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INTRODUCTION

This report is an attempt to synthesize current thinking about and opera-
tional examples of school-focused inservice (INSET). The primary data sources
for this report are a number of case étudies on this‘facet of teacher education
commissioned by CERI/OECD. The author from time to time also draws upon other
studies and analytic pieces concerned with school-focused INSET. The report,
however, is limited basically to the ideas and materials which were shared in
the case studies conducted in Australia, New Zealana, Canadé, and the United
States. Materials the authpr received describing school-focused efforts in Eng-
land are also incorporated. The final sec;ion of this synthesis briefly examines
teacher centers as they contribute to schoél-focused practices on the basis of
reports from Australia, the Netherlands, Italy, England and thé United States.
It is obvious that this attempt at a synthesis is limited almost excuisively to
Anglo-Saxon perspe;tiﬁes. Hopefully this personal interpretation of those view-
points will complement in a small waf the richness and diversity éf ideas about

inservice represented in other countries and cultures which unfortunately could

not be included in this report.

The report begins by examining how several writers have contributed to de-

fining school-focused inservice and.explares‘the various rationales they put

forth which support this type oé continhing education. Thé state of the art of

" echool-focused INSET in various ceuntries is’alsb:bfiefly réviewéd. Nextjseveral
problems attendant to this type of imservice are examined along with some sugges-
tions for their possible resolutién. Some roles each of the basic parties
associated with inservice might play in this improvement process are noted.
Finally, the report examines teacher centers as they contribute to the concept

of school-focused INSET.
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TOWARD A DEFINITION L

P Yy

A principal aim of thngERI/OECD-sponsored case studies was to assist in
clarifying the concept of school-focused INSET. Much of the initiative for and

preliminary effort behind the éoncept of schobl—focused INSET occurred in Eng-

land. In many respects this inservice approach.has been a grass—-roots develop-
ment, a creature of»theiﬁféémétic Engiish tradition. Certainly, however, both
scholars and school adtho%féées in tﬁat country have contributed to the evoiution
of the concept as well. Bolam, whose Listory of work in this area is weli known,
notes that much®of the stimulus for school-focuséd INSET was related to increased

"teacher participation inﬁ@urriculum development in the schools. . In his review

of the genesis of schooiffocg§ed efforts in Britain, he quotes from a British

PRI
e N
P

Schools Councilrrep0:§ E?‘fbilows:

e .

Y . we want to highlight what we see as being the key concepts in
our report. Among the most important of these is the idea of the
school as a,centre of curriculum development. We believe the im-
provement of "the secondary-school curriculum must rest upon .an
acknowledgemed% of the central role of the teacher. All worth-
“while proposals for curriculum change are put to the test in class-~
rooms and onlxgcome to fruition if the practicing teacher has the
resources, support, training and self-confidence to implement them.
Teachers are in a unique position to know and understand the needs
of pupils and .from them should come the principal pressure for in-
creasingly effective programmes of teaching and learning. Because
we see the development of the curriculum and the self-development
of the teacher as being inseparable, we call for vigorous programmes
'of in-service education and school-based curriculum development, both
of which are essential if the teachers are to perform their role to
the full."” (1976, p. 80)

The development of sépgo;—based resource centers in England, particularly
iﬁ comprehensive schools, ‘also contributed to a more defined concept of school-
focused inservice. Several factors came together which let creative school
faculties start theseé'centers "from scratch" so to speak. Most prominent

"among these were a more integrated approach to curriculum design and a greatly
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increased proliferation of national curriculum projects. While these projects
often implied considerable changes for the teachers, they were limited on
the other hand in the range of materials, support and time which they provided
for the teachers. At this same time there was also a growing practice of

- mixed-ability grouping and more attention to teaching methods which stressed
inquiry and investigative methods. These conditions led in several instances
then to the improvisation of existing rooms and resources to provide more
support for teacher development of a school-focused nature.

Pauline Perry, H.M.I., in her keynote address at the International Workshop
on Strategies for School-focused Inservice in the Unites States in 1977, stated:
The case has been cogently made that to ensure true implemen-

tation of change...we must work with teachers in the place and

in the situation where change is to take place. The case is

made with equal cogency that the school-building is the context

in which all needs at all levels of the system ultimately come

together.

In this same address she also underscored that all school-focused training

need not be, indezd should not bc, school-based. She suggested that all
strategies employed by trainers and teachers in partnership to direct training

Programs in such a way as to meet the identified needs.of (specific) schools. ... ..

and which raise the standards of teaching and learning in schools can be construed

as school-focused. -
Bolam along with others was also part of a small group commissioned by the

. Department of Education and Science (D.E.S.) and the Welsh Office to prepare a

discussion paper for teachers on INSET. The resultant paper titled Makiﬁg INSET

Work (1978) outlines four practical steps to assist teachers and school faculties
in planning their own inservice in the light of needs which they have identified.
One of the real benefits of this publication and of particular help here are

the variety of options enunciated as forms of school-focused INSET with the

clear intent that other schools and teachers be seen as valuable "providing
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sponcies'” in terms of continﬁing teacher developﬁent. Some of the examples
of school-focused inservice shared in this booklet include:

* A home economics~teacher spends a day in another school to find out
about a new child-care course.

. Two deputy heads in very different primary schools exchange iobs for
ene week to broaden their experience.

- A large comprehensive school timetable frees staff for one week each
year to work on materials prepration with thebresource center coordinator.

* Two colleagues in the same sehool systematically obeerve each other
teaching over a term and discuss their observations after each session.

- A group of comprehensive school staff developing a new integrated-studies
eurriculum invite a teachers' center warden te coordinate a term—iong'
school-based course invelving outside speakers.

* A college of education offers a week-long course for prlmary schools for
four weeks in succession. Each of four members of staff attend in turn
thus having ‘a simllar experlence. College staff follow—up by v1sit1ng
.the schoonls.

* Two ‘LEA advisers offer a schoolebeeed course of eight weekly sessions
on primary maths. They spend from 3.0.to 3.45 working with teachers in
their classrooms end from 4.0 to 5.30 in follow—up.workshop discussion
sessions.

- A university award-bearing course for a gfbup of staff frem the same
school includes a substantial school-based cemponent.

. A-school runs a conference on "Going Compreﬁensive" wﬁich begins on
Friday morning, in school time, and ends on Saturday afternoon. Outside
speakers include a chief adviser, a comprehensive head and a university

lecturer. As a result, several working part1 .s run throughout the follow-—

ing year. (1978, pp. 7, 8)
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Another recent United Kingdom paper also addressed the concept of school-

focused INSET:

There is an increasing interest in basing some INSET activities
more directly upon the concerns of functioning groups in the school
(a departmental team, the heads of house, the whole staff), or on
focusing upon a specific innovation or problem, and for some pur-
poses this method may be more effective than the traditional course
attended by individual teachers. The fact that such INSET is
school-focused does not mean that it has to be school-based. It
can take place either on or off the job, and can be provided either
by outside agencies or by the school itself. Neither does this
school-focused perspective mean that all the normal processes of
staff discussion within the school should be labeled as INSET,.

The latter usually implies scme external stimulus, a deliberate
intention to become trained or to train or educate, and also

some standing back from, and analysis of, the teaching task. This
last element is important, and it may be missing in some school-
based activities which familiarize newcomers with existing pro-
cedures in the school, or introduce existing staff to new proced-
ures, but do not provide or encourage any scrutiny of the educa-
tional justification for those procedures, and so do not really
forward the professional development of the teachers concerned.
(ACSTT, 1974) [Underlined portion done so by this writer for
emphasis]

Hence we see that.this.persbective of school-focused inservice suggests that it
may occur in several places and involve several persons in pfoviding assistance
as long as the focus is on the problems and concerns of functioning.gfbgéé in a
school. What is underscored in this definition, howevef, is that not all dis--
cussions in schools, even when they focus on prohlems of that school, should

be construed as school-focused inservice: Rather there must be a deliberate

intention to become trained or to train, and also some standing back from, and

analysis of the teaching task. This seems from this perspective an important
distinction as it emphasizes that continuing education activities which are
school-focused in nature are indeed not limited tc "how to" activities

but must stréss as well the deliberate and reflective analysis of what is or

what should or might happen in the day-to-day activities of a school.

Henderson (1979) also underscores that an inservice approach which is

strictly school-based has inhevent limitations. He cautions that any school
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that would draw exclusively on its own resources for inservice .runs the risk
of parochialism. On the other hand, when one wishes to bring in personnel from
the wider educational world in a constancy mode to a specific school, he notes
the problem of expense both in terms of human resources and cash. Thus he
concludes that the potential effectiveness of the school-based model is often
a function of size. School-based INSET is likely to occur more frequently in
a richer and larger secondary school than in a smaller and relatively isolated
primary school. Henderson also addresses another basic issue in school-based
inservice efforts. He is concerned that the professional development of the
school as a unit has the potential to dominate the professional development of
individual staff members, since the needs and interest of the individual faculty
member are not necessarily congruent with concerns the collective faculty must
address. Thus a school-focused approach must attend to both sets of needs.
One additional point underscored by Henderson is that inservice schemes must
stress Erofessionél_grOWth and not deficiency analysis. He states:

A methodology which attempts [¢nly] to identify the deficiencies

of individual teachers with a view to correcting them is doomed

_to .fajlure. Rather, the methodology must involve cooperative,

professional self-evaluation. This does not, of course, imply

that needs analysis should only be an inward-looking process.

Some needs will arise from the interaction of the professional

aspirations of the school and of its individual ;eachers with

the needs of parents, the local community, the region, and the

nation, as well as with new knowledge about educational methods.

The Problem is how to incorporate all these elements into the

.school's analysis. (Henderson, 1979, P. 22)

Forrest, in his New Zealand case study, also stresses that school-focused
inservice activities are not necessarily school-based. He does, however, see
the impetus for the inservice activity coming from the school itself. That 1is
to say persons within the school define the area of interest or the particular

problems to be pursued. He acknowledges, as Henderson does, that while the

impetus comes from within the system itself and the inservice activity is focused

10
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on aspects of a specific school context, this does not imply that the school
should or could rely solely on its own resources to come to terms with the

issues under study. He states:

If this were the case, such training is likely to be confined

to either the confirmation of existing prejudices and the shar-
ing of ignorances or discipleship of some influential individual;
or an ad hoc response to superficially diagnosed problems super-
ficially explored. The support of outside agencies (and persons)
to assist both in the identification of areas of need and in
exploring ways of meeting these needs is an important function
in school-focused training. (Forrest, 1979, draft copy) .

He also underscores the need for explicit conceptual guidélines. He notes
that the professional and managerial skills of the teacher must be underlined
by a sound knowledge of relevant theory. Curriculum éhanges and innovations
call for a thorough knowledge of both content and process. He also addresses

the need for more sustained and intensive inservice teacher educatison. He states

that a greater emphasis in New Zealand is being placed on school-based forms of
inservice and that there are more substantial attéﬁpts to meet locally identified
needs. Increased teacher involvement is also noted in his report as he states
that there is a trend toward more workshop-type inservice courses where teachers
can plem, participate, and develop outcomes that suit them.

Fullin in his review of activities in Cénada begins his report by quoting
the broad definition of school-focused inservice proyided by CERI as a starting

point in further clarifying the concept;

School-focused training is all the strategies employed by trainers
and teachers in partnership to direct training programs in such a

way as to meet the identified needs of the school and to raise the
standard of teaching and learning in the classroom. (Fullan, 1979,

P. 2)
Fullan reviews the rather sparse research literature to identify a number
of conditions which contribute to effective school-focused INSET. The research

he reviews appeuars to suggest that inscrvice is likely to be more effective .

when: (1) the program or project is an integral part of a larger scheme to

1y

RIC

Aruitoxt provided by Eic:



bring about school improvement; (2) teachers are centrally involved in both

the planning and implementation of the inservice activities; (3) individual

differences are accommodated; (4) activities go beyond the sharing of jinformation

and include such activities as demonstrations, supervised trials, and feedback;

and {5) when more complex teacher behaviors are the focus of inservice. It

would appear in many cases that school—-based programs are a more appropriate
context to incorporate such features than those inservice efforts based in uni-
versities or other external agencies.

Fullan warns us, however, that the identification of general ad hoc factors
which are associated with effective inservice is a far cry from being able to

integrate and develop a conceptually coherent yet practical scheme of inservice

for a séhool. He illustrates vividly the fragmented and unrelated nature of so
many inservice activities by referring to a recent study by NaSh'and Ireland
(1979). These investigators were able to idéntify only three instances in some
40 school district; where there appeared to be any relatiénship between what
had been stated as curriculum priorities and inservice which addressed those
priorities. Fullan also undefseores the fundamentalvrelationship between curric-
ulum implementation and inservice in his ¥eport. If I might insert my own per—
spective here the relationship between inservice and organizational development
and adult (psychological) development are also critically important. Better
understanding Qf how these major variables interact with one another is needed
in order to develop a more coherent framework for school-focused inservice.
School-focused INSET is often associated with curriculum develobment. Thus,-
a major concern which Fullanladdresses is the common preoccupation on the devel-

opment of curriculum materials and the neglect of requisite teacher behaviors

needed to implement desired curriculum changes. Fullan states:

12
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Simply put, curriculum implementation invelves change in people
(attitude, knowledge, skills, behavior) as well as in material
and structure. The failure of implementation has been one of a
lack of concern with and an inability to deal with the role
changes which are part and parcel, and indeud, the least defined
and most difficult aspects of implementation. (Fullan, 1979,

p. 11)
The Canadian writer also reminds us of the need for conéeptual clarity,

This conceptual clarity is not something which comes easily, however, and
rarely is it achieved at the outset of an INSET project. He quotes McLaughlin
and Marsh who reviewed the Rand Study of attempts by the federal government to
promote change in the schools in the United States. These scholars concluded:

Conceptual clarity may be fostered-—but cannot be assured--by

specific project goal statements or by the use of packaged

material, or by lectures from outside consultants. The concep-

tual clarify critical to project (INSET) success and continua- °

tion must be achieved during the process of implementation--it
cannot be given to staff at the outset. (McLaughlin & Marsh,

1978, p. 80)

The importance of sustained and intensive inservice activities, especially’

when teachers are asked to learn more complex teaching behaviors, is well-

LS

illustrated by the work of Joyce (1979). 1In his effor;S“té work with teachers
in the development of a broader repertoire o%bgéneric teaching strategies he

found that the inservice program had to contain all five of the following 2le-

ments--—theory, demonstration, practice,,feedback, and coaching——if teachgrs

were to alter classroom practice. In a similar vein, Hall (1978) has examined

the concerns and attitudes of teachers over time as they engaged in proposed
. innovations. This data suggests that teacher development and the utilization

of new strategies or materials, especially those of a more complex nature, is

a developirental process of learning which frequently takes place over two or

more years. A basic message communicated by Fullan, then, is that inservice
should be viewed as a process and not an event: a continuing process of role

change which involves new knowledge, new skills, and new behavior.
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Fullan further suggests that an effuctive inservice program, especially

one of any magnitude, involves essentially a resocialization process. This
process can be externally, self, or collaboratively induced. Thus he recommends
that socializa;ion theory,“as well as learning theory and organizational theory,
be utilized in planning ;ﬁd guiding school~focused inservice programs.

From this perspective there is strong agreement that inservice efforts
have frequently lacked a conceptual framework, or at least théoretical prin-
ciples, to guide them. We have not paid enough attention to how the conditions
and norms of the work place and the personal growth process of the teacher have
affected desired professional growth.for example. At the same time it seems

too much has been made of inservice being either theoretical or practical. Often
a spurious dichotomy exists. Fox, in his preliminary synthesis of the reports

on evaluation of school-focused INSET for OECD, makes this point when he states:

Theory and practice, thought and action, ideology and performance,
are not separate, and their separation has crucial consequences to
the failure of most INSET programs. The distinction between theory
and practice is an historical phenomenon, a human creation rather
than a natural or rational course of events. Althouzh there are
extensive impinging factors that help explain this phenomenon, e.g.,
th2 specialization of work, it is not a necessary distinction. The

actor has theory. The theoretician has practice. The actor is
influenced by theory and the theoretician is influenced by practice.

. It is at least problematic whether the problem is for the theoretic-
ian to talk to the actor (or vice versa) or whether it is for the

theoreticiaa to talk about his (her) own practice or the actor to
talk about his (her) own theory. (Fox, 1978, p. 8)

As Fullan indicaces in his report, we should not be interested in theories
per se but rather in locating quite specific indi&ators which can be used to
develop a sense of the meaning of inservice education (one which is as theoret~
ical and as,gpactical as the complex problem of effective ingervice requires).

'In summary, then, Fullan has identified several guidelines which he sees
as essential to a framework for school-focused inservice. There is a need for

inservice to be integrated with part of a larger program of change as it relates

to both the classroom and the school. lle is also concerned that inservice should

14




often be intensive, sustained and developmental in nature. He underscores

the essentiality of teachers being centrally involved in all aspects of in-

service, but certainly not to the exclusion of a variety of other key people

who are appropriately brought into the process at various times. Above all:
One needs a plan at the school level and at the school district

. level which systematically organizes and provides for the con-

cerns just enunciated to happen in an interactive framework.
(1979, p. 20)

Ingvarson, the Australian author, notes in the introduction to his case
study (1978) that the examples he chose to share depended upon the availability
of detailed reports of school-focused programmes and many programmes had not
been written up. He also nctes that even among those programmes that have
been written up, none provides evidence of any changes of "hard" long-term

benefit to teachers or to pupils. Therefore he notes that school-focused

INSET is obviously an arca where further development and research is warranted

if the concept:

...which has such obvious practical rationale, is not to sink

to the status of another passing fad. Modest evaluation stud-

ies of current practice, combined with a critical appraisal of

ideas, research, and theories about teacher development, are.

what seem to be needed, however, not massive descriptive re-

scarch studies. (1978, p. 13)

At the outset of his Australian report, Ingvarson does review a study

of the value teachers perceived in various types of school-focused activity.
This listing of activities, as do the British examples, underscores the variety
of inservice endeavors which can be engaged in of a school-focused nature.
The activities he identifies include, amrng others: short meetings, residential
conferences for the entire staff, whole-day activities for the staff held at
the school or other venue, visits from consultants, interchange with or visits

to other schools, interaction with parents, short conferences (1-3 days), in-depth

curriculum study of materials, developmental workshops (2-5 weceks re}ease),

15
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whole-term release, activities which examine problems i wa. oig

curricular nature that face the staff of a particular school, lc.uy . .u
claésroom—based action research with consultancy report, teachers' center or
educétion center activities, an extended (developmental) series of meetings,
and finally residential inservice education programs. Ingvarson reports that

teachers were unequivocable in this survey in that that time with other teachers

was of prime importance to them in gaining and using teaching ideas, among all
the possible strategies employed.

Ingvarson reviews the role of The Schools Commission in advancing.school—
focused inservice in Australia. The Schools Commission was established in 1973
by the thennew Labor government'as an independent body for advice and policy
analysis. It also administers the spending of money authorized by the federal
government. Two of the major principles that The Schools Commission reaffirmed
were that the teacbing profession itself should take a leading part in directing
its owa improved functioning (INSET) and that perhaps the most important single
unit of teachers is the total group involved in the work of the school.

" Thus this Commission places its confidence, as Ingvarson reports, in the
.school as the most significant unit for change and in teachers as the most
appropriate source of ideas for their own gontinuing development. The devolution
or decentralization of responsibility is a political principle which runs
vthrough the reports of The Schools Commission. They suggest a more prominent
role in inservice not only for the teaching professioan itself, especially in
the form of school faculties, but for the lay public who support these schkools
as well. He quotes from the report of an interim committee for The Australian
Schools Commission as follows:

Responsibility should be devolved, as far as possible, upon the
people involved in the actual task of schooling, in consultation
with the parents of the pupils whom they teach, and, at senior
levels, with the students themselves. (1973, p. 10)

16
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And again quoting from a latcf report by The Schools Commission, he reports:

The Commission has consistently taken the view that the improve-
ment of schools lies not just in the quality of the actual de-.
cisions taken about how to improve them, but in the processes
through which those decisions are rcached. Three of its special
programs...actively prouniote a process which encourages people to
analyze the situation in which they are placed, to identify
directions of needed change and improvemant, and to propose
actions addressed to them. This is the process which is central
to improved school effectiveness through extended school-based
decision making. It is designed to encourage initiative, self-
reliance, and commitment among people who will implement changed
directions of action. (1978, p. 13)

Ingvarson reports that a recent national evaluation identified the follow-
ing characteristics of school-focused inservice which were viewed as advantageous
over other forms of inservice: (1) continuity, (2) follow-up and support, and

(3) the actual implementation of new ideas. The report also notes that this

form of.inservice incorporated the greater involvement of parents and ancillary
stéff. Further, he states that school-focused inservice can ove;come the problem
of the uninvolved through "peer group pressure' which was often tﬁe most effective
means of influencihg teachers to participate in constructive ways toward bring-
ing about needed change.

He also reviews literature on the circulation and dissemination of inno-
vations in Australia which suggest that face-to-face contact is most important

between those who desire change and those involved in effecting such change.

A primary goal of school-focused inservice then, is to enable this face-to-face

contact to happen in the context of clearly identified problems of mutual concern.

Ingvarson amply makes the point for why more face-to-face interaction is needed

when he states:

If the opportunity for task-related interaction could be compared
among groups such as inspectors, advisors, consultants, academics,
and tcachers, teachers would possibly have the lowest interactiodn
of all. Ideas can move quickly among inspectors, principals, con-
sultants, and advisors, because of their greater access to each
other both formally and informally and because of the time avail-
able. There is also greater likelihood that idecas untested by
classroom realities will be ideas in good currcncy awongst non-—
classroom teachers... (1978, p. 9)
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The Australian study stresses such interaction among teachuers. .o

the examples in the Ingvarson report is that of a whole-schqol approach wliere

the entire faculty and student body engaged in a creative education week.

Ingvarson interviews the organizer of that particular school-focused inservice
approach and that person's comments seem to capture many of the features of
school-focused inservice:

Gains to an individual must be seen as a separate matter from
gains to the educational program of a whole staff. If a staff

is to function as an integrated working unit, then developmental
programs for them must be provided. This concept places inserv-
ice training within the ambit of the regular school programme.
This does not deny that individual teachers may continue to bena-
fit from withdrawal-based courses, but emphasis is placed in the
life of the whole staff as the crux of educational progress in a
school.

This proposition assumes a participatory school government style.
It impiies -that subject teachers, as a group and at certain

levels, will have educational decisions to share; it assumes that

a school philosophy will be developed and activated through
establishing objectives around which the program is built; it
assumes that there will be a continuing interchange of ideas
leading to appraisal of innovatory possibilities; it assumes that

a forum wiil be continually maintained for sharing student-centered
concerns, and for school-community relations. None of these issuec
can be satisfactorily provided for in a school through withdrawal-
based inservice training, and few of them can be systematically
attended to in brief, task-centered staff meetings. They can be
done within a school provided that sufficient time is made avail-
able and competent leadership is guaranteed. This may require
outside consultants, usually to establish the activity, but it may
be done internally. (1978, p. 26)

Ingvarson concludes by suggesting that the place of school-focused INSET
is in its potential for supporting three levels of participation or involvement,
all of whiéh increase the degree of responsibility exercised by teachers. The
first of these he identifies as téaching methods. At this level school-focused
inservice should support a willingness to experiment and evaluate various
approgches in cooperation between staff members. A fundamental assumption is

that the effective tcacher differs from the ineffective tcacher by his or her

<

openness to change. Ingvarson notes that change is largely a personal process,
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and thus theré are no short-cuts in change efforts. The process of reinventing
tﬁe Qheel, ét least as‘faf as teachers adopting new innovations is concerned,
seems to a large extent unavoidable from his perspective. Teachers will have
to overcome their pedaéogical isolation from cach other, and receive greater
publicity and rewards for teacher-led research.

The second level he identifies as organizational. Here he sees the neea

for greater involvement by both teachers and parents in school-wide decisions

as they relate.to such matters as communication, discipline, scheduling, and
student grouping. He states that much more experience is needed in the tech-
niques of institutional evaluation and problem-sclving. ‘ﬁe indicates that in-
sufficient groundwork, at least in Australia (and I suspect in.almost all other
countries as well) exists to prepare teachers and parents for their effective
participation in such decisions. .

The third level of participation he notes is that of teachers in curriculum
dévelopment. Jusﬁ as Fullan, he sees this as the most fundamental type of

involvement. Ingvarson states:

The ultimate point of all INSET is the support it gives to curric-
ulum development at the school level. Here the need for the devel-
opment of skills is greatest, and the provision of appropriate

INSET most deficient.. (1978, p. 98)

The views which this author shared about school-focused INSET in his review
6f practices in.the Unites States (1979) afe in many respects similar to those
of the authors of other.case studies. I underscored that INSET responses to
more immediate and specific problems and the demand for "hands-—on" materials
and activities must be balanced with introspection and reflection that often

»

only comes when one is alLle to remove oneself for sufficient periods from the

normal course of daily pursuits. What clues we have to this point in time about
how to promote basic psychological maturity in adults suggests that alternate

periods of action and reflection are esscntial.
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I also cautioned that.an emphasis in dealing with probluns at ! i huu!
level or with significant clusters of people within a school should nut result -

in a restricted view_of continuing education. Multiple needs and interests

among the practicing professionals must be addressed, many of which are idio-

-3
[

syncratic in n;turg}. While there are many other forms of inservice which speak
to individual needs and interests, school-focused inservice should also be able
to address individual interest and concerns as well as those cross-cutting
curricular and organizational concerns which eventually define the scope and
nature of a school. |

A school-focused inservice agenda should have as a priority the inprovement
of those condition#and processes which most directly affect the quality of
education of students‘within a given school. How and when and where different
students might productively and humanely be engaged with differEhf persons,
different subjectmmatter, and different contextual settings‘and reéources are
the salient decisi;ns wvhich téachers nake. School-focused INSET should address
how those decisions can best be made not only by individual teachers within the
context of an individual classroom but betwcen teachers in the context of the
larger school/community;

This author also reinforced the notion that inservice must be intensive,

continuing, and hopefully developmental in nature. When possible, aspects of

’

it should be embedded in the ongoing daily activities of a teacher. Classrooms

should be experimental and data-dependent in nature. INSET is not only iategrally

related with cu%riculum development, but hopefully with the concept of teacher as i
researcher, experimenter and problem~solver. I also underscored that every effort

should be made to understand how teachers themselves, individually and collec-

tively, can best learn. Teaclhers nust have sufficient time to grapple with the

hows, wheres, whens and whys of their own learning and continucd development.

- | 20
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In summary, school-focused inservice can be defined as those continuing
education activities which focus upon the interest, needs and problems directly

related to one's role and responsibilities in a specific school site. These

forms of inservice focus not only on individual teacher concerns and needs,
but on ﬁatters which demand the coordinated efforts of several, if not all,
persons in a specific school setting. When appropriate, both members of the

- larger school community and the student population should have input into de-—
cisions about necessary changes in the school and their implications for INSET.
These forms of inservice commonly call for changes in the organizational
structure and programmatic nature of a school. They have implicatidns for basic
role as well as specific behavioral changes. These forms of inservice shoulé
take pléce in the form of an articulated framework which considers dimensions
of the orgaﬁizational/sociological nature of the school and the curriculum and
Instructional patterns within which teachers wqu. The basic psychological

growth as well as the professional development of the teacher should also be

considered.

THE GENERAL STATE OF THE ART

As Fullan stated earlier, being able to identify a number of ad hoc char-
acteristics of school-focused inservice ;s not at all the same as mounting a
coherently-planned approach at the school level. It is clear in reading each
of the four case studies that school—fo;used inserviée has a long way to go in
each of the countfies where activities were reported. For example, in ,the New
Zealand case study when the question of developing organized classes for teachers
at the local site was aiscussed, along with the question of where time would

come from for teachers to engage in these activities, the author reports the

following:
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At least one area organized classes for teachiers us .ol Lo
to overcome the problem of day release. This in turu . .- . .
other problems. At least two locales have asked thut wie day
be set aside for inservice training of all teachers in their
particular arca. Operating alongside these local area concerns
are departmental courses in minority areas, such as remedial
reading and guidance counseling. Various teacher associations
mount approved courses, and teacher colleges oifer several
classes for teachers courses. University Continuing Education
Centres usually run holiday courses, and in addition several
teachers are invited each week to national residential courses.
(1979, draft copy.)

Thus, as one can see, there is in New Zealand, as in other countries, access
to agencies which offer inservice, often with little or no coordination between
them. The effort to mount a more school-focused approach is but one aspect of
inservice. There appears to still be a considerable concentration on courses

: as a means of providing for the continuing education of teachers.
Ingvarson in the Australian report states:
It would be unwise to conclude from studies such as the study
described earlier that school-based INSET has become, or indeed
is likely to become, a powerful new model of INSET in Australia. -~
The trend toward school-focused inservice ‘seems to be motivated
more by rcaction to the perceived ineffectiveness of courses or
conferences than by a positive move toward a well thought out
model of school-focused inservice education grounded in -experience
and illustrated by successful examples in evaluation. (1978, p. 10)

The fact that school-focused forms of inservice are not that common in the
United States can be amply documented by the data collectec in a recent survey
of inservice problems and practices in this country conducted by this author
along with Yarger and Joyce (Yarger, Howey, & Joyce, 1979). Teachers in the- '
survey were asked about their participation in a number of forms of inservice.
While the term school-focused was not employed, the investigators did employ
"job-embedded" and "job-related" as descriptors of inservice which teachers
would be familiar with. Job-embedded inservice is integrated into the on-going

activities of the classroom, such as systematic ‘analysis of a teaching practice.

- Job-related was defined as inservice related specifically to one's job, regardless

Q
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ol when énd where it occurred. The respondents in the survey reported that
they rarcly experienced jOb—embedded inservice. In fact, as many as 60% of
the‘tcachers reported that éxperienced forms of job-embedded inservice as
infrequently as once a year. Job—related forms of inservice, which would also
fall under the school-focused unbrella, were also rdre. Almoét half of the
teachers reported this as something they engaged in'once a year (or less) as well.

When teachers were queried as to whether arrangements were made periodic-
ally to accommodate morc intensive periods of inservice at the school site, the
responses again werc consistently nééative. Only about one in five teachers
rcported that they were released from their instructional duties or had school
closed for a brief period of time in order for them to take advantage of in-
servicevopportunities of any type on a regular basis. Thus, inservice typically
engaged in by teachers in the United States has (1) generally fdllowed a full
day's work in the classroom and (2) frequently was not focused on their own
specific needs and'intércst as generated by the conditions of their classroom
and school.

Furthermore, those inservice activities external to the school site have
been lacking in any on-the~job follow through. Only about 13 percent of the
teachers in the survey reported that they received any kind of follow-up assistance

on a regular kasis.

Fullan, in his Canadian report, underscores a similar problem in that countrxy.

- He indicates that a great many agencies within Canada invariably recommend the

expansion and integration of inservice programs but he summarizes:

As we have indicated before and will state again, one could
characterize these developments as a 'flurry of activity'--
there is little integration or rationale either across activi-
ties or within given programs in the sensec of relating them to
particular tasks or follow-through. At the same time on another
front, virtually all provinces are immersed in the development/
revision and implementation of curriculum guidelines for all
subject arcas in elementary and secondary schools. There has
been at best a loosely coupled relationship between these cuvr-
riculum implementation efforts and inservice training activities...
(1979, p. 23) : S
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In short, the general situation in Canada over the pi.t Liv o .
been the development of expandéd, ad hoc inservice activities carvie.a aut ty
several different agencies on the one hand, and the parallel but independent
focus on currieplum guidelines and their implementation on thg other. Fullan
suggosts that there is an imbalance between inservice of the general topics
variety and job- or school-focused forms of inservice, with the former pre-
dominating. Programs with job-related purposes appear not only infrequent but
often are ineffeptively planned and carried out. The issue is further com-
pounded by the great expansion of inservice activities and proposals.

Thus, we can see that in each of the four countries Qhere‘case studies were
conducted the concept of school-focused inservice appears no; to have been
widely implemented nor well conceptualized. In the next section of this report,

we examine several of the issues and problems which have been identified in the

various case Studies and which will have to be overcome if progress is to be made.



PROBLEMS TO BE RESOLVED

Finding time. One of the more common problems which needs to be overcome
in order to achieve viable forms of school-focused inservice appears to be tﬁe
matter of finding appropriate amounts of timelfor teachers to engage in this
activity. Fullan reminds us in his Canadian report that virtually all studies
of needs have indicated that lack of time and energy for participating in pro-

fessional development is a fundamental barrier to success.
As we reported earlier, most inservice engaged in by teachers in the United
States appears to occur after a full day of teaching with children in a class-
room, Fox, in his preliminary synthesis of the papers prepared on the topic
of evaluation of school-focused INSET, raised a number of what he called "hard"
guestions that he believed had not been addressed in the general discussions of
school-focused INSET, The ouestion of time is especially critical for him,
He writes:While I am on the subject of hard questions, let me speak to

another issue....One of the most significant features of teach-

ing is that it is an adult job, a profession that may take time

and energy well past the hours of direct service. It is these

hours that perhaps are some of the more crucial in teaching, ai.d

it is these hours upon which INSET encroaches. In some ways,

these are private hours, hours that are not the purview of the

institution or the local magistrate to infringe upon. INSET is

setting a precedent to intervene upon this time. The question,
then, is what are the consequences of INSET upon the private

professional time of teachers? (1978, p. 63)

Certainly the problem of time is not just a quantitative one. it would
seem, however, from this perspective that rather than attempt to delineate what
is "private" as opposed to 'company' time, one.woﬁld be better advised to look :
at how schools could be organized in more creative ways so that teachers could
engage in various forms of continuing education throughout the instructional
day.

The study group which looked at roles and responsibilitiés relative to

INSET at West Palm Beach in the 1977 vorkshop identified what from this perspec-

tive is a school climate we have to strive for. In the type of context described




below the question of what is private and what is employer time would be basic-
ally spurious in nature. A major concern of this group was to create an in-
service milieu where there would be both the necessary social/emotional élimate
ang facilitative. physical conditions for INSET to occur in a natural and on—goi;g
manner and often during what is considered the teaching part of the day. This
study group was concerned that roles and responsibilities be examined in the
context of who has to do what to create and sustain a yibrant and dynamic school
setting in which teacher learning would occur in an atmosphere of mutual collegial

respect and exchange. They wrote:

The concept of the teacher role in INSET is a flexible cne. Some—
times student, sometimes teacher, problem—-solver, confidante, pro-
vider of honest feedback...The assumption is that given the right
(school) conditions there can be a release of greater talents and
energies that we commonly see today in the teacher role. In sum- -
mary, with respect to the problem of time, it would seem a great
deal remains to be done to find both creative and at the same time
practical ways in which individual and groups of teachers can en-
gage in a variety of forms of continuing development throughout
the school day. One, it would seem, might have to change funda-
mental conditions in many locales in order that an attitude of
experimentation and cooperation not only between teachers but be-
tween teachers and students, and between teachers and parents at
times can prevail. (1977, p. 7)

However utopian and idealistic such a situation might be, it appears that

.unless we alter significantly the basic conditions of schools in many situa-—

tions, we will do little to advance the notion of continuing education in gen-
eral and school-focused inservice specifically. Thelduestion Qf how to échieve
effective inservice is directly related tqmthe job conditions and job satisfac~
tion of the teacher; One can find limited exampies of such schools. Fullan

in his Canadian case study describes a district where teachers were given con-

-siderable time and autonomy to set priorities and identify the nature and type

of inservice activities which they would like to pursue in their schools.
One of the schools which he describes was a new open area school which was
staffed with teachers who had taught in more traditional physical settings.

The types of INSET activities of a school-focused nature which this faculty
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¢ngaged in included extensive readings, examining a variety of audiovisual
materials, contact with numerous individuals who had experience and expertise
in this type of open school visits, to other schools, and study sessions between
groups of teachers.

A basic goal in this school-focused approach was ta make INSET a natural
and ongoing endeavor. Formality was minimized. There was no degree or credit
attached to the activities which the teachers engaged in. There was no specific
concept of what constitutes "open'" education that had to be achieved by these
teachers. Rather they shaped the program on the basis of théir own needs and
interests. Neither was there a formal assessment of the activities that teachers
engaged in. It should be noted, however, that a geperal assessment of the school
program itself which was the focus of the inservice indicated high morale by the
teachers and high satisfaction by the pareﬁts whose children atéended the school.

Thus, we have a situation where the local scbqol district provided not only

time, but also money, peysonnel, and other desired forms of support to assist
individual schools in coming to grips with the major goals and problems they
identified. They allowed teachers to assume the primary role both individually
and collectively in'deciding the direction of inservice.

Adequate Inducements for Participapion. A second basic concern identified

in the case studies was whegher there were appropriate and adequate incentives
and benefits for thé various persons who participate in INSET--both teachers and
instructors. The ideal situation would be one where all of us would be contin-
ually self-renewing as individuals regardless of extérnal conditions at any
given time. For a variety of understandable reasons, howevér, many of us find
it difficult to sustain such an attitude. The fact that many tea;hers work in
far less than ideal conditions and are unable to find adequate period; of time

or reserve satisfactory amounts of energy explains much of the problem.
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Likely, however, the question of one's commitment to conlinuing cdu..tlon
goes deeper than questions of releascd time, appropriate credit, or forms of
financial reimbursement. This‘is not to say that these factors are not important,
Obviously they are, and many times serve as the initial mainspring to further
learning. It would seem though that those concerned with advancing the state

of the art of inservice must examine more critically such bedrock issues as:

teacher status, carcer opportunity, realistic role-expectations, and opportunity

to engage in INSET which is consonant with one's basic beliefs. The teacher's

perception of just what inservice might actually contribute to improvement of

one's job is also critical. These appear to be the touchstones for motivation.

We must be concerned with more than questions of time and money. We must focus
on questions central to one's professiondl existence. We must. look at future
dreams and aspirations. We must centrally address the question of what in fact

can INSET do to make a difference in the lives of teachers over both the short

and long run.

Support for INSET. Yet, another fundamental concern is how to acquire the

basic resources and financial support to carry on inservice, especially insefvice
that is more organic in nature and integral to the daily lives of teachers.

Again this is an issue which has multiple and complex dimensions to it. It is
hardly a question of how to provide an occasional honoraria or stipend for
teachers who participate in continuing Qevelopment activities. Rather, in many

respects, it goes back again to the central question of how we can make the

‘school more of a place where inquiry, experimentation and dialogue can occur in

more sustained and intensive ways. There are no quick and easy solutions to

this complex problem. There are major political and public relations aspects

to this problem.

Two approaches to the problem of resources which might be considered are

presented here. The first concerns the retraining and/or reassignment of
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personnel presently based external to the school site with the intent of their
assuming more responsibility at specific schools and assisting in evolving
more coherent schemes for continuing teacher growth. The second is the devel-

opment of more effective forms of inservice by attaching the need for more and

betrer inservice to such highly visible and cross—cutting societal concerns as

Fhe improvement of basic literacy, the diminishment of multi-cultural insensi-
tivities or greater opportunity for the many learners who are disadvantaged or
handicapped in some manner. There must not only be a better marriage between
inservice and curriculum development but curriculum which is of utmost concern
to the general bublic.

This melding must occur with a good deal more aggressiveness and in some
respects risk-taking than has commonly occurred to this point in time. The

various role groups within the education profession must, in a united and force-

ful way, state what it will take in the way of time, expertise, and INSET re-

sources to respond to certain expectations which currently appear largely un-

realistic for the schools to accomplish. If, for example, schools are to in any

vay expand significantly upon their traditional role in providing for the cog-
nitive development of students to better accommodate social and emotional growth,
then it must be made very clear to those who support education what it will

-

take in the way of resources and teacher education to meet such objectives.

_Likewise, if a teacher is expected to model such intrapersonal skills and atti-

tudes as empathic listening, sustained one-to-one dialogue, and more attention

to student feelings as well as understandings, then it must be shown more

dramatically how difficult this is to do in a concept of schooling where teachers
are engaged with 30 and more learners at any given time and where they have as
many as 1,000 different verbal interactions with students in the course of a
School conditions have to change in many situations before teachers

single day.

are able to change as well,
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There are obviously sone school districts where more support has booa
garnerad than‘oﬁhers. The inservice program in Lincoln, Nebraska, in the
United States is one exaﬁplé of a district tﬁﬁt has built up support for its
program of inservice, much of which is school-focused in nature.

Lincoln is a medium-sized public school district in the South Central part
of the United States. The coherent manner in which inservice is addressed in
this district has presented a positive image to and attracted support from the
school community. To begin with, each school in this decentralized system con-
ducts its own needs assessment process. The specific school community in which
the school resides is considered in this assessment as well as the character-
istics Qf the student body and the present capabilities of the staff. These
individual building needs are in zurn reviewed and synthesized by Eentrai:office
personnel to form the basis of a district—wide INSET program for the school
year. Eéch separate school staff then develops a program improvement plan/budget
which is ba;ed both upon their own school's interest as well as those which cut
across the school district. These inservice plans also take into account both
individual and program improvements (cufricular and organizational changes).

The Lincoln District employs a form of mﬁnagement—by—objectives to assist
with seaff appraisal. 'Job targets' are_developed at the beginning of each
year for all employees in the district. Support for this program has been
excellent even though it is comprehensive and.intensive in nature. Teachers
are involved in numerous ways in INSET activitieﬁ. A teacher advisory committee

meets regularly with the director of staff development and the local school board

iﬁ determining not only priorities for inservice but also in deciding the type
of support and resources that will be needed to conduct thgm cffectiveiy.

Teachers are also involved in a collaborative way in evaluating 211 facets of

staff development including attempts to assess the cffect of inservice on student
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achievement. Assessment of the effects of a program helps to generate support
for it.

The Jefferson County approach to INSET as reportéd in the ﬁ.S. study aiso
places a high priority on the continuing education of those who supbort and
govern programs of INSET. Programs are offered not only for membefs of the
local school community,'butM;EEivities are designed specifically for the local
school board which decides a good share of school policy and funding. One of
the INSET priorities for board members is the maintenance of.effective two~way
communication with all employees and their professional organizations.

Leadership for Inservice. A fourth major problem is a general lack of

leadership. There appears to be ample evidence that school-focused inservice
to this'point in time has been impoverished both quantitatively and qualitatively.

Lack of Quality school-focused INSET jis attributable in many respects to the fact

that generally no one person at the school site has either the responsibility or

the competence to organize and manage forms of school-focused INSET. It is

obvious that a considerable variety of persons do contribute to teacher inservice
and program renewal; alterations in organization, cufriculum and social context.
However, as is reported throughout the INSET national case studies, these con-
tributions usually are made in a fractionated.manﬁﬁr and by persons whose primary
responéibilities are external to the scﬁ;ol site.

Our recent study of inservice in this country (Yarger, Howey, Joyce, 1979)
further confirmed what other studies have shown and conventional wisdom has
acknowledged--that inservice ﬁersonnel largely removed from the school site are
increasingly seen as dysfunctional by teachers. While building administrators
such as.principals or heads commonly have some résponsibility for inservice,

there is rather incontrovertible data, at least in this country, to testify to

their limited impact on staff development to this point in time. Given the
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number of other problems currently associﬁted with many schools, Wi 08
pals must attend to, one could infer that they would also be prohibite& from
extensive leadership in INSET in the near future as well.

The qualitative prollem is attribgtable in many respects to the fact that
many, if not most, of those persons who do assume some responsibility for
school-focused INSET simply are not prepared to effect cémprehensive and inter-
related forms of inservice and program development. They are usually prepared
as specialists to assist with specific problems sucﬁ as one aspect of the school
curriculum or one dimension of teaching behavior.

This writer embraces three assumptions about this leadership problem: (1)
that more competent school-based teacher trainers or leaders (many of whom could
be teachers themselves) could be selected and precpared; (2) that in many sit-
uvations existing personnel resources in rolés external to school sites would
be bettér re-deployed to assume such roles, and (3) that programs for preparing
persons to assume more éffective school-focused roles can in fact be developed. .

Consistent with these assumptions this writer has over the past fifteen
months met with a group of experts from ground the United States in an attempt

.to develop a framewo}k and curricula for programs which would prepare persons
for leadership roles at the séhool site.- The training of trainers framework
is grounded on the premise that leadership personnel at school sites should
have some understaﬁding of (1) adult growth and development, (2) orgénizational
érowth and dévelopment, specificali& éérit.féiétééﬂtd séhbéis;”(3) cufricuium“
development, and (4) general strategies for the coordination, management andv
delivery of inservice.

There are various disciplines which can be drawn upon in an interrelated
way to Bettcr prepare persons for leadership roles.at the school site. Suffice
it to say that éfter rather comprchensive inquiry not a single training program

could be identified in higher education in the United States which prepaved
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people for a leadership role in coordinated schemes of school-focused program. .
and staff development. From this perspective this is a problem of paramount
importance. |
This leadership rolé for eahancing school-focused forms of inservice has
. been one of the areas of priority attention from the beginning in this CERI/OECD
project. It was one of three major agenda items on the program at the 1578
international workshop on school—focuséd inservice hgld in Bournemouth, England.
At this conference’six global functions were identified for this school-focused
inservice leader:‘
(a) the encouragement of self-development of teachers;
(b) training~forwnew»roleSwaudwresponsibilitié53wwﬁm~mwww
(c) updating in educational matters;
(d) guiding fesponses to change;
(e) providing solu;ions for job specific problems; and
(f) helping in the transition to fully professional status-—-a task which
was greater than simply undertaking induction training. (1978, p. 9)
These global functions were evolved out of previous discussion of skills
and attributes needed by INSET leaders or facilitators. At the 1976 conference
on strategies for school-focused‘support structures held in Stockholm, Sweden, .

the qualities needad in this role were also discussed (See Conference Repo;t,

“p. 19).

Various examples of leadership roles were shared in the various case_studies.

For example, one type of inservice activity which Fofrest shares in his New
Zealand report is a description of how "advisors" provide INSET support for
teachers iﬁjrural schools. ‘This is one model of school-focused teacher educators.
The official function of the rural Advi;or is described as '"to help young and

inexperienced teachers with school organization and methods of teaching.' The
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basic format employed by these Advisors is to rotate amonyg thae saebe o oo
s

schools in their given geographic region or "patch' and visit with beginuiog
teachers. The length of the Advisor's visitation obviously depends upou the
needs and interests of specific teachers. Generally visits are of one day
duration but frequently span three successive days.

The Advisors hold to the premise that\the degree to which they can be
effectively utilized by teachers is dependeht in many respects on the type of.
relationship they are able to develop with teachers. It is seen as essenfial that a

teacher-colieague relationship is formed. Basic guidelines which the Advisor’

follows include listening sensitively to the teachers, demonstrating reSpecE
fdr the teacher's views and concern for the teacher's welfare. It is also
imperative that the Advisors go beyond understanding the teacher's problems

and concerns and demonstrate fechniques and strategies which aré seen as Qseful
by the teachers. They cannot only talk about whapwto do.

It is also nécessary that the Advisors establish good working rciationships
with decision-makers and administrators in these rural districts. .In many re-
spécts the extent to which the Advisor is able to influence situations and be
helpful to teachers is related to his personal/professional relationships with

.admiAistrators and his ability to influepce these people. Thus we have a por-

trait of an approach to inservice, where one periodically rotates through

schools in the roleiaﬁfa colleague who is there to listen to problems and con-

.

../cerns. It is a person who is seen as having influence to make changes in the

conditions in which téachers work as well. It is also a person who can bring
to bear upon a problem the experiences of several teachers who are in similar
situations.

The leadership role need not be assumed by a single person only. The
first case study in the Australian report is referred to as ''the project team

approach.'" The essence of this strateygy to school-focusced iunscrvice is the
p .
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formation of small tcams composed of relatively young tcachers who have demon-
strated a capacity for curriculum organization and renewal in their own schools.
These teachers arc released from their own instructional'&&ticé for tw§ to

threc years in order to work with teachers in other schools, when invited, for

.extended periods of time.

This idea came about as the result of inter—scho&l visits wﬁich were quite
- frequent in Australia. In this scheme teaéhers traﬁelea.ééross the state to
visit schools with an innovative reputation. Hovever, since certain schools
became increasingly popular for visits, a problem of disruption occurred in
these schools. Thus, in trying to Egsolve'the qdeééibn of how the value of
inter—sghoollvisits might be preserved without disruption, the idea of the teams
evolved as an attempt to meet the desired objectives of exchange among teachers.
In essence the visitation process was reveréed. Now teachers were taken frdm
the innovation si;uetions to go to schools who desiréd information about this;
rather than the oﬁhér way arouﬁd.

Ingvarson reports on two different team approachps, a mathematics project
team, and what was referfed to as the "access skills" projéct team. ‘IA the
latter team, teachers were included from a range of subject disciplines at the
post-primary level. Also included were teachers from the primary, secondary
and technical schools. Thus different perspectives were brought together to
‘work on common educational issues. This "access skills" team aiso incorporated
a social worker and a welfare worker. |

These project tcam approaches illgstrate_several concépts of scﬁool-fo;used
INSET in addition to teachers working with teachers. These teachers were

available for extended periods ¢f time at the local school sites in response to

specific and identified school needs. The efforts of the access skills team

are especially intriguing. This team gave priority attention to requests for
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support from schools that were long-term or at least.part of an vwve:r.li o0

opmental program. The mathematics team was concerned primarily with the

development. and demonstration of materials. The access skills project team
was determined to focus upon role and behavioral changes-—the types of changes
which Fullan reports rarely are dealt with in attempts at curriculum development.
Ingvarson suggests that there is no basis at this stage for offering

prescriptions for how future teams migﬁt operate. In fact, he suggests a
long-term task for such teams would be presumably to work themselves out of a
job. He compares the project team approach somevwhat to the notion of Havelock's
"1inkage—agent"——tﬁat is, people wholcould work in the middle between research
and practice. However, where Havelock (1971) was conceéned with the linkage
between users (teachers’ and resource systems such as research and development
institutions, these project teams were more.oriented to building.linkages
within and between schools and teachers. 1In each instance, he reports:

The lingages have had as their main purpose the aim of helping

individual schools know more of what other schools have been

able to do when faced with similar problems. 1In this way they

have made a very promising beginning and a distinctive contri-

bution to developing ideas about school-focused inservice edu—
cation. (1978, p. 24)

: Often problems go unresolved for long periods of time because no one
person has the responsibility for or takes basic initiative in resolving it.

of lﬁservice, there appears much truth to the above proposition relative to
the lack of effective inservice at many school sites. At this point in time
it appears that in the general majority of séhools there is not the necessary
leadership cither in terms of energies or competence to begin to implement
more coherent schemes of school-focused INSET. CERI/OECD, in their wisdom,

have had study groups which have looked at both the problem of leadership for

school-focused inservice and at the concept of adult development which is a
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requisite understanding for these leaders if they are to succeed. Hopefully
this work will lead to a better understanding of the variety and types of
lcadership roles which will allow for more effective inservice at the school

site.

. Improved Conceptualization of INSET. A fifth basic problem is the question

or matter of "balance'. Perhaps the most dominant issue which has been raised
in the papers and reports sponsored by CERI/OECD has been how to achieve a
balance between meeting individual teacher needs and larger cross-cutting
concerns. This problem is related in many respects to the.concepts of collabor-

ation and autonomy. There is an obvious need, as has been pointed out in all

of the reports and specifically in the New Zealand report, fof'more collaboration
among the various agencies and agents who would purport to offer forms of con-
tinuing education. Federal and state agenéies frequently intervene because
broad societal conce%ns are not responsibly addressed in local situations. At
the same time, there is also the concern that the idiosyncra;ic cdﬁcerns of
the local community and individual teacher autonomy as befits a professional are
maintained. ‘These are long-standing, universal tensions. Hopefully, how-
ever, a well-conceived and coherent approach to school-focused inservice
would accommodate both the collective concern and the individual interest.
When addressing the question of balance, however, tﬁere are numerous other
) dimensions of INSET subsumed within these lérger issues which must be attended
to. Those who would plan and organize "balanced" inservice agendas of a
school~focused nature must also attend to other concerns. As suggested earlier,
INSET must be able to accommodate both unique personal interests and at the
same time facilitate collegial cooperation and curricular and organizational

renewal which cuts across teachers. School-focused inservice must also find

better ways to tap into the myriad insights and potential of pcople within the
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'school setting and also bring in 2 variety of persons external to . L ite i
insure new and alternative perspectives. School-focused INSET must not only

be concerned that dgw ideas, materilals, and approaches come into a school,

but the focus must also be on refining'and enriching the familiar. Inservice
of the school-focused variety must not only respond to specific, immediate
problems, but relate the;e to brosder conceptual concerns and long-range agenda.
School-focused inservice must focuS not only upon the te;cher in his or her
role as a person who instructs students,

but on the roles of scholar, menbCr of a pProfession and member of a school
community. There is a real dangeX that inservice of a school-fccused variety

will become unnecessarily limited to immediate problems and attached only to

the teaching role.
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There must also be a balance in school-focused INSET activities between
single intensive activipies and ongoing developmental projects which continue
over periods of weeks, months, and even years. There must be a balance of
school-focused INSET between those activities which are conducted on-site and
those which allow a teacher to remove themselves from the daily routine and to
observe ‘and experience other settings and other contexts in a reflective and
introspective manner. There must be a balance in school-focused inservice
betwecen activities which are separate and apart from their actual te;ching
activities and those which can be integrated into on-going instéuctional re-
sponsibilites. '

This balanced approach to school-focused INSET is ;eported in detail in
the first New Zealand case study which outlines the experiences provided for
teachers who have been out of service for.more than three years. This approgch

is characterized by its emphasis on observation and actual practice of specific

teaching behaviors. For.example, a minimum of 75 hours of observation with
selected teacher; is required for these teachers before they are allowed to re-
enter service. The practicing or cooperating teachers have the responsibility
for providing the re-entering teacher with opportunities for observation 'in
multiple aspects of new teaching techniques and curriculum development.,' A

balance c¢f action and reflection is provided as stated earlier. This balance

' appears critical in INSET models which are concerned with the teacher's ability

to internalize and conceptualize more complex approaches to teaching. While

the opportunity to obsecrve specific practices and practice specific techniques
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~ould appear to bLe essential to the success of many iuservice endcavors, Jdats
collected in surveys of inservice across several nations suggests that in
reality there is a paucity of activities wh.ch provide for this.

The above are just some of the dimensions of what is referred to here as
"balance" which must be considered in a weli-conceived plan of school~focused

inservice.

Cooperation and Coordination. Certainly a major problem, and one which

has been reiterated throughout the case studies, is that of coordination and
cooperation among the various ;gencies and role groups which have a vested
interest in inservice. This author will again take the liberty of referriﬁg
to the survey (Yarger, Howey, Joyce, 1979) in vhich he participated to under-
score the seriousness of the problem. This study surveyed not only Eeachers,
but administrators, members of the school éommgnity, and represehtatives of
higher education as well. Each of these Variéus role groups, when.asked about
the need for coope;atibn and collaboration, acknowledged the considerable im—
portance of working together.

Each of these role groups, however, identified serious problems in achieving
such cooperation, and reported only rare instances when they were able to
.engage in it. The respondents in the study were presented'with a set of factors
which might constrain against cooperation between different role groups and
agencies relative té inservice. These included: 1lack of skill in cooperative
decision-making, cdmpetition between role groups Becausé of vested interests,
inadequate guidelines or framework to guide cooperative activity, inadequate
financial support to allow people to work together, and a situation of being
too involved with their own priorities and their own situation to give the nec-—
essary time to cooperative effort. Each of the role groups surveyed identified
each of the potential obstacles which were preseanted as in fact a big (or very
big) problem from their personal experience.
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The need for cooperation is also documented in the case studies. For
example, Fullan in his report on school-focused IN3ET practiées in Canada,
notes in his introduction that education is basically the exclusive responsi-
bility of each of the ten provinces in Canada which operate autonomously from
the federal government. He notes that while therec are strong differences
among the provinces in some aspects of educational policy, there is remarkable

i commonality in the area of curriculum policy across the provinces. He describes
INSET in most provinces as offered through a variety of agencies which include
the Ministry of Education, university faculties of education, local school
districts, and teacher federations among others. Fullan states that there is

little integration of activities between these various agéhéies, as by and

large INSET activities are conducted independently of one another.

s
RO .

Thus, again we have a problem with'multiple;éihéﬁéions to it and one
which will>not easily be resolved. It would appear that one;has té look from
a broad perspectivé at the spectrum of continuiné educat;on activities avail-
able and especially at the different purposes which they are_intended to serve.
The role and responsibility of various agencies and agenﬁs'have to be critically
examined relative to achieving those different purposes. fhis is no simple
fmatter, but one cannot have a basically undifférentiatgd concept of inservice
and reasorably expect to ascertain what role various partieé should most reason-

' ably assume in that process. (Thus in the next phase of this report we will

look briefly at the role of various parties in school—focuéed INSET.)

Adequate Documentation and Evaluation

As Ingvarson stated earlier if this comcept is .ot to sink to the status
of another passing fad and if the monies and resources needed to develop more
powerful forms of centinuing education are to be forthcoming, then better docu-

mentation and evaluation arc certainly needed. CERI/OECD has published several
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papers that deal with evaluation and those reports are being syathasi-od ).
where so the concern need not be discussed at length in this report. Some in-
sight into the forms of evaluaticn seen as most consonant with school-focused
INSET can be gained by reflecting on these summarizing comments in the report
of the CERI/OECD International Workshop held at Bournemouth in 1978:
. The need for a wide ranging "illuminative" approach to the

evaluation of school-focused INSET, as indicated in Eklund's

paper, was accepted since it is concerned with diagnosis,

process analysis, and outcome measurcment. Views of evalua-

tion as being simply responsive, deficiency oriented, and

external to the teachers or schools and kept as the preserve

of a few experts were rejected. Evaluation was agreed to be

an essential component of school~focused INSET and the colla-

borative involvement of teachers was viewed as a basic premise.

Therefore the group favored several moves to provide support

structures which would assist teachers and others to become

involved in evaluation more quickly and easily. (1978, p. 12)

While rigorous evaluation of inservice is rare, one of the better known
efforts related to school-focused INSET is the Inservice Teacher Education
Project (SITE) in England. This major evaluation project is centered in the
School of Education at the Unjversity of Bristol, where Ray Bolam and Keith
Baker are the primary investigators. The SITE project was established to
explore the feasibility of individual schools being able to initiate workable
policies for INSET. The emphasis in this study is on the school as a whole but
also looks at functioning groups (departments, pastoral teams, etc.) and indi-
vidual teachers within the school. The investigators are eSpecially concerned
with the theory and management of innovation not only at the school level but
also at the district and providing agency levels. In order to assess the
capacity of schools to develcp their own priorities for INSET and evenrually
implement them, a variety of evaluation strategies are employed.

~ This project at the Bristol School of Education represents the latest

phase in a continuing program concerned with the theory and practice of inno--

vation and professional development in education.: At this time, approximately
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50 schools are involved in this effort. The specific aims of the projrct are

stated as follows:

a.. to explore the practicality of providing a relatively concentrated
programme of inservice activities in respomnse to school-formulated

statements of needs.

b. to ascertain the effects, implications, and generalizability of .
this process for teachers, departments, schools, providing agencies

and LEAs.

c. to explore the potential of INSET activities which take place on-
site; i.e., on the school premises. (1979, project outline)

Each school which is participating in this study is analyzing its INSET
needs at three levels; the individual teacher, department, and total school.
Each participating school has set up its own ﬁlanning arrangements, to develop
one year plans of INSET. Internal coordinators'havgubegp designated to spear-
head these programs. The specific scope aﬁd conteﬁt of each-brogram is decided
by the staffs at each school site. They have the ultimate decision as to
whether or not to invite the participation of e#fernal agents and agencies and
how they will invoive them if they do.

The action research employed in this project demands that the research
designs which are finally evolved and the evaluaticn methods and instruments
which are cmployed will depend upon the particular INSET program agreed upon
by the participants. The overallievaluatign design, however, has three major
strands. The first is a continuous monitoring of the processes by which the
program is devised, negotiated, and implemented at school, LEA and Center levels.
The second are evaluatiuns of the INSET program as a whole. And the third are
evaluations of specific activities within that program. A variety cf methods
including formal and informal interviews, direct observation, document study,
questionnaires and attitude surveys are employed in these various case studies.

In the initial phase of this project, faculty in the participating schools

have been engaped for the most part in determining their INSET needs and this

process of needs analysis has been difficult in many situations. Discussions
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frequently have becn protracted and have not always led to tanpible i e
posals. Thus, there has been concern over the type and variety of support
which might be provided for schools or groups of teachers experiencing diffi-

culties in this problem diaguosis.

TOWARDS A RESOLUTION OF THE PROBLEMS

Role of Teachers. There appears to be no debate in any of the case studies

with the need for more involvement of teachers in all facets of INSET, including
planning, implementation and evaluation. Certainly such involvement must extend
beyond the too-frequent practice (at least in this country) of asking teachers
to rank.order topics which they perceive as most important or interesting to
them in terms of an inservize activity under the label of 'needs assessment."
A few words are in order here about assessment. A coherent and comprehensive
assessment would involve several assessment techniques and diagnostic toolé.
From this berspective a comprehensive assessment would include measures of the
social maturity and developmental stage of the orgaﬁization (school) on the one
hand, and periodic assessment of individual psychological needs which impinge
upon proféssionallgrpwth on the other. A gomprehensive needs assessment will
also look at such critical questions as when and where, for how long, and with
whom, the inservice activities will be pursued, as well as what their content
will be. Hopefully more involved teacher discussion of ways in which inservice
might occur, will result in more efforts to alter the environment of the school
to accommodate inservice in more natural and ongoing ways and inservice increas-
ingly will not be seen as something separate and apart from the daily world of
the school.

There are at least two major types of inservice which teachers must decide

about. This writer is reminded of his original experience in the design and
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development of a teaciiing center. In this ¢enter there was a three-tiered
governance structure. At one level the authorized legal heads of two systems
(2 local education agency and an institution of higher education) met to iden-
tify matters of mutual interest and concern in thei; respective systems. This
procedure insured that the formalized leadership in each of these systems would
meet on a continuing basis. At a second level, teachers were equally involved
along with community rcprescntatives and faculty members of the institution of
higher educetion. They looked at those problems and concerns which were pro-
graﬁmatic in nature. These types of issues tended to permeate a school site
and frequently had implications for the community as well. This decision-making
body had control over a sum of money which was designated only for activities of
a collective or programmatic nature. Finaliy, a third body was composed pri-
marily of tcachers and they concerned themselves with support and resources for
individual and small group teacher activities. On this body there was only
nominal representation from the community and Higher education., Likely, even
this structure is too simplistic to adequately respond to the different purposes
and needs addressed in inservice.

The various case studies provide multiple examples of teacher involvement.
One aspect of the New Zealand report examines iccal.inservice training provided
for secondary school teachers in the Auciland Region. Inservice training in
this area is largely organized by local area inser&ice committess. (Auckland
is divided into seven basic regions with each region containing between 11 andu
18 secondary schools.) A committee coordinates INSET for each of these regions
and a central-controlling,committee in turn coordinates the work of each of
these regional committces. Teachers themselves assume a major responsibility

in these committees. Each regional committee is provided with general guidelines,

but has some degrece of flexibility in terms of how it operates. Every state and
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private school in the region elects one staff representative to the 1. 41§
service committee. In addition, each of the committees is represented by two
inspectors and one secondary teachers' college representative.

Not only do these committees decide on‘the content and substance of courses
by inventorying the various representatives on the committees, but they determine
who would be most effective as instructors from their kﬁowledge of the various’__
teachers in the region as well. It is not ﬁncommon for a committee to run B
some fifteen courses per year in responses to various school requests. Forrest
reports that:

This course (format) presents an ideal opportunity for workshop
groups of specialist (secondary) teachers to devise a series of
units of work which can be pooled and so form the nucleus of a
more detailed scheme of work. (1979, draft copy)

Thus it appears that a reasonable scheme has been devised to bring together

teachers of similar interest and training to work on problems of mutual corcern.

School-focused inservice in this scheme stresses geacher involvement. Leadership
is provided from within their own ranks and opportunities for sharing are
stressed. The sharing is of such a nature that projects can be cumulative and
developmental in nature, a process frequentl& lacking in many inservice efforts.

Another INSET scheme shared in the New Zealand report are those activities
coordinated in the Walters House, which is a full-time, non-residential inservice
training centre. Teachers again assumewa major role here. This Centre has been
operated by the Auckland Education Board for over 20 &ears now. It is governed
by a committee of members of th2 Auckland Primary Inspectorate. Forrest re-
ports that this centre has traditionally fulfilled an important role in pro-
viding impetué for curriculum implementation and development. It attempts to
preserve a balancg among activities which are designed to (1) maintain progress
in a pafticular subject, (2) develop innovative approaches, and (3) dcepen the

professional understanding of more expericnced teachers.
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This centre employs a unique approach in terms of providing assistance
to schools. The first course offered at the centre each year is attended by

teachers who in turn become relieving or resource teachers for the next group

of teachers from other schools who will attend sessions at Walters House. In
this way the school can receive a double benefit. First, there is the oppor-
tunity for a faculty member to attend the special session at Walters House,

and second it has the sérvices of an experienced teacher who has also received
recent trainiﬁg as well while théir own faculty member is in training. Walters
Housc well illustrates the concern in school-focused inservice for intensive

periods of time away from the usual routine and also the need to bring new

perspectives into a school. The usual course or inservice activity offe;ed

at the centre is from three to four weeks in duration. In addition, many of

the courses are ﬁreceded by orientation meetings and followed up by one or more
recall meetings where participants can reinforce tﬁeir knowledge and exchange

how they were able to incorporate ideas géined into E;éctice.

Teacher involvement 1s built into all facets of INSET planning in several

of the situations reported in théhﬁ.S. Case Study. In Montgomery County, for
.example, teachers are commoniy employed as instructors in the "Teacher Competency
Series' which is a developmental set of training activitiesmwhich focus on the
specific skills central to a teacher's role. The teachers who serve as instruc-
tors arc selected on the Basis Of’theif participation in previous INSET activi-
* ties, the quality of their instructional program with students and on the advice
and feedback previded by supervisors. In addition these teachers are paired
with cxperienced instructors for a minimum of one cou?se offering before they
are given responsibility for the further education of their peers.

It does, however, appear critical to at least differentiate between those

individual nceds of the tecacher and those which are most reflective of system
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and/orvcommunity priovities. It would also seem that the degree ol ..y
involvement relative to these two different needs would vary. Certaionly the
ultimate responsibility for the continuing gfowth_of teachers rests with the
teacher, but it is not solely their responsibility. What is imperative to
advancing teacher learning or INSET is a collective attitude which underscores
that the teacher is a scholar, an experimenter, a researcher, if you will. Such
an attitude seems sorely lacking at least in.this country, at the present time.

This experimentai role of the teacher needs to be emphasized and embedded
more in their job. Exgmples of such experimentation include collegial, student-
shared, or self-observations of specific approaches to teaching. This writer
has been involved in a number of small experiments where students in thé class-
room have been involved in systematically examining dimensions of commom class-
room activity along with their teachers. These include such basic phenomena
as the verbal.interaction patterns in the classroom, various types of group be-
havior which occﬁr, the way decisions are made; and the roleé and responsibilities
of a learner. Job-cmbedded forms of inservice allow for documenting and eval-
uating various aspects of classroom activity.

These forms of.iﬁéervice can often involve periodic, negotiated, self-
improvement contract;‘bégweenvthe teacher and his or her immediate supervisor.
Such contracts should idegily be two—way‘in nature and identify reciprocal
responsibili;ies for tﬁe head or principal in terms of their accountability
for the resources-materials and support hecessary for the teacher to engage in
exploration into new areas. It is obvious tha: such job-embedded approaches
are at one and the same time most appealing and of considerable concern. ?hey
have the great advantage>of being able to focus direqply on the ultimate objec-—
tives of INSET, that ié, actual teacher apd student behavior as it relates to

desired outcomes. At the same time it is the very scrutiny of such behavior

that create§’’tension and fears on the part of many.
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The Role of the Professional Teacher Organizations. While this writer is

limited in many respects in being able to address this topic (nor was it dis-~
cussed in any detail within the case studies), there does appear to be rather
obvious implications for professional teacher organizations relative to advanc-
ing INSET. Certainly one priority as just reviewed should be promoting the
teachers themselves more actively as scholars and inquirers into the nature of
schools, the nature of teaching, and the nature of how chiiaren céntiﬁue to de-
velop and learn. Tcachers cannot continue to be seen as the repository of data
gathered in research and development done by others. >There‘is no intent to
overstate their role or to present too idealized 2 notion here. The demands of
teaching are considerable and certainly there will always be a need for competent
researchers other than classroom teachers to engage in scholarly inquiry. Hope-

fully there will be increased instances of collaboratiqn_betweeﬁ't? se in higher

education and research centers and those in the schools in researc! ventures.

There does seem to be some movement in this direction. : s
What seems critical, though, is that all teachers see their classroom as a

laboratory where experimentation with new techniques should naturally occur.

The professional organization could greatly advance ;uch an attitude by making

‘such activity a central theme in their meetings and éublications. Professional

teacher organizations are too often vieweh as preoccupied with the advancement

of teacher wages and working conditions. The professional status of teachers

has to be a more visible concern, ﬁgﬁh to the general community and to teachers

themselves. Teacher organizatiqns would seem one logical group to assume more

initiative here.

Role of the Building Administrator. There are considerable differences

from country to country in terms of how schools are administered. When, how-

ever, there is a head or principal who has basically non-teaching responsibilities,
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that role especially appears to be in need of re-examination relative tuo T,
It was the collective opinion at the CERI/OECD international workshop in Palm
Beach that as critical as the rolc of these administrators is, they are unlikely
to assume much of a "master teacher" function themselves. Certainly there is a
need for effective administrators. Some of the problems in schools today can

be attributed to some degree to inadequate management or administration. School/
community relationships are increasingly important, yet often relationships
betwezen schools and tﬂeir various communities are not what they should be. The
resolution to this problem calls for among other things vigorous and effective

administrative leadership.

Likewise the job-embedded forms of inservice briefly outlined earlier com-
monly call for more flexible staffing arrangements and collaboration among
teachers--a majo: challenge for school administrators. Lead tea;her or team
leader roles of a variety of types need to be developed which will Setter facili—
tate joint teacher'diaénosis and planning, and more collegial observation and
sharing of actual teaching and instructional techniques. The essence of this
concept are highly qualified professionals working closely together.

Unfortunately, such arrangements are just not common. It would appear that
.one‘key to differentiated staffing and cq}laborative problem-solving in many
respects is the building administrator. They can also help ensure the conditions
necessary for putting the concept of teaching in a more experimental context.

They can assume fiajor leadership for making schools more centers of inquiry.

This can work with faculty to creat: more fluid staffing patterns and delegate

and develop se#éraljtypes of leadership roles for teachers. The continuing

education or re-education of principals is a corollary-—-if not a prerequisite--

condition to the achievement of sustained forms of well-conceived programs of

school-focused INSET.




All of the case studies speak to the critical rolé of the principal in

- school~focused forms of inservice. For example, in the description of the first
INSET practice in his Canadian Case Study, Fullan reports on a medium-sized
urban school district and its efforts to provide a coherent scheme of inservice.
.He reminds us that most school districts in Canada afé very concerned about the
implementation of Provincial curriculum guidelines siﬂce it is within these

-guidelines that priori;ies are in turn set for specific districts. Frequently

a tension develops between accomplishing district-wide priorities and individual
school or teacher priorities which at times are not congruent with the broader
emphasis. Fullan points out in his review how this district confronts this
problemband coordinates monies from a variety cf sources to support inservice.
Included in this fiscal scheme is a teacher's associétion/school‘board joint
professional development fund. Each group éontributes $14 per teaciwr Zanually
to this fund. The_fund is administered by the teacher's association with input
by the superintendent's office.

Unlike the other examples'shared in the Canadian Report, it is emphasized
that the principal assumes a key rolé here in this scheﬁe for planning and
Foordinating inservice activities at both the distrigt and school level. Emphasis
is on the individual schonl as the unit of change. Schools, while required to
accept broad district priorities, are encouraged to set their own.procedures
‘for accommodating these, anf the principal assumes the key role in'assuring
that both priorities are met. )

Other characteristics of this district approach reported in the Canadian

Case Study include strong district support for INSET. The board, the super-
intendent, and the director of iastruction are all integrally involved in support-
ing a coherent program of INSET. The inservice project also has a distinct

curriculum focus, and appears as a result to be effective in developing specific

forms of inscrvice in to a developmental scheme. The majority cf persons
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cmployed in providing INSET instrtuction come from pevrsonnel within tiw disuveriet;

teachers are widely used. Finally, this broad approach to inservice is based

upon an overall plan which organizes and intégrates the various activities in
a scheme which allows for follow-~tBTouygh and continuity.

In one of the Australian studies the principal of a kindergarten to lower
secondary school in Melbourne invo}Ved a relatively large number of external
consultants (24) into the ongoing 5Chool activities for a week's time. These
consultants worked with both teachers and students in demonstrating new tech-
niques and ideas.

The principal who was the primdry organizer of the experiment reports:

Our experience suggests that there are some advantages in an
extensive piece of work Jike this, in that it creates an
atmosphere of experimentstion which stimulates ideas about-
new teaching styles....0n® of the really impressive aspects
of the week was the way jh which.students responded to the
creative opportunities. A willingness to enter into new
approaches, to throw themSelves into imaginative activity,
was readily apparent. (1978, p. 35)

Thus in casé'study two of the Australian Report we have an excellent ex-—
ample of a principal facilitating jiltensive intervention. Another unique
characteristic of this case study vas the invclvement of students in inservice

.that was directly related to the schoel curriculum. It is an example of what

- this writer has repeatedly referref to as job-embedded inservice--a form of
inservice which in fact can be inte¢8rated into the ongoing daily activity of
‘the school. This example illustrat®s that many school-focused approaches call
for considerable planning and orgaplzation as well as follow-up if they are to
be productive and the role of the pTincipal in such matters is often a critical

‘one.

The Role of the Community. Ce¢Ttainly the precise role of the cqmmunity in....

helping to decide about matters of any type at the local school level, let’

alone inservice, is unclear. Most Countrjes outlined some role for the community,
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in some cases a substantive one. For example, in Australia there seems a
considerable commitment at the federal level to grass roots community involve-
ment in inservice at the school level. The efforts in Australia are largely

just beginning, and while the data reported is limited, some promising results

v,
et

have been achieved. The United States has nofiﬁoved’far in gﬁis difection but
one fairly large study is worth mentigning here.

This author had the good furtunp to ﬁave been‘invoived in the evaluation
of the‘federally—sponsored Urban/Rural School Development froject. This was a
six-year federal government experiment aimed .at imé;oving education in economic-
ally deprived communities. In this progrém;'25 Sdh061 sites around the United
States were identified which were cohsiderably impoverished either in remote
rural areaé or within the core of larger urban areas. Money waé.awarded to
specific schools and clusters of schools,.wﬁicﬁ was to Bé speﬁtvfor personal
development programs (INSET) with the hope of promoting more sensitivity and
competence in the teaching staff, éspeciallf\ih relation to the needs of the local °
community. Deci'sions about how money was to be‘spentJ;t'thesé local school and
'school cluster sites were made by what was calied a'scﬁdollcommunity council.
-Both the éducation prbfGSSionals and rhe comﬁuﬁity wéré equally repreéented on
these councils. They were provided assistance in a variety of ways on how to
increase their competenbe in working together and in m;king joint decisions.

The meetings of the school-community councils were systematically observed
over time and data collected about the types of decisions made and the impact
of those decisions. In the final evaluation on this, the following méin conclu-
sions were identified: |

¢)) School-community councils, with approximately equal represen-—
tation of school officials--mainly. teachers——and community
people, can be established and can achieve parity in structure
and operation in making decisions about-inservice education. .

. S;é;
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(2) The work of such councils, through shated decisio.. Coedg, b
the main parties affected, has a positive effect on wmoraic
in the district; improves the variety, quantity, and quality
of inservice education; and, where the evidence is available,
leads to better learning of students.

(3) Tha communities, after six years, and with the end of faderal
support, are trying to carry on and to incorporate the ex-
perimental work into the regular schczl programs. For in~
stance, the results of Urban/Rural are being used to help
shape new federal programs (notably the 1978 five-ysar cycle
of Teacher Corps and the Teacher Centers Program) and signif-
icant state legislation (notably California's new Comprshen-
sive School Improvement Program). (Joyce, 1978, XII).

These positive results did not occur overnight and without struggle; the
results were not always even. Losses followed gains. Some communities were
more successful than others. No one model evolved from the Urban/Rural program
that is a panacea for overcoming poverty and the many ills that beset the
school. The eﬁperiment did demonstrate that disenfranchised poor people can bsa

given a larger voice in how their schools' are run with favorable results.

‘School~-focused inservice by its very definition, would seem to call for the

involvement of community as well as teachers, and the Iimited data that we
have to this point in time suggests that such a concept indeed has merit and
deserves more attention. Research én community involvement in Australia also
supports the concept generally but it t00°raises'unanswered questions.

A study of the school planning conferences over a three-~year period is
reported. These are school-focused meetings which involve parents and community
as well as teachers. Ingvarson concludes that while the idea of greater com-
munity involvement is not argued, the effectfvenesg of the school planning con;
ferences is not alfogether clear at this time. The participation of parents
and members of the community appears somewh;t related to the theme as well as
the format selected for school planning‘conferences. However, it appears at

this time that neither the degree of preplanning for the confercnce, the extent

of publicity, nor even the amenability of the theme can be cited as major
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coutributory factors to how extensive community participation is in these

INSET activities. Ingvarson reports:
It is unfortunate that evaluation for the school planning. con-
ference has not been carried to the point where the conditions
for its success/failure have been adequately identified; nor
has the vexing question of the circumstances necessary for
effective community participation been resolved. (1978, p. 48)

In addition to the impetus provided by the KARMEL report for the Australian
Schools Commission in 1973, parent and community involvement was further rein-
forced in Victoria by the Education Act of 1975. This latter act provided a
basis for extending parent and student involvement in the formulation of school
policies. Regulations within this act provided for more representation for
parents and students in the governance of secondary schools. They could now
be involved in deciding about the spending of the maintenance grant, the

appointment of ancillary staff, and also acquired the right to offer advice on

general educational policy.

In Victoria, inservice or development funds are administered by a central
committee, the Victorian Inservice Educafion Committeec (VISEC). This central
committee is further decentralized into regional inservice'education comnittees.
In 1976 the VISEC decided to appoint a qualifiedtperson to facilitate parent
;nd broader community participation in INSET. The Australian case study éro—
vides basically a narrative of the acfivities of a new prototypic role, that of
an inservice adviser for parent and community in the State of Victoria. Espec-
ially provocative are thé reports by this person df her efforts to develop
networks of parents in local school areas. This inservice advisor reports that
the nature of the project is based upon the following propositions: (1) the
development of parent confidence and competence has to be systematically planned;

(2) the implementation of programs directed toward this end must be designed

so that they engage the participating parents from the beginning in the
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administration and organizational aspects of the program; (3) Financio) cosis
associated with parent involvement Zn schools, such as child care and travel,
must be acknowledged if parents are to be responsible for assisting other
parents; and (4) the major concern of parents is to be involved effectively in
decision-making about the education of their children, : .
The inservice advisor also reports upon the role and responsibility of

members of the community within education/teacher centers. She sees education
centers as having the unique quality of being on '"neutral ground.'" That is,
they are places where people can come together on equal footing, whether parent
or professional. The person contributing to this part of the Australian case
study readily acknowledges the difficulties involved in achieving good school~
community interaction, notwithstanding its potential for greatei responsiveness
by the school to local needs. She closes this section of the Australian report
in what appears to be a fairly generalizable statement about community involvement:

But it is a difficult process we are involved in-—-attitude change

is complex, and in the face of 100 years of centralism in hier-

archical authority patterns, to develop a cooperative model of a

school community .f parents, teachers, and students with respect

and concern for each other requires sensitivity, determination,

and persuasiveness. But we know from our experience that schools

which can develop these attitudes are good places to grow up in.

. (1978, p. 81)

The Role of Higher Education. Institutions of higher education vary with

respect to sizz and purpose as much as schools do. For exémple, in the United
States there are over 1300 institutions which prepare teachers, ranging from

the small one and two faculty private college which prepares beginning‘teachers
to the large calleges of education with a "knowledge-production" responsibility
in multiversity settings. Thus it is difficult to generalize within countries,
let alone across cultures, about the role of higher education relative to INSET

gencrally and school-focus varictics specifically. Nonetheless, there appear to be
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at lecast two or three ways institutions of higher education could provide

—-—rather—invaluable assistance at this-point in time.

First of all, there are direct implications for what is done in inserxvice

as a result of the liinds of efforts and activities which occur in initial

+ teacher education and during a formalized induction period, if indeed there

is one.

In an attempt to demonstrate the relationship between different

phases of tcacher cducation, this writer conjectured:

« « . In this respect inservice can be seen as symptomatic. For
exanple, if a highly select group of persons vere rigorously screcened
and engaged in extensive preservice training, capped by an intern-
ship paralleling that received in medical preparation. . . and--

if placement was a finely-tuned process of matching the highly
specialized professional to a specific position. . . and, if the
teaching role called for a sophisticated but reasonable range of
skills, and, if working conditions reflected the latest in tech-
nology, materials, and resources, as behooves a society's responsi-

[P

bility to it's schools, than what would be the nature of inservice?
(llovey, 1976, p. 105).

" Certainly wvhat is done in initial training has direct ‘mplications for

what occurs later in a teacher's carser relative to INSET. SGhroughout this

report,'this writer and thz other case study writers' corments he has atzempted

to synthesize, have called for a more fluid and cooperative type of staffing

within schools. Those in higher education largely responsible for initial

training nmight begin to pilot initial training models vhere tiiere is more

cooperation between teachers working in teams and between teachers and pre-

service administrators, counselors and the like. Likewise the concept of the

teacher as a scholar or the teacher as institution-builder could reccive

much greater cmphasis in initial phases of teacher education as well. Little

is done at tha current time, at least in this country, with respect to

creating an attitude tovard and competence in asking questions, formuiating

resrarch hypotheses and collecting data in an action research format. .ittl~
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is done in giving teachers Skillé in making instructional decisicas toge her.
Heither does the beginning teacher education curriculunm reflect efforts ro
assist teachers in gaining understandings of their comnunity or working with
parents as partners in the education of their children. The point is obvious.
The way teachers are prepared initially has considerable implication for the
kind and nature of continuing education which will occur later. The rela—
tionship between pre and inservice needs much greater scrutiny.

A second major role for those in higher education would be to assist in
preparing persons for 'resident' leadership voles at a school or clusters of
schools as spokun to earlier. The graduate prograﬁs at many colleges -and
schools of education, especially in major universities include such separate
ficlds of study as: curriculum design, instructional systems, evaluation,
organizational development, social systems, counseling, and reséarch on
teaching. It would seen that a number of prototype programs for preparing
leaders at school sites could be fashioned vhich would be of an interdisci~
plinary nature, drawing upon those topics of study indentified above. It
would not seem that arduous an organizational and conceptuz" chore to'Aevelop
.such programs which would certainly address a basic meed.’ Whatever design
various programs might take, it would seém that a variety of different indi-
vidual needs and interests could be accormodated. The primary neced at the
present time is - develop some prototypes for preparing more effective INSET
leaders at school sites. Certainly higher education can play a central role
in this respect..

A third basic tact which might be taken in facilitating school-focused
INSET would be for faculties in institutions of higher education to work with

sclected 'lighthouse' school sites. This is hardly a new concept, and has been
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implemented in various ways to various degrees in different countries. One

comnmon plan is to have selected faculty from the institutions of higher edu-
"WMMEQE;;;”;ssigﬁed to avseléétéd”;cho§1‘31te‘forma spocifled period of time; .

along with a fair sized cadre of beginning teachers. The beginning teachers

. are utilized to provide greater flexibility among the experienced staff in

pursuing various forms of IMSEY, and in noving toward a more viable concept
- of the school as a center of inquiry. Efforts are made to hold up these
schools for otheréwtolébserve and learn about advancements made relative to
INSET. Gecause of limited personnel resources, the institution of higher
education often move to deploying memsers of their faculty to different schools
for %‘ifferent purposes, in the next cycle of such a scheme.

There are many other roles of a cooperative nature an institution of
higher education can assume. The second INSET program shared i& the Canadian
report represents a.collaborative effort between a local distriﬁt and a
central institution of education, which is part of a university. Thg pri-
mary aim of this INSET endeavor is to improve classroom practice and student
perforpance through the implementation of provincial guideiines. The pro-
gran is essentially a master's inservice progranm in curriculum management
and implementation. However, rather than employing the normative university-
based model (i.c., college-based courses) this specific effort has been
designed frenm "the problem up." Program activities are classroom and school
oriented or focused and the format of activities.are described as flexible,
diverse, and field-based. The program is offered through regional £ield
centers, wvhich are attached to the Institute of Education. Individualized
effort, as well as field-based workshops and scainars, comprise the pro-—

gram in which the participants eventually receive Master of Fducation credit.
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This pregram in INSET focuses on organi:zztional as well as individual

dcv;lopncnt, as it is concerned not only wyith 1nd1v1dual claosroom practice

but alqo nccdcd conpotcncc at thc district and regional level to implenent

curriculum guidelines.

Certainly the situation described is relatively unique, in that the
inservice activities involve an analysis of intended student outcomes. That
is, this inservice scheme called for a description of plauéible levels of
student performance and the dcvelppment of a theoretically derived and

empirically tested teaching methodology vhich would contrlbute to that

'desired performance. A variety of data-gathering precedures are employed

O
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by teachers in attenpts to asseés the effect of the teaching methodologies
designed to inmpact specific student performance.
In this scheme then the external academic institute of higher education
assunes the role of assisting teéchcrs in the conceptualization of the
nature and growth aspects of desired student outcomes. It also helps then
to develop and field test teaching technologies for accom plishing these’
outcones. The primary role of the teachers is td collaborate in identify-
ing the specific outcomes of importance to them, and the types of practical
Feaching approaches which they believe will help achieve these desired ends.
Some of the most notable school-focused characteristics of tbis activity

include the resident activities of academic staff at school sites, and the

collegial and collaborative efforts in developing both group and individual

forms of INSET. Likewise the program is cumulative in that it is not com-
prised of a series of independent courses but rather consists of a coherent
program which attempts to relate a variety of different experiences over time,
many of which are individual in nature. There is also a continulng attempt

to inteqrate theoretlcal premisces with proccedural linow-how.
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Fullan in conclusion also notes sone cautions relative to the program.
It is badlgally a resional rather than an individual school gpproach to
INSET. It is not clear té Qﬁat extent, if an},‘the school as an orranl;ation
is. taken into account. Likewise the critical role of the principal which
was so evident in the first case study he shared, is unclear in this approach.
A great amount of the support and momentum in this INSET scheme is dependent
* upon the presence of an external academic agency. TFullan raises the central
question of the feasibility of this arrangenent to other situations. He notes:
On the one hand, the vast majority of university faculties

——————————————Uf—EducHtIUn—hnve—not—yet—been—wbie—to—prov1dc—the—resourccs

or competencies to work in such a sustained ficld-based way
with local districts. On the other hand, nearly all facul-
ties of education in Canada in the context of declining pre-
service enrollment are setting grecater involvement in INSET

as a priority (1979, p. 46).
Certainly there are other non ficld—bésed or school-focused roles which
higher cducation can reasonably assume as well in advancing the state of
the art of inservice. CERI/OECD has, for example, examined distance and
correspondence apéroaches which effectively contribute to INSET. Likewise,
various individuals from institutions of higher education will continue to

be called upon in a variety of ways to assist with local prograns of inservice.

Hopefully, hovever, there will be an institutional comnitment fronm more in~-
stitutions of higher educatien to inservice of a school-focused variety as
- well. in summary these would include: 1) reconceptualizing the roie of the
teacher at the very outset of teacher eduéation (relative tc enhancing their
abilities and opportuﬁitics to learn in a continuing way), 2) assisting in
the preparation of leaders which can facilitate nore coherent and well-—-
conceived p}ans of IHSET at school sites, and 3) expending encrgies in a

*critical mass' strategy to pilot a variety of school-focused approaches.
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The PRole ggqsnateéand Federal CGovernments. It would be presumptuous

here to attenpt in any detail to delineate responsibilities for the govern-—

ments of different coungrieés at national and intermediate levels. Suffice

it to say, it appearj.fthat there is considerable nced for greater financial

support of INSET in ﬁﬁgp'countries. It would szem helpful to have, as is

<
the case in some .countries, a bureau at both federal and intermediate levels

A
- SR . .
which attempts to coofdinate INSET needs as they are derived from a variety

of curricular effortélénd specidi client =eeds (such as the handicapped).

B

that a great many federal and intermediate inter-—

. A . .
ventions occur basigally independent one of the other. A persuasive case

s

can be made for a geperic inservice agency which would examine staff devel—
&

opzent concerns ackgss different bureaus and curriculum efforts.

. ,: - .
In the United“States at this time the majority of federal monies for

educational improvement and innovation in schools come from Title IV grants
i in The Elementary and Sccondary Act which-flow through state departments of
B
‘education. In 1978 an educational anendnent vas passed that requires each
c S
of the 50 statés to develop "a comprehensive plan for the coordination of
Ty 0
Gk
. Federal and rState fu

m

s for training activities for educational personnel.”

-

Thus mdjgg;L islationswhich addresses this problem of coordination has been

P

passed. Thevarious agents and agencics concerned with the education of teachers
are now involved#in eé%hiping what the teacher education aspects of various
types of different funding are and how these can be hest related.

One other rather obvious need which might be addressed by the govern-

ment is bringing togéther the several different role groups and agencies

¢

'2"'; & . : 3
S ﬁ%{%pnd conmon problems and issues in both beginning
- oo N

K4
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nonles for financing INSET which were dependent upon the collaborative iu-

- volvenent of higher. education, professional organizations, and local education . v .. .

agencies.,

TEACHER CENTERS

Introduction

There 1is little doubt that teacher or teachers' centers (the former ternm
will. be employed here) have contributed to inservice practice which is fre-
quently school-~focused in nature. Since the growth of these centers is so
pervasive and the term "teacher center"™ in fact is more common than that of
school—fccused inservice, the concept is brilefly reviewed here.

This writer will not attempt any definitive or consensual dcfinition
"of teacher centers. It is readily apparent from the literature that there
{ ds considerable dicersity not only between‘countfies and.cultures but within

countries in terms of those structures and operations which are referred to

as teacher centers. A more feasible task is to summarize here some of the more

.common characteristics found in operations referred to as teacher centers and
vhich are presented‘ih a few case-studies sponsored by CERI. This vriter will
rely primarily on the‘expertise of L.,C, Taylor, Head of Educational Programme
Services at the Independent Broadcasting Authority in England and Sam J. Yarger
of Syracuse Univeréity in the United States in Compiling +his list of characte-
ristics. | | _ | .
Both of these schoia}s han'had considerable experience with teacher ccnteés.
Taylor (1979) cmploys a.familiar analog, that of "subject-centered" and
Y'child-centered" forms of curriculum, as a way of thinking about tccchcr
centers.  The emphasis 1s on Yteacher—-centered" as opposed teo subject-centered

forms of INMSET. Progranms arc based on needs and interests as perceived and
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identified by teachecrs themselves. Centers are often distinguished by their

-emphasis on-.democratic and ''grass roots'" -forms. of participation.  Teachers

also highly involved in the planning and conduct of IHSET as well., Taylor

also notes that centers are cormonly characterized by their in“ormality and

frequently emphasize learning through practical or "hands-on'" learning.

Centers frequently provide attention to social as well as academic nceds.

er

Devaney, in the paper she prepared for OECD/CEZRI on the role of teach-

centers in the United States relative to school-focused INSFET, charac-

terized them as follows:

O
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Over the past ten years a nationwide group of American
educators has developed the idea of a small, informal, some-
times independent, sometines school-district-sponsored. work
place wherce elementary teachers come, on their own initiative,
to work on curriculum for their owm classrooms. They work
with the help of practical-minded professors or master teachers
and with cach other, largely in the spirit of collecagues ex~—
changing rather than e:xperts training.

Such pregrammes are places where teachers come to worlk
together, receive instruction, or share self-instruction,

but they also may be a staff of advisors, who go out to help
teachers in their schools, working in the spirit of finding
teachers' own starting points for improvement. A number of

characteristics make these organizatioans different from con-—

ventional inservice programmes:

(i) They o6ffer teachers fresh curriculum materials
and/or lesson idecas, cmphasizing active, explor-
atory, frequently individualized classroom work--—
not textbook and worlkbook study.

(ii) These programmes engage teachers in making their
owvn curriculum materials, building classroom
apparatus, or involve them in sonme entirely new
learning pursuit of their own so as to reacquaint
them with the experience of being active, ex-—
ploratory lecarners thenmselves.

(iii) Teachers’ centre instructors are themselves class-—
roon teachaers, sharing their own nractical, classroon—
developued naterials; or they are advisors——formerly
classroon teachers—--vho vieu their job as stinulating,
supporting, and extoendine a teachar in her own
dircetions of growth, not dinplementing a nev in-—
structional model or strategy.
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(iv) Attendance at teachers' centre classes is voluutary,
not prescribed by the school district, or if in-
directly required (for instance, as a way to spend
release time or to earn advauncenent credits), pro-
grammes offered are based on teachers' expressions
of their own training nceds, and several choices are

offered. (1978, pp. 1,2).

Yarger (1979) in correspondence with this writer has identified the

following eight characteristics wvhich would seem, from his perspective, to

distinguish American forms of Teachers' Centers. He differs somewhat from

Devaney. The features which he most commonly identified in his research

of centers in the United States are as follows::

1.

by

They are often governed collaboratively with greater amounts
of input from classroom teachers than is typically found in
a non-teacher center program.

They usually have a 'place," sometimes an entire building—
but often‘a group of rooms where training and materials
development can occur.

Teéche;s.ane.clearly the primary clients, although other

types of education personnel often participate.

:TheyfprQ Qggiscdyco serve institutional needs as well as

. individual .needs, and in rare occasions even both.

Progranms typically emphasize thé improvement of teaching
skills and the development of curriculum materials.

There appears to be a tendency for less formal instruction
with the sharing of participant exp>rtise occurring fre~‘i
quently (although there can be considerable input from
outside  consultants as well).

Persons responsible for teacher centers are usually highly

motivated and possess a recognizable "esprit de corps."
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8. Funding is often tentative and short-ranpe-~teacher centers

frequently live from hand to mouth, from day to day.

Reasons for the evolution of teaclier centers.are numerous and undoubtedly
vary fromvcountry to';ountry to some degrece. It is quite apparent, hovever,
that in many situations a dominan;ﬂgatalyst for the evolution of tl . centers
is a growing desire on the part of teachers to have the preeminent voice in
matters of their own continuing development. A number of factors have ap-
parently confluenced iﬂ recent times to assist teachers in ‘achieving this
goal. The relative ineffectiveness of many curriculum and inservice efforts
engineered by external agents for’egample has underscoréd the need for moré
teacher involvement in attempts to improve schools. Changes in many societies
have resulted in a diminishment of more traditional authority, and this has
also enhanced the position of teachers relative to their professional development.
In the final analysis, reasons for til:: spread of teacher centers and teacher
involvement include sound pedagogical thinking in terms of maximizing the
participation of the lecarner (teacher),.political agendas intended to achieve

more pover and status for what in many situations has been a maligned profession,

. and nersonal choice based upon the desire for a more convenicnt and comfort-—

-

O

able form of continuing development. .
While many teacher centers are'school—fOChsed'in nature, others are not.

Itlis difficult to generalize, but the differences between some teachers'

centers and other forms of inservice which are specifically school-focused

would include the following:

1. The primary focus in most teacher centers, quite obviously,
is on teachers; while many school-focused inservice en-—
decavors tend to attend to the needs of.all educational
and educationally-related personnel in a school building.
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The focus in many tecachers' centers tends to be more on
individual teacher uecds and interests, while in many
school-focused endeavers thare is at least sone attention
to problems which are Lest attended to by the entire
faculty or close working groups within that faculty.

Many teacher centers have a district or regional focus;
they attend to the needs of a number of schools. Other
forms of school focused-inservice concentrate their
encrgies more directly oa individual schools.

There is an effort in many teacher centers to develop
better linkages and coordination between and among the
plethora of agents and agencies which are to some extent
involved in the continuing education of teachers. In
other forms of school-focused inservice a variety of
persons external to the school are called upon, but the
primary goal is to attend to the neads of the individual
school and not serve as a coordinating agency.

It should be noted that federal legislation has been passed in différent

countries to support various forms of teacher or teachers' centers. One

of the countries which most recently passed legislation and provided funds

at the federal level to support teacher centers was the United States.

. Tovard a Definition

Taylor (1979) in an unpublished paper on teacher centers cautions thét

one should not exaggerate the "teacher—centered" nature of these inservice

. operations. A primary concern with the self-perceived needs of teachers,

should not be mistaken for an exclusive preoccupation. He argues that a

center can no more be uniformally or continually “teacher-centered" than a

classroom can be constantly child-centered or the results will border on

chaos. Taylor also notes that while teacher centers appear to be growing

at least in terms of numbers in many countries, this general approach to

INSET is hardly unique. There has been for sore time and in many situations,
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a variety of efforts to make inservice more responsive to teachers, continuing
in nature and participatory in format.

These efforts have eminated from a variety of sources. For example, in
many countries Taylor notes ﬁhat a central or national institution has been
able to develop this form of inservice. Examples of this would be the Swedish
Ministries' DELTA AND JET inservice courses designed to assist teachers in
modern mathematics and English. Other examples would be the Dénish Teacher
University, the Tubingén University in West Germany and the Open University
in Engiand. In cach of these situations IN3ET reflects those characteristics
often found in actlvities.sponsered by teacher centers.

Taylor goes on to illustrate how some inservice concerns addressed by
teacher centers are also addressed by several other agencies at a variety
of levels. He identifies a brief typologytﬁf seven sources of inservice and
examines both the ultimate initiative and control for the inservice they
provide as well as the day by day or operationazl control. His brief typologv.
(1979) is included below to illustrate the several sources from which in-

service of a more participatory or school-focused nature may eminate.
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Ultimate Operational

Initiative Initiative
and Control and Control
1. Centrally based Central Central
' Institution Officials
2. Centre-~and—-Branch based Central Officials activat—
. Institution ing local branches
3. Local Authority or Institution, Locul Authority Institution (chiefly)
. and teacher ’ Local Institution Staff of local
Authority
4. 1local Authority or Imsitution, Local Authority/ St. °f of local
and teacher based Local Institution Autrority/Institu—

tion and local
teachers (in vary-
ing mixture)

5. School=-based Central/Local Head teacher and

Authority other teachers in
the school

6. Co—operatively based Central-and- Teacher-members
Branch Co-operative

"7+ Individually based a h "The "individual™ " © - The “individual
teacher {some- teacher
times with central
or local subsidy
and guidance)
Yarger, although more limited in his perspective as his rescarch has
*focused prinarily on centers in the United States, has also developed a
typology. He attempts to classify types‘of teacher centres. Since teacher
centres in this country, as in other countries, run the penumbra from store
front "operations" manned by a single teacher to large state~-controlled
) networks, some attempt at an explanatory systen that describes the various

ways in which centers are organized and the distinctive types of functions

which they serve is in order. lis typology follows:
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The Independent Teacher Center. This tyve of center is characterized

by the absence of any formal affiliation with an established institution.
Without the red tape of bureaucracy, program directors, wardens, and imple-
menters experience a tremendous ﬁmount of freedom and flexibility. They

also, hovever, experience the lack of financial security that the bureaucracy
often provides. Tcachers beconme involved with this type of center on a purely
voluntary basis; thus the center tends to have high teacher credibility.
Independent teacher centers typically deal with individual teacher needs
rathgr than with complex institutional cbncerns.

The "Alrmost' Independent Teacher Center. An "almost" independent center

isn’t independant; it just thinks it is' Although formally linked with an
educational institution (either a college or school system), a high degree of
autonony is evident. This autonomy is usually linked to the charisma or
influence of the personnel in the certer. As with the independent center,
rinféi;égénﬁ i;m;aiQAtéry, aﬁa ghe.énpﬁégié ismuéualinAQAy“ffoﬁ iﬁstitutional
goals and toward the perceived nceds of either the teachers or the leaders

of the center. Although the center ‘is subject to some institutional pressure,
the ability to remain autonomous is its most distingﬁishing ¢! .racteristic.

- The Professioral Organization Teacher Center. Two kinds of professional

........

organization centers abpear to be emerging: the '"negotiated" teacher asso-
ciation ceuter and the "subject area" (e.g., zpcial studies) center. The
former emerges frém the formal bargaining provedures with a school system,
while the latter usually comes.out of-the concerns of a particular subject-
focused professional organization and shares many features with the inde-
pendent center. Althoughi both are rare in American cducation, the negotiated
center tends to focus on professional as well as educational problems, while

the subject center usually emphasizes a particular high-priority

N
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classroon subject. In either case, the related professional organization

is the dominant force in the governance structure.

The Sincle Unit Teacher Ceuter. Probably the most common type of

American center, the single unit tcacher center is characterized by it's
association with and administration by a single educational institution.
Although often difficult to distinguish from conventional inservice pro-
grams, the center typically has a high level of organization, more
sophisticated program development, and more thoroughly developed in-
stitutional gfoals. A low level of parity exists, with accountability
the exclusive province of the institutional administration. External
resources and funds are often used, but are always institutionally
adninistered. Program development in this type of center is closely tied
to approved institutional goals. -

The Frece Partnershlp Teacher Center. ThlS type of center represents

‘tte”sinpiest rorm of those based on the concept of a consortium. Uoually
the partnership involves a school system and a university or coilege. It
could, however, involve two scheol systems, tvo universities, or even a
non-educatiounal agency. The popularity of the partﬁership suggests that

a tvo-party relatipnship is easier to initiate and maintain than a con-
sortium involving three or more discrete institutions. The word free refers
to the fact that the partnership is entered'into willingly, rather than
being prescribed legislatively or politically. Program development will
shov evidence of attenpts.to accomnodate the needs and goals of both
partners. This type of center often evolves from a single unit center

in which a good relationship develops between the sponsoring unit and

consultants from other nearby educational institutions.
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The Froe Consortium Teacher Ceater. A center of this kind is charac-

terized by three cr more institutions willinglv entering into a teacher
ceuter relationship. Program organization, cormitments, and policy con-
siderations are usually more complex and formal than in a partnership.
Financial arrangcmeﬁts are also more complex, with external sources of
support frequently the primary reason for creating a consortium. Progran
development tends to be more general, as the goals and constraints of
cach party raust be taken into account. The permanence of this type of
center is often related to the ability of member institutions and their
constituencies to see merit in the programs. "First phase' development
usually takes nuch longer than with most other center types because of
the need for building trust amoag 3 coaplex mix of participants, but the
lone—;ange payoff and potential large-—scale inmpact often nake thé early

"spider dances' worthvhile.

The Lenislati&e/Political Consortiun Teacher Center. The organization
and constituency of this type of center is prescribed either by l;gislaf
tive mandate or by politicai influence. Often, but not always, a State
Department of Education in the United States at leasg, oversees the process.
In a sense, it is a "forced" consortium. . Alﬁhough participation by éligible
institutions tends to be quite varied, there is often a financial incentive
to participate. A rather complex communication system is frequently used
to assist the administering agency in program development. This type of
center is frequently organized with regard to county boundarieé, but the
organization may range from a subcounty to a total state model. In sonme

states it has also been proposed that the center should become the insti-

tution vhich recormmends candidates for professional teachine certificates.

2
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Yarger achknowledges that likely no individual teacher center is organ-
ized as "purely" as this typology implies. However, lhe sugpests that if one
analyzes ongoing teachcer center programs as he has, there is a strong like-
lihood that a dominant organi: ational pattern will emerge Fhat forms a
reasonable "fit" with one of the saven types above. Secondary organizational
characteristics are also likely to‘be found because of the diversity and
conplexnity of centers wvhich exist.

Gaining nore insight into how a teacher center is organized is a neces-
sary but not sufficienﬁ condition for understanding this concept. In order
ro assess the potential of teacher .centers one must also understand the
functions they serve. Relationships between structure and function are

likely to exist, and one should examine both. Again Yarger identifies

primary functional responsibilities.

... ._The Facilitation Type Teacher Center. .This is much like “English'-type .

teacher center. It is informal and almost unprogrammatic. It turns on the
creation of an environment in which teachers euxplore curriculum materials

and help each other think out approaches to teaching. Such a center seeks

to improve the colleéial activity of the teacher. This type of center

purports to provide an atmosphere which rill enable the teacher to explore

new ideas and techniques either through direct interaction with other teachers
or via "hands~on" experience with nev curriculun materials. MNo specific

pProgram is offeréd, and professional growth is a function of the unique needs
and initiatives of the individuals who voluntarily come to the center.

Quite simply, it is intended to facilitate a teacher's personal and professional

development. It serves a heuristic, '"collegial," almost social-educational

v
s

function.



The Advocacv Tvpe Teacher Center. An advocacy tyre teacher center is

characterized by a particular philosophical or programmatic commitment.
Although usually explicit, the advocacy may siziply be the result of com-
nitted prgfc§sionals wvith common beliefs joining together in the same
teacher center. These centers may advocate such things as open education,
competenéy-based education, differentiated staffing, multi-unit schools,
and so on. The key element is that the teaching center has a visible
"thrust" and is committed to a particular philosophy, orieantation, or
educational movenent. ’Advocacy centers are usually limited tc a single

educational orientation, suchk as open education.

The Responsive T-p2 Teacher Cernter. American education fosters at

least tvo kinds of responsive centers. The first attempts to respond to

the specific needs of individual educators, vhile the second focuses on

organizational, structures. In both cases, hovever, there is an implied

needs assessment, and a commitment to develop a pragran in accordance with

gesey

nutually derived objectives. The center promotes itself not as a philo-

sophically embedded organization, but rather as one designed to help a
potential client better understand a proBlem and then to provide resources
and/or training aimed at solving that problen. Prograrming is usually

diverse, with heawvy reliance on external resources.

The Functionally Unique Teacher Center. Some teacher centers serve

rather limited, unique functions. These may include materials development,
research, and/or field testing of av%ilable materials. 1In some cases,

such a center may have developed from a prdgram that originally had a
totally different purpose. For crample, suppose an experimental class—

roon in a single school is set up to provide service to a particular kind

o ' 74
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of child. As its popularity grows, teachers visit it with increasing regu-
larity to see the materials, obse-ve the instructional techniques, and
solicit counsel from the teacher. In this -~ase, the resulting teacher center

is more directly child-centereéd than most. In fact, program personnel would

probably have to make many changes in order to accommodate to thlz new,

unique teacher center function.

Yarger reminds us that in any attempt to use these typologies or cate-
gories to study teacher éehters it should be kept in mind that operating
teacher center médels ére likely to be neither pure nor consistent with re-
spect to his categories. Nonetheless he sees three useful purposes for the
typologies. First and of most immediate importance, they can be used as a
basis for more systematic communication about and analysis of-tegcher centers.
It "appears to this author that the specific.centers which are brieflyvdescribed

in Appendix A of this report can be analyzed using his framework for example.

O

Second, a heuristic function may be served. Using the typologies as a means
of articulating differences, research can be designed of a comparative nature.
Finally, and parhaps of the greatest importance in the long run, this attempt

at ditferentiating types of centers may be able to assist program designers -

L

p

.
o

build the kind of teacher center programs that most closely relate to their
specific situational needs. .

Thus we have basically an umbrella term--teacher or teachers' centers-—-
which has gained widespread popularity in several countries, employed to describe
what are commonly forms of school-focused INSET. Teachers, as the tefm denotes,
are commonly more responsible than they historically have !.en for decisions
about INSET in these renewal efforts. The term teacher centers therefore fre-
‘quently communicates more about who is involved than what actually occurs.

More precision and clarity is needed not only in terms of the governance
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51 schemes and functional responsibilities taken on

)
| . . .
jterms of the actual inservice modalities teachers

Jggﬁious effects of these. There is little doubt that
many of these centérsvhdve facilitated forms or modes of school-focused INSET.
A YRR :?f

) DA S
What fis not as clear is whether or how more powerful learning for teachers is
7

[

resulting or what the hultiple effects of a more participatory apprnach to

INSET are.

SUMMARY

This report has atfempted to synthesize some of the thinking about and
examples of school-focused INSET which has evolved in the various case studies
and conferences sponsored by CERI/OECD. While the term school~focused inservice
is hardly a household word and the activities it suggests are hardly the modal
fprm of continuing education for teachers, the idea of the school as a primary

focus for development is rationally defensible and growing in popularity.

Increasingly the interrclated nature of organizational and curricular renewal
with inservice teacher edpcation is being acknowledged. While much of ingervice
today is atheoretical and lacking in both conceptual coherency and operational
continuity, a better understanding of the powerful interactions between the
person (teacher) and the workplace (school) is in evidence and from this per-
spective this suggests a continued move in the direction of school-focused INSET.
It would be naive, however, to predict either a rapid or greatly expanded
move in this direction solely on the basis of eplightened thinking about the
continuing education of teachers. Political and economic considerations, at
least in the immcdiate future, would appear to have the potential for greater
impact upon INSET. And it should be underscored here that notwithstanding the
incrcgsed authority of teachers in matters of insaervice and the push for more

economical means of education, school-focused INSET is not simply a matter of
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enhanced participation by teachers (as appeérs the case in sozne inservice
efforts termed teacher centers) nor a riore inexpensive way for tzachers to
continue to grow. It is rather a concept which has the potentizsl for grzater
communication with the ultimate consumer (student and parent) than cost
“"teacher response' models and for more powerful and coherently planned activ—
ities which will often times be more expensive. Politics and econoxics are
niajor issues to contend with.

No consensual definition of school-focused INSET was attempted in this
paper. However, major characteristics of this form of inservice were identifiec
and the ;ndergirding disciplines from which knowledge can be drawn aad developed
to provideA; mofe coherent empirical/conceptual base were noted. At this tize
there appea%s to be ample testimony based upon first-hand experiences at lezst
that the following are desirable features of school-focused INSET:

(1) It is viewed as but one aspect, however crucial, of a larger schsze

“of continuing development
(2) .éééumptions about how adults (teachers) best learn aand coatinue :
develop élong several dimensions are frequently made explicit
(3) interactions between the teacher as person; the teacher as learmer,
and the teacher as teacher in the school site are often given due
consideration in designing school~focused INSET
(4) intergctions between organizational change, cu;ricular cﬁange and
INSET are often noted and incorporated into planning; implicatijo:s
for resocialization and role-change are given special attention
(5) teachers are centrally involved
(6) needs and interests of students and parents are of special importance
~in this form of inservice.

(7) attention is glven not only to individual teachers but to key Iuznction-—

ing groups and e¢ntire faculties
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(8) regardless of thc number of teachers or size of group, individual
differences are accomnmodated.

(9) school-focused INSET often goes be&ond the sharing of ideas to
include demonstration, experimentation, supervised trials and feedback

(10) building administrations may assume a number of responsibilities. in
this endeavbr but the most critical one is a reciprocal responsibility
to provide both material and psychclogical support for teachers who .
venture into new growth experiences |

(11) there is contipuity; INSET is seen as a process, often a developmental
or incremental one, and not an event

(12) cthere are ample opporiunities for reflection about as well as action in
what one is doing and consideration of alternatives

(13) schoql—focused inservice frequently is concerned with teacher changes

which are implied in resolving cross-cutting school pfpbléms of

muetual V.‘cc.)n (1= of o DT
(14) school-focused inservice is ofteh embedded in experimentafion which
is integral to the daily instructional tasks of the teacher; it is
differentiated from teaching only by its intent and the type of
examination and sharing which takes place later
(15) school-focused inservice has ag a primary focus quality education for
students in a given school through quality education of the teacher.
Certainly the above list of characteristics is not exhaustive; other important
elements could 1likely be noted. Iséue as well could obviously be taken with
some of the above statements. This review of.the case studies and conferences
nonetheless has provided more clarity with respect to the eoncept. These
deliberations also underscored quite clearly the fundamental issues which have

el

to be better addressed. These include allocating wmore rcasonable and appropriate
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periods of times for INSET and rclating INSET to more powerful motivational
concerns of teachers such as status, career growth, and in many cases a more
civilized and doable teacher role. Matters of economic support, improved
leadership capacity, greatly increased coordination and cooperation between
diverse agents and agencies in many situations, and more rigorecus research and
evaluation were also commonly noted as problems to be contended with in the
CERI/OECD literature.

This synthesis paper has attempted to demonstrate in the section titled
the Genera) State of the Art how many of the above problems still exist in many
places. The paper has also attempted to suggest appropriate functions which
various role groups, agencies and organizations might assume in effectively
resolving these problgTs. Actions which teachers, teacher organizers, admini-
strators, the community, those in higher education/teacher education and various

governmental roles might pursue in bettering school-focused INSET are reviewed

from the CERI/OECD—sponsored'papers and.Qéﬁféréﬂéaélwlﬁopéfﬁiii; fﬁ{g.SEinﬁéw“"wum

of both the promise and the problems of school-focused INSET in various countries
and cultures will be of some assistance to those who are working toward better

continuing education for teachers. The knowledge that the task is not an easy

one but that a variety of persons in divergent places are noretheless making

progress should be reassuring.
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