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HISTORY AND STRUCTURE OF THE ISTE PROJECT

In June of 1975, the National Center for Education Statistics,

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

iaugurate 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

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

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

experts ahout the nature of the primary issues involved in the reconcep-

tualization of the area. The third source were the opinions of several

categories of interested parties, including teachers, administrators of

school districts, school hoard 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.

Therc wt.re two primary purposes of the study. The first was to

determine the data needs in the area. This information is to be used as

the base for a succession of studies to determine the facts about inservice

teacher education, the alternative issues, and the alternative solutions to

these issues. The second purpose of the study was to conceptualize the

area in such a way that Teacher Corps could guide its activities mo7e

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 Research and Development in Teaching and

Lucy Peck of Hofstra University. The statfs oi .1(2 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.

1.3
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This monograph is one of a series of five reports on the

conceptualizing phase of the study of inservice teacher education. Following

is an outline of the monographs:

Report I: Issues to Face

Bruce R. Joyce, Kenneth R. Howcy, Sam J. Yarger and

the Teacher Corps Recruitment and Technical Resource

Center Directors

Report II: Interviews: Perceptions of Professionals and

Policy Makers

Bruce R. Joyce, Kathleen M. McNair, Richard Diaz, and

Michael D. McKibbin

with Floyd T. Waterman and Michael G. Baker for the

Teacher Corps Recruitment and Technical Resource Centers

Report III: The Literature on Inservice Teacher Education:

An Analytic Review

Alexander M. Nicholson and Bruce R. Joyce

with Donald W. Parker and Floyd T. Waterman for the

Teacher Corps Recruitment and Technical Resource Centers

Report IV: Creative Authority and Collaboration

A collection of position papers by Sam J. Yarger,

James Boyer, Kenneth R. Howey, Marsha Weil, Ralph M. Pais,

Winifred I. Warnat, Robert D. Bhaerman, Robert Luke,

and David Darland

with introductions hy Sam J. Yarger and Bruce R. Joyce

with William C. Hill for the Teacher Corps Recruitment

and Technical Resource Centers

Report V: Cultural Pluralism and Social Change

A collection of position papers by Richard M. Brandt,

Richard P. Mesa, Marilyn Nelson, David D. Marsh,

Louis J. Rubin, Margaret C. Ashworth:Elsa N. Brizzi

and Henrietta V. Whiteman

with introductions by Bruce R. Joyce, Kenneth R. Howey,

and James Boyer

with Barhara A. Vance for the Teacher Corps Recruitment

and Technical Resource Centers

1
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The first report is a relatively short summary of the data needs

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

the interviews, and the position papers. The second report contains the

results of the interviews with more than one thousand teachers, school

administrators, higher education administrators and faculty, and others

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

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

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

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

collaboration are explored, and issues attendant to cultural pluralism and

social change are examined in the fifth report.

1 5
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INTRODUCTION

Report IV of the [STE series deals with the problems of creative

authority and collahoration. Each of the eight papers in this volume provides

a relatively unique perspective on the development of collaborative models in

the inservice teacher 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 issues are 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 on

to advocacy, responsive, and Thnctionally-specific or unioDe ones. Yarger's

model should he the genesis of a common language for looking at the alternatives

in the inservice teacher education arca. His conceptualization should permit

legislators and others interested in education to determine what they are at-

tempting to do with respect to ISM 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

varieties of inservice teacher education and its governance. He focuses his

model on the need for multicultural education, pointing out that the problems

of a segregated society have left us with less cross-cultural capability

than is desirable, and that the mere integration of schools does not increase

that capahility. Integration must be accompanied by training for teachers to

help them cross cultural, racial, and sex lines more effectively. Boyer's

paper places the issue of lulticulturalism firmly in the mainstream of staff

development warning us, without exhortation, that inservice teacher education

could become excessively conservative and fail to generate multicultural capa-

bilities. He suggests we need to develop curricultuns, school organizations, and

staff development programs around concepts of cultural pluralism which focus

simultaneously on pluralistic values and the prohlems of staff development.
4
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Howey's paper is an analysis of a teacher center developed by the

Minneapolis Public Schools and the University of Minnesota, which had as its

ohjective the preparation of teachers to operate in "open" classrooms. Howey

underlines th .. difference between past and present assumptions about inservice.

education: in the past, it was assumed that teachers would acquire a general

body of knowledge and skills during preservice training, which they would he

able to implement effectively once employed, and perfect for their specific

environment through experience, increased responsibility, and inservice training.

Now it is helieved that neither preservice nor inservice training prepares the

teacher for variations in geographic and social settings which may exist between

school dist:.icts, among the schools of one district, or within the population of

a singly school. The public is calling for more school and program alternatives,

as well as greater variation within each alternative. This requires of teachers

distinctly different attitudes and skills from those in which they are normally

trained and the ability to make the transition from one set of skills to another

in shifting aLiong environments. Howey describes the Minneapolis experiment of

creating an inservice training center based on the latter rather than the former

assumptions His paper discusses the roles of the entities involved in creating

the center, the problem of assessing needs and defining the role demands of a

changing 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 :ire becoming increasingly important to the creation of inservice teacher

education 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 inservice needs it creates. Pais deals with the emergent

legislative scene and its problems. He examines current ISTE legislation in

three states and forecasts future legislative actions. Warnat examines-the

prohlems generated Iwthe extension of the school downward to include younger

children, especially those of age two to five years. Identifying the organizatioi

prohlems and the variety of personnel who will require training and retraining

if the school extends downward, she raises some important issues and asks

pertinent questions ahout thy present state and Future plans for curly childhood

edtication.

in the final two papers of Report IV, the two organizations who represer

1 7
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teachers discuss their views of inservice teacher education. Presenting the

American Federation of Teachers' viewpoint, Robert Bhaerman discusses the prob-

lems of the inservice enterprise with respect to organization, content, and

process. The AFT 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 AFT feels improvements are underway and expresses the hope that school

districts, higher education institutions, and organized Leachers will learn to

work ft Collahoration with each other to create teacher centers and design

more beneficil ISTE programs. The National Education Association also feels

that teachers should he given a much greater voice in the planning, organization,

and evaluation 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 experiences in training approaches,

local, state, and federal enabling and funding legislation, continuing training

throughout techers' careers, and institutionalization of ISTE programs through

negotiated contracts are discussed. The NEA paper also points out the areas in

need of research and development which will transform what is into what should

be in the field of education.

The papers in this volume, taken as a whole, emphasize that collaboration

among a variety of entities is essential to the determination of the needs,

i-Albstance, and process of inservice education, 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 needs would undermine the potential of the

collaborative process. The papers in Report IV raise the following questions

and issues:

larger: 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 education need to be

generated within a social context that recognizes the multicultural nature of

society.

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

of the felt needs of the teacher and the generated needs of the system.

xvii



r t

t)1Y,.III I

and rwiILi
on 1,cii i ch

h.

exi

re I it ion t



REPORT IV PART ONE

Contemporary
Reform
Efforts

DEL IVERY OPTIONS, TEACHER CENTERS.
MULTicuLTURALISM

Yarger Boyer Howey



CONCEPTS OF REFORM OF INSERVICE TEACHER EDUCATION

Sam J. Yarger
Syracuse University

Any attempt to write an overview for three papers written at dif-

ferent time-; 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 each

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. Instead, this overview will present the areas common to the

papers, and then reintroduce each contribution separately, focusing on its

uniqueness.

Yarger's paper, a general 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 general

to the specific. Although each paper offers more than this simplified

hierarchy 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 hound in content nor is it situationally-

specific. Rather, it attempts transcendence of those elements without de-

valuing their importance. The Boyer paper, on the other hand, focuses on

a specific content arca for inservice 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 Minneapolis Public Schools/University of Minnesota Teacher Center is-

highlighted. Howey also builds a base from which to present the teacher

center. ft is in these foundational bases that a degree of commonality and

overlap is evident. 2 1
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All three authors make the point strongly and repeatedly that in-

service education is in need of major reform. Although analysis of the

reasons for inservice education's lack of productivity differ from paper to

paper, there ean he little doubt that each author promotes major, if not

radical, change. Implicit in each author's view of change 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 inservice education for a wide spectrum of educa-

tional personnel.

Finally, and this may well be a function ef 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 arc 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 inserice 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 reader understand the potential dif-

ferential applications of the model. The result of model application would,

then, be delivery options designed to meet the constraints of specific

settings. Consequently, Yarger has included a conceptualization of delivery

options hy 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

examples. In each case, an inservice program, in skeletal form, is presented

c;
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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,

simplified, they do add life to the model and take the reader beyond the

purely conceptual arena.

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 of need for inscrvice education, and

analyzes patterns of teacher education in general. Boyer then differentiates

between preservicc education and inservicc education before attempting to

relate the whole area to multi-cultural education.

The Boyer paper does an excellent job of tracing multi-cultural

education From an historical perspective. It cleanly differentiates between

compensatory education and the more contemporary multi-cultural approach,

focusing on the need for the involvement of all children in multi-cultural

education. He goes on to conceptualize multi-cultural education and points

out how the concept can be used to raise fundamental questions about the

way 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

a strong argument 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 is 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. He stresses the need for better articulation of options in

both schools and teacher education programs and shows how the Minneapolis

Public School/Univorsity of Minnesota Teacher Center has addressed this

prohlem. Significant among the contributions of the Howey paper are the

teacher center's unique three-tier governance system and zhe variety of

differentiated personnel, especially in the community and clinical areas.

23
4



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 equilibrium within the dynamics of change is one

of the most compelling points.

The three papers in this section can he read in tandem, or

they can he read separately. Although a certain commonality and overlap

do exist, each paper car stand on its own. Fach suggests important concepts

about teacher education in general, and inservice education in particular.



AN EXPLORATORY MODEL FOR PROGRAM DEVELOPMENT

IN INSERVICE EDUCATION

Sam J. Yarger
Syracuse University

INTRODUCTION

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 dilemma.

First, and probably most important, inservice program development

appears 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 education, on the other hand, while giving lip service to the

importance of inservice program development, 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 and 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
(1)resources that educators themselves invest in their own education. In-
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telligently developed programs arc few and far between. Instead, we find

poorly planned, ad hoc creations, often designed to meet bureaucratic needs

rather than the educational needs of schools, teachers, and other personnel.

Bluntly, the programs that arc in 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

those creative devices that already exist.

Any effort 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 one-horse shay in order to sell 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 people 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 BRIEF HISTORY OF INSERVICE EDUCATION

Beginning with the first teacher and the first student, the



educational competence of the teacher has been the object of scrutiny, com-

plaint, and regulation. Initially, the directors of inservice education were

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 recently, inservice education 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 elementary subjects.... "(2) Such

rudimentary programs were necessitated by a condition which Herman Richey

refers to as "The tremendous but largely unfulfilled need for even modestly

educated and professionally trained teachers." (3)

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 entered into the era of public schools as

we know them today, teachers themselves became more concerned about inservice

education. 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 teachers 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 twentieth century did not possess a college degree or even a post

high school diploma (a situation revisited by American education shortly

after World War II).

From 1900 until approximately 1930 the major thrust of inservice
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programs was toward "filling gaps in college degree requirements."
(4)

Con-

sequently, very little was done during this time to help teachers meet

specific classroom related instructional problems. The emphasis 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

had 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 t95understand
and to conduct new programs effectively....`

While the reform involved educators from all levels of the field (university

professors, state education specialists, school administrators, and teachers),

most of the resultant programming provided for a molding rather than for a

growth or expansion 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 evaluation 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

educational 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 real educational problems was an impor-

tant step in the development of the inservice concept.

For the past twenty-five years, inservice education has been



revisited by past concerns and thrusts while at the same time developing in

new ways. Around 1950,the schools began to feel the strain of the post-war

bahy boom. nie 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 least until the early 1960's.

While the schools were still feeling the effects of the drastic

increase 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 educational system. Science and mathematics

programs were widely criticized The result was the development of national

curriculum projects for school science and the development of what has come

to be known as the "New Math." These projc_ts wen:: generally centered at

large universities across the nation and only minimally involved the

classroom teacher. Inservice programs during most of the 1960's, therefore,

.vere designed to assist teachers in developing the attitudes, skills, and

understandings 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,.: also launched but with considerably less

enthusiasm and concentrated effort than was the case with science and

mathematics. Nevertheless, most of the 1960's saw the professional develop-

ment of teachers revert to a focus on molding teachers to fit a nation-wide

curricula, a focus whith dominated the field just thirty years earlier.

While credentialing and the standardization of curriculum seem to

have been the major thrust of professional development programs since World

War II, other ideas and emphases were developing as well. Some of these would

begin to profoundly change inservice teacher education by the 1970's. Prob-

ably the most popular and yet controversial among these was (and is) the

Teacher Center.

Teacher centers 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 inservice 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 developLent 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 were irrelevant,

that Johnny couldn't read, and even that the rising crime rate and the drug

problem were somehow school related. Add all of this to the very tight job

market (and therefore less teacher turnover), the continuing over-production

of new teachers, and the economic uncertainties which pervade the land, and it

is easy to understand why the continuing development of teachers has been

placed in the center stage.

ThE PROBLEM BOX: A MODEL

With the increased emphasis 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 comitment, 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 leading 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 phenomenon 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 arc likely to be factors entering into the

decision-making process that go beyond the 1- Ids of the model itself. Yet,

models do offer a conceptual basis for progiwil 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

3 0
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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 three 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 are 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, re-

ferred to here as Issues. Issues are inherent in program conceptualization

and development. The issues presented here are thought to be fairly all

encompassing, though any 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 cive issue areas

arc defined as follows:

(1) Target Population

(a) National: A national target population is defined
as 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,

13



encompass all fifty states.

(b) State: A state target population reflects
program development 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 need not,
in fact typically will not, encompass the entire
state.

(c) Sub-State: This generally refers to some
discrete political entity within a state. I

may be a county, or it may represent anothel
type of configuration. It will, however, ust.
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 education. It represents the tradi-
tional educational 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 educational 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.

(c) 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
either roles or organizational structure.

(d) Exploratory: In a sense an exploratory 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



base and/or poor planning. In any event
the resultant program is flexible and
open, with a great (leal of variation in
quality.

(3) Issues

(a) 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?

(h) Needs: Given that inservice programs are
attempting to do something, this issue usually
relates to some perceived need--institutional,
personal, state, federal, or other. The
needs issue focuses on either the explication
of the need and need source, or the assessment
of existing needs 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 needs issue, as is program evaluation.

(c) Governance: Governance is a knotty and often
misunderstood issue 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.

(d) Finance: The finance issue is fairly simple--
it deals with the questions: What is the source
of program fiscal support? What is the magni-
tude and permanence of program fiscal support?
And, Oat 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.

(c) Staffing: Inasmuch as educatior is still
basically a human endeavor, 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.

These constitute the basic definitions that define the model. De-

livery system options, to be presented later, constitute the bottom line of

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

of clarity, ,mly one system will be explored in this paper.

3 .1
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APPLICATION OF THE MODEL

There are many ways that one could symbolically represent the func-

tional use 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

the formula:

D° fEB (C] - 0

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

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 (Figure I) 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 ensure a consideration of the most

appropriate delivery options.

One can easily 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 frequently in the past. Symbolically, this would be represented by the

formula:

D° = fEB (C7)] - 0
vn

Figure 11 graphically presents the situation. Box A represents

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
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16



T
H
E
 
I
M
P
A
C
T
 
O
F
 
A
D
D
I
T
I
O
N
A
L
 
T
A
R
G
E
T
 
P
O
P
U
L
A
T
I
O
N
S
 
A
N
D

G
O
A
L
 
T
Y
P
E
S
 
O
N
 
T
H
E
 
R
A
N
G
E
 
O
F
 
D
E
L
I
V
E
R
Y
 
O
P
T
I
O
N
S

B
o
x
 
A

T
h
e
 
a
d
d
i
t
i
o
n
 
o
f
 
o
n
e
 
G
o
a
l
 
T
y
p
e

d
o
u
b
l
e
s
 
t
h
e
 
D
e
l
i
v
e
r
y
 
O
p
t
i
o
n
s
.

F
i
g
u
r
e
 
I
I

B
o
x
 
B

T
h
e
 
a
d
d
i
t
i
o
n
 
o
f
 
o
n
e
 
G
o
a
l
 
T
y
p
e
 
a
n
d

t
w
o
 
T
a
r
g
e
t
 
P
o
p
u
l
a
t
i
o
n
s
 
i
n
c
r
e
a
s
e
s
 
t
h
e

r
a
n
g
e
 
o
f
 
D
e
l
i
v
e
r
y
 
O
p
t
i
o
n
s
 
s
i
x
 
t
i
m
e
s
.



single population target and goal type were used. When one considers the

factorial quality of the issues, it is likely that the range of delivery

options, even accounting for the overlap, would be too cumbersome, and,

therefore, unworkable.

It is the contention of this paper that inservice program

developers who approach their task with a conceptual model such as this

guiding the effort arc going to be more successful. The resultant develop-

mental plans will represent inservice programs that can be presented more

coherently, assessed more easily, and, finally, more efficiently analyzed

and evaluated.

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 those 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

planners 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'Cs'tre" in the initiation and development

of an inservice program. The next section of this ?aper will explore that

area.

DELIVERY OPTIONS

It is difficult to understand the virtual myriad of delivery

options for inservice programs that exists today in American education.

Educators, in the best tradition of our open society, have developed in-

numerable programs, each 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 been meager. The sheer number of different programs

suggests that attempts to develop inservice education have not been lacking.

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

18



and contradictions, and to develop a systematic approach to understanding

inservice education, thus providing the base For more intelligent program

initiation and development.

One attempt to develop a )fstematic approach to understanding

inservice education has been developed by Schmieder and Yarger in their
(6)

study on teaching centers. Yarger, Lebby, and Edwards have extended

this work.(7) Briefly, a typology of teacher 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 general.

Seven descriptions of structures for inservice programs will be

presented along with the four descriptions of functions that inservice pro-

grams can play. Although each 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) Organizationalapes_

(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
teachers. 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 (e.g., USOE, NIE, foun-
dations), a key element of the independent
operation is that the resources come directly.

3 8
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Consequently, 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.

() The Almost Independent Inservice Program: The
almost independent inservice program shares
many common features with the independent. There
is usually an attempt to deal directly with the
concerns of teachers, thus not addressing the
"goals" of the institution. The emphasis is
on "real world" problems, and programming
typically relates to activities, skills, materials,
and so on that arc 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
tic is evident, funding is quite often tenuous.
It is frequently the strength and charisma of
the personnel that provide the autonomy. As
with the independent 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.

(c)

(d) The Single Unit Inserviee 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

i;
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school system. This type of program may he
organized and administered in a multitude of
ways, hut always with regard to a single
political unit. External human resources may
frequently be used, hut always on a consultant
hasis. External financial resources are always
institutionally administered. Accountahility is
usually to the administration of the institution,
and the programming usually reflects approved
institutional goals.

(e) The Free Partnership Inservice Program: This

type of program represents the simplest form
based on the concept of a consortium. Usually
the partnership involves the school system and
a 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 is easier to initiate
and maintain than a relationship involving three
or more discrete institutions. In fact, it is
entirely possible that one could find institutions
involved in several two-party partnerships without
attempting to establish a more 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
evidence 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 nearby educational institutions.

(f) The Free Consortium Inservice Program: A free
consortium is characterized by three or more
institutions, usually geographically close to one
another, willingly entering into an inservice
program relationship. The organization, com-
mitments, and policy considerations will fre-
quently he 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 reason
for the development of the consortium. Program
development is likely to he more general, as
the goals and constraints of each party of the
consortium must he taken into account. The
permanence of this type of inservice program is

4 0
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(g)

often related 17o 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.

Legislative/Political 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 is 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 effort 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 here draw on the

work of others. he facilitating inservice program

was adopted directly from the tvork of Joyce and Weil

while the advocacy and responsive programs were first

presented in a paper by Harrihan et al. (8) In the

case 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 more in the hortatory literature than in
real world exemplars. It's informal and almost
unprogrammatic...it turns on the creation of an
environment in which teachers explore curriculum
materials to hAp each other think out approaches
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to teaching....such a (program) seeks to
improve the colleagial activity of the
teacher."(9) This type of inservice program
purports to provide an atmosphere which will
allow the teacher to explore new ideas and
techniques, either through direct interaction
with other teachers or by a "hands-on" exper-
ience 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 development. It serves a heuristic,
colleagial, almost social, educational function.

(b) The Advocacy Type Inservice 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. Aevocacy programs may advocate such
things as open education, competency-based
education, 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 educational orientation, such as
open education.

(c) The Responsive Tyne Inservice Program: American
euca.cion appears to foster at least two kinds of
responsive inservice programs. The first
attempts to respond to the specific needs of
the individual educators, while the second
focuses on specified institutional needs. They
are 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 itself 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 heavy reliance on
external resources.

(d) The Functionally Unique Inservice Program: Some
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inservice programs arc designed to serve rather
limited, unique functions. These may include
materials development, research, and/or field
testing of available materials. In some cases
an 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, teachers
visit it with increasing regularity to sec the
materials, observe instructional techniques,
and to solicit counsel from the teacher. In

this case, the resulting inservice program is
more directly child-centered than most. In

fact, program personnel would likely have to
make many changes in order to accommodate
the new unique inservice function.

EXX,IPLES OF DELIVERY OPTInNS

The inclusion of potential delivery systems provides us with all

of the elements necessary to attempt some practical applications. Lest

the writer he accused of attempting to promote a simple version of a very

complex phenomenon, cautions arc necessary. If, for example, one used 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 he 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 he considered a criticism of the model, as in

attempts to apply formal models one rarely finds an isomorphic relationship

hetween the model and reality. Instead, the intent of the model is to pre-

sent a conceptual hase from which to initiate program planning.

Carrying this one step further, if one selected 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 II suggests three target populations and

two goal types. Logically, this would mean 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 eunc-
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tion of situation specific phenomena. Therefore, it is possible that the

number of delivery options is actually greater than an isomorphic relation-

ship would suggest. It all depends on how one cori.Ceptualizes the problem.

The important point is that planning and initiating inservice programs,

taking into account 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 I

Element Description Critical Delivery
System Indicators

Target Population

Goal Type

Issues

Authority

Need

Governance

Finance

Staff

Four school districts
(sub-state) want to--

Improve the reading
instructional program
within the existing
curriculum using ex-
isting materials--
(skill development)--

With board acceptance--

After researching the
problem through a teacher
committee--

Within the already-existing
inservice program structures
in the four systems--

Using shared financial
resources, which arc
limited, but not depen-
dent on any external
sources--

Using in-place instruc-
tional specialists, and a
very limited amount of
consultation

Consortium

Advocacy

Responsive

Consortium

Free Consortium

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

4
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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

teacher committee to research the problem suggests a needs assessment, or

responsive approach. In this instance the advocacy of the ascribed content

and the desire to be responsive to teacher needs do not contradict one

another, but rather, should be viewed as complementary. The desire to

use "hard" money within the boundaries of the already-existing inservice

program structure will lead to a free consortium structure.

It 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 benefits might accrue from involving a broader base of vested

interest groups.

1 union t

arget Population

Goal Type

Issues

EXAMPLE II

Description Critical Delivery
System Indicators

Seven teachers from three
different elementary schools
want to (sub-district)--

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

Authority On their own-- Independent

Need To help teachers in any way Responsive/
that the teachers need Facilitative

Governance Run by themselves-- Independent

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

Staff With the seven teachers and Independent
other volunteers doing the
work
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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

freedom 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.

Element

Target Population

Goal Type

Issues

EXAMPLE III

Description

A suburban elementary
school (sub-district)--

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

Authority On its own in a very subtle
way--

Need As a result of the initiative
of the principal and the
PTA executive committee--

Governance With the support of the PTA--

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

Staff With their own staff

Critical Delivery
System Indicators

Single Unit

Advocacy

Almost Independent

Almost Independent

Partnership

PROGRAM ANALYSIS: In this case the almost independent structure takes

precedence over either the single unit or the partnership structure, because

the school is clearly accountable to the school district, which appears not

to ie involved. This could create programmatic problems as the inservice
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program develops. Also, even though there is a partnership, it is clearly

informal, i.e., without authority to operate the program. The program will

he an advocacy, as the principal and the PTA executive committee are pushing

the idea. It seems that hoth the parents and the teachers remain to be

convinced. his, too, will likely provide significant 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 availahle for program support are not only likely to be too

expensive, hut are also likely to create a district administration reaction

that would not be supportive.

This does not appear to be a healthy beginning for an inservice

program. A reasönahle prognosis would suggest that the most likely outcome

will be a multi-unit school in form, but not in content. Back to the

drawing hoard.

EXAMPLE IV

Element Description

Target Population

Goal Type

Issues

Authority

Need

Governance

Finance

The inservice directors
from three state depart-
ments of education
(national)--

Want to establish a network
of different kinds of
programs (undifferentiated)--

At the directive of their
respective state
superintendents--

Based upon a state-wide needs
assessment program--

Set up to operate at the
county school district
level under state auspices--

With state funds as a base,
but also with grants from
both public and nonpublic
granting agencies--
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Critical Delivery
System Indicators

Legislative/
Political Consortium

Responsive
(institutionally)

Responsive
(institutionally)

Legislative/
Political Consortium

Legislative/
Political Consortium



Example IV (continued)

Element

Staff

Description Criticcl Delivery
System Indicators

Utilizing both existing
inservice personnel and
new staff selected 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

teachers organizations, teacher education organizations, and formal parent

groups arc likely to be involved in the governance structure. Although

this may lead to a higher level of acceptance, there will be a clear risk of

compromise 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 needs. 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 expectations are too high and unrealistic in relation to time

constraints. If, however, a massive network such as this can survive, the

promise for long-term payoff and more 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 underlie the model. In actual use, it's expected
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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 addcd to suggest only a few of the intricacies

that would not come out with a rigid interpretation of the inservice

developmental model.

IN SUMMARY

This paper has presented an exploratory, synthetic model for

attempting to analyze the significant variables that underlie intelligent

planning for inservice education. The critical elements of the model

include population targets, goal types, and an array of issues that must be

considered. Finally, a typology for thinking about program delivery options

was 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. It has been the implicit position that such an approach

has not historically existed in inservice education in this country.

Conspicuously absent in this paper were specific program labels

and content orientations. These omissions were intentional. Terms such

as "Advisory and Exchange," "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 areas such as open education,

the instruction of reading, competency-based education, and the like do

not lead to an understanding of delivery systems, but,rather, should be re-

flec-ed in any delivery option that has been intelligently thought out and

initiated. Although in certain cases some delivery options will be more

flpPropriately suited to specific content areas, there has heen a tendency

to ryverse the two and get the cart before the horse. Succinctly, content

areas 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

risky activity at best. Contemporary approaches to this task have been

4
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both 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. It is only with the "big picture" that truly

responsive activities can emerge that will enable education professionals

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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INSERUCE TRAINING AND MULTI-CULTURAL EDUCATION

James Boyer
Kansas State University

The profession of education has always attempted to respond to the

most urgent needs of the American society. Teachers and administrators have

worked untiringly to provide the most appropriate and most productive service

known to mankind--through the American public school. While much criticism

is directed toward the public schools today, it is still true that we have

. -I- educated populace on the face of the earth within the framework of

a dL iay. 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 researchers, teachers, 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-

son has still attempted to serve well within the framework of priorities set

for it. This paper on inserviee training, then, is an attempt to explore the

nature of inservice for American educators and td 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 inserviee). The dividing line has heen

acquisition of the baccalaureate degree and the state teaching certificate

or license. All training occurring prior to degree and certificate was

r .)
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categori:ed as preservice and all subsequent training (assuming that such

persons had also been employed as educators) was categorized as inservice.
C

The basicTu'rpose of inservice training was to increase the competency,

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

improvement in the achievement of learners being the goal. Basically, there'

are several levels of inservice activity, but we shall concern ourselves with

just two:

Level 01: Administrative-Managerial

This level involves those aspects which would
improve the educator'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 teacher 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
leaves, and basic managerial concerns. When faculty
meetings arc called to share this kind of information,
they are referred to as administrative faculty meetings.
Inservice efforts under this level are frequently under
the specific direction of the assigned administrator.
Rarely arc consultants outside the district's staff
used.

Level 42: Curriculum-Instructional

This level involves those aspects of inservice
education 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 educational and psychological research 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 (reading, mathematics, music, etc.)
but the totality of teaching-learning, instructional
role descriptions and learning patterns are also major
entities.

The major focus of this document is on Level #2 as the concerns will

be related to multi-cultural education (both for the teacher and the learner).

There .,ill he several instances where the two levels overlap and will not be
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clearly distinguishable from each other, but the intent is to focus on the

Curriculum-Instructional components of schooling through inservice efforts

which enhance multi-cultural education.

lnservice activity has traditionally been limited to courses, work-

shops, after-school faculty meetings, lectures, and inter-school visitations.

While 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, teacher will be used collectively to include

anyone whose professional service employment is dependent on learners. If

there were no learners 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 teacher.)

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

realm. One of the reasons for the low priority (primarily at the policy-making

level) is that inservice has always been presented as an "additional duty"

for educators rather than an integral part of the profession of teaching.

Collegiate programs during preservice education rarely concern themselves

with inservice education 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

inexperienced teacher to begin viewing it as a normal part of professional

activity. Further, in some instances, this negative view has,been reinforced

by the experienced teacher.

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

Jack k. Frymier) make the following observation regarding inservice:

inservice education has always been available to the
aspiring and conscientious professional. It has also been
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made mandatory for those who chose to neplect its promise.
Thus, inservice education has been self-selected and required
for varying re sons. Inservice education has prevailed, and
its purpose or promoting professional development has remained
unquestioned. (1)

Most observers would agree with this statement and it has only been in recent

times that real 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 newer

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

professions of law, medicine, and religion always required that the Practitioner

continue his/her education throughout the entire professional life. The

reason for this grew out of the need to have the professional gain new know-

ledge and competencies necessary to maintain a current level of knowledge

within the profession. In order to avoid 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 between adults and children. Additionally, the basic technologi-

cal changes as well as the new knowledge related to learning theory and the

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

activities.

Within the last fifteen years, major changes and developments have

had impact on the school and some of these are indirectly related to the task

of r,eaching and learning, but the teacher's role is so demanding and so complex

that many areas need our attention. Haberman cites some of the many needs of

teach,?rq:

Teachers should: know more subject matter; go through
'7...rositivity training; learn verbal and nonverbal teaching
strategies; (11agnose, prescribe, and evaluate learning;

r;,t;"
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consume and conduct research; learn to work in teams;

create, select, and evaluate media and materials; teach

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

Given these demands, one questions the possibility of undergraduate programs

ever becoming capable of delivering all such competencies.

Additionally, there is the realization that personnel needs among edu-

cators are decre:Ising 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 economic factors (infla-

tion, recession, and unemployment) became realities in the United States and

the resulting impact is that there arc fewer teachers leaving classrooms and

fewer new teachers gaining employment. This means that schools will be popu-

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

come even more crucial. The ecoliomi,: factors also contribute to a general

apprehension and uneasiness among membLi of the teaching profession and these

tend to be carried into the classroom,affectin;), instructional behavior.

Frustrations arc at an all-time higL lmong adults and the high degree of

nervous and mental disorders attess to the uncertain state of many practi-

tioners among us. All these arc items which must be considered as the subject

of inservice and arc discussecf within Any profession today.

Russell Doll, assessir:g the problems of .11-11-22n teachers, identified

the three areas in which most criticism of teaehers has occurred:

...teachers lack technical skills and appropriate materials..
Most teachers...are basically competent people who do not
know the learning styles of low-income children and arc
attempting to teach in an inappropriate manner, using in-
appropriate materials and methods. (3)

Continuing the areas or criticism of urban teachers:

A second category includes those who held that the middle-
class teacher is either intentionally or unintentionally callous
toward the low-income pupil. The teacher enters the classroom
with preconceived ideas of what is proper in behavior, language,

and dress and, in most instances, feels that the children are
deficient 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 lf being true to the teaching spirit of commitment and
dedic;Ition, he has given up in the iNcc oF a difficult situation,
abandoning the low-income children in their hour of need. (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

identified in the criticisms if the criticisms have any validity. Two assump-

tions are made by the criticisms, however. One is that all urban pupils arc

from low-income families and the other is that all urban teachers are equally

as incompetent in delivering instructional services. While we would take

issue with both assumptions, our concern at this time is with the nature of

inservice effort which could contribute to an improved school experience of

school children.

INSERVICE AND THE EXPERIFNCED TEACHER

With the increas'bd,percentage of experienced teachers in the schools

today, designers of inservice programs must work toward changing the image

of inservice training because it has not been met with great favor in recent

years. Experienced teachers are also extremely conscious of the demands on

their time and on their energies. This suggests that the designs of present

inservice activities must he 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 teach-

ing profession must also be modified. The structure of inservice training is

described by Kimball Wiles as follows:

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

Regardless of the structure of inservice effort, 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 hut does not speak to the substance or content of such effort.

We shall speak to the substance of inservice later but the form provides thc

initial impressions for teachers. Experienced teachers, having knowledge of

past efforts, tend to approach inservice activities with the feeling that they
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could better use their timu in other pursuits. In order to modify tho form

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

ihose responsible for staff 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 of 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 appropriate.

Morris Cogan speaks to the investment of resources into inservice education:

...the dollar inputs, the expertise, and the time deployed
in these efforts arc almost universally insufficient to
spark genuine professional gains among teachers. Inservice
programs therefore often have more form than content and
too often represent a poor use of scarce resources and a
waste of teachers' time and efforts. (6)

As a curriculum specialist, we recognize the need for efficiency

in all programmatic effort; however, we take the position that both form and

content are significant to the point of warranting continued 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 benefit

from the inservice training. Additionally, it should be recognized that the

form and the content are constantly undergoing change and these changes must

he reflected L' inservice effort.

A more comprehensive view of the inservice function with exnerienced

teachers is shar.'d by R. C. Brudley in discussing the affective domain re-

flected through cacher performance. While the substance of teaching is

always 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 psychology knows, behavior is
only a symptom of internal statesfeeling, believing, seeing
and understanding. ...the individual teacher must search out
his true feelings regarding his own methods of teaching. 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 teachers. Many
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school districts provide intensive programs for first and second-year teachers

but neglect more experienced practitioners. Bradley's ideas suggest that the

improvement of instruction for experienced personnel could constitute major

aspect,-; of the inservice training program. The feelings, beliefs, 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 comprehensive inservice program, one must

remember the long-range effect of instructional behavior if priorities arc to

he set.

PATMW:S OF ThACHER EDUCATION

As implied earlier, inservice training is not a new idea. Earlier

the teaching profession, there were many practitioners across the country

who were minimally trained. In fact, many did not hold teaching certificates

or degrees. During this period, it was crucial that some extended improve-

ment efforts he underway at all times in the interest of a literate society.

Also,teacher education has experienced low priorities by those in power to

make political and economic 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 campus,

many of those majoring in teacher education experienced acts of "academic

snobbery" from others comprising the academic community. In 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 employment within schools, and these new levels of

training (requirements) have not had adverse effect on those states. In

other words, they have had no difficulty in finding persons with the creden-

tials to fill positions. ft should be remembered that the teaching 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 even more significant that inservice programs increase and become

more vigorous.

a.)
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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 one'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

activities. 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, etc.) 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. These ideas were e).pressed by Jerome Bruner when he

addressed the AssociatTon for Supervision a.nd Curriculum Development in their

national conference a few years ago. It should ba 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 understan(Prig and analyzing the new content of the disci-

plines. Fxamples of this include the in:ensity with which teachers worked

on understanding modern mathematics. 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 rm emphasis on

any one of these dmensions.

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-ies tended to reflect a primary concel-n

with the Administrative-Manageria level and this frequently meant responding

to .crisis situations, administratiw! report-making, and changes in school

policy. The sharing of information which mri:;.t be compir^d by the Principal

for the Superiotendent's ,t=t'ice became a major reason for calling the faculty

and staff :ogether. As stated earlier, we are more concerned here with Level

2, the Ct,rriculum-Instructional Level because it is feit that this level

more directly reflects the influ:,nce of educat.)nal and psychological research

'6 0
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which has direct relationship to the quality of the instructional delivery

systcm. In other words, we see the Curriculum-Instruction concern as a means

of preventing discord, conflict, and general unrest within the school. It

serves mainly to prevent upheaval through providing knowledge consistent with

the changing needs 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 he described as "integrated." We see inservice performing a 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 education was the adjustment in salary

scales for those teachers who earned thirty or more semester credits beyond

the master's degree. While this is admirable in theory, one questions the

validity of the practice with regard to inservice 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 exposed to "total

curriculum efforts," 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 teacher 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 he mentioned that some efforts are beginning to focus on

the particular curricular problems of a given district because of the

"clinical approaches" now being developed to serve particular districts. This

involves a series of activities in which specific curricular problems are

identified by the school and/or district and resource persons arc charged

with helping with the particular problem identified. This is quite different

from A university offering 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 theoretical framework in which

the Curriculum-Instructional Level must he approached, the demand for in-

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

6 1
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stand the relationship and thc design.

INSERVICE AND THE CONTROVERSY OF THE DISCIPLINES

Criticism of the teaching profession has been categorized earlier

hut there is still ono area which is being heard frequently these days and

that concerns the teacher's cognitive knowledge which comes directly from

the traditional disciplines. he disciplines referred to arc those estab-

lished areas of content (thc sciences, mathematics, literature, history, etc.)

which comprise the traditional areas of study employed in public school and

collegiate teaching. The controversy exists when these disciplines compete

with each other for requirements for degrees and certification and ultimate

improved teaching. 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 educated individual," it should he rem mbered

that the hulk of America's students do, in fact, acquire adequate liels of

cognitive input. Of course, we arc concerned with scores made on 1.!er-

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 aspectsmulti-cultural education being one 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

crisis in which wc find ourselves, hut part of it is also due to the fact

that each training arca (disciplines included) must "fight to stay alive" in

a period or decreasing enrollments and other factors.

ft should he pointed out that the disciplines have been primarily

responsible for the general education of teachers while the professional

education of teachers 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 (UNDERGRAD(JATE) TRAINING

When ono considers thc multiple tasks identified for the teacher of

today (those (1escrihed by Haberman earlier in this document) plus those being
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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,

hvcome..-; paramount. Obviously the teaching role is expanding and new survival

skills are heing identified for those who would remain in the Profession

But inservice education should rememher that the task of undergraduate

education may he too demanding. It 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 oC inservice programs should remember the nature of undergraduate

programs. For example, many undergraduate programs for secondary teachers

are comprised of about five-sixths general and discipline-oriented education

and one-sixth professional education. Such an imbalance may be deemed

necessary and appropriate by many, hut 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-teaching

and other innovations associated with giving the prospective teacher more

contact with learners, might hear this out.

fn other words, the designers of inservice education should see

thaT design as a continuation of preservice effc.rts, not as remediation. The

lifelong pursuit of excellence in the education profession should become a

hasic characteristic rather than an imposition on professionals who arc

alreJdy holding "demanding roles."

We take no issue with those observers who indicate that something

different should he done with the time allotted to undergraduate preservice

training of teachers. Almost every Curriculum Specialist would agree, at

least in part, with such a position. The total aholishment of one dimension

for the acquisition of another, however, may be equally as detrimental. Even

so, priorities must he set and continually reviewed. Professional education

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

would involve hoth the design and the implementation of inscrvice programs.

p:srRvIcr EMPHASIS
_ . . _

While most school districts have some form of inservice activity

underway, 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-

strntion specialists, or )sychologists) have attempted to identify for the

participants the particulnr arena in which their efforts would he found.

Each prticular school or district must identify its own needs but having

assistance in conducting a comprehensive needs assessment is most appropriate.

The Following Inservice Fmphasis chart attempts to identify the

nrenas in which inservice effort must be identified. Almost all activity

undeil,..ay today would or could he placed somewhere on the chart.

Those observers who have attempted to analytically describe in-

service Functions will be able to see that Function A (Crisis and Conflict

Resolution) is hasicnIly designed for Te)nediation while Functions B and C

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

teristic of inservice emphasis is implied.

lt should he remembered that, in some instances, the two levels

reflected in the chart may be combined hut rarely could they he given equal

emphasis. Within the designed program should he an inherent proclamation

that one or the other is the level on which programs are built.

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

major components requiring investments of time and resources (human and

Financial). Until those responsible for program development and inservice

training are aware of the nature, functions, and processes representing

clarity in design and purpose along with implementation, inservice training

will continue to he met with apprehension, rejection and, in some instances,

hostility.

MH1,11-CUlTURAL FDUCATIO% OF nACHERS

Discussions of inservice are frequently being combined with dis-

cussions of Multi-cultural Education. Few writers have chosen to build an

historical perspective related to multi-culturn I entities or to clarify the

rationale for its increase in significnnce today. The American teacher

(principal, teacher, supervisor, curriculum assistant, librarian, counselor,

('tc.) WNS essentially prepared with mono-cultural curriculum programs, rnther

than multi-cultural programs. The continued inservice efforts following

entry into the proCession nlso reflected the mono-cultural characteristic.

(hir position is that the continued schooling of teachers must he current in
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nature 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 are all new to the inservice scent Hid to the public school curric-

ulum scene. Before sharing a descriptive deffinition of multi-cultural cur-

riculum, a brief historical perspective for American schooling is otiered.

HISTORICAL PERSPECTIVE

Around 1960, this country began a series of activities (consciously

and unconsciously) which initiated major changes in our social, economic,

political, and educational system. This is not to suggest that the Supreme

Court decision of 1954 (lid not have greater impact 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 bcfore. That decade was char-

acterized by sit-ins, by early legislation to combat unemployment (Manpower

Development and Training Act of 1962 and the Economic Opportunity Act of lq64)

and by other major pieces of legislation which aro famous:

1962 - Manpower Development & Training Act

1963 - Vocational Education Act

1964 - Economic 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 nnd on othcr extensions of the

"war on poverty" brought the United Stat:.s to a concern with domestic affairs

not experienced in recent decades. Civil disorders, riots, rebellions (or

whatever one chooses to call them) sent Congress looking for remcdiation and

corrective act ion. Much of this reality resulted in programmatic creations

(education programs) built on a philosophy of "Compensatory Education."

Somehow, the American public decided that the children who had not done well

,
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in school needed some compensationbasically for their impoverished state.

Compensatory education took the position that there was nothing.wrong with

the teachers or the school--that all adjustment must he made within the

learner who had not done well. The "Compensatory Model" suggested placing

additional equipment 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

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

so, declared the inappropriateness and ineffectiveness of the "Compensatory

Model." Finally, someone 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 whito teacher harbors many prejulices of which
he is unaware. The Negro (Black) teacher may carry feelings 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 prejudi in the teacher's feelings and modes of
thought, so too a: ese found in pupils and in the adults
of the community. SI

Although some inservice concerns had been built into compensatory

legislation (notably Title 0, none had directly focused on the teacher as

a person/practitioner. Concerns of cultural awareness, 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 self-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 pl-Dper
instruments for the education of that particular group of
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children. Ideally, teachers and administrators who fail
to identify with their pupils should he transferred else-
where and others who can relate more closely to the needs
of pupils should he sought for the task at hand. (9)

About the time 1969-1970, the pattern in our national-social

consciousness Was clear. We had started with awareness levels:

Awareness of Civil Rights (legal)

Awareness of Human Rights (sensitivity to
relationships among people)

Awareness of Women's Rights (Legal, Social
and Political)

Awareness of Children's Rights (All Dimensions).

Each of these new awareness levels followed us into the present decade and

we have been struggling with the educational implications since 1970. The

changing nature of all relationships affected the nature of school curriculum

and, thus, the nature of inservice for those persons implementing the curric-

ulum (certified 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 fc)r our behavior in schools has been established through legisla-

tion and other edicts. The interactions subsequent to the legal framework

involve multi-cultural curriculum.

Additionally, concerns about "survival of the profession" got trans-

furred to "survival within the profession." Increases in calls for personnel

evaluation and other factors bore this out.

It was with the onset of the 1970's that compensatory education

began giving away to a new concept known as multi-cultural curriculum

(education). The new concept is much 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.

Leaders 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 level-: had not been raised because the earlier leaders during

the compensatory model days had essentially "evangelized" by citing problems

with few analyses and few solutions. Rather than re-stating the problems

6 8
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associated with American co.lucatHri, multi-cultural education attempts to

analy:e and cite possible solutions which would have long-range effects on

motivation, on achievement, on ultimate human relationships, and on the con-

cept of the "formally educated individual" in our society. Multi-cultural

education 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. ft is for all children,even

in communities 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

further with the historical perspective and the rationale, the following

descriptors arc offered.

BOUT MULTI-CULTURAL EDUCATION

The anthropological concept of culture is extremely broad and

includes the physiological, psychological, sociological dimensions of a

group of people. ft 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 difforences 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

freedom of cultural variation among entities in the American milieu.

There is little disagreement that the education provided in American

school.; reflects the perceptions, myths, realities and practices (a basic

orientation) as seen by White, Anglo-Saxon, Protestant, Middle-income people.

Yet merica is populated by many grorps other than those--and by groups who

have an orientation to reality based opon criteria thataresimir to, hut

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

curriculum represents the )wledges, skills, attitudes, and practices deemed

eontial to the maintenance and perpetuation of a mode of life of a parti-

cular group (hearing a particular cultural identity and economic standing).

To move from a mono-cultural curriculum to n multi-cultural curriculum would

6 9
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involve the acknowledgement or the existence of different sets of values and

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

ic maintenance and perpetuation.

Multi-cultural education also attempts to give equal and appropriate

attention to content drawn from the historical and socinlogical heritage of

various ethnic groups represented in America (not necessarily in the school or

district) where inservice might occur. Part of the thrust of multi-cultural

education is to fill the instructional void created by curricular exclusion

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

education is designed toward the elimination 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 expose a basic contradiction in the con-

cept of full educational opportunity. The reduction of racism involves de-

creasing the belief that race is the primary determinant of human traits and

capacities. It further involves decreasing the belief that racial differences

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) whit: 'irectly affect the lives of people and the

philosophies on which their opt... )n- arc based.

Sexism 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--

70
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although an expanded part of its original concept.

Flitism is the idea that one group (usually an economic group) is

better than another hased on the value judgments of that group regarding

their attributes and characteristics. Elitism involves the concept of social

superiority because of economic advancement. Futher, it incorporates the

idea that one group in society is better able to govern, and therefore should

hold the political power. Elitism, however, may be practiced on several

economic levels and may reflect a number of contributing factors. Multi-

cultural education attempts to reduce the concept and practice of elitism by

suhstantively declaring a notion of the dispersement of power in all its

dimensions.

Accepting the recognition of the soeial, cultural, and economic

heritage of several racial and ethnic groups represents a major component of

thc ideal of full and equal education opportunity. The inclusion of these

heritages into the curriculum (on an on-going basis) is an attempt to reform

\merican education from its mono-cultural status to a multi-cultural status.

MULTI-CULTURAL EDUCATION AND DESEGREGATION

With the onset of school desegregation, many teachers felt inadequate

to teach children who were racially, ethnically and economically 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 see multi-cultural education as serving the function of improve-

ment, development, and keeping one's profession current.

Some persons rai:ie the question of multi-cultural curriculum (espe-

cially in desegregated schools) even if teacher.:; feel uncomfortable relating to

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

uncomfortable when confronted with the unknown or the unfamiliar. Because

people can learn to know the unknown and become familiar with the -unPami liar,

our position is that inservice efforts designed to enhance this dimension of

teacher performance will generate little difficulty on the part of good and

effectiv... teachers. The art of relating to children across racial/ethnic lines

I:ltimately the result of the teacher's academic/professional perception of

the .(.1-,00l, the curriculum, and the teaching role. Well designed inservice

training for multi-cultural education is the vehicle through which the reluc-

7 1
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tant teacher/administrator can overcome reluctance in dealing with phenomena

related to teaching and learning. (Inservice training may he in the form of

readings, workshops, institutes, self-initiated study and personal involve-

ment.1 Ohviously,genuine interest and commitment to the profession and to

one's self are primary ingredients for effective development of multi-

cultural education. It is common understanding that undergraduate programs

of teacher preparation have done little to expose the practitioner to the

purposes, components, and rationale for multi-cultural education. To

hecome relevant and current for implementation of multi-cultural education,

administrators and teachers must acquire valid knowledge of the history,

current knowledge of the life-styles, perceptions and aspirations of various

racial/ethnic groups plus the appropriate skills for teaching these knowledges

to --,tudent bodies who are part of a multi-cultural society. Inherent

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

positive attitudes for authentic relationships with multi-cultural peoples.

Desegregation implies that long-standing socially-inspired practices

of separation are being challenged and eroded. Following these moves, much

inservice has had to deal in crisis-oriented moves. Beyond that level, how-

ever, those of us concerned with long-r:aige effects 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 "Preserving the Dignity of Child-

ren in a Desegregated Society," the following is offered:

But hefore we can preserve it (dignity), we must assume

that it exists. Wo must re-declare our helief in the dignity
of children and youth. To what extent do I (the teacher)

really helieve in such ideas? Preservation of it involves
other subsequent notions:

(I) The way in which a teaclier talks with learners.
(2) The territorial rights assumed by educators and

others.
131 The assumptions made ahout social class and

economic class.
(I) The selection of instructional content which

creates images.
(51 The analysis of decision-making practices and

policies in adult-child relationships.
(61 The ahility to share the power of decision-making.

c71 1he ability to he assessed by children and youth
as well as to assess. (Assessing human behavior) (IO)



The above notions hecome part of the inservice goals when the design

is toward multi-cultural understandings. It should be remembered that real

efforts toward multi-cultural understandings require the challenging of many

bases (philosophical bases) upon which curriculum decision rests.

Multi-cultural education also invites more valid interpretation of

pedagogical procedure/behavior. The nature of inservice for teachers and

administrators in those situations seeking a multi-cultural curriculum reflects

the three-dimensional concerns helow:

(A) ft must increase the multi-ethnic, multi-
cultural literacy level of the professionals
and para-professionals involved. Educators
must know what it is hefore they can deal
with it.

(B) It must develop appropriate ways of developing
curriculum programs utilizing multi-cultural
emphasisand at the same timelocate and
appraise curriculum materials useful in this
pursuit.

(C) It must continue a quest for the development
of academic skills (including consumer competence)
while making use of multi-cultural substantive
conrent--in that process.

Inherent in the ahove dimensions is the assumption that educators recognize

the need for N multi-cultural education to service a multi-cultural population.

INSERVICL, MULTI-CULTURAL EDUCATION 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 arc school districts where no racial minorities reside. In those

situ.atIons, multi-cultural education should have an even higher priority be-

cause the teachers and learners .are deprived of the privilege of interacting

on N daily hasis with people who are different from themselves. Learners

enrolled in these districts are likely to move to other locations early in

thcir 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 education and/or employment situations where impressions and

behaviors constitute relationships which too often reflect school programs
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characterized by raciF,m, sexism, and elitism. White .11ildren need to know

about non-white people, ideas and concerns just a ion-white children are

called on to know about white people, idcas arm ciuwerns. Multi-cultural

education has the Facility For creating a new level of respect for diversity

through awareness of that diversity.

Enservice in totally whitc schools would do well to make multi-

cultural curriculum a high priority. It has the capacity to help develop

the culturally-sensitive teacherone ',rho has 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 increase 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 "different" human beings. Not only children, but their

adult teachers and their adolescent brothers and sisters must be exposed to

the possibilities of multi-culturalism.

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 learner, a parent or other community resident has contact with

the school and/or its major representatives. In the program of studies, people

frequently begin with Black History in describing mniti-cultural education.

While it is true that confrontation 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 arc concerned with any non-

European historical content (Black History, Puerto Rican History, Asian

American History, Mexican American History and the like). Multi-cultural

education 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

grou) ,including women). Further, it involves the humanistic dimension (under-

standing and utilizing those humanities components like Music, Art, Dance,

l)raimi, Poetry, Literature, Speech Patterns, Religious Perspectives, Film, and

communicative styles) which are not necessarily European in origin.
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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 European ancestry) --contributions to tech-

nology, to invention, to medicine, etc.

Additionally, inservice programs must raise issues like the following

if they are to he truly multi-cultural in nature:

Eor whom are school holidays named? Are they all

Americans of European descent?
(2) Are standardized tests given on Jewish holidays?
(S) Arc girls prevented from full participation in any

activity--because they arc girls?
L1) Are the remedial reading classes populated more by

boys than by girls? If so-pare any of the remedial
reading teachers male rather than female?

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

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

(7) On what basis do we chooc textbooks and other
curriculum materials? Is the multi-cultural
element 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 :inorities, the
economically poor)?

Obviously this above list is not ..:(Al-plete. But multi-culturalism

is a more comprehensive idea than this paper can contain. It has been des-

cribed by others (notably James A. Banks, Geneva Gay, Jean 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 people involved in public education who have

difficulty accepting the notion of multi-cultural education for learners and

subsequently for members of the education 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 arc not sure that it

academically respectable to study the works of Black writers, of Mexican
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American historians, of Puerto Rican novelists, etc. For one thing, the

question of performance on published standardized tests is raised. How shall

learners do on standardized achievement tests if we move into a multi-

cultural curriculum? Obviously, we feel that the tests themselves arc mono-

cultural and bear some review, analysis and revision. The work of Robert L.

Williams at Washington University and Norman Dixon at the University of

Pittshurgh may become part of the inservice 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 hecome an inservice priority because survival

within the profession will soon demand it. When political power shifts, and

when those served get a bigger share in the decision-making role, programmatic

direction also shifts. The presence of unions and teacher bargaining units is

a daily reminder that changes arc 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 he

acquired ticw than ever before, so curriculum specialists, administrators and

teachers must he selective about that which shall be dealt with--and they

must make those decisions based on a carefully analyzed philosophy in light

of the major social-political-economic changes occurring within the last

fifteen years in the United States. Because we can no longer use the ten-

year-old curriculum substance with today's children, inser.Jice 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.

Summarily, we should indicate that the high priority which we

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

following: (11 neither previous inservice "training nor the undergraduate

preparation provided Any multi-cultural thrust for America's educators; (2)

the vast numher of changes and awareness levels of human rights, civil rights,

And womcn's rights rt.quirc:s that educators become more knowledgeable and

sophisticated ahout the impact of these changes on curriculum; and (3) the

r'
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acknowledged commitment of American educatorsis to provide the best, most appro-

priate service to the learners of this country. When th( e who help to

identify the substance of inservice effort really undersand the nature, scope,

and rationale for multi-cultural inservice education, its priority levels will

he raised.

Even in those settings where persons are apprehensive about busing to

achie racial desegregation in schools, concern about the most appropriato

substantive curricular offerings is of paramount importance.

ADOIIIONAL INSERVICE COMPONENTS (RE: MULTI-CULTURALISM)

While substance of content is a primary factor in multi-cultural

inservice education, other factors warranting exposure to the teaching pro-

fession include the many agencies, commissions, assemblies and groups working

toward these SNMe ends. A partial list follows:

11) 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 Supervision/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) State and National Commissions on i il 1 kights
(specifically the Education SectIons)

(8) National Black Political Assembly

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

(10) National Conference on Urban Education

(11) The National Alliance of Black School Educators

(12) Americans for Indian Opportunity (Education Section)

7
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Publications, programs, concerns, resolutions, functions and compo-

sitions of these and other groups are of significance to the profession of

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

SUMMARY

Enservice education appears to be with us to stay as a means for

renewing the quality of service provided learners in school settings. Any

nation which expects to retain the level of literacy now enjoyed 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 needed new analyses and

descriptions.

This paper has attempted to suggest that, of all the possible dimen-

sions of inservice training needing 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 opportunities for America's children.

Multi-cultural education will become a major entityat least for

discussion--among those responsible for inservice education. It is our hope

that it will he 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 hy Jle American public schools.

r;
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!IINNFAPoIS PURLIC SCHOOLS/UNIVFRSITY OF `IINNESOTA

TEACHER CFNTFR:

IN-SFRVICF TRAINING FOR ()ITN CLASSROO1 TFACHERS

Kenneth R. Howey
University of linnesota

the primary intent of this paper is to describe how teacher educa-

tion, especially inservice teacher education for open classroom teachers, is

facilitated hy one model of th-: newly evolving 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 houndaries to the concept oc

Thrservicc"serves as the departure point in this clarification process.

In-serviceteacher education, even today, resembles a patchwork ouilt.

Ilasically the product of spare moments here and there, and usually those at

the end of the working day, it is usually a collection of remnants-- in

this case remnants of larger ideas and ideals:. Rarely has it served as a

conduit for major renewal. Rather, Iike the quilt, it affords the teacher

and the school system with some minimal cover and nrotection. what is

included in this patchwork? What is in-serviceteacher education?

In-serviceteacher educa,lon, as discussed in this pancr, is limited

to those activities specifically designed to resnond to the instructional

needs of teachers as defined by their particular classroom or school context.

ft does not include myriad personal growth activities, whether formally

engaged in or naturally occurring-- unless there is a deliberate Focus on

their anplication to the classroom. Neither does this definition include the

numerous educative experiences in which the teacher engages where the Focus

is on some clement of the sc',oling process but where there is little, ic any,

attempt to transfer the cont(ni of the experiences to his or her specific

situation. Also excluded in this concent arc the many educative experiences
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engaged in hy a teacher primarily to move into a role or career othor than

teaching. Personal growth, generalized and often requisite Professional

development, and career development can all contribute to hut are not synon-

ymous with in_serviceteacher education as described in this document.

There is no attempt here to ignore the considerable interaction

which occurs hetween these categorizations of teacher renewal nor to claim

them as inclusive. Nevertheless, attempts suc'7 as this, however basic they

might be, to better differentiate the types of growth experiences which a

teacher rINV engage in do serve a useful purpose. If in- serviceteacher educa-

tion is to become a more serious enterprise, a better explication of just

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 he resolved unless or until there is a

clearer delineation of what is meant hy hrserviceteacher education. The

patchwork of activities currently emhraced in some concepts of hrservicenot

only preempts conceptual advancement hut confounds relationships legally,

politically. and financially.

This delimited perspective of in-service education has been heln'ul

in defining responsibilities, both indepondent 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 arc described, its

contribution to (I) fixing teacher training more specifically in the context

of explicit progr:im or school renewal, and (2) defining parity in terms of

reciprocal services between systems is unders cored. The need for context

specilic in-service is usually intensified when efforts at comprehensive and

coherent program renewal are attompted. Such is the case in Minneapolis and

this concept of "context -Tecific" warrants further elaboration here.

1. ACI TRA N I NG IN THE CONTIAT OF SPEC IF IC SCHOOL SETTINGS

Historically, most efforts in hoth the preparation and renewal of

teahers have heen formulated on the basis of what might he called the

generalized needs of practicing professionals. Considerable uniformity in

prNctict: has allowed teacher trainers, usually located in colleges,

i:(2 rather standardized instructional offerings from which teachers



may select. Limited personnel resources as well as the logistical difficul-

ties of conducting training in specific school sites have largely precluded

teacher education responses hand-tailored to those needs of teachers created

by the unique demands or their specific school context.

Lertainlv,pre-servicetraining has heen fmineled on the assumption

hat a generalizee. 0body of knowledge and skills can he effectively translated

by the prospective teacher upon his employment into specific strategies

appropriate to his or her school context. ft is generally assumed that the

fine tuning recillired in this transition to a specific teaching assignment

teill come with fuller responsihility and more experience, especially when

supplemnted by thein-service offeri.;gs of that school and/or the larger

system. This assumption may be valid, hut nnly to the extent that pre-service

training is generally e-onsonant with the hash.. demands of the actual teaching

assignment andin-service offerings are in fact available which further reflect

the unique problems nttendant to that instructional environment .

lwo evolving phenomena, however, mitigate against the possihility

of [he ahove conditions. 1:st, there is more variance than ever in a host

of demographic factors in our country and this sugg2sts considerable differ-

ences between school'; located in different social setting and geographic

locations. Second, there is also increasing variation in life style and

value orientatior ..,ven within specific social strata and geographic locales.

This comhination has resulted in a greater expectation by the public of some

planned program variation or school alternatives from which they can choose.

histinct differences in school programs are increasingly a reality and these

variations, in turn, often call a r distinctly different teacher attitudes

and skills. Not only pre-servi-H)lit experienced teachers who were trained

for more multi-purpose mainstream se:hools are often not adequately prepared

to make :o) effective transition into school variations emphasizing a certain

value orientation or reflecting a distinct social or cultural need.

This is especially true when the second condition needed for effec-

tive transitioninservice educationis often little more responsive than

ervice preparation to the unique needs created by newly evolving expecta-

tions. That this is often the ease should hardly he surprising if one con-

siders that many school systems are also severely strapped in terms of needed

personnel --' resources to support continuing education. And often, when the



capability ._'xists to respond to the unioue needs of a new school direction,

t he ; 0- 5 r . i ce- - t he pre- --;erv i cc-- kno i edge- ha se needed to effect i ccl y

intervene falls short. By And Large, continuing or inservice teacher

tion Tonsored hy individual school systems has also focused upon the

generali:ed co;)erns oi more conventional :ch1 c-mtexts (this is not

say that th,..y are not more responsive to local needs than an institution of

higher education serving several systems and toy schools).

lur RtAtITY OF EXPLICIT SChOOL VARIATION

Both the Minneapolis School System and the University of Minnesota's

College of Education have contributed substantive resources to the develop-

...ent of a Teacher Center to i-ectify the above situation. A primary goal of

the l.enter is to explore HOW Teacher training, both pre- andin-service, can

be more responsive to the unique nc of teachers in the distinctively

different school programs (n.olvIng in Minneapolis. Such programs are a

r e a l i t y in Minneapolis for the Minneapolis school system is formally commit-

ted he action of tlie school hoard to move to systems or arrays of alternative

schools. A major goal is to oFfer a reasonable choice to r;l1 Parents and

their children in the school-;. Rather massive program renewal is already

underway in many parts of the city and substantial assessment of needs and

int(..re: has heen completed in all areas.

In a parallel context, the College of Education recently reaffirmed

mision to endorse the following principles:i t

Lil A major university college must engage in rosear.. h and exneri-
mentation in teacher training and not merely teacher training
as such. More scholarly inquiry i,. needed not only in terms

of the sso effective way to train teachers hut more impor-
tantly in determining which new and different teacher role
models may in fact he needed in the schools.

The conceruali:ation of teacher training programs cannot he
d-ne apart From specific school programs and prototypes and
the role-needs of teachers in those programs. That is NI say

that often the determinants of teaching effectiveness are .

,;;text specific. Suhsequently the teacher trainee goals
.:tressed in a training program should he role-tl.erived .rom

teachers oper,iting in explicitly defined contexts when possible.
the interse, ion of goals between these two systems is

tairly chylous air: 'he necessary .7ollaboration between them liAs
:ormali:ed hy the development of a teacher center.



ARRAYS OF ALTNRNATIVES

brief illustration of the planned program variation in Minneapolis

which calls for the development of systems or arrays of school aitern-

TiVeS may he helpful. The school community in any given high school atten-

.Hhce area either has or will have at least three different elementary school

proYrams, if desired, from which to select. Figure 1 below outliLes the

ystem of alternative schools in the Marshall-University High School atten-

dince area located in southeast Minneapolis, the area in which the Teacher

also operated.

Free School
Minimal Structure

F-12 Program

H.lem. School Al

\

FIGURE 1

Marshali-Univerity Attendance Arca

Integrated
l/a. School

71- .1. i\--1
(Flem. School I'd

1

\

Diagnostic-Proscriptive
Team Teaching

Non-Graded School

le

Schw)1 C)

Multi-Purpose
Conventional

School

(Flom. School
/

Middle School
With Multiple Pr'ogram Options

Secondary School
With Multiple Program Options

Nsically, planned variation occurs either between separate school

facilities in fairly close geographic prw'imity (as illustrated in Figure 11

where children were hused to the school of their choice or within larger

. Lool complexei". The .. latter neW facilities are large enough to house all

c.),)

Of)



the children form .ly enrolled in three or Cour smaller schools and incorpo-

ratedistinct variations within their physical facilities in order to better

accommodate different philosophical positions and organizational schemes under

the same roof. The type and degree of planood variation in each attendance

area is intended to reflect the degree of difference in thinking ahout the

goals and processes of schools which, in fact, exits among the community in

each of these attendance areas. Not only the actual degree of variation then,

;)Lit the type of options selected and programs designed does and will continue

to vary considerably from area to area.

MI: CRITICAL FIRST STFP IN TFACHFR TRAINING --BFTTER ARTICULATION

The delineation of viable alternative programs is a complex and

difficult process. Considerable time id effort have been taken by both

school and college personnel to bettor articulate some of the fundamental

value differences about the proces,; of schooling. The specific implications

of these different value positions have been outlined not only in terms of

differences in expectations for children, hut also in terms of differences

in physical 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 educ.ition professions have a basic

responsibility for better articulating v:.hat school options and teaching

models are possible. This articulation is a cornerstone 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 aiL. community determined to have more choice is naive. Too often

"gri s roots" ialtld Atcra:iticc school efforts have lacked the genuine

s..fll,ort of the participating professionals, the resources of the school

system, and needed teacher training. The result has been rather ill-defined

alternatives scattered here and there. Choice is a rather limited conc._,nt

in these and certainly not a prerogative ,!= everyone in the school

system. Rather, those parents most knowledgeable, vocal, or organized force

Hiange not choice. The translation of differences in value orientation

into specific cperational dimensions of schooling that are understan,!-ble

and consistent with that position is only the initial stop, A continuing

u

67



diA1,111u ails t h'iloW ic 1cc t N degree of school/community interation only

rarely attempted in public education. The actual id entification of what

ons, if any, are actually desired and feasible i a long and arduwi

fl to tiNy nothing of implementing them. It would be erroneous to

.,.gest here that the Teacher ater has effected such a utopian state.

)h. Iv, it has not. It has, however, squarely confronted the problem.

ting value differences about what elementary schools might do and how

might do It have been more clearly defined and school programs which

ry explicitly reflect desired differences are evolving. Building the

toln,Jat Ion for more context specific teacher training has definitely beguri .

w of the Tya ,er Center which has supported these activities

NPOT1S SCWOLS/IIIVFRSITY OF MINNFSOTA TEACHER CI:NM

The (:enter was Formally established through a contractual relation-

w,.en the Board of Regents of the University of Minnesota and the

,rd of Iducation, Minneapolis Public schools in July of 1973. The mutual

:ern for ;:ff?ctive teacher training, both pre- amlin-service which con-

trHuted to this more focused and formali:ed effort by the co systems was

,:ussed ca:-liec. The cehter serves the following general functions on

tot' he two !.ysterls.

I t set- ;III as N multi-faceted delivery system for train-

1:,-ograms in te ..du..-ation. In this role common priorities of the two

ni':ire identii: thc:- iddressed by projects and programs of in-

2nd Lurriculum development. When possible, all three of

ies are relati.d.

exampft a curticulno nr,,a of imqual concern may heln articti-

la'- this bridging between systems. The Minneapolis schools have a need for

ite ,rstinrtional leadership they move toward defining and implementing

..ariaiions in the schools' programs. The college has a basic

amplify its teacner training ca.dability. The development of loader-

hip training pioams by the Center in which both teachers and administrators

!!...rea.-:ed their ahility a train other teachers addresses both the fcomer and

I.1:,or need. This mutuality of interest is ext, led in several way:, by

tea,shing role modifications and curricular-role variations evolving out

4



of this del.. HI. inn It iple Opp() rtimi t i es for the col 1 ege to ew2age

in research ,evelopment in teacher training are facilitated in this

manner. The Center initiates many of these activities between the systems hy

assuming a "brokerage" role where there is A trade-off of personnel and re-

sources. Miler activities arc developed and supported through special Fund-

ing resources 01 the Center provided by the narent instituti- .with some

support from the National Institute of Lineation.

In a second role, the Center provides a resource Facility which.

Huh school and college faculty, administrators, community, students and

oth,:rs can at their discretion. Through hoth informiC and intentional

contaczs between members of these groups, new ideas germinate and new

to problems arc found.

The lounge-like setting of the Center contains several reference

And teaching resources which teachers, students, professors, and community

members mav avail themselves of. A variety of activities ranging from guest

speakers to ii forums on current serves to hring this cross section

oC people into the Center. It is not unusual on any given day to sec a

riety of people From the various systems sharing their ideas with one

another. While on most occasions this interaction remains at the sharing

level, projects ranging from the development of a new course for teaching to

morc compiicated program ploijiosil Is have evolved from the personal relationships

'..ormed or solidified at the Center.

In addition to the two majo. purposes listed above, -the Center is,

ill e\perimt.-nt in organi7;l'ionNI ff,vernNnce ;Ind diiferentiated

:he LeHter Are ir miwit p reater contro! hy the clienlele

7-hm . -i-7e in most organiration exAmrle of this

t 1,, proy ded an el ected coHl tee ror di.,1 r i hut i

i r 7o tL'Ncht:rs, Ii ii;, administrators iind community. This

the A.nter relates specific;.11y to the needs of personnel in

.\IternAtive': Progr:im and its --,chool commulity. This system of

.hool orHinollv funded by the \;,..ional Institute of

.rimen7;11 c hino I Prtwyam. Yet other programmatic resource:,

vt ;;Ijy r h. - i vie t out or a joint 're:lc-her Cent er Boni rd made up of-

r I I
. jn,! CimMilNity persons.

hr Centir j 5 ;iffed with r Hie school teAcher and administrAtors,

fa,uit% and ,c,)mmunitv oersonnel. kecause of the emohasis on
r.:()
t..)



collaborative approaches to program and staff development there is a

relatively flat hierarchical pattern in the organizational structure of the

Center. The Director or the Center, currently a public school person with

considerable expertise and experience in both program design and personnel

training, d'..-vetes 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 rather unique governance structure employed in the

Center.

First, there is an Administrative Cmmnittee made up of two Deputy

Superintendents From the schools and two Associate Deans from the college.

While this committee is empowered with final review of all major Policy and

program decisions, it functions primarily as an advisory body to the Teacher

Center Board and the Director. The make-up of this committee insures that

power people in th: larger organizational structure of both systems remain

i,rivolved on a continuing basis. The unique perspectives these People have

in terms of the need.: of .ieir respective systtis provide helpful Parameters

in which more specii priorities may be decided by others. PerhaPs

most hnportantly, .ttee rovides influential persons in hoth

systems with mor -" .ito each other's operations and the opportunity

er hue to e.p t work i i'd it hilsh ips are feas ibl e and appropriote

..)nes :ire not. t this point ti-ire appears to he a con' lerable

Ti) transcend historical perspeci: it,es and risk new relationships.

The H.icier Center Board is an eight-oierther body ;ippointed by the Dean

t!ie lLC of I ducat ion and the Superintendent of Schools. Its current

mcmhership is comprised of 1-10 college Departmental Chairpersons, two proft-

NAT, tt;:ltHIvr';, °He counselor and one parent. This Board has broad policy and

progrl- hi I I tv for the Teacher Center. They select the Director who is on

annual *eointment and with this person they review and approve the goals and

objectivei; of the Centc--. Their major responsibility, however, is to review

prilmsals jointly submitted by personnel from hoth systems for programmatic

Ji...elopment in teacher training or school renewal tii.rough curricular or

instructional development. They have an annual budget of sloo,(100, contriboti:d

f'Y the college and school to support such developmental efforts.

i 1 iuh.iic. i .nes for their decision-making ns well as an mple of the type of pro-

gram they sponsor will he illustrated more fhl:y later in this paper. The

point emphasi..:ed here is that this Board is responsihle for facilitating maior

70
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programmatic efforts. This teacher center, unlike many others, serves as more

thall a reSpOnSe mechanism to individual teachers. It also focuses upon the

larger que::.tion ()I wltrit I ieiWd and desi 1 in school and program renewal--

the contLxt which a any re-Te,:ts defines priorities for the individual

teacher.

rytiniSe .
lhe center attempt:-: to maintain N balance between advocacy and

1:inallv, there is an In-service Committee which makes decisions about

programs, reources, materialA and services desired by staff and community in

the .,;outheast Alternatives Schools where the Teacher Center is located.

HecHion,, about oF iiese services rest with a thirteen-member committee elected

and rtTre,-;entative oi the sr:\ area. Membership includcs seven teachers, one

AdminHtralor, three parents and two college faculty. The chairperson is a

teacher ON ohe-year assignment to the Center. He or she has major responsi-

hilitv for implementing an extensive needs assessment process (whic will be

detailed later), coordinaHng the committees' actitities and monitoring the

hildget for these services. Currently these moni..t, about $75,000, are part

01. ft'l; Experimental Schools contribution. As new Centers Are evolving in

other parts of the city, however, ttimilar decision-making structure has been

set zip with t,:ichers assumim4 primary IA:sponsibility for deciding how in-serviec

and carricn,

i

,onies and services al located hy : Minneapolis System are to

:hree inter-related decision-making bodie,, ;Ht..

core staff of personnel supporte jointly by the school, and thy

i

FrOM \IT And other external fund which the

Hie following is a hrief description of

tt He Center:

iwcsot ;,/:.11 mn ct i ohl IL' School s
Lint Pcr. :olnic

rt,-i or: \dmini st rat or F the Cynt c a etit I I s .1.cichcr (leo! - cot: -

11;1 ii erv i ces ;old lit 'low;

Hffice manager accept n i t secretary to Diret..tor

-11 rtne:t po I

Lypist: Clerical - works with bofh EXCHANU orojetl And Center stati

Common Coo rd in;rt-or: Loord inates i ty RcsotoH:c Vo I ttnt cer
_ _

stat t who rve hnildings, community and Teacher Center



lu 1:al Coordinator: Coordinates all student teachers, interns and other
;!! !...,.!!!!ents for trainees in SFA schools Liaison to Ill faculty and depart-

al Coordinator Social Workers: Coordinates (0.5) placement of social

- interns; trainer

:!ilom Specialists 15): Science, Industrial Arts, LaPO,Uage Arts, Creative
. Mathematics Resource teachers 1-.11- SFA schools serve NS curriculum
!lists and trainers for on-site workshops; assist teachers and others in

..ifying other training nued-; And assessing appropriate training programs
.! -laterial:;

A.Coordinator: Coordinates all SLA In-service activity chairs In-
!ommittee ,c(1 A'.rves that committee in N Staff role .serves in plan-

levelopment cc roc!!or Center programs

Development !(ipecialist/Schools: Directs (0,5) THE EXCHANC,E, a project
of succelul 511101: sponsored projects throughout Southeast

.--;ota And the La' er :detropolitan Nrea. Provides program services to
:-.L.!er Center 11).51 ix trrining and other coordinating services with

i t ent to he Open School

iri,Mtrol.).ram Dc-.elopment Specialist/College.: Develops training programs and
!.!nducts -Tecial training For MPS personnel; develops program linkages to
!ileagues in W.1; Functions in advisory role to Director in program develop-
Al at all levels. Serves NS 0 special liaison to NIE And OF personnel in

!st:mination Coordinator: Develops dissemination strategies and does train-
rilated to progr.. for THF FXCHANCF facilitation project

on Special Assignment (5): ):, leadership trainees they will assist
!.'ariety of activities and Center function:. working with various staff

on 1 wide variety of topics

Co()r,!inA.,,r: Processes all financial trrnsactions; maintains accounts
.! Higets; rranes travel and accommodations; participates in planning and
.elomenT 0, 01SO NSSUilleS training responsihilitie!A when time
i !able

.)ol Trainer: As.Aists both teachers in larger inneapolis system and

.y of linnesota with transition to open classrooms

LdHcation Director: Coordinates/develops all community education
a And classes for SFA area

( Ill 'I \' I '1' ;1 t on ( )

rganitation of the Center is reprcsented schematically in

FigAre .2. The functions or each of th,.2 decision-making bodies have been hrier-

1,1
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ly outlined, NS hove the responsibilities of the Director and the In-service

Coordinator. The respon-Hbill7ies of the program development specialist,

parent volunteer trainers and cadre teachers will become more clear as

specific training activities are described later.

How the partnership venture reflected in this orgoni:ational

stfucture achieves its primary goals is outlined in tho listing below. The

,jur go:Ils of the Center ;ire reiterated in the column

the target is For th,.se :oals is identified in the

on tho left margin,

center and the listing

in the right margin provides A fairly concise summary of activities sponsored

Hy the Center %dlich reflect each of these nmjor goals.

Smmmiry Of

linneapolH Puhlic Schools/University of "linnesota Teoeher Center Activities

ICHt ! the Cent (..r

(1) Provides ASSiStAHCC in
chAnges needed in 0 rgan-
11.,ational governance,
management practices and
participatory role:-; For

all who ;:re involed with,
mr affected by, 'the

schomling process

WhOM Does the Center
Serve?

-"linneapolis public
schools, with special
services and programs
f'or the Southeast
Alternatives Program
(through 1976) faculty,
staff, community,
stuiLmts, and odmin-
istration

How does the Center
Accomplish this?

-"Iodeling: the
Center's governance
provides resources
control by the ccn-
sumers of program
services through
tho Tew:her Center
Board and the in-
set-vice Committee
(serving SEA only)

-College of Nducation,
University oF "lionesota -Provides community
faculty, staff. students staff services to
and administration CL maximal in-

vol.-enic.nt of com-

munity individuals
and groups in school
programs

`.) ;
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-Continually conducts
ir'adershin develop-
ment training Pro-
grams emphosi:ing
particinotorv leader-
shin



(2iDeveleps and dmon-
,;trates coillholative
(!111./llAi models in

training And renewal
01. educational person-
nel And tihsequently

more collahorative
models in instruction
of children. The
!mijor focus is to

articulate and expli-
cate valid educational
alternatives.

CoordinAte, develop
and further acquit.;

resources to facili-
tate the organ.:a-
tional ch..velopment

of the pArent insti-
tutions

MinneAlolis Puhlic Schools,
with special services and
programs for the Southeast
Alternatives Program
(through 1976) faculty,
staff, community, students
and administration

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

-Minneapolis Puhlic Schools,
its personnel and public
clientele

-The University of Minncsota
ColIce of Fducation, its
faculty, staff and adminis-
tration

-Provides school and
college leadership
invernshins and
residency programs

.Providei: advocacy
intervention in ad-
ministrative units
of MPS and UM

Program design help
and l'unding of ioint
(MPS/UM) l Fr 0 pro-
grams in(pre-service/
in-service education,
curriculum develonment
(school and college),
and research

-Facilitate/respond/
advocate in-service
Programs for SEA
administration/
faculty/staff/
students

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

Provides for more
effective placement
and clinical train-
ing of pre-service
teachers

The staff an' Admin-
istration of the
Center maintain
multinlc agency/
personal contacts
to identify potect-
tial resources:
Assist in assessing
these resources.
The Center's Direc-
tor has primary
responsihility for
thi's; Function



Facilitates
Hnivert..ity personnel

in teaching/ self-
development/and
program coordina-
tion with the
schools

The Teacher Center
serves NS a focal
point or Starr
develonment pro-
gramming/Funding
from its parent
systems and because
of its unique struc-
ture is a major
focus of external
runding efforts For
hoth systems, 'IPS
and WI

, 11 fhe leacher Center will -'1iHaeap0 lis Public Schools,-Dissemination in-
serve a major role in its personnel and public cludes matei;als,
di.,:emination or alter clientele personnel contacts
native programs and and model trans-
ot her n fo rma t ion: -The University or 'lin- porting. In this

internally to its con- nesota College of Fduca- latter case it

stitucncx (schools And tion, its faculty, includes design and
ersityl and exter- and administration instruction in

HAIN; to A hroader maungement concepts
education community -The State Department of and For the Parent

Fducation, 'linnesota institutions,
includes Personnel

-Puhlic and private school services from the
personnel of the Center to train,
metropolitan area, state, ndise and reinforce
and national new structures.

-Teacher udt,cation personnel
of the colleges and univ-
ersities - state and
national

Those trainin,; activities sponsored by thc Center which fotis specif-

on the needs of personnel in open elassroms and schools are addressed

next. However, it may he helpful to the reader intere:-tted in thc broader

qpestion or partnership between community, .;chool and college to first brief-

ly revie the summary or activities which '1*; authcr believes a jointly

i
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collegcHchool-sponsored t icher .cnter can facilitate. he question of "why

t wi I 1 1,) I i. ,o 1 i i t cony i TIc i ni responses. The roll r

ria jor ict vit les out I i ziho!,., play Hull ne of either le:;ser importance in

miny a a rcrea': thin they in l inneanolis or of considerahle concern hut

hetter confronted in other ways. Nu strenuous advocacy position is taken
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mass," approaches to program and staff renewal;

(8) the generation of monies quite possibly not available to either
system independent of the other;

(9) the development of short-term critical problem-solving task
forces made up of personnel 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 needed.

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 experience-based and child-centered. Functional approaches to learning

skills arc stressed and embodied in self-managed, individualized instructional

formats whenever possible. Marcy 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 easily mastered in a

short time, however committed and resourceful the persons involved may be.

Certainly, there was considerable effort in arriving at consensus

between staff 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 staff and parents. A brief listing of some of

these overreaching goals and principles agreed upon should further elucidate

the nature of open classrooms for which teachers were trained in Minneapolis.

Marcy Open School Goals for Children

(goal statements were also developed for parents,
staff and administrators)

We want boys and girls to read, write and deal with
mathematical concepts confidently and effectively.
We hope the way in which children gain these skills
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enables them to enjoy reading, writing and using
numbers, and that they use these skills often.

(2) We expect children will take increasing responsibility
for their own learning in all areas--social, physical
and academic.

(3) We would like children to learn to make 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 aware 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
needs and interests.

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

(4) Curriculum stresses 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 people, 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 heen translated into action.
f)8
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Marcy Open School is designed to promote a child's
social and emotional development without neglecting basic
learning skills. Students and teachers at Marcy arc
grouped 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 hy tables and chairs of varying sizes, low
dividers, and open floor space to accommodate changing
projects and allow the child to choose the place where he
works best.

Most families are composed of two teachers, a varying
number of aides and ahout fifty-five children. Four of the
families include children ages five through eleven. A

fifth family 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 classroom arca is composed of moveable learning centers
that can he converted at any time to suit a new interest.
Teachers encourage children to investigate the materials
around them and to assist each other. Whether a child is
trying to thread a sewing machine, mix paints or set a
typewriter margin, someone is ready to help him.

Every family, 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
seasons change, science centers expand to include outdoor
studies and ecology projects....

"Whole school" centers housing special equipment and
instructions are used by all the families at Marcy. A media
center combines library facilities with listening tapes,
film strips and recording equipment. Tho "librarian" in-
troduces children to a variety of learning media which she
encourages them to use at their own skill levels.

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

Photography students, who operate their own darkroom
in a converted closet, sometimes provide photos for the
SNA newspaper. Students also do Xheir 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 zis 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. Initial concerns and

anxieties were considerably reduced. This writer spent the majority of that

second yeac 1972-73,as a participant-observer in the open school. The primary

purpose of this effort was not only to better assess what assistance teachers

new to an open environment felt they needed but to systematically observe and

analyze what teachers were in fact doing differently in this setting. Cooper-

ation from the Marcy staff was excellen due in some respects to the fact that

the author and other colleagues who assisted in this analysis were involved in

the school enough to he 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 interrelated program of pre- and in-service

training for open classroom teachers. 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 teachers 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

classroom teaching,were definitely high priority needs. The fact that further

assistance was desired by teachers in these areas indicated that more emphasis

he placed here than previously had been in more conventional training programs.

Priority skills identified for open classroom teachers arc listed below.

Priority Goals for Open Classroom Teachers

(1) Teachers should have skill in acquiring information about a student's
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.

(4) 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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(5) Teachers should have multiple strategies for integrating desired goals
in learning activities. eachers should be able to select organizing
centers which integrate cognitive, social and attitudinal concerns
simultaneously.

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

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

(8) eachers 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.

(9) 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 effectively together in a group.

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

(11) Teachers should have multiple strategies for systematically observing
and recording in the school environment what choices children make in
terms of task, play and social interaction.

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

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

(14) eachers should have specific skills in assisting students with not only
written language skills but oral interpersonal skills.

(15) Teachers should be able to employ multiple strategies for the application
of "basic skills" to solving problems. Teachers should understand
multiple problem-solving approaches and be able to assist youngsters in
an appli .1 skill approach to learning.

College personnel, either with come experience in the British

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

involved from the beginning in the development of the Southeast Alternatives

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

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

and viable options for the public to select from. The professors brought
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needed skills to bear on this difficult process, however. They assisted n

the selection, design, and 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-

ate 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

effort werejustified 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 personnel not only in the planning but in the actual operation.

A very real 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 Teacher Center. A basic concern was how to release the two outstanding

teachers who had been selected to participate in the training of pre-service

teachers 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 Minneapolis System were released to do a ten-week internship at the

larcy Open School. These teachers were selected on(l) the basis of their

leadership 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 were no major problems in scheduling these
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experienced and highly qualified intern-teachers into a teaching schedule at

the Open School that released the selected open school teachers. They could

then team teach with the college faculty and the pre-service teachers in the

Teacher Cent(r.

While the focus in this paper is onin-service education, a few words

ahout the pre-service project may he helpful, especially since experienced or

in-service personnel played such a key role in it. Planning between teachers

and professors took place in the spring and summer of 1973. Planning for the

training program utilized the needs 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 early as
possible in his training programs, that he taste fully of the real world
of education, f:-om classrooms to school board meetings.

(3) That the student's learning be personalized and individualized as much
as possible. That learning experiences be developed which have multiple
entry points, learning paths, and exit points. That modules or courses
contain flexible time boundaries.

!4) That students have more formal opportunities to negotiate and choose 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 more interdisciplinary planning and teach-
ing within areas 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 experience in open school settings.

(8) That students he engaged as often as possible in the decision-making
process of the program.

(9) That advanced graduate students in counseling psychology be incorporated
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 he incor-
porated into the program.
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That continued, close affiliation with a professor and a classroom
teacher bo arranged to insure maximal understanding of and support for
each student throughout tho project.

Some of the more distinctive elements of the program were the

attempt to use such processes as goal setting, record keeping, maintaining

a flexible physical environment and interrelating curriculum as organizers

for sttkly, as well as the more traditional discipline oriented course orga-

nizers such as math, science and reading. A second basic modification was

to havo the students work with curriculum specialists in an area such as

physical science on a recurring basis over six quartors'rather than three

times a week for ono quarter. The facility utilized in the Teacher Center

also c.)on took on many of tho characteristics of an open classroom. At

least one teacher was availahle to work together with professors in the

instructional activities held in tho Center every Monday, Wednesday and Fri-

day afternoon. (Tho earlier contributions of college faculty did much to

induce the support of both parents and fellow teachers in having the selec-

ted teachers regularly leave the classroom to work with pre-service teachers.

The same could he said for their willingness to work with them as students,

first on a hi-weekly basis and eventually on a daily basis.) All day Tuesday

and hursday were spent in the Open School. The in-service teachers who came

into the Center to teach took thepre-sorvice teachers hack out into their OhM

classrooms 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 organizational scheme.

THE 1N-SERVICE COMPONENT

he experienced teachers selected for the internships in the Marcy

Open School engaged in a variety of activities during this ten-week expe-

rience. They took part in a number of structured observations in order to

analyze patterns of movement and behavior in the classroom. They assumed

hoth focused and total teaching responsibility. They were involved in weekly

seminars, where many of the same activities and materials designed and devel-

oped for the pre-servicetoachers in the project wore also appropriate to

their needs.
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Figure 3

PROJECT OPEN-PROGRAM STRUCTURE

Clinic and

Field Experiences

Teacher Center
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This relatively short experience had an effect that in many ways

paralleled that of the Open School teachers after their first year of teaching.

On the one hand, there WAS now a greater commitment to this type of instruction--

in most instances anyway--while on the other hand, there was a much greater

awareness of the difficulty of the task arli 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 staff 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 experiei)cos which

would he provided these teachers would hopefully allow them in turn to facilitate

quality in-service for their fellow teachers.

Staff at the Center were committed to the concepts outlined earlier

in this paper. They felt in-service teacher education should focus upon the

specific instructional needs of teachers, especially when those needs were

rooted in and consonant with a coherent and explicitly defined school program.

The staff identified what they thought were 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 needed? A

number of critical ingredients were envisioned for this type of in-service to

become more of a reality. First, teaching should ideally be engaged in by teams

or small support groups of teachers who arc highly differentiated in their

roles hut at the same time complementary to one 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 purposes. Second, 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. Someone who could not only provide a daily

model of instructional skill but who could intervene in their actions as well,

on a continuihg basis, is needed. In immmary, the following conditions were

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

(2) more differentiated and complementary support roles among
teachers working tog('ther,

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

LI) more sophisticated skill training in working together for
small instructional units of teachers who are, in fact,
working together,

(5) more sophisticated skill training in and emphasis on collabo-
rative planning and structuring diverse learning environments
and less emphasis on "interactive teaching" as the nrimary
role expectation of teachers,

(o) more sophisticated strategies for observing various dimensions

of teaching and learning behavior and skill in sharing those
observations with one another as a primary means of improving
one's teaching,

(7) more sophisticated skills and strategies for collecting data

about what is happening in all dimensions of the school Pro-
cess.

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 people 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

system is (a) experienced and knowledgeable about the present system, (b)

aware 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 teaching responsibilities 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"

concept.. It posits that the.more the scope of a plan for change or renewal

expands beyond a visible program unit such as a team of teachers or perhaps

an entire school-- if it, in fact, has a cohesive and interrelated program--

then the more likely it is to fail. Interrelated school renewal is best

effected in relatively small units of four to eight people.
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The primary goal or this training proUalll 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 renewal

and attendant staff development orin-service training is attempted by a

variety 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

skills, or space or even to other curricula. Rarely are changes made in the

context of a more consistent and coherent school program. The basic strategy

selected then to achieve more coherent school programs and also to provide

continuipgin-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 a 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 leadership within limited spans

of control.

'Funding was generated through the Center to support the training

of teachers for this role during both the 1974-75 school year and the

following 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

he 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 needs and interests of teachers, students and community, and (c)

matching these choices against available resources.

The following skill clusters were identified as possible outcome

objectives for the participants in the program to select from:
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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 dialogue 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
strategies for systematically describing different dimensions of
teacher-learner behavior. The participant is trained to systemat-
ically collect data on such school occurrences as communication
patterns, social interactions, cognitive patterns, non-verbal
behavior, and student interaction with the environment.

Staff Differentiation Strategies: A focus upon explicating alter-
native teaching 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 needed in these roles and
;-vailable training materials for acquiring these are part of this

process.

Staff Collaboration 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 types

of data need 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-

ities 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 earlier in the

overview of project purposes. Core staff from the Center were assigned to

hoth the role-alike groups and the teams and worked with ie trainees not

only in the Center hut 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

early to adequately guage its impact, some current impressions about this in-

ervice component as well as thepre-service training can be shared. What has

this programmatic effort contributed to the parent institutions which spon-

sored it through the Teacher Center?

School System Benefits

(1) The school system has had considerable input in assuring that both pre-
and in-servicetraining 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 arc continuing to meet en 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.

14) 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.
he college has some new training and curriculum materials.
The college has a model for a more diversified training format incorporating



practitioners into the teaching as well as the superviory comp()

nent of a pre-service program.

(21 lhe 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 teachers
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 equal representation il policy

making. It must be reflected in mutual benefits, probably not otherwise

achieved, for both systems, in terms of their programs and staffs. Collaboration

which achieves this type or 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 education needs of

experienced teachers in order to maintain numbers in its programs, arc unfor-

tunately limiting. In the crassest sense this often becomes primarily a

trade-off of bodies for credit hours. Parity is little more than an economic

principle in this type of relationship. When, however, college personnel arc

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 teacher training. Until and unless this

happens, colleges cannot expect school personnel to contribute more to be-

ginning teacher education than a general monitoring of student teachers.

The joint programmatic effort described here illustrates the multiple trade-

offs generated 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,

but 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 easily resolved in any event.

But, if more serious attention is not given to (1)what are fundamental, yet

legitimate, differences in expectations for schools and teachers in those

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

This paper has focused upon an interrelated program effort which

is an attempt, as stated at the outset of this paper, "to meet the needs and

problems of teachers which are peculiar to a specific school situation" and

explicit school philosophy. This paper 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

least make mention of several of the more substantive efforts in this direc-

tion. Fhe interested reader may receive more complete descriptions of these

activities upon request to the Center.

Th e ln-serviceCommittee has developed a comprehensive needs assess-

ment procedure for each of the schools and school communities in the South-

east Alternatives System. Both collective as well as individual needs are

inventoried. The assessment process examines not only what is needed and/or

desired hut the type of training model desired, and who might best provid,'

services and when. A liaison person from the Center is assigned to each

school and plays a critical role in insuring an effecive response to each

school's needs. The liaison person to Marcy Open School served in this

capacit 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-serviceand program renewal activities. In

turn,the children under their tutelage arc supervised by a few professionals

and a number of trained volunteers in activities in the community. Not only

do the children learn from these experiences but often they make a real con-

tribution in terms of some expression of community renewal such as landscaping,

cleaning or painting. his is one of the more ambitious projects evolving out

of the In-serviceCommittee format, as it has responded to a broad range of

parent and teacher net:ils ranging from purchase of specific materials, under-

writing expenses 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
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the more conventional school curriculum areas of reading and mathematics hAve

worked extensively with teachers 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 developmental

counseling and two resource teachers with expertise and experience in open

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 principles arc

appiied to designing curriculum activities, interest centers and diverse

physical environments, 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 coned::: ofin-serviceespoused earlier in this

paper.

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 Dissemination Board to share their experience with

other schools. State Facilitator Projects have been established as regional

linking services to assist local districts in exploring cost-effective and

exportable materials and resources consonant with their interests and needs.

Two of the State Facilitators arc housed in the Center. Not surprisingly,

they have had extensive experience in the development 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 contacts 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 he provided here,but already too much positive

has been implied in this paper and there is the danger of the distortion Pro-
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vided by a publicist approach. Regardless of excellent progress in many

respects, the Center, even with considerable support, 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

occurred at others. The leadership role for teachers did not emerge as

clearly as desired. The undergraduate component, while very effective in

most respects, bas 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 teachers, multiple but interrelated governing structures,

clarification of reciprocal roles in training and a balance between the pro-

gram and the individual arc critical concepts in defining and implementing

effective in-service. Hopefully, this brief overview of how these concepts

have been approached in Minneapolis will facilitate their clarification and

deve lopment by others.
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CHANGING REALITIES:

JOB-SHARING, LEGISLATION, EARLY CHILDHOOD EDUCATION

Bruce R. Joyce
Stanford Center for Research and

Development in Teaching

hi this section, Marsha Weil, Ralph Pais, and Winifred Warnat deal

with the problems of creative authority from three perspectives. Looking

at the chAnging work world, Weildiscusses 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 prohlems in legislation and forecasts alternatives for dealing with

inservice legislative and funding questions in ways which will be responsive

both 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 arc 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 teaching functions has been hierarchical in the past, with

one individual playing the primary role and aides or assistants performing

secondary tasks, contemporary concepts of job-sharing permit several persons

to occupy professional positions, which arc fewer than their number, as equals.

In other words, two positions might be shared by three human beings, or

three positions by five people, or one position by two people. Weil believes

the concept of joh-sharing can affect teaching in a variety of ways.

First, teaching is such an intense activity that full-time labor at it is
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emotionally and intellectually fatiguing. Job-sharing, by reducing or

changing the burden on the individual, may encourage more productive teaching.

SeLond, 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 piece 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 teacher can be released for sustained and

intensive inservice work; however, where individuals share jobs, the freeing

of time is guaranteed. It may be, in fact, that teachers should spend a

portion of their professional time which is freed from teaching participating

in lnservice activities, and the remainder in developing themselves in their

own ways. In summary, Weil points out that as the income Troducing roles

are shared in more and more households, it becomes possible to conceive

of a greater variety of professional persons participating in the roles

of the teacher. A smaller proportion of time is spent in professional life

and, moreover, that time can be divided between professional performance

and professional study.

Pais has written an incisive and cogent paper about the problems

of- inservice legislation. Pe states that the present legislative picture

in most states is relatively chaotic, with very few states having anything

approaching a general authority for inservice teacher education, although

they do have the responsibility for credentialing teachers and overseeing

local school district programs. Pais believes legislation should be created

to provide a general authority to the state to institute inservice programs.

This issue raises some questions: Should there be policy direction and,

hence, control from the state level, or should the state develop general

funding authority and allow local education agencies to determine policy?

Should there he a uniform state policy which mandates programs of various

kinds, or should individual districts develop programs which follow state

guidelines?

Pais .uggests it may he best for states to have coordinative 4

;iuthority and provide incentive funding for innovative programs to be

developed by local agencies and monitored by the state. Alternatively, the
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legislature could provide funds, directing the executive to develop programs

and the policies to control them. A third possibility would he for the

legislature to mandate programs as well as specify their nature. The pros

and cons of these approaches should he debated and clarified by the states,

with an aim toward developing general principles for defining legislative

and executive roles in developing inservice teacher education programs.

s Pais points out, there is considerable distinction between

the generation of authority for inservice education and the creation of funds

to support that authority. In some large states, there arc presently

many pieces of lugislation related to inservice teacher education which are

not hacked hy any funding authority. For example, some states have given

local districts the authority to create hilingual/multicultural programs

hut have not provi(led the funds to support these programs at the curricular

or inservice level.

Another problem discussed by Pais is that of orientation. Specifically,

the issue of the credentialing versus the programmatic orientation to inservice

teacher education needs to he 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 heing 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 inservice training. Although numerous forms of

orientation exist, the authority to create inservice education should

include the authority to require the participation of teachers \t the same

time, the authority could permit wide individual discretion as to choosing

particular activities in which to participate.

A general legislative problem is that of reconciling the state

authority, funding, and monitoring functions and the maintenance of program

relevance at the local level. For example, in the arca 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 needs of the communities they serve. Inservice education must be

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

which insure that relevance. 118
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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

education. Often, programmatic legislation specifies that there will be

some inservice education, but it fails to provide a proportion of the

legislation in that direction, 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 yet this is

being done again 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 use in developing units of inservice training. Models

should be developed which will guide the formulation of inservice

legislation so as to give proper regulatory authority to the executive

branch, while providing, at the same time, contractual models for local

education agencies, teachers, and institutions of higher education to use

in developing programs which arc appropriately sensitive to local needs.

In her paper, Warnat deals with issues related to early childhood

education, pointing out that if, as appears to be the trend, the school is

going to extend downward to encompass younger children, two vast inservice

problems will immediately arise: Teachers presently working with older

children will need 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 arc different from one

another.

Warnat's paper evolved from a conference involving a number of

leading educators, representatives from teacher organizations, specialists

in early childhood education, and Dr. Floyd 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

education process, and that the generation of appropriate in,iervice teacher

education 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 educate younger children.

Weil, Pais, and Warnat have discussed three controversial issues

which must be considered by the inservice teacher education enterprise. The

need to deal with the issues of new job concepts, inservice legislation,

and the formal education of younger children has been expressed by many in the

education community. These papers represent a preliminary expose of

contemporary ISTE problems which will require a great deal more examination

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

Marsha Weil
Stanford Center for Research and

Development in Teaching

INTRoUlICTION

Thu purpose of this paper is to explore the concept of job-sharing

as a vehicle for inservice education. Job-sharing appears to have distinctive

advantages which counteract many voiced obstacles to present inservice efforts.

My approach is frankly speculative. I 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-

erature on inservice education and into the consciousness of policy makers

currently considering alternative arrangements for inservice training. Job-

sharing is an imaginative idea that I believe merits serious consideration.

Any idea that reflects genuine social change runs the simultaneous risks of

being superficially attractive because it is different and of being

dismissed as too impractical because it involves so much change. I would

hate to sue this happen to job-sharing,particularly at a time when new insti-

tutional arrangements are badly flooded, and this is one of genuine promise.

Joh-sharing includes two patterns of job allocation:

III The first refers to full-time employees

sharing a full-time assignment in order to bring greater

variety in their vocation,reducing stress and boredom.

An example is factory workers rotating assignments. This

pattern of job-sharing emphasizes 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
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of persons. These persons work somewhat less

than the full-time work week, hut they do not

lose the status of responsihility accorded full-

time personnel.

Both of 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 joh-sharing hoth in the overall employment

and career context and in the education profession. Next the paper examines

some case studies of joh-sharing and the apparent implications of these ex-

periences. Finally, some potential relationships between inservice training

and joh-sharing are disc:,ssed.

WHAT IS JOB-SHARINW:

Job-sharing is a general term encompassing many variations in work

arrangements. Much of the terminology and distinctions for job-sharing arc

discussed by P. hickson in his book ih
(1)

e Future of the Workplace. Terms

such as "job-splitting," "job-pairing," and "split-level" are all used to
(2)

describe variations of job-sharing in recent publications. In education,job-

sharing hears a strong resemblance to team teaching and differentiated

staffing, but the differences, I will discuss later. In this paper the defini-

tion of job-sharing which will emerge addresses itself exclusively to the

teacher role (as opposed to the paraprofessional or assistant teacher) and

to the problems inherent in that role as currently conceptualized. Its 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 equal responsibility for an entire program. Although time

is usually thought of as a major feature in job-sharing, I do not feel it is

the defining one. Most job-sharing does involve less than full-time work, but

joh-sharing can occur between full-time employees.The three essential elements

as f sec them arc (1) common roles, (2) equal power and status, (3) equal respon-

sibility for a total program. Job-sharing defined in this way necessarily

involves mutual planning and coordination. It involves sharing the emotional
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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 are often employed to assist in reading

or language groups or to tutor individuals in basic skills. In the upper

grades part-time teachers may teach one or two classes in a special subject

area. Part-timers in education do not share equal responsibility with the

classroom teacher for the total educational program and do not have commensurate

power and status. Generally speaking, part-time workers differ from full-time

employees 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 segmented 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 aLDut 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 xactly the same as job-sharing and cannot accomplish the same function

for individuals or for the profession as job-sharing.

As we shall see 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

50W50% to 80W20% 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
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newspaper article. I was immediately attracted to it because I saw the pos-

sibility through job-sharing of gaining teachers' time and energy to partici-

pate in inservice education. I also saw job-sharing as a means of employing

many of the trained teachers who are unable to find teaching positions.

I would like to argue that through job-sharing the oversupply of teachers can

he utilized to facilitate inservice education and provide new, alternative

career patterns in teaching. lt is in this sense that I see the present

oversupply of teachers as an opportunity rather than a problem. Job-sharing,

in other words, could facilitate employment for the unemployed and inservice

edueNtion for everyone.

Finally, peoples' values concerning work arc 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 leisure or other

interests. Women (and men) who wf.Int to combine a career with families are

interested in sharing professional responsibilities.(3) Finally, the time

has passed when people arc willing to work at one task, or even one career,

for a lifetime. Many people want opportunities for variety in professional

responsibilities and multiple careers. I feel that new organization and

career 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 areas where there is an excess of already

trained Nrsonnel. The trend, instead, has been to place these unemployed in

new professions or jobs that draw on their existing skills.

The idea of job-sharing in any field makes three important assump-

tions :lbout people and work. First, it assumes that there are a number of

people who are in a financial position 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 people have the interpersonal skills and capacities to

co-ordinate, share and together cope with problems that arise. On the whole I
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think these assumptions are reasonable. Two-career families are becoming in-

creasingly common. Many couples see their partner's earning power as providing

flexibility in their own careers. At times, one 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 individualeon-

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 I see the teaching field as an especially suitable candidate for job-

sharing. There are few jobs as complex and demanding as teaching. I can

think of no other profession where one individual is assigned to manage,

(liagnose, organize, instruct and monitor the intellectual, emotional and social

development of thirty children simultaneously for a minimum of five hours each

day.

During the past seven years many teacher educators have been busy

reconceptualizing their training programs. In the process, teacher educatorshave

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 simultaneously; any one of these jobs

would be a challenging career 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 teachers feel overworked and very tired at the end of

a day. Although they have little enthusial.m, 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 arc showing stress symptoms of battle fatigue similar to that

observed in soldiers during wartime--high blood pressure, depression, headaches,

lowered self-esteem, stomach and sleep disturbances. He attributes this to

the threats of violence from students coupled with lack of administrative
(4)

support for the conditions. Under these circumstances it is hard to imagine

125
1 117



teachers being positive and futuristic in their professional orientation.

Pealistically,inservice educdtion cannot hold much appeal to people in these

emotional and physiological circumstances.

It appears to me that job-sharing offers the possibility of increasing

time, energy, productivity, colleagiality and job satisfaction, all factors

mitigating the effectivencss of current inservice efforts. My first thesis

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

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

for additional professional training. Consequently, if we arc to increase the

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

of staff utilization.

My second concern has to do with the structure of education as a

profesion :Ind its limitations for varied, complex career 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 retiaining and credentialing. Teachers, especially now

in a period of job shortage, either continue functioning in the same job for

many years or they tire of teaching and quit, seeking new types of work.

Teaching is not the only profession saddled with a problem of

vocational homogeneity. Social workers, for instance, find client contact all

day long repetiti'..e and exhausting, despite their basic orientation to people

and the intrigue of the particular case. The irony in this situation is that

of all the professions, teaching is uniquely rich, ascribing the goals and

purposes of many fields 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 asset. (This requires looking at new organizational and staff-

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 -;tructure as a life-long

Rrofession _one_with many interesting career pat. Is and possibilities. It

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

increase the day-to-day manageabilityof the job.
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My last reason for advocating restructuring staff-utilization

through job-sharing is due to the enormous informational base required to be

an effective teacher. Few professions encompass as many fields of knowledge,

techniques and skills a:, teaching. It is unrealistic, I 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 a 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 actual professional preparation. I prefer to view preservice as an

"orientation" to the profession, an opportunity for college students to see

what teaching is like, rather than as preparation 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 substantial 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 need for able personnel and ending the conspicuous

waste of the training of educated women." (5) 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 earliest and few reported studies of job-sharing. A

second study, Joh-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, nrincinals and

teachers in the job-sharing concept,drawing on the recent experiences of
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schools in Palo Alto and Union City. These three case studies arc helpful in

examining the attitudes of administrators and teachers toward job-sharing,

and the ways job-sharing has operated,particularly in teaching situations.

In [965, Catalyst conducted a survey of some seven hundred school

systems about their experiences with part-time teachers. Many of the items in

this questionnaire reflect the initial concerns often voiced against job,-

sharingissues of scheduling, professionalism, absenteeism, unionism. The

results of the survey were startling in the contrasts between the responses of

superintendents 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 arc 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
absenteeism than full-time teachers (frequently less
so, it appears); they measure up well in all the
professional criteria; they show no tendency to
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 teaching--two
fully certified teachers share one full-time teaching
position, one teacher 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, profes-
sional responsibilities. The partners meet together
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frequently, confer even more frequently by telephone,
usually arrange to substitute for each other when necessary.
Partnership teaching, in short, is a very special form of
part-time teaching, 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 are 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, second, 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 fresl s, styles and strengths of two

people. They appreciated the benefits having two points of view on their

child. Principals expressed the feeling that they got more than "half-time

worth" from the partners. The teachers 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 Monday

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 one 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 areas.

l;enerally both tealiers in a pair participated in pupil evaluation and parent

conferences while responsibility for staff meetings and school business was

shared.

Initially 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 responsihle...with a compliment or a problem." Another common

fear was that the other teacher would he "liked best." Again, all the sharees

agreed that they soon forgot about "being liked best." Both the Catalyst

Report and the Santa Clara Symposium cited the major problem arca in job-

sharing as the greater communication load. Apparently, to .overcome this problem,

all joh sharees spent a good deal of time on the telephone and developed

elaborate 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 aiwunt of time and energy needed for communication diminished

after several months.

Joh sharees spoke of a numher of advantages in job-sharing. They

felt that students received attention and quicker feedback on their work and

papers. With two teachers working, each 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

hud more time, energy and desire to prepare for teaching. The last advantage

concerns the rewards of colleagueship from job-sharing. In general, the

teachers felt that contact with another adult professional made for better

teaching. They found the sharing of ideas satisfying, increasing their

motivation.

PATILRNS OF 1NSFRVICF EDUCATFON AND JOB-SHARING

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

is increasing the manageability (and flexibility) of the job to permit more

time and energy for advanced professional training. The second goal is

altering the structure of the profession in order to create diversified

career patterns, greater sTecialization and increased colleagueship. The

third is improving professional training by increasing the scope and depth

of the curriculum. Several patterns of inset-vice education based on job-

ring can he drawn from these goals.

Option one I will call the Time-Saving Plan. The main purpose of
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this plan to reduce the usual teaching time and responsibilities so that an

individual can participate fully in regularly scheduled inservice "activities"

throughout the school year. A variation in this option is to share only the actual

time away for inservice work, akin to a permanent, scheduled substitutc. The

latter is probably less desirahle from the sharee's point of view and can easily

slip into part-time or suhstitute circumstances, rather than job-sharing as it

has heen klifined in this paper.

Option two refers to the Sabbatical Plan. In this option, an individual

takes an extended period away from all teaching responsibilities for intensive

inservice work. Another possibility is to alternate work and sabbatical periods

with one's joh partner. The Sabbatical Plan enables teachers 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 inservice training, pairing teachers of different

styles and strengths. In other words, job-sharing is generated not so much to

save time or energy for oneself 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 a teacher center or school-based, in-house faculty operation. He/She may

tor may noticontinue 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 example, a school center could serve different functions--

skills center, personal development education center, social action center, etc.

Teachers throughout their career elect many "teaching" assignments with quite

different roles and substantive emphases.

oh-sharing is a mechanism which permits individuals and school systems

the flexihility to bring each of these options into existence. For individuals it

generates time, energy, and a new, equally attractive work norm. For school

systems, job-sharing guarantees a steady flow of manpower to take care of the

institution's basic responsibility for the education 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 ISSUES

Ralph M. Pais
Stanford Center for Research

and Development in Teaching

There is a great deal of work being done in the area of inservice

education for teachers. Much of the work currently being done is directed to-

wards evaluating whether existing inservicc 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 education of teachers will be a stimulating and vital

process.

Many educators who are working in this area have expressed concern

over the possible existence of legal constraints. Although there appears to

be a general suspicion that there are legal issues to be confronted many

otherwise well-informed educators appear to he uncertain about the nature of

these issues. 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.

his 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 sets

forth recommendations for further work which needs 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 area and that this was a first effort to

identify issues raised by legislation. his assumption proved to be incorrect.

Several groups have been involved in the examination of legislation affecting

inservice. In California the Legislative Analyst's office (a branch of the

state legislature) has examined and evaluated existing legislation in this
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area and has offered new proposals. The Lawyers' Committee for Civil Rights

Hnder Law, a Washington,D.C. group, has heen working in the inservice area

for some time. At present they are preparing a compilation of all legislation

from the fifty states which relates to inservice. The California State

nepartment of Education has also conducted a national survey of existing

inservice legislation around the country although that work is now somewhat

dated.

Although these are the primary projects which have been encountered

thre can he little douht that there are others doing similar work. Further,

it is also likely that as the area becomes more "popular" more projects

will hc initiated and new legislation will emerge.

A second assumption which was made was that an examination of various

states' legislative approaches would he definitive in providing insight into

the inservice policy of these states. This assumption also proved to be

incorrect. One 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 arca. 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 education 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 arca.
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(Education (:ode Section 5761). The statute creates what is known as a

categorical educational program; that is, it is aimed at a specified target

group rather than at thc student population in general.

School districts arc not mandated to provide programs provided for

by this Act, hut if they choose to do so the statute sets forth components

which must he included (Education Code Section 5761.6). Included as a

required component is an inservice training program for teachers and aides

that is linked with an institution of higher education, which shall include

the estahlishment of a liaison with a nearby institution of higher education

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 California; inservice

training has not huen addressed as a separate educational concern. Instead,

as various educational programs have heen created an inservice component has

been attached. Since the Department of Education is also organized according

to programs this suggests that there may he only limited coordination between

the various programs. This approach also tends to lead to the possibility

that teaching personnel participating in various categorical programs will

receive far more inservice training than general teaching staff who do not

participate in these categorical programs.

A 1974 study of teacher training in California hy the Legislative

Analyst's office dealt with the inservice area. The following statement

contained in that report represents a useful overview of their findings:

We believe that the current structure and funding
of inservice training is in need of reorganization
and coordination. It is apparent that the myriad
forms of inservice training now offered by a variety
of separate agencies and pursued individually by
school teachers must be organized into an integrated
inservice training program (p.31).

The Legislative Analyst proposed 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 information dissemination center for effective programs, (3)

assist and review the development of inservicc programs on a regional basis

and (4) administer a grant program for 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.
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However, until the Legislature formulates a new approach to inservice

for California it is likely that the programmatic 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 be useful to their teaching

personnel. IN addition teachers will continue to take college courses during

the summer months. The incentives for participation in these programs will

vary although most will participate in irservice either to obtain salary

credits or to meet specific contractual requirements. In California there is,

at present, no statutory requirement that the courses taken be related to a

teacher's position to he useable for salary credits. It is possible that local

districts have adopted such rules but there is no statewide requirement to

that effect.

Perhaps the most difficult information to ascertain is how much

money is heing spent for inservice projects. Even if a state enacts the most

enlightened legislation (from an educational vantage point) if no funds are

appropriated to implement the programs then the legislation serves no meaning-

ful purpose. Further, an examination of a state's legislation alone sheds

absolutely no light on which programs arc funded. Even 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 hut 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 specified

percentage or amount of the money allocated for the program as a whole he

titili:ed for inservice. The decision as to how much to use for inservice is

left to the local school districts. Further, inservice projects other than

tho-;cs attached to specific programs will tend to he completely fUnded by the

local districts. Because of this, it would be necessary to study each district

(in California there arc over one thousand school districts) to determine how

much money is actually appropriated overall for inservice projects.

1Le Legislative Analyst's study found that "few districts can provide

exact informtion concerning local expenditures for inservice training. How-

ever, it is apparent that expenditures constitute considerably less than one

percent of a school di,;trict hudget," (P. 291

Colorado and Minnesota hoth take a somewhat different approach to

inservice than California. Although hot!. Ntates have enacted categorical
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programs which have inservice components very similar to those which exist in

California this is not the element of their approaches worthy of special

attention, since it is simi kir 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 arc valid for a five-

year period, and may he renewed for successive five-year periods upon

completion of a professional growth plan consisting of six or more semester

hours of renewal credit earned within the five-year period prior to the date

of application (Colorado Revised Statutes 22-60-107 (I)). Teachers are

responsible for designing professional growth plans which may consist of

college or university

approved inservice programs (maximum

of one init), supervision of student

cre(1its (minimum of two units, maximum of six units),

foreign study (maximum

(maximum of one unit).

inservice, all of them

of four

teacher

units), qpproved travel (maximum

or intern (maximum of one unit),

of two units), pfofessional development experience

Although only one of these options is actually called

fit into a broad definition of inservice which would

include all continuing education programs engaged in by teachers beyond that

required for original certification.

To be acceptable for recertifieation credit the individual teacher's

professional growth plan must be accepted by the local district board of

education. 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 university or

college courses which are taken for recertification credit must be appropriate

to the ,ertificate to he renewed or to the assignment of the teacher. Thus

an elementary teacher will probaoly 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

requirement; there is no such requirement

District inservice programs may

the district had a relevancy

in the California law.

also be used for recertification to
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the extent that the programs comply with criteria established hy the state

Department of Education (Colorado Revised Statutes 21-60-107 (2) (a)). The

Colorado Department of Education has prepared extensive guidelines and pro-

cedures for planning inservice programs for recertification credit. If the

Department does not approve the program it cannot he 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 are subject to approval by local district boards of education while in

Minnesota the state's regulations create local Committees for the Approval

of Prorams to qualify for the Renewal of Continuing Certificates in Education

(Education 516, Regulation Relating to the Renewal of Continuing Certificates).

these local committees are to he made up of four certificated persons elected

by certificated teaching faculty and certificated non-administrative service

personnel; two certificated persons elected hy the elementary and secondary

administration to represent them; ono resident of the district who is not an

employee of the district. The local committees are responsible for determining

the number of renewal units to he allowed for certain types of experiences.

These committees also have a number of other responsibilities including

evaluating the inservice needs of the district.

Both Colorado and Minnesota have, in effect, tied inservice education

to the teacher's credential or certificate. In approaching this area both

states have decided that decision-making must he done at the local level so

that the inservice programs which any group of teachers participate in will be

responsive to the needs of the programs in which those teachers are employed.

By requiring teachers to renew their certificates both states have

provided a strong incentive for teachers to participate in meaningful inservice

activities. In Colorado there is some control of inservice programs at the

state level because prior state approval is necessary for inservice programs

to he useable for recertification. lso hy requiring recertification much of

the focus of inservice will be in this area 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 if Colorado and Minnesota

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

the need fc)r continuing teacher education simply by requiring the renewal of

the certificates. What I am hoping to convey is the admittedly subjective

notion that 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 the,-ae as the other two states do.

Although this has becn an xtremely general treatment of the existing

legislation in these three states, I believe that it is sufficiently specific

tu convcy thc 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 area should be undertaken and it is my hope that the work done

to date will serve to direet the subsequent studies.

Perhaps the first issue which should be dealt with is the extent

to which inservice 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 pfograms which have required inservice

components. In Colorado and Minnsota inservice training of some sort is

mandated by statute so long as a teacher wishes to remain certified. The

issue 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 examine what the appropriate role for

state agencies is in this area. But we will initially 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 each state a number of

governmental agencies which separately might wish to be involved in the field.

Thus, it is necessary as a preliminary 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 educntional agencies

which might have an interest in overseeing inservice education: the State

Board of Education, the State bepartment of Education, and the Commission for

Teacher Preparation and Licensing. There are, in addition, myriad branches

within the

this area.

State Department of Education which might wish to be involved with
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It is also possible that a new agency might be created to deal with

inservice. As was mentioned earlier the California Legislative Analyst has

recommended that an Office of Inservice Education be created within the

Department of Aucation. The creation of such a new office might serve as a

useful means of establishing some coordination of inservice efforts throughout

the state. Other states might choose to delegate this responsibility to an

already existing office within their state department. What is extremely

important to note is that the relative 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 true.

It is also necessary to evaluate 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 nearly total authority to an educational agency. For example,

examining either Minnesota's or New York's statutes will provide very little

insight into their educational policies because the legislatures in these

states have granted broad rule-making powers to state agencies. On the other

hand California's legislation tends to be quite specific and detailed. The

basis and means of decision-making may vary depending on the role of the

decision-makers: state legislators or agency personnel. It is important to

consider the varying types of pressures that might be brought to bear on each

type of decision-maker and how states' policies may differ if for no other

reason than that decision-making authority is vested in different governmentL1

entities.

Another issue which is extremely important when evaluating a state's

approach to inservice is the role of teacher organizations. Teachers tend

to he represented by state affiliates of either the National Education Associ-

ation INEAI or the American Federation of Teachers (AFT). The relative

strength of each union and their effectiveness as lobbyists may have a

significant bearing on a state's approach to inservice. Further, the extent

to i,.hich ;1 given state recor,lizes collective bargaining for teachers may affect

whether or not legislation is enacted. For example, if one examines the
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statutes of Hawaii,very little dealing with inservicc 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 inservice will he seen as a negotiable issue.

As has already been stated,the issue of funding is extremely

important and must be carefully studied. If inservice programs are required

by statute, who should pay for 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 expense or should others pay a portion (e.g., teachers,

teacher unions or the state)? Further, if districts arc to be the primary

source of funding for inservice programs how will this affect the poorer

school districts?

primarily on local

to provide all the

If the financial burden for inservice programs falls

districts then the less affluent districts may be unable

inservice training which may be appropriate. Perhaps the

new approaches to school finance which arc being developed to comply with

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

for inservicc programs. (Serrano was a case decided by the California

Supreme Court which held that basing scllbol finances on assessed valuation

of property was in violation of the California Constitution.)

The legislation examined to date has been primarily aimed at

teachers. This raises the issue of whether teacher- aides and other employees

should be required to participate in inservice programs. Aides tend to be

noncertificated personnel but they nonetheless play an increasingly

important role in the classroom. If 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 evaluate whether these initial impressions of legislative issues are

accurate. As an initial step, meetings should be held with members of the

Lawyer's ComMittee for Civil Rights since they have collected the necessary

statutory material. However, this must be followed up with further work

because, as has been stated frequently, the mere absence of legislation is

142
124



insufficient indication that there is no state policy with regard to in-

service. I suggest that additional states be studied in the same manner that

California, Colorado and Minnesota were examined. The number of states which

should he examined is directly related to the amount of time which is avail-

able. In addition, it is extremely important that federal legislation be

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

federal funding is extremely important .

fn addition,more work is needed with regard to the issue of funding

of inservice programs since this is so closely related to legislation. A

useful starting point may be state budgets and their accompanying analysis

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 cond uct some questioning of teachers to determine the extent to which

they hear the financial burdens of inservice programs themselves.

I further suggest that a series of conferences be held for two basic

purposes: first, to discuss the legislative issues which have been raised, and

second, to attempt to draft new statutory models which could be useful to

states interested in taking innovative approaches to inservice. Persons from

all interest groups should he invited to participate in these conferences as

should state legislators who arc known to have an interest in education. once

all of these steps have-been completed it should be possible to introduce

legislation which will more directly address the educational needs of the

schools with regard to inservice.

1 4 3

125



kARLY CHILDHOOD EDUCATION:

A NEW PERSPECTIVE IN INSERVICE TRAINING

Winifred I. Warnat
Howard University

Aith the increased emphasis on inservice education for teachers,

the trainin:1 of early childhood educators assumes considerable importance.

Engulf- ,y critical concerns at the elementary and secondary levels,

incl le teacher surplus and stringent budgetary constraints, public

schoo ...us have been uncertain as to how much priority should be assigned

to early Hlildhood education, especially the education of children between

the ages of two and five years. Early childhood educationin the "child care

years- in p.irt iculartraditionally has not resided in the public school

system dcimih, hut rather has been developed within departments of welfare,

human ruourcus, and health, and in community agencies.

:lose responsible for public education are reassessing training

huutL im uArly childhood education area. Interest has been stimulated

by recent fcdcral legislation authorizing the early identification and

education of the handicapped in Title VI of the Elementary and Secondary

Education \ct. The implication of this provision is that classroom teachers

must he prupared to provide the necessary educational services for these

children once they have been identified. This will create a great need for

inservice training which becomes critical in view of the fact that not only

is thuri ..:lovement to serve young children with special education needs, but

there i iriputus for other types of inservice training in the early childhood

education Jrea as well.

ui! CHM!, LARE DOMAIN: QUESTIONS OF COORDINATION AND GOVERNANCE

Mie majority of early childhood education activities are carried

out My care" programs. These programs are generally conducted under the

aegis uf v:Irious public and private agencies,rather than by local public

school y,tvins. Because they arc conducted under the auspices of so many
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organizations and in such varied settings, day care activities arc charac-

terized hy 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 efforts within both the public and private sectors

as efforts 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 efforts 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 Services Act. The need 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 are added to the picture. The issue of whether or not a single agency

or organization should be responsible for coordinating child care activities

which encompass 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, inservice teacher education focuses

largely on two areas: (a) development of skills to improve competence and

(h) meeting of requirements for certification in order to legitimize

personnel.These fociarc particularly important in the arca of early child-

hood education, for the following reasons:

(1) For the majority of regular classroom teachers, specific

course work or practicum experience in early childhood

education is/was not a requirement at the baccalaureate

level.

(2) Much early childhood education is done by paraprofessionals

who may or may not have adequate training for working with

young children.

(3) Only twenty states have identified any criteria for
1)

certifying individuals to work in child care programs.
(

(4) "Mainstreaming" of handicapped childreo at the preschool

level has contributed to inservice training needs.

(S) The teacher surplus has stimulated school systems to explore
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early childhood education as a field in which experienced

elementary and secondary teachers could be employed, thereby

creating an inserviee 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

area of early childhood education, with the range of paraprofessionals who

will require training being quite broad--including paid aides, community

volunteers, and parentsdue to the structure of present early childhood

programs.

TRAINING APPROACHES

Because early childhood education is conducted by a broad spectrum

of agencies 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 earned or on the competencies

exhibited in individual performance.

Other than traditional degree programs in early childhood education

offered by institutions of higher education, usually through schools or

departments of home economics 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 field 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

128

146



early 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 for day care

and preschool program personnel have revealed no uniform descriptors of the

child care educator, Because of the variety of approaches to early child-

hood education, identifying uniform "child care competencies" is a complex

task. Alternative educational models may require different training

approaches and different staffing patterns. For example, extensive use of

paraprofessionals in child care activities enables a variety of staffing

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

CONCERNS OF CONTENT AND PROCESS

Present inservice training efforts include three prominent content

areas: 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

experience h
(5)ns been with older children. Bilingual and multicultural

approaches are receiving much more attention than before at all levels,
(6)

and

the movement toward "mainstreaming," or the inclusion of handicapped children

in the regular classroom, has greatly increased attention on the education

necds of handicapped children.(7) The prevalence of differentiated staffing gives

rise to a vast number of training needs, a situation which is further complicated

by the general resistance of teachers of older children to team teaching. The

training programs created must be extremely flexible in order to accommodate

the needs of professional teachers working with young children for the first

time, as well as the needs 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 teacher 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 breadth and variety of early childhood

activities, institutions of higher education, school systems, and community

agencies will need 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

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

in terms of which organization, if any, should control or coordinate child

care activities, was addressed by four leaders in the field of education. (8)

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

possible variety 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, al --sses the right of parents to choose the kind of service their

children rL,c-ive. 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.

PDTURE EXPANSION OF CHILD CARE SERVICES

Most experts agree that early childhood services will continue to

expand, and that this expansion will automatically create a need for additional

personnel. The two most obvious indicators of future expansion of child care

services are the present economic situation and the changing family structure,

which are interrelated issues. The tightening economy has contributed to the

significant increase in the number of families in which both parents work.

fn 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 need of training in early childhood

education is significantly varied,because of the sudden explosion of the

child 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 clear needs which have emerged from the controversy

are:

ll) The population in need of training includes "regular"

classroom teachers newly assigned to early childhood

education, paraprofessionals, and day care workers.

(2) There is a need for the input and involvement in inservice

training efforts of both public and private sector

agencies and organizations involved in child care

activities.

(3) Current efforts in providing child care services

must be 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

need to be designed and implemented.

Before the early childhood education controversy can be resolved, the above

needs 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

area 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 cc ,t-effectiveness of inservice training

in the early childhood education area, given the

demands of credentialing and maintaining a low pupil-

staff ratio?

Early childhood education is clearly an important area of inservice teacher

education and must be dealt with in any efforts to improve or alter the

inservice enterprise.
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BARGAINING FOR PROFESS1ONAL1:ATION:
AFT AND NEA VIEWS OF 1ST!:

Bruce R. Joyce
Stanford Center for Research

and Development in Teaching

Part Three includes two papers which express the views of the two

major teacher 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 teacher organizations has become

increasingly important. In the first paper, the viewpoint of the American

Federationof Teachers is presented by Robert Bhaerman, Director of Research for

the AFT. The opinions of the National Education Association arc contained in

the second paper, which was written by members of the NEA staff and edited by

Robert Luke and David Darland.

Bhaerman's concise paper states the AFT view, which emphasizes the

role that should be played by teachers in ISTE programs. While acknowledging

that inservice training for teachers and administrators is finally beginning

to receive the attention it requires, the AFT feels that a great many problems

remin to be resolved. A main problem is that of organization. The AFT feels

that programs org!m.zed and conducted solely by institutions of higher education

and lacking input from teachers and school districts arc inadequate. "One-shot"

efforts which are planned by local school districts and generally neither speak

to teachers' needs nor provide adequate follow-up to training are also criticized.

The present inservice effort, in the AFT's opinion, often neglects teachers'

needs' and fails to have any impact on their behavior. Successful ISTE programs

will be organized around teacher centers and will include input from teachers,

administrators, and college personnel, support in the form of time and money 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 for teachers to work toward specific, important

goals, (3) opportunities to explore areas other tFan teachers' field of expertise,

use of a variety of group approaches, (5) training conducted by competent

5 4
136



instructors who have recent or current classroom experience and employ current,

appropriate methods, and 16) hringing teachers with common needs who arc from

different huildings together. In the opinion of the American Federation of

Teachers, inscrvice teacher educatio n will become strong and purposeful when the

interested parties 1eArn to work collaboratively to create programs, and organized

teachers are involved in all steps of the process.

According to the National Education Association, the goal of ISTE

is self-improvement for teachers, the content of ISTE should focus on teaching

and the school as a so,-;a1 setting, and the method of ISTE should be practical

experiences. In its paper, the NEA staff states that the problems with ISTE

arc that the focus is not on teaching, programs do not carry over into the class-

room, teachers' needs are not assessed, and teachers have no part in deciding

what fhey will study. Too many ISTE programs arc aimed at introducing teachers

to . cent innovations, without first evaluating these new programs. The NEA's

guidelines for ISTE programs arc: (1) ISTE should be an extension of preservice

training and continue throughout teachers careers, (2) ISTE should be based on

needs expressed hy teachers themselves, (3) organization and evaluation are the

domain of teachers And others directly involved in the schools, (4) inservice

training should he included in negotiated contracts, and (5) public funds should

finance ISTE. The NEA feels that ISTE will be quite different in the future if

these guidelines are followed. Teachers and administrators will deciae content

together, with university personnel serving as resource people. ISTE will become

institutionalized through negotiated contracts States will legitimize inservice

and it will he an integral part of teachers' work. Schooling efforts will be

hetter organized and resources hetter utilized to serve the education needs of

unique individuals within the social system of the schools and to emphasize

appropriate nAtional priorities. Critical areas of research which will be

required to help bring about the above changes arc outlined in the paper. Im-

proving ISTE, in the National Education Association's view, will dePend upon

research to develop conceptual systems, government incentives, and valid

psychological And institutional foundations for training systems.

These two papers summarize the AFT and NEA views of ISTE. Although

there arc differences and similarities in the viewpoints, both organizations

would agree with teachers themselves that the role of teachers in planning,

organizing,and evaluating programs of ISTE should be greatly increased.

i 5 fi
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A BRIEF STATEMENT OF THE AFT'S VIEWS

ON IN-SERVICE EDUCATION

Robert D. Bhaerman
Director of Educational Research
American Federation of Teachers

The training of teachers should not end with the receipt of the

baccalaureate nor, in most cases, the master's degree; not when the need

exists for training and retraining teachers for new and expanded roles in

education: teachers for the very young child, tealic.rs for the handicapped

teachers for 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 learn and to live. Nor should the

continued training of teachers 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 coIleagues and peers continuously serve as

exemplars for fellow teachers. Nor should tep.:hers be the passive recipients

of prearranged, sponsor-fed ii,service programs. Teachers should be involved

in all aspects of planning, conducting, and ,.nraluatin,g their own ongoing

learning experiences.

The current situati:)n in in-service education is far frer. perfect.

Much remains to be set riiTlit; much remains to be feformed. Although we

appear to have turned the corner 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 1,pgrade the competencies oc a scUool

staffteachers and administrators alike.

Many, if not most, institutions of higher edu;:acior still function

without giving adeqmite attent'on to the continued upgrading of the profes-

sionals they pr-pare. Graduate cegree programs of the "master teacher" type

do too little to improve the skills of experienced teachers. Continuing

professional pror:ims and extension centers conducted by these institutions do

not fill the voids in the repertoire of the classroom teacher's teaching skill.

1 5 ',.i

138



Frequently such programs are inadequately supervised or administered. A

significant lack of program evaluation by the sponsoring institution results

in courses havpg little impact upon, or relevancy to, teachers' actual needs.

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

(letermined by the sponsoring institution and not the training population

itself nor the employing schools) are met in such a geographically scattered

pattern that the impact upon the total program in any single school is

insignificant.

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 figure in education say either complimentary or demeaning

things about the manner in which teachers are performing their roles, without

imparting any significant impact on teachers' behavior. Few school systems

have taken a hard look at their in-service program in terms of an overall

educational philosophy. In-service education all too often has meant

individual effort at professional advancement (according to standards set by

outside agencies) or the provision of a few scattered 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 deve!oped

upon assessed priority needs, and

insignificant and without a marked impact upon teachers

and programs.

Most people in education seem to agree that traditional in-service

courses prov ided by colleges and universities or developed solely by school

administrators have a negligihle effect on teachers' classroom lives.

Fortunately, the educational community as a whole is coming gradually to

realize that teachers must be involved in planning and implementing their

own growth programs. Teacher college faculty and administrators often have

no problem accepting this theoretically but, lacking a total commitment to

the teacher in the classroom, they have seldom occasioned implementation of
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such progr:Iiis. We also must not overlook the fact that giving teachers

adequate tiri(.. and resources to pursue their professional growth costs money, and

shifts responsibility to the individual and collective teacher and away

from various other groups. These consequences must be accepted by all parties

if therc is to he a serious effort to institute improvement in programs of

continuing teacher education.

American Federation of Teachers believes that the public school

system carries the responsibility for the material support of in-service

educatioa. A parallel can be drawn from private industry. Employees are not

expected to finance their own training. Instead, they learn to function in

their po itions at "company expense" and on "company time." This is true for

executive trainees, too. Teachers deserve no less.

As we indicated above, there are some favorable signs on the

horizon. Staff development, long the stepchild of American education, has

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,

classroom levels. (Our stress is on organized teachers since this is the

most representative and most democratic approach to identifying teacher

lea(lership.) In the past, as we and many others have indicated, in-service

classes were "given" hy 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 example, new regulations in Pennsylvania make it possible for a teacher

to attain permanent certification entirely through in-service courses in thc

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 hotwoon (a) research and practice and (b) theory and

1 5
140



practice. We recognize and accept the fact that the foundations of education

are NS hnportant as everyday instructional methods and techniques. For too

long, in-service education 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 education should be devoted solely to practicums

in techniques. As a matter of fact, we believe that in-service teachers arc

more appropriate students of educational philosophy than are teachers at the

pre-service training level. The reasons are obvious: basic theory means

little if it precedes practical operation.

An even more welcome sign is the fact that some districts are be-

ginning to recognize that it is in their own best interest to provide time,

money,and support for staff development. Some districts now provide local

funds for in-service training and are looking for state and federal sources

for additional money. Others reimburse teachers 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 years ago, in exploring the problems and potentials of in-

service education, the AFT presented a number of specific suggestions and

guidelines which, on review, are as timely as before. We believe that in-

service education 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

needs of each would be ri_spected.

(2) Opportunities to help teachers proceed toward carefully

selected, 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 aware of develop-

ment in fields other than their own, e.g., in govern-

ment, the humanities, or the natural sciences, as the

need demands.

(4) A variety of group approachL found useful in adult

educationvarious 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

use the most current and most appropriate instructional

methods.

((- ) Groups of teachers with common needs cutting across

huilding-unit lines would be brought together in

joint endeavors, as the need demands.

We believe that, in-service education should be neither solely field-

based nor solely university-based. Instead, teacher centers should be

created which are jointly administered and operated. There simply is too

much to learn--hoth in the theory of education and practice of teaching--to

expect that one group should be responsible for everything. Planning for thc

in-service education of teachers is the responsibility of school districts,

colleges and universities, and teacher organizations, working hand-in-hand

to effect needed change.

We have indicated that while in-service education leaves much to

be desired, it is showing signs of improvement. But much remains to be done

before it can he an accepted part of a school system's life. In-service

teacher education should he supported financially to the same degree as any

other essential school program. When it is, we will begin to meet the needs

recogni.zed in such vital educational thrusts as early childhood education,

bilingual education, special education, and adult education.

fn summary, in-service education must begin to be thoroughly

integrated into the needs of schools and teachers and, as we indicated,

organizations of teachers should be involved in all planning operations. In

the future, teacher centers, without a doubt, will be the home of in-service

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 education is primarily intended as

the means of continouous professional growth for teachers. However, for

teachers to have more responsibility in this area does not mean that higher

education will he cut out of the picture. We need to work toward a mutually

beneficial collaboration.
(Z11
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THE NEA'S VIEWS ON IN-SERVICE IMCATION

National Education Association Staff
David Darland and Robert Luke, Editors

The primary purpose of in-service
education is to create a systemfor self-improvement and thus better equip teachers to serve the basic purposeof education. The substance of in-service training should focus on theteaching of students and on the school as a social system. The genesis ofaction should be the actual practice of teaching. The goal should be theimprovement of professional practice in the setting of the school.

Ironically, most graduate courses and many school district in-service efforts do not deal with the improvement of teaching. They often donot focus on the specifics of a teacher's job, nor do they concentrate onapplication of what is learned to the real experiences of teachers. Teacherneeds too often go unassessed, and teachers are seldom involved in decidingwhat they will study.

Most programs are directed at the teacher as an individual practi-tioner. The implicit expectation is that teachers will study together butthat they practice what they learn independently. Very few in-serviceeducation programs take place in the classroom with the students present,a situation which would make possible a laboratory-type approach to training.Many in-service programs are directed at the study of a new program,
innovation,or current fad, and are often not concerned with how such an intervention helpsor hinders curriculum

development and teaching.
The NNA believes that in-service staff development must be:

perceived as an essential and continuous functionof a career in teaching and an extension of pre-service preparation.

established largely on the basis of teacher needsas identified by teachers.
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planned, governed, and evaluated by teachers

and others directly related to the schooling

enterprise.

integrated into each teacher's profes: mal

assignment through negotiated contract

financed by public funds.

Discussion of each assertion above Follows.

COVIINU[NG MICATION

lf teaching is to be professionalized,
in-service education is

essential. Knowledge, as Whitehead said, "keeps like fish." To maintain

competence in any teaching field or area today requires constant effort,

because knowledge
is created at an enormous rate. For example, what seemed

to be generally
predictable about the values, expectations,

and educational

needs of children and youth in the 1950's was distinctly
different in the

1960's and different still in the 1970's. New voices have been added to

those which traditionally shaped both the philosophy and the methodology of

teaching.
However, for new knowledge to be utilized by practitioners

requires that opportunities be provided for new skills and abilities to be

learned on the job. The problem is further
complicated by the fa,t that

teachers have to deal with a backlog of unassimilated knowledge. Efforts to

conceptualize and provide adequate in-service learning
opportunities are late

in coming.

Assumptions about formal schooling and the respective role of

teachers are often either obsolete or untrue. What is expected GC schools

and teachers can best be described by the word "fickle." The study of the

school as a social institution
and its role in society has hardly been touched.

Demands upon teachers 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 career in teaThing. Indeed, in-service has

been largely a stepchild of teacher education. Until very recently little

relationship was perceived between initiai and in-service education for

teachers, and even now the relationship is vague and unclear.

Preparation for a profession should be university and college-

based but field-oriented. Pre-service and in-service training should proceed

along a continuum.
The focus of preparation should move gradually from college-
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based to field-based activities through some form of orientationpossibly

an internship. In-service should be professional:I.)/ based and designed to meet

actual and anticipated needs.

DESIGNED 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 these needs arc frequently
(1)

imposed on it by forces outside the community. As one teacher put it:

In recent years the Florida legislature has
mandated Career Education, Consumer Education, Remedial
Reading, Environmental Education, Health Education,
Spanish, Elementary Counselors, 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 exhaust 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
a busy air terminal...

Where do we go fror h.

To identify needs it is essential 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 teacher-centered professional development in Iowa,

teachers listed experiences that they felt had made them a better teacher or
(2)

more competent professional. Some of the fifty-four activities named were:

(a) A summer workshop in NIL 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 teacher)

(h) Serving ds a leader of specific skill workshops

(i) Working with Cirst-year teachers

(j) Working with student teachers

(k) Observing another teacher work with students

(1) Mini-grant team participation

(m) Science fair project sponsor

(11) Leadership training course

(o) Teaching academically talented students

(p) Failure experience followed by re-evaluation.

In analyzing the various experiences, several general characteristics of the

training experiences evolved. They included:

(I) An informal program structure

(2) A voluntary activity

(3) A high level of personal interaction

(4) A nonacademic format

(5) Group rather than leader orientation

(6) informal behavior patterns between participants
and leaders

(7) A live-in situation.

When participants were asked to brainstorm ideas of how they would

like to be involved in a staff development process, forty to fifty ideas were

generated,,including use of teacher aides, computerized programs, visitations,

released time, setting up learning stations, audiovisual taping within the

classroom, a preview center for new materials, use of computers, development

of retrieval systems for information, field trip activities, traveling

ecology tours, sharing workshops, exchange of evaluation findings, released

time to do research, exchange teaching, and exchanging roles of counselors,

teachers, etc.

In a recent in-service education survey undertaken by the NEA, a

national sample of 1,200 teachers indicated the arca of greatest need was for

training in basic teaching strategies across content areas. Of the five major

areas listed--(1) the ways students learn; (2) teaching content areas; (3)

teaching skills; (4) organizational patterns; and (5) instructional materials--

the first was of greatest interest with a measure of 80.* This finding was

* This assessment 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 wily 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, evaluating student learning, and

motivating students. Of these only the sub-item "students teaching students,"

received a measure of interest below 62. According to the study, teachers do

not see subject matter as a general problem. Only one of eight listed

teaching content areas as heing 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(3)study of federal programs,

which found that innovative programs were most likely to be assimilated when

they included "an emphasis on training" and "when teacher training focused

on practical clasroom issues."

However, teachers do recognize the need for many kinds of in-service

education activities required to meet mandated program specifications, install

a new curriculum, introduce an innovation in teaching style, try out a new

grading sy:;tem, 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--for both professional and personal reasons--a

full range of and continuing educational opportunities.

Needs for in-service education exist on a number of levels. A rich

and wide variety of learning activities and resources are required to meet

them. To overemphasize one set 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 part

of the potential for growth is utilized.

PLANNED, WVERNED, ANn EVALUATED I\RGELY BY TEACHERS

Conceptua1 designs are beginning to evolve 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 teachers hnve the opportunity to continue their own job-related learning

activit'es. 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 evaluate their self-improvement programs.

Teachers are asking for helprealistic help, that is--the kind that helps

them teach helter.

American teachers are the only general practitioners in any pro-

fession who are constantly being directly impinged upon by "experts" without

their prior consent. Imposition of programs upon teachers thwarts intrinsic

mot..ation and inhihits education. Indeed, many teacilers have come to look

upon innovation NS imposition.

An analysis of current state statutes reveals that existing legis-

lation depicts inservice education as largely traditioi. .. In-service is

often perceived NS released time for institutes, pre-school workshops, con-

ferences, c Only a very few states encourage experimentation to improve

instruction. Special programs of in-service are incluered in several states

on such topics as the handicapped, drug abuse, alcohol education, educationa'

resources, and specific subject matter areas. In fact, all states hut one

have some statutes dealing with in-service education 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.

Little wonder then that teachers are alienated 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 tho 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 n as reciprocally related. Teachers

are central in both.

I.SI.ABLISHED BY NEGOTIATED CONTRACTS

Professional assignments for teachers must include in-service

opporzunities. 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.

148

1 6 6



FINANCE0 BY PUBLIC FUNDS

doh-related in-service programs sh,uld he publicly financed. Such

programs are essential And are in the public interest. Programs of teacher

education beyond initial preparation urgently need legislative frameworks

within which educators can work to establish policies for organization, design,

And support For in-service education. In other words, in-service education

needs mechanisms, kh..'sign, and support systems that will make for an ongoing

program--one that cannot he curtailed hy temporary economic recessions or the

fortuitous actions of a few overzealous legislators.

Federal government programs are often limited by appropriations

procedures to one year of assured funding, making subsequent years tentative

And introdocilig the possihility that a change of mood in Congress can seriously

curtail or kill a program. Witness the plight of the National Science

Foundation's funding for curriculum development. There is, then, too little

assured continuity for programs in education.

Federal legislation is administered by centralized agencies which

often interpret legislation by preparing and executing guidelines. Often

Agency officialdom appears to he more concerned with pleasing a powerful

individual in the federal congress than with involving those people required

For the succes-s of a program. Accordingly, the discretionary opportunity For

interpreting federal legi:-dation is extremely narrow and lacking in adequate

input From those responsihle for results at the institutional and individual

levels.

The economic power of the federal government is pervasive. This

power can be used either to stimulate or stifle the decision-making and

pi.rforimince abilities of state and local institutiens. Institutions arc

peopleaccordingly, federal presence affects every teacher in every classroom.

Federal legislation which provides carte blanche funds to states

ih.titutions without any established limits for the use of such funds is

irresponsibli. However, the other extreme of overprescriptive legislation is

equally, if ntt more, irresponsible.

Vh.., defining of roles for federal and state governments in the area

of in-servic,... education needssubstantial attention. In a nation where education

decisons are largely a state responsibility, the federal effort should be

mainly to facilitate and support--not to prescrihe. The state responsibility

0 r
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on the other hand, must he to estahlish a system and organization for in-

service education that will make local decision-making possible and essential.

Adequate checks and halances must, of course, he provided. But most of the

action on in-service education will he 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-

lativ goais it ri:ust consider the inherent dangers as well as the obvious

needs_ It must ASC it:; influence to reduce the one and help secure the

resources to meet the other.

In-service education in the future will be quite different from

it is today. The nnpact of in-service education directed at school

program hnprovement will bring a different focus. In-service education, as

typically developed hy college personnel in devising courses and workshops

for teachers, will give way to dealing with the real problems of teachers in

schools_ Arbitrary methods of deciding what is good for teachers will give

way to cooperative efforts hy teachers and school administrators, utilizing

college personnH resources in seeking imprevement of instruction. The

test of adequacy for any program of in-service education will he the degree

to study and training hnprove teaching and learning. Research will

come to have a new theoretical base.

The process in carrying out new elements of in-service teacher

education may become as important a. 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

dev(lopment) as a part of local school operation. State hoard 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 board of education. The state board of education

represents the people as do the legislators, hut effective ways of involving
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broader base of citizen participation in educational degiltiiKYe still

largely unknown.

1n-service education will become an integral part of professional

practice. Teachers and other personnel in such a system will have the time

to develop curriculum, to devise teaching strategies, and to evaluate outcomes

as n part of their professional assignment. In one sense, the school will

become a teaching laboratory. Very little will be taken for granted because

it was done a particular way the previous week or year. It will be recognized

that ttidents and society change constantly and that personnel operating the

school program must respond constantly to such changes. The role of the

teacher, then, becomes one of continuously responding to new circumstances

that must he handled hy new planning and replanning, a constant examination of

procedures and strategies, and increasing efforts to individualize program

And instruction for each student.

Learning is at least as complicated as attention to physical health.

Yet professional personnel attending to health care generally deal with

patients on a one-to-one basis. As growth and learning become more highly

prized by parents, it ,;cems inevitable that individual programs for learning

will be the mode.

Teaching the individual will require in-service edUcation on a

continuous hasis even if just to keep abreast of developing knowledge. When

the focus becomes fostering the development of unique individuals, in-service

education will become even more important.

However, learning in groups, the essential socialization of students

in schools, and attention afforded to the school as a social system will

become even more important. Some basic principles and values will remain

constant--or fairly constant. No one 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

-oirvivN1 or subsistence level than they do to the higher lev6ls of intellectual

or social life. Part of the problem is inadequate resources in people and

money for education, hut much of it is also poor-organization and ineffective

IISO of the personnel and money presently being expended. Solution is partially

a matter of assigning resources to appropriate national priorities.

If present schooling efforts can he modified, granted increased
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resources, so that teaching and classes become more than r%ie delivery ofknowl-

edge and skills to students, schooling could bc drastic!:jy improved. Making

in-service education an integral part of schooling an essential step.

RESEARCH NEEDED

Developing and acquiring the knowledge essential to bridging the ;ap

between what is and what should be is a priority task for research and develop-

ment scholars. The following are among the most critical in-service teacher

education needs which have research implications.

THE NATURE OF TEACHING: A weli-cstablished knowledge base for

teaching is lacking. Traditional, single variable, quantitative and statistical

research has proven inadequate to the task, but, like all traditions, these

methodologies are tenacious and quite consuming of resources. Research designed

to develop new hypotheses through involvement of teachers in the teaching

situation should be given priority. Experienced teachers would be responsive

to such efforts, since such studies would integrate into a single context of

research, development, and knowledge utilization.

THE DEFINITION OF THE TEACHER ROLE: The role of the teacher is often

said to be the most important aspect of the teaching-learning situation. What

should he the nature of this role? What is the definition of a teacher? When

a student tutors another, is this teaching? Is the role of the teacher constantly

changing? If so, what arc the implications of such change?

THE PROBLEMS OF TEACHERS: What shall be the priority given to

research which assists with the solution of teaching problems as perceived by

teachers? Can research be designed through the involvement of practicing

teachers which will be utilitarian? What do teachers have to say to researchers?

THE NATURE OF CAREER TRAINING: What should be the relationship

between pre-service preparation and in-service education of teachers? How should

these relationships be established? How can in-service education be integrated

into teaching as an imperative dimension of all teaching assignments?

THE GOVERNANCE OF IN-SERVICE EDUCATION: What is the most effective

way 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 examples of successful in-service

education programs for teachers. What are the characteristics of such programs?
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Cun such programs be transferred to other sites? If so, how?

THE HSE OF muvr EXISTS: What are the most effective ways to analyze,

synthesize, and interpret for teachers relevant research knowledge already

available? How can we develop a national system for utilizing knowledge already

available? Should part of this system be directed toward validating the

practical usefulness of research efforts?

THE ORGANI:ATION OF SCHOOLING: How is organization 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 educational schedules and calendars?

THE IMPACT OF COLLECTIVE BARGAINING: What arc the effects of

collective bargaining on teaching and learning? What are the effects of

collective bargaining on staff development for teachers? What are new

variations 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 halie the greatest potential

:or improving teacher effectiveness? What is the rcia::ioliship between in-

-:erviee education and mental health of teachers? 6'li,t11 17here be a national

system of sabbatical leaves?

THE FINANCE OF INSERVICE EDUCATION: How should in-service education

he 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 adequate 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 funding 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
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places? How would such an exchange affect education at large?

CONCLUSION

An effective 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 events:

(1) Conceptual system designs must be created, tested,

and evaluated through action research programs.

(2) (overnment at all three levels should provide the

incentives for creating such systems.

(5) Systems of in-service teacher education should be

built upon valid psychological and institutional

foundations. Improvement must be based upon

understanding that effective teaching requires

teachers who feel fundamentally adequate,

partially because they have the opportunity and

time for continuous experiences of self-fulfillment.

Adequately 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 RECRUITMENT AND TECHNICAL RESOURCE CENTERS

Western RTR Center
William C. Hill, Director
University of Southern California
311 South Spring
Los Angeles, California 90015
(213) 625-7204

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

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

Northeastern RTR Center
Donald W. Parker, Director
Howard University
1411 K Street, N.W., Suite 420
Washington, D. C. 20005
(202) -'37-7868

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

Chief of Center Operations:

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

James Boyer

Elsa Brizzi

Carol Bryant

Roger Bryant

Ronald Butler

Francine Clemons

Paul Collins

Suzie

Carol

Joyce

Floyd

Collins

Coy

Ellis

Falany

Paul Fisher

Eugene George

Eileen Coins.

Turner Goodlow

John Green

Marilyn Harper

Edith Harrison

William C. Hill

Willie Hodge

anet Hunter

Andrew Johnson

Brucc Joyce

Mary Kelley

Hal Knight

Margaret Koch

APPENDIX B

PRaJECT CONSULTANT INTERVIEWERS

Midwestern RTR Center

Western RTR Center

Southeastern RTR Center

Great Lakes RIR 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 Councjl

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

Billie Lipsey

Mary Logan

Patricia Matthews

Donald Mims

Barbara. Ogletree

Roger Pankrat:

Donald Parker

Lucy Peck

Lorenzo Reid

Terry Rice

Joseph Romo

Richard Stroup

Beulah Tumpkin

Rupert Trujillo

Barbara Vance

Susan Vernand

Floyd Waterman

Doris Wilson

James Wilson

Roger Wilson

Pasadena Unified School District

Detroit Public Schools

Federal City College

Northeastern RTR Center

Los Angeles City Schools

Southeastern RTR Center

Western Kentucky University

Northeastern RTR Center

Hofstra University

Consultant, Washington, O.

Stanford University

Western RTR Center

Costa Mesa School District

Consultant, Detroit

University of New Mexico

Great Lakes RIR Center

Pasadena Unified School District

Midwestern RTR Center

Southeastern RTR Center

Wayne State University

Northern Arizona University
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