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The Organisatiop for Econoemit Co-operation and Development (OECD) was set up un-
der a Convention signed in Paris“on t4th December 1960, which provides that the OECD
shall promote policies designed: . o '

— (o achieve the highest sustainable economic growth and employment and a rising

standard of living in Member countries, while maintaining financial stability, and
thus -0 contribute to the development of the world economy: .
— 10 contribute to sourd economic expansion in Member as well as non-m¢mber
v countries in the process of economic develop-ment:
' — 10 contribute to the expaision. of world trade on a muitilateral, non-discriminatory
basis,in accordance with international obligations. .

The Mcémbers of OECD are Australia, Austria, Belgium, Canada, Denmark. Finland.
France. the Federal Republic of Germany, Greece, iceland, treland.- Italy, Japan. Lux
embourg, the Netherlands, lew Zealand, Norway. Portugal. Spain, Sweden, Switzerland,
Turkey. the United Kingdom and the United States.
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The Centre for Educational Research and [nnovation was.created inJune 1968 by the
Council of -the Organisation for Economic Co-operation and Development for an iRitial
: period of three years, with the help of 'grants from the Ford Foundation and the Royal Dutch
oo : Sheil Group of Companies. In May 1971, the Council decided that the Centre should con-
Lt tinue' its work for a period of five years as from Ist January 1972. InJuly 1976 it extended
this mandate for the following five years, 1977-82. ~ : ‘

PR The tnain: objectives of the Centre are as follows:

‘ — o promote and support the development of research activities in éducation and un-
dertake such research activities where appropriate;

— o promote and support pilot experiments with a view to infroducing and testing in-
novafions [n the educational system;

e .

*— .to promotesthe development of co-operation between Member countries in the field

S s

= w8 edilcatiofial research and innovation.

The Centre functions within the Organisation for Economic Co-operation and
Development in accordance with the decisions of the Council of the Organisation, under the
authority of the Secretary-General. It is supervised by a Governing Bodrd composed of one
national expert.in iis field of competence from each of the countries participating in its.
programme of work. )
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This publication marks the successful termination of
six-year investigatory project conducted by the Centre

for Educational Research and Innovation with financial aid’ ~ .
from the Unltnd States' National Lnstltute of Education. '

The proiect beran in response to the widely FelL need
for® _sound programming of in- service education and training
to equip veachevrs with new techniques, methods and atti-
tudes corrcsonnding with their changing roles and tasks.
It concluded with the finding, backed by a wealth of
specialist studies in many Member countries, that in the’ y
near future nationhal education systems will have to give . . g
'priorlty to in-service training of education personnel for
a number of reasons, of which Lhese four are the most com- .,
pelling:

-~ schools must be capable at all times of re-
sponding in various ways to the varied needs
of their pupils and of societys

- the functions, atuitudes and qualifications
of school personnel will therefore. continue td
play a fundamental role in the national lifej;

- in view of the decrea51ng recrultment there is /
still a ieed to maintain the internal dynamlsm !

. of the teachlng profession;
» -~ the increasing complexity of the problems that
confront each individual school and which it

. must endeavour to solve under conditions of
optimum freedom of action implies that, more ,
than hitherto, training activities. shonld L
centre on the school and take an Lngr8351ngly
collaborative form, implying that related

A " 8nlid support structures need to be set up by

' the responsible authorltles.

° The six year- of work consisted of two phases. The .

. first achieved a pbroad dissemination of national practices
and experience to enable comparative analyses on an inter- e
national scale. This entailed the preparation of a series ’
of national monographs covering ten countries .and ‘their
consideration'at an-international senminar in Phlladelphla
in 1976 at which innovative practlces of INSET were /rie-
viewed inian attempt to_place’ them w1th1n a conceptual

- R o /
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/ framework . A synthesis of the reéults of the survey of

1"“/ country experience and of this seminar'were published as _
an interim report (Innovation in /In-service Education and
/ """ Trainirlg of Teachers: Practice And Theory). |
T g T 7 K

This first phase of informative gathering, analysis’
and international assessment erfabled the identification of
six subject areas where, in pafticular, the results of the
investigation could be~genera#5y applied or adapted to
attual national conditions. hese were: - The Contribution
gf Adult Learning Theories an/Practices to INSET; The
Role of the School; Evaluation; New INSET Materials;

The Role of Training Teachers; The Cost and Efficient

Utilisation of INSET Resources. It is these. that have

provided the substance of phase two of the INSET programme,

CERI's full range of experimental methods, multinational

_co-operation, co-development activitids and specialist ‘
/ enquiry being deployed in their pursuit. :Progress has been

o reviewed periodically in seminars and WOrkshops in various
of the Member countries concerned. The, structure and
range =f the programme are illustrated in the accompanying

- chart.

o

. The culmination of this phkase, and hence of the proj-
ect, was an intergovernmental conference held in Paris on’
29th September-1lst October 1980 with an attendance of over
"80 ~ national delegates, observers from bodies\professiod~
ally concerned and subject specialists. This Brought !
together, the results of all the coniponent activiities for
review and assessment. The Conference also agreed on a
number of precepts that together constitute a framework
within whigh policies for im-service education and train-
'ing of teacher's and strategies.for educational'change can
be realistically debated or, indeed, conceived. Thesg

(see Section X) should be of considerable' interest to: /
rnational planning authorities for social wmatters and ‘edu-
cation. | - !

i
The rem~~~t that follows has!been prepared by |
Dr. R. Bolam of the'Uniy@rsity”of_aristol, United- Kingdom, ,
as a synthesis of all 'the studies and activity reperts a
contributéd-tg the final phase of the project. TIts pur-
pose--i3 to bring within a single conspectus.the rgsults
—T0f experiments, lessons learned or unprofitable approaches

gleaned from _a very wide [field. 'Those responsible for
policy or for practice at hational or local levels may
thus extract from the experience of colleagues abroad
ideas and practices that, suitably adapted, can help to
imprpve INSET in theilr own countries. '

b
J.R. Gass,
Director,
Centre for Educational"
Research and Innovation

- . . I
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I. INTRODUCTION

7 7/ .

-~ _ This final report is designed to synthesise the out-
comes of a lengthy and complex project, to consider'these
in' the context of some related research findings and of .
wider developments in education and, finally, to highlight
certain policy implications. 1In selecting ideas and find-
ints for this synthesis the writer .has naturally drawn
most largely on the distinguished professional documen-
tation from many countries with which the project has been
supplied. These studies and.reports (more than thirty in

_ number) are, in a sense, "occastional papers" and it is

- not the intention to publish them formally. The author

’ trusts, however, that in what follows he 'has done 4:T&m

justice — within, of course, the limits set on onefwhose

task is that of synthesis. All the contributors a%e

credited by name and title in the Bibliography. i

. The project itself has been introduced and ouilined
.in the foregoing Preface and its scope-may be takgn in
with a glance at the accompanying chart. As will/be seen,
Phase 1 was concluded with the publication of an/Interim.

Report {(ll1)*. Phase 2, with which we are principally

concerned here, was a two-branched undertaking, culmi-

nating in an Intergovernmental Conference in 1980.- The
first branch consisted of studies of six priority areas:t

.~ i) the contribution of adult learning theories

and practices to INSET (national case-studies);

ii) the role of the school in INSET (national
case-studies);

Lii) the evaluation of INSET (national case-studies);

iv) new INSET materials; : o

- v) role and training of teacher trainers;

vi) INSEr financing and resources (national case-
studies). ' k

[
o

For the second branch ~f Phase 2 (which was mainly
' funded by the participating countries) a series of co-
development activities, in the form of nationally sponsored
) conferences, seminars and site visits for practitioners
' and researchers were organised. These will continue on a
group and bilateral basis as long as the participants con-
sider them worthwhile. =

*Figures between brackets refer to the Bibliography.
at the end »° this volume. :

 mRiC 9
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II. THE IMPORTANCE AND SCOPE OF INSET

?

The Interim. Report (11l) concluded that there were
three main reasons for the recent growth in commitment of
“national governments to INSET. First, it was inherently
important that teachers, of all people, should continue
with their personal and professional educatlon, " second,
the rapid, extensive and fundamental nature of Q£e§:nt—

day change - technological, economic, cultural, social; ™

political - made it 1mperatLve for the educatlon system

in general and teachers in particular to review and modify
teaching methods ‘and curricula; third, for widely preva-

lent demographic reasons, the demand for new teachers was

dropping sharply and the INSET needs-pof a stable teaching

force thereby became especially 1mportant.

The same report (p. 46) showed also that there was
broad agreement in Member countries that INSET could and
should make an important-contribution to the resoélution
of prohlems associated with several contempo"ary, major

. task areas in education: .

a) the curricular problems associated wi:h. the
extension of compulsory 'schoolingg especially
the needs of the 13-16 age group;

b) the needs of special school populations, such
as immigrant groups, multi-ethnic communities
and disadvantaged rural! communities; ,

c) the needs associated with partlcular subjects,
‘notably science and mathematics, and student
groups, notably those with special edu-
cationdl needs (i.e. variants on the main-
streaming problem); :

d) the new demands on teachers caused by the
radirslly changing nature of school communlLy
relat.onships, e.g. ! ;

, Id
- relations between educatlon and work{ng
life; /
- rénewed commuRity demands ‘for accountability
" related to educational standards and assess-—
ment; :

e) the currlcular and organlsatlonal consequences

of declining enrolments;

o ¢ 10
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f) the °strategic need to prov1de adequate TNSET
for thouse with internal school manageme.
responsibilitics.

. . 'here was, and continues to be, less agreement about
the precise nature of [NSET. In the present report it is
understood as thonse education and training activities
engaged in by primary and secondary school teachers arid.
principals, following tneir initial professional certifi-

m\\catiwn, and intended mainly or exclusively to improve their
professional knowledoe, skills and attitudes in order that
they can educate children more effectively. This defi-
nition will not meet with complete agreemenht either within
or between Member countries, but it does reflect the main
purpases for which the term has aC¢ually been used in most
,f the project documentation.

v The polnt can perhaps be made more clearly by analys-
ing 2 range of INSED purposes in the context of continuing
education and the demands of system and individual needs.
'ne generic berm "continuing education" (or recurrent,
adult, lifelong education or 1'éducation permanente) is
generally thought to embrace two broad components -
pers-snal edusibinon and vocational training. We may ac-

cordingly distinguish hetween five main purposee of con-
tinuing education for teachers:

L. Improving the job performance skills of the
whole school staff or of groups of staff (e.g.
a schonl-focused INSET programme).

Improying the job performance skills of an
individual teacher (e.g, an induction programme
for a beginning teacher). .
Extending the experience of an individual
teacher fnr career development or promotion
purposes (e.g. a leadership training course’.
Developing the professional knowledge and
understanding of an individual teacher (e.g. &
Master's degree in educational studies).
Extending the personal or general educdtion

~f an individual (e.g. a Master's degree

course not in education or a subject related

t~ teaching).

A wilely recngnised problem in all organisations is
that f recosnelling the potential conflict between meeting
the regquirements and goals of the organisational system
and of satisfying the needs for self-fulfilment of the
indivilual member »f an organisation. ' Adapting a diagram

. from Geleela andg duba (72), we can relate this problem to
the tive purposes Hf continuing education for teachers.

In this «llagram Purpose 1 is seen as most likely to
satlsfy the requirements of the system for meeting its
galas and least likely to meet the needs of individuals
four nelf-fulfilment, while the reverse is the case with

11

11
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Diagram 1 SYSTEM AND INDIVIBUAL'NEED FACTORS
AND THE PURPOSES OF CONTINUING EDUCATION

%ﬁq,

Individual
o Needs
Purpose 1 : Purpose 2 : Purpose 3 : Purpose 4 Purpose 5 :'
. Staff/ Individual Caraer Professional Personal
e, Group job . Deveiopment Know ledge Education, <

Pertormance Performance

-

u ) o

bturpnse 5, [t is, of course, recognised that any one
INSET course may have several purposes but the diagram
does 'illustrate Henderson's point made in "The Concept of
5chnnl-Focused In-service Education and Training" (81)
that a useful distinction can be made between the main

and incidental purposes and outcomes of an INSET activity.

These issues were discussed fn the submission by
) the teachers' representatives to the Intergoverrnmental
Conference (119): l _ .
."Whereas INSET is primarily based on utilitarian
"concerns, in particular the adaptation and ex-.
tension of teaching techniques, a teacher's per-
marient ed.-ation is designed more to encourage
) his desire for personal achievement and to fulfil
o his personal aspirations. It meets the need for ,
each individual person constantly to be renewing
the basic elements of his personal culture, in a
changing world where values are changlng all the
timé. In fact, the concept of permanent edu-
c¢ation cannot. be opposed to that?of in-service
training; on kthe contrary, permanent.education
_is one of the essential elements of such 'training,
the one that concerns the teacher's profelsional
life. One could even say that permanent edu-
cation, seen in this light, should bring. into
closer r;lationship strictly cultural values and
professienal values, work and leisure; aspects
of a person's life that the world of today has ~
contributed to fragment and evegn to bring into
opposition.” : :

8
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A similar position was adopted in the "James

Report" (61)% while alternative definitions and some of
their implications are congidered in at least two project
reports, Marklund and Eklund's on Swedens (7) and Fox's

~Synthesis Report on Zvaluation (3C;.

=

The indications from the reports and case studies

‘produced during the project are that personal education

~

(Purpose 5) is generally seen as an incidental aim and
outcome of INSET by both teachers and employers; that

-teachers and, particularly, employers and.principals arZ

kxeen on Purposes 1 and 2; that certain teacher:; are kegen
on INSET for 'career development (Purpose 3); ‘that uni-
versities and professional associations support the
provision of professional knowledge for understanding
(Purpose 4) and personal education (Purpose 5); and that
teachers may attend INSET for professional knowledge

(Purpose 4) partly in the hope that it will help them

achieve promotion (Purpose 3).

. Several general concludirig points are worth making.
First, that in practice INSET is concerned with
Purposes 1 and 2 in all Member countries, with Pﬁrposes 3
and 4 in many Member countries and with Purpose 5 in.a few
Member counttfies. Second, tnat the preference of employ—
ing authorities for Purposes 1 and 2 is most evident when
they are required to release teachers to attend INSET
courses. Third, that INSET needs are complex and.likely
to be given dlfferent priority by the various, interested

_parties; hence the need for appropriate machinery to.
" negotiate and agree upon them.




III. TEACHERS' CHARACTERISTICS AND INSET NEEDS

o

At an early stage in the projeét it was-gecognised
that a fresh look at the characteristics and needs of
teachers as adult learners was nzeded if their role in
INSET was to be better understood, and one of the Phase 2
‘activities dealt specifically w1th this theme.

The French contribution here, by Gilles Ferry (14),
relates teacher needs directly to the wider question of
adult and continuing education. "Since adulthcod can be
defined in terms of age and development .which follows
childhood and adolescence, Ferry concludes that a psycho-
logically-oriented theory of adult education is needed.
However, since alulthood can also be defined as a status
which is dependent upon socio-economic factors, then a
sociologically-oriented theory is also needed. i

Ferry goes on to argusa that, necessary as these

. psychological and sociological theorles are, the most
.important feature of effective adult education is the
opportunity for the "traineés" to participate in decisions
about é&he design, implementation and evaluation of the
‘programme. He also notes that the educational needs of a
professional demand. more’ than the learnlng of techniques
and methods: cont1nu1ng education for a profession (or,
one might add, a semi-profession) embraces its whole .
institutional continuum, with its own system of standards,
network of relations, and culture.

The theme of the teacher as a working adult is also
taken up in a British contribution.  Chambers (12)
stresses the importance of the ways in which a teacher
views and values himself or herself in in-school and
private situations. Central as work is to most teachers'
lives, at least four other focal interests occupy an

. individual's thought and time: the self, family, leisure
and community. In order to illustrate their impact upc .
INSET, Chambers outlines two case studies of hypothetical
teacherd. The second study.is of a female 24-year-old-
history honours ‘graduate from a sheltered religious home, .-~
-background. She has been plunged into a '"down-town! =
secondary comprehensive school to teach hlstory/ahd some
religious education, mainly to third, fourthl and fifth
year mixed classes of '"hardies". Hefﬂﬁést—graduate

T e . . /_,:
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‘certificate of education training has' "sprayed" her <‘ .
lightly with theorétical concepts from.Piaget, Bruner and

" Vigotsky but that theoretical background, -allied £o her
twelve weeks' teaching practice in an open-&fcess sixth-
form secondary college, of self-selected pupils, has not
been greatly relevant (or developmental) in enabling her
to acquire the necessary '"coping skills" for the work: she
now has td face daily. : '

Chambers continues that the postulate would lead one
to ‘suppose that this teacher's "vocational-self!" construct
could be: "I am a tetal and abysmal failure" and tha
this arose from a percelived rejection of everything she
‘had to offer by the pupils, reinforced by the all-too*
apparent attitwdes of her long-suffering colleagues wh
patience was.wearing .thin at ‘their failure to assist he
in gaining class-contrel, and compounded still further by .
her spending the greater part of her private, out-of-
school time albne in a two-room, self-contained flat.
However, she has recently become engaged ard, as a result,
her range of communication skills has extended beyond a
preoccupation with her ‘own failures. She is now; theme-

- fore, better able to incorporate other pecple's needs,
ideas and values - including those. of the pupils - into
her own '"system" and her teaching ability 1is improving
slightly as a consequence. Because she- is now less in
need of rewarding feedback she is becoming less flexible
and more authoritarian. From needing "salvation', v
Chambers suggests that she could now be motivated-to attend
an INSET course by the need for '"reorientation" or, even,

. "self-evaluation'" if she is, by now, not -too much at risk.

Writing from an American viewpoint, Corrlgan,
Haberman and Howey (130 argue that INSET has neither been
regarded as adult education nor used theories of adult .
learning because learning theories have been developed ig’
relation to animals and children and because, in any caee,
INSET has some -impurtant, distinctive features. They
derive seven theoretical orientations from the 1iterature
on adult educatibn. First, psychometric résearch on :
.adults has found mainly negative correlations between ag_
a tests of intelligence, achievement, medaory and
creativity. On the other 'hand, a second theoretical !
orientation stresses the positive potential of the ageing% 3
process because older people have accumulated more know-
Tedge and experience; however, there are few reSearch
datd to support this approach. Mastery learning theory
generates proposltlons about motIvation, feedback,
readiness, etcg. which, though sometimes contradictory,
not of equal importance and not equally research-based,
appear to ‘have direct relevance to adult learning.
Personal development thepry contends that adult.develop-
ment is a contimuation of early (i.e. child) internal
development and involves a series of stages-or phases in
which different life tasks and therefore needs arise.
Organisation theory indicates that the situational

7
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1

pressures upon, individuals have to be taken lnto accounL
and changed, if meaningful learning is to occur. - Flnally,
group 1edrn1nlftheo:y stresses the significant lnfluence

‘theories of adult learning, those that are described are

of peer groups on Individual 1earn1ng.

. The implications of each theoretlcal orientation are
then ‘explored by applying them to INSET. For example,
the writers suggest that some form of compensatory edu-
cation would be an appropriate way of responding to older
students who were thought to require extra help because of
the ageing-negative process; an approach based on a group
learning orientation might use work groups and teams as
the bhasic learning group. The value of this study probably
lies mainly in the fact that it provides the first "map" of
a nitherto unexplored aspect of INSET which should prove
especlilly useful for research purposes.

What of the wvalue of tle American, British and French
studies of adult learpning for INSET programme designers
and trainers? They undoubtedly act as sensitisers to the
importance »f the various characteristics of teachers as
adult learnerd and to new ways of approaching the adult
learning process. However, as an example, a careful read-
ing of khe 1S Cantrlbutlon sugdests that although the
seven thasretical orientations are sometimes mutually
supportive they are not necessarily compatible and may
even be mutually contradictory. Furthermore, in most real-
lifma INSET programme settings the students are of differ-
ent ages, sexes and from different personal and school
circumstances and so the trainer's problems are compounded.

However, although the case studies do not offer many’
examples of good, feasible practice based directly upon

»f considerable relevance and value to practitioners., For
instance, Ferry (l14) describes the changes that have oc-
curred over a twelve-vyear period in France in the design
of a long course for specialist educators. Over this
time, he says, the formula has practically been xreversed:
sccupational training, defined and controlied by the
institutinn, has given way to personal training which the
trainee ¢designs and implements with the resources put at
his disposal. The idea of training edugators in accord-
ance with the demands of the instictution has changed to
one of creating conditions in which the educators have an
Hpportunity to train themselves.

Writing from the United Kingdom, Ellidtt (67) sets
nut to answer the questlon "How do teachers learn?"
arguing:

"... that ‘intelligent practice - for example,
knowing how to perform educaL1®na1 activities
like teaching, curriculum develppment and
evaluation - cannot dirécgly spring from a
knowledge of theoretical anrlpK?s about -
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practice, since these pr1nc1plés themse{ies_
derive from the analysis of pradtice. - /They are
abstractions from the practical knowledge ..
embodied ¥n concrete performances. THis argu-

) ment has three 1mportant 1mp11cat1Qns. .First,
practlcal knowledge cannot be reduced to the
conscious appllcatlon of principles,/ and this

means thHe 1atter*§annot explain -how people learn
ko acqu1re and develop their practlcaI skills.
+Secondly, genu1ne\theoret1cal stat mean about
practice Lanﬁot be\understood a pyiori.  One
does not first understand a theorgtical
principle about educatlon and theén apoly 1t in
an analysis of practice. ,The un erstqnd;ng
emerges from the an 1ysis. Thirdly, theorieés
about concrete pracfices, rath than their
.generalisable features, cannot/be formal theories

‘ located within an akademic digcipline. Unlike

TA the latter they ar%pbound tol; particular sub-

* atantive context.”} ’ A

EllLutt then goes on tq dEScfibe in detail his attempts"to
apply thiese ideas to afi advanced course in curriculum
studlﬂs \pr experienced teachers.

gurv ys of teacflers' INSET needs are more familiar N

“and have, bgen carriéd out in many countries at all system o
, levels -'nationalqy state, local authority and school. \
, These provilie Anformation about self-reported needs 'in
’ relation, f4r instance,; to the teaching of particular sub- \\<

jects and t »thp management of schools. Other surveys

and research projects have focused®on teachers' needs’at

dlfferent career stages i -

/ ~For.ex mple, a series of research and development
;L studles haye been carried out 1%to the induction and
/ training eds of beginning teachers in England and

Wales'(ﬁ/ Thesé have led to the broad conclusion that
- the ovefwhelmlng concern of most probationers is with the
ticalities of their own teaching situation and that I
ractical relevance is the principal yardstick by whlrh :
they will judge an induction programme.

' The project also led to the formulation of- a

" rationale which can best be understood within the chlon—

. ... ology of the school year. The probationers' needs are

. °  said to begin at ‘the time of appointment. Following this,
orientation to the routlnes and procedures of the school '
and LEA can takeé place during a pre-service visit or during
the first cdays and weeks of the autumn term. The adap-
tation period is one in which the probationer is coming
to. terms with and reconciling the, frequently conflicting,
demands of the school, the puplls, ‘'his own inclinations
and the advice given to him in initial training: in

short, he is formulating his own teaching style 'in a
partiédlar context. Towards the end of the autugn term,

rRlC—
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most LEAs ask the head to complete a progress assessment
form so that probationers at risk can be identified. From

about Christmas onwards, the majority of probationers have:

settled in and are ready for more sustained training ac-
.tivities to meet theilr professional development needs.

The final assessment form is usually completed towards the
end of 'the summer term and can be used to stimulate an
overview both of the past year's experience and of career
and in-service education and training opportunities during
the second year and beyond. The six stages were not seen
as sequential or developmental; rathcor they were offered
as a tentative mapping device for those responsible for
helping beginning teachers.

The work of Fuller in the United States (71) provides
an alternative perspective on developmental needs in
relation to the job. The most recent formulation offers

a model based upon measures of teachers' stages of concern:

T.. Early phase -0 Concerns about self (non—
teaching concernc)

[I. Middle phase 1 Concerns ?bout profe551ona1
: expectatipns and acceptance
2 Concerns about one's own 4
adequacy: ~ subject matter au
class control 3
' ’ 3 Concerns about relatlonsh1p§
with pupils

III. Late phase 4 Concerns about pupils' learn-
ing what is taught
5 Concerns about pupils' learn-

v o ing what they need

6 Concerns about one's own
(teacher's) contributions to
pupil change.

{-‘.«

Vg 7dapted from Fuller by Feiman-Nemser and Floden) (69
o Policy makers,_teacher educators and teachers' as-:
socigtions have often concentrated on the career needs of
teachers. .For example, an attempt was made by a national
committee for INSET in England and Wales to devise an
INSET heeds framework based upon the likely career pat—
‘terns of teachers. The concept of a career profile in-
cluded the fcllowing key stages:

-~ the induction year;

- a consclidation period of four to six years
during which teachers would attend short,
specific courses;

- a reorientation period, after six to eight
years experienCe, which could involve a
secsndment for a one term course and a change
in career development;

S
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- a period of further studies, in advanced
seminars, to dévelop specialist expertise;
at about mid—career, after about twelve to®
fifteen years, some teachers would benefit
from advanced ' studies programmes of one year
or more' in length, possibly to equip them
for 1eadersh1p roles-
after mid- career, a mlnority would need
preparation fOL top management roles.while
the majority would need regular opportunities
for refreshment.

As with the examples cited earlier in this section,
it is important tp question th& status and usefulness of
these studies. gﬁeir'main value 'is probably as tools for
deepening our understa 1ding but, like all typologies and
models, they over51mp11fy in order to achieve thig. Thus,
- although the 1nductlon year stages provide an analytlc
tool which has proved useful during a research and devélop—
ment phase, no individual probationer's experience is.
likely to fit neatly into these stages. Similarly, no
individual teacher is likely to move in'a stralghtforward
linear fashion through Fuller's stages of concern which,
in any case, do not-deal with the teacher's concerns,about
herself or her career. It should also be said that; not '
unexpectedly, the "career pqofile" has w2t with consider-
able opposition'because it is thought to be too pre-
scriptive; it has not, therefore, been widely used as a
basis for identifying requirements. Finally, none of
these models appears to 'have influenced the ways in which

teachers go about identifying their INSET needs.

}
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IV. THE ROLE OF THE SCHOOL

'

The school 1s increasingly beirg seen in many . Member
countries as a major initiator of and focus for INSET. A
justification for school-focused INSET was given by
Pecrry (105) reporting the Stockholm Conference: "The case
L has been cogently made that to eanre true. 1mplementatlon
L of change ... we must work with teachers in the place and

in the situation where change is- to take place. The case
is made with equal cogency that ‘the school-building is the, o
context in which all needs at all levels of the system
ltlmaLely come together." He 41so offered-a definition.
""School-focused tralnlng is all the strategies employed by
: trainers and teachers in partnershlp to direct training
b programmes in such a way as to meet the-identified needs
of the school, and to raise Lhe standards of teaching and
learning in the classroom." ¢

Ve A major task has, of codrse,'been to clarify the.
definition and rationale of school-focused INSET. Howey
in his Synthesis Report (25) has demonstrated that the
contributions and practical examples in the case studies
and conference papers prov1de a good startinyg point for
this. [

\

7 In the UniEed Kingdom'.e nationally distributed
pamphlet (64) suggested several INSET methods of a less
conventiondl kind:

S . )
1. A home economics beacher spends a day in
another school to/flnd out about a new child-
care ' course. - i '
2. Two deputy headefln a ' very different -primary
school exchange PObS for one week to broaden
their experlenceu
3. A large comprehen51ve school tlmetable frees
“staff for one week each year tp work on
materials preparatlon with the ‘resource
centre co-ordinator. .
4, Two colleagues in the same -sc ool system—
atically.observe each other teaching over a
” term and discuss their obser&atlons af ter
each se551onm/
5. A group of comprehenslve school staff
developing a/new integratedsstudies curriculum

[
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invites a teachers' centre warden to co-. '
ordinate a term-long school- bBased course
invaolving outside speakers.

6. A collége of education offeys a week-long .
course for primary schools for four weeks
in sugcession, Each of four members of staff
attend in turn thus having;a similar experi-
ence. College staff follow-up by v151t1ng
- the schools. -ZW
7. Two LEA advisers offer a hool-based course ;
Of eight weekly sessions bn primary maths. '
They. spend from 3.0 to 3 '45 working with
teachers in their class;%oms and from 4.0 to
. 5.30 in follow-up workshop/discussion sessions.
. 8. A university award-bearjing course for a group
-, oﬂ staff from the same kchool includes a
" swbstantial school-basgd component.
9.%A schooliruns a conference on "Going
Gomprehefsive" -which begins on Friday morning,
i1Hh school time, and erids on Saturday afterngon.
OUL51de speakers include a chief adviser, a
,comprehen51ve head aqd .a university lecturer.
fAs a‘result, several'working parties run
/throuqhout the follawlng year." \\

descriped in the Australiarn. report (16) and are summarised

W de- ranglng examples ¢[ school-focused INSET are
- -.. by Ho /gy (19): &

;
/ I
!

/'... short meetings, residential conferences for

‘thée entire staff, whole- day activities for the. \
staff held at the school or other venue, visits

from cSﬁsultante, interchange with or visits to
other schools, ‘interaction with parents, short

) conferences (1-3 da s), in-depth curriculum

i study of materials developmental workshops .
(2-5 weeks releaSei whole—term release, activities
» which examine problems of an organisation or
curricular nature’ that face the staff of a partic-
ular school, longiterm classroom-based actlon ;
research with codsultancy report, teachers cenLre
or education centre activities, an exLended ; . o
(developmental) series of meetings, and flnally
re51dent1al in- serv1ce education programmes. !

.Secondary schools in several countries have de51g—
nated a senior membeér of staff as -the equivalent of a L A
professiondl tutor.' In' the United Kingdom, for instance,
several local education authorities have . .encouraged
secondary schools to' develop their own in-service. pollcles
and programmes and to appoint a profe551ona1 tutor with
responsibilities for initial induction and in-service
training (vide Baker, 1979), although in most schools

these are spiit bgtween two or more experienced. staff.
Thus, in one secdndary school, a deputy head co- ordirates
the pro‘e531onal development programme and concentrates on

oz , ; - "‘ v21l £21'
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that aspect aimed at experienced teachers. He is assisted
by a less senior colleague who looks after probatlona"y 3
teachers an«d student teachers. The school's profeSSLOnal
development committee is chaired by the deputy head, with
the tutor acting as secretary, and the membership lS made
up of teacher representatives, the LEA's general advicser
for the school, and the.liaison tutor from a college of
education. Examples of similar developments include the
introduction of school-based teacher educators in Houstdn,
United States (108) and the proposals for a specific

personnel function and in-service plans within Dutch

secondary sgbools {116). -

At its best¢\§dhool—focused INSET is one aspect of a
school's staff develupment policy and thus an integral
part of its overall school development policy. The
British governmental pamphlet already referred to (64)
recommended sZhools in England and Wales to devise an INSET
programme focused on the needs of individual teachers,
functional groups (e.g. departmerital teams) and the whole
school staff. This .approach underpins the "site" research
project which has been evaluated »y Baker (46) and has in-
volved 50 schools. . '

Fullan (17) describes examples of two scnool-based
INSET activities in Canada:

"... 1In which the staff play a major role in
defining-  spécific school needs, program
development requirements and progress, in relation
to given goals. The distriet provides time,
money, and other forms of support including the
use of external consultants. The programs,
however, are directed at single, albeit major,
problems.. We do not get a sense of whether
ongoing in-service development at the individual,
small group and school level is 'a way of life!
regarding all in-service needs of teachers. It
is also not clear whether the school &s an
organisation is a”"focus for change (i.e. the
~development of the role of the principal,
communication; and decision- maklng skills of
staff etc.) . Nonetheléss there 1s much more
emphaSLS placed on the school qua school as the
focal point for development of in-service
programs geared toward the particular needs of
the staff of individual schools." :

In Denmark, a school-based INSET programme was
mounted in'a primary school by researchers frem the Royal
Danigh School of Educational Studies. 0Olsen (104) reports
thatﬁthe three—-year action-research study aimed "to meect-
the t"eeds of teachers with regard to content in a
realistic setting where you work with colloagues on a team
and can draw upon expertise and information from outside

'geared to your needs and, wishes".

22
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. slsen concluded that 1t took far more 'time than antici-
pated to develop fruitful working relationships and for
the cryclal bask sF needs definition; that the researchers
nad ko be prepared to adopt an active consultancy rolej; and,
finally, that it was important for the researchers to work
collaboaratively with teachers in®their classrooms.

Y . Ln 3weden, acuording to Larsson (95), the move towards
| achool-focused INSET is the natural consequence of a wider
trend towards decentralisation of decision-making about
school matters.  For example, schools involved in the
"Lncal School Development; Planning and Evaluation” project
were iven complete discretion for planning their five
INSED days. One school did so using a working party in-
volving representatives of teachers, non-teaching person-
nel, students and parents. The preliminary evaluation
results indicate that, although the impact of these INSET
~activiries upon the internal work of the school has been
limited, they have

1"

... contributed to a more intense debate ahd
Aiscussion in educational matters, to a greater
openness in the relations between groups and
individuals, to better knowledge of the condi-
tions under which their own school works, to a
deeper engagement in probl ms. concerning thelr
swn situation, and to an ingreased consciougness
5f Eheir own responsibility ¥or the sdlution of
these problems'. ‘ ' )

1

Jther examples of school-focwised I[NSET display
features »f a more centralised or' manggerial kind.| The
Montgomery County staff development prypgramme, for
gxample, 1is a district level scheme which 'is based|upon
specific performance expectations for each teacher) and
Fhe Lin~oln district uses a variant on management ob-

. jectives for its staff appraisal and development '
scheme (19). [n Canada, according to Fullan (177,
school districts "... seem to be primarily concerneg
abmut the implementation of provincial curriculum*g@ide—
lines within which they interpret and set priorities for
their own district. There is a tension between accomplish-
ing district wide priorities and individual teacher or
schaonl prinsrities which sometimes do not align with the

district emphagis.” ‘ ’

Most '

‘Yhe fistrict described by Fullan in one case‘séudy

_has tried to pursue district priorities while tre ting
the gssanad,. 1s the main target for change and enco raging
pah) schoo)l ™y, work out detailed curriculum procedures
and 1 acale of “¥N3ET needs and priorities. A simijar
approach, underlies*syme recent proposals in the
Metherlands (116) and;“on a much larger and more gener-
susly funded scale, is evident in California (50).

we %23
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, ’ A particular study was made of the actual and poten-
: tial contribution of teachers' centres to school-focused
INSET. As Howey rightly observes in his Synthesis
Report (25) there is considerable diversity not only be-

tween countries

and cultures but within countries in terms

of those structurés and operations which are referred to
as teacher centres. He goes on to argue that -

"While many teacher centres are'school-focussed

in nature,
generalise
teachers'

others are not. It is difficult to
y, but the differences between some

centres and other forms of ‘in-service

which are specifically school-focussed would
/include the following: -

.1. The primary focus in most teacher centers
quite obviously is on teachers; while many

school—focussed;in—service endeavors tend to
attend to the needs of all educational and

educationally-related personnel in a school
building. . '
2. The focus in many teachers' centers tends to
- be more on individual teacher needs and

interests, while in many school-focussed

endeavors there is at least some attention
to problems which are best attended to by

within

3. Many teacher centers have a district or.

the entire faculty or cldse working groups

that faculty. V

regional focus; they attend tc the needs of Y\
A number of schools. Other forms of school-
‘focussed in-service concentrate kheir energies .

more di;ectly on individual sch
~4. There i/s an effort in many teac
to devglop better linkages and

ols.

er' centers
o-ardination
and among the plethora.df agents and

_aqeh les which are to some extent involved in
the“continuing °education of teacRers. 1In

other forms of school-focussed in\service a
variety of persons external to th
called upon, but the primary goal
to the needs of the individual scho

school are
s/to attend
and not

serve as a co-ordinating agency.

hus, it seems reasonable td conclude that, whafiever
their »ther undoubted strengths, there is, as yét, no
evidence that teachers' centres ar any mpre likely tHan

' Moreover, given the diversity of tedchers' centres re—

other providing agencies to offer school-focused INSET. uii

ferred to above

trate on lidentifying effective roles\and strategies for !

, 1t may well be more productive. to concen-t

school-focused INSET by znalysing examples of good prac-
tice, wherever these occur, and then disseminating de-.. .
scriptions as widely as -possible so that providing agencies
of all types can adopt a-id adapt these€ methods where

appropriate.

ERIC
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For example, external advisers or consultants can

.manifestly play anr important part in school- focused INSET.

ingvarson (16) describes.the work of a small team in
Victoria, ‘Australia, who visit schools to help teachers to

_ develop and improve mathematics programmes. In New Zealand,
_each education district has a team of ‘advisers and,

Forrest (18). describes the pricrities of one rural schools
adfiser as being: . o

1. Visiting newly-appointed principals.
2. Visiting teachers 1in response to requests
for assistance.
3. Visiting newly- app01nted assistants.
4. Visiting tnachers to build on ideas
- initiated on a previous visit or-at an in-
service course.

In the Netherlands (21), one regional centre works
dlrectly with schools which request help on subject
teaching. Tnis involves classroom visits and schocol team:
meetings. The Detroit Center. for Professional Growth and

Development has a field consultancy service which helps
primary teachers (23). In England, advisory teachers are
common and same have particular responsibilties for
beginninyg teachers (100).. Detailed national studies of
advisory teachers and consultants, particularly in con-
traskt to those advisers with inspectorial functions would
thus be of value, as previously suggested by Bolam,

Smith and Canter (56).

Following these accounts of practical examples,
perhaps the simplest way to summarise and clarify the )
nature of school-focused INSET is to compare and contrast
it with the two commonest alternatives - the long course
and the short course. To simplify this comparison the
examples are drawn from one country - the United Kingdom -
and summarised in Table 1. Long courses there include
the in-service B.Ed., and Advanced Diploma'in Education
and the M.Ed. "haracterlstlcally, such courses would:

—~ last 'up to three years;

- be located off the school site at a un1v°r51ty
or college: of higher education;

- be staffed by university or college lecturers
who would also initiate and design them;

- be attended by individual teachers from
different schools;

- be aimed at meeting the professional and, to
some extent, the personal educational needs
nf individual teachefs; i

- kake place away from the teachers’ classrooms

"1nd schools and thus in an,off-the-job or
course-embedded context;

- concentrate $n conveylng knowledge about
theory, research and subject disciplinesg

- us : teaching methods like lectures, tutorials
and discussion groups;

25
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SCHOOL—?OCUSED‘INSET.COMPARED-WITH LONG AND SHORT COURSES’ s

«

”

Characteristics

Long Coufse

Short Course

Scheol=-Focused

e.g. {In-servicel;:
3.BEd., Atvanced

e.g
at a tegchers! centre

. 1C weekly ses3ions

~e.g. Day conference
and follow-up group

¢ Diploma, and M.Ed. on subject teaching meetings . e
- Aims Individual professional/ Individual vocational Group/School (i.e. _xstem)
: : personal development development development .
Location off-site) Mainly centre * Mainly school (i. e. on

: Participants:

' Context

- Length

’Staffing
Inltiator/sgsignpr
~Content

s
a

nypical methods

'

.Accreditation/Awards

Centre (i.e.

IndiVidual tgachers from
different schools
Of f-the-job/course
embedded

Up to 3 years
Centre/external ?
Centre:

Knowledge of theory,
research and subject

discipline

Lectures, tutorials and
discussion 'groups

°

OF f - tﬁeujd

WorKShops:liins and

from dlfferent schools

course

embedded
Up to. 12 weeks

Mainly centre/exLérQal
-‘.(\

lcentre (usually) ~ & "

General, practica&}ﬁ* N

knowledge and SkiL&é?}i-

v

simulatibng‘g§%
. \i"

‘|Mainly. individual teachers

E3
»

site) .

Individuals and groups
mainly from one s€hocol
Job related and sometimes
on-the-job/ job-embedded

Usually short term

Schﬁgl/Group/Teacher

solving, practical
knowledge and skills

School visits, classroom
.observations and job

rotation
o

s

A\

Yes Sometimes: . Very rarely
"Follow-up Rarely N Sometimes B - Usually R
Evaluation Rarely | Sometimes Sometimes
\,
Q ~ .‘%Z&_
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- normall¥’resulé in an academic award or ac-
cpéditation which would often be an &id to a
alary increase or promotionj; _
_~< rarely inveolve any follow-up ‘contacts aE“fﬁ_—_‘
St end of the course; and
/f - raraly be evaluated by the providing agency for
impact upon teaching pérformance or school
change. : : a

y B Examples of short courses in the United Klngdom in-
clude evening or weekend conferences and courses of, say,
10 weekly two-hour sessions on topics like primary
sciencg, school management and in-school evaluatlon.
Characterléllcally, such courses .would:

—_last for ‘no more than one term of ten weeks;
_ - be located mainly, but not exclusively, off

- the school site at a teachers' centre, college

: of higher education or university; i

- be staffed mainly by staff from this external .

) . centre who would normally initiate and de51gn

e the course;

-~ - pbe attended mainly by individual teachers from

‘dlfferept schools but sometimes by pailrs or

. groups from the same s_:hool;

e - be .aimed at meeting the vocatlonal development

- needs of individual teachers in the hope that

Tl this would improve their work in school;

" — take place away from the teachers' classrooms
and schools and ‘thus in an off-the-job” and
course~embedded context;

_ - concentrate on pLactlcal knowledge and skills

& “ pbut at a fairly high level of generality;

- use téaching methods like workshops, simu-~

o lations and films as well as lectures and L

29 . iiscussion groups;

B ’ ~ sometimes lead to an accredltatlonewhlch may

:« be recognised for promotlon (but not salary)

s . . purposes;
‘ - sometimes involve. follow—up visits by the ,
oo course staff to the teachers in theip.schools;
" '~ sometimes be informally evaluated by the
Lot . prov1d1ng agency for impact upon teaching

performance or school change.

7 . Examples of school focused INSET act1v1t1es include
staff conferences, and follow-up activities, staff
development programmes and consultancy visits.
Characteristically, such act1v1t1es would:

<

‘ - vary considerably in length but rarely extend

o beyond one year;

' — be mainly school- based but sometlmes tak~
.place off-site at another school or a teachers'
centre, etc.; - < .

A Text provided by ERIC : : B -
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- be staffed by teachers from the school and by
external advisers and invited contributors or

consulyants,
ISV I K iwlr—ed and aften daC1nn(ari h\/ the school

in the llght of school and group pollCles,

-~ be attended by individuals, groups or the whole
staff from the school and sometimes by out-
siders; -

- ke aimed at the group and whole sLaff (i.e. ° e
system) development needs of the school;

- sometimes but not usually, take place in the
clagssroom or some other on-the-job or ]ob—.
embedded context; , :

'~ concentrate on pra*tlcal knowledge and SklllS
of a  job-specific and problem-solving kind;

- use experience-based '"teaching" methods like
job’ rotation, classroom observation by peers,
visits to other schools .and organi‘sation.-
development, as well as lectures, discussions,
films, etc.; :

- only -rarely lead to any kind of award,
accreditation, salary increase or promotion;

- normally 1nvolve follow-up work as an
integral pagt of the activity; and

he 1nformally evaluated by school

) + — sometimesg
. staff -E4F impact upon teaching performance and

chang..

*comparatlve, operational characterlaatlon of
school~fonsused, INSET should be read alongside the earlier
one guoted “hove fxom Perry (105) and the deflnltlon in

Howey's bQﬁ?ﬁQEii\ij ort (25) ,
' "In summary, =hdol-focused in-service can be

defined as thofe continuing education activities
which Tocus upon the IHLEFEstT, needs and problems

;g;_eeuy*_”mdirectlyNrglated to one's_ role and responsibilities _

in a §Qecif%c.school site. These forms of in-
service focus not only on individual teacher con-
cerns and needs, but. on matters which demand the
co-ordinated efforts of several, if not all,
persons in. a specific school setting. When
appropriate, both members of the larger school
community and the student population should have
input into decisions about necessary changes in
_the school and their implications for INSET.
These forms of in-servi¢e commonly call for
changes in the organisational structure and
programmatic nature of a school. They have impli-
cations for.basic role as well &z specific:
behavioural changes. These forms .of in-service
should take plate in the form of an articulated
framework which considers dimensiohs of the
»'organisational/sociological nature of the school
~and the curriculum and instructional patterns
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within whi%h teachers work. The basic psycho- "
logical qgrowth as well as the professional
development of the teacher should also be
considered."” . :

e

TR

From the evidence of these definitions and the
national case studies it seems reasonable to conclude that
_"school-focused" is a term which describes a loose orien-
tation to INSET, rather than a ‘conceptually rigorous
strategy for it: Nevertheless, it has helped to establish
the existence of the'international agreement about the
urgent need for INSET to be more relevant to teachers' jobs
and to the pressing needs of schools as organisations.
Furthermore, it has helped to clarify the widely-held view
that the traditional INSET strategy, whereby individual
‘teachers attend courses provided by outside agencies, is
vaizable but too limited and that it should be deliberately
exténded to encourage teachers and school staffs to plan
their own INSET programmes in the light of their self-
identified needs. .

Beyond this basic but generally agreed standpnint

" different emphases and several unresolved issues are Lot
apparent. The conclusions reached in' Howey's Synthesis
Report that school-focused INSET-.occurs infrequently and .
‘is unlikely to expand rapidly are important and prompt the
questibpn:  "Why should this be, given that the method 1is
apparently’ so popular with teachers?" Conceptual, econ-
omic, financial, logistical, professional and organis-
ational reasons are likely to be relevant to varying
degrees in ‘particular countries. Howey argues con "incingly
that informed and funded support is essential, pariicularly
at local school levels.- Moreover, if it is considered
important that higher education institutions should modify
their approach to encompass school-focused INSET, . then
their internali-organisation and incentive structures will '
naxédfg be changed so that college lecturers see itTas
worthwhile'EBMéhéége in school-focused work -as well.as in
more traditional courses.

. Not unexpectedly{"the apparently'stfaightforward
question, "How cost-effective 1is school—-focused INSET?"
is soon revealed as a complex and multidimensional one.:
at Beast four main, variables have to be specified in
asspssing the cost-effectiveness of any INSET activity: ’
aims, length, staffing and teacher release and replacement
requirements. As we shall see, the limited evidence at :

preésent available (which generally does not control for \

these four variables) indicates that specified forms of
IfISET which would come within Howey's definition, are
more cost-effective for certain purposes. .

, A third set of issues relates to the notion -of on-
the-job or job-embedded INSET. First, it should he said
that a generally acceptable distinction can be drawn
Petween on-the-job and on-site INSET. An activity may

fed
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take place on thé school premises (i.e. on-site)’swithout
being on-the- job. Thus, a management course for heads of
department held in the staff room after school wolld be
on-site (or school-based) but not in an on- the -job context.

Sa—the other hand; am advisory teacher—observing and
adv151ng a new teacher as she taught her class would be
on-the-job (or job-embedded) training. Next, although it
is the case that much of what happens throughout the normal,
Jay, for instance staff meetings and team: teachlng, could
be said to lead to professional-development, it is surely
more helpful to adopt a definitien of INSET, such as _
Henderson's (81), based upon lntentlonallty "... activi-
ties which are de51gned exclusively or primarily, to
improve and extend the professional capabilities of
teachers'". Thus a staff meeting would only count as job-
embedded or on- the job INSET if that was'its prlme purpose.

However, although these conceptual dlfflcultles can
be relatively easily overcome, the practical difficulties
of eéxtending job-embedded INSET are often more intractable..
For example, the teacher tutors in the United Kingdom in-
duction schemes were reluctant to enter the classrooms of
their probationers in case this diminished the latter's
professional status in the eyes of the pupils (55). 1In.
any case, the tutors frequently could not find the time to
engage 1n classroom-based INSET and this, too, is a major
obstacle to job-embedded work as the Synthesis Report
indicates (25). .

A fourth issue arises from the fact that, by its very
nature, school-focused INSET is likely to give priority to
the needs of the school as a system over those of the
individual teacher. , Moreover, this is llkely to be
particularly true’'at a time of economic crisis: 1local
authorities and schgol principals are likely to allocate
scarce resources, e§pec1ally that of release time, to
[NSET activities which can be justified to their pay-
—~maskters as having direct relevance .to school needs. 1In
consequence, activities related primarily to the career
needs »f individual teachers are likely to suffer.

e
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V. TRAINING THE TRAINERS

As Mulford points out in his Synthesis Report (32), -
it is widely acknowledged that those who provide INSET ' ’
could benefit from some form of training: For example, a
particular study was made of the trailning needs of teacher
tutors with respon51b111t1es for providing school- based
INSET for beginnihg teachers during pilot. schemes in .
England and .Wales. Whereas, at the outset of the project,

, =there were uncertainties about both the need for _and con-
> . tent o6f tutor training, by the end the case for training
teacher tutors was made most forcibly: 71 per cent of all
respondents agreed that tutors needed some form of train-
ing. Tutors themselves were most convinced of this,
especially those from secondary schools (94 per. cent). . ke
However, only 53 per cent of tutors considered the train- ' s
T ing they had received had been adequate: 87 per cent said. .
‘that- the LEA should also produce written guidelines for
tutors and 69 per-cent thought that on-going and not '
simply preparatory training was necessary (55) ., ,
Perhaps the first task w1th1n any country is to reach
some agreement -about who thé INSET trainers are. Three
distinctions are worth making at the outset: Dbetween ‘
those who are based inside and. those who are based outside »
s¢hools; between those for whom INSET is their primary or
exclusive job and those for whom it is a secondary or -
inciderital "part-of their job; and between thuse-who-are
seen by teachcrs as employer representatlves (e g.
qupectors) and those who are not.’

. Within schools, 1t is rare for someone to have INSETf
‘-~ as theilr principal job but in large secondary schools K
‘tirare 1s an increasing tendency for a senhlor staff member
{(e.g. @ deputy principal) to have staff development as a
major. job compdrent. This is true in the United Klngdom'

(45) and has been stronygly.recommended in the
Netherlands (46). 1In Texas, the role of school-based
teacher educatouts has-been the subject of research and
according 'to Howey (85) the following roles have been
identified: ‘'resource specilalists, design and develop-

~ ment specialists, surpervisors of prospective teachers, .

: ~ team leaders, teacher- tralnlng design and development and

‘other spec1allsed supervisory p051tlons.ﬂ
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This list serves to 111ustrate the polnt that within
schoole & number of people have varying degrees ‘of re- !
sponsibi.ity for staff development and INSET. ® Principals
and department heads-fall into this category but so, too,
do’ newer types of role like the Japanese school-based
research co-ordinator (5) and the English primary.teachers

)

“who act as internal advisory or resource personnel EO
their colleagues for a spec1allst subject area like
scienge.

N

Nulforf‘l (32) rbaches the following conclusion:

”Wlth outside expertlse comlng under ‘increasing
criticism and the swing to school focused/based
INSET becoming more pronounced, the. role. of
insiders to the scnool (headmasber:and teachers)
in the training of I NSET trainers has become
important. However, the role of the headmaster
in this tralnlng posés . a dilemma - on, ‘the one
. hand there is mounting research evidehce indi-
cating the key role played by the headpaster in
ef fective changas, on the other hand, there is
avidence that headmasters (and dlstrlct\consult—
ants and supervisorg) are not rated highly by
. teachers as INSET instructors. The resolution
of this dilemma appears to lie in the suggestion
that although the headmaster is vital for
facilitating INSET, 'the actual training should
be carried out by teachers. ’
ynforkunately, the evidénce and suggestions
that teachers be glven the pre-eminent voice in
[IISET should not be const”ued tRat they also
desire to be, or are currently competent.as,
TH3ET tralners. Only a small proporLlon of"
teachers would like to teach in-service courses”
. and whén they do they tend both to instruct raLher’
than stimulate or-encourage-and have problems of
.~ legitimacy and expertise in the eyes of their-
peers - particularly those who are closest.

Research implies.that people in schools need €O
learn and re-learn ways of working together, and
of sharing power and decision- making."

Encouragingly, new ways that can work effectlvely
with peers ‘have been reported. Batten (47) says ihat an
element that emerges strongly from, consideration of the
var}nty nf in-service activities encompassed by this
repprt is the importance of peer-group influenceé. The
word of the informed teacher, or parenﬁv_gg—aémiﬂis{fator
is/likely to 2; heeded and actad upon by the peer group
mope readily than information raceived from any other
sgurce. He aﬁds that the opportunity to observe other
rachers 1in art‘on, through school visits or teacher
efkchange, has been found by teachers to be a useful in--

xamples include the use of peer group panels (97):
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They act as a sounding board for onehgnofher'e
self-analysis of needs, and for. ideas and ‘\\j\“‘“-exk\
plans for improvement. :

- They assist each other in analysing teaching
and curriculum, often by systematic obseryving
in each other's classrooms - using low
inference measures; & '

- They give one another low inference feedback
on behaviour observed or work analysed, and

- They verlfy 'for the record' if a record of

» competence development is needed the member's

o attaining of an objectlve in hls/her improve-

' ' ment plan.' .

The term ”1ow ihference™ is used to describe observation
judgements and fe&dback based upon a pre-agreed set of ' .
relatively objective categories. 'High inference"

judgements are seen as courter-productive.

. Outelde schools, an equally varled number of person-—.

nek act as INSET trainers. Often they are employed by

the local or national authority. For example, in a study

of fourteen.English local, authorities by Bolam, Smith and,

Canter (56), particular attention was given to the

training needs of local authority advisers and inspectors,

most of wHom spend a great deal of their time providing

INSET. Less than 15 per cenl of those questloned had
~ receilved any specific tralnlng yet almost 70 per cent

recommended that .advisers should receive specific train-

s ing. Partly to overcome the difficulties caused by the
' inspectorial aspects of such roles, many national, state e
and local systems have introduced .some form of ddv1sory o
teacher whose main job is INSET, espec1ally for primary

schoaols. For example, in the Unitéd States, Rauh (107) ;
describes the work of instructional associates and o
Howey (85) summarises work on the adv1sory teachers' role;
Groenhagen (21) outlines the ways in which members of the
guidance- service provided. by the Dutch local and.regional .
_education centres visit and help teachers in schools;
McMahon (1007 déscribes thg induction role of advisory e

teachers in England; lgvarson (16) describes the work 1
of a - (maths .3jvisory) ‘t8am in Australia; and Forrest (18)
s provides a very useful cast-study of an adviser to rural

primary schools in New Zealand.

Three general observatijons are worth making about

the advioory teacher role: first, it appears to be an

effective way of providing a formal framework within

which experienced specialist teachers can help colleagues;
- second, it seems to work best in primary schools;. third,

teachers appear to respond well to the role, from which

one may conclude that the role is a potent one which 1is

worthy of more, w1despread adoptlon.

Another major group of INSET trainers are in the
institutions of hlgher educatlon - colleges, polyLechnlcs
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and universities. Mulford: (32) concludes that the pllace
of outsiders to the system, particularly thos from

higher education, seems limited in tHe eyes off teachérs. -
They complain he says, that personnel from hﬁgher du- -
cation institutions are poorly prepared to h Lp, lagk
credibility, lack @utual understanding and a?e too fremote

b reasonabl

L S S /

and Fhmr\rmf—ihnj p:ri—iru'l::rj\} when schaoaol ha”eerl act'viti7s
are preferreds—

+ There is undoubtedly considerableNfor re--alidit
in this conclusion 'but it does require ofie quallﬁlcatlon.‘
First, there is reason to. believe that teachers' 'opinions

moreover, that, when teachers and college staff Jactuall
work together on INSET activities, these stereotfypes can
be erzded and that much more favourable opinion
(46 and 100). Second, there is ample evidence /that,
particularly as a result of the drop in/ initia
training numbers, college staffs are réviewing/ their roles
‘and adopting a much more outward-lookifng and
oriented stance (46, 47, 65). Third, 'in sevefal countries
universities and colleges play little part iQ INSET and it
is at least arguable that this 1s an under-ufilisation of
valuable professional resources. .

. A second important consideration for Member countries

is to ask&what INSET trailners actually do, /and might
be expected to do. Relatively few systematilc

or comprehensive surveys have been reported though there
are several exceptions. For example, in the United
States, Katz (92) studied the role and fupctions of
advisers; in the United Kingdom, Bolam, /Smith and
Canter (56) reported on a study of local/advisers and
inspector's with particular refergnce to INSET and inno-
vation while the ‘functions and training /needs of profes-
‘sional tutors have also been studied by/Bolam, Baker and
McMahon (55); in the Metherlands the goles of internal
support officials or change agents have been surveyed (116).
The research 6n school-based teacher educators (SBTE) in
the United States is one of thf most interesting of these
studies because the extremely thoroug review and analysis
led to a list of competenc1es with d rec’t 1mp11catlons for
training neéds (84):

"The resulting set of 20 compefency specifi- .
cations assumed that an SBTE wpuld be able to -
" perform, as a teacher, the spgcified com-
petencies as well as faclilitafe their per-
formance by others. BSBTEs: .

1. assist teachers to develop interpersonal
skills and effective communication with

o students, colleagues and/school constitu-— v
encies; : / ///////”//////’
: -'assist teachers to gath r and utilize ‘
relevant data about , classroom, and

e




3. assist teachers to undebstand and work
effectively with different socio-economic/
ethnic/cultural groups;

4. assist teachers to translate knowledge of
.current educational research and development
into instructional practlces, i

5. assist teachers to develop a personal -
teaching style consistent with thelr own

- ' ’ philosophy;

- 6. assist teachers to develop their understanding
‘ . of basic concepts and theories of’ the subjects

they teach;

H“f—,-———‘.—'-____._7__.~_~ass1st teachers to understand and use tech-

. ) needs; » )
© 8. assist/ teachers to design, develop, and

! maintdin environments that facilitate learning;

- 9. assist teachers to develop instructional goals

and jectivess ’ .
) '10. assigt teachers to develop and/or adapt
/’ instikuctional programs and materials;
/ 11. assist teachers to'.select and utilize

; , - various strategies and models of teaching,
o for example, concept development, -inductive .
‘ procedures, non-divective teaching; ‘
12. assist teachers to design and implement
personalised learning plans;
13, assist teachers to develop effectlve leader-
. ship skills;
14. assist teachers to understand and use
effective techniques of classroom management
15, assist teachers to evaluate instructional
effectiveness by collecting, analyzing and
/ - lnterpreting data on teacher and student

/ . : behavior; ,
Y 16. assist teachers to develop, implement, a —
assess continuing individual prof ional
, growth plans;
17. plan and conduct 1ndlv16ual conferences with : /
teachers; _— /

18. recogn' eEthe ex1stence of personal problems /
. affect a teacher's instructional e °

effectlveness and 1n1t1ate appropriate referral /

process;

19. demonstrate effective planning, organisation, /
and management skills; !

20. facilitate research studies on ‘teaching and /
learning. , i

"A third major consideration for Member countries ig
to review the range of available INSET methods and to /
assess their relevance and effectiveness. Not unexpected—
ly .the reports rand case studies include accounts of ag

1

extremely varied range of techniques including clinic

A supervision, organisation development, micro- teachln?
/
35 : ; / .
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classroom analysis, simulatiohs, competéncy~based metnods
and distance-teaching. Thus, quite apart from the sub-
stantive subject-matter (e.g. mathematjcs teaching) which
the trainer may be trying to communicate, there are numer-
ous methods and techniques with which, ideally; they would ,
be familiar. An early plea was made for an analytic and
critical typology of INSET mechods (ll) but the diffi-
culties of producing one are considerable. A preliminary
attempt distinguilshes between multi-media productions,
restricted media presentations, media emphasising written )
presentation, single small-scale aids and small-scale
training systems and media (31).

However, even a typology at this level of generality
is difficult to apply to the numerous approaches described
in the case studies. Three of thé eighteen cases summar-
ised by Mulford (32) illustrate this point: first, the
school-based project in Denmark in which university
lecturers worked in a consultancy style with a group of
teachers from a school who themselves decided the pro-
gramme of study (104); second, the IT/INSET project in:
the United Kingdom in which teams consisting of two ex-
perienced teachers, one colleaitlggtufer and five initial
training student teachers work—together in a school to
promote self-evaluatien and professional developmet for
all three groups (Henderson.et al, 79); and third, the
Swedish School Leader Education Project in which the

S training was based ‘on interaction between leaders and on
- activities which included some periods of self-obser-
vdtinon (66). '

Two further indications of the difficulties of
devising a satisfactory typology are worthy of attention.
First is the tendency for any discussion of INSET methods
and materials to be dominated ty considerations related
to distance-learning and hardware-based techniques like
micro-teaching. Important as these are, their utility is
limited. The vast majority of INZET activities are- far
more likely to be characterised by Face—to—fac? inter-
actions between trainer and teacher and hence it is help
. with the methodology or pedagogy of these interacgtions
: which will be of most value. to the INSET trainer. Second,
' we may note the continuing debate about the concept of
consultancy. For instance in considering the Aimpli- -
cations of consultancy for INSET several experfienced /
practitioners and researchers in the United Kingdom have
expressed doubts about the relevance and helpfjulness of .
typologies based pn a "pure'" non-directive model of
consultancy (78). Eraut (6f) writes a ,follows:
/

{

CE "I am adopting a- very broad-definilion of '
consultant and @bandonfﬁg,the implicit assump-

tion in my earlier writings that consultant is
necessarily non-directive.* This gvoids problems
of exclusion by definition and ledves me free to
examine a wide range of possible ¢onsultancy roles.

‘c N . . . . . .
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My definition, therefore, is that a consultant
any .external agent from within the educational
system who lnvolves himself in discussing the
educational problems of a class, department or
school with a view to improving the quality of
teaching and learning. I mean to exclude lay
people from this definition unless,they are
effectively co- pfOfESSlonal - some journalists
and authors might belong in this category."

In this definition the potential '"consultancy" con-
tributions of a whole range of professionals (e.g. inspec-
tors) can be re-examined - 'an impeortant resource factor - -
but the pure concept of consultancy has to be modified
with direct implications for, amongst other methods,
clinical supervision and organisation development.

A fourth major consideration is for Member. countries
to ask what kind of training should be established for
[NSET trainers. In his review of eighteen case ‘studies,
Mulford (32) points out that training occurs in a wide
variety of settings: for example, in Portugal a centre
has been established to define the training needs and has
run experimental seminars on group dynamics and pedagogi-
cal evaluation, while in France integrated centres for
training adult trainers have been set up. He concludes
that most of the material here tended to emphagige the
general factors that training should take into cahsider-
ation rather than specific methodologies. Thes? general
factors were synthesised into eight points: the need to
be aware of schools as organisations, the nature of
teachers and teaching, the school's context, tHe trainer
input dilemma angd andragogy (adult learning théory) and
emphasis on participatory approaches, experlen 1al\\
learning and educational administrator trainimng.

Given the wide variety of settings; roles, functions
and methods which have been outlined in this/section, the
most 1mportant single consideration 15 that/training
coursec ror INSET trainers (just gs for te chers) should

-~ be as context-specific as possibl: It follows that, if
materials and training packages aﬁe to be, produced elther
nationally or internationally, ig is essential that they
should be capable of %@daptation to local /and individual

circumstances and that ways of facilitatfing such adap-
tation should be built in from the outs

we 1 e |
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o vi.’-‘cosws, FINANCES AND RESOURCES

One off the mgst important yet intractably problematic
aspects of I is that of obtalnlng reliable information
about costs. As Kaplan (38) says in his Synthesis Report:
"The study of coslts of INSET activities is perhaps the
area in whic ults are farthest from expectations. One
hopes for am tude of hard facts and figures and for at
least a few ifmdissputable generalisations. Instead, one
finds that relafiively few things c¢fn be said objectively
on this subje t, for the reasons mentioned in the intro-

“duction: = lack jand dlsper51on of dlata and non- comparablllty
of programs. Added to this is theh fact that INSET is
often an ongo%mg act1v1ty of~teaizers anrd administrators
carnxed on coppurrently with oth r\act1v1t1es, so that its
costs Bre of ¥en not clearly separqted out."

St 2

This is true- pf both centralised and decentralised
systems. Acconding/ td Henricson qB even in a central-
‘ised system likk th& Swedish one, 'it\ls, for many reasons,
not possible to\reach an exact overall caliculation of- the
cost of INSET. some cases where the total costs can
be determined itNis not possible to aljlocate the expendi-
ture to specific types of costs.

In England and Wales, a 1978 govegrnyent| survey (63)
encountered similar problems: "... ldcal\ aulttrorities had
not been able to keep their records in a which
enabled them to answer all the questigns picisely and
replies to some of the questions were estizapes.; Further,
some questions raisgd diffi glsies of |[definition and
measurement of cost$ and couldinot be|ansyiered on a
uniform basis as b%ﬁween a thQ ilty anfl authority. These
difficulties were qpparent pant cularlly ¥n regard to the
involvement in: indyction and ipyservite fraining of

[

members of local a thorlty,adv1sory s ices where in seme

'

instances their cogts had to/oe impupted ("

The fact that| thils was the\flrst/ uch survey in
England and Wales pxemplifies a ‘distipfi¢t trend in Member
countries, many of|which "are g\ clarify the major
.cost components of| INSET. ‘ , thle general impression
gained from the case studie' i E nly limited progress

" has.been made, as . e categories used
for costing higher educatlo Thus, a study at

el
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the University of Sussex (106) distinguishes between
capital and recurrent costs and between social and intern-
al opportunlty costs but "such distinct¥®ns do not figure .
explicitly in the British document JUSL quoted, nor in
most of the case studies.

An Australian study is §\notable exception, but
31though Cameron (34) gives the capital costs for certain
aspects of INSET (e.g. for education centres), he deals
. maLniy with tecurrent costs. Moreover, all the studies
'» hd/e difficulty in differentjating between the proportions . ' |
. of recurrent costs which should be allocated to INSET and
’ T kn, sa zurriculum' development or school inspection.

| A solutlon adt in _the Brltlsh document was to 1mpuLe '
.. the INJET propbrtlon of advi larles but the precise

criteria used and theilr validity are unclear——— .

I'he reasons for these costing problems arise mainly
fFrom the lack of a c¢lear INSET structure, from the- sheer
range of institutions and agencies which provide INSET, .
from the diversity of their programmes and activities,

each with their own often unclear goals and purposes,
dnd frum the different patterns of teacher participation. °
In most Member countries, the INSET system, unlike the
initial tra1n1nq system, is in a state of flux and develop-
- ment and the responsibilities for financing it ‘are unclear.
Hence firm definitions and distinctions are simply not
possible at this stage. -

It should, however, be possible to make some, funda-
mental conceptual di slinctions that have practical value.
Jdne such distinction is that between costs questions
(e.g. How much does course: X cost?) and finance quesLlons
(e.g. Who pays these costs?). A second distinction is
that between accounting and planning costs. As Westoby °
says in his Management in FEducatlon Course at the Open ‘
University (117): ' . . -

“"putting it very broadly therefore 'accounting'
costs are the outcome of retrespective or
historical allocations of resources which have
already been used (or at least 1rrever51bly
i allocated) to particular goals and actlv1t1es,
’ whereas 'plannlng costing is concerned
O principally with those resources which are the
S rrial subject of choice since they have not yet
' been (finally) committed (and could therefore
in principle be avoided or transferved to some
wther purpnse). Frequently o% course some
costs derived for 'accounting' purposes are )
used 4g estimatessof costs for 'planning!
purpnses." ’ o

A third distinction is. that between the costs of provision
sr supply (e.g. How much does it cost to provide course X ?)
and nf take-up or demand (e.g. How much does it cost to
attend and participate in course X ?).
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These distinctir -~ generate four basic questiongé

What did, the provision and take—up of "Y" cost? ‘ :
—~-Who paid for the provision and take-up of "y"? - e
What should the provision and takzo-up of "Y' cost?

Who should pay fer the’ provision ana take-up of "Y"? ‘

'

In these examples, '"Y" could be an INSET activity, course, s
programme or agency/institution. In principle, -it ought
to be possible to identify the major ccst components to
answer the accounting costs questlons for INSET within and
between Member countries, although the relevant data Will
not always be available. The answers to the financing and
planning questions will probably be much more culture- .
bound but here, too, the broad categories should be identi- °
fiable. , - N

Cameron (34) for Australlab dlsLlngulshes between
four major types of recur?eﬂé césts for short courses and
» workshnps: assembly costs, including those of accom-
modation and travel; replacement costs, to cover the
saiaries of substltutes for partlclpatlng teachers;
xiministration costs, which cover the salaries of genera]
ndmlnlutratlve and clerlca] staff and of general office -
supplies and pustage; and organisation costs, which cover:
lecturers' fees, materials and*equipment “for specific
churses. He estimates the average distribution of these
zasts as: ;

Assembly 20 - 25 per cent -
Replacement 60 - 65 per cent N
Administration ® 10 - 12 per cent ~ ' °
E organisation 8 - 12 per cent -

In this example. the costs of provision and take-'p amount
to 18-~24 per cent and 80-90 per cent respectively.

Bradley (33) outlines the costs of a five-day, resi-
dnntial course in the United Kingdom and, collapsing his
categories into ones similar to Cameron's, the following =
approximate percehtages emerge:

P

sembly ‘ 20 . !
Replacement 73 °
Alministration ?
- 'ryanisation 7

a

45 far as one can tell, administrative costs.do not appear
explicitly in the British list. It is also unclegr whether
tameront' s "Assembly" category includes the travel costs of
the lecturers (i.e. the providers). These were inc¢luded

in ”5rganisation” category for the United Kingdom in order
to preserve the distinction between provision and take-up;
»n this bhasis, one can say that the provision costs were

7 ner cent while take-~up costs-were 93 per cent. . 7
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The detailed accuracy of these examples is less im-
. portant at this stage than_the broader issues which they
o raise. For, if meaningful comparlsons of adcountlng costs

"*—~~-~E§r* “INSET are to e made-withinend-betweesn countries;—at——

least “three conditions must be met. First, the categories

belng Tosted - must-pedefined and-agreed——Second;—the rela-:

tive merits of different types of unit costs should be ex-
plored and appropriate ones agreed: some of the studies

use costs per teacher, some use costs per full-time teacher

the American report (35) suggests cousts per training hour,
and another possihility is costs per teacher hour. Third,
‘the costs must be presented in percentages as well as
currency figures. Only when these and similar conditions
; are met will it be possible to make informed judgements
i3 " about the relative costs of each component, and of the
‘costs of different types of INSET. At present, and cer-
tainly in the Australian and British examples quoted
] above, teachers' replacement salaries appear to be the
- ‘tosbliest item by far; but as long as capital costs adre
) excluded from: the calculations the full Significance of
this high recutrent cost’must remain obscure. Similarly,
“only when these items have been clarified will it be ¢
possitle to assess the feasibility and desirability of
T ineroducing the COncept of - opportunlty costs inkto the
calculations.
&aplan in his Synthe51s Report (38) offerﬁ the fol—
lowing generalisations about patterns of financing INSET
in individual countrles =

- : "Three of the-flve ‘countries studied handle edu-—,
B cation in general and INSET in particular in a
.basically decentralised fashipn. In these )

countries, central government flnanc1ng is aimed .
more at new and innovative programs; -in some
cases, this financing is*growing in importance.
These funds have of¢en been helpful in starting.
or maintaining teacher:centers.  Central govéern-
ments also support INSET 1ndlrectly through more
general grants to local educational or government
authorities -and through financial support to
colleges and universities. Yet it is local
authorities which are the main® financers of INSET.
They pay most replacement costs and provide most
" administrative and some specialist:personriel for
local co'rses. Colleges-and upiiversities are
the' third. blqgest source of funds in these
‘countries. Teachers as individuals also contrib-
‘ute 1arge amounts of time to.ENSET, although
this is hard to total up. Other. financers f
INSET anludo teachers' uynions and subject N
as§9c1atlonsy cther government units, private
businesses and foundations.
1 - e
The financial and planning questlons - Who pays and
who ought to pay° — raise wider issues which have to
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‘considered from varigus viewpoints. For, as Pigckford (106)
demonstrates, the defzisions that precede and follow costing

exercises are cruclidlly influenced by the viewpoint adop-

ted. Lt is, thereflore, of considerable practical imporik-
“ance to review INSET costs from various ‘perspectives,
-although -this is by no means easy as is evident from the

reports, several of which predomlnantly reflect a national
perspective. ’

In consiqeriégibeicher time as a major cost item, for
example, it is obviously vital to look at it fromsthe .
teachers", as well as from the employers', standpoint.
Teacher time 1is a major . INSET resource ‘and teachers' per-
sbectlves on this and other costs should help our-under- .
Landlng of their motivation towards INSET &and of whethér
" ALLt particular incentives are likely to be effective.

“At one extreme, the fact that a teacher has to pay her .

»swn fees and travel expenses to attend a course in her own.
time could act as a powerful disincentive; at the other
extreme, the fact that a teacher's employer would pay all
course fees and travel expenses for a course held in

school time could act as a powerful incentive. In several

countries it is undoubtedly the case that more teachers
attend, [NSEDl: in their own time than in their. employer's
time.  For’example, in the United Kingdom more-than half -
the t@achers undprtakLng training had been doing .so ‘as
part of their overall professional respon51b111Ly and
withmut absence from normal classroom activities (63).

In Denmark it was difficult to assess the total extent of

‘this activity, but it-was '"surprisingly large" (36). -

Yet, since teacher time abpears to be the biqgest

. sinqgle recurrent cost of INSET, it is surely important to

establish more precisely how much time teachers contrib-
ute themselves. This is necessary- nationally and also at
sthonl level. "According to Baker (45) in the. United

Kingdom:

"The most significant cost for schools is the
teacher time required for involvement in INSET.
Time away from normal-.teaching duties is regarded
as potentially disruptive to' the school system
itself and as a potential loss for the classes
normally takenaby the teacher. Substitution has
to be arranged, possibly on days when several
staff are absent for other reasons, and if
internal cover 1is required it may be seen as =@an =
‘irritant' by colleagues who have to lose their
non-teaching periods. Such factors, coupled
with doubts among a proportion of the teaching
force about the value of INSET; soon act as
checks upon increasing the level of INSET activ-
ities as has been evident in one or two -project
schools. Yet school records to show the extent
and distribution of absence among staff, the
reasons for it and the classes affected by it,

‘ !
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are nottcbmmqnly kept in detail or, if kept,
are often not in a form allowing easy retrieval
of the daLa to answer - these questlons

’

Baker analysed the daily substitution lists 'in an English
secondary school over a one-year period and found that

‘only 1 per cent of timetabled periods were lost for INSET

reasons compared with 2.7 per cent for staff illness.
Furthermore, 79 per cent of the INSET undertaken did not
require replacement teachers. These figures highlight
several issues, not least the need for schools .to work out
methods of costing their INSET activities.

Whether or not teachers are released for INSET also

. has important implications for the use of providing
' agency resources. Traditionally, the undergraduate and

graduate education courses providéd by colleges and uni- ;.
versities depend upon an identifiable group of students
attending for a required period, mainly full-time, during

‘the day. Part-time courses, often pose major financing

problems. Again, taking the United Kingdom as-an
example: .

"part of the problem arises because in allocating
its funds.the University Grants Committee does
not at present take full account.of work. that

‘universitiés’'do with part time students.

Increasing the number of students on part-time

courses does.not necessarily mean that additional

grant is received. Indeed, given that total num-—
bers of home-based students are fixed, an¥y substi-
tution of full- tlmers by part timers threatens a
loss of income.

Even more seriously, the fees that universities

charge for ‘public service' part-time courses

are such that the total ‘'unit of resource'

‘(grant plus fees) for part-time students is only

a fraction of that for full-timers. A teacher

- doing a full-time post-graduate MA ‘course ‘at a
university next year will pay a fee of £1,105.

Each university fixes its own part-time fees, but

in some places a part-timer could take the same

course over two years for as little as £150 a

year. In some public sector colleges which havg

advanced qualifications validated by unlver51t1es
the tuition fee for the same course is only £5
each year."(114)

The p0551b111t1es for colleges to operate more
flex1b1/, say in a school-focused mode, are also con-*
strained by financial and costing procedures, as an
"American writer argues‘(65): .

The work measurement unit used for fundihg

college programs is typically the’ student credit
hour or full-time equivalent student (FTE). The
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FTE usually is based upon classroom contaé&t hours
for on-campus instruction. - This practice assumes
that formal instruction in a college classroom in

a CcoUrse ftormat  1s Ehe way Tor SEUdents to [earn "
and for professors to teach. Courses offered off-
campus through offices of fieéld service or exten-
sion commonly are taught as an overload, providing
the faculty member with extra income. Although
some ‘states have adopted 'continuing education
units' (CEUs) as a basis for calculating off-
campus load or productivity, these, too, concep-
tualize the professor's work as the teaching of
formal college-type courses."

At local authority or employer level it is especially
necessary to distinguish between the various types of
INSET for which teachers are actually released. Three
types were distinguished earlier: ’long courses leading to
an academic award, short courses of a practical nature and
school-focUsed activities. It was also argued that, in a
period of economic recession, employing authorities: would
cut back on teacher release for longer  courses first but
that within that category, they would give preference to <
practLCdlly oriented courses, which they thought would ' :
bring direct and immediate gains to schools.

°

At nationdl and local levels the issue of teacher
'releaqe is bound to be a crucial one. Teachers' associ-
ations regard it as the litmus test for judging how
serious governments actually are about their commitment
to INSET. The Swedish teachers' unions, for example, ,
claim that all INSET act1v1t1es should take. place in
school time (37). In the United Kingdom, the "James oo
Report" recommended a national figure of 3 per cent re- J
lease for longer courses, excluding release for .shorter
courses, but teacher associations now regard this prin-

" ¢iple as having been seriously eroded by the apparent re- T2
interpretation of the 3 per cent figure to include release
for shorter courses. . :

At a time of severe financial cutbacks it is in-
evitable that release for INSET should be curtailled but,
alongside this economic fact of life, the central import-
ance of release as a professional issue remains potent.
As the quotation from the Swedish report implies, funda-
mental questions about the nature of a teacher's condi-
tions of service are raised by the release issue.
Associated with it is the question of who should pay, in

erms of course fees as well as time, for the two prin-
cmpal types of INSET: that which is intended malnly for
individual professional development and that which is 1n—
tended mainly for school or system development.

In the United Kingdom Taylor (114) argues that the
relevant costs need to be apportioned oii a rational basis,
which balances 1nd1v1dual and soclal benefits, motivates

3
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institutions to provide coukrses of the kind needed to _
bring about lmprovements in)teaching, and encourages 1nd1—
v1duals to take advanbage oi this prov151on. :

However, the difficulties of ach1ev1ng such an appor-
tionment are likely to be considerable, as the Aherlcan
report (35) demonstrates: "In one 1oca11ty a university

1 course may be-considered a 1eg1t1mate INSET. expense, paid
For by a school district, while in another there may be
leqlglatlon barrlng use of INSET funds for college
courses. .

It is within this context of some uncertainty about
INSET costs, and sometimes heated discuxsions about who
should’ pay, that various p0591b111t1es for making more ef-
fective use of INSET resources are being explored. Three
- exampies illusg e this point. Flrst at school level a
__,dw—ﬂumbi ot developments are notable. Sevef‘T“éuntFles now
- finance a spec1fledanumber of INSET days for whole staffs.
In Sweden five such days have been set aside as study days
since 1962. 'In \Denmark every school and its staff has
four whole days ‘per: year, where they can plan their own
" arrangement of INSET and there is money to pay external
experts. for their conkributions.

)

)

In Australia, the. Schools Commission's tNSET‘Programme
prov1des funds, dlsbursed through Reglonal INSET Commlttees
which are avallable to schnol staffs wishing to run their
own INSET programmes (16). " In the Netherlands, the Duich
‘Catholic Schools Council has’ proposed a differentiated'
system of financing for external support to schools which
would include an element for INSET over which the school

, would have control (116). Dev1des like these for stimu-
lating INSET at school level ought to be the subject of
separate study.

Second, although a number of methods have been tried
to stimulate and facilitate the effective use of providing
~—"" ‘agency resources, these have not been without problems.

' In the United Kingdom, two-ninths of staff time in
colleges of education was designated for INSET purposes
partly with the aim of involving them in school-focused
work but, for the reasons elaborated in an American con-
text by Drummond (65), most colleges have used their
staffing allocation for conventional courses. “The ways
in which the roles of potential providing agencies are
defined, both by their members and by outsiders, can be
1mportant. For example, in the Netherlands, the 1nspector—
ate, the universities and the initial training lnst;tu—
tions have not played a.central role in INSET but their
-potential contribution is currently under review (93)

Third, a variety of approaches 1is belng adopted to ~
improve arrang@ments for consultation, collaboration and
participation in INSET planning, implementation and evalu-
ation. School-focused INSET is-central to many of these

3
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apdroaches, especially.where the emphasis 'ig upon teacher-g

defined needs and programmes. Similarly, the teacthers!; "~
centre movement, especially in the United States, reflecgts
T concerm to giveteachers—greater—eenteol—over—the Dro- S

grammes. The project's Interim Report: {11l) identifie

" five main. governance task areas: ‘ ,‘, . \
. . A

a) Release and financing of teachers to undertake

- INSET. ‘
b) Content and methods of INSET programmes and

activities. “
c) Valicdation of INSET awards. .
: d) Accreditation and certification related to
| _ INSET awards. . R C
: e) Co-ordination of INSET provision

\ .
\ X . .
$ Although the information available about recent develop-
" _ments is sparse, the impression- from the reports 1is that
|
|

' progréss has been made on b) to e) bult that declsion Jbout
release and finance largely remain 'the prerogative of
employing authorities. One development is apparent,
however, especially in the United States and Australia
where there is evidence of increasing involvement of
parent and community groups both in decisions about INSET
and in the activities themselves (89),(34). ‘

) Finally, in this context, the Synthesis Report (38)

©i* . highlights an important paradox. Is it possible (writes]

© Kaplan) for the central govegnment to initiate, to fund,..
to encourage INSET, without creating-great resentment by .

appearing to control and to reduce local powers at a time /
. when many are asking for more local powers? Should we /
° view any change as necessarily bringing resistance? If

INSET becomes invélved in an I win-you lose political
power struggle between central and local government, this

. resistance is inevitable, and collaboration very diffi-

! ~ cult. Yet there are perhaps other ways of approaching
the question. This international study has revealed the
paradoxical necessity for central government funding and
encouragement of INSET with as little central government
control as possible. Those' engaged in dialogue between
central and local governments on INSET planning might
want to take this point of view into account. A further
step in the dialogue (he concludes) might be to agk: Is
it possible to create national INSET structures which
explicitly recognise this paradox?
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, VII. EVALUATION: TECHNIQUES AND POLICIES

With the growth in commitment to INSET has comé a i /
series of questions about evaluation which usually stem '
from pne or both of two concerns. First, there is la con- ‘/‘

.cern that INSET should offer value for _money, . which we may
call the concern for programme accountablllty. Second,

here 1s .a coneefn—ee—&mﬁfeve~the quality-of INSET, whlch 2
we may call the concern for programme 1mprovement. Both . Z
concerns, have direct implications for the purposes, nature
" and methodology of evaluation.

o

Quite understandably, the principal and fundamental
conecern of those who have to provide the resources for . !
[NéET is whether it brings value for money.” In the AN
United Kingdom, for 1nstance, local authority adv1sers C
need .to be able, to convince local'’ politicians that it .is ‘\\\f
worth spendlng money "an INSET rathef than.on reducing the'y‘f"Sg
size of ‘classes or on some other soc1al service like e
housing. Ideally, they would likeé "hard" information
about the effects of a particular INSET programme on
teacher performance and, even better, on pupil or student
performance. 1In practice it has not proved easy to pro-

*vidle this type of product or outcomes information. Most
evaluations have asked teachers +to make-a follow-up
"judgement, either immediately at the end of 'a course or
- perhaps a month afterwards, about the impact of khe
course. When theése self-reports have been checkied in-
dependently, however, their reliability is shown to be
questinnable. For example, Henderson (80) found little
evidence to- auppor* the self-reported changeé: in teachers'
behaviour following a distance- teaching couéee on reading-
improvement.

It is technically possible to obtain convincing
"product" data about effectiveness if some form of com-
petency measurement approach is adopted. Writing from an
American perspective, Borich (26) eutlines three evalu-

-atlon models based upon a definition of competency which
is tied to a validated and confirmed '"relationship be-
tween a teaching behaviour and a pupll outcome".
ence in Burope indicates that it is rarely _ le to
use such sophisticated instruments and—&¥aluation designs
because they are expens%yg}?;m%ﬁﬂﬁigfthe course being
evaluated 1is usnf}iy/p@t”’henable to:a behavioural approdach. . 3
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and because programme improVement\dQ;a is both easiér to
obtain by gther methods and is more ‘highly valued.

-

TRe 1SSUES &ré posEU very Clearty Im Ekiund s Swedisir—
study (28). For example, it refers to a shift towards
what could be called a participatory INSET evaluation
model. [his change d4s qualitative in nature and can be
seen as a reflection of a general trend discernible in a
great many filelds. Characteristic features of the model
are, among other things:

- the broadening of the field of evaluation so
. Ehat product evaluation is just one of the
“components; : '

-~ INSET and INSET evaluation as an integrated
nart nf the total school development
programme; .

-~ evaluation programmes as decentralised, group-
fscused and field-centred® activities;

- [N3ET evaluation as an information service to:
the participants about the characteristics of
the school's whole development programme and
thus a basis for participatory planning and
decision-making. .

)

i Eklund goes on to ardue, with respect to data coliec-.
tisn methods, -that. . o : :

"If ysu know - and have been ablé to.control s
relevant background and situation variables
(frames, processes,.etc.) the products »f a
training period provide an excellent basis for
evaluation - you need no more. You have a kind
~f ne-dimensional evaluation situation (sum-
matiye and product-centred). On the other haﬁ@,
if you are uncertain which variables are the -
relevant ones (which variables you have been
able to hold constant), the mere study of results
becomes somewhat pointless. In this case you alse
need information that makes it possible to esti-

. mate the congruence between aims and the didactic-
<~"al model and between the didactical model and
the actual behaviour. You get a multi-dimensional
evaluation situation (formative and process-
centred)."

A

Essentially then, the argument turns upon- the im- _
portance attached, on the one hand, to obtaining formative
process evaluati-n information about the ways in which a
programme was- implemented to inform decisions about pro-
gramme improvement and, on' the-other, o obtaining sum- -
mative, product information about the effectiveness and .
outcomes of a programme to inform decisions about whether
or not to continue with it.

: (. N
r . :
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Proce s datal and "soft" product. data (e.g. follow-up
evaluation) are t&chnically_easy to obtain, are relatively
cheap and satisty Bome "professionals" but few "poli-

T ticiansT; pard" product data aré technically alfrIcult™
, to obtain, are more expensive and are more likely to satis-
fy the "politicians” but .threaten the "professionals".
‘Barich (26) is therefore right to stress that 'the. 'best'
avaluaation methodology is dictated by context and dependent
" upon resources at hand, time and commitment of those con-
ducting the study, requirements and policies shaping the
evaluation, and, of course, the objectives of the training
ingtitution." It is, incidentally, worth noting that
neither these issues nor the technical problems of evalu-
ating INSED are particularly unusual: they have already
neen confronted in the evaluation of curriculum develop-
; ment and soclal action programmes - vide Stake (1l1l1l)" and
~/  Jenkins (87) - and have given rise to similar debates and
L/ rival solutinns. llevertheless, as Fox's 3Synthesis Report
/ says, it is doubtful whether this experience is being
adgauately drawn upon (290).

/ Fyx gnes Hn to say that there are three main reasons
given for the support of INSET: stimulating professional
development, improving school practice and implementing
tocial policy - and three main settings in which INSET
bedurs - in single schools, multiple schools and ad hoc

/groups. Moreover, he says.that a meaningful discussion
of evaluation must take account.of these contextual
features: ' Lo .

... there are two significaht parts. to the
context of our in-service education and training
programs: 1. that created by the three reasons
we use to support in-service education and
training and 2. the settings in which these
proygrams are performed. To articulate or
analyze our experience, to judge our effective- -
ness, to compare, contrast or accumulate what we
have learned from our experience in ‘in-service
edugation and training will take a precise
i‘lentification of what our intentions are and
what the setting is. [f we discuss only the
setting, for example, important features of our
~wn experience are left uncritically analyzed."

Of the -many problems which evaluators encounter,
Fox highlights three: the bureaucratic context of
evaluatinn, the choice of evaluation methodology and the
‘ambiguity of "participation". One important issue arising
from the bureaucratic context is the "political' nature
~f INSELl. Of this he says that the political process in
a bureaucracy is focused on how to deal with professionals
who represent conflicting but powerful interests. In
evaluating .in-service education and training, a variety
of conflicting professional interests may be affected and
many bhureaucratic levels may be involved. Thus, from a

3

-

o 49

T

-

PRI




bureaucratic viewpoint, the evaluation of in—service edu-
cation and training is a highly political activity.

"o UFox stresses that a "rdnge of “optionsTis open”to the
- evaluator: :

"... there are many ways in which an in-service"
education and training program can be investigated.
There are a variety of case study traditions.

There are quantitative methods that can illuminate:
the process and impact of in-service education and
training programs. There are quantitative methods
of inquiry that can be integrated with case

studies to form singular, comprehensive investi-
gations of in-service education and training.
Process/product evaluation and other traditional
evaluation methods borrowed from curriculum
avaluations (such as formative and summative) are
insensitive to the challenges of evaluating in-
service educat;on and training. Thus, the essence
+f this reality that a methodology needs to be
chnsen is that a) there are many appropriate
methods available and b) the best of traditional
approaches to evaluating currlculum reform may
not be applicable.”

Fox considers:that discussions .about the need to
. lnvolve teachers and others in evaluation decisions are
. best carried. out.in relation to specific tasks. Some L
issues, he observes, are general, such as the need to
address the participating educators as adults and career
professionals when evaluating the effectiveness of the
in-service education and- training on their own performance.
K froblems in dealing with traditional, organisationally
supported, uneven power relatlonshlps also is shared
ACross many contexts. Other issues are very context-—
bound such as the differing interpretations of who are
the participating educators or .who are the beneficiaries
of the in-service education and training. Likewise, the
discrepancies in evaluation experience between the chosen
participants in the evaluation may be more or less sig-
nificant depending upon the purpose of the in-service
education and training programme.

, Finally, drawing on his own experience of am un-
nggeasful attempt to give advice on evaluation, Fox
focuses his Fecammendations on ways of promoting a-
fruitful dialogue between INSET policymakers, programme
designers and evaluators, rather than on particular
methodologies. He suggests that each.group should ex-

p11c1tly seek to examine the contextual factors related e

; to ‘the evaluation task in hand, should question some
‘specified assumptions about evaluatlon and should con-
sider certain issues as a basis for a discussion about
the viability and usefulness of a particular evaluation
design. Although the national case studies contained

Bl
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accounts of particularxevaluation methodolegi s; their
! brevity prevented them from beinc sufficiently context—,

D rooted. Subsequent, detailed discussions betjeen the
evaluation teams from Swedish and British profiecfs occurred.
T as part of the co-development phase of the pyogramme and

fully supported Fox's contentidn that such discussions are
more meaningful and usé&ful when rooted in particular cori-
textual 'settings.

Fox's argument that priority should be/given to pro-

moting and.facilitating such dialogues betwken INSET policy
" makers, programme designers and evaluators [is a convincing
one. In this context, it is worth referrirng back to the
interim reports which identified several types of evalu-
ation target or focus (policgy, programmes,tact1v1t1es) at
various levels — national, local, institutional and indi-
vidual. Discussion here has concentrated n the evalu- -~ /;/
ation of prongrammes and activities at institutional level ,—
but the issues and recommendations have equal releva to |
the other targets and levels. Thus,: evaluationg-of re-
views ~f. LNSET policy at, say, local authocri level ought
v e the oubject of a dlalogue of the_k d described by

. . Fox.

[NSET evaluation can be, and is béing, carried out
by a whole range of practltloners - teachers, professiodnal
tutors (or their equ1valents) lecturers, INSET co- -
ordinators, advisers, inspectors, professional associ-
ations and INSET commlttees at school, college) local
‘ authority and. national - levéls. Given the likely growth of
{N.ET in the m&dium and long’ term and the need to evalu-
ate INSET now and in thé future, it is abundantly clear
that it would take an army of outside researchers to do
the job; it is equally clear that this would be a totally-~
lmpractlcal solution.

"Although finance and lOngthS dictate that self-
‘monitoring and self-evaluatioh of INSET are likely to pre-
dominate, we should also recognise .that these are, in any

cdse, desitable activities for a profession. If effectlve
self-evaluation is to be carried out then three main steps
‘must be taken. First, the appropriateness of the formal
self-evaluation agents and procedures (e.g. -the appoint-
ment of professional tutors, local education authority co-
ordlnatdrs and the setting up of units and committees)

should be reviewed at each system level - school, pro-
v1j1ng agency, local and national. Second, relatively
simple and easy-to-~use self evaluation : procedures should
be deveioped: these will- ‘need to build upon existing
practice in schools, colleges and "local authorities and

e further refined by drawing upon the methods of profes-
sinnal researchers. See Steadman (112) for a helpful

review. Third, key people like professional tutors and A//////f
INSET co- ordlnators in colleges and LEAs should be given

the opportunity to attend short practical evaluatig

training courses. '
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.Many of’the problems and issues outlimed here will
e only be s:rious ones for the professicnal.researcher
working wn contract to evaluate INSET\ programmes and
policies. . Funding bodies need to be pware of these prob-
lems, two, and need to recognise theil lmpllcatlon for the
contract and the subsequent implemen ation of the research
de51gn. Researchers need to considef carefully the impli-
cations of adopting and advoc tlng ne particular style

of evalpation: specfifically they shHould beware of an ex-
clusive adoption of /process evaluataons and equating
these, simplisticall}ly, with 1llum1nat1ve evaluation.
Recent experience bpth in the Unit ‘) States and in the
Jnited Klngdowhsu??ests strongly that a pluralistic
evaluation strategl, in which a varmety of disciplines

and techniquest- oth qualitative and quantitative - are’
emﬁln/pd mavy wb 1 be feasible and more productive - both
practically anj/t?;oretlcally. . !

i

T Two main refequisites are necessary if plurallstlc
rtraLejLea are to\be adopted., First, researchers must be
uipged thro gh their tralnlng and prerlbnce to degide

T " rdsgarchl|te ms fof approprlate tasks and tc look VB the

i , ; In addation,
sxonZl reaearchers should acknowledge an oﬁllgatlony
to cuntrlb te to the development »f the evaluatyon guide-
lifes for/ NSET prov1ders suggeaLed above.

/
i

\\

T e g,

ERI

N L °
- : .




VIII. EFFECTIVE INSET N

.in the United States and it 1s saluta y to note
Howey's (85
review of it. Slmi\\r$y, in 'a recent papepr-on the same
topic, Yargeér and Galluzzo ¢120) argue at the language
and terms used to dascribe programme ] i

ore "we “now far less than we
i thlnk we know" about fective INSET. Arother new
s paper (75), by . T. Greenfield, a Canadian, gives a sombre
' . warning about/t e lack of 1mpact made by research theory
and, by extension, tralnlng, upon the behaviour of edu-
atlon admlnlstrators. He might-equally well have been
talking about the impact of INSET in general in most
Member countriés.
. ] B .
. .. Some progress has, however, been made. Batten (47)
~ has réported on an extensive evaluation of the Australian
School Commission's Developrient Program. °She concluded
; that no one model has emerged to demonctrate the best way
to achieve, effective professional development. She also
stressed the importance of teacher involvement in course
planning. and follow-up work and said that "No’ single
aspect of the Program has been received with such uni-
versal acclaim as the trends towards school-centred
. professional development." -~

3

e ‘_gyldence about effective INSET is also arising in s
related’ fleIdS»\ A notable and influential example is the
series of stugies into the process of change at the
schocl Tevel carried out by _the Rand Corporation.
McLaughlin and Marsh (99) summarise their 1mp11catlons
for staff development as follows:
"In summary the Band study suggests that ©
effective staff-de ve@opment activities should
incorporat ive gengral assumptlons about\
ilohal learning ) S

- - Profe551onal 1earn1n
heuristic process.
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- Professioral learning is a long-term, non—
linear process. , :
. - Professional learning must be tied to school- y
T\ T site program-building efforts. = mrmmme—s s e
' — Professional learning is critically influgnced
by organlsatlonal factors in the school site
and in the district.’ o

. These assumptions support a view of staff
development emphasizing learnlﬂg for professionals
\ as part of program bulldlng 1n an organisational
s . \ context." ° ) o

o

fochised INSET, it is surprising that more use has not been
made of organlsatlon development as a strategy for-im-

. proving the school as a problem-solving system - see

: - Schmuck (110) and Mulford (32). One explanation is that’
' it requires a high degree of épecif'c technical experience

\ Given that importance is being attached to school-

1

et al (70) state that "it appears to be a good way
redse instructional innovation, lncrease partici-
by dll levels of personnel and to improve various
of task and socio-emotional. funqtlonlng, if it is

)

focused INSET, Fullan (172 qpncluded: e L

e o klnally, vlrtually all studles .of needs have
' dicated that lack-of. time and energy for
pi t1c1pat1ng in professional development is a
fundamental barrier to success.
. It would be pointless to cite numerous other
?udLes which have resulted in similar - findings. v
A lmore interesting question is what does all of
.tHJJ‘tell us about effective in-service. If we
age rot careful, the answer will°be 'deceptively
litkle'. We know that most: current in-service °
work is ineffective because it is frequently
bj oh single-shot workshops involving large
, in any case undifferentiated groups of
! taachers, provides limited time for teachers to™"
’ ldarn, has little évaluation or practical
- fdllow-up support, and is not linked to partlcular
A . classroom or school problems.  Correspondingly,
w% also know that the ma]orlty of teachers desire
mere in-service activities, if they can part1c1—
» pate in identifying the objectives, and . in
Top annlng and ch0051ng in~servicé act1v1t1es, if
the” program focus is practical and classroom/
sCh001 specific; if fellow teachers and local

. consultants are used a%s resource people; if the
cpndltlons (e.g. triel/;re conducive to learning;
,/
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and 1f there 1s some. direct follow-up and support

for fl'llitdLan the application of what is =
. learned.

Ir. a frequently quoted review of evaluation findings
in this field, Lawrence (96) considered 97 studies and
came to some provisional conclusions about effective INSET.
He concluded that school-based INSET was more effective in
influencing complex behaviour ,changes and teacher atti-
tudes; that the co1laborat1ve involvement of teachers 1n
course planning led to greater success, that it was
easier to achieve ‘success in improving %teacher rather than
pupil performance, in changing teacher behaviour rather
thdn attitudes .and, finally, in improving teachers' knowl-
edge rather than behav1our. °

\ Hevertheless, the, Lawrence #tudy has been criticised
by Nicholson et al (103) as being '"rather primitive
scientifically” and has been subjected to .detailed criti-"

¢al analysis by Cruikshank et al (60) who goncluded that,
becausa of ilts reporting and methodological shortcemings),:
- khe study's conclusions '"must be considered as hunches or
reasonab\e hypotheses'". They go on to suggest_a way.
forward f%Zr research on INSET which assumes that it is
-only a spe&ial case of teaching research. The complexi-
‘ties and difficulties of researching teacher effectiveness
" are well known so they are rightly cautious in the claim
they make for th81f suggested approach.
i \ :

Essentially they’advocate that LNSET research
should be more céntext‘specific and certainly this is in
line with other Contempbrary thinking. One of the main
virtues of the Lawrence study is_that it highlighted the
need to ask ”effectLve for what?" and that some methods
will be effective for achieving some aims in some cir-
wumstances. but not in others. 'Similarly, Feiman-Nemser
and Floden (69) argue that different models-of teacher
develvpment are based upon assumptions about what kind of -
LMBET is effective; for example those associated with
teachers' céntres believe that INSET is more effective if
it offers warmth, concreteness, time and the opportunity
Eo kthink. - : .

>

"In a particularly relevant and interesting study,

Jdayee ind Showers (91) distinguish betweéen two purposes .

F FHSEP: the "fipe tdning" of existing skills and the
learning\)f new skills. Each brings different problems,

but they 1rque "fine tuning" is generally easier to

achieve .. TI'hety also distinguish between four levels of R .
impact of fKQLnan and five components of training. This

enables them Lo formulate the gnestion: "In the body of .

research <on training, how muct woes each kind of training
compunent appear to contribute to each: level of. impact?2"

2

: o, .
“The four levels of impact are. awareness, the - ° a
adquisitinn®of concepts and organised knowledge, the-s
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learning of printiples and skills and, flnally, their

application ka problem~<OIV1ng in the ciassroom.- Joyce
and Showers argue that it is onfly when the fourth level
‘is’reached that it is reasonable to look for impact on
pupll learnlng. Thelr five’ components of training are:

1. Presentatlon oﬁatheory or descrlptlon of Sklll
or strategy.

2. Modelling or demonstratlon of»skills or models
of teachlng.

3. Practice in simulated and classroom settings.

4. Structured and cpen-ended feedback (provision

‘ of information about performance).

5. Coaching for applicatian (hands- on, in-
classroom assistance with the transfer of
skills and strategies to kthe classroom)

Joyce and Showers summarise thelr findings as
fallows

"For maximum effectiveness of most in- service
activities, it appears wisest to include several

and perhaps all of the training components we

have listed (see, for example; Orme, 1966).

Where the fine tunlng of style is the focus,

modelling, practice under simulated condltlons,

and practice in the classroom, combined with

oo feedback, will probably result in,considerable

" changes. Where the mastery of a rew approach is

- the desired outcome, present&tions and discussions
of theory and coachlng to application are
probably necessary as well. If the theory of a
new approach is well presented, the approach is
demonstrated, practice is provided under
simulated conditions with careful and consistent
feedback, and that practice is followed by appli-
‘cation in the classrgom with coaching and further
feadback, it is llkely that” the vast majority of
téachers w111 be able to expand their repertoire

. to the point where thedy can utilize a wide

~ " . variety of approachegs to-teaching and curriculum.

If any of these components are left out, the
impact of training will be weakened in°the sense
that’ fewer numbers of people will progress to

. khe transfer level (which is the only. level that
has significant meaning for school improvement).
The most effective tralning activities, then,

o will be those that combine theory, modélllng,
practite, feedback and coachind to application.
The knowledge base seems firm enough that- we
can predict that if those components are in

R fact combined in in-service programs, we can
expect - the outcomes Lo be con51derable at all
levels.

N 56
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The implications of these findings, which they offer
as reasonably hypotheses, for the three main types..of INSET
described earlier, atYe considerable. The universities and
colleges that provide long courses of the award-bearing
type might well argue that they are concerned with edu-
cation-and the teaching of knowledge rather than skills.

Those agencies offering shorter courses of a job-
related kind and those who advocate school-focused or on-
the-job training may well have tause to reflect that their
present offerings are ngither long enough, comprehensive

enough nor coherent enough to achieve the purposes they

set themselves. Joyce and Showers' conclusions are indeed
a sharp and salutary reminder that INSET which dims to
improve the complex business of teaching and learning can
only be effective if it is relatively lengthy, labour in-
tensive and, therefore, expensive. o

“exd
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o IX. MAIN CONCLUSIONS AND: .

o THEIR IMPLICATIONS FOR POLICY AND RESEARCH g

~

& o

[N

"In the foregoing synthesis of studies, enqu1r1es and
experimentation carried out over the last five years we
have attempted tc Fulfil the primary purpose of the INSET
project by puttlng policy makers and those who influence
tinem, at all functional levels, in & position t, extract

« from the experiences of colleagues abroad those ideas and
practices that, suitably adapted, could help them to im-
prove INSET in their own countries. It now remains to
consider what general conclusions may additionally be
drawn from this body of informational material and from
the deliberations at the final Intergovernmental
Conference. Here we shall have a special.eye on impli-
cations for national education policies and programmes

! "for research. : :

.A. TEACHERS: NEEDS, PARTICIPATION AND INCENTIVES

&

" The follow-— up act1v1ty on teachers as adult learners

/("Adult Learning and Development'"), has confirmed that.

" this is an extremely important aspect of the needs of
y; teachers for INSET. However, it revealed that partici-
’ pating countries had few substantial research flndlngs to
offer that -gould be ea51ly adapted or used in 1mprov1ng
in-service programmes in this respect. There is clearly
-room, therefore, for considerably more research and
development work in the countries intgrested in this
field.  In the course of this, much might be ‘learned from
a more directly comparative study of adult education and
tralnlng in other professions (for .example, in medicine,
engineering and, social work) since preliminary indications
are that several of the tasks and problems are similar
and that some of the solutions may be generalisable to
teacher education. .

Atthough career profiles and other general needs
analysis instruments have their uses, country studiés
reveal that more contek%t-specific approaches should be
developed. There is general agreement, for example, that

. . \
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beginning teachers -and, at the other end of the experience

.scale, principals, both have their particular in-service

needs. What is lacking are simple and short methdds of £
analysing the dlfferent aspects of their jobs for in-.
service purposes. Probationers' classroom management and
pedagoglcal skills can be distinguished from their knowl- ]
edge of their particular specialist subject: each will "
generate context-specific needs. - Similarly, the prin-
cipal's statff leadership and office management functions
generakte different INSET needs. ‘

.t i ;

At this point an important paradox is worth empha-
sizing. hroughout the many conferences, seminars and
reports there was a recurring plea for INSET to be rooted
in practice, to be relevant, to be context-specific and
for theory to be based upon an analysis of practice. One
sapparently loglcal response to teachers who say this is to
suggest that the needs analysis and training support should.
both take place inside their classrooms, but this is

“"usually rejected as being too threatening and even un-

professional. . Yet if the prinacipal and ultimate goal of

“INSET is to improve pupils!' l_urning.and if Joyce and

Showers' conclusions, (as already summarised) are valid,.
thens it is surely inescapable that professipnally accept-
able ways of prov1dLng classroom based INSET have got to

be dev1sed. : ) . ) °

The task of needs identification inevitably raises
the questions: how should it be done and who shauld do
it? These were not directly addressed in the project but
the evidence from research in several countries indicates
that the process of making a satisfactory diagnosis is a .
‘lengthy and time-consuming one - see Baker (46) and Hite
and McIntyre (83). There is also general agreement
amongst practltloners that INSET needs can be more effec-
tively and validly identified if the teachers involved
pafticipate collaboratively in the process. Indeed,
there 'is widespread agreement that more effective INSBT
can be achleved if the participating teachers can contrib-
ute collaboratively to decisions about -general INSET . L
pnlities and programmes at all stages - planning, imple-
mentation, evafuation and follow-up. Thus:procedures are
needed at several levels:

1. an individual teacher, in consultation with a P
- school-based professional tutor, a department-: ’
head, and the principal, and within a school
pollcy framework ;

. the department or functlonal group, in consul-

tation with a professional tutor, the
principal and the scheol's profe551onal
‘development committee;: °
3. the school, in consultation with local exter-
nal adv1ser> and the local consultative group
on INSET, on which teachers and providers are
represented

jAN]
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. b hpres ~Grot p'S‘T,e*E"*SGhjee-l—S', in-consultat 'l on .
with local advisers and consultative groups;

5. the local authority, in consultdtion with its

. own consultative groups; A

6. at natiocnal level, the government in consul-

v tation with its natlonal consultative group;

7. the providing agency, in consultation with a°
consultative group;

8. the programme and course organisers, in :
'consultatlon with the part1c1pants. e T ‘

A key pOlLCY issue 1is whether non~profe551onals are rep-
resented at any of thege levels and stages.- What of non=
teaching staff, parents and ether community representatives
for'example7 And what of pupils? ‘

One of the most controversial aspects of INSET needs
concerns the feasibility and desirability of offerlng ex—

Aruitoxt provided by Eic:

“take place in"Member countries. Type a)_courses are. those

__~—TParticipants at the Intérgovernmental Conference regarded

‘strategy for innovation and improvement without makirg

trinsid Tncentives ForF INSET. Inevitably the guestion—of
incentives was bound up with the question of certificatign- -
for I[MSET courses. Three broad types of course seem to

g

which are neither certificated nor lrhked directly to
promotion or lncreased salary. Type "b) courses are those
that are hmrtlflch,ﬂd but still not directly linked to
promotion or ¢alary increases. Type c) courses are those
that are. boEh certificated and linked directly to pro-
mokbion dnd/or salary increases. It was clear that many

an undue emphasis on Type\c) as counter-productive and
undesirable since it could N ead to the seeking of certifi-
cates for the-wrdng reasons.\ .

Lo \ \
There gcan be no general ag eement as to whether INSET
should be regarded as a compulso Y. duty, whether it should -
be 'a right for all teachers, whether it should be offered

in school time or not and whether it should be financed
whoily or exclusively by the individual teacher or the
employing authority. Important and relevant as these
questions are to theé incentives issue, they have to.be
aske And answered’' in the context of specific conditions
within any one country. o ° :

B. SCHOOL NEEDS AND PROGRAMMES

\ o .
The general feasibility and popularity of school- St

focused approaches to in-sérvice have been well demon-

strated in the course of the project. .The strategy has '
received virtually unanimous approbation because of the ‘\\.'
way in which it attacks problems of relevance and 51gn1f1— N

cance for' teachers, schools and community alike and h

because it can apparently act as a potent energising

excessive demands upon resources.

60 :
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oo _Thabk being said  several words' of caution are neces— __

sary. "School- toruspc” is still a relatively untried
gtrategy: rather few Oxamples were reported in the case
studies. The available evidence also indicates that effec-
tive school-focused INSET requires authorities to devolve
more autonomy to schools: several professiohal association
representatives at the Conference pointed out that school-
focused INSET could strengthen and reinforce systems which
were already highly centralised and.would therefore be un-
acceptakle to many teachers. They also argued that school-
‘focused INSET should be in no way seen as excluding other

“'forms of INSET. Although this -does not seem tc have been

intended by its advocates, the point was nevertheless well
taken:s it is vitally important that existing methods and

~approaches (for example, the advanced degree courses at

universities) should be maintained and developed.

°

The Conference paid particular attenticn to" the

s v ' )

questiv)n: wWhat s meant by the bL,ll‘luul?\ ”‘)Lmully o
assume-d that a school sgtaff censists of the professional
teachers an:d administrators. It follows that school- .

focused [N3ET would adopt a straightforward linear process:
self-evaluation by individuals and groups and the assump-
tion that this would in turn lead to the improvement of
curriculum and instruction. However, there are, of course,
many nhstacles to the improvement of schools and of pupil
learning.. Many, if not most, of these .obstacles are quite
outside the control of professional teachers. Obstacles
like inadequate buildings, poor facilities, poor pupil
attitudes and a sceptical community all impinge upon the
educational process, vet their improvement and the. money
that is very often needed to carry out such improvements,
are all beynnd the direct influerice of teachers. If
school-focused INSET simply involves teachers it is bound
to ignore this important reality. It follows that for
certain purposes it is necessary to extend the definition
of a schnol staff to include non-professional workers ihn
the schnnl - ¢leaners, secretarial staff, etc., and of
cnurse parents and community representatives. Experience
in certain Member countries, for example Sweden, demon-
strates that this can be a powerful means »f bringing.
about greater mutual understanding between the various
groups and also of strengthening the likclihood that
schonl and instructlional improvement can be brought about
.more affectively.

Whatever the composition of the '"target group", there
was qgeneral agreement that effective school-focused INSET
reqiires a sound, well-integrated external support struc-
ture which itself -depends upon the development of new and

flexible partnership between INSET agencies like inspec-
t~rs and higher educatinn lnstitutions. Within schools,
caretul planning and organisational arrangements appear
t> be crucial to the success of the mpproach.

A\

3 R . - ! . ' s ¥




_C. TRAINERS AND THEIR TRAINING NEEDS =

‘concentrat® on their inspectorial role in preference to

e
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-ecausa--afothelr--potentialhowever, it .would scem sensible

Advisers and inspectors play varying INSET roles in -,
Member countries. For example, in the United Kingdom they
are extremely active, whereas in the Netherlands thelr - ‘\\
role in-INSET appears to be minimal. It is surely 1mport1
ant for all countries to cons;der whether or not it is a -
senslble use of such personnel resources for inspectors to

the advisory or INSET role, ot whether some mixture of the
tw> can co-exlst ‘happily. Altérnatives should also be
Actlvely considered and reviewed. 1In particular, it seems
:lear that advisory teachers on shart-term release from '
schaols can act as effective INSET agentﬂ but, as the
Augtralian evidence demonftratoa, the way in whlch they
worx and the targets which they set for themselves can be
=f crucial ‘importance in determining their ef{fectiveness.

Lo farry subk systematic study of advisory teachers.

Within schonls,: the evidence about school-based
teaeher educator roles 1s somewhat ambiguous. For
axample, -1lthough the professional tutor role has been
widely publicised in the United Kingdom,. it is far from
claar that it is actually being implemented in many
schoals or that it has been well received by teachers.
iz is especlally true in primary schools: but even in |
secondary schools, the role as originally envisaged does .
n:t appear to be a feasible one. However, what does seem
b+ he prastical .1s to define the tasks of staff develop-
ment within specific schools and then to identify people
in those schools to @arry them out. Thus, in British
secondary schools, deputy heads appear to be well suited
for this jab whereas, in primary schools, the head,
pernaps working in association with an external advisory
teacher, appears to be the most appropriate person.
3olutisns to this problem will necessarily be country ‘and’
onntext specific and the internal factors that influence
them should be the focus of more detailed study locally.
iuring the Conference, stress was given to the value of
wsing peers, that is other teachers, as trainers at
scho>sl level. \

In -larifying the kind of training that various INSET
trainers should receive.,, the following procedure seemed to
work best. The first step is to identify clearly thé
people who carry out training roles and. then to analyse
those roles and consider the contextual factors that
Af fect them. The next step dis to define-the maln tasks
»f the [NSET tralners, to identify their main clients and
tn consider what knowledge, skillss and attitudes the
trainers need to carry out those tasks for those clients
in the particular setting in which they work. Finally,
the implications of these answers for.-any training-the-
trainers programmes should be decided. At present, the
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training of trainers continues to be an unclear, under-

- - - ey
financed andg under=studied area in all-Member.countrles.kj,ff/ff/

. T

l“”*“\\\\\ E ' ‘ 3 e o

D. TRAINING METHODS, MATERTALS AND CONTENT

Further work on the training of trainers should be
closely linked with a study of training materials. It is
important here to learn the lessons of previous experience,
particu1arlyrEFhEﬁé\vn;ﬁgg\iiggzziﬁhEZEmZynthesis Report
on training the trailners stre thods and ma-

terials should clearly indicate the context and the pur-

poses for whi they were designed and should indicate,
ways in which they may be modified for dlfferlng contexts
.~ . and purposes. The validity of this approach is-confirmed

. by recent work which argues the need to ensure that -
_riculum materials have the possibility for local adapta-
tion built in to Eheir design and presentation. This /”7
characteristic of "adaptability'" is one that is equally
relevant t» tr- ining-the-trainers materials "both w1thyn
and between countries. In other words, in considering

the implications and possible value of materials beyond

the boundaries of any one area or country, the wayé in
which they might bn adapted should be made explicit from
the outset.

AN ‘
\\~ The potentially vast and diffuse topic of the con-
“tent of I[NSEL was not directly or separately addressed
during the project. Rather, a study was made of the
principal factors that influence its selection. These
include the general purposes of INSET, teachers' character-
istics and needs, incentives and part1c1patlon mechanisms
and the immediate needs of  the school and wider system,

£or example brought about 'by declining enrolments.

The importance of constructing programmes which take
.accnunt »f the needs of teachers as adult workers was
stressed throughnut the Conference. [In this context it
is worth looking at the way in which activities and pro-
grammes that are designed for i dividual professional and
career development actually work. A great deal of money
and time is spent, for instange, on. award-bearing Tourses
At unilversities and other instiltutions of higher education.
[t is surely important to ask how and in what ways they

-are effEutLVe. Moreover, if career; development is an
important aim of I[NSET, the posmtlon sf women in the
profassion is worthy of serious study: evidence from
several rountries indicates that they are: sericusly under-

N represantad at higher levels in the profession and it
" would be worth looking for ways, if any,-in which TN3ET
~.ild help to rectify thlS situation. ~.

Three further general ilssues are worth raising.. The
goncept of a continuum of professional education - for
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example, the so-called triple-I model of initial, induc—

tion and in-sepvice - attracted considerable supporc
clearly, the concept has profound consequences for the
content of the three stages but quite what these are isg
far from clear. The concept of content based upon an
analysis »f action rather than on apparently abstract
_theory, upsn knowledge for action rather than knowledge
for unﬂnr°+1ndlng, also-attracted support, but the ways in
“whizbh such a philosophy cnuld successfully be put into
effect ara also obscure. The third issue is related to
‘ hvt‘ »f these and it concerns the nature of professional
nywl@ i3e.  leachers aspire to professional status in
3f Member countries and, if it is accepted that one
wa:* Lf A profession i3 that it bases its practice upaen a
diztin~t'lve and coherent. bndy of knowledge -and theory,
fhun lt A:llﬂN” Fhat teachers should be able to delineate
suth 4 <y uf knowledge: the evidence from the project
rwdt *Hlb is n»t possible, at least’ at present. The
;lL ations Df all three of these issues surely deserve
Fr e ax by

iy e

. EXTERMNAL SUPFORT STRUZTURES

e First task for the participants in the Conference
whoowere cliscuss Lng this topic was to clarify some of the
terms inv-olved. A notable example was that of the term
"teanhers! cantre'. A qulck check revealed that, in many
~ountries, teachers' centres do not exist in any recog-

l‘lulp furm and that even where they do exist, they differ

noiderably. livreover, different trends are- clear in

Lkll/ they are emerging: in the United Kingdom many have
heen closad; o in the United States the numbers are ex-
panding and in Australia they are more likely to involve
the community. The School-Focused study had confirmed
that teachers' centres differ considerably both between
and within countries. They can act as the base and focal
‘woint for s¢hool-focused strategies but it does nckh
necaensarily £911ow Ehat this will be the case. Teachers!
cddkres, like other external agencies, have to be analysed
and casted in order to assess their actual and potential
offectivenaess in this and other INSET approaches.

_If varinus component parts of the external support
strutture are to bg used to the greatest effect, then it
woulcdl seem senclble to try to reach agreement, at least
within ea~h Member country, about certain guiding prin-
“iples. The Dutch experience provided useful guidelines.
Ihey decided that the first question to ask was "What

“ind of 'school do we need?" Only then were they prepared
tw ask the question, "What kind of support structure do
we need to achieve such, schools?" A development of this

approach could involve asking the question "How much '

contact dnes an individual teacher needewith external

£
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"support agencies?" -Let us suppose Eh@t any one teacher
should have at least one hour's contact per term with a

" visiting external adviser (whether it be a local inspec=—/

tor/adviser or an expert from a peddgogic centre). Three /
hours per year would -then be the minimum anﬁ'lt would
follow that, having made due allowarice for the dlfferenc¢s
between urban and rural settings, we could calculate the
number »f such advisers thdt were needed in any particw?ar
area. Such an approach is surely worth explorlng in
Member c0unLr1es /

Fhe extent to which institutions of higher educg ion
act as AdSEF providing agencies varies between coUnLrLes
However,\1f they are to be effectively used, th ﬁ‘]t‘ eems

clear frﬁg evidence from Australia, the United}\iogdon rf
and the UnYted.States that their internal strudtufe and A

the way in Wwhich staff incentives are structur q/in re— f
lation. to the more traditional. courses would Hafe to be
reviewed. ﬁf'such institutions are to engage n part-time
in-service, lthrenthe-way in which part—time udents are
valuerd and financed w1th1n\tbe institution L’ of cruc1al
importance. [f staff are to ehgage in schocl fo

IMSET, then the way in which consu%éisgjggéq‘Vltles are
valued must also be reviewed. The exgernt tp which such

- institutions are required to, specialise” in konventional

longer, award-bearing courses will undoubtegdly affect the
answers to these questions. At present, fg¢r example,
there are few incentives for college staff|/in the United
States and the !Inited Kingdom to, adopt new'and imaginative
approaches; they gain more career rewards by sustalnlng

and extending traditional courses. P
. -

. F. EVALUATION, COSTS, FINAMCE AND
RESOURCE UTILIZATION

LS
) ‘/'. ..

At the F)ﬂference,'a very simple and convincing
answaer wis Jiven to the.question '"Why should we cost and
pyaluals in-service?": expenditure had to be justified
bath 1ucally and nationally, and priorities had to be
set t~ decidée whether more or less should be: spent on one
form »f in-service compared with another and on in-
service as compared with, let us say, the social services;
ook oand evaluakion data could help in establishing these
priorities. [t was, therefore, salutary to hear the
cynclusinn reached by the national representatives that
it will rarely be possible to obtain evaluation data
which ttalls us about the effect of INSET on puplil learn-
iny. Tt seems, therefore, that (as in other aspects of
zhrial policy) decisions about priorities have to be
taken, and will continue to have to be taken, in the
light »>f information that is incomplete.

7 TAccording (o the evidence of the reports, a great
daal »f wnowledge now exlsks about evaluation and about
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. the appropriateness of .particular methods in particular
contexts. 'The problem identified in the Synthesis Repdrt g
was that this knowledge is not being used properly by . s
planners, policy makers, INSET organisers and evaluators.
The solution offered was that these interested parties
should hold detailed and systematic, discussions about the
possibilities and limitations of a Particular evaluation

. design before, during and after its implementation. 1In
addition, it continues to be important that researchers
should be adequately trained in a wide range of techniques
and that teachers and others. involved should collaborate
in the evaluation from the outset.

“

and in many respects the overall conclusions must be
similar to those reached about adult learning: although
much useful work has been completed, many of the concepts
are unclear and there is an urgent need for further in-
tensive and systematic study. Costs are of such funda-
mental importance that it is doubly surprising to dis-
cover the haziness which exists in all Member countries-’
about the whole issue. At the°Conference two main '
reasnns were suggested: the lack of agreed nomenclature
and definitions for INSET activities leads to unreliable .
cast analysis and the many and varied providing agencies
aften adopt different costing and financing arrangements.
: Thus, an apparently simple request for INSET costs to be - -
calculated as a percentage of the total education budget
cannot be met in most Member countries. This deficiency

|
\
|
|
|
The 'work on costing in-service has proved instructive
|
|
' is a double-edged sword for neither can a precise answer

be given to the question, '"What are the costs of not

providing INSET support for a new policy or an inno-

vation?" _ : ’
| : :

basic ones of who does and should pay for INSET in terms .
of both money and time. Several of the reports had re- ’
vealed that a great deal, and very often most, of the in-
service in Member countries took place in the teachers'

own time although it should be said that, by 'its very

nature, this kind of information is difficult to obtain

in a reliable form. From the teacher's point of view it

seems essential that adequate release time should be. \

" Underlying many complex financial ¢uestions are the: °

given as an entitlement for INSET. On the other hand,

community and business interests stress that there is no \

reason for teachers to obtain further qualifications and 1
N advancement at public expense. During the Intergovern-—

mental Conference some participants expressed the view

that IN3ET made necessary by changes in nati®nal or local

policy should be paid for by the State, whereas INSET

aimed at the individual teachgr's career development or

personal education should not = but this was by no means

a unanimous view. '

Many financial questions can Only be answered in the
specific context of each country's circumstances. The

SN . 5 3
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question 2f whether INSET should take place in employers'
time, for example, i/s bound up with the bpoader question .
2f teachers' coontradits and conditions of service.
. Similarly, where I[NSET is viewed -as a national rather. than
a local responsibifity, the costs may be pooled and paid
for collectiveiy. :
I
However, mu¢gh can.be learned from the mechanisms that
Member countries/ have devised to achieve maximum value for
- money from theiy avallable INSET resources. Participants

ﬂ cited the f¢llowing examples: e§tabliéhihg voluntary
-liaison organigations) at local and national levels, with
-representatives from teachers, parents, higher education, .

education authorities, business, industry, etc. to
strengthen the "horizontal" co-ordination of external
support for /schools; establishing "leagues" of school and -
"networks'" Af individual teachers or principals working
on similar inn@%atlggié reviewing the roles of certailn
agencies JYike hbe inspecterate and the teacher training
institukipng-to establish wh2&ther they can make a more
substantial contribution to INSET; encouraging schools
their own INSET programmes by giving them an
INSET bfidget and allowing them to.'bank" staff replacement
.ﬁ%renggﬁening the vertical mo-ordination of INSET

by estaplishing local and national §§@agisation§,¢o co~
ordingye initial, induction and in-service_education and

fing . J . ' %k\\\\\\\
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G. GENERAL POLICY CONSIDERATIONS f

[}

The central-focus 0f the project has necessarily been ,
upon the technical and operational aspects of INSET, but
those involved have been constantly reminded of: the ‘
essentially political context within which INSET has to
operate by two factors: the steady déterioration in the
.economic climate and the growing impact of a declining
hirth rate. They provide the background againct which
all discussions about INSET and the improvement of schools
must take place: but, profoundly constraining as they
undoubtedly are, they should not prevent serious consider-
ation being given to what can still be achieved. What-
ever the immediate circumstances, INSET policy will con- ,-
tinue tn be important at all system levels as a means of
maintaining and improving -schooling within Member
countries.

Hnth the Adult Learning and School-Focused enquirieés
have pointed to a common difficulty - that of-achieving
sustalned and continuing change. The evidence from
studies of innovations for individuals, groups and organ-
isations like schools and local authorities is that they -
all require extremely careful planning, appropriate

. resources and a well-thought—througt implementation

: . . 67 b
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strategy over & leng@hy period of time. Research cited

- in Section VIII, for:example, concludes that changes in
teachers! bohavi@ur ¢an only be arcomplished if all five
stages of a lengthy and costly process are carried out,
and that effective school change can only take place 1f a
number of conditions,: alls difficult to achieve, exist.
So, desirable as speedy and inexpensive changes undoubtedly
are fréom a political. and economic viewpoint, Ethey are not
likely to be easily attained, and strategies for change
‘which assume otherwise are not likely to prove cost ef—
fective in the long run. The implications- of these find-
ings are clearly worthy of further study, npt least to
test out their validity in differing nakional contexts.

The critical impact of these differinyg national con-

: fexts should not bg under-estimated. During the course”
N of the project, the fnllow1ng factors were identified as
having an important bearlng upon the way INSET was
provided’ and perceived in each country: the degree of
centralised curriculum control and how much discretion “is
allowed tn teachers for curriculum development' whether .
or Nt teachers are government employees-or civil servantg
- and what this implies for their conditions of service;
- the normal length of the teach®ng day, week and year; - S
whether the career structure was high or flat and speci-
fically whether or not middle management or leadership
positions (e.g. heads of subject departments) exisk; 'the
amount of discretion granted to principals over salaries .

and promotion within a school (e.g. heads' use of a points .

Iy

" system); . the amount of teacher participation whiah
already takes-place .in, for example, the governance of

teacher education. - ~ .

Ih the context of this particular project and of the -
present repnrt, participating countries might find it
useful tn consider the extent to which they now regard
' INSET as embracing the five Purposes distinguished.in
& Diagram 1 in Section II. The following mare specific
| policy questions can also be generated from a consider-
| atinn of these Purposes:

3

E]

- Wh» is-seen as the main beneficiary of any
particular INSET programme or activity - the
teacher. (Purposes 3, 4 and 5) or the school
(Purposes 1 and 2)2 @ ’

- Who actually does and should provide any,

* o particular type of INSET? For example, is
INSET aimed mainly at prufessiona} knowledge
for understanding (Purpose 4) best located in
institutions of higher educetion?

- Whose time actually is, and should be, spent

i . " on any- ‘particular type‘of INSET> For‘
example, should INSET aimed mainly at’ 'system

. - . development (Purposes 1 and 2) take place
: exclusively or primarily in .employer or
® school time)} and should INSET aimed mainly
0 ! [?{“"\
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at individual development (Purposes 3, 4 .
and 5) take placé primarily or exclus1vely
in -the teacher's own time? . /
Who actually does and should pay the attend—
ance fees and expenses for different types:of
INSET? For example, should the employer cover
all fees and expenses for INSET aimed mainly
,at system development (Purposes 1-*and 2) and
should the teacher cover all fees and expenses
aimed mainly &t individual development
(Purposes 3, 4 and 5)? :
Do and should teachers engage in recurrent

" education of a non-vocational kind
(Purpose 5)? If so, in whose time and at
whose e&pense’ o
In answering these questlons, whose viewpoint

- is being adopted and would a ,change in this
viewpoint lead 4o significantly different
answers? If so, what are the 1mp11catlons of
these differences?

It must be acknowledged that the diskinction.between

Jdndividual and system_ needs is .a simplistic one; but
discussions about INSET are not helped by the ex1st1ng

e multiplicity of definitions and purposes which (as we have

already noted) apparently co—exist both within and between.
countries. Thé notion of the primary or main pugpose of
.any ‘particular INSET programme or activity-is offered as
a clarifying criterion which-could be helpful in dealing
wikh intractable issues relating to costs and conditions-
of service for teachers. For there is little doubt - that
the nature and purpose of INSET is itself central to ‘the
' debate about the nature of teaching ‘as a profession or
‘semi-profession, and about the contractual obligations of
teachers and their employing authorities. , For instance,
there is the basic question about, how much teacher time

- and how much school or employer tlme (in the form of
teacher release) is and should be glven over to INSET.
Associated with this are broader questieons about what
percentage of the teaching forté actually is, and should
ideally be, engaged in self-renewal activities, for
instanceé on longer courses, at any one time. Is the’
British suggestlon of 3 per cent generélly acceptable°

If so, why and dn what criteria? Or is it arbitrary and.
“culture-~bound? .What answers are given to similar
allestions in industry and in other professions?

An underlying issue turns upon the answer to the
quesLlon as to whether® “teaching is and ought to be a
proression or semi-profession. For examplej; in the -
American context, Broudy (57) argues that although
competency—based teacher education TCBTE) methods are
quite 1nappropr1ate for professionals, they are appro-
prlate for “para-professionals. Naturally, this is not a
view that goes unchallenged but it does offer one way of
analysing the vexed question of the content of INSET.
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A related question concerns the roles of prefessional
' assoclations in [N3ET.® The p051tlon appears to vary con-.

) slderally trom cuuntry to country; for example, in some
s countries, professional subject associations seem to be
very active in INSET and so, too, do teachen,unlons, in

. others, this appears to be less Lrue. This 1s clearly an
., aspect of INSET provision which is worth further system-
atic study, bearing as it does upon important professional
issues about the content, governance and finance of INSET.
In such a study, wider political considerations should be
given due attention. In certain Member countrles several
professions,; notably the medical profession, exerc1se con—
trol over entry standards, training content and certifi-
catlion, and steps have also been taken, for example in
Scotland, to establish Geneéral Teaching Councils with
similar powers.. This aspect of IMSET has been 'noticeably
oy neglected in the prOJect .
We may reasonably conclude that the ways in which
[H5ET can meet the needs of the system, whether at school,,”
lucal »r national levels, are being very actively con-
sidered in participating countries. Teachers, principals,
advisers, administrators and researchers are all agreed
" that schoosl-focused INSET is better received and more
effective than the traditional course-based model. Indeed,
in some Member countries (g.g. in Sweden and California)
[NSET is being used consciously and deliberately as an
instrument of social policy. 'Other evidence to supoort
this comes from the Netherlands where INSE? is being seen
as a major part of & propos=d strategy for increasing the
relative autonomy and problem-solving capacity of sec-
ondary schcols. '
% T'his shift in emphasis raises several policy issues.
ingconsiderii g plans and priorities, organisers need to
be realistic in their publicly stated expectations and -«
grals for INSET, not least because the wider community and
its politicians are frequently unrealistic about such
matiers. INSET is no panacea.® It cannot make much im-
pact »n those fundamental social, cultural, political and
ecuonomlic constraints within which schools and teachers
have to operate. Goals have to be formulated with
cdaution. Moreover, desirable as it certainly is to meet
the needs >f schools and the wider needs of society, the
noo>ls of individual teachers must be kept very clearly
irr mimd. A balance has to be struck which ensures that
the legitimate aspirations of inuividual teachers. for,
career development and-further personal education are
met. Hence, appropriate funding for advanced studies
.at university and for sabbatical periods must be main-
* tained and extended. '

r'wo further policy issues are highlighted by this

a shift in emphasis. The Dutch and Swedish experience °
raises the first very directly: to what extent do |
Member countries consider it desirable and feasible to
] o i . ' < )
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. by the British concept, not in fact implemented, of the

"contributed to the projectsby Membef countries is that far.

o

egories and prlorltles. The categories used in Phase 2 .

" the work Sn INSET that has already been done by OECD CERI

A i ext Provided by ERIC

relate INSET policy and programmes to the promotion of a
particular concept of the school? The second is raised

‘Wtriple-I céntinuum" (1nitial, induction and in-service)
of teacher education and trakning. Among others, «
Belbenoit (3) advocates the adoption of this guiding *

philosophical concept, but it is far from clear what it
actually means in practice or how it could be achieved.

E]

H. PRIORITIES FOR RESEARCH AND DEVELOPMENT

o

Perhaps the first ahd most important conclusion to be
drawn from the impressive surveys of practice and research

from .enough is generally known about effective in-service
and effective school 1mprovement. Contemporary economic
pressures should not be allowed to obscure this simple
fact. . -

In particular, it is clear that the burgeoning
interest and activity in INSET is, to a worrying extent,
built upon an act of faith. Expenditure on research into
INSET 'has, been minimal, so it is hardly surprising that
we have so 'little systematlc and reliable information
abgut costs, resource use, and effectlveness, both of
particular approaches and overall investment.. Undoubtedly
the position has 1mproved but a great deal of research
must be funded and carried out in individual countrles if T
hls situation 1s to be fully rectified. -

=7,

No doubt each country will formulate its own cat—

of this project have considerable practical utility,

while the models in. the Interim Report, Table 2 and

Appendix 3, offer a comprehensive analytic ‘conceptual -
kool; both could well form the starting point for a ‘\\
natlonalqﬁlqcu551on of research and development priorities.

.Hall (77) nas produced an excellent ratiohale and agenda

for such a programme in an- American context, while

varger and Galluzzo's “1980 matrix (120) prov1des a valu- o
able method for identifying the charactetistics of quality o
esearch _n INSET. 'In an OECD context, the feasibility !
of furthe 3 sharing of international experience and re-
search <d.:segves close attention as a separate problem.

Accordingly, in view of the part1c1pants in the - -
present prO]ect it would seem sensible to build upon
developing it to meet the needs of Member countries )
during the 1980s.. Several major substantive demands, s
tasks, constréints and problems from which such needs
will arise have elready been idéntified in Section II. -~
To them one could add several more: °




™

]

ey .. v) the introduction. or conﬂinuance of cur-

1) grow1ng demands for teacher involvement in
.+ + .school decision-making;
ii) theé problems of sustaining the job satis-
factlon and ,professional development of
. teachers in a period of contraction or no-
growth and minimal promotion prospectg, - )
iii) the problems of sustaining school improve- ' 1
ment when' resources are being cut and the
general cllmate is not supportlve of in-
novationy
iv) the 1ntroduction at the school level of
computer facilities as aids to the storlng
processing and utilisation of data for
management purposes and of computing
courses and computer apprec1atlon through-
out ‘the curriculum;

‘., riculum gu1dellpes.tp£§hsure bhat all puplls
‘riermaxperience some Y'commdn core" cugrlcular

. experlences, ﬁ
vi) 1ncreaslng comﬁunlty/polltlcal demande for N
the introduttion, continuance or strengthen-. .
ing of EontraCts which specify teache?s'\\\\ o
kOﬂdlthnS of service in detail. o S

in order to make a relevant contribution to the
resnlution of such problems, two principal thrusts for
future work are suggested here, both deriving from the ~
two-fold purpose of INSET.-identified earlier: the career
and professional development of individual teachers and
the development of the school or the wider educatlonal
system but with the parameters of both being e€xtended
among the following lines.

>

Continuing Professional Education (Co.P.Ed.)

be studied, probably this could best be done alopgside
hnaly>e of immediate "substantive" educational probfems

«

The earlier focus on the ways in which INSET méets v
the professional and career needs of individual teachers
should be extended to embrace the initial and induction, i
as well as the in-service stages, thus rooting teacher
education firmly in a recurrent or continuing education
perspective: Although it is important thateprocess
issues of the kind considered in this report continue to .

like-those listed above. ~Thus, Co.P.Ed. process issues
would‘be studied in relation to topics like the managemer t
of contract;on and the transition. from school to work. '

\ . ithin thls framework, certain key process toplcs
warrant further study, notably:

i) work completed\or prokected on the induction
' phase, e.g. in Australia, the United Klngdom,
the United States, New Zealand, the
Netherlands and Ireland;j.

~ : RN 5
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ii) problems related to the articulation of the
cohtent of the initial, induction and in-
N service phases of Co.P.Ed.; ‘
1ii) successful methods in Co.P.Ed. especially
. . those used for face-to-face, individualised
R © training; . . '
iv) the application of recent research on
- effective individual, adult learning and
effective organisational changej
v) tHe implications of related experience and
. practice in the continuing education of other
professionals like social workers, doctors,
. engineers and industrial managers;
vi) evaluation, costing and financing of Co.P.Ed.
with account being taken of relevant practice:
in other fields of recurrent education.

Management and Administration to strengthen the Problem—
Solving Capacities of Schoois )

a The earlier focus on the ways in which INSET can
‘meet the develmpment needs of schools and the wider system
should be extended to embrace the totality of strategiles
needed to strengthen the problem-solving capacities of
schools. This perspective draws particularly upon the
school-focused studies undertaken in this project but
also upon CERI's previous work on the creativity of the
school (58) and updon subsequent research and experience %
, in Member countries (54). ‘ .
o
. All of the substantive education probiems listed
. above have two features in common; they raise issues and
"“.have consequences for the whole school and they cannot be
dealt with by any one subject department or by an indi-
vidual teacher. Alongside these systemic pressures and
demands’ there are continuing pressures that impact
directly upéon.subject departments: and these, tdoo, require
a response and a reaction from schools.
I'he essence of the problem-solving perspective 1is
that schools should be encouraged and enabled to adopt a
pro-active, rather than a re—active approach to the
maintenance and imprevement of education standards.. The
;,//ﬁfactical.relevance of -these ideas is evident in several &
- Member c¢ountries, including Sweden, Australia, the United
' Kingdom and the United States. A notable recent advocacy
of these views occurred in the Netherlands where the
"relatively autonomous' secondary school was seen as
having the following characteristics:

. . "... the schoonl iz in-a position to make its own

) educational policy, which enables it toc make a |
_consclous cholice as-to the sort of problem it

wants to deal with.. Potentially, the autonomouse

school has a greater problem-solving capacity
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than the other.two types. By this we understand
the extent to which the school, within a given
framework, is.able to create conditions in which: . -

- it can solve the pratticadl problems which
arise in the pursuit of its aims;

= it can take initiatives,.design improvements,
test them out and, if necessary, introduce
‘those which are considered likely to, further
the aims pursued;

- it can adapt the 1nterna1 organlsatlon of the
school in such a way as to facilitate the above-—
mentioned process;

- it can evaluate reforms developed by other
bodies, examine .their relevance. for its own
situation, adapt them if necessary, or reject
them because they are not relevant, to its policy;

- 1t can give educational answers to social
developments which the school con51ders to be
important." (116) .t

The differing political and administrative contexts

within Member "countries will, of course, significantly
influence the extent to which these and similar ideas
could be put into practice but even more limited versions

of "autonomy" or "creativity"
certain internal and external
this suggested activity would
of internal school procedures

depend upon. the existente of
conditions. The focus of

be upon precisely what kind
and external conditions of

sUupport are needed if schools are to become effective
problem-solvers in the '1980s. ‘
More specifically, the central focus would be upon

principals and senior staff in schools, for there is wide-—
spread agreement in most Member courrtries: that the ,manage-
ment and administrative skills of these senior staff are
of crucial importance. Once again, studies would be
considerably strengthened by relating them as directly as

possible to substantive problems of the kind described
earlier.
The following are examples of topics which could

“usefully be described and analysed within this framework.
appropriate and effective leadership and
management strategies for school heads and
senior staff;

i)

ii) approprlate and effective in-service
educatlon and training to equlp and support
§ them in this approach; |
iii) 'appropriate and effective school dec151oh—
@ making procedures and internal organ-

isational procedures and arrangements fo
systematic problem-solving, and the
management of change; .
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iv)

vi)
vii)

viii)
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appropriate and effectivel staff appointments
and procedures for curricylum development
and implementation at theischool level;
appropriate and effective F;ocedUres for
evaluating and costing thelwork of the .
school and for presenting %n account to the
community; \

appropriate and effective external support,
training and inspecticn arrangements;
appropriate and effective administrative

and legal arrangements; '

appropriate and effective budgetary and
financihg procedures. v \

L




o

X. A FRAMEWORK FOR THE DEVELOPMENT OF NEW POLICIES

A

2

Finally, in the light of a synthesis made by the OECD
Secretariat of discussions in the various Intergovernmental. -
Conference Working Groups and supporting documentation,
the following precepts are offered as together providing
a reasonable conceptual framework for use when policies
for in-service education and training of teachers and
strategies for. educational change are being discussed.

i) Schools must be capable at all times of
responding in various ways to the differ-
entiated and varied needs of their pupils
and of society.

ii) Whatever the dharacterlstlcs of the new
teaching and learning strategies being
implemented, the functions, attitudes and
qualifications of school personnel will
continue to play a fundamental role.
Because of the above, and taking into ac-
count the decreasing recruitment of newly-
trained teachers and the need to maintain,
by all possible means, the internal dynamism
of the teaching profession, in-service
education and training for the various
categories of school personnel remains a
high priority in the coming years.

There is increasing complexity in the
problems that confront each individual
school, and which it must endeavour to.
solve under conditions of optimum freedom
of action within ikts own surroundings.
This implies that, more than in former
times, training activities should centre
on the school and its problems and that
such activities should take an increasingly
collaborative form. It also implies that
related support structures rieed to be set
up by the responsible authorities, based
where appropriate on a clear legal basis,
so ‘as to conmplement and stimulate on a
continuous basis the functlons of the
school in this field.

In recent years, the difficulties in
offering attractive education and training
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programmes, in what concerns both objec-
tives and methods and content, show that
the .personal and professional experience
of the teachers, their motivations, their

working environment - in short, their
condition as workers - have not suff1c1ently
been taken into consideratiori; and that

those who are most directly concerned have
not adequately participated in the decision-
making process. There is general agreement
that, as in other sectors of activity
affected by new socio-economic conditions,
the teachers must be able to benefit from
a continuing training corresponding to
their professional needs within the context
of changing educatlonal and social systems.
vi) As a consequence, one important development .
is. the ingreasing stress upori directing
INSET at meeting the needs of the_ school,
of groups and individuals within the school.
The term "school-focused" has been-used to
‘describe this approach.. I important,
B however, to recogni £ at the philosophy
of that strate must be interpreted as i
perme? 7 different types of INSET; these >
////,/@fHE?ftypes of INSET (i.e. the longer
- : award-bearing courses, courses for promotion,
etc.) should also continue according to the
priorities elaborated between the various
partners concerned.
vii) It can be concluded that each member of the
g school personnel must be provided with an
opportunity for consistent, integrated,
personal and professional development
throughout his/her career (where initial
training would only be a starting point),
enabling both his/her own training needs
and those of the changing educational
system to be met as closely as possible.
viii) Any INSET activity must includé an evalu-
ation device, the modalities of which,
// ' according to the complexity of implemen-

tation, would have to be discussed among. v

the various partners. This evaluation e
e ° might help decision-makers and practltlon— o

ers choose the most appropriate traln%ng

mechanisms; and, in training sehemes

centred more on thg/;nd&viﬁ@a; and the
group, personal and collective self- ,
evaluation will play an iricreasing role:

" ix) The issue of costs and resources for
training needs, moreover, must be con-
sidered in this context. 1In a difficult -
economic situation, rising costs involved
in teacher replacement raise the Lhor@/

. problem of how tralnlng costs should

v met.

) . ' '
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x) The impact of the economicfand demographic

o

Vo ) ’ . »

trends on-all the above issues results in a
growing politicisation of the debate con-
cerning the teaching profession and i
cular its training context. I =

ful if all the partners cencérned could  agree
to discuss these key issues as explicitly as
possible, in terms of both objectives and
means, and to this end strive for a consistent
amelioration of the necesé%ry qualitative and
quantitative data.

Bl
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Natianal Jook Store, lic.

Library Sei sices Diviston, P O. Box I‘).N MANILA

Tel. Nos. 49.43.06 to 09, 40.53.45, 49.45.12

PORTUGAL .

Liveania Portugal, Rua do Carmo 70-74,

1117 LISBOA CODEX. Tel. 360582/3

SPAIN - ESPAGNE .

Mundi-Prensa Libros, S.A. °

Castelld 37, Apartado 1223, MADRID-1. Tel. 275.46 55 |
Libreria Bosch, Ronda Universidad 11, BARCELONA 7 \

. Tel 317.53.08, 317.53.58 )

SWEDEN ~ SUEDE .

AB CE Fritzes Kungl Hovbokhandei, : . A+
Box 16 356, S 103 27 STH, Regeringsgatan 12,

DS STOCKHOLM. Tel. 08/23.89.00

SWITZERLAND - SUISSE

OECD Publications and Informatien Center

4 Simrockstrassc 5300 BONN. Tel. (0228) 2) 6045

Local Agents/Agents locaux

Librairic Payot, 6 ruc Grenus, 1211 GENEVE 11 Tel 022 31 89 50
TAIWAN - FORMOSE

Good Faith Worldwide Int’l Co., Lid

9th floor, No. 118, Sec. 2

Chung Hsiao E. Road

TAIPEI Tel. 391.7396/391.7397

THAILAND - THAILANDE

Suksit Stam Co., Ltd., 1715 Rama 1V Rd.

Samyin, BANGKOK 5. Tel 2511630

TURKEY - TURQUIE \
Kilure Yayinlae [s-Tirk Ltd St

Ataturk Bulvari No . 77/B o
KIZILAY/ANKARA. Tel. 17 02 66 ¢
Dolmabahee Cad. No : 29 )

'BESIKTAS/ISTANBUL. Tel. 60 71 8%

UNITED KINGDOM - ROVAUME UNI

H.M. Stationery Office, P.O.B 569, .. .
ILONDON SEI 9NH. Tel. 01 923»6977 Ext 410 or

49 High Holborn, LONDON WCIV 6 HB (&cm)n‘ll callers)
Branches at: EDINBURGIi, BIRMINGHAM, BRISTOL.
MANCHESTER, BELFAST. N

UNITED STATES OF AMERICA ~ ETATS-UNIS

OECD Publications and Information Center, Suite 1207

1750 Pennsylvania Ave.,, N'W. WASHINGTON, D.C 20006 - 4582
Tel. {202) 724.1857

VENEZUELA o

Libreria del Este, Avda, F. Miranda 52, Edificie Galipan,
CARACAS 106. Tel. 3223.01/33.26.04/33 2473

YUGOSLAVIA - YOUGOSLAVIE ’
Jugaslovenska Knjiga, Terazije 27, P O.B 36, BEOGRAD
f 621.992 )
.4 o

les cummandco(provcn.ml de pays ou I'QCDE n'a pas encore désigné de dd sitaire peuvent étre adressées a -
DE, Bureau dex Publickiions, 2, rue André-Pascal, 75775 PARIS CEDEX 16

Orders and inquiries from countries where sales agents have not yet beert appoirted mny be sent to !
([]CD Pubhcations Olfice, 2 ruc André-Pascal, 75775 PARIS CEDEX |

6471610 192 A\



