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Th1s toreword gives an overview of the Teachler Corps program and ot the
Teach&r Corps Program Nafional Evaluation conducted over the past 3 fears by
» the hducqt1on and Humlan Servxces Research Center of SkI lnternatxonal. This

report is one of a series of reports resilting frbm the SKI study.

v .
\’l -

-‘Tﬁe~feigher-€vrps“Progrsﬁ ’

) .

‘In November 1965, Congress enacted the Higher Education Act
-(PL 89-329) Title v gﬁ whxch agthor1zec the Teacher (,orps program. 1h1s§
program was an outgrowth ot similar social programs 1n1t1ated dur1ng the
. Kennedy and_Johnson prQ{}dencxes. Its purpose was pr1mar11y to train
teachers to be more eftfective in teachxng children in low-income areas ot
" our country. In October 1926, the authorizatiorn tor the leagher Corps -

program was amended. ‘Ine statemen‘ purposel for the Teacher Corps program

’

under this authorization states: s

-
-

. The puypose of this part [the Teacher Corpg program} is to
strengthen the educational opportunities available to children in
areas having concentrations ot low-income fahilies and to
encourage colleges and universitieg go broaden their programs ot
teacher preparation and to encouragel institutions ot higher
educat1on and ‘local education agencies to improve prografis of
training and retraining for teachers, teacher aides, and other ‘:
educatlonal personnel-- . . s :

(1) "attracting and training quilitied teachers who will be made
Aévailable to local educational agencies tor teaching in such
.areas; - .

4 .

,\(2) attractlng and‘traxnxng inexperienced teacher- 1nterns who
’ will be made available tor teach1ng and inservice training
to local educatxonal agencies in such areas in teams led by
. an exper1enced teacher, {, .
e




'(3) attracting volunteers to serve as pért-time tutors or tull-time
instructional assistants in programs carried out by local -
educational agencies and institutions of higher education serving
such areas; .5 —~

[y

(4) attracting and training educational persennel to proviae relevant
remedial, Qas1c, and secondary educatioual training, 1nc1u01n5
/ 11teracy ‘and commun1cat1on sk1118 tor juvenile delinquents, "youth
‘ottenders, and adult criminal of fenders;
(5) supporting demonstration projects for retraining experierdced
teachers and teacher aices, and other ‘educational personnel

serving in local. educat1onal agenc1es. {PL 94-482, 11tle V, Part

A, Sec. 511 (a)]

- 8

" With thﬁs mod1t1ed statement of purpose 1n mina, leacher Corps
officials amended the federal reguﬁat1ons governing leacher Corps and

published these in the Federal kegister in February 1978. These new

regulatiords specified four outcomes that leacher (orps projects were to _

achieve with-the grant money they received from the federal government:

(a) An .improved school climate which fosters the learning of
children trom low-income families.

(b) Am improved educational personnél deve lopment system tor .
persons who serve or who are preparing to serve in schools
for children ot low-income fam ies.

r

(c) The cpntinuatioﬂ of educational improyements (including

products, protesses, andépracticeslfmaOe as a result of the

project, atter Federal funding ends. - - ’

+

. "(d) The adoption or adaptation ot those educatiogal 1mprovements
by other educational agenc1es and 1nst1tut1ons. s

In addition to, these tour outcomes of the leacher Corps program, the new
kules and Regulatipns also stated a}:;mber of key ﬂrogram teatures that, it

was thought, would enhance the abil ot the projects tp achTeve the four-

outcomes., Some otiﬁhese key features were: L4 T

R . . v ‘ \ .
(1) Eduoation that is multicultural. N 2. )
(2) Diagnostic/prescriptive teaching. ) < .

(3) Integrated pre-~ and inservice training designs.




* . . !

(4) Commun1ty-basea education. . . .
d . \
- ' » (5) An elected community counE}l- . |
\ \ .
. (6) A representative policy board. . ‘

. . S
(2) a collaboratxve(;ode of operat1on involving the associated
‘*  institutions, communit ies, ana other vested-interest groups.

In a further analysis ot these.kules and kegulations, the evaluation team at
. SRI found many more key features than the sevén listed-above. 'Tﬁe
perspective teken by SRI during this evalution was that, as a wholé, tHe
& Rules and Regulations could be viewed as a strategy for implementing a
Teacher éorps project. The pak::cular ke features making‘up the strategy
. could be intérpreted as tactics d by the projects to achieve the
four outcomes. T
. . .
The new Rules and kegulations moditied the leacher (orps program
substantially. Some of the ditterences between the old program ana the new
’

‘program are listed below.

| 4
New Program’ 0ld Pfqggam
A1
U Five-year project duration Two-year project duration
™ g . . o
Funding of $1.2 million : tunding $0.25 million
per project ~ per project .
Incorporates a full feeder Used only one school
system of schools . . '
v ancerneﬁ with trgifiing of - Concernea with tf;ining ot
' all school pergefinel . teachers and, interns_only
CE .. ) N
: 4 - s the commun1ty along - ) Only IHEL and LeA involved in
. ' p local education’ planning and operation of the
EA) and an institu- project
. 1gher education
. ™) in the plannxng and 7
onefat1on ot the prOJect
3
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. New Program - . 0ld Program
Y !
The program is service . wWas mainly a service-oriented
oriented, but includes’ ) program directed toward teacher
demonstration/dissemination .education

and institutionalization -

as additional outcomes

N - ‘
»

’

ihe changes in the federal Rules and kegulations governing leacher

Corps caus;d the-program at the local level to be quite ditfereﬁt trom what
it had been 1n previous cycles. A typical Teacher Lorps project runaed )
undgr the ‘new Rules 'and kegulations épent 1ts first year 1in Slanning its
particular program. Luring this tirst year, a comdunity coupcil was
electéd,,collaborative arrangements were establishea between the LtA, lhr,
and‘communitya and the| four major goals of leacher Lorps were restated in

ana local neeas. About b months into the tirst

terms ot local
year, projects were requir;E\tb~9ubmlt~{heir continuation proposals tor the
second year of operation. These proposals were to contain the specitic
tobjectives, a description.of the community council elections, annAother
\acgivi;ies that occurred during the planning year. , Soon atter the
submission of the continuation proposal, many préjects fecru1ged a
teacher~intérn-team [gader and tour interns to receive training. The team
leader was tne péf?UU‘thfgenerally was in charge of monitoring and setfing
up the program tor the tr?ining of the interns. 1he proaect then sent these

-~

‘people to-the Corps meeg:f Training’ Ingtitute (Chll).

I3 - -~

"

™

Starting with the secona.year ot the leacher Corps project, training
was conducted tor all educational personnel in the teeaer system ot schools
selected to participate in the'prSiéct. lhe training programs plannea
during the tirst year were put 1nto action auring Fne second ana thira
years, which are termed the qperational phase of the project. 1n additdon,

the preservice training for the leacher Cbrps inwfrns was also begun at the

) beginnihg ot the second year. The intern training consisted primarily of

coursework taken at the lHL, classroom experience in the leacher (orys
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schools, and a community component that required the inférﬁs to become more
aware of the importance of the codﬁﬁnity 1n ‘the education process. ‘Ihe
training ftor eaucational personnel 1n the leacher corPs schools (including
principals, teachers, aides, ana others who deal with children in the
schools) generally involved the assessment of the needs within Qpe schools
(conducted during the tirst year), the translation of these needs into-
objectives and goals tor training, and the implementation 0ot training‘
sessions designed to achieve these objectives and goals. The training
program for the interns was to have been. finished by the ena ot the third
year, at Which point the interns would have received a master's aegree and

. . - ’
would also have been certitied. ‘

The SKI study covers only the tirst 3 years of the 5-year program. The -
fourth and fifth years ot each prOJect 8 11te were to have been devoted to »
\hlssemlnat1on of project products and to the 1nst1tut10na112&t10n ot
successful practices developed by the project. Because ot feaerdl tunding
termination, the program ‘ends in July 1982, é}ogram 78 thus ends atter only

4 yéars of the intended 5-year cycle, and Program 79, after 3 years.

» .

<

lhe administrdative structure ot a leacher Corys project did not change

much over 3 years. A policy board was established at the beginning ot the
plannipg year to oversee all project activitigsf-{his“pqlicy boa;?
consisted(gfashe superintendent of schools from the LEA, the dean ot th;

school of education in the IHk, and the élec;ed community council \ .
chairperson. ‘lhe typical project included other persons on-£h1s policy .
board (e.g., the project dlrector and the team leader) to keep the board

informed of project act1v1t1es ana to make recommendations tor future o <
courses ot action. The elected community counc11:was consulted on all . ¢
cqmmunity activities that were planned under the project. The ultimate .
responsibility for carrytng out the leacher C&rpp’ﬁroject rested with the P
project director, who frequently consulted with the éolicy board members on N

decisions regarding project directien an%gexpenditure ot project tunds. -
- ' ) < . ~

ix
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Specifications for the National Evaluation * Lo

P : , v ' N

Concurrent with the development of new Kules and Regulatlons tor
»
Teacher Corps, the spec1f1cat10ns tor a natlonjl evaluat1on of this new -

an evaluation task torce

-

program were belng created. In the summer ot 1977,

was ¢harged w1th developlng a deslgn tor such an evaluation. The results ot

this task torce report sgt the d1rect10n tor the preparation ot a request

for proposal issued in June 1978.

< -

The task force .fecommended thatldg &-year evaluation be’ conductea by an
independent evaluator .selected through a competitive RFP. Subséquently,

this requirement-was moditied to a 5-year period, whicn included three. -
phases ofsthe evaluation. The tlrst phase goveted the tirst year ot the
evaluation and was considered a planning .phase, yherein the study design
would be finalized and inBtruments created to collect baseline intormatjon.
The second phase covered the" next 2 years ot the evaluafion ana was )
basically considered a data.colleccion phase, in which intensive cross-gjite
observations and }ocal documentation would be collecged in the local
projects. An-option was provided tor the tunding ot phase three (for vears
4 and 5 ot the evaluation), which would allow some additional data’
collection amrd dnalysis, sinthesis, and reporting'of the major results or'
the study. +

) -

>
L _ I ‘ ,

In add1t1on to\thxs/bBSIc study schedule, two adaitional special

.

studles were requested/;ﬂithe RFP. Spec1akvbtudy L, to be condacted within .
the first 18 months ot the contract, was focused on the 1ssues ot »
collaboration and multlcultural education. Special Studywll also to"be
conducted within the tirst 18 months of the project, tocused its eftorts on
institutionalization ot proJect practices in the 1nst1tut10ns asgoclatea

"with the Teacher Corps program.
. »
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The evaluatlon design proposed by SRI in the ‘summer ot 1978 consrsted '
of multiple substudles of different aspects og/the Teacher\Corps program, a
<

“epecial policy monltorlng activity, and the two special studies on

collaboratlon and multlcultural educaélon and on 1nst1dhb1onallzablon.

VA

There were three. overarchlng goals ot the evaluatlon N

( - 7~

. ") To describe the leacher Corps program as it existed in theytield
N . and degdcribe the strategies used by local projects to implement
' fhe Teacher Corps guidelines,
. | »

. ' (2) 1o assess program outcomes in a tlme-serhes tashion over the
e . - cou‘rse of the p:OJec: s%&—rﬁured—tu o‘mhermlysr‘ plan as™
assesslng the "impacts" of Teacher Corps. é
: ~ A
(3) To‘ﬂescrlbe and assess the e&ficacy of the processes used to'
ach1eve the outcomes~-in other words, the implementation pract;ces
’ associated g_:h part1cu1ar p™gram outcomes or impacts.

——

2 - - ~

Multlple meﬁhodologles were employed to study the isgues described 1n
the evaluation's RFP. Both' quantltatlve and qualitative methods were used

to collect data on Teacher Corps processes and outcomes. Qualitative data

sources included local project documentatlon, Case-study interviews,
open-ended questionnaires, and structured interviews. (uantitative data
sources included self-report questionnaires muiled to local project® )
par:icipants, structured observations ot Teacher borps tra1n1ng act1v1t1es
’ and the physical environment of leacher Corps schools, and demographlc(
questlonnalres maiked to IhEs, LEAs, and local schqols. *
. ¢ : ) . -
In the summer of 1978, 79 leacher Corps projects were funded'tor the

-

new Program 78 S-year cycle. , In add1tlon, in the summer ot 1979, 53 Program'
79.projects e tunded.” The scope of the evaluat1on was to include all 132
Teacher Cor Plojects funded in the two cohorts. Qp1ng a stratitied random
sampllng pro edure, Skl selected 30 projects for in-depth study. Addltlon-

ally, smaller case-study samples were selected for spegial purposes.

’ ot




L T

L (R S
. 5 ]

. : . Aq(éléeault of the first year of thé program evalupti;n,‘a Project ?\n
< . Guide sto the Tegchef,Corpg Program Evaluation was prepared by SRI. *Thist _" 4
s guide summarized the design activities that took’blgce during that firsx‘: N
~ 7. -year. 'These guides were distributed to all'Teabher Corpq)prqject directors, o

* deans, superlntendents, and pr1nc1pals of lpcal schools4 The Project Guide .

described the operational plans for the evaluatlon over the remaining 42 . - .

~

N
‘. ‘ Yyears (glven that the additional Z;year option would be exercised); it also \\g/
described the 1nstrumentat10n, sampllng-deslgns, and evaluation issues to be.
addressed. A reaction panel (REAP) was also formed dut1ng the flrst year to

act as an adv1sory group to the evaluation tean.

. - $

=

SRI conducted 31te

°

During the second and third years of the ewaluation,

Jisits to collect.intormation for the substudies described above,

]

administered questionnaires to various- role groups within each project, and

o) conducted case-study visits to selected projects. An interim annual report,

submitted in October 1980, presepted the qvaluation's initial descriptivé

information on the Teacher Corps pgogram. .
. ) . "

The intérim annual'report summarized information collected during the
planning year in Program 78 projects. This included the bringing together"
of the IHE and the LEA, qnd the involvement of school personnel and the

- - comnunlty.. A chapter on the initial aescrlptlon of staff development
. activities was also 1nc1q‘ed., - . ’
..‘ - . - . ‘ N *

’

The final report Qgs prepared in the fall of 1981 and submitted in

A. | January 1982. The f1na1 report included three pieces of work: a study of-

" how the Teacher Corps guidelinea were 1mp1emented in the local pro;ects, a

. study of the degree to which Teacher Corps. practlces were institutionalized

in the IHEa, and a prellmlnafy report on the characterlstlcs and

. effectiveness of the staff development programs created’ln the Teacher Corps

. pro;ecca. . : ‘ Yo
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. ﬁuring th rse of’ the eviluation, certain changes in the Teacher
’ Corps proéram it necessary for SRI to have the f1ex1b111ty to adapt to

. the chang1n3 conditions. -For example, our initial conception of the effects

‘of 8 staff development program was observable behavior change on the part of
the teachera. After our first round of site-visity, we "found that many
projects did not emphadize behavior change, but rather attitude change which-
may or may not be apparent in the teachers' observed behavior. Because of
this initial findiné,'we had to modify our deqign to reflect more what was
occurring in the projects- In the summer of 1980, a new director'of Teacher
Corps was named, Dr;AJohn Hinor. Dr. Minor had felt that ﬁore'ehphaais
ahoold be given .to exceptionality, multicultural, ‘and community-based
educat1on. As a result, SRI modified gome asyects of the evaluation design )

‘ to be more seps1t1ve to these issues’. o

»
[}

i . Throughout the course of the evaluation, SRI monitored congressional
policy concerns. One issue was repeatedly mentioned by congressional
staffers, and that was whether Teacher Corps was dupliecating the efforts ot
other education programs. 1In an attempt to shed 1light on this 1ssue, SkI

p mod1f1ed the interview and docymentaton procedures to collect 1nformat1on

about other educatlon Programs existing at the local site, and their

jrelationship to the Teacher Corps project.

These adaptatlons to changing cond1t1ons and cdncerns were accomp11shed'
through a cOntlnual monitoring of evaluation 1ssues and through interactions
"with the project o£f1cer, the Teacher Corps Washington staff, and the ' u
evaluation'a,reaction panel. A1thoo§ﬁ SRI received much useful advice and

many suggestions for ‘the design "6f the evaluation, the results and
reooﬁnendationa proyided in the'final report are the sole responsibility of
SRI and no official endo:aement by any.agency in the Department of Educaton

1a 1np11ed or should be inferred.

‘ : ‘ xiil | \
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» I INTRODUCTION TO THE STAFF DEVELOPMENT STUDY
. ‘ ‘ IN THE TEAGHER CORPS PROGRAM EVALUATION

L} . .
In’ August 1978, SRI International ‘was awarded a 3*y:ir contract to

- conduct a national evaluation of the Teacher Corps Progr;m. The training

study proposed to describe the educationnl‘prograﬁa set up for teacher ~

 training (both pres&rvice and ins2rvice) and the delivery systems used to

conv?y the content of gﬁe educatjonal programs to Fhe participants in the

training. - - Cor .
R .

2 .

; Durlng the first year of the evaluatxon, site visits were made to a few
Teacher Corps pIOJeCtl and the SRI research team refined the study design.
Near the end of the first year, in May 1979, a meeting of the members of a |

‘irreactxon panel (REAP) was held to critique the study design. Comment s ‘

received during this meetxng led to some revisions in the instrumentation . o .

' "for the training study.

During the 1979-80 school year, data collection activities occurred.
= These inciuded two site visits to each sampled* Te#cher Corps project, the
" administration of a'self-report questionnaire, and the submission of .
* gocﬁ-entation forms from the local Teacher Corps projects. The data “
. collected, during thi; time were incorporated in the interim annual report
‘;.lub-itted*to the Office of:?rogram Evaluation }n October, 1980, .

~e .
[ 4 -

o\ T
There were 30 Teacher Corps projects selected to be¢ included in the basic
SRI evaluation sample--20 projects from Prograg 78, and 10 projects from
Pfogram 79. The projects were representatxvely selected based on prior -

project Teacher Corps experience, urbanxzatxon, and dominance of the IHE/LEA.

-
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curtail the evaluation at the end of the third year (November 1291).

— e \ ) .

. Comments were received‘on the October 1980 :nport, and these comments
suggelted that substantial revisions needed to be made ‘in the desxgn -of the
training studi? For example, one consultant to the evaluation felt‘that the
ifhformation Tollected during 1979-80 was too highly oriented toward deliverv
systeus, and was 'too highly structured (in terms of response categoféeg) to

give a representative picture of each project's staff development program.
N ' 4 —r t

-

Accordxngly,’the traxnxng study design was ‘revised, -and the _study was
renamed the staff development study. This study was designed to collect a
combxnetlon of more open-ended information about staff development, and the
more structured informatjon,about particular training events and the
evaluation of these events. The new design gave equel weight to the conteft
of the staff develooment program and to !%e delivery systess used to convey

the content. - The analysés were also reconceptualized. - . ¢

The staff developmeﬁt study design (January, 1981) proposed to
investigate all aspects of Teacher Corps,tta{ning, focusing on both Program
78 and Program 79 Teacher Corps proJects. The study encompassed training
for 1nterns, teachers, pr1nc1pals, other local sdpool personnel, community
members, and faculty from the IHE. The study wap %g‘extend to August 1983,
in order to follow-up on the interns, as well as to ‘look at the continuance

of treining programs and the longer term impacts of this training.

-
’

Data co].lection according to tne:net; dedign began in the {inter_of
1980, and extended to April 1381. In April,'1981, the government decidedjto
Due to
this shortened time periad, a full analysis of all data collected as part of

\
the steff‘development study was not able to be done. )

’ * L4
t

In an effort to be responsxve to the government 8 request for. whatever
1nformatxon on staff development SRI could provide, this technical status
We report here only on the

Thus,

report on staff development has been prepared.

staff development of teachers in Program 78 Teacher Corps projects.

&
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training in Program 79 projects, as well as all training of interns,

priﬁcipals, other local school personnel, community, and IHE faculty, are no
longer included in the staff devélopment study. In addition, only one of 5

sets of.gata is drawn upon_to describe tenative findings.

This report first describes the reconceptualized staff development

" study that was necessary in order to narrow the task and make reporting
'feasible within the budget limits. We present the data sources and
hypotheses related to staff development. Tentative findings based on a
preliminary analysis of documentation data collected in 1980-f981iaré then

presented.
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}I DATA SOURCES AND HYPOTHESES

P
.
v

The staff deVelopnent study centers on the professional developmen:
actxvxtxea provxded teachers in the Program 78 Teacher Corps projects. Ome
‘of the major" purposes of the Teacher Corps projects was to have local school
districts -and college work together to improve the profess1ona1 development
" progrags in the local schools serving ch11dren from low 1ncome'fam111ea.
This report r!iorta oa.the characteristics and effectxveness of the statf

develcpuent programs created by these Teacher Corps projects.

.

. . )
In this report, we will focus on four major issues: -
4 .

The impact of ‘the federal Rules and Regulations on staft

development programs.

.

The‘implemengation of staff development programs "in the local
schools. .
" .The contributions of Teacher Corps to the local educatxon agency ‘s’

(LEA's) personnel development system.

[

The 1mpacts of Teacher Corps staff development programs on the

s

inetitutes of higher education (IHEs).

. Y

-
. :

This section first describes the available data on staff development

and our tentative hypotheses regarding effective acaff developﬁent practices.
-f'\ hd
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Data’ Sources
’ ) .

Data for ;he study of staff development come from five major sources:
-interviews, self-report questionnaires, demographic°quéstibnna{res, training
logs, and documentation es;ays. The data were collected dur1ng the 1979-
and 1980-81 school years in the 20 sampled, Progrmg‘78 Teacher Corps

projects*. Although the f1qg1ngs presented in sect1on II1 are der}ved from

the dgcumentatiOn essays, data from the other sougces, especially the

interviews, were used as a check on the findimgs™ generated from
b

documentation. A formal analysis of these other data sources was not done

due to budget constraints. We next turn to a brief discussion of these data

/jiqgoes. '
\

Interviews

During. the 1979-80 school year, each of the 20 sampled Progrsm 75
Teacher Corps projects was visited twice to conduct face;to-face .

interviews; These interviews were des1gned pr1mar11y to obta1n information

about the staff development programs, but ak;f included questxons about
school climate. *

seline" interview (conducted in the winter of 1979-80) examined
the start of the staff development programs. In partiéular, we obtained

1nfotnat1o concerning the identification of tra1n1ng objectives, the

process of needs assessment and planning, and the type of training which had
existed prior to the presenqe of Teacher Corps. The "training" interview
(cdnducted in the spring of 1980) focused on describing the training offered

by Teacher Corps, and the pirticipaﬂ?:i initial evaluation of that trgining.

-

A
L2

.
]

+

So-e of these data were collected from a greater number of projects.
However, this study focuses primarily on the 20 sampled Program 78
projects. , :

]
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A third site visit was made to the 20 Program 78 projects in Spring
1981 using newly developed interviews. These "implementation" interviews
focused on the implementation of thy training program, the participation in
traiding, as well as the pgrceived effectivenéss of that training.

‘.

For all three sets of interviews, 1nd1v1duals from seven role groups in
each progect responded' the project dxrecto?, the team leader, three, \\
principals, six teachers, the four interns, two IHE faculty members, and the
community council.chairperson. The number of persons interviewed varied
Qlightly over time because of attrition. However, we generally interviewed

the sgme individuals on each visit to a particular project.
3

Self-Report Queétionnaires

Self-report questxonnaxres were mailed to project participants on three\
occasions: the spring of 1980, fdll of 1980, &nd the spring of 198l1. 1In
each project, the questxonnn1res wete ma1ied to the following individuals:
the project dlrector, the team leader, the project documenter, the LEA
superintendent, the dean of the IHE college of education, the four interns,
four school principals, six teachers fra; each of four project schools (24
teachers in all), the community council chairperson, and 20% of the IHE
faCulty members involved in the Teacher Corps prOJect. The respondents
included all the individuals interviewed.

- A
' <

On .the questioupaire, information was sought concerning the
effectiveness of the staff development program for teachers. In addition,
questions wete asked about the réspondents' participatiop in training, their
satisfaction with the training, and whether they thought the Teacher Corps
staff development program was an improvgment over past inservice offerings.

-
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Demographic Questionniires

.
»

Demographic information was obtained in each Teacher Corps project from
the  IHE, the LEA, and the participating schools, Each of these
organizations received a'démographic questionnaire in-early 1980. The IHE
demographic items were designed to obta{n general informaton on the schook\-
of education, school of education experience in teacher trainin;, faculty
population data, and student popu1at1on data. The LEA demographic items
obtained 1nformat1on on the phys1cal size, location, and composit1on of all
the schools in the district; the number and assignments of qchool and '
administrative persopnel; student population characteristics; and prior
Teacher Corps involvement. The school demographic items sought information
on faculty characterigiics, school population characteristics, and prior

Teacher Corps involvement.
K4
Training Logs

The training logs§were a self-reporting instrument devised by SRI to

enable a project to record the training events occurring ih the project.

Local project documenters (or a comparable person) recorded each training
event on a seperete form and submitted these forms on a monthly basis to SRI
during the 1979-~80 and 1980-81 school years. For each training event, the
documenter recorded the type of training event (course, workshop,
conference, etc.), the objective of the event, 'the identity of the tra1ners
and the trainees, the incentives for participation, and the time and place
of'the event. Categories for these dimensions were prespecified, and the
documenters only had o check boxes or record numbers of people. In order
to verify this 1nformet1on, prior to the third site visit the SRI site
visitors created a list of training events derived trom these training logs
;dd"other .sources. Dur1ng the site visit, the list of training events was

verified, and corrected if necessary by the Teacher Corpl prOJect director.

~
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" Questions posed by SRI during Quarters 3 and 5 are dxrec Y relevant to
staff developnent. Documentation essays from quarters 1, 2, .4, and 6 were
au-narxzed and reported in "Framework for Local Action: Lessons from
Implementing® the Teachen Corps Guidelines, Volumes 1 and 2," Beers, et al,

January 1982. . . Yy

In Quarter 3, the documentation topic was "Propositions Regarding
Training/Teaching." The Rules and Regulations governing the Teacher Corps
Prognem sﬂEcxfy a number of key features that projects were to 1ncorporate
into the design of their activities. Four key features were identified by
SRI as being directly.relevant to staff development: the use of field-based
and conmunxty-based tra1n1ng, the 1ntegrut10n of preservice and inservice
training, the ‘use of multlculturll education approaches, and the use of a
déagnoatxc/ Prescriptive teaching approach. The documenters were asked to
agree or disagree with the propositiona that those key features were useful
for their staff development programs, and to explain their responses

(Qppénd1x A). These essays were received from-the_Prog;gm 78 Teacher Corps

pro;cta. -~

. v

In Quarter 5, the documentation centered on the inservice training of
local school teachers. Three topics were addressed: the primary focus of
the inservice training system,(including the objectives and goals of the
inservice program), the strategy or general approach to inservice training,
and how the Teacher Corps projent‘contributed to an improved educational
personnel development system (Appendix B). The last topic concerned
improvements that had already taken pluce, rather than'hoped-for or
potential improvements. These essays vere completed by 31 Teacher Corps
projects out of 49 (both Progrih\, 78 and Program 79) sent the essay
assignment. AlL 20 prgéfcta in éhe basic Program 78 sample (described

p{cvxoully) vere sent this essay allxgnncnt.

-
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' The evaluation of Teacher Corps staff development programs and, the
creation of” the documentation essay assignments were guided by hypotheses
concern1ng effecfxve approaches to staff development and the improvemert of
educational personnel development systems. The hypothesgs gu1d1ng this '
study were derived from tHree Nurces. Pirst, the Rules and Regulat1ons
governiné the Teacher Corps ‘Pr}am have been viewed by the SKI evaluation
team asfgﬂa;rategy for the 1mp1ementat1on of a Teacher Corps proJect
Specific key features in these Rules and Regulat1ons ‘can be seen as tact1cs

~within the overall strategy. ' Four of the key. features.(mentioned earlier in
the diacnssion of the Quayter 3 documentation essay) pertain directly to
staff development pngra&&, Onr hypothesis regarding these key featnres is

that implementation of these four key features will lead to an improved
educational personnel development system; this improvement is one .0of the
basic Outcon;s to be achiev;d by a Teacher Corps project. Furthermore, it
is hypothesized” that the better these features are implemented, the more
improved the staff development program will be.
)
A second source of hvpotheses is literature on the inservice training

of teachers. A primary source was a collection of writings on inservice

training of teachers edited by Louis Rubin (1978), entitled The Inservice

Education of Teachers. Two articles were particularly useful for hypothesis

geheration. The first is by Charles Speiker entitled "Do Staff Development-
Practices Make a Difference?" (Rubin, 1978). Speiker reviews research on’
etqff development and makes statements about practices associated with

. effective staff development programs. These statements can be viewed as

t

hypotheses to be verified in the study of Teacher Corps. Some examples of

these hypotheses include:

. More effective staff development programs have differentiated
training for different ‘teachers (i%e. individualized programs)
“-
. More effect1ve—eteff development programs puf’the teacher in an
"active" role (comstructing and ‘generating mater;als. ideas and
behaviors). .




)

td

sypervised trials, and feedback, rather than expecting teac rs-to,

- . ' - N . ‘ ' .
More effective staff development programs emphasize demons:;thons,
-store up ideas for future use. '

More effective étaff development programs have the teachers choose
goals and activities for themselves rather than having goals and
activities prescribed Yor thenm. ) P

In anéiher article entitled ‘SomeaPosEulates and ,Principles on the

N - . ] . .
Continuing Professional Education of Teachers" (Rubin, 1978), Rubin lists 87

postulates and princﬁples he belieyéé to be important in staff dEvelopmept.
Some of these are not able to be tested; howéver, many of these.can be ,
addressed within the cdntext of SRI's jevaluation of Teacher Corps. , Sfated *

in terms of hfpotheses to be iested, some examples are:

I3

. More effective staff dévelopment'prog%ams make use of actual
teaching situdtions involvipg students ¥ . T
’ ]
More effective staff development programs give teachers feedback on-
their professional growth.

More effective staff development programs allow teachers’ the
opportunity -to practice new skills in their regular teaching. o

More effective staff.development programsuhave teachers participate
jn the governance of, their own professional growth.
’ .
A Zhird source of hypotheses is SRI staff experiences in evaluating the
Teacher Corps Program. These hypotheses were derived from gite visits in
Teacher Coxps projects and from discussions with the Teacher Corps project’

staff, most notably the Project.directors’. Some of these, hypotheses include:

- -
> T

. The more that projects conduct needs assessments and direct training
efforts at the school building-level (instead Jf district~wide), the
higher the participation in staff develdpment programs. -

The more that training activities are conducted in the teacher's
workplace (i.e. the classroom), the higher the ratings of usefulness
and satisfaction. . . BN

The more that training activities are individualized and include
fellow-up sessions to see that the recommendations are being used
correctly, the more.likely that tpachers will rate the activities @
useful. s

=
-




» . The more that staff development programe have the active eupperc of
thte school principal, the hxgher the participation und satisfaction
of teachers.

. The more that staff development prdgrame create school-level .
~ planning committees which include teachers, the principal and other
*  school personnel, the greater the participation and ratings of
satisfaction. . .

.. The more that Teacher Corps project directors are visible in the
schoold and act as "resource brokers" (i,e., they identify resources
at the IHE that fit with the reeds of the local schools), the more

4 " easily staff development programs are established, and the more

effective the programs.

\

The next section discusses preliminary findings based on the

documentation essays. These findings relate mainly to the hypotheses

.

generated from the Teacher Corps Rulee and Regulations.

. ,
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III TENTATIVE FINDINGS

. The findings included in this technical status report must be
considered. tentative at this time, An:‘ysea of all the data sources listed
in the previous section are not completed; however, one data source, the
documentation essays, has been summarized. F1nd1ngl presented in this
section are derived from the documentation essays.* The Quarter 3
docu-ent§sxon essays address hypotheses that pertain to the key features in
the Rules and Regulat1ons (see Appendix A). The Quarter 5 documentation
essays prov1de findings on the contributions of Teacher Corps to an improved

educatxonal profenl1ona1 development ‘system (See Appendix B).
| i

s
gg;rter 3 Doéunentat1on

The following summary reflects the major themes ¥n Quarter 3
documentation essaya, written by docunenterl in Program 78 projects toward
the end of the projects' first operatlonal year (second year of project
grant). Essays were duelnax 31, 1980; most were written in May or June.

Though ostensibly about the effectiveness of four ke§ features of the
Rules and Regulations as "implementation tactics," the essays are more

usefully regarded as statements about the way each provision was

0 b

%

Thene essays included information on the .training of teachers, interns,
and other personnel. These pre11n1nnry analyses do not separate out the
traxnlng of teachers fron other training. .

~ -
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interpreted, and the basis for its perceived value to the project. This
" summary is consequently organized around these dimensions. The four

T

features include: .

A (1) Field-based and community-based training .
(2) Integrated preservice and inservice training
(3) Training in multicultural educagion

(4

) Training in diagnostic/prescriptive teaching: , ‘

~ These four features can b; grouped into two sets, those»dealing with the
training process or strategy (1 & 2) and tho‘se dealing with the subject v ’
focus 6? training (3 & 4). A fifth key feature--the teacher-intern '
team--was not listed in the essay assignment, but frequently alluded to in
the essays. Pateérns relating to thé intern team are included in the ‘

procéss section.

of the'7§ Program 78 projects, 54 returned essays for Quarter 3--in
other words, an overall response rate of 68%.. A cheék of xespoéﬁing
projects by category of project (that is, as defined by major design
variables) indicated little obvious distortion due to aygtematic nonresponse
e (see Table 1). Between thrée-fifths and four-fifths of most project
‘ categories responded, with the exception of Yputh Advocacy ﬁfojects that _
vere underrepresented and Beginning Rural prajects that were completely

represented. .




Table 1

-+ QUARTEK 3 ESSAY: PROGRAM 78 RESPONSE RATES
: [By Design Variable] \ |

)

. .
Fd ~ *
s

. 5 .
Regular Projects (Including Projects With Incomplete Feeder Systems)

LI s . A Egiinqigg Continuing

Rural - - R (L 71*
o) ()

S : . 4

Semiurban 2" 2 75%

- (1) "(8)

2 te
Urban - . 603 673

(5) - (2

-Special Projects

- Youth Advocacy , 382
) : ‘ (8)

Native American 712
(7)

Outeide U.S. . - 802
BT (5)

4 —

n ' . e

* N : )
Cell I responding; number in parentheses is total cell n.
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*
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General Policy Findings

Certain themes running thrOugh this essay set pertaxn to issues of
policy potentxally addressed by the study. These themes ‘and issues will be
briefly summarized here. Documentary evxdence for theseée assertxone appear
later in the summary. However, .some of what followe is speculative; the
essays of this set are far from pr0v1d1ng convincing evidence on any of the
issues. Other data sources will be requxred to subetantxate these

assertions more fully. > J
‘? o
¢ . ' .
1. How flexible are the Rules and Regulations pertaining to training

process and comtent? Do they successfully balance guidance with respect for -

10ce1 d1fferencee and xntereeta? The four key features of the Rules and

Reguletxone dxecueaed in these essaye were given a wide range of meanings by
different pro;ecte. While notxng the ambiguity, few projects advocated
clearer fedetal definitions of the four requirements, although help was
sometimes wanted ta aid the process of defining or implementing them (for
example, nulticultugdl education). The ambiguity of language appears to
have producee a healthy range of interpretations and local efforts.'

]
t

2. Dp the training procees and contént provxexons of the Rules aad

Regulations, contradict one another or;gL; in _each other's’ wez? This.is not

8o in principle, but in some cases this egpeare to have happened, to the
extent that field-based training euphaexzxng locally defined needs may have
led to deemphasis en multicultural gducation or diagnostic/prescriptive 7v
teachxng, because there were no clear local priorities. More often thae'
not, however, these were local prxo;xtxes (probably a selection effect of
the competitive grants process, in part). Projects seem to have resolved
any incbnliltenciee by strategically ignoring or meeting content
reqnire-ente in & pro forma way (for example, one_workshop on a_ .

sulticultural topic).

3. How important or valuable are the four training requirements

across the full range of projects, as seen from the projects’' point of view?

LY

-
LY

16 31

.




.

. (a)® Field-based and Community-based Training

Depending on ho; these tzg_}er-s wére defined, they were
generally seen as very important, because of increased access
to traxnxng opportunjties (especially important in rural
sites), training f9¢uled more on problems of practical
teaching and specific schools, and training that took account
of the way teachers grew and iearned. Projects tended to

value community-based training less consistently and

_-~struggled more to define the conctpt. Though there were

striking examples of appaéently effective community-based

training, there was much reported frustration, more so where

the requirement was interpreted to mean community. education,
%

and less so where the term meant a field setting for intern

&

training.

.

Integrated Preservice and Inservice Training

This can;?T was more difficult for most projects to
translate into action than the field-based training
requiremenf. Narrower interpretations included side-by-side
Participation of interns and inservice teachers in workshops
or, in some canes; in the intern program itself, Such
Project’s appeared to value integrated rearrangenenta more for
their contribation to 1nternn field experxence than for
anything else. In other prOJecta. where integral
arrangements were defined as a procenl of "mutual learnxng
through extensive interaction between interns qnd 1g|erv1ce
teachers, the requirenent vas highly valued. Many projects
noted the aubstantxal differences in preservice and 1nletv1ce
training ‘needs, 'while aaoert1pg that Fong-range 1nproveuentl
im\the IHE approaches to both qxght result 5:9- project
efforts. . ) \

3
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(c) Training in Multicultural Education

a.‘ o This appears to be a particularly elusive, difficult and
emotion-charged concept to translate into-action, but many
projects appear to value it. hightly, at least rhetorically.
The requiredent seemed to be more vigorously implemented and

- valued in culturally diverse ﬁrojecta or in thosé with a
strong nonmaingtream cultural tradition (for example, in
Native American projects). A number of projects expressed

the need for outside assistgnce in this area.

%

-~

o —_— y
(1) Training in Diagnostié/?réscriptive Teaching Approaches

~

Reflecting divisions among prdfeasiohal educators, projects
interpreted this requirement either in behavioristic' terms
. } (that is, & clinical cénpetency-based approach) or more
. humanistic terms (that is, oriented towards individual ,
learner differences). While there was general support\for
the idea, defined in either way, ‘many practical difficulties
vee® noted, especially in those projects emphasizingh
‘elaborate record-keeping'Lnd diagnostic testing. The
experience of projects to date raises certain questions about
the feasibility of‘t&e requirement, despité ;oug strong’

gxanplel of effective application.

* 4. What do the essays indicate regarding the federal role as guide or

-

. ,lﬁpport for implementation efforts in these areas? The essays say
. relatively little akput this question, nor were 'documenters asked directly

about this. Reading between ;3pnlinet, there were periodic calls for a

federal support role, especia {i yith reference to multicultural education.

3 s .
-
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Tra1n1ng Process and Strategy Findings-. = 7 .

E t

The Rule; and iggufétions required projects to design training that was
"primarily field-based and carried out in the community served by the
project", and involved "the provision of preservice and inservice tra{ning
as an integral process” within ’n 1nproved-educatxona1 personnel dewelopment
system. Pro;ecta interpreted these requ1rementa in remarkably different
vays. In a sense, the meaning attrxbuted—to each determined to a degree the
value projects foquxin each requirenéﬁt and the nature of problems they
encountered. In many projects, "field-based" and "community-based" training
were conlxdered to be separate requxrenentl and«vlll be discussed separately
below. In other cases, documenters wrote about fxeld-based and community-
based training as one thing, implying (or stating) that the low-income
community was an added dimension to the field setting.

-

Pfeld-BaaeJi;rainggg

4

The Meanings of Field-Based Training--The meanings of field-based

training fall on a continuua between thope pxo;ects in which little changed
in the IHE's .pproach to training except the locgfxon and those in vhxch the
new locus of training activities reflected profound dxfferences in content,
attitydes, and manner of delxve;\hg training. At the one end of the
continyum 1d_places vhere ‘only thJ location of traxnxng chaeggd4’docunenterl

-

‘stressed the convenxence and access to traxnxng--no snall macter in many of
the rural sites--as seen in the following ' excerpt from a rural axte in the

south:*

Our project axte 13 in a rural community and with the price of
gasoline skyrocketing, it is difficult for 1nterelted.perlona to

travel 45 miles to the university. It has been convenient in
terls of time; teacher- .and interns couId leave one classroom |,

»y
SR _ /; <

. '

*
All essay excerpts have been edited to preserve project anonymity.
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where they teach children and go to another classroom where a
professor is waiting to teach the teachers. We have also gained
released time for teacher aides to attend a workshop within the
school yith consultants from the IHE. : c

A large bortion of projects, approximately a third, mentioned this
aspect of field-baaed'training: But changing the location could often carry

with it other meanings, not necessarily apparent to the trainers when they
started their activities. From an urban projec} in the Midwest, the

documenter noted: ) ‘ -
’ »

We simply moved the training enviropment from the university S
setting into the public schools. ; -

. I have 1dent1f1ed the following. attributes that reaulted from this
! envirommental ahange.- - -
(1) Holding classes in the public schools rather than at the
. university made it more convenient for teachers and community
representatives to attend. The classes are held at times
identified by part1C1pants as being most convenient, usudlly
4:00 to 7: 00 p.n. . //;

° *(2) The change in environment also removed the instructor from
his/her "turf," which appeared to have postive effects on

. their relationships with students. They tended to be more

flexible and responsive to the needs of the students.

(3) Although the class enrollment was diversified, including
* elementary and secondary teachers, community representatives
and preservice interns, there was also homogeneity.in that all
participants were involved in the Teacher Corps project. This
"tended to create group security and assertiveness in forc1ng
the instructor to respond to the expressed needs of the
. students. The results appeared to reflect a pract1ca1

appl1catxon of the course content: °
[ 4 v

" The subtle changes in att1tude of 1nntructorl and the pritt1ca1 orientation

¢

®of trA1ntn3 reflected important ah1fts in the IBB app\\hch.

Y

The second meaning of field-baséd training was that it took locally

éxpressed problems and needs as the organizing principle for training

activities. The most common form of this involved elaborate needs

Allelllent\ourveyl during the developnihtal'year as the basis for planning

v
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and offering university courses tailored to local needs, as denc‘%bed by a

docimenter in a project in a western £ity:- .

A
From the outset of 6ur project, field-based has characterized our
educational development system. During Year 1, the Inservice
Council, two-thirds of whom were distrigt and community personnel,
canvassed teachers and administrators at the four tarze{ schools to
determine their’perceived needs for staff development. Based on
this survey, the ISC planned three courses for staff development.

During Year 2, course participants and university instructors
planned specific activities within the ISC planning framework.

Each class session was evaluated by participants for relevarncy of
objectives, attainment of objectives, and degree of involvement.

As nev needs and interests were tevealed by this feedback, courses
were modified. ' During the spring quarter of this second year
(1979-80), about 40 people were involved, primarily from the target
.schools. General feedback has indicated- that course participants
feel that they "own" “the: courses. :

A third meaning of field-based training,:nuggelted by a few ellays;
referred more to the process by which teachers learned, especially ;ith
reference to the interns. .Oneapr6ject spoke of the field-based training as
4 necessary component of any training:

’

+«.By taking participants from a level cf awaréness to a level of
abplication and problem solving, experiential learning is a goal
for teaching in our project.... It must be molded. It is
understanding at a high level,

Direct experiencg of school conditions immersed intefus in the practical
reality of teaching low-income students. BoJéver, the experience was not
necessarily positive for all trainees and as a consequence could be seen as

‘/-ixed blessing. One documenter, whose project operated in a large, urban

setting in the Northeast, explained how: ~

/ [
Some interns, for example, had difficulty accepting some school
conditions and teacher styles, and at lesst one of them found
coursework at the college more beneficial this first year. It is
possible that interns may assess their early experiences

-~
.
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differently at a later stage in their programs, The transition
from student status (usually accompanied by feelings of
identification with children) to teacher status (and identification
with educators working out difficulties in a complex setting) is
neither an easy nor a quick one. It is even possible that a
- placement in acdifferent setting would serve a comparative
purpose. Such & possibility widens the interpretation of field-
based training, but in no way negates the idea that effectiveness
is enhanced by learning based on experiences in the reality of the
school and community. oo

’

Obviously, the language of ‘the Rules and Regulations left considerable

Q“\‘::::‘Zzzlggn—iqierﬁretution of field-based tfaining. Some projects felt
¥s ambiglity was cpunéerproductive, as suggested by the following
obnervuti;; of & documenter in an extracontinental U.S. project:

0

Depending on the point of view of persons in decisionmaking—
positions, field-basedness can mean anything from regular college
courses given by regular instructors'who simply meet with the
class in a classroom in the public schools to user-initiated and
user~driven programs which are developed by the participants to
meet their ‘perceived needs without any guidelines or requirements
from institutions of higher education. Most definitions fall
somevhere between these two. While some flexibility is necessary
in order to fit comfortably into local situations, the regulations
need to be more explicit in precisely what is meant by field-based
and community-based training. Even literature disseminated is
contradictory. If those who develop regulations know what they
mean, they should tell us. If they don't, they need to develop a
definition soon.

However, this view appears to reflect a minority view. The rich variety of
interpretations, apparently suited to diverse local conditions, seems to be
a productive outcome in most cases of local initiative interacting with a

flexible federal mandate.

/

" The Value of Field-Based Trliniqgf-Ai most of the preceding essay

excerpts suggest, the notion of basing training ag&ivity in the field,
_however defined, was highly valued by most projects. (Self-selection and
the competitive grant ;roceu have, no doubt, contributed much to this
Vi

fact.) But prbjectn ried with respect to-the kinds of value they found in

this feature of the program. ' :\\\

22
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-Depending on the meaning given field-based training, different benefits
wvere thought to result: (1) In those cases where altered location of IHE
services was the primary meaning, conveniente and access were stressed, and
4 number of projects cited increased attendance; (2) In those cases where
U building the content of training around local needs was stressed, tfaining
was thought to encourage practical application as well as the solution of
particular educational problems in project schools; aéd (3)‘Th00e projects
with more of a focus on the experiential learning process tended to
emphasize teachers' growth and the superior way in which teaching skills

become internalized.

{

The value of field-based training depends as wel? on who experiences
the benefits. Essays suggest different kinds of benefits for variou$ role
grOups. Although in principle all role groups could benefit from

f1e1d1based approaches, essays tended to single out one or another.

First, from the point of view of inservice teachers, training
opportunities came to them, as well as increased resources for handling the
many problens.they faced in their everyday teaching. For some, ;specially

those 1n isolated settings, the increased feas1b111:;”:f’;£broving

credentials vas a positive value. A two-sided procefs of commitment seemed

-~

to character1ze those. Clearly, where teachers were involved in planning

inservice activities, or at least contributed to designing them théough

needs assessment broceases, there was often an increased sense of

"ownership" _on the teachera part. Many easays referer to this but .
” . &longs1de this was an increased belief on the part of teachers that the IHE

training personnel would (or could) listen to their peeds and had something

to offer. One documenter from a sOuthern Youth Advocacy project noted thy&,

and the fact that such credibility comes slowly ‘

Y

’

The educational community is only now beginning to ‘realize the
intense needs for proximity and involvement with the clients who
are to be trained. In addition,-the rea11zat1on that the task is
expanding in need, scope, and sequence is becoming obvious. Thus,
we need’ everyone. But we must also be patient enough to remain in




‘-

- the field until our clients believe us, though costly it may - - - — —
sometimes seem—-initially. We should not place ourselves in the

- midst ‘of our clients, only to be recalled when the numbers do not
swell--"in a hurry" (as was the.case in this project). Patience
aqﬂ\deternination are musts. It takes time--I think--for our
clients (and potential clients) to believe that we want;to be
field-based...and that we are truly there in a supportive and
collegial stance. -

Second, from the point of view of preservice trainees (interns), the
field-based approach was generally described as an excellent opportunity for
interns to prepare for the practical craft of teaching, in addition to
becoming sensitive to the kinds of communities in which they were teaching.
One documenter in an eastern, urban project captujﬁd the spirit of many

essays well:

”

The interns profit immensely from the field-based and community-

based training that they receive. They have participated in a wide
~ variety of educational experiences in a real school setting over an
extended period of time. They have worked in £he community and
with community parents in the schools; they have learned to view
the community as a resource to be utilized to improve education,
not as an impediment. It is apparent to me that the unique
opportunities available in field-based and community training
received by the interns have made them more effective and sensitive
teachérs at this early stage of their professional careers than
they would otherwise have been. ' : //J

!
' Third, from the point of view of low-income schools and the communities
£ they serve, field-based training strategies were seen to ha&é ptomise, by
the few documenters who chose to comment on-this. This made training

‘ériented towardlocal needs, and concentrated professional and community

resources on school problems. As’one‘docudénter in a southern project put

. ,
it: .
[
Even more important, under the field-based, compunity-based -
X " approach to education, professional and lay people work together to

«solve local problems and from their combined effort, a sense of
mutual respect and understanding grows. Problems are grappled with,
by many people, each of whom possessed varied talents and )
abilities. And under these circumstances, solutions are much more
likely to be found and implemented. One example of which our .
project is particulafly Proud is our program development teams.
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-Each-site-school has-a PDT which consists of the LEA priﬂcipal{

~

’

Teacher Corps site coordinator, a professor from the IHE and three
commuflity council members. Reacting to the individual needs of |
each sthool, the PDT seeks solutions to problems within the school 14
and strives to improve the overall school climate and’cuiriculum.

Pourth,\frpm the point of view of the IHE, the adoﬁtioq of fiely-based

strategies was perceived to leave varying benefits, ranging from

strengthening the link between theory and pPractice to the subtler "sense of

mutual respect” referred to in the preceding qﬁote. implied by many essays
/ '

and stated by a few, the sense of mutual respect wds often missing and

constituted a major implementation problem facing field-based training, as

one documenter in a Native American project explained:

In reality they are still desirable but to a lesser degree
effective as implementation tactics because of the sometimes
thorny problems besetting implementation. A commpn reaction from
"ivory tower" professorw is that courses must be watered down,
changed, and that library and research materials are unavailable
in the field. They complain that inservice teachers miss more of

ttheir classes (for usually legitimate regsons) as a result of job

and family demands than do regular -on-campus students. Professors
feel that inservice teachers want a preponderance of nitty gritty,
"what to do on Monday morning" and dislike "wasting," as teachers"
see it, their time on theories. Readers of transcripls see
'extension or continuing education' credit beside a course and
tend to discount its value compared with‘an on-campus class or
resident class for basically the reasons stated above.

<N
On the flip side of the coin, teacher reaction is sometimes d
negative saying that the courses and professors are rather rigid
and unable to adapt to a different situation and set of student
needs. They feel the professors dwell too much on theories and
spend too little time addressing the pragmatic areas of actual
instruction. .

The IHEs' fears of lowering standards through field-based training was

apparent in many cases an preiénted pfojects with 4 major challenge to

their legitimacy. But the \capacity of field-based approaches to alter fﬁese_

perceptions appears to be co aiderable,,edppcially from the IHEs' point of

.documenter in a large, northeastern, urban project:

view. A number of é;says'reported change® such as the following.from a




We have found that iaringig the , inst ructqrs§
beed effective in nodify"ng both the.iﬂ'stru #

our organization. ,
. é . I

= hd

This was echoed by a previously cited comment from a project located in a

small, midweskero- city: . ‘ . .
4 RS e

v v ) = - . )
...The ‘change in environmént also removed the imstructors from . ,

their “turf," which appeared t%‘hav_e a\positive effect on their
relationships with students. ey tended to bé more flexible and
responsive to the needs of the afudents.!’ -

- . -

Whether these percd'i.ved values are .laéting, or 'reflect demonstrable

outcomes (as opposed to hoped-for ‘effects), can’be debated. The answer liest®

w

beyond the scope of thi’s essa); assignment and requ'irjés assembling a larger

array of evidence from diffesnt points in fl.:i.me'., o .
; e p
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- _Community-Based Training - T~ o~ -3
.- o ) A
.-, Where it was distinguished from field-baséd training; ’:mm:ity-
ba's:ed training requirement generated more confusion and less consistent 5
‘ .- oo .
support, ag expressed im Quarter 3 essays.
'3 ¢ ~
The Meanings of Community-Based Training--Once again, Projects Lo

in;‘e:preted the’ language and’ inte,h't ,of’th‘e"kules 9\nd Regulations
differently.,’A number had trouble with' the diffuseness ofqthe concept, 80
much so that a viable definition of community-based training failed to
Fqutglli'ze, typified by Fhe ‘foilc;wi.ng documenter's jremarks from a Native
American project: . N ‘
As to community-based training, p‘_l;ingﬂ_smo be constantly
developing but-somehow"only a very few are ever implemented.

¥ Probab®y the main resson for this is the more nebulous "gtructure"
of the community 38 opposed to the clearer structure of the
school. Another possible contributor to the lack of implemen-—

, tation cowld be the generality of proposal -guidelines in regard to
community-based education,’ . ]

]
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Four fundamentally different meanings for community-based training
emerge from the essays. These meanings fall into two groups, those aimed at

- ' community members §s the recipients of training or education, and those with

b '
direct input into the inservice and preservice training process itself.
’ Y
. First and most common, projects such as the one cited above interpreted the
phrase to mean training for comminity members--typicaléi the community
council members, so that they could function more eff ii%ely as program
participants. . )
. o
) -~
R A second broader version of community training, verging on what‘}igh;
. .
y ! be called community education, appeared in a number of projects in the form -~
of uity involvement seminars or other events aimed at community
- problems or & strengthened role for community members in the ‘schools. The
following excerpt, from an essay ebout a project located in an eastern city,
typified approaches tried in both urban and rural settings: .
The community, also, in its training class at a local siteé,
features eminently practical, useful instruction. Members of the .
community learn how to have a real and positive impact on their ',
children's education and the quality of the .local schools. For
instance, they have met with the school pripcipals and district
. .policymakers to elicit specific information on how decisions are @
// wade that affect their children's education. Further, they have
: received training in how to be assertive, but not threatening, in
. convexing their concerns to school ledders amd in seeking ~
change. e . .
A number of projects designed training sequences to provide community.
3 . .-
N members with tutoring (or other) skil}s so that they might help more
directly “in the schools. ’ "‘ e '
[ 3 “ *
I' \ »
. . A third meaning, again very commonly found in essays, took community-

N bafed traiﬁing to refer to substantial community input into the planning qfd
design of inservice or preservice teachep=training activities. Although
Quarter 3 eséays do not deal comprehensively with the matter, they‘suggest
that 'in some projects comhunity members had considerable iﬁput into training
prov design. One Native American project in a rural setting indicated.as
such™

- [y -
» .- [

o™




If community-based training means to involve the members of the
community in.the decisiommaking processes of the program, and to
make use of community resources in the curriculum, then we can
agree.without qualification [that community-based training is aw
effective implementation tactic). This has been an important
aspect of our project since its inception in 1970 and has provided
the strength which has made it possible for the program to survive

several political and institutional battles through the years.
. . . ) he !‘

However, patterns from other essay assignments suggest that more typically, \\\gz'

N\, . . . . . . .
community members played a relatively minor role in project decisipnmaking,

despite good intentions and rhetoric to the contrary.

A fourth qeaning of community-based training emphasized the community
as a setti;g and resource for-the field-based training of teachers. This
most often took the ﬁprm of community activities ot experiepces for interns,
as suggested by,the:followEPg quote, which represents only one of many kinds .

of community :experiences for interns:- ) . -

The ‘interns learned about language development'during special
training and continved their learning by visiting on a redular
basis in the homes of 4 year olds ‘sharing their knowledge and
repertoire of activities with the parents, and exploring the use
of these in sessions with the children. .

v

-

The community was rarely described as an important. resource or-base for -
inservice training; howevet, some writers intimated that the gap between
school and community needed to be bridged. ' )
. ‘ X —
s
These four meanings did not necessarily exclude one another. A few

ambitious projects tried to put together community-based training of all

‘ these_kinds simultaneously. For example, a southwestern, urban project

listed the following kinds of aetivitiep as community-based training:

The LEA is participating in community-based tyaining activities
through: (1) community involvement seminars (CIS), (2) intern
training, (3) neighborhood analysis, and (4) field-based . .
professional development options (modules). The community component
is participating.n field-based and eommunity-based programs
through: (1) community involvement sewinars, (2) the Professional
Development Center, (3) neighborhood analysis, (4) parent and
community volunteer programs, and (5) the Parent Tutoring Program.

28
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Tﬁe Value of Community-Based Training--Perceptions of the value of this-

f

reqpiie-eﬁt spanned a range from chése who questioned its worth to those who
found it esaehtial.' Judgngnts were'colored‘considerab{y by the degreé:to
which problems had been encountered; and these of course reflected the -
interpretatién; giveuu:hefcoununi;ygéased trainina'req;ifsmgnti if nothing
- else, essays are testimony to the difficulty of achieving meaningful
con-unity-ba{ég traiﬁi?g'by any defirfition. . ,

N -
W t, 3

»

A¥few sgfong dissenting voices; reflecting the difficulties of

sustaining Eomynnity/pgtent partiéipa%fon. found the requirenént
uni-portant'._pshwas oba;ztved“by wuﬂénte:; of a project in a large,
. western ciéy{ L ‘ '
: - | . ) \ »

Cou-nqjty-based education is a current educational fad, that like
 mdny others, will leave‘little biPiud when it passes.

Pérhaps the locality of our Teacher Corps project is unique, but
we find fev parents are interested in deep, involvement with the
B igsqes of Teacher.Corps and the schools. This is not to say they
are unconcerned with educatipn dr_their children. They are, but
in concrete and specific ways.. Atteédpts to involve them in the
broader issues and critical needs of |education have been largely

fruitless. In other words, they are interested in Susie and
whether ‘or not Mrs. Cooper séemd to be a good teacher for her.
They are #bt interested in integhating ‘preservice and inservice.
We have 'sponsored community forum series of our community ’
council, featuringbspgake}s such as the superintendent of the
school district and the president of the college, the supervisors
for curriculum in eldpentary add secondary, the new president of
the school board. In spite of the considerable efforts and
expertise of our community council coordinator, who has an M.A.

- im Gommunity education, rarely do more than thrée or four persons
attend. o

-

P .
5 -

. . ’
The four basic outqomes of Teacher Corps remain abstractions to
most members of th nity council committee. <This had a very
negative effect wheiffthe get was cut. Many community membegs
wished to retainyperfiphery](programs, while cutting back those
. esgential oénes tRat, upport the Teacher Corps outcomes. During
this process, it wa clear they did not see themselves as
collaborators to apfieve the hasic goals, bit rather watchdogs
Quver the budget. ¥ Unfortunately, this stance has been encouraged .
by some speakersfheard by community council members at national

Mr regional meetings. , .
: . " ’

-

"




* _But others were as adamant about the importénce of ﬁuch efforts and met
with less frustrating results. In particular, a number of projects
; .
indicated that training efforts directed at community members had -

strengthened coﬁnunity leadership and presence in schools. One docuﬁenterv ’

’

in a southernm, .rural site objérvéd that:

g

. , .
The community school program broke the .précedent of community
peoples not feeling comfortahle in the schools. Interaction
between parents and teachers has increased as a result of a
community-based education program. Many community members are

/ now working as volunteers in the schools. :

P

This kind of effect, and the agsumed valye of it, was especially prevalent

. P. . N . .

in rural gommunities, A documenter in another southern, rural site, pointed

to potential strengths in rural communities, which permitted community

training to bear fruit: e o
J - . ‘"
. - . F

The setting--a small rural community--makes collaboration
possible, which results in desirable behavior. Collaboration is
possibly more useful because of three featurés of the small
community, hamely: »>

(1) Key community leaders are easily identified.

N

(2) -Mobilization of community resources reveals unusual
talents. .

(3) Traidees’quickly recognize that community organization
.is essentially a problem—solving process. .
Teacher Corps project staff accepts every challenge for motivating
wider cowqynity participation by implementing projects degigned to
raise the level of learning and living in the community. To
develop a concept, increase one's knowledge, and actually perform
a new skill provide the nucleus for field-based and
community-besed training. .

~

\ rd

In those projects that defined community-based training in terms of the
. . . S .
interns' learning experience, the value of the experience was clearly

" stated, as in the previously cited passage in the discussion of field-based

training. - . y]




.Ingg};g;ed Preservice and Inservice Training ' .

. b
Fs 11

Essays shed much light on ;he vays projecta.jnterpretcd_the integrated
precétvice/insérvicéxrequirenent, and suggested that it,‘tgo, benefited role
groups differeﬂtiarly. The difficultz‘of realizing this requirement was
noted by many docu-entero; this vas'often att:isi;:d to the giéat

differences in the training needs of preservice inservice teachers.
~ . ’ e ° ¢

-

-~

The Meanings of Integrated Preservice and Inservice Trainipg--The

essays leave one with the impression that projecis ptruggléd harder, and

less successfully, with this requirement, than with the field-based training

mandate. 7Two dimensions underlay the various interpretations of the

requirement: the first had to do with the interaction between the two

- e

categories of trainees, the second with th: training course gontent. ‘As in

the case of field-based training, weapings ‘spanntied a cgntinuum, one end that

represented little change from traditional training practices and the other
4 .

considerable departure. o a

-

. 4 4
% - »

A common interpretation, reflecting little change, meant simply that
interns and inservice teachers sat together in the same set.of workshops,
courses, or whatever. "Integration" was oféarly ninimkf_in this kind of
case: the two groups interacted very little and took avay from the training
events vh‘kever they learned from the }natrﬁctor or é;;up discussion. Such.
évents typic¢11§ were designed to present to trainees practical methods and
materials, as indicated by the following doeulengpr'a_deaqription of events

in a midwestern, urban project:

2
3

As I understand it, the purpose of combining preservice and
inservice training is to force the training designers to develop
learning experiences that meet the practical needd of the
inservice tegcher and the introductory needs of the preservice
professional.... In our project we found thé most effective
integration of preservice and inservice training occurred in the
wvorkshops designed to demonstrate or model specific methods,’
materials, or instructional management.procedures. Modifying
traditional college courses to the extent necessary .to accommodate

préservice and inservice participants is much more difficult.
L3

.

~
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The passage alludes to some of the IHE resistance to this kind of

-

integration. Other documente‘b were more exp11c1t about it, s the

followxng documenter in a southwestern, urban prOJect articulated:

- " P
1

The difficulty in ‘establishing an integrated teacher t;aining
program has an historical basis. There is a history of & lack of
/< communication 4nd cooperation between the local IHE and LEA, which

’J is founded on the belief that the IHE and LEA are fulfilling

different functions and serve different needs. This belief

importantly affects the prospects for institutiqnalizing a°

cooperatively designed continuum of professional development
oppdrtunities. . ' .

The IHE and LEA vView their roles in teacher training as
significantly different. The IHE acknowledges its role in
providing a liberal arts education codpled with the basic -
certification requirements requlted by this state. Changing
_cla€2rgon needs and changing teaching strategies have been
. histérically slow to affecf programming at the IHE. Until the __
///3tate cegtificationotaauirenents are changed to reflect changing

—educational needs and strategies, there is subsequently little

', emphasis in preservicing plans for dealing with contemporary

issues and problems. The responsibility of the LEA has

historically beea to fill-this knowledge and skill gap. It, .

becomes the LEA's responsibility to provide inservicing at the

district and building level which is responsive to these changing

needs. These needs have been identified by state mandates’ and not )
by local teachers percelve§71nserv1c1ng needs. ' - .

...ance the IﬁE and LEA have historically functioned separately
in teacher training, intégration will not occur overnight, in one
year, nor probably during the’ 5-year Teacher Corps funding eycle. ;

*
A}

The sep;r tion begins to break down in those projects that define
integrated preservice/inservice traininé in terms of a more extensive
interaction between preservice trainee and inservice teacher, and in terus
of a comtinuum of pry%essxonal deve}opnent opportunities. Some projects
moved in this direction, byt chose to see the 1ntegratxon as happening only
within the intern program itseif. In other words, interns received a
balanced training program combining prgserviée trlininé along fairly ' -
traditional lines and inservice eéxperience, as practicing teachers in .

a~

schools.” A docunQnter in a rural, northeastern projecR explained:
e -

e




The way we are interpreting this tactic, a%‘lealt in part, is to
consider the .intern Program as an integration of inservice and
-preservice training approaches and to use the intern program as a

model for revising the inservice and Preservice programs at the
IHE. f‘

S - ™ .

»

‘ .
Such projects often get up intern-nautfrategcher arrangements, in which

regglar‘teachgrl had a considerable part in training the interns.

A

But interns could p&tentially play many roles w{ihin schools and
consequently had many opportunities for interactibg with inservice
teachers. In a number of projects, interns appeared to be seen more as a
Jjunior colleague' than a "student teacher." Their relationships vere
conleqﬁently -ofe nutudl, and in such-cases, integration of preservice/
inlerviqg trainipg meant a more mutual learniné process, in which each group
ga}ned from extensive contact with members of the other—group.

In a southern ryral préject, the process of mutual learning worked in

subtle ways, as described by the documenter:
. o

Our experience has shown that teachers, adningptratorl, and othég
charged with the responsibility for providing the schooling ’
experiences are often‘agficient in many skills.... The combining
of inservice and Preservice training approaches reduces the stigma
of "remediation" while affording the opportunities for developing
needed skills. The . use of. on-the-job training approaches has
proved to be a viable apprbgch to developing skills in industry
and education. Thus, indivfduais who are classified as preservice
have an increased opportunity to develop the necessary skills for
good teaching, The opportunity for sharing experiences between
individuals of long-term experience (inservice teachers) and
ipdividuals "fresh off the block" (preservice) is invaluable. The
interns have theoretical experiences that the inservice teachers
may not posleli,}but the inservice teachers have multitudes of
experience.

An exanple'of how effe¢tive this approach is can be drawn from the
experience of our interns in the kindergarten program. The
kindergarten teachers at the project schools were having
difficulty in training the parents of their children in,providing
experiences at home that would be beneficial to their children in
accomplishing the(objectivel of the kindergarten program. All
interns had had training in conductinf parenting activities. The

’
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interns were able to demonstrate the techniques of cgnducting
parenting seminars to the teachers. The interns, however, had
never had any experience with d1|Cu||1ng student -probleas with
parents. The teachers provided experxencea "for the interfis which
increased competence in dealing effectxvely with parents. Thus,
all groups (teachers, 1nterna, parents, children) benefited.

t

This kind of experience was reiterated across a number of projects. Often a
range'nf collaborative activities undertaken by interns and inservice trainees
outside of formal training activities was thought to constitute integrated

training. T following list of activities from a ruril, mid-Atlantic site

':> was typical of many projects: -

¢

. School administrators and classroom teachers worked together with
the project staff and intergs on clarification of roles and '
responsibilities of interns, the team leader, .and .the cooperating. .

\ teacher. This information will be 1nc1uded in a management handbook .

for an, internship program. *

. A committee of classroom teachers worked with the tean leader on
teacher tompetency recommendations for the interns' preservice
training. This information will be included in a project prelervxce
training handbook. ’ ’ - j

i
’

." Interns, school personnel, and project staff worked.together on tire
development of an informal reading inventory during the 2-week .
summer workshop. This IRI was used systemwide as one of the reading
altein-ent tools at the beginning of the 1979-80 school year.

. School perlonnel, teacher interns, and project staff have worked
together in all of the inservice training experiences--those
designed to -eet ayate-wxde needs, as well as individual school

needs.

4 . Cooperating claaaroon teachers have contributed as team members to
the development of intern competencies and evaluation of intern
progress.

b »
Underlyxng UQF nany-kxnds of interaction between interns and inservice
' teachers juft described was a reconceptualization of "teacher training." ~
’Artxculated by documenters in a few projects, this meaning of' intigrated
preservice/insérvice training referred more to the content and concept of
traditional training courses, exsher those simed at preservice trainees or
inservice trainees. Ome documenter from a mid-central, rural project
captured thyvlpirig of several projects well in the following excerpt:

[ 4
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Teacher preparation has usually consisted of a series of courses

and a brief student teaching period, which comprise a program of

study for students aspiring to be teachers. . The program of study

is developed and provided by the univergity and approved by the

state department of education. Upon:.grsduation, however, the -
nevly certified teacher discovers that coursevork needed for
advancement in rank is still controlled by the university, while

other forms of inservice, usually a specific number of days

sllotted in the school calendar, are conducted by the local

. school gystem. :

. 4 s
Unfortunately, time and time again such an approach has not
proved successful. . The most common conﬁlnint awmong inexperienced

eachers is that they were not adequately prepared for the real
world of teaching? They know their subject area well, but
applying that knowledge and effectively using what they have
learned--that they were never really taught to do. Experienced
teachers, on the other hand, complain that on-campus graduate
vork fails to catch the vision of their needs and problems, and

. consequently, most college classes remain isolated learning
experiepces. Equally frustrating is the fragmented inservice
offered by many school districts. Often teachers receive 1 or 2
days of training on a variety of topics in which they have no say
and very little interest. Here, too, the complaint is heard that
the inservice does not respond to their.needs, nor does it
correlate with what they are learning ontampus. '

’?or these reasons, our project believes that a well-integrated
-preservice and inservice program is necessary if the gap between
préparation and work, between theory and prectice is to be
bridged. . N

Ultimately, such a basic reconceptualization meant a kind of
institutional egration, joining the efforts of IHE and LEA to devélop

effective teachers across the full span of teachers' careers. A few
projects apparently recdgnized this, at the same time accepting that this '
y kind of integration was not easy to reayize, as suggested by .a previously

cited quote.’

.

-, .

- ~

The Value of Integrated Preservice/Inservice Training--Depending on how

the reqhire-znt vas interbreted, and also the role group thought to benefit
from it, integration of preservice und inservice training had varying values
Across projects. However, both those who valued the requireneﬁt highly and '
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those who found it less worthwhile spoke of the difficulty of achieving it.

Many projects spoke about the differing needs of preservice and inservice
-

trainees and noted the difficulty of accommodating both within a single
training program. In one mid-Atlantic, urban project, the documentation

tempered a very positive view of the integration requirement in the

following way: d

' -

It is not always easy to conceive of appropriate activities to
involve both groups, however, as their interests may diverge
widely. What the interns require may be too basic for the
regular staff; the "fine tuning" of skills required by the latter
group may be too subtle for the interns.

Nonetheless, the obstacles are not insurmountable, and we have
found the integration of preservice and inservice training with
teachers (and also with the community for that matter) to be a
training tactic of considerable potential.- Such integration
establishes a symbiotic relstionship among the participant
.groups, in which.one benefits from the other and all interact to
enhance the quality of the final educational product.

A counterposition, advanced by a documenter in a western, urban project,
complained about the difficulty of making the "gymbiotic relationship" a

reality:

The notion that preservice and inservice training should be
integrated (whatever that means-<Teacher Corps appears to be
excessively fond of using undefined jargon terms) appears to be an
attempt to rationalize the retention of the intermship. ,

The internship itself causes problems for projects. First, a°
healthy percentage of project money is spent (on stipends, team,
leader salary, college fees, etc.) to provide training for only
four persons. Second, these persons are subject to a heavy ’
academic load which is not appropriate to the needs (either
objective or felt) of inservice teachers. Their time for
integrated training activities is thus rather small. Third,
interns’ career gogls are focused on attainment of the credentials
necessary to get jobs. Then, they make the nonintegrated
(academic) portion of their training their top prierity. To
attend very many training sessions for teachers tends to dissipate
their energies. The degree of integration of training, in this-
‘sense, must be limited in the best interests of the interns.
Further, having interns and teachers attend classes together does
‘ not appear to produce synergistic effects that might enhance

s learning. :

36




.,

‘

On the other hand, in certain idstances collaboration between -
interns and other project.role groups has proven fruitful. For
example, the interns helped with the planning and implementation
of a series of parent involvement workshops. This more general
sort of collaboration, however, says nothing about the utility of
integration of preservice and inservice training.

e

Negative views'of tﬂé integret}on requirement were expressed only by a
minority ‘of projects and are hard to disentangle, as the previous quote
iliustrates, from questions raised about the intern component per se.

Ogger factors contributed to a negative view as well, for example, the
primary orientation toward preservice preparation in one Native American

Project., )

More typically, dicumenters expressed reservations, asserting that
integrated presgrvice/inservice training had some value in a limited réle
in the preservice f@eld component. Thus, from the point of view of the
preservice trainee (aaau:}ng that it made sense to have such people in the
first place), many projects appeared to support more expanded field
experiences and more varied interchange with inservice teachers. As one

documenter from a western, semiurban Project observed:

The combining of the preservice training with on-the-job training
quickly takes all theory to the practical-.-level. This also gives
the interns an opportunity to use and evaluate their newly

acquired skills. .

The theme of the rich and varied practical experience reiterated points

' made by many essays, as they discussed the value of field-based training for

.
.

interns. ,

* e

Docuneg:ers less often addressed how integrated preservice/inservice
training benefited the inservice teacher. A common perception was fhat by
interacting with inierns, regular teachers were exposed to new ideas and
fresh enthusiasm. This was especially true of projects that defined the
requirement as a mutual learning process. One documenter'in,an eastern,
urban project gut it clearly in a way thag speaks for the experience of many

%

other projects:

otw
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The experienced teachers, in turn, benefit from the fresh
perspective and new ideas that the interns bring to teaching. In
- assisting the new teachers, the experienced ones are forced to
repeatedly articulate, and often to reassess, their ideas on
various teaching practices, and this becomes a valuable
professional grdwth experience for them. In our project we have
found the integration of preservice and inservice_traiping to be
an effective implementation tactic, for the above~described
reasons.. ’

-

.

The excerpt highlights a self-evaluatign process, as inservice teachers

+ interacted with preservice trainees.

From the point of/view of the IHE and LEA, the value of an integral
training approach was described as more long term, more related to the
age-old challenge of bridging the thez;y-practice gap and historical )
separation between }ﬁstitutions. Hérélit is hard to distinguish rhetorical
support for the idea of integra} preservice/inservice training from support

based on demonstrated achievement. This kind of question is better

addressed by data from later points in time. (.
Training Program Content Finhiggs . -

.The Rules and Regulafions required projects to "improve the competency
of all educational personnel employed by the project schools (including
teacher-interns) to provide education that is multicultural” and to provide
the same personnel "the opportunity to improve their competency to idenmtify
children with learning and behavioral problems, diagnose the special needs
of such children, and prescribe learning activities to meet those needs'.
Essay commentary on these features suggests that, however favorably disposed

towards these features, projects had greag difficulty (at least until the *

Quarter 3 essays were written) translating these ideas into effective

practical forms. There were provpcative exceptions to this general

statement, as the following discussion will point out. -

»
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A gemeral observation might be made about these two key features,

vhinted atcby some of these essays and stated in others. Because these two P
‘ -

- requirements are part of Rules and Regulations which place heavy emphasis on
local definition of géala and objectives, it was likely that in a ¢ertain
. nu-ber‘of cases teachers were not'motivated to imégove their'skills int these
two areas. If so, the two conteﬂt requirementg we?é\geen as-'irrelevant. - .~ ’

Hberé they were seen as relevant; process and content.Berisions converged o P

’

id a fortunate way. One documenter, commenting on the two \conteat
requirements in the context of the field-based training provigion, put his.

. finger on a central issue for most projects: .
™ - o ' |

. N
The success of this tactic depends largely on how the participants .
perceive their needs. If they see little relationship between
Teacher Corps goals and the classroom situations they are facing, -
the training program wi}l have little chance of attracting .
students. Fortunately)  due to the nature of our community, the
faculty has a desire for training in multicultural approaches and
diagnostic/prescriptive techniques. -

d )
.
. '

\\J,Jt must be kept in mind, however, that suécess in this area is
difficult to measure in the short run because course participation
is not necessarily an indication of effective implementation.

Teachers may accumulate a great deal of knowledge about various
cultures and diagnostic/prescriptive methods without any ' PN
corresponding change in fundamental attitudés or teaching styles. -
Change will take place only if they discover that the knowledge

" enables thwll to deal more effectively with classroom problems.

Unless there is a close relationship between needs and the t
community-based training, the knpwledge will not be internalized og,/”—‘
ipplenentgd in the classroom.

. .
- - ’

As suggested by the quote, assuming interest on the part of teachers,
projects could comminicate knowledge about the two coptent areas without
having much basic impact. As with process requirements: projects '
interpreted the two content provisions differently, -with proﬁeund ‘
implications for the role of each content p{oviaioh in project development.

S,
1
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1lticultural Education

, .
. : &

. . . )

) .

The Heénigﬁ; of Multicultural Education--What does it Mean? The theme

‘'was reiterated throughout many, if not most, essays. The followxng zxcerpta }

are typxcql. From a documegter in a sOuthern, rural project:

D R
This is e real ball of wax. You can mold it anyway yos waant to,
depending on the golor ,of the wax. We have spent 11tera11y weeks

in the regmna%lher Corps network trying to decide what it

mean I ams at other projects have had the game experiences.
. v d ] ‘ )
¥rom a aouthﬁeatern, :?ban,project: ( ' -

¢ We feel perhaps more elaboratxons on what constitutes multicultural
education would be beneficial to all projects in dealing with thxs
area. _ ¢

g

B
@ * -

From an eastern project in a large city-

e The greatest d1ff1cu1ty expefxenced occurred in the planning stage
when the question of defining'wuljiculturgl education arose. This .
probleém led to a lively discussion. Multicultural is one of those *.
catchwords that seems to mean different things to different .-
pqople. Does it tefer ;o ethnicity, race, secial, economic, or.
even sexual subculturesz All of the above? None of the above?
%

One way or anéther,lprojects have experimented with definitioms by
: , ; I \
creating various components labeled multicultural. For most projects,
multicultural educationm, thus,.is operationally defined in categories such
L4 ' ‘ N

as the following: _ >

L

L »

+' . Courses for teachers on ;thnicity, éulfural styles, background, or
' history, designed to promote awareness among course participants.
. 1 .

. Traiﬁing for teachers in methods ot materials for use in their
.yclasBrooms designed to teach children about different cultures,, or
which i'llustrate other, lessons (for example, math) with cuiturally

: lens;txve examples. \th
-

. Community analysis or needs assessments, copducted by teachers or
interns, to sensitize them and other audiénces to the varied
_ﬁ:ultut‘ makeup.of the surrounding community. T .

4 =
b4
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) + Bilingudl education in whatever form (where school’ deulat1ona were 7“:pj -

- , substantially non-En311ah speaking). . K
7

. Extra-curricular events for the school and/o§bloumun1ty, ce1ebrat1ng
the diverse cultural elements within the sch 1/commun1ty..

Those projects more centrally focuﬁgd on ticultural educat1on implemented

- —

more than one of these conpouents a1mu1tane0ualys
N\

L J - *

DiacJ;aigna of the meaning and form of ‘the multicultural education
component ‘were frequently accompani;d by a“fall for help:\:for materials,’
- methods, and examples of multicultural ‘education in action. Some projects ~
turned to their int;rna for help; others to the IHé;”others to the netwogka

or the federal government. The following essay excerpt from a project in a

“~

larhe,%éortheaatern city was not atypical:

"
' 2

Hu1t1cu1tura1 education is an effective 1mp1eménta§1on tact1c wh1ch
requires much reaearchand firsthand 1n£ngpat1on as a sound basis.
' Many stereotypes still exist dnd there is still difficulty. in
accurate materials suitable for young children. Many materials A
- which are multicultural on the surface have only token, coamet1c
. factors and do not provide the depth needed for real understandxng
and knowledge. Using materials with the teachers which help them
evaluate books for their depth of information and ¢ommitment to
f‘ mu1t1cu1tura11qp has proven successful. Much more needs to' be done.
. in aecu;;ng and disseminating accurate 1nformat1on. : ;
L) - rd N ¥ Y - ”
Federal pol1cymakera could prov1de a service to teachers ‘and other
educators in circularizing simple, accurate, concise informationon }
various cultures. It should combine the h1atory of a cultural » .
4@}*" rea11ty. If a food is a staple of a diet, why is that part1cu1ar ’
. food used? 1Is it indigenous to the area?! etc. “-

P . .
.The subject of multicultural education, however defined, and the |,

4 process of giving it meaning in each project, was emotionally.charged. "It

o touched nerves made sensitive by ueveg;l decades of race consciousness.

- This conp*’cated the proceaa of exploring the topic and generating workable
plans for 1mp1ement1ng it. In the following excerpt, a documenter from a

* rutal project in a predominantly white area of the mid-South, explains how

the ldcal community interpreted the ‘concept of multicultural education:

\
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- giving meaning to the concept of multicultural education.

reaction.

.

Our project has been and is very committed ko 1nst111f§§f;:5§ in °
children an understanding and appreciation for the differepcés

that exist among people, but it is not an easily reached goal.

The community which we serve is baslcally ryral and agrariam.

Many of the families have lived in this area for years. And when
someone mentions cultural and ethnxc diversity, the standard reply,
is; "We don't have any." .

In addltlon, oyr prOJect is flghtlng another stereotype and that
is that the only communxtlea that need to teach multicultural«

~education are the ones where blacks at111 ride in the back of the
:bus. For many LEA personnel grow1ng or living through the racial
tepnsions of the last 26 years, multicultural education is

synonymous with black/white education. This 18 where the greatest
amount of change has taken place in their lives with the’
integration of s¢hools, restﬁurants, and parks. Furthermore, the
citizens of this county are proud of their race record. Their
community, unlike many others, has been successfully integrated
for years, and hence, any Wention of multicultural education often
kindles resentment among tedchers and LEA administrators who
insist that they are not prejudiced and resent the federal
govermment for implyipg that they are. -

" Because such mistaken ideas do not die eaalfy, our prOJecg over

the past 2 years, has devoted considerable.energy to simply
redefining for the citizens of the county, the concept of .
multicultural education. First, we have tried to reassure the
community that we, too, are proud of their record of successful
school and community 1ntegrat10n. Secondly, we have explalned
that multicultural education 13 not a study of race, but a stud
of people whose customs, traditions, values, beliefs, and {
aspirations helped build this country and will continue to build
it. Third, we have Btressed that even more important than this
knowledge is the respect and understandlng “of others, which such
knowledge brings. After all, a person cannot respect another
human being until he understands him. And findlly, we have
enphaslzed that if our democracy is to continue, it must have
active, compassionate citizens who are capable of makxng sound
public decisions.

The passage underscores the importance of the local cultural context for

sites with a different cultural\makeup illustrate a remarkably different

with a heterogeneous population éyperienced a nearly opposite reaction:

Other essays frgp

Por example, at the other extreme, a project in a western state -
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Multiculturality is so much a part of this-community's lifestyle
. that cultural interchange is a process all children grow up with.
Much of the sensibilities, thus, with which we pérceive and
examine other cultu®s are already well developed in most
students. The good exists with the bad. There is a rich
otpourri of 1i styles as well @s prejudices and discords. The
instructional concern for our project has been not in marketing
concern for this .area, but in resolving, questions about dealing .
‘with such a great diversity of ethnic cultures. Every teacher in
this community is confronted with such a great ethnic diversity in
his ot her classroom that it.is-a truly formidable task to deal
equitably with the cultural spectrum represented in that one

classroom, : \ﬁl . .

The Value of Multicultural Education--In most projects, multicultural

«

education was seen as an important goal. Those projects with a negative
Perception of; the requirement seemed to reflect a corresponding negative
regction og‘indifferen;e Qmong local teachers and community. As p;eyiously
noted, this had much to do with the cultural c&mpoaition of the community and
its preconceptions about race or ethnicity. In Qgher cases, the fact that

the redﬁiyement might be perceivbd as "prescribed content rathér than being ®
, respongive to felt nee# was & potential problem. Very few projects.
objected, at a more philosophical level, to the root values on which the
nulticul?urai requirement rests, but t observation of one documentér in an

extracontinental U.S. site points Qut tha ~ there were grounds, in certain

.

contexts, for objecting: 4

- . : Y .
A large, vocal group of teachers were hostile to the idea of
wulticultural education and succeeded in intimidating other
teachers. Their primary argument gprang from their perception of
America as a melting pot. This idea, popular through the middle
19608, made sense in the light of the:experiences of many who
perceived their successful neighbors as those who were most
succesedm], in adapting to mainland culture. .

.

N ’

The notion of éultural pluraliamjis a fine one for many settings

where there is a social and econd i¢® rationale for encouraging
it. In fact, however, mandating.a multicultural (read "non-U.S.
mainstream’) component into every p¥oject; indiscriminantly, may
be self-contradictory. If what is mea] "pluralism” is a type
of cultural relativism, it may be that there are communities
where pluralism is dysfunctional to many of its members. It may
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be that adopting mainstream culture is to the advantage of
certain peoples.  The regulations, as written, do not provide for
E‘EI eventuality. They are written with the assumption that
- communities valué their nenmainstream culture and .wish'to
maintain it. There should be sone‘brov1axon in the regulaéxons
for a project demonstrating that a move toward pluralism is not
only not a desire of the-community, but an actual liability to
it, and to replace this component with spme type of program that
will lead to the understanding of people from different cultures, .
while allowing the schools and community to continue to move in
the direction it wishes. In short, it may not be appropriate for
those who write the regulations to assume that a pluralistic,
society is appropriate everywhere. -

3
»

g

. A more usual reaction was a statement td the effect that "multicultural
1Y
_education is very importamt, but we have yet to make it happen‘in an
effective way." For example, from a documenter in a small, western, urban

site with a mixed white, black, and Hispanic population:

- - - N ~ > - »

On the whole, this proposition is still only. a belief and not a
value consistently acted upon....

From a semiurban, southern site with a predominantly black, school

&

pbpulation:

- -

*

, Conceptually, 1 would agree that multicultural education is an
important, effective inplenentation tactic. Striving for this goal
should be a continuous effort and is an essential part of a school
with a healthy climate. However, based upon project éxperxencea,
this goal is elusive and is difficult to acbxezg. . -

From a rural, southern site in a predowinantly white community:

. I agree with [nultlcultural education] tbeoretlcally. Avareness,
appteciation, and acceptance of cultural diversity is “a :
necessity, especially in [this state], with a large percentage of
Cubdn and Southeast Asian immigrants. But, in.reality, it is .
‘difficult to impact greatly on a society that still, perhaps

. unconsciously, is segregated by race, sex, and religion.

. Teachers left the multicultural education course in the evenxnga
and wished all the "black” ¢ustodians a pleadant evening. f’
Prejudices run long and deep even in Christian communities. ' .
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These implementation difficulties clearly go ‘beyond the problems of

definition to root problems in the society within which staff development

takes place. . . .

Hosbver, in a few striking examples, multicyltural education wgs not-
only highly valued, but clearly defined and given a central role in the
Project. This was especially true of some of the ﬁ;tive American projects, -
which represented fairly homogeneous conmunitieg of a nommainstream culture
(as exemplified by the passage below); but ‘also in a _few of the other

projects, which contained a greatefﬁihlﬁural diversity. &

- - " .
We realize that we cannot take traditional ways of doing things
and simply transplant them im [the] rural [areas of the state); we '
encourage creativity and nontraditional gourse content and foprms.
We admit that we do not have all the answers. Affer all, we're
after teachers who can be more effective in clagsrooms primarily

*° composed of Kative [American] ‘children. Do we know what such

téichh{;‘of classrooms should look like? As much as poshible, we
try to Bacourage the students to retain all that they can of their
own personal and cultural styles, ir own "nativeness." We view
education as a two-way flow, a coo;?:ative effort between
instructors -and students. This, in'a sense, is the creation o€ a
new culture that is' a conﬁinatipn af that which is necessary for
participation in the total national society and comes through the
traditional educationsl system and that which arises from the _ .
students' own cultures and is necessary for participation in
traditional Native society. We must constantly remind ourselves
of the latter, but, if we don't, the system hgs been_built in such
8 vay that we are reminded by others. This,conbinatiog of the
Political reality, .the day-to-day interactions, and the °
theoretical models developed in thé academic program comprise the
cross-cultural "component" of [our] program. Without this, there
would be no program at all. . . - ¢

1 * -

Diagnostic/Prescriptive Teaching o )

,

The second content requirement, that trainees' competence in
diagnostic/prescriptive approaches to teaching be improved, was ‘conceptually
clearer to most projects than the mul;icﬁltural edacation requirement.

) .

However, definitions varied, and, correspondingly, the requirement's value




-~ some dllagreenent, some wonderment about wvhat so*general a term

«

was perceived differently. 4lso, dlagnostlc/prescrlptlve teaching was
geperally seen as an ambitious goal, faced with s1gn1f1cant 1mp1ementat10n

obstacles, no matter how desirable the goal might be.

“

”

The Heaq;ggg of Dia g ostlchrescrlptlve Teach;ggf-Two prlmary meanings

emerge from the essay commentary. Ome documenter in a western, urban
project described both, alluding to a common pattern of response to the two.

alternatives: . ,

h

The use of diagnostic/prescriptive approaches is an effective
. . . ) ‘
implementation tactic. : ) .

-

This also was a proposition receiving mixed reactlons--some agreement,

“ o ’ -a -

actually meant.

Disagreement seems to stem primarily-from past experience in the
district when the terms diagnostic/presériptive vere used to describe a

v system characterized by a great deai of papervork, mandated teaching ;)‘
approaches, and evaluation of teachers. It alsf seemed to be based on

behavioristic psychology.

Agreement was based on ackn&wledgment that yé;, teache}s should be
required to analyze the causes of individual learning problems ang find

alternate ways of deallng with them--with the emphasis on alternate

ways as opposed to one set of prescrlbed‘technlques.

.

The/fir;t meaning implied a formalized approach to teaching built
around a tightly defined set of learning skills. The gecond implied a more

fluid sensitivity of the teacher to individual learner needs, which might or

,iight'not be describable in terms of spegifiable learper competencies.

\
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Many projects interpreted ghe requirement to apply to the training
Process itself, as Qell as to the teaching skills that were the iocus of
training. To sone,‘diagnostic/prescriptive training meant little more than
basing training on some kind of formalized group needs assessment; more l
often, ;q-e kind of individualized assessment of teachers' needs was
implied, either formalized or of a more informal nature. ' In a few cases
where training was based on carefully defined sets of "teaching
competencies," diagnosis of teachers' needs was highly specified.

Rooted in the professional debate over behavioristic versus humanistic
approaches to teaching, documenters struggled with the meanings and
connotations of "diagnosis" and "prescription." On the one hand, more’
humanistically inclined Projects interpreted the requirem;nt as suggested by
the documenter from a project in a large, eastern, urban area:

The phrase diagnostic/preécriptive comes from a medical model.

" Since medicine is involved with illnesses arnd treating clients

" who are ill, the phrase conjures up a focus on deficits and -
helplessness. Later approaches fostered by the special educators
have adapted the meanjing to emphasize discovering various modes
in learners' styles and encouraging as much independence as is
appropriate, while giving extra supports where needed. Our
program does not "diagnose" in the sense of giving a label, nor
does it "prescribe" in the.sense that no choices are given. It
does foster careful attention to learners' and teachers'
strengths, needs, and interests and to devising integrative
curricular and orgénizatonal offerings and arrangements on the -
basis of such factors.

On the other hand, projects with a more behavioristic bent saw the

approach as a more pfecibe tool for ‘increasing teaching effectivenj’a:

Diagnostic/prescriptive teaching is the foundation of our
inservice training. Moving teacher training from the intuitive
and artistic to the skillful and clinical has had a powerful
positive impact on teachers and learning. This analytic approach
gives teachers a solid foundation from which to design and present
lessons so that students are more likely.to achieve. This
approach has changed the teaching focus from the teacher to the
learner. Specifically, the teaching act does not end with
Presenting information on a new skill or concept. Rather, it ends

, after monitoring and guided practice make it nearly certain that
. -

L

-
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the learnlng has occurred. Both teachers and administrators are:
extremely receptive.to this model of teaching because it is

concyete and specific rather than abstract and indefinable.

Teachers and administrators are now able to factor out the -
component acts and behaviors of the teaching process, assess -
them, affirming the strengths and dxscussxng alternatives to

improve the lesson.
. .

The language of the réquirenent clearly left room for this range of
interpretations. Though‘sone documenters took note of the ambiguity, few
complained }bout it (those which did lemented the lack of behavioral
specificity). Some documenters put their finger on tﬂe usefQI;ess of the
fﬁbiguous language in the Rules and Regulations; for example, from a

documenter in a southern, urban site:

The progect staff has interpreted the term diagnostic/

prescrlptxve tpachlng in a general sense and redommends that 7/
legislation remain as it is so that the individual projects can
interpret the term in“® sanner that best meets local needs. - - _—
- In the general sense, diagnostic/prescriptive teaching simply |

, implies that the needs and deficiencies of students be -~ <
determined prior to program developnent and that subsequent
program activities be designed to alleviate the knowh needs and
deficiencies.” Anything more specific may be restrxctx%e to
individual projects.

ey

- «
4

i

>

The Value of Diagnostic/Prescriptive Teaching--Discussions of the
meaning of these terms lapsed naturally into a‘ﬂattek of basic value and
edugational approach. HABy of the essays dealt with these issues at a
rhetorical level, rather tﬁan in terms of dénonstr;ted benefits or effects.
Bowever, a small number of préjects illusfrated their assertions with clear
examples of the benefits dergyed from the approach. For exinple, from a

documenter in 4 southern, semiurban site:

=
-

The project has had & high degree of success in using this
teaching approach as an implementation tactic. For example, when
the county school district (the LEA) was preparing a model to
anle-ent ayptate lav which mandates a diagpostic/prescriptive

\
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approach to teaching in grades K-3, the project was able to pilot
several key approaches to diagnostic/prescriptive teaching which’
were incorporated in the district's plan for implementation.  This
piloting gave the project a high level of ' support at the LEA and
HHE levels since the IHE was also involved in assisting other
districts in preparing their propusals.

«

a southwestern, urban site:

(s . k L4
As a direct result of the project’s professional development center
training on diagnostic/prescriptivé approaches, four teachers )
introduced an innovative language arts unit at our project junior
high. ’ R

These four teachers joined together in a team effort to provide a
language arts unit which combines both the learning center approach
to teach®#g and individualized instruction. Two of the teachers
had not only participated in the PDC as learners but had also made -
- presentations at the PDC on prescribing learning activities and
learning centerss Following the diagnostic/prescriptive PDC, the
four teachers (all four were PDC participants) created this
innovative unit. To date the team had not worked together
designing and teaching language arts based on diagnostic/
prescriptive methods. They attribute their experiemce at PDC as
giving them the motivation and confidence to design thig unit.

While projects appeared generally favorable to the idea of
' diagnostic/prescriptive teaching, many \Qyestions were raised about the

_practicality of diagnostic/prescriptive approaches, especially those -wedded

to elaborate record-keeping and formalized disgnostic testing. One 1,

docu-eﬁter's observations, from a project in an eastern city, summarizes

_ well the experience of many projects:

,

With the origin and increasingly sophisticated development of the
diagnostic/prescriptive approach to teaching, a tool for addressing
indi@itual student differences now seems available, 80 it was with
some enthusiasm and optimism that the teachers in our project moved
to adopt this approach in their classrooms. Although theoretically
sound, some practical problems began to develpp in implementation.

Diagnostic tests are vital starting points in ascertaining where
pupil skill deficiencies lie,*and standardized tests are most often
employed for this purpose. The notion is that once weaknesses are,
identified, then objectives can be formulated, and effective
remediation can begin.




Although a large variety of diagnostic/prescriptive tests were

found to be available in reading and math, it soon became apparent

‘that ghis was not true for most of the other subjects.

Standardized test scores might be available in social studiés,. for

example, but these were of limited use in pinpointing discrete’
. . skill deficiencies. Further, many teachers proved to e alarmingly

inadgquate in their ability/éo interpret and utilize the diagnostic
ina‘%g;enta that were available. Therefore, they found it o
difficult to design and implement individualized programs.
Sometimes their designs managed to be so mechanistic as to . N
virtually eliminate any intervention by the teacher at all! These
problems would tend to indicate the need for a large-scale,
intensive, teacher inservice training program, which would exceed ,
the resources of the curreant project. , . ;
Finally, the limited number of teachers who did manager to surmount -
the hurdles detailed above reported that the whole process was 8o
time consuming that it placed unreasonable demands on their time
and energy. The charge was, in effect, to write an Individualized
Instruction Program for, each pupil in each subject.

-

Also when the point of prescribi emediation was reachéd, most of
‘the teachers seemed woéfully una of new strategies_ and
materials in their fields. Worse, the schools geemed to hjve no
institutionalized’ ongoing structures designed to keep teachers
abreast of new materials and curricular developments. '

.

Subtle problems also occurred when projects applied'diagnostic

. -

approaches to culturally diverse settings, as a documenter in an eastern,

»

semiurban project pointed out: ,

. It is very important to notice that the diagnostic/prescriptive ~
approach connects with the multicultural strand in’ that many
perceived learning and behavior problems are the result of cultural
diffetences between the teacher and student or between-the student
and the institutions of the school system. If the teacher has a
good understanding of the students' background and community, some
of these problems may dissolve and many will at least become more
manageable. Those that remain will then be recognized as what they
are, and can be more accurately diagnosed and treated. Lumping
cultural differences in with behavior and learning problems is to
confuse a conflict in values with a physi®al or psychological
difficulty, and to use medical techniques to deal with an
essentially intellectual disagreement. So I believe in®the long
run, an integrated tactic employing multicultural education and
di.gnostic/prescriptive approaches is more effective than working
with either in isolation. .

50
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Because of these complexities, it was easier to give inservice training

about diagnostic/prescriptive approaches, than to make them happen in the

classroom. Recognizing this lack, a documenter in an extracontinental U.S. -.

»pfejeetfpoigtgd out an important Iink Béfbeen—EEEinfﬁg and practice, which
many projects failed to forge: ’ 5

- r

In and of themselvés, diagnostic/prescriptive teaching approaches
have not been found to be particularly successful implementational
tactics unless they are presented .in accompaniment with follow-up
espport systems- of direct aids for the teachets.. In workshop
evaluations administeggd during this past school year, teachers
invariably requested follow-up aid of some sort if they were
interested at all in implementing the workshop content. The
siggificance of this observation lies somewhere in the nature of

. t;EZning and in the intricacies of the teaching task itself. The
diagnostic/prescriptive approach presumes that the teacher will be
able to make some kind of quick diagnostic assessment of an
fnstructional situation and on the basis of that prescribe some
strategy to meet the asseased needs of the situation. The fatt of
the matter is that a teacher must operate after this fashion,
trying in a computer-like manner to data-process the needs of 30
0T more students in one class and 150 or more students in a single
day. Such a task is hardly realizable. A teacher, in reality,
develops over a period of time certain instincts by which he or
she manages the instructional situation. These instincts allow
one to anticipate in most instances the interactive dynamics of a
class situation and to react quickly and decisively. We .generally
recognize the attainment of these instincts under such labels as -
"the experienced teacher." Inservice teaching’ training generally
introduces new strategies often involving new ways of looking at
things and ‘new sets of behaviors. What results in the application
of these new strategies to the intensity.of the classroom is that
the teacher finds himself or herself trying to operate with a new
set of untested and unfamiliar strategies and without the support
of the familiar inmetincts of management. The usual result ¢s the
report that, "It doesn't work." If inservice teacher training
aspires to change teacher behaviors, it must support that change
in the classroom itself. -This follow-up support is critical. )
Otherwise there is very little assurance that much of any training
will find its place in.the classroom. . -

- .
Once again, the question lingers: how practical is individualized

teacher follow-up, when training applies to large numbers? Whether this and
other matters of practical application were resolved during the second
operational year (Year 3) remains an open question, one which will require

.

later data sets to answer. : ’
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Quarter 5 Documentation¥ .

This summary reports patterns in essays submitted in late fall of .the
1980 -8l scheol year descr1b1ng inservice training arrangements and prejeE£
impacts as of that date. Program 78 projects were at that time in the
' middle of‘their‘second operational year (Yeer 3 6f the Teacher Corps grant);
Program 79 projects were in the middle of their first operational year.

-

The essay assigmment was divided into three main sections that p;ovide

a convenient way of organizing the essay commentary:

' . ‘The primary focus of inservice training (including content/process
goale, the way in which a focus was determined, the role of the
. teacher in shaping inservice training).

Strategies for delivery of training (including the nature of
training events, and the IHE's role in the training process).

« Perceived contributions of Teacher Corps training to improved
&rsonnel development system in the LEA (1nc1ud1ng typ of
ntribution to improvéd LEA 1nserv1ce systems and impacts on IHEs').

I

The sumuar; is based on 31 out of a possible 49 essd;s,lin other words,
‘a’response raté of 63%. The 49 projects sent this essay were chosen to
. ) represent the full population of "regular" pro;ects (exclud1ng Youth
Advocacy or Native American projects, or those outs1de of the Cont1nental
Uu1€ed.States). The responding subset of essays appears to proportiomately
represent all major categories of the prejects, as indicated by Tablg 2,

with one exception: beginning urban projects were greatly underrepresented.

¢

p
1

The f1nd1nss from the Quarter 5 documentation include data from both
Prqgran 78 Program. 79 projects.

€
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. Table 2

PROPORTION OF PROJECTS RESPONDING
TO QUARTER 5 INSERVICE ESSAY

2

< Beginningb\ Continuiggs Total

Bural ' 602a 67%a 58248

(5) Co(6) . - (11)

Semiurban 832 75% 792a

- ‘“ (6) . (8) ) (14)

. .~ - , )

' Urban 292 S 65% 54%a’

i ’ N ¢ . an - 4)

e " 56%a 6818 63%

A (18) (31) (49)

\. ‘

s

a - Z of cell, row, or column and total in cell, row, or column.

b - Program 78 and 79 projecgs are represented among responding
projects in each cell, and overall, a comparable propertion
of each cohort responded: 65X of Program 79 and 59% of
Program 78 projects.

.
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Primary Focus of Inservice Trainigg ) R
\\ "-" - ‘ 4‘ ! ‘ ’ -
‘ 3 v -~ - L] S
- ‘ - f \_ -
R Each proJect faced and resolved the problem of focusing inservice

)

;rainang:é??orts in dif re‘t‘vays. Por the moment d1sregard1ng d1fferences
‘ training, the results of efforts Lcan be

in the specific content

characterized as re1at1ve§y more or less "fdcused," in the sense that an

. 1ntegrated set of concerns were chosen as themes for ttaining and delivered

<

in a coord1nated way. Two sets of dppbsed ﬁorces appeared to be at- work.’ .
First, IHE requirements»(and in some cases, those of the.LEA as well)-tended
"o push toward é\cohesive” integrated’training ;curriculum" and approach,
while the diverse needs of individual target,schoo tedded to fragment.
training efforts.g Second within ‘a g1ven school, individual teachers often[
needed--or wanted--very different th1ngs from trarnlng act1v1t1es, the

effort to satigfy individual needs seemed often to run counter to more
coordinated a?’

forts at &raining for "whole/school improvement." This is not-

[

v

«

to say that projects could not provide h1gh1y 1nd1v1dua11zed training in a A

focused way. Some did with apparent success but an doing so they res1sted

the "lime of 1east resistance”: a _series-of ad hoc responses to different

-

requests for 'training assistances ° : o -

. - .
Essays from two Program 79 proJects dramatize the extremes. On the one

hand, the documenter from a proJect in a northeastern, sem1urban argp .8aid?

«
.

It is nekmpossible to describe the primary focus of our inservice
program because there is no single thrust. The underlying
philosophy *has béen to provide the staff in i four Teacher Corps.
schools with what ‘they need to improve, schooling for the children
'in those. bu11d1ngs. This ph1losophy has resulted in a wide
varmntlon of inservice activities as each attempts to respond to a
need” exptessed by a single téacher, a group of teachers, or the
staff of an ent1re bu11d1ng or several buildings. As a result, no
.one inservice "program" has emerged. Instead, there is a vast
array af act1v1t1es which will bé d;v1d¢d 1nto four main

-

categorles and described in the second sect1on qf “this essay. y -
The categories include (1) courses,’ (2) consultations, (3) v
conferences‘ and (4) the activities of the interns. . .
w” i : ’ ~ - = i 1
o A v
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: ) . 54 o ,
. ‘ . N ) \
4
- r 3 2
-~ . .
. . - C - #
N .

-




P

K% ' ' i ‘
At the other end of the continuum, a documenter in a comparable Western

v

, project indicated: . ,\\\ CL

4

»

‘A pri;ary emphasis of our program is on the improvement of basic fﬁs
teaching skills. Intensive training in the elements of instruction .-
and principles of learning is presented. Specifically this . .
e includes: teaching to an objective, selecting objectives at the
- -correct level of difficulty; monitoring and adjusting, and using
principles of ‘learning (set, closure, motivation, retention,
reinforcement). Within this framework are several sessions aimed’
~ at specifically improving the diagnostic and prescriptive abilities
: - of the classroom teacher. Task analysis is taught as a method by
; ®hich teachers break down termisal (long-range) objectives into
. - more manageable, enroute learnings for use in instruction. Theése
instructional objectives and learning™o teach them comprise the ;
core of the cycle, and several ions are spent fearning to
identify, write, and use meaningful prescriptive objectives at the
> . sorrect level of difficulty. Also explored are ways of more : -
. effectively monitoring student progress toward the objective: during
instruction, and then adjusting teacher behgviors in response to '
that monitoridg. To futrther enhance diagnostic skills, the
different learning mddalities of students (visual, audi rf,
‘kinesthetic) are fhvestigj:ed. Ways of idShtifzing,moditities and
techniques’ for teaching those modal strengths are offered.

. -
-

While both projects try_to eddress individual teacher's neéds, the former did '

80 ino an eclqéfic, ad hoc way, while the latter did so by means of’i carefully

-

‘integratéd "totaL'app;Bach" to the problem. . . -,
' Neither extreme ghould be thought of ag intrinsically béttér; there are
- potential dangers either way. - Nor should resolution; of the fpcus problem be
'thouéét to be static, 'Ini;iall;(unfocu;ed efforts can converge over time;
"also whsé appears haphazard and ad hoc o; the surface can refleg% a mﬁre
consistent underlying approach toward training in particular local
cifcun;;Anceu. For exgmple, one project in an eastern, urban gfea‘facing

, severé retrénchment coped with the lack of motivation for inservice]ttainind

1 ¢ )

in: t.he" following way:

The site school teachers have available to them a variety of

. — colleges from which they can earn graduate credit. They also have _
available an extensive inservice operation run by the school .
district. This operation offers inservice credit for a minimum of
effort (class attendance and little outside work). Teachers can

. p
]
” .

\ , 55

-




use either graduate or inservice credit to improve their salary
grade. A sizable majority of teachers have accumulated all the
credits they need.for ‘such improvememt. Thus, only a mxnorxty of
teachers are motxvated to pursue credits in structured learning
situdtiops for monetary reasops....

*

Furthermore, teacﬁers do not define their own or.their schools'
‘needs in terms of the development of their own skills: If one
constructs a needs analysis asking whether they would like to -
learn "x," they will respond positively. However, their professed
need is not strang enough to lead them to action. For example,
‘the project scheduled workshops around a professed need. Only one
or two teachers attended. Alternately, the project offered the
teachers the chance to schedule, select, or design their own
workshops. They took no actioni-.i.

..!kny training program the project designs must recognize that,
many of the teacher clientele have no.motivation to participate in
inservice activities as :traditionally offered- There can be no
training with -a well-defined set oﬁtoutcOmes which will draw‘in
partxcxpants. .

In order to attract partxclpants, the project realized that they 7
woutd ‘have to have an -inservice program which wouId meet the )
epucat;onql needd of the teachers as the teachers perce1ved them.
That~is, thé program would have -to.be individualized for each -
participant. Thus, our focus became to help teachers deal more
effectively with children by helping thé teachers gain any skill
which they felt be importan& There are not a few, cleatrly
defined teacher needs served by this program because there are no
generally recogn1 ed specific teachér needs in the aettxng.- The
fact that "to-improve diagnostic/prescriptive skills" and ' to.
improve attitudes..." also were perceived as important indicates
that these- are staff priorities toward which we hold to indirectly .
lead teachers while meeting their own inservice requests.

\

PrOJects uded dlfferent organizihg pr1nc1p1es to bu11d their inservice
training systems, among them: a strong tra1n1ng phllosophy and .methodology,
a'coalxtxon of IHE faculty, a field-based consensus on needs, a series of .

individual requests, or pome combination of these.

Aruitoxt provided by Eic:

-
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The Content of‘Training.

v

Generally speaking;.the contemt of inservice tiainina in most projects
had to do v1th specific crassroon needs, more often than not explicitly -
related to teaching, lov-xncone children. However, the two content
+  requirements of the Rules and Regulations (diagnoatic/ prescriptive teachxng

_ and nuttxcultural educatxon) were inconsistently favored by projects, as the

taings by the documefiters indicates (see Table 3).

i . » o /
\ » Table 3
”iANKINGS OF CONTENT GOALS BY DOCUMENTERS
- * - Rankings
Content Goals of - ] Most h Moderate Little
Training,Activ{tiea Important Impor;ance Importance
. Improved classropn;‘school climate ' '25 3 Tl
Improved classroom ﬁanagemenq skills * ‘20 . 5 4
Disgnostic/prescriptive skills ' 19 10 0
[\\~—’T\ Inprgved attitudes of teachers . 18 6 ., 5
. Teacher—Community ;ommdh&cation . :
and collaboration ‘ ~4( ) 10 . 3
. Collaboration among teachers ‘ . ‘
‘ within school . . 14 11- 4
R | Ilprbved’curficulug.and school -~ ‘ .
programs . ) T 10 . “15 2 .
uu1:;_cu1:ug;1 ed'uca;:ipq L 9 .15 5
Education for exgeptional children 7 T U 8
‘ - ‘ ® . ¢
: '57
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Aruitoxt provided by Eic
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. , .

The relative weighting of particular content areas seemed to dgpénd in
part on characteristics of the project setting and in part on local
educational priorities. For example, projects with more ethnically diverse
populations (especially those wigth large, Hispanic populations) seemed to
place greater value on training in multicultural education. Urban projects,
often beset by severe decline conditions, .seemed to place strong value on
training related to 1mprov1ng ‘teacher attitudes and/or school climate.
Rural sxtes, with strongq;, more cohesive communities, sought to emphasize
teacher-community communlcaglon and collaboration more often than urban or

)
)

semiurban projects.

’ . Y-

" The IHE's own formal training cuyricula also seemed to fmpose some
shape on the-content of training, for example, in projects that saw the
inservice mandate as an opportunity to develop a new inservice or

fieLd-ba;ed master's program. -

ke

The Process of Developing a Focus for Inservice Training.

Here it is often hard to see behind the rhetoric of essays. Although
nearly every,essay described or alluded to collaboratlve plahning .

processes, the input of different role groups was far from equal. The .

degree to which teachers took an actlve role in determlnlng the forms for
~

training varied considerably. In a.few cases, that role was minimal and was

associated with a subsequent lack of -teacher commitment to the training

“itself. More frequently, teachers "participated" in the focusing process

throGgh their responses to needs' assessment surveys, while the primary

deqiciona about training focus remained in the hands of IHE, LEA, ‘or project
training aéaﬁf. In a number of cases, especially those emphaéizihg‘

school<level planning, teachers seemed to play a much more prominent Tole im

'trainin& system design through their participation on staff development.

plannxng counlttees of one kind or another, but even 8q this did not
guarantee active' involvement or a sense of "ownership," as one documenter 1n
a midwestern, semiurban project indicated: - B

. : SR a : - N
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One particular problem withi:iour ﬁroject has been teacher
involvement/igput. Only throdgh the Program Content Planning Team
(PCPT) has there been actual seacher representation. Therefore,

the use of thé S5-week evaluation has provided the opportunity for
teachers to feel some ownership of the Project.

o Ultimately, teachers "voted with their feet," by ‘choosing to attend certain \\ .

kinds of training evepts. That, and the feedback from them about the events
,they did agkend,/shasz;

14

later inservice training activities to some extent.

-

. , -
. One hypgfhesis emerged about teacher input: those projects with more
carefully specified and cohesive training focus (for example, those based on
defined teaching competenc1es) reflected less teacher input into the

planning ok inservice, and a more dominant IHE-rooted training ph1losophy.

However, fhls hypothesis remains to be tested.

; .
/
/

z Igservice Training Strategy and Delivery

-
St .

st projects appeared to-use an eclectic training strategy. A‘vgriety
i Ea proaches \ve tried within' each project, ranging from formal coursework
’ tot informal projects or consultations.. The general pattern seemed to be one
tching the var1ety of teachers interests and requests with a
gasbord of poea1b111t1es bear1ng the label "inservice tr iq}ng.?
.

.
.

- 1

esof training events.

+ Graduate courses. Typ1ca11y delivered 1n the field at’ the school
site, these events 1nvolve4 a succession of regular meet1ngs devoted
to covering a topic in the regular IHE curriculum. However, often
these courses are tailored to the more pract1ca1 oriemftation of ~
course- takers, for example, a course in 'Readlng in .the Content
Area." . .




*

L

Ongoing WorkBhops and minicourses. Overlapping with the field-based
coursework described above, some projects pﬁ(};gge;her repeated
sessions devoted to specific topics of intere o groups of
teachers and not necessarily linked to a formal course of any kxnd-
An apparently successful variant is a regular "brown-bag seminar"

for all school staff. .
One-shot workshops. Varying in length from tHose lasting an hour
after school to summer retreats of several weeks' duration, one-shot
workshops addressing efery conceivable topic were the most frequent
form of training eveny. Almost all projects had numerous events of .
this type, and cleatljzit was about the easiest way to organize

jroup inservice 1nsttuettti. However; the preécise boundary between
'one-shot workshops”" and an interrelated series of workshops is hard-
to establish. Extended "retreats" seewed.especially popular in

rural sites and seemed to take on most of the characteristics of
formal on-campus coursedork; A noticeable number of projects noted
that one-shot workshops built around outside guest speakers tended

to be less effective, as described by a documenter in a western,
semiurban project:

' 1

One training activity seems to have been less effective.
than others. A consultant was brought in for a l-day
workshop to both'inform the participants concernxng the
" . change process and them to hopefully involve them in a
major ¢hange. The consultant was well received; -
haowever, the idea (the change plan) was rejected. In
analyzing the process and the problem we realized that
the major drawback was insufficient dxagnoaxs on the
part of the consultant. - He knew his materxal but did
not know our participants (a secondary school staff) or
the extent of their resistance. Because of this lack
of understanding on his part, the approach he-chose was
ineffective and the training was rejected.

But there were certain condxtxons where the outside speaker device
notxvated workshop attendance. . P
Small group activities. In many school sites, small groups of
teachers gathered under the aegis of Teacher Corps for a varie‘ of
traxnxng activities, including what mxght loosely be called
"workshops," as well as project activities such as the production of a
wmulticultural cookbook.

Individua’l training activities. Many projects offered teachers
individual training opportunities, either in the form of consultation
about._specific teaching or contracted training of various kinds.

.t

o
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. Miscellaneous training actiWties. Less common and largely qinformal,
various other events or approaches added to the repertoire of certain
‘projects, including minigrants for teachers, teacher participation in
conferences, demonstration/observation, curriculum development work,
and intern-teacher interaction. Also, the participation of teachers
on planning committees was noted by some projects as an important
training or s:a§f development activity.

; Projects usually included many different types of training evenmts in

their overall training strategy. -The following list was typical of the more
active projects: . N .

v

To date, 10 specific "delivery systems" have been used to meet
the inservice requests. They are:

(1) Graduate courses - three offered at school sites.

»

(2) Mini-courses - to assist teachers in computer programs.

(3) Workshops with specific themes-~three conducted during
summer and one during first semester.

(4) Enrichment projects--assisting individual teachers with ,”//‘\3
special interests. | . .

(s5) Demonstrations/presentations to interested groups=- three
provided first semester. e

(6) " Observations followed by discussions of fhat was observed.

(7) Consultations——arranging for specialists to comsult with
individuals and small groups. 4

(8) Sharing of diagnostic data - helping teachers interpret
learner data and drrange instruction based on that data.
[ 3 .

(9) Curriculum development projects.

(10) Professional t;avef.

61
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Distinguishing Traini Strate‘iea
ngus ng ng egies

- Egaaya do not give much insight into the exact mix of training events
or approachéa in-the Teacher Corps projects. Perhaps, the nature of this
aspect of project activity was so varied in most cases as to be difficult to
characterize in any succinct way. Nonetheless, pProjects appeared to differ
from one another along three important dimensions, each with implications
for the organization of traiﬂing and for its ultimate impact on the
classrooms. Depending on where they fell on each dimension, pProjects
exhibited more or less distinctive "strategies' of training. How these
projects differ from one another is discugsed on the following pages.

. *

i. The degree of individualization in training. Most projects were

described as, in some degree, responsive to the individual interests or

needs of teachers. At the least, the overall array of inservice offerings

was based on some form of needs assessment, often prioritized by committees

with representation of the teachers. Also typically, teachers chose courses

or events of greatest interest to them. The following description from a
Y

western, semiurban site captured the spirit of many:

3

The focus of the training is defined by individual teachers to
varying degrees. At the three target schools, all inservices
were derived from prioritized lists of needs which were
originated entirely by the staffs. At both Staff Development

. Center and the IHE, teachers select the workshops and sessions

' that fit their needs and answer their questions. In this way,
they are selecting their own focus of traiping.

However, a substantial proportion of projects went much further, putting
considerable emphasis on individually structured ‘training activities with

the goal of maximizing individual professional grovfh opportunities. Tbia

generally happened in one of two ways.

e
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First, at the eizreme, the majority of training was formally structured
around individually contracted or designed learning activities; an example,

is described by a documenter from g mid-Atlantic, urban project:

i )]




Two types of inservice training have been delivered. First,
teachers in the cluster schools have the opportunity to enter
into the Independent Study Contract through which each
participant defines an area of focus and identifies the most
appropriate counsel for the contract. ¥hese agreements chn be
translated into either graduate credit or inservice increments.
Second, the project staff has conducted training activities in
each of the cluster schools fof the purpose of clarifying the
Evaluation and Monitoring System. ‘One aspect of the EMS, which
has created considerable interest and conmcern by the teachers, is
the monthly verification process of the EMS wherein the Teacher
Corps staff prepares a test of the mathematics content taught
over a 4-week period. Test results are quickly returned to the
teachers. While substantial developments have not been observed
to date, this testing process appears to be producing a
foundation from which substantive inservice programs may be
forthcoming, primarily because of teacher interest and concern.
Another aspect of the EMS, which has produced encouraging
reactions by teachers is the process of academic monitoring.
During the past quarter, four teachers were trained to use the
data collection processes of the EMS and to observe theit
colleagues in action. The Teacher Corps staff was unsure whether
teachers would accept other teachers as monitors in their
classrooms. However, such objectidns did not materialize, and
the participants testified to the importance of this type of
training. . .

Variations on this theme Put somewhat less elphasis on the contracted‘nafure
of training, or the formalized monitoring that accompanied it, and instead
created somewhat less formalized ways of promoting teacher self-direction in

learning.
]

Second and more commonly, individual "project activity" or
"consultation" was often included as one of several options in an array of
» . » ‘ *
different training events. In one southern, rural project,. for example,

teachers couquifoose between three forms of training:

(1) "Formal" (on-campus and on-site coursework).

(2) "Informal" (meetings, ad hoc presentations, workshops, task force
meetings, and so on). -

(3) "Nonobtrusive" (Teacher Corps staff or others working ‘with
" teachers individually) ’
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The focus of indivgdualizéd training was often a specific classreom
problem, but it could also be a topic of special interest to the teacher in
question or an event that took the teacher away from the school site, to a
conference, IHE library, or other information resource. While this emphasis

in training had clear power to deal directly with both classroom specifics

. or general career growth, it also had the potential to veer away from the
Teacher Corps basic outcome concerning school climate improvement. “some
project;, a conscious choice was made to meet one or the other goal. Others

) . optimistically claimed that both could be met simultaneously, for example,
in a rural, southern project:

‘\E The teacher's pé;sonal goals and, needs and those of the schools

are congruently being met through inservice training.

But a tension between satisfying individual professional needs (as construed
by the teacher) ‘and orienting training towards school climate improvement
seemed to lie behind many discussions of training approach.

}

ii. Degree of follow-up. It was one thing to exﬁose teachers in

Qtra1n1ng events to new ideas or skills; it was another to follow up on
traxnxng by visiting teachers in their classrooms to encourage, advise,
observe, or otherwise support the application of training ideas to’'classroom
settings. Many projects devised follow-up procedures of variods kinds; it
seemed that such projects were more likely to influence teaching behavior.
Although there were many variations on tpe theme, two principal approaches

. emerged. ’ \

The first migyt be called short-term follow-up and consisted of
in-class visits by project staff or inservice instructors or both, usually

with reference to the content of related inservice activities:

Another effectiwe training activity was the direct application
(and immediate) of theory to the classroom where participants
were teaching. Followed by immediate feedback where technical

. assistance was given, this provided the nécessary support needed
by those who were implementing within the clgssrooq.
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The second might be called long-term follow-up aﬁd involved training a
group of teachers from the project schools to act in a training-and-support
role when they returned to t%eir schools. This was less common than the
immediate follow-up described above and represented an investment in an
ongoiné follow-ﬁp capacity which would rem;in in schools over ‘time.

t

Some provocative examples of this approach are described, as in the
excerpt below from a documenter in a mid-Atlantic, rural project, in which
the cadre of follow-up teachers was carefully chosen and trained for their

roles in the project schools:

The project conducted needs assessments through personal sensing
interviews with each of the teachers at the school site. The
interviews served as the basis for identifying which of the
teachers were thought of by their peers as being the most
respected and knowledgeable of the staff and a means of assembling
a cadre of teachers that could be trained as inservice leaders.
The sensing interview was done face to face with a member of the
Teacher Corps staff so that the possibility of'misundergtanding
. would be kept to a minimum. It also demonstrated that the
individual being interviewed was impprtant enough to be singled
out for questioning and that their opinions were valued and
noted.... The creation of leadership teams has already begun to
pay off in the area of trust building and cohesion between the
secondary and elementary schools. The leadership teams have taken
over some of the responsibilities of program management from the' .
IHE in the areas of planning and follow-up.

A variation on the theme in a southern, urban project reiterates a pattern

occurring in a large number of projects:

One strategy used by Teacher Corps has broadened the number of
teachers participating in inservice activities and subsequent
school programs. Approximately 30 % of the teachers at each
project school have participated in two 2-day retreats. This'
cadre of highly motivated and trained teachers then returns to'the
school and involves the entire faculty/staff in activities , ;
designed to improve school climate. The principals' participation
in this cadre is important, for his/her support in calling faculty
meetings and involving the rest of the faculty is necessary.
Additionally, Teacher Corps has activated talented teachers as’
consultants for short workshops conducted at the school site :
immediately before or after school. The coricept and talent will
‘remain after Teacherkporps funding has ended.’ .
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Whether this kind of investment in local leadership proves effective in the

long run remains ‘to be seen; the project described in the "above example is

only now completing its first operational year.

<

As suggested in the preceding excerpt, the school principal played an
important role in supporting training efforts, thus providing an additional
kind of follow-up. Training efforts appeared mare likely to make it into

the classroom where this support existed. A documenter in a midwestern,

sehiurban'}rdﬁect indicated what the absence of principal support might mean:

. -
” .

The absence of principal leadership evidences itself id two
.important ways: (1) absence of .organization and communication
skills beyond the basics of day-tq-day building operation and (2)
absence of "teaching"” skills gggaﬁ%ary for channeling staff
behaviors in positive direetions. First, LEA building
administratorsfusually have been unable, or unwilling, to remember
meeting dates or arrangements, to follow through on commitments,
or to alter building organization or logistics to accommodate
project ¥ctivities. Im addition, they exhibit (or fail to
- exhibit) similar behaviors when responding to LEA-initiated
activities. The absence of effective leadership skills of the
kind desctibed here may be attributed to lack of training, neglect
on the part of the former superintendent, or a "near .
retirement-don't care'" attitude on the part of those involved. In
any case, project activity has been impeded as a result. A
positive note in this regard is that, partly as a result of
project activities, the LEA superintendent has given attention to
the matter and has, among other things, organized a regular
monthly administrative council meeting, including Teacher Corps,
LEA, and IHE staff. ) . c

-

iii. Role of the IHE in Inservice Delivery: The IHE took on different

roles in inservice training systems. Three types of roles might be
distinguished, along with numerous variations orﬁach one: (1) primary
initiator, (2) supportive facilitator, and (3) expert consultant/leader. In
iadit}on to these characteristic roles, IHE members functioned in admost all
projects as inservice instructors, alengside LEA training staff, project

staff members, or outside consultants.  Examples of each of the primary

-~

roles help/:cﬁ explain what the role meant.

.
’

~r
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As primary initiators, YHE members (often in their capiicity -as projéct
. staff) took the major responsiBifity for coordinating “and delivering  ° ,
- training activities, with varyingjdegrees of inbut from the participants. A
49cument?r's descriptiaen from a midwestern, urbanosite,;as typical of many

projects: . . : -

-

Most of the inservice traihing,_then, is provided through the IHE

- as credit-beariqg courses. These courses, howevery firequently are,
not "canned" courses already being taught. More frequently they
. are designed "specifically to meet the needs of the teachers we

serve. Courses which are taken from our regular catalog offerings
are usually adapted to meet our specific needs.
be

o

In addition to this kind of cooperation, IHE faculty members have
been involved in teaching courses and workshops as part of our
« inservice program$ Not only have Department of Education faculty
participated, but faculty members from other departments at the
university have also bejg involved. .
The LEA's involvement has been somewhat less. This year, however,
the' LEA has provided 2 days during the year for building-level
inservice activi¥ies. In addition to this district-level
commitment to inservice training, the principal of our high school
has indicated a willingness to use staff meetings for inseryice
programs rather than the usual administrative and housekeeping !§3
duties.
* *
In such projects it seemed that as institutiony, the IHEs were more affected

-than the LEAs. .

k-
In other cases, IHE members acted in a more facilitative or supporting

role, in an effort to encourage initiative from LEA and school personnel, or
to respond to such initiatives where they already existed. The following

excerpt from a documenter in a midwestern, urban project hints at this: -*

The role of the IHE in providing inservice training has, for the
most part, consisted of faculty members serving as resource "
personnel to various school committees in planming the activities .

. and serving as instructors for the various afterschool classes i :
held in the project schools. Faculty members were required to :
develop syllabi for the needs ideq;ified and adjust these syllabi
to the l-hour graduate credit format. Inservice instructors are -
also required to travel to the school 'site to teach the course.
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In other cases, IHE members took on a more active facilitative role,
espec1ally in the planning stages of 1nserv1ce systems.” . R
[ . . . » )
1 many -other’ projects; the IHE provided a sourcé'ef expértise, as
consuiltants on particular topics when needed.” In such cases, like the one
' descrfEZd below by a documenter in a western, semiurban prOJect%)the center

.of gravxty for project act1v1t1es tended to reside w1th1n the LEA itself, or 4
:*.a ] :
wtth1n the project staff: . ) ‘ .

. T v ' .0 L e
Our IHE, has erved a dual tralnlng rpole by offering both on. campus'
workshops £ advanced training in our 1dent1f1ed need area%, ‘and
by prov1ding faculty congultants to facilitdte sessions either at

_ the Staff Development Cerdter or at a project school site. .
? . : . ' - . ) .
The project staff itself, oftef consisting wf people primarily- .

identified with the. IHE, typically mediated betweén fﬂEu?aculty or .
departments and LEA district personnel.’ The often-mentioned gap betJeeQ IHE

and LEA meant that IHE dbmbers, 1n whatever 'role, faced a credibility - ..

.

problem with local school ar school, district personnel., Various, factbrs ;\

¢‘§ppeared to establlsh cred1b111ty, amdng—them the ability of IHE members to

share the initiative and respon31b111ty. In .several provocative cases, team, 1 .
teaching arrangepents'iinservice taught JOlntiy by IHE and LEA personnel)

were developed, with a visible impact on credibility. For example, frgm a
midwestern, semiurban.site:, T‘ > ) .
P o ','. v . P - ‘

-eimqst effective aspect of the inservice training appears .to be
the team-teaching approakh, particularly, the teaming of-an LEA

" imnstructor (supérvisor) and an IHE professor. " These expe&iences
' have had slgnlfgcant reciprocal effects causing our pro;ect 8 ) ew
1ntprgroup relitlonshlp to greatly improve. .
- ’ - . - . ) .

) Throughout the - second: year ‘of 1mp1ementat1on, as more of the IHE

. graduate faculty became involved, the relationship bktween the
LEA and IHE -has- been strengthened.‘ ‘One THE professor teadhing "‘ R
. /course on contemporary issues 1mpact1ﬁg the LEA is a-former A
’ L teacher/admlnihtrator. H1s experience was quite positive. .

P
s

’ O 8 . _ L

l‘ : . N Y . " . \ - . o .., . .
i PrOJects with a past,hlatory af Teacherﬂzorps act1v1ty appeared~to have a W T
head dtart on eatabL1sh1ng and maintaining a eﬁedele role in the LEAs or T )

K}

\ldhools.
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Contributions to an Improved Personnel Development  System

. As mentioq;d in several of the essays, it was a little sooo to tell how
- Teacher Corps efforts would og%tribute to an improved personnel development
.8ystem for teachers of low-income children. Program 79 projects were oniy
in their fi year of training; Program 78 projects in their second. As a
consequence,:many documenters responded to this section af the essay
‘ assigmuent in terms.of "proximate" impacts (types of inservice offerings and
\ participetion levels) rather than the ultimate' impact of training on - -
classroom practice or school climate. Aloo, it was not easy--either for
" documenters or for SRI as it 1nterpreted their essays--to establléh wh1ch
’ : elements of the present personnel development system could be attr1buted to

Y

: ‘ Teacher Corps efforts, either under current or past funding.

«

‘ . .
"Personnel development system"'referred in most essayd, as in the essay -

. . assignment, to staff development pract1ces and arrangeqents 1n the LEA, even
’ though the language of the Rules and Regulat1ons is broader and not specific

-to a given LEA. However, many essays teferred to, or implied, impacts on

’.the~IHE's "personnel‘development system"- as well (that'is, its -practices and
' arradgemen:s for 1nsetv1ce Oor preservice ;raxn1ns) These will be discussed
separately below, as conceptually distinct contributions to the preparat1on .
¥ B of teechers sérv1ng low-income ch11dren.
» . N
L ]
Contributions to the LEA's Personnel Pevelopment Syséem

L . . /‘
A | ¢ f
. Teachex Cor#s projects seemed to take place e1ther in LEAs with 11tt1e -

or no lyltenat1cL;nserv1ce prior to Teacher Corps, or in those with
- extensive inserv ce.systams.‘ghe'former case was more typical of LEAs in
.~ ‘rural areas or jmall cities; the latter more coﬁmonly the case in LEAs®
- . .

J y

han areas.
v

‘. within large, u
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"If one were to generaliie{ essays suggest that iIn Ehe,former’situatiOﬁ,
Teacher Corps made'a.éubstantial and visible‘impact on the'iﬁsetvice system
(if there was ome at all) or in sode_ cases brought about, the first such ~
system. A documenter from a prsject (with n) prior Teacher Corps

experience) in a small, midwestern city statf§d it bluntly: S

. o <
As a consequence of project staff development activities to date, .
more than 75% percent of the LEA staff has completed some
professional inservice. Additional staff currently are involved
in ongoing inservice. Previously, no inservice offerings were
available through the LEA, and only university courses were
avallablg Through IHE.

‘
-

In other instances, where minimal LEA inservice had previously taken place,.
Teachg;‘COFPS was apparently respggsible for turning it into a more
systemhrtc and comprehensive effort. A project in a small, western city
typifies what a number of prQJects seem to have accomplished in similar

circumstances, as the f0110w1ng excerpt from the documenter indicages:
- : ’ . ‘ . {
.The Teacher Corps project has p}ovidgd - as opposed. to altering
or expanding--the district with a personnel development system.”
The components of that system are: . - . . :
(1) The Insqgvice Council, a group that represents district * N
teachers and admlnlstrators,vunlver81ty persons, and ~—.
-~ community people and ove'rsees staff development.
(2 On301ng”zdent1$ta‘ﬁ}on of neéds through written needs -,
assessment surveys oral communication with all the
#populations in the distrjct, all written efid oral )
evaluations of all.staff development offerings. . - .
- ' - . -
(3) Planning how to meet needs. . .
‘. : » .
(4) Delivering inservice education.
. (5) Monitoring application of the inservice education in the
classroom. ‘

(6) Recycle ifems 2-5 (above), w1th the Inserwice Counc11
-overseeing the process-

Previous to Teacher Coipspa the district had ng system of»
organized ) inservice; inservice training conniiked basically of
individual teachers “kini ursework, attending some

I
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. conferences, and participating in workshops. Now teachers and-
administrators are goimg through programs involving themselves
voluntarily over periods of.time (as opposed to onetime - .

v . offerings) and concentrating on_areas which they have indicated

v as needs/interests. . .

- L d

. Moreover, teachers, administratbrs. and parents ate all u

. ‘participating in various aspects of the plannifg, delivering, -
' and evaluating of staff development activities. '

- -
-~

Teacher Corps' contributions to LEAs with.elabgfate staff development

Lo ) systems already in«pLﬁcg are less easy to disc¢ern and to demonstrate. A \
doclmenter from a reéent1§ begun project in a small, midwestern city
observed: ' ) *
: ‘ “
% - ‘ j -

*Since the LEA hasg an impressive number of inservice training
activities, it is not certain there havé Been chinges it numbers

- Or types of people. participating. It does appear that those Y
persons who have been teaching for at least 6 years or more, some
as- long as 25 years, who could not for some reason or other seek
olt g masters degree, took advantage of the IHE offer to develop
amrodnrsite, field-based degree program. ' ' ’

—~—
.« - 4 ~ “

' ‘But, as thé‘quote'indiqates. not all néeds were met by the existing syptenm,

,and Teacher Corpg was thus able to find a role. In other instances, e .3 [ ,,tl ,
\

-

‘gespribed subéh&}contributions to existihg inse;vice systéms; Teacher Corps
- . : . ' \" ’ .. . ’
refined the delivery approaches, extended the offerings, or more closely

. . . [ 3
* attuned the odfferings to documented needs of specific teachers or school

.

sites. 4 documenter in a midwestern city with.a strong ingervice capaciéy
Do + (built over the }ea;s with cénsiderabie Teacher Cbrpj‘input"in former .

*. cycles) summarized his project’'s current contribution in this way: - -
The LEA staff. development program is one of the best in the N
" nation. Our role, thdn, is to énrich and provide more loc#ized f
' application of the regular program. We are demonstrating a means -
to responqtqhickly to meeds through the request/response process,
v - and to develop teachers with specialized skills and knowledge who
' * :tMEn can train others in the years to come. By sharing
. resoyrces, we have been able to build .up the profegsional
"~ libraries for use by all teachers in the district, but especially
‘ in the project schaols. Finally, we have demonstrated a e
s T ‘., continuing process of échool-univéraity-connunity callaboration,
"+ which has strengthened the local, staff development prograﬁyb
. LI - L

L4
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.
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Types of Impact—-—At the least, most projects claimed to have impact on

both the humber and types of in!tt;ice offerings available to teachers, and
the number and types of pgoﬁle participating in the inservice evepts. '

Stated in this way, these "contributions" to imProved personnel development
are hard to evaluate, but they do represent a trend in the right directioh-

The following essay excerpt‘from a northwestern project located in a small

" city described a common pattern in both Program 78 and 79 projects:

\\\\ . )
Tﬁéﬂigacher Corps inservice activities can be considered as an w
improvement in the local personnel development training for the )
following reasons.

A new "mix" of people attend the Teacher Corps activities. In
addition to having teachers from both ‘the elementary and
secondary schools involved in the game sessions, principals and
other administrators, nonteaching staff, such as secretaries and
clerks, social workers, community council members, and interns
are found togéther in courses and workshops. Thi& represents a
new opportunity for many points of view to be heard at the same
time. This process alone has increased the communication within
- and among schools and between schools and the community.

The Teacher Corps offerings are more versatile than what hws been
done in the past. increased interest in multicultural

activities, special heeds children, guidahce and Tounseling ~ .
.8kills are examplgs of this wider look at the inservice needs of
school personnel. The needs are met not only by faculty from the
IHE but,also from a variety of agencies :1th1n the communxty.
...Although it is somewhat early to talk abopt the effect of the .
inservice act1v1h1es, the feedback to date has been positive. ’
Perhaps the most telling result: .is-that people are asking for .

more. Ideas age continuously being sqggested froe many different
segmentd of ths\gzhool staff and the community council. '

. Activities origihally intended for the first.semester are being
extended to the next and additional people are express1ng an
interest in them. For thig reasodn it seems accurate at this

. point Ih time to say that Teacher Corps hﬂ making & pos1t1ve
contribution to the ger‘ﬁhnel development systzm in the' four . a
purt1c1patxng lchoolo. , .

a

. . - , R . : : o~
"The increased number of p t1c§pants and types of offerings were more

often than not cymptomatlc of bas1cqchanges in the way LEA inservice wad

4 s

orgln1zed. A docunentet s discussion of the numbers, in relation to key

. . .
_elements in the current Teacher,Corpc'approaph, is revealing:

/ ’
' 4 s .
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The level of teacher participation in ingervice tra1n1n3 has
increased. According to teachers 1nterv1ewed this increase has e

been attributed to the collaborative mode of p1ann1ng, which
- included teachers’, teacher .aides, administrators, and ‘Teacher
) Corps staff. X .

a

The excerpt highlights an often-repeated point: Teacher Corps has set in

motion an inservice planning process, emphasizing collaboration of a range ff\

,of key constituents, and often ieaturlng a more central role for teachers. _J

\s

" In one northeastern, urban project, where°teachers were g1ven this k1nd of

central role, the results appeared to be particularly effective, as

degcribed below: . ..

L

.
. \
-

Teacher Corps' greatest benefit to the schools has been 1nv01v1ng
teachers. in’ identifying areas of need and in planning programs"

- and courses to meet the1r identified needs. Those programs of y
insérvice which resulted in a tangible product seem to have been 0
particularly ‘effective. ‘When a concrete program, designed by
teechers, published by Teacher Corps tesults, the teachers seem <’
to feel a greater sense of, accomplishment and also seem more
willing to work over a longer period of t1me in 1mp1ement1ng
their product, ? . . R

1

' In this'gime spirit, a number of documenters listed committee work
: ' (referrlng usually to teacher or administrator 1nvolvement on prOJect
planning com:.ttees of severa1 kinds) as a‘kmd of trammg act1v1ty. In a
- _southern, urban’'project the organizational shift from a somewhat detached

and<%ess.successfu1 LEA inservice system to one more closely tied to a

school~- levsl plannlng process relying ‘heavily on teachers 1nput 1nd1cates

‘. how this kind of "improvement" operated in several ways at once:

.. It is the prOJect 8 belief fhat the Teacher Corps project has’ =

- developed an 1nserv1ce training system which represents an -
1qprovement in"the LEA's persongel deyeiopnent process. In the ‘
past' the LEA has proyided workshops mainly on the state ‘mandated
inservice days. Outside consultants were hired, and district . B
staff persons (teachers, parapxofessionals,‘hrincipals, etc.)
. were not involved in the process. Needs agsessments were - i
o . . conducted at the district level; therefore, they yielded
generalized results which appeared to be inapplicable to any

individuhl school. Inservice activities centered ma1n1y upon .
worksho;SL Fpllow-up activities to workshops were nonexistent. . . ‘A)‘.

- A
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In'contrast to this, Teacher Corps centers its inservice program

around "grass-roots" ipwvolvement, mainly through the use of . .
professigonal development committees at each of the schools. With

this approach, district personnel, as well as community members,

have inpyt in every stage of the inservice program. The committee

cohducts needs assessments, designs .their inservice ac¢tivities, - r

and in the future will learn to evaluate them. Needs assessments

are currentVW done at the school level and reflect more specific

needs of students and teachers. Teamwork and involvement are the

main forces behind the program, amd follow-up activities are an ’ .
automatic feature of professional development. Inservice
activities include not only workshops, but also classroom
demonstrat1ons, expert consulgptlon, clinical supervision and
1nvolvement in the actual inservice process itself.

-

These kinds of impacts on LEA inservice activities seem to be a natural
outgrowth of Teacher Corps efforts in most projecto. They seem to represent
both short-terﬁ improvements in those projects of recent’vintage, and in
many cases of repeated Teacher Corps funding, a longer-term .change in the

way inservice needs within LEAs are met. The extent to which these changes

‘wlllulagg”beyond Tegcher Corps funding remains at. this point an open_.

~

question, though there is some evidence that these-practices are becoming
common practice in many sites. Also, tﬂe question of tangible implications
of training for‘the problems of classroom or school is largely unanswered gy
the essays and difficult to measure in any event. Some esseys, however, do
hint at~f8emonstrable effects in the classroom or school. For exdmple, in a
southern, urban project, one prOJect noted a erg‘1n offlce referrals ofA\
d1sc1p11nary cases following inservice effort‘ focused on s¢hool managemeat

issues, but the example is a/fo’op1cuously isolated one. L

.

. A ’

One éurther‘question remains unenbwered‘aboutitypes of,feacher Corps
impact on LEA inservice systegs,}eapecially those in larger (usually urban)
LEAs. .Project efforts most often conoentrated on only a few of a berger )
number of schools, and consequently ran the ftyk of making little dent oo

the preva111ng district 1naerv1ce system, however successful they mlght be .

“with the staf? of project schools. The lack of impact 1n thls situation was

clear from several essays, such as the following exeerpt fror a ) .

mid-Atlantic, urban project: . ’
P s o . .

~




Just as ap aside, I am a little confused about this qldestion
labout Teacher Corps contributions to an improved personnel
development system]. Are you asking-how we have impacted the
jnservice training coursés run by the school system? Or, are you
'asklng how we are impacting the process of personnel development
in the LEA? If you are asking the first, the answer is—-thus’

n far, not at all. As far as the second, we have only increased
the capacity of the systems trainers to help elementary teachers
use an energy curriculum. We.have only just begun our
implementation. If our training model or some of the courses we

«develop prove successful, then we will be in a position to impact
the process. ) -

The apparent failures had to do with many factors beyond the degree ;f'
effort by Teacher Corps to inyolve LEA.staff development gersodnel, although
it was clear in many essays that ''getting the ear" of the LEA district staff
was especially important to do from an early stage in the project's 11fe

span. ) ;

=

RN N ‘as
“:

Differential Impacts on Feeder System Schools--In response to a probe
about feeder system differences, many essays indicated that\grojecta had .
been more successful with elementary teachers than with secondary teachers.
" The theme was consistent across a wide range of projéct types. Documenters
tended not to elabocpte on the point in much detail, but the comments of a
few shed light on the problem. From a documenter in a rural, aougﬁern 7

+ Project: B S . %

. . . .‘
Beginning in 1978, the high school principal and teachers joined’
the elementdry school's opgoing 1nserv1ce acq/y;t1es. Inservice
education for the high school teachers, admittedly, has been
approaching a dead end” for three reaaons--trad1t1on, money and
politics. They have been very vocal about their request for
fringe benefits beyond the usual leave-time, tuition costs and
.grgduate credit, even though no inservice activity is M
compulsory. Because prior inservice training activities, which
formerly provided the elementary teachers with contacts with
- nationally known Teacher Corps consultants locally and in cities .
. across the nation, are no longer available to ®he site school -
teachers due to 1980-81 budget restr1ct1ons, it takas revitalized
efforts to keep .inservice activities alive in the high school.
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The newness of the high school element in Teacher Corps meant that a

repertoire of eff?ctive techniques had not been built up. The secondary

level brought with ié, as well, a quantum increase in the problems

associated with declining enrollment, especially in the urban high schools.
- . Also, the sheer size and more fragmented nature of high school faculties

made them difficult to work with, as a documenter in an urbam,-southern

project poiﬁted put:

The elemehtary school faculties appear to be more cohesive and
adaptive groups. For example, a smaller percentage of the senior .
high teachers participate in Teacher Corps activities, and these

. few have far greater absolute number of colleagues to influence
and involve in new programs and ideas.

4 -

waever,’the magnitude of ‘the problem was at the same time a
source of opportunity, especially where the combined efforts of
community wembers and training resources could be brought to bear on
the problem. —One such-case-deseribed below, in a northwestern,

urban projeci, spoke for a pattern seen in-several other projects: '

Several concerns wereswXpressed Dy the site gchool teachers which
- were addressed by the project through an inservice program.
, ’ Burnout, stress, classroom management in particular, and the
3 dlsruptlve child provided us with a basis for developxng a series
of workshops, classes, and conferences dealing with -the causes of
/ these concerns and methods to understand them. In particular, a
committee was formed at the high school to delineate a model for |,
}a positive school climate, and this has been very.successful.
The committee members met at length to discuss the various
approaches and decided to meet with an outside consultant who has
been in contact with the principal, the teachers, the staff, and
the parents. One important outcome of the experiences offered by
Teacher Corps has been a building cohesiveness brought about by
. the common goals, the course offerings, and the open communica-
- tion which the project extends to the staff of the site schools.

Y
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Impacts on the IHE

i
.

* thile nuqh\?f the attention in each project vas directed at the LEA and
ﬁia training needs (at least as reflected in these essays), these efforts -
simultaneously exerted influence on the IHE. In some projects this seemed
to be a more central goal than in othrs. A number of factors seemed to
contribute to the degree of attention to, and subsequentreffect on, IHE
training arrangements: the initlal orientation of the IHE toward service
projects and field-based training, the degree of initiative exercised by the
IHE in Teacher Corps, the size and complexity of the IHE, and the involve- -
ment of key IHE power-holders in project planning.
M
In rough order of the amount of change in IHE training approaches or

arrangements, the following kinds of IHE impacts emerge -from essays.

First, individual faculty members were described as developing
increased sensitiyity to the needs or problems of teachers in low-income
schools. The following quote, from a northeastern, urban project was °’ -~

typical of many:

Through the Teacher Co ] perect, the IHE faculty has been

invol¥ed in plannlng. consu1t1ng, and developing workshops and

inservice courses in addition to credit-bearing ones. Having the

staff of Teacher Corps become the agent for the district has led rs
to a new awareness among the IHE faculty of the needs of the

urban teacher.

1
¢

‘Second, by gradual accunulatxon, IHE faculty with experience in Teacher/f“
Corps was in a number of Iﬂ!s developing & kind of "critical mass" of
personnel Jr1ented towards the problems of contemporarx schools and
elpec1a11y toward the possibility of inservice support to schools. In

another urban, northeastern project this took the form of an "alternative

fnculty." built slowly over several periods of Teacher Corps fund1ng. In

the words of the documenter. ' . ~




One of the major.thrusts of our project is an effort to develop an
alternative faculty [at the IHE]. Inherent in this concept is the
notion that the provision of inservice must be onsite,
collaboratively formulated, job-embedded, and individualized.
Course titles serve only as parameters which identify the broad
focus of instruction. Within those parameters, individual
teaching needs and subsequent learning activities are mutually
arrived at by the instructor and each participant. Thus, the
diverse needs of the children from low-income families are
addressed because those are the concerns which the teacher brings
to the instructor during the inservice experience. Frequently the
IHE instructor will be found working with children in the
teacher's classroom. An additional plus to the type of inservice
involvement we are providing is that the IHE instructors are
beqoming sensitized to the diverse needs of both children and
tMchers and are incorporating what they are learning in théz;
preservice programs both as instructors and as members of téacher &
education ¢curriculum planning teams. . N

...The fact that the IHE faculty has become involved with the

Teacher Corps project, not only to assist the project but out of a

realization that Teacher Corps is on the cutting edge of .

educational impact, is a welcome situation. The present L

documenter is able to view';h?s phenomenon from experience with-

past Teacher Corps projects when such was not the case. .
l 4

The faculty views involvement with our inservice component as an

opportunity to realize many of the practices which under*regulaf

or normal academic circumstances have only been 'pie in the'sky."

In a southern, rural site, also with previous Teacher Corps eﬂperiencé,
the accumulation took the form of increased focus.on inservice, coupled - wikh

the realization that faculty professiomal goals could be met khrough Teacher

Co*ps: . N

L4
...Issues related to-inservice training at, the IHE have moved“to

center stage. Professors of education realize that they can no

longer afford to underestimate the traia}ng needs fof/t{emselves"

and also the experienced teachers whomw they serve.

The current IHE task is more ﬁ function of people gnd organized
‘ effort. A 2-hour block of time on Wednesday of each month is "

‘ » earmarked for IHE staff development activities. A variety of . ‘.
*individual and group efforts are beginning to take .root.and )
grow. Professors participate in a project for different
reasons. There'is an imcreasing pumber of professors who view
this Teachey Corps proje¢t as an opportunity for important

78 T .
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professional growth. They do not participate because they are N

'told to" in a "top-down" direction, but because they want to be
more. effective with the undergraduate program for training
teachers as well as with Teacher Corps Program '78, where major
- emphasis is placed on inservice training of all teachers in the
school district. But IHE professors also need intrinsic
.motgvation in order to continue the.delivery of inservice ‘
training. Teacher release ‘time and stipends alone are not the
- only incentives for teachers to participate in helping others
" learn new skills. . Affecting.a student's performance and growth
in positive ways may represent the best incentives for inservice .

training strategies. *

~

Third, in some IHEs, Teacher Corps contributed to the revamping ;f
Courses and entire degree programs. Typically, the content of courses was
reconstructed’ around the practical problems of the school or ;ontemporary
issues in educitiodi -In a substantial number of IHEs, degree programs weve
developed or revised to accommodate the requirements’ of ‘inservice teachers
in field-based settings. These kinds of ch.ngea:in'IHEa did not go
unchallenged; the question of academic rigor was a pfincipal complaint. In

a mid-Atlantic, urban project, this manifested itself in the following way: -

The attitudes of teachers appear to be one of the more
encouraging outcomes of the Teacher Corps training. Since they
are able to define individual interests within the project focus,
their motivatioh is mare founded on the utility of such study.
While some obyervers criticize this approach as not sufficiently
rigorous for academic credit, the process is defended as being
more meaningful and more directly related to professional role
development. Consequently, the concept of -academic rigor for
professional training is in question, as supporters of this type
of training maintain that academic rigor can also refer to the
application of knowledge in settings which are serviced by
professionals. -Yet, within the Schdol of Education, this latthr
concept is not the predominant view of those faculty who ,
Participate in the education of teachers. ’
. /

A documenter in & northwestern, semiurban projqct summed up his experience

over several periods of Teacher Corps fuhding in these words: - :J/

) . . - *

The higher education system itself is a fonnidable ogataqle to .
utilizing faculty for the inservice gggcation of school personnel.
w8 . .

9 -

If a set of university resources can,be designed to help teachers.
meet a specific local problem--the procedures cost too much, or,
it's illegal. (And probably immoral and fattening, too.) . TN

® . e
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The words speak broadly for many essays that have alluded to resistances in

the IHE to field-based training e Quarter 3 Dockmentation summary). \ At
the same time, the successes offthis particular prdfect and others like i
were testimony to the value of’'local-level persistence in combinatio:\wit

long-term federal funding. - , .
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GUIDELINES-FOR THE ESSAY ON: ' .
PRbPOSITIONS REGARDING TRAINING/TEACHING
AN ’ - )
'The Teacher,Corps Rules and Regulations pro&ids\guidelines for

operating local projects. A set of principles regarding the process
of implementation could be derived from these operational guidelines;

. they can be viewed as taétics in an implementation strategv. The provi-

sions of the Rules and Regulations can thus be reworded into the form of «+ 7

pPropositions regarding effective implementation processes or tactics. For

this essay four provisions of the Rul'es and Regulations that deal with’

topics of+training and teaching have been reworded into propositions.

_4This essay is divided into four sections, one for each proposition.
N -/ Each section should be started at the top of a page using as a heading

the appropriate proposition from the list below. Each section should .
be a ome to two page answer to the guiding ‘questions suggested below.

. - / . * .
5 » Here is a list of prqpositidns for this essay. (The number following

gA__géghgprgpgsiEionéidentiiiesmtheéﬂectign number in the Rules and Regulations_
}that deal with this topic.) : )

-t

in the 1list above.

4

1) Field-based and community-based training are .effective imple-
mentation taetics for use in Teacher- Corps projects. (172.50)

2) The use of integrated prese}vice and inservice tr;ining épproaches
.1s an effective implementation tactic. (172.63)

3) The use of mulficultural education approaches is an effective

b

.implementation tactic. (172.62)

.Z) The use of, diagnostic/prescriptive teaching approaches is an
effective implementation tactic. (172.62) ' <

Here are the guiding questions for each one to-t?o page section of
the essay. These questions should be applied to each of the propositions

N

¢ Based on the experiences «of yoyr project so far, would you . -
basically agree or disagree with thi& proposition.’ (For example,
‘would you agree or disigree that the collaborative mode of operation
is an effective implementation tactic for use in Teacher Corps
_ projects?) . ’ .

® - How would you reword this proposition so that it would more
accurately reflect th® experiences of your project. What -cautions
or qualifications should be stated? ‘What conditions should bLe
wnoted? . What elaborations would clarify the meaning, etc.? =,

) ¢ Please explain why yoﬁ agree or,.disagree with this‘iropositién,
using ome specific example drawn from your project's‘experience !
to illustrate your position.

4

e What other propositions about Training/Teaching would be impor- ‘
tant for federal policy makers to consider, in developing Rules
and ‘Regulations for new educational programs?

82
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- COVER SHEET FOR THE ESSAY TOPIC: -

, PROPOSITIONS REGARDf&G TRAINING/TEACHING‘
Co <
) Due Date: llay 31, 1980 (Quarter 3) ; . ) ’
Name of Project ’ | - . /
, Name of.Documentﬁr .
’ Date gssay Submitted a - ' d .
. ; k\\_ E

Ple?se complete the cHart below, indicating with a check

your agredement or disag}egment with the prbposition. Use your

essay as a data source. '

\ . . N . . ———

Agree Disagree

'1) The use of field-based .and community training is

. T L V an effective implementation tdctic for use in
: - : «.~Teacher Corps p;ojec;jz'(172.50) :
) l ’ 2) The use  of integrated Preservice .and ‘ncervice -
. - . training approaches is an effectgve implenfenta- .
N . téop tactic. (172.63) ,

3) The use of mdlticpltural education approaches
is an effective implementation tactic. (172.62)

Ly 4) The use of diagnestic/prescriptive teaching

approaches is an effective implementation tactiec.
"(122.62) .

‘ ] ) o .
. # Please list below‘sfly other propositions regarding Training/Teaching -

you think are -important for® federal policy makers to consider in developing

- . ‘Rules and Regulations for new educational programs. (You may use an
. additional-page.) - . -

- ' | ) . —
y . -
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COVER SHEET FOR THE ESSAY OX

) INSERVICE TRAINING FOR LOCAL SCHOOL TEACHERS
* Due Dct;: Yovember 30, 1980 (Quarter S)
. , - P
PROJECT:
. DOCUMENTOR : .-
S DATE ESSAY SUBMITTED:

~ 2

-

The Teacher Corpe Rules and Regulations allow each project to dsvelop inseryive trainjog
programs tailored to fit local circumstances. Which of the following reprejents the

rimary goals of your faservice scaff development prograp for teachers? Indfcate your
/ @mr by placing the number "1" in froat of the several goale that are MOt ortant
or

ur pro act; the number "2" in fromt of the goale that have moderate importance;
7umber "3" {n front the gosls that have little importance to yowr project.

lec nto each goal with & single aumber: 1, 2, or 3. If any important goale are
oot {ucluded on the lut add thu below with cheir rating indicaced. If a particular
goal does not lpply to your project, Lndicuo &hi. with "YA" {n the blank.

s

To improve dinguoctic/pmcrtpzivo skills; to be unsiti*:o, ’

- children's individual needs.

4 —_— ‘ro‘ provj.d; bc;:ur multicultural educatiog. ’
S To provide better educacion for exceptional children. Yo
- 1o tmprove'classroon managesent skills (discipline, gounseling,

. . ormiu:m. and so on). < .
—_— ‘ro L.srm attitudeg of teachers (ult-concn:. empathy and
s0 on

- - To Mto‘c classtoom and echool cly;‘u.

To improve currisular and echool programs. . ’
~ - b ’
s = To improve collaberacion among teachers within a school.
i To improve teachar-community cmicltlpn and collaboration.
Other (please nocify): o
v Other (please specify): : i
) . - -
s - » -
’\ . L]
. . .86
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. . - GUIDELINES FOR ESSAY ON
: v INSERVICE TRAINING. FOR LOCAL SCHOOL TEACHERS

-

One of the primary ‘thrusts of each Teacher Conps project is to improve .‘

personnel development systems in the local education agency (LEA) In
most projects, this means providing,expanding or altering inservice trai:ing

for LEA teachers to focus on neegds expressed by the staff of project
‘ 3

schools.

&

From last year's documentation and other data source1 in the
Teacher Corps study, we learned a good'ded) about various objectives and
formats of Teacher Corps inservice training activities. From this- essay,
we want to learn what your project has done in the area of inservice
. teacher training and how the training has contributed to the personnel
development system in your prpjéct's ‘LEA. \ f

£ - .

Your essay should be divided into three sections. The first should
describe in detdil the primary focus of your inservice training system.

In the second, describe the ~actual training,prooess as 1t has evolved 80

far—-in other words, tell us what kinds of training experiences have been
providéd for ‘LEA teachers. I the third section, reflect en the process
in terms of its.contribution to personnel development in the.LEA. Each

section of the essay should be 1 to 3 pages long.

+

. Section 1: Primary Focus of the Inservice Training System

The guidihg question for this se¢ction of the essay 1s: What are the
most important things that teachers/pill learn or gain from participation
in the inservice training system? We recognize that the teac*ner 8 job
is very complex and that local needs vary’considerably Tell us briefly
and specifically which aspects .of teaching your training system
J,primarily addreases. Use your responses to the cover sgjet to help frame

your answer. ) K

1 01) PS .

/




Also, consider-the folldwing probing questions: ‘ |

® To what extent does your project ‘emphasize explicit,

PR measurable objectives fok. teacher performance in 1its : v
inservice training’ Yo e . )
® Tp what extent has-the focus of inservice training been
defined by individual teachers? . o,
Y oe Hhat‘specific in-classroom teacher needs are addressed y
by the inservice training program? - o~
{ rs . . * N . .
® In what ways, if any, aré the goals of Teachér Corps o

- training different from the goals of the IHE training
available to teachers. prior to,”or outwide the Teacher
Corps project°.

~

e m wbat ways do the goals of training reflect Teacher- A
) -Corps particular concern for the’ schooling of children
o from lowhincome families? ) ~
. ’ i!E

. - ’ ‘e
o~ . -
. .

Section 2: Desc;}ptiou of Inservice Trainigngtrategx .

ihe guiding question for Section 2 is: What ‘have you gone so far
to put into action your ingervice training'system?' Tell us briefly abput
your overall qpprdach or strategy for staff development for teachers.
'Deseribe:_ . g

® The kinds of training events that have taken place.

.
N Ll

® ' The sequencing of training events, or how one event \
builds upon others. \ . : .
® The approaches for the delivery of training. b

® ~The role of the IHE ip providing ingervice training:

p

® . The role ef the LEA 4n providing inservice tr!&ning; P
, @ Speciaii!ed kinds of expertise required to deliver
insetvice training. .




1

. . . b ‘ . 7

Section 3:-Contributions to. an_Igproved Personnel Development System

Although Teachek CorpsTprojects are still @ohducting inservice
training, we are interested intthe question How has the Teacher Corps
project contributed sp far to improvement (if any) in the LEA's~
personnel development system? Give evid e that»supports your belief
that the project's inservice training s¥stem represents an improvement
in the LEA's personnel development process. Consider-

® Changes in the nuhber and types of people participating -

- in the training.
. ( -
® “Previous inservice activities in the LEA, or the local

schools. For exampled, are the inservice offerings now. S
available through Teacher Corps significantly different . |
from regulzr inservice of ferings? : -

¢

® In vhat way®7 1f any, does the IHE's involvement in’
" Tedcher Corps inservice training represent a shift
from its prior training activities’

® What aspects of the ingservice .training have been
N particularly effective and why?
. ® What inserviCe training activities have you tried that .
you believe were not effectiire? Why do you think
they were nog effective?

L]

® To what extent was the improvemant expressed in different =

ways in ‘different’ schdols in the feeder system? Eor ° i ‘
- example, were there important differences between the -
elementary schools and the secondary schoels? - '

" In framing your answer, please resist thé temptation to describe v .
hoped-for or potential improvements. Concentrate instead on what has - f B
actually occurred since your project started, recognizin§ that ambitiOus ,f“ .
plans may nevepybe fully materialized Also resigt the temptation to r 7
give elaborate descriptions of ‘what was done before Teacher Corps . ;' LIS

focus on what 1s necessary' to clarify what has changed. If you bélieve

that 1t ¥s too soon in your project's history to detect any major .,
changes, please say so and briefly explain why. '
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