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Abstract | . ‘L’j>

The purpose of this study was.to ana]yzefthe metaphorical,sténces
of inserQice programs. Three metaphors (technological, political, aAd
cultural) commonly fodnd in our ggciety were ‘applied to the most common
inservice models (Researéh. Development and Diffusion; Problem-Solving;
and Social Interaction) found in educaffohal literature.
Chapter I discussed how language ihapes thought. Thoughts and be-

haviours are a combination of both culture and personal eiperiences.
~ Within our language we label and from these label come expectations and
speéiffc models of behayiour.\ For example, we expect differert behaviour
froé a user, a passive consumer, a client, or an addpter. Yet, in in-
service all of these labels concern one person - the teécher.

| Metaphprs can control fhe way wé construct the world. Chapter fI
discusses how metaphors dften service as ways of channelling action and
generating solutions by the way their presence structures and defines
the problems we face. Because metaphors are central to how we think
about the world, metaphorical analysis can provide a critical tool for
the examination of inservice programs. TheMtechnologicai metaphbr viewg |
‘man as rationa]e.jchanging.when better facts are presented. Change is
viewed as a series of orderly steps. The political metaphor views man
as influenced by power and who can be changed when influenced by a change-
agent. The cultural metaphor viéws~society'as an ecosystem where all men
are equal. Change takes place as a result of personh] involvement in
the initiating of the change. . _

| Chapter. III discusses innovation, the third step of the.change‘pro;
éess in Western thought. The ffrit‘two-steps é?e,research and development.

-

iv



Inservice is a vghicle often used to diffuse innovation in education.

‘People sometimes assume that all inseevice has a common definition, per-

spectives, objectiVes, methodologies, expectations and solves a commep

"problem. Hoﬁever, each of the three inservice models has a different

root metaphor, which speaks from a different perspective. For examMie,

in the Research, Development, and Diffusion model the teacher is seen as

a passive consumer; in the Problem-Solving model the teacher is seen as .

a plient; while in the Social-Interaction model the teacher is seen as an

”"

active adopter.

Chapter 1V Tinks the research and ideas of the previous chapters.

A series of pertinent questions are used to analyze the 1981 Alberta

Social Studies Inservice backage. The analysis suggests that: ,

1.

The dominant root metaphor is Technological, while the

secondary metaphor is the Political. There is a slight

'use of ‘the Cultural metaphor.

The dominant inservice model is the Research, ﬁevelopment
and Diffusion, while the secondary model is Problem-Solving.
The -Social Interaction model is slightly utilized. o
There {s 1ittle internal consistency'between the rationale ‘
of the 1981 Social Studies Inservice packagé_and the actual
package.

There is little external consistency between ihe‘philosophy

of the 1981 Alberta Social Studies and the Inservice Package.

~
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! Introduction

Change . - '(‘

"Change 1s ;nescapable in education (Lohtie.1975:214)." The num-
ber of alternasive approaches in education h;s increased sharply over
the last two or so_decades. The specialized system crea‘ed to train
teachers originated in the‘hiheteenth century and blhssomed into intense
influence in. the twentieth but, it was not until 1950 that a program to
upgrade the quality of public education was 1nitiated Today, thousands
of people, writes Lortie, are engaged in research development and d1ssem-

N e e
-

ination, and the machinery for producing educational innovation is a]ways
progressing;'"?he—hesult of all this activity 1s & marked increase in the
options available to,those making educational decisions at all levels.

Any comprehensive list of aptions avai]ab1e today which did not exist
twenty years ago wou]d be too long for replicat1on-he(e - the 1ist would
touch on all aepects of school operation. However, the sheer knowledge of
existing alternatives has an effect on the decision-making climate in |
schools and school systems (Lortie 1975).

| As far as teachers are concerned, states Lortie, instructional
'approaches for teachere are_already sufficiently diverse that atfempts to
create various mixes of elements could produce a variety of teacher role;.
Eveh though thousands of people are motivated to diffuse new options, we
must be careful to avoid assuming that the mere presence of alternatives

automatically produces change. We will understand the diffusion only if

we find models which are appropriate to the school situations. Models which

>



1dentify the’ critica] processes in q’siness and agriculture, for example.

may mis]e%p us in studying public education (Lortie 1975). Teaching
differs from béth these fields, of course, in that productivity fis
,“i
‘ néithér coercive as it is in business nor as tangib]e as in farming

Our models must take such differences into account. But have they?
"Teachers have a built-in resistance to echange because they be-

- 1ieve their work environment has never permitted them to show
. what they, can really do. Many proposals for change strike them

"as 'riVolous ;- they do.not address. issues of boundedness, psy-
hiqsrewards. time scheduling, student disruption, interpersonal

rt and so forth. “People interested in change should take

;o jxj;"'sup
| N 'sucﬁobeiiefs and preferences very seriously, for they reflect

first hand experiences, If teachers become discouraged because
o they are short of supplies or lack backiny from key adults, they
v " will not be”enthusiastic over demanding new approaches.
(Lortie 1975: 235) "

Y
-

3
e

LS I “; . .
ﬁhqrf'sigrinciple of Linguistic Reiativigy ‘ P

\‘\

Q\,&
= What mddsls ﬂhve been transferred from other sectors of our culture

to the edﬂcatidnai sector? Why have we not built our ownasnodels? Is
'\, ‘I

’F '
there any reTationship between the education models of change that are

nou 1n use 5nd way we think about educational change? This study

M111 examine these questions.
. ’» “ : X o
: ; ca shaaf 2&r innermost thoughts. There is a strong con-

®

ection between ﬂﬁman language and’ human thinking. Benjamin Lee Hhorf

A

2. (1964) distus§ 5 wa behavior will tend to a certain type when a Situa-

€EOn ;ﬁgnamed in dﬂh pattern and the name-is then "acted out" or "lfved-

up to" in :gother He’describes a wood distillation plant where metal
3

i . .
stills weré insulated with a composition prepared from 1imestone called



. "spun limestone." No aggempt was made to protect this covering from
excessive heat or contact.wiih flame. After a period of use, the fire
below oﬁe_of the stills spread to the "limestone" which to everyone's
great surprise, burned vigorously. The covering was named "limestone"
which,.because it ends' in "stone" implies nonfggmbustibility. A huge

"~ iron kettle of boiling varnish wés‘obéer;éd;“continues Whorf, to be
overheated, nearing the temperature at which it wou1d ignite. The var-
nish was moved "of f* the flame and pushed some distance, but in a mo-
ment it ignited Metaphorically, bec;use the varnish-yas "off" the
flame it was assumed the danger had passed? it was forgotten the inter-
nal process of convection in the varnish.

"The clue to a certain line of behavior is often given by the

. analogies of the linguistic formula..in which the situation is
spoken of, and by which to some degree, it is analyzed, classi-
fied, and allotted its place in the world which is to some

extent unconsciously built upon the language habits of the

* group (Nhorf 1964:137)."

Our 11nguistic§11y determined thought world not only collaborates
with our cultural ideals, bufyengageé even our unconscious personal
Feactiqns in its patterns and gives'them certain typical characters.
For exaﬁple; dapce in our culture expresses delight in motion rather
than symbolism or ceremony and our gusic is greatly influenced by our
dance‘fonms. Our sports are strongly imbued with this element of the" _
"poetry of motion", while the dance of the Hopi race seem to emphasize e
the virtues of endurance and sustained intensity. Hopi dance is highly

symbolic and is performed with great intensity and earnestness (Whorf

-

1964).
Cdncepts of "space" and "time" are not given in substantially the

.same form by experience to all men but depénd upon the nature of the



language through the use of which they have developed. Due to the
western European concept of space and time, scientifig.thought is a
specialization of this culture (Whorf 1964). We do not think of the
designing of a radio.stationVOr a power plant as a linguistic process,
but it is one nonetheless. The necessary mathematics is a linguistic
Sppératus and, withdut its correct specification of essential pattern-
ing, there would not be a radio that plays music. According to Whorf
(1964) thé Hopi with no concepts of past, present and future in time
could not even conceive sciéntific thought. When man says that he
thinks somethiﬁg,and supplies words for the thoughts, his explanation
of why he shoyld have such.and §uch thoughts before he_came to utter
them again turns out to be merely the story of his social needs at thét
moment (Whorf 1964). Every language incorporates certain points of view
and certain patterned reéistances to widely divergent points of view.

"Each language is not merely a reproducing 1nsfrument for

voicing ideas but rather is itself the shaper of ideas,

the program and guide for the individual's mental activity,

for his analysis of impressions, for his synthesis of his

mental stock in trade; (Whorf 1964:212)." ) <
Whorf's principlé of linguistic relativity states ;hat_"fhe structure of
a human being's language influences the manner in which hé understands
reality and behaves with }espect to it (Whorf 1964:23)." Whorf appears to
believe that the content of thought influences the process of thodght{
| Theré is a relationship of"habitual thought and behévfor to language.
Sapir (1929) writes:
"Language is'a_guidé to 'social reality'. Though 1anguage is
not ordinarily thought of as of essential interest to the
students of ‘social science, it powerfully conditions all our
thinking about social problems and processes. Human beings

do not live in the objective world alone, nor alone in the
world of social activity as ordinarily understood, but are



very much at the mercy of the particular language which

has become thé‘quium.of;expressionmforjtheir society,

... We see and hear and otherwise experience very largely

as we do because the language habits of our community
predispose certain choices of interpretation (Heijer 1954:92)."

e
ey L,

-y

Other Writers' Theories

Brooks, Goodman and Meredith (1970) write that "language and
thinking are so interrelated in most forms of sophisticated thinking
that they must be dealt with together." Language is thought and as such
is .composed of the collective experiences of man.

Piaget (1964:4) writes: ‘ .

"Words are probably not a shorf’cut to a better understanding...

The levels of understanding seems to modify the language that

is used, rather than vice versa...Mainly, language serves. to

translate what is already understood; or else language may even

present a danger if it is used to introduce an icea which is not
yet accessible.”

" Piaget views langque as an outsiQe aéent in the person's developing
thought'yhat trans]ates'peréonél symbols or symbolic structures into col-
lective or societal meaning., Piaget (1964) views,thé symbolizing and
then the verba]izin%“occurring almost gimultaneeus1y but as separate-
operations. ‘: |

Vygofsky's (1934) emphasis is conceived as a picture of conceptual
structure made of shorthand language. He views 5ﬁre thought as non-
1ingual, that is, it is conceived a]] at once. He sees inner speech as
the first>stép toward pfeparing a tﬁoughtufd}'comnunication. Vygotsky

" (1934:153) summarizes his theory by the following quote:



"Thought and language, which reerCt-rea11iy”1n a way.
different from that of perception, are the key to the
" nature-of human consciousness. Words play a central
., part, not only in the development of thought, but in
".the historical growth of consciousness as a whole. ‘A
word is a microcosm 'of human consciousness."
Words, terms, and concepts dre very important to this study. For
example, not.only does the term client not have the same connotation as
.the term passive receiver or pofentja] adopter, but different behavior
is expected from eath of these people. Ye%, all three terms are re: o
ferring to the teacher, who participates in an inservice educatfonal f

program.

Importance of Educational Inservice Programs
Inservice “is an important aspect of educational change. ,It is the '

major vehicle that is used to translate change into a schdol system.

+

Teachers'participate in inservice programs throughout their careers, but

are these programs successful?

Arends, Hersh and Turner (1978) state there are three reasons why

inservice is important:

"1, with declining enrollments and related reductions in the work-
force, schools must emphasize developing current human resources
over hiring new ones. e .

2. as the demands for educational reform have grown louder, more
" schools have attempted to implement new programs that require -
new attitudes and skills on the part of current staff.
3. traditional practices for organizing inservice edutation and
~ times.of scarce resources have rendered many would-be providers
of inservice impotent (Arends, Hersh and Turner 1978:196)."

Cooper and Hunt (1978:61) identify five chiﬁges that suggest need
| . ’
for continuad inservice activities for teachers: ,
| 1. - changes in educational techno]ogyf— méthod&]ogy and equ{pment.

2, the advent of new techniques for Hai]y instruction. r



3. the dissemination of innovation and new programs.

4, the discrepancy between preservice preparation and professibna]
expectancies.

5. changes in the ro1e§ 6f teacher 6ccasioned by a rapidlymchanging
culture, - o

_ Wilen and Kindsvatter (1978) add another reason for the surge of in-

_ service education. Accountability has become a concern throughout all of

education.. School districts need tb devise ways to improve the instruc-

tional competencies df their teachers to promoté confidence in their pub-

lic. Inservice education is the logical means for responding to this

expectation. -

Problems of Inservice

~ Inservice is a very important aépebt of the imp1emep§§tion'of cur-

riculum development, but it is not withqut its problems. Agne (1978)
states that inservice planning is woefully 1ﬁadequate.k Most ;chool Sys-
tems award relatively Tow pfipr?ty to inservice programs. ' Top often,
inservice programs grow outsof such considerations as 1) who is available,
2) who receives entﬁusiastic reviehs, 3) what ;ducational tbpics are au
courant; rather than originating in the néeds of the classrdom and com-
munity. Wilen and Kindsvatter (1978) write that inservice education has,
for the mostvpart, been left for teachers to manage on an individual basis
and at their own expense. ‘Inservice has rarely been considered a high
priority by school diStrigts d, as a result, a substantfal and continu-
. ous financiai commi tment to coﬂkrehensive staff development programs has
been. lacking. The one or two-d&y inservfcé prdgrams and pccasidna] summer

workshops organizéd by school districts have been tﬁ: most visible approach



L

to staff development. But such WOrkshops have had only minimal effect
'.on.teachers' instructional skills and student learning for at least
three reasons (Hilen and Kindsvatter 1978) They are:

1. teachers attitudes towards inservice education have ranged

from complacency to antagonism.

2. teachers have had little opportunity for input into the nature

and design of the programs.

3. exposure to inservice education has Packed suff1c1ent intensity

to create a critical impact.

Cooper and Hunt (1978) state that the problems associated with
traditional inservice training models focus, for the most part on teacher
attitudes; acquisition of skills, ahd generalization and/or maintenance
ﬂ of effect. Teachers are seldom involved in assessing their needs or in
p)anpiqg inservice programs. Planning and assessmgnt is usually executed
by educational authorities other than the classroom teacher. This tradi-
tion has resulted in an extreme bitterness within the teaching profession.
The methddqlogy of information dissemination by large group lectures,
small group discussibns, and media presentations may not do a good job in
pr;viding teachers with new instructional skills. And last, inservite
trainers have not imp]ehented\procedures to generalize or maintain posi-
tive cﬁanges'in teacher behavior. Generalization and mainténancé of
effects should be p]anned rather than assumed, write Cooper and Hunt (1978).

vHouston and Freibert (1979) charge that inservice programs are fike
perpetual motion machines - they attempt to get soq;th1ng for noth1ng
Inservice educat1on rece1ves 11tt1e pr1or1ty within the profess1on as

school boards face mounting demands but t1ght budget restrictions.



Programs are fashioned without regard to research finding; withou%

an integrated plan including long-range goals; withquf being articulated
. ’ ¥

with other resources programs, and community needs; and sometimes eVén

+

 without thé‘jnput’of those” purported to benefit (Houston and Freiberg 1979).

Boscheé\and Hein (1980) elected to judge a 1977 workshop, called

“Facilitating Inquiry in the Classroom" in Sioux Falls, South Dakota,

which attempted to iﬁprove the questioning ability of teachers and thus

encourage students to search actively for knowledge and understanding.

Their evaluation was based partially on an analysis of the content of the

questions teachers asked their students before and after the workshop.

The analysis demonstrated a lack of internalization df workshop content.

Directly after the ihservicévprogram, 97% of the respondents expressed

positive attitudes. This, figure dropped to 40% six months later. The six-

month follow-up eévaluation and content anaiysi;xsuggestéd additional fac-

tors as contributing to the general effectiveness of the "facilitating

.. inquiry" workshops:

1.
2.

I; was college-based rather than school-ba§ed.

It focused on the teaching of skills rather~tﬁan conceptual
objectfves. // |
It used a "one-shot" approach.

It was totally structured so that participanfs could not modify

techniques or goals.

The timing - June instead of August - appeared to have been

highly inappropfﬁfw’ '

H

Wood and Thompson (194p) ssmmarg ze the ineffectiveness of inservice

education in four statements: '~¥§! ’

R
Y



10°
.

'r-

1. Overcoming a negative attitude toward inservice attributable

to: ‘inadequate planning and organization, unrelatedness to
personal day-to-day practice, non-partiéipation by practitioners
in the planning, inadequate needs assessment, unclear objective§.
lack of follow-up in the c]assrbom setting after training, and
recognition that change is a gradual prqcéss. -
0vercomiﬁg administrators’ negative views about teachers with

: N

respect to inservice, Lack of motivation, need for cajoling

and lack of self-direction are common allegations.

Locating. the inservice away from the classroom, over-emphasizing

the receiving of information by telling rather than by doing, and
failing to demonstrate the kinds o%\practices which\teachers are
to use in the classroom minimize the value of inservice. )
Economic and.moraltsupport for professfdnal dévelopnent at school,
district, and provincial levels, by administrative and electe&

officials is often lacking.

Kozuch (1978) lists several reasons, but writes that the most signi-

. J . i
ficant reasons for ineffective inservice programs is the human factor of

teacher perceptions (such as:)

.
2.

unsatisfactory previous experiences with implementation.
persistence of teacher's previous orientation when a chahge of
role or apprbach is required. |

lack of conviction‘that change is needed.

conflict betwgen teacher's conviction and perception oftrole as

opposed to that being promoted in the inservice.
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5. perceived inability to control working conditions when adjust-
ments in those conditions appear nécessary to accomplish the
change. | |

The Tri-Partite Committee in Inservice Education, A]berta (1980:1)

states that "prior to 1975, and subsequently, inservice education for new
and revised programs has been a subject of periodic representation by the
‘Alberta Teacher's Association and the Alberta Trustee's Association to

the government of the day." As a result, an advisory policy board was
formed in 1975 which\was to provide for increased public participation in
the formation of basid curriculum policy. Its mandate was to formulate

and recommend policies to the Mini;ter of Education including curriculum
deve]opment'imp]ementatibn and related matters. One of its recommendations
was to ensu;é thaﬁ school boards had-sufficient time to provide teacher
’-inservice and to acduire the necessary materials before programs became
mandatory. In 1979, the Board.énd Minister approVed in brincip]é the fol-
.]owing”motion: . & '

“That the C.P.B. recommend that Alberta Education, the A.T.A. and

the A.S.T.A. co-operate to develop an inservice procedure to intro-
.duce and maintain new curriculum." | ‘
Cruickshank, Lorish, and Thombson (1979:27) write that there are few
':fclear concepts anq definitions concerning_inservice education. "There is“
not even agreement on what inservice education is." Also, they state,
there is an'abseﬁce\of facts and conditional propositions; Without coﬁ-

* cepts anq definitions, they continue, how can we cérry on a dialogue?
Without—fhcts, how can we understand the many facets of a pqrticu]ar ac- .

tivity? Without conditional prdpositions, how do we know what will follow
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or resdit from any given action? Therefore, writing, discussions, and
crit:cism are almost exclusively rhetorical and more ornamental than
useful, write Crukckshank, Lorish, and Thompson (1979). Inservice has ‘
‘been defined in several ways.- Each has its own frame of reference. The
following is an'example of the varieLE\perspectives used when defining
inservice. See Figure 1, (page 13). )

The writers cannot agree ;T‘the/term inservice should have a hyphen.
In-Service, states Edelfelt (1975:75) is "doing it to others or a service
for others, i.e.; clerks, servants or waitresses." Inservice implies an
activity that might improve the effectiveness of educational workers,
that incorporates informal or formal setting, is freely chosen or mandated
and is directly or indirectly job-related, states Ede]fe1t.- Edelfelt pre-
fers the term continuing education or professional development to in-
service,

Writers do not agree that inservice is education, training or a ﬁ?o-\
gram; Joyce, in a presentation in Edmonton in Fall, 1980, made no\dist?“t-
tion between "education" and "training". This matter is frequently a
heated debate in educational circ]es, writes Dr. Bernard Schwartz (1980), a
professor in the Department of E]em”tary Education University of Alberta
Other terms used by writers include employment, emp]oyees, emptoyers, and
employer- p]anned These terms have very different meanings from professional
deve]opment or profeSS1ona1 performéﬁce The purpose of an inservice for
employees i9 incompatible with the purpose of inservice for profess1onals
Inservices that are individua]]z;p1anned will be very different from in-

services that are employer-planned. Many of the terms used in the defini-

tions are incompataible as well as incongruous to each other. The

A\
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Figure 1

Examples of Definitions of "Inservice"

Agne (1978:91)

Anderson, Seonzo
(1978:83)

L ]
Chambers (1977:13)

Edelfelt and
Johnson (1975:5)

Fisher (1978:56)

Henderson  (1978:12)

Koneck, Stein
(1978:43)

Zigarmi, Bef}, and
Jensen (1977:545)

"an employment-orientéd educational site-
specific training designed to meet the needs
of a particular school system or community."

“the sum of all plannéd activities designed
for the purpose of improving, expanding, and
renewing the 5kills, knowledge and abi11ties

~of participants.”

-~ -4

"process whereby the teacher is enabled to 're-
store and/or maintain and/or develop or elabor-
ate still further his vocational se]f—constructs
of 'l am a teacher'."

"any professional development that a teacher un-
dertakes singly or with other teachers after
receiving his initial certification and after
beginning professional practice."”

"causes of change in a pre-ordained direction
through programs designed to improve the compe-
tences of personnél in education.”

"structural activities designed, exclusively or
primarily, to improve professional performance."

r
"job-specific educational program organized to
meet the needs of employer and employee within
the local setting,"

"individually-planned activities for the improve-
ment of instructional deve]opment of staff mem-

" bers."

3
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nature of the inservice will depend upon which frame of reference is the
basis for inservice, how thé questions are posed, and what purposes are

to be achieved. The description of the problem depends on tﬁe stance

used in discussing the problem and it, in turn, will indicate the direction
of the solution. There are many different coﬁceptions of what an "effec-

tive inservice program".

An Effecfive Inservice Program

Not only do we not have a common definition of the term inservice,
«there is no dgreement on what is involved in an effective inservice. -
Brimm and Tollett (1974:523) conducted a survey by means of a Teacher's
Attitude Towards In-Service Inventory, They géve the survey consisting
of a series of 34 statements regarding 1nservié§ education programs to
teachers'from each of the 14? school disiricts of Wisconsin. Using a
Likert-type séa1e, respondents were asked to react to each stgtement.
Eighty-nine percent of the teachers surveyed felt that inservice should
strengthen their professional competencies. Ninety-six percent felt that
inservice should include activities which allow for the different inter-
"ests which exist among teachers. Ninety‘percent of the teachers felt
that jnservice should-help them to upgrade their classroom performances.
Teachers also stated that inservicevshould also. focus on the classroom
aspect of teaching; and that teachers needed to be involved in the devel-
opment.of programs, activities and methods ofAeva]uatinﬁ inservice, "

Inservice educational programs should allow the trainees to go through
three levels of impact before change can be ensured, write Joyce and

Showers (1980:379-385). The outcomes of training are: 1) awareness or



the acquisition of concepts qr organized Knowledge; 2) the learhing of
principles and skills; and 3) the ability to apply those principles and
skills in problem- solving activities,

Zigarmi, Beta, and-Jensen (1977:845-555) goncluded from a 1975 set
of questionnaires, which were given to a representative sampling of
1,239 South Dakota teachers, that inservice must:

1) consist of many approaches to staff development ;

2) be responsive to teachers' needs;

3) build on the interest and strengths of teachers;

4) assume that teachers can be resources to each other;

5) involvé’teachers as p]anﬁg;s.

OTiver (1980:394-395) writes that the inservice program should assume
that the "scientific inquiry approach is a valid and valuable/tgﬁl that
teachers, administrators apd support personnel can use to translate edu-
cational goals into specific methods for ach1ev1ng them "

Another view, held by Arends (1978:200-201), states that 1nservfce
should promote life-long learting for the individual professional. The
needs of the "mature professional” are different from the needs of the
younger professional. Inservice should allow mature professionals to
clarify career options, increase their interpersona] competencies and
actue]ize their,potential as professionals.' Inservite education programs,
writes Arend, also should allow teachers to integrate Qork and educatjon
into their life. It should take into account not only the teacher's know-
ledge, but also their intentions, competencies. beliefs, and actions. A
mature prefessional is defined by Hunt (1978) as the fourth stege in the.

career development of teachers. Hunt's four stages of the life cycle of
: ¢



)

. i . 16

S, L on
. .

a teacher are: survival, cgﬁso]idation, renewal and maturity. He states
l
that “inservice programs-shoq1d;give more attention to how teachers learn
. Y ¢ ' R N .
and  to. -how tea%hers”—%earning-stxles are related to their teaching styles.

Téachers then couldxbecome more able to personalize the learning experi-

ences of their students. %

“\ Roy Bacon (1980). the co-ordinatotr of Inservice Education for the
Cityiqf Manchester Education Department, ﬁng]and. said there are four
major categorigs of teachers: ' -

1. Beginners - fresh, enthusiastic and optimistic.

é. 'Pioneers - leadership potential, motivated, committed, ambitious.

3. Maintainers - backbone of the professional, kéep the school run-

- ning, diffus problems.

4, Settlers - cynical, do not want help or advice, often near re-
o \ tirement. '
According ta Bacop (1980), «these four groups have.four different types of
inServictheeds. o _ & |

The task or goals of inservice have been described in a number of °
ways. Somg\writers discuss teachers' needs aﬂy career options, while
"chers discuss the system's needs, studept'sAngéd, or curriculum's. needs.
Teachers are 1abéied clients, mature professid%éls, or éraineé}.by writers
and educators. Educational terms havéd different connotations. For example,™
a "mature profesiional" does not have thé"3ame connotation as “client.”
The term client refé?s to a p§§éﬁ3tﬁ€?3ﬁeutit"sy§tem where there is'a ther-
apist and a client (Miies 1964:439). _The client enters a two person}
teﬁporary syétem which will last long enough for certain objectives\to.be
reached. The term client indicates thaf_there-is somethihg wrong which

needs-to be changed. The therapist knows what is wrong and he will manipu- )
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late the client into making a change, - a deficit change, Qrites Miles

(1964). The mature professional will be involved in voluntary and self-

imposed change - creative change.

Some wri%grs suggest that inservice should be based on a step-by-
step scientific inquiry approach, while others have \no particular imple-
mentation plan. When examining the ideas of the wr%ikrs to describe the
inservice experience, it becomes apparent that not eve%yone has the same
expectations of inservice programs. Wood and Thompson (1980:374) write:

"Inservice education, as it is constituted, is the slum of

American education. It is disadvantaged, poverty-stricken,

neglected, and has little effect. Most staff development

programs are irrevelevant and ineffective, a waste of time

and money, Disjointed workshops and courses focus on infor-.

mation dissemination rather than stressing the use of infor-

mation or appropriate practice in the classroom. Seldom are

 tHese programs part of a comprehensive plan to achieve goals
.set by the school staff." ‘

Why do we not have a universal concept of an effective inservice, its

goals, methodology, and expectations? This research paper will explore

- this problem,

A Discussion of General Concepts

As indicated by Whorf (1964) North Americans view a number of con-
cepts differently from other. cultures of the world. These concepts are'

basic to our culture and in fact, detemmine how we frame our questions

. spectfically concerning inservice. Change is an expected, natural pro-

cess in our society. The result of change is progress. Inﬁovation is
the method of change, and inservicé'is the vehicle of innovation, pro-
gress and change. Therefore, before furthering this study, it is impera-

tive that these concepts be examined.



1. Progress

‘ Only in the modern West is the hotion of progress a dominant theme,
In recent cgntufies, the idea of progress throughout the whole’ of history"
has appeared in mgn's thbughts. Marie Condorcet (1743-1794) recbgnized
that the rate of progress might vary, but neither fikation nor regressién
were possible, “She saw progress as one type of linear development. \
Auguste Comte (1798-1857) viewed change in tgrms of progress; Progress is
tied up with scientific development (Lauer 1973). Progress means gefting

o

-better and better, a step forward.

2. Change
Huberman (1973:5 -7) defines "change as sométhihg that has happened

between some original time, To and some later time T ..." He writes that -

change occurs spontaneously. Change is natural. There are'two sources of

change: -

| a) Creative change fs voluntary and sélffimposed, redefining problems,
recognizing new problems and creating new ways of hénd]ing them. There
is a change because of boredoﬁ, Jjust foq.i:e sake of change, or to )
bfeak a habit or routine.: .

b) Deficit change would be change by crisis, competition or-tonf]icf,

strikes, internal strife or dissatisfaction,

3. Innovation.

Innovation, according to Huberman (1973) is de]ibefate, wfl]ed, and
planned. It connotes improvement and prpgress when actually meaning only
something new and different. Innovation in education must continde, have

a high rate of utilization, and should resemble its vintended form as

¥
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planned. Fullan and Promfret (1977) emphasize the different aspects of
the innovation process: %frst what should be changed and secondly the
process of how to bfing aboutr the change. The latter involves a careful
and consideration of the relationskip o thvse who will be expected to

change, to the process of how the change will be achieved.

".Tﬁeee Models of Innovation

House (1979:1) notes, in his discussion ¢ educational innovation,

that "in the past decade there has been a cascade of works on iqnovation,
such that their number and diversity defies cataloguing." House's thesis
is thap these innovation studies have been generated and interpreted from
only a few overall perspectives. ..."The thnée‘perspectives that have
dominated thought on innovation over the past ten years are the technolo-
gical, the political, and the cu]tural." House (1979)‘§tates that the
technological metaphor‘became-dominant in the 1960's after the launching of
Sputnik and the attacks on the schoo] curriculum Sy university scholars,
whi]elthe po]ftica] and cultural metaphors-abpeéred as reactions to the
techno1ogica1 metaphor during the 1970;5. These three metaphors are. gx-
amples of root metaphors from which grow many shoots thaé, taken as a .
whole, constitute an entire'systém or way of looking at tQans (Tufner 1974).
Brown (1966:33) defines a metaphor as "an attempt to express in terms
of e*perience thbughts lying beyond expérience, to exbréss tﬁe,abstract,
in terms of the concrete, to picturejfgrth the unfgmiliar by means of the
familiar, to express insensuous thouaﬁf_by sensuous terms." "A metaphor

is a blossom of one tree on the branch of another (Brown 1966:46)."

Upan examining a numBer of metaphors and a number of inservice models,
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1‘comes apparent that all inseryice models Speak from a different
metaphoric perspective; each expectd a d1fferent role of the teachers;
each has a different planner; each has a different goal for the in-
service itself; each has‘a different set of unwritten and written assump-
tions; each has a different set of values inherent in them; each has a
?ifferent_philosophy; and eachihas d}fferent expectations of the imple-
mentation process. Finally, eech of us who evaluates the “"success"”
and/or "effectiveness" of inservice, brings'to this evaluation our own

A
metaphors.

Summary of the Chapter

Whorf (1964) said that language shapes our thoughts ;nd is a shaper
of our thoughts. There is a relationship between our thoughts and be-
havior to our language. Our thoughts are based on our culture and personal
experiences. The western colture definitioo of change is that is it nor-
mal, inescaoab1e and linear. Progress is viewed in' terms of ohaoge, a
step forward, never statio or regresstve Innovation is viewed as the
third step of the change»process The first two steps are r‘ar‘ch and
development. Inservice is the vehicle of innovation br implementation; but
~ as indicated by numerous writers, it is not successfu1»for may reasons.
Everyone assumes that inservice has a common definition, pe}spectfve,.ob;o
jective, methodo]gy, expectations and solves a common problem, T It does not
| have any of'these. There are at 1east three perspectives of inservice.
These 1nc1ude Research Development and lefusion Problem-Solving, ‘and
Social Interaction. Eech of these models will have a different perspective,
defintion, objectives, methodologies, expectations and answer a different\

view of educational problems.
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Problem Identification
"Inservice education is more complex than most critics realize
. ,

(Drummond and Lawrence 1978).“' It is now apparent that before inservice
educational problems can be solved, a study of the psycholinguistics of
the inservice ﬁode]s, the root metaphors of the inservice models, and
the use of metaphors in our language and culture-wust be done.

The Problem

The purpose of this study is to undertake an examination of three
metaphors~commbn1y found in our society and apply them to threé current
" inservice models that are part of tﬁe implementation stage of educational
innovatioﬁ; fn examining three inservice models, the study will "expose"
their root métaphors. Inservice_gducation as part of the innovation |
process offen operates under the assumption that everyone is "coming from"
the same perceptibns of what inservice means. The intent of this study
_is to examine and i11ustfate Aspects of the metaphorical thinking that
underlies turrent inservice models.

A revieﬁ of the relative merits of these models enables one to
identify the more significant dichotomies of inservice education. They
are: |

1. Decision-méking may be centralized or decentralized, with or

[4

without consultation. - ° L

2. Needs assessment may be systematic, reflecting universal needs,
or be sporadic, emphasizing individual concerns.

3. Primary development may be done by external experts or by the
internal practitioners of the classroom. -

e

\
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4, Centralized development invites ecbqomic efficiency while de-
centralized action could lead to costly redundancy.

5. Sg{uctured ﬁniformity will 1likely characterize™a product devel-
opea centrally while locally-developed producis will tend to
result in a multistructured diversity.

6. Practitioners are viewed as passive when deve]opmént is central-
-ized and conversely as active when development is decentralized.

7. Centralized action considers imp]ementafion as sequential to

»

deve{bpment while decentralized action suppgrts'a concurrent
. \ = \
relationship. )

Summary of Each of the Following Chapters

Chapter II - There will be an ékamination of'th implications o% metaphors

- on our culture. Three root metaphors that dominant in edu-
cation will be surveyed. Tﬁey are: )
1. technological - change is viewed from a more systematic,
‘rationalized approach. : |

2. political - Ehangelsucceeds only where "advocacy gf&hbsl--

| rarise to support it.

3. cultural - change is viewed from)an anthropological approach

or "ecological. approach."

Chapter III' -"Three dominant inservice models will be reviewed.

1. Research, Development and Diffusion is a model in which:

"a strong central organization, assumed to possess @ mono-
poly of know how, emitted instructions to practioners
groups at the periphery and where communications is
largely one-way and the structure of the system was hier-
archical (Becker and Maclure 1978}."



2. Problem-Solving Approach is a model in which:

"Attempts to base itself firmly in the practitioner's
needs, but it does not take the view that these can be
met without substantial support from the centre
(Becker and Maclure 1978)."

3. Socié] Interaction is a model which tends:

“to involve teachers much more in the business of

curriculum reform, to encourage teachers to develop

their own goals and strategies, assisted by suitable

resources, rather than produce tightly structured !

packages geared to pre-determined objectives

(Becker and Maclure 1978)."
Chapter IV - This chapter is divided into three sections. The first is -
a series of fwenty-one questions that are the basis for analyzing any
inservice model and program. In the second section, two fundamental ques-
tions are posed that are foundational to the inservice model philosophy and
therefore its methodology. The twenty-one questions fit into one of the
two fundamental questions. This section also has a discussion of why

these questions are impbrtant. Thirdly, the 1981 Alberta Social Studies

JInservice Project'is analyzed to validate the questions.

Chapter V - This chapter begins with the re-§tatementfof the problem df
fhe thesis and a summary of each of the four chapters. A discussion of
the réSearch on inservice and, in pérticu]ar, of fhe 1981 Alherta Social
Studie$ Inservicé Project validation foi]ows the summary . ‘Impﬁicationé
. of the research and further research suggestions make up the final parts

of this chapter.

AN



Chapter 11

Metaphor
| 3 .

The intention of this cﬁapter is to show, as C. Brooks writes thét,
“The most fruitful mbdern criticism is a rediscovery and recovery of the
importance of metaphor." In tﬁj last. chapter, it was demonstrated that
Whorf believed that our language both shapes our ideas and is a shaper
of ideas. Stephen Brown (1966:191) states that "metabhof is of the very
warp and woof of language, part of its permanent texture," In this chap-
ter it will be confirmed that "language is vitally.metaphorical”(She]]éy)."

"Metaphor" has been used in two fgndamenta]]y differept ways. In
the first and by far the host common sense, "metaphor refers to a part of
language, so that a-tertain se¥ of words may be said to be a metaphor
(Schon 1967). Webster's New World Dictionary (1975) describes metaphor
as -a "figure of sbeecb in which one‘thing is spoken of as if if were
_another."' Schon (1967:35) defines ﬁetaphor as "giving things a name that
belongs to something else." Nisbet (1969:4) exp}ains it as:

“"a way of cognition in which the idéntifying qualities of one

thing are transferred in an instantaneous, almost unconscious,

flash of insight to some other thing that is, by remoteness

of complexity, unknown to us."
_ Language without metaphor is difficult. How bettér to ae§cribe one type
of anger than as‘"hot", ahother as "cold", passion as "burning", a si-
lence as "heavy", a mood as "c1oudy". If métaphors were stripped‘franv
our language, we would be removing a great deal of what we "know".

In the second sense, and by far tﬁe mdst important‘tb‘the purposes

of this paper, metaphor is a process of thought. Scheffler (1964) asserts

that metaphors organize reflection and explanation in scientific and phil-

.24
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osophical COntext;. Metaphors often serve as ways of channelling action.
Schon (1979) emphasizes the/ extent in which metaphors can constrain and
sometimes dangerously contirol the way in which we conceive the world in
which we live. He suggegts that metaphors generate their own sd]utions
but they fail to present an objective characterization of the problem- ‘
'Solqtion. Ortony (1979) suggests that metaphors are important because
of their ability to provide alternative or new ways of "seeing!. Altiek
(1960) alleges that a writer's metaphors may also tell the reéder other
things about him/and his attitudes,.as well as the attitudes he wishes

the reader to domprehend.

Turbayne's/f;he Nature of Metaphor"
Tuybayne in The Myth of Metaphor (1970) declares there are two as-

pects/of metaphor as a process of thought. These aspects are the aware-
ness of the‘presenée of metaphor and the avoigance of being "Victimized"
y metaphor or being used by metaphor.. To become aware of thé presence
of metaphor or to use a metaphor invo]vés the awareness that there is "sort
crossing." That is, there is a're-presenting of the facts of one sort in\
the idioms appropriate to another, This involves the pretense that the
two different senses are oﬁe. For examplé, in the hetaphor "maﬁ is a wolf"
there is a pretense that han ;hqfes some of the properites of wolves but
not enough of them to be classified as an actual wolf. Also, there is a
pretense that two d1fferent th1ngs or sorts referred to-in each pa1r
share a s1m11ar name and- s1m11a} qua11t1es (sort-cr0551ng) We are aware -

of the duality of sense in "wolf" but we make believe that it has only

one sense.- that there is no difference in kind, only in degree between
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man-wo]vei. It is as if the sentence "men and timber-wolves are wolves",
which we know to be absurd, were meaningful and true. The metaphor not
only pretends that something is the case when it is not, but it asks the
audiente.to pretend as well, Aétua]ly, me taphors maké dne fu;Eher demand.
They intend that the audience believe, not gust pretend, that man is a
wolf. Turbayne has drawn to our attentidn two features. These Sfe how
me taphor is used and, th;refore, our awareness of it. These features are
(1) sortécrossving or the fusion of different sorts and (2) thg{ﬁetense '
or as if feature. ‘ N -'.’

The fable, the parable, the a]]kgory, the analogy, the myth, and the
model are extended or sustained metaphors. None of them are what they
appear;'they are all cases.of representing the facts that belong to one

sort as if they belonged to another: they are stories that we make be-

‘lieve to be'true. , : )

Burke, according to Turbayne (1970), says a metaphor offers a "per
spective". ‘ Metaph?r is a device for see1ng something in terms of something
else. Metaphors can change our attitude about facts and change our per-

spective, A metaphor tells us something about one character considered

~from the point of view of another character. To consider A from the point

of view of B is to use B as a Microscope'with which to view A more closely

and differently. "The metaphor is a stereoscope. of ideas (Tukbayne-1970:21)."
An effective metaphor; writes Turbayne (1970); acts like a screen

through which we look at the world. It filters the facts, suppressing

some and emphasizing others. It "brings forward aspects that might not.

be seen at al1through another medium (Turbayne 1970:21)." These aspeét;

are potentially powerful because they can cause a shift of attitudes to-
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wards the object being viewed. A "good" metaphor, therefore, produces
"shifts of attitudes." A good metaphor is one that lends itself better
to mode]ing‘than another. For example to liken the human mind te a com-
puter is a betteﬁ?metaphor than to compare it with a book. It is easy
to see how one would go about constructing a promising model of mental
activities on the basis of the suggested similarities between a human -
mind and a computer. A good metabhor is one which can be extended to a
geed ﬁbdel. ‘ . J |

| . A change in attitudes can even cause a change in fact. When the
attitudes are changed and this change éecomes acceptablevto many, the
old descriptiohs are neglected, and the facts are changed. The tomato
re-allocated to the vegetable c1ess changes ifs taste history. The human
characteristics that Aesop pretended were owned by animals have become
literally part of these animals' cheracteristics: foxes have become
cunning and lambs have become gentle.

However, when the pretense is dropped: what was before called a

screen or filter is now more appropriately called a disguise or mask.

There is a Qifferenée between using a metaphor and being used by it, be-
tween using a model’'and mistaking the model for the thing described.
One is to make believe that somethiné is the case; the other is to be]ieve'
that something is the case.

According to Turbayne (1970), being used by a metaphor or taking a
metaphor literally is a case of sbrtetrespassjng.. Sort-trespassiné be-
comes a case of taking @ metaphor literally only when one of the two dif-

ferent senses confused fs metaphorical and this is taken for the literal.
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Return to the metaphor "man is a wolf". He who is taken in by the meta-
phor is unaware that this is a metaphor and believés man 1§ a wolf. For
him, the class.of wolves is enlérged by the addit%on of .andther subclass -
~-man. For the person taken in, it'is'npt a case of different senses of
the word "wolf"; it is a case merely of different sorts of wolves. An-
other example is "teacher burnout." It is assumed that teachers are like
fires. Fires can burn and burn out. If teachers are like fires, then
'they too can burn v{gorously and then become 11feiess. It fs a case of
different sorts qf fires. There is no absurdity. If A is aware of the
metaphor while B is not, A says correctly that B is being taken in or
being used by the metaphor. B is taking the metaphor literally and for
him there is not metaphor. The mask has become the face. Similarly in
the case of models, A says that B takes the model for Phe thing, while
for B there is no model. The model becomes the thing; there is no aware-
ness or pretense for B. '

Turbayne (1970) discusses a three stage life cycle of a metaphor to
explain why people can be used by a metaphor. At first, a word's use.is
simp]y.inappropriate.' That i; because it gives ihe thing‘& name that be-
Tongs to something else. It sort-crosses. The first response is to
deny the metaphor and affirm the Titeral truth: “metal fatigue" and the
- “cruel sea" (only humans can be tired and be cruel, while metals can wear
out and people may drown in a rough sea). 4

But because such affirmation and,deni$1 produce the acquired duality
of meaning, the effective metaphor enters the second stage of it;\life
cycle:- the once inappropriate name becomes a metaphor. The metaphor is

accepted by acquiescing to the make-believe., By making believe that

Y
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'

sounds are vibrations, mind is behévior. sea is cruel, metals fatigue,
we use a metaphor purposely to illuminate obscure or previously hidden
facts.. At this stage, the metaphor, being new, fools hardly anyone,.
Stage two may 1as§ a very long time when the metaphor is accepted as
good descrfptidh. Within this long period, the original metaphor may
develop in vérious ways; only one of which is a case of taking thé
metaphor literally.

In the third stage in the life of a metaphor, we no 1oﬁger make
believe that the metaphor only describes. The metaphor becomes the
thing, not soghds and vibrations. The school is an industry, the sea
is crUe1,.meta1 fatigué does exist. What had before been models are
now taken for the things modelled. That is, special sets of imp]ic%tions
had been invented, - the.school, the séa, and metal. Conclusions about
one were reducitTs to thé‘premises about the other. Sort-crossing be-
come sort-trespassiﬁg. The long continued associat%on of two ideas re-
sults in our confusing them. ‘In the case of the metaphor, the confusion
is aided by the following factors:

1. the two ideas already share the same name, a factor of great

power in producing the be]fef in idéntity.

2. we are not always told that the two ideas are real]y-diffecgnt.

3. evé; when we are told di??érently, wé export properties from

one ideal to the other (sort-crossing). |

4. the l{né between make-belive and belief is thin.

a Turbayne (1970) ably describes the effects of being used by a metaphor
in this quote:- a

-
~



e

\
)

"The v1ct1m of metaphor accepts one way of sorting or bbndltng or.
allocating the facts as the only way to sort, bundlg, or,a11ocatew
them. The victim not only has a special view of tﬂé;!gpﬂd E
‘regards it as the only,view, or rather, he confuse pecial view -

of the world with the rld... He has mistaken the riask for the
face (Turbayne 1970: . .
The victim does- not know that there are other ways of viewing the wor]d
or that his view. is only one of pretense or‘make belijeve.-
Turbayne (1970) claims it is important for us to avoid being vic-
timized by.metaphor so that instead of belng used by it, we use it:
1. throogh‘the deteetion of the presence of metaphor; througﬁ
awareness and sort-crossing. “ |
2. through the attempt to “undress” the metaphor by presenting
the "rea'l" truth. ’ » )
-'3. through/;be.restoration of the metaphor to its second stage
’awareness of its presence. To adopt a metaphor as metaphor

is to a]ter ongjs att1tude to the facts or to attitude shift.

Schon's "Generative Metaphor" = o o Q

Schon (1963 1979) discusses metaphors in ways that are similar to
Turbayne s, but his labeling is different and he extends them into soc1a1
problems. Schon,states that metaphors are central to how we think about
the world, situations,‘and.things; how we make sense of rea]ity, how we -
define problems we later try to solve, how we 1nterpret others and whether
our thinking involves a generat1ve metaphor. A generative metaphor, says
" Schon (1979:254), is Eié "carrying over of frames or perspectives from
one‘domain of expeFience to another." .He sees the proh]eme

~ solving process as "coming to see things in new ways and the analyzing of

~
P
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generative metaphors." Schon considers metaphors basic to our perspec-

tives on the world.

A generative metaphor is described below. Here B is a kind (sort)

of '‘A; find A in B:

1

l

A B
pitchfork . man

A is to be found in B, and A is found in B. An effect is to change the
way B is perceived, B comes ;o be perceived as an outgrowth of A. The

., result is that we come to see A in a new way. We have to See A in a .
new way in order to see A in B; and the new way of seeing A.comes. out. of
our f1nd1ng A in B (Schon 1963). i _ .

. Schon (1979) asserts that the essent1al d1f£1cu1t1es in social
bol1cy and social problems have more to do w1th problem sett1ng than with
prob]em“solvingb Difficulties have more to do with hqu,the quest1ons are
posed and what- purposes are to be achieved than with the se]ect1on of '

pt1ma1 means for ach1ev1ng them. Often the analyzing of the problem,
the descr1ption of the problem or the story that 1nterprets the problem
depends ‘on the qgtaphor used in d1scuss1ng that problem. Therefore, the.
d1rect1on of -problem- so]v1ng is already set (Schéﬁ‘1979). A child comes -
1nto the kitchen cryﬁﬁg If the mother asks the child who made him cry,

the d1rect1on of thé answer ‘is apparent. However, another answer is ex-

pected.if the question changes to:
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1. What did your older brother do to you?
What did you do to deserve punishment from your brother?
What happeried?

Do you want your mommy to kiss you better?

oW N

How badly are you hurt?
In short (Schbn 1979), we can sﬁel] out the mefaphor. elaborate

the assumptions which floQ from it, and examine their apprébriatness in
the present situations. The notion of generative metaphor becomes an
intérpretive tool for the critical analysis of social policy. Since we
already think about social policy in terms of certain pervasive and tacit
genefative metaphors, then we ought to become critically aﬁare of them,

~ The object of the problem-solving perspective is to search fér solu-
tiops. The problems themse]ves are generally assumed to be givéﬁ. Thus,
it is assumed that we know, or can'ea;ily voice, the problems of crime,
mﬁrder, rape, cities, the problems of the ecﬁhomy, the problems of popu-
lation. 1imitation, but that we cannot.yet solve them. The task, therefore,
is to ftnd'solutions to known problems. But Schaﬁ (1979) claims that the
problems are not given. They are, in reality,'cpnstructed by human beings
in their attempt to make sense of comp]ex and'troub1ing situations. Ways
of deséribing prob]éms Fhange from one centﬁry to another, one era to an-
otheyi one town to-another, or one society to another. New descriptionsr
of/ﬁ}bblgms tend not to spring from the s@futions of‘the earlier set
préb]em, but evolve indépe;dently asbnew features of situations that come
;ihto view or prominence. In the 1970's, health problems were often des-

cribed from a diet perspective, while in thé 1980's these same health

problems are being described from an airabollution perspective. The ur- ,

£
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®ban problém, for example, tended to be defined in the 1950's as “con-

\‘gestion", in ‘the 1960's as “ poverty" and in the 1970's as "fiscal insol-
vency." . | ‘

Each view of the problem conveys a very different view of reality
and represents a special way of_"seeing." Each view selects for attention
'a few salient features and relations from what would otherwﬁse be an ovef—
whelming compTex rea]ity; The view gives these elements -a cqherent organ-
ization and describes what is wrong with the preseht sftuation in such
a way as to set the direction for its future transformation. Through this
process, there is a Teap from fact to values, from "is" to "ought". '

Thg researcher seeé A and B and. takes an &xisting description of B
:as a redescription of A. When A is seen as B the evaluation implicit in
B is carried over to Ai This sense of the obviousness of what is wrong
and what needs fixing is the hallmark of' generative metaphor in the field
of social po]icy.' A girl séys to a bby “I know your type", and she has
him pegged. Her perception of him may change, but not her’category. Or
a man meets énother pérson walking a street. He looks to him like some-
one he went to school with and he beings to call him by name, reminding
Q}him of former escapades, and tells him old jokes ‘but, -he turns.out to be
| someone else. One looks for old things to define of to récognize the

new. Builwhat'seéms obviously correct in a new'situatfdn may, upoq,re; "\
f&ection, seem utterly wrong. Insofar as‘generative metaphor Teads fo a
sense of the obvfous,;its consequences may be negative as well as positive.
When we see A.as B, we may not neceséari1y understand A any better than

before, although we understand it diffekentlz than before.- How well we

understand it has somethipng to do with how well we understood B to begin
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with, ahd also something to do with the ways in which seeing A and B
leads us to restruéfure our preception§ of A;‘.At any stage of the life
cyc]é of generatfve‘metéphon, we may be seeing A as B, ignore or distort
what would take, upon reflection, to be important features of A. If we
are to av&id'being used by the metaphors and really attempt to solve
-~ social problems, then itlis impoftgnt'to become aware of the generative
metaphgr which shapes our perceptions of phenomena. It is siQnificant
to be able to attend to and describe: the dissimilarities as well as the
~ similarities between A and B. Last, we need to become aware of, and to
focus attention upon, the generétive ﬁétahpors which underlie our
problems, - When we become aware of the generatfve metaphors in our prob-
1ems, our diagnosis and prescriptiohs‘cease to appear obvious and we
find ourselves }nvolved, instead, in critical inquiry. Being aware of
generativé metaphor then becomes a tool for critical reflection when we
attempt to solve problems of social policy. |

The defining of problems and thg perspective from which the problem
is viewed important. a[he w;ys in which we state social problems deter—.
mines both the kinds'ofipurposes and the values we seek to realize. We
predispose the directions in which we seék solutions. Contrary to the
problem-solving pefspec}ive, problems are not given, nor are ;hey redqci-

~

ble to arbitrary choices which lie beyond,inquify. By being aware of the

ways in which we sfate social problems, and by reflecting on the problem-
: solving processes which are usually kept tacit, we may consciously seléct )
and cfiticize the perspect{ves which shape our responses. We create new

meaning when a metaphor is qsed and understood. New know1ed§e can result

from the comprehension of language in general and the comprehension of
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metaphors in particu]ar. Generative metaphors facilitate new percept1ons,

explanations, and inventions when def1n1ng and processing problems

Three Metaphofica] Perspectives -

Two‘questions have been answered regarding metaphor: What are meta-
phors? How are metaphors used? The first question is theoretical while
“the latter question’is practical. Metaphors are important because they

-

provide alternative ways of seeing and understanding. . They permit the
articulation of new ideas, as these new ideas are not able to be created.
" in literal language.
Teachers use metaphoric language in their classrooms or when they
. describe their classrooms. For example, military metaphors are:being
used when the teacher is‘discussing "a lesson bombing", "arming the stu-l
dents for the future", or "battling with the students". "Thrdwing in
fhe towel” or "pinch hitting" for someone else are examples of sports
metaphors. Teachers are described in these examp]es of the economic
-';metaphor- “surplus teachers" and "supply teachers" Descr1b1ng students
| effect1ve" or "efficient" is using the techno]oglcal metaphor.
Metaphors, again, are used when discussing the role of the teacher
in the c]assrodﬁ or when analysing and/qr prescribing thg activities. of
the teacher (e.g. teachers are described us psychotherapists, youth
workers, leaders, jaf]ers, zoo keepers, tyrants, or policemen). But
teachers are really none of these other people, they are teachers. The’
“as_ if" portion of,thé metapﬁor is missing. This omission leads to con-
fusion because we come to believe that the tedcher is the metaphor when
such is_not the case. Howevéf, 1f the teacher perceives himself as a

"sergeant taking his troops home from the library," then he may.behave

(=4 ’ ' ’ v
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accordingly. If a teacher describes h{mself as a producer, he begins to
see himself as a producer and he will behave as if he were the manager .
of a factory. Once the teacher is in this frame of mind, he'brings in
other concepts associated with that metaphor such as efficiency work,
quality control, economy, industry, mass production, job, precise time
schedules and assembly lines (Hyman 1974:27-35). Schan'(1979) emphasizes
the extent to which metaphors can constrain and éometﬁmes_dangerously‘
control the way in which we cbnstruct the world iu which we 1ive.v |
There are numerous metaphors in eduéation, t.e. mi]itary; growth,
sculpture, economics, prjsons;:sports, and industry. Upon examination
of several, the researcher has.chosen three which are very dominant n
education and, in particular, the basis for inservice programs. They are
technelogical, political and cu]tura]; Each will now be examined in

detail.

Technological Metaphor

Schon {1967) presents the dynamics of industrial change as a meta-

phor for change in our society as a whole. His book Technology and

Chénge devé]ops this theme. His view of dinnovation is that:

/™1, It can be managed.
2. It must be analyzed into its component parts and be made subJect

to rational steps.

3. It follows a series of orderly steps, each of which seems to re-
late special efforts to corporate objectives, and each lends it-
self ‘to effective management pract1ce a]ong familiar corporate.

lines (Schon 1967:19)."
' In order to reduce the risks of innovation,-Schon (1967) states,
people do things pnly'when/they~have.been shown they are worth doing.

This rational view of innovation assumes that invention‘follows as a -

series of orderly steps.intelligently directed toward an objective spelled
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out in advance. There is a rigid division of labor betd@en ;hose con-
cerned with the need (marketing) and those concerned with the ;echnfque
(technology). Man is seen as an extension of the machine,
| Western society accepts .this rgfgénal view of innovation because
if viewg functions as an idea]ized; after-theffact view of innovation
that can be controlled, ﬁanaged, and justified. Such a Qiew tends to
calm fears, gain support or g{Ve an illusion of ‘wisdom. It is more en-
couraging to believe that innovation is essentially de]iber;te and a
rational process in-which success is assured by intel1igent.effort.
There may be uti]ity in.acting as if it were true. The formulation
of objectives for technical effort provides a stimulus for action and .a
direction for the effort. Planning the process of innovation, which
assumes the goal-directed order structure of the r‘jona’ view has utility
as a programming device. )
Bennis, Benne, and Chjn (1969) state that strategies of innovat{on
"should be consistent with the metaphor that they représent. The empjrica]

rational approaéh implies that men are rational and that they le] follow

their rational self-interest once they understand it. The innovation will

-

be'ayopted_if it can bekfatjﬁnally jusiified and_if it can be shown that
the adopter will benefit by the change. Thg assu;btion is also that rea-
son determines the process of initiating innovationé;_thus §tientific
investigation is the best way of extending a certain kind of knowledge
.‘frbm a basic reséarch to practical application.
Clark and Guba (1965) have formulated very specific processes re-

lated to, and hecessary for, change in educational practice following re-

search. For them, the necessary processes are:
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]. development, 1nc1ud1ng invention and design. /

2. diffusion, 1nc1ud1ng dissemination and demonstration

3. adoption, including trial, installation and institutionalization.
This process has been labeled the Research, DeVelopEén} and Diffusion
inhevation mode1. '

Huberman (1973) views the technological metaphor as a theory-into-
practice model or a research and.development model. .Innovatjon is ‘inven-
ted, developed, produced and disseminated to the user. fhe innovation
is not ana]ysed from the viewpoint of the user - who is considered pas-
sive. Nor does research begin as a set of answers to specific human
prob]ems,gbut rather as a set of facts and theories which are then turned
into idges for useful products and'serVices in fhe development phase.

The knowledge is then mass produced and‘diffused to those for whom it
might be useful. Basic research is translated into applied knowfedge.
There may be a dim understanding of how the know}edgefgets transformed in-
to something useful, but'the'firm belief remains that somehow it filters
down. ' “@

Lauer (197;) sees technology as the driving mechahism of change.
_Mah seems to be forever gesping to keep up end adapt to the world that
technology is every creating. he North Americans "view technology as
the Savior (Lauer 1973:102)." This metaphor stems from such ideas gs the
Bacon1an notion that knowledge is power. The app]1cat1on of techno]ogy
or the development and application of new technology is seen as able to
resolve all the varied prob]ems of mankind 1nc1ud1ng the impending energy
shortage.' August Comte (1798-1857)-gave 1mpetus to this viewpoint by

equating social progress with the development of a scientists to mili-
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| tarists, sharing in .the conviction that the development and appfication
of technology cén resolve all the varied problems of mankind.

Others see the extreme opposite: Pechnd]ogy is the source of man's
ills. This conception derives in part from thinkers like Rousseau and
Thoreau and their ideas of natura]igmland in part from the varfous
socialists' criticisms of the capitalistic misuse of technology. Jacques'
E1lul for one, according to Lauer (1973), sees modern man losing control
. over his.déstiny to a rampant technology. Man is seen as having become
enslaved to thét which he thought was his serQant. Man has created and
is devoured by his own création. And, .in_the process, his pattéfns of
thought and behavior have become phenomena which are shaped by technology;

Another critic ﬁuoted by Lauer (1973) is Theodore Roszak, who paints
a grim piE;ure of technology's role in the modern world. Leaders justify
their béhavior'by the technical experts who have, in turn, justified
themselves b} appealing to scientific thought. In their view, beyond
the authority of science, there is no appeal. |

However, the role of técﬁno]ogj in change has been enormoué by: //

1. in;reasing.OUr alternatives..

2. altering interaction patterns.

* 3. gfeating new social problegs. '

~H (1973:30),‘also a critic, writes that this
"technological metaphior is a deadly one. Its pervasiveness reéflects
our society's emphasis ondgetting and spending, on producing /and
consuming. It is deadly because it subverts humane interaction. °
Behavior leads the teacher to treat the student -as inanima
Jjects, as things to be processed, stamped out, and finish
conveyor-belt assembly line instead of as evolving people/

leads the teacher to think that he can and should decide/what his ,
product (the student). will become without consulting wifth the student.”

- R . / N
/ .
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Johnson's (1976) paper illustrates how technology is a generative
metaphor of education. By about 1930, school administrators were per-
ceiveing themselves as business managers. Practices which enabled indus-
trfa] managers to increase wages and lower costs were assuméd to be
applicable to education, continues Johnson. School prob]ehs were defined
in business, technical and financial terms. There is an emphasis oﬁ how
to do things rather than 6n why. The function and the nature of education
were scarcely mentioned. Getting the work done as efficiently ag possible
and the satisfaction of the worker were compatible goals.. The importgnce
of the work, itself, was nét mentioned.

House (1979) deséribes fhe technological metaphor as having replaced
the tacit basis of curriculum with a more s;stematic and rationalized
approécﬁ. This innovation process is Separated into functions and compon-
ents based on rational analysis and -empirical research, House (1979)

- suggests that the Clark-Guba Research, Dévelopment,‘and Diﬁfusion.mode]
of- education innovaffon still dominates government thinking‘about change.
The techho]ogical metaphor focuses on the innovatioé because it assumed
that everyone was pursing a common endfand the means were not a problem.
It reflects a society believing in progress. The only problem was to find

how best to athieQe this progress. g

Political Metaphor

It is man who makes history. To what extent are competition and con-
flict responsible for change? What kind of change 0llows when men enter
into conflict? Can change occur without conflict? Among the North

Americans, conflict is of central conceng. Dahrendor, writes Lauer (1973),
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argues that social conflict has a structural origin, namely, the domin-
ance relations that prevail in all social organizafions. In other words,
group conflict is to be understood as a conflict about the.legitimacy of
relations of_authority. "éhange is ubiquitous (Lauer 1973:249)."

Even assuming that most changes may be effected democratically,
writes Lauer, there may be an unwillingness to expend the time and energy
necéssany for democratic procedurés. From the point of view of effitiené}
or profit, the elitist approach is superior. The task of the elites is
to effect change with or without the willingness of others involved in
the change. ' The basis of the political metaphor is power tactics, whose
desired outcome facilitates new relationships (Lauer 1973).

Lauer (1973) states that conflict leads to change. He is one of the
numerous schb]ars'who link conf]ict'with change, Other writers who make

the same link are: the Wilsons, in their study -of Central Africa The Anal-

ysis of Social Change; Martindale in his description of societal creativi-

ty that lasted for centuries in_Social Life and Cultural Change; and

Durant in his study of identifying conflict as a factor in Florence in

The Renaissanﬁe. Lader (1973:44) writes that "conflict is a driving,mgci
hanfsﬁ for change ... power is the name of the game." Any effort to dir-
ect power, iheréfore, requires the mobilization and manipulation of power
over otﬁers. The .power strategy emphasizesithe ability to coerce; as well
as involves the control of information and E&gation of ambiguity, writes
Lauer. ' ,

Bennis, Benne; and Chin (1971) consider the po]itica1 metaphor a

process of influence involving an application of power in some form, poli-

tical or otherwise. There is a compliance of those with less power to the

4
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plans, directions, and leaderships of those with greater power. Often
the power or authority is legitimate. The power may invalve getting the
authority of law or administrative policy behind the change to be effected.
Some power strategies may appeal less to the use of authoritative power
to effect change than to coercive power, legitimate or not, in support
of the change sought. It is assumed that man acts on the basis of power
relationships - legitimate or coercive. |

Power continues Bennis,. Benne, and Chin (1971) in this power-coer-
cive strategy is an ingredient of all human action. The difference lies
in the kinds of power used to implement change and the ways in which
power is generated then aﬁb]ied in the processes of effecting change. The
application of this metaphor depends on khowledge as a major source of
power, éspeéia]1y.based in the form of khow]edge-Based technology. 1In
this view men of knowledge are legitimate sources of power and the desir-
able flow of influence or power is through procesges of education. They
of fer the dissemination of valid information from men who know to men who
don't know. There is a reCognition of the importance of the noﬁ-cognitive
determinants of behaVior as resistances or supports to changing values,
attitudes, and feelings at the'pe}sonal level and norms and relationships
at the social level, write Bennis, Benne,;and Chin (1971).

Joyce and Nei]lz;;}z) state that B.F., Skinner's Theory of Operant
Conditioning represents the process by which human behavior becomes
shaped by external forces into certain péttern§. Either or both of the
theory's two major operations, reinforcement and stimulus éontro],-gre
emphasized in the educational applications of operant conditioning thebry.

Behavior modification is one strategy used in the process of re-education

of persons who are to "change."



House (1979) utilizes the concept of personal face-to-face inter~‘
action as a key idea in his concept of political metaphor. Personal con-
tact is essenfia] in innovation because it provides the opportunity for
two-way questioning, persuading and intense interaction that must accom-
pany change. The political metaphor has concepts such as competing
-factional groups, mutuai adaptation, and curriculum negotiation.

Johnson (1976) wrote that education, in the late 1950's and 1960's
borrowed the economic portion of the political metaphor. The result is
‘ known as the economics of education. Studies in this new area atteupted
to demonstrate the'validity of a theory of economics which held that
education increases personal income and promotes economic growth, i.e.
the Gross National Product. Increased expenditures on education and in-
crqugd yéaps of schooling were justified on the basis of education's re-
puted coptribution to the economic growth of this countpy.

If education fails to measure up to the economic claims made for it,/ﬁ,‘
writes Johnson (1974), advocates\of exp!hditures in other areas of sociafj
life have a legitimate claim to these same funds by claiming the abiljgy
t to promote growth in the Gross Nationa] Product. Concepts like the GrostD
National Product of "progress“, and the value of time begin in kindergarten.
In order to increase production, output must be studied by school beards
-as weli as children in the classroom. Productivity is a concern of teach-
ers and school boards and sought by increasing outputs for -each unit of
time (Johnson ]976) ' } ' .

Since measuring output is necessary to determlne productivity and
any efforts to 1ncrease it, only factors of output which are measurable

can be taken seriously. When this kind of thinking gets carr1ed over in-

.

-
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to education, it means that components or goals, which are unmeasurable
or d{fficult to measure, like creativity, critical thinking or awareness -
_are eliminated in\favor of easily measured goals such as word recognition,
letter-writing and mathematﬂta1 computations (Johnson 1976) | i
Since economists are not interested in-or concerned with studying
. the actual production process, i. e - the relationship of work, then educa-
tors are not encouraged to study the actual teaching - learn1ng process
,but are’entouraged to. study the inputs and outputs from the school system.
Economists use the concepts of "progress", "efficiency" and "growth".
They have a spec1a1 meaning in that they are not to threaten social stabil-
ity, that is, the uurrent status quo of big business and big government.
D1sannament, ;or example, wouldn t be cons1dered 'progress" or “eff1c1ency"
by economists ¥ f it threatened to disrupt the staiility of corporatiiéﬁ'
no matter how much it contr1buted to the qua11ty oﬁ 11fe (Johnson 1976).
~ Population studies made by economists of education measure the group
achievement, not individual achievement, SO that'thds output tan be mea-
sured against expenditures.for education in order to determine at what
- rate productivity.in education is increasing or decreasing; to deten;ine.
which‘population‘groups are-beingweducated wtth the greatest cost-effec-
tiveness- and to compare eipendituresdfor education with the output pro-
ddted by expendxtures in social areas competltive with education such as
health care, job tra1ning or welfare (Johnsqn 1976) ﬂ
In the po]1t1cal metaphor, states Bennis, Benne and Chin (1971),
“there is an emphas1s upon politica] and economic sanctions in the exercise

of "power. Another strategy is the utilization of moral power, playing upon

. sentiments of guilt and shame. Political power carries with it legitimacy %
\‘/ . T - )
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énd the sanctions togtho;e who break the law. Getting a laW\passed against
‘racial &iscrimination in the séhool.brings legitimate coercive power behing
efforts to desegregate the school, thfeatening those who resist‘yi§h pen-
alties under the law and reducing the resistance of others who aFg moré
ally orieélqy against breaking the law. Economic power exerts coercive
afluence err the decisions of thosé to whom it is applied. Thus federa]
appropr1ations‘granting funds to local schools for increaséd.emphasis upon
‘French instruction tend to exercise coercive infllience over the deci;ions
.of local schooi officia]s‘concerniﬁg the emphasis of the school curriculum,

_ In _general, ébntinues Bennis, Beqne, and Chin (1971), this powerqcpercive
metaphor seeks to mass political and etonomic power behind the ;%ange
goals which the strategisfs of change have decided afe desirable. These
strategies tend to df&ide {Eﬁ soc1efy when there is a division of opinion
and of hower in that society. Bephis, Benné, and Chin (1971) assert that
when a power-coercive way_of making decision is accepted as natural, the
power étruggle shifts to tﬁeinegotiation table and compromise and trade-

} offs bthifn competing interests ﬁa&‘becomé the expected goals of the in-
Ca térgfoub exchéﬁge. P | |
‘The .political metaphot; Sugéests that all is not'harmonious. There
may be proﬁlems'and va]defcdnflicts, writes House (1979). Not eVeryone
)~b wants 'the same thing.. Opposing factioﬁs wi]1 have tb bargain and compro-
mise 6ﬁ‘§e§oft to po]itica1vdevicés. Conflict is not only possible but
grobablél however, the a;sumptioa;%s thaf~there is enough value consensus
that compromise can be“échieﬁed-successfu]ly even through'securing the

1 co-operation.of others becomes problematic. One imust reach agreements

with others, must come to understanding, and must secure their assent

1
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before proceeding. To'many, innovation is seen as political, and only

through conflict is porgress possible. It is assumed that differences

q‘ 11 be resolved by bargaining (House 1979).

™R Political power has traditionally played an important part in a-
chiéving changes in‘edusation. %he processes of re-education of pe:50ns"
who are to conduct themselves in new ways sti]]’have\to be carried out.
The new "conduct often requires;new knowledge, skills, attitudes, and
value orientations. On the social level, new conduct may require changes
in the norms, the ro]es, and the relationship structures of the institu-
tions~inV61ved. These changes combine'political coercive and normative
re-educatiue'strategies,_both befofe and afﬁek the political action

;

(Bennis, Benne, and Chin 1971).

CJ“tUral Metaphor

The cultural metaphor involved in progress or change is not entirely,,
new. According to Joyce and Weil (1972), it can be traced back to Plato's

Republic, Aristotle's The Work of Aristotle, Augustine's City of God, Sir
Repubiic _ City of God

Thomas More's Utogia, Comenius' The Great Didactic and John Lock's Some

Thoughts'Cdﬁéefning Education. More recently, John Dewey's Democracy and
Education combined a view of society with a view of the intellectual pro-

cess, to develop a conception of education in which democratic processes

~ were central. Herbert A. Thelen's Education_and the Human Quest and

Donald Oliver and James Shaver's Teaching Public Issues in the High Schnol

are others who have writteh of this metaphor and its application.

N" Joyce and Weil (1972) émphasizg the relationship of the person to

his society or‘his direct re1atiohships with other people. They reflect

+
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a view of human nature which gives priority to social relations and the
creation of a better Society; and, they see the processes by which reality
is socially negotiated as vitally important in the life of man. With re-
spect to goals, the improvement of the individual's ability to relate to
others is very important. There is an emphasis on the personal psychology
and the emotional life of the individual. A~heaVy emphasis is also placed
on social relations: how individuals conceptualize and relate to each |
other as people and how they relate to their society as a socia]iiﬁstitu-
tion. Each man constructs knowledge by reflecting'on his own expefience.
The result is p]ura115t1c and the essence of the democratic process is |
- the creat1on of interaction among the un1que personal worlds of individuals
so that a shared reality is created. This shared realjty would embrace the
unique personal worlds and encourage their growth while previding‘for com-
mon investigation, growfh, and geveraance (Joyce and Weil 1972).

McNeil (1977:5) breaks the cultural metaphor into five elements:

"1. Participation. There is consent, power-sharing, negotiations,

- and joint responsibility by co-participants. It is essentially
nonauthoritarian and not unilateral.

2. Integration. There is interaction, interpenetration; and inte- -
» . gration of thinking, feelings and action. 4

3. Relevance. The subject matter is c]ose1y related to.the basic
~needs and lives of the participants and is significant to them,
both emotionally and intellectually.

4, Self. The self is a legitimate object of learning.

5. -Goa1‘ The social goal or'purpose is to develop the whole per—
son within a human soc1ety

Sarason (1971) sees the school as a sub-culture of the culture. He .
portrays the school as a set of strUcfureﬁ'interacting roles-in a tradition-
dominated social setting. Goodlad (1975:205) asserts that what is needed

is an ecological model of education. “An ecologica1‘c0mmunity in which

~
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both 1iving and non-living things constitute a system and interact with-.
in it." The school culture, community, and school-community are all part
of an ecosystem. Everyone.fs seen as within the whole ecosystem. There

is nobody.on the outside trying to do something to someone on the inside.

. Goodlad's society is oriented homeostadtically towards maintenance of a

«,

stable environmen@i A1l are parts of the same system or ecosystem.
Every person and every thing has consequences for all other persons and

things. Nothing, according to Goodlad (1975), is inconsequential. In-¢

| dividuality and uniqueness exists but function and are understood in re-

_lation to the whole and to the other parts of the whole.

House (j979) writes that the cu]tu?éﬂ metaphor assumes a more frag-
mented soc1ety, more va]ue consensus w1th1n groups but less consensus
among soc1a1 groups SO that groups must be,rqgarded as subcu]tures
Separateggarts of the system are seen as more, d1fferent than alike. -They:

must be approached caut1ous]y as one would approach foreign culture. This

cultural metaphor is suggestive of societal fragmentation. The separatef

' gfoups neither share values nor are they certain about another -gPoups

value s&stem. Even commdn agreement is probTématic since two different
cultures may not understand each other. The possibilities foflnisunder-

standing multipiy One must be concerned about the unanticipated effects

——

« G
of an 1nnovat1on in an unknown cu]ture Att1en\becanes d1ff1cu1t (House

1979) | _ - . _ \\;\\\\\\\
As the ‘cultural metaphor develops, House (]979)=eipects to see anthro-

"\

. pological .change concepts such as cultural eco]ogy,.environmental adaptatidn

and multilinear evoiution brought into play‘to explain educational change.

Since culture is a unftary concept, the cul tural metaphor can ‘explain
—\\ . U~ \
\\«‘\"_\

R A o . .
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\conflict only by portraying a clash between two distinct cu]tuhes or by
utilizing concepts such as mo1ety interaction.

Bennis, Benne, and Chin (1971) state that the strategies of the
cultural metaphor are the normat1ve-re-educative. The\strategiea that
are used within this metaphor are buiit‘updn assumptions about human mo-
tivation. The rationaiity and inte]ligence of men are not denied. Pat-
terns of actions.and.practice are supported by socio-cu]tuha] norms and

" . by commitment of individuals to these norms. Change, according to th:s

metaphor, will occur as persons come to change their normative orientations

~
LT

from old patterns and develop commitments to new ones. Changes in nor-

mative orientations, eontinues'Bennis, Benne, and Chin (1971), involve
changes in attitudes, va]ues, skills and s1gn1f1cant re]at1onsh1ps, not
jost changes in know]edge, information or 1nte11ectua1 rat1ona1es for
actidp and practice. | ' ' .
This metaphor;.says Bennis, Benne, and Chin (197]),'assumes that men
are'inherenely active in qnest of impulse and in need of satisfaction.
The relation between man and his»environment is~es5entia11y,transactional.
. Man,‘ihe organism, does not passively await given s€1mu11 from his environ-
ment 1n order to respond. Inte111gence\arjses in the process of shaping
organ1sm-env1ronmenta1 relations towards more adeduate fitting and joining
or organismie demands and'environment resources. |
Inte111gence is soc1a1, rather than narrow]y 1nd1v1dua1 Men'a;e
gu1ded in their action by socially funded- and commun1¢ated mean1ng, norms,
“\“and‘4nstlgg§1ons - by normative culture. At a personal 1eve1 men are
guided by 1nterna]1zed meaning, hab1ts, and values, continue Benn1s, o

~Benne, and Chin. Changes in patterns of act1on are changes at the person-

al 1eve1 f\\hablts and values as well, Man must participate in his own

B
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o i
, N
re-education if he is to be re-educated at all. Some of the common
elements of the cultural metaphor, according to Bennis, Benne, and Chin
(1971) are: ' , | R
- ;; The cultural metaphor emphasizes the adopter and man's
_ involvement in working out pfograms of change and improvement
for himself. |
2. The cu]tura1 metaphor doés not assume the problem must be one
| of client's inadequate technical ihformatd%n, but it may be a
problem im the attitudes, va]ues;>nonns and the external and
internal re]atioginigi of the client's system.
3. The cultural metaphor states thét the change ggent must learn
" to intervene mutually along with the client iqto efforts to
define and solve the E]ieht's problems. .
4., The cultural metaphor states that the non-conscious elements
| thch impede problem solying must be brought into consciousness
and publically examined and reconstructed.
5. 'The cultural metaphor'states that the meihods and concepts of

the behavioral sciences are resources which the change agent and

client learn to use selectively, re]eVant]y<and appropriately in

Y

" learning to deal withvproblems. .
Bennfs; Benne, and Chin assert that the “change ageqt seeks to avoid
manipulation and‘indoctrination of the client. Those committed to this
changé;ibproach tend to see the person as the basic unit of social organij
, zation. Persons are seen as capable of creativé, life-affirming, self-

respectfng~responses, choices and actions. People must make a conscious

effort to learn from their experiences of self-direction if change is to-

—

-
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be maintained andjcontinued. This is a personal growth appraoch.

The assumption here, accord1ng to Bennis, Benne, and Chin (1971 is
that the adopter is not passive, waiting for so]utlons from without, but
rather is in act1ve search of a solution to prob]ems The strategy»1s
based on a psychotherapeut1c model of change-agent (counsellor) and

adopter (c]1ent) in which, with the col]aborat1on of the agent, the client

works out changes for himself. Therefore, the counsellor needs less tech-

nical training. There are two principle obJect1ves says Benenis, Benne,

- and Chin (1977{ These are:

1. to improve the problem-solving capacities of the client or
adopting system, in particular the human relationships as these
h . bear on:thé fbnctioning of the system;itself.
2. to bring.self-clarity- and persohé] development to the %9dividua1s
within the systém, on thg premisé that personal change will lead

eventually to organizational changes.

Symmény of the Chapter

. There are two aspects of métaphor as a procéss of thdhght- one is

\

the awareness of the presence of metaphor or sort- cnoss1ng,\and second 1s

\

the ayoidance of being used by metaphor or sort -trespassing éWurbayne 1970).

\

S¢hon (1963 1979) states that metaphors are central to how we\th1nk about
the wor]d how we make -sense of reality, how we def1ne problems\ nd later
how we solve them. -He considers metaphors bas1c to our perspecl?&gs on the
world. The direction of pfob]em-solving i§ decided by generative ﬁetaphbrs
that we utilize when describing the problém. Being aware of generative

metaphors can become tdo]s»of social ihquiry and reflection when we attempt

.to solve problems.
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The technological metaphor views man as rational and who will change
when given enough facts; change is a series of orderly steps; and techno-
logy can solve man's problems. The.po1itica1 metaphor views man as one
-who can be changed under the tutelage of a change-agent; conflict leads
to.chahge and powér is the power-coercive ingredient of all human action.
The cultural metaphor views society as an écosystem where all men are
equal. Man constructs his knowledge by reflecting on his own experiences
and man needs to be an active participant in his own re-education. The
following chart summarizes in more detail the three metaphors under vari-
ous headings. See Fiéure 2, p. 53. The authors House (1979); Bennis,
Benne and Chin (1971); Have1ock (1970); Johnson (1976); Lauer (1973); and

~ Schon (1979) were utilized to understand the three metaphors.
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Figure 2 /
« Adopted from Kurt /
€. OImosk ‘ A Sumary of the Three &u@o;ﬁ
1972:191-2)
. Political/Metaphor Cultural Metaphor

When introduced into
the educational sys-
tem .

YechnoToq1 cp Metaphor

1970's

1970's

Basic assumptions

~everyone s purtuing a common
end and that the context i3 not
a problem,

-everyone {3 reajonable and that
what they need to make change are
the essential elaments; resedrch,
development and diffusfon.

If the environment or surroundings
munr. people Mve to change.
People are rational. If you pre-
sent enough facts to people, they
will change.

Man {3 seen as an sxtension of the
machine. Invention and {nnowa-
tion follows & series of orderly/
steps.

Technology 3 the Savior. \
Progress 1s seen as & linear dev-

elopment,
! /

»

7
Not 211 {4 harwon fous
There may be problems and value
flicts./
tion 15 ¢ part of a prob-
lem-9olving process which goes
on fnside the user

Conflict Yeads to
hange. I we have enough money
or material wealth, we can buy
anything or any change we want,
Nost people do not want to change
If we con mobil{ze enough anger
and force people, we'}l look at
problems around us, the required
changes will be made.

Not everyone wants the same thing;
therefore must have bargaining

Society 1f more fragmental -
has more values consensus
within groups but Jess com-
sensus among soctal groups
30 that groups must be re-
garded a3 subcultures,

Most problems are complex
and overdetermined. A com-
bination of approaches {s
usually required,

1f we have a good warm inter-
personal relation, al) other
problems will be minor. Most
prodblems are. complex and over-
determined. A combination

of spproaches i3 usvally re-
quired. Change involves change
in attitudes, skills, values,
and relationships. Man {5 not

/ and compromise. There {1 enough passive. Man must participate
/ value consensus that compromise in his own re-education,
/. can be achieved,

‘Inclustion

based on possession of Aamul
ski111s and marketable resources.

based on possession 6f knowledge
and facts. /

to deal with
4ct, power, coer-

based’on abflf
and use of con
clon,

based on possession of marketable
resources,

get everybody 1n

Influence

based on spcchl/]nd know ledge
and expertise

by changing lzuctm or task en-
viromment !

based on leve) and breadth of per-)
ceived power, perceived wealth
by fest of authority and threst
of punishment,

by non-violent argument.

everyone s equal

based on knowledge and the de-
gree to which decigtion will
effect them,

Perceptual approach

task relevadce and rationalfty,
analytical/and detached .

/

/

narrow belief in “Truth®

exploit for use of power struc-
ture,

stersotype

Ignore individual diffarences wns
Tess they relate to power,

ecclectic but situation cen-

tered.
Accepts all. Shuts out none.

Emotional needs

%tww. rationality, clarity,
structure

control, attention, rationality,
status and security

expression of anger, expression
of self.

warmth, love and trust
enotional and intellectual in-
tegration,

good at

'
/!

being aware of surroundings and/or
Finding couses, P

1nding causes ting rele-
vant MNI‘AM“ w N

Leeping order,

forcing people to look at fssues
they may not want to acknowledge.
Gaining attention and publicity
Mobi1i2ing power, fmplementing
decisions. : :

usfng as much fnformatfon as
possible.
mobilizing inftial energy.

v 7
chronfc protiess

/
/

Implementing findings

Mobilizing energy. Getting peocple
to pay attention or read reports.
Time consuming. Gaining accep-
tance’ for change. Dealing with
unexpected consequences, Few peo-
ple can control structure.

Kaintaining change snd/or satts-
faction. Few people or growps
have unlimited resources. Rain-
taining credibility. Fighting
backlash. Finding alternatives
Rebelifon, Can never relax,

Financial support,

Actua) implementation of de-
¢isions. Maintaining long
run commi teent, Making 1tself
understood. Not appearing
“wishy-waghy.*

0\74 ons suppressed

¢

How well e feel about 1t?
How do [ fed) about resultsig
How should results be used?

Who should “really” make deci-
sfons? Is {t “right?™ Is sny-
thing {n opponents argument
worthwhila? Is my action consis-
tent with my value system? Most

feelings 3

How should | “really® do 1t?

Do you really know what you

are doing.

What's {n it for we? :
Competence? Individual differ-
ances?

/

/ Most often used by

Outsiders, People in staff posi-
tions.’ Top sanagement, Depart-

Corporations; The very wealth:
Those in power; lcvol«timury‘Y

Groups with limited power,
Churches, Yoluntesr organiza-

ment of Education. Educational students. The Unions, mil- tions, human relation consul.
Program itary, police, Department of Edu- | tants, organization development
Development Services cation, Central 0ffice of School consultants, Teachers in the
/ . . Scards, School Bosrds. classrooms, T.-Groups, Tes-
J cher Contres.
/ szr:ugies most oftenl rational-empirtcal power-coercive, re-educative normitive - re-educative
/ use R .
/ . Writers fogers Bennfs, Benne and Chin Mies
Mles Likert, McGregor, Marx, Mills Bennis, Benne and Chin
, Clark and Guba MasTow, Lauer, Johnion, Houss Skinner, Joyce and Wail
/ Havelock; Bennis, Beone, and Chin, Hayakawa, Oliver and Shaver
/ Schon, Lauver, Johnson, House John Dewey, Lock, Plata,
Aristotls, More, Augustipe,
'/ ) Mcheil, Sarssom, House
/
4 . {House 1979; Benats, Benne, and Chin 1969, 1971; Havelock 1970; Johnson 1976, Laver 1973; Schon 1979)

53
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Chapter III

Three Inservice Models 3

Introduction

‘Three models of inservice will be examined in this chapter. After.
an examination of the literature, the researcher Has estab]ished that
prominent writers including Rogerﬁ, House, Havelock, MacDonald and Walker,
Huberman, Becker and Mac1ufe; Joyce and Weil, and Bhola discuss three models
of innpvation. Inservice-is one vehicle in the imp]emenfation stage of
innovation. The same models of innovation are emp]oyed by inservice.

Although these writeﬁs do not all use‘the game 1ab1es; they essentially

concur that the three models of innovation are: Research, Development and

‘Diffusion (R.D. and D.), Problem Solying (P-S), and Social Interaction (S-I).

Each of the .three inservice models is an extension of each of three
metaphoric paradigms discussed fn Chapter II. The intention of the study
is not to suggest which metaphor or wh}ch ipservice is the "most appropri-
ate", the "most effective" or the "most successful". Lauer (1973) claims
that no one model of change is universally applicable to every situation.
Each situation must be carefully assessed before an appropriate model of
inservice is selected. In fact, a series of models may be called for.in

order to initiate an innovation. Lauer suggests that three questions be

" agswered before the model is selected for implementation: -

/3 1. What is the target of the change efforts?
2. Nﬁo will effect the change?

v 3, What mefhod will be employed?

Note' Because of the emphasis of: this study, the term "1nhovat1on“ has

been replaced by the term "inservice"; a]though many of the writers are.
discussing the innovation process. =

54
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At present, it would appear that a model of innovation may also be
implemented on the basis of finanse or power control with total disregard
for its chances of success. One intention of this study is to help snno-
vation planners, inservice planners, government agencies, changé agents -
internal or external, and teachers' groups beéome aware of Lauer's three
questions before deciding which one/ones of the innovation models is/are

to be used to guide the implementation-of change.

i

Before each of the threg innovation mode]s are d1scussed individu-

a]]y, the dvfferenfes : "an ‘be brought out by th1s analogy. If

'YOu'Want a b}ok sﬁ%ﬁ}‘ '
furn1ture shdb’(th:_v 4

Y .
armed on]x w1th some p]anks'gﬁawood a tool kit and perhaps a do-it-your-

pUrses, seléct a ready-made one from a

;_{ mode]) Or you can make it yourself,

self manual (the social-interaction -model). @r you can send away for an
assembly kit in which the various -parts, and the types of f1nvsh can be
specified by the customer; who assembles thé product himself but has a t

good deal of the pre11m1nary work done for him (the prob]em-so1v1ng model)

,(Becker, MacIure ]978)

vTheiRésearch,;Deve]opment and Diffusion model of Inservice (R.D, and D.) .
"The history of thé Research, Development and Diffusion nodel of in-

novétion goés back at Teast 20 years to the launching of Sputnik and to

the attacksz on fhe school curriculum by university scholars (House,19?9;2).“

The space race with Russia justified a curriculum reform movement that was
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elitist and dedicated to the pursuits of excellence (MacDonald, Walker
1976). This model, writes House (1979) goes. back to the heady optimism
and supreme confidence of the post war era, during the Kennedy years, when
it was bélieved that research for new knowledge and the proper techno]o-
gizing and dissemination of that knowledge could solve technical, societal,
or any problem that might be encountered. Solvinq problems was pFimarily .
a matter of attention, appl%cation, and money. A problem could be solved
with the ministering and management of appropriate resourcés, whether {t

' ~was selving the Vietnam war or educat1ona1 problems (House 1974).

"hoa1s for schools, ﬁﬁwever, reflect much of what is 1mmed1ate in the
surrounding society and are des1gned to be corrective (Good]ad 1975 12).
Research fpnds for industry and the mi]itary far exceed funds fon‘educa-
tion. When educators were under pressure to make changes in the educational
system, and their own research and development activities had been inade-
quate to their problems, they often réached over and borrowed resgarch
theory and method from other fie]ds_tdohnsbn 1976:6-7).

House (1974) states that when prohlams-bécame acute enough, like the
education problem of the 1960's, it was believed that dne.coqu always
fix them by tne application of resources and.technologicél kndw—how. A~

‘package could be mass prodhced and widely disseminated. Such solutions .

are relatively inexpensive per unit and highly prbfiggg1e for those pro-
o ) ‘ - ' .

ducing them. This system‘is interested in producing goods rather tha
ser#ices; however, when sexvices are.praduced, they are bureaucratic

rather than personal, The producer, cont1nues House (1974), controls
the process and-the type of innovation. This became known as the "research

development, diffusion" approach to inservice - the Doctrine of Transfer-



ability (House 1974).
.The "Clark-Guba" model (1965) was the first 1nn6vation model bor-
!rowed from industry and tHe military. This model assumes:
1. that research was of primary importance and proposed; unques-
tioningly to get research findings to use (MacDonald and‘ya1ker“:
1976). |
2. that dissemination and implementation are technical problems
giving rise to purely technical solutions (MacDonald and Walker
1976). |
3. that a central expert is not available to the average teacher
(Becker and.Maclure 1978). |
4, that learning materials could be enginéered in the way that gb
new hogsehb]d product could be produced (Becker énd Maclure 1978).
5. that knowledge was something that could be delivered in "packages"
and was 1§fge1y independent - of personal interaction between teac-
hers and those taught (Becker and Maclure 1978)
The remainder of the assumptions for the Clark and Guba model are frgm
Havelock amd Havelock (1973:12). ' : D

P2
6. "There should be a rational sequence (for the developer) in the

evolution and application of an innovation. This sequence should
include research, development and packaging before mass dissemin-
ation takes place. | |

There has to.be'planniné, usually on a massive scale over a long

period of time.

8. »There has to be a division and co-ordination of labor to be «in
accord w1th the rational sequence and the p]anning

9. A more-or-less passwve but rational consumer who will accept and
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adopt the innovation offeréd'to n:m in the right place, at '
the right time ahd in the right fom,

“10;._Proponents of~this;yiewpoint accept_the fact of a high initial
developmegt cost prior to any dissemination activity because

of the anticipated long-term benefits in efficiency and gpaiity

of the innovation and its suitabiiity for mass audience dissem-
ination (Havelock, Havelock 1973: 12)." |
| Bécker and Maclure (1978) maintain- the reasoning behind the R.D. and
D. model 1is intuitive]y attractivé for education. In simpiified terms, '
it first identifies the under]ying aims of teaching that subject with
which development is concerned. Next, it considé‘s what is known about
the best method of echieving those aims. Fina]iy, it applies these met-
" hods the presentation. of the required subject content. Appropriate.
teac&materials can then be devised, tried ou@-revised in the light
of the triais and made generaiiy-available. The resuiting product, based
on agreed aims, and perfected by field trials, must be virtua]ly certain
to meet classroom needs (Becker and Maclure 1978: 65).

_‘thola (1977) states the Research, Deveiopment and Diffusion mode!

#'}3ff ange or with the sociology of systems within which

: }i§§5ted. People‘are assumed reasepable and need essentiall
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L)
[y

. 6 »
1. educational research - this research must go through a process

-+ 0f development through which phactica] applications for it are

f:ound . - o=

- ' .
2. educational development - the regearch must be translated into in-\

structiohal materials and approaches.

3. systematie diffusion of what is develepe

bring the product of deve]opment -a ipnovation - to the atten-

tion of practltioners and cl1ent group. .

- &
N . Maclure and Walker (1976%5assert that the R.D. and D. model looks

at the point of view of the originator of an innovation and begins with
the formu]at1on of a problen bﬂ!ld on'a presumed receiver. That is, the

1nitiat1ve in setting ‘the pﬂsﬁtem. however, is taken by the developer, not

the receiver Change is depicted as an orderly sequence whlch begins with
the 1dentification.of a problem, The receiver is referred to as the

. “target system".v The clidnt systen may range in s1ze.?rom an 1nd1v11’a7

\

person to an ent1re system or‘ﬁmt1on The phrase "target system" and

“plans -of attack" are terms from the m111tary metaphor. The R.D. and D.

0

mode] ‘was not on]y a mode1 of qgange, it was also a mode] for change a

blue’ print for the future (ﬂasponald Na]ker 197693 a model for attack1ng

change. L ﬁl? o S : i .

Schon (1971) calls the R.D. and D. niodel a “"centre- periphery" mode1

Centre refers to the admlnistrat10n, schaol boards or governmenaﬁaﬁencies,

riphery‘are'the pract1t$oners, the teachers. Schon' s ﬁbdﬁﬁ rests

.
T

} : .
the innovat1on exists,’ fu11y reaLized in its essentiais, pr1or

3

to 1ts d1ffus1on. *y-h" ,; -

. '2 diffbgjon is the movement of an 1nnoyatfon from ‘a centre out to
Sl s o S ' ) . _ e
L - its-ultimate users, S R oot

4 . P HY . . T

'Jk

<a

//\’
-

t.‘
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3. directed ch'ffusion is a centrally managed process of dissemin-
| ation, training, and the provision of resources dnd incentives.
The effectiveness of a centre-periphery system, argues Schon (1971), depends
in part on the level of resources at the centre, the number of poi'ntsat
’ the per1phery, the 'Iength of the spokes through vlhlch diffusion takes place,
) "and the energy required to gain a new adoption. Faﬂure takes the form
b/ of simple meffegt,weness in diffusion distortion of the message, or

b D

n. d1s1ntegrat1on of ﬂ\e system us\a iho]e

v t ;ﬁﬁ- ‘A ﬂﬂr*' T ,‘1:

ﬁ ggg £ﬁeseﬁrchLlevelopment and Diffusion Model"

-.'rf" ‘TQ' ,fy pcdp’le "igformatmn is the primary business pf education. ~

,-Tms‘pzytic‘}pr model emphasizes content, which might explam why it is

" t‘ne mogt pnpu]ar inservice model. Th% benef1 ts of this mode] are its
_focus“’on content re]evant 1nfortqat1on and skﬂ]s If this is the ob-

| <Ject1ve of.an 1ﬂserv1ce model, then this is the choice model. Hov;/ever,
it is to be remembered that, unless 1nformat10n is ass1m11ated dinto. tl‘.

"life- wor]d" of an individual, 1t is of Tittle or no value.

P
v a e

Probltems and Evaluation of the R.D. and D, Model
) (>

]

House (1.974:221) quotes Have]ock (31971) as criticizing the R.D. and

D ‘fhod-el as "over-rational, over-1dea1ized excessively research oriented,
and 1nadequate1y user- or1ented " Housi !}so states tat the mater1als and
programs .that d1d Qhergé were few, ‘often poor in quahty, and not attunedw
- to individ.'iial school geeds. These pmducts with few exceptwns were |
- mostly ignored by sch§1 personnzl ' Lt '
"The very essence of the R.D. and D approach is control ... said
- House (1974.223)." This paradigm treats the practitioner as pa'ssive and
| . . | ‘ ' i ' o
' ' S , o S x L

:
A
. - .
L 2R - . 2 .
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slightly resistant But being constra1ned is not the same as be1ng pas-

sive. The practitioner is p]aceo in the position of a consumer who is

going to be sold a piece of goods which he has the option either to buy

to reject. The practitioner in his classroom is beyond the power of

almost everyone and he often chooses not td buy. - o _‘K
né*!

-

*e (1974) writes, the R.0 a~ D. model assumes that the 1nnova—

tion will be invented, developed, and passed aleng-the linear chain.

mouel might work if all the actors shared the same values and end resu]ts“
That is, they are activity ihvolved in inventing and diffusing the pro-
duct. But, they are not. The direction and co~ordination of this'model
require a great deal of global planning, and it is this facet,that.appeals
most to government officials. Massive planning does not, continues

House (1974), compel people to implement the plans. When p1ans deviate :ﬁn
from peoole's se]f-inteegst and the way they perceive the world, they o

are merely pieces of paper. The research, development d1ffus1on para- ».

fa1gm is rational then only from the viewpoint of global government

- planners. 'It is not necessarily rat1ona1'from the point of v1ew of the

consumer. "In other words that what is nat1ona1 fg#.one man seems
1rrat1ona1 to another (House 1974:222-224)." ' " ';',@
Beck& and Maclure's (1978) evaluation of the R. D ‘gzdvﬁ H;odeﬁ ex-
amines each of the success1ve stages of the mode] It is by no means
easy to 1oent1fy a1ms or even to agree on the function of any g1ven sub-
ject in the curr1cu1um, To find a middle way between being general and |
vacuous and speé1f1c and stultifying is far from easy
Hav1ng dec1ded on- aims, Becker and Maclure. (}978) cont1nue the -
R.D. .and D. model calls~on research to reveal the best teaching method.

But we know very little ahbut how people learn. Much of the useful in-

.
L
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?$onnation about the best ways to help pupils acquire particular types

of intellectual accomplishment is intuitive or anecdotal rather'than
scientific and systematio. Even if a development team had managed to

set out an appropriate statemeot of its aim and a teaching approach

which relates to those aims, the aims then have to be clothed in

practical form. h

The tria] stage of the R.D. .and D. model, write Becker and Maclure

(1978), is 1ntended to compensate for any errors of Judgement wh1ch m1ght
have occurred in the previous stages. By tfy1ng out draft mater1a1s in o

the classroom and carefu]ly coHectmg feedbalk 1nformat1on on what

.works and what - doesmot,ﬁjt should be possible to turn a working 'parotow, )

type into a sat1sfactory finished product. However, most tria?’sgb es- L
are s1mp1y too short to enab]e the developers to stand back and ta tcn,;zgg

- overall view of the effects of the process. Also, the &eachers pay e %
be unfamiliar with the notion.of curricular objectives. -

Becker and Maclure (1978) assert that diffusion, however genera]ly
reveals the major'weakness of any product. The R.D: ad.‘D model assumes
once a set of materials has been perfected through to trilgﬁbnd revision
that there is little that remains to be dohe:beyond meking the materials
available to schools. Howe:er, the c1assrooh?materials failed to carry  _

_the messade; and this begah to raise questions aodgf whether the materials

were really the appropriate medium after all.

Problem-Solving Model (P-S)

The problem-$o1vjng madel is buflt around the user of the inservice

4

: ' o~ L . - R
and assumes that inservice is a part of aﬁrob}éﬁt—so]vmg process which

-~
e

"
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occurs within the user (Havelock and Havelock 1973:8). Huberman (1973:63)

writes that this model assumes that the user has a definite need and that

the inserv1ce will satisfy it. Thus the process is from the diagn051s N

/
-of a/need to trial and adoption, Very often an external change-agent,

wrifes Huberman (1973) is required to counse\:individuals on possib]e
solptions and 1mp1ementations strategiee, but the emphaSis is. .on, client—
cerltered co]]aboration rather than on manipu]ation from without, i.e., an
external change agent (Huberman 1973). He asserts that there are two-
processes at work. The first is one of re-ezucation, the becoming aware
of and correcting inefficient or dysfu%ﬁgﬁ%nw? habits and attitudes; the
second is one of educational development, being designed to add new
skills, knowledge, practices or attitudes to a person ro'group.

\\\k Huberman {1973) views the princip]e characteristics of the probiem-

salving model as:

\{f an emphasis on solving,probiems‘through internal restructuring, - -

f\ where the receiver is directly involved in-the situation.
.

equéﬁt use of a temporarjl“change-agent" or consultant from

outside : : i '
| x o v

3. concern\With attitude change, re- adJustment of 1nterpersona1
relations and COmmunications
Huberman (1973:63) states that the change process may be initiated
eithenahy the receiVer or by the*change agent “but in either case the re-
‘ceiver.gyst want to change and must part1c1pate fu]ly in brypging the

chand&aqﬁbut lf it is to be successfu]., Huberman 1ews the perspective

s
.

?.
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1. ,deVbiopment of a need for change,

‘establishment of a change relatjnﬁihfb between agent and client

clarification or diagnosiévof client's system's problem

H W N
] » .

examination of alternative routes and goals, establishing goals s,
and' action required |
y 5 transformatfdn of intentions into actual change efforts

6. generaliiation and stabilization of change

7. achieving a terﬁina] relationship

L;Qin (1964) in his studies of group decision and social change,
vieﬁs'the problemfsolving model in three phases:

1. unfreezing - rea]izing the need for qhange .

2. mov1ng - the activities 1nvo]ved’1n 1mp1ement1ng change

3. freezing - fixing the new behav1or in the 11fe of the group

Havelock (1970) views the rational problem-solving material in two
| ways. One way'iS'fo see it from'the point of view of the people who
are being changed, and the other is to see it from the point of someone
who is trying to changé them Accordm& Havelock (1970), every person,
every group and every- soc1a1 s;'ganizat1or?necessar1 ly has some sorg of.~
problem- 501V1ng process in order to survive in a chang1ng wamld ﬁhis
does not mean that evé&yone is an expert problem solver. nor does 1t
mean that<evenyone finds 1nno§§t1ve solutions when he has a problem, but
eVeryone does develop ste so;t of procedure for coping with change.
: Haverck'(1970) ¢a11§ thfs.model the reflexive, trial-and-érror variety:
}.'?audecisidh'to do something is made. '
2. aﬂ active attempt fo define what the pro§1em is.

' 3.7-a seargh to progide potential solutions

Cn :
e - . i
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4, an application of one or more potantial solutions to see if
it will satisfy the need.

V<Mo§t of the time, however, most people do ﬁbt want change. They
want to keep things the way they are even when qutsiders know that chaﬂbe
is required. For that reason, says Havelock (1970), some change agents
are needed to overcome inertia, to prod and.préssyfe the system and the
people to bejless complacent and to start working on its serious problems.

Regardless Ofﬁhis formal job title and his position, there are three

primary ways in which a person ¢an act as a change agent, says Havelock S

, ~ .
" (1970). He can be: , N

1. a catalyst

ZErma solution giver | : P

3. a process hé]per ]
A change agent?ﬁcont1nues Have]oct S;?ZO),-uses a psychotherapeut1c model

the agent; thg client works out his
e,

changes for himself. The aim requlres less techn1ca1 training and the

in: wh1ch,,w1th the co]]aboration

'emphasis'fochsgs on the changing attitudes and values. The two principle
objecfives are: | | |
1. to emphasize the problem-solving capacities of the client or
adopting system, in particular, the human relationships.
_2.~ to bring self-clarity and personal deve]opment to the indivi-
9uals w1th;;/the system, on the premise that personal changes

wil] lead entua]ly to organ1zat10na1 changes.

L

A,
Have]ock and Havelock (1973 8-9) ma1nta1n there are at }east five

points that are generally stressed by advocates of this model. They are: .
// / .

/ e .- A

/ - : ; . A
/ a . v . v
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{
"1, User needs are the paramount consideration and the only accept~

YabTe stance for the change agent.
D1a nosis of need always has to be an integral part of the

tota process.

3. The outside change agent should be non-directive, rarely, if
ever, violating the integrity of the user by placing himself
in a directive or expert status.

4, The internal resources, i.e. those resources already exsiting

~and easily accessible within the client system, should be

fully utilized.

5. Self-initiated and self-applied innovation will have the strong-
est user comnitment and the best changes for long-term survival."

'. Rogers (1962) refers to the problem-solving model as the adoption

en

process. This proceégvmay be artibrarily broken -down 1nto stages for

conceptuél\purposes:
1. Awareness stage - the client is exposed to the innovation. but .
» T o _ ' Jacks complete information q§§yt it.
2. interest steéevr,the client betomes interested in the innovation
and seeks additional information about it.
3. 'éva1uation stage - the client mentally app]iesvthe inservice to
| | b his present ‘and anticipated future situation,
B LA’\~§ and then decides Whether‘to try it.
~ 4. Trial stage :\the client uses the inservice on a small sca]e in
~ order to determine 1ts utility in t#;{wn situation
5. Adopt1on stage - the c11ent dec1des to continue the full use of
| the 1nserv1ce
Rogers and: Shgemaker (1971) assert that the five stages do not always
occur in the speeif1ed order, and some of them may (espec1a11y the trial
_stage) be skipped. E¥a19at1on ectual]y occurs throughout the process,
rather than just at.one of the five stages. Rogers (1962) defines a change

agent as a professional person who attémpts to influence adoptten decision

in a direction that he feels is desirable.. In most cases, a change agent
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Nm ‘ . . .

seeks to secure the.adoption of new ideas, but he may also attempt to
slow the diffusion or prevent the adoption of certain innovations.

" Rogers states that the change agent functions as a communicating 1ink
between the bureaucracy system and the client system. The change agent
has a responsibility for the cohsequences of the inservice he introduces.
Rogers (1962:283) says that a change-agent serves as a communication
link between a professional system and his client system, The seven
roles filled by the change-agent adcording to Roéers and Shoemakef
(1971:248) are:

he develops a need for change on the part of his client.

establishes a change relationship with them.

diagnoses their problems.

creates intent to change in his clients. o 5

translates this intent into action. '

stabilizes change and prevents discontinuances,
achieves a"terminal relationship with h1s client." .

N B WN —
. . . . L] . -

-

Benn1s, Benne, and Chin (1961) state that problem—so]ving should be
collabbrative. AN parts of .the system ideally co-operaté n identifying .
change. Collaboration should be task oriented rather than oriented to -

. the maihtenance of the prestige of some.paris of the system over othef

Af“rts. Problem-solving should be educational ahd/or the'rapeut.ic for in-
dividual participants involved in inservice. The goal of collaboration -
is to enable thegﬁQTmunity to incorporate social science knowledge and <
techniques in order that 1t may cope more adequate]y with its own proh-
lems. One of the d1st1ngu1sh1ng features of the problem-solving model,

. continues Bennis, Benne, and Chin (1961), is the collaboration element
that exists between changeéagent and client. The outcome hinges .to a
g;;at extent on the relationship that becomes estab]isheé between the

giver, and changéiagent, or the receiver and client - how well it is
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. € : .
understood by each, its control and dependency aspect, and how open it

is for examination and reconstruction by both parties. Bennis, Benne,
~and Chin (1961) assert that this collaborative relationship be tween c]ien£
andAchange-agent may, in jtself, provide‘a crucible for understanding the
problem the client faces. The relationship should provide a cognitive
support. Collaboration is a'necessarylingredient of inservice because

it generates the necessary trust that faciiitates the collection and in-
terpretation of méaningfu] data, bgt'a]SO'ft can become a ggg;re1ation—
ship that is needed to overcome some of the strong fears and resistance

to inservice in the client-system (Bennis, Benne,‘Chfn 1961).

'Havelock.(1970) views the probiem-solving model as beginning with
an jnitia?xdisturbance, pressure from the inside or outside. The view of
cris;s in the probTlem-solving model is seen by Havelo;k éhd Havelock
(1973:143) when political groubs, borads of edﬁéatibn, and top adminis- '7
tratbrs seek to maintain and/or maximize their power. Policy decisions
are likely to be made in an,authoritarian manmer with little or no col-
labofation with the user groups of the client system. Miles (1964)
p}oposes that social change is a matte} of theeapp1ication of personal
or group power based upon prestige, competence, control of_moﬁey énd re-
sources, 1eg$1 adthor%py.;gggicy,_precedént, custom, or cq;operatidn and
‘collaboration. - - ‘

Educational inservibe is, for House (1974), a product of the inter- -
action of factional group§ competing for resources in attempts to in-
fluence and contro] each other and their own members. The prob]em-sqlving
model of inservice is an aétempﬁgby the centre to capture control 6f the

periphery. House views politics and pOwgr relationships as key cohcepts
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in the analysis of the chang ‘process;" 1974) feels the centre-

periphery control system will s ceed. He says that it is difficult to

. see how education ean_be personalized because the 1arge,edu§ation-systems
rademand tme productien of staneardized.materials for a mass market, be-
cause the centre will continue to control "the power" and create conflict.
This model is "linear" view of educational change according to House

(1974). It has become the major para&igm for thinking of educational

change in North America.

Advantages of the Problem-Solving Model “

This model focuses on control or keeping order, goals and means.
TIt foniia people to Took at issues they may not want to acknowledge. Be--

cause government agencies and other. power groups are able to mobilize the

~

power, gain attention and publicize the issue,nfﬁey utifize this.f
imp]ement their d.kisions.~ These same agencies have the economie;"
political powers that are needed to reseaeeh, develop and diffuse selutions
for educationa1'paob1ems For example, Alberta's Department of Education
"can avail thé@seives of educator§ from. all over the prov1ﬁﬂe and else-
where; they can-draw on 1nfornat1on froﬁ a w1de _range of sources; they

can deve]op and dﬂstr1bute v1suaﬁ5mater1als to a]l schdﬁls in the prov1nce K
cheaper, and they<can analyze, eva]uate and recommend materials (EP1E)

A heaper than sma11 groups of teachers 1nvo]ved in the Social- Interaction

: model.
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Problems of the Problem-Solving Model

Some limitations, say Bemnis, Benne, and Chin (1961), can be recog-
¢t

nized in the strategy of. the second development model. In its emphasis
on producing materials to meet teachers' existing needs, and leiling‘teachers

to_put their own interpretations on such materials, the strategy goes

>

along with the current teaching traditions rather than attempting to make

any radical changes. In designing its materials to be all things to all
4 ‘ o

people, this model misses the opportunity to.link curriculum development

da

more closely to inservice training.

The main d1fficu1ty with the P-S model says Benn1s, Benne, and

Chin (1961) 1s, however, embod1ed in the very concept1on of a problem-

solving apprqach. IV¥eally, such an approach should imply a close inves-

ttgation of eych client shcool's particular needs,\ano.the specific
.solution geared to those needs. In tact, resources for curriculum devel-
opment are likely to be far too limited for such a‘c]ose_cﬁient-consulf
'tant relationship between devElopment teams and individual schools.or.
teacher. The P-S model would be nuch too labor intensive, a]]eges Bennis,

Benne, and Chin (1961). , . ="

Social-Interaction Mooel;(S—Ll Vfu

Huberman (1973) refers to this model as tne social interactioh-mode]

because the potent1a1 adopter generally hears of the new practice and 4
decides to use it in consultation with other persons

e " A variation- of this paradigm is continuous se]f—renewa] which is
g @

An attempt to look at change in organizations as the same process which

an ind1vidua1 follows in constructive thinking and problem-solving. This
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process “involves, continues Huberman (1973): : : £

1. sensing - .external trends and resources, internal problems&
2. screening - detiding whether”the’items merit further investiga-
tion, setting priorities.
. diagnosing - analysing the 1nterna1 problem or new practice.
. #Antroducing - strategy planning.

3
4
5. operating on an experimental basis. ‘ R
6. evaluating the results. |
7

revising.
~ '#

In this process, ‘the unit of analysis is the individual receiver,

with. the focus on thg.receiver s perception of a response to knowledge

. Y

coming from without. The most effective means*a; Spreading information
abouf innovation is by means of personal contact. The key to adoption is
the social 1nteract10n'among members of the‘eeopting group, writes
ef:w»‘an"'(lgza) o | X
" The adopt1on sequence is seen by Hubennan (1973) as: Y
1.. Awareness - the ind1vidual 1s exposed to the innovation: aware-

® pess creates 4 need for the inservice. :

q

2. Interest - the individual seeks information about the.innovatiod?

3. Evaluation - the individualﬁapplies fhe innovation fo his present
1 end-anticipated situation, and ‘decides whether or not to try it..
4, Trial - the individual uses the-innovation on a small scale, in )
order to judge its utility in his own situat1on. '
5, Adoption the results of the trial are considered, after which
the decision is made to adopt or\reject.the innovation.
At each stage, continues Hubengan (1973), the pgtentiej;édop?&nllné;

. - B
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’ _erally turns ta dif.ferent sources of information, 'i.e. colleagues; frien'ds‘. Y
.. . and pro‘fesi'ﬂa] sources. The key feature 1s the relai:ion of 1e}de‘r to |
o A,egroup Psyq}plogists have shown that identification in a group, or with

‘; group lefder. plays an important role in diffusing new ideas»since
people will=adopt and maintain attitudes gnd behaviors which they associate,

with their "reféerence" group. Therefore e%ays Huberman (1973), diff

o and adOption of the social- interaction model emphasizes the importance'

inter-personal neimrks of information. of opi'nion yaadership. personai ‘M:V
o ’

Sy

o contact and social infegration The focus is on thi s.wser or comnuni(cator. o a
ﬁ kP . - r
'and a variety of dissemination strategiesr (Huberman 1973) -Because the

structure is loose. i,,t_. adopts shifts of neaningful direction-and is flex-

fib‘le enough to regmup around the new There is not enough time to
change~ the ‘sbefal netuork ?nto an organi\zation before a new transfonnation

. occurs ?MacDma]d Haiker 1976).
Becker and Mac'lure (1978) write that this model is based on a nunber

+" of assunptions s : : :

T /1 Once the work of the Tocal groups. perpﬁeries gathered mﬂ"e“tum- |
L e

it would need very little in the way of. continued support. - e

2~.' Every teacher has the time, the talents and the motivation to “
. take an active part in the developing of new teachifng approaches
- '_and the classroom materials that go with them, -and that he is. -
: prepared to put the necessary effort into contributing to a com- -
mon pool of ideas and experiences. j ““”
3. Every teaciier can "do his own thing" in curriculum deveiopment
Y at least in the sense in. which the term is nonnal'ly used.

8, L0ca‘l networks of teachers centres—, once stimulated 1nto action

n
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: :&f by & ceritral feam.'will contihue noc'oniy to genengte new i&eas.
but ‘to arculate,;hese amongst themselves and to buﬂd up a
‘common bank of curricu'lum resources.
To use Schon 3 (1971) tenninology, social 1nteraction 'is the pemphery-
periphery model the teacher-teacher model. ‘xlts d:;racteristics are:

1. It has no cleaﬂy estab’Hshed centre: centres appear, reach a
L v

r

snorm,'ﬁe?,iogs_of time. o
. 2. . There 1s no stalﬁe. centraliy establisrle; message: the n;essage
- shifts and evolves,. p'roducing a ‘famﬂy»'of; related messages
3.¢ The system of the movement,cannot be described as centre-periphery.
. centres rise and fall, messages change. But the mvement is a -
d1ffusing, ‘earning system 1h which both. primary and*c‘ndary

messages evolvé rap1d1y, along with {he orgamz,a‘ﬂon of mffuswn

, ‘ 1tself IS ‘ Do
Havelod! (19-7], 1973) poses fwe generahzahons about the §

‘e

'@. * k Q .. L . '

‘Interactig model They are: “ R o o o
. . . : o .

1. The individua] user or a beTongs to a nebuork of social-

L]

o X
“ - -
a v

relations which largely Fﬂuences his° adoptgon behavior \
% 2. The individua]'s place in the ne‘t«ork (centra]it peripherahty,

o isa]ation) is a good pred1ctor of his rate of acceptance of new
N .

" jdeas.

3. Informal personal contact -is a: vital part of tne influence and

addpt'idn process.

4. Group membersmp and reference group identification are major pre-

dictors of the individual adoptmn

u‘d

%

peak, and disappear "to be replaced by new centres wgin qu_],vt.e,.. o
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‘ _ 5 The rate of d'iffusion through a socia’l system follows a predic-
~ R table S curle patt‘ern (a very s]ow beginmng followed by a

period of very ra.p1d d1ffu51on, fo]lowed in turn by a long late-

o - adopter or’ "lg%ard" period (Have]ock 1973) .;

bHubennan ‘19‘5;) states that the socia1 1nteract1on me taphor emphasizes

the aspeot ef oh the mgvement of messages from person to person

%g‘sys&n v o] sysvm It stresses the importanbe of inter- persona] net-

woﬁts of 1nformation opinion 1eadersh1p. personal eon‘tact and soc‘ia] o

4y
Tntegrat1 The metaphor a:hes that &ach member in the system will

'
- proceed ~through the awareness- ad%ion cycle usmg a pﬁbcess of socvak}

comnunieatwn wi@iﬁs ;ol1eagues. . J& ,'?? & o
L 3 The difﬁ‘sion of the-"llnnoyatwn dependsngr%tlf‘:!pm ’eh!’-channels .
of comnumcatwns within the rece1ver group, sance w&about the "
1nnovat1on is transmtfed pmmarﬂy, th gh the‘,soc‘ia&émteractmn of the d

” grodp members (Huberman 1973) The mode]’ focuses on the Tdt!wer s per-

»

v Y S
> ceptwn of ‘and response to know]ed?e fj‘om M?thout R
“a . L5 * L . Y . . . 3
}j‘ c N ;’ v U W SR
Advantages of the Soc1a1~Interactio Mgg : e

This model 1s a professigna] deve'lopment and personal growth model;

ﬂ‘t is interested in the development of th&mmd and the?evelopment of the

’ s,elf as wel} as the.learming of" acadennc material, It'views change as a.

democrat1c process whe’hty is sqc1ally negot1ated Because of its

..

ability to draw on the jal energy of the group and the process of

group 1nteraction, th1s model 1nvo’lves a diverse audience, of teachers, cur-,
ricuTum. deve]opers and ﬁatema'l makers Small groups. of people ‘who de-

fine a prob'lem and attempt to solve the problem together are the bas1s
. \U‘ G ; :

. N TRE >
i .t
o . e T F T C

J

-
-
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"of this model. Becaise the group is 1nvolved voluntarily in initiating

o - R § : . “}' S ‘ i

change, its oontmg\erﬁy for actual change 1s very high.
u ‘ " . ;ﬁ . ‘Q' -
woow . B - - R .
Problems of the S-1 Model «f . , .

ey Th1s model is not m’thout its problems Becker'and Maélure-(1978) .

say that the first limltatldn concerns the neutrallty of the centrakteam
. To reflect the best ex1st1ng pract1ce. the central team has to make judge-
ments on what is ‘the best It‘is *ery easy for the periphery to form its

, ’own \uews and certam‘yﬂxes and 1deaoldg§)§ that could be at ‘the expense
) N

. of provmcial curr1culpm ‘The perlnery' . ,,s. ma% only examples of

current &‘actwes rathe&than u!mg al s’burcest and teachmg

R "y
suggestwns, because they do not have these o@e?:l ternatwes (Be*r y,’i
" et - e . .& : . .
and Ma;‘lure.’l92"$9'gr i L - : %"‘ :
. ! FAIN

v %
- Of e thustasts declane Becker and' lure 1-978), who take
-z s @

* part 1n zlocal development’achmty are too few and the1“r.product1on too

unrepre«sﬁtatwe of tgle ogmary teacher s needs’ for them -to be focal .

-

.
lad

points of development More‘over because their resources hate been much g

¥ 4
more l1m1ted the quality of what they have roﬁ.lced has tended to com-
pare unfavorably. 1th that pf a well-funde !j D. .and" D. pro,rect manned by
'a‘ﬂill t1me tealé?ten recru1ted on - nat1onal bas1s.

The local networks, say -Becker and Maclure - (1978), oncgset up, have

y

' not proved - to be self-sustammg. Once outs1de support is wi thdraun th&
g)end to dismtegrate into -small 1solated pockets of activists. Not every
teache‘r has the time, the talent, or the motivation top take an ‘actwe

) 4,part~,1’n _deyeloping new teachi n"gapproaches.and th'e;claSSroom .ma\terials_ \

that go with them. Nor is he prepared to put in the necessary efforts

. : . ?

.ri‘"
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'
into contmbutmg 40 a common pool of 1de§s and expemences (Beeer am‘

Mac]ure 1978) : . g
[0} .
Becker and Maclure (1978}; writg that to develop a highly sequential

program which students’ can work through largeh'/ on the1r own can demand

at least forty hours of preparatwn

. another deficiency of this mode] IS time ’, .N"ot'e'very' teacher, even if

" he had the_‘timé,"‘would possess the necessgry combination of skills to .

u’ndertake an efféctiv'e'_ redesign of the curriculum in a given subject. The
. .Z‘job state' Becker and Maclure, requires a complex blend of creative ima-

' ginatwn, techndcal é(perhse in ways of presenting 1nformat1on and 1deasg

.

a wide knomedge of the subJecf’ matter, ) nd an apprecwtion of the pupﬂs
mterests and the way 'in which they can Jbest be he]pgd to Iearn These v

RS
vta'lents ar@e combtned in a few 1r‘1dividua1€,{g Q‘y a relatwely Small prq- :
) pmt1on of' .teachers w;H in praotlce ‘want to. Tnvolve themse]ves actjﬂfy

in the workoof 1nnovat1on (Beckemand Mac'lu‘?'e) - g,»*,. ey

Anotha' hm1tat1on mentwns%ecker and Maclure of the ‘soci a] -ing,
”. _
teraﬁ n model is that there is no established traditwn .of rap1d

'comhuﬂ"icastipn bebueeh pract1tioners in dlffew\t 1ﬁ'cal1t1es, therefore,’
once the centra] team has been dlsbanded the sma]l pempher_y also dis-
band ex,cept for a few 1solate.groups "The social- 1nteract10n mode] is %

flawed by the romance ﬂluswn‘ (Becker and Maclure ’1—978:74)." L ' .
.. ‘ -

« -

Suuﬁ\ary of‘ Chapter - - / -

th is the ‘diffusion of innevation thmugh mserv1ce gducatﬁon

programs weak? Because the questwn of how new 1deas and practices gain .
wide spread adoptwn from }:hen' po1nt of or‘igin is centra1 to any systeur. 5;

of p]anned change. - The endurmg problem that has p]agued the sponsors
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and planners ofhou‘ Yculum innovation is not the problem-of creation,

but the proh]em'of impact,.the problem of diffusion. Neither the schools

nor the teachers apparently have been transformed by all the organized,

systematized, specialized efforts of the profess1onal innovator, Miﬁes

~(1964) c1a1ms that there is no adequate theory of social change Rogers
~ and Shoemaker (1971) explain that the process of social change con51sts

* of three sequential steps ' L ' 1

-

1. In\{gntion isw/the process Ry which new ideas are created or
o - T

dﬁoped % ’
2. . Diffusion is the process bymmch these new 1deas are oommum-

, 4 . . Yo7 ! ’
‘.. cated to the members of a social’ system.
. 3 .Consequences areithe changes that occur within, a social system

as a resu]t of the adoption' or rejection of the innovation.

> continues Roger and Shoeme‘xker 11971) occur‘s when a new 1deas s
r\
‘has an e'ffe& Soﬁ] ohange is. thereforeqan effect of -
» ., .
. ¢ - .
P lh '? . - .y

Separate]y, each of-the three mode]s 111um1nates ohe perspectwe of; -

. use ,pr rejectw

2o conmum catwn.

e
the 1nnovat1on process and suggests techmques for acceleratmg changes

The research deve]opment and, diffusion mode1 concentrates on ,the origins
«Rf the inngwator, the prob]emasolvmg n?oodel on the ‘dynamics of the 1nd1 id-
ua]gaoptZ: and the socia] 1nteract10n model on wide defuswn thr‘oug -

out an orgamzatlon or an educatlonal system The R.D. and D. model indi-

cates {hat we lack 1nst1 tutional Qstructures ‘for des1gmng and developin

new 1deas and mater1als, the problem-solying model shows the lack of

'processes for. implementmg changes once they are undertaken the soci a]

. ﬁntefwmls shows that,,w.e. hm{ch]es for d1ssem1nat10n of

fb |I “ .
. - . - /

¥,
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v

an innﬁvati’ to a larger public. None of these models is fﬁﬂy developed

»

.. in practice; nor has any attempt been made to combine the three pérspec-

. y It ’V . ’ N .
“tiives into a general paradigm. The followiwg chart summarizes in more

detai}, the three inservice models under various headings. See Figure 3,
A " - :

P | ‘ i .
: . L :
[ ' - * . ; . aLin

p. .'79.
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. Adopted . from: figure 3
Becm and ‘Maclure :
(1978:79) Sumary of the Inservice Models
.. and D. mode) P-$ mode] 7 S-1_model
E When introduced |ntn 1960's 1970's _1970's
' : education . 3
. Basic assumptions research 13 of primary tmportance; | there must be ict o have once change begins, 1t 1s self-
. ¥ [ Y s {splementation 1s a uchqlul prob4  change; teachel t be re- directed; teachers have the .
. N Tem; the teacher isip passive 4- ‘educated; ohatgs agents inftiate time, talents, knowledge, and
- . . dopter, non-expert) knowledge can chamge; teachirs do not want to motivation to change; most
' M A3 be packaged; gove t is best . change; VSErs needs are {mportant | effective way to spread infor-
- s 4 . able to Iong range plan®; thers: - | but the “enpert® decides those mation {s personal contact;
) A Re3 to be & division and co-ordin- | ‘needs; Problem-solving should be | Diffuston occurs best from
, e v atfon labor; everyone shares .collaborated or negotfated. person-tp-person.
the same fdeals snd valugs, N - e :
vies of knowledge ﬁchgu (sIJcc! dise “m) Bml-s (innrdlsclpltmry personal exploration (oc\o:'uc
? ulq.[. S 3 “‘ . searches)
Dissemination Teachers a3 passive (rnloul re- mchm s npnunuth (b— Teathers {partial?)
4 - ciplents)’ fcipants S‘ ; deye} rﬂ :
View of hu le 83 things (manipulabdle Te as socul animals  * [ people as mgg' duals
B El
3 perceptual ch Task relevance and rationality sumtyp-. ighon {ndividual accepts all, shuqﬂwl none
% . differences M . -
- t
) - kY :
{ Most often used by -] - arvment agencies ‘mange- '*% Those ‘in mr‘ R Teachers Centredy small ups
L'y Wi g !°.' + * ‘Q N hd!vm:ﬂ schools, T-!ro"gs
- 7
3 ' Key Words b "'rir cane. pmﬁuct. data pour control, deficit cimu %mﬂu. teacherS’ needs,
e antific.research, clients, pass-f'change agent,. lgmtdﬁl&y. af- fortgoc Y |nnn:uonf cbmmunt-
o Lvo recefvar, change urnu Lt fictency, clien knowledge is -cation sk111s, collaboration,
o X ‘produced, pung(ng digisipn of power, profit, user, receiver, proféssional dcvq omM fe
'
. q » labor, co-ordination of labor, .. clent-centered, re-eddéition, tkills, a!)s{n-l creative Y

ange, qu. 1ty Qf life",
1,

I"ﬁ‘ N . & dhsdlgn'm. qsality goods, 3 &t, Solution‘giver, bmcess held 1 'nne\u » recilver,
3} ' catiom rtnh ustmﬂt 41! per, ps{cnoth-upwuc -od-h R
. ‘ _fusion, educationsl.development’ “ Tpunsel . .
LR " Clark and Guow 1965, .y b | ooye B4 e ] sramnin y
-2 Havelock . W o, ., ? 1978 {;‘ 4 ng and x:m 977
Taba 1986 - I"\ 3 . okin Dewey
o "A ' Goodlad 1975 . % . t_ Havf 14" and Navﬂq:t 1973 . ° 1_ Oltvqr and Shtver 1966
i Johson 76 = T Wvegbck 1978 T ] Huberikan 2.
N Housé 1975, . 9| Huberman 1973 . o Becher mdfaclun 1978 .
, Becker :nd Nlclull" lozgn‘{r wl‘:erlmd Macture’ 1973 ; Nueloct7’l
“MacDonald and Walker 964 . o Schon 1979
. Havelock=dnd uuvﬂoct 19757 . Rogers dhd S ker wri > . mcDonﬂd-amclh l’u
- Bhola 1977 WP @ Bennis,- B Ch.‘i‘\%l -4 'Goodlad 1975 '
- . 4 - o, Johgson ‘197§, .
. *"g — o1 Macbonald nna lu!ler W16 .
i - -~ - - .‘
Definftion « (Fisher 1978:56)5p  ~ © - | (m 1978:97) (Chambers 1977:13)
B N “Causes of change in s preordadned oyment. ted education, " | “w process -henoy the teacher
N direction through programs de- . uf.e-xpec" 2 iniAY desSoned i3 enabled to "restgre” and/or
#] signed to improve the competence to meet the ds of .a particular{ maintatn and/or develop®e-
- of personne! in education.’ | school system or Jpmmunity, ® laborate ski]ls further his
- ’ RS . *vocational self-construct®
- A of “I nnl.u'lmgr' .
Stages within 1. Invention or discovlry of In- l Tranlation of need to pmbl- 1. Avareness w tion.
, inservice et i MOVALION z “Diagnosis of prdblin 2. Interest & it e
o v «ujw\)l"‘% Developeent (working out prob— 3 Se:rch and retrieval of in-" ! Evaluation of 1ts appro~,
. ; v - ). ormation ateness
. 3. Prdduction ard packaging 4. Adaptation of fnndvation Tria)
& 4. Dissemination to mass audience ] 5. Trial S, Adoption for permanent use
; : {%: N o 6, Evaluation of trial in terms
of need satisfaction .
Problems innmnt{oﬁ is a, Hnur process; assumed user had p definite need uchrs do not have Hn. tal-
all do not’ shiD® the same values for change; there an emphasis ent or motivation to take part

and not rniml from viewpoint
of the-consumer; packages are of
poor quality; mot aasy -to identi-
fy common aims; which strategy
:s the 'best’, :2::!0’“9' never
enough or te;

rmomgh time to develop the Inno-

vation.

on producing materials, Teaving
teachers to place own interpre-
tations on them;. lack of inser-
vice training; lack of concern
for individual's needs, or school
needs; too labor intensive

in innovation development; en-
thusiase “wears out”; limited
setources and time; inadequate
knowledge on current innova-
tions; network disintegrates
after a period of time; lack
‘of communication networks.

. B

and Chin 1961 Schon 197!

N

(Havelock 1971, Johnson 197? Housa, 1974, 1979, 8ecker and Maclure l”‘. Rogery 1962, Huberman 1973, Bennis, lcnnc. r

79
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. . ®]

" Rogers (1962:19)®efines diffusion as "the process by which an

Introduction [

. innovation spreads." Diffusion is the#thdrd step.in the four step
problem-so]ving change process that includes.gesearch, develoﬁm;nt,
d]ffus1on and adoption. Chapter 11 exam1ned somg of the inherent"-
perspectives implieit in root metaphors that exist“in our society and
are utilized in the framing- of socjety s problems and so]ut1ons

“JI

» .'Varlous inservice models GR;B & D, P S S- I) were examined in Chap-
" ) w. .

“w

er III. o
/7 In this chapter the research and 1deas of the previous chapters.
’/fare linked together to form a unified body of know]edge that. w111 o
~ wﬁesearch study - an exammatwn of thegat q .

-J'\fr o

soc1ety and application of them to cuf~.

answer* the quest{on of
metaphors commonly fou

rent 1nserv1ce mode]s. Th1s amapter has been divided into three sect1on.«‘fi

" The. frsst sect;gn is’ composed o;va serjes of quest1ons, in chart form
" (Table 5), deve]oped to ‘analyze an inserv1ce educat1ona1 program Appro-

v

priate answers that hfgh%dght each of the inservice models are prov1ded

These questlons are‘lntended to be utilized inductively by an analyst of

an 1nserv1ce program‘ The ana}yst exﬁﬁﬁhes and identifies the developers
_or producers purposes as we]1~as-the dﬁdeyly1ng metaphors, philosophy,
- and assumu’sgps df thei1nserv1ce that, may have been app11ed in the devel-

opment of the 1nserv1ce The ana]yst then identifies ‘the way that the
|

1nserv1ce educatlona] program is to be‘emp]oyed by the deve10per or

A

.
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;tfroducer, i.e. learning approach, role of the change agent, ro]e of
the teacher (adopter), and learning setting.

Hav1ng estab11shed a series of base reference points through
analysis'of the inservice program, “the analyst is.in a pos1t1on to
1nfer a number of conclusions’ with respect to quest1ons of "fit" or~'.

congruency For example, are the goals and obgect1ve consistent
with the producer s expressed purposes And ratlonale? the scope
of content coverage, and sequence appropriate. for the ach1evement of .
fspec1f1ed adopter obJectwves? ‘If the adopters were to attain a]] the,ﬂ£§
objectives, would they then have.achieved the producer's goals? [s
ff}he depth of coverage, pace, and interest Tevel appropriate'for the

-«

adopter7 Are the objectives of the producer the same obJect1ves of

#
¢ cthe adopter? _ . }‘ |
@ @hi‘ Moreover, these quest1ons are a]so 1nte¢ded to be emp]oyed‘peduc-
. ’t1ve1y by e1ther a devefoper or a producer of an 1nser4ﬂce program,
% *

' prore a spec1f1c educat1ona1 program is deVeloped c‘htlcal inquiry
j throuqh the utilization of the quest1ons in Taole 5 shou]d become a .
tool sfor criticalureflectioh;
| The second phase of thds chapter exp}ains why each of
the quest1ons used in an ana]ys1s is hgpor;apt Reference for this ex-
planation is from the previous three chapterslq In the third phase of
the chapter, the 1981 Alberta Social Stud1es Inservice PrOJect has been

analyzed deductive1y to test the validit}'of the questions in~Figure 4,
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N b Figure 4
g ‘\nt tch inseryice model 1 :
P-S Model S-1 Mode!
[ S-lWod)

government agencies
school boards, ¢h
pressure from out of ¢
system.

" teachers, with the help
,°' & change agent.

What will the inservice

content, matertaly, bognitive

attitude change of teachers,

" new sk11)s, new values,

focus on? objectives, o set of Tacts and new techniques, new skills, new orientations, new conduct,
. Iy ond theories which turned value orientation, new conduct. personal growth, profes-
- Sy into fdeas for useful products | stonzl development; new/
~ ' and services, velopment of attitudes
3‘; Whopthat s the target : Teacher re-education, through Teachers, curriculus, mat-
- .of_the change? curriculus, matertals materfals _and strategies arials, strategies. ~
Whofhat will affect materfals, the process, the change-agents teachers .
the change? cha ;
Who will assess the the developdr wtsldg experts who may the teachers who may invite
needs of the teacher? negoiiste with the teachers, Mwm_______T
Which root metaphor is Yechnological Political Cultural
the basis for the in- . R !
service model? :
What vidw of the worlg | technology 15 the solution change will not occur unlesg education 1s an ‘ecosystes’, |, N
s inherent in the mo-. | to wan's problem there 15 conflict, negotiftion, everyone 1s included, ons
. de) related to fts root and compromise. on the outside trylog to di
metaphor? something to someond on
- o tnside, social NMS_;_ .
T
How {5 man viewed by Map is 8 passive recaiver man waits passively until he i3 & man i3 {nherently dctivl;
the fnservice model | or user. given etimuli from his envircn: 13 capable of creative e .~
Y through §ts metaphor? a 2 ment {n order to respond. .
How will the teacher gus!u consumer or vsar, cliut». user, "soctial animals” mﬂnr\. as an 1nd!vidu|'l
be viewed? a3 things®, clients ‘
What are the assuwptions| -everyone s pursuing & co-nn Moy all 1s harmontous. Society 14 more fragmental ’ .
of the inservice model end and that the comtext 1s re may be problems and has more values consensus
based on thair root not a problem, +| value conflicts, within groups bt less con-
metaphors? - e {3 reasonable. -lnnovation 15 a part.of sensus among social groups
what people need to make a problam-solving: prociss - 50 that groups must be re-
~ change are the essential which goes on inside the user, garded as subcultures. . 3
elements; research, development P
and diffesfon, . 1 allsthe really {nfludn- . Most problems are complex.
. ! . . ‘tial people agree: to ‘A combination of approaches
R 1f the environment or sur- something, 1t will 1: uwnlly requ!rcd
' g N roundijfigs change, mg fict Teads to ‘
have to change. & are h - lf n‘lvn a g‘oa warm in-
mmn. 1t you pnunt th, terpersonal relation, all
. facts to people ing or any cl othar problems will be minor.
q ™ , -m . . Host wapple do o
L . I ®an_1is sesn as an extensipn to change. Chang .d“‘““ change-tn o ‘p
- 3 the machine, Invention enaugh. anger and attitudls, skills, values, <9 o™
- and innovation follows a To 1ook at and relationships. Man is ¢ -
sergs of orderly steps. ot arpund us the re- ~ not passtve.  Man must
. . changes will be udt partigipate in his own. re- *
M Progress s seen as & linear ‘e'ducation, - PN
development. m~an acu on the basis of T
Technalogy 15 seen as the power relationships - they }\

answer to society's probless.

fnnovation can be controlled,
=N and Justified.
Development, and |gpncuunn
of technology will solve
man's problams.

can be legitimate or mrcin.

How s change defined
by the model?

Tinear, deficit change -
(change by crisis, competf-
tion or_conflict, strikes,
.interna) strife or dissat-
1sfaction.)

Vinear, deficit change

creative change -
(voluntary, self-imposed, de-
fining problems, recognizing
new prodblems and creating

new yays of handling them, .
bOi i Just to.break & :
T 'N“‘,"() T 4
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Figure 4 P > ) )
a " stions that will ulnc hich fnsaryice lodo dumun .
. Y Question _R.D. 8 D, Model P-S Model N v - . S-1_Nodel D
¢ . @ T
N N ¥hat are the change gw- 1. Invention or discovery | K Trlnshtlan of w to 1. Awarengss of innovation,
ey cesses of sach model of {mnovation. 8 2, Interest tn it
e - 2. Development (working out 2. uqnosu of problem . 3. Evaluation of fts appro.
. probless). 3. Search and retrieval of priateness
. 3. Production and packaging . information, 4, Tria) -
4, Dissemination to wass 4, Maptation of innovation s, ption for permanent
* ! sudisnce. . 5. Trial use, . -
6. CEvaluation of trial in
tarms of need satisfaction, '
g
t are the expecta- solves man's prodblams with pro- outcomes that can b measured; thange of attitudes, skills,
. of the implemen- ducts and development and appli-1 growp nchunrntl Bt wvhat rate; | - growth of !.“"' incresse
on of each model? cationt of technology. New productivity fs efthar increasing] of snformatieh, professiona)
(What is the criterta materials, hardware, kits, cur- or decreasing, teachers practics development,
. for success vied by the | riculum are eiployed in the “change”.
'S ». devel classroom.
4 . ) ' B
What are the assumptions| resesrch is of prtiary tapor- thers must be conflict to hawe Snce thange beging, 1t s ¢
. of the inservice models?] tance; implamentation is a change; teachers wust be re-gtu- | self-8irecied; teachers have e
- technical problem; the teacher catad; change agents inftigte . the time,,t8lents, knowledge, .
M 7 fs a passive adopter, mon- change; teschers do not wint to | and motivetion to dungc. . -
¢ » ' . expert; knowledge can bp change; users'oneeds are-impor.’ most effective way to spread

government s best

packaged; i
)] plan®; there

able to “long ra
has to N a dm;?:n

As personal con-

tant, but the “"exper® decides
{:n wecurs best

thase needs; Problem-solving

E tm

L ' and co-or- should be collaborated or -NHN
L ® dination of labor; everyone tiatal, o -
K shares the same Mnls u\d : .
L . values, v , ¥
How' will the change- facilitator, process helper, rt, factlitator, prpcess ’
agent be viewed by the expart helpdr, manipulator - a commmi-
mode/developers? cation link bétween the bureau.
cracy system and the client . o ™
system, . ﬁ
- T ~
. * What strategies wtW wmabnu'onul {lectures, re-educative {power. coercive, - education (buu
be ewployed pre-developed questions and demonstration and observation : ~role playing, gu!d-
et ’ | snswers, observing others, Tectures,, pradeveloped questions’ bratn :uni
- N . Hlustrated cture, use of ond o 11lustrated lec- = P .
. . & hard-ware. = Video-tapes, tur laying, guided’
- toe - G -s11de ‘presentation. ) l~ prac’ mu)st¥ons.)
L () ’ b w
What are the key words | linear change, product, data . \;ponr. control, deficit
o used in each model? scientific research, clients, snge, change agent, ac- o
: passive receiver, change tability, cfﬂcltncy.
. agents, mass.produced, pick- ‘ " gHants, knowledge { g
& " M aging, division of lador, ‘power, profit, iur\ re- ment, 1ife skills,
. ¢ co-ordination of labor, pas- I cetvar, client-centered, creative Bhange, “quality of
A stve consumer, mass sudience re~gducation, cupouncy. Tife*, self-renawal, receiv-
¢ , by J| dissemination, quality goodd, co"abornlon, catalyst, .. -
T educational research, sys- - solution giver, process ‘e - 3
. e tic diffuslon. educa- helper, psychotbonpwtlc
: a] develo wodel, counsellor.
. co ki :
* ¥hat are the questions uo.rnmnea people feel apout Who should ru!ly nake How should 1 "really” “ .
° suppressed by each of 112 How do 1 feel about resylts?7] decistons? Is 1t "fght?* Do you rial ?y know H ;
i the models? How should results be used? Is anything in the opponents S8t doing?
argument worthwhile? Ig my What's {n 1t for -?
-, . action consistent with my Competence? lmﬁtytul RIS 4
. ’ value system? Most feelings, feren .
. " LM, =+ Leader's Manual; RD. 8 0. .

S-1 «, Socia) Interactt

= Research, Qevolop-mt and Diffusfon; P-5 = Problam-Solving;
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Basic Questions About Inservice

.

~.

There qpe two basic questions that all inservice educat1ona pro-
grags must answer,, These two questions are fundamental to inservice
_r'an R depend1ng on the answer, a researcher or an analyst can better de-
cipher the.phllosophy or root metaphors that underlle each inservice
model. Once an understanding of the inservice's philosophy is ga1ned
then a clearer understand1pg of the ‘pature of the inservice can occur.
These same questions can bz‘ut1l1zed by an amatyst~or by a potential.
adopter evaluating a specific 1nservice program. - Each of the two ,wﬁ
quest1ons stem from a series of separate quest1ons f¥om the prev1ous
chart. lt\is important when analyzing an 1nservace program or model,.
:1 to understand why edch of thé'separate‘ouestions'is asked ano'hou each

. T

quest1on f1ts into the basic two question%i -The‘twarquest1ons are:

" What is the educat1onal p:pplem? l oy . )‘q‘ ?
 Aow wid 1 the spec1f1c 1nseﬁWnceﬂh§ogrmn and/or moael solVe
o the problem7 S o T G i o
r . e : :#" 2 ; .

! ‘15 the educatwnal problem? o : T

Ad0pt1ng Schon §: (l979) phflosophy from Chapter Two, the fram1ng of

the problem 1s more crd\ial than any other Part of the problem solvwng o

process. Each view of the problem conveys a dlffenent v1ev of real1ty

and represents(a special way of “Seeing The ways in’ which the degl&naer’

states the. educat1ona1 problem determ1nes the kinds of purposes, the

g

=

values these purposes seek to realfze anq the d1rec;1on in whwcq,thef

developer seeks solut1ons In these ways metaphors generate thelr own N

solutwns. ‘_ . EEETTI e L ?"t
. . o B e . c o Ay

.4 ‘
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Developers, using the technological metaphor, will view and state
the problem from a technological stance. -For example, technology is

seen as the answer to society Ly problems. research is of primary impor-

ot

tance, research development End diffusion are the essential elements
of change; and man is seen as an extension of the machine and ¥ 2,
6 _passive consumer, _The developer is a technician, a government agency,

or a top manager. - School Boards, Department of Education, or other

e

other people in power-'will' use the political metaphor. 'These developers :
view change only from a conflict perspective. | They view man as social
-ammals uho oan change. but vgho.resist change. The third group- ‘of
qevglopers us@ a cultural metaphor. Eve;yone is seen as part of the
. '.ucosystem because somaly mlatjonships are very. important All members
giﬁe considered equal Man 4? not passive and he must particiqate in )

»
 ii's own. re-education. The two questions from the previ Dis chdrt that .

‘ N . . “ N
. ow een. answered %re - - e PREINE
o Bno wint frame the initial problem? o~ T
o 2. W with the pmblem(s)&e framed? | o L
DR e ~
C ,” ' . A Co v'l,:"‘ :"* ’ 3 : ',". - - v
. Tt .- " ,,’i"‘ A . . : T

| ' #2 How will the specifie inservice model end/or program solve the problem?

Schdn (197'9) states ‘that, fn, analyzing a problem, the description

‘of the pr;oblem, depends on the metaphor used in discussmg tbat pro‘blem, -
therefore the directfﬂn of the problem-solving is already tgt Slm'l—
larily. the wa,ys in which a develdper states educational problems deter- S
mines the solution of the problem.\ A developer with a technological meta-
phor stance ‘will frame the educational problems in the same stanCe, will
develop an inservice prdgrdh in the same praxis and his criteria for |
success will be in the same metaphor. Hithin that insérvice model he J



will choose:
1. the strategies.
2. the role of the chgnge-agent.
3. the key words and concepts in describing the inservice program.
4. the change process in congruence thh his metaphoric perspective.
5. the objectives and goals of the insarvice. .
A developer with a cultural stance or a political stance will frame the
educational problems within a cul&gra] or political stanée, will develop
an insgrvice in the same praxis, and his criteria for success will be in
the same metaphors.
The assumptions of a specific inservice represent the philosophy
of a developer. A particular moglel will be selected because it echoes .
what the developer vfeﬁi'as the problem. The developer, himself, may ¢
not be aware of his particular metaphorical perspective og the assumptions
that accompany it, but he functions within a specific metaphor and a par-
ticular set of assumptioé;. Hé may have an electic perspective, but he
will be dominant in one of those perspectives. Schon (1979) emphasizes
the extent to which metaphors 'can constrain and sometimes control the
way in which we construct the world in which we live. These assumptions'
include the developer's and the inservice model's view of the world, of
man and the tgacher. The Research, Development and Diffusion model's
root metaphor is technological. The metaphor for the Problem-Solving
model is political and the metaphor for the Social-Interaction is cu]furaI:
Al thfee inservice models and their developers view progress in the
western tradition. Progress is seen as linear development where each step
is a step forward, getting bette¥ and better. Therefore, change is natural

and good. However, how change should ggcur differs in each model and ge-
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pends on its phi]bsobhica] assumptions and root metaphors. The R;:earch,
6eVelopment and DiffugAon model views change as deficit because it views
man as passive and concludes that man will have to be convinced that
change is ;ecessary. Change is also viewed as def{cit by the Problem-
Solving model becadse man resists change and, therefore, must be persuaded
that change is required. The Social-Interaction model considers change
as creative because teachers will partfcipate in their own re-education.
As well as being the reégivers of the change, they are also the developefss

The way in which a developer defines an educational problem will
determine the direction of the solution (Schon 1979). If the materials
é}e seen as the problem, the Rasearch, Development and Diffusion model
will bé’chosen to solve the problem.because the learning package or kit
is the target of the change. However, if the problem is framed towards
the teacher, the answer to the problem and the target for the inservice
model will be to change the teacher. The teacher will be e;pected to
change his attitudes, skills, values and/or teaching strategies. But
when the teachers themselves frame an educational problem and elect to
chaqge, or to expand or deye]oé new attitudes, skills, values or metodol-
ogies; their inservice educational progréms will be developed on the
Social-Interaction model., This model depends on social interation, self-
help, and personal exploration. The model views teachers as individuals
whoscan and will change because they initiate change. |

" The developer of the Research, Development and Diffusion model of
‘inservice expects the materials, learning package or kit to change the
teacher because teachers are rationé]. In the R.D & D model when teachérgﬂnl>w

are presented with enough facts and research, they will change. Developers
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employing the Prbblem—So]ving model will expect the change-agent to
qﬁfé?f'the change. The change-agent as the experts or "doctor" anti-
c;bqte their clients to change due to power-coercfve, manipulative and/
or collaborative techniques. This is a psychotherapeutic model. Those
developers practic;ng the Social-Interaction model assume the teacherS
will affect the change because fhey are the ones who initiated the
change based on their own needs. |

The developer of the Research, Development and Diffusio»i‘pdtl S
stance is that the ma{gp#a], package or kit will function as a change-
agent. The teacher is rational and reasonable. If he is presented with
enough facts at the right time and in the right place he will change;
therefore, there is no need to be concerned with an elaborate innovation
process utilizing a change-agent. The developer using the Problem-
Solving model defines a change-ageht as a professional person who attempts
8 inf]ueﬁce adoption decisions in a direction that he feels is desirable.
The -hange-agent is also the communication link between the bureaucratic
system and the client system. He is an expert who may act in one of
three ways: he may be a caia]yst,.a solution giver, or a précess helper.
The Problem-Solving inservice model's success evolves around the success
of the change-agent. A change-agent in the Social-Interation inservice
model is not mandatory; however, he may be invited to join as an equal
participating méﬁber of the inservice project, but he wijl.not have a
dominant well-defined role. _The‘developers of the Social-Interaction.
- mode] view the change-agent as one who has an expertise that’Ehey them-

selves do not have, but which can be merged into their body of knowledge

and skills.
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It now has been démonstrated that to analyze an inservice model
there is need for only two basichue;tions: What is the problem? Which
inservice model will serve to answer the problefi? Once the first ques-
tion has been answered, the second question has also been answered. _How-
ever, to analyze an inservice program or to develop an inservice program,
a number of other questions must be raised. Table 4 fulfills this putpose.
Just because the developer has indicated the direction of his answer to
the educational problem does not ime]y that he‘has internal congruence
dr external congruence. One of the duties of the analyst is to determine
whether or not the developer has external and internal congruence, The |
1981 Alberta Social Studies Inservice Project will be analyzed on the
basis of the same questiqns as in the first chart. Comments as to its

- congruence will be made in Chapter V. See Figure 5, p. 90.

4
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Which Inservice Model fs the 1981 Socis) Studies Inservice Projectfh

Figure &
ALBERTA SO_C.IM, STUDIES CURRICULUM INSERVICE

Mode |

Questions posed by the analyst Apswer from the 198) Social Studies Inservice Project

Who framed the initial problem?

Oepartment of Education

P-S (commissioned and
pachaged by government

funds

What will the fnservice focut
on?

The package matertals,

LR p)
broad purposes of the Alberts Social Studies pro-
gram and how teachers can use materials to achieve
thoss broad purposes.®

T™here are 11 criterfa, ) gosls end 11 objectives that all re-

late o ;M focus of thiy kit. Most of them refer to the it

(Soctal Studiex Inservice pachage).

+ *This tnservice package sust clurl{ 11lustrate the

A.D. 8 0.

(focuses on matertals,

& pachage}

Who/What 13 the target of the
change?

The package.
M.pd
goa) A, "This fnservice kit wil) encourage teachers to under-

stand The Basic losophy of the 1981 Alderta Social

Studias Progres.

€. “This inservice kit will om:ourl,o teachers to sppre-
clate sTgniTicance of some of the more important
aspects of the 198) Socte) Studtes Curriculum.”

. L.Ap1}
P. “We know how important and how difficult your inservic-

1ng tasks will be. It 15 our fervent hope that these

materialy will sake that job easfer and more revarding.®

RD. 3D
(matertals)

P-S (re-education of
teachers)

Who/Mnat will affect the
change?

Who 4ssess the needs of the
teacher?

Change-agent

LW p)l “This manual was designed to be used by the socia)
studies consultants, £o-ordinators, and lead Teachers
§iving the Socta) Studies Inservice.®

L.Mp10 "It would be a service instrument provided by Alberta
Education for use throuph the province by trained
workshop leaders.”

Alberta [ducation - based on the Downey Report - 1975

L.M.p2 "The 1975 Downey Report stated that "there has
been considerable sifppage in the translation of
the Master Plan (1971 fal Studies Curriculum)
into programs,*

R.D. 0. and
r.s.

(expert change-
agents)

P-S (Developers co!-
lected date, inter.
preted the data)

wno are tne devef@rs of the
tnservice project?

L.M.p)  "The inservice package was initially designed
and developed by s four member development team
corgisting of:

Harvey Duff - Project Co-ordinator

Richard Mray - Project Developer

Frank Crowther - Assoctate Director of Curriculum
Terry Kernaghan - Learning Resources Officer. ™

R.D. § D.

{bepartment of
Educatton personne!)

What are some of the generative
metaphors of the inservice
modei?

R.D. & D. - technology, industry
P-5 - economics, industry military
S-1 - econsystem, growth, ecological community

What are the generative meta-
phors inherent within the in-
service pacuage?

technological - tools, seq
package, kit
economic three-day sesstons, all

R.D. 40}
r.s Jfits the patterns
$-1 )]
, snalyre, ts, "0, lg. {fits the
pattern
ty are timed, P-S

What view of the world ts in-
herent 1n the inservice

pactage?

inferred by snalyst - technology 13 the answer to society
and/or man's problems

R.D. § D (the kit {5

the answer o educational

prodigm)

-

How s man viewed Dy the

inservice pachage?

inferred by snalyst - man 3 & passive consumer or user.
Man 13 rational. .

Mow is the teacher viewed in
the inservice package?

passive consumer -

L.N.p% 11 - “There w1l Yikely be considerable discussion
after the use of components one and two. Most
of this discussion should be positive and
focus on itews covered 1n the following parts
of the workshop, - However, some participants
may have b beef about the program in general,

‘ Try to delay this discussion unti) later in
. the day or confine 1t to a one-to-ome dis-
cusston. A generat gripe session will conswme

valuable time, *
{3
e

R.D. § 0. (passive
consumer will accept
the package).

90
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WRich Inservica Made) (4 the 198) Sacts) Studies Inservice Preject?
o-umungeu the r-um[:mQ frm the 1991 }!'LJ!""L Imervice Prygect .,‘h_l[_‘..' I
S (commivytioned and

Who fremed the 1ait1a) predien?] Departmwnt of [ducotion
B pnlIN dy govermmmnt
Pt

U U — Y

What will Lhe inservice foan materials. r.n. s 0
L SThis Imvervie hege Bwe ¢|uv\{ iustrate the focures on suterials,
resd pur (he Alberts Soctal Studies pre- P sachage) ]
e n‘ teschers Con wie Baterisls (s achieve
hese dreed purpeses.”
Thers ave H criteria, ) goals and 11 shjectives that 811 ro-
18te @ the focwa of this 1L, Nost of thas refer ts the BIt
. ] (Settal Strarey Inegrvice pechope]. — e
Vhe/Mhat 15 the target of the m pactoge. . Ty
. chonge "ot {metertats)
: pﬂ A, "Tmiy fagervicy A1t wi)l encoursge toachers ta wnder. P-S (re-education of
stond The TaaTc phTiovesny of the 1001 Alberts Secial reackers )
Stusies Program,
C. "This ims 1L Wil encowr teechors 1o agpre-
clate cance of rome the mere importiamt
apects u un 1581 Secta) Studies Curriculum.®
[WN 1}
P, “we know haw 1oportant and how #1fficult your launu-
ing tosks will be. It 11 sur fervent hepe thst
seteriply will mete that job sstier and sove rews ~|
Who/mat will affect the Change-ogen t RO 40 o
change? LW pl "This sanual wis Gesigned ta be weed by the p.s.
%}_n consultants, co-ordinsters, and le achery
9lvTng the Secia) Studies Imervice.* (nnt: change -
agenty
L.A.p10 *It would e a service imtrument previded by Albarta
Eovcation for wse through the province by traimed
wortihep leaders.*
¥ho asiess Lhe needs of the Alberts [ducation - based on the Downey Meport - 197§ P-3 {Developery co)-
tascher? L.Rp2  "The 1975 Dowsay Aeport stated that “there hos been con. |lected date, tnter-
shderadle a1y, i the trontlstion of the Mastar Plan |preted the dats)

{197)_Secie) Studies Currieuium) tnto program.*

Who are the Grvelopers 01 the l.u.’\ “The inservice pacioge was Initially desipned and deve)- |N.D. 4 0.
inservice preject? opod by & four amber developmant toam conisting of :

{Department of
Rarvey Duff - Project Co-ordinator taucation persoans))
Richord Wray - Project Developer
Frens Crowther - Ayseciste Director of (urricwtem
4 Terry Kernaghan - Learning Resources Officar,®
What asre wae of the gener- tecmology, Indntry ecanomicy, industry, 11 ecosyston, growth, ecaleg-
ative metaphors of the in- tary 1co) community

service sodel}

What are the generative mets- technotegical - unll. sequence, anslyze, components, paciege, D, 8 0. (fits the

phors inherent within the ia- tarn)
: dervice packoge? [ econemic - Wwo-d »‘AL&!‘.'M“ are tiaed. -5,
What view of the world 13 ta- inferred by amalyst - technalogy 18 the snewer to soctety ®.D. 5 0. (the 21t 1%
herent {n the tnservice N and/or men'y prediem ., the answer to edvcations)
pachage? lem)
Mow 13 man viewsd by the in- inferred b{ malyst - san 15 2 passive cORsumer o wier. Man RD. 3D
wervice pactage’ 13 _ratiomal.
fow {1 the teacher viowed in passive consumer -
a.p. §0. ssive

the tniervice pachege? Lp¥ 1) - “There will 11kely be considersdle discussion af
. the ute of conponents one and two. Mott of this dis-|consumer 1 accept
cwsaion should be positive and focws on {tamt covernd]the pachage.)
n the following parts &f the wortshop. WNowever,
som participants may have s beef about the program
#h gevera). Try to delay this discystion wntil leter]
- in the 4oy or confine 1t to 3 ene-to-ene discussion,
A general gripe session will convume valusble tims.*

What are the sssusptions of inferred by the writer,
I the inservice package bared 1. everyone 13 pwryuing ¢ common end nl that the context 13 mot fTechnologtcal 1-5
on the root metaphor? o probles, Poiitical §.7
2. everyone 13 ressonsble and that -m they need te make chinge o
are retesrch, development and diffusion inferred by general
3. people are raum!, 11 you preseat snowgh facts they will tone of whole pachoge}
. chenge,
&, Progress 13 seen a1 & Vineer developeent.
S. Tnnovetion follows a seriss of orderly steps.
&, 1 we have enough mOney we Can buy Change
7. 14 41! the really influertial people .,n. to do something
1t will be done.
Mow 15 change defined by the Vineer p.0. 3 0.
mde1? LM p3 #7 Criteria
"It sust Mave change o3 an Intended goa), but along term Qinear )
growth continvm,”
e —_ Wat i3 the change precess R.D. 8 0. - tnferred by the amalyst - R.0. 3 D. (refer to
Py that 11 involved in the in- 1. Invention of the tanovation. K. to see Mist of
service paciage? +2. ODevelopsant {working sut problems) redits, inigrvice (s
). Preduction snd paciaging. pats produced, complete
4. Dissemination te mess sudiance, po changes o1 lowed
1thin inservice.
Ly
Wt are the expectations of L.M.pd - geals '
the taservice pactage? '|. T™HIs irservice kit will encour: teschers to enderstand .0, 8 D (the a1t
basic os of the 1981 Alberta Sects] Studies wil) solve
Program. the probiem
1. This inservica t will tdentify some of the more 0. 80. as defined
resources nmllh t™hat teachers can wie by the
with the 198 5.5, p davelopers)
3. This meervice it wi) ncmu.- taachers to apprecists .D. & 0.
- thl: cance of som of the mere tapertant sipects of ~
the 1981 5.5, curriculm,
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Figure §
. ALBERTA SOCIAL STUDIES CURRICULUM INSERYICE

Which Intervice Mode) 13 the 198) Social Studies Inservice Project?

Questions posed by the analyst Antwer from the 1981 Soctal Studies Inyervice Project Jode!
What are the astemptions of L.0ps. “The suyigners of WAt tasersice progran found 11 mec- ‘
the Inservice? o18ary to téeatify and sdhere to coertain arsumptions

sbout how the service 13 t5 be wed.  These Batic f1sump-
tieny are:

1. This workihop st be conducted by & resoerce perion
who hat been eriented te the gosls, ebjeriives, medulen
and procedures of Al Intervice progrem

. X 1. e vivel |ootm of time svallodle for teschery for in.
service activitios 15 Vimtted to one, tue days, or lony

3. i fnservice progeam i)l anly provide an spportuntty
for participants te become generally sware of the 1981
Socia) Studies Lurriculum ane resources.

4. ™ progrem should be followd vp by other types of N
Inservicing availadle from l\‘{lﬂ speciaPaty, con-
sultants, or swpervisery frem loda) sches) districts
ar regiona) offiom.®

L

1.8, 0.0, 8,
710, b3

{Inferree by amal-
ged. 3t by gewersl
ervaent ts best sble te ‘Yeng-renge p tone of inservice
70 has to be 4 divisieon and n-ord!un- “of Yabor. ett)
change agents Initiste change.
teschers amt he reo-edvcated.
teachers do aot wont to chonge.

. 19, pTI20) NOOAr ore fmportent, but the “esperts’

Now 18 the changs spent viamd M mpert who 14 & precess Mlper and 3 facititator P-S. RO 8D
by the dueveleper? See LA g “As )], the worishop leader will SL11] have to seve (espert change-
frem grovp to group m-ﬂ-! westions and fact)|te- sgent)
the discustion pracess.
L.Np0 poners) fntents and direction of the component
should be quite clesr to snyone I.vNT whdsrgone the
wortshep lesder's tratning session T you have not

Rl T T I P

Clde_thore needs |

90 rough the entire Aot wie the
component waless you are thoroughly '.ﬂuv with tt,°*

Whst strateqies are ! visual p ton - v pe *Change The Ultimste Challenge*- R D.
18 the inservice? comgonent |
lectures - compenents | ), ¢

€15cussions Besed o Intarvics Pochoge quritions . components I,
3 s

L) Itrotagtes

b r-s fity
o, thase
b.
[

4, h

traniparencies - "numn ad Paragmeters® - compoment 2, .

Quettions and Answers, congonents 2, ), 4,8, 6 .

Meadings - o variety of msters mhuw uurhh. COomponen ty d
4.8

o Participant PIrsre what quertions to discwis - component &
Evaluation of tntervice - component §
Bratnstoreing - component &
Semovytration snd observatien
. Mvitrated Tectures - tmp 1,
rete playing - component 4
. quided practice - component &, &
e simlstion of lML__g_l - _component 4, 6

.
Yt are some of the Loy words llﬁ1-c~unu.LNp!-Hnncw LN g3 . amalyze
n

.
mode)sy

and concepts weed within the L.M.ob,7 - sequenced; .pé - two-day tession. L.M.p) - pachage
tntervice pachage? LMl - too); LM pé - wtilization, L.M.p1) - work, L.M.p2 - fn-
i Strument; L.M.) - videolspe; L.M.p) - tretned workshop lesders, |
Quettions that are supressed LM.g8 M) “There will 11kely be comideradle dircusiion after
by the fnservice pachage the use of components ome and two. Most of Chiy @1y-
cuision shovld be posttive and focus on Ytems covered
1n_the foTTow of the shop. WNewever, vom Jwho wil) change 17

PartTeipants way
eral, Try te delyy
day or confing 1t Lo o

bee! sbout the .mTr- in gen. {given the right infer-
1 loser 1n the fmation.}
A

. A gene
eral gripe sestton will con 2
Mow well people fee! showt the 1nservice program - s this the R.D. 4 0. (Teschers arw
sost effective aode) of taservice to attaln the hjectives of the ver ssted to evale-
tnsarvica?t ate the 11t)

Hhich reol metigher t3 the
basis for r 13 peliticel)

1 19 predlen-selving)

Which inservice wode the
dominant inservice model in
this pachaga? .
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Qpnc]us{ons: . .

A survey of the answers to the tweﬁ{y-onk questions indicate that
the Besearch, Development and Diffusion mode]ijs the most dominant
model in this-1981 Alberta Social Stud{es I;;ervice kit, while the
Problem-Solving model is secondary. For the most part, the only place
the Social-Interaction model appea;s is in module six, which was not
written by the same writers of the other modules. Thfs is not unusual
tﬁét more than one model be utilized in an inservice program. It would
indeed be rare for an inservice program to appear in its "pure form."
Further discussion of this inservice kit will QE written in Chapter V.
Theqanalysis of this inservice kit was not to criticize or to 1abel,_but
rather to help validate a series of questions that were déve]oped to
aha]yze an inservice program as to its root metaphor(s) and inservice
model(s), so that developers, producers and potential adopters of inservice

programs become aware of the root meaphors that are basic to the partic-
¢

ular inservice models,
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Chapter V

Summary, Discussion, and Implications

Summary

The purpose of the stﬁdy was to examine three metaphors (technologi-
cal, political and cultural) commonly found in our society and apply them
to three current inservice models (Research, Development and Diffusion,
Problem<Solving, and Social-Interaction) that are part of the implemen-
tation stage of educational innovation. 1In Chapter I, it was ascertained
that in our Western society, change is inescapable, linear, and natural.
Change is viewed-in terms of prbgress, which in turn is yigyed as a "step
forward", where neither fixation nor regression is possible. Progress
is defined from the scientific thought process and has four stages. These
stages include research, development, diffusion and adoption. Innovation,
which is deliberately planned, is an integral part of diffusion, while
inservice is the vehié]e which is employed to ensure implementation of , -
the innovation. There are ndxerous approaches to change, but thesé)¢§—’
not automatically produce change. Why not? This research project attempted
to answer this question. Part of the answer lies in the relationship be-
tween thought and behavior. Whorf (1964) believes that 1anguageeshdpes
our innermost thoughts. Thoughts, in turn, are shaped by our language.
Ourrculture, with its’concepts 6f change, progress, innovation, time and
space has shaped our language as well. However, each individual's thought
and behavior pattern is a combination®of both culture and personal experi-
ence, Within the language we label people and from these labels éome

expectations and specific models. For example, we expect different be-

. . \
havior from a user, a client, a passive consumer or an adopter. Yet all

93
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of these labels concern one person - the teacher. This accounts for the
diversity of inservice models with their divergent definitions, goals and
expectations, .

Another part of the answer lies within the term inservice itaglf.
There are no common definitions, concepts, mefhodo]ogies, or expectations.
The basic pegspectives of the developer are often very different from the
perspectives of the adopters of the inservice program. Each sees edu-
cational problems differently. Thus, the dichotomies of inservice pro-
grams are explained.

Metaphors can control the way we construct the world in which we
live. They often sérve as ways of channelling action and certainly gener-
ate their own solutions by the way their presence structures and defines
the problem we face. Metaphors are central to how we think about the
" world. Only by recognizing which metaphors we are utilizing to solve a
problem, then criticizing the metaphor, can we learn to become reflective
about the problem-solving process and to consciously select the perspec-
tive which shapes our responses to current educational prdb1ems. It is
only when we can becbme involved in a critical inquiry focused on meta-
phoric 1anguage structures that we can examine inservice educational programs.

The three métaphors central to this study were the\technological,
the political, and the cultural metaphors: The t;;hno1ogiéa1 metaphor
views the world through the dynamics of industrial change. The act of
researéh begjns as a set of facts and theories which can be turned into
ideas for useful products and services. Knowledge is power. Science can
solve man's problems. Man is treated as an extension of the machine,

Innovation can be controlled, manged and justified.

<
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The political metaphor contends that conflictsy competition, compro-

\/‘"‘/ '
mise, and negotiations are the basis for change. There has to be a .

superior power and a lesser power so that opposing factions can barga1y
/

and compromise. Concepts of industrial efficiency, economic growth ,

marketable resources, and military expediency are 1mportant‘§spects of

Face to-face interaction is an 1mportant asp;%%\of thv; ;gfaphor
N
The relationships of the person to his soc1ety of his direct relation-

ships with other people is the basis of the cultural metaphor. —In-this
metaphor the emphasis is on the persqnal psychology and the emotional life
of the individual. Each person constructs knowledge by reflecting on his
own experiences. Society is viewed as numerous subcultures but al] are
part of an ecosystem where everyone is within the whole. No force on the .
outside has control over someone on the inside. Change is viewed at the
personal level focused on habits and values, which in turn, effect the
whole society. This is a personal growth met;phor.

Chapter III critically examined the three inservice models in their
"pure" form, Each of the three models illuminate one persbe;tive of the
innovation process. The Research, Development and Diffu§ion (R.D. and D.)

| model assumes that solving problems is primarily a matter of attention, -
application; and money. A package of knowledge can be massed produced
and widely disseminated. The"producer contro¥s the process and the type

of innovation. The teacher is a passive and a rational consumer who will

change if given enough of the right information. Change is depicted as an
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orderly sequence which begins with the identification of a problem. The
Research, Develophent and Diffusion model concentrates on the developer,
but acknowledge§ a lack of institutigggj‘structures Mr designing and
deve10pi\g Agw ideas and materials.

The Pfob]em—So]&ing (P-S) model is built around the user of the in-
service program. This model assumes that the user has a‘hefinite need
and that the }nserviqg program will satisfy that need. Re-education of
the teacher is of prime importance in this model. Teachers are conser-
vative and do not ;ant change, so change-agents are needed to overcomé h
inertia, to prod anq'to pressure the system arid the people to be less
complacent and to start working.bn serious problems. The P-S model is
a psychotherapeutic model. The change-agent is a professional person
who attempts to influence change in the direction that he feels is most
desirable. The Problem-Solving model concentrates on wide diffusion
throughout an organization or an educational system, but acknowledges the
| Tack of processes for implementing“change oﬁce they awb undertaken.

The theme of thé Social-Interaction model is continuous self-renewal,
where the potential adopter generally hears of the new practice and decides
to use it after consultation with other people. This model stresses the
importance of inter-personal networks of information, opinion leadership,
. personal contact, and social integration. Innovation is transmitted pri-
marily thfough the social interaction of the groub members. At each stage
of inn0vati6n in this model, the potent%a] adopter generally turns to dif-
ferent sources of information. The Social-Interaction model concentrates

on the dynamiés of the individual adopter but has few vehicles for dis-

semination of innovation to a larger public.
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Inservice is.the vehicle of diffusion for innovation. Within the = =

Western tradit1on ditfusion is the third stage o} scientific thought.- -
Each inservice m;del has a different reot meXaphor which speaks from a
different pérﬁpective. A definite role of the teacher is expected by

each model. Each mgde] is characterized hy the differémt roles of the
developer, differént values, different rationales, different criteria

for success and different views'of the problem to be solved. But al)

models are common in some respects. All have the same concepts of

change, progress, and innovation. Change is inevitable, natural and

linear. Progress is continuous with no fixity or regression. The

threg Thservice models belong, typically, to the Western educational
tradition. ‘

The research and ideas df‘the previous three chapters are linked
together to form a unified discussion in chabt@* IV. Through a series
6? critical questions, it was demonstrated how the root metaphor of each
“of the inservice models does in fact, permeate throughout the entire
model. For example, the basic assumptions of the political metaphor
are, in essence, the same assumptions of the Problem-Solving {nservice
model, The gntire Prob]em-Sofving mpde]gis constructed on these assump- 4
tions. A developer of the inservice model frames his initial educational
problem from a political metaphbr and therefore views the world, man, and
the teacher from this perspective. Because he frames the problem from
this perspective, he perceives the answer from the same stance. 'The
rptjonale objectives, methodologies, eipectations for success will be
©R

from a political stance. The inservice program will be a political praxis.

The same applies for the other inservice models.
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Altiek (1960) sdbgests that a writerfs metaphors also tell the reader
b . otﬁer things about hip and higattitudes, as well as the attitudes he
wishgg the reader to have. I would suggest that this also applies to a

. / deyeloper and/or a producer of the 1nserv1ce program. The developer's

’/ values are displayed by the metaphors-‘that underline the inservice mode1

/ lﬁé'chOOSes to implement his solutions. Developers need to become aware
r of their own values and attitudes and tdkexp1a1n their pos1t1on before

‘ attemptﬁhg to solve any of the educational problems or inservice program

ﬁg roﬁ]ems +hey need to def1ne their own values before they help to
'c1arify teachers who are trying to explain their own values. (Clarity
can be accomp11shed if the developer becomes aware of the root metaphors
that he utilizes and if he critically ana]yzes these metaphors to ascer-

tp1n if‘ in fact‘ they are representative of his values and attitudes..

“1f 1 w0u1d 'suggest that the developers of-the 1981 Alberta Social Studies

;?Jlnserunce p%oJect have not clarified their values and attitudes before

‘ beglnnjng.the1r task. | There is neither internal nor external congruence
gt an thisnpackage ’Not all the criteria listed in the Leader's Mahual are

| Congruenfiiékh the methodo]ogy d1sp1ayes in_the six modu]es of the inser-

"wice kit. N chart is the best device to indicate this. See Figure 6, p.99,

. 33'“ The deve]operi,of this inservice kit imply through their criteria or

: rationa)e that thy are of the cu]tural metaphor and that they will de-

¥ ‘l ‘ta

ve]dp a&?inserywce program based on the Problem- Solv1ng model with an

-

'gﬂg q;gphasis on uQacher partic1pation in the deve]opment of the program 'Ors

¥

ey will develop.a program based on the Social-Interaction model where-
S . 5 '
the dé%eIOpers would tEcome equal participating mé in the program

deve]opmgnt . Ho iver, by examining the six modu]es of activities that
L “
‘t -“ n .

v.

b’ :
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Fiiure 6

Is There Internal Congruence?

—.

Rationale from Leader's Manual Methodology from inservice Project kit
p.3

1. teachers must be given "... No_where is this procedure specifically
opportunities to identify “‘allowed. Component 6: "Kanata Kits
their own needs..." and Teaching Units Module" gives the

teachers an opportunity to rank order a
list of "beefs and bouquett" which have
been given them. Later the teachers
are given forty minutes to solve these
"beefs" from their own teaching experi-
ences.

rd

2. "... must allow teachers to This "personalizing”" is not allowed to
feel secure in examining, any extent. In fact, on Page 9, #11 in
questioning, revising, per- the instructions to the Workshop Leader,
sonalizing the program,.." only pgsitive discussion is to be focused

‘ * on and anyone who wants to "beef" is to

be dealt with on a "one-to-one" basis
later. According to this direction
examining and questioning will not be tol-
erated. Such "beefs" are seen as opposed
to the purpose of the inservice.  To

allow the teacher to "feel secure" with the
social ingquiry approach, there are two
parts within the modules: " there is forty
minutes in the Skills Objective module and
approximately forty minutes in the Kanata
Kits and Teaching Units Module. That is
eighty minutes out of a prescribed three-
day inservice program.

»

3. "It [the inservice project] There is very little allowance for this in
must have- active participa- this kit. The Skills Objective-Module has
tion in order to effect be- a role play simulation for forty minutes
havioral change [of the and the Kanata Kits and Teaching Units
teacher]." Modules has forty minutes brainstorming

: session for one group of participants
while the other group of participants
proceeds through a mini-social inquiry
session. )
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are planned for the teachers and ;150 their rationale, it becomes obvious
that the dominant inservice model is the Research, Deveiopment and Dif-
fusion, énd the secondary model is Problem-Solving, with a’slight use of
the Social-Interaction model in modules 3 and 6. The attitudes and values
of the developers of this kit are contradictory; they write in one meta-
phor and.pfactice in another met§phor. The values and attitudes of tﬁe
developers are important because the inservice project kit was to be
designéd to soive.;wo problem areas. They are: |
"1. The presentation of consistent and thorough interpretation

of the philosophy and objectives of the 1981 Social Studies

Curriculum, -

2. The provision of an opportunity for teachers to diséuss and
comprehend the revised program which, in turn, should contri-
bute to its implementation. (Leader's Manual:3)."

The developers were directed to help teachers c]drify or change their
values and attitudes {p order to be consistent with the Alberta 1981 Social
Studies Curriculum. - In fact, the teachers will pfobab]y ndt know about the
contradiction of congruence between the rationale and methodology of fhe
kit. Few of them will see the Leader's Manual. However, they will ob-
serve the lack of external condruency betweeh the philo#ophy of the social
studies curriculum wjth the emphasis onnéociél jnquir} aﬁd creative lear-
ning and the insérvice program for teachers with the emphasis on passive
non-creative learning. Once again, a chart‘is used to demonstrate this
argument. See Figure 7, p. 101,

There is very little ékternal congruence between how the Departmenf
of Education expects the student to be taught his'sociél studies and how

the Departhent-of Education taught the teachers how to teach the social

inquiry process. Time could be given here to prove teachers will not try
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Figure 7

Is There External Congruence?

How will the students be taught? How will the teachers be taught?

1.. Students will*¥dentify and Thé developers of the inservice projegt _
focus on the issue. ‘defined the issue, based on their assess-
0 - ment of the teachers' needs.

2. Students will establish re- ~ Teachers spend 135 minutes out.of 3 days
search questions and proce- answering questions of the developers
dures, ) and forty minutes in component; writing

and answering their own research ques-
tions. At no time do teachers decide on
the procedures of the inservice project.

3. Students will gather, analyze, Teachers Took and listen to 190 minutes

and evaluate data. of audiotapes, transparencies, lectures,
and read specific readings that the work-
shop leaders and developers provide.
This is the gather information stage.
Teachers spend 135 minutes answering
questions of the ‘developers in order to
analyze, synthesize, and evaluate data.

4, Students are expected to re- There is a small allowance made for re-
solve the issue (Not all stu-, solving issues in module 6. It is assumed
dents need have the same re- that all teachers are pursuing a common end.
sponse). : : It is anticipated by the developers that

teachers may be difficult to work with;
"we know how important and how difficult

= v your inservicing tasks will be. It is -
our fervent hope that these materials
will make that job easier and more re-
warding (L.M. p.13)."

5. Students\ére expeéted to ap- Teachers are expected to teach, using the
ply the issue. ' social inquiry approach. ‘
Adopted From -, Process of Social _ Leader's Manual

- Inquiry .
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something new unless they are comfortable wifé/the material. Inservice
.programs mus t have some impact on each ind}éidua] pa}ticipant./ Harris
and Bessant (1969) and Joyce (1980) have ¢uch to say about teaching new
\methodologies.fo teachers. However, this is not the underlyfng aim of
this study. The emphasis ‘is on the val e'eueStion. The vafues of the
develepersfconcerning the world, man, and the teacher are fimportant.
_These values are indicated in the iniervice kit produced for A]berta
teachers., In ‘the Alberta inservice kit technology can sp]ve educational
problems; man 1s seen as rational aJd able to change 1f/he/1s 'given
enough facts; and the teacher is s en as a passive coqsumer. These values
are from the technological metaph and are disp]ayey/in the Research,
Development and Diffusion model / ich is the domina‘t model of the kit.
The secondary metaphor utilized /by the’developerAis the Prob]em-Solving
model. The va]ﬁes exhibited by this model concerning the world, man and
the teacher are: conflict leads to change; man will change if the in-
' fluential people’ agree to do somethfng; the teacher can be re-educated,
but is the user or client of an inservice program.

Several legitimate questionS'eanvbe asked of the developers of the
Alberta inservice kit. They are: |

1. Who framed the initial educat1ona1 problem that ut111zed
the technological and political metaphor? .

2..: Are the developers aware of the root metaphors . dom1nant
in the Alberta Social Studies Inservice Kit? ’

3. Nou]d the Alberta Social Studies Inservice Kit be changed
after critical reflection of root metaphors7

4, Which set of values should dom1nate the Alberta Social Studies

Inserv1ce Kit? : 3

a) The-rationale in the Leader's Manual?
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b) The methodology in the six modules?

c) Or, the rationale of the 1981 Alberta Social Studies
Curriculum?

5. Are the developers aware of the lack of internal congruence
between the rationale of the Alberta Social Studies Inservice
Kit and the methodology of the same kit in the six modules?

6. Are the developers aware of the lack of external congruence
between the rationale of the philosophy of the Alberta Social
Studies Curriculum and the methodology of the Alberta Social
Studies Inservice Kit through the six modules?

Implication of this Study on Education

Many people in education can benefit from 5 étudy of metaphor}c
language. Some of these include developers of inservice programs, curric-
ulum developers, principals creating school time tables or programs,
school boards setting policy or creating labels for people, central office
persdnne] establishing and maintaining policy, classroom teachers, or |
teacher professional deve]opment.comﬁittees.

r

Inservice Models

Léuer (1973) claims the target of change is either group focused,
where the whole group will change as demonstrated by the Reseérch, Devel-
‘opment and Diffusion and the Problem-Solving models, or is'egd-focused,
where the individual change§ as in the Social-Interaction model.  When
the individual is the target of change, it is assumed that an individual
change wi]1'eventua11y produce Change-in the entire social order. Who.
will make the change. can be classified into two groups: the participation
of all those involved as ;h the,Social-Intéractiqn model or one group
imposihg change on others és demonstrated by the Research, Development

and Diffusion and Problem-Solving models. Demqgratic change is not always
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the only way; the fastest way, nor the most efficient way. It is often
easiest to organize an elitist group to dictate chénge. There may be a
need for an expert who possesses certain esoteric knowledge and who may
demand the kinds of changes which would not be choéen in a democratic
setting. The group, in a democratic setting, may not be willing to ex-
pend the time and energy necessary to develop democratic procedures.

For efficiency and profit, an elitist approac; is superior, but for dem-
ocratic change, spciél interaction and dialogue is best.

There are-three basic strategies of change. The rational-empirical
stnatéby states that man is rational and will follow his self-interest
wheh shown. The power-coercive strategy states that man acts on the
basis of power relationships -- legitimate or coercive. Third, the nor-
Mativé-re—educative strategy states that man is rational and will act on
the basis of social norms as well as from knowTedge and self-interest.

People who would best benefit from this‘asﬁect of the study are the
developers of inservice programs, producers of the programs, analysts of
the progfams, or teachers who are the potgntia] adopters of the program.
The developers and/or the producers of such change models could be scﬁoo]
boards, central office hérsonne], principals and ‘a committee of teachers,
groups of teachers, department heads and their subject teachers, or
curriculum associates. _

No one model of inservice is universally applicable. Each situation
must be carefully assessed before an appropriate model is selected. And
for many, if not most, situations, a mixture of models may be called for.

A number of people can benefit from this system of analysis. First,

the developer, who initially frames the problem and therefore "pofnts
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the direction of the arrow" to the answer, should be critical]y analyzing
their metaphorical stance before framing the problem. The developer may
be the Departmeﬁt of Education, Central office of a School Board, school
staff, or a group of interested teachers. Second, the developer or the
producer of the inservice program after examining the problem, must
select the inservice ﬁode] or combination or models. The questions de-
veloped in Chapter IV Table 4 be the basis of the examination. During
the development of the inservice program, constant evaluation of congru-
ence should be made. A third group of people who will benefit from this
system of analysis includes the inservice analysts who are analyzimg for
internal and external congruence. The fourth group includes the poten-
tial adopters of the inservice program. They will evaluate the program
privately, or among themselves, often after the inservice program or as

part of a written questionnaire,

The Application of the Metaphors and Inservice Models

Once the criteria are established on the basis of requirements which
can be analyzed éccurate]y by cursory examination, an analyst can examine
and identify the developers' purposes for producing the inservice program_
as well as any underlying philosophy of learning that may have been
applied in the development of the product. This examination is done
-through the use of a common language and common framework, which enables
accurate and reliable 1qigrmat1on exchange with others. This analysis
provides detalled infor;%t?on so that others may interpret and apply that

%
information to find those ]nserv1ce models with s1m11§r characteristics.

K
i

g
R
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Further Research

There are a number of possible research spin-offs from this research

-

project.

1. A confinuation of the study of metaphors and their application into

education is one possible area. The growth metaphor is one that is com-

mon to much of our classroom teaching. Scheffler (1964) suggests that

there is an obvious analogy between the growing child and the growing

plant, between the gardener and the teacher. In both cases, the devel-

oping organism goes through phases that . are relatively independent of the

efforts of the gardener or teacher, _ Another metaphor Scheffler (1964)
mentions is the molding one, where.the child is like clay and the teacher

is like the sculptor modling the clay. |

2. This study has only applied three metéphors to a study of inservice

educational programs. Other areas these three metaphors could be applied

are: the classroom, curriculum development, schpo1 administration, cen-

tral office administration, testing and evaluation , Department of Educa-

tion, or the University education department. ~

3. The deve]ppment of new inservice models using the samejbr‘different
“metaphors is another research project. For example, no one has combined

the best aspects from all three models to develop a new model. The creation

of a new metaphor and a new inservice model that is congruent with educational
“ thinking and problems is another possible projeét.‘

4. This research project theme has come from thg deveIOper's perspective.

What is the criteria for success from the developer's perspective? An-

other research porject might be from the adopter's stance. What is the

criteria for success from the adopferfs stance? A list of some twenty or )

twenty-five words most typical for each metaphor might be given to
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to teachers, who have been through the experience of an inservice program.

-

Teachers are then instructed to circle the five or ten terms that they
believe are the most typical of the inservice session. The researcher
would be able to classify these words under each of the metaphors and/or

inservice model and then evaluate the inservice programs from a teacher's

perspective.

Discussign of the Research

The first sentence,of this research study states that "éhange is
inescapable in education (Lortie 1975:214)." Yet Nisbet (1969:270) claims
that change is not natural or inescapable. What is natural is the desire
for permanence? Social behavior tends to’remain_fixed and unchanging.
Nisbet states that the desire to preserve is .very strong in man.

He writes, "When it.is not necessary to change, it is not necessary
not to change (Nisbet 1969:270)." This philosophy is recognized by the
Prob]em-So]ving model. Often in educ;;ion, we change for the sake of
change. We change because we have not changed in a few years, so it must
be time to change. Change means progress to us, a step forward. One
never considers that this particular change may realiy be a step backward
or that’"staying the same" is good. As educators it may be time to re-
consider our definitions and concepts of change and progress that are
kdominént in our society.

A basic theme of this research has been the influence that metaphors
have on JQ. The purpose of this research is not to criticize any one
metaphor, nor any one inservice model. The purpose has been, rather to
make us more aware the tremendous influence that metaphors have on us and,

in particular, on the inservice educational programs. Much time has been
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# spent discussing how inservice programs are not considered successful by
the adopters. Time has also been spent discussing some of the various
suggestions for successful inservice. There is no agreement by the
Qarious writers as to why they are-upsuccessful nor how to make them
successful. I believe the reason whyi}here is not agreement is that
the various wrlters hold d1ffe(gnt root metaphors at the basis of their
criteria and have different personal experiences from which to draw.
This hypothesis also applies to the various developers of the 1ﬁservice
programs as well as the many adopters of the programs.

Writers, developers, producers and potential adopters of the pro-
grams should become aware of their root metaphors. Metaphors orgaﬁize
thought, channel action and control the way we construct our world.
Because this is indeed true, we are probab}y victimized by metaphors.
We, in education, transfer the economic, military, industrial, techno-
logical and.political metaphors into education in the form of answggs to
our edgfatidna] probiem without'examining their philosophies, reasons
why thé; were developed or even-end results. For example, we transferred
Jthe military's I-Q test into edpcation with apparently no examination and
analysis of why the military dgze1oped this particular test. We, in
education, should not be concerned with testing children to find 6ut.how
fast they can learn to become an exten;ion of a machine. Yet we do; We
have been tﬁé victims of the military metaphor.

Educators must ]earﬁ to recognize the presence of metaphors, learn
to use them instead of -beiny used by them, and to even learn to develop

~ new ones that may be more éppropriate to education. If we are to avoid

being used by the metaphors and really attempt to solve education problems,
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then it is important to become aware of the root metaphqr which shapes

our perceptions of phenomena.

The ability to describe the dissimilarities as well as the similari-

ties between the educational problems and the metaphors that we are viewing

the problem for is significant. We need to become aware of, and to focus
attention upon, the root metaphors which underlie our educational problems.

When we become aware of the root metaphors in our educational problems,

our diagnosis agd prescriptions cease to appear obvious and we find our- .

selves involved, instead, in critical inquiry, Being aware of root
metaphors becomes a tool for critical ref]eﬁtion when we attempt to solve
educational problems through the vehicle of inservice programs.

The defining of problems and the perspective from which the problem
is viewed matters. The way in which we state educational problems deter-
mines both the kinds of purposes and the values we seek to realize, and
the direction in which we seek solutions., By being aware‘of the ways in
which we state educational problems and by reflecting on the problem-
solving processes which are usua11&{tagﬁf:’;é may consciously select and
criticize the perspectives which shape our responses. We create new

meaning when a metaphor is used and understood.

-
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