James Boyer also presents a model which can be used to sort out the
viaricties of inservice teacher education and its governance. He focuses his
model on the need for multicultural education, pointing out that the problems
of a secgregated socicty have left us with less cross-cultural capability
than is desirable, and that the mere integration of schools does not increase
that capability. Integration must be accompanied by training for tecachers to
help them cross cultural, racial, and sex lines more ceffectively. Boyer's
paper places the issuc of mlticulturalism firmly in the mainstream of staff
development, warning us, without cxhortation, that inservice teacher education
could become excessively conservative and fail to generate multicultural capa-
bilities. He suggests we need to develop curriculums, school organizations, and
staff development programs around concepts of cultural pluralism which focus
simultancously on pluralistic values and the problems of staff development.

FRY
XV
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Howey's paper is an analysis of a teacher center developed by the
Minncapolis Public Schools uand the University of Minnesota, which had as its
objective the prepuration of teachers to operate in "open' classrooms. Howey
underlines the difference between past and present assumptions about inscrvice.
education: In the past, it was assumed that teuachers would acquire a general
hody of knowledge and skills during prescrvice training, which they would be
able to implement ceffectively once emploved, and perfect for their specific
environment through experience, increased responsibility, and inservice training.
Now it is belicved that neither preservice nor inservice training prepares the
teacher for variations in geographic and social settings which may exist between
school districts, among the schools of one district, or within the populution of
& single school.  The public is calling for more school and program alternatives,
as well as greater variation within cach alternative. This requires of teachers
distinctly difherent attitudes and skills from those in which they are normally
trained and the ability to make the transition from onc sct of skills to another
in shifting among environments. Howey describes the Minncapolis experiment of
credating an inscrvice training cenier based on the latter rather than the former
assumptions. His paper discusses the roles of the entitics involved in creating
the center, the problem of assessing needs and defining the role demuands of a
chuanging educational system, and the problem of reconciling system and individual
needs.

The second group of papers in this volume, written by Marsha Weil,
Ralph Pais, and Winifred Warnat, deals with three aspects of social change
which are becoming increasingly important to the crecation of inservice teacher
cducation programs. Weil explores the concept of job-sharing. She discusses
the various types of job-sharing and describes programs in which it has been
employed successively,  She then goes on to discuss the advantages of job-
sharing and the special inscrvice needs it creates. Pais deals with the cmergent
legislative scene and its problems. He examines current ISTE legislation in
three states and forecasts future legislative actions, Warnat cxamines- the
problems generated by the extension of the school downward to include younger
children, especially those of age two to five yecars. Identifying the organizatior
problems and the variety of personnel who will require training and retraining
it the school extends downward, she raises some importunt issues and asks
pertinent gquestions about the present state and tuture plans for carly childhood
educiation.

In the final two papers of Report IV, the two organizations who represeq
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teachers discuss their views of inservice tcacher education. Presenting the
American Federation of Teachers' viewpoint, Robert Bhaerman discusses the prob-
lems of the inservice enterprisc with respect to organization, content, and
process.  The AFI view stresses the importance of allowing teachers to determine
their own needs, of organized teachers taking an active part in program
development, and of school districts providing time and money for inservice
teacher training. Although not satisfied with present inservice arrangements,
the Al feels improvements are underway and expresses the hope that school
districts, higher education institutions, and organized teachers will learn to
work ir collaboration with cach other to create teacher centers and design

more beneficial ISTE programs. The National Education Association also fecls
that teachers shonld be given a much greater voice in the planning, organization,
and cvaluation of ISTE programs. In a paper jointly authored by NEA staff
members and edited by Robert Luke and David Darland, issues such as self-
improvement for teachers, use of practical expericnces in training approaches,
local, state, and federal enabling and funding legislation, continuing training
throughout tcachers' carcers, and institutionalization of ISTE programs through
negotiated contracts are discussed.  The NEA paper also points out the areas in
need of rescarch and development which will transform what is into what should
be in the ficld of education.

The papers in this volume, taken as a whole, cmphasize that collaboration
among a varicty of cntities is cssential to the determination of the needs,
substance, and process of inservice cducation, and that the reconciliation of
system and personal needs has to be made in a comfortable and vigorous way.
Simply to create democratic collaborative arrangements without providing methods
for determining substance and social nceds would undermine the potential of the
collaborative process. The papers in Report IV raisc the following questions
and issues:

Yarger: Systematic models for clarifying the options in the inservice
domain with respect to authority, collaboration, funding, determination of
needs, and the development of delivery systems are essential.

Boyer: The varieties of inservice teacher cducation nced to be
generated within a social context that recognizes the multicultural nature of
society.

Howey: Inservice cducation needs to be role-related, both in terms

of the felt needs of the tecacher aund the generated nceds of the system.

§Y
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Contemporary
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DELIVERY OPTIONS. TEACHER CENTERS,
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CONCEPTS OFF REFORM OF INSERVICE TEACHER EDUCATION

Sam J. Yarger
Syracuse University

Any attempt to write an overview for three papers written at dif-
ferent times by different authors not in communication with one another
runs the risk of a "forced synthesis.” When this occurs, the reader is
often introduced to a set of common concepts, and is disappointed, as cach
paper does not build upon its predecessor. In order to avoid this letdown,
no attempt will be made here to develop a nonexistent commonality in these
three papers. Instcad, this overview will present the areas common to the
papers, and then reintroduce cach contribution separately, focusing on its
uniqueness.

Yarger's paper, a genceral planning model, will be presented first,
followed by Boyer's paper,which focuses on a content area,and finally Howey's
paper, which offers a specific example; a logical movement from the generai
to the specific. Although each paper offers more than this simplified
hicrarchy would suggest, their themes do allow for this type of organization.

The Yarger paper attempts to develop a generic planning model for
inservice educators. It is neither bound in content nor is it situationally-
specific. Rather, it attempts transcendence of thosc elements without de-
valuing their importunce. The Boyer paper, on the other hand, focuses on
a specific content arca for inscrvice education--multi-cultural education.
First, however, Boyer analyzes inservice education from a broad perspective,
huilding a foundation for his specific thrust. Finally, the Howey paper
details a specific example of a unique inservice approach. In his paper,
the Minncapo/is Public Schools/University of Minnesota Teacher Center is
highlighted. lowey also builds a base from which to present the teacher
center. It is in these foundational bases that a degrec of commonality and

overlap is evident. 2:1
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All three authors make the point strongly and repeatedly that in-
service cducation is in need of major reform. Although analysis of the
reasons tor inservice education's lack of productivity differ from paper to
paper, there can be little doubt that cach author promotes major, if not
radical, change. Implicit in cach author's view of chunge is the notion that
inservice education has never been adequately conceptualized or defined. All
three authors, then, in different ways, have attempted to conceptualize for
the reader the meaning of the term "inservice education.' Generally speaking,
all three conceptualizations demand a narrower and more focused approach to
the continuing development of professional educators than has existed in the
past.

At a more subtle level, the three papers highlight, either explicitly
or implicitly, the need to develop new systematic training models. Each
paper, huilding'on its conceptual base for inservice education, recognizes
the need for definable, defensible, and explicit procedures for setting
about the task of providing inserviee cducation for a wide spectrum of educa-
tional personnel.

Finally, and this may well be a function cf the times, each paper
calls for some type of collaborative effort. Certainly, collaboration is
implied within the concept of Boyer's paper (multi-cultural education). In
Howey's paper, examples arce given of new collaborative structures, while in
Yarger's paper the issues discussed demand the involvement of differential
constituencies. It appears that all three writers view collaboration as a
necessary though not sufficient condition for inservice program development.

The Yarger paper, following a brief history of inservice education,
presents a three-dimensional model for program development. The model includes
population targets, goal types, and significant issues. Included with the
model are formuli designed to help the rcader understand the potential dif-
ferential applications of the model. The result of model application would,
then, be delivery options designed to mect the constraints of specific
settings. Consequently, Yarger has included a conceptualization of delivery
options by organizational and functional types. These options are an extension
of earlier work by Schmieder and Yarger.

The Yarger paper concludes with four very different programmatic
ckumples. In cach case, an inservice program, in skeletal form, is presented

€3 4)
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in accordance with the characteristics of the exploratory model and analyzed
in terms of the delivery options. Although the examples are, by necessity,
simpliticd, they do add life to the model and take the reader beyond the
purcly conceptual arcna.

The Boyer paper on inservice training in multi-cultural education
deals first with the nature of inservice education, conceptualizes a contem-
porary approach, develops the concept ot nced for inservice education, and
analyzes patterns of teacher education in general. Bover then differentiates
hetween preservice education and inservice education before attempting to
relate the whole area to multi-cultural education.

The Boyer paper does an excellent job of tracing multi-cultural
cducation from an historical perspective. It cleanly differentiates between
compensatory ceducation and the more contemporary multi-cultural approach,
focusing on the need for the involvement of all children in multi-cultural
cducation.  He goes on to conceptualize multi-cultural education and points
out how the concept can be used to raise fundamental questions about the
wiay schools are organized and run.  Finally, the paper succinctly shows how
the "typical' teacher cannot be expected to possess the skills necessary
to teach in a multi-cultural, pluralistic environment. Therein lies the
specific need for this type of inservice programming. He concludes by making
4 strong avgument for inservice education in general, and multi-cultural
inservice education in particular.

The Howey paper focuses on the Minneapolis Public Schools/University
of Minnesota Teacher Center, and its application to inservice training in
general and inservice training for open classroom teachers in particular.

He clearly spells out his perception of what inservice education is and what

it 1s not. Howey then presents the teacher center within the context of
focused training and collaboration. There is a notable emphasis on the reality
of explicit school variations and alternative approaches to the instruction

of children. tHe stresses the need for better articulation of options in

both schools and teacher education programs and shows how the Minneapolis
Public School/University of Minnesota Teacher Center has addressed this
problem. Significant among the contributions of the Howey paper are the
teacher center's unique three-tier governance system and the variety of

differentiated personnel, especially in the community and clinical areas.

a3
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Finally, Howey describes the training program for open classroom teachers and
details how this program, within the context of the center, has produced
demonstrable benefits for both the school system and the university. The
concept of institutional cquilibrium within the dynamics of change is one
of the most compelling points.

The three papers in this section can be read in tandem, or
they can be read separately. Although a certain commonality and overlap
do exist, each paper can stand on its own. Each suggests important concepts

about tcacher education in general, and inservice cducation in particular.
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AN EXPLORATORY MODEL FOR PROGRAM DEVELOPMENT
IN INSERVICE EDUCATION

Sam J. Yarger
Syracuse University

INTRODUCTTON

The delivery of quality inservice programs to America's educational
personnel, although troubled, probably doesn't lack for creative ideas and
innovative mechanisms. The basic question asks why are the innovative, the
unique, the responsive programs, so difficult to initiate and nearly im-
possible to maintain? Taking the position that a great deal of innovation
is occurring and has occurred in inservice education, but has not found its
way into the basic structures of American education, one must explore the
reasons for this dilecmma.

First, and probably most important, inservice program development
appecars to be the bastard child of public and higher education. No institu-
tional structure will either claim or accept primary responsibility for this
endeavor. School systems have continually taken the position that their
primary responsibility is the education of children, and teacher education
remains the responsibility of institutions of higher education. Institutions
of higher cducation, on the other hand, while giving lip service to the
importance of inservice program devclopment, have clearly emphasized pre-
service teacher education. State departments of education, with few notable
exceptions, have treated inservice education from a certification point of
view, thus placing authority in the hands of teacher training programs at
the universities aﬁd colleges.

The unwanted child called inservice education has suffered in the
meantime. It has been fairly well documented that financial support for the
continuing development of professional educators is practically nil, save the

resources that educators themselves invest in their own education.(l) In-
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telligently developed programs arc few and far between. Instcad, we find
poorly planned, ad hoc creations, often designed to meet burcaucratic needs
rather than the educational needs of schools, teachers, and other personnel.
Bluntly, the programs that are i1n existence tend to be poorly planned, non-
systemig and unintegrated.

In spite of all of this, a perceptive visitor to many places in our
country can find teaching centers, advisories and exchanges, learning centers,
and other mechanisms that have developed quality programs in response to
this deficit. They reflect not only commitment and interest, but also a
great deal of creativity and substance. Consequently, the inservice problem
revolves not only around the development of a process for creating new
delivery systems, but also for saving, institutionalizing, and disseminating
thosce creative devices that already exist.

Any cffort to promote advancement in program development need not be
made on the basis of criticizing previous efforts. Indeed, there is already
too much of this. Rather, if one can demonstrate that needs have changed,
and that there are new and better ways of making progress, a more viable
basis for program development can be presented. Henry Ford did not have
to show the irrelevance of the onec-horsc shay in order to seltl automobiles.
Rather, he simply had to demonstrate that advances in technology and the
construction of new and better roads made his automobile a more convenient
and efficient form of transportation. Interestingly, there probably exist
today areas where the one-horse shay is better suited to travel than a
modern car. That same principle can apply to programs for inservice education.
It is not necessary to devalue traditional inservice programs, university
courses, or the pcople who have promoted them, when in fact there are probably
instances where traditional programming is most appropriate.

This paper will explore a model for arriving at a decision con-
cerning the appropriateness of an inservice program. Subsequent to a brief
history of inservice education, a conceptual model for program development,
called "The Problem Box,'" will be presented. Delivery systems will be ex-

plored, and,finally, a series of examples will be presented.

A BRTEF HISTORY OF INSERVICE EDUCATION

Beginning with the first teacher and the first student, the



educational compectence of the teacher has been the object of scrutiny, com-
plaint, and regulation. Initially, the directors of inservice cducation werc
the town fathers. Upon the appointment of the schoolmaster or mistress,
these public officials took pains to advise and direct the teacher regarding
the values to be inculcated in the town children. This '"inservicing" was
primarily concerned with educational content rather than procedure. From
that time until very reccently, inservice cducation has emphasized either
content or procedure with little attention given to any interaction which
might be occurring.

A more formal type of inservice program began to appear around the
mid-nineteenth century, in the form of "institutes' which "were designed
to review and drill teachers in the elcementary subjects...."(z) Such
rudimentary programs were necessitated by a condition which Herman Richey
refers to as '"The tremendous but largely unfulfilled need for even modestly
cducated and professionally trained teachers."(s)

Although these institutes remained in recognizable form as a
major approach to teacher education for almost a century, other forms began
to take hold around 1880. As we entercd into the era of public schools as
we know them today, teachers themselves became more concerned about inservice
cducation. In addition, the teachers’ institutes were not keeping up with
the more modern educational needs of teachers. Many participants found
them to be boring and repetitive. Consequently, newer approaches to inservice
education were beginning to appear and become popular.

Teachers' reading circles, university and normal school sponsored
summer schools, and extension courses began to fill some of the void left
by the increasingly irrelevant institutes. Reading circles were aimed at
motivating tcachers to continue their education through reading '"books of
literary merit,’ and discussing them with their colleagues. The formalized
summer schools and extension courses provided the teacher with a more cos-
mopolitan view of education and educational concerns. They also provided
the teacher with college credit. Even so, many teachers in the early part
of the twenticth century did not possess a college degree or even a post
high school diploma (a situation rcvisited by American education shortly
after World War II).

From 1900 until approximately 1930 the major thrust of inservice
27
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(4)

programs was toward "filling gaps in college degree requirements." Con-
sequently, very little was done during this time to help teachers meet
specific classroom related instructional problems. The eﬁphasis was clearly
on quantitative rather than qualitative standards. However, the 1930's
brought a drastic change of focus in educational standards as it had brought
on a drastic change in the economic standard of most Americans.

Inservice education took on a new emphasis and a whole new appear-
ance during the twenty years spanning the Great Depression, World War II, and
the Post-War years. During the early 1930's economic conditions were so
bad and job opportunities so limited that students stayed in school whenever
possible, even though the curriculum was not always vocationally relevant.
As a result, educational reform was a very serious economic necessity. Ac-
cording to Ralph Tyler,

The differentiating characteristics of inservice
education during the period arose from the primary
concern of developing curricula and educational
procedures that would better serve youth under the
conditions of the day. This involved new approaches

to curriculum building, the identification of new
content, the development of new instructional
materials, the discovery of new teaching-learning
procedures, and the education of teachers t?synderstand
and to conduct new programs effectively....

While the reform involved educators from all levels of the field (university
professors, state cducation specialists, school administrators, and teachers),
most of the resultant programming provided for a molding rather than for a
growth or cxpansion of the teacher. This occurred despite the fact that
one of the major vehicles to come out of the studies and projects was the
"Workshop,'" a somewhat teacher-centered approach which brought together
teachers and curriculum specialists to develop instructional units, resource
guides, and curriculum cvaluation devices intended for use by schools across
the nation. Although the intention of these workshops was to involve the
classroom teacher more fully and on a wider scale in the development of
cducational programs, it is only in the recent past that we have reason to
suspect that such is actually happening to a significant degree. Neverthe-
less, the workshop idea and the lessons it taught regarding constructive
involvement of teachers in attacking recal ecducational problems was an impor-
tant step in the development o6f the inservice concept.
For the past twenty-five years, inservice education has been
48
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revisited by past concerns and thrusts while at the same time developing in
new ways. Around 1950, the schools began to fecel the strain of the post-war
baby boom. The tremendous increase in school population required emergency
measures, particularly in the staffing of classrooms. Many teachers were
hired who did not possess a complete college education, much less the re-
quirements for certification. Consequently, inservice education found its
primary activity to be that of providing for completion of degree and cer-
tification requirements, at lcast until the early 1960's.

While the schools were still feeling the effects of the drastic
increasce in population, the launching of Sputnik threw American schools into
another crisis. The Russian space activities brought heavy indictment from
the public against the American cducational system. Science and mathematics
programs werce widely criticized The result was the development of national
curriculum projects for school scicence and the development of what has come
to be known as the '"New Math.'" These proje.ts wer2 generally centered at
lurge universities across the nation and only minimally involved the
clussroom teacher. Inservice programs during most of the 1960's, therefore,
wvere designed to assist tcachers in developing the attitudes, skills, and
understundings necessary to implement these packaged programs. Interest-
ingly, these programs were typically called "Institutes."

Toward the latter half of the decade similar projects for English
and the social studies we.o also launched but with considerably less
enthusiasm and concentrated cffort than was the case with science and
mathematics. Nevertheless, most of the 1960's saw the professional develop-
ment of tcachers revert to a focus on molding teachers to fit a nation-wide
curricula, a focus which dominated the field just thirty years earlier.

Whilce credentialing and the standardization of curriculum seem to
have been the major thrust of professional development programs since World
War II, other idecas and cmphases werce developing as well. Some of these would
begin to profoundly change inservice teacher education by the 1970's. Prob-
ably  the most populur and yet controversial among these was (and is) the
Teacher Center.

Teacher enters are, however, only the tip of the iceberg. The
term represents a virtual myriad of differential programs, ranging from the
conventional through the innovative to the radical. There are also many

other unique delivery systems for inscrvice programs. The important point is
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that during the very recent past, a great deal of attention has been paid to
the continuing developrent of professional educators, especially teachers.

Not only has there been discontent from within the profession itself,
but the 1960's also brought a new wave of criticism directed toward the ed-
ucational establishment in America, charging that programs werc irrelevant,
that Johnny couldn't read, and cven that the rising crime rate and the drug
problem were sonichow school related. Add all of this to the very tight job
market (and therefore less tecacher turnover), the continuing over-production
of new teachers, and the economic uncertainties which pervade the land, and it
is ecasy to understand why the continuing development of teachers has been

placed in the center stage.

THI PROBLEM BOX: A MODEL

With the increased cmphasis on the continuing development of pro-

fessional educators, has come an increased recognition that, historically,
our programs have tended to be uncoordinated and ad hoc in nature. Although
in terms of fiscal commitment, inservice education has not been a high
priority item, there is a strong likelihood that promising program proposals
which demonstrate an articulation of the needs and an understanding of the
problem will be highlighted in the short-run future. Thus far, there

have been few if any attempts to develop planning models that would allow for
an intelligent articulation of inservice education along several dimensions.
The model presented in this paper attempts to begin to fill that void, hope-
fully lcading toward the development of delivery systems for inservice ed-
ucation that are superior to those now in existence.

This model attempts to render a complex phenomenon more understand-
able. In a sense, it forced the author to simplify reality, thus reducing
the complexity of the phcnomenon to the level of understandability. One
characteristic of models is that the total universe of possible variables
simply cannot be accommodated. This suggests that as program developers at-
tempt to utilize a model, there are likely to be factors entering into the
decision-making process thut go beyond the ' 1ds of the model itself. Yet,
models do offer a conceptual basis for progr.m planning that can provide
the intelligent and perceptive user with a form of guidance that is likely to
result in superior programs.

Interestingly, the model's inability to deal with all variables

[
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often provides it with its greatest strength. If the model builder has wisely
selected the characteristics and variables to be included, then logically,
those characteristics deemed less important are blotted out. This operates

to reduce circumstances where program developers become enmeshed in the
minutia of unimportance, resulting in poorly conceived and ill-planned pro-
grams. The test, of course, becomes the usability of the model as an analy-
tical planning device. If an application of its implied strategies, or in
this case delivery systems, provides one with an understanding not previously
possessed, then the model has value and probably ought to be used.

The model presented in this paper, referred to as '"The Problem Box'"
is a threc dimensional representation. The three matrices attempt to account
for inservice target populations, goal types, and significant issues. The
cubic space resulting from the interaction of the target population matrix
and the goal-type matrix, including all of the issues, can be conceived of
as representing delivery options. Figure I graphically presents this concept.

Target populations refer to the intended clientele for any in-
service programs. In essence, they answer the question:Whomis the inservice
program intended to affect? Target populations are hierarchical in nature
and generally, though not always, relate to legitimate political boundaries.
Goal types focus on the programmatic intent of the inservice program an-
swering the question: What does the inservice program attempt to do? Goal
types arc general in nature, and they are not hierarchical. At this level
of abstraction, goal types should be considered content free. Finally, every
inservice program must entertain specific questions or considerations, rc-
ferred to herc as Issues. Issues are inherent in program conceptualization
and development. The issues presented here are thought to be fairly all
encompassing, though nny-given program will need to weigh them differentially.
In some instances specific issues may be of such a minute dimension as to be
considered no issue at all, while in other cases a single issue may emerge
omnipotent. There is an implied interaction between the various issues.

The five target populations, four goal types,and €ive issue areas
are defined as follows:

(1) Target Population

(a) National: A national target population is defined
das including two or more states. Although usually
a national effort will focus on more units than
two, it need not, in fact typically will not,
.
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encompass all fifty states.

(b) State: A statc target population reflects
program devclopment intended to impact more
than a single sub-state political entity.
Although usually a state effort will focus on
more than two sub-state units, it nced not,
in fact typically will not, encompass the entire
state.

(c) Sub-State: This generally refers to some
discrete political entity within a state. T
may be a county, or it may represent another
type of configuration. It will, however, usu
ally characterize the individual way the various
states organize their educational systems.

(d) District: The school district is usually
thought of as the smallest legal unit in
public cducation. It represents the tradi-
tional cducational interpretation of ''grass
roots'" decision making, at least on the formal
level.

(e) Sub-District: A sub-district is defined as any-
thing below the school district level. It may
be a single school, a part of a school, a group
of teachers from one or more schools in the same
district, or it may even be a single teacher.

(2) Goal Type
(a) Program Restructuring: Program restructuring
refers to an inservice program that is intended
to restructure the ongoing ecducational program
and calls for major role changes on the part
of educational personnel. It also has implications
for organizational change.

(b) Program Modification: Less radical than the
former, program modification nonetheless calls for
substantive role changes on the part of educational
personnel. There are usually few, if any, major
organizational changes inherent in program modifi-
cation.

(¢) Program/Skill Development: The intent of this type
of inservice program is to alter the educational
program or to aid educational personnel in devel-
oping new skills or improving existing ones. It
typically requires little if any alteration of
cither roles or organizational structure.

(d) ELxploratory: Tn a sensc an cxploratory inservice
program is ''goalless." The program may be planned
that way, that is, the intent may be to truly
explore new approaches to the education of children,
cr it may simply represent a lack of conceptual

8.3
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base and/or poor planning. In any event
the resultant program is flexible and
open, with a great deal of vartation in
quality.

(3) Issues

(a1)

{b)

(d)

{c)

These constitute the basic definitions that define the model.

livery system options, to bhe presented later, constitute the bottom line

model application.

Authority: Authority relates to the legal
base, if any, for the initiation and develop-
ment of inservice programs. In essence, it
answers the question, by whose/what authority
does the program operate?

Needs: Given that inservice programs are
attempting to do something, this issue usually
relates to some perceived nced--institutional,
personal, state, federal, or other. The

needs issue focuses on cither the explication
of the neced and need source, or the assessment
of existing nceds within either the community,
the program clientele, or the institution. The
issue is broader than a 'needs assessment" of
program clients. Program content is implied

within the neceds issue, as is program evaluation.

Governance: Governance is a knotty and often
misunderstood issuc in program development.
In this instance, it refers to the concerned
constituencies, the relationship between the
program, program administration, and the
constituencies, as well as the level of con-
stituency "acceptance' of the inservice
program. The actual program governance
mechanism itself may be policy-making or it
may be information processing in nature.

Finance: The finance issue is fairly simple--
it deuls with the questions: What is the source
of program fiscal support? What is the magni-
tude and permancnce of program fiscal support?
And, What are the constraints associated with
the program fiscal support? Incentives are
usually thought of as a financial issue, at
least when there is a cost factor involved.

Staffing: Inasmuch as educatior is still
basically a human endecavor, the staffing issue
deals with the source of the inservice program
personnel, the skills these personnel require,
and the roles the program personnel are to ful-
fill.

Although any model can be used in many ways, for the

of clarity, only onec system will be explored in this paper.
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APPLICATION OF THE MODEL

There arve many ways that one could symbolically represent the func-
tional usc of this model. In this instance, a single formula will be pre-
sented.  This should not be conceived of as an attempt to preclude other
approaches to planning inservice delivery systems, but rather as a single
approach, deemed most appropriate for purposes of explanation.

The process for utilizing the "Problem Box'" can be symbolized by

n° = fEB (CB -0,

Then, delivery options are a function of population targets (A), in

the formula:

conjunction with goal types (B) times the issues factorially (C'), minus
delivery option overlap. This suggests that there will be a range of de-
livery options (Figurc [) rather than a single, best delivery system. Fur-
ther, the implication is clear that program developers will have to perform
the "factorial' function in order to cnsure a consideration of the most
appropriate delivery options.

One can casily extend the application of the model to include
multiple population targets (A) and goal types (B). This, of course, will
lead to a wider range of delivery options. It also implies a point of
optimal program expansion. Beyond that point, the level of complexity and
the potential number of delivery options may well become unworkable. When
this occurs, one encounters a situation where the program is "attempting
to make love to the world,'" a condition which unfortunately has occurred

too frequentiy in the past. Symbolically, this would be represented by the

o ]
D =fEBn (C_J—Ov

Figure 1I graphically presents the situation. Box A represents

formula:

the addition of a single goal type, thus doubling the potential range of
delivery options. It should be noted that the absolute number of delivery
options would not be doubled, as the overlap in the delivery system options
would have to be subtracted. Hence, the addition of a single goal type may
well represent a workable condition for program development in inservice
education. Box B, on the other hand, represents the addition of a single
goal type and two additional population targets. At this point, the range
of delivery options is six times greater (minus the overlap) than when a
95
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single population target and goal type were used. When one considers the
fuctorial quality of the issues, it js likely that the range of delivery
options, cven accounting for the overlap, would be too cumbersome, and,
theretore, unworkable.

ft is the contention of this paper that inservice program
developers who approach their task with a conceptual model such as this
guiding the effort are going to he more successful. The resultant develop-
mental plans will represent inservice programs that can be presented more
coherently, assessed more casily, and, finally, more efficiently analyzed
and cvaluated.

Thus far, an attempt has been made to explain a very basic con-
ceptual model for the development of delivery options in inservice education.
The model attempts to account for different target populations, different
goal types, and thosc issues deemed most crucial. There are, of course,
many variables, particularly in the domain of issues, that have not been
mentioned. Such variables might include time constraints, the nature of the
institution(s) involved, the psychological relationships vis-a-vis program
planncrs and developers, and others. The important point is that these are
deemed to be situationally specific issues and constraints, and it is as-
sumed that program planners would take them into account.

By now, hopefully, the reader is asking the question, what are
the delivery options that might be included in all of those little boxes?
Delivery options are the '"raison d'Ctre" in the initiation and development
of an inservice program. The next section of this raper will explore that

area.

DELIVERY OPTIONS

It is difficult to understand the virtual myriad of delivery

options for inscrvice programs that exists today in American education.
Educators, in the best tradition of our open socicty, have developed in-
numerahie programs, cach with its own label, most often designed to serve a
specific situational need. Efforts to "get a handle" on the spectrum of
inservice programs have heen meager. The sheer number of different programs
suggests  that attempts to develop inservice education have not been lacking.

Conscquently, the time is at hand to emerge from this morass of ambiguity

37
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and contradictions, and to develop a systematic approach to understanding
inservice cducation, thus providing the base for more intelligent program
initiation and development.,

One attempt to develop a systematic approach to understanding
inservice education has been developed by Schmieder and Yarger in their
study on teaching ccntcrs.(ﬁ) Yarger, Lebby, and Edwards have extended
this work.(7) Bricefly, a typology of tecacher centers presents seven
organizational structures and four functional types. For purposes of this
paper, these concepts have been slightly altered to allow their application
to inservice programs in gencral.

Seven descriptions of structures for inservice programs will be
presented along with the four descriptions of functions that inservice pro-
grams can play. Although cach structural as well as each functional
description may imply characteristics of the other category, for analytical
purposes they should be considered independently. The strengths and weak-
nesses of synthetic models mentioned earlier apply equally to these
typologies. One further caution is appropriate. Although no inservice
program will fit perfectly into either a single organizational style or
functional type, one can usually isolate a "best fit." It is also possible

to think in terms of primary and secondary organizational and functional

types.
(1) Organizational Types

(a) The Independent Inservice Program: The
independent inservice program often repre-
sents an attempt to bring the essence of
British programming to American soil. The
focus is usually on the direct concerns of
tcachers. Because there is no association
with a formal educational institution, the
red tape of the bureaucracy is severed and the
program directors and implementers can
respond directly to perceived client needs.
Frequently, independent programs are admin-
istered and staffed by former (or current)
teachers. Teachers become involved on a purely
voluntary basis; thus the program has high
teacher credibility. Financing is often
tenuous. Although funds may come from "es-
tablishment' sources (ec.g., USOE, NIE, foun-
dations), a key element of the independent
operation is that the resources come directly.

38
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Conscquently, an independent inservice program
is not formally, officially, or administratively
attached to any established institution, though
there may be some formal and informal liaisons.
The independent program is autonomous, accoun-
table only to its own structure and clients.

{bY  The Almost Independent Inservice Program: The
almost independent inservice program shares
many common features with the independent. There
is usually an uattempt to deal directly with the
concerns of teachers, thus not addressing the
"goals'" of the institution. The emphasis is
on "rcal world" problems, and programming
typically relates to activities, skills, materials,
and so on that are directly applicable to the
classroom situation. The characteristic which
differentiates it from an independent program
is that it is officially part of an established
institution (usually a school system or a
university). Even though a formal institutional
tie is evident, funding is quite often tenuous.
It is frequently the strength and charisma of
the personnel that provide the autonomy. As
with the indecpendent program, the almost in-
dependent inservice program attempts to be
accountable to its constituency.

(¢) The Professional Organization Inservice Program:
Although rare, the impetus for the development
of professional organization programs is clearly
evident. In this instance, the inservice pro-
gram is organized and operates in a framework
of a professional organization. There may well
be institutional support, but it is likely to
be a result of the bargaining efforts of the
organization and the institution. Professional
organization funds may also be used to maintain
and operate the program. There are two types:
""negotiated' and "subject matter.' The first
will reflect the perceived needs of the
constituent teachers as well as professional
organization needs, while the subject area
program usually emphasizes a particularly high
priority classroom subject, e.g., reading. Policy
may well be vested in the hands of a teacher
committee, but will likely reflect professional
as well as instructional issues.

(d) The Single Unit Inservice Program: The single
unit inservice program is probably the most
common type in America. It is characterized by
its exclusive relationship to and administration
by a single educational institution, usually a

4
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(¢)

school system.  This type of program may be
organized and administerced in a multitude of
wayvs, but always with regard to a single
political unit. [External human resources may
frequently be used, but always on a consultant
basis. External financial resources are always
institutionally administered. Accountability is
usually to the administration of the institution,
and the programming usually reflects approved
institutional goals.

The Free Partnership Inservice Program: This

type of program rveprescents the simplest form

based on the concept of a consortium. Usually

the partnership involves the school system and

4 university or college. It could, however,
involve two school systems, two univeristies, or
could even involve noneducational agencies. The
important aspect is that it is a two-party
relationship and as such 1s casier to initiate

and maintain than a reclationship involving three
or more discrete institutions. 1In fact, it is
entirely possible that one could find institutions
involved in scveral two-party partnerships without
attempting to establish a mere wide-ranging
multi-party relationship. The word "free" in

this description refers to the fact that the part-
nership is entered into willingly, rather than
being prescribed legislatively or politically.
Structure, finance, and program will vary greatly,
though in most cases there will be distinct
cevidence of attempts to accommodate the needs

and goals of both institutional partners. This
type of program often evolves from a single unit
inservice program in which a good relationship
develops between sponsoring unit and consultants
from other ncarby educational institutions.

The Free Consortium Inservice Program: A frece
consortium is characterized by three or more
institutions, usually gecographically close to one
another, willingly entering into an inservice
program relationship. The organization, com-
mitments, and policy considerations will fre-
quently be more complex and formal than in a
partnership. Financial commitments also become
more complex, and external sources of support
can frequently be isolated as a primary recason
for the development of the consortium. Program
development is likely to be more gencral, as
the goals and constraints of cach party of the
consortium nmust be taken into account. The
permanence of this type of inscrvice program is

49

21




often related *to the ability of member
institutions and their constituencies to

see merit in the program activities. "First
phase' development usually takes much longer
than with most other program types because
of the need for trust building among a
complex mix of participants. The long-

range payoff and potential large-scale impact
often make this worthwhile.

(g) Legislative/Pulitical Inservice Program: This
type of program is characterized by the fact
that its organization and constituency are
prescribed by legislative criteria or political
influence. Often, but not always, the state
department of education oversees the process.

In a sense, it is a "forced'" consortium. By
virtue of this, participation by eligible
institutions 1is likely to be quite varied.

The programming is usually carried out by the
prescribed organizing agent, with at least some
sensitivity to constituent institutions. It

is not unusual for a financial incentive to
exist in an cffort to entice eligible institutions
to become involved. Although this type of
inservice program is frequently organized with
regard to county boundaries, the organization
may range from subcounty to a total state model.

(2) Functional Types

The functional types presented herc draw on the
work of others. 'The facilitating inservice program
was adopted directly from the work of Joyce and Weil
while the advocacy and responsive programs were first

(8)

presented in a paper by Harrihan ct al. In the

casc of the last two types, considerable liberty has
been taken to extend and broaden the concept for pur-
poses of this system. The writer assumes full respon-
sibility for any corruption of Harrihan's original
notion.

(a) The Facilitating Type Inservice Program: Joyce
and Weil describe this type of program as the
"informal English" variety, 'one which exists
much morec in the hortatory literature than in
recal world exemplars. It's informal and almost
unprogrammatic...it turns on the creation of an
cnvironment in which teachers explore curriculum
materials to h21n each other think out approaches
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(b)

(d)

to teaching....such a (program) sceks to
improve the colleagial activity of the
tcacher."(9) This type of inscrvice program
purports to provide an atmosphere which will
allow the teacher to cxplore new ideas and
techniques, cither through direct interaction
with other tcachers or by a "hands-on'" exper-
icrice with new curriculum materials. No
specific program is offered, and professional
growth is a function of the unique needs and
initiatives of the individuals who voluntarily
participate. Quite simply, it is intended

to facilitate a teacher's personal and pro-
fessional developwment. It serves a heuristic,
colleagial, almost social, educational function.

The Advocacy Type Inscrvice Program: An
advocacy type inservice program is charac-
terized by a particular philosophical or
programmatic commitment. Although usually
explicit, the advocacy may simply be the result
of committed professionals with common beliefs
joined together in the same programmatic
effort. Acdvocacy programs may advocate such
things as open education, competency-based
cducation, differentiated staffing, multi-

unit schools, and so on. The key element is
that the inservice program has a visible "thrust"
or commitment to a particular philosophy,
orientation, or educational movement. This
type of inservice program is usually limited

to a single cducational orientation, such as
open cducation.

The Responsive Tyne Inservice Program: American
cucatcion appears to foster at least two kinds of
responsive inservice programs. The first
attempts to respond to the specific nceds of

the individual educators, while the second
focuses on specified institutional needs. They
arc likely to exist in very different organiza-
tional structures. In both cases, however,
there is an implied needs assessment, and a
commitment to develop a program in accordance
with mutually derived objectives. The inservice
program promotes itsclf as not being philosoph-
ically imbedded, but rather designed to help

a potential client better understand a problem
and then to provide resources and/or training
designed to solve that problem. Programming

is usually diverse, with hcavy reliance on
external resources.

The Functionally Unique Inservice Program: Some

)
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o

t9
wu



inservice programs are designed to serve rather
limited, unique functions. These may include
materials development, rescarch, and/or field
testing of available materials. In some cases
ain inservice program may have developed from

a program that originally had a totally dif-
ferent purpose. For example, suppose an ex-
perimental classroom in a single school is set
up to provide a service to a particular kind
of child. As its popularity grows, teuachers
visit it with increasing regularity to sec the
materials, ohserve instructional techniques,
and to solicit counsel from the tcacher. In
this case, the resulting inscrvice program is
more directly child-centered than most. In
fact, program personnel would likely have to
make many changes in order to accommodiate

the new unique inservice function.

EXAMPLES OF DELIVERY OPTTONS

The inclusion of potential delivery systems provides us with all
of the clements necessary to attempt some practical applications. Lest
the writer be accused of attempting to promote a simple version of a very
complex phenomenon, cautions are necessary. If, for example, onc uscd only
a single target population and a single goal type, the factorial nature of
the issues would suggest as many as 120 delivery options. Accepting that
some of the issues may be relatively unimportant, and adding to this the
high likelihood of overlap in potential delivery options, there is a strong
likelihood that the actual number of delivery options would be far less.
This should, however, not be considered a criticism of the model, as in
attempts to apply formal models one rarely finds an isomorphic relationship
between the model and reality. Instcad, the intent of the model is to prc-
sent i conceptual base from which to initiate program planning.

Carrying this one step further, if one seclected more than a
single target population and/or goal type, and the model-real world relation-
ship were isomorphic, then the number of delivery options would be very
high. For example, Box B in Figure IT suggests three target populations and
two goal types. lLogically, this would mecan that there are six times the
120 delivery options suggested if single variables are chosen, thus as many
as 720 potential delivery options, minus the overlap.

Variations will occur within any given delivery option as a func-

4.3
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tion of situation speecific phenomena. Therefore, it is possible that the
number of delivery options is actually grecater than an isomorphic relation-
ship would suggest. 1[It all depends on how one coﬁ&cptualizcs the problem.
The importunt point is that plunning and initiating inservice progrums,
taking into uaccount many factors, is a highly complex task that requires a
rational and intelligent application of a conceptual base.

It is with these cautions in mind that the following four examples

are presented:
EXAMPLE 1

Element Description Critical Delivery
System Indicators

Target Population Four school districts Consortium
(sub-state) want to--

Goal Type Improve the recading Advocacy
instructional program
within the existing
curriculum using ex-
isting materials--
(skill development)--

Issues

e Authority With board ucceptunce--

e Nced After vesearching the Responsive
problem through a teacher
committec--

e overnance Within the already-existing Consortium
inservice program structures
in the four syvstems--

e ['inance Using shared financial Free Consortium
resources, which are
limited, but not depen-
dent on any cxternal
sources--

e Staff Using in-place instruc-

tional specialists, and a
very limited amount of
consultation

PROGRAM ANALYSIS:  Four school districts working together implies a sub-state

&
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consortium relationship, while the desire to improve the existing program
suggests a skill development focus using an advocacy approach. The board
acceptance of the program grants the authority, and the desire to use the
tcacher committee to research the problem suggests a needs assessment, or
responsive approach. In this instance the advocucy of the ascribed content
and the desire to be responsive to tcacher needs do not contradict one
another, but rather, should be vicwed as complementary. The desire to

use "hard” money within the boundaries of the already-existing inservice
program structurc will lcad to a free consortium structure.

[t appears that the program will operate as a free consortium
serving a responsive function within some programmatic content constraints.
The major issues will be in program governance and the sharing of resources
between four autonomous institutions. The fact that the number of consti-
tuencies is likely to include only institutional members suggests that the
program may get off to a faster start. The program does, however, trade
off whatever henefits might accrue from involving a broader base of vested

interest groups.
EXAMPLE TII

Critical Delivery
System Indicators

Description

Elcement

Scven teachers from three
different clementary schools
want to (sub-district)--

Target Population

Goal Type Open a store-front teaching Independent
center (skill development
and/or exploratory)--

Issues

e Authority On their own-- Independent

e Nced

e (overnance

e Iinance

e Stuff

To help tecachers in any way
that the tcachers nced
help--

Run by themselves--

With donations, minimal
fees, and whatever other
help they can get--

With the seven teachers and
other volunteers doing the
work

Responsive/
Facilitative

Independent
Independent

Independent



PROGRAM ANALYSIS: This will clearly be a teaching center-type operation

that will be designed to operate independently. It will be designed to
serve a facilitative and/or responsive function. The lack of a governance
structure is not likely to be an issue, as participation will be voluntary,
and those who become involved will do so because they are pleased with

the program(s) and activities. The overriding issue will be financial, as
there is no base from which to operate. Consequently, the permanence of the
operation is likely to be questionable right from the start. The total
frecedom to '"do its own thing" is the obvious benefit the program receives
for its financial insecurity. If the inservice teaching center gains pop-
ularity leading to external support, then some of its cherished autonomy

will be lost.
EXAMPLE I1II

Element Description Critical Delivery
System Indicators

Target Population A suburban elementary Single Unit
school (sub-district)--

Goal Type Wants to implement a multi- Advocacy
unit school (program
modification)--

Issues

e Authority On its own in a very subtle Almost Independent
way--

o Nced As a result of the initiative Almost Independent
of the principal and the
PTA executive committee--

e Governance With the support of the PTA-- Partnership

e Finance With only the small amount
of funds normally given to
the school and the bits and
pieces the PTA can raise

e Staff with their own staff

PROGRAM ANALYSIS: In this case the almost independent structure takes

precedence over cither the single unit or the partnership structure, because
the school is clearly accountable to the school district, which appears not
to ve involved. This could create programmatic problems as the inservice
49
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program develops. Also, ecven though therc is a partnership, it is clearly
informal, i.e., without authority to operate the program. The program will
be an advocacy, as the principal and the PTA executive committee are pushing
the idea. It scems that both the parents and the teachers remain to be
convinced. This, too, will likely provide significunt obstacles unless it
is handled very carefully. Finally, the program will possess very limited
resources, both material and human., In this instance, the commercial
materials available for program support are not only likely to be too
cxpensive, but are also likely to create a district administration reaction
that would not be supportive.

This does not appear to be a heuithy beginning for an inservice
program. A\ reasonable prognosis would suggest that the most likely outcome
will be a multi-unit school in form, but not in content. Back to the

drawing board.

EXAMPLE TV

Llement Description Critical Delivery
System Indicators
Target Populuation The inservice directors Legislative/
from three state depart- Political Consortium

ments of education
(national)--

Goal Type Want to establish a network Responsive
of different kinds of (institutionally)
programs (undifferentiated)--

Issues

e Authority At the directive of their
respective state
superintendents--

s Need Based upon a state-wide neceds Responsive
assessment program-- (institutionally)

e (Governance Set up to operate at the Legislative/
county school district Political Consortium
level under state auspices--

e Finance With state funds as a base, Legislative/

but also with grants from Political Consortium
both public and nonpublic
granting agencies--



Example IV (continued)

Element Description Criticcl Delivery
System Indicators

e Staff Utilizing both existing
inservice personnel and
new staff seclected as a
result of the needs
assessment

PROGRAM ANALYSIS: This is not really a program, but rather a structure for

many different programs. It would be impossible to describe the content
of any network organized at this level. If not legislative mandate, there
certainly will be political influence operating as the network develops.
This influence will lie with the authority generally vested in state
departments of education. There is also likely to be a financial structure
imposed that rewards involvement. Finally, a structure at this level tends
to be super sensitive to political constituencies--thus such groups as
tecachers organizations, teacher education organizations, and formal parent
groups arc likely to be involved in the governance structure. Although
this may lcad to a higher level of acceptance, there will be a clear risk of
compromisc programs and wasted time.

Although structures such as this tend to be responsive, there is
a long history of being responsive to institutional needs rather than
individual client neceds. Program developers will have to be very much
aware of this tendency. Visibility will be high, as funded program
visibility typically is, and this can be a liability as well as an asset.
Ofttimes cexpectations are too high and unrcalistic in relation to time
constraints. If, however, a massive network such as this can survive, the

promise for long-term payoff and morc complete program impact is high.

These four examples were provided in an attempt to cover a wide
variety of potential inservice programs. Although to a great extent
simplified, and certainly not responding to the full complexity of the
model presented in this paper, the examples do reflect a practical applica-

tion of the concepts that underlic the model. In actual use, it's expected
43
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that the planning documents would be much longer and presented in much
greater detail, thus realizing fuller application of the "Problem Box."
The program analyses were added to suggest only a few of the intricacies
that would not come out with a rigid interpretation of the inservice

developmental model.

[N SUMMARY

This paper has presented an exploratory, synthetic model for
attempting to analyze the significant variables that underlice intelligent
planning for inservice education. The critical elements of the model
include population targets, goal types, and an array of issues that must be
considerced. Finally, a tyvpology for thinking about program delivery options
wits presented in conjunction with some practical examples. The intent of
this paper has not been to present a model and a process that are ''set in
concrete.'  Rather, the intent has been to suggest the initial steps in the
development of an approach to the conceptualization, initiaion, and devel-
opment of the delivery systems for inservice programs that is both analyti-
cal and logical. 1t has been the implicit position that such an approach
has not historically existed in inservice education in this country.

Conspicuously abhsent in this paper were specific program labels
and content orientations. These omissions were intentional. Terms such
as "Advisory and Lxchange," '"Project Blank,' '"The Teachers' Workshop,"
and others  tend to be structurally and functionally vacuous. In other
words, program labels inhibit intelligent communication and dissemination
efforts for inservice education. Also, content arcas such as open education,
the instruction of reading, competency-hased education, and the like do
not lead to an understanding of delivery systems, but, rather, should be re-
flecred in any delivery option that has been intelligently thought out and
initiated. Although in certain cases some delivery options will be more
appropriately suited to specific content arcas, there has been a tendency
to reverse the two and get the cart before the horse. Succinctly, content
arcis typically do not define delivery systems, hut delivery systems ought
to lend themselves to a variety of content areas.

Planning for program development in inservice education is a

riszky activity at hest. Contemporary approaches to this task have been
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hoth short-term and short-sighted. The model presented in this paper at-
tempts to provide the substance from which program developers can move
productively forward. 1t is only with the '"big picture' that truly
responsive activities can emerge that will enable education professinnals
to better provide for children in schools. The provision of a first

glimpse of that picture has been the intent of this paper.
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INSERVICE TRAINING AND MULTT-CULTURAL EDUCATION

James Boyer
Kansas State University

The protession of education has always attempted to respond to the
most urgent needs of the American socicty. Teachers and administrators have
worked untiringly to provide the most appropriate and most productive scrvice
known to mankind--through the American public school. While much criticism
is directed toward the public schools today, it is still truc that we have
t -t cducuated populuace on the face of the earth within the framework of
a4 dewecracy.  This is not to say that the American educator has changed ap-
proaches of instruction or that he/she has always utilized the best content
for the times or the learners, but visible effort has been made on the part
of rescarchers, tcachers, administrators, supervisors, curriculum specialists,
professors, and others to deliver an academic service representative of the
high quality for which America is known. We are not unaware of the levels of
illiteracy which still exist, and we arc cognizant of the reading difficulties
which many Americans experience plus the devastation evolving from hunger,
malnutrition, poverty, and the variety of social ills among us. The profes-
g%?n has still attempted to serve well within the framework of priorities set
for it. This paper on inservice training, then, is an attempt to cxplore the

nature of inservice for American ecducators and to analyze its role and func-

tion along with some prescriptive suggestions for an improved effort, partic-

ularly as it relates to multi-cultural education in the decades ahead.

THE CONCEPT OF INSERVICE

The education of the American teacher has historically been divided
into two categories (preservice and inservice). The dividing line has been
acquisition of the baccalaurcate degree and the state teaching certificate
or license. All training occurring prior to degree and certificate was

52
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categorized as preservice and all subsequent training (assuming that such
persons had also been employed as educators) was categorized as inservice.

. . . . - .
rhe  basiv ¥urpose of inservice training was to incrcase the competency,

the skill, the perception, and the performance of the cducator with ultimate

improvement in the achicvement of lcarners being the goal. Basically, there’
arce several levels of inservice activity, but we shall concern ourselves with
just two:

Level #1: Administrative-Managerial

This level involves those aspects which would
improve the cducator's basic function in the school
and community as a team member (staff member). Such
aspects would include understanding the administrative
style operative in the school and understanding how
the tecuacher is expected to function, such items as
task assignments (which learners would be taught by
the teacher, which responsibilities would be assumed
by the administrator, and general expectations) and
the procedures for acquiring materials, acquiring
lecaves, and basic managerial concerns. When faculty
meetings are called to share this kind of information,
they are referred to as administrative faculty meetings.
Inscrvice efforts under this level are frequently under
the specific direction of the assigned administrator.
Rarely arec consultants outside the district's staff
used.

i

LLevel #

(9}

Curriculum-Instructional

This level involves those aspects of inservice
cducation designed to improve the educator's role in
specific instructional performance and in curriculum
development activities. While this is not limited to
attendance at sessions, it is certainly concerned with
the theory and practice of instructional delivery
systems and with curriculum analysis. The influence
of cducational and psychological rescarch and the
dissemination of curriculum knowledge are chief
components of this level of inservice education.
Concerns with particular disciplines and skills arc
part of this level (rcading, mathematics, music, ctc.)
but the totality of tcaching-learning, instructional
role descriptions and learning patterns are also major
entities,

7

The major focus of this document is on Level #2 us the concerns will
be related to multi-cultural education (both for the teacher and the learncr).

There -ill be several instances where the two levels overlap and will not be
H3
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clearly distinguishable from cach other, but the intent is to focus on the
Curriculum-Instructional components of schooling through inservice efforts
which enhance multi-cultural education.

Inservice activity has traditionally been limited to courses, work-
shops, after-school faculty meetings, lectures, and inter-school visitations.
Whilce these represent acceptable channels through which training may occur,
we are also concerned with the expansion of such channels. More significantly,
we are concerned with the substance of the training which occurs, that is, the
content of what is gained by educators. The idea of inservice is not new and
there is much variation across the country in the design of inservice activity.
Historically, however, these efforts have been less rewarding than most of us
would like and they have been met with strong opposition by many teachers.
(Throughout much of this paper, tcacher will be used collectively to include
anyonc whose professional service employment is dependent on learners. If
there were no lecarners in a given district, there would be no superintendent,
no supervisor, no principal, etc. Therefore, all professional employees
responsible for the direct instruction of learners arc included in the concept
of tcacher.)

Inservice concerns have frequently been under-emphasized because of
the perceptions held by educators of their merit. Inservice has historically had
low priority, and budgeting considerations have left much to be desired in this
rcalm. Onc of the rcasons for the low priority (primarily at the policy-making
level) is that inservice has always been presented as an "additional duty"
for cducators rather than an integral part of the profession of teaching.
Collegiate programs during preservice cducation rarely concern themselves
with inscrvice cducation so that undergraduates have little or no knowledge
of its use, role, or function. Consequently, teachers enter the profession
with little understanding of the nature of a profession's concern with the
concept of inservice. These realities make it somewhat difficult for the
inexpericenced teacher to begin viewing it as a normal part of professional
activity. Further, in some instances, this negative view has been reinforced
hy the experienced teacher.

Galloway and Mulhern, writing in A School for Tomorrow (edited by

Juack K. Frymier) make the following observation regarding inservice:

Inservice education has always been available to the
aspiring and conscientious professional. It has also been

35
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made mandatory for those who chose to neglect its promise.
Thus, inservice education has been self-sclected and required

for varving re¢ sons. Inservice cducation has nrevailed, and
its purposec or promoting professional development has remained
unquestioned. (1)

Most observers would agree with this statement and it has only been in reccent
times that recal attempts at formal evaluation of inservice effort have been
made. Finally, we have come to the point where those who are to benefit from
the service have input into the evaluation of that service. This is an en-

couraging trend and much inservice effort will be improved as a result.

THE NEED FOR INSERVICE

The education profession, by some definitions, is one of the ncwer

protfessions still attempting to gain the status of a profession. The original

professions of law, medicine, and recligion always required that the nractitioner
continue his/her education throughout the entire professional life. The
reason for this grew out of the nced to have the professional gain new know-
ledge and competencies necessary to maintain a current level of knowledge
within the profession. In order !0 svoid drifting into professional obsoles-
cence, the professional must continue to study, to experiment, to research
new levels of understanding about developments germane to the practice of
his/her art. Not only is this a basic necessity for the professional educa-
tor, but this is also an urgent concern because of the vast changes in the
populations being served by educ :ors. These major changes have included
pedagogical changes as well as substantive changes in content and in the re-
lationships betwecen adults and children. Additionally, the basic technologi-
cal changes as well as the new knowledge related to learning theory and the

application of rescarch findings must be part of the teacher's inservice

activities.

Within the last fifteen vears, major changes and developments have
had impact on the school and some of these are indirectly related to the #%ask
of recaching and learning but the teacher's role is so demanding and so complex
tha* many areas nced our attention. Haberman cites some of the many needs of
tecachers:

Teachers should: know more subject matter; go through

Tepsitivity training; learn verbal and nonverbal teaching

strategics; <iagnose, prescribe, and evaluate learning;

HH
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consume and conduct rescarch; learn to work in teams;

create, select, and evaluate media and materials; teach 2

aides, students, and interns; function as change agents. -

Given these demands, one questions the possibility of undergraduate programs
ever hecoming capable of delivering all such competencies.

Additionally, therc is the realization that personncl needs among edu-
cators are decreasing because of the large number of persons acquiring credentials
to enter the profession--and the concurrent decrease in public school enroll-
ments. These factors occurred around the time that cconomic factors (infla-
tion, recession, and unemployment} became realities in the United States and
the resulting impact is that there arc fewer tcachers lecaving classrooms and
fewer ncew teachers gaining employment. This means that schools will be ponu-

lated with more cxperienced teachers whose need to remain current will be-

come even more crucial. The cceoromic factors also contribute to a general
apprehension and uncasiness among wombe: - of the teaching profession and these
tend to be carried into the classroom, affecting instructional behavior.
Frustrations are at an all-time high mong adults and the high degree of
nervous and mental disorders attests to the uncertain state of many practi-
tioners among us. All these are items which must be considered as the subject
of inservice and are discussed within any profession today.

Russell Dall, assessinz the problems of urban tecachers, identified
the three arcas in which most criticism of teachers has occurred:

.. .teachers lack technical shills and appropriate materials.

Most teachers...are basically competent people who do not

know the learning stvles of low-income children and are

attempting to teach in an inappropriate manner, using in-
appropriate materials and methods. (3)

Continuing the arcas of criticism of urban teachers:

A second category includes those who held that the middle-
¢lass teacher is cither intentionally or unintentionally callous
towird the low-income pupit. The teacher enters the classroom
with preconceived ideas of what is proper in behavior, lanpuage,
and dress and, in most instances, feels that the children are
Jdetficient in meeting the expectations of correctness.

...another group of critics saw the teacher as one who has
lost the faith, a person suffering from a failure of will.
Instead »f being true to the teaching spirit of commitment and
dedication, he has given up in the face of a difficult situation,
abandoning the low-income children in their hour of neced. (4)
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The concept of inservice, then, involves the identification of con-
tinued teacher-training programs which would attempt to alleviate the problems
tdentified in the criticisms if the criticisms have any validity. Two assump-
tions arc made by the criticisms, however. Onec is that all urban pupils are
from low-income families and the other is that all urban teachers are cqually
as incompetent in delivering instructional services. While we would take
Issue with both aussumptions, our concern at this time is with the nature of
inservice eftfort which could contribute to an improved school experience of

school children.

INSERVICE AND THE EXPERIENCED TEACHER

With the increased percentage of experienced tecachers in the schools
today, designers of inservice programs must work toward changing the image
of inscrvice training because it has not been met with great favor in recent
vears.  Experienced teachers are also extremely conscious of the demands on
their time and on their energies. This suggests that the designs of present
inscrvice activities must be re-shaped and that administrative priorities
must be re-arranged.  The prevailing feeling that experienced teachers no
longer need inservice activities also suggests that perceptions of the tecach-
ing protession must also be modified. The structurc of inservice training is
described by Kimball Wiles as follows:

Inservice education is an attempt to increcase the
competency of the present staff through courses, workshops,
conferences, study groups, inter-school visitations, lectures,
and staff improvement days. Some large schools have claborate
operations with many offerings, and tcachers are required to
attend a given number of sessions.  Some present their in-
service by television. Almost all school systems make some
ceffort to upgrade their staff. Many state departments of
cducation require that teachers take an additional college
course cvery three or four years if they wish to have a
certificate renewed. (5)

Regardless of the structure of inservice cffort, major changes in the sub-
stance of major presentations must be made in order to serve the needs of
experienced teachers.  The structure described by Wiles represents the form
of inservice but does not speak to the substunce or content of such effort.

We shall speak to the substance of inservice later but the form provides the
initial impressions tor teachers. Experienced teachers, having knowledge of
past cfforts, tend to approach inservice activities with the feeling that they
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could better use their time in other pursuits. In order to modify the form

of inservice effort, the Administrative-Managerial component must be analyzed.

Those responsible for stat't development are now faced with structural designs
so that basic perceptions of inservice can be improved. Administrative
decision-making must take into account the sensitivities ot experienced
teachers as well as the programmatic priorities including budgetary alloca-
tions. Although some have taken issue with the present supnort of inservice
training, it would appear that a re-ordering of support would be appronriate.
Morris Cogan speaks to the investment of resources into inservice education:

...the dollar inputs, the expertise, and the time deployed

in these eofforts arc almost universally insufficient to

spark genuine professional gains among tecachers. TInservice

programs therefore often have more form than content and

too often represent a poor use of scarce resources and a

wilste of teachers' time and efforts. (6)

As a curriculum specialist, we recognize the nced for efficiency
in all programmatic cffort; however, we take the position that both form and

content are significant to the point of warranting continucd attention. The
difficulty arises when analysts fail to distinguish between the two and when
this distinction is not subsequently shared with those who are to bencfit

from the inservice training. Additionally, it should be recognized that the
torm and the content are vonstantly undergoing change and these changes must
be reflected 0 inservice effort.

A more comprchensive view of the inservice function with exnerienced
teachers is shared by R. €. Bradley in discussing the affective domain re-
flected through teacher performance. While the substance of tcaching is
alwavs a necessary component, the following excerpt describes another com-
ponent that must be considered as we think of the experienced teacher's in-
service involvement:

As the student of modern psvchology knows, behavior is
only a svmptom of internal states--feeling, believing, sccing
and understanding.  ...the individual tecacher must scarch out
his true feelings regarding his own methods of tcaching. He
must become more fully aware of the basis for his attitudes
and actions toward the learners. His behaviors are readily
noted when he is in the process of executing his lesson plan--
this, the initial teaching act, is the time at which he
portrays vividly and personifies exactly that "what he is he
does. " (7)

There are varying degrees of experience among tcachers. Many
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school districts provide inteasive programs for tirst and second-year teachers
but neglect more experienced practitioners. Bradley's ideas suggest that the
improvement ot instruction for cxperienced personnel could constitute major
aspects of the inservice training program. The feelings, belicfs, and under-
standings of experienced teachers permeate the totality of curriculum imple-
mentation and, thus, the total school experience of the learners enrolled.
While there are several parts to a comprechensive inservice program, onc must
rememher the long-range cffect of instructional behavior if priorities arc to

he sot.

PATTERNS OF TEACHER EDUCATION

As implied earlier, inservice training is not a ncw idea. Farlier

the teaching profession, there were many practitioners across the country
who were minimally trained. In fact, many did not hold teaching certificates
or degrees. Dburing this period, it was crucial that some cxtended improve-
ment efforts be underway at all times in the interest of a literate socicety.
Also, teacher education has cxpericenced low priorities by those in power to
make political and cconomic decisions. During those times, the teacher was
perceived as a docile, compliant individual by the political and economic
decision-makers in the United States, and even on the university ~ampus,
many of those majoring in teacher cducation expericenced acts of 'academic
snobbery' from others comprising the academic community. 1In recent times,
members of the profession have sought to remove all non-certificated person-
nel and to encourage the acquisition of highly trained specialists to fill
instructional positions. In some states, the Master's degree is the minimum
level of training for cmployment within schools, and these new levels of
training (requirements) have not had adverse effect on those states. 1In
other words, they have had no difficulty in finding persons with the creden-
tials to fill positions. [t should be remembered that the tcaching certifi-

cate or teaching license issued by a state represents the lowest level of

academic preparation acceptable for gainful employment as a practitioner. By
lowest level, we mean that the certificate reflects the minimum level of
preparation for the given task of teaching/administration/supervision. Given
this, it is cven more signiticant that inservice programs increase and become
more Vigorous.
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Today, however, the perception of teachers has changed. With the
increase in the quality and quantity of preparation came an awareness of onc's
role and of one's human rights and professional significance. Despite the
work of the traditional professional organizations, teachers' unions became
a major force in the American educational system. These unions now fre-
quently specify the extent to which teachers shall engage in inservice
activitics. No longer is the teacher seen as a docile, compliant practitioner
but a forceful voice in the decision-making activities affecting schooling--
and this includes the continued schooling of the teacher (inservice training).

A final pattern related to teacher education is the effort to

balance the concern with the structure of the disciplines (history, physics,

mathematics, ctc.) with the concern for curriculum possibilities in helping

to solve the problems which face us. It involves putting old and new knowledge

to work in the elimination of problems which threaten our physical and
psychological health. Thesec ideas were espressed by Jerome Bruner when he
addressed the Association for Supervision and Curriculum Development in their
national conference a few years ago. It should be remembered that curriculum
people focused on the re-ordering of subject matter in quest of better educat-
ing America's populace, and durirg this period, we spent much of the in-
service effort in understanding and analyzing the new content of the disci-
plines. Examples of this include the in:iensity with which tecachers worked
on understanding modern wathematics. In reviewing our sense of values and
our priorities in life, we must consider the way in which we spend cur time,
that is whether we spend our inservice time with too great an emphasis on
any one of thesec dimensions.

Today, there are new questions about priorities in emphasis as well
as about the treatment of a given subject after the priorities have been set.
The basic pattern of inservice activi~ics tended to reflect a primary concern

with the Administrative-Manageria. level and this frequently meant responding

to crisis situations, administrative report-making, ond changes in school
policy. The sharing of information which must be compiind by the Principal
for the Superintendent's »¥#ice became a major reason for calling the faculty
and steff cogether. As stated carlier, we are mere concerned Here with lLevel

#2, the Curviculum-Instructional Tevel because it is feit that this level

more directly reflects the influrnce of educat:o>nal and psychological rescarch
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which has direct rclationship to the quality of the instructional delivery
system. In other words, we sce the Curriculum-Instruction concern as a means
of preventing discord, conflict, and general unrest within the school. Tt
serves mainly to prevent upheaval through providing knowledge consistent with
the changing necds of children and of the professional staff charged with
working with the curriculum. It is partially designed to decrease alienation
and to promote articulation within a setting and to promote a feeling which
could be described as "integrated.” We sce inservice performing a4 major role of
prevention rather than remediation; however, both concepts are frequently
involved because of the nature of concerns dealt with in sessions and in
independent activity.

Another pattern which actually encouraged the acquisition of addi-
tional university credits in teacher educationwas the adjustment in salary
sciales for those teachers who carned thirty or more semester credits beyond
the master's degree. While this is admirable in theory, onec questions the
validity of the practice with regard to inscrvice training which is specifi-
cally designed to improve instruction in a given school--or in a given school
district. Further, few experienced teachers have been cxposed to 'total
curriculum cfforts ' especially those designed to have elementary and second-
ary teachers understand what the other is doing. That is, few understand
the relationship of what the primary tceacher does in language arts to the
ultimate tasks and skills of senior high English teachers. Additional credits
at the graduate level may or may not build such understandings with teachers
from a particular district.

It should be mentioned that some cfforts are beginning to focus on
the particular curricular problems of a given district bccause of the
"clinical approaches” now being developed to serve particular districts. This
involves a series of activitics in which specific curricular problems are
identified by the school and/or district and resource persons are charged
with helping with the particular problem identified. This is quite different
from a4 university oftfering a course in Curriculum Development which frequently
has no relationship to specific curricular concerns of the district(s) being
served.  While it is necessary to provide the thcoretical framework in which

the Curriculum-Tnstructional Level must be approached, the demand for in-

service activities today must be designed so that those being served under-



O

ERIC

Aruitoxt provided by Eic:

stand the relationship and the design.

INSERVICE AND THE CONTROVERSY OF THE DISCIPLINES

Criticism of the teaching profession has been categorized carlier
but there is still one area which is being heard frequently these days and
that concerns the teuacher's cognitive knowledge which comes directly from
the traditional disciplines. The disciplines referred to arc those estab-
lished arecas of econtent (the sciences, mathematics, literature, history, etc.)
which comprise the traditional arcas of study employed in public school and
collegiate teaching. The controversy exists when these discinlines compete
with cach other for requirements for degrees and certification and ultimate
improved teuaching. Many feel that a single discipline is the answer to
improved instruction. While we support some involvement with the disciplines
as a basis for a '"formally cducated individual,"” it should be rem ~bered
that the bulk of America's students do, in fact, acquire adequate ‘vels of
cognitive input. Of course, we arc concerned with scores made on ler-
made tests as well as standardized tests, but the ultimate test of a school-
ing is the long-range impact on human behavior and human functioning as a
citizen. The social problems facing us today are not the outgrowth of '"lack
of knowledge from the disciplines'" alone but reflect the lack of many addi-

tional aspects--multi-cultural education being onc of them. The visible

quest by specialists in the traditional disciplines for students from the
ranks of teachers is phenomenal. Part of this is related to the economic
crrisis in which we find ourselves, but part of it is also due to the fact
that cach training areca (disciplines included) must '"fight to stay alive" in
a period of decreasing enrollments and other factors.

[t should bhe pointed out that the disciplines have been primarily

responsible for the gencral cducation of teachers while the professional

cducation of tcachers has been the responsibility of those who are specialists
in the theory and practice of instruction. Others have contributed greatly

to both these dimensions and the reference is to primary responsibility.

PROFILING PRESERVICE (UNDERGRADUATE) TRAINING ,

When one considers the multiple tasks identified for the tecacher of

today (those described by Haberman carlier in this document) plus thosec being
o)
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constantly identified by others, the question of the capability of under-
graduate preservice education to deliver all these,even at the entry level,
becomes paramount.  Obviously the teaching role is expanding and new survival
skills arce being identitficed tor those who would remain in the profession

But inservice cducation should remember that the task of undergraduate
education may be too demanding. 1t may be asking too much of preparation
programs to provide the general education and the professional education
prior to entering as a practitioner. Instead, it may require additional

time to prepare a teacher just as it does to prepare an attorney or a dentist.,
Designers of inservice programs should remember the nature of undergraduate
programs. For example, many undergraduate programs for sccondary teachers
arce comprised of about five-sixths general and discipline-oriented cducation
and onc-sixth professional ceducation. Such an imbalance may be deemed
necess=ary and appropriate by many, but the nature of conflict in schools at
the <econdary level might suggest a review of the emphasis. The increased
"laboratory skills development emphasis' as reflected through student-teciaching
and other innovations associated with giving the prospective teicher more
contact with learners, might bear this out.

In other words, the designers of inservice education should sce
that Jdesien as a continuation of preservice efforts, not as remediation. The
lifelong pursuit of excellence in the education profession should become a
hasic characteristic rather than an imposition on professionals who are
already holding "demanding roles.”

We take no issue with those observers who indicate that something
ditterent should be done with the time allotted to undergraduate preservice
training of teachers. Almost cvery Curriculum Specialist would agree, at
least in part, with such a position. The total abolishment of one dimension
for the acquisition of another, however, may be ecqually as detrimental. Even
so, priorities must be set and continually reviewed. Professional cducation

has had its share of ¢ritics and so the kind of re-ordering suggested here

would involve both the design and the implementation of inservice programs.

COMMON TNSERVICE EMPHASTS

While most school districts have some form of inscrvice activity

nnderway, few have attempted to specify the particular needs, the inservice
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function, or the dimensions/levels involved with a given district. Addition-
ally, few resource persons (higher education curriculum specialists, admini-
stration specialists, or psychologists) have attempted to identity tor the
participants the particular arena in which their efforts would he found.
Fach particular school or district must identify its own nceds but having
assistance in conducting a comprehensive needs assessment is most appropriate,
The following Inscervice Emphasis chart attempts to identify the
arenas in which inservice effort must be identified. Almost all activity
underway today would or could be placed somewhere on the chart.
Those observers who have attempted to analytically describe in-

service functions will be able to sce that Function A  (Crisis and Conflict

Resolution) is basically designed for remediation while Functions B and C

tend to be designed for prevention and development. The continuous charac-

teristic of inservice emphasis is implied.

It should be remembered that, in some instances, the two levels
reflected in the chart may be combined but rarely could they he given ecqual
emphasis.  Within the designed program should be an inherent proclamation
that once or the other is the level on which programs are built.

Finally, Consciousness-Raising and Long-Range Staff Development are

major components requiring investments of time and resources (human and
Pinancial). Until those responsible for program development and inservice
training arc aware of the nature, functions, and processes representing
clarity in design and purpose along with implementation, inservice training
will continue to be met with apprehension, rejection and, in some instances,

hostility.

MULTT-CUFTURAL EDUCATTON OFF TEACHERS

Discussions of inservice are frequently being combined with dis-
cussions of Multi-cultural Education. Few writers have chesen to build an
historical perspective related to multi-cultural entities or to clarify the
rationale tor its increase in significance today. The American teacher
(principal, tcacher, supervisor, curriculum assistant, librarian, counseclor,
ete.) was essentially prepared with mono-cultural curriculum programs, rather
than multi-cultural programs.  The continued inservice efforts following
entry into the profession also reflected the mono-cultural characteristic.
Our position is that the continued schooling of teachers must be current in

7y
Ui



»)

46

UOTIBUSTIE BUISBAIIY P
spaou juspnis Futrjueyd
#0 94nleU JYl U0 YDIBISII UOLIIDY ‘¢
sdiysuotrirviol (uot3onaiisur
PIlYd/3Inpe j0 danieu 3utduey) -7 suo1lduny [ooyoss snaoxdut £{aivwri(n
uoT1RIUBWS [dWT WNINJTI pue $9111[1dBF [OOYdS JO 3asn 01 paudisop sidadse
-Ind U0 31dedwl 9ARY 3rvYl ajdoad [eUOT13TprIl 9yl FUTINIONIISIY °7 2soyl Jurtajoaut)
Jooyas Fuowe ZUTIINIDO AT3Iussdad 121131S1p J10/pue
WSONSST [eQO[8,, 01 UOTIIUIIIB JWOS [00Yds 3yl Aq PaAIas sai[luej 1udwdotoaaq
104 SUOTIEBDTJTIUSPT Ddllevwwerdory | 3o suidiied d1wouodd jo Apnig Fjeis aguey-suo] -9
[edol '
ueyl J1oyled FUISIBRI-SSIUSNOTIISUOD
[e21808epoa pue [eaow L[[L1IUDSSY "p
(-030
‘s100yds pooyroquydiou ‘suxajljed
21WOU0dd) waldE Jd0/pue [ooyds
D1J1I29Us B JO SOIWBUAP 92 BurdApnig -¢
{popnioxas AT1ELD1I03SIY JUIJUOD (suos.aad
ueodoany-uou 9yl JulIO[dXd) U] POTITILID-UOU ‘SIOSTA
SUOd WN[NITLIND JSIIAIP UT 44018 dursted -1adns ‘saojvaysturupe
40 [9AJ[ adpa[sMouy ayl SuUIswaIdU] °7 SSOUSNOTIISUOI-[BFO] A[[RI1IUDSSY] 7 ‘SI9Yydua1--suosaad
(isdn-gurey FUINEW-UOTSID0P DI3RILD Ystutwip 11e 3o 1aed oyl uo)
AodE JEYN ] we oyy) s1d9ylo 01 poudlsop S1 UYdI1yM JOTARYdY
-pUL-319s 40 FuUIUTEI] Ssauddesmy | 1a1oed] a0l saanpodoad Fuijzeasusay -y FUTSTEY-SSIUSNOTIISUOY) "¢
(saurea ‘suo1ly
-dsdaod ‘uotizipeal jo syimoadino)
JO0IARYDY 3O suolldpajul uifriudpp -¢ (s100U08
(rotarvyoq joaiuod o) Fuiridwoiar) duown puw uryity)
sarna mou Jurdjroadg ¢
(34038 “SIOUIBRAL ‘saaydedl) ajdooad (Iuowow doy3 10j A{uinw) uorInjosay
[00OYds 40 J0TABYIq Y SursApruy [ S0OUS1D4F 1P BUTATOSIY '] IDT1JUO) 10 SI1S1.0) ¥

[ [RUOIIDIMIISU] -umnII.1.11)

[0 [BIIIGRURL-0AT IRAIS TUTUPY

UOT 3N ADTALOSU]

STSVHAWT HOTAISNT NOWKOD

Aruitoxt provided by Eic:

E\.



O

ERIC

Aruitoxt provided by Eic:

niture to the point of utilizing new knowledge and new understandings about
the philosophies on which American education programs were built. Concepts
of academic respectability, of classical learnings, and of curriculum
diversity arce all new to the inservice scence ind to the public school curric-
ulum scene. Before sharing a descriptive detinition of multi-cultural cur-

riculum, a bricef historical perspective for American schooling is offered.

HISTORLCAL PERSPECTIVE

Around 1960, this country began a scries of activities (consciously
and unconsciously) which initiated major changes in our social, economic,
political, and cducational system. This is not to suggest that the Suprcme.
Court decision of 1954 did not have greater impuact than any decision in the
previous fifty years, but the decade of the sixties provided a public cons-
ciousness-raising such as we had never known before.  That decade was char-
acterized by sit-ins, by early legislation to combat uncemployment (Manpower
Development and Training Act of 1962 and the Economic Opportunity Act of 1964)
and by other major pieces of legislation which are famous:

1962 - Manpower Development & Training Act
1963 - Vocational Education Act

1964 - Lconomic Opportunity Act

1964 - Civil Rights Act

1965 - Elementary/Secondary Education Act
1965 - (Subsequent Teacher Corps iegislation)
1965 - Higher Education Act

1965

Voting Rights Act

In addition to the legislation (and the foregoing list is not necessarily
complete), emphasis on community action programs and on other extensions of the
"war on poverty' brought the United Statw-s to a concern with domestic affairs
not experienced in recent decades. Civil disorders, riots, rebellions (or
whatever one chooses to call them) scnt Congress looking for remediation and
corrective action. Muach of this reality resulted in programmatic creations
(education programs) built on a philosophy of "Compensatory Education."
Somchow, the American public decided that the children who had not done well

AN
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in school needed some compensation--basically for their impoverished state.
Compensatory ceducation took the position that there was nothing wrong with
the teachers or the school--that all adjustment must be made within the
learner who had not done well. ‘The "Compensatory Model' sugpested placing
additional cquipment and resources in those schools populated by low-income
children.  The "Compensatory Model," however, was to be implemented by
teachers trained in traditional programs and few people were pleased with
the ultimate results.

By 1969, the American Association of (Colleges for Teacher Education,
through its National Steering Committee and Task Force, published a booklet

callted Teachers for the Real World. This booklet, without directly stating

so, declared the inappropriateness and ineffectiveness of the "Compensatory
Model." Finally, somcone had re-focused attention on deficits in teachers
and teacher training and brought us to additional levels of awareness. One
excerpt from it follows:

The teacher must also face the question of racial prejudice
in himself. The white teacher harbors many prejudices of which
he is unaware. The Negro (Black) teacher may carry teelings of
resentment and aggression that come with a feeling of imposed
inferiority. It is necessary for the teacher to face his
personal problems squarely and to include in his program of
preparation experiences to shock him into the realization of
his prejudices and show him how to deal with them. Just as

there are prejudt in the teacher's fecelings and modes of
thought, so too a: esc found in pupils and in the adults
of the community. &)

Although some inscrvice concerns had been built into compensatory
legislation (notably Title I), none had directly focused on the teacher as
a person/practitioner. Concerns of cultural awarcness, of openness, of
racism reduction, of objectivity, and of the rights of others became paramount
in discussions,while little happened to the substance of curriculum in schools.
The decade of the sixties closed, then, with this one direct attack
on the consciousness of the education profession. Other indirect attacks were
highlighted:

Since national sclf-interest is involved in the produc-
tivity of effectiveness of our schools, new, more firm and
substantial and far less fussy national involvements are
called for as well.

Unless teachers are those who can identify with those in
their classroom in terms of '"we,'" they are not the proper
instruments for the education of that particular group of
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children. Ideally, tcachers and administrators who fail
to identify with their pupils should be transferred clse-
where and others who can relate more closely to the needs
of pupils should be sought tor the task at hand. (9)

About the time  1969-1970, the pattern in our national-social
consciousness wias clear.  We had started with awareness levels:
Awareness of Civil Rights (legal)

Awareness of Human Rights (sensitivity to
relationships among pceople)

Awarencess of Women's Rights (legal, Social
and Political)

Avarencss of Children's Rights (All Dimensions).
Fach of these new awarcness levels followed us into the present decade and
we have heen struggling with the educational implications since 1970, The
changing naturc of all relationships atfected the nature of school curriculum
and, thus, the nature of inscervice for those persons implementing the curric-
ulum (certificed personnel).

Not only is the caste system being diminished but the implications
of such a system must be dealt with in light of human awareness. The legal
framework for our behavior in schools hias been established through legisla-
tion and other cedicts.  The interactions subsequent to the legal framework
involve multi-cultural curriculum.

Additionally, concerns about "survival of the profession' got trans-
ferred to "survival within the profession.' Tncreases in calls for personnel
evaluation and other factors bore this out.

It was with the onsct of the 1970's that compensatory education
hegan giving away to a new concept known as multi-cultural curriculum
(education). The new concept is mueh more comprehensive than the old. Such
a multi-cultural emphasis requires the total examination, analysis and re-

organization of much of what has been called objective schooling.

feaders of the movement to reform public school curriculum (and
college/university curriculum) have essentially functioned from within the
system to change the system.  This has been most difficult for many whose
consciousness levels had not bheen raised because the carlier leaders during
the compensatory model days had essentially "evangelized" by citing problems

with few analyses and few solutions. Rather than re-stating the problems
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associated with American cducatics, multi-cultural education attempts to
analvze and cite possible solutions which would have long-range cffects on
motivation, on achicvement, en altimiate human relationships, and on the con-
cept of the "formally educated individual’ in our socicty. Multi-cultural
cducation is not just for children who had not done well in school hereto-
fore; it is not just for Black children, Puerto Rican children, Mexican
American children, Asian American children, Native American children, or

Caucasian children from impoverished families. It is for all children, cven

in communitics where there are no highly visible minorities. This is not met
with great favor in many se-tors of the academic community, but before moving
turther with the historical perspective and the rationale, the following

descriptors arce offered.

ABOUT MUL'TT-CULTURAL EDUCATION

The anthropological concept of culture is extremely broad and
includes the physiological, psychological, sociological dimensions of a
group ot people. It includes those instructional sequences which attempt to
reflect the totality of American culture, not through assimilation, but
through acculturation and the visible distinction of one cultural variation
from another. Multi-cultural studies address themselves to the similarities

and difterences among people within the framework of equal respect for these

traits. Multi-cultural education also means the recognition of variation

through instructional approaches, materials, assessment,and it is not in con-
flict with multi-ethnic ideas and ideals. Rather, it suggests the autonomous
frecedom of cultural variation among entitics in the American milieu.

There is little disagreement that the education provided in American
schools reflects the perceptions, myths, realities and practices (a basic
orientation) as scen by White, Anglo-Saxon, Protestant, Middle-income pcople.
Yet America is populated by many grovps other than those--and by groups who
have an orientation to reality based apon criteria thatare simis.r to, but

different from, white middle-income America. Currently, the monc-cnltural

curriculum represents the Hiowledges, skills, attitudes, and practices deemed
essential to the maintenance and perpetuation of a mode of life of a parti-
cular group (bearing o particolar cultural identity and cconomic standing).

To move from a mono-cultural curriculum to a multi-cultural curriculum would
69
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involve the acknowledgement of the existence of different sets of values and

hehaviors and to accord these values a degree of worth sufficient for academ-

ic maintenance and perpetuation.

Multi-cultural education also attempts to give cqual and appropriate
attention to content drawn from the historical and sociological heritage of
various cthnic groups represented in America (not necessarily in the school or
district) where inscrvice might occur. Part of the thrust of multi-cultural
education is to fill the instructional void created by curricular exciusion
of numerical minorities in the United States.

While multi-cultural curriculum attempts to provide substantive
content which includes the racial, social, economic, ethnic, and political
diversity represented in America, it is also providing a degree of balance
(balance for "things of the mind'"} for children whose backgrounds have been

historically reflected in curricular substance.

ELIMINATING RACISM, SEXISM, AND ELITISM

Without any reservation, we take the position that multi-cultural
cducation is designed toward the climination of racism, sexism,and elitism.
In other words, to acknowledge that a society is composed of many cultural
and ethnic groups while adhering to a mono-cultural curriculum which denies

the existence of these groups is to exposc a basic contradiction in the con-

cept of full educational opportunity. The reduction of racism involves de-
creasing the beliet that race is the primary determinant of human traits and
capacities. It fturther involves decrcasing the belief that racial divferences
produce the inherent superiority or inferiority of a particular race. The
reduction of institutional racism involves the operation of those entities
{the school is an example) whic® 'irectly affect the lives of pcople and the
philosophies on which their ope-+ »ne are based.

Scxism i¢ the belief ti.c one sex (male or female) is inherently
superior to the other. Such belief manifests itself in behaviors which re-
strict one sex from opportunities, activities, and privileges normally granted
to the other sex.  Sexism is also demonstrated in the substance of curricular
materials and in policies made within schools. In recent times, this idea has
referred to discriminatory behavior against females, but it is not limited to

this. Reduction of this belief is also a part of multi-cultural education--
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although an expanded part of its original concept.

Elitism is the idea that one group (usually an ecconomic group) is
better than another based on the value judgments of that group regarding
their attributes and characteristics. BElitism involves the concept of social
superiority becanse of cconomic advancement.  Further, it incorporiates the
idea that one group in society is better able to govern, and thercfore should
hold the political power. Elitism, however, may be practiced on several
cconomic levels and may reflect a number of contributing factors. Multi-
cultural cducation attempts to reduce the concept and practice of elitism by

substantively declaring a notion ot the dispersement of power in all its

dimensions,

Accepting the recognition of the social, cultural, and economic
heritage of several racial and cethnic groups represents a major component of
the ideal of full and cqual education opporturity., The inclusion of these
heritages into the curriculum (on an on-going basis) is an attempt to reform

Anerican odncation from its mono-cultural status to a multi-cultural status.

MULTT-CULTURAL EDUCATION AND DESEGREGATTON

With the onset of school desegregation, many teachers felt inadequate
to teach children who were racially, cthnically and cconomically different from
themselves.  Much of the inservice training occurring immediately following

desegregation has limited itself to the function of crisis and conflict reso-

lution, We sce multi-cultural education as serving the function of improve-
ment, development, and keeping one's profession current.
Some persons raisce the question of multi-cultural curriculum (espe-

cially in Jdesegregated schools) even if teachers feel uncomfortable relating to

children and content across racial lines. Teachers, iike everyone else, feel

uncomfortable when confronted with the unknown or the unfamiliar. Because
pcople can learn to know the unknown and become familiar with the -unfamiliar,
our position is that inservice cfferts designed to enhance this dimension of
teacher performance will generate little difficulty on the part of good and
etfective teachers. The art of relating to children across racial/ethnic lines
i< vitimately the result of the teacher's academic/professional perception of
he .chonl, the curriculum, and the teaching role. Well designed inservice

trauining for multi-cultural education is the vehicle through which the reluc-
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tant teacher/administrator can overcome reluctance in dealing with phenomena
related to teaching and learning.  (Inservice training may be in the form of
readings, workshops, institutes, self-initiated study and personal involve-
ment. ) Obviously genuine interest and commitment to the protession and to
one's self are primary ingredients for effective development of multi-

ctiltural c¢ducation. It is common understanding that undergraduate programs

of tceacher preparation have done little to expose the practitioner to the
purposces, components, and rationale for multi-cultural cducation. To
become relevant and current for implementation of multi-cultural cducation,
administrators and teachers must acquire valid knowledge of the history,
current knowledge of the life-styles, pevceptions and aspirations of various
racial/cthnic groups plus the appropriate skills for tcaching these knowledges

to student bodies who arce part of a multi-cultural socicty. Inhcrent

in the process of acquiring these knowledges and skills is the prerecquisite of

positive attitudes for authentic relationships with multi-cultural peoples.

Desegregation implies that long-standing socially-inspired practices

of scparation are being challenged and eroded. Following these moves, much
inscrvice has had to deal in crisis-oriented moves. Beyond that level, how-
ever, those of us concerned with long-rimge cffects of schooling have been

more concerned with the manner in which the instructional program was

desegregated,in addition to the school, and the resulting effect on the dignity

of children (all children). In a chapter on "Prescerving the Dignity of Child-

ren in a Descgregated Society,” the following is offered:

But hefore we can preserve it (dignity), we must assume
that it exists. We must re-declare our belief in the dignity
of children and vouth. To what extent do I (the tecacher)
really believe in such ideas? Preservation of it involves
other subsequent notions:

(1) The way in which a teacher talks with learners.

{2) The territorial rights assumed by cducators and
others.

{3) The assumptions made about social class and
cconomic class.

{1} The selection of instructional content which
creates images.

{5y The analysis of decision-making practices and
policies in adult-child relationships.

{61 The ability to share the power of decision-making

(7y the ability to be assessed by children and youth

as well as to assess. (Assessing human behavior) (10)

1
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The above notions become part of the inservice goals when the design
1s toward multi-cultural understandings. It should be remembered that real
cftorts toward multi-cultural understandings require the challenging of many
basces (philosophical bases) upon which curriculum decision rests.

Multi-cultural cducation also invites more valid interpretation of
pedagogical procedure/behavior. The nature of inservice for teachers and
administrators in those situnations sccking a multi-cultural curriculum reflects
the three-dimensional concerns below:

{A) [t must increasce the multi-ethnic, multi-
cultural literacy level of the professionals
and para-professionals involved. FEducators
must know what it is before they can deal
with it.

(B} It must develop appropriate ways of developing
curriculum programs utilizing multi-cultural
emphasis--and at the same time--locate and
appraise curriculum materials usceful in this
pursuit.

(Cy It must continuc a quest for the development
of academic skills (including consumer competence)
while making use of multi-cultural substantive
content--in that process.
Inherent in the above dimensions 1s the assumption that cducators recogni:ze

the need for a mubti-cultural ceducation to service a multi-cultural population.

ENSERVICE, MULTI-CULTURAL EDUCATTON AND TOTALLY WHITE SCHOOLS

Again, we specify that multi-cultural education is both appropriate

and essential in those places and instances where racial desegregation has not
occurred and is not likely to occur due to population trends. In other words,
there are school districts where no racial minorities reside. In those
sttvations, multi-cultural education should have an even higher priority be-
cause the teachers and learners are deprived of the privilege of interacting
on v daily basis with people who arce different from themselves. Learners
enrolled in these districts are likely to move to other locations early in
their adult lives.  The long-range effect of curriculum substance is vividly
displayed when graduates of public school curriculum programs are placed to-
gether in higher cducation and/or employment situations where impressions and

behaviors constitute relationships which too often reflect school programs
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characterized by racism, sexism, and elitism. White hildren nced to know
about non-white people, ideas and concerns just as non-white children are
called on to know about white people, idcas ana cuncerns. Multi-cultural
cducation has the facility for crearing a new level of respect for diversity
through awareness ot that diversity.

Inservice in totally whitc schoois would do well to make multi-
cultural curriculum a high priority. [t has the capacity to help develop
the culturally-sensitive teacher--one who huas the capacity to identify and
empathize with the values, aspirations and feelings of others so that we can
dispel the fears of cultural differences and increcase human communication.
For too many decades, the work of the American educator (and thus the school
and the curriculum) has left children with limited perceptions of their worth
and of the dignity of "ditfterent' human heings. Not only children, but their
adult teachers and their adolescent brothers and sisters must be exposed to

the possibilities of multi-culturafism.

AN EXTENDED VIEW OF MULTI-CULTURAL EDUCATION
Our concept of multi-cultural education includes the basic dimen-

sions of the program of studies, the program of student activities, and the

program of guidance. Further, it includes the relationships and impressions
gained when a ITearner, a parent or other community resident has contact with
the school and/or its major representatives. In the program of studies, peonle
trequently begin with Black History in describing multi-cultural education.
While it is true that confrontition on college campuses in the sixties by Black
students resulted first in hurriedly-conceptualized Black History courses,
our concept goes much farther than that. We are concerned with any non-
Furopean historical content (Black History, Puerto Rican History, Asian
American History, Mexican American History and the like). Multi-cultural
cducation also involves the sociological dimensions (group preferences and
concerns, tribal relationships among Native Americans, third world concepts,
and varying perceptions of persons within the same ethnic/racial oppressed
group,including women).  Further, it involves the humanistic dimension (under-
standing and utilizing those humanities components like Music, Art, Dance,
bDrama, Poetry, Literature, Specch Patterns, Religious Perspectives, Film, and
communicative styles) which are not necessarily European in origin.

’1.' l_
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These descriptions do not exclude the possibilities within the
Framework of the technological dimension (knowing, understanding, and utilizing
the contributions of persons not of Furopean ancestry)--contributions to tech-
nology, to invention, to medicine, cte.

Additionally, inservice programs must raise issues like the following
it they arce to be truly multi-cultural in nature: '

{1) For whom arc school holidays named? Are they all
Americans of Buropean descent?

) Are standardized tests given on Jewish holidays?
3) Arc girls prevented from full participation in any
activity--because they are girls?

(1) Are the remedial reading classes populated more by
bovs than by girls? [If so-sare any of the remedial
reading teachers male rather than female?

(5) Are school policies still prohibiting the free,
responsible expression of all its students by
certain controls which may mitigate against
student rights?

(6) Arc the foods served in the school lunch program
reflective of the culturally-pluralistic nature
of our sociecty? --without sacrificing nutritional
value?

{7) On what basis do wce choose textbooks and other
curriculum materials? Is the multi-cultural
clement a factor in these decisions?

(8) Does the grading and evaluation practice of
teachers in this school/and or district reflect
curriculum bias and instructional discrimination
against any group (boys, racial minoritics, the
cconomically poor)?

Obviously this above list is not uvompleie. But multi-culturalism
is a more comprchensive idea than this paper can contain. It has been des-
cribed by others (notably James A. Banks, Geneva Gay, Jcan Grambs, David
washburn, and scores of others) but the description must also be part of the

inservice effort.

MULTI-CULTURAL EDUCATION: AN INSERVICE PRIORITY

There are scores of pecople involved in public education who have
difficulty accepting the notion of multi-cultural education for learners and
subsequently for members of the cducation profession. Across the country, we
see an. increase in the awareness of educators of its role and function. Again,
the notion of academic respectability emerges. People are not sure that it i

academically respectable to study the works of Black writers, of Mexican
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American historians, of Puerto Rican novelists, etc. For onc thing, the
question of performance on published standardized tests is raised. How shall
learners do on standardized achicevement tests if we move into a multi-
cultural curriculum? Obviously, we feel that the tests themselves are mono-
cultural and bear some review, analysis and revision. The work of Robert 1.
Williams at Wuashington University and Norman Dixon at the University of
Pittsburgh may become part of the inscrvice exploration. The maintenance of
mono-cultural tests should not be a factor to preclude honest, objective, and
aggressive curriculum development toward multi-culturalism. Change the tests.
Challenge the testing industry and support other efforts which are already
underway.

Multi-culturalism must become an inservice priority because survival
within the profession will soon demand it. When political power shifts, and
wvhen those served get a bigger share in the decision-making role, programmatic
direction also shifts. The presence of unions and tecacher bargaining units is
a daily reminder  that changes are underway. Learners will soon have a
greater share in determining the substance of their schooling.

To those who say that the program of studies is already full and we
cannot add anything, our response is that we must do different things in the
time allotted to us. We all recognize that there is more knowledge to be
acquired ncw than ever bhefore, so curriculum specialists, administrators and
teachers must be selective about that which shall be dealt with--and they
must make those decisions bused on a carefully analyzed philosophy in light
of the major social-political-cconomic changes occurring within the last
fifteen years in the United States. Because we cun no longer use the ten-
vear-old curriculum substance with today's children, inservice is of prime
importance. The content and substance selection process must be reviewed as
a part of the thrust toward multi-cultural education with America's educators.

Summiarily, we should indicate that the high priority which we

suggest should be placed on multi-cultural inservice training grows out of the

following: (1) neither previous inservice training nor the undergraduate
preparation provided any multi-cultural thrust for America's cducators; (2)
the vast number of changes and awareness levels of human rights, civil rights,
and women's rights requires that educiators become more knowledgeable and

sophisticated about the impact of these changes on curriculum; and (3) the
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acknowledged commitment of American educators is to provide the best, most appro-
priate scrvice to the learners of this country. When thc ¢ who help to
identify the substance of inscrvice effort really undersiand the nature, scope,
and rationale for multi-cultural inservice education, its priority levels will
he raisced.

Even in those settings where persons are apprehensive about busing to
achice racial desegregation in schools, concern about the most appropriate

substantive curricular offerings is of paramount importance.

ADDETEONAL INSERVICE COMPONENTS — (RE: MULTI-CULTURALISM)

Whilc substance of content is a primary factor in multi-cultural
inscrvice ceducation, other factors warranting exposure to the teaching pro-
tfession include the many agencies, commissions, asscemblies and groups working
toward these same ends. A partial list follows:

(1) The Council on Interracial Books for Children

(2) The National Education Association's Human
Relations Division

(3} Commission on Ethnic Bias of the Association
for Supcrvision/Curriculum Development

(1)  The Japanese-American Curriculum Project

(5) Integrated Education Associates

(6} Commission on Multi-Cultural Education of
the American Association of Colleges for

Teacher Education

{7) Statce and National Commissions on .ivil hights
(specifically the Education Sect:oas)

(8) National Black Potlitical Assembly

{9) Multi-Cultural and Ethnic Diversity Commissions
of the National Council for the Social Studies
and the National Council of Teachers of English

(1) National Conference on Urban Education

(11) The National Alliance of Black School FEducators

(12} Americans for Indian Opportunity (Lducation Section)
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Publications, programs, concerns, resolntions, functions and compo-
sitions of these and other groups arce of significance to the profession of

education if it is  to become truly multi-cultural in inservice activities.

SUMMARY

[nservice cducation appears to be with us to stay as a means for
renewing the quality of scrvice provided learners in school settings. Any
nation which cxpects to retain the level of literacy now enjoyced by the
United States must employ some form of renewal on a continuous basis. The

inservice notion will not only remain with us but will increase in intensity

and will expand. With this expansion will come nceded new analyses and
descriptions.

This paper has attempted to suggest that, of all the possible dimen-
sions of inservice training neceding attention, multi-cultural education
deserves high priority because of major changes in the American society.
Further, we have attempted to provide a brief description of what multi-
cultural education includes--and this has been done within the framework of
the substance of the public school curriculum. Teachers are the implementers
of the curriculum and their continued renewal is paramount in maintaining and
improving learning oppor{unities for America's children.

Multi-cultural education will become a major entity--at least for
discussion--among those responsible for inservice education. It is our hope
that it will bhe approached, designed, and implemented with the long-range view
of its possibilities for providing a richer, more liberating, more effective
educational experience for the American teacher and, ultimately, for those

served by (he American public schools.
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MINNEAPOLES PUBLIC SCHOOLS/UNIVERSETY OF MINNESOTA
TEACHER CENTER:
IN-SERVICE TRAINING FOR OPEN CLASSROOM TEACHERS

Kenneth R. lHowey
University of Minnesota

lhe primary intent of this paper is to describe how teacher educa-
tion, especially inservice teacher education for open classroom teachers, is
Facilitated by one model of the newly cvolving structures called teacher
centers.  Hopefully, the paper will also help clarify the resnective concents
of inscrvice teacher education, teacher/teaching centers and to some extent
“open' schooling. An attempt to provide some boundaries to the concept of
"ireservice serves as the departure point in this clarification process.

In-scervice teacher education, cven today, resembles a patchwork auilt.
tsically the product of spare moments here and there, and usually those at
the end of the working day, it is usually o collection of remnants-- in
this case remnants of larger ideas and ideals. Rarely has it served as a
conduit for major renewal. Rather, like the quilt, it affords the teacher
and the school system with some minimal cover and protection. What is
included in this patchwork? What is ipn-serviceteacher education?

[n-serviceteacher educacton, as discussed in this paner, is limited

to those activities specifically designed to respond to the instructional
needs of tcachers as defined by their particular classroom or school context.
[t does not include myriad personal growth activitices, whether formallv
enpaged in or naturally occurring-- unless there is a deliberate focus on
their anplication to the classroom. YNeither does this definition inciude the
numerons oducative experiences in which the teacher engages where the focus

is on some element of the sc ~oling process but where there is little, if any,
attempt to transter the contont of the experiences to his or her specific

situation.  Also excluded in this concent are the many ceducative expericnces

N

S
P

.

02
O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

cngaced in by a teacher primarily to move into a role or career other than
teaching.  Personal growth, generalized and often requisite professional
development, and carcer development can all contribute to but are not synon-
vmons with in-scervice teacher cducation as described in this document.

There is no attempt here to ignore the considerable interaction
which oceurs between these categorizations of teacher renewal nor to claim
them as inclusive.  Nevertheless, attempts such as this, however basic they
might be, to better differentiate the types of growth expericences which a
teacher may engage in do serve a useful purposc. [f in-serviceteacher educa-
tion is to become a more serious enterprise, a better explication of just
what i+ and is not included in that process is the first order of business.
Issues revolving around such fundamental questions as governance, financing,
delivery and teacher autonomy will not be fosolvod unless or until there is a
clearer delineation of what is meant by in-service teacher education.  The
patchwork of activities currently embraced in some concepts of in-servicenot
only preempts conceptual advancement but confounds relationshins legally,
politically, and financially.

This delimited perspective of in-service education has been helnful
in defining responsibilities, both independent and collaborative, o two
separate systems-- a school and a college-- sponsoring a teacher center. The
model reviewed here is the Minneapolis Public Schools/University of Minnesota
Teacher Center.  While multiple activities of the Center are described, its
contribution to (1) fixing tcacher training more specifically in the context
of explicit program or school renewal, and (2) defining parity in terms of
reciprocal services between systems 18 underscored.  The need for context
specific in-service is nsually intensified when cfforts at comprehensive and
coherent program renewal arce attempted.  Such is the case in Minneapolis and

this concept of "context specific' warrants further claboration here.

FACHER TRAINING IN THE CONTEXT OF SPECIFIC SCHOOI SETTINGS

Historically, most cfforts in both the preparation and rcnewal of
teachers have been formulated on the basis of what might be called the
veneralized needs of practicing professionals.  Considerable uniformity in
< hool practice has allowed teacher trainers, usually located in colleges,

aroanize rather stundardized instructional offerings from which teachers
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may select.  Limited personnel resources as well as the logistical difficul-
ties of conducting training in specific school sites have largely precluded
teacher cducation responses hand-tailored to those needs of teachers created
by the unique demds of their specitic school context.

Certatnly, pre-service training has been founded on the assumption
that oa genceralized body of knowledge and sKills can he effectively translated
by the prospective teacher upon his enplovment into snecific strategies
apprepriate to his or her school context. [t is geucraily assumed that the
fine tuning regutred in this transitien to a specific teaching assignment
will come with tuller responsibility and more expericnce, especially when
supplemented by thelin-service offeriags of that school and/or the larger
svaten.,  This a=sumption may be valid, but only to the extent that pre-scervice
trivmming as generally vconsonant with the basic demands of the actual tceaching
assionment andin-service offerings are in fact available which further reflect
the unigre problems attendant to that instructional cenvironment.

Two cvolving phenomena, however, mitigate against the possibility
ot the above conditions. Fr?xt, there i1s more variance than ever in a host
of demographic factors in our country and this suggests considerable differ-
ences between schools Tocated in different social setting and geographic
locations.  Sccond, there i1s also increasing variation in life styvle and
This combination has resulted in a greater expectation by the public of some
planncd program variation or schoel alternatives from which they can choose.
Distinct differences in school programs are increasingly a reality and these
variations, in turn, often call for distinctly different teacher attitudes
and skills.  Not only pre-scrvi-obut expericnced teachers who were trained
for more multi-purposce mirinstream schools are often not adequately prepared
to make an effective transition into school variations emphasizing a certain

value orientation or retflecting a distinct social or cultural need.

This is especially true when the second condition needed for cffec
tive transition--inservice cducation--is often little more responsive than
presservice preparation to the unique needs created by newly evolving expecta-
tions. That this is often the casce should hardly be surprising if one con-
stders that many school svstems arce also scverely strapped in terms of needed

1

poersonnel resodrces to support continuing education.  And often, when the



capability oxists to respond to the unigue needs ot a new school direction,
the in-ser.ice-- just as the pre-service-- knowicdge-base needed to eftectively
intervene falls short. By and large, continuing or inservice tcacher

tion sponsorcd by individual school systems has also focused upon th
gencralized concerns or more coilventional scheul eontexts {this is noui

say that they arce not more respansive to local needs than an institution of

higher cducation serving sceveral systems and wony schools).

I REALUTY OF EXPLICIT SCHOOL VARTATION

Both the Minneapolis Schooi System and the University of Minnesota's
College of Education have contributed substantive resources to the develop-
aent of a Teucher Center to rectify the above situation. A primary goal of
the Center is to explore now teacher training, both pre- andin-service, can

be more responsive to the unigque a¢ s of teachers in the distinctively

different school programs cielving in Minneapolis. Such programs arc &

reality in Minncapolis for the Minneapolis school system is formally commit-
ted by action of the schoo! hoard to move to systems Oor arrays of alternative
schools. \ major goal is to effer a reasonable choice to @!i narents and
their children in the schouls. Rather massive program rencwal is alrecady
nnderway i omany parts of the city and substantial assessment of needs and
intcre=ts has been completed in all areas.

In & parallel context, the College of Education recently reattirmed

it . mizsion to endorse the following principles:

' (47 A major university college must engage in researst and exneri-
mentation in teacher training and not mercly teacher training
as such. More scholarly inquiry i+ needed not only in terms
of the most offective way to train teachers but more impor-
tantlv in determining which new and different teacher rolce
models may in fact  be needed in the schools.

(b} The conceptualization of teuacher training programs cuannot he
done apart from specitic school programs and prototypes and
the role-needs of teachers in those programs.  That is to say
that often the determinants of teaching effectiveness are
Context specitfic.  Subscequently the teacher trainee goals
Ttressed iaa training program should be role-lerived  rom
teachers operating in expiicitly detfined contexts when possible.

[he intersceo ion of goals between these two systems os

Sairly ebvious and Che necessary collaboration hetwoeen them was
sormialized by the development of o teacher center.
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ARRAYS OF ALTERNATIVES

N obrict illustration of the planned program yariation in Minncapolis

which catls fer the development of swystems or arrays of school alternu-
Tives may he helptful.  The school eommunity in any given high school atten-
“ionce area either has or will have at least three different elementary school
procrams, it desirved, from which to select. Figure 1 below outlires the
avstem ot alternative schools in the Marshall-University High School atten-

dance arcua located in soutihwast Minneapolis, the arca in which the Teacher

tenter iy oalso operated.
FIGURE 1

Marshali-tUniversity Attendance Arca

Free School Dsen, Integrated Diagnostic-Prescriptive Multi-Purnose
‘inimal Srructure Das School Team Teaching Conventional
F-12 Program Non-Graded School School
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Middle School
With Multiple Program Options

Sccondary School
With Multipte Program Options

Basivally, planned variation ocenrs cither between separate school
tacilities in fairly close geopraphic provimity (as illustrated in Figure 1)
whoere children were bused to the school ot their choice or within larger
reliool complexes. The.o datter new facilities are large enough to housce all
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the children form 1y enrolled in three or four smaller schools and incorpoe-
rate distinet variations within their physical facilities in order to better
accommodate different philosophical positions and organizational schemes under
the same root. The type and degree of planned variation in cach attendance
arca is intended to reflect the degree of difference in thinking about the
goals and processes of schools which, in fact, exists among the community in
eich of these attendance arcas.  Not only the actual degree of variation then,
but the type of options sclected and programs designed does and will continue

to vary considerably from arca to area.

THE CRITICAL FIRST STEP 1IN TEACHER TRAINING --BETTER ARTICULATION

The delincation of viahle alternative programs is a complex and
difficnlt process. Considerable time d cffort have been taken by both
school and college personnel to better articulate some of the fundamental
value differences about the process of schooling.  The specific implications
of these different value positions have been outlined not only in terms of
differences in expectations for children, but also in terms of differences
in phyvsical environment, use of time, staffing patterns, curriculum design,
and teacher behavior.  The position taken by both the schools and the
college through the Center is that the educition professions have a basic
responsibility for better articulating what school options and teaching
models are possible.  This articulation is a cornerstonc concept of respon-
sive schools and responsible teacher training.

One carnot simply ask the community what it wants.  The idea that
well articulated alternatives generally emanate from some united groundswell
of parents an. community determined to have more choice is naive. Too often
" Cinitiated alternative school efforts have lacked the genuine

gross roots’

g
sipport o of the participating professionals, the resources of the schoeol
svsten, and needed teacher training.  The result has been rather ill-defined
alternatives scattered here and there.  Choice is a rather limited concont
in these cases and certainly not a prerogative F evervone in the schoel
svatem.  Rathen those parents most knowledgeable, vocal, or organized force
Jiange -- not choice.  The translation of differcences in value orientation
into specific eperationsl dimensions of schooling that are understani-ble
and consistent with that position s only the initial step. A\ continuing

€.,
o

67



Jdiatoeue must fellow retflecting a degree of school/community interation only
rarvely attempted in public ceducation.,  The actual identitfication of what

siations, boany, are actually desirved and feasible i¢ a long and ardues

rcoess-- o toosay nothing of implementing them, 1t would bhe erroncous to
<uvvest here that the Teacher @ ater has effected such a utopian stute,
horonsly, it has not. 1t has, however, squarely confronted the problem.

Iatstineg valne ditferences about what elementary schools might do and how
the s might Jdeo it have been more clearly defined and school programs which
oo explicitly retfltect desired differences are evolving. Building the

toundation for more context specitic teacher training has detfinitely begun,

ooverview of the Tear ser Center which has supported these activitics

iloma

CHE SIS APOLES SCHOOES /UNTVERSTTY. OF MINNESOTA TEACHER CENTER,

The fentor was formally established through a contractual relation-
b0 hetween the Board of Regents of the University of Minnesota and the
Booord of Fducation, Minneapolis Public Schools in July of 1973, The mutual

cvoern for ofteetive teacher training, both pre- and in-service which con-
trohuted to this more tocused and formalized effort by the cwo systems was
ciccnssed carlicer. The center serves the following general functions on
benalt of the two svstems,

Iroser Yirst of o1l as a multi-facceted delivery system for train-
Py programs in te o cer oducation.  In this role common priorities of the two
Ao are ddentiid o oand ther addressed by projects and programs of in-
service, pre-s<cervice snd curriculum development. When nossible, all three of
the e wotivitios are related.

One example o7 a curriculw avea of metual concern may help articu-
lite this bridging between systems.  The Minpeapolis schools have a need for
- ite cestructional leadership as <hev move toward defining and implementing
gore Jierinct cariaiions in the schoois' programs.  The collese has a basic
rocd o amplify its teacher training capobility.  The development of leader-
Whip traineng proceams by the Center in which both teachers and administrators
fncreased their ability to train other teachers oddresses both the fo.mer and
Petoor need,  This mutuaiity of interest is exte led in several ways by

other teaching role modifications and curricular-role variations evolving out
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ot this dev. top <. Thuas,multiple opportimitics for the college to engage
in rescarch - wevelopment in teacher training are taciltitated in this
manner,  The Center initiates many of these activities between the systems by
assuming o "brokerage” role where there is a trade-oft of personnel and ve-
sourcves.  Other activitices are developed and supported through special fund-
ing resources ot the Center provided by the narent institutic .with some
sapport trom the National Institute of Education.

In o sccond role, the Center provides a resource Faciltity which,
foth school and college faculty, administrators, community, students and
athers can utilize at their discretion.  Through both informa: and intentional
contact~ hetween meimmbers ot these groups, new ideas germinate and new
solutions to problems are found.

Ihe lTounge-1like setting of the Center contains several reference
and teaching resources which teachers, <tudents, professors, and community
members may avail themselves of. A variety of activities ranging from guest
spueithers to notforums on current isvues  serves to bring this cross section
ot people into the Center. It is not unusual on any given day to sce a
variety of peeple from the various systems sharing their ideas with once
another. While on most occasions this interaction remains at the sharing
level, projects ranging trom the development of a new course tor teaching to
more compiicated progrmn proposals have cvolved from the personal relationships
Sorpmed or soliditied at the Center,

In addition to the two majo. purposes listed above, the Center is,
CroTEL an eaperiment inoorganicational povernance and differentiated staffing.
Phe e oonrve s of the Center are in omnch ogreatoer contro!l by the ciientele of
the Cenirer chan Lonld he CHe Cise in most organication o One example of this
aothe onsiderab e antonomy provided an celected copne rtee for ditributing
Pnmiorvico resomroe s to tenchers, aides, administrators and community.  This
wihoavatom of the denter relates specificelly te the needs of personnel in
tho sonthenst AMrernatives Program and its school community,  This s@sten of
Gorernative wchools was oricinally funded by the SNacaonal Institute of
Phicoctron, boerimental whools Program. Yet other programmatic resourdes
dre vder the solicy Jlivection of o joint Teacher Conter Board made np oot

Dot ora, feacher s and commuanity persons,

e center is o ctafted with pohiic school teachers and administrators,

npctversots Facalty o and commnity nersonnel. Because ot the emphasis on

[SNE)
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collaborative approaches to program and statf development there is a
relatively flat hierarchical pattern in the organizational structure of the
Center.  The Director of the Center, currently a public school person with
considerable expertise and experience in bouh program design and personncl
training, devetes as much energy to these activities as he does to the
organization and management of the Center. The Director works with three
different groups in the riather unigue governance structure emnloyved in the
Center.

First, there is an Administrative Committee mude up of two Deputy
superintendents from the schools and two Associate Deans from the college.
vhile this committee is empowered with final review of all major nolicy and
program decisions, it Ffunctions primarily as an advisory body to the Teacher
Center Board and the Director.  ‘the make-up of this committee insures that

*

power people in the larger organizational structure of both systems remain
involved on a continuing basis.  The unique perspectives these people have

‘
in terms of the needs of Leir respective systows provide helpful parameters
in which more speciiie accie priorities may be decided by others. Perbans
most impertantly, this Lom cttee ; rovides influential persons in both
systems with mor 1 -h*  Ltu cach other's operations and the opportunity

wrotime to eiplu.o it workiag relaticaships are feasible and approprioste
Lo chich ones are not. At this point t5 re appears to be i conw lerable

cogmeer to transcend historical perspeciives and risk new relationships.

The teacker Center Board is an cight-member body appointed by the Dean
coothe Colleve of Education and the Superintendent of Schools.  Tts current
membership is compriscd of two college Pepartmental Chairpersons, two nrofersors,
two teachers, one counsclor and one parent.  This Board has broad policy and
progre s responsibitity for the Teacher Center. ‘they selecet the Director who is on
annual crpointment and with this person they review and approve the goals and
objectives ot the Center. Their major responsibility, however, is to review
proposals jointly submitted by personnel from both systems for programmatic
doocctopment in teacher training or school renewal tiroagh curricular or
instructronal development . They have an annual budget of $100,000, contributod
Puintly by the college and school to support such developmental cfforts.
cuidelines for their decision-making a5 well as an ¢ mple of the type of pro-
vram they sponsor will be fHustrated more fullyv later in this paper.  The

point cmphasized here is that this Board is responsible for tacilitating major
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programuitic cftorts.  This teacher center, unlike many others, scerves as more
than o response mechanism to individual teachers. tt also focuses upon the
irger question of what is needed and desi Fin school and program renewal--
the context which in any pespedts detines priorities for the individual
teacher.  The conter attenpts to maintain o balance between advocacy and

e ¥!H)l‘|$k'.

Finally, there is an In-scervice Committee which makes decisions about
programs, resonpees, materials and scepvices desired by ostaft o and community in
the southeast Alternatives Schools where the Teacher Center is located.
Decisions about these services rest with a thirteen-member committee clected
and representative ot the SEA arca.  Membership includes seven teachers, one
administeator, three parents and two college taculty. The chairvperson is a
teacher on one=vear assignment to the Center.  He or she has major resnonsi-
bility for implementing an extensive needs assessment process (whico will be
Joetailed Iater), coordinating the committees' activities and monitoring the
buduct for these services.  Currently these moni- s, about $75,000, are part
o1 N1E's Experimentat Schools contribution.  As new Centers are cvolving in
other parts of the city, however, o similar decision-making structure has been
set up with fouchers assuming primary vesponsibility for deciding how in-service
and currices o omies and services allocated by oo Minneapolis System are to

b raed.

ler Mdition to these three inter-roelated decision-making bodics, tho

oL

cnter hirsooovore statt o personnel supported jointly by the schools and the
Cobiee, aadn wgrh seme S dp from Nilooand other external tund  which the
Gt Co bt et the following isoa bricet descrintion of

it oo Wi the tenter:

Hpdver ity of 2 anesota/tnnems cis Public Schools

Contes Personnel

Director: Vdminietrator of the Conter - charis Teacher Ceoter Board - coco-
Prnate s siadt o ervices and faections
Sevretary: o OPice manager - receptionist - osecretary to Director - Fnows 1M

and Minncapolis personned
Tyvpist: Clerieal - works with both EXCHANGE project and Center stat't

Community Fosource Coordinator:  Coordinates Community Resource Volunteer

Statt who <orve b Ldings, community and Teacher Center

IR
Y

‘
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Clinieal (Omdlnltm Coordinates all student teachers, interns and orher

Sl ements for trrinees in SEX schools - Liaison to U1 taculty and depart-
. Al Coordinator Social Workers:  Coordinates (0.5) placement of social
- mtoxn\; tl.nncr
Sulam \J)cunll\t\ (5):  Science, Industrial Arts, Lapguage Arts, Creative
Hathemiativs Resource teichers £ SEA schools - serve as curriculum
dlists and trainers for on-site workshops; assist teachers and others in
ifving other training necds and assessing appropriate triaining programs
rterials
cbedoordinator: Coordinates all SEA Tneservice activity - chairs In-
oo tommitteoe cod sorves that committee in a staff role -wscrves in plan-
. development of "eocher Center programs
ST I)L\r-lnpmcnt '_lnulll\r’\hool\: Divects (0.5) THE EXCIHANGE, a project
o tittusion of successtul NIE/OE sponsored projects throughout Southeast

sotaouand the L er Metropolitan \rea Provides program services to
ser Center (0.5) 1a training and other coordinating services - with
coocdalb oatsention to o he Open School

coadtProeram Devclopment Specialist/College,  Develops training programs and
nducts <pecial training for MPS personnel; develops program nnkdgc.x to
Sdleagues in UM; fanctions in advisory role to Director in program develon-

atoat albl levels. Scerves as a special lialson to NIE and OF personnel in
wooshiington, DG

mination Coordinator: Develops dissemination strategies
rolated to progr. s for THE EXCHANGE facilitation project

and does train-

cvancipals on Special Assignment (3): As leadership trainces they will assist
Sioonovariety of activities and Center function: working with various staff
oo on o wide variety ot topics

cal toordinntors Processes all tinancial transactions; maintains accounts
brdoct s areanses travel and accommodat ions; participates in planning and
clopient o tivitics; also assumes training responsihilities when time

ot lable

] lx.unm Assists both teachers in larger Minneapolis system and
fin innesota iooulty with transition to open ¢ lassrooms

SEH © o BEducation Director:  Coordinates/develops all community education

RN TSI and classes for SEA area

‘ nnu-mnl N docatiaon

The organization of the Center is represented schematically in

Pivnre 20 The functions of cach of the decision-making bodies have been hrief-

O

ERIC

Aruitoxt provided by Eic:



0
0
0

[a? BN ot Bl a) BN o) Bok

Pd TPU]

S3Iy a9y
90Ud1DG

s11y o3uvndun
SOTIRWAYILY

S.19Yo®vay 2.aprn) 71-)

SUIo U]
JATILI]
-sTuupy

EREIIRLLY]
JeDLUT T

0°1 - vias PO c 01
01 - W uosu 1 0°1 01 - VIS AR SR LIRERES B
‘wwon pue swradod | S o - KN 0 T - 3ieag
RRTEIN Suruteq], VS (eI 0" 1 = "paoo)
[PO1A91) J001UNTO0A ONTAIOS-U] J1-Y sistreraadg
YL 1ua.e| JO "pdoo) 3O Tpaoo) Ao weadod TP S runuo))
1 I _ ] '
1

S1oquou ¢ 1

9913 11WO0))
INTALIS-U] VIS

IR TG ERRITRTS Y]
101000 1]

e e e e o o = wm e e e o]

P = e e m - wee e -y

I

sroquou §

paroy
J21Ud7) doYsea)

PIOSOUUL
10
£1Tsa0auy)

208 -

104

Sdiv

noreonpy A3runumoe)

UOT IS TUTIPY [1RIIU0Y)

WEO . 1UMIOT UL

RERFINRR B

s1oquou ¢
TUHION) T HIPY
AR TIREERRITRIING

3Ry uorInIruntag;
TIND

MAHOVED Wi S

0]
SAVTINILES T Ty Isal] ey

e

'
LY

sSpooyas
Mgng

stpoduovu

£

[~

Aruitoxt provided by Eic:

E\.



O

ERIC

Aruitoxt provided by Eic:

Iv outlined, as have the responsibilities of the Director and the In-service
Coordinator,  The responsibilities ot the program development specialist,
parcent volunteer trainers and cadre teachers will become more c¢lear as
specitic training activitices are described later.

fow the partnership venture retflected in this organizational
structare achieves its primary goals is outlined in the listing below. The
“vior vonls ot the Center are reiterated in the column on the left margin,
o the target is for these coals is identitied in the center and the listing
in the risht margin provides a fairly concise summiary of activitics sponsored
by the venter shich retlect cach of these major goals.

i

Summary 0Of

“inneapolis Public Schools/lUniversity of Minnesota Teacher Center Activities

What Pocs the Center Dot Whom Does the Center How does the Center
e Serve? Accomplish this?
(11 Provides assistance in “Minneapolis public -Modeling: the
changes needed 1 organ- schools, with special Center's governiance
tzational govermince, services and programs provides resources
managenient practices and for the Southeast control by the cen-
participatory roles for Alternatives Program sumers of program
all whe are involved with, (through 1976) faculty, secrvices throuph
or attected by, the staff, community, the Teacher Center
schouoling process students, and admin- Board and the In-
istration service Committee

{serving SEA only)
-College of Bducation,
iversity of Minnesotia -Provides community
taculty, staft, students staff services to
and administration iner o maximal in-
volvement of com-
munity individuals
and groups in school
Programs

-Continually conducts
icadershin develon-
ment training nro-
grams emphasizing
particinatory leader-
shin
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t2ibevelops and domon-
strates coalahorative
CHE/PEAN) models in
training and renewal
ol" vducational person-
nel and subscequently
more collaboriative
models in instruction
of children.  The
mjor focus is to
articulate and expli-
cate valid educational
alternatives.

da toordinete, develop
and further acquir
resources to facili-
tiate the organ: a-
tional development
of the parent insti-
titions

~Minneeolis Publie Schools,
with special services and
prograns tor the Southeast
Alternatives Program
(through 1976} faculty,
staff, community, students
and administration

-College of Education,
University of Minnesota,
faculty, staff, students
and administration

-Minnecapolis Public Schools
its personncel and public
clientele

-The Hniversity of Minnesota
Colleee of Education, its
faculty, staff and adminis-
tration

-Provides school and
collepe leadershin
internshins and
resideney proprams

Drovides advocacy
intervention in od-
ministrative units
of MPS and UM

-Program desien heln
and Yunding of joint
{(MIPS/UMY) R K D opro-
prams in(pre-scrvice/
in-scrvice educit ion,
curriculum develonment
{school and college),
and rescarch

-Facilitate/respond/
advocate in-service
nrograms for SEA
administration/
faculty/staft/
students

-Provides for sunnort
services to commun-
ity education nro-
grams

-Provides for more
ectffective placement
and c¢linical train-
ing of nre-scrvice
teachers

-The staff an' admin-
istration ot the
CCenter maintain
multinle apencv/
nersonal contacts
to identity poten
tial resources:
assist  in assessing
these resources.

The Center's Direce-

tor has primary
responsihility for
this function



c 1)

[
next.

qrestion of partnership between community, school and college to first brict

-Facilitates
Imiversity personnel
in teaching/ scelf-
devetopment /and
program coordina-
tion with the
schools

-The Teacher Center
serves as o focal
point of staff
development nro-
gramming/ tfunding
from its parent
svstems and because

- ot its unique struc-

turce 1s a major
focus of external
funding c¢fforts for
hoth svstems, MPS

and UM
I'he Teacher Center will  =Mitneapolis Public Schools, -Dissemination in-
serve aomajor role in its personnel and public cludes mateivials,
Jicsemination of altevr- clientele personnel contacts
Nt IVe programs and and model trans-
hor intormation: ~The University of ‘Min- porting. In this
internally to its con- nesota College of Educa- latter case it
stitueney (schools and tion, its faculty, «taff includes design and
Bniversity) and exter- and administration instruction in
nally to a broader management concents
cducation community -The State Department of and for the narent
Fducation, Minnesota institutions,
includes nersonnel
-Pubiic and private school services from the
personnel of the Center to train,
metropolitan area, state, advise and reinforce
and national new structures,

-Feacher cdication personnel
of the colleges and univ-
ersities - state and
national

Fho<e training activities sponsored by the Center which foous specif-
on the needs of persannel in open classrooms and schools are addressed

CHowever, it may be helptul to the reader interestoed in the broader

Ivorevics the summary of aetivitics which his anther belicves a jointlv
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collepe!’

school-sponsored t rcher conter can facilitate.  The question of "why

A teacher conter”™ will nod o ove olictt convineing responses.  The four

mijor detivitres outlined above may weill be of cither lesser importance in

many arcas than they are in Minneapolis or of considoerable concern but

hoettor

controntaed in other wavs.,  No stroenuous advodidey position is taken

here on behalt off teaching centers per se. Structures referred to as centers

can cmbrace o ovaricety ot collaborative darrangements ranging from local

partnerships to state and regional consortia, 0 thwe other hand they way se-

Plect no tormal and very little informal coll ©-ution.  They serve a va.icty
of purposes and functions and while teacner o inoe and renewal is asually
Gopriority cven this is not always the case wsition taken here is that
o toraalized partnership between o lavger - syvstem and a single or

Fimited

aumber ot collepes can Facilitate the foliewing rather complex tashs:

t1)  the tdentitication of appror ~'Lte and realistic winvs in which
collcepe(s) of cducation .ael. « ist @ school svstem(s) with
needs assessment (progro corities) and role analyses

freacher offectiveness i chese programs);  both of these
activities are essential to more accurately determine train-
ing needs, both pre-and in-service;

2y the identification of appropriate and realistic wavs in which
aoschool system(<) and its personne! might provide input into
presservicetraining models in the collepe(s);,

fas aasistance to both the school system and the collepe in relat-
ing initial training to continuing training,

th the ident ification of appropriate and realistic ways in which
avoltlese of oducation might contribute to the transitional
and contimiing phases of reacher renewal in the school svstemls),

coarstance inosyveatematically o reviewing the combined training
resonpees of both the coll cers) a0 the svstem(s) to fdentifyv
possiblie compromentary, shoved, and pooled personnel resoursos.
Joint appointments<, rotating assignments and shured facilitices
i be achieved throngh the feacher center concept;

o determinntton of exitsting personncel trom both per anel re-
conrces who micht bhe assigned periocteally for external audit-
ins or sapmative cvaluation of ope another's nrograms, nossiblv

onoa trades o't hasisg

CT st ctance tn the coordinated placesent off personnel resources
from varions colleee amd school training programs sach as
pocholopy, administent fon, enrricalum and toaching into specif-
I school settings in order to exnlore concentrated, "eritical

i



mass," approaches to program and staftf renecwal;

(8) the gencration of monies quite possibly not available to cither
system independent of the other;

(9} the development of short-term critical problem-solving task
forces made up of personncl from both systems to intensively
respond to crises; personnel could be placed on a rotating
on-call basis so that a small "blue-ribbon' group could devote
three to ten solid days to a major problem if nceded.

TRAINING FOR OPEN CLASSROOMS AND SCHOOLS

The open school concept in Minneapolis, at least as reflected in the

first open school developed at Marcy, was modeled in many ways after the more
progressive British Primary Schools which have evolved over the last quarter
century. While several embellishments and modifications quite naturally have
been made the school is consonant with many of the British schools in that its
curriculum is expericnec-based and child-centered. Functional approaches to learning
skills are stressed and embodied in self-managed, individualized instructional
formats whenever possible. Marey began its transition to an Open School in
1971, and in many respects is still engaged in this developmental process.
The ability to effectively set goals with youngsters, produce a diverse, ex-
citing and responsive learning environment, integrate curricula and truly
personalize instruction are complex and bedeviling challenges. Regardless of
the label assigned a school, such challenges are not casily mastered in a
short time, however committed and resourceful the persons involved may be.
Certainly, there was considerable effort in arriving at consensus
between staft and community on what the basic tenets of an open school were.
Many, many hours went into articulating what "open'" stood for and just "how
open' Marcy would be. Fundamental goals and operating principles were hammered
out over many meetings between statf and parents. A brief listing of some of
these overreaching goals and principles agreed upon should further clucidate

the nature of open ¢lassrooms for which teachers were trained in Minnecapolis.

Marcy Open School Goals for Children
(goal statements were also developed for parents,
staff and administrators)

(1) We want boys and girls to read, write and dcal with
mathematical concepts confidently and effectively.
We hope the way in which children gain these skills

0
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enables them to cenjoy reading, writing and using
numbers, and that they use these skills often.

{2) We cxpect children will take increasing responsibility
for their own learning in all arcas--social, physical
and academic.

(3) We would like children to learn to miake decisions
and solve problems individually and in groups.

(4) ¥ hope children will increase their understanding
and respect of their individual rights and the
rights of others.

(5) We hope that children can talk about their fears,
mistakes and feelings with confidence.

(6) We hope girls and boys become awarc of how they
act, understand how their behavior affects other
people, and feel it is okay to be open and honest.

Marcy Curricular Principles

The following principles govern the curriculum of the School:

(1) Curriculum is personalized. It evolves from the
interests, needs and maturity of individual children
and is not a set course of study delivered to the
children.

(2) Curriculum is organized to allow the child freedom and
responsibility to recognize and pursue his or her own
nceds and interests.

(3) Curriculum emphasizes an integrated, interdisciplinary
approach including expericences outside the school.

{4) Curriculum stressecs the process of learning and problem
solving rather than the acquisition of specific prescribed
content.

(5) Curriculum emerges from the first-hand involvement of
children with other pecople, places, ideas and materials.

(6) Curriculum is designed to build academic skills in such
a way that the process enhances personal growth and
development.

Excerpts from a recent description of the Open School intended to
provide parents of prospective students with a concise but graphic descrip-
tion of the program in operation illustrate how some of the above principles
have been translated into action.

08
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Marcy Open School is designed to promote a child's
soctal and emotional development without neglecting basic
learning sKills.  Students and teachers at Marcy are
crouped in "families" that operate in an informal en-
vironment. '

Instead of the usual classroom, a family occupies two
rooms and the hall space between them.  Rows of desks have
been replaced by tables and chairs of varving sizes, low
dividers, and open floor space to accommodate changing
projects and allow the child to choose the place where he
works best.

Most tamilies are composed of two tecachers, a varying
number of atdes and about fifty-five children. Four of the
tamilies include children ages five through eleven. A
titth tamily is made up of five through eight-year-olds.

Children are taught according to their current
ability rather than by age groups and value is placed on
all kinds of abilities....

Family centers provide children with an opportunity to
experiment with a variety of materials and equipment.

Each c¢lassroom areca is composed of moveable learning centers
that can be converted at any time to suit a new interest.
Teachers encourage children to investigate the materials
around them and to assist cach other. Whether a child is
trying to thread a sewing machine, mix paints or sect a
typewriter margin, somcone is ready to help him.

Every tamily, for example, has a science center that
abounds in rocks, fossils, plant life and small animals.
Gerbils, snakes, guinea pigs, and frogs provide an oppor-
tunity for the study of life and growth cycles. As the
scasons change, science centers expand to include outdoor
studies and ecology projects....

"Whole school” centers housing special equipment and
instructions arc used by all the families at Marcy. A media
center combines library facilities with listening tapes,
tilm strips and recording cquipment. The "librarian' in-
troduces children to a variety of learning media which she
cncourages them to use at their own sKkill levels.

Hommer Hall, the industrial arts center located in a
basement room, is equally popular with girls and boys.
Countless hirdfeeders, doll houses and racing cars are
turned out annually to be patiently sanded, painted, and
finally taken home.

Photogruphy students, who operate their own darkroom
in it converted closet, sometimes provide photos for the
SEN newspaper.  Students also do gheir own script writing
and broadcasting for the school radio station.

After the Marcy Open School had been in Operation for one year

personnel involved were in a better position to ass s what it was they

-
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actually needed in the way of further training. Additionally, teachers now
had a year's time to acclimate to what for many of them was a relatively
dramatic and difficult departure from former practices. Tnitial concerns and
anxiceties were considerably reduced. This writer spent the majority of that
sccond year 1972-73,as a participant-observer in the open school. The primary
purposce of this cffort was not only to better assess what assistance teachers
new to an open cenvironment felt they needed but to systematically observe and
analyzce what teachers were in fact doing differently in this sctting. Cooper-
ation from the Marcy staff was excellent due in some respects to the fact that
the author and other colleagues who assisted in this analysis were involved in
the school c¢nough to be sensitive to the problems of teachers and willing to
work on-site in resolving those problems.

On the basis of this exploratory work a joint proposal was submitted
to the Teacher Center Board for an interrclated program of pre- and in-scrvice
training for open classroom tcachers. The project was funded in the spring of
1973, and intensive planning for what was creatively termed Project Open
commenced immediately. A working committee of professors and tecachers who had
been engaged in the initial development of the school and/or the second-year
needs and role analyses began to develop curricula for training open school
teachers. The following skills and competencies, while not unique to open
¢lassroom teaching, were definitely high priority needs. The fact that further
assistance was desired by teachers in these areas indicated that more emphasis
be placed here than previously had been in more conventional training programs.

Priority skills identified for open classroom tecachers arc listed below.

Priority Goals for Open Classroom Teachers

(1) Teachers should have skill in acquiring information about a student}
behavior, interest and activity outside of the school setting.

(2) Teachers should be able to utilize multiple strategies for putting a
student into touch with the world outside of school.

(3) ‘Teachers should have skill in making decisions so that they in turn can
help students not only make decisions but analyze and evaluate those
decisions.

{1)  Teachers should understand goal-setting processes with students

especially continuing aspects of what is done once goals have been
set in terms of reinforcement and completion.
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(6)

(7)

(8)

(9)

(10)

(1)

Teachers should have multiple strategics for integrating desired goals
in learning activities. Teachers should be able to select organizing
centers which integrate cognitive, social and attitudinal concerns
simultancously.

Teachers should have the organizational capability to engage students in
multiple learning activities simultaneously.

Teachers should have specific strategies for helping students work effec-
tively in groups since much individualization of instruction will occur
in small groups.

Teuchers should understand the multiple ways in which space and materials
within a room, within a school and on a school campus can be flexibly
and continuously arranged to accommodate different types of learning.

Teachers should have specific strategies for recruiting and/or enlisting
a variety of support personnel and volunteer resources on a continuing
basis. Teachers should have specific skills in getting people to plan
and work cffectively together in a group.

Teachers should have multiple strategies for observing and analyzing
their own structuring and teaching behavior.

Tcachers should have multiple strategies for systematically observing
and rccording in the school environment what choices children make in
terms of task, play and social interaction.

Teachers should know of multiple options and numerous strategies they
can assume in a continuing learner role.

Teachers should have specific skill in diagnosing the causes of non- or
counter-productive bechavior in students and specific strategies for
intervening and remediating that behavior.

Teachers should have specific skills in assisting students with not only
written language skills but oral interpersonal skills.

Teachers should be able to employ multiple strategies for the application
of "bhasic skills' to solving problems. Tecachers should understand
multiple problem-solving approaches and be able to assist youngsters in
an appli J skill approach to learning.

College personncl, cither with some experience in the British

Schools or other more open and individualized instructional systems, had hcen

involved from the beginning in the development of the Scutheast Alternatives

and'espccially the Open School. As college faculty they had contributed to

what is primarily a school function, the better articulation of responsive

and viabhle options for the public to sclect from. The professors brought
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needed skills to bear on this difficult process, however. They assisted -in
the selection, design, und development of a number of tools and techniques
which helped both parents and staff clarify different approaches to the pro-
cess of schooling.  They also assisted them in making choices about appropri-
atc options and contributed to the explication of goal statements and operat-
ing principles. And finally, when the programs were initiated they provided
some on-site training and support.

This is not to say that they were the spear carriers or the leaders
in any respect -- they were not. There were, in fact, many times when they
were more willing than able. ‘The major point here is that their time and
ctfort were justificd not only because they often were helpful to the school and
community and fulfilled a service commitment by the college but rather because
it was the first critical step in planning for variation in teacher training
for different teaching roles. Not only did the college from its perspective
now have planned variation in its clinical setting, it had good working re-
lationships with the practitioners in that setting as well.

The open school pre-service training program was not to be designed
only by professors, just as the school programs had not been decided solely
by the practicing professional. The project was a joint effort of college
and school personnecl not only in the planning but in the actual operation.

A very recal commitment was made by the school in response to the assistance

it had received from the college, a commitment facilitated by the existence
of the Tecacher Center. A basic concern was how to release the two outstanding
teachers who had been selected to participate in the training of pre-service
tcachers from some of the responsibilities in the open school. The solution
to this problem was the interface between the pre- andin-service training.

The primary financial request in the basic plan submitted to the
Teacher Center Board was to underwrite the expenses of a cadre of highly
competent continuing substitute teachers. Each quarter six teachers in the
larger Minncapolis System were rcleased to do a ten-week internship at the
Marcy Open School. These tcachers were selected on(l) the basis of their
lcadership potential and (2) their commitment to move into an open learning envi-
ronment when a system or array of alternatives was scheduled to be operation-
alized in their school community. These internships consisted of observation,

teaching and training. There werc no major problems in scheduling these
162
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expericenced and highly qualitied intern-teachers into a teaching schedule at
the Open School that released the selected open school teuchers.  They could
then team teach with the college faculty and the pre-scrvice teachers in the
Teacher Center.

While the focus in this paper is onin-service education, a few words
about the pre-scervice project may be helpful, especially since expericnced or
in-scrvice personnel played such a key role in it. Planning between tcachers
and protessors took place in the spring ond summer of 1973. Planning for the
training program utilized the neceds assessment and role analyses data. The

following general principles guided the development of the program.
Project Open Program Principles

(1)  That the faculty "model" as much as possible  open instructional
techniques.

(2) That the student be exposed to a "1,000 slices of schooling' as carly as
possible in his training programs, that he taste fully of the rcal world
of education, from cluassrooms to school bhoard mectings.

{3) ‘That the student's lecarning be personalized and individualized as much
as possible. That learning cxpericnces be developed which have multiple
entry points, lcarning paths, and cxit points. That modules or courscs
contain flexible time boundaries.

‘4) That students have morc formal opportunitics to negotiate and choosc with
respect to what and how they learn.

(5)  That more explicit performance criteria for evaluation be developed and
negotiated between faculty and students.

(6) That the student be exposed to morc interdisciplinary planning and tcach-
ing within arcas in the college and between the college and the schools.
‘That more genuine dialogue and debate be openly demonstrated for and
engaged in with students.

{7) That students have in-depth expericnce in open school scttings.

t8) That students be engaged as often as possible in the decision-making
process of the program.

{9)  That advanced graduate students in counseling psychology be incornorated
into the program as process observers to facilitate a range of on-going
student/faculty instructional formats.

(10)  That continuing and coordinated laboratory-clinical experiences be incor-

porated into the program.
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(11) That continued, close affiliation with a proftessor and a classroom
teacher be arranged to insure maxiral understanding of and support for
each student throughout the project.

Some of the more distinctive elements of the program were the
attempt to usc such processes as goal setting, record keeping, maintaining
a flexible physical environment and interrelating curriculum as organizers
for study, as well as the more traditional discipline oriented course orga-
nizers such as math, scitence and re;lcling.~ A seccond basic modification was
to have the students work with curriculum specialists in an areca such as
physical science on a recurring basis over six quarters rather than three
times a4 woek for one quarter. The facility utilized in the Teacher Center
also =cpon took on many of the characteristics of an open classroom. At
least one teacher was avallable to work together with professors in the
instructional activities held in the Center cvery Monday, Wednesday and Fri-
day afternoon. (The carlier contributions of college faculty did much to
induce the support of both parents and fellow tecachers in having the selec-
ted teachers regularly leave the classroom to work with pre-service teachers.
The same could be said for their willingness to work with them as students,
first on a bi-weekly basis and eventually on a daily basis.) All day Tucsday
and Thursday were spent in the Open School. The in-service teachers who came
into the Center to teach took thepre-service teachers back out into their own
clussrooms with them. Not only was an excellent integration of study and
practice achieved in this way but also continuity and consistency, as the
principles discussed in the Center were modeled by these same teachers in

the classroom. Figure 3 illustrates this organicational scheme.

THE IN-SERVICLE COMPONENT

The expericnced teachers sclected for the internships in the Marcy

Open School engaged in a variety of activities during this ten-week expe-
"~ience. They took part in a number of structured observations in order to
analyze patterns of movement and behavior in the classroom. They assumed
both focused and total teaching responsibility. They were involved in weekly
semindrs, where many of the same activities and materials designed and devel-
oped for the pre-service teachers in the project were also appropriate to
their needs.
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This relatively short c§pcricncv had an effect that in many ways
paralleled that ot the Open School teachers after their first year of teaching.
On the one hand, there wias now a greater commitment to this type of instruction--
in most instances anvway--while on the other hand, there was a much greater
awareness of the ditticulty of the task anld a desire for more extended
training. The request of these interns for continued training and support
served as a catalyst for the Director and core statt at the Center to plan
with both school and college personnel a more comprehensive program for in-
service teachers who would assume leadership roles in the transition to more
explicit school and program alternatives. The in-service expericices which
would be p}ovidod these teachers would hopefully allow them in turn to facilitate
quality in-service for their tellow teachers.

Staff at the Center wére committed to the concepts outlined carlier
in this paper.  They felt in-service teacher education should focus upon the
specific instructional nceds of teachers, especially when those nceds were
rooted in and consonant with a coherent and explicitly detined school program,
The stuaff identified what they thought werce conditions which would contribute
to the realization of more responsive and functional in-service teacher educa-
tion. If in-service teacher education was to become more of a daily activity
and an integral aspect of the schooling process, what would be nceded? A
number of c¢ritical ingredients were envisioned for this type of in-service to
become more of a reality. First, tecaching should ideally be ecngaged in by teams
or small support groups of tcachers who arc highly differentiated in their
roles but at the same time complementary to onc another with respect to the
totality of their responsibility. They would also, regardless of differences
in role and responsibility, be committed philosophically to the same ideals,
goals and purposcs. Seccond, the conditions necessary for such teams to
interact together effectively must exist. More obvious examples would be
reasonable numbers of students, adequate time, appropriate space, and
training in working together. Third, these teams should be provided visible,
on-line, continuing leadership. Somcone who could not only provide a daily
model of instructional skill but who could intervene in their actions as well,
on a continuing basis, is necded. In summary, the following conditions were

identified for more authentic continuing in-service and program renewal:
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(1) more reasonable expectations tor most teachers,

{2) more differentiated and complementary support roles among
teachers working together,

(3) more sophisticated instructional lecadership assumed by teachers
sclected because of their teaching competency and trained in
instructional leadership and change strategics,

(4) more sophisticated skill training in working together for
smiall instructional units of tecachers who are, in fact,
working together,

(5) morec sophisticated skill training in and emphasis on collabo-
rative planning and structuring diverse lecarning cnvironments
and less emphasis on "interactive teaching'" as the nrimary
role ecxpectation of teachers,

(6) more sophisticated strategies for observing various dimensions
of tcaching and lecarning behavior and skill in sharing those
obscrvations with onc another as a primary mecans of improving
onc's tecaching,

(7) more sophisticated skills and strategies for collecting data
about what is happening in all dimensions of the school pro-
CeCSS.

While the Center was in no position to effect the rather utopian
state suggested by the above conditions, it could begin by infusing the sys-
tem with pcople committed to those ideals and with some skill in moving
others towards them.

It was assumed that the ideal person to intitiate change in any
svstem is (a) cxpericnced and knowledgeable about the present system, (b)
awarce of possible alternatives to that system, (c) sophisticated in the pro-
cess of change, and finally, (d) committed to the idea that the change will
improve what presently exists. In many cases this person could be a teacher
who by sharing tcaching responsibilitices with other teachers could also
assume instructional leadership-- in a limited sphere. There is a major
underlying assumption in this '"in-servicein the context of school renewal
concent.. [t posits that the more the scope of a plan for change or rencwal
cxpands beyond a visible program unit such as a team of teachers or perhaps
an entire school-- if it, in fact, has a cohesive and interrclated nrogram--
then the more likely it is to fail. Interrelated school renewal is best

cffected in rclatively small units of four to eight people.
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The primary goal of this training program then was to provide
highly competent teachers with the additional skills and abilities needed to
better monitor and manage the multiple dimensions of an instructional program
with delimited boundaries and explicit foci, In most cases program renewil
and attendant stat't development or in-scrvice training is attempted by a
varicty of administrators, specialists, and consultants. These diverse
efforts, however, are usually one-dimensional in emphasis. A specific cur-
riculum adoption, for example, is only partially related to needed teaching
shills, or space or cven to other curricula. Rarely are changes made in the
context of a more consistent and coherent school program, The basic strategy
sclected then to achieve more coherent school programs and also to provide
contining in-service was to identify and train competent teachers. Teachers

. who could better insure program goals were reflected consistently and in an
interrelated way, when decisions about time, space, materials and grouping
were made.  There were no illusions about @ new '"super change agent'" nor was
there any intent to dismiss the quality contributions of many skilled consul-
tants. There was the hope for more on-line lecadership within limited spans
of control.

Funding was generated through the Center to supnort the training
of teachers for this role during both the 1974-75 school year and the
followving summer. Teachers had to be recommended by their building adminis-
trators and priority for admission to this training program was given to
those schools who were about to make or engage in a transition to a new pro-
gram structure and who would enroll a team of teachers and their principal
in the project. The program identified the following as major problems to
be confronted initially: (1) a better articulation and explication of just
what distinct alternative school programs might be emanating both from
different emphases in values and concommitant differences in learner goals,
as well as  from different desired means for attaining similar goals; and
{2) the development of better tools and strategies for (a) orienting teachers,
students and community to the different options possible, (b) assessing the
different neceds and interests of teachers, students and community, and (c)
matching these choices against available resources.

The following skill clusters were identified as possible outcome

ohjectives for the participants in the program to select from:
.
10Y
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Needs Assessment Skills: A focus upon the understanding and use of
explicit alternative school prototypes and program components to
assist both community and fellow professionals in selecting any
desired and needed program variations.

Community Interaction Strategies: A focus upon process skills
appropriate to initiating and maintaining a dialoguec between
community/school/college.

Task and Role Analyses Skills: A focus upon more clearly identi-
fying and analyzing the range of demands upon a teacher and how
these define that teacher's role. Strategies for engaging in
analyses of what a teacher actually is doing, contrasting this
with what he would like to do and, finally, assisting him or her
in changing his current role.

Behavior Analysis Skills: A focus upon a range of tools and
strategics for systematically describing different dimensions of
teacher-learner behavior. The participant is trained to systemat-
ically collect data on such school occurrences as communication
aatterns, social interactions, cognitive patterns, non-verbal
hehavior, and student interaction with the environment.

Staff Differentiation Strategies: A focus upon explicating alter-
native tecaching roles for teachers such as diagnostic models,
inquiry models, counseling/group process models, materials/resource
development models, or technologist/didactic models. Identifica-
tion of specific teaching competencies neceded in these roles and
svailable training materials for acquiring these are part of this
process.

Staff Colluboration Strategies: A focus upon the refinement of
general communication and curricular decision-making skills in
teams. Also included are such pragmatic functions as identifying
the different types of meetings necessary for planning, evaluative
reporting and self-renewal and the ways in which times can be found
to engage in these activities on a continuing basis throughout the
school day.

Data Collection and Evaluation Strategies: A focus upon what tynes
of data neced to be collected on a continuing basis and how teachers,
students, community and other resource people can be engaged in
collecting, recording, storing and using that formative data to

make program decisions.

The format for the training program was a year-long series of
weekly small group meetings in the Center with a variety of follow-up activ-
itics occurring in the participants' schools. The thirty-five participants were

made up primarily of three or four teachers and a principal from the same
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school but individual teachers were included in the program as well. The
total group was often broken down into smaller working groups reflecting the
level and type of program they were involved in, for example, elementary open
classrooms or middle school integrated curricula. The participants were
further broken down when possible into teams of teachers from the same school
or program. The project was oriented toward the resolution of actual problems
in their own schools as framed by the priorities outlined ecarlier in the
overview of project purposes. Core staff from the Center were assigned to
both the role-alike groups and the teams and worked with the trainees not
only in the Center but in the schools as well. The project, or at least this
initial phase of the project, is just now being completed, and while it is too
carly to adequatcely guage its impact, some current impressions about this in-
service component as well as the pre-service training can be shared. What has
this programmatic cftort contributed to the parent institutions which spon-

sored it through the Teacher Center?

School System Benefits

(1)  The scheol system has had considerable input in assuring that both pre-
and in-service training components sponsored by the college are tied to
the needs and problems of evolving programs and new roles in the schools.

(2) The school system now has a number of key people with a broader under-
standing of the problems encountered in the transition to more open
formats. A number of the original teacher interns have formed support
groups with three or four other teachers and their building adminis-
trator, and are continuing to meet con a regular basis to confront pro-
gram and staff development problems. This continuing developmental
effort was again funded by the Teacher Center and has been built into
a credited graduate training program by the college.

(3) The school system has some beginning training and assessment materials
in the arca of open education appropriate to the needs of its person-
nel.

(1)  The school system has access to beginning teachers with considerable
experience in and orientation to open classroom teaching.

College Benefits
(1) The college now has a number of instructors with a greater sensitivity

to the needs of teachers in a context specific instructional setting.
The college has some new training and curriculum materials,

The college has a model for a more diversified training format incorporating

iiy
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practitioncrs into the teaching as well as the supervisory compo
nent of o pre-scrvive program.

(21 ‘The college has experimented with another program option to offer pre-.
service teachers.

(3) The college has responded in an appropriate and most functional way to
the question of governance in teacher education by involving tecachers
in needs assessment, curriculum development, and instructional decision-
making.

Parity is a critical concept in a jointly funded and administered
teacher center.  But parity is more than cqual representation in policy

making. 1t must be reflected in mutual benefits, probubly not otherwise

achieved, tor both systems, in terms of their programs and staffs. Collaboration
which achicves this type of trade-off responds to the essence of parity.
College/school partnerships, where the primary focus is what role
the college can assume in assisting with the continuing cducation neceds of
cxperienced teachers in order to maintain numbers in its programs, arc unfor-
tunately limiting. [n the crassest sense this often becomes primarily a
trade-off of bodies for credit hours. Parity is little more than an cconomic
principle in this type of relationship. When, however, college personnel are
willing to get their "hands dirty'" in clarifying with both community and
teachers what is needed and desired within their school programs, they are
beginning with the cornerstone of tecacher training. Urtil and unless this
happens, colleges cannot expect school personnel to cortribute more to be-
ginning tcacher education than a general monitoring of student tcachers.

The joint programmatic cffort described here illustrates the multiple trade-

offs penerated when the training of educational personnel is approached in
the context of school renewal, especially explicit program variation.

The obvious bias of the writer and many of his colleagues in the
Center is that such planned program variation is critical. Not only should
such a process be more responsive to legitimate differences in the community,
hut from a teacher training perspective it should also provide more delimited,
consistent and realistic teacher roles. The fundamental question of what is
an effective or competent teacher will not be casily resolved in any event.
But, if more serious attention is not given to (1)what arce fundamental, vet
legitimate, differences in expectations for schools and tcachers in thosc

schools as well as to(2) what is a reasonable tcaching-- as opposed to main-
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tenance --role then the inquiry may well be futile.

This paper has focused upon an interrclated program effort which
is an attempt, as stated at the outset of this paper, '"to meet the needs and
problems of tcuchers which are peculiar to a specific school situation"  and
explicit school philosophy. This puaper does not allow adequate documenta-
tion of the many other diverse approaches to in-service training conducted
within the Center. The writer would be remiss, however, if he did not at
lecast make mention of several of the more substantive cfforts in this direc-
tion. The interested reader may receive more complete descriptions of these
activities upon request to the Center.

The In-service Committee has developed a comprchensive needs assess-
inent procedure tor cach of the schools and schoel communities in the South-
cast Alternatives System. Both collective as well as individual neceds are
inventoried. The assessment process examines not only what is necded and/or
desired but the type of training model desired, and who might best provide
services and when. A liaison person from the Center is assigned to cach
school and plays a critical role in insuring an effective responsec to cach
school's needs.  The liaison person to Marcy Open School served in this
capacity not as a professional educator but as a skilled community person.
The Community Day Program instituted at the Open School was part of the nego-
tiation process with the In-serviceCommittee and serves as an excellent
illustration of the type of activity sponsored by this group. This rather
remarkable program frees teams of teachers at regular intervals for an entire
day which they can devote to in-serviccand program rcnewal activities. In
turn, the children under their tutelage are supervised by a few professionals
and i number of trained volunteers in activities in the community. Not only
do the children learn from thesec cxperiences but often they make a recal con-
tribution in terms of some expression of community renewal such as landscaping,
cleaning or painting. This is onc of the more ambitious projects evolving out
of the In-serviceCommittee format, as it has responded to a broad range of
parcent and teacher neods ranging from purchase of specific materials, under-
writing expenscs at a conference or designing an on-going, on-site workshop.

Another strategy which the Center utilizes in responding to teachers'

in-serviceneeds is the Cadre or Teacher Center Resource Team. Specialists in
112
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the more conventional school curriculum arcas of reading and mathematics have
worked extensively with tecachers in the open schools to provide on-site models
of teaching as well as multiple materials and resources which reflect more
functional and integrated approaches to skill development. They have combined
forces with a specialist in the creative arts, another in develonmental
counseling and two resource tecachers with expertise and experience in onen
classroom teaching. This team has focused upon the multiple dimensions of
child development and the specific application of these in teaching. They
have developed training procedures where developmental princinles are
apnlied to designing curriculum activities, interest centers and diverse
physical cnvironments, as well as the setting of appropriate goals and norms
for multi-age youngsters. Again this resource team engages in a needs
assessment, and contractual and reciprocal working relationship with teachers
which very much reflects the concept of in-serviceespoused ecarlier in this
piaper.

Finally, mention should be made of the Exchange. This is part of
USOE's National Diffusion Network. Over one hundred exemplary programs have
been cleared by a National Disseminatiou Board to share their experience with
other schools. State Facilitator Projects have been established as regional
linking scrvices to assist local districts in exploring cost-effective and
expertable materials and resources consonant with their interests and neceds.
Two of the Stute Facilitators arc housed in the Center. Not surprisingly,
they have had extensive experivnce in the develonment of open classrooms them-
selves. In this respect they arc uniquely qualified in their role to assist
in providing interested schools not only resources and materials, but train-
ing as well, for moving to more open instructional systems. Because of their
multiple contacvs through the larger metropolitan area and state they have
been in an ideal position to establish informal networks between schools and
school districts with mutual interests and similar problems. They are now
exploring a variety of support practices and dissemination techniques through-
out the region and state to assist teachers as they move into more open
environments.

Because of the multi-faceted approach to teacher training in the
Center, more examples could be provided here, but already too much positive
has been implied in this paper and there is the danger of the distortion nro-

- -

113
94



O

ERIC

Aruitoxt provided by Eic:

vided by a publicist approach. Regardless of excellent progress in many
respects, the Center, cven with considerable suoport, has had many difficul-
ties as well. Both the latest arrays of alternatives and the satellite
center concept designed to facilitate this development have encountered a
number of problems. Project Open achieved highly variable degrees of success
in the in-service component. While considerable impact could be documented
at some school sites, little more than resolution of the primary problems
oceurred at others. The leadership role for teachers did not emerge as
clearly as desired. The undergraduate component, while very effective in
most respects, bhas temporarily been discontinued for reasons of both person-
nel shifts and further examination of the question of how experimentation

in training alternatives can better be achieved. No panaceas have been
discovered.

Perhaps the most important contribution of this Center has been
that it has demonstrated some principles and processes that, regardless of
outcome at this time, warrant dissemination and hopefully broader exploration,
Arrays of alternatives, context specific training responses, leadership
training for tecachers, multiple but interrclated governing structures,
clarification of reciprocal roles in training and a balance between the pro-

gram and the individual are critical concepts in defining and implementing

effective in-scervice. Hopefully, this brief overview of how these concepts
have been approached in Minneapolis will facilitate their clarification and

development by others.
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CHANGING REALITILS:
JOB-SHARING, LEGISEATION, EARLY CHILDHOOD EDUCATION

Bruce R. Joyce
Stanford Center for Research and
Development in Teaching

In this scction, Marsha Weil, Ralph Pais, and Winifred Warnat deal
with the problems of creative authority from three perspectives. Looking
at the changing work world, Weil discusses new job concepts and the use of
them to reform the ways we work as teachers, and hence, to affect the way we
might deal with our continuing professional education. Pais discusses the
current problems in legislation and forecasts alternatives for dealing with
inscervice legislative and funding questions in ways which will be responsive
hoth to the needs of individual teachers and of the particular communities
in which they work. Warnat deals with inservice problems generated by
the reach of the school toward the younger and younger child, focusing on
the special needs for the re-education of present teachers and for the
training of community members and other persons who are being introduced
into the educational system and have not hitherto been members of the
professional education community.

Weil's paper deals primarily with job-sharing. She approaches
the concept of shared jobs in a contemporary mode, stating that whereas
the sharing of tecaching functions has been hierarchical in the past, with
onc individual playing the primary role and aides or assistants performing
sccondary tasks, contemporary concepts of job-sharing permit several persons
to occupy professional positions, which are fewer than their number, as ecquals.
In other words, two positions might be shared by three human beings, or
three positions by five people, or onc position by two people. Weil believes
the concept of job-sharing can atfect teaching in a variecty of ways.

FFirst, teaching is such an intense activity that full-time labor at it is
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emotionally and intecllectually fatiguing. Job-snaring, by reducing or
changing the burden on the individual, may encourage more productive teaching.
Sccond, teaching is such a complex task that few individuals can maintain
full proficiency in all of its aspects. A number of individuals sharing
roles would be able to complement one another and picce out the role demands
among themselves. Third, if several individuals share jobs, the remainder
of their time is freed, not only for leisure, but also for inservice education.
If classroom teaching is to continue as a full-time occupation, it is
difficult to imagine how the tcacher can be relecased for sustained and
intensive inservice work; however, where individuals share jobs, the frecing
of time is guaranteed. It may be, in fact, that teachers should spend a
portion of their professional time which is freed from tcaching participating
in inscrvice activities, and the remainder in developing themselves in their
own wavs. In summuary, Weil points out that as the income producing rolces
arc shared in more and more households, it becomes possible to conceive
of o greater varicty of professional persons participating in the roles
of the teacher. A smaller proportion of time is spent in professional life
and, morcover, that time can be divided between professional performance
and professional study.

Pais has written an incisive and cogent paper about the problems
of inscrvice legistation. He states that the present legislative picture
in most states is relatively chaotic, with very few states having anything
approacining a general authority for inservice tecacher cducation, although
they do have the responsibility for credentialing teachers and oversceing
local school district programs. Pais believes legislation should be created
to provide o general authority to the statc to institute inscrvice programs.
This issuc raises some questions: Should there be policy dircction and,
hence, control from the state level, or should the state develop general
funding authority and allow local education agencics to determine policy?
Should there be a uniform state policy which mandates programs of various
hinds, or should individual districts develop programs which follow state
gnidelines?

Pais supgests it may be hest for states to have coordinative 3
authority and provide incentive funding for innovative programs to be

developed by local agencies and monitored by the state. Alternatively, the
. e
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legislature could provide funds, directing the executive to develop programs
and the policies to control them. A third possibility would be for the
legistature to mandate programs as well as specify their nature. The pros
and cons of these approaches should be debuated and clarified by the states,
with an aim toward developing general principles for defining legislative
and cexcecutive roles in developing inservice teacher education programs.

As Pais points out, there is considerable distinction between
the generation of authority for inscervice cducation and the creation of funds
to support that authority. In some large states, there are presently
many picces of legislation related to inservice teacher education which are
not backed by any tunding authority. For example, some states have given
local districts the authority to create bilingual/multicultural programs
but have not provided the funds to support these programs at the curricular
or inscrvice level.

Another problem discussed by Pais is that of orientation. Specifically,
the issuc of the credentialing versus the programmatic orientation to inservice
teacher education needs to be resolved. The majority of inservice legialation
Is programmatic in orientation at present; that is, particular programs
are funded (such as reading, education of the handicapped, early childhood
education, bilingual education) rather than general program authority and
funding being granted. The advantage of a general authority is that it
essentially requires teachers who wish to maintain their credentials to
participate in some form of inscrvice training. Although numerous forms of
orientation exist, the authority to create inservice education should
include the authority to require the participation of tcachers. At the same
time, the authority could permit wide individual discretion as to choosing
particular activities in which to participate.

A gencral legislative problem is that of reconciling the state
authority, funding, and monitoring functions and the maintenance of program
rclevance at the local level. For example, in the area of bilingual
education, teachers could be required to develop proficiency in a second
language, although this might be totally irrelevant to their individual needs
or the nceds of the communities they serve. Inservice education must be

made relevant to the needs of teuachers, and processes must he developed

which insure that relevance. 1_1 8
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_ Pais' inquiry reveals that it is very difficult to tell from
state budgetary analyses just how much is being spent on inservice teacher
cducation. Often, programmatic legislation specitices that there will be
some inscrvice education, but it fails to provide a proportion of the
legislation in that dircection, leaving school districts free to spend much
or little on the inservice aspects of programs. He suggests that it is
difficult to imagine how a new program can be instituted without providing
for the professional training of the teachers involved, and yct this is
being done agatin and again.

In conclusion, Pais emphasizes the need for further studies of
inservice legislation. These studies should develop legislative models
at the federal, state, and local levels, as well as contractual models for
local districts to usc in developing units of inservice training. Models
should be developed which will guide the formulation of inservice
legislation S0 as to give proper regulatory authority to the executive
branch, while providing, at the same time, contractual models for local
ceducation agencices, teachers, and institutions of higher education to use
in developing programs which are appropriately sensitive to local nceds.

In her paper, Warnat deals with issues related to early childhood
education, pointing out that if, as appears to be the trend, the school ijs
going to e¢xtend downward to encompass younger children, two vast inservice
problems will immediately arise: Teachers presently working with older
children will neced to be trained to work more effectively with younger
children, and those people presently working in day care centers and other
such agencies will need to be brought into the professional community of
teachers. The inservice needs of these two groups are different from one
another.

Warnat's paper cvolved from a conference involving a number of
leading cducators, representatives from teacher organizations, specialists
in carly childhood education, and Dr. Flovd Waterman, of the ISTE project
staff. All of these people agreed that it is probable that more and more
children between the ages of two and four will be brought into the formal
cducation process, and that the generation of appropriate inservice teacher
cducation will be essential to enable new and existing professionals to

work together effectively in the new kinds of institutions that will spring
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up inside school districts to cducate younger children.

Well, Pais, and Warnat have discussed three controversial issues
which must be considered by the inscervice teacher education enterprisce. The
need to deal with the issues of new job concepts, inservice legislation,
and the formal education of younger children has been cxpressed by many in the
cducation community. ‘These papers represent a preliminary expose of
contemporary I[STE problems which will require a great deal more cxamination

and entail experimentation with and implementation of new ideas.
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OVERSUPPLY AS OPPORTUNITY: AN EXPLORATION
OF JOB-SHARING AND INSERVICE LEDUCATION

Marsha Weil
Stanford Center for Rescarch and
bDevelopment in Teaching

INTROBICT [ON

The purpose of this paper is to explore the concept of job-sharing
as o vehicle for inservice cducation. Job-sharing appears to have distinctive
advantages which counteract many voiced obstacles to present inservice efforts.
My approach is frankly speculative. 1 have made no effort to document in any
detail the history, the problems and issues of this alternative work pattern.
My primary intent is to stir the concept of job-sharing into the national lit-
¢rature on inservice education and into the consciousness of policy makers
currently considering alternative arrangements for inservice training. Job-
sharing is an imaginative idea that [ believe merits serious consideration.
Any idea that rveflects genuine social change runs the simultancous risks of
being superticially attractive because it is different and of being
dismissed as too impractical because it involves so much change. 1 would
hate to see this happen to job-sharing,particularly at a time when new insti-
tutional arrangements are badly needed, and this is one of genuine promise.

Job-sharing includes two patterns of job allocation:

(1) The first refers to full-time cmployees

sharing a full-time assignment in order to bring greater

variety in their vocation, reducing stress and boredom.

An example is fuctory workers rotating assignments. This

pattern of job-sharing cmphasizes task variation rather

than decreased time, although less than full-time work

may certainly be a part of this pattern.

(2) The second pattern refers to filling a certain

number of full-time positions with more than that number

iz
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ot persons. These persons work somewhat less

than the tull-time work week, but they do not

lose the status of responsibility accorded full-

time personnel.

Buth ot these concepts of job-sharing are explored here, with
special reference to what they offer for solving some of the problems of
inservice training.

Beginning with a conceptual definition of job-sharing, this paper
proceeds to develop the case for job-sharing both in the overall employment
and career context and in the education profession. Next the paper examines
some ciase studies of job-sharing and the apparent implications of these ex-
pericences.  Finally, some potential relationships between inservice training

and job-sharing arce discussed,

WHAT 15 JOB-SHARING?
Job-sharing is a general term encompassing many variations in work
arrangements.  Much of the terminology and distinctions for job-sharing are

(1)

discussed by P. Dickson in his book The Future of the Workplace. Terms

such as "job-splitting,' "job-pairing," and "split-level' arc all used to
describe variations of job-sharing in recent puhlicutions.(?) In education, job-
sharing bears a strong resemblance to team tecaching and differentiated
statf'ting, but the differences, [ will discuss later. In this paper the defini-
tion ot job-sharing which will emerge addresses itself exclusively to the
teacher role (as opposed to the paruprofessional or assistant teacher) and
to the problems inherent in that role as currently conceptualized. Tts aims
are to maximize teacher effectiveness and expand the potential of the role
for the purpose of inservice education and occupational satisfaction.
Job-sharing as defined here refers to participation in a common role
in which one shares cqual responsibility for an entire program. Although time
is usually thought of as a major featurc in job-sharing, I do not feel it is
the defining one. Most job-sharing does involve less than full-time work, but
job-sharing can occur between full-time cmployees. The three essential elements
as [ see them arce (1) common roles, {2) equal power and status, (3) equal respon-
sibility for a total program. .Job-sharing defined in this way neccessarily

involves mutual planning and coordination. It involves sharing the emotional



aspects of a job as well as the substantive and managerial aspects.

Job sharers can be distinguished from part-time workers because
the latter usually have responsibility for only one phase of a program. For
example, in education, part-time people urc often employed to ussist in reading
or language groups or to tutor individuals in basic skills. 1n the upper
grades part-time teachers may teach one or two classes in a sﬁecial subject
arca. Part-timers in cducation do not share equal responsibility with the
¢lassroom tecacher for the total educational program and do not have commensurate
power and status. Generally speaking, part-time workers differ from full-time
cmployces in one or more of the following ways: They (1) usually operate from
a much lower salary base than full-time workers; (2) do not receive comparable
benefits; (3) are not expected to share fully in the responsibilities of the
larger institutional framework; (4) are engaged in low paying, low skilled
positions, typically having one or two repetitive tasks, i.e. filing, record-
keeping, typing, etc.; and (5) do not have the status of full-time workers.

In education, a differentiated staffing organization often has some
elements of job-sharing. But frequently, one or two people will have respon-
sibility for the total program with other staff members having less respon-
sibility, lower status and/or isolated scgmented tasks. Team-teaching probably
comes closest to the concept of job-sharing as I have defined it; however,
team teaching is usually available only as full-time employment. In addition,
teamed teachers frequently divide responsibilities in such a way that they do
not need to collaborate and share mutual responsibilities. Thus, the emotional
and substantive advantages brought about by colleagueship in job-sharing are
lost. Part-time teaching, differentiated staffing and team-teaching are all
valuable work patterns and it is important to continue them. However, they
are not exactly the same as job-sharing and cunnot accomplish the same function
for individuals or fer the profession as job-sharing.

As we shall sece later in the case material, the types of jobs that
have been shared range from classroom teaching and libraries to such specialities
as Animal Control Officer and Naturalist; the division of time has ranged from

50%/50% to 80%/20% depending on the needs of the individuals.

THE CASE FOR JOB-SHARING

The idea of job-sharing originally came to my attention in a recent

b

123
O 105

ERIC

Aruitoxt provided by Eic:



E

O

newspaper article. [ was immediately attracted to it because I saw the pos-
sibility through job-shuring of gaining teachers' time and cnergy to partici-
piate in inservice education. [ also saw job-sharing as u means of employing
many of the trained teachers who are unable to find tecaching positions.

I would like to arguc that through job-sharing the oversupply of teachers can
be utilized to facilitate inservice education and provide new, alternative
curcer patterns in teaching. It is in this sense that 1 see the present
oversupply of teachers as an opportunity rather than a problem. Job-sharing,
in other words, could facilitate employment tor the unemployed and inscrvice
cducation tfor cveryone.

Finally, peoples' values concerning work are changing and the meaning
of work in their lives is changing. Some people currently employed full-time
would like to work fewer hours in order to have more time for lcisure or other
interests. Women (and men) who want to combine a carcer with families are
interested in sharing professional rcsponsibilitics.(s) Finally, the time
has passed when people are willing to work at onc task, or cven one carcer,
for a lifetime. Many pecople want opportunities for  variety in professional
responsibilities and multiple careers. [ feel that new organization and
carcer patterns must be developed to meet these changes.

Thus far job-sharing has been associated with job shortages and
underemployment.  This mechanism has been advocated primarily as a means of
training and employing formerly disenfranchised populations who have special needs
or handicaps. These include housewives entering the labor market for the first
time, persons with physical or cultural handicaps, people lacking required skills
or people with special time or interest considerations. Job-sharing has not
been considered, to my knowledge, in arcas where therc is an excess of already
trained personnel.  The trend, instead, has been to place these uncmployed in
new professions or jobs that draw on their existing skills.

The idea of job-sharing in any field makes thrce important assump-
tions about people and work. First, it assumes that there are a number of
people who are in o financial positien to work for less money or who arc willing
to sacrifice the money in order to gain other less tangible benefits. Second,
job-sharing assumes that there are jobs with sharable tasks and sufficient
administrative flexibility to manage the logistics of sharing. Lastly, there
is the assumption that pcople have the interpersonal skills and capacities to
co-ordinate, share and together cope with problems that arise. On the whole 1
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think these assumptions are reasonable. Two-career families are becoming in-
creasingly common. Many couples sece their partner's carning power as providing
tflexibility in their own careers. At times, onc person may be the major in-
come source and at other times, the situation will be reversed. As a country,
there has been, in the last few years, an enormous upsurge in individual con-
sciousness in the personal and interpersonal areas. I think people who are
teachers will be responsive to job-sharing as a work alternative.

In addition to these general assumptions, there are other reasons
why [ see the teaching field as an especially suitable candidate for job-
sharing. ‘Therc are few jobs as complex and demanding as teaching. I can
think of no other profession where one individual is assigned to manage,
diagnose, organize, instruct and moniter the intellectual, emotional and social
Jevelopment of thirty children simultaneously for a minimum of five hours each
day.

During the past seven years many teacher educutoré have been busy
reconceptualizing their trairing programs. In the process, teacher educators have
become acutely conscious of the multiple roles for which we must design
training. But few of us, myself included, have ever seriously questioned
whether anyone can be expected or should be required to engage in all these
roles. My own view is that we are asking teachers to operate in at least four
or five professions or subspecialities simultancously; any one of these jobs
would be a challenging carcer under the best of circumstances, let alone in
the context of the average classroom and school day.

The net result of the present job description and expectations for
teachers is that most tecachers feel overworked and very tired at the end of
a day. Although they have little enthusiasm, energy or time left for skill
improvement or curriculum development, most teachers feel they are not doing
as well as they would like. Non-educators, on the other hand, criticize
teaching as ineffective and schools as unimaginative, bureaucratic places. In
a recent study a Los Angeles psychiatrist indicated that teachers in inner-
city schools are showing stress symptoms of battle fatigue similar to that
ohserved in soldiers during wartime--high blood pressure, depression, headaches,
lowered self-esteem, stomach and sleep disturbances. He attributes this to
the threcats ot violence from students coupled with lack of administrative

(4)

Under thesc circumstances it is hard to imagine
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teachers being positive and futuristic in their professional orientation.
Realistically,inscervice education cannot hold much appeal to people in these
cmotional and physiological circumstances.

[t appears to me that job-shuaring offers the possibility of increasing
time, energy, productivity, colleagiality and job satisfaction, all factors

mitigating the ceffectivencss of current inscrvice cefforts. My first thesis

more simply stated is that teaching as presently defined is too complex and

demanding for most individuals. 1t does not leave enough energy or enthusiasm

tor additional professional training. Consequently, if we are to increase the

productivity of inservice education, we must break sct on existing patterns

of staff utilization.
My sccond concern has to do with the structure of education as a
profussion and its limitations for varied, complex carcer patterns. At
present the only alternative to teaching is school administration and perhaps
college teaching. There are few alternative settings for continuing instruc-
tional work with children and one cannot do so without loss of status and
salary or considerable retraining and credentialing. Teachers, especially now
in a period of job shortuge, cither continue functioning in the same job for
many vears or they tire of teaching and quit, sceking new types of work.
Teaching is not the only profession saddled with a problem of
vocational homogencity. Social workers, for instance, find client contact all
day long repetitine and exhausting, despite their basic orientation to people
and the intrigue of the particular casc. The irony in this situation is that
of all the professions, teaching is uniquely rich, ascribing the goals and
purposcs of many ticlds of knowledge and professions. As with the problem of
teacher supply, it is possible, I believe, to turn the complexity of the job
into an assct. {This requires looking at new organizational and staft-
utilization patterns from sociology and psychology work perspectives. It in-
volves placing a high priority on the design of teaching as a profession as
well as a delivery system for learning and instruction.) Fortunately teaching

is sufficiently complex to handle much job diversification. My second thesis

is that we must reorganize teaching to enhance it structure as a life-long

profession, one with many interesting carecer pati s and possibilities. It

is possible to accomplish this objective through job-sharing and at the same time

increase the dav-to-day manageabilityof the job.
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My last reason for advocating restructuring staff-utilization
through job-sharing is duce to the enormous informational base required to be
an effective teacher. Few professions encompass as many fields of knowledge,
techniques and skills as teaching. It is unrealistic, [ believe, to expect
preservice training to do more than introduce these areas. A program of in-
service education is as much a part of developing the competency of u teacher
as medical school, internship and residency are to the physician or law school
and clerkship areto the lawyer. For many reasons undergraduate training in
education is more analogous to taking the science prerequisites for entry
into medical school (plus some additional exposure to the job setting) than
it is to actuual professional preparation. I prefer to view preservice as an
"oricentation'" to the profession, an opportunity for college students to see
what teaching is like, rather than as preparution and training. If we do
this, then the expectations imong practitioners and program designers as to
the goals, purposes and commitment to inservice education will be enormously

different than they have been in the past. My third thesis is that because

of the substuntial knowledge and skill bases involved in teaching, further

professional preparation beyond the preservice level is imperative. In-

service education is more properly regarded as basic professional preparation

rather than skill maintenance, updating and improvement.

CASE STUDIES OF .JOB SHARING

As near as I can tell, the incidences of job-sharing in the country

are few. Catalyst, a national non-profit education service organization, has
promoted job-sharing since 1962. Originally Catalyst began with the purpose
of "alleviating society's neced for able personnel and ending the conspicuous

(5)

waste of the training of educated women." Since then the organization has
conducted research and demonstration projects on job-sharing. A Catalyst

study on Part-Time Teachers and How They Work: A Study of Five School Systems

(1965) is one of the carliest and few reported studies of job-sharing. A

sccond study, Job-Sharing in Municipal Government: A Case Study in the City

of Palo Alto (1975) was undertaken by a Stanford political science class. In

addition to these¢ sources, the reports on job-sharing experiences are drawn

from a recent colloquium sponsored by the Santa Clara School District. The

purpose of the colloquium was to interest district schools, princinals and

teachers in the fob-sharing concept,drawing on the recent expericnces of
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schools in Palo Alto and Union City. These three case studies are helpful in
examining the attitudes of administrators and teachers toward job-sharing,
and the ways job-sharing has operated, particularly in teaching situations.

In 1965, Catalyst conducted a survey of some scven hundred school
systems about their expericnces with part-time teachers. Many of the items in
this questionnaire reflect the initial concerns often voiced against job-
sharing--issues of scheduling, professionalism, absentecism, unionism. The
results of the survey were startling in the contrasts between the responses of
supcerintendents who had not used job-sharing in their schools and those
administrators who had experience with job-sharing. Non-users expressed a
wide range of objections which were specifically vetoed by the experienced
group.

...where they are used uninformed prejudices tend to

vanish: the part-timers soon meld into the regular

school staff. They regard themselves simply as 'teachers"

and so before long do principals and colleagues, pupils

and parents. Part-time teachers are not more prone to

abscentecism than full-time teachers {(frequently less

so, it appears); they mecasurc up well in all the

professional criteria; they show no tendency to (6)
dilute the economic power of organized teachers.

Although only the issue of communications turned out to be valid, most admini-
strations felt this was surmountable. In general, the administrators
commented on the virtues of the flexible scheduling of part-time teachers and
felt they were getting more than their money's worth.(7)

In 1967, Catalyst's initial survey led to five intensive case
studies of part-time teachers--two large urban school systems and three
smaller communities spread across the country from New England to Iowa. With
the exception of Framingham, Massachusetts, it appears to me that job-utili-
zation leaned toward ''part-time' rather than job-sharing. The experience at
Framingham closely parallels the Palo Alto experiment. Partnership teaching,
as it is called in Framingham, operates in the following manner:

In this program--which is a variant of team tcaching--two
fully certified teachers share one full-time teaching
position, onc tcacher taking the morning session, the

other the afternoon. The program assumes (and has demon-
strated) a very close dovetailing by the partners of all
aspects of their joint job--planning, curriculum innovation,
assessment and appropriate handling of individual pupils,
dealing with parents, extra-curricular activities, nrofes-
sional responsibilities. The partners mcet together
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frequently, confer cven more frequently by telenhone,
usually arrange to substitute for cach other when necessary,
Partnership teaching, in short, is a very special form of
part-time tcaching, and follows a more formal, carefully
organized pattern. Its success depends on thoughtful,
comprehensive preparation, to anticipate, and if possible,
avoid difficulties, and it thrives when the partners and

the schools that employ them iron out any difficulties as
they arise and arc alert to improve the program. (8)

As in Palo Alto, the prospective job-sharing teachers are interviewed in the
springso that they may work out programs and materials over the summer,
During the fall and through the mid-year they are closely supported by the
administrative staff. Framingham began with four pairs of teachers in the
first, sccond, fourth and fifth grades. The concerns that partnership would
confuse the children, partners would be unable to get along and that parents
would object did not materialize. According to the report, most of the parents
felt children benefitted from the fres! s, styles and strengths of two
pcople. They appreciated the benefits  having two points of view on their
child. Principals cxpressed the feeling that they got more than "half-time
worth" from the partners. The tecachers in Framingham were delighted to be
working and felt a strong desire to maximize the three hours a day with their
pupils.

The patterns of job-sharing in Palo Alto varied greatly among the
pairs. In the first pair, one teacher worked Monday and Thursday all day,
the other teacher worked Tuesday and Friday,with Wednesdays split between the
two people. [In another pair, with a 60%/40% time distribution, one individual
worked Tuesday, Wednesday and Friday all day; the other person worked Mornday
and Thursday. In a third pair one person worked full days Thursday and
Friday; the partner worked Monday, Tuesday;and they alternated Wednesdays.
The last pair of job-sharers divided time 80%/20% so that cne of the teachers
could take Fridays off to travel with her husband, who is a travel agent.

Teacher responsibilities among the four pairswere divided according
to pupils in some subjects,such as math,and by subject in other arcas,
Generally both teachers in a pair participated in pupil evaluation and parent
conferences while responsibility for staff meetings and school business was
shared.

[nitially all the teachers were concerned that students would play
them off against one another. This fear did not materialize though the
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teachers did express the need for clear groundrules such as '"Go to the teacher
who is directly responsible.. with a compliment or a problem."™ Another common
tfear was that the other teacher would be "liked best." Again, all the sharces
agreed that they soon torgot about "being liked best." Both the Catalyst
Report and the Santa Clara Symposium cited the major problem area in job-
sharing as the greater communication load. Apparently, to overcome this problem,
all job sharees spent o good deal of time on the telephone and developed
claborate note systems.  (These are some o) the hidden costs in job-sharing.
It is helpful to think about proximity when pairing participants.)  Though
communication was recognized as the only real problem that emerged, in con-
trast to the imagined ones, all participants agreed that this was solvable

and that the amount of time and energy neceded for communication diminished
atter several months.

Job sharces spoke of a number of advantages in job- sharing. They
felt that students received attention and quicker feedback on their work and
papers.  With two teachers working, cach from his/her own strengths, different
emphases are brought to the same subject arca, exposing students to alter-
native points of view.

The teachers all found teaching more enjoyable due to increased
leisure and time for oneself and for reflection. In addition, the teachers
had more time, energy and desire to prepare for teaching. The last advantage
concerns the rewards of colleagueship from job-sharing. In general, the
teachers telt that contact with another adult professional made for better
teaching.  They found the sharing of ideas satisfying, increasing their

motivation.

PATTERNS OFF INSERVICE EDUCATION AND JOB-SHARTNG

Job-sharing has been mentioned in terms of three goals. The first

is increusing the manageability (and flexibility) of the job to permit more
time and cnergy for advanced professional training. The sccond goal is
altering the structure of the profession in order to create diversified
carcer patterns, greater specialization and increased colleagueship. ‘The
third is improving professional training by increasing the scope and depth
of the curriculum. Scveral patterns of inservice education based on job-
sharing can be drawn from these goals.

Option one I will call the Time-Saving Plan. The main purpose of
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this plan i+ to reduce the usual teaching time and responsibilities so that an
individual can participate tully in regularly scbeduled inservice "activities”
throughout the school year. A variation in this option is to share only the actual
time away tor inservice work, akin to a permanent, scheduled substitute. The
latter is probably less desirable from the shurce's point of view and can easily
slip into part-time or substitute circumstances, rather than job-sharing as it

has been defined in this paper.

Option two refers to the Sabbatical Plan. In this option, un individual
takes an cextended period away from all teaching responsibilities for intensive
inservice work. Another possibility is to alternate  work and sabbatical periods
with onc's job partner. The Sabbatical Plan enables tceachers to work or train in
alternative settings and positions and to engage in in-depth training experiences.

The third option, the Apprenticeship Option, views the job-sharing cir-
cumstance itself as a form of inscervice training, pairing teachers of different
stvles and strengths.  In other words, job-sharing is generated not so much to
save time or energy for onesclf or for professional growth, but to work alongside
another person with complementary skills. The sharee may not be interested in
long-term job-sharing, but utilizes it as a temporary training mode.

The fourth option, the Teacher Trainer Option, increases the circumstances
so that a classroom teacher may also spend time as a teacher trainer, perhaps
in u teacher center or school-based, in-house faculty operation. He/She may
(or may not)continue to work full-time but can diversify his/her roles.

The last option, Increasing the Educational Setting, is similar in
intent to option four. It addresses particularly the goal of increasing career
options. Option five requires reorganizing the school to create more diversified
job possibilities. For cxample, a school center could serve different functions--
skills center, personal development educution center, social action center, etc.
Teachers throughout their carcer clect many '"tecaching' assignments with quite
difterent roles and substantive emphases.

Job-sharing is u mechanism which permits individuals and school systems
the flexibility to bring cach of these options into existence. For individuals it
generates time, energy, and a new, cqually attractive work norm. For school
svstems, job-sharing guarantees a stcady flow of manpower to take care of the
institution's basic responsibility for the cducation of its students. In a time
of shrinking pupil enrollment and increased teacher supply, the educational decision-
maker can, and should search for designs that place the priority on quality rather
than quantity. His/Her concern must be with the improvement of education as a

profession as well as with education as a means of instruction.
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INSERVICE:  LEGISLATION AND LEGAL TSSUES

Ralph M. Pais
Stanford Center for Rescarch
and Development in Teaching

There is a great deal of work being done in the area of inservice
cducation for teachers. Much of the work currently being done is directed to-
witrds evaluating whether existing inservice programs and techniques adequately
meet the needs of individual teachers, school districts, and students. In
addition,efforts are being made to develop innovative ideas in this area so
that the continuing cducation of tcachers will be a stimulating and vital
process.,

Many cducators who arc working in this area have expressed concern
over the possible cxistence of legal constraints. Although there appears to
be a general suspicion that there are legal issues to be confronted many
otherwise well-informed cducators appear to be uncertain about the nature of
these issucs. Therefore, it was determined that a preliminary study of legis-
lation should be undertaken so that the genuine issues raised could begin to
be identified.

This paper is not intended to be an exhaustive compilation or
analysis of inservice legislation. It is a preliminary probe into the
legislation. The report describes the findings of this early effort and scts
forth recommendations for further work which necds to be done in the area of
inservice legislation.

When this study of legislation was begun in the late fall of 1975,
certain assumptions were made. First, it was assumed that no work of this
type had been undertaken in this arca and that this was a first effort to
identify issues raised by legislation. This assumption proved to be incorrect.
Several groups have been invoelved in the examination of legislation affecting
inservice. In California the Legislative Analyst's office (a branch of the
state legislature) has examined and evaluated cxisting legislation in this
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arca and has offered new proposals.  The Lawyers' Committece for Civil Rights
Under Law, a Washington, D.C. group, has been working in the inscervice area

for some time. At present they are preparing a compitation of all legislation
trom the tifty states which relates to inservice. The California State
Department of Education has also conducted o national survey of existing
inscrvice legistation around the country although that work is now somewhat
dated.

Although these are the primary projects which have been encountered
there can be little doubt that there are others doing similar work. [lFurther,
it is also likely that as the arca becomes more "popular" more projects
will be initiated and new legislation will cmerge.

A second assumption which was made was that an examination of various
states! legislative approaches would be definitive in providing insight into
the inservice policy of these states. This assumption also proved to be
incorrect. Once of the most important conclusions reached to date is that an
examination of legislation alone is a far too restrictive approach to
examining state policies and practices in this area. Legislative examination
and analysis is a very useful starting point but much more is needed as well.
Legislation may provide a framework within which regulations and guidelines
are developed, but it is not the only source of policy. Even an absence of
laws specifically dealing with inservice teacher education is insufficient
evidence on which to base a finding that the state in question has no
specific policy with regard to inservice. Similarly, a state's legislation
may not fully reflect or embody its policy towards inservice in just the way
that the absence of legislation does not necessarily mean that there is no
policy.

To fully understand how any given state approaches inservice it is
necessary to examine a number of elements including legislation. In addition,
to study the legislation it is important to look at the state's department
of cduciation to determine to what extent it is involved with the development
of policies and/or regulations applicable to local schools. It is also neces-
sary to look into the relative strength of teachers' professional organizations
and to determine to what extent inservice programs have become the subject of
collective bargaining. In addition, local boards of education establish

regulations in the area.
-
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(Education Code Scection 5761).  The statute creates what is known as a
cateporical cducational program; that is, it is aimed at a specificd target
group rather than at the student population in general,

School districts are not mandated to provide programs provided for
by this Act, but it they choose to do so the statute sets torth components
which must be included (Education Code Section 5761.60). Included as a
required component is oan inservice training program for tcachers and aides
that is linked with an institution of higher cducation, which shall include
the establishment of a liaison with a nearby institution of higher cducation
and the solocitation of help from such institution in order to continually
upgrade the bilingual education program.

This approach is the one generally taken in Catifornia; inservice
training has not been addressed as a separate educational concern.  Instead,
as various cducational programs have heen created an inservice component has
been attached.,  Since the Department of Lducation is also organized according
to programs this suggests that there may be only limited coordination between
the various programs, This approach also tends to lead to the possibility
that tcaching personnel participating in various categorical programs will
receive far more inscervice training than general tecaching staff who do not
participate in these categorical programs.

A 1974 study of teacher training in Calitfornia by the lLegislative
Analyst's oftice dealt with the inscrvice area. ‘The following stuatement
contained in that report represents a usetul overview of their findings:

Wwe believe that the current structure and funding

of inscrvice training is in need of reorganization
and coordination. It is apparent that the myriad
torms of inservice training now offered by a varicty
of sceparate agencies and pursued individually by
school teachers must be organized into an integrated
inservice training program (p.31).

The Legislative Analyst proposced legislation which would have directed the
Department of Education to establish an Office of Inservice Training which
would (1) review and evaluate school district inservice training programs,
(2) operate an informiation dissemination center for effective programs, (3)
assist and review the development of inservice programs on a regional basis
and (4) administer a grant program tor regional inservice training programs.
This proposal was not successful in the 1975 legislative session, but it is

expected that legislation of this sort will ultimately be passed in California.

118
130
O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

However, until the Legislature formulates a new approach to inscrvice
tor California it is likely that the nrogrammatic style will continue in its
present form.  That is, school districts will offer various programs through-
out the school year which they have determined will he useful to their teaching
personnel.  In addition teachers will continuc to take college courses during
the summer months. The incentives for participation in these programs will
vary although most will participate in irservice cither to obtain salary
credits or to meet specitic contractual requirements. In California there is,
at present, no statutory requirement that the courses taken be related to a
teacher's position to be useable for salary credits. It is possible that local
districts have adopted sach rules but there is no statewide requirement to
that cttect.

Perhaps the most difficult information to ascertain is how much
moncey is being spent tor inservice projects. Even if a state cnacts the most
enlightened legislation (from an cducational vantage point) if no funds arce
appropriated to implement the programs then the legislation serves no meaning-
tul purpose. Further, an examination of a state's legislation alone sheds
absolutely no light on which programs are funded. [ven an examination of the
state's budget may shed no light on the question of funding for inservice.
Budgetary analysis may reveal how much money is appropriated for specific
programs but will not show how much of that money is being used for the in-
service component,  One reason for this problem is that although programs may
have mandatory inservice components, there arc no requirements that a specificed
percentiage or amount ot the money allocated for the program as a whole he
utilized for inservice. The decision as to how much to use for inservice is
let't to the local school districts. Further, inscrvice projects other than
those attached to specitic programs will tend to be completely tiunded by the
local districts. Because of this, it would be necessary to study cach district
(in California there are over one thousand school districts) to determine how
much money is actually appropriated overall for inservice projects,

Tie legislative Analyst's study tound that "few districts can provide
exact information concerning local expenditures for inservice training. [How-
ever, it is apparent that expenditures constitute considerably less than one
percent of a school district budget." (p. 29)

Colorado and Minnesota both take a somewhat ditfferent approach to
inscrvice than Calitfornia.  Although bot! states have enacted categorical
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programs which have inservice components very similar to those which exist in
Californ.a this is not the eclement of their approaches worthy of special
attention, since it is similar to California. Instead the relationship of
teachers' certificates to inservice training must be examined because it is
this feature of these states' approaches that provides an interesting alter-
native to the California approach.

Colorado teachers are given certificates which are valid for a five-
yvear period, and may be renewed for successive five-year periods upon
completion of a professional growth plan consisting of six or more scmester
hours of renewal credit carned within the five-year period prior to the date
of application (Colorado Revised Statutes 22-60-107 (1)). Teachers are
responsible for designing professional growth plans which may consist of
college or university credits (minimum of two units, maximum of six units),
approved inscrvice programs (maximum of four units), approved travel (maximum
of once anit), supervision of student tcacher or intern (maximum of one unit),
foreign study (maximum of two units), professional development experience
(maximum of onc unit). Although only onc of these options is actually called
inscervice, all of them fit into a broad definition of inservice which would
include all continuing education programs engaged in by teachers beyond that
required for original certification.

o be acceptable for recertification credit the individual teacher's
professional growth plan must be accepted by the local district board of
ceducation. Perhaps the most noteworthy aspect of this approach is that it is
based on individual and local decision-making. It is designed so that indi-
vidual teachers and districts will be able to work together to develop plans
whereby the teacher will become more competent to work with the children in
his/her immediate teaching environment.

The Colorado statute specifically requires that any uaiversity Or
college courses which are taken for recertification credit must be appropriate
to the .crtificate to be renewed or to the assignment of the teacher. Thus
an elementary teacher will probasly not be able to obtain renewal credits for
taking courses in Chaucerian poetry taught in Middle English. It should be
remembered that in California a similar teacher could probably obtain salary
credits for taking the same course unless the district had a relevancy
requirement; there is no such requirement in the California law.

District inservice programs may also be used for recertification to
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the extent that the programs comply with criteria established by the state
Department of Educatien (Colorado Revised Statutes 21-60-107 (2) (a)). The
Colorado Department ot Education has prepared extensive guidelines and pro-
cedures for planning inservice programs for vecertification credit. [If the
bepartment does not approve the program it cannot be used for recertification
credit.

The Minnesota approach is very much like that of Colorado. Perhaps
the greatest difference is that in Colorado teachers' professional growth
plans arc subject to approval by local district boards of education while in
Minnesota the state's regulations create local Committees for the Approval
of Programs to qualify for the Renewal of Continuing Certificates in Education
(Education 51406, Regulation Relating to the Renewal of Continuing Certificates).
these local vommittees are to be made up of tour certificiated persons clected
by certificated teaching faculty and certificated non-administrative service
personnel; two certificated persons clected by the elementary and secondary
administration to represent them; one resident of the district who is not an
emplovee of the district. The local committees are responsible for determining
the number of renewal units to be allowed for certain types of experiences.
These committees also have a number of other responsibilities including
cvaluating the inscervice needs of the district.

Both Colorado and Minnesota have, in effect, ticd inservice cducation
to the teacher's credential or certificate. In approaching this area both
states have decided that decision-making must be done at the local level so
that the inscervice programs which any group of teachers participate in will be
responsive to the needs of the programs in which those teachers are employed.

Bv requiring teachers to renew their certificates hoth states have
provided a strong incentive for teachers to participate in meaningful inservice
activities. In Colorado there is some control! of inscrvice programs at the
state level bhecause prior state approval is necessary for inservice programs
tu be useable for recertification. Also by requiring recertification much of
the focus of inservice will be in this areca rather than on programmatic in-
service.

As we have seen,a basic difference between the California and the
Minnesota/Colorado approaches is the relationship between inservice and
teachers' credentials.  The unifying legislation in Colorado and Minnesota is

not concerned specifically with inservice but with the licensing of teachers. Yet
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in examining these various states it appeared as it Colorado and Minnesota

hud more specific legislation. Both states appear to have clearly defined

the need for continuing teacher ceducation simply by requiring the renewal of
the certificates.  What 1 am hoping to convey is the admittedly subjective
notion thut the Colorado and Minnesota approaches are much more clearly
focused than the California approach. This is probably the result of the fact
that California provides no central unifying theae as the other two states do.

Although this has heen an extremely general treatment of the existing
legislation in these three states, [ believe that it is sufficiently specific
to convey the fundamental approaches taken by these states and to permit a
discussion of the issues which have emerged. There is no doubt that further
work in this arca should be undertaken and it is my hope that the work done
to date will serve to direct the subsequent studies.

Perhaps the first issuce which should be dealt with is the extent
to which inscrvice training should be required by state statute. In California
inservice is mandated by statute only to the extent that school districts
choose to participate in categorical programs which have required inservice
components. In Colerado and Minnesota inservice training of some sort is
mandated by statute so long as a teacher wishes to remain certified.  The
issuc is whether a state should attempt to deal with this question through
statewide legislation or whether it wishes to make the policy decision that
the question of inservice is between the employers (local districts) and
employees (teachers).

In addition, we will need to cxamine what the appropriate role for
state agencies is in this arca. But we will initiatly have to determine which
state agency should deal with the issue. Although I have tended to speak of
the “state' as a large amorphous being, there are in cach state a number of
governmental agencies which separately might wish to be involved in the field.
Thus, it is necessary as a prcliminufy step to define which agencies might be
interested and/or concerned with inservice education. For example, in Cali-
fornia it is possible to define at least three large educational agencies
which might have an interest in oversceing inservice cducation: the State
Board of Education, the State Lepartment of Education, and the Commission for
Teacher Preparation and Licensing.  There arve, in addition, myriad branches

within the State Department of Education which might wish to be involved with

this arca. 1 4 g)
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It is also possible thuat a new agency might be created to deal with
inservice. As was mentioned carlier the California Legislative Analyst has
recommended that an Office of Inservice Education be crecated within the
Department of Iducation. The creation of such a new office might serve as a
uscful means of establishing some coordination of inservice efforts throughout
the state. Other states might choose to delegate this responsibility to an
already cexisting office within their state department. What is extremely
important to notc is thut the reclative roles of various state agencies will
change from state to state, and that in attempting to evaluate the role of
the state it is necessary to examine the relationships between these agencies.
In some states the Board of Education may serve a purely symbolic function
while the real authority for educational programs will lie in the Department
of Education. In other states the opposite may be truc.

It is also necessary to cvaluate the relationship between the legis-
lature of the state and the educational agencies. In some states the legis-
latures may enact very specific and detailed legislation while in others they
may delegate ncarly total authority to an ecducational agency. For example,
examining cither Minnesota's or New York's statutes will provide very little
insight into their cducational policies because the legislatures in these
states have granted broad rule-making powers to stute agencies. On the other
hand California's legislation tends to be quite specific and detailed. The
basis uand means of decision-making may vary depending on the role of the
decisionqnakers: state legislators or agency personnel. It is important to
consider the varying types of pressures that might be brought to bear on cach
type of decision-maker and how states' policies may differ if for no other
reason than that decision-making authority is vested in different government:l
entities.

" Another issuc which is extremely important when evaluating a state's
approach to inservice is the role of teacher organizations. Teachers tend
to be represented by state affiliates of either the National Education Associ-
ation (NEA) or the American Federation of Teachers (AFT). The relative
strength of cach union and their ceffectiveness as lobbyists may have a
significant bearing on a state's approach to inservice. Further, the extent
to which a given state recornizes collective bargaining for tcachers may affect

whether or not legislation is cnacted. For example, if one examines the
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statutes of Hawaii,very little dealing with inservice education will be
found. This is primarily because inservice has become the subject of col-
lective bargaining contract negotiations in Hawaii. As increasing numbers of
states become involved with collective bargaining this may be a growing
phenomenon: that inscrvice will be seen as a negotiable issue.

As has alrecady been stated, the issue of funding is extremely
important and must be carefully studied. [f inservice programs are required
by statutc, who should pay tor them? In the case of categorical programs
some of the money available to local districts to fund the programs may be
used for inservice. However, if a district determines that its teachers
should have certain inservice programs, then should the district put on the
program at its own cxpense or should others pay a portion (e.g., teachers,
teacher unions or the state)? Further, if districts are to be the primary
source of funding for inscrvice programs how will this affect the poorer
school districts? If the financial burden for inservice programs falls
primarily on local districts then the less affluent districts may be unable
to provide ull the inservice training which may be appropriate. Perhaps the
new approaches to school finance which are being developed to comply with

Serrano v.Priest in California will provide new ideas for sources of funding

for inscrvice programs. (Scrrano was a case decided by the California
Supreme Court which held that basing scibol finances on assessed valuation
of property was in violation of the California Constitution.)

The legislation ecxamined to date has been primarily aimed at
teachers. This raises the issuc of whether teacherx- aides and other employces
should be required to participate in inservice programs. Aides tend to be
noncertificated personnel but they nonctheless play an increasingly
important role in the classroom. [f new legislation is proposed which would
mandate some forms of inservice it should be determined if that legislation
should include not only teachers but all classroom personnel, including
teachers'aides.

It is my recommendation that certain further projects be undertaken
to fully cvaluate whether these initial impressions of legislative issues are
accurate. As an initial step, meetings should be held with members of the
Lawver's Committee for Civil Rights since they have collected the necessary
statutory material. [owever, this must be followed up with further work

because, ns has been stated frequently, the mere absence of legislation is
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insuftficient indication that there is no state policy with regard to in-
service. [ suggest that additional states be studied in the same manner that
Calitornia, Colorado and Minnesota were examined.  The number of states which
should be examined Is directly related to the amount of time which is avail-
able.  In addition, it is extremely important that federal legislation he
examined as well. Although education is principally a matter of state
concern much of the direction taken by the states is based on federal legis-
lation. Many state categorical programs, for example, flow directly from

the Elementary and Secondary Education Act. Furthermore, the impact of
tfederal funding is extremely important.

In addition,more work is nceded with regard to the issue of funding
of inscrvice programs since this is so closely related to legislation. A
uscetul starting point may be state budgets and their accompanying analysisg
where this is available. However, some examination of sample school
district budgets should also be undertaken since it appears that so many
programs are sponsored by local districts. In addition, it may be necessary
to conduct some questioning of teachers to determine the extent to which
they bear the tinancial burdens of inservice programs themselves.

I further suggest thut a series of conferences be held for two hasic
purposes: first, to discuss the legislative issues which have been raised, and
sccond,  to attempt to dratf? new statutory models which could be useful to
states interested in taking innovative approaches to inservice. Persons from
all interest groups should be invited to participate in these conferences s
should state logislutors who are known to have an interest in education. QOnce
all of thesc steps have heen completed it should be possible to introduce
legislation which will more directly address the educational neceds of the

schools with regard to inservice.
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EARLY CHILDHOOD EDUCATION:

A NEW PERSPECTIVE IN INSERVICE TRAINING

Winifred I. Warnat
lHHoward University

With the increased emphasis on inservice education for teachers,

the training of carly childhood educators assumes considerable importance.

Engult- fee critical concerns at the clementary and sccondary levels,
incl ne teacher surplus and stringent budgetary constraints, public
schoo = have been uncertain as to how much priority should bhe assigned

to carly childhood education, especially the education of children between
the ages of two and five years. Early childhood education--in the '"child care
yvears™ an particular--traditionally has not resided in the public school
system domain, but rather has been developed within departments of welfare,
human resources, and health, and in community agencies.

itse responsible for public education are reassessing training
necd s in the carly childhood education arca. Interest has been stimulated
by recent toderal legislation authorizing the early identification and
cducation ot the handicapped in Title VI of the Elementary and Secondary
Lducation wt.  The implication of this provision is that classroom tecachers
must he prepared to provide the necessary cducational services for these
children once they have been identified. This will create a great nced for
inservice training which becomes critical in view of the fact that not only
is there o novement to serve young children with special education needs, but
there 1o impetus for other types of inservice training in the early childhood

cducation arca as well.

THE CHIVD CARE DOMAIN:  QUESTIONS OF COORDINATION AND GOVERNANCE

Fhe majority of carly childhood cducation activities are carried
out in "day care' programs. These programs are generally conducted under the
acgis ot various public and private agencies,rather than by local public
school sy .tems.  Because they are conducted under the auspices of so many
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organizations and in such varied settings, day care activities are charac-
terized by tremendous disparity, both in the kind and quality of services
provided young children. Of increasing concern arc the lack of coordination
and the fragmentation of etforts within both the public and private sectors
as cfforts to expand child care services continue to gain momentum.

At present, there are twenty-two federal agencies authorized to
provide funding for child care services. Current legislative cfforts are
geared toward expanding this authorization, as evidenced by the recently
approved Title XX of the Social Security Act and attempts to pass the Child
and Family Scrvices Act. The nced for collaborative planning in program
implementation and staff development among the entities responsible for early
childhood education is considerable, and it increases when public school
efforts arc added to the picture. The issuc of whether or not a single agency
or orgunization should be responsible for coordinating child care activities
which cncompass day care as well as preschool programs is being heatedly

debated at all levels of governance.

WHO NEEDS TRAINING: QUESTIONS OF PEOPLE AND NEED

As a public school effort, inscrvice teacher education focuscs

largely on two arcas: (a) development of skills to improve competence and
(h) mceting of requirements for certification in order to legitimize
personnel. These foci are particularly important in the area of carly child-
hood cducation, for the following rcasons:

(1) For the majority of regular classroom teachers, specific
coursc work or practicum experience in early childhood
cducation is/was not a requirement at the baccalaurcate
level.

{2) Much early childkood education is done by paraprofessionals
who may or may not have adequate training for working with
voung children.

(3) Only twenty states have identified any criteria for

certifying individuals to work in child care progrums.(l)
(1) "Mainstrcaming' of handicapped children at the preschool
level has contributed to inservice training nceds.

(5) The tcacher surplus has stimulated school systems to explore
145
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carly childhood education as a field in which experienced
clementary and secondary teachers could be cmployed, thereby
creating an inservice training need for these people in
order to prepare them to work with younger children.
Thus, both professionals and paraprofessionals have inservice needs in the
arca of carly childhood education, with the range of paraprofessionals who
will require training being quite broad--including paid aides, community
volunteers, and parents--due to the structure of present ecarly childhood

programs.

TRAINING APPROACHES

Because early childhood education is conducted by a broad spectrum

of agencics and personnel and involves a large number of training needs, the
organizational problems are complex. One persistent issue is that of whether
credentialing should be based on credits carned or on the competencies
exhibited in individual performance.

Other than traditional degree programs in early childhood education
oftered by institutions of higher education, usually through schools or
departments of home cconomics or education, only one training model, the
Child Development Associate (CDA)} is widely implemented at present. The CDA
model is competency-based and focuses on paraprofessional training. A non-
degree credential, it is the only model strongly supported by the U.S. Office
of Child Development. (2)

The proper responsibility of institutions of higher education in
the ficld of early childhood education must be redefined. Colleges and
universities find it difficult to address increasing early childhood personnel
needs, and clinics designed to retrain teachers for new roles have not
developed rapidly. In addition, whereas inservice offerings are usually at
the graduate level, many aides and paraprofessionals do not have college
degrees and are therefore ineligible for this training. Although some
community colleges offer promising programs in early childhood education, such
as those in California, for the most part, undergraduate teacher training

programs are in need of revamping to include this area of study.

ROLE DESCRIPTION

Adequate descriptions of the skills and knowledge required by the
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carly childhood educator do not presently exist. The development of
integrated training objectives and methods of assessing performance depends
(3)

on valid role descriptions. Surveys of state requirements tor day care

and preschool program personnel have revealed no uniform descriptors of the

(H) Because of the variety of approaches to carly child-

child care cducator.
hood education, identifying uniform '"child care competencies' is a complex
task. Alternative cducational models may require different training
approaches and different staffing patterns. For example, extensive use of
paraprofessionals in child care activities cnables a variety of staffing

options, cach of which may require a different inservice training approach.

CONCERNS OF CONTENT AND PROCESS

Present inservice training efforts include three prominent content

arcas: child development, cultural diversity, and the education of the handi-
capped. Child development, although important at all levels of education,

should receive special emphasis in the retraining of teachers whose chief

(5)

Bilingual and multicultural

(6)

approaches are receiving much more attention than before at all ievels, and

experience has bheen with older children.

the movement toward "mainstreaming,' or the inclusion of handicapped children
in the regular classroom, has greatly increased attention on the education
nevds of handicapped children.(7) The prevalence of differentiated staffing gives
rise to a vast number of training nceds, a situation which is further complicated
by the general resistance of teachers of older children to tecam teaching. The
training programs created must be cxtremely flexible in order to accommodate
the needs ot professional tcachers working with young children for the first
time, as well as the neceds of paraprofessionals, parents, and day care center
administrators who, although they have experience working with young children,
may not have been trained professionally.

Improvement of inservice tecacher education at the early childhood
level will require cooperation among a vast number of agencies if adequate
training is to be offered to all of the populations involved in a format
which is appropriate to the variety of settings and programs currently
offered to children. Because of the brecadth and variety of early childhood
activities, institutions of higher cducation, school systems, and community
agencies will nced to negotiate and coordinate their appropriate roles.
Program planning must also include the vast number of agencies not under the
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control of local education agencies. Thus, an effective vehicle of communi-
cation must be created which will involve all of the numerous agencies and
organizations.

The problem of the process of inservice training for early child-
hood educators is discouragingly complicated. In the September-October 1975

issuc of Day Care and Early Childhood Education, the issue of territoriality,

in terms of which organization, it any, should control or coordinate child
care activities, was addressed by four leaders in the field of education.(s)
Senator Mondale, Chairman of the Senate Subcommittee on Children and Youth,
supports the notion that parents should be responsible for selecting child
and family services, and it is therefore important that they have the widest
possihle varicty of child care services from which to choose. Wayne Smith,
Executive Director of the National Association for Child Development and
Education, an organization which represents proprietary providers of child
care, ai ‘nsses the right of parents to choose the kind of service their
children receive. According to Albert Shanker, President of the American
Federation of Teachers, child care services are in need of a coordinating
agent. Shanker identifies the public school system as the logical entity
capable of performing such a task. Theodore Taylor, Executive Director of
the Day Care and Child Development Council of America, opposes Mr. Shanker's
position, expressing a serious concern with the single-system or organization
control approach to child care services. .Judging from the above perspectives
of the field, it would appear that the governance of child care services has

approached the issue identification phase, but that possible resolutions have

not yet emerged.

FUTURE EXPANSION OF CHILD CARE SERVICES

Most experts agree that early childhood services will continue to

expand, and vhat this expansion will automatically create a need for additional
personncl. The two most obvious indicators of future expansion of child care
services are the present cconomic situation and the changing family structure,
which arc interrelated issues. The tightening economy has contributed to the
significant increase in the number of families in which both parents work.
n addition, the women's liberation movement has increased the emphasis on
equal employment opportunity, resulting in federal legislation and the
entrance of an increasing number of women into the fulltime work force.
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arc scattered and unsystematic, due, in part, to the fact that child care
services are characterized by activities which vary dramatically in both
process and content. Another clear issue is that, unlike other areas in
public education, the population in neced of training in carly childhood
education is significantly varied.because of the sudden explosion of the
¢hild care domain and the fact that it encompasses both the public and
private sectors, as well as a variety of newly-developed education agencies.

In summary, the cleuar needs which have emerged from the controversy

are:

{1) The population in need of training includes 'regular"”
classroom tecachers newly assigned to early childhood
education, paraprofessionals, and day care workers.

{2y There is a neced for the input and involvement in inservice
training cfforts of both public and private sector
agencies and organizations involved in child care
activities.

(3) Current cfforts in providing child care services
must he coordinated.

(4) Early childhood training must focus especially on child
development, cultural diversity, and the education of
handicapped children.

(5) Some clearly identified qualifications need to be
established for early childhood educators at all
levels of training and involvement.

(6) Alternative approaches to training early childhood workers
nced to be designed and implemented.

Before the carly childhood education controversy can be resolved, the above
nceds must be met and the following issues addressed:

(1) Should child care activities be coordinated by a single
agency or organization in an effort to establish some kind
of quality control in the delivery of service?

{2) Based on the breadth of federal legislation in the
arca of child care, what is the impact of legislative
efforts at the federal, state, and local levels on

the delivery of child care services?
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(3) Is there a need to create an entirely new cadre/breed
of educators for young children?
(4) What is the co t-effectiveness of inservice training
in the carly childhood education arca, given the
demands of credentialing and maintaining a low pupil-
staff ratio?
Early childhood ecducation is clearly an important area of inservice teacher
education and must be dealt with in any etforts to improve or alter the

inscrvice enterprisc.
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BARGAINING FOR PROFESSTONALIZATION:
AT AND NEA VIEWS O ISTE

Bruce R. Joyce
Stanford Center for Research
and Development in Teaching

Part Three includes two papers which express the views of the two
mujbr tcacher organizations on inservice teacher education. With teachers de-
manding more and more that they be regarded as professionals and given a greater
voice in what goes on in the schools, the role of tcacher organizations has become
increasingly important. In the first paper, the viewpoint of the American
Federation of Teachers 1s presented by Robert Bhaerman, Director of Rescarch for
the AFT.  The opinions of the National Education Association arc contained in
the scceond paper, which was written by members of the NEA staff and edited by
Robert Luke and David Darland.

Bhacerman's concise paper states the AFT view, which cemphasizes the
role that should be played by teachers in ISTE programs. While acknowledging
that inscrvice training for tecachers and administrators is finally beginning
to receive the attention it requires, the AFT feels that a grecat many problems
remain to be resolved. A main problem is that of organization. The AFT feels
that programs org n.zed and conducted solely by institutions of higher ecducation
and lacking input from tcachers and school districts arc inadequate. '"One-shot"
etforts which are planned by local school districts and generally ncither speak
to tcachers' needs nor provide adequate follow-up to training are also criticized.
The present inservice cffort, in the AFT's opinion, often neglects teachers!
needs and fails to have any impact on their bechavior. Successful ISTE programs
will be organized around teacher centers and will include input from teachers,
administrators, and college personncl, support in the form of time and moncy from
school districts, and collaborative planning. Bhaerman points out that the
improvements which arc beginning to occur are largely due to the efforts of
organized teachers. Six guidelines for [STE programs, which were originally
defined by the AFT several years ago, are: (1) provision of programs for all
teachers, (2) the opportunity tor teachers to work toward specific, important
goals, (3) opportunitics to explore uarcas other than tecachers' field of expertise,
(4) usc of a variety of group approaches, (5) training conducted by compectent
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instructors who huave recent or current classroom experience and employ current,
appropriate methods, and (6) bringing tcachers with common neceds who are from
different buildings together. In the opinion of the American Federation of
Teachers, inscervice teacher cducation will become strong and purpnseful when the
interested parties learn to work collaboratively to create programs, and organized
teachers are involved in all steps of the process.

According to the National Lducation Association, the goal of ISTE
is self-improvement for teachers, the content of ISTE should focus on teaching
and the school as a so-ial sctting, and the method of ISTE should be practical
experiences.  In its paper, the NEA staff states that the problems with ISTE
arce that the tfocus is not on teaching, programs do not carry over into the class-
roam, tceachers' needs are not assessed, and teachers have no part in deciding
what *they will study. Too many ISTE programs are aimed at introducing teachers
to . cent innovations, without first cvaluating these new programs. The NEA's
guidelines for ISTE programs are: (1) ISTE should be an extension of preservice
training and continue throughout tcachers' careers, (2) ISTE should be based on
needs expressed by teachers themselves, (3) organization and evaluation are the
domain of teachers and others directly involved in the schools, (4) inservice
training should be included in negotiated contracts, and (5) public funds should
finunce ISTE. The NEA feels that ISTE will be quite different in the future if
these guidelines are followed. Teachers and administrators will decide content
together, with university personnel serving as resource people. ISTE will become
institutionalized through negotiated contracts. States will legitimize inservice
and it will be an integral part of tecachers' work. Schooling efforts will be
better organized and resources better utilized to serve the education needs of
unique individuals within the social system of the schools and to emphasi:ze
appropriate national priorities. Critical arcas of rescarch which will be
required to help bring about the ubove changes are outlined in the paper. Im-
proving ISTE, in the National Education Association's view, will depend upon
resciarch to develop conceptual systems, government incentives, and valid
psychotogical and institutional foundations for training systems.

These two papers summarize the AFT and NEA views of ISTE. Although
there are differences and similarities in the viewpoints, both organizations
would agree with teachers themselves that the role of teachers in planning,

organizing, and cvaluating programs of 1STE should be greatly increased.
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A OBRIEF STATEMENT OF THE AFT'S VIEWS
ON IN=SERVICE EBUCATION

Robert D. Bhaerman
Director of Educational Research
American Federation of Teachers

. The training of teuachers should not end with the receipt of the
baccalaurcate nor, in most cases, the master's degree; not when the need
exists for training and retraining  teachers for new and expanded roles in
cducation: tcuachers for the very young child, teachcers for the handicapped.
teachers tor students who are striving to learn a second language, teachers
for students who are striving to live in a new culture, and teachers for
adults who are striving simply to lecarn and to Live. Nor should the
continued training orf teuachers be concentrated in a college classroom on a
week night or Saturday morning; not when the need exists for staff develop-
ment/teacher centers in which colleagues and peers continuously serve as
exemplars for fellow teachers.  Nor should tewsc:hers be the passive recipicents
of prearranged, sponsor-tfed in-service programs. Teachers should be involved
in all aspects of planning, conducting, and <valuating their own ongoing
tearning experiences,

The current situaticn in in-service educotion is far fron perfect,
Much remains to be set right; much remaing to be seformed. Although we
appear to have turned the corrner on some of the basic problems, in most school
districts there still is not totally-conceived, overall policy or procedure
directed toward the continuing effort to upgrade the competencies of a scnool
statt--teachers and administrators alike.

Many, f not most, institutions of higher educacicr still function
without giving adequate attent’on to the continued upgrading of the profes-
sionals they propare.  Graduate cegree programs of the 'master teacher' type
do too little to improve the skills of experienced teachers, Continuing
professional programs and extension centers conducted by these institutions de
not il the voids in the repertoire of the classroom teacher's teaching skill.
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Frequently such programs arce inadequately supervised or administered. A
significant lack of program evaluation by the sponsoring institution results
in courses havipg little impact upon, or relevancy to, teachers' actual nceds.
Often courses are taught in such a manner and by such personnel that even
the sponsoring institution will not accept them for advanced credit in its
regular degree programs. Through summer workshops, teachers' needs (as
determined by the sponsoring institution and not the training population
itself nor the employing schools) arc met in such a geographically scattered
pattern that the impact upon the total program in any single school is
insigniticant.

Coupled with these problems, local school districts' traditional
conceptions of in-service days more often than not have consisted of having a
state or national figurc in education say either complimentary or demeaning
things about the manner in which teachers ure performing their roles, without
imparting any significant impact on tcachers' bchavior. Few school systems
have taken a hard look at their in-service program in terms of an overall
cducational philosophy. In-service education all too often has mcant
individual effort at pfb?cssionul advancement (according to standards set by
outside agencics)'or the provision of a few scuttered days throughout the
year when a consultant (often uninformed as to the staff's priority needs
within the peculiar characteristics of a school's curriculum) makes a one-
shot effort soon lost in the maze of daily routine.

In short, in-service education in the past has been:

® fragmented and without integrated activities developed

upon asscssed priority nceds, and

® insignificant and without a marked impact upon tecachers

and programs . '

Most people in education seem to agree that traditional in-scrvice
courses provided by colleges and universities or developed solely by school
administrators have a negligible effect on teachers' classroom lives.
Fortunately, the cducational community as a whole is coming gradually to
realicze that teachers must be involved in planning and implementing their
own growth programs. Teacher college fuculty and administrators often have
no problem accepting this theorctically but, lucking a total commitment to

the teacher in the classroom, they have scldom occasioned implementation of
pr
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such prograus.  We also must not overlook the fact that giving tecuchers
adequate tine and resources to pursue their professional growth costs money, and
shitts responsibility to the individual and collective teacher and away

from various other groups. These consequences must be accepted by all parties
it there is to be @ serious effort to institute improvement in programs of
continuing teacher education.

ihe American Federation of Teachers believes that the public school
system carrvies the responsibility for the material support of in-service
education. A parallel can be drawn from private industry. Imployces are not
cexpected to finance their own training. Instead, they learn to function in
their positions at "company cxpense' and on ''compuny time.'" This is true for
executive trainees, too. Teachers deserve no less.

As we indicated above, there are some favoruble signs on the
horizon. Staff development, long the stepchild of American cducation, bis
started to show signs of coming to life. In-service programs are beginn
to change, largely because of organized teachers insisting on taking an
active part in developing programs that have some significant impact on th
clussroom levels. (Our stress is on organized teachers since this is the
most representative and most democratic approach to identifying teacher
leadership.) In the past, as we and many others have indicated, in-service
classes were "given' by instructors who had forgotten the sounds and sights
of a public school. But now a number of school districts arc establishing
separate offices for staff development and are beginning to plan cooperatively
with colleges and universities and local teachers' unions. This is as it
should be. In some places, school districts and unions are becoming partners
for the first time in developing in-service programs in which teachers play
a major role in determining the scope and content. In some places, teachers
are also involved in evaluating such programs and in determining criteria for
credit. There also is activity in this area at the state department level.
For cxample, new regulations in Pennsylvania make it possible for a teacher .
to attain permancent certification entirely through in-service courses in the
district without attending a single formal graduate class.

It is our hope, however, that a happy medium can be reached, for we
believe that colleges and universities have a tremendous contribution to
make in the continuing education of teachers, particularly in areas devoted
to closing the gap between (a) research and practice and (b) theory and
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practice. We recognize and accept the fact that the foundations of education
are as important as cveryday instructional methods and techniques.  [For too
long, in-scrvice cducation has centered on "how to' rather than "why to."

We realize that some teachers often want nothing more; however, we reject

the notion that in-service cducation should be devoted solely to practicums
in techniques.  As a matter of fact, we hol{cvc that in-service teachers are
more appropriate students of educational philosophy than are teachers at the
pre-service training level. The reasons are obvious: basic theory means
ittle if it precedes practical operation.

An cven more welcome sign is the fact that some districts are be-
ginning to recognize that it is in their own best intcrest to provide time,
money, and support for staff development. Some districts now provide local
funds for in-service training and arc looking for state and federal sources
for additional money. Others reimburse tcachers for tuition, and some now
hire substitutes to make in-service programs possible. Some school boards
are coming to realize that productive changes are best effected by providing
for in-service education during the course of the regular working day, some-
thing which the AFT has long supported.

Several yecars ago, in exploring the problems and potentials of in-
service education, the AFT presented a number of speci¥ic suggestions and
guidelines which, on review, are as timely as hefore. We believe that in-
service cducation should have the following characteristics:

(1) Opportunities for both the inexperienced and experienced
teacher, the professional and paraprofessional, the
specialist and the generalist. The starting points and
nceds of cach would be rispected.

(2) Opportunitics to help teachers proceced toward carefully

sclected, highly important goals, such as learning to
teach inductively or learning group-process skills use-
ful in working cooperatively with children.

(3) Opportunities for teachers to become awarc of develop-
ment in fields other than their own, ec.g., in govern-
ment, the humanities, or the natural sciences, as the
need demands,

(4) A varicty of group approachus found useful in adult
cducation--various kinds of formal and informal courses,
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workshops, seminars, group discussions, role playing,
lectures, demonstrations, field trips, investigations,
projects, and the like.

(5) High-levei teaching by competent instructors who have
recent or current classroom experience  and who would
usce the most current and most appropriate instructional
methods.

(6)  Groups of teachers with common nceds cutting across

building-unit lines would be brought together in
joint cndeavors, as the need demands.

We believe that, in-service education should be neither solely ficld-
based nor solely university-based. Instead, tecacher centers should be
created which are jointly administered and operated. There simply is too
much to learn--both in the theory of education and practice of teaching--to
expect that one group should be responsible for cverything. Planning for the
in-service education of tcachers is the responsibility of school districts,
colleges and universities, and tecacher organizations, working hand-in-hand
to coffect needed change.

We have indicated that while in-service cducation lcaves much to
be desired, it is showing signs of improvement. But much rcmains to be done
before it can bhe an accepted part of a school system's life. In-service
teacher education should be supported financially to the same degrece as any
other essential school program. When it is, we will begin to mect the nceds
recognized in such vital educational thrusts as carly childhood cducation,
bilingual cducation, special education, and adult cducation.

In summary, in-scrvice education must begin to be thoroughly
integrated into the needs of schools and teachers and, as we indicated,
organizations of tcachers should be involved in all planning operations. In
the future, tcacher centers, without a doubt, will be the home of in-scrvice
education and, without a doubt, they will be professionally controlled.

The voice of teachers should certainly be more dominant than it has
been in the past for, after all, in-service cducation is primarily intended as
the means of continonious protessional growth for tcachers. However, for
teachers to have more responsibility in this areca does not mean that higher
education will be cut out of the picture. We need to work toward a mutually

heneficial collaboration.
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THE NEA'S viEws ON IN-SERVICE EDUCATION

National Fducation Association Staff
David Darland and Robert Luke, Editors

-

The primary purpose of in-service education is to Create a system
tor seltf-improvement and thus better equip teachers to serve the basic purpose
of education. The substance of in-service training should focus on the
teaching of students ang on the school as a social system. The genesis of
action should he the actual practice of teaching. The goal should be the
improvement of professional practice in the sctting of the school.

Ironically, most graduate courses and many school district in-
service eofforts do not deal with the improvement of teaching. They often do
not focus on the specifics of a tcacher's job, nor do they concentrate on
application of what is learned to the real experiences of teachers. Teacher
needs too often BO unassessed, and teachers dre seldom involved in deciding
what they wilj study .

Most programs arc directed at the teacher as an individual practi-
tioner. The implicit ¢xpectation is that teachers will study together but
that they practice what they learn indcpcndcntly. Very few in-service
education programs take place in the classroom with the students present,
dosituation which would mike possible g Inborutory—typo approach to training.
Many in-service programs uare dirccfcd at the study of a new program, innovation,
Or current tad, and are often not concerned with how such an intervention helps
or hinders curriculum development and teaching.,

The NEA belicves that in-service staff development must he:

) perceived as an essential and continuous functijon
of a carcer in teaching and an extension of pre-
Service preparation.,

o established largely on the basis of tcacher neceds
as identificed by tecachers.
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e plannced, governed, and evaluated by tecachers
and others dirvectly related to the schooling
enterprisce.

® integrated into each teacher's profes: maul
assignment through negot tated contract...

e financed by public funds.

Discussion of cach assertion above fFollows.

CONTINUING EDUCATION

[f teaching is to be profcssionuli:cd, in-service cducation is
essential. Knowledge, as Whitchead said, "keeps like fish.'" To maintain
competence in any teaching ficld or ared today requires constant cffort
because knowledge is created at an enormous rate. For example, what secmed
to be gencrally predictable about the values, expectations, and educational
needs of children and youth in the 1950ts was distinctly different in the
1960's and ditferent still in the 1970's. New voices have been added to
thosc which traditionally shaped both the philosophy and the methodolegy of
tcaching. However, for new knowledge to be utilized by practitioners
requires that opportunities be provided for new skills and abilities to be
tearned on the job. The problem is further complicated by the fa.t that
tcachers have to deal with a backlog of unassimilated knowledge. Efforts to
conceptualize and provide adequate in-scrvice learning opportunttics are late
in coming.

Assumpt ions about formal schooling and the respective role of
teachers are often cither obsolete or untruc. What is expected of schools
and teachers can hest be described by the word "fickle." The study of the
school as a social institution and 1ts role in society has hardly been touched.

Demands upon tcachers are increasing at the rate of a geometric
progression. However, we have not acted to make job-related staff develop-
ment an essential function of a carecr in tea:hing. Indced, in-service has
been largely a stepehild of tcacher ceducation. Until very recently little
rclationship was perceived between initiai and in-service education for
teachers, and cven now the relationship is vague and unclear.

preparation for a profession shouid be university and college-

based but field-oriented. pre-service and in-service training should proceed

along a continuun. The ftocus of prepuration should move gradually from college-

4 ¢ <)
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based to ficld-based activities through some form of orientation--possibly
an internship. In-scrvice should be professionally based and designed to mect

actual and anticipated needs.

DESTGNED BY TEACHERS

Teachers seldom perceive available in-service opportunities as

meeting the needs they identify. Priority attention is often directed
exclusively toward meeting the needs of the school system as it tries to
carry out its institutional obligations, albeit thesc needs are frequently
(1)

impused on 1t by forces outside the community. As one tecacher put it:

In recent years the Florida legislature has
mandated Career Education, Consumer Education, Remedial
Reading, Environmental Education, llealth Education,
Spanish, Elementary Counsclors, and Early Childhood.
Too often, these programs require in-service for
recertification... In-service in use of aides is
required for recertification in Early Childhood.

The federally funded programs completely frustrate

and ecxhaust us. The proposals are written by professional

proposal writers or university professors and we carry

them out. In our elementary school, some children

receive remediation one-half hour a day in Math and

Reading. One-half hour PE and Music. That child is

away from the classroom two hours. Classrooms resemble

4 busy air terminal...

Where do we go from hoie?

To identify neceds it is c¢ssential that opportunities be provided
for teachers to interact with other teachers. The school climate should
encourage teachers to identify the manners in which they learn most effectively.
Time and structure are required if needs are to be identified.

At a workshop on tcacher-centered professional development in Iowa,
teachers listed experiences that they felt had made them a better teacher or

2
morec competent profcssional.(") Some of the fifty-four activities named were:

(a) A summer workshop in NTL training

(b) Recreational travel

{c) Values clarification training

(d) Verbal skills training for professional negotiations

{e) Rap sessions with other teachers

(f) Participating as a teacher consultant
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(g) Teaching academic classes (from a vocational tecacher)

(h) Serving as a leader of specific skill workshops

(i) MWorking with first-year teachers

(j) Working with student teachers

(k) Observing another tecacher work with students

(1) Mini-grant team participation

(m) Science fair project sponsor

(n) Leadership training course

{o) Teaching academically talented students

(p) TFailure expericence followed by re-cvaluation,
In analyzing the various experiences, several general characteristics of the
training experiences cevolved. They included:

{1) An informal progrum structure

{2) A voluntary uactivity

(3) A high level of personal interaction

(4) A nonacademic format

(5) Group rather than leader oricntation

{(6) 1Informal bechavior patterns between participants
and leaders

(7) A live-in situation.

When participants were asked to brainstorm idecas of how they would
like to be involved in a staff development process, forty to fifty ideas were
generated, including use of tecacher aides, computerized programs, visitations,
released time, sctting up learning stations, audiovisual taping within the
classroom, a preview center for new materials, usc of computers, development
of retricval systems for information, field trip activities, traveling
ccology tours, sharing workshops, cxchange of evaluation findings, rcleased
time to do rescuarch, cxchange teaching, and exchanging roles of counselors,
tcachers, etc.

In a4 recent in-service education survey undertaken by the NEA, a
national sample of 1,200 teachers indicated the arca of greatest necd was for
training in basic tcaching strategies across content areas. Of the five major
arcas listed--(1) the ways students lecarn; (2) teaching content areas; (3)
teaching skills; (4) organizational patterns; and (5) instructional materials--

the first was of grcatest interest with a measurc of 80.* This finding was

* This asscssment study used a comparison technique based upon a scale from
0 to 100 with a difference of 5 significance.
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further supported by the response to one of the sub-items under teaching
skills, entitled "Motivating Students.' which had a measure of 86,

Teaching skills was the only other of the five major areas in which
respondents expressed consistent interest.  Eight sub-items were included:
classroom management, diagnosing weaknesses and prescribing instruction,
structuring learning experiences, values clarification, students teaching
students, teacher-student interaction, cvaluating student learning, and
motivating students. 0Of these only the sub-item "students teaching students,”
received a measure of interest below 62, According to the study, teachers do
not secce subject matter as a gencral problem. Only one of eight listed
teaching content areas as being of high interest. Reading had a measure of
71, mathematics 58, and language 57. These were the only other subject
fields with an interest measure above 50.

The NEA study is reinforced by the RAND(S)study of federal programs,
which found that innovative programs were most likely to be assimilated when
they included "un emphasis on training' and "when teacher training focused
on practical classroom issues."

However, teachers do recognize the need for many kinds of in-service
cducation activities required to meet mandated program specifications, install
a new curricnlum, introduce an innovation in teaching style, try out a new
prading system, upgrade the skills of parent conferencing, or undertake any
other system-wide or grade level-wide institutional program. Theoretical
knowledge, research-based findings, and academic wisdom are all useful for
teacher:.  Teachers require--tfor hoth professional and personual reasons--a
full runge of uand continuing educational opportunities.

Neweds for in-service education exist on a number of levels. A rich
and wide variety of learning activities and resources are required to mecet
them. 7To overemphasize one sct of needs or to slight another is to risk that
only part of the school and part of the staff stay current and that only purt

of the potential for growth is utilized.

PLANNED, GOVERNED, AND EVALUATED TARGELY BY TEACIERS

Conceptua! designs are beginning to cvolve which do recognize the
importance of  teachers  in planning, governing, and evaluating their own
in-service. However, the organized teaching profession must act to insure
that tcuachers have the opportunity to continue their own job-related learning
activities. 1.6 )
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The paternalistic pattern of delivering in-service to teachers is
obsolete.  Professionals simply do not willingly allow someone else to
exclusively plan, control, and cvaluate their scelf-improvement programs.
Teachers are asking tor help--realistic help, that is--the kind that helps
them teach becter.

American tecachers are the only general practitioners in any pro-
Fession who are constantly being directly impinged upon hy experts' without
theiv prior consent.  Imposition of programs upon teachers thwarts intrinsic
mot . .ation and inhibits education. Indeed, many tcachers have come to look
upon innovation as imposition.

An analysis of current state statutes reveals that existing legis-
lation depicts in-service education as largely tradition .. In-service is
often perceived as released time for institutes, pre-school workshops, con-
tercences, cte. Only a very few states encourage experimentation to improve
instruction. Special programs of in-service are included in several states
on such topics as the handicapped, drug abuse, alcohol education, educationa’
resources, and specitic subject matter arcas. In fact, all states but onc
have some statutes dealing with in-service cducation for teachers. In
aggregate, these statutes constitute a hodgepodge of ineffective good intentions.
They presume to solve social and educational problems by prescription and
imposition. The organized teaching profession as an entity is largely ignc ed.
lLittle wonder then that teachers are alicenated by what is called in-service.

Currently the teacher center is in. Several states have permissive
or prescriptive legislation for such centers. The function of these centers
varies. However, they are mostly old wine in new bottles; that is, the structure
is changed but not the function, since the same old forces generally plan and
govern the centers.  Any improvement in in-service will necessarily have to be
based upon perceiving structure and fur t° n as rcciprocally related.  Teachers

are central in both.

ESTABLISHED BY NEGOTTATED CONTRACTS

Professional assignments for tcachers must include in-service
opportunitics. The idea of released time must give way to a concept of inte-
grating in-service into school schedules. Accordingly such opportunities should
he guaranteed through negotiated contracts and legislation. Such practice

should become routine and become a criterion for accreditation of schools.
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FINANCED BY PUBLIC FUNDS

Job-vrelated in-service programs should be publicly financed.  Such
programs are essential and are in the puinc interest.  Programs of tcuacher
cducation hevond initial preparation nrgently need legislative frameworks
within ‘.\I'l'l\'h cducators can work to establish policies for organization, design,
and support tor in-service cducation.  In other words, in-scervice cducation
needs mechanisms, design, and support systems that will make for an ongoing
program--one that cannot be curtailed by temporary cconomic recessions or the
fortuitous actions ot a tew overzealons legislators.,

Federal government programs are often limited by appropriations
procedures to one year of assured funding, making subscquent years tentative
and introducing the possibility that a change of moed in Congress can seriously
curtail or Kill o program. Witness the plight of the National Scicnce
Foundation's tunding tor curriculum development. ‘There is, then, too little
assured continuity tor programs in education.

Federal legislation is administered by centralized agencices which
often interpret legislation by preparing and exccuting guidelines. Often
apency officialdom appears to be more concerned with pleasing a powertul
individual in the federal congress than with involving those people required
for the success of a program. Accordingly, the discretionary opportunity for
interpreting federal legislation is extremely narrow and lacking in adequate
input from those responsible for results at the institutional and individual
levels,

The cconomic power of the federal government is pervasive. This
power can be used cither to stimulate or stifle the decision-muking and
pertormance abilities of state and local instituticens. Institutions are
people--accordingly, tederal prescence affects cvery teacher in every classroom.

Federal legislation which provides carte blanche funds to states or
in-titutions without any established limits for the use of such funds is
irvesponsible. However, the other extreme of overprescriptive legislation s
cqually, it noet more, irresponsible.

The defining of roles for federal and state governments in the arca’
of in-scervice cducation needssnbstantial attention.  In a nation where wducation
decisions arve largely a state rosp6nsihility, the federal ceffort should he

mainly to facilitate and support--not to prescribe. The state responsibility
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on the other hand, must be to establish a system and organization for in-
service education that will make local decision-making possible and essential.
Adequate checks and balances must, ot course, be provided. But most of the
dction on in-service cducation will be at the local level and both federal
support and state support and sanction are required to enable local efforts.

As the teaching profession works toward the attainment of legis-
lative goals it nwost consider the inherent dangers as well as the obvious
needs. It must ase its influence to reduce the one and help secure the

resources to meet the other.

FHE FUTTIRE

In-service cducation in the future will be quite different from
whist it is today. The impact of in-service ceducation directed at school
program improvement will bring a different focus. In-service education, as
typically developed by college personnel in devising courses and workshops
for teachers, will give way to dealing with the real problems of tecachers in
schools.  Arbitrary methods of deciding what is good for tecachers will give
wiy to cooperative efforts by teachers and school administrators, utilizing
college personn. | as resources in secking imprevement of instruction.  The
test of adequacy for any program of in-service education will be the degree
to which study and training improve teaching and learning. Research will
come to have a new theoretical base.

The process in carrying out new elements of in-service tcacher
education may become as important o . the substance of the problem. New
approaches will insure a better grasp of problem identification and should
institutionalize improvement. When policies and procedures become a part of
negotiated contracts between teacher associations and school districts they
indeed become institutionalized.

A local program cannot survive if decisions and frameworks at the
state level are not created that legitimize in-service education (staff
development) as a part of local school operation. State board deliberations
and legislative action are necessary. )

The public will and should have its appropriate role. This is
partially provided for by the negotiation process in which the public is
represented through the bourd of education. The state board of education
represents the people as do the legislators, but effective ways of involving
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P .
broader base of citizen participation in cducational dCLlSlOﬂ? ate still

lTargely unknown. ”

In-service cducation will become an integral part of professional
practice.  Teachers and other personnel in such o system will have the time
to develop curriculum, to devisce teiaching strategies, and to evaluate outcomes
s a part of their professional assignment. In onc sense, the school will
become a teaching laboratory. Very little will be taken for granted because
it was done a particular way the previous weck or year. [t will be recognized
that stadents and society change constantly and that personncl operating the
school program mnst respond constantly to such changes. The role of the
teacher, then, becomes one of continuously responding to new circumstances
that must be handicd by new planning and replanning, a constant examination of
procedures and strategies, and increasing cefforts to individualize program
and instruction for cach student.

l.earning is at lecast as complicated as attention to physical health.
Yot professional personnel attending to health care generally deal with
patients on & once-to-one basis. As growth and learning bécomc more highly
prized by parents, it scems inevitable that individual programs for learning
will be the mode.

Teaching the individual will require in-service cdlication on a
continuous basis cven it just to keep abreast of developing knowledge. When
the focus becomes fostering the development of unique individuals, in-service
cducation will become even more important. -

However, learning in groups, the cessential socialization of students
in schools, and attention afforded to the school as a social system will
hecome even more important.  Some basic principles and values will remain
constant--or fairly constant. No onec has yet orchestrated schools and
learning programs in ways that produce the quality education students in this
affluent nation need and deserve.  In fact, most schools operate closer to a
survival or subsistence Ievel than they do to the higher levels of intellectual
or social Tite. Part of the problem is inadequuate resources in people and
money for cducation, but much of it is also poor”organization and ineffective
use of the personnel and money presently being expended. Solution is partially
4 matter of assigning resources to appropriate national priorities.

N

I present schooling efforts can be modificed, granted increased



resources, so that teaching and classes become more than the delivery of knowl-
edge  and skills to students, schooling couid be drasticalily improved. Making

in-service cducation an integral part of schooling is an essentizl step.

RESEARCH NEEDED

Developing and acquiring the knowledge essential to bridging the zap
between what is and what should be is a priority task for rescarch and develop-
ment scholars.  The following are among the most critical in-service teacher
eduncation needs which have rescarch implications.

THE NATURE OF TEACHING: A weli-cstublished knowledge base for

teaching is lacking. Traditional, single variable, quantitative and statistical
rescarch has proven inadequate to the task, but, like all traditions, thesec
methodologies are tenacious and quite consuming of resources. Rescarch designed
to develop new hypotheses through involvement of teachers in the teaching
situation should be given priority. Experienced teachers would be responsive

to such ctforts, since such studies would integrate into a single context of
rescarch, development, and knowledge utilization.

THE DEFINITION OF THE TEACHER ROLE: The role of the teacher is often

said to be the most importunt aspect of the teaching-lcarning situation. What
should be the naturce of this role? What is the definition of a teacher? When

a student tutors another, is this teaching? Is the role of the tecacher constantly
changing? It so, what arc the implications of such change?

THE PROBLEMS OF TEACHERS: What shall be the priority given to

rescarch which assists with the solution of tecaching problems as perceived by
teachers? Can rescarch be designed through the involvement of practicing
teachers which will be utilitarian? What do tecachers have to say to rescarchers?

THE NATURE OF CAREER TRAINING: What should be the relationship

between pre-service preparation and in-service cducation of teachers? How should
these rclationships be established? How can in-service education be integrated
into tcaching as an imperative dimension of all teaching assignments?

THE GOVERNANCE OF IN-SERVICE EDUCATION: What is the most cffective

wily to govern in-service education? Who should control such education? How
should programs be evaluated? What should be the role of parents? Students?
Laymen in general?

THE NATURE OF SUCCESS: There are cxamples of successful in-service

cducation programs for teachers. What are the characteristics of such programs?
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Can such programs be transferred to other sites? [If so, how?

THE USE OF WHAT EXISTS: What are the most effective ways to analyze,

synthesize, and interpret tor teachers relevant research knowledge already
available? How can we develop a national system for utilizing knowledge already
avitilable?  Should part of this system be directed toward validating the
practical usefulness of rescarch etforts?

THE ORGANTZATION OF SCHOOLING: tHow is orgunization related to

schooling? What are the relationships between organization of schooling and
teaching?  What should be the nature of this relationship? What would be
optimum cducational schedules and calendars?

THE IMPACT OF COLLECTIVE BARGAINING: What are the effects of

collective bargaining on teaching and learning? What are the effects of
collective bargaining on statt development for teachers? What are new
viariations in collective bargaining that hold promise?

THE IMPACT OF ACCOUNTABILITY: What have been the effects of state

accountability programs on teaching? What is an appropriate accountability
concept for teaching and learning?

THE RELATIONSHIP OF IN-SERVICE AND CERTIFICATION: What should be

the relationship between in-service and certification? How should such a
relationship be developed? How should the certification process be governed?

THE RELATIONSHIP BETWEEN IN-SERVICE EDUCATION AND TEACHER

EFFECTIVENESS: What types of in-service education have the greatest potential

{or improving teacher effectiveness? What is the rela:zionship between in-
service education and mental health of teachers? Shouid there he a national
system of sabbatical leaves?

THE FINANCE OF INSERVICE EDUCATION: How should in-service education

be financed? What should be the respective roles of the federal, state, and
local government?

THE NATIONAL PRIORITIES: What should be the role of the federal

government for sustaining édcquatc professional development programs for
teachers? In turn, what role should states assume? Should a conceptual design
for a system for in-service be developed? How can parameters be established

to insure appropriate use of tfunding for local decision-making without

being prescript®e?

THE EXCHANGE OF POSITIONS: [Is it feasible to establish a national

teacher exchange system whereby teachers can acquire new experiences in new

i71

153




O

ERIC

Aruitoxt provided by Eic:

places? How would such an exchange affect education at large?

CONCILUSTON
An cffective system of job-related in-service education for teachers
is prerequisite to improvement in schooling for children. Such effective
systems will require a planned sequence of cvents:
(1) Conceptual system designs must be created, tested,
and cvaluated through action rescarch programs.
(2) Government at all three levels should provide the
incentives for creating such systems.
{3) Systems of in-service teacher education should be
built upon valid psychological and institutional
foundations. TImprovement must be based upon
understanding that effective teuaching requires
teachers who feel fundamentally adequate,
partially because they have the opportunity and
time for continuous experiences of self-fulfillment.
Adequirtely designed and effective in-service teacher education
offers the prognosis of improved schooling for children. The public interest

is served by in-service education for teachers.
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APPENDIX A
TEACHER CORPS RECRUTTMENT AND TECHNTCAL RESOURCE CENTERS

Western RTR Center

William C. Hi1l, Director
liniversity of Southern California
311 South Spring

Los Angeles, California 90015
(213) 625-7204

Midwestern RTR Center

Floyd T. Waterman, Dircctor
University of Nebraska
Center for Urban iducation
3805 North l16th 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, Dircctor
Howard University

1411 K Street, N.W., Suite 420
Washington, D. (. 20005

(202) 737-7868

Southecastern 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
Roxie Bagley
Michael Baker
Wilbert Bledsoe
James Boyer
Elsa Brizzi
Carol Bryuant
Roger Bryunt
Ronald Butler
Francine Clcemons
Paul Collins
Suziec Collins
Carol Coy

Joyce Ellis
Floyd Falany
Paul Fisher
Eugene George
Eilcen Goins .
Turner Goodlow
John Grecen
Marilyn Harper
LEdith flarrison
William C. Hill
Willie Hodge
Janct Hunter
Andrew .Johnson
Brucc Joyce
Mary Kelley

Hal Knight

Margaret Koch

APPENDIX B

PROJECT CONSULTANT INTERVIEWERS

Midwestern RTR Center

Western RTR Center

Southecastern 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 Alabama
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 lassiter Pasadena Unified School District

Billic Lipsey Detroit Public Schools
Mary Logan Federal City College
Patricia Matthews Northcastern RTR Center
Donald Mims Los Angeles City Schools
Barbara Ogletrece Southeustern RTR Center
Roger Pankratz Western Kentucky University
bonald Parker Northeastern RTR Center
Lucy Peck Hofstra University
lorenzo Reid Consultant, Washington, b. .
Terry Rice Stanford University
Joseph Romo Western RTR Center
Richard Stroup Costa Mesu School District
Beulah Tumpkin Consnltant, Detroit
Rupert Trujillo . University of New Mexico
Barbara Vance Great Lakes RTR Center
Susan Vernand Pasadena Unified School District
Floyd Watcerman Midwestern RTR Center
Doris Wilson Southeastern RTR Center
James Wilson Wayne State University
Roger Wilson Northern Aricona University
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