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‘ ABSTRACT

The purpoae of this atudy was to detenmxne teachers' perspedﬁlves
on inservice educat1on. It\was postulatéd that until the nature of the
‘beliefs and activities of teachers in relation to inservice educat1o?
are kno:ﬂ; it %ili not be possible to orgapize inservice education,
activities that are considered effective from tte viewpbint of both the
participants and the organizers. !- : ' s

The concept of symbolic interactionism guided the study and the
general appﬁoach to inductive research as described bX Glaser ande
Strauss (1967) was adopted. Data wer; collected over a twelve-month
. period usingithe field rese;}ch strategies of semi-structured in-depth
interviews and\participgnt observation. The researcher coﬁducted 77
’arranged interviews with 86 teachers in two school systems and attended
6 days‘of inservice educatiohbsessions as a participant observer. In
addition, she talked informally Qith many teachers and interested
’others on the top1c. ‘

The flndlngs of the study reveal that there is not one single
perspective on inservice education held by teachgrs bgt rather that
teachers classify inservice education into the following four discrete
‘groups of learning activities, each'oﬁ which they perceive diffeféntly:

-- Group One: mandatory, formal inservice education activities

+ offered-in éonjunction witﬁ gﬁéompuléory program. change.
~-- Croup Two: other types of mandator&, formal inservice
‘keducation activities. ’

-- Group Three: formal inservice education activities of a

voluntary nature.

o ’ Tiv e .
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~~  Group Four: non“formal inservice education activities.
Traditionally, it has been eeauned that teachers attend formal

inservice education activities becauae they are dlsaatbsfxed with che1r

°

present classroom behavior nnd wxsh‘to 1mptove the1r effectiveness in

the ciassroom._ The findings of the etudy suggest that this ausumpt1on

is inaccurate. Only at formal inservice pd ion activities organized

i

in conjunction w1th a compulsory pro.!f! ¢ },>; the goalé‘of,/

B port the aq;umptians

made- in the literature; that is, teachers ‘attend
/

order to obtaln 1nfonmat10n whlch they w111 use to effect a maJOt

euch activipies in

change in their classroom behavior (whethe; such avchange occurs is
outsgide tée scope of fhis study) . Teachers atteﬁd dtﬁerAformal'
inservice education activities in ofﬂer toAhave the. following needs,
which they consider to be very fmportanc, satisfied.

.

2=  In order to obtain'information and materials which they can
use“;o enliven their present cleesrooe pracfibes-but which
'reqhire no major changee in ideology or cerrent p;acticés;
~ == In order to obtain confirmation that their present practices
’are appropriate and acceptable.
- In order to become acqﬁainted with the latest deVelopments in
the field of education. |
-- Inorder tq‘associate‘with adults instead of children and

exchange information with colleagues.

-- In order to obtain recognition that a worthwhile job is being

performed.

'=-- In order to enjoy a mentally stimulatingbbfeak from routine.

The teachers included in the study do seek to maintain or improve



]

their effectiveness in the classroom, but the ways in whic? they do so
.

v

dte not, as is assumed in the literature, by participating in formal
s - ‘ v

inservice educatiogn activities, but rather by Eg}ng involved in the
following hon-formal activities: ongoing, in-school contagts with

colleagues, in particular with those colleagues who have a similar
teaching assignment; reading professional literature; participating in
v [

/1 program development;. having student teachers and watching others teach;

t
o

. {and, attending extra-curricular activities which have a spin-off ‘to the

[

classroom.

Based on the findings of the study, recommendations for improving

the effectiveness of inservice education have been made.

various hypotheges suggested by the data have been presentedg;f
connections with the theory of cognitive dissonance have been made in

<

an attempt to explain and predict teachers' beliefs and activities in

relation to inservice education.

vi
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CHAPTER I

INTRODUCTION AND STATEMENT OF THE PROBLEM

b

NEED FOR THE STUDY

It has iong been recognized in Eeglish speaking countries that
| presefvice teacher education represents but the minimum prerequisite
for entry into the teachinéﬂprofession and that teachers must continue
to develbp professiodally throughout their teaching career.
Consequently, in such countries 1nserv1ce .education act1v1t1es have“~
been offered since the late 19th century (Corey, 1957; Rlchey, 1957;
Stephens and Hartman, 1978; Bacon, 1980). These activities are spen as
_ a means of.ensufing that practising teaehers are exposed to new
techniques,'progfams and innovatiens and eee given assistance:with ’
classroom—related and subject-related areas df concern.

G1ven the rapid rate of technolog1cal growth occurring in our \

present soc1ety, the aging and relatlvely statlc Lteacher population,

.

the current public dlssatisfactlon with the p;oducts Qf the educationai
system, the ever-expanding role being asslgned by society to
educatlonal institutions and the 1ncrea31ng 1mportance being accorded
to the continuing educatlon of profess;onals, the need for the
continuing profesLional deyelopment of ‘teachers appears to be
self-evident. |

Bruce (1980:140) considers that "in the 1980's innovation and

growth will be found in the inservice education of'practising teachers"



' and others hgree (Dawson, 1978; Howsgm, 1980; Joyce, 1980; Wood and

Thompson, 1980); it certainly appears to be an area of interest and

concern if the seemingly endless array of articles and texts on the

‘topic is taken as an indicator. That there is dissatisfaction with

inservice education activities is evident from the number of articles
that attempt to pinpoint the weaknesses of programs and suggest
remedies (Wood and Thompson, 1980; Zigarmi, Betz aﬁd Jensen, 1977).
The premise underlying the activities organized to ensure that
teachers' knowledge, skills and attitudes are current and appropriate’

is that "allAteachgrs (are) interested in improving. their professional

‘ competence" (Spindler, 1959:46) and that inservice education activities

will contribute tonéuch an improvemept. Traditibnally,(thesé‘activi—'
ties have tended to have aylectur;.or workshop féfmat and be organized
for teachers'by others, who assume they know whétiteachers need and/or‘
want; The criterion usgd to determine the effectiveness_of an activity
is an overt change in the classroom Sehavidr of parficipan;s. ‘Howevef,
although the alleged goai of inservice edﬁcation is to change the
classroom behavior of teachers and thereby impfdve their effgctiveness

in the classroom, despite vast expenditures by governments, by s&hoql

boards, by professional councils, by universities and by teachers

themselves (Fennell,-Hill and Thiessen, 1980; ATA News, 1981), large
numbers of teacliers do not appear to be attending inservice activities
voluntarily or with enthusiasm; those who do attend do not appear to be

L3

changing their classroom behavior in the ways that the organizers

anticipate and advocate and the literature wecommends (Fullan and

Pomfret, 1977; Cooper and Hunt , 1978; Brayné, 1980). As Howey and

!
v

Joyce (1978) point out, inservice education does not appear to be in.
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the best of health. Indeed, inservice education has been described as
L \ R

"the slum of American education" (Wood and Thompson, 1980:374) and it

appears that many of those attending the activities come not for. the

ry
-

reasons envisaged by the organizers but for a variety of other reasons

(Farrer, DeSanctis and Cohen, 1980:168). Consequently, as West

'

"(1975:35) points oht, "many of our grand plans for educational change

have failed to h?ve majer impact or have beeﬁ co-opted." King, Hayes
and Newman (1977:686) pose a perti;ent question:

Why do teaéhers, who almost universally appear eager to

improve their professional performance, frequently respond

with disdain or outright hostility to local efforts to

"inservice" them?

An exkenaive review of the litefatu;é'revegls that liQtle'formal,.
systeﬁatic researéh'has Seen conducted in the area of inservice
education; muchvof the literéﬁure is of é‘duperfipiﬁl;nature with no
rese#rch‘basié, presents the personal views of the writers, appears fo
be based on éonjectu;e, andladdressgs the symptoms (low participation
rates, low adoption rates) not the underlyihg reasons,'thé 'why.'

Inservice education trad;tionﬁlly hés had a deficit and-nomothgtié
or organizational approach. Others ﬁave determmined the deficienpies~of
teachers, organized what ﬁhey consider to be appropriate learning
experiences and offered them in an institutional setting. The pﬁp lar
approach being advpcated at present in an attempt to inérease>t§¢/
effectiveness of inservice activities by minimizing the genergfiy

passivé_rolé played by teachers in their own profesgional'deveiopment

is to have. teachers identify areas of need through the use of needs

agssessments and participate in the planning of activities (Wilen and
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abuse the concept of needs assessments by using them to justify

Kindsvatter, 1978;'WOod and Thoqpaon,zl980; Young, 1980; Burrello and _
Orbaugh, 1982; Conran and Chase, 1982) yet such approaches -do-not
guarantee success. On the one hand, the teacher often confuses his

needs with his wants, and even those advocating needs assessments
CEEERE ,

iﬁdica;e that other means must be employed to ensﬁre‘that the needs of

teachers have been accurately identified (Jones and Hayes, .1980; .

Arends, Hersh and Turner, 1978). On the other hand, organizers often

offering topics selected in advance.

Perhaps, before suggesting a plethora of antidotes to combat
A 4 s
teachers’ alleged indifference or hostility to inservice educapion, as

3

perceived by writers, researchers, administrators and organizers, and

the so-called ineffectiveness, from the organizers' point of view, of

A

such activities, teachers' perspectives on inservice education should

@

be determined. Given this informatipn, it would be possible to.

ascertain if the assumptions made about teachers in the literature
R N . o - )

T

agree with teachers' perceptions of inservice education, or if those

responsible for organizing inservice activities are basing them on an

t .
.

- ' . - . T .
inaccurate set of assumptions which reflect writers' and organizers'
¢ ’ S

" rationale for inservice but not necessarily participants'.

3

- PURPOSE OF THE STUDY

The purpose of this study was to determine teachers' perspectives
>, _
on inservice education. There is a pautity of formal, systematic

research on inservice education in spite of extensive literature in

this field. Most of the formal research in the area of inservice
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edqcatiqn has attempted to measure the effectiveheas‘of organized
activitie¢”by determining the adoption rate of the prqpticea

'éfesented. Built into such ‘research are the assumptions and biases of
the researcher regarding teachers’ rea-ons‘for attending the activity,
the appropriate presentation format and the critéria to use to
determine the effectiveness of the activity. The little research that
has been conducted t; determine teachers' views has focused on external
facfors Quch as the preferred length, lécation, timing,yénd,ao forth of
organized inservice activities and has used questionnaires to collect
the data (Brimm and Tollett, 1974; Ingersoll, 1976; éetz'and Jenseﬁ,
1977; Cheately, 1977; Schoedinger, 1977; Anderson, 1979; Zirkel and
Albert, 1979; Butke, 1980; Small and Buski, 1982). Questionnaires, as
Webb and Webb (1968) and Cicourel and Kitsuée:(1963) po%nf out, are
satisfactory only wﬁeﬁ the researcher knows the answers desiréd,
otherwige the reséarcﬂg; is imposing his\beliefs upon the respoﬁaeptﬁ.
Paréicipation AOes not appear to have Been studied from the perspective
of ﬁﬁe‘individual. wThe pérspecéive of the individual is always of
importance but pafticularly so when the intervention strategies
org#nized by others-fét teachers consistently fail to have the gxpéctedf'

<
and desired results. o

Houle (1963) sought to determine the who, what, wheﬁ, where and why

-+ of adult learners, focusing on the individual because, "if we are ever

to understand the total phenomenon of continuing education, we must

begin by understanding the.naturg, beliefs, and the actions of those
who take part to the highest‘degree" (Houle, 1963:10). The beliefs and

activities of adult learners as determined through in-depth’ interviews

revealed patterns that shed light on the meaning of continuing



education (Houle, 1965:14). In this atu%y an attempt vas made to
further an understanding of the total phe*omenon‘of inuérvice education
by determining the;beliefs and activities—-the who, what, when, where
and why--of those who participate in, or are expected to participate in
inservice education. It was posited that tHeir beliefs and activities

would fall into patterns and that the portra gl of such patterns would

@ Y
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provide an insight_ihto the meaning for teachers of inservice
education. It was further posited that teachegs'_perspeétives on
~ inservice education would help to explain the relative ineffectiveness

of inservice education activities in attaining the goals of organizers.

THEORETICAL'FRAMEWORKﬂAND METHODOLOGY

.

Given that the field of inservice education lacks an adequate
theory base and that the beliefs and activities of teachers as they

‘relate to inservice education have not been ascertained, an.inductive

study to dete;mine teachers' perspectives ép inservice education was
congidered to be app:opriate and desirable.b A methodology and
techﬁiques which would permit the researcher to determine what Bruyn
(1966) terms inner pergpective,'or tﬁe understanding of people from
their own frame of reference;'were sought. As Douglas (1976:8) points
out, thé goals choéen should determine the general méthods used and
thus the kinds of data produced.

For this‘study‘the concept of symbolic interactionism which assumes
that behavior is to be understood as a proéess in which‘the individual
shapes and controls his conduct by taking“into account the expectations

of others with whom he interacts (Becker, Geer, Hughes and Strauss,



1961:19) was considered to be appropriaﬁe. Herbert Blumer, recognized
as a major advocate of symbolic interactionism, considers that this is
a methodological stance that respects the nature of the empirical

world. He defines the term symbolic interaction as:

... the peculiar and distinctive character of interaction
as it takes place between human beings. The peculiarity
consists in the fact that human beings interpret or
"define" each other's actions instead of merely reacting to .
each other's actions. Their '"response" is not made
directly to the actions of -one another but instead is based
on the meaning which they attach to such actions. Thus,
human interaction is mediated by the use of symbols, by
interpretation, or by ascertaining the meaning of one
another's actions. This mediation is equivalent to
inserting a process of interpretation between stimulus and
response in the case of human behavior (Blumer, 1978:91).

Thus according to symSolic interactionista people live in social and
intellectual worlds of theif own creation (Lindesmith, Strauss and
Denzin, 1977:30). That tﬁe meaning of objects for a person arises
fundamentally out of the way‘they are defined to him by bthers with

whom he interacts has noteworthy consequences, states Blumer (1969:11):

-~

««. it gives us a different picture of the enviromment or
milieu of human beings. From their standpoint the
environment consists only of the objects that the given
human beings recognize and know.... people may be living
side by side yet be living in different worlds ... It is
the world of their objects with which people have to deal
and toward which they develop their actions. It follows
that in order to understand the action of people it is
necessary to identify their world of objects.

The term perspective is one used in social psychology,'particularly by
symbolic interactionists to indicate how individuals perceive their

world (Manis and Meltzer, 1972). According to symbolic interactionists

a perspective 1is:



... an ordered view of one's world--what is taken for
granted about the attributes of various objects, events,
and human nature. It is an order of things remembered and
expected as well as things actually perceived, an organized
conception of what is plausible and what is possible; it
constitutes the matrix through which one perceives his
envirorment. The fact that men have such ordered
perspectives enables them to conceive of their
ever~changing world as relatively stable, orderly and
predictable. As Riezler puts it, one's perspective is an
outline gcheme which, running ahead of experience, defines
and guides it (Shibutani, 1972:163).

Except for the fact that actions are included in perspectives, the
following definition of the term perspective is in agreement with

Shibutani's (1972:163) and is the one used in this study:

We use the term perspective to refer to a co-ordinated set
of ideas and actions a person uses in dealing with some
problematic situation, to refer to a person's ordinary way
of thinking and feeling about and acting in such a
situation. These thoughts and actions are co-ordinated in
the sense that the actions flow reasonably, from the
actor's point of view, from the ideas contained in the
perspective. Similarly, the ideas can be seen by an
observer to be one of the possible sets of ideas which
might form the underlying rationale for the person's
actions and are seen by the actor as providing a
justification for acting as he does (Becker, Geer, Hughes
and Strauss, 1961:34).

' Thus for the syﬁbolic interactionist a‘perspective is a reflecti&e,
socially-derived interpretation of that which the individual encounters
which then serves as a basis for the actions hé constructs; the “
interactionist views human beings as ratiomnal and conginually involved
in giving meaning to their social world (Janesick, 1952b:2).

According to Becker, Geer, Hughes and Strauss (1961:436), a
perspective contains the following elements:

a definition of the situationm in which the actors are
involved, a statement of the goals they are trying to



achieve, a set of ideas specifying what kinds of activitiel

are expedient and proper, and a set of activities or

practices congruent with them.
In this study the preceding deacriPCioﬁ of the elemeﬁts of a
perspective guided the presentation of the findings. In order to
COlléct the desired data,*Blumer (1969:48) advocates naturilistic
study, or a direct examinatiqn of the actual empirical social world..
Althouga participant observation tendq to be the majdr data gathering
technique used by those who subscribe fo the concept,of symbolic
interactionism, teachers' beliefs and activities as they reiatg to

®

inservice education were not considered to be a phenomenon that was
readily observable by tﬁis techni;ue. Rather it was consideréd th;t
in-depth, elite and specialized interviewing as described by Dexter
(1970) would be a more appropriate major data gathering technique with
pafticipant observation being used to gather addit;;nal data. In-depth
interviews are based on the belief that peoplé know why they act in
certain ways and are cpnsidere& to be an appropriate means of obtaining
informatién on topics where the rggpondents' points of view and iopner
feelings are impoftant to the research goals (Dextef; 1970; Wiseman and
Aron, 1970?31; Sanders, 1974:160).

Following the inductive approach suggested by Glase;'and Strauss
- (1965a; 1966; 1967; Glaser, 1978) and employing the data analysis
techniques identified by Turner (1981), the data were.ﬁollected, coded
and analyzed, and categories were developed. The catégories developed

rgvealed patterns which offer an insight into teachers' perspectives on

inservice education.
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DEFINITION OF TERMS

vpersbective: a co-ordina;ed set of ideas and actions a person uses in
] dealing with some problematic situation; a person's ordinafy way of

thinking and feeling about and acting in such a situaéion.

teacher: any person with a teaching certificate.

inservice education: unless otherwise defined, learning experiences
which may affect the classroom behavior of the teacher and which-
occur after the teacher has successfully completed prggervice
edﬁcation.

professional develophent days: usually two days per schooi year which
school systems in Alberta aeé‘aside for the professiqpal dévelop-
ment of their staff; on these.school days, students do not attend
school and teachers attend organized activities which nbrmally are
held in the schools. ' !

convention: two days of organized inserviée sessions for teachers held
annuaily for teachers in Alberta, usually in the early spring, and
arraﬁged for teachers by the local of their professional associa-
fion, the Alberta Teachers' Association (ATA); often several locals
éombine regources and hold their convention in the meeting rooms of
hotels at a central location, usually a large urban éeﬁtre.

professional development fund:b money allocated by the school districts
included in this study to individual scﬁools within the district
for the professional development of the staff; a professional deve-

lopment committee within each school determines how the money is to

be spent.



specialist councill; The professional association of the teachers

included in the study, the Alberta Teachers' Association (ATA), has
organized councils in all the major lquect and service areas to
ensure that teachers maintain thoir‘competance in the particular
specialities for which they have responsibility; these councils

regularly organize workshops, seqinar-, and so forth.

interview: a face-to-face verbal exchange in which one person, the

interviewer, attempts to elicit information or expressions of

opinions or belief from another person or persons.

elite and specialized interviewing: an interview with any interviewee

who in terms of the current purposes of the inter@iewer is given

the following treatment:

1. the interviewee's definition of the sitﬁation is st;esaed,

2. the interviewee is encouraged to structure the account of the
situation,

3. and the intervieweevint;oduces to a considerable extent his
notions of whﬁt he regards as relevant, instead of relying
upon the interviewer's notions of releQance.

.

LIMITATIONS OF THE STUDY

This study is limited to teachers working in two schgol systems.
This study is focused on teachers' perspectives on inservice
education; the perspectives of others involved in teagher inservice
education are not included.

The participants are volunteers.

11



STATEMENT OF THE PROBLEM

The focus of this -tud§ was teachers' perspectives on inservice
education. The intent was to determine teachers' views on inservice
education, not their responses to predetermined questions posed by the
reaearchqr. Consequently, the desired information was obtai?cd through
open—~ended, informal, guided but not lfructur.d interviews. Such an
approach permitted the interview to be focused but allowed the teachers
to develop the topic and share their views in whatever manner thef
desired. The set of issues th;x the tnuearcpcr desired to explore was
known to her but not to the respondents. . ThLae issues v;re not pursued
in any.pa;ticular order and the actual ;ording of the questions was not
determined in advance. It was anticipated that the data gathered

during the course of the interview would provide answers to the

following broad questions:

.
3

1. How do teachers define th; terms 'inservice educatién' and 'profes-
sional dev?lopmenf'?

2. What are the attitudgs and beliefs of teachers towards inservice
education?

3. What is the nature of teachers' wants regarding inservice .education?

4. What benefifs do teachers expect to receivg from attending
ingervice education activities? /

5./fwhat is the nature of teachers' complainté regarding inservice
education activities?

6. Do téachers cbnsidef that there are ways to grow professionally

other than by attending formal, organized inservice activities?

) . . . ) .
7. Do teachers' inservice education needs change over time?
: !

\

12
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8. What nri“f:ncho;-' views on topice and presenters?

9. What are teachers' views on attendance at and timing of inservice
activitioi?

10. What are teachers' views on the role of central office and the
university in jnoorvicc education?

I

CONCLUSION

. .
./

The researcher agreas with Wilen and Kindevatter (1978:393):

Inservice education, especially when considered as a:

process, needs soundly conceived research as the means to

transcend the common wisdom approach which is

characteristic of most current practices.
At present the literature suffers from an excess of common wisdom but a
shortage of formal research, particularly research in the inductive
mode which attempts to determine what is rather than impose

preconceived assumptions upon the area to be investigated. As Blumer

(1969:32, 33) states:

the predominant procedure is to take for granted ome's

premises about the nature of the empirical world and not to

examine these premises; ... Instead of going to the

empirical social world in the first and last instances,

resort is made instead to a priori theoretical schemes, to

sets of unverified concepts, and to canonized protocols of d
research procedure. - '

Literature and research in the area of inservice education has been
based on the following unverified assumptions. The term inservice
education is equated with formal activities organized for teachers by

others and it is assumed that attending such activities is the method



teachers use to continue their professiohai development. It is assumed
that ;eachefs are dissatisfied with their present classroom behavior
and attend #ct%%ities in order to obtain information which,théy will
nse;to effeéf a majorlchange in their classroom behavior.

ConQEquently, the effeétiveness of an activity is judged bysthe
adpption réte of participants upon their return to the classroom. All
change i8 considered to be a; improvement and those teachers who do not
change their behayior:are considered to be less competent and dedicated
professionals than those who do. It is pssuméd that ‘the introduction

of change is relatively easy for teachers. It is assumed ‘that teachers

are involved in an ongoing inservice education program, that only such

types of activities are worthwhile and that piecemeal, one of

activities serve no useful purpose. Rarely is it considered that

‘teachers may attend formal activities for reasons other than to obtain

information which they will use to immediately change their classroom‘
behavio;; that teachers may consider activitiés to be of value despite
the presenter and his topic; or, that teachers may continue their
proféssionai education in ways other than through their involvement in
organized activities. In other words, others have imposed upon
teachers a very narrow perception of inservice education and used their
assumptions to generate lists of shortcomings, criteria for effec;ive
inserﬁice education, guidelines, models, and recommendations. Yet
despite this o#gr*abundance of information, 1t is generally
acknowledged that inservice education continues to be less than

: -

successful from the viewpoint of both the participaﬁ?s and the

organizers.



P

15

The purpose of this study was to determine teachérs' perspectives
on inservice education, that is the idéas and actions that feachera use
to deai with ingervice educati&n. It was postulated that until it is
undefgtood how teachers_make sense of their_world in relation to
inservice education, until it .is known how their ideas in relation to

inservice education form the basis for their actions, it will be

"impossible for inservice education to be considered effective by both

pérticipants‘and organizers. Thus an inductive? analytical and
descriptive étudy which sought to rejeél the beliefsAand.activities of
teachers in‘relation to inservice education appeared to be
épprdpria;e. It was anticipated that the findings of the study»woul&
indicate whether the assumptions embodied in the liCeraturekare
accurate or whether perhaps part‘of the lack of success of ingé;vice‘
education might be attfibutable to the éxistgnce of a mismatch between
how teachers perdeive }nservice educgfioniépd how others aésumg

erceive inservice education, assumptions which form the

rationale for the activities offered.



CHAPTER 1II ‘ ,

REVIEW OF THE LITERATURE ON INSERVICE EDUCATION

In this chaptef iﬁservice education as represented in the litera-
. . | . . . . . .
ture will be reviewed. The intent of the review is to indicate the

présent state of the art in relation to the literature and research on

“

inser?ice education‘inuordéf to pérmit a comparison between teachers’
perspectives on inservice education and those of others who write about
inservice e¢ucation but who fﬁnction in the roles of reseafchers,‘
writers or organizers, not of participants. Once the findiﬁgs of the

study have been presented the literature will be revisited in order to

determine if theé assuﬁptions made agout ﬁeacher ihservice education are
confirmed or if the literature’is based on false premises.

. First the purpose of and need.for iﬁgervige‘education_will bg
sugge;ted. Next the VariOusbexpressions that may be substituted for
the term ingervice education will be given and the types of activities
that the term may embrace wiyl Be‘identified. Then thé criteria and

guidelines for effective inservice education will be presented.

Finally current areas of concern and recommendations will be idemtified.

PURPOSE OF INSERVICE EDUCATION

" The term inservice education has produced many definitions (Hender-—
son, 1978:11) and refers to learning experiences«which occur after the

teacher has successfully completed a preservice course. According to

16



the literature, effective inservice education is supposed to have a
- positive -impact on the teacher's performance in the classroom (Frei-

E- .
berg, BuEkley and Townsend, 1981:1), and the new ideas presented at an

inservice education program must be adopted by the teacher if inservice
_education is to have an effect on the quality of edqcation_(Mchonnld,
1976). Both these assumptions are open to question, ;lthough‘tbey fqtm
the rétionale for the activities organized for teachers, and the
criterion for determining the effectiveness of the activities.

As Kahn (1977:43) points out, however, despite the vast body of
literatﬁrg on inservice education, it is very difficult to find a
definition of its aims. The goal of inservice education appears to be
implicit in the definitions which tend either to concentrate onvthe“
range of act1v1t1es rather. than the ultlmate goal, or to be sgéted 80
generally as to be open to lnterpretatlon, 3uch as Roth's (1975 4):

a process for‘egﬁendlng or continuing the pfofessiohali

‘deve lopment of educators while they are employed full-time
with a particular school dlstrlct. :

and Joyce's (1980:2):

to build a long term, smooth flowing system which pulls the
education profession to a particular kind of growth.

Implicit in many definitions is the assumption that inservice is some-
thing "done to teachers" (Tri-Partite Committee on Inservice Education,

1982:25):

P

the intent of inservice education is to change the instruc-

tional practices or conditions by changing people (Harris and
Bessent, 1969:17). '



Such an assumption violates the known principles of adult learning and
behavior, indicates a naive conception of>the change process and pre-
sumes that ;11 change 1is improvément. Indeed it is not uncommon for an
author neither to define the term nor to iden;ifyﬂitavaiﬁéﬁfiﬁ;rello
and Orbaugh, 1982) thus leaving thé literature open to a variety of
ipterpretations depen&ing on the as;ﬁgptions'of the reader.

Kahn (1977:43) suggests that the‘broad aim ofvingerviCe education
shéuid be to "enable teacheré to monitor and shape their professional
develépment" and he alsne pfovides}g_}ist of objectives:

-~ to develop their professional competence, cbnfidence and

relevant knowledge; |

- tO‘evaluat? their own work and at;itudes in conjunction with

their professionél calleagues in other parts of the education
service;

-- to develop criteria which wéuld hélp them to assess their own

teaching roles in-relation to é changed society‘for which the
e sEhools must equip tﬁéir'pupils;
‘=~ to advance their careers.

‘However, listing general goals or objectives is not tantamount to

—— gpecifying criteria for the attainment of such goals.  Thus as Cruick-

shank,. Lorish and Thompéon (1979) point ou;,nalthougi much is written
-on‘the:topic.of inservice education, there are not clear concepts nof_al
commonly'a;cepted, brecisg definition; there -does not even appear to be
,égrgemént as to what ingerv}ce education is. -It is difficult to

develop a theory base for an area when tﬁere is a laék of conéénsgs on

fundamentals, and where the fundamentals appear to represent the
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author's viewpoint or ideal rather than the outcome of a systematic

research inquiry.

Ngéh FOR INSERVICE EDUCATION

Many professions have come to the realizétioh that their members
must individually and collectively accept thé.§b1igation to continue to
. ,
~iearn and.that'progr;ms to achieve this‘purpoee must be established
(Smith,.Aker and Kidd, 1970}487; Kidd, 19?3:208; Powell, 1974; Houle,

1975:63, 1980; Harrington, 1979; Frandsom, 1980):

' Degree obsolescence is today's way of life. The "half-
life" of knowledge in any given profession may now be as
little as two to three years. The degree, in short, is
today the beginni2§‘of the education of a professional

(Frandson, 1980:61).
Indeed, according to Houle (1980), a zest for knowledge and lifelong
learning are key traits that qualify an individual for membership in a
profession.

In the field of education, the_cdmplétion of preservice education

has -long been considered simply";he entrance requirement to the profes-

sion of teaching (Corey, 1957; Stephens and Hartman, 1978; Bacon, 1980;°

Howsém, 1980), not an indication that the neophyte is a knowledgeable

b

teacher able to function in the classroom without further learning

lgﬁperiencea. It is generally acknowledged that there is no teacher

preparation program in existence that can prepare a teacher for all the

tasks that he is destined to face (Moburg, 1972; Powell, 1974; Bacon,
1980; Burrello and Orbaugh, 1982). As Moburg (1972:7) states, "regard-

less of the quality of preservice programs, such programs are inade-

19



" quate and insufficient to maintain the teacher on the job." And Bacon

(1980:1) agrees that:

««s even the most excellent preservice program is only a
preparation for entry into the profession, and cannot last
a whole career because the context teachers work in changes.

The importance of the teacher in the educational process cannot be
overemphasized. The findings of educational research in recent years
have supported the common sense view that the teacher's influence is

crucial in education, yet many teachers received their preservice

. education more than twenty years ago, may have been absent from schools

for a long period of time, or may have received training of the kind

20

that has little relevance to their present classroom assignment. Thus,’

although inservice activities have been offered since the end of the
nineteenth century,  the need for them appe&ré to be eveﬁ more pressing
today, given the fapid rate of social, educationél and technological
change, the ever—expanding‘role being accorded. to thé school by society
and the static if not declining teacher population which means that
increasingly schools will bevétaffedeith pérmanenﬁ and aging teachers
thus losing the enthusiasm, flexibility and changéﬂthat traditionally
supposedly have accoméanied an influx of new staff‘ahd the rotation of
. more experiencéd staff (Harris and Bessent, 1969;3,4; Powell, 1974;
Cooper‘aﬁd Hgnt,(1978; Bruce,11980; Burreilo'and'Orbaugh, 1982:385).
Current préféssional practiceé éoon become obsolete or rela;ively
ineffective; new methodé, teghniques, tools and subsfantive knowledge
itself redhire tha; teachefs conéinue to learn thro;ghqut their profes-

aional career (Harris and Bessent, 1969:3,4).

\\“»-/
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Unfortunately, although inservice education has a long history,
present practices ;ppear to have many shortcomings and have not been
met with enthusiasm by teachers. Interestingly, although teachers are
considered to be less than happy with current inservice activities and

“to view the ex‘isting programs as less than adequate, the majority of
teachers and adminiétrators are believed to see inservice gducation as
essential for improved school programs and pfacticea (Harris and
Bessent,.1969; Cruickshank, Kennedy and Myers, 1974; Zigarmi, Betz and
Jensen, 1977; Ireland, 1979). Such bronouucements are based on‘
conjecture or responses t? questionnaires} NQ attempt has been made to

.‘?onduct in—deéch studies to ascertain ;eacﬁers' perspectivea on the

topic. Too, when writing about the need for inservice education the
term is equated with formal courses organized by others for teachers.

It is not sefiously consid;red‘that'teacﬁers may continue their

professional education in a variety of ways. S -

TERMINOLOGY

The liCeratufelon inservice éducation is plagued byvyague termino~
logy. SeveralAterms may. be used go‘denote the learning expefiences
engaged in by tegcﬁers after completion of pre;ervice education. Some
writers appear to consider these terms to be synonyms and thus inter-
changeable whereas others accord a breciqe and quite distinct‘meaning
Eo.individual terms. The'most common terms- substituted for.insérvice
education are staff development, professional development,ocontinuing
education and continuing professional education. -In the course of an

“

article such writers as King, Hayes and Newman (1977), Wilen and
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Kindsvatter (1978), Drummond (1979), Smyth (1981), and Burrello and
Orbaugh (1982) use several of these terms to refer to the one concept.
On the other hand, Sergiovanni and Elliot (1975), Howsam (1976),
Sergiovanni and Starratt (1979) and Lieberman and Miller (1979), do not
consider the terms to be interchangeable.

At present, the term staff development is frequently substituted in
the literature for the term inservice edhéation. Some authors, like
Lieberman and Miller (1979a) deliberately employ the term staff deve-
lopment and consciously reject the term inservice education or training
because the term staff development:

«+. 8suggests a different approach to improvement, one.that

considers the effects of the whole school (the staff) on

the individual (the teacher) and the necessity of long-term

growth possibility (development). We reject the idea of

giving courses ‘and workshops to individual teachers in

isolation from their peers and the school. We further

reject the notion that teachers can be "taught" or

“trained" to be better teachers by the mastery of mechani-

' cal behaviors outside of a context of theory and practice.

We accept and explore further the fact that development

means working with at least a portion of the staff over a

period of time with the necessary supportive conditions

(Lieberman and Miller, 1979a:ix).

Sergiovanni and Elliot (1975) and Sergiovanni and ‘Starratt (1979)
consider staff development to be growth oriented and obtained through
job enrichment which is linked conceptually to motivation~hygiene
theory whereas they consider inservice education to assume a deficiency
in the teacher and to presuppose a set of appropriate ideas, skills and
methods which need developing (Sergiovanni and Elliot, 1975:152;
Sergiovanni and Starratt, 1979:291):

We have observed that teacher growth over the years is less
a function of polishing existing teaching skills or of



23

keeping up with the latest teaching developments (these are

the foci of typical inservice education programs) and more

a function of the teacher's change as a person—-of seeing

himself, the school, the curriculum and students

differently (Sergiovanni and Elliot, 1975:152).

Yet despite the precise distinction between inservice education pro-
grams and staff development, when Sergiovanni and Starratt (1979:292)
list the characteristics of an effective staff development program and
cite a research study in aubport, the source cited refers to the
programs as inservice education programs.

Thus, althohgh an author may indulge in the luxury of precisely
defining apecific terms and then building his article around his
definitions, unfortunately the field of inservice education does not
possess a universally accepted body of‘terminology. Nor is there any
reason to assume that the definitions given to the terms by writers'in
any way represents the meaning attributed to the terms by teachers.

Again, others are imposing their conception of inservice education upon

teachers.
ACTIVITIES

Not only‘can the term inservice eduéation be defin;d variously and
severg} terms used interchangeably, but in addition a variety of
actiQities may be included under the heading of inservice education.

Kahn is one of the few writers whd systematically categorizes
activities (1977:43,44). He divides activities into two broad groups,

award bearing and hon—award bearing, and the latter category is further

subdivided into traditional and non-traditional. Traditional non-award
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bearing activities refer to those activities where the participants
receive the benefits of instruction from an expert on the subject,
mostly through lectures; non-traditional, non-award bearing inservice
education includes all other learning activities and situations such as
advice, curriculum development, resources, printed materials,‘exhibi-
tions,.workshops, working parties and qocial activities. Such a
precise yet comp;ehenaive categorizacion of inservice education activi-,.
ties is not common. It appears that most writers and researchers tend
to restrict the term to planned activities such as workshops and
seminars that have been arranged for teachers by others (Harris and
" Bessent, 1969; Saskatchéwan Department of Education, 1973; Hendee,
1976; Zigarmi, Betz and Jensen, 1977; Larson, 1979; Tracey, 1979;
Bacon, 1980; Boschee and Hein, 1980; Joyce and Showers, 1980; Wood and
Thompson, 1980) and to disregard activities of a less formal nature
often initiated by the teacher himself. For example, Johnson (1982)
lists the t&pical components of the inservice program of a large school
system: professional days in which the students are released from
their studies and the teachers engage in planned activities such as
listeﬁing to a visiting*lecturer; workshops provided in school hours
and aftef_school hours; conferenceg; leaves of aﬁsence. Although he
considers that curriculum writipg projects and individual classroom
Qisits by éonsultative and specialist staff provide develoﬁmencal
opportunities, he points out that they "are not genérally recognized as
.part of the inservice program' (Johnson, 1982:36). Holdaway and
Millikan (1980) found that the benefits of educational consultation for
both the professional growth of teachers and the alleviation of their

concerns appear to have been underestimated and the practice under-

~
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utilized; the staff classification most frequently consulted by

teachers at all grade levels was 'teacher colleague in same school.'
Such informal, often spontaneous, activities tend not to be acknow—

-

ledged as inservice education in the literature or in practice, even

though, as Thelen (1971) notes, in the most useful inservice education:

... one finds intensity of personal involvement, immediate
consequences for classroom practice, stimulation and ego
support by meaningful associates in the situation and
initiating by the teacher rather than out31de (Thelen,
1971:72).

He considers that informal approaches are best able to meet these *

criteria.
Young (1980) is unusual in offering an eclectic definition that

embraces a wide variety of learning experiences:

Any activity -that contributes to a sharing of ideas among
teachers, an improvement in the professional and personal
knowledge and skills of a teacher, or the installation of
an innovation in a school's program (is included). Under
this definition, inservice education activities could
include a teacher, alone, reading, viewing a film or
observing a second teacher, a group of teachers sharing
successes and failures in the work of the day, or a ‘team of
teachers designing a new approach to instruction; atten-
dance at a workshop focused on knowledge or skills, or
attendance in a university class; a knot of teachers brain-

- storming ideas at a local tavern; a teacher out fishing and
reflecting, while waiting for a bite, on.classroom high-
lights, speculating about cause and effect; or a teacher
and an observer discussing data gathered during an observa-
tion or a recent lesson (Young, 1980:1,2).

i

The literature, however, does not answer thé question: What types of

\

‘activities do teachers include under the heiding of inservice educa-

tion; do they agree with the limited variety of activities customarily

"



organized for them, o¢, givan the opportunity, would they include a

much wider range of activities in an inservice education program?

CRITERIA FOR EFFECTIVE INSERVICE EDUCATION

Although an "improvement in tenchiﬁg techniques (is) the prime
measure of success in inaervicé education,”" (Boschee and Hein,
1980:4275, and the literature supports the view that external criteria
'determine the success or failure of inservice education and the route
to improvement (Fullan and Pomfret, 1977; Ireland, 1979; Larson, 1979;
Tracey, 1979; Boschee and Hein, 1980; Young, 1980; Freiberg, Buckley
and Townsend, 1981; Conran and Chase, 1982), as has been documented
repeatedly, teachers may attend'inservice activities but rarely do they
apply the skills, knowledge or attitudes that were the focal point of
the presentation (Rubin, 1971; Fullan and Pomfret, 1977; Cooper and
Hunt, 1978; Howey and Joyce, 1978; Houston and Freiberg, 1979; Larson,
1979; Brayne, 1980; Johnson, 1982). Based on this assumption, however,
numerous attempts have been made to improve the effectiveness of
inservice education, that is ensure that the maximum number of teachers
attend organized activities and incorporate the skills, akrategies,
attitudes or knowledge presented into their fepertoire of elassroom
'behaviors. A@ extensive review oflresearch studies and literature in
the area has identified criteria and guidelines which supposedly will
assist‘organizers and encourage teachers to attend (King, Hayes and
Newman, 1?77; Zigarmi, Bétz and Jensen, 1977; Chew and‘Schlawain, 1978;
Howey and Joyce, 1978; Wilen and Kindsvatter, 19?8; Ireland, 1979;

Sergiovanni and Starratt, 1979; Joyce and Showers, 1980; Therrien,
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1980; Young, 1980; Freiberg, Buckley and Townsend, 1981; Burrello and

Orbaugh, 1982; Tri-Partite Committes on Inservice Education, 1982).

According to the literature, effective inservice education:

Utilizes techniques that are consistent with fundamental
principles of effective teaching and learning (i.c. needs~
based content, field-based instruction, demonstrations, active
1;arning, practice of skills and f§edback).

Utilizes a systematic model of program development, implemen-
tation and evaluition.

Utilizes a collaborative decision-making process with a
concept of parity among representatives of teachers and others
who are involved with the inservice program.

Takes into account the needs of the student, telchﬁr and |
school system, organizational context and support systems.

Provides extrinsic and intrinsic rewards.

Should be responsive to changingvneeds.

.Should be accessible.

Requires that the general goals and specific objectives'be
clearly enough defined to provide direction and be compatible
with the underlying philosophy of the district.

Requires that inservice education activities be held during
the regular school day when possible, and when not, teachersA
should be financially compensated for their participatién.
Requires that@school distric;s allocate substantial funds for

- - - . i
inservice education, sufficient to maintain cowprehensive and

continuous programs.
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-- Should be evaluated over time. A particular ingervice
activity mﬁst be assessed immediately upon completion, based
on objectives, and again later to &etefmine the extent to
which ﬁhe ijec;iveg have beeﬁ translated into teacher
behaviors in thg classrdqm.

Some writers have translated ﬁhe’foregoing into specific models or
classifiqation schemes (Mohan and Hull, 1972; Beck, 1978; Dawson, 1978;
Drummond and Lawrence, 1978; Joyce and Showers, 1980; O'Coﬁnell, 1980).
The foregbiﬁg criteria and guidelines sﬁggest an overly narrow,
rational and simplistic approach to inservice education and imply that
; cookbook approach will guarantee results, a promise that pgst events

do not support. The criteria are based on assumptions that may not be

‘correct: Are teachers indeed dissatisfied with their present classroom

beﬁavior; do they in reality attend organized agtivities in order to
obtain “information which they will use to effect an overt behavior
change on fheir return to the élassfoom@ The literature on inservice
educétion does not appear to accord sufficient significance to the fact
that teachers are 'adult learners, thaﬁ educational change takes place

in a socio-political context, and that the parties involved in any ‘type

of change do not necessarily act in rational and predictable ways. As

Marker (1982:13) points out, change 1is more a learning process than a

system—-design problem.
INSERVICE EDUCATION AS AN ADULT LEARNING ACTIVITY

It is acknowlédged in the literature that inservice education

activities appear to have ignored the literatpre on the adult learmer



and.édhlt learning (Zigarmi, Betz and Sensen,‘1977; Arends, Hersh and
T;raér, 1978; O'Connell, 1980, Verzaro, 1980; Wood and Thohpdon,.1980;
Young, 1980), even though there is a large body of knowledge available
on adult deyelopment and learning (Knowles, 1970, 1978; Kidd, 1973;
Knox,‘1977x 1979; Botwinick, 1978; Whitboﬁrne and Weinatock, 1979) aﬁd
the psychologicai characteristics of the adult learner and the implica-
tions for adult learning a;tivities have been documented (Staton, 1960;
Miller, 196&;‘Bergevin, 1967; Knowles, 1968{ 1970,31978, 1979; Tough,
1968; Natioﬁgl Association for Pgblic Continuing ana Adult Education,
1974; Woéd_and Thompson, 1980). Indeed some North Americén adult
educators believe strongly-that teaéhing adults is intrimsically
différent from teaching children and, following the lead of some of
their European counterparts, employ the term 'andragoéf' for adult
education, to distingk 80 it frOm pedagogy. The chief proponent of
andraé;gy in North Americd is Malcolm Knowles who states that andragogy
is pfemiged on at least four cruciallaésumptio;s about the character-k'
istics of adult learners that ére different from the assumptions about
child learners upon which traditional pedagogy is premised. These
assumptions are that as a person -matures (Knovies; 1970:39):

1. His self-concept moves from one of being a dependent personality

towards one of being a self-directed human being.

2. He accumulates a growing reservoir of experience that becomes an

increasing resource for learning.

3. His readiness to learn becomes oriented increasingly to the deve—

lopmental tasks of his social roles.
4. His time perspective changes from one of postponed application of

knowledge to immediacy of application and accordingly his orien-




30

tation towards learning shifts from one of subject-centeredness to

one of probiem—centeredness.

Knowles believes that avﬁerson's self-concept changes when he sees
himself ‘as an adult, a doef, a broducer, and consequently adults tend
to resist learning_uéder conditions that are incongruent with their
-self—concépt as autonomous individuals.

Not all educators support Knﬁwles' distinction and considerable
debate surrou;ds the andfagogy veréué pedagogy iseué (Knowles, 1968,
1970, 1978, 1979; MéKenzie, 1977, 1979; Carlsén, 1979; Elias, 1979;
Knudson, 1979, -1980). It may not be possible or desirablevto delineate
8o precisely between-the_teachihg of childre; and adults. Neverthe-
less, the majority of teacher inservice education activities employ a
deficit approach and the banking concept of educati;n (Freife, 1970:58)
which violate the known principles of adult learning. Although growth.
and problem-centered rather than defect and solution—~centered (Jackson,
1971; Kahn, 1977:43) modes of delivéry may be used f&r inservice
education,‘the 1a§ter approaches tend to be more frequently used than
‘the former.

Unforfunately; most of the .scholarly work carried out in the field
of adult education has addreééed the learning experiences of aéults who
are up-grading basic skills or are involved in non-vocational learning
- activities. The question of the continuing educatign of professionals,
in particular of teéchers, is not frequently addressed, other .than

general admonitions regarding the necessiﬁggof lifelong learning and
h” ;‘ 3 l
continuing professional development. Membérship in a profession,

hdwever, does not exempt the adult from the effects of aging on

learning and behavior, although it is acknowledged that ''the level of
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formal education is far more associated with learning ability than is
ége" (Rogers, 1971; Knox, 1977:464; Botwinick, 1978). But, it may be
conjectured that the mandatory participation in continuing education
re&uired by many professions can cause interference in the learning
process arising out of the individua} professional's feelings of
vulnerability and the possibility of damage to his self-concept:

-« how adult students feel, their anxiety that they might

be making themselves look foolish or that they might be

“‘exposing themselves to failure. This sort of anxiety is
not confined to the unsophisticated who come to "recrea-
tional classes," nor is it confined to the unsophisticated

and poorly educated. On the contrary, it seems to apply
right across the range of adult students (Rogers, 1971:29).

"

In order to Better understand adult learners, attempts ha§e been
made‘over the years to ideﬁtify aﬁd classify their motives. Given that
teachers, when participating in inservice educatioﬁ activities, are
adult iearners, it is posited that this bodf of literature may shed
some insights into the attitude and behavior of teéchéts in félation to
inservice edﬁcation. ﬁoule (1963}15;16) conducted theyy inal work in
the field and identified f:hree motivational types:’ gogriented‘, |
activity-oriented, and learning-oriented. >Béshier.(Boshier, 1971;
Morstain and Sﬁaft,m1974) dé;eloped the 'Education Participation Scale'
in ofde; to investigate Houle"s conceptualization of motivational
orientaﬁions and found that adults' motives for participation fell into
the following categories: professional advanceﬁent; social welfare;
escape/stimulation; social contactj_cognitive inte:eét; external
expectations.» Peterson et al. (1979) éxpanded Houle's typology to
include the following orientations: a desire to achieve practical

goals; a desire to achieve personal satisfaction and other inner-.



directed goals; # desire to gain new knowledge, including the desire to
learn for its own sake; a desire to achieve formal education goals; a
desire to socialize with others and escape from everyday raafine; a
desire to achieve societal goals.. Grotelueschen, Kenny and Cervero
(1981) investigated the motives of proﬁgssionals and identified that
they barticipated in continﬁing professional education for the followfk
ing reasons: professional improvement and development; professional
commitment; personal bénefit and job security; professional service;
éoliegial‘learningiand intéractiqn; Given that adult learners in
general and professionafz in pafticuiar identified that there was more
than one reason for their participatioﬁ in léarning activities, it is
unlikely that the assumption made in the literature about teachers,
namely that théy attend in;érvice activities in order to obtain
informgtion which they will use to imﬁrovevtheir effectiveness in the
Clasérdom, accurately répresents the motives of all_ﬁeachers.

Not only has the 1it§rature on adult learning been largely ignored
buf in gdditionvscant attention has been paid to r§9éarch on the
concerns of teachers and to the nature of professfénél‘learning.

Fuller (1969) identified six developmental categories of comcerns that

teachers may have while interacting with their teacling environment:

”
L]

concerns about role; concerns apout adequacy; concerns about being
liked or liking; concerns about teachihg; concerns about pupil needsé
concerns about education improvement. She suggests a three phase
develofmental conceptualization of teachers' concerns: a pre-teaching
phaée--ﬁon-cdﬁEErn; an early teaching phase~~concern with self; a late
téaching.phase-—concegl with éupi&s (Fuller, 1§69). Hall and Loucks

*

(1979) applied Fuller's stages of concern to the implementation stage
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of educational innovations. According to Hall and Loucks (19i9:&1),
there are seven stages of concern, as the teacher moves thr;;gh the
progression from self, to task, to impact: awareness, informational,
personal,lmanqgement, consequence, collaboration aqd refocusing. Such
information suggests that there is a need for different types and
levels of activit{;s to cater to the differing needs of teachers at
various stages in their careers. At present in Ngj;h Ameri;a,such an
; ,

approéch to inservice education programs does no't appear to be
w1despread although there is ‘some research to support the concept.

In Britain, clients for INSET (1nserv1ce education and traxnlng)
are considered to fall into four major categéries: beginners;
piéneers; main;ainers; settlers; and activities are planned;to cater to
‘the needs of each groupv(Bacon, 1980). lKatz (1972)'identif{ed'four »
development#l stages df growth for teachers of pre-schoolers:
survival; consolidation; fenewal; maturity; and suggested different

" types §f agtivities for each stage of teacher career de§e10pment.
Howey and Joyce (1978)7identified five different purposes served by
continuing teacher'education; jobfembgdded; job-related; éénefal
professional; career/credential; and personal. iThey :eéomhend that
there be different types of instructofs for different types of
activities and ﬁhat different gypes of fundiﬂg patterns are required.
Such systematic, differential needs-based approaches to inservice
edﬁcation appear to be'relagively uncommon. This study sought to
detetmine4if teachers desir? different types and ievels of activities

1 ) v
at various stages in their %areers. ‘ » N\

According to the literature, conducting needs assessments appears

to be the approach recommended in North America to ensure that the
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inservice activities offered are appropriate. A pivotal question
relating ﬁo the use of needs assessments, howéver; concerns whether the
inservice activities,shoﬁld be a response to the pergeived.needs of the
teachers or the organizational goals as ouflined by the school board
and administrators. The traditional approach to inservice education
refléctg the belief that a school will benefit from the personal and
ptoféssional actﬁalizatipn of its‘sﬁaff. - Inservice activities are
conducted on the premise that teachers shouid be free to select the
personally most rewardiég éctivities, yet éuch an‘approaéh may be
dysfunctional for the school anq it viql@tes the recommended school
system or séhool-fbcused and school-based staff developﬁent approach to
inservice education (Schiffer, 1979;9).‘ Assumihg thgt it‘is possible
to reconcile the needs of the indivi&ual with the needs of the school
and the system,_re;earchrin ﬁhe atga éf needs assessments suggests that
such an approach is ineffective!/inapproériate, unsystematic,
unreliable and supefficial, silver (1981) points out that needs
assessments méy be no more than a list of topics, seledted by the
planners and given to prospective ﬁarticipants to rate, 8o in reality,
teachérs are free only to select which activity, from a group“of
activities considered appropriafé by the organizers, to attend.
Marshall, Maschek and,Caldweli (1982) found that indi&idual needs
'change very rapidly, necessitating the frequent administratioﬁ of needs
assessments. A>more serious indictment of needs aésessﬁénts is .
reported by other researchers. Teachers often gphfuse their needs witﬁ
fheir wants and there is a discrepancy between inservice néeds reported
b& teachers and their needs as assessed by others (Ingersoli, 1976;

Arends, Hersh and Turner, 1978; Jones and Hayes, 1980; Christensen and

34
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Burke, 1982). Brayne (1980) suggests that a major factor inhibiting
the transfer of inservice skills to the clasuréom relates to assump-
tioﬁs that inservice planners make regarding how teachers respond to
needs assessments. It is erroneously assumed that teachers respbnd to
the itemsAon a needs assessment on the basis of a realistic. evaluation
of their willingness togchange their present pr#cticea in the direction

4

implied by the needs "assessment, a strong conviction that personal
improvement‘in a highly ranked need will lead to iﬁproved performance
and more f#?ourable attitudes in students, and4a strong desire fo
acquire the new'skill. #lao, Arends,vHersh and Turnér (1978)'suggest
that teachers responding to needs assessments often do as a répresenta-

L

five of teachers as a group rather than as an individualvself;

teachers indic#té thevskills or knowledge they think should be écquired
rather than the ones they feel they must acquire. Thﬁa a response
based on perceived needs does not necessarily indicate a-ieadineéé or
commitment to acquire and use the new behavior.

The question is raised: In practice, are needs as;essments ugsed in
the manner envisaged'in the literature, or have they iﬁdeed degenerated
into a ranking by the teacher of a group of pre-selected activitigs, or
a request for topics for the next inservice sessions; and if the latter
does occﬁf, do teachers object{ do they desire to parti;ip;té in
regular needs assessments of the type advocated in the literature?

Not only have‘aftempts béenlmade in recent years to identify and
classify the motives and needs df adultllearners, but also it has been
recognized that the-adult learner should be vieéed i& terms of longi-~-
tﬁdinal as well aé!horizontél-dimensions; hé is as much a product of

his psychological future as of his ‘earlier experiences and dimensions
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of both past and future should be émployed in assessing the meaning of
what he attempts to do in the present: "an adult is a human becoming,
always ip the process, alwa&s on his way from what he is now té what he
might bécome" (McClusky, 1964:172; Allport, 1955). .McCIusky (1964,
1973) believes that a differential psychology of the adult years as a
unique period in the lifespan of the individual has long been
qeglecﬁeﬂé of particular rele;ance for understanding the adult are the
‘concepts of margin (the power available to a person over'and’beyond
that réquired to hanéle»his load), commitment, time perception,
critical periods and self-concept. The field of life-span developmeﬁ- '
tal psychology which is concérned Qith the description and explication
of ontogenétjc behavioral ébaqges'from birth to death identifies the
major developﬁental stages and transitions experienced by adults and
suggests the majot tasks of each stage (Havighurst; i969, 1972;
Erikson, £950, 1978;- Sheehy, 1974; Levinson, 1978; Whitbourne and
ﬁeinstock, 1979). Such information provides a meaningful insight into
the dominant cqhéerﬁs of adults'#t various stages in their lives. Yet
the literature does not suggest that organizers have takenvéuch know-
ledée into consideration when é@anning inservice activities. Shouid .
guéh.information affect the oréanization of inservice education, do
tegéhers' perceptions of inservice education change éver time?

Verduin, Miller and Greer (1977) believe that the perceptual theory
of psychology has important imp}ications for adult edﬁcation:

This theory suggests how an individual views his environ-

ment will have much to do with how he behaves. If a

teacher wishes to change the behavior of an individual

toward some desired new behavior he must modify the way the

individual perceives his particular part of the world.
Because of the significance of people's perceptions for



behavior and learning, it is most important to give careful

consideration to those things that determine or affect

human perception. The identifiable perceptual determinants

are beliefs, values, needs, attitudes, self-concept

(Verduin, Miller and Greer, 1977:10).
Individual behavior is determined less by what a person really is than
by what he believes he is, as a result of the consistent way in which
others react towards him; thus to underatand‘cpe individual it is
necessary to know something about how he looks at himself:

|
£

An adult who feels a sense of inadequacy, a lack of ability

to learn or who sees no profit from the learning experience

may set up defense mechanisms to protect his self-esteem by

excuses for his lack of participation (London, 1964:121).
Rogers (1971:33,34) cites an illuminating example of educators exhibit-
ing defensive behavior when exposed to mandatofy inservice education.
. The fact that teachers-are invglved daily in organizing, controlling

-

and facilitating the educational experiences of others does not auto-
) o .
matically exempt them from the anxieties that plague many adult
learners although others appear to assume that' it does. Assuming fhat
teachers, because they are proféssional educators, will attend Ie;rning
activities with mo{ives, needs, preconceptions, misconceptions and
fears that are different from.aault learners in generai is untenable.
Moffat (1963:60) is one of the few writers to point out that in order
for the teacher to continue to develop professionally he must possess
certain qualities: the.desire to grow; readiness to participate; a
sensitivity to the opinion of others; intelligence'ané knleedgeabi-
lity; a willingness to discard unproductivélhabiés of teaching; and, a

desire to accept new challenges even though they require added effort



38

and present some uncertainty. Inservice organizers appear to assume
that all participants have the foregoing qualitieaf Do they?

As Howey and Joycew(1978:210) state, the perspective ofgéhe teacher
towards his role in general and his function as a continuing learner in
particular is critical. Witherall and Erickson (1978) and Candy (1981)
\‘believe that the underlying issue of téacher education is one of adult
development and that the teacher's own development as an interpreter
and constructor of.classpoom events has been overlooked. Inservice
eduéatibn activities should help teachers to develop a tﬂeoretical and
reflective approach to their teaching. Rarely, however, is inservice
: education»presented to thé teacher as a natural #nd ongoing activity
designed to help him Become good at something very challenging. Lucas
‘(1978) is one of the few writers to suggesﬁ that one of the goals of

preservice teaéher education sgould be to develop skills and attitudes
that will enable teachers to continue their professional growth. Does
the university deliberately foster the concept of a‘preservice~
iﬁservice continuum?

Traditionally inservice educaﬁion has played a subordinate role to
preservice education in educational priorities; the government and the
university have financially accorded a higher prrority to the initial
training'of teachers than to their follow-up training (Saskatchewan
DepaftmentvoflEducation, 1973).' Recently the need for a continuum of
training from preservice through inservice has been acknowledged
(Stephens and Hartman, 1978:3; Gideonse, 1982:17). As Gideonse
(1982:17) states:

There is little point in developing a new and more expen-
sive model for initial training in a profession as volatile



as teaching without also considering the means of providing
for the retention of such teachers or for their ongoing
professional development.

In 1974, Powell (1974) prepared a prescriptive and descriptive paper on

the-role of the university in the continuing education of teachers and
prédicted that continuing teacher education may emerge as a major
activit& in épstitutions of higher education. Others today are
supporting this prediction. Macdonald (1981:15) foresees the regular
updating of professionals as one of the responsibilities of the univer-
sity of the future and Spillane (1982:21) pre&icta that for the next
decade or two the continuing education of teachers will be much more
significant than the education of new teachers. In Europe thé
contraction of initial teacher education in universities is so severe
that many education faéuitiesAare tryihg to offset this contraction by

the expansion of inservice courses (Bruce, 1980:140). Unfortunately,

as Clifford (1973:36) points out, prevailing styles of teacher prepara-

tion appear to havé‘developed a survival training mentality aﬁong its
par;icipants and Howsam (1980:96) and Spillane (1982:21) agree that
school system‘personnel often'have a negativé attitude towards teacher.
education. Wilen and Kindsvatter (1978) suggest that although the
graduate degree program has been the most cdmmon means by which
teachers have updated their knowledge and skills, the suspicion exists
that such highiy struqtﬁred degree programs weré developed as much for
the convenience of the university as teacher needs. Unfortunately;mthe
inservice ﬁrogram at . school m&y‘be unrelated to the ﬁ;ster's program at
university and it is common ﬁo find neither of these to be'related to

_the needs of the teacher in the classroom (Roth, 1975:5).

39
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Universities appear to be endenvouringlto play a more active and
meaning ful role in teacher inservice education. Tn an attempt to offer
teachers meaningful inservice education in appropriate course formats,
the University of Calgary has tried a variety of jppnovative approaches
(Unruh, 1981); and a successful partnership model between & university
and a school district that promises effective profesgsional developpent
for 200 teachers every 5 years is described by Hanes, Wangberg and
Yoder (1982). The question must be asked, however: Do teachérs wish

Q;he university to play a significant role in their inservice education,

and if so, what type of role? There is always the danger that the

university is basing its‘inservice education courges on what it assumes
/

teachers need or want which may not agree with teachers' perception of

the role of the university in inservice educatiogn,
INSERVICE EDUCATION AND THE CHANGE PROCESS

In the litergture, inservice education is seen ag a planned, goal-
directed change process fhat has identifiable components, i8 introduced
through deliberaté intervention and is aimed at gome galtered future
condition (Harris and Bessent, 1969:19; Moburg, 1972; Hall and Loucks,
1979; Ireland, 1979; Lieberman and Miller, 1979; Smyth, 1981). It is
suggested_that the low impact of research on teaching, the pfoblems of
curriculum innovation and implementation and the jpeffectiveness of

inservice education are but parts of the same problem (Ireland, 1979;

§

»

Smyth, 1981).
At present the relative lack of attention given to the implementa-

tion phase is considered to account for the relatjve ineffectiveness of
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attempts to introduce change, be it of a minor or major nature, and the
suggested solution is to pay greater attention to this phase of the
change process (Elliott, 1976; Tri-P.Ftice Committee on Inservice
Education, 1982). Consequently, according to the literature, in vogue
at present are staff development progrtnl.. How widespread such activi-
ties are in practice has yet to be determined; it is conjectured that
many teachers may spens their entire careers in schools without once
being involved in such a program. It is envisaged that if a total
school or system-based inservice education program replaceavthe typical
piecemeal, voluntary, individually selected and usually unfocused
current prdgram then the effectiveness of inservice education_w%}lqbe
improved. The assumption is made that if it can be demonstrated to

teachers that the desired chang K‘S’behavior is in line with school

'

. . r . . £ .
needs or is obviously superior td P¥esent practices, they will "embrace
Fi [

W

! e

it without reservation and as y set themselves to the,Eask of
,acquiring the competencies to implement it" (Schiffer, 1979:6,7).
It i;’suggestgd, however, that this 'rational assumption' is flawed:
(It) underestimates the degree to which individuals'
values, self-interest, previous experiences, expectations,
aspirations, needs, and personality traits influence their
acceptance or rejection of an idea, as wéll as their
ability to use it (Schiffer, 1979:7).
The assumption 1is madé that people in schools are malleable, rational,
share a social purpose at some lofty or abstract level and have a
unitary set of goals; in fact, the values of professionals and semi-
professionals in schools have not been sufficiently consensual to allow

change agent strategies ground in these assumptions to work (Mann;

1978; Prebble, 1978). Prebble (1978) suggests that it would be more
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approﬁriate to investigate the introduction of innévations when there
ig goal dissensps as in reality schools, as loosely coupled systems
with multiple and conflicting‘goals, st#ffed by relatively autonomous
individuals, do not leﬁd_fhemselves to the high level of coordination
required to achieve signific;nt sysgems change, whith ma§ account for
the slow, failure-ridden process of educationﬁl'change'u;ing thé |
egglusively rational model. Everhart (1976) recommends the ab;ndonment
of néhytical models for describing how schools attempt to put ;duca-
tional inmovations into pracfiée and the adoption of.the view'that
innovation is an existential process of 'becoming.' Although the
foregoing viewpoiﬁts represent a more realistic represéntaﬁion of
educational innovation, it is still assumed that, basically, teachers
are digsatisfied with their preseﬁt'behaviof and want to change. Arze
they, and do they?

Unfortﬁnately, the perqpecfive of the individual teacher has been
paid scant attenﬁion in the 1iterature; Evehbif the teacher desires to
change his behavior, many forces will constrain h}m (Kozuch, 1979;
Joyce, 1976; Lieherman'and Millér, 1979b). The life of the teacher is
so complex thét anything additional overloads him almost‘imﬁédiately
unless his conditions of life are changed substantially; the d;iliness
of teaching and the ty;anny of schdbl life are sufficignt to Fonsuﬁe
his daily energy_qqéta (Joyce, 1976:16). Lieber@an“and Miller (1979b)
identify the social realities of teaching; style is pegéonalized;
rewards are derivéd from stuAents; teaching and learning links are
uncertain; the kpowledge b&ge is weak; teachiﬁg is an art; goals are

.3 .
vague; control norms are necessary; professional support is lacking;

N
%

the work life of the teacher is governed by rhythms, rules,}%ﬁﬁer-:ﬁ



actions and feelings of daily school life. They suggest that these
social realities, in partiqular the fact that rewardé come from
children, not frém-shariﬁg, diséussing and reflecting on the dature of
the work help explain "why teachers become wary of new-achemes,
innovations, new packages, orqeven honest éxhbttations to-do things
(differently“ (Lieberman and Miller, 1979b:55). What are‘teachefs'
vieﬁs on the mneed for énd,e#ge of the introduction  of change into the
classroom?

According to the literature, rejecting an innovation is,c?qsidered
to be an uqdeéirable characteristic and adopting one is considered to
be indicative of é groﬁing person, a true professional. The Rand study
(McLaughlin and Marsh, 1979) found that the more experienced teachers
werevleﬁs iikeiy to change their practices as a,resﬁlt of project

_ participaﬁion and this was éonsidered‘to bé the 'calcif&iné effect' of
the way écho&ls are managed and the way professional developmént
activities are provided for staff (McLaughlin andearsh, 1979:84). 1Is

- this an accurate interprefation‘of the researcﬁ fiAdings or are
possibly.inaccurate assumptions regarding teachers' reasons for.
atténding inservice educaqioﬁ‘activities and irrelevant criteria for
assegsing’the effectiveness of such éctivities causing teachers to be
negatively and ﬁnfé%?ly labelled? Nicodemus (1977) considers that
‘resistapce to an innovation may be>a'highly desirable\attitudL for the -

_‘-gpgjority of teache:éﬁas those rejecting were more knowledgeable about
" the new curriculum than were those.adOpting; innovators may have

motives unrelated the,;bjectivés of the innovation.
Changes‘in education raise fundamental questions of values and

power which reduce considerably the likelihood of change of any magni- .

<
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tude occurring (West, 1977; Drummond and Lawrence, 19f8; Howey and
Joyce, 1978; Mann, 1978; Campbeli, 1579; Popkewitz, 1981). Research on
adult‘soqialization suggests that adults' values and commitments are
stable and not very malleable (Schiffer, 1979:7). What teachers are
AOing ;éptesents their best prbféssional and personal judgement and
thus’failure to stimulate change may be because they believe in what
A4tﬁey aré doing (Mann, 1978). And, as Goodlad (1982:19) reminds us, ''we
must never gnderestiﬁdte the extraordinary stability and resistance to
change of pedagogical procedures." According to Mann (1978), the
process of changing schools is a lot like the process gf politics: all
classroomé have a constitution; all innoﬁatiéhs imply a profound trans-—
formation in the authority structure of the claséroom; it is the -
teachers' professionallautonomy that is being diminished) their
persoﬁal and professional self—identity that is being questioned. Do
teachers consciously reject én innovation because they believe their
_‘presenﬁ practices are appropriate; or, is the introduction of change
into schodls‘just céé difficuit?

The system's principals have been identified as a critical force
when introducing chénge (Drummond and Lawrence, 1978; Mann,wl978;
Brayne, 1980). However, the pfincipal is constrained by th:‘realitiés
of eve;ydaylscpdol life (Mann, 1978): the public does not want to pay
more ; tﬁe students do not want to work harder; and, the teachers do not
want to change what they are déing. No wonder, as Goodlad k1982:19)
discqﬁered, Fhe %mprogfmént of teaching?%arely is placed on a school-

- wide ?genda. Bﬁt,%%ifhough tLe literature may view the principal as
the ledder, in précélée the collegial approach appears to ‘be dominant

) : ,
and desired. Does the principal play an important role in in=school
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inservice education; indeed is in-school organized inservice education

| as common a phenomenon as the literature implies?

CURRENT SHORTCOMINGS AND RECOMMENDATIONS

Inservice education suffers from shifting needs, periods of

"benign neglect," fads, and marginal resources. It is, at

different times, emphaslzed and ignored ... Although we

know a great deal about inservice education practices, thls )
knowledge does not always inform our efforts. On the .
contrary, what we know is’ a{ten compromised by a multitude

of other factors that 4 & )lanning and delivery

(Burrello and Orbaugh, ;35

The persistent problems that p}dgue inservice education have been
identified in the literature (Rice, 1968; Kozuch, 1971; Rubin, 1971;
?owell, 1974; Roth, 1975; McDonald, 1976; Kahn, 1977; Arends, Hersh and

Turner, 1978; Howey and Joyce, 1978; Mann, 1978; Wilen and Kindsvat-

u ter, 1978; Cruickshank, Lorish and Thompson, 1979; Houston ahd

Freiberg, 1979; Lieberman and Millér,‘1979; Schiffer, 1979; Boscheé and

é..’ Hein, 1980; Braymne, 1980; Joyce and Showers,.1980; Wood énd Thompson,
| 1980; Silver, 1981; Smyth, 1981; Burrello and Orbauéh; 1982; Conran and
Chase, 1982; Johnsoﬁ, 1982; Marker, 1982). The current areas of
concern and recémmendationa as identified by ﬁhe literature are
summarized below.
- In the.past inservice education has suffgréd from the fﬁilowiﬁg
shortcomings:
-= ' It has had é deficit not a developmental orieqtation; it must

not merely make up for the shortcomings in preservice



education, it must promote the profegsiongl growth of the
teacher. ‘
Inservice education has not had as a model a recognizable

pattern of orderly and continuing dévelopment-of professional

_ teaching skills that it could use to develop a program.

Inservice education has not had an integrated plan and long-
range goals; it has not been schoﬁﬂ'or system~based and
focused.

It has not been articulated with other resdurces, programs or

' community needs.

The roles of the university, the governmeﬁt, the school
system, the professional association and the individual have
not been clearly identified.

Too often inservice education has been‘}hap&d by outside
mandates; others have decided on the content of programs,

modes of providing activities, and even decisions as to

" whether inservice education is the appfppriate solution to the

\

problem or need. ' \

- . . . . |
Trad%jlonally inservice education has been "tonsidered Ro be

\ ®

the responsibility of the individual teacher, and the'iﬁgivi-

There has been a lack of input from those purported to be
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dual has borne most of the cost. : ‘\

\

g . |
It has not been conceptualized as a normal and integral part |
of teacher growth. .
It has not been integrated with research findings.

Inservice education has been separated from the complexities

and realities of the classroom. It has not dealt with the
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real problems of the vork group.

-- The importance of the 'tyranny of the school day' when
attempting to introduce change h#a been ignored.

-~ It hahlnot used the exiﬁting resources in the school or the -
>system. :\ .

-- Most presentations are at an awareness level; there is little
modeling, demonstfation or coaching for application. There is
no assistance in applying the new behavior in the classroom,
nor feedback regarding classroom performance.

-~ Little attention is given to the appropriateness of the
presenter éﬁd his,approa;h.’

- Scanﬁ attention has been given to the progeaé of adult
learning.

--  ‘Inservice education activities are not evaluated systemafical-
ly or formally. If there is an evaluation it ié usgally in
the form of an opinionnaire campletedbby the participants.
Such subjective evaluations are of little value as teachers
are inflgenced by many unrelated factors.

The foregoing shortcomings were identified in the iiterature. What
is not known is whether teacherg, those for whom inservice éducation
activities are organiiéd, consider these to be areas of weakness, or
whether, from tﬁe perspective af the participant; other, diféerent
areas of concern Qquld be identified. It is possible that the listed
shortcomings are weaknesses only from an o:ganizer's point of view, but

may not be the most serious areas of concern from the viewpoint of the

participants.



In order to improve the effectiveness of inservice education, the

following recommendations have appeared in the literature:

Inservice education should be seen as a sqciai investment
providing developmental capital thgt will increase faculty
contributions and productivity over time.

Inservice education should not be vigwed as a pefaonal
obligationlbut should be viewed as an organizational
innovation that shifts the burden of growth from ‘the
individual teacher to the professional group and institution.
However, it is recognized that the value of an innovation is
directly relat;;wto the individual; to be of value to the
individual it must be relevant, applicable and experiential.
To be effective, insérvice education must have support at
sqhool, distriff, provincial, and professional association
levelé; the cooperation of the school princiﬁal is seen as -
essential. .

To be ‘acceptable to teachers, it must be demonstrated that
student—-teacher contact time lost will be offset by an
increase in étudent skills and knowledge, and that'inserviée
education will ‘have a positive effect on staff performan%e.
It must be conceptualized'as.a normal and integral part Ef
teacher growth and inéorporated in;o the aay—to-day function-
ing of schools.

o

There must be continuous, comprehensive programs that are

compatible and support the proféssional goals or requirements

of teachers; programs should be ¢ based and focused.



-~ The scope of the programs should be as broad as the profes— -
sional needs of the teachers.

-- It must be recognized that the professional development needs

-

of expé;ienced teachers are different from those of new

-

tegéhers.
—-- Creative alternatives should be offefed to teachers; the

tr;ditional.focus has -been onfinétructional competence, using

lecture presentation. |

From the forégoing it would appear that what Moffat (1963) wrote

almost twenty years ago is relevant today:

Social scientists have repeatedly asserted that the success

—of inservice programs largely depends upon the degree to

- which teachers themselves identify their problems. The
recognition of one's inability or of the need for change in
order to grow, dissatisfaction with one's behavior in
teaching, or a more determined effort to improve the school
system are more successful in motivating productive teacher
action than are orders to do or not to do (57).

(thus) ... Only under those circumstances in which teachers
find their own problems and want to do something abdut them
can effective inservice education programs exist (59) ...
The faculty of the entire $chool system should actively
participate in revising .the philosophy of the school and
the objectives of education. If teachers do not know the

. objectives of. the school they will not know where they are
going or how to get there (59). '

The best unit of organization of inservice education for

most problems appears to be the individual school faculty

(Moffat, 1963:61).
Writers are advocating essentially the same approach to inservice
today, calling its staff development (Lieberman and Miller, 1979;
Sergiovanni and Starratt, 1979) and suggesting that a school-based,
school-focused inservice education program is an effective way to

, <5
introduce change into schools. “ud
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Do the foregoing recommendations accurately reflect teachers'
wishes reéarding inservice education? Can inservice education be so
neatly delineated, categorized, wrapped and delivered; and if so, why
the over—abundance of litérature yet paucity of acknowledged effective

learning experiences?

CONCLUSION

It -is probable that much of‘the literature on inservice education
is full of platitudes, half—?ruths, assumptions, common sense wisdom
-and false premises. The literature appeafs‘to view inservice education
‘as-a rational, linear process that is part of the change process and to
assume that teachers attend inservice actibities Qith the specific
intent of improving their professional competence by changing their
classroom behavior in the ways suggested. It presupposes that a change
in behavior is desire&, required and benefi;ial, and it assumes that if
the teacher does not change his behavior upon returning to the class-—
room the activity was unsuccéssful and the formula used‘néeds to be
altered. The key to success is identified as finding a new and moti-
vating model for the delivery of inservice.education. Thus the symptom
appears to be treated as the diseése. The literature is replete with
lists of criteria, guidelines, models, shortcomings and recommenda-
tions, all of which, it is posited, reflect the assumptions of the
writers, which may not necessarily be consistent with the viewpoint of
.the gxffi;iﬁants. It does not appear'to have been seriously considered
“'Egat/ﬁge'teacher may not have attendéd the activity with tﬁe intent of

changing his behavior, or that after attending the activity the teacher
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may consciously choose not to change his present classroom behavior.
Nor does the literature consider that teachers mnylhave different
criteria from writers and organizers for detemmining the ei&g&;ﬁveneaa
of inservice activities.

The literature, although acknowledging that inservice activities
may be of both a formal and informal nature, tends to ignore activities
of a non-formal nature and concentrate on formal, organized activities
of ﬁhe workshop or lecture type which have as their goal a particular
overt behavior change which c;n be. easily identified and used to
evaluate the's;ccess of the activity. Thé literature deals disparag-
ingly with 'one-shot' activitieg, particularly those at aﬁ awareness
level yet such activities are attended regularly by teachers and it is
postulated may satisfy certain needs. In addition, no mention is made
of activities of a motivatioﬁal or personal development nature,
although at present such activities are featured regularly in many
ingservice programs. Ithheyliterature inservice education tends to be
considered as part of a large-scale innovation project or form#l staff
development program alﬁhough4it is bossible that the mgjority of
teachers may never be involved in such projects. Too, the literature
appears to assume thaﬁ there is a pool of effective, trained presenters
and that particip;nts are consistently éxposed to worthwhile 1e;rning
experiences. Research findings relating to adult learning andldevelop—
ment, the motives of adult learners, the concerns of teachers and the
nature of professional learniné appear to have had little influence on
inservicereducation. Ig is suggested that such knowledge can ﬁake a
worthwhile contribu;ign towards a greater understanding of teachers'

beliefs and activities in the area of inservice education.
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The review of the literature has presented a summary of the current
research and writings in the area of inservice education and has

endeavoured to point out the possibly inaccurate assumptions that form
‘the rationale for teacher inservice education. The intent of this
study was to determine teachers' perspectives on inservice education in
order to ascertain if the beliefs and activities of those who
participate in inservice education subatantiate the 1itgr§ture or if
the literature on inservice education is premised on incorrect
assumptions.

The literature acknowledges that much of inservice education fails
to meet the expectations of both participants and organizers and it was
conjectured that there may be a mismatch between the goals of those
'organizing and those attending the activities. It was further posited
that if such a goal mismatch occurs it may help to explain the fairly
common and consistent iack of satisfaction with inservice education
from the viewpoint of both ofganizers and participants. dnce the
findings of the study have been reported the literature will be:
revigsited to determine if it is consistent with teachers'.perspectives
or if it is indeed based on inaccurate assumptions. Because the nature
of teachers' perspectives had not been determined, the researcher
adopted avresearch stance which permitted her to determine how teachers

| perceive the world of inservice education and which avoiéedﬂimposingﬁon

teachers the preconceptions of others in relation to teacher inservice

education.



CHAPTER III
METHODOLOGY AND PROCEDURES
INTRODUCTION

The purpose of this study was to determine teachers' perspectives
oﬁ inservice education. In this chapter, the appropriateness of the
methodolégy will be argued and the data collection and analysis
procedures will be presented.
Although there is a vast array of ar:icles»and texts on the ;opic
of inservice educatign, the field lacks a formal, systematic research
base and tﬁus "until inservice teacher education is examined more
‘closely, we can only talk about what we’think we know" -+1ckshank,
Lorish and Thompson, 1979:31). In particular "inservice education
research has given little attention to descriptive studies" (Cruick- ‘Egk;x
shank, Lorish and Thompson, 1979:31). | e
Given that there is a lack of research in the area and that a
fully-formulated theory has not been developed, an inductive approach
in which the researcher enters the field with an area of interest, some
general questions to be answeréd, but no more, was adoptéd. It was
anticipated that a descriptive and interpretive study employing qualit-
ative research strategies would shed light dn one aspect of inservice

education, namely teachers' beliefs and activities. Glaser and Strauss

(1965a; 1966; 1967; Glaser, 1978) describe a careful method by which

//
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social scientists can ground thoir research and theory in the reality
they are studyxng. Their approach allows "important concepts, basic
categories and significant hypotheses" (Glaser and Strauss, 1966:57) to
emerge and avoids the danger that the data may be forced to fit pre-
determined categories. This general otrategy has guideﬁ.the present

study. The views of teachers were obtained using the field research

techniques of in-depth interviewing and participant observation.

-
cd

QUALITATIVE RESEARCH METHODOLOGY

Introduction P

As Rist (1979:18) points out, '"the decision on the style of
research one chooses to employ should be a matter of 1nﬂormed judge-
ment, not of orthodoxy ; different problems require different types of
investigations and the goals chosen largely determine the general
methods used and thus the kinds of data produced (Quarter, 1975:47;
Douglas, 1976:8). In order to answer the question posed in this study,

namely 'What are teachers' perspectives on inservice educationﬂ‘;vthe

LI

2.
O L

- concept of symbolic interactionism was considered to be an approprlate"

one to guide the research. . Symbolic 1nteract10n13m, wh1ch has come to'

- -z

be a label for a relatlvely distinct approach to the study of human |

e ) o ¢
group life and human conduct, has its roots in the‘ratypnalxsm:b@hLocke¢?§%:

SR . PO
and emerged out of the works of, among others, Dewey aqﬁ'Mead;fMgad

being considered its chief architect. It was given itgwq’

"who is considered to be the foremost exponent of this pe

although many distinguished philosophers and soc1ologxsts are 1nc1uded
,J.

in its list of adherents (Blumer, 1969; Manis and Meltger, J972)
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Although there are widely different interpretations of the symbolic
interactionist viewpoint and it; implications, it emphasizes the con-
structed, emergent and dben—ended nature of experience, persons and
social life (Lofland, 1976:319; Lihdeswith, Strauss and Denszin,
1977:31). According to symbolic inéctlctionintl, a situation has
meaning only through an ind?vidunl'l interpretation and definition of
it. Actions in turn stem from this meaning; thus the process of intef;
pretation acts as the intermediary between any predisposition to act
and the action itself. It assumes that human societies are negotiated,
eﬁcrgent productions and that human beings have the capability to
ehgage in self-~directed linguistically grounded reflections ;nd that
this reflective ability enables péoplé to enter inﬁo the organization

of their own lines of action. Ounce joined, these individual lines form

' interactional patterns and it is these patterns which must be under-

\

stood if the character and makeup'of‘sociallstructure is to be

understood (Denzin, 1978:1). Tﬁus:

While people may act within the framework of an organization,
it is the interpretation and not the organization which deter-
mines action. Social roles,fﬂbtqgg values and goals may set
conditions and consequences for action but do not determine
what a person will do (Bogdan and Taylor, 1975:15).

@

Symbolic interactionists base their philosophy of science upon the
princfple of subjectivism\which argues that "one must become closely
involved with those persons, situatio; and social groups for which

one's theory is intended to account" (Denzin, 1978:3). Without such an

involvement, a distorted account will be presented.

Symbolic interactionism is a down-to-earth approach to the
> scientific study of human group life and. human conduct. Its
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empirical world is the natural world of such group life and _—
conduct. It lodges its problems in this natural world, .
conducts its studies in it, and derives its interpretations

from such naturalistic studies (Blumer, 1969:47).

Consequently, although there is nothing inherent in this perspective
that commits its practitioners to one method, or body, or type of data

over another (Lindesmith, Strauss and Denzin, 1977:31), symbolic inter=-
oo -1

N
actionists have emphasized the use of the naturalistic method of

inquiry. The fundamental goal of this method is:

-

.« to develop theories which explain the feelings, emotions,
deflnltlons, attitudes, and actual behaviors of those observed
... Central to such a method are ... participant observationm,
unobtrusive methods, historical-—comparative techniques, inter-
. views, .grounded theory constructions, and triangulation (the
combination of research methods) (Denzin, 1978:1,2).

In this study, given the nature of the question to be answered:
"What "are the beliefs and activities>of teachers as they relate to .
inservice education? ", the symbolic interactionist pérspective“and the
ﬁaﬁﬁrglistic method of inquiry were considered to bé;%ppropriate and

. | .

were adopted in order to permit the researcher to become '"acquainted
: ' ‘ q

with the perspective of those he is studying" (Wilsonm, 1977:261).

Field Research Strategies e

Often the terms naturallstlc or qualitative research methods .and

field research are used interchangeably to refer to "all forms.of study

-

of society in natural situations by means of natural (rglatively uncon-

trolled) social interaction" (Douglas, 1976:16).

" Quali v e methodology refers to those research
strategz s, such as participant observation, in-depth
interviewing, total participation in the activity being
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"investigated, field work, etc., which allow the researcher
to obtain first—hand knowledge about the empirical social
world in question. Qualitative methodology allows the
researcher to "get close to the data," thereby developing
the analytical, conceptual, and categorical components of
explanation from the data itself (Filstead, 1970:6).

Although some literature might lead‘the reader;~?'
a relatlvely new research technlque, in fact fié “%esearch has a long
h1story in anthropology, since the 1800 s, and in sociology since. the

early 1900's (Bruyn, 1966:9;'Johnson, 1975:x). According to Habenstein

(1970:3), field research consists primerily in finding certain kinds of

. people and getting them to reveal the things .that our codcepts, hunches

and sensitivities as practitioners of social research direct us to look

for: “ C o

Seen programmatlcally; field methods deliver data to
concepts and techniques are consequently grounded in the
heuristic value such ﬁata display. Theory, it would
follow, is grounded in the return trip, with concepts
validated by the efficacy with which they apprehend and
give meaning to the data of f1e1d technique (Habenstein,
1970:6).

ﬁ - Y

McCall and Simmons (1969 i) state that f1e1d research is the least

systematized and cod1f1ed of all the research methods employed to study f
social organizations ﬁor the followlng reasons:

1. It is not a single method but a characteristic style of research
IR o
which makes use of a number-of methods and techniques: observa-

/ : x ; )

tion, informant interviewing, document analysis, respondent
interviewing and participation with self-analysis.
! ! -
2. It is intentionally unstructured in its research design so as to

maximize discovery and'description rather than theory testing.

Participant observers do not employ a‘griorijgtandardization of



concepts, measures, samples and data but rather; seek to discover

and revise these as they learn more about the organization being

. e
studied. M#

3. The resulting data are typically qualitative wather than quantified

A

scores readily amenable to standard statistical analysis. .
4. It is a relatively expensive piocedure as it demands months or

years of active field involvement for the researcher.
' ' ) ' : L
5. The practical problems arising out of the researcher having to

substantially live among the subjects of his study réquire

£
"

considerable thought and human relations work.
In recent years the various strategies, processes and pitfalls

associated with field research have been dealt with in various texts

\

and articles;(Jﬁﬂi;r,.l966; Cicourel, 1964; Dalton,'196z; Bru;n, 1966;
Glaser and Strauss, 1967; McCall and Simmons, 1969; Dexter, i970;
Filstead, 1970; Habenstein, 1970; Wiseman and Aron, 1970; Schatzman and
Strauss, 1573;‘Lutz and Ramsey, 1974; Bogdan and Taylor, 1975; Lofland,

1976; Wilson, 1977;>Giaser,'1978§ Denzin; 1978; Miles, 1979; Spradley,

1979, 1980; Pattom, 1980; Bodgan and Biklen, 1982). The foregoing v

references are of a prescriptive nature gnd outline how field research

should be conducted. Johnson (1975:25), however, believes that '"the
accounts found in the traditional literature tend to be highly over-

formglized and overfationalized," “ Consequently, pe:héps of even

greater value to begihning field researchers are a small number of

-texts which}huggegﬁ not only how field research should be carried out

!
{

but also_prbvide detailed descriptions of actual field research

i ' . .
projects cdnducted by the authors and how the authors coped with

problems tﬁat can and did emerge during field research (Riesman and
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Watson, 1964; Hammond, 1967; Wax, 1971; Glazer, 1972; Johnson, 1975;

Douglas, 1976; Reinharz, 1979). - w

The Qualitative Research Method in Education

Traditionally, research in the field of education has Qdopted the
research methods associated with the natural or physical scieﬁces, but
in recent years there has been growing disenchantment w1th the pro--
cesses and results of tradltlonal educatlonal research methods and an
increasing interest in what, according to Spradley and McCurdy (1972)
and §odgan aﬂ; Biklen (1982:19), aré generally labelled ethnographic
‘méthods. Bogdan and Biklen (1982:27-30), who are concerned specifical-
ly with qualitatiV§ research ih edﬁcatién, consi&er that qualitative
research approaches, whigh desire t6 capture perspectives aqcurately,.
hare some, but not ngcessarily'all, of the following characteriétics:
1. Qualitative research has the natural setting 'as the direct source
of data and the researcher is the key instrument.

2. Qualitative research ir descriptive,4 |

3. -Qualitarive researchers are'concerned‘with prbcess rather than
simbly with outcomes or products.

4. Qualitative reéearchers“tenﬂ to ‘analyze their data inductively.

5. 'Meaning" is of essential concern to the qualitative approach.

As West (1977:61) points out, such QPProacﬁes "allow.one to under—

stand how copéeptioné held by people shape their behavior, at least in

part, and how such conceptions and behavior change over time." Wax and
Wax (1971:3) state that:

From a comparatlve and hlstorlcal perspectlve, the. vast
body of research literature on schools ‘and educatlon
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“appears both pseudoempirical and pseudotheoretical ... the '

“bulk of their efforts contrasts markedly with its quality
and its impact because their vision has been constricted by
an interlocking chain of assumptions ... thus instead of
inquiring what sort of social processes are occurring ,
in-*and in relation to--the schools, researchers and
critics have defined their problem as one of discovering
“how to make the schools teach their individual pupils more,
better and faster.

. Goodman et al. (1979:51) point out that educational research is "neck
deep in questionnaires but observations of actual behavior are rare."
Suchiinformation gathering techniques as questionnaires describe what
men do, ''mot what they think about what they do, or why they do it"
. (Houle, 1963:8). However, as Haller (1979) suggests, it is not that
' questﬁgnnaires are somehow wrong, but rather that other ways of obtain-
ing informa;ionJafe more useful, dependingbon the problem being
investigated:
Questionnaires are best suited to measuring attitudes,
opinions, and values (when these are preconceived by the
research), for collecting demographic information, and for
garnering rather simple facts about a social system ...
they are ill-suited, however, for ascertaining intentions—--
egpecially when, as often is the case, those intentions are
notiwell formulated by the subject himself. If we wish to
know people’'s reasons for acting in some way, other metho-
dologies are usually more appropriate--interviewing or
participant observation for example (Haller, 1979:49).
Willower (1980:11) believes that 'the obvious strengths of qualitative
methods lie in the production of new concepts, ideas, and hypotheses
and in the immediate and holistic nature of the information presented"
and advocates that there be more qualitative»résearch'carried out in
the fie}d of educational administration.

In"recent years there has been an increase in the number of

research studies in education employing qualitative methodology and
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'field research strategies (Cicourel and Kitsuse, 1963; Jackson, 1968;M
Ryan, et al., 1971; Cusick, 1973, 1981; Wolcott, 1973; Cicourel, et
al., 1974; Quarter, 1975; West, 1975; Elliott, 1976;"Everhart; 1976;
Janes’ick’, 1977, 1981a, 1981c; Magoon, 1977; Smith, 1977; Kozuch, 1979;
Friesen and Duignan, 1980; Ingv;rgon and Greenway, 1980; Clark and
Florio, 1981; Sproull, 1981). Too, there has beén a corfesponding
increase in the number of articles dealing with the use of field
research techniques in'educatiénalgggfgzaés and - the .problems that may
arise (Biddle, 1967;'W01Co£t, 1971; 1975; Erigkson, 1973, 1979; Lutz
.anleamsey, 1974; Quarter, 1975; We;t, 1975, 1977; Fienberg, 1977;
‘ Magoon,'1977; Rist, 1979, 1980a, 1980b; Wilson, 1977; Smith, 1978,
1980; Stake,.1978; Miles, 1979; Clafk, 1980}.Hymes, 1980; Battersby,
1981; McCutéheon, 1981; Paddock and PacKard,»léél), |

Noné of the forégoing studies, héwever,viaa addressed the topic of
teache?s?-perspectives on insgfvice education althougﬁ the clasproom‘

perspective of an elementary teacher (Janesick, 1977) has been

described.
RESEARCH STRATEGIES APPROPRIATE FOR THE STUDY

In an exploratory study such as¥§his one of a relatively
unresearched toﬁic, namely that of”teachers' perspectives on inservice
education, where the researcher may be unaware not only of tﬁe
responseﬁ but also of the questions to ask, -a probing semi;strucfured
approach to data collection was deemed to be apgropriatef

Consequently, in-depth interviewing -became the major research strately’

adopted ‘and parCiPAnt‘obsérvation a secondary technique. As Webb and




- are satisfactory when the researcher knows the answers desired but
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Webb (1968) and Cicourel and Kitsuse (1963) point out, questionnaires

otherwige "fixed-choice questions with focused probes would presuppose
the very knowledge we were seeking” (Cicourel and Kitsuse, 1963:150).
Participant observation was not considered to be an appropriate major

M

£
3 ] + * [ 3 - .
data gatherlngiﬁgiategy as 1nservice education 18 not necessarily an
on-going, overt, in;schgol activity that a researcher can observe by
living in a school for a period of time. Paxticipant observation,

however, was considered a suitable technique to use when attending

formal, organized inservice activities.

The In-Depth Interview

An interview is "a face to face verbal interchange in which one

person, the interviewer, attempts to elicit information or expressions

of belief from another person or persons" (Maccoby and Maccoby,
1954:449). The interview is considered to be one of the major research
techniques employed by the social scientist (Dexter, 1970; Wiseman and

Aron, 1970; Denzin, 1978) for as Denzin (1978:89) states:

In the ultimate analysis sociological theory rests upon the
interview for it remains (and rightfully so) the basic
source of sociological data. The interview mgy be comple-— /
-mented by other methods ... but it will never be replaced.

The purpose of interviewing, according to Patton (1980:196):

+s. is to find out what is in and on someone. else's mind
«+s it is NOT to put things in someone's mind ¥ for example \
the interviewer's preconceived categories for organizing
the world) but rather to access the perspective of the
person being interviewed. We interview people to find out
_ from them those things we sannot directly observe. The
issue is not whether obserw#ional data is ‘more desirable,

57
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valid, or!' mean1ngfu1 than aelf-report data. The fact of
the matter is that we cannot observe everythlng. We cannot
observe feellnga, thoughts and intentions ... the purpose

- of 1nteqv;ew1ng then is to al us to enter into the other
person’s erspective. The ass tion is that the perspec—-

tive is meaningful, knowledgeable and able to be made
explicit.

There are a variety of forms of interview, from those that rest on
hlghly structured formats to those that are open-ended and employ
neither fixed questions nor a pre-detetmined order»for\asking-questions
(Paul 1953 Merton, 1956; Rlchardson, Dohrenwend and Klein, 1965;
Sanders, 1974; Denzln, 1978; Patton, 1980). When the latter format is
adopted, Cheu;éEEarche: has -a sense of the inf;rmation that is required
énd'attempts\to gather it; there is a fluid and constant interaction
between hypotheses and questions and the_researcﬁer uses each respon-
dent as a source and a d!!ffof emerging hypotheses. This strategy is
compatible witﬁ the naturalistic approacﬁ.

In this study, an open-ended, semi-structured approach was employed
in conjunction with in-depth elite and specialized interviewing as
outlined by Dexter (1970{. A semi-stwhictured approach was adopted iﬁ
order ﬁo place limits on the range of possible topics ﬁhat could be
addressed.and thereby focus the interview. In elite and specialized
1nterv1ew1ng as deflned by Dexter (1970 5), the interviewee's defini-
tion of the situation is stressed; the interviewee is encouraged to
structure his account of the situation; ‘and the interviewee is permit-
‘ted to intro&uce his notions of what he regards as relevant, iﬁstgad of
relying upon the investigator's notions of relevance. Wiseman and Aron

(1970:27) state that the depth interview:
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.+. enables the 1nvest13ator to probe the intensity of an
individual's feelings about a given social phenomenon, the
intricacies of his definition of it, and how he relates it
to other areas of h1s social life.
The researcher uses in~depth interviewing rather than observation
techniques when he decides that the only way to know what is on the
respondent's mind is to ask him and that to ignore this vaiid informa-
tion source would be less than professional (Dexter, 1970:18; Wiseman
and Aron, 1970:30,31).

According to Dexter (1970:13) the elite and specialized interview

should be used when the following conditions exist:

(a) alternative techniques have been seriously considered

in terms of the research issue, (b) the research issues

have tended to determine the selection of, techniques,

rather than the reverse and (c) inferences drawn from the

interviews can be subjected to some sort of independent

criticism, or preferably, vigorous test.
Dexter elaborates on the last point. He states that when the inter-—
viewer knows a great deal about the topic, he can make appropriate
discounts of interview statements by refefence to other sorts of data
including 'common sense,' common knowledge and so forth. Thus dif-~
ferent interviews, if selected with such a possibility in mind, can be
used to check and correct onme another (Dexter, 1970:14). He points out
that most of the scholars who ostensibly rely upon interviews have a . .::
great deal of independent knowledge about the tbpic, and he warns that
the researcher should not use this interview approach as the major data
gathering strategy unless he has enough relevant background to make

sense of the interview conversations (Dexter, 1970'17) Whén he was

writing about congress he was living in WashlngtOn at the t;me and had
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extensive knowledge of and contact with congressional personnel and

"all these factors made my analysis of interviéwafsopewhat credible"

(Dexter, 1970:14). 1In this study, the researcher is a teacher who .is

familiar with and knéwledgeable about inservice activities, schools and

educational systems.

According to Patton (1980:197), "the task of the interviewer is to
m#ke it possible for the person being interviewed to bring the inter—
viewer into his world." The researcher carrying out ;n in-depth
interview is faced with some fundamental problems: he must create and
maintain a bersonal rapport which .will enabfe him to obtain frank
,an;;ers from the respondent; he must assure tﬁe respondent that his
identity will be kept confidential and that the information is required
for a legitimate study (Cicourel, 1964:75; Dexter, 1970:64; Wiseman and
Aron, 1970:28). Although there are no ;niversal rules concerning how
to conduct an interview‘(Dexter, 1970:24), the followingrprincip}es of
interviewing generally are agreed ;pon (Caplow, 1956:167) and were
adhered to by tﬂe regsearcher in this study:

l. The interviewer should not iﬁterject his own attitude or experience

, intp conversations or express value judgements.

2. Beqause any sequence of questions structure the subject matter, the
interview schedule should héve the minimum number of questféns in .
the simplest form ;daptable to the problem.

3. The response which can be anticipated for the question is often
quite different from the logical complement of the question.

4. All interview schedules and questions entail certain unpredictable

effects,



5. The attitude of the interviewer towards the respondent should
_always be extremely attentive and concentrated.

6. The e#perf inCerviewér is much more than a recording device. He
should purs;e questions to the point where there are no ambiguities
for him.

Patton (1980:195-263) devotes a chapter to the topic of qualitative

interviewing in which valuable guidance is offered to those who wish to

uge this technique.

The particular interview format adopted in this study was a combin-

ation of the informal conversational interview which relies enfirely
;pon the spontaneous generation of questions in the natural flow of an
interaction‘and the general interview gq}de approach which involves
outlining a set of issues that are to be explofed with each‘respondent
before the interview begips, but the issues are not pursued in any

particular order and the actual wording of the questions are not deter-

mined in advance when using this approach:

-

The interviewer remains free to build a conversation within

a particular subject area, to word questions spontaneously

and to establish a comfortable style but with the focus on

a particular subject that has been predetermined (Patton,

1980:200).
Since inservice education activities are not necessarily obvioué, and
since what constitutes an inservice activity has been defined by
others, not necessarily by teachers, in order to determine the perspec-
tives of teachers it was considered necessary to conduct open—-ended,

. i ’ »
informal, guided but not structured interviews with teachers. The

topic of interest was known in advance but teachers were permitted to

‘develop the topic and to share their views in whatever manner was

66



suitable, comfortable and appropriate to the individual. The initial
question was simply, "What are your views on inservice education?".

The researcher did not have a typed interview guide in front of her as
|

.~

it was anticip*ted that this could result in t;ichers' rendering narrow
reaponh?lrto the questions listed. However tﬁe researcher did know all
the areas of interest to which responses were desired and if a teacher
did not spontaneously offer information on a particular point, then a
more focused but ﬁeutral question was posed by the researcher. Thus
the researcher ensured that during the course of the int;;yiew at least
the following information was obtained: the individual'a definition of
the terms inservice education and professional development; his
attitudes and beliefs regarding inservice education; the n#ture of his
wants regarding inservice educatioﬁ; the benefits he expects to obtain
from attending inservice educat;on activities; the nature of his
complaints rﬁlating to inservice education; in what ways, if any, chgr
than attending organized inservice activities he considers professional
growth can occur; if his inservice needs appear to change over time;
his views on attendance at and timing of inservice activities; and what
he considers to be the role of central or district qffice and the
university in inservice educationm.

The researcher wished to determine the views of teézhers, not their

\ .
responses to predetermined categories. Consequently, open—ended,

in-depth, elite and specialized interviewing appeared to be the
appropriate strategy to employ to detetﬁine teachers perspectives on

inservice education, a relatively untouched research area, as these

perspeqtives cannot be teadily observed. \ ' B



Participant Observation - ;g"., S

» Particiffint observation was the secondary data gathetihg technique ,é
employed in the study. There are four possible purtic1pant obsﬁrvet
roles (Junker, 1960:36; Denzin, 1970:189): complete participation,
participant as observer, observer as participant, and completﬁ
,bbaerver.’ The researcher atteénded inservice activities in the:capacit}?i
‘of observer as participant; she took part in inservice education
activities but did not attempt to conceal the faét that she was
conducting research in the area of inservice education. She observed
the types of activities being offered, the Behavior of the presenters
and participanta at the activities and she mingled withlpartggépants
before andyafter the presentations. In addition, she approached both
casually and formally teachers with whom she was acquainted to

ascertain their views relating to the particular activity, constantly

seeking confirmation or rejection of tentative hypotheses.
DATA COLLECTION, ANALYSIS AND REPORTING

Data Collection

Negotiating entry is the first step towards data collection and
according.to Wax (1671), Cicourel and Kitsuse (1974), Johnson_(1975)
and Douglas (1976), acceptance will be determined by’ho& those in the
research situation perceive the researcher, not his research topic, and
interest may not result in cooperation. In this study, the researcher
was warmly received by school personnel and was able to obtain a

sufficient number of volunteers.

B



JPermi--ion was given by two school systems for the researcher to
approach teachers npd attend in-crvico’nctivitien.d In order to enter a
particular achool, théqfnlenrcﬁer had ;b obtain the- approval of the
pr(ﬁbipali Once the pr;dcipnl had agreed to cooperate, the researcher
asked th; principal to include a brief description of the study at the
next staff meeéQng and to ask for volunteers. Following the staff
meeting, forms (Appendix A) were distributed ‘to teachers and those
choosing fo be interviewed returned the forms to the principal. A week
later the researcher picked up the returned, forms at the school office,
or was given the names of volunteers over the‘telephone by th:
principal. The researcher then contacted each teacher ‘i.ndi..vi‘dually and

arranged an interview time. This was the procedure followed in all of

the scho&&a included in the study. The majority of the interviews were

‘with'indiVLduhL teachers, and a few were group interviews. A total of

77 arranged inierviews were conducted with 86 teachers; in addition the

researcher had many brief, casual conversations on the topic with
e . . Coad

-

" teachers while waiting in schools, while attending inservice activi-

Ve,

tieg,‘hnd on other oécasions? Administrative personnel with a teaching

cértigicétg ﬁefe also approached and several cooperated. During the 12

[N

vmanﬁh data collection period the reaeiréher attended 6 day-long

inservice sessions. : -

. B

- .hgbe'researcher used shorthand and longhand:notes to record the

“;viewé of the participating teachers. As soon as the interview was

-‘téyminated and the researcher had left the school building she reread

" her notes, included'additiona%4commenta;*obaervations or reactions and

- transcribed any shorthand notes. Dexter (1970:60) disputes the belief

that the tape recorder necessarily makes something more authentic or

N
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objective and Wiseman and Aron (1970:28) agree that although the tape
recorder often is used, it is by no means necessary. In this research
#studf, the researcher delibezately madé: the decision not to use the
tape recordet but rather to record thevcomments of the teachers by
handf There were two reasons for thia,decision: it was anticipated
and confirmed by teachere‘that they preferred not to have their views
'reeorded on tepe, and that using the tape recorder would have an
inhihiting effect on the .comments made at the interview; in additionm,
‘the researeher found'that the teachers appeared to talk freely and at
length when the researcher was absorbed in rebording their comments.
Being oceupieu’by notetaking ensured that the researcher was not drawn
into a conversation with the reepondent. The reseatcher found that %3
vlong as she was busy taking notes, the teeeher cont1nued to talh but -
often when she stopped notetaklng and looked at the respondent, the
a

respondent concluded the statement or attempted to obta1n the
regearcher's views on 1nserv1ce education. Although the researcher'
should’and:oid conttibute vetbal and‘non-verhal'indications of interest
and the occasional.neuttal comment, for the most part she was.busy\ |
tahlng notes whlch ensured her|views did not colour the responses of. -
the teachers. CW1seman and Aron (1970:28) found that respondents, far
frog;being annoyed et the 1ength of time taken to write‘down their
'comments, were flat;ered that the researcher“w1shed to take down their
- comments accurately'end in detail. Dexter (1970 57) belleves that the

1researehet‘cenhexert some‘control over the 1nterv;ew by the method of

notetakingu The experience§ of the researcher in this study concur

with the foregoing statements. However, the researcher believes .that -

i ‘.

»
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‘recoraing'notes by hand would be~difficu1t(if the researcher could not

'luse‘some form of shorthand.

.Formal texts on fteld reaearch normally do not mention the stresses
v.that can accompany auch strategxes. A few wr1tera candidly chronicle

"~ their own experiences and document feelings of'inadequacy, self~doubts,
exhaustion and'phyaical complaints (Wax, 19?1;/G1a§er, 1972; Johnaen, -
1975; Reinharz,.1979). The strain.of conducting in~depth interviews is
not as great as ‘that which can aecompany iiving in a community for 'an

extended period of tlme as the 1nterv1ewer returna “home d311y, and doep

. [/' . 4“ '
14\
not neceaaar11y conduct an'interview every day. Thua he hau' he  # -
ry

¥

“'4; N

required contact with 'outisiders’ whlch is considered essent1a1 to

[rd

protect‘his.sanity and his le as a stranger (Whyte, 1955; Nash 1963'

Glazer, 1972). The field researcher muat av01d over-ldentlfylng w1th

those he is studylng and ensure that empathy does not turn to sympathy
(Geer, 1964 Glazer, 1972) Agaln, the 1n-depth interviewer finds 1t
easier to avoid over-ldentxfylng with the subjects than does the full-

tlme,part1c1pant¢observer. In this study participant_observativh
Lo e ‘,V.-J\ - R « o . of
played .a winor rbfﬁ and ther¥fore the researcher did not- experience
’ . : . % ' :
feelings of alienation or undue sympathy. Although the-interviewa'vere

arranged by the. respondents, the reseatcher ensured that there was

sufficient time between interviews if more than one was arranged for
‘ ' 3 1 .
the same day, and that several daysmof interviewing were followed by a

few days out of the field. However, the researcher did experience

¢ ~

mental and some physical fatigue when interviews occurred too qlosely

together for unavoidable :easons and this aspect of field‘research

-shonld not be ignored. It is a physically and emotionally demanding

PN



strategy and those considering this approach should be aware of its
>
deménds.
/
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DatLAAnalysis and Reporting o _ . i

Schatzman and Strauss (1973:145) state that although field research

#jdoes not require an operational design . in the same sense as other
S - - 4 :

research methods, it does require a set of strategies and implementing
tactics to.perolt.the collection and analysis of data. Over the years
—researchers employing qualitative teCholoues have addressed the problem
of inference and proof by recommending proceoures to be followed (Geer,
1964; Bruynm, 1966 Glaser and Strauss, 1967; McCall az? Simmons, 1969;

FEa%t

Denzin, 1970, 1978; Filstead, 1970; Lofland, 1971; Schatzmdn and

Strauss, 1973; Cressey, 1974; Bogdan and Taylor, 1975; Wilson, 1977;

7

Glaser, 1978 M11es, 1979; Patton, 1980 Adams, 1981; Guba, 1981;

R0 I

Janesxck 1981a, 1981c; Bodganzand B1k1en, I682) ' . ‘ /

The data‘oollectlon, codlng/and‘analy81s‘ateps outlined in toe
literature and in this study have a linear quality but in reality the}
oftéo occor”simultaneously. Glaser and Strauss (1967) advocate that
9§§pata qollectlon, codlng and analysls should be ong01ng throughout the
. study as the 1nformat10n obtalned p01nts the dlrectlon for future
/ .
sampling and determ1nes the focus of future 1nterv1ew probes. .In this
study the researcher meyvhave'been negotiating entry in one school,
conducting ioterviews in another,iand aoalyzing the data collected at
‘ yet\another school. Glaser (1978:58) believes that the researcher must ‘

' collect, code and analyze the data himself; a coder can be hired for

"pre-set coded type studies ... IT DOES NOT WORK WITH GROUNDED STUDIES"

v

(oepitals in*origingl), The researcher in this study earnestly under- .

I:J
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lines the’foregoing‘statement. It is difficult to enviaioq how the
researcher can understand and make sense bf che'daﬁgvunless it is
collected and qnalyzéd by the researcher himuelf; ?he*tords on paper
are only'a part of the data; what the researcher sees, hears and
remembers enriches and gives méaning to the interview notes. Thtyl’:”5

researcher's understanding of the situation permits him to interpret
* - .

the data and reveal the patterns. Wax (1971) reports thg: when she was
invdived_in &klarge study which hgcebsitated the use of a;aistanta'she
found~th#t th? déﬁa she gathered herself was far more meaningful and "
permitted her to understand the data collected by her assistants. She
urgés the résearch éﬁordinator to éollect‘as muchcdata ;a possible,
even though théléroject téquifes-a‘team of researchérs.

ratory deacr1pt1ve .and analyt1c stud1es for

Those‘conductipg‘ex%%@
the first time tend to 4?3' their ab;llty to develop labelled
N-t; cLosely. Aasistance idngiyen, hoyéver,
by several aﬁ%hg;a (Sp !dley and McCurdy, 1972; Glaser, 1978; Spradley,
1979; Patton, 1:8/o/'mmer, 1981; Bogdan and Biklen, 1982).°

L
~ In this stu he researcher adopted the general apptoach to -

AN

"inductive rese rch as outlined by Glaser and Strauss (1965a, 1966,

1967)‘and the particular coding and-category devélopment tactics
suggested by Turner (1981). 1In this approach the data collection

process is guided by the principles of theoretical sampling, °

- theoretical saturation and the constant comparative method. The

. . !

_ researcher enters the field with a minimum.of predetermined assumptions

and a general question to be answered, namely, "What are teachers'

perqugiaves ‘on inservice educatlon?"f In the data collectlon phase
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the researcher jointly collécts, codes and analyzes the data and
decide@ what data next to collect and where to find it; evidence is
.collected from other'compgrative group? to check out whether thé
initial evidence is correct. Theoretical saturation is the criterion
for judgiqg when to stop sampling the_diffefent groups pertinent to a
category, that is no additional data are ﬁeing found whereby the
researcher can develop the properties of the category. Thus data
collectio&,“coding and analysis is an ongoing affair, points thé'
direction_for_futﬁre sampling and detefmines the focus of future
interview probes.

Den;in (1970:301) considers theoretical qgﬁﬁling, in a looge sense,
to.bgjan example of 4Ata tfiangulation, that is the researcher expli-

i

. ? -
arches for as many different data sources as possible. In this

1

study, the data obtained frop the first interviews indicated certain s

‘views that teachers had relaﬁiﬁh §o inservice ‘education and suggested

tentative hypothesés to bg explored iﬁ/fufure %ﬁferviews. The fiﬁgt
group of intef&iewe were‘conductéd with hiﬁ% séh;ol teéche%q;and after
. - 2 @
coding and analyzing the responses the researcher decided to‘interviiw
teachérs at other gradé levels to ascertain if ﬁheir views wetéssimilar

or dissimilar. The views of teachers in promoted positions were sought

to determine if they varied from those of classroom teachers. Also an
. N s
effort was made to interview teachers highly receptive to organized

3

inservice activities 'as well as those with less enthusiasm for such

activities. Thus data were collected from teachers in elementary,
junior high and senior ﬁigh»schools, and from‘aninistrators. Both

male and fgmale teachers wigh a variety of subject area specialities

and at various stages in their careers were included in the sampl%;}-

I
.,
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The researcher also sought to determine if thoee teachers choosing not
‘to velunteer’to participate in the study were radically different from
those volunteering; the consensue.appeara to besthat there“ﬁae no
discernible difference but rather that those choosing not to cooPerate;
had reasons such as lack of time and so forth. They did.not appear to
constitute a di;tinct group the omission of which could radically alter
the findings of the study.

The data collected were coded following the procedure Out11ned by

Turner (1981) and taking:into counsideration the euggeutlona of Glaser
f-’w R '

and Strauss (1967), Glaser (1978), Schatzman and Stf url Q ) and

Bogdan and Biklen (1982).
@l

not appear to fit under an exi ii “‘;ategory (Appendlx B). At the end
. Pl i o .
' the data collection and analys1s phase all the comments made by

teachers were included under at least one category. Then the cate-

gorles were arranged so as to g1ve some semb ance of order to the

1nformat1on gathered (Appendlx c). Flnali‘}‘the data w1th1n each

category were reviewed and several categorles were merged to avoid

)
overlapping. Upon completion of the merging, 12 categories 1nd1cat1ng

teachers' perspectives on inservice education remained (Appendix D).
I ST *1%* .
These categories were then. rearranged to portray the elements of a

perspectlve as deflned '§’Becker, Geer, Hughea andetrauas (1961 436)

(Appendix E). The res 8 in each category were then typed on sheets
& =

, of paper; each statement accompanled ‘by its interview number, so that

£ 5 t

the researcher cogild quiekly’read all the. comments and so look for t
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emerging patterns. The observations made'byiehe tesearcher while
functioning as a participant observer, and any ofher observations and
ree;£ions were read in conjunction with the coded and analyzed infer-
view data. Thus from the 12 eategorieelthat emerged from the data,
A'patterns'that reflected teachers' perspectives on insefvice edueation
were revealed; | | | ‘

It became clear fairly early in the data collection phase thae
there was great consistency in teechers' views relating to inservice
education and professional developmayt. Although most of the intef—':'
views were conducted gn a one-to-one basis with the researcher in a
private area, teachers of all ageé and grades employed similar te;mino—
logy to express relatively constant perspectives on various a;pects of
inservice education. Theoretical sampling ah&:tﬁe constant cemparative
méfﬁgﬁ had determined what data to.collect netﬁ’and‘where to find it.
0ngo1ngvdata analysis permitted the 1dent1f1catle; of categories and

the construction of hypotheses as they were suggested by the data and.

enabled support forsghe tentative categories and hypothesee'

sought.*fTheeretical saturation determined when to‘conclude the date
collection phase and leave the field. After being invthe field for 12
'monthe, the researcher had conducted 77 arranged, in-depth interviews
with 86 teachers and had attended 4 days of conventions and 2 ﬁ%ﬁfesi
sional development days organ1zed for the t%achers included in the
study.~ In addition, she had talked lnformdély w1ch many other teachers
¥
and had interviewed those responsible for organizing inservice
edecation activities for the teachers included in the study.':By this‘

time, no new inforration was being obtained and the tentative hypo-

theses generated by the data collected had been confirmed many times.
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The researcher employing field ‘research otrategiea must always keep in
~ mind the warning given by Wax (1978:260) : a
~+++ every time I have been in the field and become truly
involved I have had to struggle with an impulse to stay
longer than I should have stayed. By this I mean I felt an
almost irresistible urge to gather more data vather than
face thegrim task of organizing and repoftang on the data
I had . LY
Junker (1960: 12) auggeots a broad rule—of—thumb for timing the four
stages of field work: observing, one-sixth; recording, one—thxrd;
analy;ing, one-third; and reporting, one-dixth, of the total time.
gprhaﬂwdata_collectxon, coding and analysis occur s1mu1taneously it is
d1ff1cu1t for the tesearcher to estimate exactly how much time has been
spent .on each stage. Wax (1978:260) recommends apendxng,as much -t ime -
in report writing as that spent in the field; but as data collection,
‘gw
azaly51s and prellmlnary report writing can occur a1mu1taneoualy, it is
difficult to specify when one phase ends and another begins, rather
,//fﬁz;}zre overlaﬁping activities. 1In this study, the data collection

phase spanned 12 months; coding and some data analysis and report

-

writing were ca:tied\out during the data collection phase and the
regaindér occurred once the researcher had left the field.

Glaser Cl978:32f-recommends leaving the review of the literature
g V - :

‘'untif the researcher has almost completed the data.collection phase:

4
This literature will always be there. It does not go

away:. And there will be plenty of time to integrate the
literature with the emergent theory in the saturation stage.

>

The researcher in this study.conducted a general review of the related

literature before beginning the data collection phase. The value of



the foregoing advice, howevet ' not realized until the literature

was revisited after the researcher had left the field and was about to
complete the analysis of the data and report the findings.  Discrepan-
;iea between what the literature assumes to be the perspectives of
teachers and the perspectives of teachers as revealed through the
interviews could not be known to the researcher until the data had been
collected and analyzed. |

The final step in the research process is conveying the findings to

78

the reader through the research report. Writing the report is inextri-

—cably tied to data analysis and the coding procedure used to analyze

X

the data;p§¢mﬁ§§;thg reader té understand how sense was made of the'
e -data:? The reaéardgér followed the guidelines suggested by Glaser and
Strauss (1967%,*Schatzman and Strauss (1973), Bogdan and Taylor (1975),
and Bogdan ah?i%iklen (1982), and took into co;sideration the format
employed im repdrts of qualitative research by Whyte (1955), Houle -
(1963), Glaser and Strauss (1 p65514l968 1971), Janesick (1977, 1981a,
1981c), Reinharz (1979), F? 1d (1980), and Clark and Flor1o (1981)
Glaser and Strauss g1967:228) divide conveying the credibility of the
findings to- the reader into two sub-problemﬁ: getting the reader to
understand the theoretical framework, and descr1b1ng the data of the
social world so vividly that the reader can almost gsee and hear its
apeople. In o;her to accomplish the»forego1ng, Glaser and Strauss
(1967:228) recommend that the researcher pre?gnt the overall framework
and the prlncxs;l theoret1¢a1 statements at the beg1nn1ng or the end of

4

the report, use a codified procedure for analyzing the data, and
f : TN : :
include illustrations. This format has been employed to present the

findings of this study. Liberal use has been made of auoteﬁ from the
B ¢ ‘ -
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field notes to illustrate the various concepts and patterns. Using
direct quotes requires‘that the ethics éf figld research be consider-
ed. In a study such as this where ‘the teachers volunteered to take
part in the interviews on a predetﬁrmined copié{ the question of .
whether the researcher must be dishonest to collect honest data
(Glazer, 1972; Douglas, 1976; Reipharz, 1979) does not arise. However,

e ethics and morality involvea in the reporting of field research
must alﬁays be considered (Junker, 1960:135-137; Lutz and Ramsey,
1974). 1In this study approximately one hundred teachers from eleven
schools and two school systems talked to the researcher and steps have
been taken to ensure that the anonymiﬁy of those being ;uoted is -

. \
guaranteed. s
VALIDIFY, PROOF AND CONVEYING CREDIBILITY -

Regardless of the time spent in the fiéld_@n& the amount of data.

L "
“ N

collected, making senaé’of the data and conveying the findings in‘a
credible mannef is the fundamental objective of a reae%??bmstudy.
Sériven (1972) argues that a fundamental confusion exists concerning

the terms objectivity and,sgbjectivity and that quantitative methods
are“nqimore synonymous with what is assumed when the te;m ‘objectivity'’

is used than are qualitative methods synonymous with the tern"subjeCf'lfﬁ
tivity.' Rﬁther the terms aré uaed to refer to two quite different
contrasts. The te}m subjgcﬁive:can refer to;ﬁhat concerns or occurs to
the individual subject and his experiences, qualities and dispositions

but it can also mean unreliable, biasgd or a matter of opiqion.

Similarly, the term objective can r?fer to what a number of subjects
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experience, or it can mean reliable, factual or confirmable. As
Scriven (1972) adiocatea, this distinction should be recognized and it
’should be acknowledged that a subjective study which dctegminea the |
perspectives of individuals can present the findings in a obféctive
manner with reliable and factual data. |
The purpose of qualitative research is to'preaenc a valid inter-
pretation of the world as perceived by its inhabitants. A; Patton }
k1980:327) points out, the perspective gained through c#;eful qualita-
tive analysis is not arbitrary nor is it predetermined. The researcher
who employs qualitative methods of data collection must collect and
analyze his ‘data %nd present his findings in a manner which convinces
‘6t§é% sgientiﬁfs Qf‘tééﬁa validity (Scﬁyart;“and Schwarfz, 1955;
V{dich,'1955; Becker, 1§58;\Bruyn, 1966). Validity refers to corres-‘
pondence between the researcher, the data =ollected by the researcher,

and the real world (Sanders, 1974:7). Bruyn (1966 tes that in

order go ensurervaiidi;y ?f data, ggig the researcﬁe 8 is reality
in thé-minds Qk those he studies must be the same reality as that
conceived by the subjects and he recommends that the following |
questions be used to judge the researcher's ability to interpret the
subject meaningsbaccuratély (Bruyn, 1966:180-185,264):
l. Time: How long has the researcher participagéd in the setting?
2. Place:' Where has he participated i;.the'physical setting?
3. Circumstance: 1In whatvéocial groups andfsocial roles has he.
participated?

4, ianguagg: How well does he know the language?

5. Intimacy: In what private social arrangements does he participate?
, ,



6. Consensus: How does he confimm the mnlniﬁéa he finds existing in
the culture? ’

Guba (1981:10,17-25) considers the four major concerns relating to the

trustworthiness of qualitltiva‘taleh;ch to be those of truth value,

applicability, cqnsintegcy and neutrality. In order.to:eﬁnurc that the

findings are trustworthy, Guba (1981) recommends that Ehe releaQthr

builds safeguards into the study which will ensure that the findings

are credible, transferable, dependable and confirmable. To ensure

credibility, he recommends that there be prolonged engagements at the

4

éite, persistent observation, peer debriefing, triangulation and member

checks. To ensure transferability, Guba recommends that the researcher
conduct purposive or theoretical sampling which is intended to maximize
the range of information»uncqvered. The nature of the sampling process
is governed by emerging insights about what ia relevant and important, .
and ‘thlck' deacrx;tlon (Geertc, 1973) is collected which peSmlts
Judgements to be made concernxng the fit between this and othrr
contexts. To ensure dependabxllgy, the researcher should emp}oy trian-
gulation and establish an audit trail which will permit tﬂg r?adgr to
examine‘the proéess whereby the data were collected, anulyiq# a&d
interpreted. To epsﬁre confirmability, the}re(earéﬁgr should employ :,
triangulation, that is 'collect data from a v;riety«of sources using a
varietx of methods, aﬁd practice reflexivity, that is ing;ospecqéon.
Triangulation often is recommended as a means of ensuring that the

h

findings are valid (Denzﬂn. 1970, 1978; Trend, 1978; Jick, 1979;

'Patton, 1980 Lever, 1981) Although the gener1c definition of trlan-

gulation\ia 'the conb1nac10n of methodologles in- the study of thq,name¢@4“

/%‘a‘ ‘.

phenomena" (Denzin, 1970 297) Denzin (1970 301) points but that :hi-

RS




g is only one form of the strategy. Triangulation can involve varieties
of data, investigators and theories, as well as methodologies (Denzin,
1970:301). Many r:aearch studies employ one or more types of trian-
gulation (Becker, Geer, Hughes ;nd Strauss, 1961; Daltom, 1964; Rieaman
and Watson, 1964; Glaser and Strauss, 1965b, 1968, 1971; Cicourel, et %“N

al., 1974; Douglas, 1976; Elliott, 1976; Everhart, 1976; West, 1977;

Trend, 1978; Reinharz, 1979; Holdaway and Millikan, 1980; Clark and
Florio, 1981; Cusick, 1981; Freiberg, Buckley and Townlend, 1981;
Janesick, 1981a, 198lc; Lever, 1981; Sproull, 1981).

In order to ensure that the® data collected in this study were a & .

e

valid represéntation of the perspectives of teachers on inservice
education, the researcher adhered to the foregoing recommendations made
by Bruyn (1966), Guba (1981) and Denzin (1970) and took int§ con—
sideration other recommendations made in the quﬁlitative-methodology
iitetature.ha%ﬁe researcher was in the field collecting data for a
period ofétime whichvextended from May of one year to May of the
following yeaf. In-depth interviews were?;onducted with both mgie and
female teachers and with teachers who had been promoted té administra-

: tive posgitions in elehebtary, junior high aﬁd senior high schools in
two school s&aﬁems and with district office personnel. The researcher
also functioned as a participant observer at inservice activitieslheld
in both school and noh-séhool locatio;s. The interviewee determined
chg ti@ing, location and du:ation of the interview. The intérviews

occurred in the interviewee's school, usually in an empty classroom or

office. Strauss and Schatzman (1955) found that middle-class persons

ERVAN

e BN )

- are able to define the role of the interviewer and interviewee and
38 rg“ AN : -t “ ..” o R .. -0 ! n -
"'%fﬁfﬁadlly.COnform to the demands of the interview. No problems were

[+3
B

"



anticipated or arose in the course of condncting the interviews. All
the teachers wcrc voluntqcrd. - The researcher is familiar with the

langungc and cultural milieu of the respondents ss she is a teacher,

She is of the ssme social and locio—jggnoiic status 4@ the respondents
3 . ! «

and is close enough in age to the majority of the respondents to assume

that the intqrvievcf'and‘interviewc- met as equals. A lov level of

intimacy was expected and attained because most of the information was

obtained through organized interviews which lasted from approximately
thirty minutes to three hours with one hour being the average tilg

taken. Rapport was quickly established because the teachers were

t

volunteers and knew the topic of the interview, and the researcher and

teacher had a common interest and language in the field of ‘education.

Consensus was obtainedliy seeking confirmation of tentative hypotheses
_from subsequent interviews, from attending inservice activities and

from conversations with others knowlehgeable in the area. Both daté‘
and method triangulation were employﬁd. Interviews were deliberntely
arranged with teachers ‘at various leyels, and stuge. in thexr teachxng .

careers in order to maximize the range of 1nfornat1bn obtazned and seek

- ’

confimation or rejection of tentative hypotheses./ In ogﬂer to encute -

that 'thick description"was generated and that the rc:enrchet's

’personal reactions and obaervatxons were recorded, a Journul vas kept

‘in whlch descrxpC1ona, obsetvnt1ons and peraon reac£1oul Jcre wrxtten'

. dowm, The procedure for data collection, coding and analysia iaopted

LR

was one wh1ch is recognlzed in the literatuvé. The cod1ng Frocesa and

the data produced can be examlned by others. > |

o
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" CHAPTER IV ‘

> T - ‘\\ - .
' A PORTRAYAL OF SPECTIVES

’

INTRODUCTION s

- ‘0 v

Hoch\of the iiterature ever the past‘two decades ackaowledges that
inservice educatlon has been relat1ve1y ineffective as a vehicle. for
’1ntroduc1ng educational reform into the classroom. The ratlonale for
holding;inserbice'education'activitiea is to ensure that teachers
continue their professional development beyond their preserv1ce educa~-

tlon. It 1is ant1c1pated that by attending such organized activities

-

teachers will change their classroom behay1or as a result of being

exposed to new knowledge, techniques and approaches and obtaining
, 2 3

information to help them solve their classroomrelated and cubject-
related areas,ot concern. Implicit in the literature is the belief
that teacoers are dissatisfied with their present classroom behavior.
The success of’anfineervice activity is equated with a chaaée in

teacher behavior as indicated by the teacher adoption rate. Because

]
teacher attendance at yasetv1ce activities tends to.be low and adoption

- rates even lower, teachers have been criticized as being less than

professional and indifferent to the needs of their students. . Rarely is
it considered in the literature that teachers may attend inservice

activities for reasons other than to adopt the ideas being presented,

that teachers may have many valid reasons for non-adoption, or that
—

~
A}
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teachers may wish to adopt But, other constraining factors outside their

‘control prevent them. g

+

4 - S :
It was the intent of this study to approach the topic of inservice

Educhtion from the viewpoint of the participant, natsthe grganizer or
p;esénter. When Ensetnice eaucation activities ere approached ffom

thxs/perspect1ve,'1t appears ROBBI le that\teachers are béxng unJustly
mallgneda The gloomy picture pa1nten 1n the ilterature ;ép{esents but

one interpretation, that of an‘outsider who infers that because
teachefb often"ate'reinctant to attend organized actiyities, may be
more enthuslastlc about the luncheon than the preeentat1ons,/;nd appear
to be unaf fected by theiéxg\\ience, they are not 1nterested}§n, and are

[

making no effort to contlnue thélr profe831ona1 development.

An analysxs of the data 1nd1cates that teaghers share certain

85
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conceptions relatlng to inservice educatlon.‘ Thesefshared conceptions - .

reveal a discrepancy between how teachers perceive inservice education
and how others assume teacherg to perceive inservice education,
assumptions which form the rationale for'the'types,of~inséf§ice

activities organized for teachers. Thus it anﬁears that the field of

inservice education is suffering from problems arising out of a gross

éoal mismatch.

In this chapter the perspectives of teachers aslthey relate to
inservice education will be pnrtrayed; The symbolic interactionists'
usage of the term pefspective has been adopted and the final

arrangement of the categofies (Appendix E) was suggested by Becker,

Geer, Hughes and Strauss' '(1961:436) analysis of a perspective which

contains the foliowing four elements: a definition of the situation in

whichqthe actors are involved, a statement of the goals they are trying .



to achiéve, a set of ideas specifying‘what kinds of activities are
‘ expedxent and proper, and a set of activities or prnct1ceo congruent’
with them. For ease of. readxng, the pronoun he will be used

throughout,‘exc€p; in‘direct quotes when the teacher's own words‘wiil

be cited. Quotes by different teachers on the qné topic will be

separated by additional spacé{ An attempt has been &Ade to weave the _ -

;
. ) .

information included in the various elements of Q‘perspgctive into a
meaning ful portrayal of teachers’ beliefs and activities relating to

inservice education.

v ,
(a): A DEFINITION OF THE SITUATION IN WHICH THE ACTORS ARE INVOLVED

CATEGORY ONE: TEACHERSY DEFINITIONS

.
-
L)

No clear—cut commonly accepted definition of the term inservice .
education emerged from the data analysis, a finding which is consistent
with statements made in the literature. Throughout the course of the

interviews the teacliers talked about inservice activities, professional
deve lopment days, téachers'.conventions and their professional

{

development and used the various temms according 'fo their own

interpretation and understanding. The terms inservice or inservice

-
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education, and professional development or p.d. often were usgd - =

interchangeably by teachers and pafticular activities may bg'cﬁiled by
either term in the bulletins issued to teachers.

_ To some teachers, it did not matter whether the term professional

.

development or inservice education was used:

You can use the terms interchangeably.
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~ thing but professional development sdunds nicer.

Ong

- “ : . . ! -~
1 see professional development and inservice education as
synonymous. : : :

Professional development qnd'inservice education are the same

~,

3

teacher who saw the terms as synonymoys offered this definition:
N . . »”
-

An activity where you can experience some kind of growth on a
teaching level and that can take place at both the school
level, on a district-wide basis or actually'any other level
really and I have no preference as long as there are some
activities that give you the opportunity to do that.

“

Many teachers, however, considered the terms professional development

and inservice education to have quite distinct meanings with inservice

\

education being but a constituent of professional development:

Professional development is a larger concept,. what being a
teacher is all about; inservice education is but.a component
of professional development.

- -

I see insen@ice as being professional deve lopment but
professional development not having to be inservice.

<

'Teachers~u§ed a variety of criteria to determine the types of

~activities they would in;lude‘hnder,each of the two headings:

-

Involving géneral versus specific goals:

Professional development to me is a large term and inservice
in one aspect of that. Professional development is the
business of teachers—-—such as reading, taking part in any
activity including informal conversations be it at the bar, at
social events, dealing with students, anything, talking shop
at a party (and this is a common complaint that teachers are
always talking shop). I take-p.d. as a very general event and
the best example of professional development -outside of :
organized activities is reading-—-ATA newspaper, magazines,
research bulletins——so any area where you are collecting
information relating to education. Whereas inservice involves
more formal, specific kinds of presentations done through the

university, ATA specialist councils,\?éachgrs' convention or

87
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at least some of the aessiops,«confetnncea, p.d. days,
professional development activities within the school that may
-be held not on p.d. days but funded through the p.d. funds
allocated by the school district. I think that the xnservxce
kinds of activities break down into two areas: theoreticil
and inspirational kinds of speech making; and more practical
down-to-earth types of activities relating to the classroom.

To me an inservice program is set up with a specific gogl, to v
solve of to treat a particular situation. For example,
computer inservice would be designed to attack a specific area
of computer education whether it is to operate a machine in'a
classroom, to look at programs or {o evaluate software.
‘Whereas, a professional development activity is more general in
terms of phllosophy——xt would be on discipline, the
"exceptional child=—it is not task oriented.
"Inservice is curriculum oriented whereas professional
development activities tend to be much broader, unrelated to
tcurrlculum, for example the stresas workshop.

Professional development is a broader more general term which
encompaases all the activities that one undertakes to enhance
one's professional practice; it may be even more general than
professional practlce, for example a history of philosophy
course. Inservice is dlore spec1f1ca11y related to program
needs, changes in curr1cu1um. It is school-defined, related
to the classroom. I think it is probably more practical
oriented, less philosophical, personal development oriented.

I see inservice as subject specific and it .should be practical
and directed at the teacher teaching a particular subject,
grade level, or type of material. Professional development is
more of a general personal development--things like
discipline, stress, teaching styles, philosophy.

Inservice is related to the course I am teaching, the specific
things I am doing, it's some form of help. 7Professional
development is almost anythlng that develops me as a
professional person, it is not necessarily related to what 1
may be teaching at thls particular time.

Inservice you attend at your grade level and is about certaln

subjects; professlonal deve lopment is to develop you .
professionally in genera} for example it's on stress,
discipline.

Developing the program versus developing the person:

Inservice is exploring a new curriculum such as physical
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. education, health, social studies. I think of professional
deve lopment as developing me as ‘a person.
Inservice is highly curriculum oriented, especially with
changes in the curriculum’and with the government zeroing in
to what we are specifically teaching. Professional

. deve lopment--things not totally unrelated but completely
different from curriculum—-the stress workshop. e
Teacher-related items to help me- cope with myself in and out’-
of the classroom.

» .ﬁ . . . R
1 see inservice as a school-based, school sha;ing of ideas
“with other teachers, to benefit the studenta “classroom
behavior. Professional development relates to wider
activities for my own professional development not directly to
benefit the students' classroom behavior. I don't want to
feel guilty regarding students; however, I will not be with
the students all the*tlme, but I w111 be with me all the time.

.
»

3 4 . )

According to a time frame:
oD
s 4 . .
. Y e . -
Inservice occurs in school time, professional development
outside of school time.

»

According to level of involvement:
A
I see inservice as a working session, we are not so passive in
it, and it is dome in school in small groups and is more
beneficial. Whereas professional development is done in a
. large group, we are more passive and topics tend to be
overworked.

Whether self-initiated or imposed:

Inservice is like a command performancer—you've got to go;
professional development’you do on your own, it's a follow-up.

) Profess1ona1 development is a person{kfthing and it is. left up
‘to teachers to upgrade themselves. gservice education is run
by the school system or department of education as a kind of

. must thing that they must take advantage of.

Inservice 1 see as something absolutely necessary, for example
a change of program, not an elective. Professional
development is something you personally feel you would like to
pursue. ' :
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The lack of standard, commonly accapteaﬁéefiniqiona has
reéercussiona.’ In both school systems there was some dispute between
teachers and administrators &s to the types of activitied that teachers
could-legitimately participate in on‘pfofesaiongl development days and

‘there was some dlsagreement as to what was considered to be the

ootVoted..vft

I suggested putting together bac
fvity, yet it

" was not considered to be an accg
would hqve been of value (for stud

Last year teachers suggested holding 'a workshop to make
classroom materials, they were goxng to get subs. im, but then
we sort of scrapped that as a p.d. activity (not approprxate
use of funds) But they (teachers) still wanted it. »

The best act1v1ty (on p.d. days) is maklng up testa, but we
bre not allowed. It's hard to make up exams at other times
«++ program development is a valuable actlvxty which takes
tzme.

We can't leave the school (on p.d. days) ... they vorry about

the lack of cars in the parking lot.
Pgrhaps‘therg is_a need for.@istfict office perabnnél t6 clarify their
usige of \the various terms so that teachers are aware of the specific
goals and objectives of the various activities. It is suggested that
the usqge‘of the term 'profesaionalvf with its glamorous connotations,
may result in activities of a narrd;er and classroom—focused nature
being considered inappropriate when in reality teéchers would prefer to

.

participate in such activities.
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(b): A STATEMENT OF THE GOALS TﬁEY ARE TRYING TO AC&IEVE

CATEGORY TWO: ATTITUDE OF TEACHERS TOWARDS

THEIR OWN PROFESSIONAL DEVELOPMENT '
'
v . ~

The attitude of teachers towards their own professional development

@

throughout their teaching career influences their perception of:
inservice education activiti&s. Many considered their professional
dfvelopment to be inextricably linked to their functioning as a

professional, and "a very pefsonal thing"

What being a teacher is all about.

I am a professional responsible for my own profeséional’ T
development. . ‘ Q»”,ﬁ:
. . P e )

Keeping up to date is my responsibility.

A moral and professional obligation. A real necessity, ‘an
integral part of one's career, it's essential. I wouldn't
consider anyone who refuses to be involved in professional
development a professional.

EN

To many, professional development was a broadening activity:

Anything that keeps me developlng, changing my ways, making me
think.

Doing things that normally would not be part of our ongoing
affairs--to extend your mind.

It is considered to be a never-ending quest:

If you are going to be a successful teacher, you must be
growing all the time, and that is what professional’
development is. You can't remain stagnant, life is not so.
You can't keep approaching thlngs the same way as no two
situations are alike, '

I am still looking for ways to reach grade one, how to be a
better grade one teacher: how to teach them to read, write,

¥
o
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compute, achieve success, feel good about themnclvaa, about 1
reading, and so forth. v
I want to be the best teacher I can; I am not interested in ¢
promot10nl, or courses with those goals in mind. I want -
inservices and p.d. which will help me keep on improving my
performance in the classgoom. ’

. o -

vaeral teachers cited taking a university course every year as a
means-of cohtinuing the%r professional development. One cond&ﬂeted
that involvement in curriculum development was the best kind of
professional development; another pilots every program he.is askediﬁy.
Others watch French television, take sabbaticals, are involved “in
;special programs, are active in sports, travel to Eurobe. They
deliberately choose extra-curricular activities that will be of value

professionally and will have some carry-over into the classroom:

I think it is really important that teachers continue their
education whether it is reading good literature, travel,
whatever, the greatest crime is to be out of touch, that
upsets me ... I think it is bad at the elementary 1eve1 we
are becoming too much of a specialist, it ultimately affects
the students. We should expand the minds of students, yet
teachers are narrow. I heard a beautiful phrase at the
conference for gifted children: sometimes the mind is
expanded by a new idea and never goes back to the old
dimensions.

One teacher wonders, "Why do some people always make an effort and

others always shut the door?". However, teachers can become overworked

and disillusioned: ’

We are kept so busy with overloaded classes that higher things
. such as p.d. escape us; we don't have time to sit down ‘and
" think about our own areas of 1ack (sic).

You become pessimistic as the years roll by. A lot of your
efforts, activities are wasted; you wonder what's the sense of
remodelling your presentations or goals if it isn't going to
have any effect.
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(c) AND (d): A SET OF IDEAS SPECIFYING WHAT KINDS OF ACTIVITIES
ARE EXPEDIENT AND PROPER; AND, A SET OF ACTIVITIES OR
PRACTICES CONGRUENT WITH THEM X

CATEGORY THREE: '~ ATTITUDE OF TEACHERS TOWARDS
FORMAL INSERVICE EDUCATION ACTIV ITES

Although the literature on inservice education acknowledges that
inservice education covers.avvariety of activities from organized
lecture presentationaland worksﬁops tol informal rap sessions with
‘colleagues and individual activities such as reading, mo;t of the
research and litergtureuo; inservice education explicitly or implicitly
defines inservice education as formal, organized activitiei of the
lecture or workshop variety. Indeed, it could be asserted that to‘many
educatons the term inservice education cohjures up the mental image of
a group of teachers sitting in a classroom or meeting room listening to
a lecture-type presentation. Often the group of teachers is a captive
audience as attendance at the activity is within school hours and
therefore mandatory. Usually the ﬁreﬁenter has no prior intimate
knowledge‘of the group and its éoncerns and will have no further
contact with the group once the organized session is over.

Teachers, however, consider attending‘such organized activities to
represent only one of theoseveral'wgys in which they obtain information
which affects their classroom beh%vior, and a minor, incidental way at
that.

. d .

The analysis of the data reveals that teachers perceive inservice

activi;ies to fail into four distinct groups and their conception of

. . - |

what constitutes a worthwhile activity varies with ‘each group of

inservice activities. Their decision whether to attend or not, their



~ the weekend or during school holidays.

reason for attending and their evaluation of the uctirity are
determined by the particular activity in question. Lumping all types
of inservice activities under the one generic term appears to ﬁav‘ led
to confusion and misunderstanding betﬁeen writers, researchers or
organizers and participants. Following are the four separate types of
inservice education activities as perceived by teachers:

1: Mandatory, formal activities offered in conjunction with the
inﬁroduction of a new program or a requier curricuium change. Such
acgivitieq usually are held during the regular school day nnd'are

N o

attended by those who are currently teaching the subject or who will be
responsible for that area in the fu;ure. '
2. 'Other types of mandatory, formal inservice activities such as
profegaional development days, t§achers' conventions and sessions
organized by the échqol or school system which normally are held
during the regular school day. Usually these activities are.of a
'one-of ' nature and the teacher can choose from several concurr?nt

@

séssions.
&
3. Formal activities of a»voiuntary nature, usually organizéd.by'the
school, the school system, the éﬁeci;list councils of thé‘proféssional
association, or th; univeraity{ and frequently held in the evening, at
4i Non—forﬁal, usually self-initiated activities whicﬁ can occur ‘at
any time and iﬁ an;llocation, and generally involve an individual:
teacher or a small group of colleagues. Often these activities take
place within the school bui}ding and during the:school day and relate

to current teaching assignments and problems.
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Attitude of Teachers Towards Mandatory Formal Inservice Education
Activities that Accompany a Compulsory Program Change

Teachers appear to perceive formal inservice activities which are
ofgnnized as part of s required program change differently than they
perceive other formal inservice activities. Their reasons for
attending such activities are different from their reasons for
attending other types of formal inservice activities because they know
they will be required to implement the new program. In this type of Y

inservice acéivity the goals of the teachers appear to be closer to the
goals of the organizers and the goals assumed in the literature on
inservice education, that is, teachers attend with at least the intent
of adopting the information presented and so effecting a change théir
Elassroom behavior. "

‘Several of the teachers interviewed during the course of the éthdy
were involved in formal inservice activities arranged in conjunction
with the introduction of a new social studies curricﬁlum and their
comments reveal their positive attitude towards mandatory inservice
activities which accompany compulsory program change.

Mandatorf inservice for new curriculum is quite different from

professional development days and convention.

If you are going to use a new curriculum, inservice is &n

issue, a big deal. Teachers know they are going to have to

teach the curriculum and they had better go to the inservice.

But if it's not directly related to your present teaching .
assignment, then inservice is a non-issue.

»

Such inservice activities are considered to be essential if the new
program is to be correctly interpreted and implemented:

I think it is extremely important for the interpretation of
new programs such as social studies, computers, and there is a

;
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éryisx nead for inservice. 1 guess the dopnrtiout of
education has recognized this by making it wandatory that
school systems offer inservice in social studies.

In social studies the written prepared units will do the job
of talling the teacher what to teach, the carefully detsiled
outlines, but the one-day inservice will bring it all
together. You need both parts to ba effective ... I think the
new social studies will work bacause the inservice brings
materials together and tells you what's wanted.

presenter, materials and timing of the activity play a large patt

in determining ifts success:

Social studies inservice is of tremendous value, it's an
excellent idea, it lets teachers know they're not alone and
should make the curriculum excellent, efficient. That's
important when bringing out new curriculum in this district.
There's an excellent resource person, and she has good
rapport, and teachers appreciate the efficiency of the whole
package. Two years ago it was a hodge podge but now the
secondment of individuals has proven satisfactory, and the
presenter is a large portion of the benefit and students
directly benefit.

Teachers initially had a negative attitude toward social

. studies inservice as junior high teachers thought here we go

again, they had to prepare for subs. plus follow up work. But
in this case the junior high social studies inservice was very
well received, I don't know if it's the presenter's attitude
but Leachers so far have been appreciative and this seems to
be what teachers want. They found out they were not alone,
they got to review resource materials, they saw what's
available. h

I think it is the best way right now we have to present a new
curriculum because other methods have been .tried. But it
depends on the presenter, the lady here has done a super job
but it could be presented in a dull way.

The social studies inservice was excellent as it was geared to
our grade level, it dealt with materials we are handling or
could get.

In particular, teachers viewed favorably having students released from

school when attending sessions:
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It's of benefit having no students on the day of the social
studies inservice 'as then-you don't have .to prepare for subs.,
worry about .the class clown, tie up all the loose ends on your
return to school. -

1 feel much better thls year with a day off for social studies
q1nserv1ce, you're not looklmg at the clock after four p.m. If
it's after school, you don't assimilate the information. It's
the first time for a ome-day inservice in school time, in
depth, done by a teacher not a publlsher, and it makes it
worthwhile.

Social studies is good and what we want. Now I know the
government has an obligation if it puts out a new program, it
should give information, but I don't want after-school ;
obligations, I am too tired. At the social studies inservice
in one full school day I learned a lot, I practised a lot in
the classroom, and it gave me a broad overview of the new
program. :

K

Attitude of Teachers Towards Other Formal Inservice Education Activities

The attitude of teachers towards formal inservice education
activities that do not accompany an enforced program change runs the

gamut from insult to indifference to essential. A few teachers
. o /

consider such activities to be an insult:

Once a_ guy has professional certification, I find it an insult
to the[university and the guy to give inservice. It implies
incompetence. If I am good, I don't need them; if I am not,
they won't help me.

Reasons for teachers' low opinion of formal inservice activities were

offered:
¥
by

It starts at university; teachers' low opinién of C.I.
courses, phllosophy courses and workshops are an extension of
the same. »

I will find inservice insulting personally and brofessionally
if it is on something I have dore or am doing and I've not
been consulted, my needs have not been recognized.

[

I have a fairly negative view of professional development as a
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lot of what passes as p.d. is a lot of activity without
necessarily being professional.

Only go—aheads go to workshops and inservices.

‘Several teachers voiced their indifference to formal inservice

activities:

Teachers don't talk much about inservice. It's a growth area
in the literature, a non-issue in schools.

It's a necessary little evil, a day without kids.

A teacher who is on the professional development committee in his
school noted that he found it difficult to get a reply when requesting

suggestions  for professional development days and was of the'opinion

that:

As long as there's no kids and a lunch organized, then it
... doesn't matter (what's organized). = S 4-

b
One pondered, "I wonder if I need'inservice'at_all," and others said,
‘there's no point to inservice,"” "it's a topic not normally thought

about." It was suggested that:

Teachers don't talk about inservice or say blah, have negative

views because they' ve been to ones that have done very 11tt1e
for them. -

One teacher made a comment which could be used to place the negative

and hostile comments into perspective:

¢

I think inservice is an issue with teachers but they are
afraid to show they are vulnerable. If you come out and say
"I have a problem," they will agree, but they won't voice it
first. I thHink teachers are conservative and insecure.
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é;wever, the majority kf teachers interviewed in the course of the

j
study had a far more positive outlook: '

LS - )

4 .
A non-issue? Teachers consider it a necessitl, they do care
about inservice. I've never been in a situation where
teachers considered it to be a non—issue.

In this school, we are talking about ingervice all the time.
It's a very active staff in terms of school involvement and
p.d. and there's lots of talk relating to conferences
attended, they come back with something specific of value to
share. They will actually consciously tell you about it in
the staffroom. : ‘ ‘ o

Teachers here are really concerned, really into inservice, and

. talk about it afterwards, share with colleagues, have books to
share ... teachers have a real genuine interest in inservice
education to the extent that they will spend their own momney,’
they'll take Saturday, evening workshops, belong to the IRA,
they automatically take courses at university or somewhere
else with carry over into school life.

-

Many teachers noted ﬁhat_the attitude the individual brings to formal

inservice activities is very important:

Attitude has a lot do do with the perceived value. What you
take to it is what you get from it. ~ -

Unless the participant is interested, ready, inservice is of
no use. Not only those offering inservice have a
responsibility. : g

The individual must have goal direction. The attitude he
brings to inservice is very important.

It depends on the personality factor. Some are receptive to
everything, some negative to everything, some always have
time, some never. '

I feel that if you ' go into sessions with the right attitude
you will get something of value and the kids will ultimately
benefit. ‘

4

Several teachers put forward the viewpont that attitude towards formal

inservice activities varies according to whether the teacher is the

!
[
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only teacher of a subject in the school, or one of a group of aevera}A

teachers who are responsible for' a particular gubject area:

I see inservice in a different light now that I am the only
teacher of a subject. As the only art teacher in school I
have the problem of isolation; I can't meet with subject

. colleagues daily. :

I feel different about inservice as I am the only librarian in

the school; before I was a. classroom teacher and shared 1deas
with other teachers.

3
)

Several teachers felt that the benefits of inservice have to be weighed

against the loss of teaching time and its effect on their students:

I get guilt feeling when students are out of school, or have. a
substitute while you are attending inservice.

Inservice is a waste of time and money--pﬁlling people out of
the classroom and depriving students of teaching time. You
need more contact with kids.

It's too muth”trouble to make.up lesson plans for subs.

I don t like preparing for subs. I want something taught
exactly as I teach it. '

They get particularly uﬁéet when they consider that they did not

benefit from the sessiom:

You should leave inservice feeling excited and wanting to go
back to the classrdéem and try it out yet the last inservice

-here I left and felt badly about the waste of time. I would
rather have been teaching. :

Yet even those teachers who considered formal inservice activities/
: . S

/

Fl

them discontinued, but rather wished that more appropriate actiVitiés

were offered:
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Even though I am critical of p.d. activities I don't want to
see them wiped out. It -would be good if there were better o
ways of organizing inservice but unfortunately it's sort of a
hit or miss, there are some irrelevant things, but the o
important thing is to keep on going to them even if some of
the things are not relevant. :

Inservice is necessary and I don't really want them to take
them (professional development days) away, but they do have to

change them. \

i . \
\ : . -

CATEGORY FOUR: TEACHERS' REASONS FOR ATTENDING FORMAL
INSERVICE EDUCATION ACTIVITIES THAT ARE NOT A PART OF A
COMPULSORY PROGRAM CHANGE

)

Teachers indicated that they attend formal inservice education
v

activities that do not accompany a compulsory program change in order

to have certain needs satisfied, needs which they consider constitute

‘legitimate, worthwhile reasons for holding such .activities.

Not Necessarily to Change Behavior

Despite the assumptions of others, teachers do not expect to change

their classroom behavior as a result of attendihg‘the activities, nor

do they attend them with that intent in mind: T

'
"~
] ) S

I think I have that gYorious idea at the back of my mind (to
change my behavior) but I just appreciate the opportunity to
get ideas. I think it is more of a recharging experience and
'if you believe what you hear you may change your behavior but
I don't think honestly that that happens. From various
experiences I may have modified my behavior, but I am still
the same guy.

I don't decessarily go and say "Hey, I am going to get new
ideas for my classroom."

I go for many reasons, but I think that to change my behavior
is a kind of incidental reason.
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If changed behavior is the only criteria for success, then the
. rationale is wrong, it's too narrow, and besides which, you
could not be expected in an inservice to change each teacher's
. behavior or method of doing something. You may change it, but
‘every one is starting from a different point, with a different
viewpoint. : oo ' .

.I think perhaps once in a long time (teachers change their
classroom behavior), and I think perhaps the social studies
ones are aimed at that-and it will be interesting to see if
they bring about change, but by and large I don't think
professional development days and convention days are. viewed

" that way. I think they are viewed as breaks in the
routine—-—dabbling is the word that comes to mind--you might
find out something that interests you or find more information
about something, but I do not think it is very
earth-shattering and I think it serves purposes other than
education in that sense. I think given the reputation of
tonventions in general, that might be true in other
professions—~dentists aren't going to discuss molars.

It was suggestedlthat teaching does not attract innovators:

Part of the reason people get into teaching is that they are
very conservative, rational people——if they were radical,’ they
.would not last, or like teaching. Occasionally there's some
insight into something, some fad, like stress. You tend to go
to inservice on, for example, dyslexia, listen, return to the
classroom and pick up at the chalkboard where you left off,
and make no attempt to use the information on learning/reading
disabilities. '

‘Teachers tend to be.insulated; indifferent, do their own thing
regardless. They pay lip service only. Lo

o

Indeed, even when teachers desire to change their behavior, such

i

changes are difficult. A major change takes commitment, time and

energy.: ’ | ~

Unless it's an area I don't know too much about I go for
confirmation, not a conscious desire to change unless I feel.
shaky in the area. I wouldn't adopt’right away unless I felt
dissatisfied with my approach, I've not got the time.

I've not got enough time and energy to change as a result of
the presentation, therefore I don't change behavior as a
result of going to an inservice, but the intent is there.
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Major changes are introduced slowly over time. It's too

difficult in large areas as other people ar§ involved, there's

not enough information given, often the pre entation is at too
.high a level to translate down to the classroom level.

I know you can come away from ‘inservices with ideas and they
die, even though they are good ideas. A major change in
school must be well-planned, well organized, total
commitment, to see any results. I'm afraid don't get any
real changes occurring because of that. There\are so many
other things for the teacher to do.

\

\

Any change has far reaching effects which can drastiéally reduce its

chances of being adopted. Teachers comsider that it is easier to bring
S )

about change if others in the school are Enowledgeablé and supportive:

It's difficult to apply new ideas, concepts if other staff
members are not interested. :

1f someone on your staff has had experience, there's more
chance of affecting the daily environment. ‘ T—

Now others (schools) are envious as we can work together as a
team whereas they sent only one (participant) and he will go
back to school, the others on staff are unfamiliar with new
idea and it will fizzle out.

P

It was suggested that changing behavior after an inservice which
accompanies a compulsory program change is easier because the teacher

does not have to convince others of the need to change:

To adopt you must justify new ideas to bosses, colleagues,
incorporate them into your present teaching methods. It's

- different with social studies inservices as curriculum is in
use and you will be evaluated on it.

I question if there is any carry over on these things,
especially guest speakers, p.d. days, as after a couple of
days the topic is forgotten. I think .specialist council ATA
inservices on new courses probably have more carry over into
the classroom.
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One teacher suggested that perhaps "we should be looking at small

changes in individual teachers rather than large changes in the total

picture.”
Others felt that a more realistic ‘goal might be that of acquainting

teachers with posaible behavior changes or refreshing their memories:

To change behavior takes years, but inservice acquaints
teachers, stimulates them and if they choose to follow up,
that's their decision.

.The time is too short to change behav1or, but although the

long-term impact is uncertain, it is a beglnnlng\\lt gets you
thinking .

1 get ideas from speakers and encouragement, but I think it is
a slow assimilation. I look at the problem and ways of
solving it, I ask the guy next door and get ideas from
colleagues.

Inservice reminds you of something temporarily forgotten or -
never used, and you use it. It shakes you up a little.

It may reinforce an idea you have been exposed to before. °
. ‘

I think a half hour presentation done properly can affect you
right down to the kids, for example the one on mastery
learning. I don't know if it gave me information I did not
have or reinforced information I have in my mind, but I don't
know if that is bad, reinforcing something I already know.

Some felt that more than one exposure to a new topic was required:

It may even take more than one inservice on a topic before you
consider using it in the classroom, or it may take a ;
particular type of person to get you interested. Or like the
session on special education, you may use that information for
a particular student in your classroom.

- Teachers pointed out that even if they desire to adopt a new idea, they
would wait until "next time around"; there are simply too many daily

tasks that must be performed: . :
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1 tend to not change behavior, partly because of lack of time,
we're going around here with our heads off like chickens. I
wouldn't adopt right away unless I was dissatisfied with what
I am doing. I would adopt at the beginning of the next time I
was teaching the unit. It's bad enough just getting through
the day-to-day with 101 things to do so preplanning gets lost,
I've not got two weeks to set up a new program.

Even if you change because of inservice, you probably will not
change that year or the next year, you might adopt a couple of
ideas, a couple of years later-—a few unusual people may go
with the idea of adopting, changing the program, but changing
a program is really hard, I try to (adopt new ideas) but it
puts more pressure on you and I think I don't want more
pressure. It's odd, whether you are a first year or a ten
year teacher, none of us like the pressure and the pressure
does not lessen. You are always constantly dealing with and
adapting to the demands of students, that part no one can
change for you, but they can help you to deal with it more
effectively. o

The organizers, however, "can only create conditions for. change."

Change has to combat a human tendency:

We believe what is relevant and what backs up our position; we
don't remember or distort what is not acceptable to us.

People come back more defensive.

A8 several teachers mentioned, those involved must feel the need to

change: -

There must be some sort of dissatisfaction with what is, and
if you go: to a workshop and you feel dissatisfied, then you
are tempted to change. I don't know if.it is.so much a matter
of the logistics of it, the need for total staff involvement,
having to change the existing environment, all the people who
must be involved to bring about change after a workshop as
more seeing no need for change, what is being done is fine, it
works. You see a need to change and others don't. You need
to establish that need in another, to change the person who
has to help you. Unless you can create that need for change, .
it is very hard. The problem of inservice is that if you have
to inservice people, it must be linked to a need, and you have
to create that need for change and if it is not created the
whole inservice is a waste of time.

105
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Even if an area of weakness is known (by superordinate) unless
the teacher sees it 'as such, attending a workshop will be of
little value. ‘

We wanted to change a couple of teachers in ==————- school,
make them more empathetic. We gave a session on discipline.
The ones already empathetic became more so, felt positive,
expanded, but the ones we wanted to change, it was like water
off a duck's back-—that was us imposing our view of their
needs on them and they dig not perceive it as a need and did
not respond to the session. But the presentation benefited
others. Makes me think you have to build on strengths, you
end up with -an even more developed, growing person, and _
perhaps he encompasses others as he grows. .

In the final analysis: /

Whether you use, implement the idea depends on what it is, how
.it's presented and if you were interested in the first place. -

Although the teachers interviewed in the course of the study
indicated that they did not attend formal inservice education
activities in order to obtain information,that they would use to bring
about an immediate_change in‘their classroom behavior, they did
indicate that they attended such activities in order to satisfy certain
needs, Conséquently, althouéh such organized activities may be
considered to be less than §uccessfu1 when 'judged by the criterion of
an overt change in the classroom behavior of particibants, such
activities can be considered successful when judged by the yarious
criteria used by teachers. Following are the reasons teachers.gave for
attending these activities.

’

To Associate with Adults

The need for contact with adults was mentioned frequently by

teachers:
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1 like kids ... but I need to escape to an adult level
intellectually. For myself that is sharing, talkxng with

other teachers. So I want a day away for inservice as 1 need
that shot-in-the-arm, even if it (inservice actlvxty) is too
general to be of a practical value to me tomorrow in the
classroom.

Even if there are no practical ideas, it's a break from being
at the level of children learning. ¢

It is important to keep in touch (with other teachers) and you

“really need the break. Conventions are essential as you need
to see teachers in a relaxed atmosphere ... you need to see
teachers as people. It all has some spin-off, direct or
indirect, to the classroom.

Attending an activity provides an opportunity for teachers to meet with

colleagues and exchange ideas:

I think that getting out of the clasrdom and exchanging ideas
is a good 50 per cent of the value (of formal inservice
activities) and value enough. It broadens your horizons. You
get very narrow in the classroom and the older we get the more
fixed we get and 'if we don't get away from our fixed

positions ...

1 go with an open mind, no teacher»usualay believes she is
getting 100 per cent results and you go with the feeling that
I can learn from another teacher, that's why I like small
group with other teachers. Even if you feel you are Qandllng ‘
it well, it gives you insights and I think that's the most
important type of inservice where your own teaching alwﬁys
benefits. . _ A

1 see inservice as the perfeét opportunity to talk with other
- teachers in the same field as you are. I see that as a
gignificant benefit.

It provides the opbortunity to see others out of your own area.

Keeping in touch with colleagues, f1nd1ng out you have similar
problems, is of value.

You get the discussion of ideas durihg'the car ride on the way
to inservice and during lunch--without discussion you never
know.

Gives you a chance to talk about problems, it's a morale
booster. ”
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Both the individual teacher and the acﬁool staff benefit:

Staying in a school group, you get in a rut. Inservice helps
you to see what others are doing-—the crossing of paths is
very beneficial, you pick up new ideas.

It permits a divergent staff to get together and a close staff
to diversify.

It permits you to be exposed to other teachers and systems and
you appreciate your own system.

In particular, the isolation of the classroom teacher was noted:

Classroom teachers are isolated, work with customers, and
therefore we have to meet as a staff, a profession. Inservice
is the only chance to get out.

As a general rule nine-tenths of the changes in my behavior
are the result of inservice. I like to think I go with an
open mind, to learn and then I evaluate, analyze, change my
techniques. I think this is common. I think even the poorest
inservice can give you one good idea, for. example your plan
book, a new digplay idea—-but they are largely a waste of
time. However, they're valuable as it's so easy to get into a
rut after teaching for a few years, you go into the classroom
and close the door--that's a real danger. So just going to
activities, for that reason alone, even if it just reinforces
your ideas, is valuable. '
Certainly just to meet with other administrators and hear
their problems (whatever the inservice activity) is good
~ because you become isolated, insulated and think these
. problems exist only at your school., I think this is also true
for teachers, you lose tough with reality, things are blown
out of proportion. Inservice forces you to leave the
classroom and the school.

Too many instances of isolation, so may be good to get out,

meet people from other schools.
. a

—

The feeling of isolation and the importance to teachers of regular

108

contacts with colleagues is further supported by the revealing comments

made by teachers who are the only subject'sbecialists in their schools:
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There's a greater need for inservice if the teacher is the
only subject specialist in the school.

Wwhat I do enjoy (at inservice activities) is meeting with
other librarians in the district because the business of being
a librarian is relatively lonely. There may be five social
studies teachers in the school so that if you have a problem
you can kick it around a bit, but when you are a one-teacher
specialist such as the librarian, home economics teacher, you
are alone.

I find it a very lomely, isolated job (enrichment teacher) and
I need contacts-—it helps to dispel feelings of isolation.
Now we have other people in the district and have meetings.

I am the only drama teacher in the school and therefore I need
contact with others in the area.

Teachers' Convention serves as a vital link as I get to mingle
with teachers. There's no other German :enc”ers here.
‘ |

|

Teachers remarked on'the difficulty of organizing formal inservice
activities when there are only a few subject specialists in the school

system:

In a specialty area it is difficult to arrange inservice
activities, you have to be self-motivated, the responsibility
rests on yourself.

They never include anything on the library so we'll get
together this year and make something for us--otherwise we tag
along with the rest of the teachers.

(Teacher of English and Drama) We do our own outside of the
school system—-otherwise there's no inservice on drama.
English is quite different, there's a highly structured
organization.

To Receive Recognifidn and Confirmation

Teachers want to be reassured that they are performing a worthwhile
J ‘

‘job:

There's a need for recognition, a pat on the back, that's of
great value.. To a great extent we are appreciated by the
‘ !
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community but are not told about it, we just hear the negative
and it'e nice to be told. Kaeynote speskers tell us that,
particularly if they are from outside the r:-lu of education,
and we take pats on the back and say maybe we're not doing
such a bad job.

It's confidence building in some ways. 1It's hard to get
recognition (in teaching) it's one of the problems of the
profession. The kids don't say it, adults don't see you
perform and you just don't know. There's not the concrete
indicators, no barometer for it., Inservice serves that type
of purpose, it's confidence building.

Expectations in education are rising, the goal for self is
very high and you need something once in a while to tell you,
yes, you are doing & good job as much of society takes a
negative viewpoint. If 9 out of 10 people say you are doing a
good job, you just remember the one who is negative and worry
over that-—we are seeking perfection--that's the reason for
the popularity of the streds workshop in this school.

Ve

Attending formal inservice activities affords the teacher an

opportunity to feel good about himself:

(After a particular inservice activity) I felt hey, I'm pretty
good, I get a pat on the back--mentally from myself--and even
if that's all I come away with, it's something, I feel good
about myself and that's worthwhile. 1It's the same at lunch,
you talk over problems, it makes me feel better about mine.
If T feel good the inservice was a success. I know if I’
deserve a compliment. The honest teacher will know if he
deserves a pat on the back. I've gone to inservices and one
statement has run through my head again and again and I have
said, "Well I know I am not doing it, I have strong reasons
for doing what I do"; or, the presenter is right and I am
going to change. ' And you get a pat on the back, or at least
you have thought about it.

It makes you a more aware pergon, even if it doesn t overtly
show in the classroom, it makes you feel good about yourself,

If a teacher is a happier person as a result of the break,
then he will be happier in the classroom.

Teachers want to receive confirmation that their present teaching

practices are appropriate and acceptable:



" To Get an Inspiring Break from Routine

- |
To me it is the pat on the back (reasons for attendlng
inservice). You listen to someone and they tell you to do
this and that and you are doing it and you say, "Hey, that's
what I'm d01ng," and that's good. There's a lack of pats on
the back forfteachers, there's no recognition for work om the -
hall walls——everyone expects you to do it, but you need
recognltlon.'

I felt so good when the presenter mentioned certain things I

‘was doing.

It's good to go to conventlons, they say "Have you experienced
this?" and you say "Hey I'm not alone."

Often you feel you are working in the dark, you have feelings
of insecurity, and therefore you look to ingervice for
confirmation of what you are doing.

It could be that I could use specific ideas but I think that
just sort of gettipg a feel for what other teachers are doing
gives you a way of judging whether you are on the right track.
I look at it not as a presentation of magical things but
confirmation of what the teacher is doing. Teachers can have
unreal expectations. A pat on the back is good for your
self-concept. : o :

You will come back refreshed, revived, even thaggh'the
presentation only confims that what you are doing is~okay.,

[N

Attending formal inservice activities permits teachers to obtain

some welcome mental stimulation:

I have become jaded, therefore I need something.

I1f you have been in the profession a long time, it gives you a
shot-in—-the~arm for a brief time.

Inservice on any topic is refreshing, a change of pace, a
little spark. But new recipes never work, rather I look for
just one spark.

i »
It lets you recharge your batteries. : Lo

LR . .
Going to meetings, workshops can open up new vistas.

.\\A
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It's a shot-in-the-arm, and as a result you try something new,
you treat children differently. .

From a shot-in-the-arm session you get a sparkle and the kids
benefit. You rarely walk .out of school w1thout saying, "Hey I
could have done better.

- The timing of a particular activity within the context of the. school -

A

year is considered to be important:

Depends what the inservice is on. I said the social studies
inservice. should have been in September, as all that wasted
time, I could have been using the ideas since then. You
realize you have been teaching it all wrong for half a year.
I think that when it is a new program, 1nsérv1ce should be
held in August, or early September. But opes of a general
nature—-pressures do build up, it's inevitable around this
time of year, a very negatlve time (January)--I like
convention (February) as it's a break, that's of value.
After Christmas, there's a slump, and I feel an inservice
would get me going again, inspire me a bit.

I want inspiration in the middle of the year.

Although I am cynigal about inservices, I still attend and
find a stimulati speaker on an interesting topic glves me a
feeling of gu o agaln, especially at this time of year
(early February). That's the way I feel about conferences
'too; I come back from them rejuvenated, I've seen many people
with similar problems solving them in different ways.

One teacher was critical of the convention because it did not provide

him with the desired inspiration:

Convention's been kind of disappointing to me as February is a
low time and you are going there looking for a catalyst,
something to spark motivation for ideas and the sessions are
at the theory level and that would be fine in September or
June, to mull over, but at this time you are looking for
sparks, motlvatlon, and this is not coming through at the
convention.

Another found the break in routine sufficient justification for the

convention:
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Offer™a teacher a day off now (February) and he'll take it, no
matter what. That's the reason for the timing of the
convention; this is a long drag in a stressful activity.

Attending formal inservice activities provides a welcome break in the

daily routine:

" Inservice, like a staff meeting or parent-teacher interview,
is beneficial because it's a break, regardless of what
happens. One of the problems of teaching is the rigidity of
the day, week framework, the regimented segments ... on an
inservice day you are not listening for a bell, that in itself
is a benefit and the quality of the session does not affect '
that benefit.

¢

To Be Reminded of Professional Affiliation

Participating in formal inservice activities helps to remind

’

teachers that they belong to a profess%on:

Despite the fact that often offerings are not as useful as one
would hope, ‘I think there is an aura of fraternity, of
fellowship that surfaces at this type of gathering which makes
it worthwhile, regardless of what happens—-I belong to a group
of people with these goals. You go about your working day and
you forget that you belong to a profe351on.,

I am a fraud, a mother disguised as a teacher and inservice
activities, conventions make me feel more like a professional.

At inservice activities, profe381ona1 development days,
conventions, you see yourself as.a part of a large
organization, planning ahead for yourself. They can help you
to become a better person. You need a fair amount of time in
junior hlgh to recall your humanlty.

Worthwhile, Regardless
Teachers agreed that'atgepdihg formal inservice activities
satisifies the foregoing needs--often despite the presenter and his

topic:
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Inservice is of benefit even if the speaker is no good. There
is always benefit in sharing ideas with someone in the field.

The reason I like different ones (types of inservice

activities) is the different base of people, and I get as much

benefit from the talk of different people as from the speeches
} and 1 see that as of much value as the speaker and if I get

both then that's double the benefits. The exchange of ideas

is as great as any presenter might give you.
Even if you don't adopt the practice if it excites you then it
(inservice) is of value.

You get a great deal of value from organized inservice
activities even if you go to bad ones, it shakes up your
thinking, you get a new idea. We found out we had social
studies books in the storeroom and have been using them ever
gsince. They're stimulating, even despite the speaker. The
value is in meeting with colleagues from other 'schools. 1'4
never say they're a waste of time as any exchange has to be
.good. :

Even if the presenter is not very good you can get something
of value. : v

1 find most of them in:erestiné and if I am not wild about
them, at least I learn what not to do. Even if they bore me,
I keep the information in my mind.

As one teacher remarked:

I would hate to think what would happen if I had to plow
through it all myself. ~

CATEGORY FIVE: TEACHERS' VIEWS ON TOPICS OFFERED
AT FORMAL INSERVICE'EDUCATION ACTIVITIES

Although teachers attend formal inservice education activities for
a variety of reééons, but not necessarily for the reasons assumed by
others, that is to obtain information which they will use to bring

about a major change in their classroom behavior, they do desire
activities which will provide them with useful and classroom-related

W

.
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information. The preferred topics fall into the following three brpad

categories:

Activiti€s which will provide them with information and materials

-

which they can use immediately on their return to the classroom but

s

which require no major change in ideology or current practices.
Awareness level pgesentations which acquaint teachers with the
latest developments in the field of education.

Stimulating, thought-provoking éresentations'which temporarily

remove teachers from the narrow world of the classroom.

Teachers indicated that they choose inservice topics according to their

particular needs at’ that mément in time:

Activities may be of value or not, depending on whether you
have gone through that experience or not come across it.

Depends on the need, if it is to develop skills or to_continue

‘to find justification for remaining a teacher, depends on what

you are searching fox.

I tend to choose what will give a boost, even if it's off the
topic. I'll go because I know I'll come back to school
uplifted and there's spin-off. Also I'll choose things that
will have spin-off to the classroom,

I want stimulating sessions to give me a shdt in the arm.

Curriculum sessions, small group basis are very necessary,

most beneficial, but I don't want to go to my 3ubJect area all

the time. I want to hear about new trends, new issueg-- 4
insurance agents are not given lectures on insurance, they are

given inspirational talks on attitude, about themselves, their
development. I want to be inspired now and keynote speakers

try to do this.

I would choose new areas, not ones identical to university

courses and would avoid specific topics I had been exposed to.

If T am in a new area, I like to have as much background

information as possible. I went to one on administration, it
was excellent, directly interesting to me; I am more
interested in areas I am currently in, although I think it is
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good to go an& find out about gsomething you are not directly
involved in. . R

When choosing which activities to attend when concurrent sessions are

offered, teachers appear tp\ﬁollow a deliberate plan:
3

I'11l go to one on playgrounda because my school is building
one; avoid Kanata Kit because I know something about it; go to
the keynote as it's ingpirational. I don't go to things
specific to other courses although I probably should; I may go
to one on reading, even though it's not really my. area, and I
go to the book dispily .

You need variety. The keynote speaker to get you fired up and
excited about teaching and then other more practical sessions
where you can share in and get involved, ones with hands-on
activities. But if you just go to the keynote, you go to get
fired up, all excited, and then you say "Hey, I.am not like
that, I mustn't be a 8ood teacher," or you try it, it flops,
as you don't have enough information, and you get depressed.
It's high standards ve set for ourselves, we can 't reach them,
and therefore we are in trouble, so stress. :

I prefer a pot pourri~ I am going to the Plato system, one on
computers, it's my area of interest; chisenbop, I'11 get a few
p01nters on; and Bargen on 1eadetsh1p skills.

Teachers'ratéd highly topics of a practical nature that relate to their

LN

current teaching assignment:

Some inservices have been very disappointing. I am looking
for information to help me become more skillful as a teacher
but often I don't find inservice that practical. It seems
that when I talk-to other teachers we are looking for very
‘practical teachlng strategies and it turns out not to be on
that ... not specific enough. v

For me the workshop was really exciting. Teachers telling how
they selected students, dealt with problems and they got down
to what they actually d1d With the grade 3's they did this,
with the grade 4's thig, using Bloom's taxonomy. The
questions to ask, right down to the nitty gritty ... just a
wealth of information for me.

I think inservice should be seer as practical aids for the
teacher. They should really be how-to sessions for the most
part, for something like instituting a new curriculum. It's
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fine to give the rationale, but you are not going to think
that is relevant unless you tie it in with new procedures or
old procedures tried in a new way. We've just had a social
studies inservice with two very good presenters~—very good
because they had practical things to say, what to do,
procedures, follow-up, the educational rationale for the way
they do things.

I want practical stuff that I can use/translate into classroom
activities. ;

It should be somech1ng that helps us in the classroom, not
general like stress.

The emphasis should be on helplng teachers in the classroom,
zeroing in on programs we are 'using now.

I want something I can’use, ideas to help me in my job.
I want to satisfy my classroom needs right now. . AN

I prefer highly technical workshops, with teaching techniques, |
lesson plans—I want concrete activities for the classroom. ,

A good one is by the author of the text in use. Also, when a
classroom teachers talks about a common text, its strengths
and weaknesses, and gives classroom materials.
There should be-insefvice on a Siject area when you are
teaching it for the first time.
Practical classroom-related help was desired particularly by those who
could not get assistance in school:
I want help with my subJect areas, espec1a11y when there is no
specialized ‘consultant.
" There should be information to help elementary teachers who
have no department heads and many subjects.
They viewed particularly favourably presentations that permitted them

to become involved:

I like ones that you participate in, in my subject area.

I want hands—on, small group activities given by presenters
who have dealt with the same age level and situation as you.
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1 like sessions that offer involvement, not passive ones.
Ones where there's an opportunity for the group to indicate to
 the presenter what they want to zero in on.

And presentations that include new ideas requiring materials that are

currently available in the schodl are considered excellent:

I want hands-on inservice using materials that are available
_ in our school. I don't want to be given ideas that you can't
carry out yourself. ;

1 like practical sessions using materials at present in our ’
school.

Some wanted to be exposed to new knowledge in the field of education:

To know what is current in educational thought.

After a few years in teaching you lose touch with what's going
on; inservice keeps you in touch with the latest developments.

Helps keep the teacher abreast of the latest ideas,

Of value to elementary teachers as you teach many subjects and
you may not have university training in all of the subjects.

Others, hove@er, did not want topics that relate to their present

teaching assignment:

a

I want to do things we would not normally do, to extend our
minds. )

Non-teaching ones are pleashnt because you are a member of the
human race. ‘

g
I went to a presentation by a psychologist. The presentation
was mainly full of jokes, you kept on laughing and he felt
that while you kept on laughing you couldn't be getting an
ulcer or a breakdown, and it was a real contribution to mental
health. But the presentation had nothing to do with the
classroom. He felt if you came away seeing things differently
the laughter was of benefit; you would benefit and the
students would too. And I agree.



A few of the inservice topics offered caused some consternation,

however:

v 1 have difficulty, some question, about people learning such
skills as skiing on p.d. days; there's a difference between
professional development and personal development.

Yet, on the other hand:

I took ceramics for seven hours; I am not going to teach it
but it was relaxing to sit at the workshop and there's a
spin~off to the classroom. .

A common complaint concerning the topics offered was the lack of
variety:

El

The topics are so overworked already that I am beginning to
find p.d. days useless.

The last one of value was on student teaching, but next year
it was the same topic again. v

Right now I am cynical about inservice, p.d;, the whole =
thing. I see a lot of waste in it and a great deal of
repetition.

They're repetitious——the first time it's good.

For the first few years there were some good topics (p.d.
days) but now they're running out of steam.

But, organizing formal inservice activities is not easy, as teachers

pointed out:

You have to scrabble to come up with good topics and people
who are exciting, appealing, broad-based. There's a lack of
money so it's hard to put on good p.d. days and workshops.
don't know any presenters as I don't come from here but othe
people don't seem to know who's available either.

Often you get a topic because one person thinks it is good,
wants to 'change' the staff, but the audience has not

I
r
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indicated that it wants thia topic. The topic must be
relevant and wanted by the group.

Although you conduct a needs assegsment, still the choice of
the actual presentation is limited by the time and energy of
the presenter, what he wishes to say, and what those _hiring
him wish him to say.

And, it must be kept in mind that:

There is no ideal, there must be variety (of topics) as there
are different reasons for attending (formal inservice
activities).

CATEGORY SIX: CHANGES IN ATTITUDE OVER TIME TOWARDS
FORMAL INSERVICE EDUCATION ACTIVITIES

Many teachers indicated that they could discern a distinct change
over time in their attitude towards formal inservice activities and the
types of activities they chose to attend. Some noted that their

interest in formal activities had increased over the years:

Before I did not think much was valuable; now I see some -
things as broadening and with experience it is easier to pick’
out the things of value. I remember in the first couple of"
years thinking why didn't they offer things that were 301ng to
be of value.,

I have been teaching for seven years and 1 am more interested
in inservices now, especially if they are organized to meet
the specific needs of teachers, they will be of real value.

Others, however, reported a general decline in interest in inservice

activities from their neophyte days:

When I was a young teacher I enjoyed inservice,. it was fun, it
gave me things I didn't know. I haven't been to a decent
inservice in years.
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I am| reluctant to spend my own time at inservice; I did not
have| this problem when 1 was a younger teacher.

Initially I went to functions because I had to, I didn't know
any better; now I am more. selective.

I don't attend now, but I used to, the first couple of years.

Inservice is for younger teachers; now I decline a substitute.

A

Many experienced teachers complained about the repetitious nature of
formal inservice activities:
As a science teacher I went to inservices for three years in a
row and felt that was enough. Then I changed to math, and
after a while I felt that was enough, and after a few years I
stopped applying for specialist counc11 inservices as they

were becoming very repetitive.

As a beginning teacher I went to inservice regularly, then I
found they were repeated. I don't go to many now.

I am aware already that I am becoming more selective—-1 am
aware of the repetitious nature of certain inservices.

They're geared towards younger teachers; they re not of any
value for more experienced teachers as they've heard them all -
before. -
There was a feeling that teachers should be able to choose how to spend
days when students were released from classes:
Over ten years I have seen every approach from the evangelical"
to the practical, hands-on and now it seems that there is a
need on p.d. days to let me come to school in my jeans and
have time to myself in my personal school environment.
Teachers noted that they desired different types of inservice
activities once they had been teaching for a few years and felt they

had basic teaching strategies and subject matter under control:
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My interests have switched quite dramatically. For the first
three or four years in teaching, I was more interested in .
survival, I had no time to go anywhere, do anything.

1 think the beg"/ning teacher tends to look for more things
that could help/ him in the classroom be a better teacher as he
is groping. A more experienced teacher feels more confident,
goes to more abstract, inspirational things, probably why 1
prefer conventions now.

When I first started I felt incomplete and I went to
everything. Now I feel more competent and I know how to teach
reading, I have used four different language arts serieg, I
have accumulated that knowledge and used it so I don't go to
language arts sessions. I would go to social studies as I
don't know as much.,

After the first degree, the first few things you go to you
want someone to tell you what to do on-Monday morning. Once
you've got the day-to-day under control, you can stand back
and look at the broader picture; you are more theory
oriented. Same applies when you make a change--grade or
subject. '

Beginning teachers want masses of concrete ideas, they want to
be reassured. You get older, have been at it longer, and -
inspiration is more important-to you. '

I like some of the philosophical things now; before I went to
practical ones. I like to go to them because it gives me a
different mind set as I have a handle on things I am teaching
now. So I tend to go to more general sessions or just to go
for personal interest. I may never have to teach the topic
but it sounds interesting, it's my turn to learn something
new, to get my mind going.

. . ~
I've been a teacher for 20 years, I've been to so many N
language arts inservices that I don't want to zero in on
specifics anymore, I want to broaden myself as a person.

Several noted that there was a particular pattern to the types of

formal inservice activities desired and attended:
|

There is a pattern, a changé. At first yoﬁ\are insecure, you
have to do a great job in many areas, and yoL attend inservice
.. randomly, with not much selection. As a begfnning teacher 1
would go to just ‘anything, every area had tol/be dealt with as
wéll as possible; and then after I had taught a few years I
became more selective, I chose them on the basis of interest



123

and areas of weakness, gelf-identified, not recommended by
other people.

. &
]

1 have changed, I know. I know I felt at the beginning like I
needed to know more and more and more and more, I was not
confident of subject matter, teaching style, I wanted to
change, to test more things, and gradually I went to only
those things that confirmed my teaching style. Now I've gone
the full circle, I am conducting inservices and I find I am
learning as much from the people I am giving inservices to.

At the moment I go to ones not in my subject area, more to
p-d. ones, language arts ones because I feel that's a weakness
I have. I did go through a time when I looked only at my
strengths, confirmation of, now I look at my weaknesses.

I think you go thtrough a cycle in any kind of job; high
interest, ignorance, trying to identify needs, trying to find
ways of developing, becoming satisfied, maybe even boredom.
So I think there is some kind of pattern in any given job.

Part of a career cycle--you get the day-to—-day teaching thing

down and then you decide you need more specific information on

an area, for example, a one week session on math--I found the
. undergrad. courses I'd taken to be not enough.

CATEGORY SEVEN: TEACHERS' VIEWS ON ATTENDANCE AND TIMING
OF FORMAL INSERVICE EDUCATION ACTIVITIES

It became obvious from the interviews and conversations with
teachers that their attitude towards formal inservice education
activities was inextricably linked to the timing of such activities,

" whether they were held during or outside of the school day, and‘whether
attendance was mandatory‘or voluntary.

Many teachers fgel strongly that alllformal inserviceé activities

|

should be held during the regular school day:

A lot of inservice is after school and that's not right,. they
should be within the working day.
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There should be more release time built into the school day.
Buginesses pay employees to attend in working hours; but
teachers go on their own time and use théir own money.

They want more release time built into the school year as they consider
release time to be their right as a professional not a privilege:

I do not think teicher. are lucky to get release time. I look

at it from a year-long viewpoint. I work as hard as my

husband and we (teachers) cram it into 40 weeks, we average a

good 50 hours a week. I don't look at inservice as release
time but as part of the annual salary of the job.

As one teacher succinctly stated:

Ingservice should be content-focused, September to June,
8 a.m. to 3 p.m. with time off (from classes).

Mandatory versus Voluntary Activities

Teachers expressed opinions on the topic of mandatory versus

" voluntary inservice education. On the one hand teachers proffered the

,

viewpoint that a professional will avail himself of inservice whenever
* ’ < °
the need arises, that keeping current is a personal responsibility and

‘

that forcing attendance is not viewed favourably.

More and more teachers object to having time structured. We
will talk shop at a party but not at the district office in
the evening. It seems that teachers and other professionals
don't want to have inservice laid on us, we want to have a
choice.

Othersvpointed out, realistically, that teachers tend to avoid optional

activities and therefore there is a need for some mandatory inservice:
- [}

-~

If it's optional, those most needing it won't go.



125

Teachers tend to avoid cértain act1v1txea, even though they
know they will be beneficial. - R

It would be really easy to avoid inservice so you have to
force yourself because afterwvards you say 'Well I got
something out of it." But it requires a lot of effort.

It is important that it's mandatory, especially when it's on
Hew curriculum. We have to be forced to go to some things,
even though we know we need it, and aftervards you say "I am
glad someone forced me to do that."

One who saw attending formal inservice activities as the professional
responsibility of the teacher commented on those who avoid even

. mandatory activities: ¢

I disagree with thosé who do not go. We are supposed to, it
is our obligation, our responsibility. It is a day :
(professional development day) to grow professionally, not to
get caught up-to—date with the housekeeping activities of
teachlng and I think it is terrible (that some do that). If I
am going to catalogue my resources I think the working day can
accommodate these works. Teaching is a stressful, tiring job
and you are performing all the time but I think you can go at
least another hour after the bell goes to do the cleanup and
planning and any visiting of schools you can fit in.
Professional development is basically an obligation, morally,
and a professional duty, especially when it is a costly
expenditure for the board.

Personal Life versus Professional Life
Teachers appear to be very conscious of having limited time and
energy and this concern is reflected in their reluctance to attend

formal inservice activities held out of school hours:

Inservice is an 1mportant part of your career but don't ask me
to go on my own tlme. ’

I don't mind devoting some of my own time but whén you ask me
to go at four o'clock I don't have very much to put into it,
nor do other teachers and when you are not alert, you won't

get much out of “it. Teachers are worn out by the end of the
school day. : :



’

126

¥

Aftef school, people are short tempered, they have other
things on their mind. It's amazing how much people do when
they are fresh in the morning.

Both male and female teachers mentioned the importance of a life

outside of one”a'profesaional life and their reluctance to give up

family and social activities.

- Two

I have limited time and energy; I have other things beyond the
profession.

I have-a'family 80 want sessions in school time.

I would like more act1v1t1es but must be realistic, I have

.family commitments.

I shy away from sessions after school, around the dinner hour
and on Saturdays. Those involved generally are men, and women
with no families.

Attitude dépehds'on'the amount of spare time the teacher has.
I am part-time therefore I don't mind evening or Saturday
workshops but if I were full-time I might feel differently.

’

conflicting viewé&pn professional responsibility emerged:
. O =

N
1

I have a family and it comes first, therefore I resent
after-school inservice ... I see inservice as a necessary part
of professional development geared to me as a school teacher
and school days should be devoted to that. Once it's a
pressure on my home life I won't get as much out of it. I
will go after school if I think the session will be worth the
sacrifice but if not, 1'd rather be at home. I do _have to
sort out my priorities.

A true and honest professional will give up the weekend. 1If
you are really sincere you will come out. I realize the
family is important too but you should make time for sessions.

However, if teachers can be guaranteed that the rewa:ds will match the

sacrifices, they will attend inservice activities held in the evening

and

at the weekend:

/
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Depends on the value of the session. If you can be guaranteed
it will be worthwhile, then I don't mind evening, or weekend,
but before I am going to pay for a babysitter, I am not
shooting in the dark. ,

If something is geod and going to help me I don't mind going
out of school time but if everything was out of school time I
might feel dlfferently.

I prefer inservices in school time as I get tired but I will
attend after-school inservices if I feel they are of value.

~

As one teacher explained:

Teachers fear they (inservice activities) are a waste of time
because they frequently have been that. They want a guarantee
that when they spend time, it will pay off. They expect their
time to be wasted and they are surprised when inservice is of
value. Also there's the problem of conservation of resources,
a personal thing: how much can I spend and still survive as a
human being? They do have time and energy if they can be
guaranteed a payoff--no time means no time to waste on ’
inservice if they are guaranteed only a 20 per cent chance of
it belng worthwhile.

CATEGORY EIGHT: TEACHERS' VIEWS ON
PRESENTERS AT FORMAL INSERVICE EDUCATION ACTIVITIES

In;ervice education presenters were subjected to a great deal of
criticism from participants. Teachers have quite specific and fairly
censistent views oe the attributes of effective presenters and the
qualities they find undesirable. »

They particularly dislike presenters who do not.ha;e recent
classroom exﬁerience, who ‘are not practical, and whoidrbg in, give a

standard speech and leave :

I
.

Don't want presenters who are idealistic, who've been too long
away from the classroom.
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I see pie in the sky regarding some of the solutions; talk so
far from reality, in terms of a surrogate mother and so forth
and I turn around and say ''Gosh, what is my function in the
classroom, I can't be all things to all people,” but I am
realistic, and that is his point of view.

Untealistic, anyone can perform beautifully once a month.

Your usual inservice type is a person who talks but doesn't
come back to the situation.

I'm not interested in a profeasor from the U.S. A. on a circuit
with a canned presentatlon.

I'm not interested in a guest speaker who comes with a
prepared speech and trots it out.

The presenter does make a differance:

Although a one hour workshop is of no value (as far as
changing behavior) if there is an imaginative presenter with
good communication skills, he might-capture your Lnterest ‘and
you pursue the topic on your own.

#

.

The excellent presenters were a large paft of the value of the
new social studies curriculum inservice. :

%

Most teachers preferred presenters who were experienced classroom

teachers:
Must be an experlenced teacher with feasxble ideas; you forget
what the classroom is like.
Inservice should be given by people who are currently in the
classroom; not out of the classroom people who are dealing
with the theoretical side of curriculum.
I want presenters who have dealt with the same age level,
situation, as you.

Presentations by teachers who supplemented their talk with handouts

were viewed very favourably:
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I like workshops by a teacher who has been involved, who is
considered to be successful, and who has brought the necessary
a.v. and handouts,

Hands-on sessions, something to pickvup and take with you--the
only way it will come back to the classroom. Having something
in the hand definitely increases the chances of something
happening in the classroom.

I want handouts to summarize as peoplg remember 5 per cent of
what they hear; it ensures the presenter gets his points over.

I want activities that have lots of handouts to go over on
your own time. Sometimes yoy walk away and you may have
nothing except your own notes but if you have a fairly
comprehensive handout that is really helpful; sometimes I have
chosen certain inservices because they have really valuable
handouts.

Y

I want concrete activities, books, handouts, thlngs to help me"
remember three months later.

The reputation and personality of the presenter appear to affect

teachers’ perception of the value of the presentation:

The presenter must have credibility.

When I look at inservice activities offered, I look not only
at the subject matter but also at the names ‘of speakers; if
the speaker has a good reputation I will go as I know it is
likely to be good.

Not surpriéingly, teachers preferred presenters who treated them as

adults:
I like presenters who do not talk down to the audience.
I want someone who is able to come into the session with a
vast amount of knowledge in the area but then be sensitive to

the needs of the group.

I dislike presenters who talk down to you: 'Do you all have
your pencils, let me see."

\
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Teachers disliked presenters who adopt a negative stance and who offer

no heip:

One

I have a very difficult time with many of the presenters
dwelling on negatives; I get very frustrated when I go (to
inservice) and someone tells us what we are doing wrong but
doesn't say how to change the approach. At the last
convention I left before the end of the session; I could have
throttled the presenter as he spoke to all the problems, but
offered no solutions. :

I was unhappy with the one on stréss as there was no help for
classroom teachers, no indicators, measures ong can take to
alleviate stress. Teachers are looking for help from
sessions~-presenters don't seen to have that in mind.’

My chief complaint is the negative attitude of presenters.
They state problems, diagnose them, but offer no solutions——I
know the problems, I am coming for the solutions.

We do need a balance between theory and practical but there
tends to be too much theory. They always say chey are not

going to deal with teaching strategles yet that's what you

really want. :

I don't want a downer, that's 80 depressing; I want a keynote

speaker to be someone to uplift me, stimulate me, make me
think.

teacher expressed some sympathy for presenters:

I thlnk we have been too critical of presenters. I know I
have been guilty of it; but if you don't put anychlng into it,
you won't get anything out of it.

Some believe that there is no need for expensive out of towners when-

there are "just as good at home.”"

Inservice does not have to be a costly thing as within the
school district there is an array of talents, it need not be
costly apart from release time. We do not have to go beyond
our own area for speakers, although on occasion we can, as
there are good people here.



131

‘On the other hand, others like the opportunity to hear speakers whom
one would "have to travel thousands of miles to see."

Concern was expressed tegarﬂing the lack of good presenters:

We have had all the good speakers who are avaxlable. Now we

will take anyone who will come.

Given the large numbers of teachers who wish to have presentations
made by practising classroom teachers, it is surprising that more
teachers do not volunteer. Many teachers are qualified:

We have developed so much of our program and supplemented it -
that in many cases we could give inmservices.

Others (teachers) who were at;eﬁding the conference, they
should have been giving it, not attending.it.

But as one teacher/presenter pointed out:

There's a lack of good, qualified teacher presenters.

Teachers are too involved in the classroom to take the time
out to be presenters -and now they want top quality presenters,
with a.v., and it becomes so professional that the teacher
feels more insecure (therefore reluctant to volunteer).

A few of the teachérs who participated in the study also gave

pregsentations at formal inservice activities and they volunteered some

illuminating insights into how they perceived teachers as participants:
Teachers are the worst people to- teach—-they re cynlcal rude,

don't llsten, ask stupld questlons.

Teachers behave like students-—snlckerlng, not part1c1pat1ng,
not coming back for the second half. '

Teachers turn their backs on inservices as they feel they know
everythlng--there is nothing new you can tell us.

Guest speakers are,K always a bust as teachers are‘céught_up in
their egos and think they know all there is to know.
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v

Teachers offered some advice to presenters:

The _Pregsenter must be desired by the group, not put-on them by
someone in authorlty. _
Presenters should be seen as useful to teachers, have
credibility, be classroom teachers with years of experience.

Not the usual type of presenter who does not return to the
situation.

¢

If you write your own ticket, don' t be a downer, teachers ‘want
someone to uplift them, stxmulate.

If you give a canned presentation, be sure it is what the
teachers want.

Include a lot of dialogue between the presenter and audience.

If you are a teacher and a presenter you need to be acéepted
'in both roles by colleagues..

The ones involved in inservicing (presenters) should be

involved in the classroom with the teacher showing her how the
idea should be working in her classroom, with her students.

- CATEGORY NINE: TEACHERS' CRITICISMS OF FORMAL
INSERVICE EDUCATION ACTIVITIES

Many of the criticisms levelled at formal inservice activities
~indicate that stch se381ons tend to violate the known pr1nc1p1es of
adult learnlng. As one teacher stated "You need to treat an adult as
an adult. Teachers pointed out how individual needs vary:

All are not ready for it (inservice activity) at the same time.

Many people, many needs; therefore it requires different

_approachs to suit the different personalities of dlfferent
- teachers, :

You should look at individual needs and then look at sessions
to help teachers grow.
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We never say: what would you like to do to be a better
teacher, given your classroom, given you, what would you like
to change/improve?

Some need structured activities, others seek new ideas on
their own.

In particular, teachers expressed a strong desire to have

individualized inservice education which meets their self-identified

needs:

I firmly believe that inservice and professional development
is very self-directed and self-defined and the job of the
organization (school system) is to provide opportunities for
people to encounter different opportunities ... I would like
to see more individualization of p.d., less group think, give
all the time and money to the school and let the teachers do
what they want ... the choice of activity should come from
personal needs ... the benefits must outweigh the costs before
one is interested in doing something ... One of the things
wrong with p.d., inservice is it assumes certain things about
teachers and that's not a good way to organize. Professional
development days are in trouble for that reason; they try to
meet all needs, all categories of needs, they're a waste of
time. ‘ :

— .
1 think most of the inservices are put on without looking at
the ideas of teachers and their needs and what they want. One
group sits down and decides what they think teachers want but
no attempt is made to match the needs of teachers with what is
organized, no attempt at all.

» P.D. should occur when a persol needs the growth. You should
get release time when you deciVe you need it. ‘

vTeachers‘want to choose, not be told, what to attend and when:

Ideas for inservice tend to come from the top down.
They tend to be teacher préscribed sessions from the organizer
and therefore do not always meet the needs of teachers.

Teachers go to conferences, workshops we think are important.

Teachers say, let me as a professional say where I want to put
the time and if I am putting in here, let me take it from
there. For example, I'd rather stay longer at school,
discussing planning, and not go the afternoon session of
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professional development days. I really do p.d. activities at
other times, not necessarily on official professional
development days——it's a kind of a trade—off thing.

There should be a choice of activities~-do what you want
whether it is socializing or workshops.

We used to have inservice every week after school on math. I
was so mad at having to go and so tired that none of it made
any sense. '

Teachers were critical of presentations which adoptfd the deficit
approach and the banking concept of education and of the passive role

they were expected to assume at such presentations:

I feel that if teachers were more actively involved in
inservice rather than listening to a speaker passively, it
would be of more benefit.

Teachers look mostly for a chance to exchange ideas with
others rather than being told.

I like the one-to—one approach in inservice where I am asked
for my ideas, not preached to; informal sessions where my
ideas are of importance. ' -

I think inservice should not offer criticism but rather
alternatives, based on the strengths of teachers.

As one teacher.summed up:

Inservice must be individualized, meet the particular needs of
the individual, and treat an adult as an adult. If you do
that growth is fantastic.:

However some teachers pointed out that teachers, individually and as a
profession, have a responsibility to be more actively involved in

! L b

identifying their professional developmenf needs:

Don't think even they know what they want.

I have always been interested in professional development but
don't think many teachers are, they've not been given the
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concept of looking, planning, thinking, listening. When you
say, "What should we do on p.d. days?'' everyone looks blank

" and panics.

It's the needs assessmwent business we are falling down on.
It's not the fault of the planning committees, dedicated
people with good| intentions-—~1've worked on the
committees—-but piecemeal activities., I really think teachers
need to be more involved, need to identify what they want—-
should have a pl%n, identify deficiencies.

School professional development representatives found teachers to be

apathetic:

And

and

Teachers complain a lot about activities but don't.give them a
lot of thought; they're not interested in being involved in
planning.

I am the p.d. rep., most responses (to requests for
suggestions) are neutral. I think it relates to the fa11ure
of many inservice activities, they've not been of major
importance to the teachers, therefore inservice 1is not of any
consequence and they accept the banality of the p. d.,

inservice situation and don't realize that it could be changed.

this belief was'supported by the comments of teachers:

I guess my only real beef is that they (p.d. days) are never
planned. They occur on the spur of the moment and are an
excuse to go out for lunch. I'm not knocking lunch, but they
need planning too ... or rather, are planned but not
thoughtfully planned, not planned as 1 want them ... I am too
busy right now to be involved in the planning.

Unfortunately, attempts at identifying continuing education needs

planning appropriate activities are hampered by the lack of a

comprehensive plan for teacher professional development.

P.D. is offered piecemeal. You are made to go to activities
but there's no plan when you compare it to other .professions—-—
they have a more definite role for professionals in their
training, they insist on certain things and perhaps they make
people more aware of what they should be looking at (re

p.d.). We don't do that in education yet.
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The ATA has no overall plan the way other professional
organizations give more direction. They're well intentioned
but not meeting our needs. They will come around and help,
but won't impose. Given the fact that professional
development chairmen are chairmen for one to two years, they
are not competent to give direction, be a leader. The ATA had
an issues project, but the issues are theirs.

i

Other criticisms relating to such externals as timing, location,

presenters ahd'topics are included under those category headings.
CATEGORY TEN: NON-FORMAL FORMS OF INSERVICE EDUCATION

During the course of the interviews with teachers it quickly became
very apparent that teachers continue theif professional education in a
variety of ways. vAttending formal activities is but one of these ways
and to many teachers a less significant_method of obtaining,infofmagioq
which they will use to improve their classrooﬁ>effectiveness than
non-formal methods. The most commonly cited non~formal ways in which
teachers gain knowledge which>re1ates to theiréclassroom behavior were
through daily contacts with colleagues, readiné profeséional
literatufe, being involved with new programs, having studeﬁ; teachers,
watching others teach and attending extra-curricular activities that

have spin-off to the classroom.

Informal, Ongoing Contacts with Colleagues

Of particular importance and benefit to teachers are ongoing

contacts with colleagues in their own school:

Yet it goes on all the time--when you think about it,
professional development goes on all the time in the staffroom.
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Daily interaction with colleagues is very important,
especially as we work within a department and this building is
planned around departments so we work as a group and discuss
problems as a group.

‘A lot of inservice needs can be met by talking with other
teachers.

You get ideas from the staff around you, it's ongoing. 1've
been in non-sharing schools and that's awful. Ongoing is very
import ant, especially for beginning teachers.
~

. I can see myself when I first started teaching, I had a B.Ed.,
and the kinds of things I needed at that time were more
general information for myself, perhaps controlling kids'
behavior, basic kinds of information, day-by-day operational
theory, the completion of the register, textbooks, and that
kind of inservicing came from the people around me.

The daily sharing of ideas with staff, an ongoing thing--of
great value. People are always throwing ideas around and you
can accept or reject them. A lot of people are trying to
develop curriculum by going to Teachers Stores and they come
back and share. The librarian lets us see new books and we

become familiar with what is available for us and for our
students.

I think if you keep your mind open you can get good ideas from
colleagues, in unstructured ways.

Colleagues are very important. We spot things related to

fitness in magazines, we talk, and we are constantly bringing

in things to share with each other, things of value for the

classroom.
Many teachers consider these contacts to be a more valuable way of
obtaining classroom-related knowledge and getting assistance with areas
of concern than attending formal inservice activities (apart from those
that accompany a mandatoYy program change). As one teacher stated,
"peer-based consultation, one-to-one, or small group, is more important
than formal inservice workshops."

Ninety per cent of my teaching knowledge is from talking to

other teachers, not from teacher education, not {rom

inservice. In our school there are 6 grade one teachers, a
lot of meetings, we share ideas. There's one teacher here
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with 15 years of experience, she is very good at explaining
things, she gives us ideas when we are at a loss, In the
other school I was at, no one said 'boo' to me, but since I
have been here I have learned so much ... I learned to become
a teacher through practicums and being in this school for
several years because people have been-so good about sharing
ideas.

The daily contact with colleagues is most important as far as
getting ideas. You gain more than in a formal professional
deve lopment session. Informally is a much better way of
getting ideas. ... We discuss before school particular lessons
«ss this staff is very free to share experiences, ideas and it
can't be measured but is of great value. Perhaps we don't
even consider that we are sharing and I think this staff does
a lot of sharing that they don't even realize they are doing.

I pick up more in the staffroom during the course of the year
than at workshops.

I've not beeén to an inservice in years, I hear new ideas on
the grapevine. ' fo]
Here then is a lot of inservicing going on ... people send

xerox copies of stuff. Just yesterday someone sent me a whole
batch of materials from an indgflvice they attended and another
friend is going send me ir&‘?‘ tion. Basically this is s
ongoing, perhaps yyou put more. {gieh in help from colleagues,

in the credibility of collesjygefi.: Inservices may not be as ~
relevant as the day-to-day ewlil

\ Ps we have——the interacting’ A
is very important, you can app ate their efforts.

If I can turn them (inservice presentations) around and it
helps in the classroom, that's fine. But I feel I can pick up
classroom ideas by talking to staff.

I get most of my ideas from informal rap sessions with
teachers from other schools, and from other districts.
Teachers are great for talking shop. Here the same thing.
Also I get ideas from colleagues in this school, we sit and
talk. It's very unrealistic to think we would get anything
I'ike that from an inservice-~I may sound jaded but I am not.

1 also get ideas from former students and present students. I
really listen to students and take that into consideration for
next year. i~
Daily contact with,colleagues is of great value, maybe more so
than enforced sessions, yet at the beginning of a new

curriculum, workshops are of value. But now I have heard it
all before. ‘

As one teacher put it:
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L]

I would rather get together with a teacher in my area than-
listen to a speaker who is not relevant.

Indeéd, the main benefit derived from attending meetings was
associating with colleagues: . '
o

I taught grade one for nine years and every month we had a
grade one level meeting and though I hated going 1 got ideas
and learned from other teachers. w \

Professional Literature

Professional reading is considered to be very important-:

Reading books, periodicals is of great value, I've become.
familiar with the ATA library, the librarian has-been very
useful to me. Four years ago 1 went to see her- and I try to
‘vigit there once every three months and 1 phone her.

Going to the library, reading lots of books in preparation for
a new assignment, that helped me greatly.

I get a lot of ideas from professional reading, I read as much
as I can. Also the sharing of ideas——-the reason 1 came to
this school from a small school.

From a personal point of view, 90 per cent of what I have
learned about improving teaching came from my own personal
deve lopment--reading, searching, 10 percent’ from inservice
activities. I rely on publicatiomns, to improve, also talking
with colleagues. '

Program Developﬁent‘ .

Some teachers cited their involvement with new programs:

L
I pilot every program I am asked to, the reason being that
when you pilot you get information, some of the general
philosophy of the new program, from the department of
education. You get:’the publisher providing two to three
iﬁservices‘throughout the year (after school, I would like to
see them during school time, but I still think they are
valuable). This is the only kind of inservicing I have had in
the last 12 years. _— fA
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. My professional development comes from work with colleagues in

school and from my choice of extra-curricular activities,
reading too ... a lot comes through the introduction of new
programs. '

'

Having Student Teachers and WatchinEVOthers Teach

and

Several mentioned the benefits derived from having student teachers

watching others teach:

Student teachers, they're a a two-way benefit, a part of

inservice, professional development. Student teachers are
aware of what's going on in university. ‘

Student teachers--if you are going to view it as a sharing of\
ideas not the master teacher approach, showing them how to
teach--and work as a team with goals and so forth. You find
out what new things are happening at the university, what
techniques. And if the teacher allows the student teacher to
use his own techniques, then you can use it as an inservice.
We had three student teachers in our school this fall, it
really had an effect on the school because the teachers let
the students use their own skills and talents and university
information, really had an effect and was an inservice for the
whole staff.

You can get professional growth by watching other teachers in
action in their school. Also working with student teachers is
a professional activity and every teacher could benefit from
it. ‘

Getting away and watching teachers teach is the most
beneficial. .

Lots of teachers have decided that it is valuable for them to
observe teachers in.other schools so we have subs. in for half
a day. ez

Extfa-Curricular Activities

VQ%*Many chose extra-curricular activities that will have some spin-off

to the classroom:

I am involved in the Edmonton Regional Science Fair and it
provides me with a different perspective on teaching because
it is an administrative kind of job and I meet a lot of

¢ : ‘ i’
. - . QNZV

e
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inservice education activities attended by .teachers and also provides

péaple.‘ I talk to teachers and administrators and it's a very
informal sort of talking and somehow I always seem to get
ijdeas from them, from listening to people excited about new
ideas, new things they are doing~-and a good listener can
learn a lot by listening to an excited talker.

1 am involved in a lot of other things after school and
although they're not related specifically to teaching, they
can aid my relationship with kids in class. [For example
swimming class, outdoor ed., craft things, art classes. My
p.d. comes through work with colleagues in school, it also
comes from my choice of extra-curricular activities, reading
too.

CATEGORY ELEVEN: TEACHERS"COMMENTS RELATING
TO INSERVICE EDUCATION AND THE ROLE OF DISTRICT OFFICE

The district or central office organizes many of the formal

some funds for individual professional develophent. Conséquéﬁfiy,

teachers' conversations were liberally sprinkled with referenced to

their employer, commonly referred to as district or central office, or

d.o. or c.o.

when students are released from classes in order to permit teachers to
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Many teachers exﬁfessed the belief that the public views those days

attend formal inservice activities: as holidays for teachers. Those

teachers desired their district office to conduct some type of public

relations campaign to acquaint the public with the importance of and

Bet

the varied, often non-visible nature of teacher continuing professional

education. In particular the public should realize that teachers can.

I

be involved in worthwhile learning activ$kies without necessarily
W : . c

s o e
assembling as a large group.

¢

o



142

I have a feeling that the public sees release time as not
necessary for teachers who are over-paid and have too many
holidays as it is.

‘'The public relations bit--school systems are not very good at
‘it. You need to educate the public on the need for
inservice--it's not necessarily teachers all together in a
school.

Perhaps we need to educate the public regarding the nature of
teachers' professional development, that it is ongoing and
therefore we don't all need to congregate together and do
vigsible things to justify professional development days.

We need to educate the pubic regarding the importance of
professional development for teachers, that days when the
students are not there, or you have subs., are not a holiday
for teachers. o

‘ : T e : '
And the public should be made aware of tHe fact that social activities

have a spin-off that ultimately benefits students:

If the public could be made to realize that even if all we do
is go downtown and have a couple of drinks, getting away from
stress for two days is going to benefit the students. Also,
when three teachers. get together they immediately begin to

: talk shop, so this discussion is beneficial.

» Teachers pointed out that other professions do not appear to have to
justify continuing education activities:
School boards, unlike corporations, have not yet recognized
that they must invest in employees as human resources.
My brother's a pathologist and always going to conferences, he
spends four to five weeks so doing. Teachers are so highly
visible, something must happen to the kids when the teacher's
not there. We need to change public attitude.
However, teachers are aware of school boards' delicate political
situation and public dislike of cancelled classes:
i

I1f you looked at professional development days as a school
board, politically, what is best, you want everyone in this

.
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one hall for inservice so everyone can see them. It's easy to
rationalize to the constituents. Maybe we have to educate
constituents as much as we educate teachers--teachers are
involved in p.d. all year long and we share .all year long. I
think it would be better for inservice if you told people what
happens.

On the last professional development days, they complained
about the number of people who did not show up for sessions.
The school board—-politics--must justify professional
development days to the community. The school board has
difficulty in dealing w1th professional development days that
are not visible.

I very much question whether it (inservice) can be done in a
day. I would rather see a week-long conference that teachers
would go to, or even a two-day conference, that would be a
much better type of development. My husband works for the
government and they do fantastic things for developing their
staff in a profesSLOnal way to become better and I feel
education falls down. This type of p.d. would be refreshing
for teachers and you would come back a lot more enthusiastic,
stimulated. It would be sound educationally but I know the
public doesn't see it this way, they would see it more as
holidays.

1

Many teachers were dissatisfied with the activities organized by their
district office and felt that only those topics considered appropriate

by district office were offered:

The 1nserv1c1ng g01ng on right now within the district is. s \
aimed at inservicing for the kinds of skills that ;he C.0. ‘
sees as 1mpojtant. . L \

It focuses on one small specific aspect and it's done - \
randomly. It doesn't always meet the needs of the teacher at

the time because most p.d. days are.prescribed sessions from

the organizer rather than from the teachers whereas the value

of professional development is to pursue on your own, focusing
. on yourself and self-initiated and therefore it's of more

value.

The ones I am interested in are not funded and the ones funded
I am not interested in.

~ There's no survey of staff to determine needs——although they
- may go through the motions.

Even with needs assessments, only popular topics are approved.
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I have written on sheets what I want (p.d. days) but I've
never got it yet. There's a lack of communication between
what I want and what is being offered.

Also the random nature of the activities came in for some criticism:

I'm sorry there's no theme.

A lot of these activities happen because the time has been
made ‘available but I do not think the best activities have
been organized, ‘

What great problem areaslcén be solved with a one afternoon
workshop? ‘ '

The district or central office, however, was praised for its

involvement in inservice education:

i

C.0. provides more money for inservice for teachers now. It is
more aware, there's more money for subs., courses, workshops.

We are most fortunate in this district; central office is very
understdanding and cooperative regarding inservices and
workshops, conventions and p.d. funds,

We have been given funds to organize our own in-school
inservice activities, and of course this has been very useful
as it has allowed teachers to organize their own activities.

But some teachers cynically pointed out that activities organized on

school days when students are released from classes do not involve the

school system in any additional major expenditures:

The C.O. won't support anything that costs real money.

School boards are not going to'complain'regarding professional
. development days as they are not paying extra money.

Professional development days involve no direct cost to the
system for the loss of two teaching days.

14

" The Board won't complain about p.d. days as it is not paying
out any extra money but I wanted to take a course and get the
Board to pay the cost of the course and a sub., but it was not
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interested, the same with a summer school session, that costs

real money.

Some felt that in its approach to inservice education their district

office was ignoring the needs of individual teachers and the individual

school:

C.0. should see that there is adequate inservice for teachers
in the district. It is important to have a central focus in
the district, but also to take care of the separate needs of
1nd1v1dua1 schools.

Inservice could and should be meaningful. The lack of
interest stems from a lack of input. Although there's a needs
assessment, the topics chosen are supposed to appeal to large

. numbers and therefore don't really appeal to anyone, they're
not individual enough. The policy is that individual schools
can't get together as a school--teachers want to--but the push
in the district is towards standardization, to have common
inservice as they don't want the school to develop on its own,
want to standardize. Therefore they offer common professional
development days. Yet nommally in a school day there's not
enough time for the school to function as a group entity--same
problem with conventlon, but you expect that. I think there
has to be more concessions regardlng time and money for
1nserv1ce.

So difficult to meet, 'you want to sit down and talk but not
enough time, and on official p.d. days so organized, sitting
and listening rather than sharing ideas.

Teachers believe that the district office "has an obligation to put
. : .
me in a situation I can handle" and has certain responsibilities
relating to the continuing education of its staff. First:

I think it 'is important that it comes from the top, that those

controlling the money feel it (inservice) is a valuable

activity. ; y

Then, the disgtrict office should ensure that the teachers in its

schools keep current:
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The district has a responsibility to see teachers grow,
especially as a major part of the budget is spent on staff,
and therefore it should be willing to help staff grow.

The'qchool and the system have a responsibility to keep the
teachars up-to-date.

Teachers have a'great need at present for further education:

The role'of the teacher is an expanding one, not just to
educate hut also the roles of psychologist, program planner,
conaumer1sm, extra-curricular activities, they've all been
added to che role of the teacher.

After a few yenrs of teaching you lose touch with what's going
on, the new ideas in psychology, behavior. I think the school
system inservice programs- are essential. :

Teachers believe that their employer should beéar some of the cost

of their continuing education:

The school system has a responsibility to offer to pay part of
a teacher's professional development.

When the employer mandates attendance it should be pald-for
time.

Companles pay for employees to remain current but educatlon
does not. ]

s

Despite their criticisms, however, teachers appreciate being given the
opportunity to participate in formal imservice activities:
You have been given a break and even a psychological boost

‘helps. Teachers feel at least an attempt has been made to
assist profess1onal growth and they appreciate it.
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GATEGORY TWELVE: TEACHERS' COMMENTS RELATING
TO INSERVICE EDUCATION AND THE ROLE OF THE UNIVERSITY

' The comments of teachers on the role of the university in their
continuing educhtion elicited a variety of responses which revealed
their ettitude towards the institution tha; provided their preservice
teacher education.

On the ome hand, several teachers considered that the university
plays a vital role in their professional development. Some reported
that they take one university course ; year, often in the summer as
they find combining a university course with a full-time teaching load
too‘deﬁanding. (

You should definitely go back (to unlver31ty) from time to
tlme, I probably overdo it. A teacher should remember what it

is like to be a student.

As was realistically pointed out: .

It may not be the best body to offer profe381onal development
but who else can meet the needs of teachers and organize
courses?

The best way for some courses is at university; assumlng the

professor knows what he is doing.

A few teachers mentioned specific classroom-related benefits that
/

they had obtained recently from taking a university course.

I'm glad I took computing at the university otherwise I
couldn t answer the students' questions.

I took courses at the university in microcomputers as I wanted
to be ahead of the student.



I am taking computer courses and they are very useful ... when
I go to my grade six enrichment class I have something I can

use.

And, according to one teacher, taking university_.courses provides

benefits other than those arising from course content:

I think it is really difficult to evaluate how much value
courgses are. I don't think there's a whole lot that I have

found useful in the practical sense that I could take back and

use right away. But as a general place to meet people, find

out what's happening, broademing your knowledge, then they're

very useful.

A desire was expressed for more short extension courses rather than

formal courses that are part of a degree program.

I gsometimes wish when I look at the calendar that they had a

bit more curriculum—-oriented types of courses. If I could
just go back and take curriculum courses I would be glad. I

have been teaching for 13 years and I don't have any prospects
of any more degrees, I am looking for just curriculum, to help

me in my job.

I think that short university courses are good. I don't want
formal registration, another credit course, but more extension

courses. Q :
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One teacher suggested that since it was difficult to ggt teachers to go

to university to take a course it would be better to get someone. from

the university to conduct a course in the school district; but another

teacher stated that he preferred to take courses on campus as he

enjoyed the change of environment and the opportunity to meet people

from other school systems.

Several indicated that they considered the university to be there

"for me to use in any way I want."
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I've never gone back to university to upgrade my degree
because to this point I have not felt a need. If I wanted to
change subjects or grades, I would attend university, indeed I
would not think of changing without returning to university.

I don't see university figuring in my professional development
unless I wanted to attend a conference, or at a time when I
felt I had shot my wad. But if I have to teach, for example,
French, then I'd go to university for that kind of information.

Some teachers saw the role of the university simply as that of

providing information and speakers:

The most valuable p.d. day was when I arranged to talk w1th
people at the university. ~

I see the University as prov1d1ng people f insi rv1ce——people
who know the material so well that they ca glve it to you
deeply and simply. ‘

L th1nk of university . as being inservice--a one day
seminar--and university personnel as resource people.

Others had a less positive image of the university and its role in
inservice education. Some saw it as a degree—granting institution and

a "salary upgrading place":

Its role seems to be one of providing cértification. You meet
very few people in classes who are not there for some
certificate or degree. -

.

‘Others did not even consider it:

The universgity doesn't come instantly to mind regarding
inservice. I got my degree in 1970 and as far as I'm
concerned, it is not going to help me to develop
professionally as far as school is concerned as I am going to
get curriculum, school stuff here adequately. .

The course I'm taking is not helpful; really I don't think the
university figures (in inservice education).

. . ~
I feel absolutely nothing for the university; I look towards
others for help.



150

I am not prepared to give my time to university courses.

Many comments revealed a negative attitude towards the university which
appears to support the survival training mentality that teachers are

reported to have towards faculties of education.

The reason teachers don't like inservice starts at university.

Even teacher education students hate the faculty of education
and they are not finished yet.

When I wondered what to do with myself I never thought about
going back to university, but I was a good student. I am sure
part of it is I don't want to jump through any more hoops.

Yet teachers do overcome their negative feelings:

For the first eight years of teaching I had no desire for the
university to do anything except stay out of my life as I
finished the degrge with summer school and evening school.

The next contag;/ﬁas having student teachers; the original
contact I found to be frustrating but the contact now ° really
enjoy. I think it is excellent, the university coming
teachers saying you can have your choice as to what y u want
as a cooperating teacher.

Ea gt

Their negative attitude may in part be attributable to the fact that
they consider the univeréity to be out-of-touch with what is happening

in schools as most professors in the faculty of education do not have

recent classroom experience.

Don't mention university in regard to inservice as it's the
ivory tower, it's years since they've been in the classroom.
I'd go to university to be brought up-to-date on ‘things in
"fantasyland.

The university professor is divorced from the classrcom and
the presentatlons are fairly useless if you go back with the
intent of using these ideas on Monday morning .

Perhaps unlverslty people are too far away from the classroom
to be of .any real concrete value.
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I don't think the university is able to relate to the field.

They're leaders in ideas, not in translating them into
practice.

The most frequently made recommendation was that professors in the
faculty of education should have recent and regular exposure to the

world of the classroom teacher:

It would be nice if the university still kept its involvement .
with teachers. One thing that draws it all together is your
affiliation with the university. It would be better to have
more affiliation between teachers and the university. If some
teachers with 10 to 15 years experience, if those teachers
could go and show those crazy professors how to teach--many
university professors have had only two years of experience
teaching and then they're back at university. They're out of
touch with the world ofsthe classroom.

My big gripe, even with post-grad courses-—they're a real
disaster--is that many people in the faculty of education have
not been in the classroom for 20 years ... not the same just
coming to observe a student teacher. So if you train
‘teachers, after 5 years you should be back in the classroom
for one day a week. You have got to teach these people-—-be
responsible for a class~-—to see what it's like now.

Professors have a total misconception of what the classroom is
like now; same with administration.

Despite their negative comments, however, many teachers believe that

the university should and could play a role in their inservice Caa

education.

Since they (university) are supposed to be the leaders they <
should be involved in it (inservice). Perhaps then we would .
get more direct feedback between teachers and the unlverslty. L g‘ it
We think of 'us' and 'they' but we are in it together. - AR :
SR Y
The university has to take a major role in p.d. as that's ‘
where the expertise is and research in all aspects of " fg
education and if that's not spread and people know about i SR T
it's not as valuable. : 5 ”'ﬁ S

Unlver51ty should be involved in inservice, in ‘theory 1t4v-’
should be ... Research papers from the university should;be
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Wl .
translated into clasaroomiprnctice; They neglect theair job if

they just report findings ... it's up to them to make me take
it awvay and -use it.

I think the university should play more of a role in
professional development than it does ... (teachers) don't
seem to go just for information, there seems to be a real
thing about marks, and adding up dnd getting a diploma, a
pragmatic approach but it leaves you ‘something to think
about. Perhaps you should get points (on your employment
record) for taking courses and then you would get people
taking courses that are of interest to them.

: \

A few believe that teachers have an obligation to help the university:
<

The university is a valuable resource. I took an extension
course last summer, I didn't want pressure of a credit course,
and I was most impressed. I have taken students over there - .
and had student teachers. I believe if we work with it in a
"good way we can do a lot to guide the university in the way
teacher education should go. Teacher educators should get a
lot of feedback from teachers in the field. University
“lecturers should not be out-of~touch with the schools for too
long; p

every five years the teacher trainer should be in the field.
The onus is on teachers to help university professors to keep
current, not vice versa.

I think inservice should be an ongoing thing from one day,
year to the next and out-of-classroom professors should use

®* the findings from teachers as they (teachers) are using the
materials ... they should use feedback from the teacher to
alter the curriculum. ' :

59

Teachers appear to have almost aﬂlpvé?héte relationéhip with the
university. They have perhaps unrealistically high expectations of
what the university can do for~them,‘;nd then blame it when it does not

live up to fhesg expectations. They criticise it vehemently on the one
;hand and at the same ﬁime keep coming b N for more. As one perceptive
'QeaCherfremarked:

... but the.whole university thing--why do you. ’keep on
reglsterlng7



153

O,
Pérhaps it is inevitable that the bond between the recemt graduate and
. ) y"rl - L

the university weakens with the passing of time:

. | 1

When I was first out of university, I tended to go back to the
university for aids and then as I became more confident, the
tie to the university became much less 'and I sought ideas in
other areas, such as from publications, other teachers.

Thinking back to my first year I might have thought about .
going back, saying, "Hey if I got a course in something I'd
feel more cBﬁfident," and I certainly can remember feeling '

that quite strongly. But now I feel more confident within
myself. That first summer I took two courses in language arts
and reading but I don't feel that need now.

Also, it is possible that undergraduate students are not yet aware of

.the need for and the relevance of certain knowledge:

Certain topics appear to be perceived of more value when
offered as a school system .inservice than at university; the
audience must be able to relate to and have use for the
information, if it is to be considered of value.

But it appears that the university could play a more positive and

powerful role in developing the preservice-inservice continuum:

At university (preservice) no ome talked to us about
inservice, we just saw notices posted. I didn't know if you
were supposed to go or not. I went to a couple of Saturday
morning sessions and found them quite valuable but wished my
friends had been there as I felt inadequate with teachers of
~eight or ten years' experience. I didn't know what questions

to ask. The university should stress attending inservice
activities. i



CHAPTER V

7
f

SUMMARY, CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS

INTRODUCTION

The intent of this study was to determine teachers' perspectives on

inservice education. That the preservice education of teachers should
be considered the minimum requiremeht'for entry into the teaching
: : 4

profession has long been acknowledged. At present, the aging and

relatively static teacher population, the current knowledge explosion,

"the rapid rate of technological growth and the rapidly changing

lifestyle of many segments of th society all contribute to the

necessity of ensuring that teachers are involved in an ongaing program.

i

of professional .development. fHaving to cope in his classroom with both

_thé knowledge component of our rapidly changing world and its products

places an increasingly heaGyﬁburden on today's classroom>geacher. In

1950 Mead (1959)'recogni;edf%he~di1emmd confronting the classroom

/ ’ N

teacher, and treméndous chahges have occurred in the last three

decades. The following pa%sage provides an insight into the complex

[
/

problems facing the classroom teacher in our society:

|

!

In a more slowly chanéing society, the good teacher, the guru
of India, for instance, is typically old, wise, patient, grown
mellow with teaching the young about whom he has learned more
and more each year. When the pupils remain the same, the
teacher has only to keep alive her capacity for lively
observation ‘and response, and each year will add to her
wisdom, her understanding, and her gentleness. But the world
that the modern teacher confronts is a world in which each
year serves, not.to reinf?rce'and amplify what she is slowly

154
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learning about the nature of ten-year-old boys or; ten—year-
old girls--constancies which will give her something firm on
which to base hef methods--but serves rather to disorient

her. What seemed to be true as she observe the fifth-grade
five years ago is no donger true; the chll n's behavior
becomes not more predictable-—as it should’ be as she grows
more experienced--but less predictable ... each,year she
understands her children, not more, as she mlghm reasonably
expect, but less. A kind of nightmare reversal ‘has been
introduced into her life, like an escalator which insists on
running backwards; age and experience become not orienting
factors but disorienting ones, so that the teacher of twenty
years' experience may face her class less confidently than the.
teacher with only two ... Faced with thig unwieldy circum—
stance that the modern teacher. becomes not more, but in a
sense, less fitted to teach the longer she teaches, we then

as a society, and particularly as those of our society
professionally interested in education, have a problem to
solve. How can we set up some pattern which will enable the
teacher to grow through the years, instead of becoming stunted
and distorted, affrighted by the increasing gap between
herself and her pupils, which is not a gap of chronological
age but a gap of difference in period? ... now we need a form
of in-gervice training which will permit the teacher to keep |
abreast of a changing world, to be what she has every right to
expect to be--a better, not a worse, teacher with the years
... (there is a) demand for what amounts to be a whole new
institution of in-service training, an institution which
consciously and delicately corrects for the extraordinary rate
of change of the world in which we live (Mead, 1959:31,32,34,

36).

[

The traditional method of ensuring that teachers keep current is by
exposing them to a vafie;y of inservice activities, activities which
- usually are organized fdr the teacher by oé%ers, occur in a classroom

ﬁﬁﬁﬁﬂnfOrtunately,‘as'

or meeting room, and employ the didactic approac
is noted regularly in the literature, teachers appear to view such

organized‘activities with indifférence or hostility; and, despite such

C

ong01ng act1v1t1es, educational reform rarely percolates to the level

of the classroomL and when it does, the time lag is noticeable:because

/ 73

of its length. |
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In order to combat teachers' inferred indifference to their

professional development as indicated by their reluctance to attend
inservice education activities arranged for tﬁem by others, and their
unwillingness, when they do attend, to adopt the inforyacionipfesented
at these activities, a variety of solutions has been suggested in the
literature. The proposed solutions include involving teachers in the
planning stages, conducting needs‘assessment; and manipulatigg various

externals surrbunding the activities such as the timing, formsdt and

location. The literature is replete with panaceas, none of which

appear to have met with success. What‘the literature assumes,
essentially, is that teachers who attend a session will transfer that
learning toiﬁﬁe ciassrooﬁ and it will be observed in the chanéed
routine of the clgssréom. What has not been determined afe teachers'

perspectives on inservice education. Do their conceptions of inservice

education agree with what others assume them to be: are they indeed

"dissatisfied with their present classroom practices and attend

i

activities in order to obtain information which they will use to change
their_teaching behavior on.thei; return to the classroom; and, éven if
teachers desire to adopt the information presented at the activit&, is
it"easy to carve out and disgard one part of a routine, or to instantly
abandon an entire routine and réplace it Qith anoﬁhef; are others truly

aware of the nature of life in-the classroom and the school?

‘It was the intent of this study to determine teachers' beliefs and

P . . . . . . . .
‘activities in relation to inservice education in order to ascertain if

s

there were common patterns which would permit a greater understanding
z

of the phenomenon of teacher inservicg@ﬁdhcation. It was posited that
e g

the assumptions made in the literature may not be accurate and that
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those prganizing and those attending inservice educﬁtio; activit%eg
E "
oper&%e from different premises. .
Thé'symbolic interactionist perspective guided the research.
Teachers® perspectives on inservice education were gathered through‘the
- field research étrategiesbof in-depth interviews and participant
Qbservation. The major data gathering strategy was a series of
;tranged but informal in-depth interviews which used an épen-ended,
semif;tructuredﬁapproach in order to focus the interview yet fermi; the
int;ryiewee to define the situation, structure]his account of it and
introduce his notions of what he régards as relevant. The researcher '
also_heid many casual conversations on ﬁhe topic with teachers. and
others‘in the field of education and was a pafticiéant observer at
severa1 inservice‘edyfation activities. The researcher ﬁad access to
teachers and inservicé education activities in two school systems.
Over a twelve-month beriod sﬁe conducted 77 arranged intefviews with 86
teachers, talked informally with.many teachers and with others involved )
in teachef\insgrvice education and“participated in 6 bhefd#y‘inservice
education sessions. Longhand and shorthand notes were used to fecord
ghe views af participahts. In addition, the researcher recorded her
own obseryations and reactions. The general approach to inductive
researéh-as'outlined by Claser and Strauss (1965a, 1966, i967; Glaser,
1978) -and the particular coding and c#tegory development&taétics
suggested by Turner (1981) and‘others ée;eAemployed.‘ In this approach,
.ehe data collection process is guided by the principleé'of theoretical
sampling, theoretical sgturation»and the constant comparative method.

The data were analyzed and grouped into 12 categories’ (Appandix B, C, D

and E). The four elements of a perspective as outlined by Becker,



158

Geer, Hughes and Strauss (1961:346) guided the organization of the
tategories and the presentation of the patterns. From these 12
categories'patterns emerged whighvreveal the following shared teachers'’

J . . . . '
conceptions of inservice education.

SUMMARY OF THE FINDINGS AND CONCLUSIONS

‘ The‘findings of this study reveal-that there is not one éingle .
perspective on inservice education held by teachers but rather that
teacﬂers perceive inservice education to fall into four discrete groups
of learning activities each of which they pgrceive differently.
Althoughithe'teachers offered a varietz of definitions for the terms
ingervice education and pfofessionai development, during the course of
the interviews they used the terms intérchangeably and included all
four groupa‘of activities undg;_the general heading of iﬂsgrvige
education. Their decision whg;her or not to'partiéipate, their reasons -
for pérticipating and their aséessment of the value of an ACtivity vary
according to the particular gfoup of activities in question. Teachers'
sha;ed conceptionsﬁéf inservice education are portrayed in Figure 1, "A
Model of Iﬂsérvice Education as Perceiéeq by Teachers." As indicated

<in the model, teachers classify inservice education by types of
activities which range from formal activities th#t are organized for
teachers by others and have a nomothetic or iﬁstitutional orientation

to activities at the other end of the spectrum which are of a

non-formal, ongoing nature, tend to be individualized and teacher

initiated, and have an idiographic orientation.
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Teachers participate in activities of both a formal and non-formal
nature in order to satisfy certain needs which range from lower 1evé1
deficiency needs to higher level gro"needa. Although participation
in an activity may satisfy more than one need, usually there is ;
dominant need which the teacher desirea to have satisfied and which
accounts for his attending one activity rather than another. The
particular needs of the individual vary, however; a tg&cher may have

considerable expertisé in one area and yet be a novice in another. 1In
addition, teachers ﬁay attend the same activity in order to have
different needs satisfied.‘ The value of a particular inservice
education activity is determined by the individual, his needs at that )
moment in time and whether the activity has satisfied these needs. The
findings of the study indicate that there ié‘some“éonsisténcy in the

i . :
~way teachers perceive the value:of different groups of inservice
acgivities. :In general, activities are regarded as essential,
worthlégs, or worthwhile if the rewards derived from attending equal or
exgeed~the sacrifices or costs that are incurred by attending.

&

Following is a synopsis, by groups of activities, of teachers'

_ perspectives on inservice education, as illustrated in Figure 1.

Group One: » Mandatory, Formal Inservice Education Activities Offered in
Conjunction with a Compulsory Program Change

The first group of activities includes mandatory formal inservice
education activities which are offered in conjunction with the
introduction of a new program or a compulsory program chéange. Such

activities usﬁally are held during the regular aghool day and are
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attended by those who are pfeaently teaching the subject or who will be
responsible for the area in the future.

Several of the participants in the study were involved in
mandatory, formal social skudies inservice education activities
organized as part of a department of education inservice project. ‘The
.comments made by these and other teachers reveal their perspectives on
such mandatory, formal activities. It appears that the needs that
teachers desire to have satisfied by attending these activities are
different from the needs thét they desire to have satisfied when tﬁey
attend other typeé of ipservice education actjvities. Teachers attend:
formal inservice eduéation activities offered in conjunétion with a
compulsory program change in order to‘obtain information wﬂich Ehey
will use to effect a-majér éhange in their classToom beh;vior'(whéther
such a change occurs ig outside the scope of this study). Teachers
attend other fof@al inserQice\éducation activities in order to have
certain needs satisfied, but a desire Po obtain information whicg they
will use to effect a major change in their classroom behavior and so
improée»théir effectivenesé (the ratiomale £2r‘inservice education
cited in the literature) does not aﬁpear to be the fundamental reason
or need. The attitude of teachers towards these activities is quite
different from their attitude towards other formal inservice education
activities because they are required to change thé%r present classroom
- procedures. They consider sucﬁ activities to be essential if they are
to correctly inter#ret.and‘implement the new program. At these
activities they want information and materials présented by‘clgfsroom
teachers with expertise'in the area. They believé that such sgiévitigs

should be held during the,school day and that those introducfhgythe new .
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program should pay all the costs. They appreciate having their
students released from classes when atténding the activities.

Thus it appears that only at formal insefvice educatibn activities
offered in conjunction with a compulsory program change do the goals of
“the participants coincide with those of the organizers and sﬁpport the
rationale for inservice education cited in the literature,. namely that
teachers are diésatisfied with theif present classroom behavior and
attend‘the activities in order to change their behavior in the
direction recommended at the presentation and so improve their
effectiveness in the classroom. Such an assumption appears éo be

conditional.

Group Two: Other Types of Mandatory, Formal Inservice Education
Activities '

Included in this categor& are formal.insefvice edycation activities
- held auringbthe regular scﬁool day which the teacher is obligated to |
attend beéaUse stﬁdéﬁts have been released from classes. Such
‘activities incléde professionalvdqvelopment dafs, teachers' conveqtions-
and sessiona'orgaﬁized by the school or ﬁhe school system. There
éppears to bé nobparcicular fhemé or long-term plan to guide these,
activities but rather they are offq:ed in é haphazarﬁ, piecemeal

. fashion. Usually the Eopics are of a 'one of' ﬁature and frequently
several topicé are offered simultaneously at concurrent sessions and
teachers can attend whichev;r presentation they prefer. For many
téachers this discrete, 'one of' lecture or workshop represents the
t&pe of formal insérvice education activity to which fhey will be

‘exposed most freﬁuently throughout their teaching career. Since these .
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activities are organized by the achool or the school system and are
held during the regular school day, all costs are borme by the school

system.

Teachers believe that there are many ways in which they can
continue their professional education and that>atten§ing~theae formal
inservice education'activities is but one way. Attending such *
activities permits teachers to satisfy certain néedg. However, unlike
the assumptions made in the literature, the dominant needwzs noﬁ a -
desire for information which will be used to effect a major change in
their classroém behavior. Although to organizers who expect to see an
overt behavior chaﬁge result from attendance at formal inservice
education activities, the needs identified by teachers may appear to be
inconsequential, almost frivolous, and the benefits derived nebulous,
to teachers these needs are very important and the satisfaction of them
exceeding desirable. Thus such activities are considered to be
essential, although teachers would like to see séme changes made in _
their present format. Consequently, .although these formal inservice
education activities may be\considered to be less than successful whén

°

judged by the criterion of an overt change in the classroom behavior of -

-

teachers, such activities may well be considered eminently successful
when judged by the various>criterié used by teachers themselves.
Teachers may attend formal inservice education activities that
accompany the introduqtiqn of a new program to satisfy the following
needs, iﬂ’addition to the need for information that will be used to
effect majbr chaﬁgé in their classroom behavior, but in such‘ggstances

the need for specific information which will be used to implement the

new program appears to be the fundamental need that attending the
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activity satisfies. Following arﬁ the various needs identified by
teachers that are satisfied by attending mandatory, formal inservice
education activities that do Aot nccoméapy a Eompulso;y‘progra@“
change. The variou; needs range from lower level needs of a safety,
secufity and belonging nature that remedy a deficiehcy to those at a
higher level that lead towards achievement of potential and so promote
growth,

a. Non-attendance. Some teachers choose not to attend these

/
activities even though they are held during school hours and students

h;ve been released from classes. theré attend, but if given a choice,
would prefer not to attend. These teachers consider such sachool days
without students to be essential but do not approve of the way iﬁ which
they days are organized. Suggesting, as the literature doe;,'that
conducting neng_aanggggggggﬁandwinvoiving teach?rs in the élanning
stages will ensure that the activities offered address the needs of
teachers do not appear to be solutions. Many teachers believe that
despite attempts to determine their Qishes through'some sort of neéds o
agsessment, only those activities that district office or the principal
considers to be appropriate are>offered5 and those dissatisfied with
the activities organized,readily admit that they consider themaelve§ to
be too busy to become involved in the planning stages. .

| ‘

Many teachers repofﬁed that the topics offered at these activities

were repetitious in nature and subject area presentations were.at only

‘one level, thus could not cater to the needs of those new in the area

’

and those with considerable experience. Consequently, many teachers
appear to outgrow the activities organized for them and thus tend to

avoid them because "they have heard it all before." Although teachers .’

T
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Teachers believe that their continuing professional education shou1@ qu
individualized and should address their self-identified neéhu,'noc
their needs as perceived by others. As adults and professionals, they -
‘wanﬁ the freedom to choose if, what and when to participate in fof@al L
inservice education activities. At present they do not have this R
right, although some teachers take it upon themselves. They believe
that on days when students are released from classes they should have
the righg to engage in whatever learning activities they consider will
be most\beneficial for them and their studefits. They do not want to be
forced to attend activities that the organizers comnsider to ﬁe
appropriate. In particular, they want unstructured professional
development days, that is days without students and without mandatory
formaliinservice education activities. They are awaré, however, of the
delic#;e political position of thg school board and the public dislike
of cancelled classes and consequently they believe that the school

_ . 2
board should make the public aware of the need for and various forms of
teacher continuing education. In pafpicular the public should E;come
acquainted with the fact that professional devefbpmént can occur
véhrough invoivement w{th non-formal, aé well as formal insefyice
education. Perhaps then district offices would not feel qoﬁ%élled to
‘organize grOupvactiviéies in schools to reassure the public that k |
teachers are indeed working. ’
Other teachers, however, believe that there should be some

mandatory, formal inservice education activities as there -is a natural B

human tendency to avoid certain situations even though it ‘is known that
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wb'ﬁﬁflts ;111 regult from parC1cipation. Most of the teachers
interviewed in the course of the atudy indicated thnéukttcndins these
mandatory activities permjts them to nntlnfy needs. in the ﬁffoctivo v
" domain/ and cons;quently th:;uviil attend Agkivitieu vhich they consider
to be of dubious educational value. Their needs are satisfied

regardless of the aﬁpropriugenesa of the to;ic or pr.-onter. However,
although it is very important to have needs in the-affective domain

satisfied, it is desirable to organize activities that petpit the

satisfaction of both cognitive and affective needs.
) Uqfortunately: neiﬁher teachers, their eﬁploy;r-, nor their ,
professional\associafion appear to have a plan for tgacher ﬁfowth, nor
areVactivitiea offered wﬁich/deliberately cater to the different needs
of teachers at various stages in their caréers. This lack of a |
comprehena1ve profess1ona1 development plan may help account for
non-attendance at formal activities. Currently, activities are offered
in a»haphqigrd;‘p1eceyea1 gnd bandra1d fashion, addresai?? immediate
}"aredé qf:éﬁncern, or new trends, in isolation from one another. Yet

. the teéckq;é included in this atudy‘ﬁ%&e indicated that their inservice

P!
;

’educhtipn needs gozloé an identifiable pattern which changes over time,
. - . [y .

a;pgtt?rn)ﬁﬁich ib consistent with the literature on adult

deve}ogment;- Many noted that the activities they gonsider bf,Valqe at
thiéigtégeﬂén ;heir career differ from the activities they considered
wor:ﬁ&h{ie e#flier in their c#reer. At the beginnigé of their career,

ﬁo@t»teaéhers feel insecure and overwhelmed and desire formal inservice
education activities that will help them cope with their present
teaching assighment. As they become more experienced, they gain in

confidence and knowledge and often prefer more thought-provoking and
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atimuléfing tgpits; However, wheqever they make a }ﬁbjeCt or grade
/change, or are ‘promoted, in the new area they tend to’fungtion once
sgaxn as a neophyte. Too, the type of presgntation desired varies
‘accordlng to the time of year. At certain times of the year teachers
des{re stimulqting ﬁrgaentations-which will réyive and rejuvenate. them
whereas at other times of the year subject ﬁatter presentations are
ﬁreferféd.. Conséquentl&@ différent types and igvels of preséntations
are réﬁuifed to reflect the ch&nging needs of teéchers, particularly at
present when there %q a static and aging teacher population. Until
such a plan iélippiemented,‘it afpeérs probabie t§at»£he tendency for
many teachers’ to avoid formslvinservice education activitieg will
édntinue.J

b To obtaxn 1nformat10n and mater1als‘relatlng_;q_present ¢ o

teachlqg ass;gnment whlch can be 1mmed1&te1y adopted (requires no majér

Changevin ideolggy or current-practices). Teachers attend these

activities invor4er to obtain infoﬁmation and mg;erials which they.can
use on their return tO»the classrbdm; Although teachers inqicﬁted‘that
they do not atgend these formal 1n;erv1ce activities because they are
dlss;tl;fled 'with their present cl%saroom behav1or and seek information
‘which they w111 usglto effectva maJor behavior change, éhey a;e
constangﬂylseekingjngw gaterial which they can use on their return to
the classroom to’enlgyen‘their'presént ciassroom?praCtices. ‘At these
sessions teacher§ hag;:piactiéa1,«claasroomrfglated presentafions that
prOvide th;m with new ideés, techniques’and béhaviors‘whiéh they can
-‘put 1nto practlEe immediately aed which use materlals currently in
thelr schools." They prefer presentat1ons g1§en by someone wﬁo is or
was until recently a classfoomltegcher and who understands the

K -, L

. A



168
e&lxtxes of classroom life, and small group, han#s—on sct1v1t1es that

permit them to become involved.. Also, they wsntrhandouts as such
take-away informstion grestly’enhances the lnkelrnood of their using

the information presented;)‘The foregoing preterences.are compatible
with‘teschera' views on the difficulty of intred%cing chsnge into
claserOms and schools. The information receive*\at this type of
_presentation adds variety to present classroom é;ectices bnt does not

entail ‘a great amount of preparation time or a fundamental change in

ideology .or current classroom practices. Such ideas are easy to adopt

compared to the changes that accompany the introduction*of a new ?HF- &

R
readlng program or an approach to discipline that is incompatible w:.,t#
that ufed by,other teachers in the school. The approval vlthvwhlch
teachers view handouts no doubt stems from their usefulness in-
remindiné teachers of these new ideas as the\timing of.tne sresentat{on
does not'neeessarily coincide with the teaching of the‘topic. |

‘ ¢, To obt;in confirmation thst;present:classroom praetices'are

i

approprldte and - acceptable. It has been documented that teachers
) v w B g

accept the f%nd1ngs gg eﬂucath&sl rebearch that are ngutral or c¢onfirmy
present practices, otherwise: flndf%gs tend to be xgnored (clifford,

1973: 27) The same appears to be true for fonnal 1nserv1ce ot
presentatlons, teachers seek confxrmatlon at such presentatlons that
present practxces are appropr1ate, not.new behav1orh. Teachers sppear
to_have veryvfrsglle self-concepts vhlch need to be bolstered.
Consequently, they want p031t1ve presentations which enhance\the1r.

self—concept by reaasurlng ‘them of the su1tab111ty of their preaent

‘classroom behav1or, they do not seek new 1nformat10n which would

\

necessitate a major change in.their present behavior. This fxnd;ng oy

N,

£
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contradicts the assumption that is implicit in attempts at educational
reform, némely that teachers are dissatisfied with the1r present

|
c1aasroom'behav1or and seek 1nformaCLon whlch w111 cause them to change

their behavior. It is posas1b1e that th1s false premise helps to
explaiﬁ‘éhy attempts at educational refqrm have been less than
s@%&essful. Teachers indicate that unless they are in a crisis
situation whlch necess1tates an rmmedlate change in their classroom
behavior, they w1ii’not adopt a new approach even if they consider it
to have merit. They seek minor, superficial changes which require
little preplanning or alte%ation in their present épproéches.
Condemning teéchers, ho&ever, for not'attending,formal inéérvice
ag;ivifies with the‘intgnt~of adopting thevianrmation presented is not

. a ‘stance that should be taken lightly. The literature, in ﬁaking this

assumption about teach:rs, appears to ;1sreggrd ?hat is known about

. schools gnd‘thoée who staff them. As ;he tev1e;J;f the 11terature
points:ouc, schOOIs.are Iooseiy éougled,\buregucratic systems givénigo
- dynamic conservatism and staffed by individuals wh; function |
indengdenﬁly,’or at least with a great déai.of freedom. ‘The .energy of
fﬁégteacheriis éhannellediinto mainfaining order, controlling eyenﬁs
‘and responding to the thoﬁsands of stimuli that dgily bombard 7im‘ The
teacher desires an»o;derly, disciplined enviromment which permits him
to gét.donevthat which ﬁe has got to do. Consequently, little energy

is left over for introducing innovations. Even teachers who desire to

* - adopt an innovative approach indicate that they wait until "next time

&£
n

kground." As the literature states, and the teachers here support,
teadhe:s are so overburdened that asking them to do one more thing is

- asking too-muéhé Thus given the inflexible school day and year, the
- : » L

1 v
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fixed quota of t#ska that must be perfofmed and the difficulty of
determining the effectiveness of the teaching—learning situation, it is
not uurpriﬁiné that teachers seek inservice educatfon’;ctiyities'that
confirm that their present practices are appropriate and acceptable and
provide them with information that will enable them to add a licﬁlewh |
variety to existing classroom practices. Indeed, it could béAsdggested

L %
that for mental health reasons teachers desire and need such

informatioﬁ; ’

The pomments'made by teachers relating to the difficulti of
introducing a major change into a school supports the statements made
in thelliterature." In the first place; it is almost impossible .for one

teacher to bring about a change in another unless that person perceives

there to be a need to change

o,

MAD -

In the second place, district office,'

although responsible for of ;ing formal inservice education

>

activities, does not necessa Ny facilitate the introduction of

change. As theﬁtggchers ip€luded in the study pointed out, the greater

the number of teachers 0 are aware of and support a desired change,

. / . .
thecgreaterrthe likélihood of change occurring. Yet the present “g
apéroach/is forba strict offices ﬁé send one perponvfrom each school té
participate in av‘activity which is promoting the introduc;ion of a
major change and eipectrthat teacher to persuade the'oﬁhgr teachers in
his school, teachers who have not been exposedlto the ptesgntation; to
adopt the desired innovation. Small wonder that even when a teacﬁef

believes that adopting an.innovation would be desirable, the innovation

‘fizzles out 'at the school level.

d.- zgrbecome acquainted with the latest developments in the field

of education. Teachers wish to keep current and desire presentations

it

?
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which will expose them to new knowlédge in the field of education, even
if they are aware that probably they willimot change their behavior in'
the manner recommended at the presentation. |

However, although they attend formal inservice education activities
with the intent of finding out what is new but not with the intent of .
adopting the newdknovledge, they are open to the seeds of a new idea
being sown, but they want the idea to germinate and come to fruitiom if
and when they decide that the idéa is acceptable and the gining
aopropriate. Iflthey do adopt the new behavior, usuelly it is after
they have been exbosed to the concept on severel occesions over an
extended period of time. Theyvbelieve that cheégaoision to incorporate
the new behavior into their repertoire should be theirs.

1? gnd1n§ that teachers attend formal inservice educat{on
activities with the lntent dT becom1ng acnualnted with 1nnovatlons, but
not of immediately edoptlng.then, 1g;compat1b1e with what is known
\ v sl . e h

about adult development. Given the declining teﬂ%ﬁer~popu1ation and

the 1ncrea31ng age of teachers, a growing nuﬁber of teacherSvQ;e in the.

i

i
middle years. It is known that at this stage in adult development

‘)adulcs have many life commitments, including attachments to work;{
property, civic affairs, and the extended family. Such knoﬁledge'
permits an understanding of the locked-in character of much of adult

-

. 3 t
life which can manifest itself in, for example, an unwillingless to

introduce change because of far-reaching repercussions which can”
.«dislocate the existing order of life. Consequenﬁly, changes of a
‘snperficial nature are more appealing and most Ii&e}y to be

introdnced. ?As teachers indicated, more fundamental changes have nq be

“thought‘about for some period of time before being adopted. All i@_
Lo ‘

oD
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individuals desire to make sense of their world and thus there is a
very human tendency to reject that which upsets our world or to modify
it so as to make it compatible wi:ﬁ our world. _spia takes less enefgy
than altering our world/to-agreelvith,the new ihformatipn. Also, in
‘edulthood there_is a tendency towards the law of least effort, the gﬁ
‘conveﬁien£<road of repe:itiqn;

| “In addition, given what is known about the nature and motives of
‘innovators, it is possible thaqgthe rejection of certain innevations is
appropriate. Perhaps teachers, by slowing accummlatxng and |
et g%

n they

L A aun

asslm11at1ng new ideas and then gradually 1ntroduc1ng'¢ﬁans

£l

datory formal inservice activities ensures that teachers will obtain’

much needed mental health break from the regimented world of the

school and the isolation of the classroom. Teachers need an

opportunity to associate with adults instead “children and. to

o v,

exchange information with fellow educators, in part1cu1ar wlth thoae

who are in the same area of specialffﬂtion. Infaddition, attending

such activities reminds them that they belong to a profession. The

3 r?:, : *
fee11ng oégfgolatxon,and the need for contacts with colleagues is

~supported by the commeng;/gf teachers who are the only subject

specialists‘ln their scﬁog;jﬂ These teachers are deprived of'onéoing,

[y

‘ . i o“ | e * » iy
daily contacts with others who have the same area of specialization and

attending formal fiperﬁice education activities gives these teachers an ¢

a

4
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opportunity to associate with one another, an opportunity which
otherwise might not occur. Unfortunately, these teachers believe that .

even at formal inservice education activities they are neglected.
Often activities rglat;ng to their aubjéct area are not offg;ed'becauae
of'the small number of teachers involved;”group activities tend to .
cateflto the needs of the majority. o

Teachers want there to be sufficiehtxtime at formal activities to
permit tﬁem to indulge in a;tivitie; of a social nature as they
consider such contacts to be meaningﬁal and esseqtial, and for some
teachers the main need that attending activities satisfies. Many

activities, however, appear to be organized in a manner which

"accidentally or delibefately precludes such interactions from occurring.

. . ’ Ae, W . ‘(.
f. To obtain recognition that a worthwhiléﬁjﬁﬁ is being
b i -0

'

N Berfﬁﬁmed. Teachers suffer from a lack of feédﬁﬁbk conce%ning the

. . ) N L
importance and effectiveness of their performance. Positive

presentations which concentrate on theif strengths not on their
weaknesses are soughtix:. Such presentations give them a mentaﬁ%égf on
the back,ﬁﬁupply‘the desired recognition and encourage them to return
to the classroom and pérsevere with fheir te;ching load. " They dislike
negative presentations which they consider to be a threat. It could be
conjectured that this nged for recognition is an outgrowth of théii
isolation in the classroom and the difﬁiculty,in assébsing te#chef
~effectiveness. There is no gauge that ghey'éin apply to reassure
L
themselves that they are doing a good job. Yet paradoxically, as one
;eacher‘pointed out, teachers crave recognitiqn but dislike havipg

1

others watch them perform.

.

8]
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g- To enjoy a mentally stimulating break £ rom roytine. It is

difficult for teachers to escape mentally or éhysically from the
confines of their classroom. Inspiring, thought-provoking

presentations permit teachers to extend their mental horizons beyond

the four walls of their classroom and helps them keep their classroom
» . b ‘. . .

and its concerns in perspective. At these activities, teachers want to
be stimulated mentally and to receive what they term a shot in the am

which will revive and rejhvgnate\them so that they return to their

X,

classrooms refreshed and encouraged to continue with their present '

teaching load.

N

Group Three: Formal Inservice Education Activities of ‘a Voluntary
Nature - K T .

“*
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Formal inservice ‘education actigities of a voluntary nature usually

are organized by the school, the school system, the speciniis§ councils
of t teachers' professibnal association or the university an& may be
held during school hoursé in the evening, at the weekend or during
school holidays. ﬁhen'gﬁch activities are s;hedﬁled.during the schooll
day, usually a teachergwho wishés‘to atitend is feleased from classes'
for the Huratiqn of th; actiVity4and his place is téken by a‘substitute
tgﬂcher. Otherwise such activities are held putside of school hours

R . : .
and the teacher attends in his leisure time. The criterion teachers

3 ‘ .
use to determine if they should attend such activities is "Will the
rewards equal the sacrifices?'. 1In other words, the benefits that

arise from attending these activities must compensate for the costs
. «

incurred by attending. If the activity is held during the school day}’v

the sacrifices or costs incurred are all thé work that having a
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¥ 1oss of teaching time with

gubstitute teacher ‘entails, an

If the activity does not provide them with the anticipated’

students.

rewards, they suffer feelings of guilt because they consider that they

have deprived their students unnecessarily of valuable teaching time.

Consequently, if they considér the activity to be of doubtful value,

often they preféf not to attend but rather to stay in schooi and
teach. If the activity is held outside of the regular school déy,’
atfending means that ﬁhey must forego part of their leisure time and
they want reassurance tha; the benefits degiQed from attending
cémpensate for the loss ;f personal life.

For this gxowp of activities, teachers do not believe that benefits

‘ol .

 wi11_accrueifegardlesﬁ“pf the topic or presenter, as they do for
mhndatory formal\ﬂ?service educatidn‘activities held during school
hours wheﬁ*studg?‘@‘are released ﬁtéh classes. Wheﬁ depriving students
of teaching time GW‘f§regoing part gf their leiqpré time, they want a-

guarantee that their reasons for/ attending will be satisfied. Although
. y \‘ ’ o 4 :
teachers may attend Epese act% ities in order to have any of the needs
¢ [ . .
listed in Figure 1 satisfied, frequently they attend these activities

i

in order to obtain information and materials which will help them with

>

their present teaching assignment, particularly when the activities are

held outside of the regular school day,”;eekvor year. It is possible

that when such activities encroach on their leisure time, the desire

satisfy needs of a social nature are not as str$pg as in order to

attend teachers mfst forego part - of their own social life. As was

" mentiomned previously, teachers, eépecially those in their middle years,
. : . N

2 .

have many life commitments and thus are reluctant to use their own time

. L . ' ‘ s
to attend Job—relatedwact1v1t§gs as in order to do so they must negleqt -

‘. .

-
st

E ¥4

N
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their non-professional commitments. Both male and female teachers
indicated that they have other inferesta apart from their profession
which they must take into consideration when deciding if they should
attend activities held after school houfs.

Teachers would prefer»to‘have all %ormal inservice education
‘activities held within Ehe regular school day because they believe that

they do not have the time or energy to participate in activities held

¢ .
.,

outgfde of the normal teaching-d;y. Thus they resent being asked to
attend activitieé which are held after .school, at the weekend, or
duriné school holidays. Although they will #ttend such activities if
they—can be guaranteed that the réwards ;ill equal the sacrifices, they
'would like théir employer to pay at leést a pa;&, if not all of any
costs incurred by attending. That teachers believe that they do not
have the time or enérgy ko attend activities held out of school hours
agrees with McClusky's (1973) cdhﬁept of margin. He considers that a
ﬁecessarylcondition for learning is the availability of what he calls

margin, that is sufplus power or energy left over after a person has
handled his load. Given socigﬁy;s never-ending expectatigﬁ"dg the
educafionai system, the knowledge explosion and the increasing number
of teachers who are in their’middle years, it is not surprising that
many téaghers beiieve that by the end of the school day, week or year

they do not have any surplus énergy for formgl inservice education

gctivities held out of school hours.

Group Four: Non-Formal Inservice Education Activities

Non-formal inservice education activities are ongoing, often casual’
. o .
. Ty e N . . . A .
involvements which can occur at any t1ye~and in any location and which
‘ ) .
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usually are teacher initiated and involve an individual teacher or a
small group of colleagues. The most-frequently cited non-formal
activities are daily in-schoolvcontaéCs with colleagues, reading
professional_literature; involvement wiﬁh a new program, having .gtudent
teachers #nd watching others teach, and chooeing extra-curricular
activities that have spin-off to the classroom. Teachers indicated

that they regularly use non-formal inservice ed&cation activities to N
keep current, obtain additional classroom-related information and find
solutions to classroomrelated problems. It is from involvement in

such activities, not formal 'inservice education activities, that o

teachers obtain inﬁprmation which they will use to effect changes in

®

their «<lassroom behavior %%s so improve their effectiveness. Since
participation in these activities directly affects their classroom
behavior, teachers consider involvement in such activities to be at a

minimum worthwhile, if not essential.

The nbn—formal activity which the teachers consid ibutes

~
-t

-most to the furtherance of their professional development and assists
them with their subject and classroom-related areas of concern is daily
in-school cohtgcts with colleagues, in particular with those colleagues

-'who share a similar teaching assignment. The importance that teachers
accord to these interactions is. revealed by the comment s of teachers
who are the only subject épecialists in their school;;v Thege teachers
consider themselves to be deprived of meaningfgl exchanges with
colleagues who hgve‘the‘same areas of interest and consider this
depri?gtion to be a*serious cause for concern. Attending formal

'iﬁservice edué&tién activities permits these teachers to associate with

others who/haye similar areas of specialization and so helps to reduce -
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their feeling of isolation but such contacts are not frequent enough to
compenaate for the lack of ongoing, daily contacts that teachers in .
more’pfevalent subject areas enjoy and benefit from. Involvement in
other non-formal activities is considered to be important and to
generate worthwhile benefita that have deginite spin-off to the
clagssroom. As a result of.their involvement in non—fbtmal inaervice,
education activities, an involvement which occurs when ehe‘teacher
considers there to be a need, teaehera obtain information which they
can use to change their classroom behavior and so improve their
effectiveness in a non—threatening mannervfrom individuala who they
consider to have e:edibility. |

The importance that teachers accord to non-formaloinservice
education activities in furthering their professipnal development does
‘not appear to be apprec1ated in the literature nor by those 1nvolved in
inservice education who appear to judge t‘eachers commitment to t\'\
Acontlnuatxon of the1r profesSLOnal education by their attendance at
formal ingervice education activities and their behavior upon tetdrning
to the claseroom. It is suggested that because non-formal activitkeb
are teacher initiated and unobtrusive in charecter, their inpoitanée;-
has not yet.been recognized. Rarely are such activit%&s'faciliteted‘or
funded, yet teachers congider them to be essential activities which
ébntribnte to their mental health and sense of well—b;ing as well as to

, N

maintaining or improving their effectiveness in the classroom. °

Involvement in non-formal actjvities satisfies all of the needs listed
| . o

invFigure}l but, and' perhaps even more importantly, permits teachiers

to satlsfy these needs whenever, wherever -and however they cona1der

N ﬂ’. - ,1(

it
most appropriate. Formal 1naerv1ce educatlon act1v1t1es as presentlY%r “tﬁ‘
‘ . : i
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organized have a nomothetic or institutional orientation and tend to
violate the known prtncxple. of adult learning and development whereas
non-formal act1v1C1es which teachera value highly, have an 1dxogrlphic

.

orientation and subscribe to these principles.

Conclusion
It is probable that as long as activities are organized for
teachers by others there will be a goal mismatch between thar of

organizers and participants, except in regard to mandatory formal
.inservice education activities wﬁich,accombany the introduction of a e

"

. . ) '/__/_/’ .
compulsory program change. Others no doubt will continue to organize

formal activities based on the assumption that teachers are
dissatisfied with their present classroom behavior and will try to

improve teacher effectiveness by attempting to briﬁgAabout what they,
but ndt neceqo;rily teachers, consider to be desirable overt behavior
changes, and teachers, no_dOubt3 will continue to attend formal
activities in order to'éatisfy the needs identified in’the‘study.
Formal inservice education activities, howeveri can improve their
contribution to teaéhgr c@pﬁinuing education. fhey can be organized in
a manner that)acknowtedges and provides for individual as well as
subject area differences, that ensures that teachers Save choice, not
: _ N
only choice among activities offefgd but also the choice of whether or
not to attend; that involves teachers not relegates them to passive
observer roles, and that recognizes that they bring to sessions

valuable knowledge and experience. There should be a pl;n for teacher

cont1nu1ng education that takes 1nto conslderatlon the development

°

'h#gqéagqs of adults, the pr1nc1p1es of adult learnlng and the nature and
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pattern of teachers' professional neads and chn; ihcludchqll of the
pa}tie- involved in ﬁeachot prOfoouiOnz} dovclépnnnt. nn-iy the
individual, his eméloycr,,hicypr§fnliibh¢1 aliocintion‘lnd the x ,
university. The nature and importance q*‘non-for-ll as unll as formal
lnaervtce educatxon activxtxe- ahould be ttflﬁctod in the plan and
teachers should be encouraged and rebarded for participation in both

types of activities throughout their career in education.

?

It is interesting to note that school systems traditionally pyt
their money, time and energy into organizing formal inservice education

activities and give little encouragement to, ignore, or seem to desire

3y
h

to sabotage teachers' attempts at involvement in non-formal
activities. .Given the findings of this study, it nppéarl that through
involvement in non-formal activities teachers are attaining the goal,

that is improving their classroom effectiveness, that others have
- [) . .
accorded to formal activities, which teachers attend for other
] ‘ 3 - -
reasons. If teachers are to be the benefijinries‘of inservice

education, it cogently could be argued that it is their perspective

El

that should de;ermine the nature of inservice:education. ] .
~ ’ - '
/ N, -

THE LITERATURE REVISITED AND nzcomnnn/ﬁons'

The Literature Revisited g ‘ , // ch f ’. |
o : AR :
In an inductive study such as this, it"is essenfial .that the

\

11teracure be rev1s1ted once-the data collpctlon ﬂnd analya1s phafe has

been completed and the patterns have emerged 1n ordet ¥ ascertax{n 1f

the f1nd1ngs of the 'study are 1n agreement t with or refute the f N
aqsumpcloﬁs made in the 11terature.‘ Glaser (5978.32) recornends
\ ) L i ' . ‘
. | .
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leaving the review of the Iiterature until the data collection phase 18

T

nearing complet1on, but many resedrchers, particularly thoae using this
approach for the f1rst t1me)\fee1 more coqsgftablewand confxdent 1f

they have some knowledge of the wrltgngs in the area before commencing

the field research phase of the study. . ’ oy

Upon revisiting the literature, it quickly became apparent to the‘

researcher that, as has been noted in Chapter 1I, although a great deal

~

has been written on the topic, the treatment of the topic tends to be

|
of soundly conceived resedrch, and theory development, they apparently

~of a supeificial nature. Even though several writers bewail the lack

do not feel compelled to f111 the v01d, at least not with anythlng ‘more
substant1a1 than their be11efs regard1ng what they consider to be wrong
with Lnservxce educatlon and what they think should be done to remedy

what they perceive to be the deficiencies. The findings of the study

.

suggest that writers have imposed their perception of inseryice
4
education upon teachers, even those who make a deliberate attempt not

to do so. Many artlcles could be cited to support the statement that
the literature on inservice education 1s°prem13ed on inaccurate
assumﬁtions concerning the.beiiefs,and activitiee of teachers but bhly
avcouplé{will be used to;illusttate the point, a .point that the
research could not have made ‘Before collection and analyzing the data
“and which ‘makes a eecond visit to thefliterature ess%ﬂtial.‘
" When discessing inservice edueation, the writerg eduatelinservice
~education with fonmaf, organized activities,:in particular with
worksbops,.end the ineffectiQenegs of much of inserviee education is

attributed to the delivery systemsfused. It is believed that if only

©

\‘bgl

the right formula can be found, the quality of schools will be
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~improved; and so many suggest models. The findings of the study

indicate that the assumptiong upoo'whioﬁ‘the models are based are

inaccurate. Mohan and Hull- (1975:43), for example, recommend a model

v

based on the £oi!owing assumptions:

. ;. o ,71’ 4
— (the part1c1pant) has come to the workshop with a readlness/to
learn/what is- being ofﬁergd in- the inservice program ... 13 an

. informed individual who is not lnterested in general L

information. ) . o . N

PN

Although the foregoxng assumptlons w111 be true for some parCLC1pants

I3

at some act1v1t1ea, part1cular1y for . those attendxng formal act1v1t1es

which' accompany compulsory ptogr%y chdnge,'the f1nd1ngs‘of.the study
. ‘ v
suggest chat_thése\aré\nq; assumptioins that shoqld'be made about the

participants attending the majority of formal inservice education

activities. Dawson (1978), on the other hand, makes some assumptions
: i

which are compatible with the findings of this study:

-

o

Each teacher, each#administrator, each resource person is not
ounly a product of ‘the external reality Whlch ajhe operates,
but is also a creator of that reality (49) ... in-service
education activities which are impdsed on teachers from .above
... are destined for failure if they do not take into account’
the teachers' perception of reality (50) ... in-service
education, to be successful, to have permanent lasting effects
on teachers. and subsequently on their students, has to be
generated  dynamically by the clagsroom teachers themgelves,
from their view of classroom reality (Dawson, 1978:51).

A \o
% :
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He considers that there is not one best model for inservice education

but suggests four possible formulas. However, his recomﬁ;hdedu
activities for the most part afe,peld outwith the regular school day
and involve formal inservice education activities organized for

teachers by others. Although he notes that "during breaks between

sessions, teachers can be observed in animated conversation about

\



educational issues" (Dawson, 1978:53), he does not appear to want to }
capitalize on such interactions nor does he considér that such

inferactions can have spin—off into the classroom. He talks

‘disparagingly about 'one-shot, one time only gessions,' yet such.

e

sepsions provide teachers with opportunities to.indulge in the

previously noted convefsations‘with*co}leagues.' And he makes the point
, . + ‘

‘ it
that although inservice education activities should tqke into account
“teachers' perceptions of reality, he is not advocating'"aelf—training
by teachers using onmly their own resources. Nothing is further from
the truth" (Dawson, 1978:54). Thus Dawson (1978), despite his
‘affirmation to the contrary, still appears to perceive.pf inservice
.education as formal activities imposed on teachers by others. 'Even new

texts rolling off the press, their covers extolling 'their solution' as
& - ‘ ‘ .
'the answer' to inservice education equate inservice education with .

formal activities organized for teachers.
' 1 9
CA popdlgr solution at present, highly touted.in the literature, is
to transfer thé organization of inservice ed&éatioq to the school ievel
. with the priqhipal ;;‘the in-school léadér, in other wor&b

a variation
pf school—ba;ed staff.development. Yet from the interviews conducted
during the course of this study, neithervthe teachers, administ;ators
nor ﬁhe teéchers' profeséional association'appeér to subscribe ;0‘this
role for the principal, preferring the collégi#lﬁgodel with the
principal as facilitator. Although there is a great deal of on—going,
informal sharing and exchanging within schools, it ié»not a part of a
program deliberately fostered by principals.
J After reading the literature one Qight be tempted to ask: if

organized attempts at educational reform are noted for their failure,

4
¢ iy



than the presentation and do not adopt the new\pehaviors on their
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if teachers do not attend formal inservice education activities or

attend them reluctantly, seem more interested in the social aspects

to maintain or improve their effectiveness in’the classroom? - The
findings of this study suggest that teachers do take measures to ensure
¢hat their students recéive the best learning experiences possible; .

they do geek answers to areas of concern; they do seek information

which will help them remedy areas of deficiency; they do attempt to

t -

' éykeep abreaat‘df the latest developments in education. But, they do not

necessarily do se in the manner that those writing about inservice
éducation.aasume that they should and would, that is by attending
formal inservice education activities and immediately on\their return

-

to the classroom changing their behavior in the manner recommended at
. U
!

the activity. jTeachgfs are adults #QQ professionals who function as
relativély autonomous individuals in loosely coupled organizations. | .
Consequently it should not be surprising to discover'th#t they continue
their professional developmenf thro;gh theif involvement in é variety
of activities of;both a'fqrmal and non-formal nature, depending on what
they pdnéider will best saciafy-their self-identified needs at‘a
particulat‘;imem

“Following is a ‘summary of.the discrepéncies fevealed on ;hé second
visit to the literature between what the literature assumes to be
teachers' perspéctivés on inservice{education, and their pefspeétives
as i;;ntified by té#chers themselves.

—= Inservice education in the literature generally is equated

with workshops and 1ecture¥type prese;:;tions whereas the

b
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findings of this sCudxarev;aD that teachers include a variety _

’ of formal and ndn—formii activities under. the heading of
L '

" inservice education. Given that workshops are a‘viible Qnﬁ
frequently used method of‘acquainﬁing teachers with certain .
informagion; ghe extensive body of literature on ch; topic is
of value to those who wish to orgaﬁize.auch activities.

I ' . - . . . ea e
~=  When formal inservice education activities accompany a
. LY

) . _
cémpulséty program change, it appears that the-goald“of the
' organizer and of participants are in accord and agree'with the
* assumptions @ade in the literature. Teachers h;tend_auch'
hacti?igiés in order to acquire information which,the&'will‘use
to change their classroom behavior and.so impréveftheir .
‘effectivenegs. Othérwise there is ; mismatch between the
goalhﬂof ;rganizérs and those of participants.' The teachers
| inciﬁded in the study indicate that they attend formal
inservice éﬁucation activities which do not accompany‘a
compulsory program change for the reasons idgntif{ed in Figure
1, but not because they aré dis;atisfiéd with their present |
L, ‘classroom bghavior and wish tb\obtain information which they‘
will use to effect a majbr\gha;ge in their behavior on their
return to the classroom, the traditional reason for organizing
such activities.
‘=~ It is assumed in the literature that all éhange is“imprbvement

N
and that teachers attend férmal inservice educaq{;§ activities
. . AN

,

because they are dissatisfied with their'présen{\clgssroom

behavior and wish to improve their‘effggtiveness“'y adopting

the ‘information presented on their return to the /classroom.
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The findings of this study suggest otherwise. The teachers
included in the study indicate that they do not seek

information whic“ they will use to effect a major change in

¥

. - -
their classroom behavior but rather seek confirmation that

-

their pfésen;‘practicea are appropriate and acceptable. Théy
. ) A . s

’

change their classroom behavior in crisis situations only, or
. ) i . - Lo
when compelled té do so because of curriculum changes.

The literature speaks disparagingly of 'one-of' and

‘awareness-level presentations but such sessions can satisfy

the needs identified by teachers in\Figﬁre 1.

In the literature the criterion employed.to determine the
. v ,

efféctiveness of a formal inservice activity 1is a'chhhge in

the overt behavior of the teachéf on his return té the
classroom. The literature does not considerktﬁat there may_be
a goal mismatch between that of organizers and partic@pants |
and that although an activity may be considered unsuccessful
given the criterid; used by organizers, it may be cqnsidered
successful given the criterion used by participants who came

in order to satisfy some of the needs identified in Figu;e 1.

Although some of the liCeratﬁt; acknowledges the

socio-political realities of teaching which make the
Q@ L > .
introduction of a major change difficult, rarely is the
difficulty of changing one paft of a routine, or the'practice'
. . ~ - ‘7

“~ .

of delaying a change until ‘next time around! considered.
The literature does not consider that teachers may need
several exposures, over‘£ime, to an innovation before they'
qpnsider adopting.it., ‘

. A
:

+

N
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Often it is al;umad in the 1iterntur§ that because teachers
are reluctant to attend formal inservice education aétivitien
they are ﬁot participating in inservice education. The
teachers included in this ‘study indicate that they use

non~-formal inservice education activities, which they consider

classroom. =

. _ :
The literature presupposes that there is a corps of trained

presenters available.‘ Teachers point out th; difficulty of
getting competent presenters and their high regard for
presenters who are classroom teachers and thus familiar with
the realities of life in tﬁe classroom.

Although the literature acknowledges the isolation of the
classroom teacher, itIAOes not consider that the need for
contacts with colléagpes may be a legitimate reason for

organizing ag activity. .
L]

" The literature assumes that teachers will be involved in

s

large—-scale innovation projects, in-school staff development
éfégrams‘and long-term inservice actiﬁiﬁies with a particular
theme. It dismisaes"one-pf"ac;iViﬁiea as ineffective, yet -
the;e are the types of'gctivities to which the majority of
teachers will be expoéed‘most frequently ihrouﬁhout their
career. Instead of beginning with what is, and basing its

suggestions.on that, the literature begins with the ideal and

bases its models on that.
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Although conducting needs assessments and involving teachirs
in the planning of activities are two basic recommendations
made in the literdture for improving the effectiveness of

i S e,
inservice activities, in practice these tend to be token

gestures which degenerste into asking teachers to rank a 1ia§
of topics or write suggestions on a blank sheet of paper, and
having a couple of teachers sit on a planning committee.

Although critical of_manj of the inservice activities offered,
}gachers readily admit that they.consider'themaelves to be too

'busy to become more involved in the ofganization of such e
activities. : "‘!S; e
' \ N A
Although both formal and non-formal activities may be included
by a writer in his definition of inservice education, the
tendency ig for the writer to ignore the non—formal activities
and to concentrate on formal activities of the workshop or
lecture—~type presentation. Teaéhers, however, indicate that
it is through their involvement invnon—formal activities that
they obtain informatisa which they use to change their
clagsroom behavior and so improve their effectivenéss. Thus
the goal that writers and researchers assume is being met byV%
teacher participation in formal activities is to a large
extent being met through teacher involvement in non-formal
activities, |
The findings of this sﬁudy do supborf a largelbody of

{ :
literature, namely that on adult development and learning, the

concerns of teachers, the nature of professional learning and
adults' motives for participation in learning activities.

v
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This vast body of literature, héveﬁer, appears to have been
ignored by m?st of thone'ﬁtiting on inservice ‘education.
In the liter;ture on incefvice education, little attention is -~
paid to the role of the unjversity other than a few

A\ ] - -oN

recommendations of a general nature relating to the types of

coJraea that should be offered. This low level of interest ;J
LY L4

suppofted'by the findings of the study. Teacheréitgpd to view
the university és q,dqgr;e— granting, salary upgrading |
institution. In génefal, whén teachers desire assistance with
classroom-related areas of concern they turn to others, not to
the institution which gave them their pre-service Craining, as
they consider university professors to be out of touch with
the world of the classroom teacher.

The role of the school system also receives scant attention in
the literature. Teachers, however, referred to their di?trict
office repeatedly during the interviews. It is conjectured
that the role of the school system in the inservice education
of teachers‘haé not reéeived sufficient attention. Teachers'
immediate inservice education needs are related to their
current teaching aééignment which is determined by their Tl
employer, the .school system.

The literature does not appear to be aware of the belief of

teachers that they do not have the time or energy to

_participate in formal inservice education activities held

- outside of the regular school day, week or year. Repeatedly

writers suggest holding activities after school, at the

weekend or during the school holidays.
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--  The traditional method of evaluating the effectiveness of an
inservice activity is by determiping if there has been an '
overt change in the classroom behavior of the participants.

(

The findings of this study indicate that many of'the benefits
derived from attending formal activities are of an intangible
nature and therefore traditional methodd of evaluation may not

be appropriate.

Thus the literature on inservice, while Samenting the lack of
. >

- -«

educational reform at the classroom level, keeps on advocating more of
the same, in a élightly dif}erent format, based on the same old
assumptions. This, essentially, is the same as talking more slowly or
ﬁore loudly to a person who does not understand one's language; no
matter h;w onet alters the externals, the basic cause of lack of
undérsfanding remains. Similarly wiéh ipservice education, as long. as
the goals of the orga&izersvand the goals of the participants continue
“to mismatch, the formal activities offered will be considered to be
less than effective from both viewpoings. The term inservice education
conjures up a quite different picture to each group and until
organ;zers and writers understand the language of thé participants,

there will be a lack of communication.

A Sgggestions for School Sygtems

Marker (1982:8) states that:

Every major (education report) of recent years ... has pointed
to deficiencies and looked to inservice for remedies without
giving any indication of how the inservice system might be
reorganized and strengthened to provide them.
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Although it is beyond the scope of this study fo suggest wnyn-of
reorganizing inservice education, the researcher would like to refer to
one inservice project the underlying assumptions of which ars in

agreement ;ith the findings of this study. This is not an attempt to
faorganize inservice education because, as Marker (1982:14) states, "as
long as the education service continues to be the untidy business it
is, there can be no neat no;utions," but rather a suggestion as to hov
a_séhéol system can capitalize on teachers' perceptions of inservice
education;‘ School systems hivl a vested interest in ensuring that
thgir teachers continue their professional education and in obtaining
some identifiable return for their investment in time, energy and money
in inservite education. The apptoach~ab;ut to be suggested would be
but one part of a larger scheme which would include mandatory formal
activities of the type cu;rently offered but reorganized to include
bo?h‘formal aﬁd non-formal activities and permit teachers to satisfy
their self-identified needs. Specific suggestions will be made in the
section entitled 'Recommendations.’

The program in question is called IMPACT II (ﬁann, 1982) and is an
experiméntal teacher-to—teacher network aimed at changing the nature of
classroom innovation through a voluntary network which endeavors tol
change ininiduals, not schools. In this/approach, which has‘proven to
‘be effeétive in Ehe city of New York, the teacher does not have to
persu&de other colleagues in the school to'change, and involvement is
vbluntary; not imposed from without. Tge program is relatively

gsimple: one group of teachers2 the'develqpers, is used to reach -

Y

another group of less accomplished teachers, thé replicators. The

teachers who seek to refine a classroom innovation receive 'developer' .
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funds of $300 and the teachers who wish to try out the innovation
receive ‘replicator' grants of $200. It was found that the program
caters to the different needs of teachers at different stages in their
careersf the replicators were younger, less experienced and less
confident than the devgloper-. The program encouraged teachers to
recruit other teachers, who regarded the recruiters as 'credible,
ieliabie sources of help becnul; they, too, spent 'six hours uﬁd 20
minutes a day with kids, kids, kids' " (Manﬁ, 1982:614). |

Thé approach to inservice educntién described in IMPACT 11
capitalizes on an important finding of this atpdy and a study by
Holdaway and Millikan (1980), ntmaly‘chat in-school consultation with
colleagues contributes to the professional growth of teacher; and the
alleviation of their concerns.

As a result of their involvement in IMPACT II, teachers'réported
the satisfaction of c;rtain needs which also were identified by the
.teachera included in this study (Mann, 1982):

- They obtained professional fulfilment. i

-~ They were able to meet with other teachers which helped to
reduce, their isolation.
- They had the opportunity to be ttainéd and to train others.
- Tﬁey weré able to visit other schools and be visited.
== 'They were able to publish their ideas.
+ == They received recognition.
-= Their feelings of collegiality were fostered.
--  Their attitdde towards teaching iﬁproved.

' == They received a little money for extra classroom materials.
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This program represents a non-formal inservice education sctivity which

is compatible with teachers' perspectives on inservice education.

. Mtiog@ for School Systems

’ Following are recommendations for school systems, based on the
findings of the study, which will enable them to offer the teschers in
their employment inservice education learning experiences which are in
;groemnnt'vith teachers' perspectives on inservice education. )

-~ The district office of the school system should achunint the

public with the Jature of and nesd for teacher professional
development. In particular the public should be made aware of
the fact that teachers nr; invalved in ongoing continuing
education experiences throughout the year and that many of the
activities which contribute to an inproycnent in the
effectiveness of teachers in.tﬁc classroom and thus the
learning experiences of students are of a non-formal, often

. apparently social nature. In addition, the public should be

r . A" ' <

made aware of the fact that teachers spend a great dell‘o{/
their own time and moné} in furthering their profeesional
development in order to ensure that students obtain the best
classroom expériencea.posniyle. Also, the public must realize
that on days when students are releaﬁed from ciasael, teaéhe;a
are workingq;nd can be en%aged in learning experiences that
directly Senefit students without attending group activities
held in local schools.

-~ Since teachers believe that the school system has a

responsibility to prepare teachers for their teaching

¥



- directly relate. t? curtent teachlng assignments.
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331gnments, the school system should pay any costs incurred

by teachers. who attend inservice education actxvxtles that

o .

When introducing &ompulsory program changes, the school system

and/or the department ‘of educatlon should ensure that such
program changé:\:§e accompaniad by formal inservice education

actlvxtleé held durlng the school day, preferably w1th

students released from classes. The presentatlons should be

given by classroom teachers with expertise in the area who .ca

help teachers interpret and implement the new curriculum and

' can suggest appropriate teaching materials.

All formai inservice education activities should be held

within the school day, week and year. The school systeml

" should organize such activities or should permit teachers to

n

attend such activities organized by others. Part, if not all,

of the cost should be borme by the school system.

The formal inservice education activities organized for
- - ;
N . . “ .-
teachers should include the following types of presentations:

w“

a. Practical, classroom—related‘typés of presehtations

preferably given by those with recent classroom experience in

" the area. ~ The ideas préseﬁted should be capable'of being

immediately adopted by the teacher on his return to the

classroom and should require only those materials that are
presently available in the schools. The preferred. format for
such activities is’ small group, hands—on activities which

permit teachérs to become involved and share ideas with other

7N
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participints. Handouts are appreciated as theyjremind
teachers of the information presented.

b. Informatioﬁ sessions that acquaint teachers with the
latest déQélopments in the field of education.

c. Positive, stimulating, thought-provoking présentations
that enhance teachers' self-concept. Such presgnt;tions may

relate directly to the field of education or may be of a more

general nature.

Since in any group of teachérs there will be those who are
novices in an area and those with a great deal of”experiencé,
subjecﬁ matter presentétions should be offereﬁ at a variety of
levels to cater to the different needs éf teachers at

different stages in their careers. ' L

‘Since teachers have indicated their preference for presenters

who aré classroom teachers and pointed'out‘the lack of
qualified presenters, thé 8chool system should encbﬁfage and
reward, in some way, those teachers who express an inté;est in
giving bccésional preséntations and who are éonsidérgd to have
the necessary expertise. Iﬁ is‘suggested that these rewards
need not‘necessarilf be of a financial nature but could take
the form of release time, recogniciop, reimbursement for
expenditures, and soqforth. ’

It is suggested that the school system should not rely too

heavily on imported speakers who have no knowledge of the

local scene but simply give a prepared presentation and leave.
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f(When organizing nctivities,-the school system should take the

time of year into consideration. Teachers have indicated that
at certain times of tﬁb year they prefer more subject-qrienged
presentations whereas at other times of the ye;r they desire
thought—pré#oking, mentally stimula;ing presentaﬁions.

Fﬁi@al inservice education activities should be organized in a

manner which encourages interactions of a sbcial nature.

‘'The importance of non-formal inservice education activities

should be acknowledged by the school system. .
Teachers, as professional and adult learmers, desire inservice
education activities of a formalland non~férmal nature which

meet their self-identified needs. The school system should

permit and encourage teachers to participate in both kinds of

activifiea.

Teachers should have the freedom to choose if, what, and when
to participate iﬁ formal and non-formal iﬁservice education
activities. In particular, on school days when students are
released from classes, they should have the freedom to
participate in whatever types of activities they consider will
best benefit both themselves as‘professionals and their
studéﬁés. | |

Tﬂe school system should have a long—termAplan for.-teacher
professiopal growth so that the activities offered follow and
support a theme, rather than, as tends tovoccur at present, be
a series of disconnected offerings. The'weakness of a 'one

of' offering is not so much the fact that it is’only one
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presentation on a topic but rather the fact that the single
presentation has nothing whatsoever to do with the previoéus or

the next presentation.

A Y

If the school system wishes to have teachers adopt an '
innovation, the folloﬁing suggestions shodld be taken into

i

consideration:

a. Teachers must be exposed ﬁo the innovation on éevggal
occasions ove; ah extended period of time in order to ﬁermit
them to become acquainted with and accept the innovation.

b. The schoolysystem'must not only expose teachers to the
innovation but also must facilitate the adoption of the
innovation.

c. The school_systém must expose the entire school to the
innovation.: The‘presént practice of sénding only one
representative from each scho?l to the activityvshould’be
discontinued.

d;v The séhool‘system must realize that usuélly teachers do
not adopt an innovation until 'né#t time around', thus the
timing of the exposure to the.innovation is important.

e. It is easier to,adopt an innovation if one does not have
to persuade others in the school also to change.

Since teachers have indicated that they have no time and

little interest in being involved in planning formal inservice

A : -
education activities, the present practice of offering

concurrent sessions is an appropriate way of attemﬁting to

meet the needs of different groups of teachers. When

-
7
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organizing such activities, it should be remembered that
teachers desire not only different topics but also different
levels of subject matter presentstions} and that teachers wish

to have the choice of participating in formal or non-formal

activities. .
\

Mapy of the teachers included in the study used terms which

suggest that they perceive themselves as being isolated and

- powerless members of a large impersonal organization. It is

suggested{that the school system should make every effort to
) 7

ensure that teachers are and perceive themselves to be_

important, contrlbutlng members of the orgsn1zat1on who have

some control over the various aspects of their profess1onal

life.

'Since many teachers mentioned feelings of isolation and

indicated that they- consider in-school contacts with

colleagues to be an importent form of non-formal inservice

o

. education, it is sﬁggeste& thatxthe school system should

de11berate1y foster ‘such teacher 1n1t1ated consultations.

.

A spec1al effort should Be made by the school system to cater
to the needs of teschers who are the only subject scec}altsts
in their schools as sucg‘teachers feel particularly isolatee
and neglected. They are deprived of ongoing, in‘schoo1
contacts with colleagues who have the same'a;ea of .

specialization and often their needs are overlooked at formal

activities.
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Given that the ultimnge‘goal of inservice eduéa;ioﬁvih'to .,
ensure that students receive the best ;d;ca:ionalvgxperiences ’
possible, it‘is suggested that perhaps a portion of in-school
professionai deve lopment fuhds'coula be devoted to activities
of a pr;cticalnngture which directly relate to and benefit the
classroom experiences of students.
At present formal inservice education activit%es do not aépear
to be evaluated, at least not in any striét sense of the
term. If in th futu;e an evaluation of these activiéiea is
considered'co be desirable, it is suggested that since many of
the benefits derived by parficipants are of an in:anéible
nature,-both‘traditional and non—-traditional evaiuation
methods should‘be usgd: ‘
In order to meet all the insetvice'education n;edé of A"
teachérs, it is suggested that school systems continue their
presen; po1icy of pfoviding iﬁ-sch&ol professional developmgnt:~
funds aﬁd organiq}ng formai inagtﬁice'education activities.
Formal activities shouldvbe restruciuredvin a manner that )
rgflects the findings of this study; the nature Qnd value of
noh-formaltagtivi;ies should be acknowledged. On séhool da;s
whén studgnts are released from classesé teachers should bev
aSle to_partieipate in whatever activities of a formal or
non-formal nature they consider ;ill best meet their needs.
In addition, it is suggested that school syétems consider

introducing voluntary teacher-to-teacher networks similar to

IMPACT II (Mann, 1982) for the‘reasons already cited.
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-- It is suggested that the school\syatem could use. the
\
. \ .
instrument developed by the reae?rcher (Figure 1) to ascertain

the needs that teachers desire to have satisfied by attending

-

the various groups of inservice adtivities, and the value
attributed to each group of activity. Such information could

help avoid a mismatch between the g }ls of organizers and

participants. Altﬁough the particul&; presentations desired

will not be revealed by the instrument, the teachers could
(o S
easily indicate on the instrument the /desired topics. In

~

additiom, it is suggested that the same instrument could be

used to evaluate the success of the activity in meeting the

3

needs of participants.

1

A Suggestion for the University

The teachers included in the study consi&er the university to be a
galary upgrading, degree-granting institution. They do not consider it
to play‘é significant role in.theiéjiﬁse;vihe education. It is a place’
to which they turn wﬁen they want/ih-depth knowledge or a'guést
speaker. But, when they seek information which will help the? improve
their effectiveness in tﬁe classroom, they turn elsewhere because, in
their eyes, professors lgck credibility; they are too fat and too long
removed frﬁm the world of ﬁhe school and the ﬁlaasroom teachef to.be
able to offer(assis;gnce.

When revisiting the literature, howetfer, the reéearcher read an

evaluation of an innovative approach to university involvement in

inservice education which is in accord with teachers' perspectives on

\/\ , ‘ )
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inservice education as identified in this study. It 1s suggested that
if this or a similar model were widely adopted the notion of a

university preservice-inservicg7continuum would be fostered and
teachers would be encouraged té perceive the university as playing an
active and useful role in their inservice education. The University of
Calgary (Unruh, 1981) introduced the concept of the one-quarter course
to enhance and enrich the current clasﬁroom practices of teachers. It
appears that attending these short courses satisfies needs aimiiar to
those identified Sy the teachers included in this sEudyE attending the
short courses was found to be a2 morale booster beéause the inférmation
. . N
preseﬁteﬂ reinforced what the teachers were already doing; the
teachers' instructional practices were revitalized; they were made
;ware of diverse m;thods of instruction; and, pfesent practices were
found to 5e appropriate and abcepggble. -Other findings agree with
statements made by the teachers inéiﬁded in this study: when more than
one teacher from the same school took the course, they supported each
other in implementing the knowledge from the course; the teachers
viewed pdsitively participating in courses that presented information
which was immediately applicable to their jobs, and which allowed them
‘to experiment with materials which thef could take to their own
classrooms for short-term use; thg fact that the courses were taught
by practising teachers and facilitated and encouraged the sharing of

ideas was viewed positively; and, the participants felt they could

trust the ideas because their ‘calleagues had actually used them.
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Recommendations for the University

Following are recommendations for the university, based on the

findings of this study, which, it is suggested, would permit the

university to play a more active role in the continuing education of

teachers, other than simply enabling teachers to accumulate credits

towards advanced degrees.

The university should offer a wide variety of short-term
credit and non-credit, off-campus and on-campus courses
similar to those evaluated by Unruh (1981) which are organized
in accordance wigb teacheré' perspectives on inservice
education.

The university should take steps to deliberately foster the
development of a preservice-inservice continuﬁm. In
particular, preservice education students should be exposed to
the concept of lifelong continuinghteacher education and the

various types of formal and non-formal ways in which teachers

can continue their inservice education. Undergraduate

" education students should be encouraged to attend formal

inserVice education activities as part of their teacher
education training; attending_such activities should help to
deveiop a feeling of professionalism and collegiality.

As Kersh (1979:45) states, '"college faculty still act as if
inservice is 'doin' something to somebody or running something

for somebody'."

The university should encourage an on-going
two-way exchange of ideas between university faculty and

teachers in the classroom.
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credit and non-credit, off-campus and on-campus courses
similar to those evaluated by Unruh (1981) which are organized
in accordance wigb teacheré' perspectives on inservice
education.

The university should take steps to deliberately foster the
development of a preservice-inservice continuﬁm. In
particular, preservice education students should be exposed to
the concept of lifelong continuinghteacher education and the

various types of formal and non-formal ways in which teachers

can continue their inservice education. Undergraduate

" education students should be encouraged to attend formal R

inserVice education activities as part of their teacher
education training; attending_such activities should help to
deveiop a feeling of professionalism and collegiality.

As Kersh (1979:45) states, '"college faculty still act as if
inservice is 'doin' something to somebody or running something

' The university should encourage an on-going

for somebody'.'
two-way exchange of ideas between university faculty and

teachers in the classroom.

ke, Gloria V.
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Turner (1981:226) agrees that:

(grounded theory) promotes the developgént of theoretical

accounts and explanations which conform closely to the

situations being observed, so that the theory is likely to be

intelligible to, and usable by, those in thq situations

studied.

Turner (1981:227) considers that the grounded theory approach is likely
to be of maximum use when it deals with qualitative data of the kind
gathered from participant obaervation, from the observation of face—to-
face interaction, from semi-structured or upstructured interviews, from
case study material and from certain kinds of documentary sourées.

In this study an inductive, analytical and descriptive approach was
adopted following the general procedures recommended by Glaser and -
Strauss and using in-depth semi-structured interviews and'paréicipant‘
obsérvation to gather the data. The categories whiéh emerged from the
coding process reveal certain shared teﬂchers' qonceptions of inservice
education. Although the researcher didbnot promise that the study
would generate substantive theory, based on the findings #n aétemptv

will be made to suggest some substantive theory or "minor working

hypotheses of everyday life" (Glaser ‘and Strauss, 1967:33).

Tentative Hypothe'ses -

The fq}lowing tentative hypotﬁeses are suggested in an attempt to
predict and gxplain teachers' attitude and behavior in relation to
inservice education. -

~—-  There isra m%smatch between the goals of those attending

formal inservice education activities and those writing about
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or organizing such activities. Only at formal inservice
education activities organized in conjunction with a
compulsory program change do the goals of‘thc participants and
o;ganizerc coincide and agree with the assumptions made in thg
literature. Teachers attend such activities in order to
obtain information which they will use to change their
classroom behavior and so imprbva'their effectiveness.
Teachéru’ponsider formal inservice education qctivities that
do not accompany a compulsory prog;am change to be information
sessions not sessions deiigned to immediately change their
classroom behavior.

a

Teachers consider formal inservice education activities that
do not accompany a compulsory program change to have little

relationship to their day-by-day classroom activities.

_Teachers'attend formal inservice education activities that do -

not accompany a compulsory program change in order to satisfy
lower level cognitive needs or needs in the affective domain.

Most teachers are not dissatisfied with their present

classroom practices and attend formal inservice education

205

N .
activities which do not accompany a compulsory program change

. in order to obtain confirmation that their present classroom

practices are acceptable‘and appropriate, not go obtain
information which they will use to effect a major change in 
their present classroom behavior.

Teachers readily adopt new techniques and materials which

require no major changes in their present classroom behavior



or ideology. They adopt innovations which require a major

change in their classroom behavior in crisis lituationi‘only,
or when they are compelled to do so because of a compulsory

program change.

Teachers do not adopt an innovation which requires a major

change in their classroom behavior until they have been
'expoaed to the innovatipn on several occasions over an
exténded period of time.

There is_an identifiable pattern to the inservice education

needs of teachers which changes over time as the individual
, : j

‘moves along his career path from nlophyte to experienced
1 ”

teacher. When a teacher changes grades, area of
specialization or is promoted, however, initially in the new
posi;ion he tends té function as a neophyte.

Teachers who have satisfied most of theif inservice educatibn
needs at all levels from deficiency to growth seek new
challenges by changing grades, areas of specialization or
seek£ng p;omoted positions., |

Teachers,obtain information which they use to effect major
éhanges in their classroom behavior and so improve their
effectiveness as teachers from their involvement in’a variety
of non~formal inservice éducation aq}ivities, not from their

involvement in formal inservice edugation activities, apart

From‘those activities which accompany a compulsory program

" change.
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-- One cannot truly understand the vorld of another uplcnl one
lives in that world. Consequently, in order for university
professors to be able to offer classroom-related assistance to
teachers, they must regularly live in the world of the
classroom teacher.

-~ Teachers who are dcp;ivcd of ongoing, in-school contacts with
colleagues who have tha same area of specialisation suffer
from extreme feelings of isolation and are deprived of an
important source of information for improving their clasroom
effectiveness. |

-=  When introducingknew programs, in order to have teachers make
the necessary changes in their classroom behavior, such
programs must be agcompanied by in-school time formal :
inservice educatig: activities given by classroom teachers

with expertise in the area. ’

-~ Teachers use a cost-benefit formula to determine whether or

not to attend voluntary formal inservice education activities.

K

Connections with Existing Theory \

Once substantive theory has been generated, connections should be

made, where relevant, to existing theory (Glaser and Strauss, 1967;
Turner, 1981). The researcher auggésts that the theory of cognitive *
dissonance can make a useful contribution towards a further

understanding of teachers' beliefs and activities in relation to

inservice education.
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/ The lack of educational reform at the classroom level, despite

decades of formal inservice education activities, has long been
: -
lamented. An important finding of this study suggests a reason for the
:1. ‘ J". . ) ) .
low teacher adoption rate of educational innovations: teachers, in

general, are not dissatisfied with their present classroom behavior and
attend formal inservice education activities in order to obtain
confirmation that their present practices are appropriate and

acceptable, not to obtain information which they will use to effect a
major change in their classroom behavior. The theory of cognitive

v
3

dissonance suggests an explanation for this finding.

>

The basic background of this theory consists of the notion’
that the human organism tries to establish internal hammony,
consistency, or congruity among his opinions, attitudes,
knowledge, and values.  That is, there is a drive toward
consonance among cognitions (260) ... forced or accidental
exposure to new information may create cognitive elements that
are dissonant with existing cognition (261) ... forced or

. accidental exposure to new information which tends to increase

. dissonance will frequently result in misinterpretation and
misperception of the new information by the person. thus
exposed in an effort to avoid a dissonance increase
(Festinger, 1957:265).

b

When diséonance is present, in addition to trying to reduce it, the
individual will actively avoid situations and information which would
likely increase‘the dissonancev(Festinger; 195733). Festinger-
indicates fhe circumstances that make it difficulg for the person to
change his actibns:f the change may be painful oi involve loss; the
éresent behavior may be satisfying; or, making the change simply may

not be possible (Festinger, 1957:25,26).

-»>
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The foregoing may help account for teachers' desiring formal

inservice education activities that confirm their présent behavior or
give them information and materials that will enliven their present
practices but require no major change in ideology or current practicés,
their choosing not to incorporate new behaviors into their repertoire
of skills even though they acknowledge that the practices‘havg merit,
and some teaghers'<avoidance of formal inservice education activities.
Hence the relatively uﬁchangingdnature of teacher classroom behavior.
Following are some hypothesestsuggested by the findings of the
study and their interpretation in the light of the‘tﬁeory of‘cognitive

dissonance.

-~  Teachers deliberately seek out formal inservice education
activities which confirm present practices because at such

’

I activities the threat of cognitive dissonance is reduced.
¥ N
-~ Teachers perceive formal inservice educatiqp activitiég as
information s;ssions, not as dictates to cﬁange their
behavior, in order to reduée the possibility of cogniﬁive
dissonance.
~-— . Exposure to educational innovations résults in cognitive
dissonance. Since individuals seek internal hamony, teachers
will try to reduce dissonance and increase consonance by
finding reasons for rejecfing the new behavior and continuing
f with the old. In most instances they will be successful,
except when they are compelled to change their Behavior as a

result of a mandatory program change. Consequently teachers

perceive formal inservice education activities which accompany

a



o a mandatory curriculum change differently from the way'they
‘perceive other formai inservice education activities.
- Thekimportance that teachers accord to noﬁ-formallinservice
keducation’activities-may in part be attributed to the fact
that such activities pgrmit teachers to seek out those with a
similar view of the world and thus teachers caﬂ'deliberately
avoid interactions which would iead to cognitive dissbnance.

5
FIRY

CONCLUSION

fraditionally it has been assumed thaf teachers attend formal"
inservice education activities because they are dissatisfied with their
present clasgroom behavior and wish to improvg;their effectiveness by .
changiné their behavior in the m;nner'advocated af the presentation..
Such an assumption, which forms the rationale for the organization of
fofgal inservice education activities, appears to be inaccurate. Only
at those aétivities which are organized in conjunction with a mandatory
program change do‘;he goals of participanﬁs and organizers agree and
‘support the assumptions made in the literature; that is, teachers
attend such activities in order to obtain information which they will!

O
use to effect a major change in their classroom behavior.

Teachers do endeavor to provide their students with the besf
learning experiences possible. The methods the; use, however, to
maintain aor improve their efk;ctiveneSQ in the classroom tend not to be
those assumed in the literature or by organizers, that is tﬁrouéh their

involvement with formal inservice education activities, but rather

@
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thrkugh their involvemedt in a variety of non-formal inservice
the most important of which is conaidered_to be

edu%ation activities,

ongoing in-school contacts with colleagues, in particular with those

<

-colleagués who share a similar tea;hing assignment. '
Thﬁs based on the findings of this study, it appears that formal

.inservice education activities which do not accompany a mgﬁdatory
program change are not an appropriate ﬁethod to use to effect a major
change’in the classroom behavior of teachers. These aétivities,
>however, do serve a very useful purﬁoae as attending them permits
teachers to satisfy certain basic and essential needs in the affective
and lower level cognitive domains, needs which otherwise might be

neglected. Consequently, such activities should be considered

worthwhile and should continue to be organized for teachers.
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APPENDIX A

to: . Staff
from: Morag Pansegrau
Doctoral Student

Educa;}onal Administration
University of Alberta
|

|

DiSSERTATIOk TOPIC: ‘TEACHERS'.PERSPECTIVES ON PROFESSIONAL DEVELOPMENT
I would like.to talk informally with teachers (defn.: . any person withV
a teaching certificate) té determine their views on professional |
development in general, and inservice education in particular. I can
meet with you at any time con;enient to you—-before classes, at

lunch-time, in your spare, after classes. I would like to hear your

views, even though you‘yave only a few minutes to spare. If you would

242

care to talk with me, please complete the form at the foot of thelpage .

-and return the form to the principal's office.

- Thank yoﬁ.

PLEASE RETURN THE FORM TO THE PRINCIPAL'S OFFICE

NAME : ' ‘ PHONE NO. :

.Department/Grade: ,
. 9
Preferred meeting times:

DAY TIME : LOCATION
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APPENDIX B

INITIAL CATEGORIES DEVELOPﬁD FROM’?HE DATA - STEP ONE
Teachers' wants re inservice.
Reasons for inservice.
éomplaints re inservice (not professional development days).
Teachers' attitudes towards inservice. |
Frequency of inservice.
Benefitg of p:ofessiona} development days. ‘ e
Benefits 9f_inservicé--overt;vcbvert. | |

Teachers' desires re inservice. ;

s -

Teachers' desirés re professional development days.

-

Teachers' opinions re their professional deve lopment.

Present methods used by individual teachers to‘continue their’
professional development.

Complaints re professioﬁal deve lopment days.

Definitioﬁs: inservice; prﬁfessional development.

Concerns of a general nature. |

Forms‘of inserQice.

Comméntg re central office.

Preférfed/desired topics.

Views of administrators.

Comment s re actﬁal presenters; desired presenters.

Views of teache;-insérvice presenters. *

Changes. in views re inservice education over time.

Comments re attendance and timing.

Coﬁments re university.

Diffiéulties/problems re inservice.
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INITIAL CATEGORIES DEVELOPED FROM
THE DATA - STEP TWO
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10.

11.

12.
13.
1.
15.
16.

17.

18.

19.

20.

21.
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APPENDIX C
INITIAL CATEGORIES DEVELOPED FROM THE DATA - STEP TWO
What teachers want from organized inservice activities.

What teachers want from professional development days.

Complaints regarding organized inservice activities.

Complaints regarding professional deveiopment days.

Benefits derivea from atcéndihg organi?ed inservice/ictivities.
Benefits derived from a:tendiqg professional dgvelopment days.
Teachers' attitudes towards organized inservice activities.
Teachers' attitudes towards professional development days."
Difficuities/problems relating to inservice activities.
Attitudes/opinioné regarding one's own professidnal development .
Non—-formal/organized inservice ac;ivities, as pescrihed by
teachers.

Teachers' definifionﬁ of inserviée, professional development.'
Comments relating to topics. |

Comments relating to %resenters——actual; ideal.

Comments made by teachers who are also inservice preéen;ers.

Changes in attitude towards inservice education over time.

Comments relating to attendance and timing of organized ingservice

activities.

Views of administrators who fall under the definition of 'teacher.'

Comments relating to the university.

Comments relating to central office.

Comments of a general nature made during the interview.
&7
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. INITIAL CATEGORIES DEVELOPED FROM
”  THE DATA - STEP THREE
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10.

11.

12.

- the university.

APPENDIX D

INITIAL CATEGORIES DEVELOPED FROM THE DATA -~ STEP THREE

Teachers' definitions: inservice education; professional

deve lopment. L
What teachers want from formal inservice activities and
pgofeasionél development days. .
Attitude of teachers towards formal inservicg;activities.
Benefits derived from attending formal inservice activities as
perceived by teachers. .

Teachers' criticisms regarding formal inservice activities and

‘professional development days.

Teachers' views on attendance and timing of formal inservice
activities.
Teachers'.views on topics and presenters at formal inservice
activities.

Non-formal, non-traditional forms of: inservice education as

»

perceived by teachers.

.o

Attitude ,of teachers towards their own professional deﬁblbpmép;;

Teachers' changes in attitude over time towards formal inservice:,

education activities.

Teachers' comments relating to inservice education and the role of

Tty

district office.

Teachers' comments relating to inservice education and the rd&é-
: . . i . i
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APPENDIX E

i

)

FINAL CATEGORIES DEVELOPED FROM THE DATA* +

G,

(a) 1. Teaéhers' definitions. (i)

(b) 2. 'Acti;ude oﬁggeacﬁers towards théir own professional
debe}opment.v(9)

'(c,d). 3. Atgitudg of tgache;s‘towards formal inservice education

a | activities; (3) i

(c,d) ‘4.” Tegchérs' reasons for atiending formal inservice education

| actiyipies that are not a part of a_compuléory program

change. (2,42

(c,d) 5.  Teachers' views on.tqpics offered at foﬁmal inservice

- \ education Qctiviﬁies. (7)

(¢,d) 6. Changes in éttitude over time towards formal,ins?rvice
eﬁﬁcation aétivities; (10)‘ ' ) o (j)

(c,;d) 7. Teachefs‘_views on ;ttendance and timing’of formal
inservice education'gctivities. (6) -

(c,d) 8.‘ Teachers' yiews on preﬁgnters‘at férmal inseryice education
activiﬁies. 7 T Lt

(c,d) 9.. Teacheré{ criticisms’ of formal inservice education

_activities. (5)

'(c,d) 10. . Non-formal forms of inservice education. (8)

g

(c,d) 11. Teachers' comments relating to inservice education and the —

role of district office. (11)



W

(c,d)‘

251

12. Teachers' comments relating to inservice education and the

role of the university. (12)

Appendix D.

The followlng four elements of a per-pectxve, asi' 1f1ed by
Becker, Geer, Hughes and Strauss (1961:436), form.the conceptual
framework used to portrqy teachers' perspectives on inservice
education: : - :

(a) a definition of the situation in wh1ch the actors are -
involved, -

(b) ” a statement of the goals they are trying to achieve,

(c) a set of ideas specifying what kinds of activities are
expedient and proper, '
(d) and a set of activities or practices congruent thh them.

.ggihe glément is identified‘to the left of the category number.



