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PREFACE

In May 1978, the Far West Teacher Corps Network conducted a regional
. workshop in Nevada for deans of schools'and colleges of education, Teacher
Corps directors, and other responsible personnel .in highet education to
\ examine problems associated with institutional change, particularly in
higher education. The issues discussed in thi% document are based on the -
papers presented at that workshop. PRI o

A wide range of topics and views are set forth in this publication,
representing several different colleges and universities. However, the
common catalyst for institutional change which appears in all the ‘papers
is inservice education. Each author discusses institutional change vis-
a-vis field-based programs and inservice education.

On behalf of the Board of Direttors of the Far West Network, I Would
1ike to thank Haroldie Spriggs, Jtm Steffensen, and William L. Smith from
National Teacher Corps for their.continued support. Also, the'Board wishes
to acknowledge the contributions of Karl Massanari and'lLana P¥pes from the

v ERIC Clearinghouse on Teacher Education, who.made this publication. possi-
- ble. Finally, the authors deserve praise for sharing their profession-
alism, which usually involves some risks. s
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Paul Randy- Walker
Executive Secretary -
Far West Teacher Corps Network
Western Washington University
Bellingham, Washington
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THE CHAULENGE OF INSTITDTIONAL CHANGE

-

. Rongld‘G. Petrie

-

These are d1ff1cult3f1mes for schools of education, and tgf untversi-

\ \
N \%1es in general. We face decreasing student enrollments, an oversupply of

-

eachers, new social demands, and declining funding. The.challenges for
universities today include the reallocation of resources and the rethinking
and redefining of goals and the.population to be served.
+-Since the end of.World War Il most colleges and universities have
experienced tremendous growth. In the past 40 years we have never had to
worry about where;,we were going, or why we were going there, because we
couldn't keep up with the demand for our services. The System of packagirg
content into threethour units of instruction and offering it in a campus
setting served us well during those years: it was cost efficient and easy
to handle administratively. ' ‘ : _
The time has come, however, for a fresh look and a rededication of our

“efforts. Because of the decline in birth rates during the sixties and ' .

seventies we are now in a period of no growth, or at best moderate growth.
Schools of education all over ‘the country are laying off staff, trying to.

hang on, and hoping for better days. But there is light at the end of the .
-tunnel, and in.fact considerable reason for optimism if we can identify
" markets which previously have been untapped and needs which have not beeh

met. Schools of education can enter into a period of unheralded growth #f
we are willing, and able, to change. ( .
6} a vocab-

Part of the problem is clarifying the issues and establishi
ulary tq unscramble soge of the concepts that need redefinjtion. The big-
market that is Targely untapped is inservice education: But Jest we get
confused, we need to describe the different types of inservice education
that exist and &he relationship of inservice education toycontinued pro-
fessional developpent. I\E; -

Continued professional development implies degrees and Certificates.
Usually it takes place on campus and tends to_be -more theoretical than

.applied. This type of"activity will continue “because' of the large invest-

ments in facilities and resources, and because it is what we do best.

Inservice for "lay-ons" is primarily training required by federal
and state Taws, usually as a result of social forces; PL 94-142 and mini-
mum competencies for graduation are examples of such lay-ons. University
faculties by and large are not as well prepared as onsite personnel to
offer this type of inservice, which represents one of the largest poten=
tial fields of instruction. , . ‘ ST

Inseryice for onsite improvement df instruction is training that
teachers identify as necessary to improve their. skills in teaching read-
ing, writing, arithmetic, or whatever; or that administrators or super-
visors see as needed_by the school! district. This is another facet of
inservice education that the higher education faculfy does not do very
well, and in fact:may not have the skills or the expertise to do without )
additional retraining. . N

To be effective in providing inservice to' implement ‘1ay-ons and to
improve onsite instruction at the classroom level, we must develop uni- -

" versity'level staff members who have some new skills. We need also to

entist the services of public school personnel as adjunct faculty to pro-

~ vide university course <redit in the field, different frop that offered

. 1 - . § .
. b {
.'.'7 8 . ) 5 ‘ .
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. as continued professional development. There is an urgent need to develop
teacher educators who have as much skill in inservice education as they
have in preservice education.

A NEW MODEL PROGRAM ™, | N

The Teacher Corps Project at Portland State Un1versity in Oregon is
a field-centered training complex designed to provide onsite instruction,
~ inservice for lay-ons, continued professional development, and preservice.
Project staff members have beém-working with a total sqiiool “staff of teach-
ers and administrators over a two-yéar period and have erimented and
trafned themselves, through trial and .error, to be the type of higher educa-
tion faculty needed for effective inservice training. We have developed a
comprehensive, process-approach model that utilizes task forces of parents,
teachers, administrators, Teacher Corps staff members, and students to
identify and prioritize teachers' and students' needs. The needs assess-
ment program development model utilizes a seven-step approach that begins
withlidentifying educational goals and progresses through student needs
assessment, 1dent1fy1ng‘cond1t1ons for learning, conducting assessments of
the condltions for learning, identifying teacher competenc;dgi conducting
assessments of teacher competencies, and developing, implementing, and
evaluating teacher education programs. A complete description of the
process and the needs assessment model is described in the publication,
A Needs Assessment Model for Program Development in TeacherlEducation §

(1976).

The process approach to inservice training has shown tth what teachers
actually want and need is.not what universities have offered them hereto-

. fore; furthermore, what they 1n1t1§11y say they want is quite d1fferent

. from what teachers actually need once the process ds completed. 'Two-thirds

of what teachers need relates directly to specific day-tosday problems-—two
hours with a psychologist to"discuss an emotionally disturbed child, :
three hours of instruction in how to teach a particular neading: sk111 for
example; they do not need a regular three-hour cburse on /Tuesday n1ght.

Most college faculty members do not' know how to deliyer the type of
instruction being rehuested using the process-needs assessment model.
Further, there is a growing need for tollege faculty to provide similar

s services to other school sitds. In order to prepare more regylar faculty
'  members to deliver the needs §ssessment model and appro riate /instruction
3*‘ to the scho®fls, a series of presentations have been made to the School of
: Education faculty. Additionalyiplans call for a workshgp/retreat to develop
the necessary skills utilizing \simulation strategies. F1na1]y, a group of
facu],x members have volunteered to work with the Teacher Corps team, on
site,’to develop their skills in the process approach. Some/ faculty
members will be released from other respon51b1lit1es ?art time to develop
the skills, and some will participate in the training/on their own because
of. the ability to rearrange their schedules to be free durlﬁg the times
that the model is being applied in the public schools. The/training
_program should froduce approximately 15 regular faculty members who would
be available af a cadre to serve the public schools. :
Schools ofteducation need to reassess their organization and funct1on
to accommodate onsite and lay-on inservice education. We must develop a
cadre of ‘staff members assigned part time--or full time--to providing
onsite inservice 1nstruct10n directly to teachers, or to tra1n1ng public

- 2
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. school personnel to deliver the necessary content and skills. These
faculty members must develop process skills as well as content knowledge.
And they need to be out in the schools more than they are on campus.

Therein lies part of the problem: a program that is field cenfered,
competency based, and process oriented does not fit the current university
system. It may be necessary to institute differentiated staffing at the
university level, or to modify the university to accept the new dimensions
of serving the inservice needs of schools.

FOCUS ON INSTITUTIONAL CHANGE

A number of factors inhibit university change to more field-based
inservice programs. First, the university reward system of promotion and
tenure usually does not reward active involvement in field-based programs.
The university tends to reward research and publications rather than field
service. Field service is more time consuming, and field practitioners
tend to do "applied" research as opposed to pure, empir@ﬁgﬂly designed
research. It would appear that faculty members involved in field-based
programs. need to do more empirical research than they have*in the past;
this is.supported by the fact that little evidence of "hands—&ﬂ" research -
is recorded in education. It‘also would appear that field-centered faculty
members have some of the best opportunities to do this type of research.
They need to reorient their thinking and put research at the top.wef their
list of priorities. Universities, conversely, must recognize tbe rth of
program development, curriculum development, and publ1cat1on in a variety
of media; the refereed journal is only one outlet.

There also is faculty resistance to field-based programs, partly
because of the university reward system and partly because of insecurity
among faculty members who don't know how to be really effective in the
field. Further, we do not have any system or strategy for retraining of
college faculty other than sabbatical leave--an ineffective tool for
solving the problem. -

Finally, of course, the problem of funding and finance is at the heart
of any institutional change. Possible sources of funding are the univer-
sity, 'public schools, the state, and federally funded teacher centers. An
effective strategy for reorientation of faculty might include retreats;
using Teacher Corps to help develop process skills with selected faculty
members; and faculty exchanges. Important questions to consider are: Who
should bring about the change? Who should retrain teachers at the univér-
sity level? Teacher Corps Networks may be one viable vehicle.

Warner, Cooper, and Houston (1977) have identified 20 competencies that
school-based educators need to be able to perform. If these competencies
are valid, university staff members must demonstrate the competencies them-
selves, and must know how to train others to demonstrate these competencies
in the field. In "A Missing Link in School Renewal:x The Program and Staff
Development Specialist,” Howey and Willie (1977) noted the need for a dif-
ferent approach to solving retraining and renewal in institutions; and in
the same issue of the Journal of Teacher Education Goddu, Crosby, .and
Massey (1977) described another process model developed in New England.

In summary, the need for institutional change is apparent. The market
for inservice training of teachers is at least as big as-any that we have
previously addressed--and probably bigger. However, university faculty .
members will need to develop new skills in order to deliver -instruction

<
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in a form and content different from current practices. The challenge to
schools of education is to oveifcome imstitutional inertia and respond to
the forces and the demands of the schools. If we can myet the challenge of
institutional change, schools of education will rebound from our current
dilemma stronger and more effective than we hgye ever been.
AT
\ \
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THE REFORM-OF THE TEACHER EDUCATOR, OR
WHO WILL HELP ME CHANGE MY ROLE?

Herbert Hite

A

Professors of efucation may not be an endamgered species--yet--but they
certainly are a threatened species. The retrenchments in schools of edu-
cation have removed many of the untenured, younger professors. Those who
remain are older, averaging over 50 years of age nationally, and holding.

The very existence of schools of education 16 threatened. In the
course of debate over the Higher Education Act of 1975, lobbyists for
organizeq teachers came 'right out front with their contempt for educa-
tionists, and congressional staff members in some cases supported that
view. They said that the nation doesn't need colleges of education; that
the organized profession can do the same job better and more cheaply.

The teacher education establishment now justifies its existence on
the basis of the need for (but not the delivery of) services to teachers
on the job, rather than on -preparing new teachers. Practicing teachers,
however, do not seem to be clamoring for professors of education and
their well ~known expertise.

S0, says the battered Professor, who ill help me change my role?

Not I, says the Arts and Sciences, colleague. You were pretty over-
bearing when moset of my etudents were candidates for a tcaohtng position.
I will be glad to see you go.

Not I, eays the Graduate Dean. You always were a Zouay researcher.

Not I, saye the State Legislator. You cost too much anyway. :

Not I, eaye the Federal Bureaucrat. Congreses has not authorised funde
for retraining university personnel.

Not I, saye the Teacher. You were useful only when you helped me meet
gome pratty questionable caertification requirements, which I have now mgt.
(Nearly 80 percent of practicing teachere have no further certification
requirements.]

Then, eays the Professor, in the best little red hen tradigion, I will
do tt myself. I will retmain myself to become useful to those good people
wha are aoncerned with the improvement of 8chooling.

And there are people who are concerned with the improvement of
schooling. Legislators and the media express great anxiety over declin-
ing student achievement in the basic skills. School administrators and
their boards of directors respond instantly to the concern of legis-
lators, and they too are concerned for improvement in teaching the
basic skills. Parents are also pretty sore about their kids' lack of

- achievement. Teachers, when asked, say they are concerned about the
nonsupport ive ]earn1ng climate. Translated, this means there's too
much acting out in the classroom, too much basic sex p]ay in the halls,
and parents won't make the kids do their homework

* . g ) r
r .

FIELD-BASED TEACHER EDUCATOR: A NEW ROLE

Professors now have the time to help school people assuage their
concerns. They have the inclination, too. . Even after dismissing all

5 : f
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the staff unprotected by tenure, schbo]s of edpcatlon st111 can' 't keep

~ their tenured teacher éducation faculty fully occup1ed on the assignments

- they carried 1n5the sixties. At least some education faculty ‘personnel are

ervous; they're willing cons1der, seriously, different roles and
responsibilities. The maj r new ro]e 1s’that of figld- based teacher
educator. .

Lo (Note' Not all teacher educators must be-retoo]eg-to become" f1e]d
. based. There are still nugiercdus slots to handle teacher. preparation

- classes and graduate clasfes’ leading to advanced degrees.LvA -significant
number of education ‘professors can continue, unregenerated, provided som§
of the faculty will take -on the task of justifying the professTon throug
direct work with schools on living problems.)

“. . What does it mean to be an effective field- based teacher educator? The ™
,first try by the teacher education establishment_was a'mass migration from
he campus to ‘the hinterlands. The courses which had been established as
wﬁcomponents of certificate or degree programs. (caEE1dates had to take them,-

whether they wanted to or not) were transported any location ‘where
suff1c1ent students would enroll.to pay the 4continting education depart-
ment's. overhead. This valiant effoct is a lot like stripmining: once a
_course has baen offered at a particular location, it cannot be -repeated.
The 20 percent of. the school st ff who need credits for credential reason} °

A

. {

- .

are ‘those who enroll; they can't.take it again for credit, and-no onerelse.’.

seems .to be interested. Furthermore, the course may have polluted the
nvironment.. Because courses des1gned for campus delivery are only by
chante relevant to a particular set of issues or problems in a specjfjc
school setting, the courses transported to the field sullied the reputation
~of the school of education.as an agency'capable of providing relevant
- services to-teachers and administrators concerned with really s1gn1f1cant
/brob1ems--k1d problems. .

‘Career’ Advancement/Profess1ona] Improvement _ -

The potent1a] clients of education professors' services have two kinds °

of career needs. One is to'meet a perfectly legitimate desire for profes-
sional advancement or the pursuit :of happiness. - For this reason, teachers
and other school personnel enroll in degree courses, take workshops or
-travel programs to expand their personal horizons, or go to summer school
- *because it's still the cheapest way to enJoy a reasonable facsimile of a
summer resort. Colleges of education are well-prepared to handle this
‘need, at the school person s own expense, and that 1s as it should be.
The other kind of career need is to improve one's effectiveness with
clients--students and the students' parents. The nice thing about teachers

is that, by and large, they really do care about do1ng a better job and are

re]atlvely humble about their own competency.+ They have been. systemati-
cally victimized because of this professional concern and humility. They
have: had to pay out of their own incomes for the training they have, sought,
for this need, . inasmuch as they have turned to colleges of educat1on for
“help. And the cost should be borne by the state or the schoo] district;
after.all, the primary concern . of the school d1str1ct is. improving the
educat1ona] opportunities of their students.

It is this second kind of need which offers’ opportun1t1es for ‘the
survival of professors of education. The first type.of need, personal
‘enhancement, is drying up or is being met by a small part of the available

.?ﬂphqfessiona] services .in schoo]s of education. The second need is to help

6
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. sqhoo]épersonne]‘resolve the critical problems of their students, and
this néed could involve most of the expertise in colleges of .education: -
An attractive new role for many prdfessor§ of education is to.act as.a « ;&
member of “a team aof problem solvers. Different members of suéﬁ\teams, S
college and, school persons, might not.fit this role. But if'professors *
should make a contributien through a systematic effort_to become involved
with school personnel working -on real and current_problems, many benefits ~
v might accrue. The reputation of schools *of . dducation might be dramatically
. improved. The university administration and qther faculties might get.
offathe backs of the educationists. There might even be opportunities
for resgarch--spinning off from the quick and dirty efforts to solve imme-
diate preblems. The demand” for the expertise of professors could become -
- virtually_boundless, ‘ ¢ DR . .

. '
-y

N . . , C ’ :
ProbYems of Expertise and Style e ' L T
. There are problems, ‘however.  Two obstacles, in particular, seem to
_block full participation in school improvement programs by a significant .~
Tumber of professors of education. One obstacle has to do with the nature .
—of the professors' expertise, and the other with the style of professoring .
which has developed in collegiate instruction. T ' '

!

Professors of education have developed an expertise based on their
- analyses of research and experiencé about teaching and Tearning. ‘Thedr .
function has been to prepare beginning teachers to serve in any of a wide
~ spectrum of schools, with pupils of varying interests and ‘needs. The same
.. is true of graduate courses in education. Professors are expert at pre- :
. senting knowledge and skills that are generalizable. Scho©ol improvement
.programs, however, need help on site-specific problems for a unique group
. of learners. Education -courses offer principles which may or may not be
“ applicable to a local problem and a local school staff. What professors
of ‘education are good at doing is useful for.local problem-solving pro-
vided the professors' attention can be focused on that part of their Vvast
knowledge which is specific to the.local problem. Conscientious pro-
fessors nearly always cover a lot more in a three-credit class than
any team really needs to know in order to enhance their ability to.
“solve their own problem--and often what is’covered may not be relevant.
at all. IR ' I :
The other major obstacle for professors of educatiofl in becoming prob-
lem sokvers is that they are products of the university instructional sys-
tem. The professor has learned, through constant assoctation with students
and other professors, how to assume the traditional role of authoritative -
teacherand expects students to-be censistently acquiescent. This tra=
"ditional‘role can be a major block to effective problem solving. -While
teachers are adept at assuming-the college student role when thﬁ% are - -
"taking courses, they do not believe that anyone else knows as much as they-
‘' do about their students and ‘those students! capabilities. : In other words,

-

in a school problem-solving project, roles get scrambled. *Sometimes the- . /”,"

teacher is the authority; sometimes the professor. as external consultant S
is the authority.. Each'can learn from the other. . . -~ ' ST
. .A few tedcher educators seem to possess a talént for relating to groups/ -
of teachers, parents, and school administrators in-a way that makes them //
effective moderators for such a procéss. - They are good listeners. They
can translate .expressions of need so that the existing ‘collegiate delivery
systems can provide some sort of consultant services. They can igentify‘. .

- | ;
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', the stage in- the prob]em-solv1ng process which preva1]s 1n a part1cu1ar Ve
si at ‘a Qartﬁcular time. At our schoo] of education we have found one

¢ -sugﬁ'teacher -educator.

s Unfortunately; many educat1on1Sts will never make 1t as. co]]aborators
v with schooi personnel. There's something about)the professor1§; style of .

& commun1ca;1on that prOJects academic arrogance.” As in racism ma}e chau-
vinism, cues are transmitted by words or tones of voice or in the silent =
;Tanguag of gestures apd. postures.. Short of a couple of years on a psychl-
-atrist's couch, there mayxbe no way to rgform these experienced academrk

C1ans so that they are acceptab]e to teachers.’
o }he schools do need help. Although much of the*process of so]v1ng the

. crifical problems of learners ‘in a specific school can be carried out only

"the local staff, their solutions are likely to be much more effective

ven outside aSS1stance. Colleges of educat1on can provide a 1ot of use-

ful assistance to local schools. The reform of teacher education depends

» . -on some technique for putting professors' expertise (which is-designed for

leisurely digestion by students remote from actual problems) - together with
the ongoing efforts to meet the Spec1f1c needs of learners and the1r '
teachers. . . , .

a CoLe

’ .gf*[NSERVICE FOR TEACHER'EDUCATORS . e
The obvious approach would seem to be spec1a1 programs to retrain. those
professors for whom there is some hope. Who will do this training? Who .o
will pay for-it? Will the "“target" professors come te the training? What
if we hold a teacher educator training program and nobody comes? Sadly, we

- must be realistic. Partly because professors of education believe they are

. the experts. On training, they probably can't be taught. They can learn; -
but they can't be taught. A more practical approach toward. reform may be
to find ways® to use those pieces of a professor's expertise that are : )
acceptable 'to a particular school task force and f1t them somewhere into
the problem-solv1ng process. .

Two years ago,.the Teacher Corps proJect at Western wash1ngton Un1ver-
sity, Bellingham, developed a sequence of three graduate courses which were
deésigned to imMplement a local problem-solving activity.  Individual teach-
ers, or teams of teachers contracted to complete some aspect of the school
study. Each contract was approved when signed by (a) a representative of -

 the school district, (b) a representative of the teachers organization, and

“(c) a representat1ve of Western Washington University. The sign-offs were
evidence that the proposed work would indéed be a contribution to the all- -

. school project. The first cburse was entitled "Needs-Assessment"; the

.. -second, "Designing and Implementing Strateg1es for Change", and the third,

- natural]y, "Evaluating Education Programs." The entire Sequence was .

. intended to serve as the vehicle for a one- "to three-year school improve-
ment program; therefore, the school d1str1ct paid the reg1strat1on fees of :
all teachers who part1c1pated.-

L Initially, the program was a success, at least ofi the whole. The

‘ Graduate School put its sea]mof official approval .on the offering. After
' the first year, however, the: work of different teachers and task forces was
wildly aried. Some contr cts resulted #n exemplary products, with teach-
~ers puyting in far more t nigg, than expected. But some were franhqy ripoffs,
p system for guaran§ ng the qua11ty of the 1nd1v1dual proJects
own.
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had.faith in the teacher-designed inservice model. They rea ized,- .
. however, that the model needed some changes. b .
‘ Most of the problems were of a.t¥pe that the: School of duca-'
" tion should have foreseeh. 'The lécal staff mainly relied. on their. ~

. own collective ‘experience and knowledge. They should have explored

falternat1ves to the: change strategies they opted for.. They should
have Tooked to other sources for more information about the. problems -
_they were atFempting to solve. They should have asked for ‘help on
“evaluation and ways of obta1n1ng more accurate data about the needs

l of studénts and teachers. - No one professor couldrhave provided all-

x

that, 1nformatlon. Collectively, a lot of professors could; but, a.lot
of professors attempting to teach one, threescredit <course ‘is not very ;
cost effective, so a variation on the maJor theme of teacher-desjigned )
1nserv1ce educat1on was needed. L %‘t //e . :

. ¢ ) /
& ° . /
: - ' - 1 '

The "M1n1course” Approach o .

" The Teacher Corps staff came up w1th a notion of site-specific

. "minicourses.” The minicourse would consist of ten: contact hgurs w1th

'Spprofessoraat the school -site. A representative of-a group of tea hers
uld confer with the’ prbfessor of chpice to develop specifications/ for

-the information or skills which would meet the exact needs of that group.,

A" member of the Teacher Corps staff arranged the meetings and took' care .
of ‘all support matters. Teachers could opt for.one or more minicourses,
as part of the total ,three-credit graduate course. Professors r ceived
an-honorarium from Teacher Corps for developing the courses and delivered
the courses as part. of their regular load. .That meant the Schopl of
Educatlon or th 1nd1v1dua1 professors actua]]y were contributing the
, part1c1pat1ng professors' services. The IS minicourses developed and
taught generally expanded tHe school prob]em-so]v1ng activity by providing
“more information about the problem area and about different a ternat1ves
. for solving the problem.
The m1n1co9rses have been well received. Teachers are h gh]y
motlxgted because they feel they own these courses. Far mgre profes-
sors®ire involved in field-based education; almost any professor has ten
hours of instruction that could be useful to somebody, wor 1ng on' some
problem. The minicourses probably raised the quality devel of the - school
1mprovement prOJects. None of .tée courses resulted in th so]utlon of a,
major problem, but in their entirety they served to broad the base of
knowledge of those working on the problems. - ' ‘
- Most of us think we have ‘moved two steps forward and/ no more than
one back.. The problem-solving process in which school personnel and
co]]ege consultants cooperate, with. community advide, se¢ems to be a
promising method for improving: the educational opportunfities of young
peop1e. It is a process that is direct and flex1b1e. /At Teast one
untvers1ty graduate school and one school of education/have found it
possible in their collective conscience to 4pprove finst-class, A-1

- graduate credit for courses developed by school personnel rather than

university professors. g . [
. Some, professors had a 1earn1ng exper1ence whlch hey thought -was

i he]pfu].‘ They designed the experience themselves toja large degree. - .

‘The minicourse experiment was not exactly earthshak1 g, but it suggests
a way that professors can learn, even if they can t/ e taught. "

)‘_/( | : L9



. b GRAND agkIGN FOR COLLABORATIVE PROBLEM SOLVING . . ., “

< These are.the assumpt1ons developed by the Teacher Corps staff and
staff members of the School of Educat1on at Western Washington University
dur1ng 1978. : ( . - :
N f4 1.~ The inservice teaﬁher educat1on approach most 11ke1y to @wffect the .
C quality of'scheoling is one in-which the school staff, the parents,
o _ ~and external consultants comb1ne ‘to resolve the cr1t1ca11prob1ems
. v of .pupils. .
: ~. 2. The key members of the cast are the teachers. :
3. The co]]aborat1ve design with the most power will st1mu1ate teach-
ers to assume the key roles of initiating the project, defining the
critical problems of youth, and eva]uat1ng the outcomes o attempts
to resolve: problems. ,
" 4. Teaghers have more effect on the school program and the sjudent ‘e
population when they take-collective action than whenl are
"inserviced" as individuals (especially when the assumaégon of
)

those in control of inservice programs is that the purgdse of the
program is to provide remedial training for the teacher
5. The problem-solving approach as applied to schoo] 1mprovement
consists of these steps: .
a. The local staff agrees on a problem area.
. b. Critical problems are assessed by comparing pup11 achieve- L
=+ ments (cognitive and/or affective) against aspirations for
pupils--aspirations of school staff, parents, and the pup1is
.. themselves.
c. The staff organizes for attack on the problem.

--They 1mprove their own interpersonal commuriication sk$lls; .
that is, they define the ground rules for working together so
that, ‘at-least, the products of the process are not worse

_ than the prob]em.-

--They set up a tentative schedule. of activities.

_ --They identify the. services they will request from external
« “-consultants.
" d. They seek more information about the problem area.
e. They examine a variety of strateg1es for resolving the prob]em.
f. They select one or more strategies and design tentative .
- ~ evaluation procedures.
\ o . g. They carry out the trial strategies. _~
S h. They .evaluate what appear to be the results.
- 1. They decide what to do next.
6.. There. are two kinds of ass1stance that educat1on faculty members
might provide:
a. They might provide a person whose assigned load would be
\ . devoted in large part to coordinating the process, advising
local: persons -on their process alternatives, and acting as
* +  broker of.talent from the university.
b. They might provide individual faculty consultants for spec1f1c
~ . and limited assistance at certain steps in the prob]em-zz];1ng

- process.
o  --Faculty members, through the device of ten contact-ho
o _ "minicourses," could provide information about the problem
SO . area and about various a]ternatlves the Tocal staff might

: : , 10
Q . , ‘ . ,
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- consider.in designing their own strategies. In addition,
~ " faculty membérs could prdvide ‘expert knowledge of ways to
- .improve the assessment of needs and thé evaluation of out~
comes. . The local staff also may need a specialist in human
relations. ' ’ >

7% Judicious use of faculty members from the university could increase

"'10.

the quality of local problem solving. 'The main activAty will de-
pend on local. teadership.- ’ , . R
- =-The school-administration and ‘the teachers organization

together should supply this leadership.
The academic system for scattering the expertise .of professors can

"be bent to assist this local problem-solving process; for example,

the credit structure can be adapted. Faculty members can report
their contributions in scholarly journals. Q o .
Education faculty members select theniseélves into three groups:

- Group l--"Great idea. Let me at ‘em."” g
Group 2--"I"11 try it this once." (or) "Well, I need a.gold
star." . S hel , . : ‘
Group 3--"I. don't wanna. Leave me alone." .

There are enough people in Groups 1 and 2 to justify 8he serious
study of this approach to revise, or reform, teacher education.

-~-Tgacher Corps project funding can and should make it possi-
ble to test, evaluate, and document a pilot study of this.
approach. ' ‘ - :

9
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Lo TEACHER EDUCATORS' PROFESSIONAL DEVELOPMENT IN.
- . THE CONTEXT OF "EMERGING FIELD EXPERIENCES - -~

._Ropert E.-Griﬁﬁer, virginia Bong, and Lou M. baﬁéyl.

v

_ ‘. Teacher education is’entering an increasingly positive growth phase. \
— Standards for accreditation have edged steadily upward, knowledge bases in .
- _the foundational and proffessional disciplines, are .becoming highly credit-

able, and research is improving the, schularly basis for education decision
making. But despite this prggress,. new concerns leave no -time for com-. -
placency. . Pressures have int nsified; for example, to improve the quality-
of instruction in classrooms, t0'ensd%2‘§hat young people meet minimal<

cémpetencies for:prometion and graduation, and to address individupl dif-,

, ferences, basic skills, and multicultural issues. ‘ ,

Teacher educators are résponding by continuing to improve in tradi-
tional ways--by refining standards and advancing knowledge -and scholar-
ship; and they are also focusing attention on a new approach--maximizing

. the pedagogical value of field experiences. Fie;g\experiences,vfor

‘example, offer promise of elevating teacher educdtion to new levels of
effectiveness. Prospective teachers often find opportunities in the

' field to explore different aspects of teaching, gain a sense of accom-
plishment from practical experiences, and acquire attitudes that lead to -
stronger professional commitment. Classroom teachers find field programs
mg&g effectively related to life in the classroom than campus-based
cofirses. : ' : o

Adaptation of the unique qualities of field experiences to teacher
education requires that a new phase of collaboration be initiated among
colleges and universities, local education agencies, state departments of .
education, federal education agencies, and professional associations. .
Education faculties in highér education must thus define their mission

~in order to capitalize on their particular strengths and enhance their

relative significance. The challenge they face in establishing a niche

" is 'great because expertise in field experiences is wjdely shared; consul-

tants from industrial and education agencies, professors of ‘higher educa~
tion, school administrators, subject matter specialists and coordinators,

* and teachers themselves. perform both formal and informal roles. Howey i
(1976, p. 26) estimated that the professions provide a resource person
for every few teachers. - \

To meet the challenge, then, faculties responsigke for teacher educa-
‘tion might address three basic issues: (a).identify the problems encoun- .
tered when campus-based roles are’ extended to the field; (b) establish
ways field experiences can be used to strengthen professional career devel- .
opment; and (c) develop procedures for planning to participate in field
experiences. ®These issues are analyzed in detail following a discussion
of. the history of inservice education in the United States. ', 5

T The three authors separately prepared the sections of this paper:
Grinder--"Historical Overview of Inservice Practices in the United
-7 _ States" and "Field Experiences and Professional Career Develop-
" ment"; Boyle--"Survey of Field Experiences, Arizona State Univer-
sity"; Carey--"Planning for College Participation in Inservice
Education.” . :

yﬁ
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HISTORICAL OVERVIEW OF INSERVICE PRACTICE RN
IN THE UNITED.STATES - . - Lo

Higher education may be distinguished from all other agencies engaged
. in teacher edycation by its emphasis pn scholarly investigation. ~ Ideally,
= higher education provides a source of eternal knowledge. Consider Johann
Fichte's statement upon the founding of the University of Berlin in 1811:
"The University is the. visiblesmanifestation of the  immortality .of our .race
¥ because it permits nothing truly existent .to perish. . .. . - It.is the 7.
visible maniféstation of the unity 6f the world, of the epiphany of God, -
and of God himself" (Ziolkowski, 1978). - . | S e .
. - Our current views of higher education are more.secular, -but the spirit
of Fichte's proclamition lives on. Higher education today provides an
atmosphere relatively free of economic and political pressures. Reflec-
- tion, specwlation, and analysis may ensue; significant questions may be
formulated; and basic and,applied research is-strongly encouraged. ' Higher
education gives rise to perspective on the dse of natural resoyrces and ,
understanding of the forces shaping social welfare.' Faculty members are '
accountable Tess for products than for creative. ideas. Inquiry, knowledge -
production, and objectifve analysis.are uniquely the strengths of higher &
education, and the. qther agencies involved in teacher education cannot '
match them. - As Nash and Ducharme (1974) asserted, "It issimply inconL
ceivable that the hupanisticy system-disturbing, and reforming skifls

needed to achieve larger soci&tal ideals and purposes can 'be achieved
while training is located exclusively in the public schools."

.+ The history of teacher training reveals that higher education has
struggled traditional T to uphold and nurture scholarship. The saga
begins with the dame sthools, colonial America's answer to the: contempo-
rary elementary 'school. Teacher education was unknown and teachers were
pedagogically naive. Instruction in. beginning reading or writing was
provided by a woman in her own home:for a small fee per pupil. Children
were driven to learn by corporal punishment, and the dame schools became
renowned.for a particular disciplinary technique--the dames would rap the

4T~heads of disorderly pupils with their thimbles, which usually were handy
. because the dames often engaged in gnitting or sewing during the time that

they were teaching. .

The demand for sequenced classes, age grading, small. homogeneous
classes, and more effective teaching and qurricula eventually led to recog-
nition of the, need for®pedagogical training and, in turn, to the establish-
ment of the first normal schools. The normal schools arose outgide the
mainstream of traditional higher education to provide training for elemen=~
tary teachérs who would staff the  one-room rural schools soon to dot the
countryside from coast to coast. - The conventional colleges and univer-
sities thus isolated themselves in the earlgg stages of teacher education.
Their images as citadels of scholarship remgined pure and intact. _

“The need for both elementary and secondary teachers grew voraciously
in the early years of the 20th century; however, the normal schools lacked
the faculty, library resources, and research capabilities for meeting the
demand. Consequently, the colleges and universities introduced programs

- in teacher education. Comprehensive offerings were in place by 1925,
and ‘suddenly the .traditional institutions of higher education entered
into direct competition with normal schools. But from the start the art
of scholarship was considered as important as that of instruction. The

13 ‘ oA
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teaching loads of education faculty in these Jinstitutions today are
ddjusted to foster productivity in scholarship; however, in the recently

“established university settings--which generally heve evolved from the

normal schdols--faculty loads reflect responsibilities oriented primarily
toward teaching. As a consequence, scholarship may be effusively supported
in the new.universities, but more at the level. of rhetoric_than implemen-

"tation, and facylty members often must use their -individual initiative to

reate research opportunities. . * ‘ ,

The earljest instances of inservice, which were authentic field expe-
riences, were provided by neithér normal schools hor universitiés. Tn~
1839 a teacher:institute was organized in Hartford by Henry Bérﬁ;rd, then -
secretary of the Connecticut State Board ¢f Education. Teachers hired for
the fifst public school$ were poorly trained, and those pdrticipating in
the institute observed experienced teachers in the-process of teaching.
Barnard's idéa captured the fancy of the teaching profession, and insti-
tutes ‘proliferated throughout the nation. They helped inexperienced
teachers develop knowledge of subject matter,”organize presentations log-

‘ically, acquaint themselves with school management, and acquire profes-
sional interests. : .

The institutes were augmented about 1870 b¥'read1ng-c1ﬁc]es.; These
circles originated in London for the purpose of acquainting teachers with
literature. After the first reading circles in this country.were initiated

by teachers in Ohio, tﬁiy attracted a gregpt deal of attention and spread
.within a few years to 1

i additional states. The.circles Were argarized by
teachers themselves, usually under the:auspices of a state reading-circle
board, and thousands of teachers were induced to read and study selected
professional books as a consequence of their participation. State and
county teachers organizations provided a wide selection of books, weli~
designed topical outlines for study, and questions .for discussion. Read-
ing circles thus prospered in two-thirds of the states shortly after the
turn of the century and enabled countless teachers to improve their liter-
ary backgrounds. _ | .

Interest in the institutes and reading circles diminished as normal
échools improved the quality of their instructional programs and as tra-
ditional institutions of higher education engaged in teacher education.
Inservice training in the field, as initially conceptualized, was gradually
being rendered superfluous. However, emerging requirements in every state
for further. professional training as prerequisite to long-term certifica-
tion for teachers led both the normal schools and the colleges and.univer-
sities to enter the inservice arena via summer sessions. The success of
the summer adult education programs held atLChautauqua, New York, had indi-
cated that summer instruction for teachers might be exportable to college

and university campuses. By 1880 four distinguished institutions of higher g

education--Harvard, Amherst, Wisconsin, and Indiana--had introduced summer
sessions as a form of teacher inservice. By 1900 summer sessions were
prospering throughout the United States; by World War I a summer session
program was accessible to nearly every teacher: .

Via summer sessions, higher education entered the inservice market with
its emphasis on scholarship intact. Either teachers were brought to campus
or the campus was brought to them, and faculty loads were proportioned the
same in either site. Professors conducted classes, as they always had¢ by,

" communicating with students through lectures and reading materials. Inser-

vice education, to the extent that it was a function of interaction between

‘higher education and the schools, was a unilateral, hand-me-down process..
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. “Resources in higher ‘education were allocated to the teacher education units
.on the basis of credit hour$ earned by students, and the costs of inservice -
programs were, expected to parallel the expenkés of the courses on campus.
Faculty members- teaching the inservieg ‘courses, whatever their location,
were to.attain promdtion, merit sdlary increments, and professignal recog-
nition actording to the same standards as their colfeagues who participated
"™* .solely in on-campus programs. ' . : - '
+ . Faculty members in institutions of higher education (IHES) have long—~
. .believed the classroom format of thé campus course satisfactorily met - .
. teachers' needs. Pressure on the faculty to function conventionatly :
stifled voices urging better intggration of academi¢ and field experi-
ences. But we are now in a new eta. .Therefore, given the assumption o
that the quality of teacher education could be 7ntreased by effective
, coordination of field experiences and academic programs, how is the com-
) gpetition for time and resqurces to be resojved? The demand for stholar-
ship is unlikely to diminish, and each unit ‘of teacher education has only
+ limited quantities of professional expertise and resources to share; more-
over, not all faculty members have the skills for field participation. -
Hence, in the face of the practiical limitations, opportunffties to provide
field experiences greatly exceed the capacity of thigher education to -
deliver them. : o
The answer to the dileﬂTa 1es perhaps in a recent statement of the
1

LA

Commission on Education forj the Profession of Teaching (CEPT).of the
American Association of’Coxleges for Teacher Education: the primary role
of higher education igdfie}d experiences, -which the Commission viewed
primarily as inservice'education, is "to prepare public school personnel
competent to carry out..assessments and research basic to such programming"
(Howsam et al., 1976, pp.°'102-103). The Commission statement thus accords’
with the traditional expectatiens of faculty in higher education: to func-
tion in the field as consultants and researchers while siﬁbol personnel

- .-

conduct and evaluate the field activities. T . p

-

e o

SURVEY OF FIELDhEXPERIENCES, ARIZONA’STATE UNIVERSITY

Speaking at the annual meeting of the American Association of Colleges
for Teacher Education, Kevin Ryan (1978) stated that field experiences in
teacher training are the victims of "Timited theory, little fundamental
research, and little use of concepts from. related disciplines,” Henry J.
Hermanowicz (*978),,at the same meeting, claimed that inserwile education
has become a "disaster area." These are common indictments of field expe-
rience programs. Are they based on the. reality of the situation, or are™
these generalizations founded in speculation?

What is the state of field experiences in both preservice and inser-
vice education? How extensive are fie\d'prbgrams offered by colleges of
education: what experiences are included in field programs, for whom are
these programs planned, and what faculty and other personnel are involved?

“What commitments and resources do the colleges of education contribute to
support field programs? :

To explore these largély unanswered questions, a brief survey of the
role of field experiences was conducted at Arizona State University. The
ASU College of Education is comprised of”eight departments: three preser-
vice departments (Secondary Education, Eifj;ntary Education, and Qpecial
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Education), and. five supporting departments (Educational Technology,
Educational Psychology, Educational Administration, Higher Education,

and Adult Education). Since each of the preservice departments func-

tions relatively independently, data pertaining to programs, courses,.
faculty involvement, and enrollments were largely known ogly by the

faculty involved. Therefore, a brief survey was designed to obtain /
information from the faculty about (a) purposgs and description of ,
each field program in gperati -f{b) specificghctivjtihsuﬁﬂ which ",
faculty‘members:wgre.engaged,-an what services they were %erforming

in both preserviecq and inservice field programs; and (c) the resources_

for field programs, and how the_Co}ﬁegé of Education was supporting

those programs. \ -

an ) . .
The survey was, administered to faculty members participating in

' field experiences in the Secondary, Elementary, and Spectal Education

departments, because of their extensive involvement in the field.
Faculty members interviewed had been designated by departmental chair-
persons as actively engaged in field programs; a quarter or more of
their load was assigned to teaching and/or cgordinating field programs.

As a result.-of the interviews, 16 field-based programs were identi-
fied. All have preservice components; 12 also’‘have inservice components. .
Secondary programs surveyed included the Secondary.Education On-Site
Program, the Thunderbird High School Teacher Center Program, and the East
High School/Arizona State University Teacher Center Program. The Secondary
Education On-Site Program is a model teacher..education program developed,
piloted by professors, and expanded from two oOriginal sites to more than 20
schools throughout Maricopa County; the other two programs were designed by
both classroom teachers and college faculty. In Elementary Education the
Outreach Program, with three sites, was surveyed. ,his broad-based teacher
preparation program provides students a range of experiences, with instruc-
tion offered by several faculty members in Elementary Education. Finally,
a survey was made of the Special Education program block, which is a preser-
vick multidisciplinary program that crosses all grade levels. In this
multisite program preservice students can gain classroom experiences with
special students. ' ,

Among the common purposes of the various programs were: (a) provid-
ing for teacﬁer preparation and certification, (b) improving instruction,
(c) assisting inservice teachers to individualize reading instruction,

(d) teaching communications skills to teachers, and (e) meeting various
requirements of school boards and superintendents. In field-based preser-
vice programs, student experiences included observing, aiding, tutoring,
teaching, and instruction. Inservice teachers experience interning,-

‘practicums, research, applied projects, coordination, facilitation, and

instruction. Sites for the programs were in elementary, middle, junior
high, and senior high schools. Urban, suburban, and rural schools were

represented.?

. >)
2 Many graduate field courses were -not included in this study; the
survey was limited to field programs which consisted of a cluster of

experiences.
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FACULTY ACTIVITIES IN FIELD  PROGRAMS . . T
e ‘ _ ) .
< Inthe second part of the survey, faculty members were asked to
identify their activities in.the field programs, from a Aist that incfuded ‘
curriculum development, instructional improvement, resources and materials, =
counseling and advising, developmental psychology, educatjogal policy -
issues, and special education. " They were asked to specify ?a) thefroup
with which they ware involved--teacher inservice, student preservice, para-»\
P professionals or counselors, administrators, and other staff members; and
(b) the type .of involvement--instruction, applied research, basic research,
coordination of activities. 4 )
In/both preservice and inservice programs, instruction and coordination
were the majok areas of faculty involvement; curriculum development and
1nstru€tional improvement agkivities, however, also received considerable
attention. A small ndfiber of faculty members were ipvolved in applied and
basic research, and a few ctted work with paraprofessionals, counselors,
* administrators, and other stdff members. : -
According to this survey, field-based programs heavily emphasize teach-
.ing responsibilities. Coordinatfqn, human relations, and supervision are
necessary, time-consuming elements. Program evaluation, assessment, and
feedback appear to be informal rather than formal. Research on field-based
teacher education programs as am,ongoing activity of the College of Educa-
tion is limited. / o

e
2

RESOURCES FOR FIELD PROGRAMS ' J)

The third part of the survey attEﬁﬁfEé to measure tpe College's
resources and support for field programs. ‘ . ]

Instructional Resources. Most faculty members agreed that instruc-
tional resources were adequate in a minimal sense. Most had not considered
that more of the on-campus support for instructioh could be made available »
for use at field sites. ; 4

Travel. Approximately one-fourth of those surveyed indicated travel
- resources were inadequate. Apparently some faculty members receive travel
funds while others do not. In addition, no compensation is given for time
required for travel to and from field sites. ' In some cases, this travel
adds two or three hours to a faculty member's day.

‘Teaching Loads. Approximately two-thirds of those surveyed saw .
assigned loads as falling short of ideal loads; one-fourth load time for a
¥ field-based program added up to many: more hours per week than a university-
based class for equal ‘load time. Acgal hours spent on field-based pro-
grams ranged from two hours for program maintenance to a maximum of 60
- hours for a preservice/inservice teacher center program. Relatively heavy
teaching loads prevailed, and teaching load assignments failed to take into
account time for travel,. consulting, discussions, public relations, super=-
vision, problem solving,. and advising. Assigned toads did not follow the
formula for on-campus courses--two preparation hours for each contact hour.

Support Facilities. The need of support facilities for field-based
programs covers a tremendous range, depending on activities encompassed.
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. .Those activities can vary from.simple observation, to partic{pation in the
. off-campus classroom, to complex activities requiring library resources, a

materials development site, and office and storage space.

. . . , - - I ) -
Relation to Faculty Professional Growth.  All who responded indicated

‘that _field-based programs exerted a major effect on their professional .

growth. The following statements describe the existing situation and its -
nggative effects on research and publications: ’

1. Split loads on-campus/off-campus do not equate. On-campus courses
involve direct tuition. in small classes or seminars. Off-campus
courses ifvolve a wide range of activities: goodwill building,.

. direct tuition, advising or consulting, detailed Sindividualized
explanations, and materials -construction. .

2. Graduate assistants are inappropriate compensation for load
expectations in field-based programs; they may be helpful in
dealing with some issues, but they require direction and do not
actually free faculty members from involvement.

3. The expectation of two hours of preparation for each contact hqur
js unrealtstic in the field. Reflective thought is needed, y@g\
little time is available on-site for contemplation. °‘Faculty
members are expected to be expert, but no bases for developing
expertise are provided. ) : .

4. Professors teaching on-campus courses deal With issues which

~ provide insights .for professional growth, writing, and research,
while off-campus professors deal with events, sequences, and
occurrences. Therefore, professors may actually wither rather

than grow through interaction in off-campus courses.

Results from the survey suggest that field programs have emanated from
faculty and departmental responsiveness to students' and teachers' needs in
the field; they have grown rather haphazardly and have expanded rapidly '
because of their popularity among preservice and inservice teachers. Their

 growth indicates that coordimation of field programs and continued research

and assessment are now pressing issues. )

The ASU College of Education has appointed an Associate Dean for Field-
Based Services, and with the support of Teacher Corps a task force has
been selected to investigate development of a Collaborative Council for
Field-Based Programs. The task force is jdentifying issues and moving .

toward structures that may be a means to resolving the issues and develop-

ing policy. _ .

Nevertheless, the assumptions .of Ryan and Hermanowicz are supported by
the survey of field-based activities at Arizona State University. How,
then, can these challenges be met? What resources can colleges of educa- *
tion commit to supporting the field programs? . .

FIELD EXPERIENCES AND PROFESSIONAL CAREER DEVELOPMENT

Responsibilities are relatively comprehensive for faculty members who
provide field experiences. As Figure 1 indicates, obligations and demands
placed on faculty members in inservice in the field are different from
those in preservice on campus. Figure 1 also suggests that the approach

18

25



advocated by fhe CE#%’report may be too detached. Faculty members in-the
field today invest inordinate quantities of time in building and estab-

lishing human relationships.

Reflective thought is critically needed, yet

little opportunity is available for contemplation and critical ‘analysis.
The solution lies in building realistic expectations into faculty loads.
Figure 2 suggests, for example, how time in the field may be differentiated

in three different patterns:

(a) researcher/analyzer, (b) coordinator/

program developer/consultant, and (c) learning specialist. }

Researcher/AnalyzE&r. Persons occupying this role focus largely on

_inservice education, and their loads are comparable to those of the
average on-campus faculty member.

‘campus or off campus.

Their teaching loads

(T) may be on

Assuming the professors on campus have equitable

teaching and scholarship loads, the researcher/analyzer can use research -

time (R) for scholarship and study of field experiences..

Such support as .

trdvel resources, graduate assistants for data collection, computer time,
and secretarial services will be needed, and may be provided through a
support center; for example, a "Bureau of Educational Services" or a
"Center for Research on Field Experiences.”

Coordinator/Program Developer/Consultant. Persons occupying this role

may focus on either preservice or inservice and are especially likely to

engage in the tasks described in Figure 1.

The load may be divided equi-

tably among teaching (T}, research and scholarship (R), and servil;e (S).

: _ Figure 1
ELEMENTS OF DIFFERENTIATED IHE STAFF PATTERNS--
.PRESERVICE/INSERVICE
- COMMON: PRESERVICE INSERVICE
SKELLS SKILLS SKILLS
{OBLIGATORY | Interpersonal skills| General Education/ | Needs assessment
' in relationship ___(foundations) Detailed,
building/establi - TOtion and group individualized
 respect (PR) dynamics explanations
Awareness raisin Coordinate placement| Solid intuition
- surface needs of grade performances based on experi-
constituents of students ence/resourceé
Liaison with cooper-wwijr technical
ating teachers F¥nformation
Plan/coordinate . ]
" program for IHE' |
students oo
mPiHONAL Advising/consulting |} Evaluation of Research-
Curriculum . program T
development General research/
preservice educa-
tion
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(T). To maintain satisfactdy levels

‘ L
.ol PN

The service expectation may be particularly heavy; and for effective use

'mOfAngsoutces;mperséns,1n this.role might be strongly committed to investing
‘the time d1Tocated for research to scholarship in field experiences. The

same support resources needed for the research/analyzer must also be avail-

‘able to> the coordinator/program developer/consultant.

\ .
3

Ut Learning-Spécﬁalist. ‘Persons'occupying this nolé probab]y will

- function primarily, in preservige educatfon.' The individual must seek

‘the optimal balance-betweenioff*campuSnind og;c?mpg? te$chlﬂg a?51?nmen§s
participation in the mission o

" ‘higher education, the learning specialist must also have opportunity for

.research (R) and sérvice (S). The role demands a great deal of expertise,
' including being well-grounded in a discipline, understanding how schools

function, being acquainted with developmental and learning theories, know-

"~ ing quantitative and evaluational ptrocedures, being skilled in counseling

and group processes, and being aware of school financing and state and -
- community.relations. ' N

h (s

: Figure 3 (see p. 22) deséribes how the three dfmensions-of profes-
sional activity--teaching/learning (T), research and scholarship (R), and
service (S)--relate to faculty professional renewal; it also indicates the

intricacies of funding among renewal and professional .activities. This

- figure suggests that .the activities associated with professional renewal.

should be viewed as’ exceedingly comprehensive, involving teaching and .

Figure 2

e i IHE STAFF DEVELOPMENT-ePOSSIBLE LOAD PROPORTIONS
; )
(c.- " Researcher/Analyzer
LR . _ (
“ ;;§é$rch a ~ Teaching
R) =1/2 (T) = 1/2
fCOokdinatof/Prggram Developer/Consultant
'_Réseaécﬁ | service - Teaching.
NR) =1/3 | (S) =1/3 (F) = 1/3
‘ “Learning Specialist X
Research | Service Teaching
o (R) =1/4-| (S) =1/4 (T) = 1/2
<
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service as well as research and scholarship. Each of ‘the proposed
professional: repewal activities listed in Figure 3-involves particular-
costs on the part of .the'institution. Consider, for example:

‘Clus¥ers. Faculty members group themselves in clusters cent%red on

specific topics. Members of the cluster participate during the time.

' assigned for research. ' A coordinator, however, may be elected and given.

released time to organize literature searches ﬁagenda for meetings, and
data collection. A 'graduate research assistant may be assigned to the
cluster to foster developmental act1v1t1es. .-

Specielists/Tutors.. Faculty members who are experts in course ~
development, teaching skills, instructional technology, measurement

.and evaluation, or research design ‘may.be released from. part of their -

load to assist individual faculty members to gain professional stréngths
in one or more of these areas. The faculty would be expected to use
time released for research, and the spec1al1st would prov1de guidance
for those activities. . . ; y

~.
V1sit1ng!§cholars. Experts in important developmental areas are
brought to campus for short or long periods.

Travel Grants. Travel resources are prov1ded for v1s1t1ng 1nst1tu-
tions where exemplary act1v1t1es are undernay. 3 )

‘Released T1me/Developmental Activity. Faculty memberg are released

from part of their regular load to work on ‘a new course, devise a program

consult in the field, or engage in a research project.

L e e

, Mini- Sabbat1cals.. Ind1v1duals may b released from their. lnst1tu-
tional responsibilities at any time, for short or long per1ods
1mprove the1r profess1onal skills.. , _

Sabbat1cals. Sabbatical leaves are granted W1th full salary for
one semester or half salary for an academ1c yea? every seventh year of
employment . ‘ A

Conference Participation. Travel funds are made available for .

-attend1ng profeSS1onaT'meet1ngs to read papers and share ideas.

Other. WOrkshops and seminars may be prov1ded dur1ng semester breaks
to explo re various methods or techn1ques of instructional des1gn con-
sult1ng, and research. . N

Each of the profess1onal renewal activities clearly requ1res commit-"
ment of resources; for example, released time for faculty .members, open
positions for visitors, and travel funds.. How, then, are limited resources
to be apportioned? What priorities must the unit establ1sh for obtaining -
the objectives of optimally providing both field experiences and faculty
renewal? The task of determining the priorities for field-based programs
requ1res careful step- -by-step analyses. A method for 1dent1fy1ng pr1or1ty'
activities in inservice education is discussed here, because it is in
this area that faculty members must .acquire new sk1lls in plann1ng and
instruction. v ,
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PLANNING FOR COLLEGE PARTICIPATIOQIN n‘lssa'vrcs EDUCATION

. . i :

~ There is a growing demand for colleges to provide inservice programs

for school district personnel. The theme of the 1979 Annual Meeting of the
Americap Association of Colleges for Teacher Education will be inservice
programg for school personnel. New 1978 TeacheriCorps rules require par-

.ticipating colleges to plan collaborative inservjce programs with school

“-districts. The Association of Teacher Educators|has focused attention on
emerging inservice programs for the past few years.and will continue this
emphasis for its 1979 national conference. Federal funding encourages
school districts either to begin or to improve their inservice ‘programs
through teacher centers. - L _ ‘

- " Rather than jumping blindly.on the inservice bandwagon, colleges should
research the nature of inservice programs and how they differ from current
‘graduate programs aimed at school personnel. There is great potential in
expanded inservice programs ‘sponsored by IHEs, but there are problems as
well. Many questions are raised by shifting and/dr:declining college

 resources. - Implications of the differences between co]lege-credit earning
and non-credit earning inservice programs are notqfullﬁzunderstoodx-«These
and other uncertainties point to the need for systematic procedures to
study institutional changes that will result from expanded inservice .
programs. . . R ' .

»

_ OPPORTUNITIES AND POTENTIALCPITFALLS

, Colleges are not fully aware of the effects of total institutional =
involvement in inservice programs because these programs are new and have
not been thoroughly conceptualized. Some of the opportunities colleges may
realize are expanded education programs for practicing teachers and better.
contact between the colleges and public school personnel. - _

Program_éxpansion will be necessary to conceptualize and implement an. .
individualized, career-long inservice program for -school personnel.. Many
teachers begin their careers upon completing their undergraduate program
at approximately- age 22. If they remain in the classroom until retirement,
or age 65, then they are potential inservice candidates for 43 years. An
jnstructional. program has not yet been conceptualized that would initially .
help teachers adjust to the classroom, continuously refine and update their.
skills, periodically revitalize their commitment to the classroom, and. . v
foster professional growth through the preretirement years.’ Inservice pro- * _ -
grams to facilitate personnel ‘shifts from one career path to another within .’
education are common, but often are not well coordinated with school system

- needs. Management programs are needed to help administrators keep informed
about legislative, social, and technological changes and to incorporate new
ideas into their programs. Colleges should analyze igservice programs and ‘

-plan for those that appear to have the most potentialﬂtg: them as well as:
for school districts. 7 ' S ‘ :

The opportunities in new and expanded inservice programs should not R
overshadow potential pitfalls that must be considered during the analy- B
sis.and planning stages: (a) loss of teachers and other school personnel

- ~currently enrolled in college programs, (b) competition between newly .
‘implemented inservice programs and those of other organizations and
institutions, and (c) shifts in program resources within the college.
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Loss of Teachers in Cdrrent Programs. ‘What .will be the impact on \

current coliege programs 1f schopl districts discontinue the practice of

— - equating promotions and salary increments with college credit? Several
states such as California, Floridae and Pennsylvania now recognize non-
college inservice credits as acceptable for, promotion and tenure purposes.
Teachers and administrators returning to college for credits to be used for
promotion or salary increases now constitute a major portion of the grad-
-uate students of many colleges. Decreased mobility among educators in
public schools suggests the strong possibility of a parallel decrease in
the number- of teachers and administrators seeking advanced degrees. These
trends signal a need.for careful analysis of future college programs and ‘
student availability. . _ i

Competitive Inservice Programs. ‘How can college personnel be trained Y
rapidly enough to.conceptualize, develdp, and implement effective inser- '
vice programs? Programs of high quality will be needed to establish
colleges as leaders among state departments business groups, and school
districts.

. Inservice programs offered by colleges are of two ‘basic types. those
‘for credit and those for- other than credit. Credit earning inservice pro-
“grams are grov1ng to be a problem for colleges providing them (Marsh and
Carey, 197 Of f-campus delivery of inservice programs generally taxes
- college resources and faculty motivations and skills. However, inservice
programs using credit or degree earning courses as the major instructional
mode pose fewer. financial and management problems than do noncredit pro- -
grams. Therefofe, the major problem facing colleges is conceptualizing and
providing non-credit earning inservice programs that could possibly compete
' with credit earning programs. These programs, if accepted by colleges,
will create changes in college operations. Acceptance may be imperative;
both. credit and noncredit inservice programs are now being requested by
-schools, and unless colleges offer both types of programs, other agencies
will step in to provide the needed servjces. :

Both credit and noncredit inservice programs for school personnel
already exist by legislative mandate in such states as Calif aa
Florida. Colleges that currently do not have legislative andates to
provide noncredit instruction for school personnel still ve time to
evaluate and negotiate roles for themselves in those programs, however,(
time'is important. In most states school districts-are offering. shorg-
term ctontracts to 1nd1v1duals .busiyess organizations, and/or colleges

‘. to provide noncredit 1nservice programs for their professional personnel

Shifts in Program Resources. Rather than looking forward to periods of
gradual, consistent program growth and increasing finances to support . that
+ growth, colleges, continue to experience shifting pockets of growth in some -
departments or programs and decline in others. SBme programs gpbtain addi-
tional missions, personnel, and financing while others wither from a lack
of new students missions, and jobs for graduates. The frequency and loca-
tion of these trends of growth and decline are difficult to predict and.
" control; often they are affected, for example, by social change and new
legislative mandates. . .
Changing program emphases in colleges create real management problems
‘for college administrators. It would appear easy for the administrator.
sinmply to shift existing personnel and material resources from departments
that now have a surplus of faculty and resources into programs that must be
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built or expanded. This simplistic ‘solution, however, confounds a.very

~complex problem invdlving tradition, academic: freedom,,and the motivations,
self-concepts, and skills of personnel. The degree of cooperation neces-
sary to shift resources to inservice programs may not exist among many
departments. Reassigning existing faculty and resources among departments
.1s rare, but it becomes an interesting option whef the only alternative may -
be to dismiss faculty members and administrators whose departments are _
absorbing disproportionately large shares of college resources as a redtilt
of changes in legislation or enrollment.

SYSTEMATIC PLANNING AND DESIGN -

Rather than promoting existing inservice programs, it may be wiser for

colleges to begin by assessing what inservice programs for school personnel
“are or can become to the college. With statements of purposes and goals
directly related to a total ins§£vice program, it may be possible for all
those -involved in the program suth as colleges, school districts, and state
departments of education to determ1ne what each is best equipped to offer
in such programs.

To design for school personnel .a comprehensive ¥nserv1ce program that
is not at the expense of current college programs, systematic planning pro-
cedures must be employed. Colleges, school:systems, and state departments
must cooperate.in the preparation. certification, and inservice education
of school personnel. Because the preservice and inservice programs of all
of these organizations affect each other, all should,be involved in program
planning from the outset. The investment in- inservice of each group should
be based on .its own expertise and mission.

) /Eggure -4 diagrams four phases of activity--initiation, curricdlum
‘planning, program/course design and development, and program/inst ruc-
tional delivery--that can be undertaken in a systematic manner to guide
the college into inservice planning and decision making. In addition to

~

, Figure 4
=~ ACTIVITY PHASES FOR SYSTEMATIC EXPANSION dF
_COLLEGE OF EDUCATION INVOLVEMENT IN -

.o . o INSERVICE TRAINING PR%GRAMS : -
L - A T
1 B 3 ® I R (R
' Initiation'_ Curriculum ‘?Fbgram/ -1 -1 Program/
| B Planning Course -} . Instruc~
: | Design, _ tional
o . | | -Development) | Delivery
J ——— ADMINISTRATION _~ _ + = ]
— —RESEARCH, EVALUATION - :
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these four basfc phases, ongoing administrative and research activities ,
should be conducted within and across all four.phases.

Initiation

-

" Inservice programs often are offered in schoo]s before any type of
preplanning has been conducted to determine whether they should be pro-
vided or how best to provide them. As a result, teachers and adminis-
trators who enroll in college inservice courses often view those courses
as irrelevant, boring, ineffective, and wasteful of resources (Boyle and
Grinder, 1978; Carey and Marsh, 1978).

Colleges should not enter inservice programs in the 1nstruct10na1
delivery phase with the hope that all the planning and work which should

have been accompljshed prior to program-implementation will fall into p]ace'

(Dick and Carey, 1978; Briggs, 1977).  Rather, colleges should ¢hter
collaborative 1nsekvice programs at the initiation phase, whicl/encompasses
all the preliminary activities of evaluation, reseaﬁch and negotiations

. .and: -agreements among colleges, state departments of education, and school

districts. -
The framework for ‘conceptualizing and developing a program must be

-’established .at, the outset of planning. Establishing a framework for pro-

- gram byilTding requires (a) determining attitudes of involved groups--state °

- 'department personnel, teachers, school administrators, college faculty
members ‘and administrators--toward collaborative p]anning and programs; (b)
assessing the perceptions and performance of school district .personnel and
the facilities of all interacting groups; .(c) .projecting potential human,
financial, .and material resources for rfew programs; and (d) stating basic .
goals, roles, and respon51b111t1es for each institution involved.-

i ﬁge amount and stability of resources that school districts and legis-
atu

§ are- w1lling to invest in development of inservice programs by ’
collaborating groups should be compatible with the resources committed by
college administrators. If relatively few resources-are made available for
a tenuous period of time, then deve]opmenta] activ1t1es and. 1nvestment of
college resources should be in kind.

- The amount of support. provided need not adverse]y ‘affect the quatity
of the inservice progrem provided by the colleYe Whatever the resources
;available, the college should allocate them in*Such a way that any inser-
vice programs offered are carefully researched, -developed, and implemented.
Once the role and responsibilities of the co]]ege have been tentatively
- defined and' the .resources for those responsibilities have been specified,
"then the college should begin the necessary research development work.
- Administration and research/evaluation activities are depicted. in
Figure 4 as integral, ongoing components of each of the four.major phases
of inseryvice program development. Colledes will be expected. 20 play a very
~active-role during the initiation phase. They may be askeg t0 research
the collaborative process, design research and evaluation-studies, design
studies to c¢ollect necessary historical and descriptive 1nformat10n per-
form data synthesis and analysis tasks, and provide the collaboratlve group
with mecessary information to complete the collaboration and ‘negotiation
processes.  However, simply because colleges have qualified, experienced
researchers available to perform those tasks does not mean they should
be expected to finance the research and evaluation activities themselves.
Resources .should -be allocated from the total collaborat1ng group. and
rresearchers reimbursed for their’ §%rv1ces during the fnitiation phase.
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The alternative to planning for and financing the research component is
for the collaborative group to proceed,with plans and decisions with
little or no information. -
. Conducting the initiation phase will be costly. Resources needed for
administrative and conceptual task forces in addition to research com-.
ponents should be made available from each collaborating agency. Simpl&
stated, this phase cannot be complete without solid agreement among inter-
acting institutions“to work together, a statement of. how they will be
‘expected to work together, and a firm commitment of resources to support
the expected work. The initial agreements should not be considered, perma-
‘nent; undoubtedly they will need to be revised ‘as the intended program is
‘researched and new information becomes available. However, these state-
ments and agreements should be recorded and circulated among collaborating
institutions so they know what to expect' frdm each other. Those charged
with planning the curriculum for new programs must know the goals for the
inservice program and the’ respons1b111t1es of each interacting group in&
meeting those goals.

Curriculum Plannjng A ,/' ' '

The three basjc decisions to be made during the curriculum plann1ng
phase are: ‘{a) Who in the" 'sghool district should be recipients of inser--
vice programs? (b) What®programs should be available for those who are .
eligible? and (c) When should selected programs be available?

Should inservice programs be provided for professional, technical, and

‘clerical personnel, or should the college be concerned only with profes-

signal educators? Groups within'the school district to be served must be
established before final decisions about inservice program content can be
made. Some colleges provide inservice for all school district pgrsonnel,
some for all professional employees, while other programs focus o ly on -
classroom teachers.

The sequencing of selected topics for inservice programs sheuld be
analyzed and immediate priorities selected. V1rtually all skills have
beginning, intermediate, and advanced applications. 'Some inservice topics .
will be useful only once a year, or less. Som& will be needed only. once;
others may have to be repeated several times for the same group. Still
others may be appropriate only -for beginning, midcareer; or preretirement

- personnel. Some topics will attack critical school d1str1ct problems such
as mainstreaming or desegregation, while others will target continuing
problems of effective 1nstruct10nal or adm1n1strat1ve pldnning and :
delivery. )

. JA strategy for_ selecting priority 1nserv1ce topics based on perti-
7 nent criteria should include: (a) identifying each group to be served;
(b) determining both immediately critical and ongoing, stable program
needs for each group; and (c) deciding what programs are needed by all
participating groups, by some groups, or by only one oy two groups.. Once’
groups and program possibilities are classified in some manner, decisions
about priority topics will become more apparent to the planning group.
Such a strategy will help ensure the selection of relevant programs for
all types of district personnel to be served and avoid the spend1ng of
all available resources on-sensational topics or on personnel in highly ;1
visible jobs. Some resources should be allocated each year for building ‘|
programs for each group, for emergency but short term problems, and for
low=-profile but necessary top1cs.= .

v
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Administrative and research activities during the curriculum planning
phase are important considerations. A regular management, planning, and -
" “research staff will Be required during curriculum p]anning activities.
The staff may come from a combination of collaborating instituttions or
_ from only one, such as the college. Regardless of where the staff origi-
< - nates, gthe collaborating group should be responsible for financing and
' overse‘ing the aetivities according to their predetermined role or invest-
;. ment in the 1q\:rv1ce program. .

B S L O

'fProgram/Materials Design and Development - =~ °° oA TE

,/

.« 4 Systematic désign and development for on-the-job 1nstructional programs
have been an integral part of industrial, military, and medical training
programs foyr many years. Although systematic procedures cost more, they
appear most appropriate when accountability for learning is the criterion.
Industrialists have needed efficient employees to gquarantee their profits.
The military has needéd efficient personnel to guarantee defense readiness. .
In medicine, poorly trained doctors and nyrses would mean unnecespary loss

“of 1ife. Therefore, these groups allocate the necessary time and resources
to the careful research and design of effective instruction for their
employees.

In the past education has not committed the resources required for
systematic instructional design, for either preservice education programs
or- inservice programs for school personnel. It appears,-however, that con-
cern about the quality of education is increasing. Lay citizens as well as
educators are concerned ‘that many students have not learned basic skills in
reading and arithmetic by the time they graduate from high school The
genuine desire for better educated youth is causing citizens, legislators,
and-educators to rethink teacher education programs.

. Is.it possible to teach better? If so, where do we begin? Retraining
and updating skills for all school personnel is a possible solution. Sys-
tematic program analysis, similar to that used in industrial, military, and

. medical inservice, offers a useful process for providing effective proarams
to increase the accountability of school personnel.. An instructional re-
search and design team should be used to analyze, design, and develop:pro-
grams for high priority curriculum descriptions developed during curriculum
analysis adkivities. Before programs or materials are designed and devel-
oped, a large amount of analysis -and design work must be accomplished.( ‘

Design Personnel. Special expertise not currently employed by school
districts or college departments should be sought--at ‘least in an advisory,
planning capacity if not on a more permanent basis. Solutions for program
planning problems are limited by the conceptual knowledge and foresight of
those participating in the planning. Thus, individuals with many differ-
ent skills will undoubtedly be required for -work on the inservice program

- design teams. In addition to the representatives of the instructors and
learners in the inservice programs, these teams might include’ gxperts in .
learning principles and effectiveness; experts in high priority- cog."t
and. curriculum areas; evaluators and researchers; and materials de p-

- ment specialists such as writers, ed1tors, artists computer . programmers/

operators, and media experts.

Number and Type of Personnel. The number of school personnel in
each type of'Job to be served through inservice should be known before_
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a program is planned. Some jobs may have only five or six employees in

a district while others may have 500 or more to be served. Different

- types of programs would be needed for education groups with a few members
and for those with several hundred or a thousand members, though the
content of the programs might be very similar. The numbers and types of

employees would affect the logistics of inservice programs.
. ¢

Instructional Analysis. Topic analyses should be performed for each
priority program tepic before specific inservice activities are developed.
School personnel should be carefully observed to determine what they now
do in carrying out their responsibilities, as well as what they should be
doing in addition to or instead of what they are currently doing.

Theseé analyses will require careful research and study by different
types of experts. Content apd process analyses sheuld be-performed. ~ The
topic analysts must consider the schools of today as well as the schools
of tomorrow. They must also research the interrelatedness of jobs per-
formed in school districts; all tasks performed by personnel at the school
-~ and district sites--including teachers, support personnel, and management
personnel--should be studied to illuminate the nature of these job inter-
rélationships. The initial results of these analyses are descriptions of
interrelated tasks to be performed by interacting groups of school person-
nel. Designs for how best to teach school personnel to perform their tasks
effectively are an outgrowth of these interaction analyses. oo

Research and analyses of the proficiency of school personnel as it
relates to leggning, instruction, and management of instruction might be
ongoing activities. Observations of industrial and military inservice
programs indicate that each time a new plateau of .proficiency is reached,
. researchers begin striving for the next higher plateau. -

Current Levels of Personnel Job Perf rmance. Research and analysis
are required to determine the particular Tevel of instruction needed by
each group of individuals. A common finding from the past decade of needs

"'assessment studies in schools is that, to be most efficient, inservice

instruction should be individualized. The major reason is that within most
school sites, whether elementary or high school, a wide range of personnel
proficiency is observable (Carey, 1976). Teachers and administrators vary
- greatly from individual to individual in their skills and job perfopmence,
yet many inservice programs still treat all teachers as one group and all
administrators as another group. -

Nature of Instruction. Another common theme from recent needs

- assessment studies (Boyle and Grinder, 1978; Carey, 1977) is that a lec-
ture course followed byy.a term paper and a final examination is not the
only type of inservice program that school: personnel envision for them-
selves. - Though many still enjoy a good lecture, they want to try alterna-
tive instructional methods as well. Short, interactive instruction that
"directly relates to job problems is a popular request from practicing
professionals, as are high interest materials, the opportunity to practice
new skills, and immediate, personal help and guidance in new activities.
The technology is available to provide these types of instruction to
individuals and to interest groups. of various sizes; it is already in

use in other professions. Effective means of designing and delivering
programs to suit the requests of all school district personnel should be

investigated.
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Facilities and Equipment. Existing instructional facilities and equip-
ment should De analyzed betore inservice programs are designed. Knowledge

""about the current capabilities of the college, of nearby cﬁmmerc1a1'6rgan1a“M:'"”’

zations such as television and radio, and of the school district or dis-
tricts to be served is critical. It could be unwise to tnvest initial
inservice program resources in acquiring new equipment. However, some of ..
the init4al planning resources should be invested in exploring more effec-
tive uses for existing facilities and equipment and in anticipating addi-
tional equipment needs that may be prescribed for the future. ,
Examples of new uses for existing program delivery equipment would be
to broadcast instruction or information over FM radio channels, to transmit
inservice programs using closed circuit television, and to investigate
instructional uses for computer systems that most school districts already
own for administrative data processing. The hardware fowydecentralized
inservice programs exists already in many school difstricts.- Planning
must include an analysis of what is currently available and how existing
facilities can be used most efficiently.

. 'Costs. Inservice resources are limited and should be allocated wisely.
The costs of systematically planned and developed inservice programs may
seem high when compared to current programs. The traditional practice of
hiring a content expert to address a group of educators appears to be less
‘expensive than hiring design teams to research inservice topics and develop
effective instruction that may be used many times; however, costs can be
deceiving. The expert hired for a one-time performance is gone and the
money provided for inservice is spent. If the same expert were hired to.
analyze the problem and help prepare materials for the district or college,
then the materials would be reusable long after the expert is gone, for as
long -as they remain appropriate. Many different teachers, in different
buildings, at different times can benefit from carefully developed inser-
vice programs and materials.

when some materials are designed, developed, and ready for use, then
the final phase--the instructional delivery phase--is ready to begin.

Instructional Deliveny

Though imstructional delivery 'is often considered the point at which
- inservice programs begin, it is actually the point at which programs -
become visible to those who implement inservice and to those who recejve
it. - =

where to deliver specific instructional programs, how often, and by
what means should have been decided during the design:and development
phase. The instructional delivery phase consists in the execution of
these decisions through effective use of professional and technical pro-
gram delivery personnel. . )

The faculty selected for inservice programs must accept new roles for.
themselves as well as for the school district personnel who will be the
Tearners. Instead of merely lecturing, college personnel can prepare-
themselves for such tasks as: '

1. Assessing school.personnél to determine their current skill and
knowledge levels, interests, and job aspirations as these relate
to prescribed inservice activities ' ]
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2. Prescribing individualized inservice programs that suit the present
. Status of all participating' school personnel ===~
3. Dividing personnel into .study groups according to skill levels, :

* 1interests, and/or aspirations , ‘

4. Adv1s1ng and counseling personnel into appropriate individual
coursey and/or group activities

5. Adapt1ng available materials and programs for particular school
* site and district needs

6. Motivating school personnel to become involved in inservice
programs ) .

7. Demonstrating, lecturing, and leading discussidn groups

8. Acknowledging and rewarding personnel for their progress and work
as well as advising and helping those who are not progressing

9. Assessing the ability of school personnel to apply new skills in
a simulated situation and again in their actual job situations
with existing constraints; this instructional followup will help
personnel adjust either their performance or their situation
to enhance transfer of learning from inservice programs to Jjob
situations . ¥
N
10. Accounting for those who have successfully completed an instruc- u
: tional program, and advising those who have completed the programs
into the next level of instruction most appropriate for them.
: i

This list enoourages expansion of ‘the role of college faculti_members

“who will be working in inservice programs, from one of teacheyp/ and eval-

uator of knowledge to one of manager. of the total instructional proCess.
‘It implies a more personalized relationship between instructfonal personnel
from the college and school district personnel who are participating as
learners in inservice programs.

‘What is new or unique about what has been suggested here? Many of the
suggestions have been recommended before by proponents of individualized
instruction and mastery learning, but to date these ideas have not been
applied in many preservice or inservice.programs for education.” Though
they are old ideas that have been operatioénal in industry,:in the military,
and in many professional schools for several years, they are still largely
abgent from inservice education programs for school personnel.

The hurry to, provide inservice training for school personnel is not so

Lss planning for instructjonal programs can be Jjustified. .
School personnel occupy their jobs for 20 to 40 years. What rush could [
Justify the delivery of inservice programs that have not been carefully - -
researched and planned ard are not instructionally effective? Bad reviews
of weak programs will only create doubts about the ability of colleges to
deliver effective inservice instruction. :

Faculty members in colleges of education have for years provided a
large portion of the brain power and intellectual energy required to :
research, plan, and develop effective instructiona] programs far business, -’
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industrial, and professional inservice training. It is time for colleges

_.to apply their existing capability to conceptualize and build effectiv

inservice education programs for the schools. :
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ORGANIZATIONAL CONSTRAINTS TO INSTITUTIONALIZING CHANGE
~ IN SECONDARY SCHOOLS AND INSTITUTIONS OF HIGHER EDUCATION!

Richard I. Arends

The Teacher Corps Project at the University of Oregon is jointly con-
ducted by the University's Division of Teacher Education and the Eugene
Public School District. Wegdbave three major goals: (a) to develop an
interdiscip]inary curriculUW program at Churchill High School in Eugene,
(b) to develop 2 revised Secondary Teacher Preparation Program at the
University of Oregon, and (c).to develop a new model of Inservice Educa-
tion that reflects a responsive and job-embedded strategy. '

To reach those goals, we have planned and conducted activities that are
consistent with funding criteria-for all Teacher Corps projects: ‘an intern
preparation program, a program for community involvement, a participatory
governance structure, and special attention to educational materials and

“strategies that promote multicultural education and learning opportunities

for exceptional children. Our project is based on the premise that the
best way for School districts and uUniversities to work together is by pro-

. viding inservice education and technical assistance to each other and by

allowing faculty from both organizations to play the roles of experts and
tratnees alternately, depending .upon each other's needs and the type of

|

problem being addressed. ,

In this paper, I shall speak to the underlying organizational con-
straints that impede the adoption of change by fnstitutions. The paper
that follows will serve as a case study of the University of Oregonjge
ongoing activities to prepare that institution for change. o

»

. . _ .

THE MEANING OF “INSTITUTIONALIZATION" ' ‘-

‘In the past .decade, billions, of dollars have been spent and thousands
of projects have been launched to improve the training of teachers and
other educators in public schools and in institutions of higher education.
Countless good--or at least potentially good--ideas have been proposed.
And not a few of the-good idéas have been tried out by districts, colleges,
and universities across thé country. , - o

It 1s, however, p&infully and obviously apparent that not many of the

. trials have become significant and permanent parts of their host organiza-

tions. Like the anadromous fish of the Pacific Northwest--the Salmon and
Steelhead--many of the projects have been spawned, have flourished during

. their two-, four-, or six-year life cycles, and then have died.

I have pondered the meaning of institutionalization in cases such as
these. - Our language, of course, has a quite definite meaning for the verb
"to fnstitutionalize.” We use it in reference to what we do with- people
when they are too defective, dependent, or delinquent to be managed in

1 Some of these remarks formerly appeared in "Organizational and Con-
textual Constraints to Chande: Examples from Secondary Schools and
. Secondary Teacher Education Programs.” -Presentation to National
_ ggngerence for Deans' Grant Projects, Minneapolis, Minnesota, April
. 7 . .
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" less restrictive institutions than mental'hospitéTs and prisons. I don't

believe that is what we mean when we discuss "institutionalization.". .
- Instead, I believe we,are considering what the Salmon and Steelhead Teave
" behind before they die--the.seeds that ensure yet another cycle of effort.
We use the word "institutionalize" as though it came from the root "to =
institute“~-meaning the process of creating, originating, and establishing
something of importance; and we are interested in what it will take tof
- ensure that significant and permanent change will result from our efforts
. in the Teacher Corps Project. | o e
" FEATURES OF EDUCATIONAL ORGANIZATIONS - ']"<

-With that by way of introduction, let.me present my major thesis, which:
js that thange--especially permanent and significant change--is not assured
by the presence of federal mandates, special projects, or the good inten-

" tions and skillful actions of individuals. Rather, the success of a change

- affort depends in large part on the characteristics of the organization an
environment into which it is introduced. - ’ L
To 11lustrate this thesis, I shall discuss some organizational and
environmental! factors that are influencing institutionalization of new pro-
.grams in high schools and new secondary teacher training programs in insti-
‘tutions of higher education. My observations are based on some empirical
-evidence, accumulated in recent years, on the processes of change in edu-
cation (see Smith. and Keith, 1971; Berman and McLaughlin, 1975; Schmuck,
Runkel, Arends, and Arends, 1977; Emrick et al., 1977; Arends, Hersh, and
~ Turner, 1978). My observations are also grounded in my recent experiences
in secondary schools as part of our Teacher Corps Project and in a Dean's
Grant Mainstreaming Project. ) : ’ .

s )

HIGH SCHOOLS AS SOCIAL ORGANIZATIONS

_five'features of high schools, as §bcja1 organizations, constrain
- change effarts. ' S ' : o -

-1, High schools are subject-matter oriented rather than child ori-
ented. As Mann (1976) has described, high school teachers, Tike college
aculty, “relate" more to their academic specialties than to providing
education for youth. They read journals and go to conferences where
- subject-matter content .is discussed; they don't consider processes of

education, such as mainstreaming or multicultufal education. Because ’
of their general orientation of relating to an academic field, they are
concerned with "covering" content and rarely place importance on teaching
methods or other aspects of curriculum. Furthermore, in their academ-
ically oriented settings, secondary teachers accrue status from the type
of students they serve. They find few rewards in working with students -
who have difficulty in such traditional academic pursuits as discussing e
moral issues, writing esoteric essays, or debating_theoretiqgi and

' . T R

empirical problems. - ' '
2. High schools are organized around specialize® departments and Car-
negie Units. With rare, innovative exceptions, organ?zationa1‘patterns in
. high-sthools promote extreme differe..ﬂation of labor and little, if any,
34
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opportunitiesIfor-ihtegrétjon; -Warring camps, aligned with subject-mattQF\
specialties, vie over scarce resources and power. All the common empires--
the academies, vocationals, caaches, lTiberals, and conservatives--are expe-
' rienced in waging war against one another; their strategies can be applied -
quickly .to outsiders who recommend or mandate change. S

3. American high schoots are large -and 6ffer multiple, complex pro-
‘grams. This situation Teads high school teachers to deal with many stu-
gents only in .brief sessions. It constrains faculty members from develop-
ing a sense.of personal responsibility for students® total development.
Since several major themes in most Teacher Corps projects (working with ‘
exceptional children; multicultural education; and diagnostic-prescriptive
teaching) require teachers to think abewt students' total development, they
carry essentially alien concepts into most high schools. o

"4, The "culture" of students in high schools promotes conformity.

- Some might assert that these are times when young people believe people:
should "do their own thing." Cusick's research (1973), however, has demon-
strated that students expect each-other to conform. Many &fforts, such as
getting students to learn-in different ways or.to interact differently, are

~ therefore likely to encountér resistance; the students' culture will work
against integrating those who are "different," in whatever way or for what-

‘ever reason., - S : . ~

, _ L . CoL ‘ _
5. Curriculum options in secondary schools are riot . .suitable for many

students. At present, academic programs are poorly designed for students

who have difficulties in school. Vocational and career edutation programs.

“often exclude the handicapped and many others. -The content and the ap- -

proaches used in all secondary programs will have to change significantly

to respond to unique exceptional children and multicultural education.

a

INSTITUTIONS THAT'PREPAREfSECONDARY TEACHEBS

Efforts to provide prospective secondany«teachers-w{th”abproprjateu
understandings- and skills seem to require new, collaborative arrangements
between departments of regular education, special education, and other
units involved in teacher preparation. The new arrangements and programs
will not be easily or swiftly created, however... Four contextual features
seem. to account for some of the difficulties faced by many institutions of '~
higher education. T o - '

4. :

T _ , , o .
. 1. Secondary. preparation.programs--both inservice and preservice--
“lack connectjons among their many parts. In the University of Oregon's

- Secondary Program, students take required coursework and field experi-
ences from numerous liberal arts departments (such as history, sobio]ogxéJ’
English, biology), four professional schools (art, music, journalism, an
health, physical education, and recreation), and three divisions of the-

:College of Education (educational policy and management, developmental
studies .and services, and teacher education). In addition, prospective -
‘secondary teachers have a practicum that is supervised by a student-

. operated: organization as- well as one term of student teaching that is
primarily under the supervision and control of practitioners in tﬁen,
public schools. . | DT S

O . . e T 7 - ’ ’ )
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The compllcated conf1guratlon Just described is not unique to Oregon.
Instead, it is-common to find' numerous sub-faculties that do not share
staff, materials, or equipment and that are physically separated from one# °

: another. It is quite ordinary to find that decisions about course content .

and approaches. are made: independently and that faculty members from differ-

~ ent units do not team teach, go to the same conferences; dllyread or. publish .
in the same journals. Fragmentat1on of effort and the 1ack of connections- -

among units that contribute to the same program prohibit providing coordi-

- nated learn1ng experiences for prospective secondary teachers and represent

a serious roadb1ock for a change effort.

-

2. The amount of professional training that is prguided to secondary

~ teachers--those in preparation-and those in the field--is minimal. Again

. environmental forces have heightened competition for :ﬂ}Tars, time, and
. tions of facu]ty pos1t1ons.. The scarcity of resource

-impermieable. Without some ‘slack resources--time, i

let me use an 11lustration from-my own institution. Excluding requirements

~in liberal arts :and foundations areas, prospective teachers are trained in

the theory and, practice of teaching in two 2-credit-hour and two 3-credit-
hour courses. fOn]y 90. hours of classroom.instruction is provided in the -

‘present program--a total that is comparable to a single two-week workshop -

or institute. Furthermore, given the scarcity of time allocations and

'_current resources, few options exist for adding new offerings'or experié
ences without eliminating others. Programs intended for -inservice--even

those that lead to the master's degrees--1nc1ude ne more than half that
many hours. Even the most interested teacher in the field is unlikely to
receive as much as one full week of tra1n1ng per year throughout his or her

careen.

3. Change is’hampered by dec]ining enrollments ¥n institutions of ;
higher education and by the well-publicized oversupply of teachers. _These

fought over
has tende

the boundaries between various .units and. departments mor,

human energy. In some places, fierce battles:; have bee

members are prevented from moving into new and collaPorative arrangements,

-even for causes as- atfractive as préparing teachers to serve hand1capped
'youngsters or- to promote multicultural. educat1on. E : X

{
4. We lack an emp1r1ca1 base for def1n149 ‘good secondary teach1ng

teaching over the past two decades i§.

that could reform teacher education. é,substant1a1 ‘amount ‘of research on
tart1ng to provide us with useful

insights .into the characteristics of elementary teachers, their classrooms,

and thé effects these have on students’ learning, The studies that may

prov1de the same 1nformat1on about secondary educat1on by and 1arge rema1n ,
.to- be done. - . Q

CONCLUSION . o 3 ‘,'

' By way of summary and conc1us1on 1 have‘two sets-of observat1ons. The - -
first-set is pessimistic; the second: "strikes a‘cautious note of opt imism.
) - In my: more pessimistic moments, I would argue that the weight of tradi-

tlons and the organ1zat1ona1 and contextua] variables that work against
change will make any major breakthroughs unlikely. In the literature of

‘change (see espe;1a11y Manp, 1976, and Emrick et a]., 1977) I can find no
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example of successful change at the high school tefel. The track record.
" for significant change in“higher education is no better (Lindquist, 1974).
If we follow past practice; institutions of: higher education will respond
to the problem of changing training for teachers by designing a new unit
or new course, sl1pp1ng it into the curriculum, staffing it with a -
part-time faculty member, and receiving feedback from students that ‘says’.
" they have had one more exper1ence that was 1rrelevant to the task of :

~ teaching.. . N
. .My basic opt1mlsm prevents me from stopp1ng here. - It is possible,.
these times of decreasing enrollments in both the secondary schools and

~institutions'of higher education, that we w1ll redefine our priorities and - -

use freed-up resources to reconceptuallze our purposes dand strateg1es.,
It .is possible that high scheoliteachers will see-the pressing need for
attend1ng ‘to the total development of their students as they are forced

to work with more plural1st1c student populations. It is possiblé that
colleges of education will rise to the challenge of demanding and acquiring
~new resources so that relevant, effective teacher preparation curriculums °
can evolve. I hope my caut1ous opt imism can be justified in the years to
come.- L o . ) . - -
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BUILDING READINESS FOR CHANGE: - S
VIGNETTES'FROM THE UNIVERSITY OF OREGON - [, - O

Karl Hesse . - g Thf“ B

At the Un1vers1ty of Oregon we have found that hav1ng a plan for solv-

ing the organizational structure problem has been essential. to the institu-
tionalization of a new training program.. Through a ser1es of vignettes, I'" .
. shall 41lustrate some of the readiness activities in our total:plan to haveﬁif‘”
. an impact ‘on -our ‘organizational structure and program. ‘It is c¢lear to me -
' _that we have not completed all the tasks we set out to accomplish. It R Tl

-also clear that program development and change take an extraordinary amount .
- of time and that about half of what happens in this change process -is unex- - ;51.
pected. Neverthqgess We have learned from our planned events--and from the ﬁ‘ .

i;.'. "\. 3
e

-+ For five years, as a member of 'a central - of fice curriculum staff 1n -
Wisconsin, I watched an inordinate.amount of change. 1 saw literally =
mi lions of dollars spent on inservice education, icurriculum’ deuelopment,

an nizational change..- The single tepet characteristic of successful
change fforts-was "release people and allow them to unleash their own
power--allow them to be self-sustafning ‘rathér than dependent on extéfpal :

.expert1se. I have relied on this tenet as I¥have engaged in- change

efforts in higher education. : L

My value system also has been shaped by c lleagues at the Uniwprsity of

.Oregon ‘who study, write about, consult with others about change in educa-

- tion systems. gt has impressed me is what they practice when they are
changing their real world. Above all, they listen carefully, share their

- own carefully considered thoughts, and push for honest, sincere interac-
.tion. They are willing to take time to meet SO that the groups to which

they belong will operate effectively..

' In the vignettes that follow, I shall f1rst define the program ‘which is

‘the target or subject of 'our ‘change efforts to provide readers a referent '

.. that might parallel their own programs. Then I-shall describe six readi-

...ness activities that are part of our change cycle. : Through ‘these events, .

“discussed here in detail, we have learned the truths des ribed by students\ .
of organizational change. Finally, I shall consider some of the problems

we face as we move through readiness to change.l . ,

7

THE PROGRAM TO BE CHANGED

The program thft is the focus of our development efforts at the Univer-

' he Secondary Teacher Preparation Program. Some of my
colleagues refuse to cal] it a -program at all; they believe. it is nothing
more than organiZed anarchy or a bunch of serv1ce courses that are loosely
tied together at best. L///

. We prepare more than 300 students per year. The program includes
approximately-60 quarter hours of general university studies, 60 quarter.
hours in.a chosen subject area, 20 hours in. elect1ves, and 38 hours in
- . A further analysis of the professional education component shows that g
the responsibility for:the 38 quarter hours of instruction is parceled out
to staff members in a variety of administrative. units. What holds the
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’READINESS ACTIVITIES IN THE CHANGE CYCLE
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program together is paper and a delicate, complex web of poorly understood

bureaucratic commitments, policies, and agreements. Students take 3 hours
of social foundations from one division in the College of Edutation,. 6.
hours of educational “psychology from another division,,3 hours of pref
student practicum from a student-run program called ES&APE (Every Student
Caring About Personalized Education), 10 hours of course work from the .
secondary education faculty within the Division of Teacher Education, and

.16 hours ‘of student teaching coordinated by another unit-in the Division

of Teacher Education. < Furthermore, students in physical education, health,
art, or music--as more than half of our secondary students are--receive 4

,methods, practicums, and student teaching supervision in their own school”

or college rather than the College of Education. : . s

-~ Readiness act1vit1es are similar. to cgnd1t1on1ng for a m11e run: they
include attending to the physiological an psychological needs of the: body.
In our case the body is the dgganlzat1ona1 structure—-peop]e, po]1c1es,v‘

_relationships, and rewards. \

During the past three years, the Division of Teacher Education has o
becomé involved in a variety of activities that to an outside observer
might appear loosely related. Many of the participants jin these activi-
ties have been faculty members affiliated with the secondary education
program,.and,consequent]y much of the focus of change activities has been

" on that program. Y PN
== " While edch event descr1bed here is a story {n and of itself, together/;“_-

“these events form a picture of change in the making. Together they form
the base for action. ‘

Gaining Identity. Out of the troubles associatéd with an NCATE accred-
itation decision in June 1974, the Division of Teacher Educat1on invested
_insa year of appeal and of. putt1ng the secondary program back together.

The Division established an Office. of Secondary Education, identified a
Director of Secondary Education, described the program, and traced faculty
members who taught courses. 1dent1f1ed as part of that program. In short,
the program was given a structure, existing goals were shared, and program :
resources were identified.

" The groundwork was laid. During the 1975-76 school year an advising
system was implemented and a program evaluation plan was established. The
"faculty began to review the curriculum. In retrospect, the secondary pro-
gram became quietly assertive between 1974 and 1976. The few faculty mem-
bers who taught secondary courses within the Division of Teacher Education

1‘met regularly, the program began to have an identity, .and people began. to

fhaLN an interest in 1ts 1mprovement.

Providing Time and Permission for Futuring. Dur1ng the 1976-77 school

year, the secondary faculty began to meet as the Secondary Education Pro-

am Review and Evaluation Comm1ttee. This committee met at least a dozen
/times to share common "dreams." Our dreams included (a) earlier .and
tighter admissions; (b) more rigorous screening of students, to encourage
‘them to make a greater investment/commitment; (c) earlier and expanded
experiences in the schools; (d) blocking of the profess1ona1 courses with
field experiences and (e) providing a reflective exper1ence, so that
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stddents cou]d consider what it is important to teach as we}f/as what is .

taught indirectly (the hidden curriculum). Though taking time for futuring

~ had not been a norm, it was worth the risk, for we began to. know one
annther s goals and expectat1ons.

Establishing,a Program Evaluation xstem. Wh11e giving time for
futuring, the secondary education faculty simultaneously initiated a for-
mal evaluation of its program. Using an eva]uat1on design adopted in April.
1976, the faculty undertook a series of actiwities intended to accomplish
" three objectives: (a) extending previous evaluation efforts, (b) placing
evaluation’ activities*on a systematic three-year cycle, and (c) providing'f

". information that could be used to imprdve the Secondary Program.

More specifically, the evaluation collected ‘information to answer the
fo]lowing quest1ons.

1. How satisfying and useful are various components of the program?.

2.. How competent are graduates of the program?

3. What happens to graduates one year after graduation? L.

4. What positive and negative comments and recommendat1ons for "
vrev151ons of the program are made? - .

_ Three interrelated 1nvest1gatfbns were conducted during the 1976 77
school year: (a) a survey of undergraduates in-the 1976-77 Secondary
-Program immddiately following their sglident teaching experience, (b) a_ ..
survey of graduates from the 1975-76/Secondary Program:one year after \
their graduation, and (c) an intensive field study of & selected sample
of 1975-76 graduates who were teach1ng in Oregon one year after the1r '
graduat1on. \

- Bu11d1nggProb1em So]v1ng and Decision Making Structure: Creating'a
Team. These first-three readiness act1v1t1es--gain1ng identity, futuri
and program evaluation--have played an important part in our change effo
While engaged in these activities, the secondary education faculty was abfe
to accomplish two crucial th1ngs that change literature indicates are para-
mount if change is tg occur. First, we described our .program and- in doj ‘.
so found out what was truly there, what was valued, -and what we didn't (know:
about.  Second, we established effective commun1cat10n patterns and behav- °
jor. We met regu]ar]y, we developed reasonable group norms and skills;jwe
learned of one another's strengths and weaknesses; we learned how to 11 ten
and to help one another; and we established trust. Given the clear pictyre
of our program and the effective communication norms, we found it much
gas1er to move into problem identification and prob]em solving modes of
ehav1or. .

Getting and Using Grants. During a récent study of the College of
Education faculty's needs, we found that time and the use of time were of
‘prime concern to all facu]ty members. We also knew that if we mixed the
demands, on a young faculty, of promotion and tenure with their desire for
program development, individual publishing for survival probably would win
out over a total faculty effort to change a low status Undergraduate '
program. :

“With these realities in mind, members of the secondary educat1on
faculty seized opportunities to be involved collaborat1ve1y in two grants.
Ne hoped our 1nvo]vement wou]d lead to two th1ngs--opportunity tp buy
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resources so that we might have time to engage in _program planning, and a
chance to do some research and writing. - - -
During 1976-77, members. of the secondary facu]ty wrote portions of a

: 'tnree-year Dean's Grant [for training regular teachers to teach handi-
- capped students]. The grant was funded; and in summer 1977, secondary
- education faculty members began to be direct]y influenced by the impetus

and thrust of the Dean's Grant. In meeting the goals that had been. set

,_the secondary education faculty established a study group which has

‘.

--read and discussed selected articles about mainstreaming exceptiona]
students -°
‘ --yisited Tacoma and Port]and schools -
-=shadowed a ninth grade educable mentally.retarded student for a day -
--met with members of the Eugene Special Services staff
--surveyed the: secondary faculty's know]edge of and attitudes toward
- mainstreaming -
--prepared a series of short papers related to getting ready for
- mainstreaming )
~ --made a regional and a nationa] presentat1on on ‘mainstreaming in
secondary education.

Also during 1976- 77 the local school district ind1cated a desire to
change a portion of its.curriculum. 'Given our mutual interests and an

. additional desire to explore job-embedded inservice for both school and

university personnel, we collaboratively obtained a Teacher Corps Grant.
This grant has given us a working link to the schools, so we might use our

experiences there as a basis for decCisions about changes in our program.

</

the other'Teacher.C

-;the-secondary .education faculty) have spent t
- personnel. The contacts range from one-time
~demonstration’ teach1ng. As alternatives for

" members (and they are on '
in contact with school
ttee meetings to daily

am change are discussed,
perspectinfs of our.
dministrators, interns, and

Thus far, all paid University Teacher Corps. st

these contacts -in the schools are influencing %
staff; we are askin “for advice from teachers,
members.

The two grants were embra because they appeared to g1ve us resources
with which to buy time for look\ng at our own program.  Reality, though,
has proved that such\time is still d1ff1cu]t to capture.

Reaching Out for Ass) and Legitimagx, In thisy the last of our
readiness activities, we needed to (a) gain support, (b) look beyond

. ourselves; and (c) ook to other institutions and the professionals in the

‘field. In 1975 we entered into a new governance arrangement and formed a

' Consortium for the Improvement of Professional Education--University of
" Oregon.. The purpose of the Consortium is to oversee the development,

implementation, .and evaluation of any new teacher certification program or
.any ex1sting prdgram .that undergoes major mod1f1cat1on. The by]ans have

severa] unique features: )

"1.‘?The Consortium rather than a university committee sends new and
_revised programs to our state accrediting agents:”

2. fThe Cdnsort1um Council has 12 to 15 members, but actually has only
four voting units: (a) the local administrators/school boards,
represented by three assistant superintendents;:(b) the local .
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teacher bargadning unit with1n those three districts, represented
by the three. Association Presidents; (c) the university faculty,
represented ?y the Dean and faculty members from program -areas
~within the Division of -Teacher Education and (d) the students from
the un1vers1ty tra1n1ng programs. o . . -

": 3 For any act1on to be taken, all four votes must be affirmative.,

For three years, we have been ]earning how to use and work -within th1s
new governance arrangement. Thus far we have managed to dev three new
- programs . through the Consortium mﬁchan1sms, and we are now using the
Consortium as we revise our secon ary education program. Through this
'governance arrangement, we are receiving some of the assistance we need,
and we . be11eve proposed changes will have a new-base of legitimacy.

T ikl .a

- SOME PROBLEMS TO BE FACED
L]

However, all is not a bed of roses--there are problems.

The first has to do with buying and maintaining the energy of a criti-
cal mass. In truth, not more than seven people within the Division of
Teacher Education have an assignment in secondary education--and the
assignment is only partial. For us to make the changes we have dreamed
about and. have readied ourselves for, we must maintain the attention of at
least five of ‘these seven staff members. They are a critical mass.

At issue is maintaining the optimism, fight, and flurry of our spawn- |

ing per1od.- At issue is morale when we are a part of a large institution
behaving in a reactive, protect1ve manner during times of shr1nk1ng enroll-
ment and resources.

. At issue is keeping the cr1t1ca1 mass from being pu]led away and
assigned to other college tasks. The critical mass is critical because
they are good. Consequently, they .are called to other arenas: preparing

. “for NCATE vis1ts, setting up an inservice center, dealing with mainstream-
ing, directing the graduate program, coordinating the reading program. ,

A second problem has to do with staying alive over time. I personally
feel resistance from others outside our secondary education unit but within
the Division of Teacher Education. To survive, a faculty member must fol-

‘Tow some unwritten norms. One is to do your own thing and Tet others do ~
theirs. Another is to play it loose and watch for cues- from those who make
up the informal: power-structure. Our building a cohesive program unit of

‘energetic faculty members interested in change--and fighting for unit
resources and maintaining this effort over three years--begins to suggest
to some that I .am not paying homage to the ‘informal rules. -Thus, 1 have

- a-problem staying alive professionally.

_ I can report that institutionalization of change takes time. - It cannot
be done without attention to readiness activities that focus on the organi-
zation structure. -

‘ If we are sure- of anyth1ng, it is this: whether a prOJect is go1ng to
leave anyth1ng behind after it is gone will be determined by what is done .
very early in the'life of the project. . And what. q_prOJect does early in- -
its life is 1ikely to be dependent on the readiness activities that have .
preceded the prOJect“T‘are occurring concurrently with it.

Institutionalization is not something that takes place only at the end

of a project. ) | :
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THE INVOLVEMENT OF UNIVERSITIES IN INSERVICE EDUCATION
.. AN ORGANIZATIONAL ANALYSIS

" David D. Marsh and‘Lou_M; Carey

A major issue for schools of education at the present time-is the role
they will play in field-based inservice education for public school staffs.
The issue is complex and relates to a variety of trends external to the -
university, such as approaches to planned change within public schaols, the
‘role of teacher organizations in inservice education, and the supporting S
legislation and financing for school-based inservice education.. Within the

unfversity, an additional set of issues needs to be addressed if schools of

educatfon and ‘other parts of the university are to have a-meaningfu]
in inservice education.

This paper will focus on severa] trends within a university that
‘affect its involvement 1ntinservice teacher educatifn (ISTE). The.p
wai*developed in several tages over the past year.® First, 28 deafis,

essors, Teacher Corps project’ directors, researchers, and tnivérsity-
based soft-money staff members were interviewed about the factors that -

enhance or inhibit a university's involvement in inservice -education. - From™~

these interviews, an outline of organizational constraints was deveioped. :

The outline was then the focus of discussion in two regional Teacher Corps.
wconferences and three school of educatfon retreats where a cross-section -
. of the faculty were planning their university's involvement i dnservice
education. Based on these discussions, the outline was translategd intoa
questionnaire which was- administered to.20 deans, professors, and Teacher
Corps project direet%éia::sgresenting ten universities. ‘These individuals
rated each constrain ive-point Li

to which that constraint inhibited the d

e.according to the degrée
.of field-based ISTE -
at their own uniyersity. All 21 constraint an scores exceeding =

"moderately constraining" for all three role groups (deans, professors,
.Teacher Corps project directors). This paper was then developed from
the outline, discuss1on and 1nterv1ews. ,\ )

n?

PERSPECTIVES ON UNIVERSITY INVOLVEMENT IN ISTE -

.There are several perspectives on why universities are not more
invo]ved than they are in fieldebased inservice education for -School .
staffs. One view is that.the problem is essentially mopetary: if school
districts had the funds to support greater university 1Sboivement the”
university would quickly expand its efforts. A second view is that the
problem is also one of developing new sk111s among university faculty
members and motivating them to become more’active in inservice education. -

The belief that the issue is essentially one of faculty development is . J__uf””

?eflegted in articles by Mathis (1978), Bergqu1st (1978), and Centra
1978

myriad of university organizat10na1 .constraints that hinder involvement
in inservice education. This perspective on university involvement as a

I The. project was supported by Contract OE 300 77-0267 from the Teacher'\“,
Corps, U.S..Office of Education. .
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problem of {nstitutional ‘change draws on insights by Corwin (1973)
concerning the process of change in teacher education programs and the.
framework for institutional change developed by Dalin and McLaughlin .
{1976). ﬁresent these constraints with the thought that the .nature of
the probléh as considerable implication for the nature of the solution.
Meaningful program building in inservice education is very difficult with-
out an urderstanding and resolution of these organizational  issues.

Within a- university, the institutional constraints that discourage:
Ffaculty members from assuming inservice education as part of their regular
“unive sity role are of four types: constraints associated with the pur-
pose
socidlogical constraints.

‘ CONSTRAINTS ASSOCIATED WITH THE PURPOSE OF THE UNIVERSITY

Three traditional purposes of a university are research teach1ng,
~ and service. Inservice teacher education is-seen as a. service function,
Targely because of the tdmm "inservice teacher education" itself. The
label seems to generate difficulties in school .districts and universities -
“alike.  In school districts, "inservice teacher education” has unpleasant
dconnotations for teachers, who consider it a waste of time and an affront
" to their prafessional statug- In universities, the phrase triggers a per+
ceptlon that the effort is a service function.. Since the service function
is the bastard function within universities, this perception creates prob-
‘lems for individual faculty members who become involved in ISTE as well as
~ for the professional schqols with which they are affiliated.
For an individual’ faculty member, a serious problem is that inservice
activities often must be in addition to regular teaching, research, and
committee responsibilities because little time or energy is allocated to
service functions. For a school of education, a strong service orienta-
. tion means a loss of status, -both within-that un1versity and among sGghools
o of educatfon .across the country._ Involvement in inservice education also
' generates a number of other difficulties; however, it is important to be
aware that some of these result directly from the initial perception that
1nservice educatign is a service function of the university.
Vidwing inservice education as a service function also weakens the
- quality of the program itself. Service efforts often are based on weak
- .conceptual frameworks, inadequate use of research findings, and.poor
- program implementation stratégies. In addition, service efforts receive
marginal time allocation and can easily be slighted among competing
demands for faculty time. Consequently, it is easy for those providing
inservice education to settle for one-time workshops or a traditiona}
education course offered in an off-campus. setting.
Inservice education need not and should not be viewed as a service
function; it is probably better for universities not to be involved in
'-1nservdce education at all than to base their involvement on a rationale
+ of service. Rather, inservice education can enhance the teachfng'and
“research functions of universities while being very helpful to teachers.
If preservice teacher education is a teaching function, then certainly:
inservice education is. Inservice education means teaching a new cadre of
students in new settings. Instead of offering instruction within regular
courses; inservice education is more a matter of assjisting the learning
and professional developme school personnel by a variety of means.
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. - This comprehensive effaort -to aid the public school staff implies a new
.+ faculty-student relationship, a new instructional setting, and a new
;"7 " learning .design, -among other adjustments. Y&t these aspects of the:
: /' teaching process will not remain unique to inservice programs; mo and
' ——— | “more, preservice teacher. education-programs and educational adminfstra-
‘tors also are applying .such ideas. o
_ Inservice education. can be a part of the research function of the
. schoo! of education as well. To date, research has been praised more
‘in name than in fact in schools of education; little reséarch is actually
being conducted. Joyce et al. (1977) pointed out that the averade pro-
fes$or prepares a professional article only once every three years, and
that only a small percentage had ever conducted studies in schools. Yet ..
research and publication _now receive great emphasis_in many schools of
education and represent both a major opportunity fof‘facultx-contribu-A'
tions to inservice education and an increasing pressure on faculty time
and energy. - . _ ' L
» Inservice education efforts could provide -rich possibili ies' for both ,
applied and basic.research in education. Rather than compeéting for faculty
time and.commitment, inservice-education and research activities ¢an be
- seen as mutually enhancing« Sevqral'trends.within'the field of applied
- research promote.this 1ikelihood.  Interdisciplinary, field-based research -
- = " 1is ingreasing both in large, federally funded program evaluations and
) in small studies, as:is action research using a variety of strategies faqr
changing schools--espe€ially where a program treatment is developed and
studied. This emphdsis on research utilizing carefully developed treat-
ments implemented fn regular schoo] settings is in sharp contrast to
r previdus research Which examined only "natural variation® in program .
treatments. Ethndgraphic studies and other qualitative research are also
becoming more resppctable complements to quantitative research. In short,
inservice educatiop offers numerous bpportunities for applied researéh -
linked to program efforts and can be examined using these emerging applied -
research techniques. . - - o ST S
" In summary, the fact that inservice is categorized as a service
function of the university creates status and legitimacy problems for the .
. individual faculty member and for the professional school, Roth within
universities and among schools of education. accpss the.country. A service
‘orientation also has diminished the quality of* inservice efforts. This
rationale has permitted weak program design, inadequate, research utiliza-
tion, and marginal time and resource allocation. However, the service
‘orientation is neither necessary nor desirable; inservite education can
enhance the Zmaching and research functions of universities while being
very he’]'pfu‘ teachers. = i - -

"ECONOMIC CONSTRAINTS -

. Other ogg;;izatibna] constraints on involvement in inservice education
are ecbnomic: nature, and are readily seen when preservice teagcher educa-
‘tion is,contrasted with inservice education. Preservice teacher education

" was--and in'many cases still is--the economic backbone of a school of
education. Large class sizes in the preservice teacher education program
generate sufficient full-time equivalents (FTEs) to allow the school of
education to offer small seminars for advanced graduate students. In con-
trast, inservice teacher education barely pays for itself. The funds it
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provides for faculty members fre?uently are used as overload pay rather
than -as support for the regular faculty load. In many cases sizable
portions of the inservice funds generated support "soft-money" .staff

_rather than the regular faculty. Moredver, the funds are held in special"
university budgets which, while providing some discretion in expenditures,
also make it harder for .inservice ‘eduéation to serye as a more general
economic support for the school of educatdion.

Preservice enrollments have also been re]at1ve1y easy to obtain. While .
preservice enrollments declined jn recent years, they have stabilized once
again and are still sufficient to support other programs of t#e schools of

. .education. In contrast, inservice education programs require. continuous
development and planning time as well as personal energy to Xgirket" the
programs. They also represent considerable financial uncertéinfy [for
the .school of educatidn and for the individual® faculty member. Th finan- .
cial problem of university involvement is as much a matter af fund . 2 )
instability as it is of funding size. SR T

Tn addition, preservice teacher educators have no pnivate, nOninst4tu-
tional arrangement to.provide instruction to student teachers; _they have _ - .
no vested interest in keep1ng the programs external to‘the schoo] of educa-. '
tion. State credent1a11ng gives a programmat1c and:financial monopoly to -
universities in the preparation of preservice teachers. In contrast, many :
university faculty members -have private consulting arrangements fo\brov1de
inservice education to districts. Edelfelt (1977) argued that service to
'school districts ". . . has become the major source of moonl1ght1ng and.
extra pay for higher education ‘faculty."

Me should hesitate to call such faculty consulting ' moon]tght1ng .
its usual sense, however. Moonlighting usually connotes holding two 1nde-
pendent JObS where employers are "uninformed or, at best, tolerant of the

‘ emp]oyee s other job. In contrast, faculty consu1t1ng (1n this case, as
inservice education to school d1str1cts) has Tongstanding acceptance in
the university, is institutionalized as an.arrangement within the univer-
sity, and creates behef1ts for the un1vers1ty as well as for the 1nd1v1dua1 \
faculty member. :

Historically, prospective faculty members have been informed at the
time of their job interview that they may supplement their salary by
consulting, usually within'specified Timits: One argument university
administrators have used in holding down faculty salaries is that faculty
members can augment their salaries with consulting work. Consulting
arrangements are institutionalized at the university in several ways--most
notably in the scheduling of classes so that faculty members are free one

. day per week {usually Friday) for writing or consulting. Finally, most e
school of sgducation administrators and faculty members quickly point out
that faculty consulting with school districts has several direct benefits.
‘for the university: for example, consultants often improve relationships
with school districts, maintain contacts with and provide benefits to" -
alumni:of the school of education, and help recruit students into other. ,
university programs. They also facilitate field placement- opportun1t1es
for students and open the way for the emp]oyment of graduates from -
.education programs. ' - A
. 'Both the university faculties-and the schoo] district leaders have good FLas

p

reasons not to give up their private inservice arrangements. - Syoh .arrange- | ok

ments provide faculty members with extra money ‘beyond their regutag salary, 4 ° §

without the bureaucratic strains of processing financial. paperw {k through zi

the university and the school district. School d1str1cts prefeﬁ these e ‘ 'ﬁﬁ
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private arrangements as welf; they are able to abtain the specificf'

individuals desired on a more -flexible basis, andfw1thout.;2e'university S

overhead or bureaucratic:procedures a‘university-based contfact might

» Some gducatioﬁ deans have tonsidéfbd using merit pay or overload pay
for effecting a transition from private to institutionalized arrangements

for inservice ledycation or for encouraging greater faculty participation in -

. Inservice educd®jon. However, faculties perceive few economic benefits

(exce urviva¥) of such involvement, .and numerous ecofiomic .constraints.
Even 1f the school of education devoted its entire merit pay incentive to .
inservice education, this small percentage of a salary often would be many
times smaller than the inservice consulting money now earned by a faculty
member. Therefore, this institutional "carrot" has not been sufficiently -

~attractive to date. -

. The institutional “stick" has®been no more effective than the insti-
tutional "carrot" in drawing more faculty members into institutionally
based inservice education. Unlike England, where.declining student
enrolInents have led to major faculty:reductions, and even to the closing

" of many teacher education institutions, the United States has not seen

massive faculty dismissals. Furthermore, few faculties have had to turn

. 'to inservice to obtain "load coverage," although this situation may soon
" ‘be_upon us. : : }

For faculty meﬁbers who want inservice education as paEt of their

| load, the concept of "faculty load" is itself a perplexing problem: Fac-

ulty load is defined ‘in terms of course credit hours. This conception of

"load, based on courses taught,” impliges that a nine-credit teaching load
{with three additional credits for research/committees/advisements) means

a faculty member spends 75 percent of the time teaching. Actual time dis-
tribution for a faculty member is quite different, however, and can vary

‘ %Famatically.among faculty. Consequently, there frequently is a serious
£

me problem when a faculty member is released from a three-credit course

~ (assumed to be 25 percent of load, for example) te spend a day and a

~ quarter a week--or even a day a week--in the field.

A final set of economic constraints concern the various budgetslin a

school of educatian and the way in which project funds are handled. Hard- -

" money budgets in the school. of education are generally based on tuition

credits. These hard-money budgets--and thes correspdnding need to teach
tuition-generating classes--are important in defining the legitimacy of
a faculty member and providing for long-term faculty job security. In
many universities, it .is difficult to give inservice education courses.a
legitimate relationship to these hard-money budgets. gn the other hand,

as previously noted, soft-money funds have proved undependable, and gener-

"ate overhead dollars whch often gre "lost" to the certral university

administration.. Consequently, the school of education has a hard time
recapturing overhead expenses for inservice projects, generating program -
development funds which would encourage future staff development arrange- -
ments, and -providing hard-money legitimacy- for faculty members involved

in such programs. S ST S

’ lnservice-education,effoﬁfé that are funded ‘as projects rather than

. directly from tuition dollars experience additional problems. -Schools of

education typically have cumbersome procedures ‘for. handling project funding

of inservice education. As the directors of many Teacher Corps projects ..
can verify, universities also encounter difficulties hand1ing gnrollmentsﬁ>i -

~and admissions for groups of.stggeggs. F ) .
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Several political constraints inhibit university invoivement in

N inservice education. Both Denemark (1977) and Edelfelt (1977) have

g:gued for greater control of teacher education by the school of educa- .
on rather than by the entire university. In response to the claim that ~
teacher education is an all-university responsibility, Denemark replied, :
“This view frequently 1imits the responsiveness of a university to school
system needs and preyents .the buildi f significant constituency in the
field" (p. 6).  Schools of education féel ' a need for greater control over

. program decésions in inService education and over the logistical arrange-

ments whichwu]d a]]ow for such things as of f-campus program offerings.

Schools education are also embroiled in campus-wide disputes over .
Jurisdiction.of inservice programs. For example, colleges of continuing 1
education and other university %ﬁbéggo S or programs-are increasingly . :
offertng inservice programs for While it is easy to talk in the
abstract about cooperation among the various units within the university,
such codoperation is often diffjcult to obtain, especially in times of tight .
budgets. _Budgets themselves areszalso part of the finaheial di'spute;.for
example, one issue is a more equitable distributfon of overhead costs
between the school of education and the university in general. i _

Witin the school of education several governance issues must be : LA
addressed. Two observations about the faculty committee structure help ”

.clarify some of the governance issues. The first is that .there are a

large number of faculty committees in schools of education, and they

. have overlapping jurisdictions. This governance arrangement is time-

-consuming and cumbersome, even at best.. For inservice education, it
poses several problems. Often, inservice programs need rapid approval
from one or several commit in order to meet the funding.requirements
of outside agencies. Morgover, committees are used to approving rela-
‘tively stable programs, while inservicg’education programs may require
frequent redesign to mget the needs of "a particular schoal setting.
Consequently, standiﬁg?tohmittees are frequent]y frustrafbd by the
demands of inservice programs.
' A second observation is that the committees function ess ntially- to -
approve. programs presented by”a single department or to set.golicies for
programs across rtments. Conversely, committees are not. vehicles fo/,
naligm development. In fact, cross-departmental col abo<"~
‘ratfon,on program design or- imp]ementation is rare. For example,. :
appears to be cross-departmental collaboration in carrying out .
‘'vice teacher education is usually only parallel activity--little program o
integration exists. For i service education, crpss-departmental coopera-- R
tion is necessary in program-deljvery and in administration. Consequently, .
inservice educidtion creates/a“two-prohged dilemma for schools of education:
it f¥equently conflicts with nymerous institutional norms and practices, L
..and also presents difficult es by requiring cross-departmenta] program -
delivery and administration. . o
Inservicé education also raises fﬁteﬂesting urisdictional issues -
between the faculties and dearls of schoels of edgjcation. Many inservice ‘
programs require extensive 1nv01vement and rap’ ecisioﬁS*by-the“deanr~who—-**———r—ﬂ
typically ‘'must approve program furiding, nontraditional program features, : -
and staffing under-a host of sometimes quickly &stablished special arrange-

£y

-ments. Each new inservice program.seems to bring: forth the need for addi- -
? ¢iona1 specia] arrangements( often\reachvng across. departments, so that | - ﬁr'.. .
. } o IR o . _ V/<ﬁ~_ P .
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department chairmen and/or other faculty members may be left feeling unin-
. formed, uninvolved, and uncomfortable with both the inservice program and S
the dean's power. | ‘ L. :

-~
9

. SOCIOLOGICAL CONSTRAINTS
Sociological constraints, as well as economic and political onés,
inhibit the implementation of inservice education. For example, faculty

_ members sometimes see their rpole as one of specialization within a narr
discipline, whereas inservice education often requires them to act'mq;ﬁpw"
as generalists. In-inservice education, the substantive expertise of/
faculty is expected to reach ‘across broader issues of .education, and
their knowledge needs to be applied with a greater emphasis on problem
solving. Moreover, they must possess or develop a myriad of skills and
insights in the process of helping teachers...A closely related problem
is that faculty members often build their reputations on the ability to
criticize rather than advocate. Inservice education ultimately requires

‘ them to'play a program-building rather than criticizing role.- In general,
faculty socialization is often dysfunctional to creative: involvement in
inservice education. o : _

" *  Faculty members also have grown accustomed to a certain power over
‘students. This power relationship can be seen by comparing the relation-
ship between a faculty member and a doctoral student with that between a
y .. Supervisor and a worker on an gssemb1y line. The assembly line worker
need be concerned only with on=the-job performance, which is essentially
a problem of appropriate behavior or activity. <As long as the assembly
line worker produces the right output, personal thoughts and ideas can
- remain unexposed. In contrast, the intimate exchange of ideas between a
doctoral ‘student,and a professor means the professor can have a much more
powerful influence over the student. This influence is encouraged and
o . respected and’, in fact, remains ‘at the heart of a university; However,
) the power relationship can have detrimental results.
~Power retationships im inservice education are dramatically different.
Preservice teachers and doctoral student$ come to the university with sev-
eral common characteristics; they come: (a) as individuals, (b) needing a
degree and/or credential and a Strong letter of retommendation on complet-
ing the program, and (c) without powerful institutional support. Inservice
programs, on the other hand, often are for groups of teachers who don't
need the additional degree or credential. These teachers frequently have’
implied support from a school district and/or a teachers orgadnfzation.. The
‘knowledge gap between professor and inservice teacher is much smaller than
between professor and preservice teacher.. Moreover, 'inservice programs are.
often held on the teachers' "turf." Consequently, faculty and inservice
-« students often must negatiate their programs, and many faculity members are
not familiar with nor skilled #m such negotiations. o B
Notions about academic freedom compound this problem. Academic freedom
originally was a protection so that faculty members could speak or. write
their beliefs. on controversial issues without threat of losing their jobs. .
T . Recently the concept has taken on several additto t‘meanings:“Ffrstiggﬁ“~\’;—ﬂ-
' academic freedom is institutional freedom: the freadom:to ignore (to some
"extent) institutional pressures of any type, particullarly those ariginating
from the dean. Second, it is freedom to teach as one¢ chooses, even if
this teaching (content or method) is not appropriate \to the\studentse-in
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this case 1nserv1ce teachers. When confronted with a.power relationship
dilemma, some faculty members bewail the loss of academic' freedom.” A new
balance of academic freedom, institutional freedap, and relevant program
operatidn is needed in professional schools. This balance is a complex

;one where many legitimate needs and values myst be considered. ’

. Another major sociological constraint relates to the faculty's own
" "turf" within.the schod™oef education.' To outsiders, faculty members
appear to obtain permanent rights to a secure spot in"the school of educa-
tion when they achieve tenure. Yet turf-is a much more fragile commod1ty, ,
and often copsists of ownership of prized courses, doctoral students, or -
positions onEse]ect faculty committees. Many faculty members hesitate
to give up advanced doctoral courses they have' traditionally taught, or
M prized time slots in the academic schedule, in order to involve them- .
selves in inservice education. Furthermowre, extensive involvement in
inservice education can lead to informal ostracism by colleagues. Turf
is a month-to-month issue rather than one assoc1atedﬂexc1us1ve1y with
obtaining tenure. TN

The structur1ng of time in the school of educatlon also comp]fcates '

articipation in inservice education. Each day of .the week faculty members
are busy with classes, committees, and/or counseling of students. Conse-
quent]y the large blocks of field time required for effective part1c1pat1on
“ in inservice education create difficult scheduling problems. ,

. A related problem is the pace of activity. Abraham Kaplan (1978)
recently commented that he accept@® a short-term appointment at a center
for advanced study because un1ver51t1es have become places of frantic
activity rather than studied reflection; he felt he needed to flee his
own university to obtain time for valued activities. Within schools of
educat1on, the inadequacy of course loads as a reflection of faculty s
“responsibility compounds the problems of time and the pace of activities.
Faculty members are responsible for many activities not included in their
course load.

A good case can be made that research in education is dlso greatly -
influenced by faculty time--research reflects what a faculty professor:.
and-one or two graduate students can accomp]1sh in and aroond other -
obligations. Consequently, much research is characterized by artificial
experiments conducted with easily available students or studert teachers.
Similarly, inservice education efforts are also limited and biased by
faculty scheduling problems. .

‘Moreover, & "hang-on-tight" mindset has domin ed universities in__§< :
recent years. Declining enrollments have led to #wer faculty positigns,
or at least few new faculty members. These pressufes are felt differen-
tially by various role groups such as deans, tenured faculty, nontenured
assistant professors, and soft-money staff. SOC1olog1ca1 and economic ™

pressures t may prompt. a dean to innovate in such areas as inservice
: fon may.be Qrecisely the pressures that cause tenured faculty to

seek greater security.

. Field act1v1t1es pit the comfort of the known (campus-based work)
aga1nst fear, “or at least uncertainty, of the unknown (school-based work).

Many. facu]ty members senge that they lack skills or motivation to carry off

—~ fnser¥ice programs; consequent]y; they hesitate tg become involvwed. ' Yet,

in d1scu5516ns of the university's role in inservice eddcation,

typlcally is given only to the "carrots" or rewards which might a
. faculty to grea{er involvement in inservice education. A nfore useful-para-

digm for exam1n1ng faculty concerns woqu 1nc1ude facu]ty perceptionsiabout
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Figure 1 '
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the positive and negative aspects of their current situation, as well as
the perceived positive and negative aspects of expanded inservice education
responsibilities (See Figure 1). Emphasis on the rewards associated with -
new programs such as inservice education addresses only one of the four
categories suggested by this paradigm. Increased financial reward may have
little attraction for a_faculty member who is reluctant to become involved
in inservice educatiof because of concerns about any number of sociological
‘3or governance. issuey, Hall and Loucks (1978) presented acomplementary
‘framework for analyAing the personal concerns of faculty members in the
context~j?vad0pting ipghovations. ' o ' ST

It is/also useful’to consider the many roles faculty could play in
,1n§brvic education. While it is true that some faculty members may choose
to be involved in inservice while others choose npt to be, it is also true -
that some may desire to take responsibility for—developing and coordinat--
ing such a program while others might be willing to teach' in-the program

or assist in its .research component. The careful matching of individual
faculty, university, and field needs is a complex process which will
.- require careful attention if a university is to bé involved meaningfullyx

JIn. inservice education. . | L -
¥ Finally, many universities have used soft-money staff members associ-

A ated with local or federally funded projects to help staff their inservice
‘phograms. Soft-money staff members'play a vital role in inservice educa-
tion. .They often possess important clinical.skills needed to make univer-
. sity involvement in-inservice education successful. -They~may relate well
& ‘to public sc¢hool teachers and have s jficant credibility with them.

) Often, they are relatively free of maMy- sogiological constraints hindering
“regular faculty members. In.addition, they are often highly motivated to
work in inservice education; they may value field 1 ment over.other -
~professional activities.- =~ e
‘- Soft-money staff members present several, dilemmas for schools of educa-
tion, however. The dilemmas are keenly felt by the individuals themselves,
who sometimes have a bittersweet relatignship with the Institution. The
first of these dilemmas concerns job status. Typically, these individuals
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“are on year;fbng, temporary contracts whose renewal is contingent upon new

B project funding the staff members—themselves sécure. Thus they rarely have =~~~

‘long-term job security or more. than second-rate job status with the school
of education. A long-term role with institutional legitimacy is needed for
soft-money staff, to reflect and respect their academic training and field
responsibilities. ‘ J . . f

. The development and institutionalization of inservice programs take
on added complexity when soft-money staff jnembers. are involved. .We have
frequently observed a pattern of inservice involvement for universities in
which the soft-money staff members develop and direct inservice projects,
whike regular faculty members teach courses within these projects. The
rub comes when soft-money staff members feel that they are being used--that

. they do the hard work and ‘deal with critical issues in education, while
regylar faculty members get credit for teaching and may even be paid on
an overload basis. In turp, the regular faculty sometimes resents the
high pay, frequent travel, "sloppy work," or ungrateful attitude of the
soft-money staff. ' : _ :

Marsh (1977) and Carey and Marsh (1978) discussed several reasons o
soft-money staffs have not promoted institutionalization of inservice *#*
innovations with complete vigor or success. They have little incentive
to institutionalize innovations they have nurtured anl developed; once
institutionalized, these innovations usually become the domain of a.
regular faculty member because soft-money staff members lack academic
credentials or control over degree programs. They also lack the status
or clout to win informal acceptance and institutional approval for their
innovations, as well as the knowledge to translate innovations into the
administrative building blocks of the institution (credits, courses,
programs, degrees). - o -

In summary, numerous sociological constraints hinder institutional
involvement in inservice education: -

1. Faculty members in IHEs often possess a specialized knowledge,
whereas inservice education may require broader expertise_and a
problem-solving orientation. )

2. A faculty propenéity toward critical analysis sometimes hinders
: 1n2ervice education, where support and program building are
neéded. ‘ . _ ‘

\ 3. Many faculty members have grown accustomed to a dominant power
\\ relationship over students, while teachgg? have.sizable power in
- negotiations about what, to learn and how learning will proceed.
. ' . LU _ By ]
4. Faculty members have a continuing problem of protecting their own .
“turf" within the school of education, as.well as serious time
constraints and myriad other responsibilities which keep them at_an

intense.]evel.of activity.

. 5. éina]]y, inservice education is constrained by the complex prop-
lems of faculty motivation, and is also complicated by soft-
dqoney staff members who enhance inservice programs yet present
several diTemmas regarding their job security, cooperative '
program deve]opm’nt, and ‘institutionalization of innovations .

~+ in ihservice education. = . e, ‘ !
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_IMPLICATIONS .

, . This analysis has a number of implicatfons for the process by
which universities can become involved in inservice education. It
is clear that-the profges must include the removal of institutional
roadblocks as well as the development of program directions, faculty
skills, and faculty motivation. The process will need to be a long-
term developmental effort reflecting the stages of institutionalizing -
an innovation, and specific planning’ steps, described in a planning. ~ SRS
guide by Carey and Marsh (1978). The planning process will need to - A
be coordinated by a task force representative of a cross-section of .
the facylty. We doubt that only one individual could represent the
-political consensus and perspective needed for developing inservice -
programs at the university. : . . _ L
The task force should consider developmental issues within the
school of education (such. as program directions, staff allocation and
rewards, and funding arrangements) as well as more generic issues
(such as faculty, load, promotion criteria, and the long-term status’
of soft-money staff members). Karsh (1978) destribed how the develop-
‘ment process must also relate to policy at all the university/and -

statewide levels. Creative relationships at these levels, well as
with school districts and teacher organizations, need to bg established.
' It is likely that an ongoing governance/develop Spgchanism will

be required if the school of education is to become and™r 1 a meaning-
ful part of inservice education for school staffs. Like the members ‘
of the initial task force, the persons responsible for this mechanism
must blend the skills and perspectives of inservice practitioners,
researchers, and "gatekeepers" from the university as well as school
district and teacher organization representatives. The mechanism

" would.need to revise program directions and program delivery proce-
dures; assign, train, and reward staff members; generate broad-based .
ownership for inservice programs within the university and at the state
level; rétain a research/teaching orientation, rather than a service
orientation, for inservice programs; and seek additional fumnding for
inservice programs. A mechanism which addressed these issues would

. be responsive to the major tenet of this paper: that a number of impor- .

tant organizational issues must be:resolyed if universities are to be
.involved meaningfully in: field-based 1n$ery1cé\gggcation.fon school
staffs.. .. L : , .

+
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The Educational Resources Information Center (ERIC) is a nationwide
information system of the National Institute of Education, whose basic
objective is to provide ideas and information on significant current docu-
ments in education, and to'publicize the availability of such documents.

~ Through a network of specialized clearinghouses, ERIC gathers, evaluates,

abstracts, and -indexes these materials, and processes them into a central

- computerized data system. The scope of the ERIC Clearinghouse on Teacher

"~ to ResQurces. in Education. Publications that have limited distribution f

Education is the preparation and continuing #levelopment of education per-
sonnel, as well as selected aspects of health education, physical educa-
tion, and recreation education. - , o '
~ We are convinced. that the knowledge base on the institutionalization of

change and on inservice education is in need of expansion. We encourage
you, therefore, to submit to'us any manuscript you have developed on this
topic and to encourage your colleagues to do the same. S . -

We need a reproducible copy (two copies, 1f available) of .any materials .
and, i1f possible, a brief abstract. Documents submitted are selected on
the basis of their relevance to the current needs of the field. ~Those
accepted are abstracted and indexed in the monthly journal, Resources in
Education (RIE), ahd are made available in microfiche at over 600 Jocations
and reproduced in xerographic form through the ERIC Document Reproduction -
Service. . Copyrighted materials will receive only an<announcement in RIE if
permission to reproduce is not given. ‘ Bk '

Documents announced in RIE typically are unpublished or of 1imited
distribution, and include research reports, program descrigtians, speeches,
annotated bibliographies, and clirriculum guides, Dissértations -available’
elsewhere are not announced in RIE. £

We believe there are benefits in submitting documents to ERIC. Your
work will be widely publicized since over 5,300 organizations subscribe

¥

or are out of print can continuously be made available to readers through _
the microfiche collections and reproduction service. And you will be

performing .a professional service for your colleagues.

. Please send relevant documents to: Information Analyst, ERIC

Clearinghouse on Teacher Education, Suite 616, One Dupont Circle, N.W.,

Washington, D.C. 20036. S
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