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Foreword

. A 1974 amendment to Title V. of the Higher Education Act authorized
' Teacher Corps to support demonstration projects for retraining experi-
n enced teachers and teacher aldcs serving inlocal education agencies. This
.amendment has created a new excitement among Teacher Corps projects.
{ It has also created concern among a broad-based audience with regard to
the what, why, and how of retraining and inservice education.

The pertinent issues generated by the retraining amendment have mo-
tivated Teacher Corps projects,',"particulgrly those in the Far West, to
explore the whole area of inservice education. The Far West Teacher

- Corps Network has studied such issues as: (a) the purposes of inseryice
education, (b) collaboration and governance among the‘ participants in
an inservice education program, (c) alternative training strategies in

* urban and rural areas that very often include a wide variety of ethnic
‘gtoups, (d)“incentives or rewards for inservice education. participation,
and (e) the integration of preservice and inservice education. This list

- is by no means comprehensive. ‘ :

The exploration has led to new idéas, recommendanons and strategies
that have proved useful to Teacher Corps projects as well as to non-
Teacher-Corps projects that are trying to develop and implement effec-
tive inservice education programs. This publication presents criteria for
designing Jocal programs and descriptions of selected inservice programs.
The criteria and descriptions are not merely. academic, but represent -
operational projects, two of which are in the Far West Teacher Corps -
Network, -~ '

The Board of Directors of the Far West Tegcher Corps Network,

* Paul Walker, who is Executive Secrctary of the Network, and Roy Edel-

felt are to be commended for their efforts to decal forthrightly with all

* aspects of an inservice education program. In addition, special acknowl-
edgment is accorded to William L. Smith, Director of Teache; Corps.

HAROLDIE K. SPRIGGS
" Education Program Specialist

Washington, D. C.* 3 ' U S, Office of Education, Teacher (‘orps
February 1977 .
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A

. Bellingham, Washington .

. Preface

Thxs bock is an extension Of the bookiet, Inservzcc Educax:on. Criteria
" far Local Programs, pubﬁshed by the Far West Teacher Corps Network

in September 1976, Here, the criferia for developing local inservice

. education programs are pm&nted again and illustrated in nine inservice

- programs. The primary focus’ of. this publication zs to demonstrate the e

- relationship of the criteria to opcratmnai programs. A
Ttns ‘publication issues from activities and events that occurred over

& two-ycar span. An initial sct of criteria for.local inservice education

__programs was generated at thc Tcacher-Corps- onsored Workshop on
Reconceptualizing T Inservice Education in Atl Georgia, in Febru-
ary 1975, and was pubhshed in Rethinking In-Service Educanan The
Far West Teacher Corps Network perccwcd that such criteria could be
.useful’ not just to personne] in Far West Teacher Corps projects, but

, ){ .- a&lsoto many otlfer educators. First the Network  mailed the criteria to
R ‘educators across the nation, in all interested and affected camps; asking -
" for critical comments. Then the "Network sought critical commentson &

revised set of cmcna from pamcxpants in a Teachcr-Corps-sponsored
workshop in Las Vegas, Nevada, in June 1976. At the same workshop,

participants learned about and discussed nine inservice ‘programs that
- exemplified some of the crxtena—-the nine programs that are described |

in this book. Following the warkshop the critefiz were revised once
-again and also elaborated on, for publication alone in the carhcr ‘mok!ct

-

and with examples in the presentbook.  *

The Far West Teacher Corps Negtwork i is grateful to Roy Edelfelt for

his significant contributions to and leadership in the activities and events

that led to this volume, ,and to Teacher Corps, Washmgtdn, D: C., for

encouragmg deveiopm/gntai inservice efforts.

+

" - Executive Swetary
Far West Teacher (ﬁrps Network

February197] - o

PAUL (RAND‘:') wALxEx-g ,

C e
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The Shifting Emphasis to

Inservnée Teacher Educatmn
, Roy A. Edelfelt *

t

*Considerable attennon is bt:mg given by various agencies to inservice
education. Some agencies are trymg to build a preservice-inservice con-
tinuum. Guidelines for preservice programs are longstandmg, but de-
signing inservice programs that are more than courses and worksha’ps is
intricate and baffling. There are few precedents, and there aré no existing
frameworks at the state level to offer guidance and legitimacy in con-
cept, organization, design, and support (Edelfelt & Johnson, 1975).

The nature and scope of the probléms to be faced, the implications of
such problems for program development, and guidelines for local inserv-
ice program development are almost wholly unknown or lacking. What
follows is a first attempt to_deal with-the above three issues: problems,
implications; and guidelines.

In this chapter, “inservice education” is concc:ved as the professional
development of teachers and other /:ducatxonal personnel. It is recom-
mended that the approach to devéloping and maintaining effective in-
service programs be through a consortium of teacher organizations, local

and intermediate school districts, and colleges/universities; and that -

such professional development focus on identified and specific curricu-
lum and instructional needs of local teachers, classrooms, schools, and
districts in order to advance the quality of learning for students.

t
t

. s . N
el
3
&

* This chapter is based on a paper develpped with the assistance of Fred Andel-
man, Massachusetts Teachers Association; PRatrick Dolan, Michigan Education
Association; Herbert Hite, Western Washmiton State College; Stanley Jeffers,
Washington Education Association; and E. Brooks Smith, Wayne State University.
The paper ‘included 23 criteria for designing and evaluating local inservice educa-
tion programs. The 23 criteria have since been modified into the 29 criteria that are
presented and discussed in Chapter 2.

'MH\ .
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. ABas:c Assumptmn -

The fundamental purpose of mscmcc education is the xﬁapmvm}ent
_of educational programs for students. InService programs for the pro-
fessional development of educational personnel should thcrcfom be de-
sigied, in the’final analysis, to have an nnpact cn the quality of schabl

Y
.

pmgrams for stude.nm. ,_ , LI

.b o .

What Are the Pmblems‘?

-

~

When collcge/universxty prbgrams move from emphasizing prescmcc '

trammg to considering inservice meeds, and from mainly emn-campus

courses to field-based activities involving both neophytes and experi-

enced teachers, there are several new factors that desxgners of such prc—A

grams need to consider.

PR
IR

TFhe main setting ¢f the program sh1fts from the’ cailegc/umvers:ty .

campus to the school community itself, where a school um and
program of instruction are alreagdy cpcratxvc Curriculum and instruction

are under the jurisdiction of the local school board, controlled by -the’
sugqnntendcnt and his or her staﬁ,gand made opcmnanal by schodt.

faculties in groups and as individuals. The entire staff, with the super-

- educational goals that are or have been amculatcd pubhcly in both

explicit and implied ways. :

In this sejting there are often l6cal curriculum counmls with some re-
sponsibility for school program. There are estabhshed curriculum guides,
authorized texts, and other materfals. There may be structured liaisons

 intendent, are responsible to the local and state communities for meetiflg

* with supervisory staff of the local or intermediate district. Some disgricts -
or groups of teachers may have established curriculum development and

Al

mstructxonal improvement programs.or teacher centers with formal or
mformal designs. All of these activities will be taking place in a par-

ticular school, subculture greated by the society of teachcrs students, -

adminpistrators, service stf nd parents. Teachers, studems and par-
ents will be creating umquc subcuitures within the school each year.
Each teacher (or team of feachers) will develop the curriculum and in-
struction for a group of learners in his or her own way and will be
nearly the final educational authonty in that situation, : '

At the same ﬁme numerous laws and administrative rules havc been

12

-

-
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~and contmue to be promulgated that relate directly to school programs s
. .and inservice education. In many cases these laws and ruleé unpose ,
- . -specific cumcnlum and pro(gram rcqmrements on t&chc:s and schoois. e o
_ -Special education, career. cducanon, vocational educatmn, and con- '
.sumer education are examp}cs of” areas -currently recexvmg specsal at- T
K . - .iention- by state decxsxan—makers
. % " Other laws also affect inservice education. In many states, collective-
. barga:mqg ‘legisiation pmwdm that ferms of employment including ', -
‘ inservice education, -are- subject to ncgonauon Thercforc tollective-
‘bargaining agreements must often be rcncgotrai:d to effect.the changes
necessary to ifiplement new¥ programs. In mgny school districts, inserv-

“ . PR () educatmn decisions are made in lomt teacher—admxmstrator fomms‘
" ‘established by law, policy, or contractual agreements.. *Certification rules |
. .may also inipose reqmremems that mﬁhence decisions by teachers onin- - -

'+ - service programs, | . T - T T L ST
Thc teachmg force ﬁscif 1 & -s:gmﬁcant new vanablc T‘En‘nover‘has o
been reduced mote teachers view, their- Qccupatmn as.a career rather- o
than as a @epping-stone, arid average age and fevels of expcncncc, arg
increasing' eachers -therefore have a sxgmﬁcant vested intetest in"thé
quality of progi'am and in their involvement in design- and xmpicmenta—,
5. tion of program. Teachvrs are also highly organized at all levels—from
the national scene to individual school buildings. Their orgamzaﬂan pro-
vides a capability to exert consxderabtc influence on school program a.nd ‘
policies. ° : -
~ All these factors suggest that, the designers of new profcssxonal de-
; vclopmcm programs for preservxce and inservice teachers must address

the following general needs

- e

e creating an brgammtaonal structure for policy-making and opcration
e ‘that will refleet a partnership among the mstxtutmns and agencies di-
rectly involved; i v

¢ developing a means for shared, decision-making among the respon-.
sible participants, with special attention fo the input of teachers;

e relating 'graduate-credit systems to off-campus, field-based programs . .
and financing college/ university participation when credit accumu- '
Iatxon is not appropriate or relevant;

. extendmg and recasting a stmxghtforward pmgram of teacher educa- '
tion into a field-based program of cuTriculum development and in- L 4
structional improvement at the school and in the.college/ university, '
and engaging all participants in learner-consultant-innovator-evalua-

a

Q ' 13 ‘ f
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6+ : . e, INSERVICE EDUCATION
.-

. v

tor roles in a consortium of professional educators for the advance- .

ment of student learning. '

Table 1 illustrates several. changmg agpects of tcacber cducanoﬁ as
the emphamsshzfts tos presemce—mscmce continuum,

»  Table 1,” The Shiftiog Emphms go !nsenfice Teacher Education d

. ‘basis ‘o )
Y M B * =
Operatanxl pmcedures <o - . Lot . .
—_ JRPOUP— R A - e
7 Courses offered pnmanly on the co!- Tmch;m the ‘sehool dnstnct and ‘the
lege/pniversity campus at tlm::s esfab- ‘college /university cciiabomtmg {o de-
" lished by the no)legz/umvcrsny velop inservice education wherever
. and whenever ncedcd and desired

. The college/university independcn‘t Inservice ﬁduga:ion dctcrmmed by “as-
and autonomous in determining in- sessing the needs of school program
ser¥ice education and schoo! personne! and cooperative-

A "y usmg the information in planmng
" Inservice education progmms largely Creative models of inservice education

rcpemwe and stcrcotypcd developed thmugh mfusmg new :dcgs
Tr}siructmnal xmpruvcment vmwcd as Instruuxonal :mprovemcnt vxewcd asa
an administrative concern and respon- profegsional concern and responsibil-

srbnhty my

Inservice cdu:at;on funded sclely by Inservice edumncn funded through
the individual or the school system the college/university and the school
and controlled by the college/univer- district, but comroﬂcq by a profes-

sity or schoot system monal wmortmm )
Funds pmvxdcd to the Loﬂcgdumver- Funds provxded to thc coﬂcge/umvcr-
sity based on student credits - sity or school district based on pro-

gram nceds
*The {erm “intern’ is used o describe the prospective teachcr: ' .

Wheré We Are or Have Been

Where Wk Seem 1o be Gmm ,

Staff mies and responubmtms

Inservxé :ducanon and career dcvci-
opment viewed as an mdxvxdu.ﬂ re-

sponsibility ° )

L]

e ———

A

Inservice education and career dcvel-

Qpprent vigwed as an individual, ml-
) league-torcolleague, and school”
) sponsxblhty

3

e e ——————————

C‘olicg./ums?cmty personnel funmon-
Cing as managcrs : ‘

- a

Interns* workmg 'mdxv:duaiiy and in
tcams usugxlly .thh one teacher

Pnrcnts workmg occ,asaonaﬂy on a

short-term, voluntary basis

Tcachcm. mterns.

CoHcge/umvcrﬂty and schiSol district
personnel functioning as program fa-
cilitators s

. 1)
e el -
ande aides W_Oljg

cooperatweiy

Parents azdes and mtems WQrkmg in

the schoo! as partrfcrs on a continuous’

a

14
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THE SHIFTING EMPHASIS ‘ . \ o 7.
: » ». Lo E e -
Table 1 continued : ‘ !
‘Where We, Ate or Have Been . . Where K"e Sccnf d bc Gomg
l‘rginiw Fm—hg o é‘ - s N f !
Offer, isolated courses and workshops, . Facilitate" x‘n!ividually developed pro-
or course sequences planned to meet — .fessional progtanis as part ‘of -career-
. coihgc/umvcrsxty degrce rcquxrcmcms long training L. -
¢ Process large mimbcrs of tcachcrs . " »Personalize and individualize pro- .
- through the same courses, with every- - grams to improve. scurnculum or in-
one doing essentially the samé things - - struction S
. View the indivkiual as the client View the iidividual and the organiza’
‘ . tion in whxch«hc or shé works as.ch-‘ ™.
: . ’ e * R ien“ ) L, .
A ~ kD
Often rely on bxg names as cxper{s , Rcly on many. bcople, but pamcularly
. X yon one another ib the organization as
r , . ~ helpers | o 8 ]
Governince ‘ o ' = , .
A Thc'collegc/umversnty exclusively ay- The college /university, teacher organ-
/ tonomous . ization, and school district collaborat-
N . l . ing e L
The decision- m.xking process closed The d:ci‘sion-ximking open and shared
The cc!lcge/ university staff advxsmg The callcgc/umvemty, teacher orga- )
,}nd constuiting nization, and school district Qpcratmx
" oft a parity basis s .
Thc caHegc/umvcmly Raving com- Shared power among cmp&ratmg or-: -
pletc and tctkpower . gamzatmns _ - .
Thc ca!lcgc/umvcrsny ac:mg in isola-, The wﬂcge/umvcrsaty acting"within a
tion 3 . consortium involving the teacher or-
, ganization, school district, and' cpm-
. . mum’ty v
Teacher education viewed solely as a Teacher education viewed as a coop-
function of the college/unjversity erative enterprise between the college/
. . university, teacher organization, school
‘ district, and the profession
, ‘References

- N
Edelfelt, R. A, & Johnson, M. (Eds.). Rethinking in-service education.
Washington, I3.C.: Néti‘onal Education Association, 1975.
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N Chagter Two o R

e Crntemf for Local

Inservnce Education Programs
' RayA Edclfglt I

' ' -
, £

“What criteria should guide inservice education at the Iocal level?”

This question is heard all across the country these days’from tedchers,
administratérs, school board members, college pmfcssors, and others.

Criteria are more helpful than prescriptiors. to educators who wait to
design their own inservice education program. Criterig do not dictaie the
substance and the essence of program; they suggest standards arid char-
acteristics. They also set forth principles for decisions abdm the condi-
tions ad circumstances of-planning and operation.

The 29 critéria for local inservice education programs to bc dxscussed.

,‘

in this chiapter were first enunciated in question form in Rethinking In- '

Service Education (Edelfelt, 1975, pp. 83-84). They were then recast

as statements and refined in connection with the wntmg of the paper on

- which Chapter 1 of this book is based. Next, they were built into an
., instfument (similar to the one in Appendxx A) that was completed and

“evaluated by teachers, administrators, college and -state department,

" personnel, and staff and ledders in teacher organizations throughout the

nation. The criteria were then modified and tested ‘again with teams of
teachers, administrators, teacher organization representatives, college
and state department personnel, and Teachei Corps site personnel from

- 15 states. The criteria that follow are the result. They are not the criteria

for local inservice education, but thcy reflect the experience and opm~
ions of many thoughtful peopie
As Table 2 illustrates, inservice education has many distinct pur-

poses. The purpose for which these criteria are mainly intended is school~”

improvement. But purposes do overlap. Inservice education for school
improvement may be study for which credit is earned, and it may lead
to a credential, a degree, or other academic recognition. Categories of
inservice education are never pure, and purposes are seldom singular

" 9 , 'S
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ws . &+ _ " Table2. Purposes sud Conditions of Inservice Education® | .
A a S 7| Legal Sancrion|Responsible. | = ' | .
v : o . o v -} and/or Ad- Agency and/ -
. Pur P"“‘ ‘ P roce.? Scttmg b ministrative  |or Standard Reward | Motivatlon
. . o | Authority of Cmt{o." ' .
Degree, | Formal | College = | State law, State béard © | Degree, Legal and pro-
, ¢ credential, | college or uni- . state board policy, state | creden- fessional re-
N licensure -} or uni- versity - policy, state  {department | tial, | quirement
versity campus, department . |regulation, license, -
. . « | study extension - | regulation, ' Ystate pro- better : _
’ * P center - |, state profes- fessional job op- ke '
‘ ‘ . - L sional licensure|licensure com- | portyni- -« .
Ny o . .commission  |missia’stand- [dies w ’
N regulation ard. -t
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Profes- Formal |College < Schooldis-. |Schooldis- = |Qualifica- | Requiremont
sional and in- or uni- trict policy,” |tfict criteria,” | tion'for sét by focal
advance-. | formal versity state law or  [state certifi- better and/or state
ment or study of .| campus, - | regulation - |cation require- | position, . ' |agency .
peomotion | teaching, | extension . :  ment > employment | - .,
. ' adminis- | cender, , Rl : - | in better
‘- L tration, schdol * e | position N
v counseling, | district, '
etc.; interny teacher
ship ~ . |center, ; . . .
: profes- ' . bt
sional <
ot develop- N
; ment center | . ’ N
Rétraining ° Courses, |College or | School dis- -~ | School dis- Qualifica- Requiremen'g
, “fornew | workshops, | university ' | trict policy,  |trict criteria, . tionfor  |determined by
assignment | institutes, |campus, | statelawor  |state certifica- |new posi- . | job, state certi-
. special school regulgtion tion re- tion, employ- | fication
training distript quirement menit in pew | requirement
7 in new' : ’ ' position
level or N ' - -
subject ‘ - . ﬂ
Personal Choice Setting * None; but Personal/ [ New knowl< | Personal de-
* professional | of in- ‘| appro-. personal prafessional. |edge, im- " |{sire or :
development | dividual priate standards standard proved com- | commifment _
: teacher to choice™ | and.peer ’ .| petence, self- 2
N ot pressure ° satisfaction
. “ | influente co
i S L development . ,
* Adapted from “Tnservice &fSation: Alive with Interest, Fraught with Problems™ by R A. Edelfclt Inservice (News-
Educstion}, Vol Iy No. 2, September 1876, pp, 23, 9.
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(Joyce, H'owey. & Yargﬂer,l 1976). CofSequently adaptations should be

- made in definition, purpose, and criteria appropriafe to particular school
systems and buildings. However, for the criteria included in this bogklet’

the major focus is tonsistent with the following definition: Insemce edu-

_ cation ig “a program of activities promoted or directed by an educational -

organization [and] designed to increase ‘the competencies needed by
K-12 personnel in the performance of their duties” (State of Washing-
ton, 1976, p. 2)., ‘ - _

= Criteria are grouped into five sections: Decxs:on— ing, Relatidn-
ship to the Program of the School, Resources, Commitment to Teacher
Education, and Rewards. The discussion fo]los;jng each criterigef at-

tempts to make meaning more clear and address some xssues the cri- |

lerion raises. ) T
The 8riteria may be used in several ways. They are probably of most

value as considerations that any school faculty or teacher center pblicy
- board mxght review in thinking through ground rules for- desxgnmg and

determmmg program, The criteria provide basic 1deas on which profes-
%xonals can plan and operate a program. '

" Another use of the criteria is as survey items to get a readmg of the

perceptions of district or bm!dmg personnel. A survey can provide a
fairly quick and efficient starting point. It will tell what respondents

think of current cir‘cumstanccs; what they think desirable in inservice,
- education, and the priority they place on each of the criteria. A survey

‘ mstrurmnt appears in Appendix A.

Askmg respondents to indicate for cach criterion “What Is” and

“What Should Be.” as the instrument in Appendix A does, makes it

possxb}e to assess thc distance between these points—that' is, the dis-

crepdncy between circumstances that exist gntt the aspirations of re-

. sp.ondents.‘TaHym& the third column of the instrument gives an indica-

«tion of the degree to which personnel think particular criteria are im-

portant. Looking at bath the mean discrepancy and the mean priority’

of each item: for all respondents provides information on both the di-
-rectfon in which respondents want to move and the impontance that

" they assign to such a move.

Decision-Making .

There are six cnterm that deal with aspects of decision-making. The

process of dec;sxon making is a hrst consideration because it sets.the tone
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of collective action and specifies how people will be regarded.

. 1 Decision-niaking processes are based on cooperation between- all,
. major interest groups, z‘haus scfmpf district, cofiege/nmversxty, and
teacher organization. :

- It may be instructive to explain why “coopcratxon“ is used rather

: h,an “collaboration,” the latter term enjoying considerable use in in-

service education. Cooperation was chosen because the meaning of the

* word is more appmpnatc It means “the action of cooperating: common

effort”. (Webster's, 1974, p. 250) and “association bf persons for

commor benefit” whereas collaboration means working “jointly with
pthers esp. in an intellectual endeavor” (p. 219).. =« N

Obviously cooperation is a first condition. Unless the ma;or interest

- groups work and-act togdether for common benefit, there can be little

- progress on inservice education. However, cooperation should not sug-

v gest that there will not be conflict. Conflict may, in fact, be productwe——

. provided it is dealt thh in ways that find resolution and actommad‘\

of different points of view or that result in compromise or’ the synthesxs ‘

of various persuasions into new and bettcr ideas. .

School districts, colleges/universities, and teacher orgamzatxons ad-
mittedly have different views on some issues, Each organization exists
for different reasops. When they come together to cooperate on inservice

education, it is inevitable that differences will become evident. One such’

difference may be-the criteria to which e¢ach can subscribe for inservice
education’ programs, Thus, a first order of business may be to examine
the criteria that follow, to assess the level of agreement, and- to select or

% develop criterih on which inservice education programs can be planned

and operated.

2. Decisions are made by the peop!e who are affected, arzd the deci-
sions are made as close as possible to the situation where they will
"'be operativa.

be locally bas ut how locally bas®¥? Shmﬂd authority be delegated
to on-site staff? What decisieqs should be made at the building level?
Who should be involved, in ad o to major interest groups? What
part should parents and students play? \What part should the state de-
partment of education pla);l

The argument for buil ding-level degision-making is that it mvolves

= Obviously decision-making for t}?iiesign of 1ocal programs should
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the people who are most immedigtely responsible for improving school

program. And there i§ some evidence that the school building is the larg- -

est viable unit for change and improvement. Current arguments for

" more decentralization support this notion. - -

Inservice education must also have school district sanction and sup-
po'rt.‘ Thus, samevdecision-making should take place at that level. Such
decisions most appropriately deal with facilitating,and coordinating in-

service prograins at. the building level and attending. to those elements

of program that are district-wide. .

Additionally education is the résponsibility of the state, so some de-

’ cisions will be made by state departments and state boards of education.
(For a discussion of decisions-that are appropriately made at this level,

see Edelfelt & Allen, 1967, and Edelfelt & Johnson, 1975, particularly

pp. 38-55, 80-82). o . .
The above paragraphs address different levels of decision-making, At

each level, ¢riterion #1 hokds—that there is cooperation that includes

at least the _schoél district, college/university, and teacher nrgaixizétion.

There may be—in some cases there ought t0 be-—established commit-

.tees or the like to make the neeessary decisions.

Some provision for parent and student involvement is also essential.
However, neither group has suifficient professional expertise to be a full
partuer.- Input from parents and students is probably most effective at
the building level, where they can react directly to issues that affect
‘them. Certainly the participation c:‘ffparents and students is necessary
if clients are to be heard. Involvifg parents and students also’ helps
Jaise public and client awareness about how difficult inservice educa-
tion and school improvement gre.

"3 The cooperation of major interest groups is based on a concept of

parity for each group. )

To ,ﬁn‘derstand this criterion it is most important to be clear on a
deﬁniﬁon of parity. Parity is used here to mean “the quality or state of
being equal or equivalent” (Webster’s, 1974, p: 833). The major in-
terest groupé, then, should be equal in'-ghc weight of their ap‘gfsn on

artissue in question. Parity is probably most clear in vofing, $ach greup -

having equal weight in any, vote. -+ .

Equality will probably ﬁ?t exist in degree of expertise, length of ex- o
perience, or competence in. particular areas. For a discussion ‘of this is- .

sue, see criterion #26.

=L '

INSERVICE EDUCATION |.
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4. Explicit procedures exist 40 assure fairness in‘:{ecisiqfanmking.' ‘
» This criterion goes beyom ensuring equality or parity. It calls for
. procedures that guarantee justice and ';ijectivi;y, even impartiality-and-
dispassion. The latter should not suggest that zeal for an idea, advoeacy
of a cause, or promotion of a vested 'iﬁterest has no -place in discussion.
It means that safeguards must exist to ensure that good and fair judgt -
ment is exercised in decision-making and that there are progedures to
guard against exploitation ‘of one interest group by the others;. o
Explicit procedures might include required copsensus for major de- - °
cisions, veto powers i’ voting, specified procedures for due process, §n
p appeal procedure, and/or binding arbitration. o & . ‘
5. There are policies (e.g., in a cql[ecti#e—b/zl/rgaining agreement) re\) .
e ®  lating to inservice education.” f : : 4

A “policy” is “a definite course or method of action selected . <6

.. guide and determine present and future decisions” (Webster's, 1974, p.

“ 890). “Policies” here refers to school district policies, off which the
}£oliective-bargaining agreement is an example. ' :

‘Teacher arganizzitjons .are seeking to have many matters relating to
inservice education included in collec'tive«ba;rgainfng contracts. How-
¢ver, there are procedures and’ processeé in most school districts that

. go beyond topics covered in collective-bargaining contracts. Therefore, -
’ the term “policies” is used to assure that qll matters dealing with in-
service education are encompassed. ‘ . ] T

I3

6. Inservice edycation pragrafa's are institutionalized.

This criterion’ hifears that ‘i‘nserviée education is an established part
of the system, a significant practice within thmscfxqol organizatien. It also
suggests that worthy new programs will become part of the system. ' ‘

- ( In many school districts, inservice education is not an infegral part
«of the school system. The school district has traditionally seen its pri-
maty goai as educating the young, Too often it has scen that goal as
ifs sole obligatign, not recognizing any responsibility for the ifservice

1 education of teachers. Gradually, owe'ver, school districts are accept-
ing some responsibility for. inservi . education because they recognize
its influgnce in improving school program. '

. Relationship to the Program of the School
’ Two provisos should be made explicit regarding the criteria“in this
o and other séctions. One is that the first five criteria below are not mu-

: N - )
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}ually exclusxve that 1s inservice educatxon can be directly” related to
. ctrriculum. -development and can also*xmprove instruction antl meet t e.

- needs of students, teachers and school program. Secon,d some of the
criteria in this secfion may seem similar to criteria tha{t__appcar undgr
other headings; for example, criterion #12 in this section may see
similar to criterion #16 in’ the. section on “Resources.” Not so. This
section is, concerned about hew insetvice education is prévidedT;l)r
within the school program; the “Resources” section is concerned about ,
whether the resource, time, is available to engage in msemce education.

7. Inservice educatzon is dire®ly related to curnculwn deveiopmen :

Certainly “currictlum” must be defined for this criterion to haye

= 'meaning. Among the broadest definitions is “all the learning experieqces L

. »  for which the school is responsible.” A bit morg limited is “all of the
s, - planned learning outcomes for which the school is responsnb!e ” Ob-

/- viously those' who use these cntena will need to agree ‘on their own

definition. ‘ L

Another way to be precise in definition i§ to apply this criterion {o

the curriculum at the bujlding level; that is, to state the criterion, I?-

: ’semce education is directly related to curriculum development at the’
" building level. *

s

S Inservice edumtmn is d:rectlv related to instructional :mpravement

There is general agreemcnt that mstructxonai improvement is a cen-
tral-and compelling reason for ‘inservice education.. This is probably
the most noncontroversial criterion. |

There are, of course, other purposes for inservice education, some

( of which are stated in the next ghree criteria. An important issue is
v+ establishing a proper balanCe among purposes and being explitit and
public gbout priorities. .

9. Inservice education is hbas'ed on the needs bf'/“ctudents

In fact, inservice education ‘may be.only mdxrecﬂv bascd on the needs
: of students because {éachcrs problems as influenced by students may
Fof be }:he main emphasis of inservice education. For example, attention t@
teachers’ skills in classroom management may be the result of student
behavior problems. This criterion is intended to suggest that inservice
education of teachers will have outcomes that contribute to meeting the
needs of students. This criterion shouid help keep inservice educatxon
relevant.

© .23
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N

. Theré are types of inservice education that are not related to the

]

needs of students. This criterion does not suggest that these types of in-

*

service education are unjustified or ynimportant. The critical issug is '

finding the appropriate balance between inservice programs .that help”

~ teachers respond more adequately to stﬁcicht'n’t:eds and inservice pro-

. termine what teachers ought to know. School district administrators, ,

grams with other goals. =~~~ )

10. Inservice education is based on the needs. of teachers. , ‘

Tedchers strongly concur with this criterion, parﬁcxﬂ‘ar}y when it
means the needs of teachers as perceived by teachers. Traditionally, in-
service education has been prescribed for tedchers by others. Yet psy-

chology supports the motion that learning is optimum when whut is

. learned satisfies the needs of the leamer. There is alsa research evi-

dence that teacher igvolvement is crucial in chédnge projects if success,
is to be-expected (Greenwood, Mann, & McLaughlin, 1975). If a cen-
tral purpose of inservice ~education is school improvement, teachers
must be involved. o S ‘

There dre other views on this criterion. College and university peo-

4

.

~

ple, ‘who have long dominated formal inservice education throughs ~

graduate study, argue that they have the knowledge and expertise to de-

curriculum directors, and supervisog argue tifat teachers’ perceived
negds are but one important determinant of inservice education; they
suggest that inservice education should also be compatible with district
supervision/evaluation standards. Advocates of competency-based in-

service programs argue that, teacher needs should be determined in re-
lation to needed teacher competencies’

This criterion may be one that requires considerable discussion.
11. Inservice education is based on the needs of school program.

In order to base inservice education on the needs of school program,
the school's goals must be clear and public, and there must be’ con-
sensus on their importance and validity. It is unusual to have both those
conditions in force. However, inservice education that is intended to
satisfy the needs ‘of school program might be an effective device to get
clear, common understandings and égmements on school goals and pur-
poses. That approach, of course, is usually much more feasible if the
school program in question is the building program over which teachers
and administrators have some control. »

If it is to work for the program of the building, inservice education

e

24



18 INSERVIOE, EDUCATION ~

_poses a new concept of ' the job of {eaching. It suggests more than “re-,

should include the pnnc:pa! and all other personnel who comrxbute to o
the building program (see cntenon #28) . . .

v

12.. In&erwre educarmn is a.pfzrr of a teacher s regular teaching load.

This criterion is probably the most significant of all ‘because it pro-’

»
leased time” or “Tuesdays for thmkmg " It affirms that study, explora-
tion, devclopmeng and learning are mt,egral parts of ‘professional prac- '
tice:and should be a Iegxt:mate part of thHe teacher’s regular requnsxblhl

© ties. - J {

Note that the inservice education under discussion here is that re-

“lated to the improvement of school program—inservice educatien, thatf“_

responds to student, teacher, and program needs. There are, of course_ -
other types of.i msemce education that teachers will engage in for thexr
own purposes—for example, to obtain additional credentials and de-
grees or to-gain additiorial knowledge and skill in teacher orgamzatmn
matters (see Table 2). . ot

13. The..teckniqm*s and methods used in inservice education are con- s
sistent with fzmdamenml principles of good teaching and learning. ~

»

This criterion does not sug_gest that adult learning is idetical thh
child and adolescent learning. It suggests that learning at any level xs
essentially. the same process and that good principles of - teachmg are

'umversal It recommends that approgaches to teaching and learning used

in inservice education illustrate the best professional practice. (
Approaches (techniques and methods) and the expectations for learn-
ing should ba made public (see Corwin & Edclfelt, 1976, pp. 8- 9)

14. Rewath / m’aluatlmz is an integral part of inservice f’ducatmn .

Momtormg that pmvxdex for feedback. and evaluation coupled withe*
research Wreyintegral parts of inservice education. Data should be
gathered to establish goals- bjectives, to make decisions about con-
tent and procedures; and to assess the degree to which goals and ob]ec-
tives are achieved in' an insérvice program. .

Inservice education should also use and reflect researcg findings and
promote more systematxc and scientifigmapproaches -to collecting and
treating data in teaching.

Outside talents should be emploved when necessary to assist teachers | .«
and qthers in designing research and evaluation schemes. Teachers =
shquld determine what is to be evajuated; rescarghcré‘can provide the
—~ay

25 T
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‘and administrators do not think that a teacher is at work unless he or

- v . ’ : .
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. technical assxstancc to makc.results as reliable and sophxsucated as pos-

sible. o . oo ’

15, Alb those who parnczpate in mscrwce cducax:on are engaged in

¢

both learning and teaching . ., "
 Inservice education is not mcrcly a matter of one group ghspcnsmg
mformauon to another; each participant- has ‘some special area.of in-
‘sight, talent, expertise, and perception. Included in “all those who par-",

~ticipate” are teachers, coliege prafesors school administrafors and
' supcmsors. curriculum dxrectars. etc. All these participants at one txme

or another— will be engaged as learners and teachers.

-

t

B
e . [

16. T:me is avax!abl’e during regular instructional hours fer- mserwce .

education. - 5 [ )
Time in a teacher's workmg day is a very precxous commodxty There
is never enough. Providmg time for inservice education during regular
instructional hours requires some ¢hanges in both scheduling and- at-
titudes. Attitudes may be the most difficult to change. Some teachers

she is engaged in teaching .students: Studying diagnostic procedures

- while trying to analyze iea‘rhing‘pmblems of students, or developing a

curriculum unit tq fit a particular group or individual student and study-
ing cumculum ¢heory in the process—these seldom register as Iegmmate
teacher activities on school time. .
Schedules will also be difficult to change parncul’ariy if student®
teacher ratios remain as high as in recent years and'if all students mmt .

~ constantly be in classes or superviged by teachers.

The subjeciof time to teach has had some study ( Provus & Jacobson,
19669, but tife subject of time fot teachers to learn has had practically
no attention. ' - ' ‘

<

: I7 Adequate personnel are avmlab[e from the school d:strlct and col-

‘lege/university for inservice education.
|

“Adequate“ means sufficient in both quality and qugntity. “Personnel
. from ‘the school district” mcludes teachers. P’i‘acncmg ciassroom

' teachers are at times the best instructors for other feachers.

2%
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Mennomng only school district and Jhigher education may be too
restrictive. Other resources exist in the ‘regional education laboratories,
state departments of ed\qcaﬁon, boards of cooperative educationa] serv-
ices, intermediate school districts, teacher centers, teacher organizations,
administrator organizations, etc. Personnel from all these agencies should
be available when appropriate. - -

-18. Adequate materials age available.

Again, adequatc means quality as well as quantity. Sométimes

- quality materials are available, but not Yin sufficient quantity. This is

particularly true with books and audiovisual materials; the wait to use
a particular item can be so long that the relevant moment has passed

" when the item becames avajlable. . -

Access to materials is another prob!em Somie instructional materials
centers and teacher centers provide both excellent access and excellent -
consultant help in selection and use. Too often, however, teachers are
left to the ttme-consummg job of seeer&g@m for themselves the matenal
they need, and they get no counsel on ifs use.

19, Inser‘wre education makes uss af commumtv resources.

Despxte field- trips, catalegs of commumty resources, business edl@d—
tion days etc., most schoBls make relatively little use of the people,
places, and thmgs available in the immediate environment of the school.
Inservice educatio?he d help teachers becomé aware’ of, conversa,nt
with, and skilled i e use of community resources. ~ \1

There should be a cleannghouse to match instructional resourtes, par-
ticularly those outside ‘the school. with teacher needs. /

school dis-

20. Funds for mve’rwce’ education are prm*zded by the loc‘
trict. s )

The source of funds (local. state, or federal) that local districts use to
pay for inservice education is still a debatable issue. The local district’s
obligation to provide funds is lcss controversial, particut\ariy' among
teachers. They contend that the major benefit of inservice education de-
signed to improve instruction accrues to students and the community,
and thus, this kind of inservice education should be at public expense.

Property taxes in most communities are already viewed' as excessive,
Inseryice education, should probably be largely financgd by state funds
that are earmarked for that purpose and disbursed td districts with ap-
proved programs. Federal funds should also be available for inservice
education. However, they should be transmitted through the state.

27



. agency of the state.

.

There are recommendations that inservice education be paid for by
regional’ education agencies. Some' contend that institutions of higher
.cc}hucation, teacher organizations, and individuals should pay the bill.
The purposes and the benefactors of inservice education should be con-
sidered in making decisions about who has fiscal responsibility. The main
goél is assuring that funding for inservice education is provided on a
continuous basis so that programs cease to be piecemeal and haphazard,
and so that inservite education will not be the first cut when budgets
must be pared. ’ X ‘

CRITERIA FOR LOCAL PROGRAMS

- : L
21" Inservice education is paid for by state funds provided for that pur-
pose. o
Maintaining adequate schools and quality personnel to staff them is
primarily a state responsibility. States have accepted this responsibility,
but in maintaining the quality of school personnel the main emphasis has
been the-initial preparation of teachers, It is time for state officials to

_recognize and accept responsibility for inservice education. In a ‘society

that is changing rapidly, preservice teacher education can never be ade-
quate for a career in teaching. Clearly, some areas of teacher compe-
tence are better learned in practice. Inequities in funding among local
districts can be compensated for by state funding, and monitoring to
ensure quality can be done with greater objectivity by a disinterested

Funding and other aspects of support require state legal sanctions
(see Edelfelt, 1975, pp. 80-82). Such sanctions would i_nstitutiénalizé
and legitimize the organization, design, concept, and support of inserv-
ice education. No states now have sanctions adequate to that task
(Giffert, Harper, & Schember, 1976). '

Some cortend that funding must be shared by decision-making groups
(sce criteria #1 and #2) or else parity will fail. The counterargument
is that some of the major interest groups (e.g., institutions of higher edu-
cation and teacher organizations) have no direct responsibility for edu-
cation in public schools and no sources of funds that could legitimately
be spent on inservice education to improve school program.

v ¢

Commitment to Teacher Education

22. Professional growth is seen as a continuum from preservice prepa-
ration through career-long professional development.
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anmmg to teach and maintaining competence o teach is a con-
tinuous process, However, there are checkpoints at which judgments are

INSERVICE EDUCATXON

made about meeting requirements for graduation, certification, and ten-
ure. Unfortunately, these checkpoints have separated professional growth

into segments. For example, undergraduate preparation is seldom con-
nected smoothly with initial practice and the beginning of inservice edu-
cation. There is typically no recognized transition period. A college

senior abruptly becc)mes a 10th-grade English ;eacher between June and . -

September.

The criterion means that professronal growth is a cqntinuous process,
not only in the mind. of the individual professional, but also in the formal
provisions made for. professional growth. Preservice preparation pro-
vides a substantial beginning toward a holistic concept of a professional
teacher, and inservice education continues development within the frame-
work of that, concept. Teaching competence, then, is developed and
honed in a constant and conscious effort to make profewonal improve-,
ment a career-long process. C

23. The inservice education program reflects the many different ways
that professionals grow.

' This criterion is,concerned with the response of the system of inservice
education to the individual. It is intended to remind planners that growth
patterns differ in style, timing. and interests. Individual teaching style
can be promoted by fostering individual learning style.

Many options should be open to teachers in inservice education, even

options that lead to similar goals. For’example, one teacher might seek -

to improve his or her effectivencss in teaching reading by taking a course,
another by observing in selected schools, a third by working in a clinic,
and a fourth by working closely with an advisor in analyzing practice.
All these options are constructive and viable and should be.legitimate.

A teacher's first step in employing this criterion might be self-evalua-
tion to identify his or her uniqueness and psculiarities. "An important
provision is having someone competent dnd compatible to give counsel.
School districts might well écmsidcr the British advisor system (see Ty-
rell. 1964} or some other way to provide teachers with counselors who
are not threatening and who have no authority over teachers.

24. The inservice education program addresses the meany different roles
and responsibilities that a teacher must assume,

Another way to state this criterion is, The inservice education program

. 29 :
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addresses the ivany different functions of a teacher. o

* All teacher education is focused primarily on the role of teacher of
students. The emphasis is on the teacher’s encounter with the student(s).
Yet teachers spend an important part of their time planning curriculum, -
devising instructional strategy, and developing evaluation schemes. They
also function as 2 member of a faculty, a liaison with parents, a mem-
ber of a profession, etc. Inservice -education should include study, apal-
ysis, and interpretation of the problems apd issués connected with alt

these roles and help teachers develop competence in each of them. ‘

Al i

2.5 . Inservice education is related to research and development,

Inservice education should always have an experimental edge, particu-
farly now when interest in inservice education has been aroused and
there is an acute need for more cffective programs. ‘ '

Inservice education designed for school improvement is ‘especially
~ amenable to research and development. That emphasis brings curriculum
development and instructional improvéme’nt to the fore as the substance
of inservice education. How actual practice and program interface with
professional development must be documented by research! - ' L
College and university faculty, as well as teachers, wi}l find this cgi—/ ‘
“phasis of inservice education a very fertile field for: research, There ig/in-
terest at thousands of schools. : :;‘ /
~Usually college and university staff members are n;gt well réwarded
for working at school sites. However, the combination,of assistance with
inservice education and research on new develop ents ¢ n,}é’gi}timize
assignments in public schools for higher educationlpfofessg{s. / /

ersity,
the in-

26. The respective strengths of the school district, the gﬁ?fegé/ iuny
the teacher organization, and the community m'e nsed j
service education program. S

This criterion is difficult to achieve because none of thegg groups have
inservice education as their primary mission. Who will/coordinate the
use of strengths? How can the different competencies of the groups be
used most effectively? Obviously a process must be developed, one that
reflects the criteria in the first section (on decision-making).

There may be apprehensions about one: group’ dominating. Certainty,
special strengths will make a particular agency preeminent/at times. For
example, if the focus of inservice education is school improvement, the
school district has a singular strength in ‘teachers and pther personnel
who know students and existing _progrums. The schoo} faculty, then, is
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preeminent in its knowledge and aware ess of the people and cxrcum-
stances that are affected. Faculty menipers should have the major voice
i decisions about inservice eﬁscatxon hat is desxgned to improve school
program. On the other hand university and state department of educa-
tion personnel may be more know! dgeable about certain content and
techniques that will contribute, tg school program xmpmvement They

can serve effectively as consultants guides, and counselors. Stil] different

is the teacher organization with ;t acute awareness of teacher needs, for .

example, in regard to gonditiors of work or teacher involvement in
decision-making. These concer
zation as the collectiv agent of/ the teachers. By contrast, if the. focus is
.a research project, or dxssemx ation of research ﬁndmgs. the university
niight have the greatest competence and be a prxmary force.

, The respective strengths 5 different groups, then, differentiate their

roles in various actmnes Hopever, oné of the confounding problems of
our times is whethexr cogper ting groups can decide when the prcemx-":‘-

nence of one group, the expertise of another group, or democratic -de-
cisioni-making should prevml—or how to make them coexist. The whole
issue needs more dxscussmn than can be provided here. Writings by
Denemark and Yff' C 1974), Darland (undated), and Howsam, Corrigan,

Denemark, and Nash (1976) may help to cf&nfy the issugs in local dis-

. cussiors, .

27. Internship and srude'fzt teaching experiences are used for analysis
and study in the inservice educ’at:’cm program.

Internship and student teac.hmg experiences (clinical or laboratory
experiences) provxde unique opportunities for dnalysns and evaluation.
Analysis and evaluation are usually more open and candid because the
neophyte. is still in t?aining and cxpects to be under rigorous scrutiny.
The situation provides’ an opportunity for regular teachers and teacher
trainers to probe qucétmns of teaching more deeply than is usually pos-
sxblefwhqg a regulan @ember of the staff is expected to use his or her
own teaghmg as the subject of analysis. Yet the lessons fearned can be
applied by the regular teacher who supervises analysis and study. In
fact, the regular teach’ex often learns the lesson better than the neophyte
because the regular teacher has had more experience. i

This criterion supports criterion #22, which deals with professional
growth as a continuum, but here the emphasis is on what the mature
teacher can learn from the gnalysis of teaching with the neophyte. |

»

are best expressed through the organi- -

ST ol
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sianal-personnel.,

v At
TR e

-28. Inserwce educatmn is avaxlabie to aH profe.ss:onal and nonprofes-‘

The people who work in a schoal——teachers, adnumstratars, supem— )

sors, secretaries, aides, janitors, custodians, aurses, groundskcepers etc,

—all influence the program of that school. If inservice education is to im-

. prove schooi program, it must include all personnel in appropnate ways.

‘e .

.. Rewards

29 There is a reward system for teachers, admzms:mtars 9% callege/ -

university persa:met who engage in insexsice ea‘ucatmn programs.

The rewards for inservice education have been :pmnanly economxc
benefits and_additional credentials. These are essential rewards But
there are. others, some of which, like approbation and rccogmmn. are
“very simple. It should also be possibie to earn additional freedom, new
“privileges. higher stat and greater prestige. Ironically, more rcsponsx«
_ bility can alsobea rewarci : :

All of these rewards are Iargely extrinsic, Inmnsxc rewards should be
promoted too. In a sense, status and prestige arp intrinsic because they
must be earned; they can seldom be bestowed. Pride is certainly Iargely

an intrinsic reward. So is mcrcased self-esteem becausc of greater com- '

petence gained through inservice education.

Whether extrinsic or intrinsic, rewards to all who participate in m-]

servae education should be much more cléar and precise.
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Al of the educators who had a part in expanding and refining the 29

‘ criteria in the previous chapter also indicated that some distance scpara-

tes'the criteria and the inservice educ;auan progtams in thmr school’ 8ys-

tems, The criteria, then, .are statements of what, should ‘be, not what is.

But they are not totally dreams. Some inservice education programs do
illustrate several of the criteria. Nine such progtams‘are described in the

. chapters that follqw. Table 3 indicates the criteria illustrated by each of -
' . the programs. Authors were asked to identify the five or six most pmm-
inent criteria illustrated by their program. Most found it difficult to nar-.

" row their selections to half a dozen. Thus; the table mdudas some cri-

: tena t}xat seem to be in play. but are not promigent. e
Tﬁkii. MWbyNMMWMPW
7 ’ ‘Horns Ln L Aﬁ.ﬁt Bﬁxinm Wmn:bam. Bostam
| s%;'c'a‘z?.'%; Souny, | count, | United | Portan,| Waghing|| Sebih, |, e, Meskits
{Chap. 35 | (Chap. #) | (Chap,5} | (Chap. §) | (Chap. 7) [ (Chap, 8} (Chap. §) (Chap. 10){Chap. 11}
, Decismn-x\fa&mg , t L * -
1 v + Y v |+
2 v, o , RV
3 : . 1 4 '
‘ ) T e
5. v N
6, . + 3
Relationship to School Program ,
7 v v | v v L VLoV
8 v | Vv |V v v |V v
-9 v v L+ o+ v |+ v
0 | v | v | VI V|V b v
1 + v v + v
12 v v v "
13 v + +

SRR

1

5 ) ) . 4 2
I L -4 £
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Table 3 continued ’ : ' ‘ : , | B
. : Harris | ‘Lu AES?: ¥ B!.i‘a*;s“ (Winnsbore ' ﬁosbon. i
| e | i ke vt welli” L) o, e
(Chap. 3) | (Chap. &) | Chap. 5) | (Chap. 6) | (Chap. 7) | (Chap. 8)] (Chap. 5) KChap. 10§ (Chap. 11) .
14 o 1 “ A v 1
15 v o+ - - g +
. kESOHR‘ES . . ]
o6 - Tv T+ 1T v { v K
- FRES B :
. 18 v 1N IR o |
- 19 + 0 | 1 o+ |+
20 N ' v | .
21 S T B LI ‘
Commitment to Teacher Education : S S ‘
2 v |+ + N A :
B B N JREEERE :
A7 v.olo+ | ' v
S 25 V. R '
- . 2% v 1+ | ‘
;‘,b : 27 - v ’ ' v
28 v 4 * Y '
Rewards ) T A e
S T + | v v vV
v =most prominent, $ =in play “
_ It is no surprise that almost all of the programs xllustratc criteria
dealing with the relationship of inservice education to the school program
ks and that very few illustrate criteria dealing with decision-making. Coop-
' erative governance of inservice education is prominent in education
rhetoric, but as yet it is not widely practxced at least as illustrated by — *

these programs. Criteria “dealing with a commitment to teachér educa- ~ -
tion in public schools are few in number. Resources too get little attention.

. As more of the 29 criteria become operational, it will be instructive
to document what happeans to the quality and effectiveness of inservice
education. Obviously many criteria not now in use were identified by -
teachers, administrators, and college personnel because they thought
the criferia were important to the improvement of inservice education.
It is hoped that many people will test all the criteria and evaluate the
premises on which they are based. ' , .
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Chipter Thee
Improvmg the Professional
.‘ Growth Opportunities of

- Elementary- Teaching Personnél

Barbara Ataman, Henrietta Barnes, Cathy Colando, .
~ Judy Lanier, Perry Lanier, Roberta Peto, Carol Pratt,
Joycc Putnam, Diane Rouse, agd Erma Wlutmg*

pmgram for Excellence in Elementary Education (thc Tnplc—E'

progrm) in Lansing, Michigan, provides a set of interdependent ex- .

‘penenccs aimed at optimizing the quality and availability of professional

- growth "bportumucs for persons specializing in elementary education. S
;It desggned for prospccnve teachers, teachers, . prospective te,achcx

'e.du tors, and teacher educators. ‘A major assumption of the designers.,

- 'was that learning experiences for each umque set of participants are

- optimized when ail participants engagc in sxmultancous learning experi-

ences; that is, a synergistic learning effect can occur for all when every-
ore participates as learner as well as teacher. Therefore, the Triple-E

~ program should not be viewed' pnmanly as a teachcr preparation pro-

gram or an inservice program or an improvement program for teacher

educators. Rather, it should be viewed as all of these working in concert

to produce desirable sutcomes-for children, educators, and the Lansmg

vx

T

.-'”‘v.‘
”
P

-community. The pmgram is predicated on the notion that outcomes will

be most constructive when diverse sets of educators work together and .

- share decision-making on how teaching and learning might be improved

for any particular set of students, be they children or adults.

| A Brjef But Necessary History .
The program originated in the early 1970s with the elementary educa-
tion segment of the project on Training the Trainers of Teachers (the

- y o , , ..
"¢ Assistance was received from Betty Brown, Janine Goalsby, Judy Jennings,,

' Barbara Langenbacher, Rena Moyer, and Quintells Walker, Lansing Public Schools.

31
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~ Triple-T project), whxch was supported by the United States Office of

Education and cooperatively designed and implemented by Michigan
State University’s College of Education and the Lansing School Diss
trict. When Triple-T funding ended in 1973, the College of Education
and the Lansing School District chose to provide continued support so
that the promising ideas and practices initiated by the elementary
Triple-T project could be continued. The Triple-T project continued
and maintained itself for the next year, but was unable to either expand
or significantly improve because it was operating with limited funds.

In fall 1974, the modest Triple-T project was merged with the Dis-
trict and College's Eighth-Cycle Teacher Corps project, and the com-
bined project was dubbed Triple-E, for Excellence in Elementary Educa-
tion. The merger resulted in the realization of a unique set of oppor-
tunities and activities not considered possible before by either individual

" project. That is, combiningthe two projects created a.number of more

- powerful means of providing far the prnfcssmnal growth of teacher
‘trainees, teachers, and teacher educators.

One might say that the Triple-E program was a pmduct of good for-
tune, good problem-solving, and goodwill: Good fortune came from the
lack of enough personnel to operate both programs; good problem-
solving ocCurred when pamcxpa.nts saw the possibility and potential pay-
“offs of combining the two programs; goodwill came from the many dif- -
ferent persons—teacher candidates, teachers, administrators, and™
teacher educat@rs—who struggled together to work out the intricacies

of the logistically complicated program.

A More Specific Elaboration

The Triple-T program in Lansing was initially aimed at improving the
quality of temcher preparation. One means to improve teacher prepara-
tion was to have both prospective teachers and teacher educators out in-
the schools for significantly greater periods of time than was typically
allocated. Forty volunteers made up the initial set of teacher candidates -
who obsefved and assisted Lansmg teachers in the first term of their first
year of college. They subsequently worked in schools every week of
every term for the remainder of their undergraduate years, with gradually
increased amounts of responsibility in both time and teaching functions.
Each candidate worked in four Lansing schools -in the course of this

35
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time. The teacher educators working in the program made frequent and |
regular school observations, visitations, and demonstrations. By the time
the prospective teachers were begfir}ning their senior year, they had had -
more practice-teaching experience '(in schools, with children) than is
usually acquired by the graduating semior in the traditional teacher
education program. Hence, they were “orepared,” in the conventional
sense, for a beginning teaching assignment. However, the Triple-T -
trainées had one year remaining for additional instruction and still richer
‘supervised teaching experience. . _ ' .

The Teacher Corps program ‘in Lansing was gimilarly focused on
teacher preparation, but with a special emphasis on recruiting and pre- -
paring minority teaching personnel. Although’ these prospective teachers - -
entered the program in their junior year, they also had intensive school
experience because their program requiréh a half day in school every -
day of the dcademic year. _ T

It happened that the need for and possibility of combining the two
programs occurred when the first sets of interns in both projects were
in their senior year. Because of their prior. experience, the {wo sets-of
interns were relatively well prepared to assume substantial and significant
portions of teaching responsibility. Given this factor and the healthy di-
versity of strengths and backgrounds, each Teacher Corps intern'was |
paired with a Triple-T intern, ‘and the two intergs were then teamed with
a cooperating teacher in on¢ of the participating schools. In the fall texm

-of the interns’ senior.year, each member of these three-person teams

alternated in the role of lead teacher. Then one intern assumed the bulk
of the teaching responsibility for the winter term, and the other assumed
it for the spring term. In this way, the interns were prepared for both
team-teaching and a relatively self-contained teaching situation.

At all times, the cooperating teacher maintained ultimate teaching
responsibility, in the sense of approving. the goals and strategies pro-
posed and implemented by the interns. Through the effort-sharing, how-
ever, the cooperating teacher was able to acquir'e several days a week
for professional development and curriculum development on school

time. ( This latter benefit was one we especially came 10 value.)
University personnel regularly worked in, the participating schools
with the cooperating teachers and the interns. They always observed and
assisted interris when cooperating teachers were participating in inservice
instruction. Additional support was provided by the District, which re-

39
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© leased sevetal teachers to assist with the orgamzanon observauon and -
managemént of the various faccts of the pmgram. R :

C".\

IR, OurEarlySetofWomes

The ergmal concerns of the partxcxpants who v;nttﬁtd into the cnm- :
bined program centered on the following i xssucs o ‘
e Will Ray deleterious effects on children result from- adding tcachmg'

.- personpel to the classroom or ngmg cmperatmg teachers sonfe time o

* away from the classroom? . -

o Will parents be upset with the expen:nocd teacher Ieavmg h1s or hcr
classroom during the school day: for on—the-}dn pmfmonai educa- .
tiorand curriculum development? . ) ' '

» Will the interns cooperate or compete? A spccml concern here was
that Teacher Corps interns were receiving g stxpend plus tuition
whereas the other interns were rece{ving no support whatsoevc: ST

. - ® Will teachers value and profit from inservice activities and cumculum L
o " +development? Cann/will they help facilitate a productive ingeraction .
* - with the university pmfssom and graduate students?

-*Wxﬂ principals be tolérant of all the trafﬁc and potcntxal confusxon .
that may arise'with interns, teachers, and unm:rsxty personnel’ coming
" and going at all times? o

- Will the teacher educators be both sensmvc and strong. ‘enough fo
N -~ respond constructively to the needs, requests, and dcmands of the
T school participants? Can they tolerate the increased pressures and in- .
R convime of the added travel requirements, teachmg classes with
. . frequebQX:rmpuons and sometimes in cramped. spaces, efc.? ‘
All of these unknowns were wortisonie as we anticipated and planned
the trial activities. At the end of the. 1974-75 year however, the experi- .
ment was Jjudged to be a clear success by those participating. Although
occasional prohlems arose, none of the major concerns or fears were
realized, There were no. apparerit deleterious effects on students or seri-
ous problems among or between the interns,.teachers, administrators, and
teacher educators. To the ceftrary, the response of all parties was over-
whelmmgiy positive. Although occasional conflicts and differences of
opinion naturally occurred, they were resolved through regular problem-
. solving sessions. The decision at the end of the year was to continue re-
finement and dcveiopmem of the program. However, the task was com..
. . pliéated by personnel limitations and necessary changes in the Teauher
Corps project. -
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- For the 1975-76 academic year, there was only one remaining set of .
,interns entering their- fourth year with the necessary background and’
skxlls to tqam—tcach with and subsequenﬂy release a cooperating teacher.
Furthcr, the Teacher Corps project was entering a new cycle of trammg
~+ . in which its.emphasis was to be on graduate <raining and inservice
' tcacher education in the context of ﬁtotai school involvement.” Prior to
h  this time, e.had been six schools involved in the. Triple-E program, -
thh three M live cooperating teachers i in each. For 1975- 76, one school |
was selected in which teachers and admxmstrators agreed to participate
, in-inservice dcvelqpmcnt and demonstration. The Triple-E interns were
~ - all placed in the one school, gmrig them the opportunity for team and
" self-centained training experiences and providing the cooperaung teach-

ers with fhe needed time for inservice education.

In the fall term, all teachers and the principal parncxpated with ail
teacher educators in two half days of inservice educhtion-a week.. Four

' " of the Teacher Corps projéct’s graduate interns also ‘participated. The
msrtrucnon emphasized- the psychological and sociological foundations

of curriculum development for elementary school youngsters. In the

- winfer and spring, the teachers and teaclier educators each’ p&mmpated

as a member of a study and currxculum development team in reading, .
‘math social-embtional educatjon, or multxculmmi ediication. The devel- -

o opment teams reviewed the relevant rese&r\ch literature in their respective
cursiculum areas and attempted to use the gmde}mes develoged in the fall
term to prepare model instrugtional units for demonstra@

- Plannmg for the Future D

o In the meantxme however, a new set of Tnpie«-E intens hadto be r
e cruxted and prepared for the 1976-77 academic year if the Trxpie%‘

’ program was 10 continue functioning. Therefore, a number of teachers
who had participated in the Tnpl;-E program in prior years but were

excluded in 1975-76 Becaiise of the Teacher Corps project’s “total

~ school” priority, joined ,together to (a) help prepare interns for the
1976-77 “total school” participation and (b) design a long-range pro-

+ ., gram so that disruptive changes in nat:onai priorities and/or guidelines
- would not necessaniy terminate the program Thus, while one group of
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ttachers and teacher educators were designing and developing cur-
riculum and instruction. for children and teachers in a single school,’
other teachers were engaged in overall program design and implementa-

~ tion. The recommendations. of these teachers for continuation of the
- Triple-E program were presented to the Lansing/Michigan State Umver-
sty Teacher Center—an organization of school and university teachers |

and administggtors who review all interiistitutional, school-related proj-

- ects. They, in turn, have made recommendatians to their respective in-
- stitutions, thatis, the Lansing School District, the University’s College of
‘Educatipn, and the Lansing Schools Education Association. ' '



| . Chapter Four :
Harris County/Columbus Cellege

Teacher Corps Inservice Project

William Bruce Janet Fleischauer, David Cooper,
and J arvis Sheperd"

/

The philosophy of the Harris County/Columbus College Teacher

Corps Project in Georgia is to make continuous inservice experience

relevant to each teacher’s classroom needs and to bring the entire staff
of the educational -institution into system-wide cflorts to improve the
quality of life in the schools. The project operates in five elementary

* schools and one middle school located in a rural county invest central
Georgia. Approximately 100 teachers,-15 teacher aides, 25'food-service

* personnel, 15 maintenance workers, and 40 bus drivers are involved in
‘nine staff development strands and two community-griented strands that
were developed with the “whole school” in mind. The strands and their

. ' primary objectives are: ' a

Teacher-Oriented Strands (

e Contingency and Logxstxcs Management (CALM)—ta incredsc use
of positive reinforcement and to nmpraQ classroom management and .
use of time; - .

o Modification of Behavzor {(MOB)—to develop multxculturai cduca-'
‘tion, to improve cdbmmunication and cooperation among teachers,
and to bring about a more warm, acccptmg,‘and fricndly atmosphere;

. e Diagnostic and Remiedial Teaching (DART)—to increase diagnostic-
~ prescriptive tefching.and to establish on-site Iaboratories within the . .
classroom to model individualized diagnostic-prescriptive teaching;

e Saturation of Content Knowledge (SOCK)—to develop sequential
and spiral learning through analysis of subjectsmatter concepts and
skills. :

. . Total Education Staff Strands ‘
e Professionally Oriented Participation (POP)—to increase all school
personnel’s awarcness of modern edugational trends and to introduce
e “alternative models of educating youth thgough observation of other
S : I 37
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schools and partxc.xpauon in workshops and eonvcmicms B

e System-Wide - Involvement ii " Performance (SIP)—to develop Ie-
'+ sponsibility on the part of all systcm personnel Tor the educanonal

S w
re

- well-being of each child, , ' . . !. .

' ; Support Staﬁ‘ Strands

] Mamtcnance Operatmns Prcrequmns (MOP)——to improve the learn-

ing environment by improving the performance of etployees and

. to develop cooperative relanons.h:ps betwqen teachers, maintenance
* personnel, and students; .. R'n
- e Transportation and Safe Kids (TASK)—to devdcp-management sys- '

% fems and learning climates for the transportation portion of the stu-

- dents’ day and to train bus drivers in humanistic education concepts;-

. Deveiopmc’nts in Nutritional Education (DINE)—to develop pleas-
ant lunchroom environments and to emphasize the rehhonshxp of
good nutrition to school performance. :

Carmnmmy-f nvolvement Strands :
e Multiple Opportunities to Hclp Barich Resourws {MOTHER)—to

increase the use of parents and other volunteers in the. classroom and R

© 'to train them in teaching techaiques;

«_Home Opportumtm to” More Educauon (HOME)—-&) increase the
ability of parents to prepare and assist thcu' children in school- related
learning in home situations. -

The Harris County project has estabhshed a Training Resources Cen-

ter’ as the vehicle to implement the training strands. The Center is

charged with developing a sequential and developmental training pro-

gram- fo meet the individual training needs Qf system employees, volun-~

teers, and School Community Council members in relation to the system S

‘curriculum and services, and to provide teachers with opportunities: to

_ receive college credit for tlassroom improvements. The primary objec-
" tives of the Center are to. enhance student growth through un;}roved

performqnce by teachers, volunteérs, and support-service personnel and
to provide individualized and positive teacher and community support
of all related behavior-modification and learning-strand activities. )
The specific functions of the Center are: ,
e to coordinate all rclated training activities, including undergradustcd

courses, internships, graduate courses, noncredit courses, workshops,
and individualized staff development activities;

e to individualize and implement related Wpining e.xpcriences,

e to provide on-site supplemental resources (e.g., consultants, profes-
sors, & professional library, and instructional matcnals) ; A

e to develop innovative training models; <

- A
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" e to provide systematic dxssexmnatxon and-feedback of mfcrmzuon to
supporting institutions of higher education with’ suggestmns £u&pm—
~gram modifications of traditional campus mmmg,

. to provide mtc.mal and external evaluation.

The Center is staffed by three. rcsxdcnt field-based professors who

work full-time in the Harris County schools to’implement th}. training

strands. Additional personnel of the Center are a community coordina-

tor and"an intern team composed of four interns and a team leader. These

' staff members act as stimulators and mnavators in support of the public
» wchool laboratory. ‘

¥ The primary governing. and pohcy-makmg body of the Harris County
project is the School Community Council. It has 32 voting members
represcgtmg all the tga}or conununity mstmltmns-govemm¢nt family,
business, religion, and education. There are seven teachers elected by the

faculty of each school, six pareats elected by the local parent-toacher
association, two preachers efected by the black and white preacher-or-
~ ganiaations, one businessman se}ectcd by the Chambex* of Commerce,

one member of the county commission, the head of the Family and
Children Services, one representative of the board of education, the six

~ building prmc.xpals, the elementary curriculum coordinator, the presi- -

deat of the local educition assocmtmn, and representatives of the Train-
ing Resources Center. oo

The Council is at the heart of the Harris Ceunty pre;ect, providing
feedback and guidance from the teachers, parents, community agencies,

~the school board, and the College.to insure that the project is meeting
local needs. Among its responsxbmues is controj of the project’s budget

and expenditures.

Instead "of the tradmonal five hours a week of format class for five

credit hours, the prcjecm Harris County is colmpetency-based. The resi-

- dent professor -meets with tcachers for approximately one-and-a-half

hours a week in formal classroom settings to introduce concepts. These

- classes are held in the schools of the county during the teachers” re-

quired 40—hour week. When possible, teachers in one school are grouped
together in classes that meet in their school. The other contact.time be-

~ tween the resident professor and the teacher is provided by the: profcs-
sor’s working directly in the teacher’s classroom, which enables the train-

ing to take place in a laboratory situation, It also allows the resident
professor to do in-class observation, identify weaknesses, work with the

.
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teacher fo identify a needed competency, give instruction in acquiring it,
: 7 . demonstrate it in the classrbom, evaluate the tea_cher s mastery of it, and
- give graduate credit for its mastery. In effect, the process enables the
~ College and the resident professor to demonstrate individualized diag-
nostic-prescriptive teaching in the graduatc program and pmvxde a ‘
model for the teacher.

Approximately 75% of the tcachcrs,,m the county are mvolved each
quarter in the Teacher Corps program. All tuition dnd fees are ‘pdid by
the project in order to give each teacher an opportunity to parnmpat:
and provide anm incentive for all teachers. Additionally all training
materials needed to develop identified competencies are provided by the
Training Resources Center through the establishment of a professional -

;'hbrary : ,

The participants can complete a master's degree within. two years of

- the initiation of the project, provided that all requirements are success:

- fully met. This can be accomplished by the teacher’s taking 5 hours each \
quarter for each of two school years and 15 hours for each of two sum-
mers. The probability of bemg able to complete this type of program is
improved because teachers do not have long class sessions to attend and
they earn credit for activities actually planned and carried out i the pub- :
lic school classroom. It is the philosophy of this project that the teachers
will eamn a practitioner’sfdegree rather than a scholar’s degree. |

R As an additional component to the program, undergraduate classes

are brought to Harris County to traig community volunteers to work
with low-income students either at home or in school. The training
courses are provided free of charge to the participants if they spend an
equivalent-amount of time working in the classrooms of Harris County.

The Harris County Staff Development Plan (operated in connection
“with the State Department’s Staff Development Plan) requires that all -
teachers receive a certain amount of training each year. This training is
documented by a system whereby each teacher receives points for a
" variety of activities, either credit or noncredit. The Training Resources
‘Center is responsible for keeping a record of all noncredit workshops,
seminars, individualized work, and other activities such as trips to alter-
native schools, national workshops, and conferences. It is also responsi-
ble for granting continuing education units or graduate credits. Every
teacher, therefore, participates in Center training activities through the
Staff Development Plan.
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" The ideas that appear most. Jikely to be transferable are:
¢ resident professors who wark in puhhc school classrooms to demon-
. strate skills and who follow the dagnostxc-prescnpnve model; |
‘s 2 School Commumty;Counc;l that makes policy and budgcwy deci-
. sions and oa which all major community in;utuuoqs are represented;
¢ the training of all school personnel (teachers, janitors,. lunchroom
workers, aides, and community volunteers) to e.ﬁect improvements
" in the total schoal environment;

e the operation of a- Training Resources Center that coordmnm all".
1esources {concge. state department, local consultants, cooperative- .

~educationgl-service agencies) to have an m:pact on the schools;
e recruitment, training, and use of community volunteers in pubhc

school classrooms and the training of parents to work more effec-

~ tively with their children at home.

The things that should have been done dxﬁerently are: '

‘s The principals and local curriculum supervisors should have been
" involved more in creating the framework for training.

-Thercshomdbavebeensbmadcraﬂontouscanmmccsatthe
beginning of the project.

e The recruitment of staff to opcrate the project shauld not have been
so rushed.

"e The school administration. should not have oversold the program to

teachers and in effect led some to beligve that they would not have
to work for their master’s degree. ‘q

s The regular college faculty should have been more thoroughly ori-
" ented to the goals and operatian of the project.

o The project should have been funded with mote money (10% more
o would ‘have greatly increased the project’s effectiveness). .
. The factors that have facilitated the project are:

e an active interest by the Dean of Education in the field- based mode
of qperation;

- administration; -
s a project director with experience in field-baseq teacher education
~ and a deep commitment to the phﬂnsophy of the project;
e g staff with an untypical phﬁosophy toward graduate programs and
improvement of schoals;
® an active, outspoken. “and interested School Community Council;

e an already established Staff Devclopment Plan around which the
program couldbebuﬂt _

I

. i ~

¢ an enthusiastic interest in staff deveiopmcnt on the part of the central '
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The msjor factors that have uﬁnhxted the program are:

-hckofadeaﬂymtedmmmtmentbythehoa:dofeducamm -
the administration to effecfing significant change in the structure of
the schoals, therefore making the training of teachers less meaning-

, ful when changc is reqmmd to effectively demonstmte newiy guned
- A-toomuchmmwnhtheschoolgungqmet.wdedy,mmdx
tional;
) 0lackofregularcollegemoureesforuscmtheﬁ:ld—pmfmnhlve -
’ natbeenﬁeemworkmthcpmjectbecamoffumoadsanumpm, ‘
. mmforplmmngatthebcgmmngnfthepm;ect,
e the two-year duration of the project, whxchmakcsxtseemtrmutory/
@ serious problems with racism and lack of multicultural awarcnesg{
the point rmc:pmtshavebecnunwmmgorm:&cmm
B underlying p of the school and community;

- @ restrictions puton the graduate program because the state demn
! , of education does not have 2 competc.ucy based option fm'

level certification;
o pmspectxve employees who cannot and wﬂi not accept soft-mon:y ‘
- @ major communication problc.ms among staff, be 1 staff and

. teschers, between staff and admxnxsmtors, etc.; A
" lack of defined role descriptions for all participants;/
®. not enough time to do all the work. /,




A N Chspter Five
~ Inservnce Educatlon

in Lee County, Florida - .
: Steven W. Cook

“"

The Lee County School Board sﬁpports an-inservice training . prb-‘

' gram whose primary purpose is to- unprove instruction by improving
and updating the skills, knowiedge and competence of all personnel i in-

volved in the educatmnal process. Inservice education is recognized as -

Ca career-long process continually involving teachers in the assessment
of training needs and the implementation of training activities.” =
During the 1974-75 school year increased emphasxs was placed on the
identification of building-level inservice needs and the stmctunng of pro-
grams to meet these local needs. This etphasis is part of the evolution

of inservice education in Florida since 1968 when the Florida legisiature

created the Educational Improvement Expense program, The aim of this

* program is to provide local school districts with funds in addition to .

their state allocation for the regular instructional program. One part of

. this program is the development of a District Master Plan for Inservice "
* Fliucation. Before 1968, teachers could only renew teaching certificates

by acquiring college credxts Under the new scheme each school dxsmct
‘has become responsible for providing inservice activities. Teachers are
awarded inseryice points for sahsfactcry completion of these activities,
" and an accumulation of inservice points may be used to renew a teaching
 certificate. The Educational Improveruent Expense package also en-
. abled Lee County to acquire. subject-area consultants or supervisors. An

- initial responsibility of these consultants was to assess the inservice train-

ing needs of subject-area teachers and to coordinate inservice activities

* in their subject area. Consequently inservice work in Lee Connty ‘has

been and still is conducted largely on a subject-area basis.

During the 1968-69 school year tlie™ T8 Cdunty School Bosrd ap-

proved a plan to convert pmior high schools to middle schools consisting
of grades six, scvcn, and cxght Becausc a major cmphasxs of the middle

43

® A



i

Cout)

b N

4 ' INSERVICE EDUCATION .

school is team-teaching on'an interdisciplinary basis, the conversion
created a need for inservice activities outside the individual subject areas.

‘Large numbers of teachers were involved in a series of workshops and
* credit courses to prep¥re them Yor the transition to the middle school.

During the first years of middle schools there was a continued emphasis

on providing teachers thh training in middle school phﬂasophy, teachmg

techniques, and the nature of the mlddle school learner.

As middle schools becamc firmly established, the state recogmzed a
need for the certification of middle school teachers. As 2 result the state

.department of education created a pla}\ giving each school district the .

responsibility for developing an inservice program to enable teachcrs to

add middle school to a teaching certificate. The state expected the dis-
tricts t¢ develop performance-based plans for middle schoof tertification.”

‘This meant that teachersswere expected to demonstrate certain gener-
ic teaching skills that had been identified as necessary for success-
ful middle school teaching. The state contracted with the University of
Florida to develop mdxvnduahzed training materials that would help de-
velop the generic skills. The University involved 17 Florida school dis-
tricts jn the project, which produced individualized performance-based
modules that were then made available to all school districts in Florida.
A part of each module requires teachers to work with fellow teachers in
small groups called peer panels. Teachers on the panels assist eacli other
in working on the module and observing skill development. The modules

" reqyire the collection or production of -evidence that indicates comple-

tion. The peer panels check for module completion md certify that a
" teacheris eh&,:b!e for inservice points. | , -

The Lee County middle schoot ceruﬁutmn program began with the

* appointment of a task force composed of a teacher from each middle

school. The task force was given the responsibility of examining all
available resources and programs and recommending appropriate {rain-
ing. This group recommended that Lee County adopt the program of in-
dividualized modules developed at the University of Florida, alopg with
building-level workshops. Each teacher was expected to earn 80 inseyvice
points from the training activities that were available. The choice of skill
areas and modules was left to each teacher or in some instarges, to peer
panels. Self-assessment instruments and low-inference materials were

“available for teacher use. A major emphasis of the middle school cer-

tification program was teacher supervision and direction.

50

a |



)

‘mssxvxcs gnucnms IN LEE COUNTY o 45 ..

In 1572 the Flonda legislature enacted a new fundmg formula for
‘education that allocated money to each district on the basis of a full-

time-student equivalent. The full-time-student eqmvalmt was assxgncd .

~ a monetary value (3745 in 19‘?5), which was given to ¢ach district for

" edch full-time-student equivalent. A stipulation of this' funding procedure
was that each ‘district spend $5 per full-time-student equivalent. for in-
service education. In Lee Count} this amounts to about $80,000 yearly,

A portion of -this amount pays for teachers to- attend confe.rcnces and
workshops and visit schools. Another large part is spent on consultant
fees for university pcrscnnni to conduct workshops and in’ some in-’

stances, credit courses. :

 During the 1973-74 school year several factors came into focus that
seemed to indicate that Lee County had reached a plateau in inservice
'cducamn The Master Plan for Inservice: Education had been in exist-
ence for six years, and teacher tumover had reached a low rate. Teachers

" had been exposed to numerous kinds of inservice activities designed to

update subject-area skills. and basic teaching skills. Training resources
--were becoming more expensive, and qualified consultants to provxde up-
dated training and ideas were difficult to obtain.

About this time the teacher center movement began in Flonda A
teacher center seemed to be the next logical step, so, along with five
- surrounding school districts Lee County formed the Southwest Florida
Teacher Education Center. This collaborative epdeavor was an attempt

to draw all the various agencies involved in both preservice and insér- °
_vice teacher education into a concentrated, focused effort. Thrcc state -

universities are also partners in the Teacher Center. The state allocates
resources to them that can on@be spent for Teacher Center activities.
The Teacher Center is guxdcd by an advxsaxy council, of which a major-
ity of the members are classroom teachers. Also on the council are
representatives of the universities, district-level staff, and building-level
administrators. This afrangement creates a collaborative effort of three
state universities, six local school districts, and classroom teachers work-
ipg together as equal partners in teacher education. -

‘One of the first objectives of the Teacher Center was to (ﬁssess the in-
service training needs of teachers in the six counties .it serves. The

" Teacher Center adapted and developed a two-part questionnaire* asking

* Addmanai information is available from the Southwest Florida Teacher Edu-
czmon Center, 3308 C.mal Street, Ft. Myers, FL 33901
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-

‘teachers to give a scif—assessmcnt of. thexr knowledzae level and xndxcate
their desire for training. There was a generic skills section to whch-aﬂ ‘

teachers responded angd a set of questions for each su’bgcct area or level
such as elementary, finguage arts, etc. Middle school teachers were also

schools ,
The results were tabulated by subject area in a school, .total school

) faculty, all subjk-ama teachers in a county, and all teachers in a county.

For the first time there were data avaitable that indicated the percmved

(knawl:mi‘métraining desires of both a given group of teachers

within a school and the total school faculty. It became evident that there

. were unique training needs thhm a school and training needs that could
. best be met on a larger sc:aie '

The results of the needs asseshmem were distributed to each teacher

and school and were the basis for schools to begin planning for building-

level msemce programs during the 1975-76 school year. At Caloosa

Middle Schocl the Curriculum Council (see Appendix B) examined the

results of the needs assessment along with data from a School Sentiment
- Index (sec Appendix C) completed by students and a survey completed

by parents. All the data indicated that although teachers had a rather

" high level of knowledge, there was a very definite need for additional

training in understandmg, the social and emotional characteristics of the

middle school learner. The Curriculum Council contatted the Teacher

Center for advice and training resources. Two one-day workshops were
scheduled in cooperation with another middle school that had identified

 the same need for training.

Another need identified by teachers at Caloosa dedie School was for -
training in' helping students develop positive self-concepts and clarify

values. A group of teachers de ided that teachers first should be able
to accurately analyze, classmoéx

dents so that they could better understand how students are affected
by teacher behavior. The ‘Teacher Center was contacted, and it recom-

" mended a six-week course on interaction analysxs Teachers previewed
the course, and 13 de.uc\pd to participate. The Teacher Center provided
. all materials and the serﬂgic;s of two substitute teachers one day a week

for the six weeks. A su&stitute regularly relieved each teacher while

" the teacher worked through the course (the materials are programmed

on an individual basis). '\
. Yo
\ ‘ -

50 \_

hteraction between themselves and stu-



INSERVICE 'ED!L(.:A'TIOI_N IN'LEE COUNTY o 47
During the 1974-75 and 1975-76 school, years Caloosa Middle

~ School operated on a double-session schedule to alleviate overcrowding.

Under this arrangement the student day was the minimum length, and

' there was not time for activities beyond the basic programs. Beginning -

with the 1976-77 school year,.all middle schoals began to operate on a
single-session schedule. At Caloosa Middle School, the student day was
lengthened and additional activities were incorporated into the schedule.
When the change was announced, the sixth-grade teachers immediately
began to develop a reading program for every sixth-grade student. They
also expressed a desire for additional training in the teaching of reading.

The Teacher Center recommended a six-week individualized course on

teaching reading as decoding: Five teachers agreed to participate, and the
Center supplied a ubstitute teacher every day for six weeks. The substi-
tute relieved each teacher for one hour a.day. This proved to be very
effective because the inservice work took place during the school day

.when the teacher had time and students to work with (this particular

course used small groups of students in microteaching sxtuauons)

With knowledge of additional time available hegmmng in the 1976-77 -
school year teachers began to examine a "previously identified need of
helping students develop positive self-concepts and clarify values. The
student schedule was designed to allow one-half hour at the beginning
of each school day for “hnme-based guidange”—a time when every

. faculty member would have ¥ small group of students to work with on

.E::‘

a personal basis. A small group of teachers was identified who possessed.
expertise and interest in building such a program, Through the Teacher
Center they identifred a person from another school district to serve as
a consultant and advisor. Together they have developed inservice activi-
ties that they hope.will motivate ‘and prepare the entire faculty to be

“successful home-based guidance teachers. A Saturday workshop (for

which teachers will receive a stxpend) has been planned, and additionl
inservice actxvmes will be scheduled ‘throughout the school year. This |
inservice prégram began with teachers identifying a student need and

_realizing that they themselves ncedcd additional trmmng to meet this
. . student neeg.

Inserviee education in Lee County through teacher involvement and
more accurate identification of training needs is at a point of being able

 to offer individualized help to schools and even individual teachers. The

needs assessment conducted in 1975 has identified many areas for ad-
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'dmonai training that are ducctiy related to student needs. The Teacher

. Center is able to supply the resources, and being a collaborative effort

with the universities, it can also influence preservice education, There'is

now a very active involvement of teachers, administrators, school boards, |
and universities in planmng, implementing, and evaluating mservxcc‘ '

trmmng.‘Ulumatcly such involvement can only benefit the student.
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“Teachers Learn About i
Inqmry [Discovery Appmaches "
IohnElhott o

-

The Ford Teachmg Project was sponsored‘ by the Eord Faundanon

and Kased at the Centre for Aipphet) Rcsearch“m Eduéatxon at the Um-
- versity pf East Anglia, United Kingdom, from 1973-75. It was an at- -

tempt to involve 40 teachers in a program of action research on the
~ problems of implementing mqmry/dxsccvery appmacties in classrooms.

. The work of ‘the Schogls Council Humanities Project had made it clear

- that many of the p;oblems of implenignting: discussion-based inquiry
approaches were. caused by the habxtual‘g\aqdmnmnscxous behavier pat.
tems of teachers. For example, students’ failure to discuss’ 1deas could
be explained in terms of teachers’ tendencies to invite consensus, rein-

“force some views rather tkan others, and promote their own wWews, Only -
by becoming aware of these tendencies and reflecting about the theories - o
‘implicit in themhad ‘teachers been able to- modify their behavxor It had L
“also become clear that many of the salient patterns referred to could be - e R
'generahzed across classrooms, subject areas, and schools. This obscrvar 5

tion suggested the possibility of teachers from diverse situations - gcttmg

together to' dﬁvclop co}labmatwely a practxcal theory of mquxxy/dlscov- -

ry teachmg - . _ e .

N

[ [

-

Orgamzatmnal Framework

The 40 teachers who were invited to join the project came from 12 .
- schools, xncYudxng junior (ages 7-11), middle (ages 8- 12 or 9. 13), and
sccandary ‘schools ages 11 or 13 and up). T hey were supported by a

- »

* This paper was adaptcd by Margo Johnson from a.contribution to a sympo-
sium at the annual ceting of the American Educatmnal Research Association,
April 19-23, 1976. -
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centxal team of three: two fuli-txme researchers and a secretary, who
was also responsible for coordinating liaison between schools, an& be-

- tween schools and the central team. In addition; two district supervisors
. Were desxgnated to help support the work of teachers in their area on a

part-tune basis. The teachers were grouped in interdisciplinary schcoi"

teams to discuss teaching problems and shafe ideas about ‘methods of

collecting data, Twice a term, arrangements were made for interschool .

meetings of two to four teams. Theé meetings, convened by the district
supervisors, brought teachgrs together from the different kinds of schools
involved. During the four terms that the project lasted, all the teachers

-were also Brought mgether for three four-day residential conferencesw-at

the beginning, halfway through, and at the end. These conferences
provxded a context for teachers to communicate across eStablished

" educational boundaries., House (1974) has argued that lateral com-
munication between téachers increases their rewards from peers and‘
feeds their professional ambition. It therefore threatens hierarchical con-
“trol over teachers’ access to ideas and has political implications for in- -
creasing their professmnal autonomy. It was our view that lateral com-.
‘munication about classroom problems would mcrease teacher autonomy

because it would support. critical reflection about practice and thereby
give teachers greater contro! over their own behavior.

-

The Project’s Design as Classroom Action Research

Those curriculum réformers in the United Kingdom who have ex-
pressed concern with the failure, of the research, development, and
diffusion model to'securé implementation have tended to offer a problem-
solving approach as a possible solution to fostering innovation at the
classroom level. The essential features of the problem-solving approach

s

>

gre:

e its focus on practical problems defined by practitioners; 7

s collaboration between outsiders and practitioners, who in dmlogue
sgek solutions to the practitioners’ problems. .

Imtxaiiy these reflected the basic elements of our project design, with

1

one exception—our desxgn reflected a concern for generahz.anon We.

wanted teachers not only to monitor their own p_:‘SSTéms and develop
practical hypotheses about how the problems arose .and’could be re-

o6
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. solved, but also to explore the éxtent to wluch the pmblcms and hypo-

theses could be generalized to other teachers’ classrooms. We borrowed

“the term “action research” to describe this approach, and we came to
. preferit, rather than “problem-solving,” as a descnpnon of our-design, .

In early I973 we started to recruit teachers who were cxpcnencmg
some dissonance between their practice and their as azm tions to xmp1c~
ment’inquiry/discovery approaches. Howevcr it was difficult from our

- position as university researchers {o get access to such teachers. Ap—

proaches had to be made down the hierarchy from district administra-

_tors to headteachers. Once approachcd by their district, headteachers
tcnded to feel under some obligation to invoive their staff. So by the
: nme we met groups of “interested” teachers in schools, it was difficult

, whe&hcr or not their motivgs for joining stemmed fmm a genume desm: .

t0 determine how the project had been commumcatcd to them and

" toreflect on their classroom problems.

The. difficuities this presented for us became clear when we tned to

explam the idea of collaborative action research to the 40 teachers who
assembled for our first conference in spring 1973, Rather naively we -

~assumed they’ were all anxious to “get cracking” on somg Systematxc

-reflestion on their classroom problems. We outlined the main purpose

of the conference as the negotiation of research tasks, voles, procedures,
and methods, and we produced a documént to serve as the basis for

‘dxscussmn The idea was to revise the document as a result of discussion -

and distribute it as anfagreed contract between the teachers and us. A
brief summary of the document follows: - .

A. Action-Research Tasks

1. to identify and diagnose in particular sxtuatxons the probiems
that arise from attempis to implement inquiry/discovery ap--
proaches effectively, and to explore the extent to which problems

» and diagnostic hypotheses can be generalized;

2. to develop and test practical hypotheses about how the teaehmg
problems identified might be resolved and to explore the extent
~ to which they can be generally applied;

3. to clarify the aims, values, and principles implicit in inquiry/ dis-
% covery approaches by reflecting about the values implicit m the
' prcblcmxdenhﬁed

B Roles .

Responsibility for the action- researc,h tasks is tq;abc shared between
teachers and the central team working in dialogue. The central
- . ’! 4

»
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teamwﬁlalsotakesomerespomxmhtyfmmmmamgth:mpam
ofschoaltcamstootherschools. :
C. Methods of Data Collection o B
" 1. teacher field mptes on classroom, pmblems and t:achus reac-
tions to them,;

-

ers’ access to the diaries);
3. teacher-student, discussions a classroom problems, using
. teacher field ndtes and student diaries as resources; :
4. tape reécordings of classroom eventsg checks of te.ac.hcxs and
students’ retrospective accounts of | :
5. case studies of problems and strategies with a pam:ular class of

" students during the last term, based on data caliected by the
methods and techmque.s outlmed above. L
D. Reporting Procedures
At the end of each term each cocrdmator of a schoal team wxll scnd
_the central team & report on team meetings within the school. The
report will cite problems and hypotheses identified by the team.

" 2. student diaries of lessons (smﬁ:ts’;m have control over te;ch- "

Our attempt to negotiate teacher participation resulted in a rather .

reserved acceptance of our document in principle, with some suggested
.alteranons The teachers’ genaral reaction was that they did .not have

time to carry out the tasks in the ways suggested. We realized that such |
skepticism is often well founded: On the whole, schools have not insti-.

tutionalized support for reflective teaching; teachers often embark on
innovations without the time ang -opportunity required to resolve the
classroom. problems that the inn’ava.gx
stage, we should have concentrated more on the sglection of schools
‘than on the recruitment of teachers, There isp:mb:b%!y a s&ong corre-
lation between tlie opportunities an institution allows for practical re-
flectidn and the ability of the teachers who workin it to be aware of gaps
between aspirations ag\d practice.

Many teachers at the conference felt not only that thqy did nat have

time to reflect about problems, but alse that there was little point in

‘doing so. They assuined they were already using inquiry/discovery
teaching quite successfully. Later we learned that some teachers decxded
to get involved simply because they were already “doing i
- covery” and involvement might bring rewards with a minimum of
" Another, smaller group of teachers appeared to lack any commitm

to inquiry/discovery approaches at all. We later discovered that these
~ teachers had simply come at the “invitation” of their headteachers, to

¥
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whom they were reluctant to say no.

i During the first term gf the progect it became clear that in the ma;}or-‘

~ity of cases, action research was s:mply not getting off the ground.
o Regular team meetings mat&rzalmd in only two schools, A small minor- -

ity of teachers tookfield notcs @pe-recorded their lessons, and discussed
classroom problems with" studcms The majority asked students to keep
-diaries, but they reponed little evidence of any deeper thinking beyond
“it was  bit boring” or “the lesson was all right. " Feedback from schools
~ was sparse. About two-thirds of the teachers appeared to believe -they

~ had few probiems- in xmplcmemmg mqmry/dxscavcry approaches suc-
cessfully.

This early experience Ied to further devclopments in thc project’ s‘

‘design. Clearly our problem was how to motivate the majority of teach-
ers to adopt a reflective stance on their practice. We therefore defined
a second-order action:research role for ourselvcs—name}y,\dcvelopmg'
practical hypotheses on how to, initiate teachers into the activity of re-
flecting- on their practice. It was in this context that the idea of the
self-monitoring teacher began to crystallize as the key concept for the
, econd-order research. Self-monitoring is the prpcess by which pcople
become aware of their situation and their own role as an agent in it.

However, self-monitoring, althoygh’ a necessary condition of aware-
ness, is by no means sufficient. It ekpresses an objective attitude toward
situation and sel and indicates that certain subjective obstacles to
awareness have been overcome, for example, those of bias and pre-
judice. '

- The concept of self-monitoring clanﬁed for us what was involved in’
practical reflection. In its light one can make a clear distinction be-
tween the following:

e teachers who are adopting an ob}ecuve stancg on their practxce but
- require support in collecting and anaiymng suﬁicxent data to con-

. struct accurate accounts; L sj ,

e teachers who are not adopting an objective stance, but inasmuch as -
they sense or feel their situation to be problematic, are reagiy to do so;

e teachers who are neither ready nor able to adopt an. objectwe stance
‘on their practice.
We now think that-at ;he begmmng of the project only 1 of the 40"
* teachers was ser—mqmtonng to any significant extent. Another 12°
probably had some genuine sense that their teaching was problematic.

- Two-thirds of the teachers fell into the third category.
B - -~
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Teachers Theones of Teachmg

The ncgotiatjon of tasks "mies, procedures and methods was not the

only aim of the first conference. We wanted the teachers to: begin to .
- explore typical problems!.The discussions wereg ,marked by apparent °

communication difficulties. Teachers appeargd to use different terms
without being clear if- they meant similar or dnﬁe:ent things by what they
said. Teachers also appeared to use the same terms but disagree in

the apphcanon of those terms. We felt that if teachers were going to

share ideas, they would have to d.gve!op a common language for talking
about classrooins. We listened to the recordings of the dx%cussxons md
found that a number of terms tended to be used again and again in teach-
ers’ judgments abﬂut teaching situations. We invited teachers to dxscuss

‘the meamngs of these terms at team and regional meetings and to report

back. We also went into schools and discussed the terms with teachers.
We found that the terms were used to desmbe three main d:mensmns of

XDSII'HCUDB
r )

. formal/mform.ﬂ which-described the studems degree of intellectual
~ dependence/independence on the teacher's authonty position;

e structured/unstructured, which descrfbed the degree to which te.xch»)
- ers were concerned with getting students to achxeve preconcexved
knowledge outcomes;

e direeted/ gmdcd/ open-ended, whxch described methods by which the
teachers tried to implement their aims. '

v

-

Discussions and interviews with teachers about the meanings of terms

also clarified apparent disagreements about trhe' applications of terms,

Teachers held different views about which terms were compatible, For ~

example, some teachers associated an informal classroom with unstruc-
tured teaching and saw it as mcompatxbie with a strictured approach;

for others, there was no such incompatibility. It became clear that the

ways in-which thesé meanings were associated in teachers’ minds re-

flected their theoties of inquiry/discovery 4eachmg The followjng as-

sociations and implicit theorxes were ehcxted . 8
Inform.xl structured-guided—A teacher can pursue spreconcewed

knowkdge dutcomes by guiding students towarB them without im-
pasmg constra‘@ts on students”ability to direct their own Ieammg

_2: Informal- structurgd-open -ended—A teacher can pursue precon-
ceived knowlefge outcomes and foster and protect self-directed
learning by concentrating solely on removing constraints and re-

. ) -
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" fraining from positive intervention in ‘the Icarmng proeess - B

3. Informal-instructured- guxded——A feacher “can foster and protect o ¢
. . self-directed learning and exercise positive influence on the learning . : '

o ‘process so Jong as this mﬂuepce is not exerted in the direction of

‘ - bringing about preconceived knowledge outcomes. o

- 4, Infonnal—unstmciured-apm-ended—!\ teacher cmmot iostcr and
* protect “self-directed leamning and pumuc preconcewed knowledge
© . outcomes or exercise positive influence on learning processes. ‘Strat-
-egies must be mtn:ted an..protecnng self«dxrectmn on the part of
the studan : -
- 5. Formal- structuxcd-d{rected-A teacher fails to protect self-dxrectnd : :
. learning in pursuing prsconceived. knowledge outcomes ina way that' v i
_is intended to make the student mteliectualiy dependent on the
teacher's authority posxtmn o : : i
umg the second term of the pro;ect we asked teachers to xdenu{y
which of these theories guided their own. practice and to test the extent v
to which the theory accurately described it. For example, if teachers
became aware that they were using a structured-guided approach, they .
would know that theofy #1 was tending to guide their practice; they -
could then test the extent to which theory #1 was being reatized by
_ assessing whether their approach actually protected and fostered self- N
“dirécted learning. If it dig not, then they needed to generate new theory.
-Thc. list above was derived empirically afid described a number of
‘theories that actually informed our teachers’ pract;ge However; it did
‘not represent the full range of Iagxcany possible theories. By relating
the categories in terms-of all their logically possible combinations we
eventualiy produced the typology of pﬁ'EtxcaI theones in Figure 1.

", Figure 1, Typology of Prscﬁcal Theories of Inquiry/Discovery Teachisg, |
> E i 5 ’ Y 3 ¥

oy

i t . . X ¥ .
Informal _ o Formal

. Structured . Unstructured Structured 'Unstructured

. - ’r ) [ i
v‘,‘x‘ '.‘:\ IR R ' // \‘ /r"\ .' . ’.,
Open- o Open- .

Open- ; ' pe-
ended Guided Directed ended Guided © -ended Guided Directed ended Guided
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The categories gencmted fmm our discussions and interviews with

 teachers provided the basis for themy clarification, testing, and develop-

_ment in the project. They furnished a framework not only for discussions
between teachers but also for:dialogue between teachers and us; so many
past attempts to produce(theorxes of teaching haye been practxcally ‘

fruitless because researchers have refused to take into’ account the per-
spectives of pracutxoners and to bmld theory frpm this standpomt.’ .

Criteria for Testing Practical Theories

Both at the initial conference and in later gfscussions and interviews
with' teachers it was clear that they chargcterized mqmry/dlscovery

‘teaching as an attempt to protect and foste self-direction in the learn-
- ing situation. However “self-directed learning” is a rather absttact idea.
-We thought we could help teachers in the task of testing and develngmg

theory if we could gnalyze the idea of self-directed learning into more
¢oncrete criteria,. K . ) . :

.. We believed that self-directed learning should be conceived as a
procegural aim—that its nature as a process.criterion would be distorted
if it xéere viewed as an end:product or object of mastery by students. We
suggested that the aim of protecting and fostering self-directed leammg
could be analyzed into the following “freedoms” for students:

¢ freedom to identify and initiate their own problems for inquiry;

e freedom to express their own ideas and develop the ideas into hy-
¥ potheses; * _ ‘
e frecdom to test their ideasnd hypotheses agains{ rélevant evidence;

e frecdom to discuss ideas, that is, freedom to defend their own ideas
in the light of rational criteria and to bring these criteria to bear on
the ideas of others, including those of the teacher. .

Tn-order for students to excrcise these freedoms,.two sets. of condi-

tmns are necessary, First, students must be free from external constraints
on their ability to exercise the freedoms. Second, students must also
possess the necessary intellectual capacities; for example, students may
‘be free from constramts on the expression of certain ideas but be un-
able to express the ideas because they lack the necessary concepts.

Using the four freedoms and the two sets of conditions, we identified
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two clusters of principles that specify teachers rcspcnsxbxhtxcs for c.rcat-
ing the conditions that are necessary to reahzc self-dxr@cxcd learmng
Ncgatzve Prmctples o 7

. ¢ refrain from prevemmg students from identifying and Lmtxstmg thcxr
* own problems; - CF

" refrain from pqevennng(smdents from e.xprssmg thcir own ideas

o

.

and hypotheses;
" @ refrain from restricting students' access to reievant cvxdence and pre- -
_ venting them from drawing their own conclusions gbout it;
..e refrain from restricting students’ access to discussion.
* Positive Principles ' '
e help students develop the capacxty to xdennfy and initiate their own ‘
‘ pmblems, S sy i
¢ help students develop their own zdeas into testable hypothsw,

e help students evaluate evidence in light.of its relevance, truth, and
-, sufficiency; .

©'« e helpstudents learn how to discuss.

The negative principles provide criteria for assessing the extent to which
~the teachmg approach protects self-directed learning and thergby main-
tains an informal learning context. The positive principles provide cri-
: teria {or assessing the extent to which the capacity for self-direction is
~ being pasmveiy fostered by the teacher thhm informal learning con-
texts. o T ‘ B -
About halfway through the second term, we circulated a document,
that inchided bath the categories and theories that we had detived from
discussions with teachers and the criteria for testmg ; theories that we had
analyz.ed from tcaq{ers ‘aims. We hoped that the document would
provxde some guxdg!m:s for %elf—gnomtorms in the classroom. However,
we realized that if would only be useful to those teachers who had al- ~~
ready begun to guestion their own’ pmcucal tl}gones Fortunately, over
the previous me@nhs we had begun to make s\fne progren in this dxrec- -
‘ tion. j . ,
. ' L ;/ T L. [ ]
/

Trrangulatmn as a Method of Imtlatmg
e Self-Memtonng

.’)

o Durit’lxg the first term of the project the;need to develop strategies

“that would motivate the majority of our teachers to self-monitor their

/
\

’
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practic: became appdrcnt‘We finally decided to use triangulation. Tri-
angulation involves gathering accounts of a ‘teaching situation from
‘three quite different points of view, namely, those of teachers, studeats,
and participant-observers. Each point of the triangle stands in a unique.
position with respect to access to relevant data about a teaching situa-

tion: Tcdchers via introspection, have the: best access to their own in-. ‘

tentions and aims in the situation; students are in the best posximn fo ex-
plain how teachers actions influence the way they respond in the situa-
tion; participantobservers can best collect data about the observable
features of the interaction ‘between teachers and students.

We initiated a mangulatxon pmcedurc in some teachers”. classrooms
and then circulated some full sets of data gathered in this way to all the
other teachers in the project. Realizing that triangulation can be a
threatening process, we selected only those teachers whom we believed
- to be ready to self-monitor their practice in some depth We hoped that
they would also be prepared 1o let other teackers have access to the data
gathered in the process. A . 4
~ Because the teachers we selected had-not been successful in chcmng
honest fcedback from students, we took the initiative in collecting ac-
counts as participant- obsuvérs ‘This fact determined ‘the techniques we
used. Most often, we had a post-lesson dnterview with the teacher before
interviewing the students (interviews were recorded on tape). This
procedure enabled us to identify the kinds of data we needed to collect
fromg students if the teacher was to have an opportunity to compare two
accounts of the same event. It also enabl led us to identify discrepancies
between the teacher’s account and our own, which.then provided further
criteria for eliciting relevant information from students. -

The danger of interviewing the teacher first is that it leads to an over-
structured interview with the students. There is also a dangef that the
participant-observer will overstructure the interview with the teachex
To avoid these dangers, we tried to work from the teacher's or students’
own judgments about which features of the lessbn were significant; intro-
ducing our own dgenda when xt matched theirs or was a natural develop-
ment of it.

| We also exercised the initiative in negotiating the teacher’s access to
studant accounts. We interviewed students (in groups) only with the
tcachprs permission, and we made it clear that teacher access to the
studm}ts accounts would (have to be negotiated with the students. As
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participant-observers, we had a sxgmﬁc:mt role to piay in crcatmg condx-
tions of trust between teachers and studcnts Students generally feared
their teacher’s reaction. We found that when teachers were able %o con-
form to the conditions of access negotiated with students through us,

" and when they demonstrated an open attitude toward studénts’ com- |

ments, they were mcreasmgly able to collect their own accoynts with-
out our help. As the project progressed, we fourd that many of our |
teachers began to initiate triangulation procedures for themselves.

As well as’observing, and in the initial stages interviewing, we re-

corded lessons. If the classroom was highly centralized, we used tape

recordmgs If the classroom was decentralized,.we adopted a tape-slide
technique. T he teacher wore a microphone that picked up mterchangcs
with students as he or she‘moved around the classroom, and we took
photographs (pulsed onto the tape) that heiped to place the interchanges
in a visual context. Our recordings were used both in interview situations”
and by teachers when comparing accounts. In post-lesson interviews
with teachers we sometimes adopted the device of playing the tape re-

cording and aiiowm‘g them to stop it.and comment when they wanted to.

It helped them to reconstruct classroom events and gave them more
than memoyy to go on. We also found this approach useful in mtcrvxews
thh students. ‘

" Teachers frequently cited the collection of student data as s the part of
the process that agoused the greatest anxiety for them. This .anxiety was
carried into local inteYschool meetings. Those\ who had been involved -

in the triangulation studies discussed their experience with those who

were not involved. Eolla\vir}g is an episode from one such discussion:

District Supervisor: Do children feel they are ‘being inspected in any

way? . .
Secondary Teacher (A} No, I dont think so—they will often epen up
thh them.

Prxmaﬁy Teacher {B): Pupi!s will open up .with strangers who are just
inquiring whereas they know the teachers are trying to find out
what they know and therefore they try to give the “correct” response.

Secondary Teacher-(A): ;. . all that hc [John Elliott} got from them
was all criticism of the Iessom A

Secondary Teacher (C): This attempt to get frankness can obtain com-
plete nonsense from the children and often means that later a more
authoritarian approach has to be adopted with'them,

Secondary Teacher (D) : I feel that this can'causg trouble.
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Secondary Teacher (E): The chﬁdrcn can in fact gwe\false informa-
tion. Children do not talk frankly. :

Secondary Teacher (C): Possibly children may like the xdea that talk
ing to the project team refiects an unfavorable image. To'what extent
do children realize the uniqueness of John Elliott's position [as an

outsider coming in to interview]? /—1/ .

We only attended the interschool mectmgs on request because we felt,

that our abscnce would allow teachers to criticize our role’ more frecly

With the permission of the tcachcrs and headteachers involved, some
of the early triangulation studies were circulated to othér teachers in the
project. The studies also provided the basis for discussion at our interim
conference at the end of {he second term. At this conference they were
used as data for testing the practical theories of the teachers studied. -

The circulation of triangulation data around schools, discussions be-

tween teachers at local interschool meetings, and the experience of the
interim conférence began to take effect during the third term. Many

: teachers began to f_éel freer to look at and share their own classroom -
* problems once others had demonstrated a willingoess to do so. We dis-

covered the crucial role that local interschool meetings and central con-

'ferences played in this respect. With two notable exceptions, school- -

based teams coﬂapsed as a basis for sharmg ideas and classroom data.
This was partly because of Mick of institutional support and partly be-
cause of the fact that in secondary schools, feelings of intérdepartmental
competition prevented.the members of the interdisciplinary teams from
exposing their teaching to each other. Teachers felt more able to share
their classroom data with teachers from other schools. With the collapse
of school-based teams the local.meetings became the main setting for
sharing ideas ‘and expe‘riances‘for' the majority of the 30 teachers who by

“this time remained attached to the project.

- During the third term, about 24 teachers were actively engaged in
studying their own teaching in some form. Only about 6 adopted the
full-blown triangutation method, but the others began to use some of the

- methods suggested at the first conference Some recorded lessons or parts

of them regularly, others kept field notes, and there was an increase in
the general effort to obtain honest feedback from students,

In general, teac,hers tended to find their-own level of research activity.
They adopted iethods that produced illuminating but not overwhelming
data, They worked gradually from the least to the most threatemng Our
observations of this process suggested that triangulation should appropri-

. g8
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- ately come at the end of attempts to develop self-muniioring potcnnal

- with teachers who are iérge}y unreﬂectivc on ‘mei'r‘pra'ctéce. We would
in retrospect suggest that teachers need to work through the following

scquence of activities: . _

" 1. liStening or viewing recordings of their teaching situation; |

2. listening or viewing recordings and thea systematically trying to note
. Salient patterns in their classroom behavior; ' -

3. #2 pluy dialogue with a participan{-cbserver;

. 4. #3 plus dialogue with students about pedagogic values; .

‘5. triangulation controlled by a participant-observer;
6. triangulation controlled by the teacher.

. At gh&end of this process, teachers should be able to act: éipartid— '
pant-oBservers in each other’s classrooms. Indeed; during the second -

half of the project we found an increasing number of teachers ablg to do

this productively. Their main problem, again, was gaining opportugities

inthgirschooistodomis. o

L}

¢

Dev‘eloping Hypothm from Classroom Data

" The data collected by trigngulation and other methods enabled teach-

ers, in dialogue with us as participant-observers, to clarify and test the
theories implicit.in their practice. As a result some teachers gencrated
new theories. R

Following is an illustration 6f how one teacher used triangulation data:

The students argued that the teacher imposed constraints on their free-

. dom to éxpress their own ideas. On their own initiative they cited the

behavior, “Do you all agree with that?” as a way in which the teacher

imposed constrainfs by indicating the idea he wanted expressed. The
participant-observer noted the teacher behaviors that appeared to in-
dicate the outcomes desired and student responses to these behaviors.,
"He noted the “Do you all agreé?”. behavior and students’ responses to
it. His observations were supported by the recording.. The teacher also

accepted that he §did “Do you all agree with that?” frequently and de-
scribed the intention behind it as “asking for assent.” Gradually the
normitive implications gighis practice began to dawn on-him. The data
convinced him that in  of his professed aspirations to implement

inquiry/discovery approaches, his teaching was in fact formal-struc- |

' tured-directed - and his' behaviors deliberately fostered his. students’,
~ dependence on his authority position. Having clarified and tested the

theory impligit_ in his practice in this way, he later dramatically switched

5 - L -
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" to an unstructured&pen-ended approach that he hoped would protect T——
. the self-directed learning of his students. His conscious switch to a new “:
~ teaching approach reflected the dexelopmcnt of a new \‘.hmry the ap-
plicability of which would require further self-monitoring. e
- From triangulation and'other classroom data we began’ to ideatify
"“ practical theories that not only. applied in individual instances but also
'appearcd to have a more general applicability. By formulating them as
“‘general hypotheses” and then circulating-them to all teachers, we hoped
they would provxde a focus for seif-moiiitoring activity. In exploring the ‘ \
applicability” of the hypo{hcses to their particular situation teachers -,
would ncccssanly have to clanfy and test their own practical theories.
We realized thiere was a danger that teachers would not test the hypoth-
eses but simply accept or reject them in light of their perceived con-
sistency or inconsistency with the teachers’ own theories, However, this -
danger was somewhat reduced because the first hatch of general hy-
potheses was not intypduced until the end of the sgcond term whea an in-
-y creasing number of teachers had alxeady starfed-to engage in some form -
s of sclf-momtonng v
The rest of the gen;txai hypothescs were formu]atcd toward the end of
the final term of the project. They cmcrged partly as the praduct of

- o

F‘knnez. Shiffslnkplun!CentralTemdeeackm

.o " Central Team Member g Teacbers'

| Collects classroom data and Use classroom data collected by |+
then helps teachérs yse it to participant-observers to clarify |

Stage ! | clarify and test t.hcu- practical = and test (in dialogue with par-
* thc.oncs ) , ticipant-observers) their own

. ‘ : . .| practical theories

‘ Y-' R | . l

Monitors the scif-monitor{r;gs gnitiate data collection that may _
Stage 2 of individual teachers and iden- =g be used to test generslizations ‘ - -
' tifies general hypotheses identified by central team |

St - .
. N
- : i’
. .
‘ ' ! . . e

. Monitors the identification of | '| Monitor each other’s self-moni-
Stage 3 gcncr;ﬂ hypothcs:s by teacher p=p4 torings as a basis for fqrmu]at- .
- | groups . ing general hypothesed .
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further- theory-testing with tedchers and partly from autonomous studies
by teachers.” During the final term of the pro;ect several teachers em-
barked on case studies of work with a particular class over that term.
Twelve studies were eventually written up. They contain evidence ﬁ
~ teachers clarifying, testing, and generating thicory. Qur role as the cen-
tral team was increasingly that of monitoring the sclf—momtonngs of
mdmduat teachers with a view to identifying hypotheses that might have

some gemrahzmg power. But as these were introduced and tested by’

more and more individuals, we found that discussions at Ioéal interschool

meetings began to focus on the generahmble features of life in ‘class-

rooms. In other. words teachers were increasingly able to monitor each
othes’s studies and formulate their own general hypotheses We esumated
" that about 12 teachers were in this positton at the end of féur terms. -

The shifts in central team and teacher roles in theory development
during the life of the project are crudely represented in Figure 2.

cot

-

Reierencmsl .

Sy
s

House, E ’Hze politics of educat:onal mnovatmn Berkeley, Cahf Mc—
Cutchan Pubhshmgtorp 1974, ~

L . -
4 ' - -
A . . .
s o

T w3

L XY



. ' “ .
Ly . . Ce,
St : -

P | pterSeven R
o Relatmg (I::Tservnce Educatmn
o - to Program Impmvement
. An Overview of the Portland

- ‘Consortium Trammg Cemplex
L MaryGaurIey S

] o ) B . .

, Tﬁe Porthmd Consortmm Trammg Compiex (P.C. T Clisa Tcacher :
.. Corps project designed to:
‘ ‘e establish a training compleéx in an urban school env;ronm:gt thst ia

based on and responsive to the assessed necds of the students, teach- .
efs, teacher aides, auxiliary personnel, and community; -

. prov:de a' demonstration of exemplary field- Yased prservxcc and in-
service training for teache.rs, interns, teacher aides, and auxiliary
personnel; : : '

L, . establish a project struéture based.on a collaborative decision-making
" model that provxdcs for ccmmumty and msutuucnal panty in pohcy-
making and equity in management decisions;

e develop replicable training components (including ones for commu-

nity leaders, parents, and valuntéers) for use by other schools in the.

. Portland district, other local education agencies, local and state edu-
cation associations, and institutions of higher education;

e evaluate the project’s progress toward the attainment of the above
goals and determine the eﬁectxveness and gencrahzahxhty of project*
components. |

Members of the consomum that governs the training complex are the
" Portland Public Schools, Portiaad State University, and the Portiand As-
: sociation of Teachers. . S

s
v .

Inservxce Educatmn and Program Improvement

The inseryice component is related to program improvement in two
Ways First, current msertce opportunities for partxcxpatmg teachers

' 65 . 8-
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are based on teachers’ perceived needs. (A survey instrument for heip-

ing 'identify these needs appears in Appendix D.) Each school within |

the P.C.T.C. has.a School Inservice Committee. Technical assistance is

provided by project staff. The function- of the Committee is to facilitate:
needs assessment activities for this strand of the inservice program and

to provide a vehicle for involving teachcrs in the design, implementation,
. ‘and evaluation of the trammg '

The project'also hds a Teacher Education Ccnnc@o{ﬁ;l?& respon-
sibility for the coordination of all inservice activities™4 the project

schools. Membership of both these groups includes a heavy concentra- |

tion of classroom teachers. All but 7 of the 29 members of the School

Inservice Committees are teachers, other members being building ad-

ministrators and the P.C.T.C. Inservice Coordinator. Therefore, those
people closest to the students and the day-to-day operation of the schools
‘have a major responsibility for designing their own training, thereby
providing the opportunity for that training to be directly related to pro-
gram improvement within project schools.

THe inservice education organizatiohal model is descnbed in Fxgurc 3.
The ‘structure allows for the continuous flow of information on inservice
education among all interested persons. Inservice activities can be
‘planned and implemented based on need .rathcr‘ than university or dis-
trict schedules,

The second way in which the inservice program is related to program
improvement is that the Comfield Model (Shalock & Hale, 1968) pro-
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vides for the developmerit of an altcmat;ve, ﬁeid—cemered compctencya -

based teacher cducatmn program. The Comfield Model (see Figure 4)

is based on the assessment of desired outcomes for the spec;ﬁc student .’

population and the assessmient of the mstructxbnai programs within the'

‘P,C.T.C.schools. . . :
The long-range goal of :denufymg teacher competencies thmugh a:

process of (a) identifying and vahdatmg student goal statements (stu-
dent outcomes), (b) assessipg students and identifying student needs,
and (c) identifying and vahddtmg the condmons necessary to meet
priority student needs, was bcgun in the ﬁrst prdject year. The initial
steps in the process are being :mpiemented.:through the- coiiaboratmn of
community, school district, and university participants. The model pro-
vides for the identified teaching competencies ‘to become ‘the basis of a

teacher needs assessment that will eventually lead to a pmgram of .

individually fprescribed  training for each instructional staff member to
meet actual needs of the specific studcnt papulatxon thereby dxrecﬁy
eﬁectmg program improvement. T

In summary, the inservice component of the P.C.T.C. has two chstmct
but interrelated strands. As data emerge from the proceises described

by the Comfield Model, these become an additional source of informa- -
fon for the School Inservice Comnmtees and Teacher Education Coun-

“

cil,

Figure 4. ComSield Model for Program Development*
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*From A Competency-Bused, Field-Centered, Systems Approach to Elementary Teacher En‘uca-

fien (Vol. 1), Portland, Ore.: Northwest Regional Educational Laboratory, 5968 (ERIC Docu-
ment Reproduction Service No, ED 026 305) «
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' 1t is a long-range goal of ‘the P.C.T.C. to have the two strands even-
- tually merge as data produced by both are brought together i in thc devel-

opment of an alternative individual teacher education program tied to

* specific changes in_school programs. to meet specific: student. needs. A’

work-flow chart for the gievelupmemal modeléppcars in Appendix E.

- A o -

.-

' Constxmnts on Eﬁeetwe lnservlce Educatmn

~

, There have been seyerai constraints on eﬁ'ecnvc inservice educatmn
within the Training Compiex. First is what might be called conventional
wisdom. The school district, the university, the teacher association, the
community, and Teacher Corps each have built-in rules, reguiatxons and
. expectations that collectively put constraints on effective inservice ac-

tivities. An example is the Lonventlonal term/nredxt/couxse pattem, .

which is'not the unique provmce of the: ‘university. There is a need for
creakive thmkmg and openness to change. - . '

> A second constraint is_the limited availability of persqnncl thh txme
and flexible schedules to work in classrooms. Current role deﬁmuons

within our organizational struc,tures do not provide for flexikle inservice -

education in ddssrooms There is a need for new roles based on fuﬁc- Lt

tions irvinservice education. .
Methods of providing release time for mserv:ce ‘education are a thrrd
constraint. The traditional dfter-sthnoi gvening, ‘and weekend pattern is

| . still the prevailing option. We need to examine the concept of “a day’s
work for.a day’s pay” and the need for continued professxonal growth

for all personnel. Institutions must recognize their ruponsxbxlxty for
: premdmg optional patterns for the organization of inservice education.

Still another constraint is present methods of provxdmg, incentives for’
inservice education. Teachers are rewdrded for overcoming hurdles that .

may be rclate(n)fﬁ are largely external to their’ classroom assignments.
Curriculum development activities need to be recognized as forms of in-
service education, and appropriate incentives must be provided.

Fdey the lack of adequate incentives for field work by umversxty
‘personnel is constraining. The university traditionally does not reward
fletd work to, the sgme'degrce that it rewards on-campus teaching and
research. The university needs to recognize disffict inservice needs and
provide for more efiective ways of mcetmg those needs, including in-
centives for those working Yoft campus.” : l_

g O
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- o Chapter Exght
L “The Teacher-Desngned
-Tnservice Education Project of

 Western Washington State College
% ®  Teacher Corps

Herbert Hite, Patrick McIntyre and Nancy Hﬂdebrand

A

X
Y. ’

<" The focus of the ‘v\_{_estém Washington State College Teacher Corps in-
service education project is‘on teackers designing their own professional -
development program. EssentJai}y the project has these components:

1.. A Iocal education agency and the teachers ina single school building

agree to undértake a school unpmvement program wsth the help of
* the College faculty. '

2. The local education agency pays for the enrollment of each teacher
in special graduate coufses arranged by the College. Individuals may_
enroll for additional cradits at their own expense.

3. Teachers initiate a needs assessment to identify critical prohlems of
learners in their schoo!& CoHege faculty assist in this needs assgss- - '
mient. % \

4. After indicating pnorztzs@s among critical needs, mdmduals and small
groups of teachers negotiate “contracts” with College facuity mem-
bers. The contracts specify study and practice by the teachers that
will lead to'the resolution of some critical need of students.

5. Three persons sign off on the .contracts—the principal, a College
faculty member, and a representative of the teacher organization.

6. The credits paid for by the local education agency entitle the teach-

" ens to the consultant services of Co!lgge faculty to assxst them in ful-
filling their contracts. .

The project is governed by a consortxum in which the institution of
higher education, the local education agency, and the teacher organiza-
tion participate on a parity basis (see Appendix F). The consortium will
be sanctmned by the Office of the State Superintendent for Public In-
struction, and it can be empowered to grant permanent certxﬁcatmn to

teachers. .. _ )
- 71 .
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- ‘The xmplcmentauon of the project takes place in participating schcois“
in threc stages: needs assessment, educatxonal change, and evaluation.
- Each of these stages is formally acknowledged through one of three

courses that were designed by the College staff and have been accepted
as part e regular College courses leading to certain Mastcr of Educa-
tion degrees (sece Appendix G). A unique aspect of the courses is that
they are restricted to teachers employed in schools that ate part of the
inservice education project.

~ Interns support the inservice educatx(.}m project as methbers of teams -

working on specific contracts. The field paper required for the master’s

‘degree in the internship program must unplemcnt the school’s i msemcc
. program. ‘

‘The dehvery system for the® inservice educanon project is the mdzvxd—

tion is directly related to student needs and goals. A representative of

The evaluation of the model is concerned with the unprovement in

instruction as specified in the contract. The evaluauon‘xs not limited to.

student effects, however; it also examines the costs, benefits, and liabili-
ties of the model for each of the participating agencies and institutions.

It Is anticipated thit each contract will have some shart-term effects that |
will tend to focus on individuals (students and teachers) and that the’

many contracts in a particular school will have some long-term effects
that¥ill tend to focus on the consortium. Figure 5 diagrams these out-
comes in relation to the i inservice education model.

The development of the inservice education model and the related
cost-benefit studies are a continuing endeavor. Some changes in the for-
mat of the model may develop, but in the staff’s opinion, the consor-
tium, teacher contract, and cost-benefit study will remain significant
componengs. (Appendix I represents the bresent thinkipg of the Western
Washington State College Teacher Corps staff on the cost-benefit analysxs
of the model.) ‘ e :

’
- s

~ual or group contract negotiated by thateacher or teachers with the o
consortium' (see Appendix H). The contracts are tied to persistent and °
_ significant local problems of instruction that are identified in the needs .

‘assessment phase of program development, In this way inservice educa-

“each of the three consortium partnets s;gns off on each teacher's or -
- each group’s contract. -

*

-n
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Chapter Nine

The Community Development Center:"
+ A New Perspective on Meeting
Program, Staff, and Community Needs[ |

-

* Conrad Powell and Larry Wmecoﬁ

)

An approach that shows promise in heipmg sch;)o}s, commumtxes, anéi

colleges of educamg share existing expertise and resources is the Com-

. mumty Development Center. The Center combines many characteristics

of commumty schools, teaching ¢enters, training complexes, and othern
forms of ﬁcld—based community-based education:

B » Itxshouscdmapubhcschool or similar facility.

e Governance and rcsponsabmty are shared through a board or r council
made up of the cooperating agencies, institutions, and commumty
members.

o Itis staffed by professional personnel.

e It is designed to allow ﬁexxbxhty in operaubns to respond to immedi-
ate school, trmmng and commmuty needs.

oIt emphasizes some form of competency- -based teacher educatxon or
performance evaluation. :

e Tt involves community volunteers in the total program.

o It offers activities for all ages—day and night, .ar round.

- & It is community based and service oriented. «

The model presented in this paper is currently being develapcd
through a Umvcrsxty of South Carohna Teacher Corps project in Everett
Commrunity’ School. in Winnsboro. Fxgure 6 illustrates the interrelation-
ships of the major components of the Community Development Center.

] E . ’

¢

Goals and Governance

The -Community Devclo;ﬁment Center has established three broad
goals: ¢ : )

75 .
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© e toimprove, earich, and enhance the regular (K-12) school pmm
& to provide career ekploration and improved preservice and inservice
_training for school admmxstmtoxs, teachers, wides, paraprofessionals,
volunteers, and personnel from a variety of community-service agea- |
mandasocmmnssuchashulth. welfam,rmaﬁon.lawenfome

meat, youth servxm aging, mxmstcml. bus,uuss. md local govcm-‘*"' -

ment;
. toprovzdcaprooessﬁuough which commumty resxdcntscanxdennfy
: and solve local problems and offer academic, cultural, vocational,
'~ avocational, social, health, and mcrnnonai programs and services
to-all citizens of all ages. '

' ‘Aﬂmcomnntmenthasbecnniadetothegoalsoftthcntcrbythe

school board (policy), the higher education msutuuon (formal agree-»-

- ‘ment), -and many of the coopcratmg agencies. (agreements and molu—
%’ns)o ' S '
A Governance Councd has been appomted to provide d.u'ocnm for
'~ the Center, maintain open communication with all Qoups and pcr&'om
affected by the Center {e.g., professional organizations, parents, the
state ‘department of education, the university, the school board, and

Ly
T

- ‘commumty service. agencxcs), assist in providing organizational and

evaluative procedures for the Center, and regularly review the opera-'
tion of the Center as a form of quality control. The Govamance Council
i§ made up of the building principal (chairperson), the college site co-

ordinator, representative teachers from the teacher association and -

- school sxte college faculty representatives, parent representatives, state
* department of education representatives, and rcpresentatxves of com-
mumty-ﬁscmcc agcncxes ,

\

‘ Program .
The Center’s throe goals mdxcate progxam cmph reservice
~and inservice training of teachers, administrators, and cd person-

nel; curriculum development and renewal; and commugity involvement

and development

Preservice Teacher Traimng

‘The preservice component is divided into four phases. Table 4 ex-
plains the nature of these phases. ’

50 .
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% - Table 4. Preservice Tralaing Phases S : S
: Student ' . Phases
~ ™ Variables = 1 - e - s 4
Student time . "3-1Shours = 4-6hours = - Full-time one Full-time one
on site per semester  per week . Or WO semes- - semester
/ n
/- Studentrole . Systematic  Systematic = Studeat tesch- Intern
: in classroom observer of observer; case er; tufor; - teacher
: "~ * studentand - studies .. developer of
teachier be-  analyst; tutor; . materials; . L
havjor =~ producerof  small-group S
o i materials; -« instructor
v teacher aide  (microteach-
- . ing ) assistant S
S L . teacher © - " 7
* .. Student . Interestin = Declared  Advanced  Teaching .
' quafffications  ‘feaching’or  education undergraduate certificate -
‘ : related © major; comi-~  status T
field pletion of or L
, . enroliment - 3
- ‘ : . inabasic | '
, . ' coursein  “ .
. : ~ : education ST
. “Approximate 0-60 hours  S0-90 hours . 75-100 hours ‘Bachelor's
student hours . , o o . degree YL
" completed (total oo o : P o
academic credit) .. R : :
. Program focus Introduction - Analysisand. ;- Development Supervised
/ ‘and orien- development ' of specific practice
) : tation; at- of generic skills, knowl-  and valida-
© titudinal skills, edge, and tion of com-
development  knowledge, attitudes. ‘petencies

and attitudes

Py

¥

Table 4 reflects a career-ladder approach to the preservice preparation
of teachers. The canditiate begins by exploring teaching and related pro-
fessions through seminars, discussions, and presentations by practicing
professionals. He or she also visits day-care and preschool centers, ele-.
mentary and secondary schools, vocational and teclinical centers, and

~ + related agencies and institutions such as the state education association,
- the state department of education, and social service organizations.
" Phase 2 moves the candidate into the classroom and gradually prepares
* him or her to be a qualified paraprofessional (certified by the institution .-
of highér education). Paraprofessionals already employed iff the district

81 ‘;
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md parent. voiunteers participate in on-site training related to the devel- |
" opment of\}hﬁ-%andxdates skills, attitudes, ‘and knowledge. In Phase 3,
 students spend either one or two full semesters on site and develop more .
spemﬁc skills, attitudes, and knowledgc Again, paraprofessionals and ¢
volunteers_in the district parncxpaie in the training. Phase 4 is a one-

semester internship as a certified teacher.- Candidates. validate specified

compete.ncxes and receive a competeacy cemﬁcatc awarded jointly by the
* institution of ﬁxgher cducatmn and the school dxstnct - % '

*

Expencncgd teachers, aides, paraprofessionals, and agency personnel

can fake on-site courses leading to advanced degrees or certification cred-
‘it. In addition, inservice activities are provided based on diagnosed needs.

. Training occurs in three phases. Phase 1 is diagnosis. Participating
staff go through planned diagnostic procedures including observation by

Center staff and self-diagnosis, to assess their competencies and weak-

nesses. Results ‘of dxagnostxc proacedures form the basis for future in-
e

'scrvxce activities.
Phase 2 is prcscnptxon Prescnphons are written in the form of self-
improvement contracts by individual staff members. Activities include

courses, warkshopgvxdeotape analysis, demonstration lessons, visita-
tm}]s_; $elf- or grouwaced module completion, and others. Staff can be
“by intergs for p of the school day to allow time for inservice
_‘ctxvmes The activities #& conducted by Center staff, including experi-

/fenced teachers and agency- professionals who have demonstrated compe-
\# tency in the-area in which training is being conducted.

Phase 3 is validation of competencies. Once individuals have gone
through training M8r a particular competency, their next step is to demon-
g:m attainment of the competency, either in person to members of the
t

ning team or on vxdeampe for later analysis and validation, Compe-(

tencjes,are catggorized mo course hours, continuing ‘educ‘mon units, or
state d drﬁ&m inservice hours; validation of competencies can thus be

used fQﬁgree Lredxt ar Upperfmc,rement pay incréases.

Curriculum Development
The curriculum development component consists of a systematic ap-
proagh to the improvement of curriculum and instructional procedures.
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Ma}orﬁfcpsmcludé IR R '- SR
s . pmbiem 1denMcatxon by persons in tﬁe cﬁsmct who arc fesponsnble

it v e _problem (larification through needs assessment and anaiysp of
T “hard data -(test scores, number of dropouts and rcfemxls, sgte.) an
T TT 0 teacher, Stuﬁept, and parent perceptions; o .

- - 7'+ e deyelopment of piogram géals (student and - tcac.her) mhe achieved
SRR .,s;' (meofdxscmpancyanalyns), . Sal .

*resoufces neegded to achieve gaals (district, college, and commumty},
o, estabh&}unpnx of sptcific objectives to reach goals; -

.. devclogment of a managemient system identifying specxﬁc tasks per--

@ assessment of progress in successfully completing tasks and SQIvmg
the prdblem———thgt is, reducmg the dmcrepancy :

P . \ ° \
- i . . . . . Nl

Commumty lnvolvement and Devehpment o ,'

.

. ‘ _ - The Commumty Devgﬁcpment Center prcmdega proces far 1d::nt1fy
R mg and, solving commumty probjgms thraugh mvolwment ‘There are :

s four major areas of emphasxs in the cqmpom:nt o
o e full mvalvemcnt of-the Lommumty in improving thq- regular schoc}
iy progrm&hmugh visitations, assessment, analysisyand goal-setting; -

i ,

proyide spetialized -resource 'perso for cnnchment additional

;W f elerical and. r;cord keeping assistance; and special [programs xuch ss‘
PN physzcal edueatxon, music, art, and drama;, T .

. . -pajt-time in the schoot to offer day (or night-) care, dental, hea}!h
T welfare, cmploymen!’ and other services; 4 g
e extended-school-day or extended- st.hooi -year progrmns such as rec-

e xdentxﬁcatmn of - constraints th.it must be reduced and anocanonwof

., soas respopsible, completion dates, and resources; =

\" ‘.‘ - . T e

o P interagency’ coﬂdbor.xtmn to. mobilize commumty resources to solye .
T, & ‘community probiems, agencies and programs-may be- housed full- or&

~ for program dqvelopment (e.8,; assistant supenntcndens prmmpals), K

%,

L . development of a well-organized, contmumg voluntqer program to .
o " “hands™ %or individualizing, tutornlf,, and materials d¢velopment;

!

reation, adult educ:ztmn. senior cmzen meals and activifies, voca- ¢

%L tionat trmmg, gnd hobby and wpecial-interest cjasses (ceramics,
s oL eake-dgcara mg. scwmg, typing, cooking, karate, slimnastics) as well
' as-concerts plays, squaLe danccs, and other cukxﬂ and social evqnts

'\F . "’ ’ .‘ . ‘ -.“" . ’ y . v . ‘ ., ‘ . “. \" .

X R »Staﬂ‘mg Consxderatmns e

‘ -~ For lheinsmunpn bezgkeréd“m,mn T
< e Taculty- !oad &quwalems for' persofpel assxgaed to the Center, m- '

.

_ S T S I . {\ ~ ‘\\'
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cluding thie coordinator of evaluation and r&earch. site coqrdmntors,
.« . supervisory faculty, and coordinator of the Center; - - L
L e allocation of materials, supphes, and equipment for trmmng,
W ® allocation of graduate assistantships. . -,

-
-

For.the School Dzsfrtct S e
~» amotnt of released time for smﬁ training that is feasible and/or re-
, ‘quired (some of ths. time mxght come from an mtcm-studcm tcachcr
. “ ; . ( team) :
© .Y e allocation’ of “taff for Cmter coordmatxon (mciudmg the c.oordma :
o . tion of evaluation and research); .
.o e gllocAtion of materials, suppheS, and: equxpment for trammg and
L curriculum revision; . A
e allocation of timde for building - prmcxpals to assume ieadershxp in |
~cusriculum  development .muvmes (some of the time might come
. from admxmst:atnf: interns). , ’

.
For the Commumty ‘¢ . ,
. amoum of staff time commumty agenc:es are willing to allocate to.
.. the Center, :
- allocatmn of m.xtena]s and supplies for support of the Center,
. degree to which. agenues are willing to share in the advsnsmg of -
o services, programs, activities, and resources; ,
‘ e degree to which- agencies are wmmg to caoperate in mmmumty
* . problem- solvmg

a

D Evaluation L

* Both fermatxve .md summatxve evaluation procedures were desxgned

y far the Center before it became operdtmnai in order to ensure continual
too- mqmtormg and- reyision of Center activities as requxred In. addition, a
’ séries of both basic¢ and applied research projects is being initiated, pri-’
L marily ﬂxrough coursework and doctorai dissertations. As part of their
| ragular loads, one staff ‘person in educational research at the Univer-
s:ty and onc staft person from the school district are assigned to coordi-

nate all evaluation and research activities, mcludmg design, mstrmnent

~ adoption and/or construction, data colléction and analys:s and report-
mg Aregs for evaiuaﬁnn mcipde A .

e the degree to which the trainihg program (preservice and inservice} .
conforms to design, that is, to specifiet] mmp«.tenc:es,

’.;‘ . effectiveness and efﬁcxmcy of the trammg program reiative to other
programs, " S, .
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e success in solvmg identified school-commumty prohlems

, @ assessment of attitudes’of all persons involved pegardmg Ccntcr pm-
cedures and Center effectiveness;

® student. learning—public school students, prese.rvme studcnt& in- -
service studentss and adult smdents.

Summary

thtle has been done ta relate thc concept of cammumty educatxon to.

'ﬂ”"‘_’; K

the trammg of professional education personnel, and lay persons-or to

the improvement &f educational opportunities for all students. Such a
_ relationship is one more step in the search broader Sollaboration
among all persons involved in and being train or schools and school-
mg The Community Development Center provides a véhicla for integrat--
. g the advantages of community education, teachmg centers, training

complexes, and¥ other form of field-based/ commumty—based education

into a full-service program that can :nhancc the quahty of life for the
entire commumty ' . '

-
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| S An On-The-Job Appmach‘

Chapter Ten
. Inservnce Education: }

“Focusing on Curriculum and

~ Instructional Development
Davxci K Wa]iace and Bruce Wzdeman

. -

€
[

For the pas&.two years, smaﬂ clusters of teachers in four schools in .
Region Six of Detroxt chhsgan, have _pioneered an on—thc—}ob project
designed to try out several ideas that have been’ mcreasmgly discussed
and analyzed in the literature on. mservxce educatxon Through their

+ participation these teachers, anng with presemée education students,

school building admifdstrators, inserwce ‘peérgonnel, and university
faculty, -have helped §hape a prqrgram that tredts prescmce education

- and inseryice education as distinct but reiated ‘stages in professanal \)

dcvelopment Most x(pportanﬁ these modem—d‘{y teacher-explorers have

 *focused their attention en familiar temtorymnamely; their own schools

:owth and learning for childrgn ‘and colleagues. As i$ true of many

- and ciassroams——-and ave begyn~mapping “afternative ways- to foster
recannaxssanc: expeditions, the ng has been slow and then bumpy.

‘ TJ What is described here is from the combined perspectives of the proj-

" ect coerdmatar, who is an instructor at Wayne State University in De-
tréi, ‘and a classroom teacher in Detroit Region Six. The classroom
teacher has’ participated in the project from the beginning and has cqa-
mbutegl to the development ofyproject activities and procedures thhm
his owh school setting. The project coordinator has had the unique op-

~

portumty to view the program as an admmxstrator “outside’™the various "

n.m"(‘

’ school settmgs and also as a presemcq—mservxce consultant “inside
one particular school building. =

The autsxde view is 1mportant for a general descriptipn of ’ma}or fea-

 tures and processes of the Preservice-Inservice Curriculum Consortium

in which Wayne State Umversxty and' Detrojt Region Six partxcxpate ‘“o

e "‘ﬂ:{: 83 . : -
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<What has happeped msxde, at the building fevei gwg substance and

. meaning to those features and processes. The intent is to examine core

* elements of the project and then take a brief iook at the operatxon of the
pmjeet within two school buildings. - , .

N A View from the Outside': Ce

Jackson (1971), writing about inservice educatxon describes two
contrasting perspectives on helping teachers improve their work} One
perspective, the “defect” point of view, rests on the assumption “that )

“ s something is wrong with the way practicing teachers now operate and
the purpose of inservice training is to set them straight—to repair their
defects, so to speak”.(p. 21). The other perspective) the “growth ap-
proach,” assumes ‘‘that teaghing is'a complex and multifaceted activity
‘ about which there is more to know th.{n can ever be known by any one ~
-+ person. From this point of view the motive for learning more about *
. teaching is not to repaxr a personal madequacy as a teacher, but to seek
greater fulfillment as a practitioner of the art” (p. 26). The Iatter per-
. spective, the growth approach, has beern an implicit yet central element.
in our inservice efforts. The notion that professional devefeggent is a.
. continuous, lifelong growth experience has glowed dirly but persis-
-tently, like. “foxhrc " in the background of each schooi’s mserv;eﬂpro-
- - gr am.- . . " - e
Dperatmnmy this dppmach’ﬁxas been kindled and fueied by the par-
txcxpat:on of teachers in decisions about the inservice activities to be car-
ried on in- each schoot setting, In'an effort to overcome past practices, in .
. which insefvice education has been- degigned, planhed, and tonducted
for tcachers by persons in authority (Ede}felt &J,aﬁrc@e 1975), this -
program has béen attempting to incr 7 teachers’ mvolvement in the
planning and management of thcxr own inservice activities, in their own
schools, Based on assessments of needs and interests, teachers have been -_
\ 'making collective and individual choices about the ¢ontent and stmctuge
. . of their inservice activitics. At times they have worked with each other
’ as resource persons or prowded materials and activities for school-level
workshops. ™ , Lot ’ ‘
 The fact that teachers participate in the program for an extended nme
period, ranging from [0\ weeks to an entire school year, gives them and
. the inservice support team time to davelop thc;*’p‘mcedun,s, guidelines, and

Y
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tieiice and a wxmngncss 10 work thhm a fr ewqu :_that encourages
and accepts dxﬁ‘crent professxonat needs and ex

qualities that we all come_ by easily. - -
Cumculmn Development

Curriculum development has come to mean maQy things to many
peoptc C\i{:xculum dc\:eiopment models and curriculum projects have
grown so r pxdiy in-recent_years that the’ ‘educational marketplace is
seemingly alive with ideas, achvx;xes and approaches for. improving
tcac}nng and- learning. Unfortunately most msegxce’ efforts to improve
teachm&, have not dealt “directly with he‘!pmg teachers improve their

skills in instruction or become more adept at planning and organizing

curnculum“(Edcifelt&Lawrencc 1975, p. 14). e

'« A major emphasis in this project has been’ for teachers to examine

theig curriculym and instructional programs and identify specxﬁc features

they would like to improve or change. After this exammauon they work

~ + with ‘inservice Lonsuttants on designing and organizing curriculim and

. %

instructional modxﬁcmom £&r their classrooms. The goal is to develop

‘ “small riodules or units. . . - -

An Important dxmqns:on of this appmach has been xts[ocus on sub-

‘stantive themes and contexts. For example, when teachers have worked

on curriculum. modifications designed to achieve literacy advancement
in wntmg, speakmg and readmg.. theﬂmve been encouraged to develop
iedrmng activities that yse com.epts and skms _from the discipliries.” That
is, studcnts should be appﬁng the:r wrmng speakmg, and reddmg skms
to somethmg o >
The extent to which teﬁem thE been successful in changmg their
: curmulum jn this way has 'varied, frpm schoo! to school and teacher tp-
‘teacher. Some have” planned organized, and ysed curriculum modules,
others have incorporated different attivities. and materials mto their

Gl ‘.

instruction, and still others have simply tried ‘out- certain ideas and’

methods such ag questmnmg strategx;s and brams’tormmg techniques.

There has beea little effort so far to examine the impact of curriculym -

. changes on children. Some teachers have tested children to'find out xf
they understand new concepts, but therc has been no systematic ccm-
paratwc evaluation of new and old or different approaches to learning,
‘This does not mean that teachers and inservice consultants have been

Il 3
. '

ions. These are not
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.

- lazy or unmterested in this dimension of . curriculum development.
Rather, when teachers engage in expanding their skills and understand-

.~ ingof curriculum deve}opmcm during the day, for one or two-hours per
week, it takes a long txme to learn aH aspeets of cumcuium-makmg and

aluati |
evaluation. S‘iﬁ

Cnllabmatmn | |

The notion of vanous institutions- and mdxvxdua!s wor.hng together on
cominof tasks has been important to thg professional education of teach-
ers for several years. A decade ago, leaders representing a broad spec-

‘ ~ trum of educational agencies examined. the merits of collgporation in a
publication entitled Partnership in Teacher Education (Smxth Olsen,
Johnson & Barbour, 1966). Even then, it was a corncern that “no institu.
‘ tion, or agency can successfully go it alone in the education of teachcrs
cither Preservice or inservice” (p. 2). Today, with shrinking budgets and
growmg pressure for educational actountability, it seems more evident

that schools, psofessional. organizations, state departments of education, =

and commiunity agencies need to work together. The emergence of con-

sor@nctworks and various cooperative arrangements throughout the

. ~ country demonstrates the growing opinion that past differences need to

. be set aside and common goais need to be pursued through ¢ooperative

& © L efforts. . . ! .
' . Wayne State\ Um}'ersny and the Detroit Pubhc. Sch:)ols have been

leaders in. estabhshmg the spirit of collaboration in the Detroit area, The

Team Imemshxp Program, the Professional Year Program, the Training

. the“'}“’ramers of Teachers (Triple-T) Project, and recently the Detroit

f (\emm\ f(){ meessxtmal Growth and Development are some of-the col-

vlabbh\x,ves prpgrms initiated by these tWo urban institutions. (

’I«rdx’q‘ tj'ns ‘u‘acﬁtxon of collaboration, the Prese/xxxce Inservxce Cur-

¥

mlycd iny the- frxple-T Projéct’s efforts to establish field- based programs -
thrmigh tphmmng on the basis of parity, facilitated the development of
1 local ne;\mrk of mdxv:duais and institution$ interested in trying out,
' 'panty deciSmn makmg and curriculunr and instructional deveiopment in
local schoolsettings with preservice and i inservice teachers. ~ '
“With an .eye toward working in the mamstream of existing teacher

P education programs, this small cadre of * “movers” adopted the §trategy

mulum onsomu.m was born: Certain key individuals from the Detroit™ "~
P‘ubjsg Schuors and Wayne State University who had been actively in- . .
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of infusion and focused their. at‘nnon on Wayne State Umvemty s field- .
... based undergraduatc teacher education program, Interdxsmphnary Teach- ,
. .er Education (LT.E.). Professors and school porsonnei in the cadre, .
who had been working together in the LT.E. pregram'in Detroit Region. _
Six for some time, saw the structure of LT. E. as an opportumty to pro-
vxde resources and support to teachers in schools where L.T.E. students
were ¢clustered, and to explore the ments of a coordmated presemcc«m—
service approach. "
From the outset the project has operatcd on funds respurces con-
tributed by each participating institution. The time spent by teachers,
university professors, and inservice consultants in- the project has been
~ part of their regular institutional commitment. No special funds have | ,
Y been allocated to pay-for school-level participation, Support from com- .
munijty agencies such as automobile and newspaper companies has been
in the form of consultant help and visits by teachers and inservice staff
to corporate facilities. Coilaborauoh fias been “grassroots” collaboration,
" witheach pamcxpatmg institution prmdmg resou:ces and pcrsonnel

FlrstSteps . r L o
Y e At the outset of the first year (19?4 -75) the .university and scﬁooif '
system movers” in the L.T.E. pro&ram presenteé the broad ‘conceptofa
‘preservice-inservice school-based program to pnncxpals and’ assistant T
s« +pgincipals of Region Six schools in which the I.T.E. program was operat- . SO
A ing, and to a few other prmcxpa!s who were recommended by the Region . |
, Six csn{rai admxmstratxon General goals and a tentative plan of action
Y were discussed at the meeting. The plan called~for xdentxfymg three or
‘ ‘four schoois in which clusters of teachers (three to exght per building)
wanted to"Work on improving their eurriculum through a school-based ,
insérvice program. They also reeded to be mterested in workmg with a
preservice education student. Teachers’ pamcxpatxon was to be volun-
tary, not reqmreo It was suggested that administrators invite teachers
whbfmrght be mtevested in working on an integrated, approach § socxal
. studies (the focus shxfted to all the discipline azeas in the second year).
Fmally, it was fecommendcd that each teacher make a commitment to
N partxcxpate for’ the entxre school year thh thg optmn to withdraw at'any .
... - time. : o ! o ’ ‘
Fo!to‘ismg th’e orxentatxon meeting, - ‘the .bm!dmg administrators ex-
tended mvxtatmns to teachus in th;xr s;hoois T§1ree schools ultimately.

' R s .
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expressed an interest—two middle schools with. clusters of four teachers -
“each, and an elementary school with a cluster of three teachers. Later'in

the first year, and also during the second year, a few tcacher_s’F withdrew
from the project and several new teachers in each of the three buildings

joined the project. A cluster of teachers in a fourth school Jomcd the

project in the seccnd year.

. Ttis not altogether clear why some teachers thhdrew In two or three’
- cases, the taa(:hers said they had been coerced to joip and got involved

‘only to, please & department head or principal. Othags indjcated that the

program failed to meet their needs. However, most of the teachers who.
<entered the pmgram have continued to participates because they feel it
"is worthwhile. Most have experienced frustration and confusion along ‘
* with success and have directed their experiences toward 1mprovmg the

operation of thc program in each school settmg : v s
e

\
¥

A Vjew from the Inside - - ,
..

This inside view is from the perspectives of a classroom teacher work-
ingina middle school and the project coordin for (a preservice-inservice
consultant) working in an elementary schoof

-

The School Settings .

The two schools described here are essentially like most urban schools.
The elementary school building is a'large, two-story brick structuré con-
structed several decadc.s’ago The rooms are-of moderate size with hatd-
wdod floors and high ceilings, and the walls are painted either a pale
green or beige. Desks are arranged for the most part in rows to accom-
‘modate up to 36 students. There is limited space for storage and display
of materials. The halls are long and lined with lockers. The middle gg:‘hc)t)l

building is essentially hke the elementary building except that it is ‘

smaller and somewhat newer. The elementary school has an enrollment
of approximately 1,200 children, with 49 teachers on the fac#ty. About
350 students attend the middle school, and there are 14 teachers on the

faculty. The school admxmst\?atxon in each building includes a prmcxpal_ '

and an assistant principal. .
From conversations during the first week of-the program, it was re-
vealed that:

91
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. Inservice experiences for teachers in both schools were usually work-
shops and seminars held away from the school

o Regularly scheduled curriculum days in the:elementary’ school were
" usually devoted to pianmng and evaluating achievement objectives

{schools in - Detroif devise and evaluate achievement plans every
year). Curriculum days in the niiddle school focused on some cur- -
riculunr actmt:es as well as achlevement plans. - .

o There was m&le time or opportumty for teachers in qxther schonl )
work mdmduzliy or cooperatwe}y on q.\tggulum durmg the regular-
school schedule.

rl

e

. Some teachers in the elementary school had supervised Waync St.ata .

University student teachers and LT.E students. Teachers in the
- middle school had had some experience workmg with student teach-

\ ers but no cxpenence w:th 1L.T.E. studems

| The Organizational Structure ' . |

R

e Dy

- . ,

The number of part:cxpatmg teachers in the elementary school has
expanded from three {the ongmal ciuster) to eleven, and the number in

the middle school has expanded from four to eight. Within’ both school ..
,settmgs, the following structure for carrying on continuous mservxce and -~ .

prcserxxcc activities hasjbeen created: . .

€ «
The instructional tea;h Undergraduate students who voluntcer to par-
ticipate in the pmgram as assistant teachers are placed with classroom
. teachers who have volunteered to work 'on improving instruction in
‘their classrooms. The assistant teachers and the teachers plan aad teach
together, basing some of their xmtructson cm experimental plans de-
veloped with the service teany - . .
The service team: A uriversity professor and a\school system supervi-
sor “hvc in” the school one full day every week foliowing initial orien-
.tation meetmgs when teachers describe their needs-and interests and
formulate objectives for accamphshmg the improvements they want to
make.

‘The govcmance‘ of the bmldmg-levei inservice program 1s.lodged in
thg collaborative structure of a weekly semindr.in which the classroom
teachers, and the servicg team work together in planning-and developing
resources for inservice activities. Decisions regarding instructional team

goals’ and objectives are \made in three-way conferences (classroom .
teacher, assistant teacher,” and university professor or school district E

consultant). The conferences also provxdc an opportumty for the ser-

~ . vice team to help assistant teachers analyze their teaching.

. : * M N
. S < . .
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Reﬂectmns and Future Consxderatlons

me the Perspectwe ofa Classroom Teacher ', -

Initially tcachers who volunteered to participate in the Consortium
- had ‘a general feeling of hesitation and apprehension. They distrusted -
the program somewhat, especially the LT.E. preservice .part because it
seemed like another method to increase workload-and control faculty,
with the.only beaefit being some limited free time to meet ‘with a few -
staff membar# And in order to have this time, classrooms had to be en-
trusted to pamally trained education students. Even though there was
“always the apportumty to leave the teacher seminars at any time to check
on classr.ooms there was a general uneasiness about bcmg away, Further--
more, c,;)pmg with another adult (the education student) in the class~
* room was often difficult, However, over time thcse concerns about the
LT.E. students graduaily diminished. Contmmng eﬂ'orts to communicate
and share’ classtoom goals and professional and personal goals. with
. education students resulted in considerable posmve changc in attitude.

" Developing successful and eﬁ‘ectwe working rclatxonshxps with fellow _

teachcrs has also taken a long. time,: Dunng the first year.there was
mxmmum cooperatxon among the four- pamcxpatmg teachers.. There was
some sharing of curriculum ideas and review of curriculum matenais
and much discussion about working together. However, most of thc
time the teachers worked separately with the LT.E. students on cur-
riculum and instructional activities in the classroom

- The four pamcxpatx% teachers were unable to work as a team partly
because they were not grouped as a team within the regular organiza-
tional structure of the school, There was some grouping of students but
usually between two participating téachers only. Furthermore the nar-
row focus ofi the social studies curriculum seemed to limit the numbei'
oof teachers participating in the program. C RN

These problems were remedied the second year when the faculty was
reorganized into interdisciplinary teams of math, English, social studies,
and science teachers, thus enlarging the. curnculum focus. With this new
- arrangement the preservice-inservice program was cxpanded to include
two interdisciplinary teams. Each team defined its goals and objectives
based on student neéds and interests, and. was encouraged to work co-

- operatively on curriculum units and modules. A curriculum workroom

was established. In addition to the inservice seminar time during which

’ L
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‘the LT.E. studengs were ching in the classrooms, regular school in- _'

service periods were devotéd to curriculum development ‘within the
teams. Along with time, spz

compromise, curriculum units \vere ultimately developed and tried out.
- The extent to which the fétc rs described above enhanced or inhibited

thc curriculum devclppment process is difficult to assess completely from -

the perspccnve of a classroom' tcachcr in a middle school. But it

" does seem clear that most tcachcm ini this school have a greater feeling
of trust and ccnﬁdence in workmg with cach other and with L T.E. stu- -
dcnts Mare xmportant, thcy share a renewed fcchng of professmnal _

\
3 ;o -~
A H .

W

! . . o ‘ o . \\ R - .
. From the Perspective of a Preservice-Inservice Consultant

An initial discovery made in the elementary setting was that teachers

~ had little experience waorking in the roles of “co-teacher’’. and “‘cur-
. riculum developer™ and that it took’ a‘great deal of time to get comfort-

" able in those roles. Teachers who had worked with student tcachcrs in -
the past xgmaily perceived their role to be an observcr—crmc rather than -

a co-teacher who plans and teaches cooperatwe!y with another (assist-

‘ant) teacher. Furthermore, they had never experienced leavmg their

classr.aom with #h assistant teacher in charge for an extended time period
in order to meet in an inservice seminar to work on curriculum develop-
ment. Those teachers who had never worked with student teachers were
confounded at times by the conflict between autonomous teaching
(which they had done all their professional lives) and co-teaching. Most

- of the teachers seemed to be unsure about how to develop curridulum.

On several occasions teachers expressed their concern about the lack of

adequate preparatxon for working in those roles.- Even with the creation
of a handbook that included role descriptions and suggested expecta-
‘tions, teachiers faund that becoming effective co-teachers and curriculum
developers was a difficult task. It has been ‘recommended by sevcral

teachers that next year, before schoo] begins, the Consortium conduct

. a workshop in which teachers can model and simulate skm's necessary for

co-teaching and cuificulom development. '

- A factor that has emerged as crucial to the nurturing of growth for .

inservice teachers prescmce teac‘ﬁ“é”rs university faculty, and inservice

and organization, other factors. influenced -
the team effort; when team members were able to resolve communica-
tion pmblcms focus on action ideas, identify conimon student needs, and "

i o
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cogsultants is the need for establishing and maintaining mechanisms for
i rsonal communication. The”seminars and three-way confcrences _
Have been. heipful in this regard. But all participants, especially the in-
structional team, need to encox_xrage 'interpersonal relations that are open

and free. The assistant teachers and the classroom teachers. must feel
free to try out new ‘ideas and activities and feel k\onﬁdem that the service
“team will give them nonthreatening - and constructive” feedback. Further-

more, there is a need for feedback evaluating the appropriateness and
productiveness of what a pérson is doing in curriculum and instruction. ‘

The two principles that seem to havc been the most. sxgmﬁcam through-

out these two years have'been pat:ence and a \yxi!mhness to spend time.
The daily “press” in this urban school, as in ‘othérs, seems to sap time
. and energy. Working together only an hour or two per week seems too
short a period of time to accomphsh much. But because all of us have’
been pat:ent and made the cqmmitment to work in this kind of a pro-
' gram for a lopg time. we have been gble to bring about small changes
. and are opnmxstm about the future. '

-

e T f"_'.'
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Chapter Eleven

" The Curley Schosi

~An In-School Education ngram
Sxmon Wxttes and Laura Cooper Co

®
N, . o

.

.

L : ] "‘“\ ’ ) ‘ l_.\

-

“This is a story of many different groups of peopie—-—tcachers, students

administrators, asrid university personnel. It is the stary of a change

pr o&ss—change in organizational structure,. teacher attitudes, admin-

»" listrative -practices, and teaciung-!eammg proccdures——brought about
. through inservice collaboration between 4 publxc schootl and a university.

. . The school is the Mary E. Curley Junior High School in Boston, and -

the university is the Umversxty of Massachusetts at Boston, morc specxﬁ-
cally the Inshmte for Leammg and Teachmg - “ . :

. -
3 . . .

R . - .
K ‘oA i

o Mary E Curley Junmr ﬁxgh School
¥
The Cur}ey School in, 1972, had a student populauon m grades seven
7. - to nine that was approximately one- -third Spamsh-speakmg, ‘one-third
. Black and orie-third white, all from working-class neighborhoods. The
B school had a hmory of vmlence vandalism, fireg, false fire- alarms, and
. ther forms of student tension and disruptions. Youngsters ran the cor- |
~» . ridors, threw bncks chairs, and -tables, and fought with each other, °
e ~ teachers, and administrators. Teachers ran after youngsfers, herded them
" into- classrooms hid when possxblq, and complamed incessantly about
.the intolerable conditions. Admmxstrators repnmanded teachers and
. students ad;udxcated conflicts, suspended students, mtervnewed parents,
o ﬁled the police. There was little aaademxc mstructmn The prin-
ported: g oo

&

. The building was always in c.cmstant movement. ] mean we have had
S peopfe wandering thesgorridwgs, we have had them cutting classes, and
‘ ‘it was just very difficult to contral becatise they would have so many .
s ‘. teachers to see durmg the day that it reauy was difficuit keepmg up
Lo with them . L | )

o & . . . . o - ) . . ' .
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Low morale was’ reﬁected in mgh absenteeism and turnover amomng
- teachers and wxdespread f@dmgs of impotence ax;mng faculty and ad- -
mmxstrammahkc Asoncadmmxstrators.axd < ‘
There was a kind of a—1 have to use the ward—-hopclssaus, there
" was nothing really to look forward to. I think the kids expressed it to”
K usandmeteachem—-we)uﬂsecmtobamaslough,notgomgveryfar .
ar not going in the nght direction. .

. . i VS
‘ i .

The Instltute for Learmng and Teachmg

The Institute for Lcarmng and Teaching works with urban tcachers, e
~ . pareats, school aides, and) principals' to improve the quylity of educa- PUAN
 tion in the elcmentary and secondary schools from which many Uni-| L
‘versity of Massachusetts students come. It also works with Umvmty
partmems and faculty members interested in improving academic pro- + %
. ,grams and services to students of the. University of Massachusetts at ‘..5’1“? K
- Boston. The Institute advocates reforms dirested at increased cross~/ oo
. cultural understanding, -increased participation by teachers, paxems, md
~ students in making educational defisions, increased respon&vcness of
" educational institutions to the needs of studems, and mnreaScd cquahty
of educafional opportunity. P
 -Once the Institute has recc:\Tégfa request for ass;s‘tancc. a staff mem-
ber spcncis many hours bccnmmg famx‘har with the general needs of the _
school, assessing - what ty of a consultation or program would .be 7
' -appropriate to fill the r,equest The staff member then scarchcs for the -« "’ '
e+ consultants, tramers/ r programs that would best fis. the ‘needs of ;hc
“school. He or shybnngs the, potential outside resource to the at}ennon g
_of school pcrs/oﬁncl and mgcther they make a decision on the use “of the
-consultant. The copisultant may be affiliated with the Insm\ite the Uni-
e ve%:y, 91‘ another university, or'the consultant may have nn academic ;e
e affilation whatsoever. Thé ma;m* ctitérion in selectmn zsthe; appropﬁatc— .
e ":\nc;s* ‘of ‘the match between the tonsultant #hd the schiool’s needs. Tn this +' . -
) way‘ thp In;t:tute /qften acts as an mtcrmedxaxy throker S

-

/{‘/ ) ,/'/ ‘ ”,,’/ . ' ’ e a ,
R The Col!abor:{tmn - - o
A /’ .
,,/?,f ' The/c/oﬂaborat:on betwe,en tbe Cuﬂcy Schoool’ and the Institute began
Ve - thh/ 3 rpqucst from Cm‘iey Séh téachers for instructjon in -coniversa-
. , . ‘, B ; /l. ‘v,x’ . ) . A)
P A , |
S i .l‘ . . \
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: mxiia} meetmg withithe ‘Instxtute consultant.

o Thc Institute canspitant Belicved that mnvcmumal Spanish was not
: ‘, NS th:: mp&t tmportant reqmrcmcnt to brmg order’ o\lt of chaos and make

. -
a‘.Q.

~academic learning the fift order of business in the school. However, the -

_.;,'j 'Q '.-"' teache,rs Had identified. conwmatmnai ‘Spanish. as t}zeg' Wmt pnonty

"l‘hey had a vital need to comrpumcatc.mth a significant segmedt of their .

- 'student populatmn ‘I’he lnstxtutc- staf ‘hoped»-that by respondmg to

-;_.':-'-.: '-,;f_ f : tcachc?s perceived nacds they couio' estabhsh their mdibx[:ty as out-
: ~ sxdcrs and’-bmid their :eiehenshxpumh tpachers Th,cn, teachms and L
’ Insmute Staff could gomtly, address somie, of the morc fxmdamental or- e

“

gamzauonal and learping probicms:n Cuﬂcy Sq_hooi R

“tor Eﬁ'ocnve Cqmmumcatxon" that mét at’ “the s&hoal from, 5 00 to
o > 00:p.m. ‘twice avweek, One-half of the Curley School fagulty enmllad

. “and 70%, of them completed the course,-for which they reccwe& three '

S Y inservice :ducauun credxts toward sglary i mcreases and, promotmns 'I‘b:
Co™ . reward was ms:gmﬁtant compared to the time and. energy the. teachers;

' 7 : mvested in the caurse, held un;icr Very | dxf‘ﬁcult conémang. Th,g invest- L
~ mient attested fo the: camrmtmcnt of a group. of teachers and was a .

' cntxca} mdxcatmn that producnw work thh the Cuﬂey School was pos-
_—— Slbh‘. < b N i
CIn 1972 thé Cmiey School rcmamed a tronbled fnght:mng schooi

. PR

It Became a notous battlﬁgmund in Dccembcr Qf that yenr On: teachcr ’ -

rc;forted‘

"l

It got. so bad towgrds the end tha; you \g‘ere spendmg more time autsxde o

SO * of your classroom dedling with probtems than you were tnsxde deahng

with the kids you were supposed to-be téaching, and it got to sucha’

sit@ation ‘that you could no Ianger shut the door. because the door

- would be broken 'down or you coui:im board up the wmdow became

~ someéone would come flying through. So I'think. the, f@culty Teached a.
"'l point along with the admtnxstratxan whire they just smé this is it, some- |

" thing h.u got to change . . . that was the starting pomt when thmgs

gat SO bad that nothing: ‘could g0 o any. }bngen then 1 thmk ev:ry-

‘one realized that,things, had to ;hange We had to get togcther and we
"had to woﬂ: as a‘team: ‘

4
.

Ce

c txc,nql Spamsh thcy wanted to learn Low to 3y in Spanish, “Oppn your .’
bodk,” “Tum 1o page. 11, “Go to the bdard,” etc. Their request had”
gone; unheeded’ by school systcm personne}/ for twe yedrs prior to thc:r )

As a result, the Inétitute ‘establjshed a IS»—wcek couﬁc in “S’pamsh'

Bccans: thie Insntute had actually dehvgrcd the’ after-schoo} Spamsh '

M‘,,
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course that teachers had rcqucsted, the teachers and the pnmnpal asked‘

the Institute for assistance in reducing the violence and helping teachcrs
teach. As a first step.the Institute Aired two junior high school teachers.

- from another school as consultants to the small clusters of seventh- and

cighth-grade teachers that Rad been asked to work as teams but had
not yet done so. Despite interrupted meetings and-teacher ambivalence
about working with “outsidess,” the consultants met whenever and
wherever -the teams (or even parts of the teams) would meet. This -

~meant hurried meetings in the corridors, late Friday aftcmoon meetings,
. and even meetings at the consultants’ homes. The consuitants persisted,
' listening sympathetically (as perhaps only another teachier can) %o .the

»

teachers’ problems and offering stiggestions for working as a team to
- attack discipline, scheduling, and specific leaming pmbtems ' |

. lighted by ore teacher who said: d/
the e

Thxs mltxat effort failed to create well-functioning, reorganized teams,
but it did accomphsh two very important objectives: First, some teacher$
began sharing their anger and banding together to insist on major school

change in Organization and security ptpcedures; second, the Institute

" copsultants were no longer considered “outsiders” but were -accepted
- by the teachers as credible reso;urc'cs who could be trusted to work with

them. , ‘ )
Subsequently the Institute consultants became actively involved in
helping the newly mobilized faculty senate in its efforts to work for

.~ change. The consultants helped by negotiating with the gdministrato

a new decision-making process that involved teachers, by provxdx g
organizational and pohtxcal ass:stance to the subcommittee o

o

ashiieve thcxr own goa!s The teachers’ role in dpcisionsfiakingAvas high-

/
Faculty representatives monitore ire ppeiless of change to guard
that the rights of the teachergand pra¥isions?of the union gontract were
respected in all cases. Mapy fimp¢ facyly input determined the ‘deci-
sions made as to clustep/Size, Jpcatiopdteam mhakeup (which was con-
structed on a °€'o§unygy/ basis so jHdat no one felt rafiroaded). sched-
uling involv:mcn)t/éf special spf¥ices, team respondibility, and class
. makeup (heter feneoys’or hogeffogeneous). Perhaps/the mast important
issue of all y?g’th noti f team responsibility and autonomy in ~
makmg pn!' ies fo then cluster. Teachers f£it an increase in their -
i ppened and didn’t happen to them.  °
¥
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& After many subcommxttec smatc and .entire facuitlr meetings, a, . .

.- Cluster-team organization was. agreed upon. Although teachers chose

- their’ ciuste.r teams, many were worried about what working on a teach- :
©. ing team would be like. The Institugastaff member and the school-based
.. consultantS combined resources to offer a’practical trammg program
for interested teachers. The five afternoon workshop sessions focused ..

. - on decision-making, canﬂxct resolution, probicm—sotvmg techniques,
e group-process ‘skills, ‘and " team approaches to discipline problems. The
———— teachers also had several opportunities to question other Boston area

© teachers who were team-teaching at the time. -

' By fall 1973 the planning and reorganization efforts had paxd off.
Changes in “d;scxp]me” and’ atmOSphere were evxdcnt Durmg a rccordcd

' interview the prigcipal reported: ¢ .. . ,

—» . Kids are learning better, attendancc of staff and studenfs is definitely ‘ -
_ better, grades are up and arms -(Knives, guns, etc.) are way down.

While it isn’t heaven and the archangels, a drop of 80% in the number o
of suspensmns is unbelicvable. s = oy -

v Clearly, daily life was dxfferent for students ‘

-

. I think the biggest thing in the ctusters 'was the creatm§ of & sxtuahon
"where our pupils, with ail the multiple. problems sore of them have,.
could feel secure. They have calmed down and now they enjoy it and

: they are really happy. There is-not much hostility. I mean racial inci-
. dents are practicplly nonexistent, really. Really and truly, and T think
that's what came out of all the teacher planning. . .

. The dramatic changes in student experiences were mirrored by changes
. in the hves, attitudes, and morale of faculty members, who felt’ a new -
sense of potency as a-result of the piannmg process. One teacher
believed that this increased sense of potency was due to a changc in
power relationships: ' . | : .

The biggest help in crcatmﬁ, the c}ustermg program was that teachers
" and the administrators fidally talked on the same level. We finally got
. down to déaling with each other as human beings and no longer in
. certain roles . . if any school wants to go ahead and change, it has to «
really say what is more important, my role as a teacher' or my role
as an administrator or the avelfare of the students and the school as e
a whole. I mean that teachers . . . had to give up the role of “I am kmg ‘
of my castle” . . . and the admxmstrators ‘had to give up a lot. They
| had to give up the role of an authoritarian in a lot of ways; I think
the studént body has a lot more respect for the teachers and adminis-
trators this year because they sce them commumcanng with each other,
as human beings. ~




half days per week. The administrators, the Staff. Developmem person .
-for Curley and the various clements of the program were to.cooperate
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In fajl 1973 the Instxtulc oﬁcmd to oan‘nmge askxstance m new ways* :

- AWhes th.c Institute con&plmnt asked teachgrs what their grca.tmt ‘needs SEOLR

;werc.«thcy identified "'readmg" and “clugering’":as priority areas. In

"« " respoRse:to thq_se stated needs, several programis Wert; ;started. | Incon- =
- junction with the Boston. School ‘Departytent, and with' the- support af EREOAN
i=- the District Associate Superinténdent, 2 reading Task Force, composed

“of five experiericed teachers, was formecL ‘to .be assisted by Curley's -
Readmg Teachey, and-further helpeq by an Institute consultant four

" in the ummaic.aun of improving the quality of the, readwg of Curley

{.studcnts With. the. mcorporanan of clustering, tracking was.dropped,
*and the groups were to be hetérogeneous, so a first goal was the group-
‘ing of students based on reading ability within: each Sluster: - Another -

" aim was an mterdxsczpﬁnary approach so that thc teachmg of rcadmg n

wpuld xxke placc in every Qantcnt ared.

In responsc to th¢ teacher T quest for assis m “clustenng. the
tancg

Instxtuté xmplcmcnted a new mpdel of inservice training. The Insntute

decided to hire-one of the. tcachcr—cbnsnltants who had worked wx;h

the Curley. Schoo! during the prevmus year of p‘lanning and reorganiza-

" w tion. The consultant, wha' 3had preyiously . ‘established. credxhxjxty and °

~ developed a t:ustmg relationship with many of the tcachers, was usually l

~ weloomed by the teams of teachers. She met at least weckly with the -

_ by one cvaluatmn

cluster. teams, formany durmg assigned planning periods and mfm‘mally
over coffee in the morning or at funch. The ageﬁdas Were: dctemu;wd

‘by the teachers and yaried wxdety dependmg onthe needs, expencuces, )

and skills of the teachers. She .worked with them on problcms of cur-
ricula, pianmng, schedulirig, enforcing disciplinary rules, communicatmg
thh parents, and resolving interpersonal and team conflicts. She brought

ie

outsxde human and curriculum resoyrees whenever’ apprcpnatc This

model of on—the—;ob msemce trammg was very succcssful .as, indicated. .

oy :

Teachers told of assistance in “ggttmg us together,” in considering inter- .

“spersonal relationships, in reinforcing decisions, ynd generally encourag-

“ ing, helping teachers work together" Schedule changes, ideas and extra '

materials and resources as well as alerting othcr elements in the school

_ to potentisl, cooperatjve efforts, were all apeas she touched upon. She

Had occasionally served to follow-up on ideas that others had stimulated.

Her main thrust seems to have been in the struggles ‘within teams to

- work togéther, gnd her acccptance in this sensitive area with a few
clusters, is indicative of the school’s attitude toward her.

- o1,
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- From 1974 tg the present the Curicy School staff and parents have

devotc.d ihc.u‘ :nerglcs {0 assuring a pcacefxﬂ impleméntation of desegre-

gation and improving the quality of classfoom education. Although the .

AYx

needs of admmxs’tratom ‘and teachers have not required constant or -

o Slgmﬁcant mvolvcment “of the Institute staff, Institute staff have. o#n-
. " tinued to mbet with admxmstratar\s andgteaéhers and rx:spond to short- "

- term requests for consultatxon or assistance.

T’he colla%orauan of the Iuﬁntute and- the Curicy Schooi is'a happy'
i story because all groups benefifed from collaboration: The étudcnts have
" “new school” with new reading programs, improved courses, and more

positive relationships with teachers and th,b other students; the teachers
have been freed to teach and are supported in their efforts to learn new

tcachmg skills and,’de\{clap new programs; the ‘administrators learned |

~ to share the decxsmn-makmg and are now fre€'to devote more time and
[energy to de%e}opmg positive school pmgrams and Institute staff have
develaped a new model for providing inservile training that-is truly
respons{ve to the lang-ten'n needs of a school. Many, factors contributed

¢ 10 the success of the. mserv;cc trmmng modcl descn‘bcd here. Among

R B L

them were the fcl!cwmg * A

e The' training p.rogram was change-oriented. The results. of the

« changes—that is,” a cluster-tcam organization, faculty involved in
dgcision-making, etc.—provided concrete evidence that something
courld happen, Jthat things could .be different. This iricreased partici-
pants feelings. of efficacy and motivated them to further mvoivement
and investment of time and- -energy. y

e There was a cmxcai mass ‘of faculty and /administrators who constx-i:'
tuted'a nucleus for change. They provided. the time, energy, com-

mitment, and values that enabled the change to bcg,m and grow to

involye others. Y.

e The degree- af tension and dissatxsfactmn thhm the school was in.
' the optimal range for significant. change. Less fension would have

-resuited in less perceived need to change and thus insufficient moti-
vation for partxmpatmn in.thé change process. More tension would

have resulted % unmanageable chaos followed by a general closmg -

" of the system thh eventuaI security .measﬂres and ‘authoritarian
fule. , . -
e The content of the tr‘aining wzis‘dire‘ctly i'elated to existing problems

& N as perceived by the participants. For example, information on dif-

ferent clustering models was présented,  and training was provided
in leadership skills and conflict resolution during the period when
+  the school was changing to a cluster organization.

@
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of contcnt and instructors and heightened participant mmmmncnt. ,

Instructors were selected on the basis of their competcncc and thelr.
compatibility with participants, not because thcy were members of a .

parncular University deplrtment. .

TheUmvemty consultants served as facxhtaxors and hmkers in the

-. rtraxmng process, nat as experis or imposers. of solutions.

J )l

+. . making mpons;bdxty This changed the mnst nnnml dxmensxon of

- thw

The Umvemty consultants built their credibility with pame:pants by "

.meetmg Qamcnpants nmds through dehvex:y of specified services.

‘The focus of change was ‘at three levels: the mdmdugi——skﬂls at-,

titudes, behavior; the group——leadcmNp, division ‘of labor, conflict
molution, and the ‘organization—power ‘structure, communication
process, goals. This multilevel appmach resulted in some changes in
all partsof the soculenvxr&mmcnt, which facilitated cha.ngc at any
one level. ko ’

The tradmonai‘power xmbalance between admxmstrators ‘and. faculty -

was sxgnﬁcanﬁy modtﬁed as teachers mca‘easmgiy assumed decision-

any’ orgamz;gmon-—-ns power structure.

Sufficient time was allowed.for a trust’ rda@hxp to be cstshhshed

‘between consultanis and .che.nts, and for participants to leam about
new attitudes, new be}’mvmr, new skills, and new ways of qtgammng
themselves. There was also suﬁicxent time to expe.nmcnt with' newly

~; devised pattems ch§card the usclcss, and mamtsm thc bcneﬁmal \

..

L -

_ _ msxnvxcs EDUCANON
The process of the training :nvelved the pamcxpants in the chmée
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'( - L Appendn A S
. Survey of Criteria’ for Local
Inservxce Educatxon Programs

. "?Ic o ' \ ) . o) ) ‘ :
T B .\‘ 1, P \' ‘."_ . - - - . L
. lw In Cniumns A ami B, for each sutcmcm on the left, c:rcle thc Fesponse
e thatbesfmﬁectsyour percep:m N _
: 1 = Never or almost never ., '
- o 2=-Sometimes - RO
o R -Frequen.ﬂy :
¢ o i Q—Aiwnys;xalmost alwnys o

In Column C, for. each s&atemem on the left, circle the response that best e~
flects your judgment of the approprm:ncss of the 1;em as a c:itenon for a locxl

g msemce education program:
‘ 1= Very msppmprinte :
. 2-9~Graciaums from vcry mappmpna:c to very appropsmte p,
10= Vﬂ'y appropriate. | S
\ , B .
. ‘-‘ - A ‘ \“ . B - " | C N X’ ‘ ’

- - : Whatls What Should Be>  Appropriateness of item

Decision-Making, I o -

1. Decision-making 1 23 4 1234 123456789 10
Processes are ) : .
*. based on coopera-

tion between all
major interest -
. grbups, that is,
scha! district, -
c&lege/umvcr-
. sity, and teacher
Ve organization. ‘ L ‘
‘ 2. Decisionsare 123 4 1234 12345678910
Y madebythe © R ‘ -

4 .

people who are 1, y
affected, and -
the decisions are
made asclose ' : ,
as possible to the ’ : :
situation where T
they will be
operative, I

101 S
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|
What is -

What Should Be <

C
Appropriateness of Item

-3,

: Y- " 4 Explicit pmcé-

‘5.

T

10,

1.

-~ -

12.

The eooperanon
o( m;or interest - .
groups ubaued
on & concept of
parity for each .

Eroup.

‘dures
ASSULE |
dec;sxon-makmg

‘Q :

Thcmarepah—
cies (eg.ina’’

coliective-bargain-’

-ing agreement}
relating o in-

" 6. Inservice educa-
tion programs ar9'

mtuuonahzcd

Inscrvxpc cduca-
tion is dt,rectly
related to curric-

" ulum development.
. Inservice educa-

tion is dirﬁctly

related to instruc-
’ uonal xmpmvemcnt

. Inscrvxcc educa-

tion is based on
the needs of
students.

Inservice educa-
tion is based.on
the needs of
teachers.

Inservice educd-

tion is based on
JShe needs of .
school program.,

Inservice educa-

* tion is a part of

a teacher's regu-

far teaching load.

mwm.

1234;

\

b

i

A
A
\

1 ;‘ 34

" service education. // :
/1294

[N
Y
112 3/ 4

!

o

1 %3 4

1 2°3 4

1

&+ .

P

1.2 3.4

1234
A
.

1 253 4

1 2.3 4

Reiarms}zip to the Progmm of the Schoaf

1234

123‘5678910

£
A

‘12345

6 7

6

6‘,

6.

6

6

78

7

7

7

10

10
10

10

Lot W
C et

10 f’
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- 14,

19

18,

To3

— S
Whatls

What Should Be

c : I » -
" Approprigtenessof item i

13. The techniques
and methods. used
in inservice edu-
catipn are con- _
‘sistent with funda-
mental principles
of good teaching
and learning.
Research/evalu-
ation ig an in- "

Regral paxs of ' '
inservice education.

15. Alithosewho .1 2 3 4

participate in ‘

" inservice educa- AN
tion are engaged .
in both learning -
and turhms

Resources

16 Timie is avasiabic

during regular
instructional hours g
- forinservice .
education. s
17. Adequate person-
+ nel are gvailable * E

" from thWschoo! . '

district and college/

university for in-
service education.

Adequate mate!

rals are available,

Inservice educa-

tion makes use of -

- comminity

resources.

Funds for in-

service educatioge®

are providgd by

-

'

123 4

123 4

123 4

20.

# nservice educa-
tion is paid for by
state funds pro-

"vided for that
purposg.

1234

1234

1234

123 &

12345678910

1234567

1234 5678

L .
PO

89 10

1234567809 10

6 7

.
>
[ FS )
-
LY.}
o
-3

8 9 10
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What Is - What Should Be A pprppnm‘enm\of Itcm

Commitment io Teacher Educanm - - o

22. Professional 123‘4 ‘1234‘!23‘456'78910 '
- growthisseenass { ' R D _ .

« continuum from -+ U : -
peeservice prepa- | SR

. carcer-dong profes- L R ‘ T >

C- '23Themservmedu-1234 1234 123456782910
cation program ' ' ) ‘
« reflects the many - _ e
- . different ways that _ . L
o pro{ﬁtiqnnzsgmwk ' . D
' 24, Theinserviceedu- 1 2 3 4 1 23 4 x23455789io
cation programad- - _.° ! . o
cresses the many © o ‘ N I
- . different rotes and ST ‘ SR
. responsibilities = .. : .
' that a teacher : B " o -
must assume. - ' . . cL :

25, Inserviceeduca- 1 2 3 4 1 23 4 1-23 456786910

- tion is relatsd to . . N
. research and . = . '
development. . :

26. Thé respective 1234 1234 12345678910
strengths of the . . /
school district, the | \ !
college/university, :

‘ the feacher organi- . ~
K S zation, and the
' community are
used in the in-
y service education
program., L,
27. Internshipandstu- 1 2 3 4 123 4 123 45678910 -
dent teaching ex- . ‘ :
. perienced are '
used for analysis .
study inthe - _— )
inservice educa- ' .
. tion prograin.
28. Inserviceeduca- 1 2 3 4 1 23 4 123 45678910
tion is 'avaﬂi}ble to y . :
all professional and
nonprofessional . »
. personnel. ‘
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Caltmsa dedle“S‘chool gt

C Cumculum Council®,
- . ‘ ’ . B \a .‘: “ G ‘i.‘_ ,:‘?I’.~f
Thc &urxculum Counc;) ,sha?n mmdq; and mm‘r&p mms‘ { ,

‘to theadmxmstmqan and f.aculty mm:‘fcnowm.g arcas:.

* 1. ‘qurriculym devcl
xﬂlt.ﬂ {o Mt n

(’Y @ O

grticulatxon, a\d ;valuam)a .as‘ Mﬁ“ B
andach;evemcnt, AR PLITERRY

L 2. mstrucnanalst:atcgwsandaﬂamas-:emedmthm

. ...‘ opment . & . . \ . - .
X 4. instruétional supphes m& equipmcnt togethe.r w:th budgetary reeom o e
. mendations to suppart these needs in all dcpamental operatmns. L
Membership on thc Councﬂ shan include the fbnowmg .assxstant
pnnmpal%cﬁaxrp&son). pnncxpal, and sall* departm:m c.haxrpersons ,
(14) o S PR _ - , ~
5 oo T o . ‘
. - . ¥, . ) ¢
X \ | ' . N
f § . P ’ » . - “
o ) v*k g. "
' Y G ’

\.} . “‘.‘“,f .
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19,
20.

. Each day I lpok farward o coming to school.
. My school has toc many rules.

. My teachers give assignments that are too difficult.
. My teachers try to make their subjects interesting to me..,

. My teachcrs are mtcrestcd in what I have to say.
. When I'm at school I'm usually unhappy.
. This school is run like a prison.

. Students can choose class assignmeiits that are interesting to the.m. ;
.. Tf 1 did something wrong at schoo}, T would get a secbnd chancc. j
. My teachers give assignments that are just busy-work ‘ ' /
I 1 emay\vorkmg on class projects with other students.
- 18,

Append-x c
Schm)l Sentlment Index
-Used by Caloosa Middle ‘-S,cho,ol

5

4

S~ . - C o a .
PT

o

¢ I3
-

-
N E 4

-

by maxhng ths answer shnct.

. ‘ A-Stmngiy agree
B-Agree '
toe D-Suonzly dlsagree ‘
" For cxamplc If you disagree with the statement, “My classes are too easy,
ymx should' mark Con thc :msw;r sheet as follows. _

A B C D
—w—-—-—‘x'_.

.= -
.

}

«_.‘“,

-
-

Thére are no nght or wrong ANSWers, 50 answer each item as hcnestly as you'
can. Do nog write your name of your, answer sheet,

I do my best in scheei '

My téachers are mteres::d in the things T da outside of school.

/
P

‘M teachers allow studeats some choice in what thcy study in class.
I often feel rushed and nervous at school.

Students here are friendly.

I hate having to do homework. ?

-

. L

h
!

My teachers like the subjects they teach.

/
I would mttgr learn a new sport than play one I already knaw. j )
My teachers are concerned about me as & pcrson ‘ ; i '
’ 109" - //

Lo
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s 28. Ihkqtodoa_;hﬂicuhasngrmcnt. . " P
29, Myteacherstrytoundcrmndyoungpoople '« Vel

".33. My teachers axphm amgnments clear!y - ‘
- 3. In st:hool L have. to. mémorize 100, many facts. . IR e SN

T 42 Ihkcmastofthakxdsatthxsschoai * ‘

' 48. My teachers are pot old-fashioned.

21. Schoolzeumcdnwn.

&Mym&mmMmmewhyldes«vemegmdﬁIgetmmmmsm
- tests. ‘

23 thnevarl’mcaﬂedwmaaﬂheoﬁusxuchool Iﬁaelqpset N

24, Theresmomuchpmsuremschml - e oA

25, Myt:athersgwemcmmuehmk. o
- 26. Schoohsagcodpheeformghngfmnds

27. My teachers arg boring. . | I ST ;

>

30. I stay home froavichool whm:veﬂcxn ‘ ‘ e -
31. Myclassesnretoobxg o ' - i - N
32. 'm mtcrwedmwhat gdes gn at this. sahoot . o

. 38. Thc main reason for going to sthool is talearn.
“36. Tf T had a sérjous problem, T don’t kmw on¢ teacher in my sqhooi 1 c\ould g0 ta.

- 37, Studénts bave enough voice.in saying how thisschool is run, = .- AP
38. Myteachméncouragcmcmthlnkformyulf .. , -
39, My tcac.hersarefaurmme ) o

40, I take part in many schoot acuv:txes. oL S .
<41 ‘My teachers give me an idea of wh&t will be on their tests. - / L el

43, My teachess ailaw me to be'myself.

44, Teachers recagmze my right toga different opinion. k .

45. | get tired of listening o my teachers talk all the time, - I
. Tattend ‘the school dances. '

47. 1like to talk to my teachers after class.

49, I feel 'm part of my school.

50. My teachers, show that they are not prcpamd for class,

S1. Itis difficult for 8 new student to ﬁnd fnends here Lo
52. 1 get along well with my teachers. '

. 53, My favorite classes are those In which I lern the most,

54. I would like 1o go to school all year kmg

) 58. Each year I Ioak forward to the beginning of schoai ‘ ™
S6. Qur‘sqhooi is so Igrge, T feel fost in the crowd. s

57. 1 get the grade I deserve in 2 class.
58. My teachers are friendly. toward the students. - : .

'59. 1 try to do good work in my class.

a“‘,.

€

\f'

60. My teachers still rcspcct me as a person even when I do pomly en my schaol ' \

work.

1y. ., -



y APPENDIX C f‘-ﬁ’r.“,,.'- . _‘ : " B .
. . 6L Il&emgﬁrgmmyfrm&& N ‘ Cme
- 6% qu&eshcpnvacx . - . . . §
Y. 83 Myw&chmletmeknowwhansexfccwddfq’e;ﬁw B A *
‘ S&impythcsoaanngplme S - S
.65, My teathers grade me faisly.- , o \

_ §6. There are fany chquesofsxudcmshere ' L
&7 Mytcadtérshkcmkmgwmhyoungpcoplc EERER R
. 1 buy books with my pown money. - . - Y
o 6%, Mytcachmaretoocomermdmthdmcxplme B
e T 0. I‘ht::;hooibcim\vhmiwasmelcm;marysahoelthuldonow:
T TA other people care about me. . P
72. 11like a full school gay rather than a double sessiop. ' T
- i Mmmcrswxﬂdmmgradcchmes\ﬂthme
) ““?4 M%tea:hcrsdontcare about students un!essthcyare‘goodsmdcnts.
TS, Id@mereschoolworkthxhwhatxsaasigned . .
76. Teachers at my school cannat control thearchsscs. o,
T My teachers give ms individual hclpwmmgiy
. 78, Lunchtie atschoolisfun., .%o v .t v
79. My teachers are impatient. _ S
80, If I had the choice, T wouldsi't §0 to sc}mx atall,
Si My teachers have “pets.” - -
82. My teachers waste too much time explammg thmgs
83. \Ifollowthc school rules. - ** :
. 84. 1like going to school in-the afternoon.
85. I feel tired at the end of the school day.

LTI
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Appemhx D
Consortium Training Complex,
‘eacher Survey Instrument T

L

Th: survey is dcsxgned td gather mformauon for the purpose af plan—

ning the winter quarter inservice program. The results will be summarized

and jinglyzed by your School Inservice Committeg. It will fecommend to.

tlte /Teacher Corps staff what programs would best mget. the ngeds of -

~ the/ teachers and staff i in your school. T the extent possible, the winter

‘qyarter inservice program ‘will reflect the recomméndations made by
e School Inservice Committee. REMEMBER YOUR RESPONSES
ILL REMAXN ANONYMOUS

are related {o teacher effectiveness. Each xicm is accompanied by & rating scale
. " from 0 to 10, with O representing “never” and 10 representing alway& Rate
_each item by placing a vertical mark (/) across the scale at the placé yéu feel

you felt that teachers seldom prov:ded mdmduahzcd instruction for students
(item #18) you mxgh: p{a&e your mark as follows:

Never " Seldom - Sometimes .- Often  Always
Remember, it is your best pcrcepnon that counts. )

* el . ' *
L v‘,i

1. Teachers and staff exhibit characteristics of sehf-awarcness; self-acceptance, seif-
evaluation, and personal esteem.

o1 p) 5 4 5 6 7 8 9 10

Never Seldom Sometimes Often - Always ‘

2. Teachers and staff are open to chHange, receptive to fecdback and willing to
_experiment with different behaviors androles. A .

6 1 2 3 4 5 6 7 8 .9 10

- Never -~ Seldom Sometimes Often + Always

3. Teachers and staff use effective interpersonal and group-process skills in work-
~ ing with others,

51 4 3 4 5 6 1 & 9 10
Never Seldomi ‘ Some_times + QOften Always
« - 113

Dim:ﬁons. Rcvxcw the instrument, Thcre are 3l statements on the mstrumcm thau

best represents your perception of the situation at your school. For example, if .

i i3 4 5§ & 7 8§ 9§ i

4.“’1' .
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* . :/‘}“; s 5 ' h \.“_ ' ‘.i . . 3 - , *
et He T f- _-' »,s - INSERVICE, snucnmn‘ :
' 4.-Tcachus play an acuvc ml: m plamuns :vahmmg, and makm: decmom re-
prdmgtheschoo .
¢ . & o,

0 1 2. 3. 4 5 .6 7 8 9 - 10

LI - N . ’

o ;N:xe.r - . Sometimes . Often Always . - #
' S Th& schao? ;nvxro nt encolirages a2 }zmblem—solving approach to coaflicts

o ‘thatoccur, | .
"er 1 27 3 45§ 3 7 & 9% 10

.’” B + “Never - ‘Seldom : Sometimes - Often  Always ¢
"5, o '6."The school'environment facilitates open communication. o
o ‘o,. 1 2 3. 4 5§ 6 7 & § 10

&n Never o ',Seld'om\ ~+ Sometimes Oﬁen Always

- The school envxmnmem encourages parent and ccmmumty mvdvcmcm .
0. 1 2’ 3. 4 5 6 - -7 8 9 10

L Never -~ > Seldom ‘ ngetimu Often ~ Always
\ 8. The schooi chxmte is conducwe t3 learning. : . ' '
| 0 i -2 3 € 5 6,7 & . 9 -0
>Never . -+~ Seldom - ¢’ Sometimes. Oftenr - -Always *
9. The classroom climate is conducive to learping. " - R
0 1 2 3 4 s § .7 8 85 10
“Never . Sejdom - Sometimes ~  Often Always
10 Each students’ performangee is mtcrpreted m relstmn {0 hxs or her individual
\ capabxhty i . N
01T, 2 3, 4 8 64 7 8 9 10
Never / Seldom Sometimes- * - Often Always
\ 11, Stadents help to plan and identify instructional goals for classroom activities.
0 i 2 3 4 5 6 7 g P 10
“Never - : Scldom Sometimes Often Always
12 Students help to plan Xcammg 3ctxyxtxegelzt:.d to instructional goals. .

o7 1 2. 13 4 3 6 7 - 8 9 10

13, Stu nts hc!p to orgamzc materials and the physical envmnmcnt of the class-
room fit learning activities.

) 17 2 3 4 5 § ] ] 9 . 10

Never , #. Seldom - Sometimes Often -  Always
14, The c!assmom is organized to rcspond posxtxéciy to the needs of the “disrup—
tive child.” . . ey

L4 . L

¢ 1 2 3 4 5 6 7 8 9 .10

-

Never Seldom Sometimes Often Always

15. The classroom €nvironment encourages a problem- solvmg approach to can-
flicts that occur.

4 - 0 1 2 3 & 5 s, T 8 9 10
" +" Never Seldom ~ Sometimes .Often Always

.Y

cher ' Scldam . Sometimes * Often . Always

.
LA T
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|
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‘fnxnmx D : - ; 11_5
- 16. The classroom. envirooment enmuruu open mmmumcaﬂon. L
e 1 T2 3 4 5 .6 78 9 10

Never . - 'Seldom = Sometimes ~ Often . Alvays

«

17. Thc classroom cnvtronmc.nt eneonmgcs parent and community involvement
a1 2 3 - 4 5- 6 7 8% . 9% 10

*

’Naver Seldom «  Sometimes Often’> . Always -

18 Teachers gmvzdc mdmdumzed instruction fon:ude
0 .1 2 3 4. § 6 - 7.*’@=\,_ § 9. 10

. f Never _Scidom © Sometimes - Often - . . Always ~
M Tcachmmead:mosm-prm:puve teachmg model. e o ‘ .
o 1 2 3 4 -5 . 6 - 7. 8 9 i0
Never ~ Seldom - Sometimes , thenﬁ - .Agwm
20 Te:cben prq‘_:dc forthespecml needsof cxcepuénal children. \
Wr ! . 25:1don?; -, §omeuma 7,3}&::8_ 3 Alnig‘
zl,Tcachcrs pmv;de forthcneedsaf stisdents from diverse cultures. | oo _
o1,z 3 4 s & 1T &8 9 10
Never-_ Sdciom Sometimes ' . Often - Always

. 22, Teachers ﬁrovidc for matcb“i_ng teaching styles with student lci'ming styles.

-0 1 2 3 4 -5 & 1 .8 g 10
Nevax . Seldom - Sometimes - Often Always

.

23. Tcachers provide allernative learning activities for different studegts.

0 T T2 3 ) 5 € 7. 8 ov it -

‘ cher ) Scidom Somenmes .~ Often . Always

o 24 Tcachers use mcthods that pmmom mdependcm. rcsponsxblc, and capab]c
' 0‘5,1 7 3-_ 4 5§ 6 7 8 9 - 10

‘ Nev ' _ Seldom ™ Sometimes Oﬁcn Ty Always
25 Tcac ers use methods that rcﬁect ag understmdmg of the d:ﬁcrcnt Lurnculum '

', areas. . ‘ - .
0o |1,/ 2 3 4 5 & 7 8§ 9 10
Never Seldom - Sometimes ~ Often- Always

26. Tcgch use parents and other comm{zhity members as community resources
in planning and xmpicmcntmg learding activities.

, —~

o 1 2 3 4 5 3 7 8 5 10

;-

Nevcf Seldom . Sometimes ] Often ' Alwxys
27, ‘Tcac,hers plan learning activities that deal effectively -with cultural and racial

stereotypes. , . ,

0o ' 1 2. 3 4 5 6 7 § 9 10

Never Seldom Sometimes ~ Often - ‘Always

115

-

A\
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28. Teachers plan leaming activities that deal effectively Wi ) the puychoios)cal
and socideconomic impact of prejudxces. S

0 1 2, -3 . 4 5, 6 7 .8 9 10 .

. -~ Never = Scldom Sometimes - Oftea  Always
29, T hdpstudemstocanfruntaﬁdundcmgndthefcdmgsufsmd:msfmm

othcrcultural rwai,andethnm groups. v __—
0 T 2 T4 5 6 7 -8 . 9 ,‘m

Never * Seldom - © Sometimes = Often - Always
30. Teachers use tecixmquu for building and e.mxmng the self-mncept of all

students. X . _
o 1 2 3 4 s 6 . 17 8 9 10

Never " Seldom . . Sometimes Often o = Always.

) ‘ 31. Identify md briefly describe the three most importnnt conceryis or needs the

ERIC

T

" insgrvice program might, legitimately add“ress in your school, Be as specnﬁ‘c as
yOu can at this ttme, ¢ < . ,

,v &x
: ]
> ) -
:
. b > ’
‘ ! . &
.
c. b
. * : :

”~
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"% Section 1. The Consortiym willestablish implement programs

S~

- *

Appendix F

Northwest Prafessional . =

. Development Consortium
o Poﬁcy __PI"QCEdlll' Sanﬂ ._B "LQWS‘

»

\.
. -.l‘ .

e . e . «Anticle I—~Name of the Cons iim
Section 1. Northwes, Professional Development Consortium

| "7 "% Article 2—Purpose«f the Co ridm . )

. leading to recommendation of candidates to the State Superintendent of
‘Public Instruction for.(a) preparatory, (b) initial, and (¢) continuing

;qpmem‘ arid Approval of Pregrams of Preparation Lcddz‘pg to Certifica-

‘. 'tién of School Proféssional Personnel (July 9,1971).

' Section 2. The Consortium will also: establish and Mple;ilent pro-

grams for the inservice education of educators. *
| " Article 3-¥Membership

" certification as specified in the Guideliries and Standards for the Devel-- :

Section 1. Membership in the Consortium will consist of the Atlington

‘School District #16, fhe Arlington Education Association, and Western',

Washingtoﬁ State College. -

. Section 2. Membership in the Consortium will be open to other inter-

' ested school districts, professional associations, and universities/colleges

_ that rqquestxadm-,ssian in writing to the Consortium’s Policy Board. The
‘Poligy Board will approve applicatio Lfor admissionn. .,

.~mémbers admitted to the Consortium. ,

b.'A school district and its resps
ceek adiission to- the Consortium only if Both apply jointly.

‘c. Any member group may withdraw from the Consortium by notify-

' ing the Policy Board of ‘that intent in writing. Such withdrawal may occur

_ atany time unless an obligation assumed by the miember has not been ful-

e T . . 119 ' "

L

X

tive p;dfcssioﬁal‘ association may

"1 5 Established Consortium policiés and by-laws will pertain to al

L
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1200 o ' o INSERVICE. anucu‘xon

e

ﬁlled Insucha case, wlthdrawal will follow completion of the ohixgauon.

- d. The withdrawal of a school distrigi Or its respective professional as-
somauon will attomatically effect the w al of the othef—_gmup

Ariicle 4——Govemm and- Managcment

Sectwn 1. The chief administrators or their surrqgates of the schoo! .
districts, professional associations, and the-unit for teacher cducatmn of '
the College or Umversxty( s)' will serve on the Policy Board. Each mem- .
ber of the Policy Board will be responsible for appropriate consultation
with officers or councils of their regpective memberships on a¥f matters )

reqgiring formal action by the Policy Board. =~ - .«

Section 2—-Adwsory Committees and Task Forces. ‘The Pohcy Board
" will appoint advisory comimittees and task forces to carry out the pur—
- poses as described in Article 2. ~ . :

, Section 3—-Po!xcy and- ngram Approval. Policies and program ap-
provals may not be formaﬂy adopted by the Pchcy Bcard at thc saxnm
_meeting they are initially propos&d. R

Section 4—Management. All’ management rcsponsxbxlmes and roles
. will conform fo the procedures outlined under the provision for consore-

tium management established within the 1971 Guidelines.
Secuan 5—Voting Procedures. All Policy Board dccxs:ons will requu'e
a unanimoussvate by the. Pohcy Board. ' .
Article S—Amendments to the Cansortium Polimes and By—Laws

Section 1. Amendments to and revisions of these policies and by-laws
mdy be made by a unanimous vote of the Consomum Pohcy Board.

B "(A



Lo -, ™ ;r».
€ -~ o ¢
. T o,
v. . '. - - .. . . . . . & . . "- :
 Appendix'G oL

| -Wéstem Washingtnn State College-- St
¢. -, . Catalogue Description o
... - = of Inservice Courses: EEE

- 394 h, i, 'j-TPrabIém-Salvirzé Pragtica in Action Research (3-15 creéis).

_ Prerequisite: Teaching experience and permission of ‘department. Field-
based studies by entire_school faculties to resolve persistent and signifi-*
cant school problems. Course requirements include-the development of |

© ¢, anapproved Proposal for action research. Course mist be taken; in se-

.. . quence. S/U grading. . S h S

" 594h——Practicum in Needs Assessment. Systematic analysis of pupils’

" achievement compared to the aspirations of pupils, community,” and

" __school factiity. Candidates will develop an approved 'pmpoéal for re- - e
', search that is consistent with the school building’s proposal. ‘ I
594i-——Practicum in Designing and Implementing Strategies for
Change. 1dentification and analysis of alternatives for meeting identified
problems, Selecting and implementing a proposed solution to an identi-
fied problem. - ' : '
N 594j—Practicum in Evaluating Educational Programsz Systen;atic
* analysi¢ of the apparent effects of prograz)x( s) designed. to meet specific
needs of pupils. N '

-
-

Y
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Appendlx H

Prehmmary Draft of Cpntract Used by
Western’ Washmgton State College
“Teacher Corps Teacher-pesxgned

o Inserwce Educatmn ljro;ect ¢

Title: ’ LR
Need addressed:

Teacher:

Abstract:__

<
~ . \ .
-

Compenmuon:

EKC

Aruitoxt provided by Eic:

Course __ Credits Grade
E.nmiimcm pcnod Fa}l__,_‘ Winter__ . Spring.__. ’
Othcr . :

]
‘ Interim Final

Approval.s. . Proposal Report  Report
Team :

" Legder.. - _ N » ' —
Clinical ' L : ' '
Professor
School .

Administrator_ ... _ e
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| - Appéndix@I o
 Preliminary Field Study of the
 Western Washington State College.
s ‘Teacher Corps

Costs-Benefits/ Liabilities Model

v

-~ . ' '

term effects was conducted in fate spring 1976. The purpose of-the ‘study
was to test the feasibility of using the data sheets in the teacher contract
(Appendix H) and to evaluate the computer program for data analysis.

Six representative teachers who were in the final phases of completing
their individual or group contracts for the -1975-76 school year were
* asked to participate. The teachers. completed the data sheets from the
. contracts under the supervision of the author of this report. The data
. collected were based on the teachers’ recollection of the implementation
of the contract. It took {he teachers approximately 40 minutes to com-
plete the data sheets. Some individual guidance was required in each case.
.- Asa result of the preliminary data collectign, some modifications

have been made in thé data sheets. The changes were not substantive,

not djd they affect the cost analysis. ' .« o

“The teachers’ input on the’ possible benefits and' liabilities was mar-
ginal. The teachers had not projected specific benefits and liabilities at’
the time the initial contracts were negotiated, and their responses were
more casual than analytical. The need for training in the development of
observable objectives was indicated. ' .

Tables 5 and 6 show the application of the Costs-Benefits/Liabilities
Model for short-term effects to an individual teacher contract. This
- contract was for three graduate credits, agd it involved the preparation’
. of some curriculum materials for a primary-grade classrdom. The total
cost associated with the contract was $724. With the exception of some.
travel and materials ($39) and the teacher’s contributions ($293), the
bulk of the cost was met by the reallocation of local funds and*in kind”
contributions. . a

®
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Thc bengfits and liabilities mdxcated in Table 6 lack the precision of -
-; the cost data, but they are illustrative of the types of responses expeéted.
“The materials prepared by the teacher were used in the classroom for thg

- improvement of instruction. The “~-” in the student-cognitive cell in-.

dicates this benefit although at the time of the data coflection it had not
_been demonstrated. The econmmc“-{-—" for the institution of higher edu-
catxon is based on the number of student credit hours generated. The
mdmdual teacher received three “4's” bascd on her statements concem-
ing the value of the ex;ic}-icncc and the salary inérément associated with

the credits. A political *“+” was assigned because participation in the
inservice program was considered a contribution to the total school

program. A “—" was assigned to the college in the area of program be-
cause the teacher had indicated that she did not receive as mu’ch support
from the coilege as she had cxpectcd :

It should be noted that the assignment of benefits*and liabilities is done
“inore as an illustration than as_an évaluation of the actual performance
of the teacher in the completion of the contract, '

A more extensive, although representative, contract for 18 credxts is
analyzed i in’ Tables 7 and 8. This project involved the preparagmn of a

managcmcm system for an elementary school mathematics program. The -

totdi cost associated with the project was $3,641. The total cost was
hxghcr than that of the earlier contract mentioned, but the actual outlay .
“of new money was again limited almost exclusively to the cost of tuitjon
paxd by the teacher ($285), and some materials and books. The bulk of

.v :‘\‘

‘the cost' was attributable to planning time and in-class experimentation - -

with the materials developed. This cost represented reallocation of avail-
able resources. :

The benefits recorded in Table 8 are agaig illustrative rather than ac-

tual. A full review of the project was not done for this report. It should
be noted that the project has made a significant thange in the mathe-
matics program in the school, During the 1976-77 school year, the man-
agement system will be developed and computerized for use by the
entire elementary school program. ~ ~ |

The distribution of resources for each of the six contracts analyzcd in -

the field study is presehted in Table 9 according to budget categories.
The, major cost under the contractifig procedure was shown to be salaries -

of certificated staff (73.6% ). With the exception of contractual services -

—which includes tuition fees—almost no cost was assigned to materials,

- - 13n
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© Table 9. wmm«mmcmhmmmw
G&MWWM , \

......

—

" Contract - o Mrt&mﬁu _ | , Tc;‘::: :
- ‘1‘ . . < ..
. A ] r -4 ‘ " g e .
B % k % ] ""%
éé :ina &?-_ IR SElSs
] EEISSI(ES | S5|sR 2 1 85]Y
- sSISSISEIESISSl 3 SEIFS
SQ SRl | WR{xad CEIRGO ,
: A S S12|S87(5 1|540(837|5 0($58] 808 135
- "B 238 | 85| 35|.24| 40} 0| 8| 35 515
. . € 2318 553 | 1 346 i 501 342 ‘30" 3,641
D 485 331 46 63 B 0 S8 31 24 C
d E 3,827 108 381 294 48 | 200| 342}, O - 5200 |- e
1 F . 3,744 23 11 415 11 357 58! 15 4,302 Y
* - Cost $1,856 | $148 | $ 78 [ $197 | 824 |§ \:“ $153| §19 | $1,521
" - - - F
Averags : ‘ A , , R
Percent | 73.6% | 59% | 3.1% | 7.8% | 1.0% 19%6.1%{0.7% 100.1%*

“é

*Over IOOS becsuse of roundins.

supphes, or nonsalary nems The te.ndency seems o be to use ciassrocm
~ time, plannmg time, and addmonai teacher time for inservice education
and not to rely on other school personnel or Tesources.

- The sources of funds for the teacher contracts are presented in Table
10. The major contributor, as may have been expected, was the' local
education agency, and as alrcady stated, the bulk of this contribution was
in classroom and preparation time. Somewhat unexpected was the fact
that individual teachers made the second highest (24.3%) and only
other substantial contribution to the inservice program. On the average,

" the teachers contributed more to the inservice program than the insti- o
tution of higher education, teacher association, and Teacher Corps com- S
‘bined, Their contributions were in hours spent outside the regular school

dny and tuition payments. '
‘Teacher Corps and the institytior of higher educatjpn were only minor
contributors to the program, The teacher association should not be fault-
ed for the fact that it did not contribute; there was no mechanism for
" direct contributions of the association to the inservice program. The main
_ role of the association was in the selection of the tean) leader, but the
~ salary of the team leadcr was paxd from Teacher Corps funds, and there-

131
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Table 10, s«-«.dmmmmmu&mmm
 of the Costs-Benedits/Lisbilities Model - . -

Comtract | Credits | == = .~ e Fandmg Sounccs ‘ .
N : s .
S 8 .
- "e‘§ § &
BN S = ,
R RETRET
s S I S 8 = R,
500 8% |85 5% |8
o nE B~ - S B ) ~% S~ ~O
r ¢ A 3 $ 60 '$ 291 $0 $ 364 | S2
- B 3 Y 320 0 133 0,
c 18 252 2121 0 %07 361
D 3 18 394 0\ 293 18
E. 18 30 | 3,108 0 J4.972 .90
F 3 2t 4,277 0 0 6
Average $ 1 $1,752 0 $ 612 $ 86
) Percent 2.8% 59.595 . 0% 24.3% 3.4%

" fore, itdid not represent a contnbunon of the association. A

In addition to documenting the extent of individual feacher contribu-
tions to the inservice program, the field study ‘pointed out the magnitude’
of the funds being used. The average cost of a teacher contract was.
$2,521. Although the sample used for - Ahe preliminary field study was
not randomly selected, it was considered representative of the contracts
negotiated during the Western Washington State College Teacher Corps
- Ninth-Cycle Project. Approxnnatcly 100 contracts were negouated, mak-
Aing the total cost of the i mservxcc ‘projects in the five schools on the qrder
of $250,000. _ ! '

“The bulk of this cost was hiddén. None of the schools had budgcted
any sums.that came close to the actual expenditures. The main cost was ;
absorbed by reallocating existing resources. The need for continued mon- ¢
itoring and assessment of the cost of msemcc educatmn was clearly
demonstrated by the prelunmary study.
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