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ABSTRACT

&

~ The purpose of this thesis is to evaluate the Self-Dir-
ecting Profeggipnal. a one-day workshop designed to teach teach-
-ers to develop and implement their own in-service programs. The

evaluation is formative, intended for -program improvement.—A — ————

[ [ e e e e

second purpose is Mw&éiéfﬁiﬁé;wtthUQh thé li%gféiaiemgﬁd‘thisw
study. the factors th;;‘tontribuxe to the effectiveness of work-

shops., Although most teacher in-service education is done

through workshops, they comprise a largely unexamined practice.
‘ A review Qf'the litefature on implenenfing innovations like

self-directeé in—sgrviée deVelquent establishes the importance

of workshoﬁs, hgi\as only-one of several implementation factors

such as the participationﬁqf teachers in planning and a support-

b

ive'school climate. A second review establishes the essential o

features of a workshop; among these are respect for the partic-

ipants’ experlences, focus on practlcal appllcatlon. and a prob-7 

,e—_:

: vlem-solv1ng orientation. The reviews alse set standards for

evaluation,

.

.The formative evaluation of the Self-Directing Profegsional
proceeds through four stages: description of the intended pro-
gfam, degcription of the observed reality; explication of the

standards of judgement, and assessment of the observed reality

in comparison,with thoge standards. The research methodology is o

44444444444ethn0graph1c444Three‘schU0is‘were‘studIed“‘Eata‘about‘them‘was

derived from participant observatlon. observatlon 1nstruments.

interviews, and questlonnalres. In all, this involved 40 hours .

of observation, 25 interviews, and three different questionnaires,
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the findings are presented at three levelsx descrlption.

a report on observg%zons: evaluataon. a comparison of the Self-
Directing Profesglonal with the standards of Judgement; and elu- ;
cxdatlon, analysis of the findings for general pr1nc1ples about | g
workshopg and innovative change.

At the deacrlptlve level: the staff of one school resected

'the program because.of a hlgh amonnt of control by the %;rkshop S

presentor. AtAanothe; locatlon, the school climate of conflict

négatively influenced the workshop and’ its effect. At the third

4
——————SChoo1l,;, where presemtaticr encouraged the=anvolivement of teachers

and where there were few staff tensions, the program was well

"received. In the chapter on evaluation, a number of areas for

“improvement 4d%e identified, including the relationship of goals

to the time available and consideration of the institutional

setting. ' ' 7 - o : ) ,;,

At the elucidatory level, three major domains are identi-—

Tfied as important features of the‘workshops. The first is

the process of plammed change.  The emphasis on individual rea'\”rw

-sponsibility for change explains many of the characteristics of

the Self-Directigg;?rofessiongg. A second aspect that is analysed
i5 the use of charismatic influence techniques. The research v
findings point to the importance of participation and trust be-
fore charisma can be effective. Third, the implementation of

the workshop content ig seen as a process of "program mediation.”

The facilitatbr, émohg others, translates or mediates'the ﬁrdgram

for teachers in order to gain the acceptance of it. However,

the results of this study point to the danger that attempts to

s e

SEPS S1E
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-modify the program to gain acceptance may mean the neglect of B |

‘the very elements that are essential to its success. E

.
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CHAPTER ONE —_—
‘/‘
INTRODUCTION ' .

The workshop was introduced into teacher in-service

eduéation at the University of Ohio in 1936, It was soon %
hailed as a breakthrough, spread raplidly, and changed con- ;
siderably. Today in British Columbia, according to Flanders . =
(1580}, professional development is equated with workshops.

In implementing new ecducational programs, workshop events

are given more attention by both plarners and teachers

than any other event (Hall, Zigarmi, and Hord, 1978).

Thirty-five years after their introduction, worksho#s—
are widely used, but alsc widely criticized for being
ineffective., Flanders (léBO) has compared the system of
administering workshops by theVBritish Columbia Teachers'

Federation to a show-business booking agent problem: “will

workshop X 'play’' in Distriect A?" (p.A-9). The system is

expensive and massive, bul is not valued by teachers.
Despite the frequency of use and criticism, fhere

has been little study of the workshop in teacher in-service

and its effects. Wideen (1981) and Smith and Keith (1971)

suggest fiat comments on in-service are largely based.on

. opinion, not on rssearch.

¥

In addition, the thinking on what constitutes a work-

memee— —-—ghopis consideratiy maddled.  Ihe workshop has become

i - 1] [ ] ]
the ventso

wwl
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‘what an in-service workshop is, historically and structur- =

far removed from either the original six week problem-
solving workshops of 1936 or other versions of prominent
practitioners today.

The first task of the thesis then is to clarify think-

ing on the workshop, A literature review establishes

ally, and what it should be, according to researchers

and practitioners. 7The workshop is also discussed in a

second review as part of a program implementation process. .

Second, the thesis studies the life of a particular

workshop, that of the Self-Directing Professional (SDP),

and its effects. The S5DP is an innovative program designed
to teach teachers to develop their own in-service plans.
The innovation’'s main tactic for implementation is the

workshop. - »

- o J
Third, the findings are evaluated by comparison

to standards laid out in the literature reviews in order
to feedback information for improvement to the progra;
originators.
| Fourth, t@éigésults are analyzed for “cultural
themés'; all events contain themes, assumptions or principles ;

about behaviour that recur throughout the event and that

serve to explain what goes on. The thesig will explore

several of these in the Jelf-Directing Professional.
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CHAPTER TWO
LITERATURE REVIEW ON_IMPLEMENTATION

Any workshop exists inside a gontext. In this study
an important part of that context is the implementation
of an innovative program.. This first of’two reviews is

‘on implementation: putting an inmovation into practice.
The following chapter reviews the literature on fhé work-
shop.,

,Iheginieniiénﬁisgiagsggrch;forwrelevantmandmsizzggffgﬁ

nificant factors in an overall implementation design and
how in-service reléteé to those factors. In deing this,
the review describes what is important to observe in
implementation and sets standards for judging the effect-

iveness of the Self-Directing Professional.

~ The first sectlons of the chapter give an outline

of pefgﬁectives on innovation and implementation over the
last two decades, and how in-service workshops are part
of recent thinking. :The review then focusesron other
program and institutional factors necessary for success-

ful program implementation.

*

Innovation will be defined here as the Rand Report did
(Berman and McLaughlin, 1975): a plan with a statement
of goals and means designed to change standard behaviour,

oo = ——practice; or procedures. ——
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Changing Perspectives

In 1970 Goodlad and Klien published their study of

educational innovations in the United States, Behind the

‘ Classroom Door. Diséppointingly, their researchfrs found
little evidence of these innovations being in practice.

' Despite the much publicized and highly recommended reforms = . . _ . ._
of the late }950's and the 1960's, the authors' general | |

impression was that these were dimly conceived and, at

Innovative projects of the late 1950's were organized
around central development teams. Their work was intuit-
ively based. By the mid 1960's they were replaced by a
more technical approach to innovative change (House, 1979).

Prominent in this technical perspective was Rogers,

— a rural sociologist who had studied the adoption of new
‘agricultural practices by farmers. \Rogers analyzed the
"adoption process” of educational innovations into five
stages: awarene;s, interest, evalgation, trial, and
adoption, He classified adopters as innovators, éarly
adopters, early majority, late majority, and laggards.
House (l9?9f comments on fhe obvious value system in the

labelling. Innovation was tied to progress and the good

life that technology brings.

Another dominant conceptualization of innovation

was the model of Clark and Guba, the Clasgsjification
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Schema of Processgses Related to_and Neceésgry for Change

o gy

in Education. It divided the change process into research,

development, diffusion, and adoption.
According to Havelock (1971), the technical approach,

or Research; Development, and Diffusion model, is guided

by five assumptions: a rational linear sequence of change,
massive planniﬁé. a division of 1abour,ahigh development

costs, and a passive consumer at the end of the sequence.

—The foeus—is—on-theusers' adoption-of-the—specific

chénge rather than adaptive learning by the users which

‘would help them solve problems in the future {(Lippitt

et al., 1978).
Ih»practice, the chénge process was different than

the one described by the Research, Development, and

unanticipated and unintended complexities. According

‘to Smith and Keith writing in 1971, "investigators and
tbeérists have not focused hard enough, long enough,

nor carefully enough on the small and muﬁdane ag well as
the 1arge and important issues and problems necessary - r
for idealistic practitioners to carry out their dreams”

{(p.vi).
From the negative criticism and failures came

gquantitative change -«én4explosion of literature - and




a qualitative shift towards chh more complex conceptual- !
izations of implementation than had been previously
concelived. -

Change models such as those of Organizational Devel-

opment (Schmuck et al., 1972, 1977) and Planned Change
(Lippitt, Watson, and Wesley, 1958,Aand‘Lippitt et al.,1978) S,
and the recent research of Berman and McLaughlin (1975)

and Fullan (1979) are more sensitive to the complexities,

D especialIy*fhé‘iﬁétitﬁtiﬁﬁéi‘éﬁvirﬁﬁméﬁt‘Iﬁ‘which‘cﬁange
is to occur. They allow for the adaption of the program
to that environment rather than top down adoption.

Although the technical perspective is still common,
it is the perspective of adaption that will be consider

. further in this chapter.

ThEWPositiongof—{n55erviceAWorkshﬁﬁﬁ

Where does the in-service workshop fit in this pérspect-
ive of adaptation? In Fullan's review of recent research
{Pullan, 1979, also in Wideen, Hopkins and ?ye, 1979),
he identifies nine factors relating to implementation:

1. Pre-history - whether teachers have had positive
or negative experiences with previous/implemeniation

efforts;

i 2. Distinction between content and rele change -

implementation involves both and there has been in the

past a preoccupation with content;

3. Clarity of gpals and means - not nécessarily




4, Iniservice training linked to implementation
problems;
5. Regular meétings; 7
6. Local materials adaption and availability;
7. Overload of changes expected to be implemented; B
- - - - 8, “Administrative support on a rescurce level and a -
pSychological level; ) .

9. Time-line for implementation,

Although the in-service workshop is what is commonly
“_rassociated,with a change process, in—servicé.as a whole
is only one of nine significant féctors. , .
Hall, Zigarmi, and Hord's work at the University of

Texas (1978) has led fhem to develop a taxonomy of change

efforts with a scope as extensive as Fullan's list of . f/’—‘*xx-
factors. The levelsvof change efforts range from théﬂx\~/’“13f , N
general levels of policy (broad guidelines), game plan ‘
(the overall implementation design),andstrategy(th;Q ,,,,WW?S

éction plan) to the tactical level (for examples, the
iworkshop. meeting or newsletter) and the incident level
{the singularroccurence of an action or event). They
found that interventions at the tactical level were what

participants perceived, remembered and attended to in

e ———rr——f——mpmjec{ﬁmemfsimﬁﬁ‘%Finﬂmﬁr

Successful implementation invelves planning at all levels




and some thinking as to how they rel;te to each other.
The litérature further suggests that in-gervice be’
based on problems arising from the impleﬁentation process.
Training sﬁould include both practical skills and a clear
concept of the process and purpose of the innovative pro-~
- gram (’Berman' ‘and "KcLaifgﬁIiﬁy,”"Ig'( 5, Fullan, 197G, Young, )
1979).

- The above list of factors and le;§ls. and the brief

)

description of the literature explain in general how in=-

, |
i i
o ke p m,mf;
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. service fits into the complex process of implementation.
The rest of the chapter considers the other elements in
‘£mplementation that are important in considering the whole

context of the Self-Directing Professional.

As mentioned earlier, one of the most significant

777distinétions in recent implemehtation literature has been

between the program and the institutional setting where it
is introduced. Both need to be considered. The following
pages discuss the faétors in successful implementation

under these two topics.

Program Characteristics and Implementation

Pogition of Teachers: Origins not Fawns

In a recent review of ninety-seven research studies

on in-service education by Lawrence et al., (in Rubin, 1979)

a number of clear patterns emerged as to what makes effective

in-service. Some of the important results are as follows:

) s I P |
ot s ikl i s YRSl bl i



B 53 school based »han'xﬁ coiiege-based’1n=SEPVICE‘prUgrams -

1. Schooi-based in-service programs concerned with -

complex teacher behaviours tend to have greater success in
accomplishing their objectives than do college-based pro-
grams dealing with complex behaviours.

2. Teacher attitudes are more likely to be 1nfluenced
3. Schoox-based programs in which teachers partici-

pate as helpers to each other and planners of in-service

~activities tend to have greater guccess in accomplishing

their objectives than do programs which are conducted by
college or other outside personnel without the assistance
of teachers, ;
4, School-based in-service programs that emphasize y
gself-instruction By teachers have a<strong record of

effectiveness.

5. In-service education programs that have different-
iated ﬁrainingAgxperiences for different teachers (that is,
*individualized') are more likely to accomplish their «.
objectives than are programs that have common activities
for all participants. E)

6. In-service education programs that place the teacher

in an active role {constructing and generating materials,

>

ideas and behaviour) are more likely %o accomplish their p '/“i
stjectives than are programs that place the teacher in a . \‘aho) ‘l

receptive role {accepting ideas and behaviour prescriptions

net of his or her own making},
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S,

7 In-serviéeAe&ucatiop programs that emphasize
demonstrations, supervised trials and feedback are moré)
likely to accomplish their goals than are programs in which

2 - -

the teachers are expected to store up ideas and behaviour

.prascriptzons for a futul® time, _
T T e

8.. In~cer2+ce educailcn ograms in whlch teachers : e o
~ share and provide mutual assistance to each other are more"

likely to accomplish their objectives than are programs

- I WP EATNEL OTK.

- G, Teachers are pore likélyrto benefit from in-service
educatlon actlv tieg that are linked,tb a general effort
of the school than they are from ‘single shot' programs
"-;hat are not part of a general staff development- plan.

10, Teachers are more likely to benefit from in-service B

-~ programsi nich they can choose goals and activities ——

for themselves, as centrasted with programs in which tbe

s
goals and activﬁt:es are prerplanned,

il. SQL‘-lﬂlulatEd and se:f-dlrected training activi-
ieg are seldom used in in-service education programs,
Tuat this patiern is associated with successful accomplish-
ment of program goals {m.254, 253). o .
Thelmajority of the points paint a picture of the -~

teacher in succegsful in-gervice.as active, initiating

and informed, OCther siudies by Zigarmi, Betz and Jensen
5 >

{1977} in South Dakotz amd bty Hache in New Brunswick

¢ in Fullan, 1979 have found a stirong preference by
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teaq&g;s for érams over which they exercised some
control and choice, and which were-directed at local district,
and ﬁarticularly classroom,pfoblems.  Evidence from imple-
mentation research {Fullan and-Pomffét. 1976, Emrjck,
1977, Be}man and lcLaughlin, l§75, and Ybung, 1979) is

“also that th& Tequirements, needs and pfe’fe’r'éﬁée’g”’of' teach- 7
efs sﬁould be the Sfarting poinf for an innovation.

These findings can be explained by how they relate

to David Mclelland's three main motivational domains:

(l) the striving for achievement, also referred to as
competency, efficacy and curiosity, (2) the striving for
power or influence, and (3) the striving for affiliation
6r affection (in Schmuek and Schmuck, 1979) .  Successful
strategies sueh as mutual’ plannlng, relevance to work.

collaboratlon and so on meet these basic needs. A useful

metaphor here is to think of successful strategies as

those that have teachers as (rigins rather than Pawns. ) - _
Richard deCharms describes Origins and Pawns in the

*ol‘ow1ng way:

An Crigin is a paxson who feels that he is

director of hig 1life. He feels that what he

is doing is the result of his own free choice;

he is deing it because he wants toc do it, and

the conseguence of his activity will be useful

to him... In short, an Origin is master of his

own fate. A Pawn is a person who feels that

o —————————————50meone, or something else, ‘isin centrol- of ——
his fate { in Berlew, 1974, p. 27) B
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The Rand Report also considered the position of

teachers in developing its concept of mutual adaptation.

In mutual adapiation the initial design of an innovation
is altered by teachers and administratofs for tQQir set-
ting and,at the same time, they adapt to the program °

‘ requirements. Teachers, if not Origins, are at least
partners in the innovation. Strategies whiggxinvolve

i
mutual adaptation, such as flexible planning, training

T T T Aeyed mmcmarwmm"mmﬁ—*j*

hd

-———they have shaped & model; called Concerns-3ased Adoption

opment of materials, were found to be the most successful
in’achieving implemented results (Berman and Mclaughlin,
1975). ‘
Hall et al. {1975) have focused on teachers' needs

in their research on implementation. From their findings

¥odel, which describes the adoption of an innovation by

- individual teachers in terms of developmental stages
of use or implementation and levels of concerns. In the
fielé of concerns, teachers move from the need for inform-
2tion and personal meaning %o concerns about strategy,
impleﬁentation and impact to concerns about collabora-
tion and redefinition of goals of- the innovation., 1In

levels of use, they move from stages of orientation and

preparation to mecranical use iowards adoption, refine-

ment and integration into their personal lives,

Insert Pigure 2:1 zbout here -
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Levels of Use Levels of Concernm
0 Non-use 0 Awareness :
1 - Orientation 1 ‘Informational
11 Preparation ‘2 Personal
111 Mechanical Usge 3 Management
WA mowtine T u c?z%
1¥ 3 Refinement —
v Integration 5 " Collaboration
V1 Renewal 6 Refocusing
Figure 2:1'Concerhs—za,éé Adoption Kodel
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In this model individual needs are a first step in a
change process that leads later to collabbrative action.
Needs change over time, different teachers move at different
SPeeds, and the sequence from non-use to renewal may take
two years or more depending on the complexity of the
innovation. I o . R
According to Wolf and Miller (1978) the attention to indi-
vidual needs establishes personal involvement. Collaboration

provides the basis for organizational change and strength

ens the inéividuél {éégkgf:é sénsé”df éonﬁéggedness and
iéportance in beinz able to see the'complete situation.
Although less importance is put on teacher input in adaption,
teachers nonethelegs play an active central role.

o
Proolems with Teacher Involvement

Although the 1literature supports the position of

teachers as Origins as an important factor in successful
mp

.change, initiating this is sometimes difficult. First,

there are problems in assessing heeds. Arends, Hersh and
Turner (1978)\§uote from a speaker at a confefence:‘ “ie
nad over 90 teachers indicate a real need for primary
reading instruction on our needs assessment. We designed

an iri-service class specifically to meet this need and only

three of the bastards showed up” (p.197). Perhapé one of

"The Pollowing realities may explain the failure of his




needg survey.

In needs assessments the data collection and analysis
are offen‘not adequate to capture the meaning of teacher
needs or how to address them (Wideen, 1981, Fullan, 1979,

srends, Hersh, and Turner, 1972). Hancil and Griffen

(in Wideen, 1981), have Said’fﬁat'fhé'fypiéél’hééaS”SUTVéyw’ S

tends to equate wanis and interests and thus identifies

solutions for symptoms,not causes.

they are used tc having their needs assessed and prescribed

by others (Arends, Hersh, and Turner, 1978). Thus 1t is
not surprising thai 2ruce Joyce (1979) has found that when
teachers first participate in identifying their own needs

and establishing programs, they usually choose the same

kinds of activities that have been traditionally offered,

... __meachers are veterans of years of institutionalization;

-—

for example, the one-shot workshop by a university professor.
According to Planders (1980), in British Columbia pro- 7
fessional development is equated with workshops.

Arends, Zersh, and Turner alsc list as reasons for
inadequate needs assessment the time lag between assess-
ment and in-service response, and fadism - making responseé
to what is in neadlines rather ihan to what is in their

classroom experience.

There are alsc problems in collaboration. Although

‘ceacherst value working together and learning from each




[

otnher, there is z great reluctance to observe their col-
league's teaching or otherwise to help each other. Teachers
rgrely engage in on-the-job mutual professional develop-
ment, even where there is explicit agreement to do so

(Pullan, 1979). Z2Eeyond that, both principals and teachers

are unwilling to reduce classtime in order to assist each .. .. .

other in collatoration, especially through the use of
substitute teachers,

Teachers also value mutual planning of professional

development. However, here again lack of figé iéwgwpgéblem
as is lack of skill in co-operative decision-making and

the lack of 2 conceptual framework to plan and organize
activities, a}l of which were identified by teachers in a
1978 survey by Howey and Joyce. Further, the involvement

of representative teachers in planning does not necessar-

iliimean thercommitmenfwof rank and‘file\geachers (Fullan,
1979) . ’

In brief,rthe centrai position of teachers in the
adoption and adaption of an innovation is key to success,
However; the norms and atfitudes of teachers themselves
as well as lack of time and the problems inherent in
surveying and representing opinions aré restraints to their

2

full involvement.
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Planning For Implementation: Naps Not Itineraries

In William Kritek's review of research on implemen-
tation (1976) he lists, among other variables, goals,
resources, and plahning as important in the success or

failure of an innovation. Goals need to be specific,

Goals change over the passage of time and must be a topice

of negotiation for program staff and users of the inno-

- explicit, and realistic for effective implementation.
Lo S TR , .

Sarason, Judd and ¥endelson, and Pressman and Wildavsky
(reviewed in Kritek, 1976) are opposed to planners who
propose grardiose visions that sweep aside practical
considerations. Planning needs to be wide ranging in
scope and long term, but also practical and adaptable.

Other sources reinforce this. On the one hand,

~

successful inhovationséneéd to be linked to an overall
plan that describes the f&gw of interventions and some
conceptualization as to how they relate (Hall, Zigarmi,

and Hord, 1972, Hall

ot

et al., 1975, Wolf and Miller,
1978, Fullan, 1979, Berman and ¥claughlin, 1975).
Innovative programs that are wide in scope, that invelve
overall changes in teacher behaviour, and conside¥ the

complexities of school and district procedures are more

/
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likely to be successful (Berman and McLaughlin, 1975).
The research of Hall et al., (1975) emphasizes also the
need to plan for the long-term as well as the wL@e-range.
- Implementation may take two years or more.
On the other hand, the larger universe of an innova-
tion needs‘tO”inclﬁdé'the’grain of sand of the everyday =~

events, such as a2 memo or a conversation. While a single

incident by itself may have little effect, the combined

effect of many incidents makes or breaks a change effort
(Hall, Zigarmi, and Hord, 1977).

The most powerful prdgrams have the simple availa-
tility over time of the program staff to interéZt with
ér to help teachers. This is essential for three reasons.,
The av&ilability to help reduces teachers' apprehensions

that the innovation will mean unrealistic work (Mann, 1978).

The presence symbolizes commitment of the program staff
to what teachers are doing (Wolf and Miller, 1978). o _
" Finally, the personal contact provideé the opportunity
for two-way questioning, persuading, and intense inter-
action that must accompany changes in behaviour (House,

1979) «

The large scale and the small, theory and practice:

[,

they need to be integrated. Wolf and Miller's metaphor

for this (1978) is the map which they contrast to the

itinerary. A plan which has a series of prescriptions or

& 1list of empirical solutions to problems is an itinerary.
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Those with only an itinerary lack an understanding of
the country in which they travel. However, a map has a
conceptualization about the way organizations Qork, the
way indiwviduals act within them, and how systems connect

to one another., It is an abstraction grounded in

. ,practice-,,An:;tinerarywiswinflexible.Q~A~mapvalloﬁsw—wf—~—

" “the traveller the freedom to work out alternate routes
in case the original path is unworkable. (As Kurt Lewin

has said, "there is nothing as practical as a good

theory.")

This last point, f%gxibility or adaptability in
planning, was also stfessed by the Rand Report.
Successful programs established channels of communication,
set forth initial goals and,objectives with the assistance

of a representative group of possible users of the

innové%ion, and maintained ‘on-going adaptable planning
with frequent and regular meetipgﬁ of plagnersiand users.
These meetings also strengthened staff morale, gave a
sense of project'cohesiveness, and improved collabora-
tion (Berman and ¥claughlin, 1975).

The unsuccessful prdgrams reviewed by Kritek(1976)
failed, in part, because they did not have sueh a feed-

back mechanism in their planning. He recommends that
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programs not only include a formative evaluation, but

that they also address the processes and potential ' .
problems assoclated with using an evaluation. These

are the relationship between the evaluator and client,

the method of data collection, the content, medium of
_presentation and timing. =
In summary, the goals of an innovation should be ’

explicit, clear, and realistic for available resources.

- -~ Plans need to consider the larger level of district—

and school policy and an extended time frame of two
'years or more, On the other hand, plans muét considef
réguiar day-to-day contact with users of the
innovatioiF\

" Adaptability of plans to changing conditions and

,Afpgriigipanxgcnncernsmis”alsagimpnrtanr44u3uch4fIE§3:L444f44u4f4ﬁm4_44f7w

7
o

bility is helped by program staff having a map, 2
conceptualization of the change process whiech allows

them to develop alternative procedures appropriate

o

for the school and the individual teacher. Adaptabil-
ity is/also aided by frequent regular monitoring
through meetings with teachers and formative evalua-

tion.
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The Institutional Setting and Implementation

Sl s e o \WHJ .

As mentioned earlier, a significant body of research
in the last decade has emphasized the critical role of the
iﬁstitutional setting in the change process (Berman and
McLaughlin, 1975 Schmuck et g;., 1977, Sarason, 1971,
T Lippitt—é§~g;1T71977T~amongrpthers)r The -Rand Report—!rrrfmmwwr ~~W——~4;
' meﬁfioﬁégéﬁééifiééil§ high'feécﬁér'morale; active supﬁdrf: I
of principals, the general support of district officials,
Aggd teachers' willingngss to expend extra effortﬁ9§ the

project as important factors likely to increase the chance

of teacher change. An institution needs to be ready~for
an innovation. »

In examining attempts to innovate in Illinois, House
discovered that an innovation succeeds only where "advocacy"”

groups arise to suppért it. "Advocates defend the integ-

rity of tﬁe special program, recruit members, infuse them

with values, and secure adequate resources”, Carpenter- \
AHuffman; Hall and Sumnier have alsb commégtéd on fhériméoft;”'
ance of the "close and committed attention” of some official
who has "professional respect of his colleagues and suf§¥;—
ient authority or will to overcome red tape and resistégce

in order to get things done” (in Kritek, 1976, p.97).

Mann (1978) also stresses the political process of

- coalition-building, alliance formation, and group work -
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where there are value conflicts, simple educational ﬁethods
will not be successful.

The Rand Report's cdncept of mutual adaptation and
the strategies of flexible planning, training keyed to

implementation problems, and local materials development

" are consistent with this political approach, I

The readiness of the schooi'(especiélly the climate

and leadership) and the process of developing support

T s

are im tan{_ because significant innovations involve
changes'an teacher behaviour. Successful implementation
is a process of role change and role change is very diffi-
cult (Kritek, 1976, Berman and McLaughlin, 1975, Sarason,
1971, Fullan, 1979). |

Innovations that have been vague as to the new roles

" *reqﬁre&ﬁm*h&dmﬁcﬁblmitﬁﬂwmvf"ii

a program have been twisted and” torqued into familiar’
- “conceptual frameworks or established patterns (Kritek,
1976, Goodlad and Xlien, 1970).
Fullan refers to effective in-service as a process

of resocialization and he calls for planners to link in-

L
1

service to organizational development efforts.
In brief, implementation of an innovatioq}nvolves changes

- in patterns of behaviour. For this to happen it is
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important to consider how school clipate, administrative.
_ suppoft, and pérticipant éomqitment can effect these changes.
Initial institufional readiness and on-going polikical
strategies to ensure support are needed. o ﬁ// ;i
- Y
Insert Figure 2:2 about here. " i
‘Summari N
This Ehaptéf has identified the importantfggzp§§§in
putting an innovation into practice: in-service edééati@ﬁkt‘ i
a central role fpr teachers, planning, and considératicﬁlA §
of the institutional %étting. The chapter also intended - ;&‘ %
to set standards by which to . judge the implementat 4 é
process of the Self-Directing Professional. Fo' that™ %é
purpose, the review is summarized in Figure 2:2 into statéf 7 :
mentsg about what makes an effective implementation process. ¢f/;§

This will make it easier to compare later what the liter-

ature says with the observed reality of the Seif-birectihg

rofessional.

¥
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aractferistics of an =ffective Implementation

4]

ih
G
6

. In-gervice education:

~ in-service reliates to problems in implementation
- in-service teaches both practical skills and concept-
ualization of innpvazion's purpose and process

2. Position of teachers: " .

-~ . .

rd

- program focusgeg on local district and classroom
concerns

- process invoives mutual planning of program staff
and teachers, and some teacher control and choice

aver goals and activities ,, _

- teachers collaborate
3. Planning:

- goals are clear, explicit, and realistic for avail-
able resources

- plans consider broad policy and long-term factors

- plans include daily assistance and persoral contact
L¥ vprogram siaf?f

- plans adapt to changes with the help of a concept-
ualizgation of organizational and individual change
and a mechanisw to feedback information

4, Institutional Setting:

.= Pprogram assesseg readiness {school climate, adminis-
trative support, and participant commitment)
- political strategies develop support for program
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TERATURE 3=

ASs in cat skinning, there are many ways to run an

effective workshop. Xirschenbaum (1977) describes how

he has often ﬁ-yuessed a co- leader dclng scmethlng wzth 2
s

£roup that made him- groan 1nwardly with a feeling that~4t

w#ould never work... but more often than not it turned

cut fine" (p.%3);. Pfeiffer and Jones (1973) refer to

o T deszghlng as "ons of ine mo$t compleX aciivitles 1in which
the group facilitator/human relations consultant is engaged”
(£.177). Davis (1973) calls "a good learning design

a2 work of art and high art at that" (p.109). "In short,

there is no one simple correct way.

#ith that cavezt in mind, it is still necessary to

—review what practitiorners and researchers agree to De
important considerziions in running a workshop. These
give conceptual icols For anzlysis and standards for judg-

ing the design of the Self-Tirecting Professional workshop.

Wnhere there zre gaps in the literature, there is the possi-

’ »ility of new insighis from the research of this thesis..

Unfortunately, there is much imprecision 2bout what 2

worksnop is. In order fo clarify this, the next few pages

e look 3% the historical developmenti of in-service workshops
since 1936, based on & study by Ronaghan (1979). The rest

of the chafter considers faciors in effective design and

facilitation wiin special expresis on those that encourags

&
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self-direction. A& summary statement of standards for assess-

design is included,

© _History of the Workshop in In-service Education

77,
e ,
it was during the Zight-Year Study (1933-41) of the

// Progressive Education Agsociation that the first workshop

) for teachers was organized, in 1936,under the direction . .
- ;

of Ralph Tyler at the University of Ohio. The worksh
was developed when staff in colleges werévhaving difficult ’

e providing consuitation to teachers of ‘tm; thirty-five = ——
gecondary schools involved in the stud&. The college
staffs feit that feachers had too little time to work on
problems during the course of regular teaching.

The 1936 workshop was six weeks long. Zeachers were

carefully selecfed by the local authorities of the Study

- afterthey hadsubmitted-a descriptionof a professional ——

~ problem for attention during the workshbp. Problems sub-
mi%ted in advance both aided the selection_mprgeess and -
~also made it possibie to initiate group discussions early
in the program. #Ail of those selected were teachers of
mathematics or science.
Ey 1938 there were four workshops with 500 teachers.
The venture was seer. 28 a breakthrough in in-service ed-

ucation - a meeting of school teachers with college faculty

for joint learning. Ir fact, in 1938 twenty-three colleze

-

faculty enrclled as participants. An important aspect

of the workshop was the group 1ife enjoyed by participants -




- lecturesy-and—on-going—evaluation-{Bigelow;y1945;Boykiny— =

sfudy as well as social activi%& together (Ronaghan, 1979).!
The workshop %pproach to in-service education had

become well-estabiéshed in the United States by the late

l9u0's!<’Numerous variations in length, focus, and design

had developed, but they maintained some common features:

arpfpblqmjsoiyihgffpcﬁs} a prgctiéal'baéé'infthé féééhéf}sgffw

experience, mutual planning by leaders and participants,

a lengthy orientation and exploratory period, a limit on

1955) .

In the last three decades, workshop learning has evolv-

ed further and become more popular still, With the explos-

j'ion of research in small group behaviour since World Wwar

T™wo, numerous ideas and strategies from the social sciences

and_human.relations practice have influenced the educator's

workshop (Benne et al., 1975). With such rich intellectual
capital investmeni from other diséiplines, the business
of workshops has profited, but changed. Practitioners
have retained the emphasis on practical application and
participative experiences, however, there has been a
strong tendency towards shorter, more tightly structured
workshops with more staff-directed and conf;ontational

strategies to-speed up learning (Bennis, 1973, Berquist

and Phillips, 1975).




i/ith these changes and with the term workshop

such common in-service currency, the definition of the [/

term has been devalued.

evolved from Tyler's early practice, there has developed

~a generic meaning of workshop to refer to almost anything

28

as

Side-by-side with the meaning

7_£hét %akgs élécé bﬁiéﬂ"ﬁfbidlfrdé§.i éigarmi. Betz, and

Jensen's survey of teachers' preferences in in-service

education (1977) listed under.the category of workshop

centred week long approach to a one-hour university

progran,

Davis, unique among practioners, embraces this
generic sense. "I am using the word workshop to encompass

all those learning activities that occur in group settings.

.. . _ A workshop, then, is any group meeting that has adult

learning as a primary purpose.
exists, it is some other kinds of meeting:
lynch mob, or perhaps a political convention" (1974, P.4,5).

However, he contrazdicts his loose {definition by proceeding

o~

If no learning purpose

a bridge party,

to advocete an experiential, pfoblem-solving approach

with adequate needs assessment, vlimate setting, and

practical application;: and ridiculing events which do not

hhave tgese.

In the following section, we use “workéhop"'iﬁ the

more limited but richly varied tradition of Tyler's




original approach. This includes two general categories
of workshops: (1) The problem-solving mizgl in which

'the problems of teachers are the focal point. From this
épproach, however, we exclude personal growth groups which
have content outside.of the usual domain of teacher in-
service and which have an emergent rather than a previously - -
plannedidesign.. (é) The éoﬁﬁetency model, orrthe tragﬁing

sessiony in which the workshop is organized around learning

certain‘cognitive or behavioural competencies (Davis, 1974).

Although the competency model has an external standard

of performance which may not relate directly to problem
situations, much as a class or seminar has,this kind of
'workshOp-is distinct from those forms. Inrthose more
didactic events content is staff-determined, communication

is one-way, and practical application is secondéry. The

competency'model includes orgénizational development and
laboratory education workshops which fdcus on interpersonal
skills, as well as workshops which are organized around
subject matter competencies.

Features of Workshop Design

'
The following features will be considered:

A Contextual Information

B Readiness

C Preparation of Participants
o D Pnysical Environment B

- E Goals

F Experiential Focus

G Transfer

H

Variety of Group Dynamics and Activities




Sequence

Timing

Supportive Climate
Risk Taking
Excitement

B RGMH

A Contextual Information -

If there is fo be any planning for a learning event
_there needs to be information for the planners_about partic- _ . . .
“ipants, staff, space, time, and materials.

Assessing the learning needs of the participants is

perhaps the beginning p01nt for all effectlve staff devel-

opment (Dav1s. 1973, Powers, 1976 Lawrence in Rubln, 1979,

Fullan and Pomfret, 1976, and others). This assessment
may take the form of %he problem analysis method where
needs are drawn from participants' descriptions of their
problems or the competency model method where needs are
drawn from a discrebancy’between a set of competencies and

performance level (Davis, 1974).

When the assessment includes teacher participation
as a planner and decision-maker there is a capacity not
only for gathering information but also for teachers to
take ownership of the program with subsequently more pos-
itive results (Dawson, 1978, Fullan, 1979, Lawrence in
Rubin, 1979). However, there are alsoc a nuﬁber of complex~

ities and problems in the assessment process as discussed

In the previous chapter. _
4444444444444444——é&yﬁadditien—teglearniﬂg—ﬁeedsT—P£eiffefgaﬂégJGHBS————444444444444“‘;'

(1973) list nine other kinds of information to~consider
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in designiné worxshops in laboratory education;
1. The contract =~ The communication of goals and
expectations needs to bé clear., This will be discussed

separately under Preparation of Participants.

2. Length and Tfﬁing - Activities need to be appro-
priate to the time available. )
3. Location and physical facilities - Ordinarily a

facilitator wants privacy, moveable furniture, and a N

place that is of the physical size appropriate to the.

group size. A retreat setting away from interruptions
makes it easier to develop "a cultural island” conducive
to a pleasant learning climate.

4, Familiarity of the participants - Information
on social acquaintanceships may be useful in planning

groups, assigning staff to particular groups, and select-

ing exercises for the beginning and end. Acquaintance-
ships may be used as a means of suﬁport for planning
follow-up. .

5. Training experience of participants - Learners
may have already experienced some kinds of activities in
thch learning depends upon the novelty of the experience
to the learners. Selection of activities and grouping

may be affected.

6. Number of participants - Pfeiffer and Jones rec-

ommend, in general, a staff to participants ratio of 1:

5 or 6 or a pair of co-facilitators for every ten to

_ twelve participants. S e

et greihieos 5oB e
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-7 Availabiiity of qualified staff - "If the staff
members are minima2lly qualified, it may be necessary to
use a great deal of insfrumentation and structure to make
up for their lack of supervised experience... When the
credentials of the staff are somewhat suspect, it may be
necessary to develop fairly strict controls on the amount

— of- affect that is generated in the laboratory experience
itself. Activities that might be anticipated to generate

a’ great déal of feeling data might be kept out of the

"';:;"“”;‘*TﬁéigniT?“Tﬁ?I?@TT" <

8. Access to training materials and other aids .-
Their availability, cost, and convenience are important
design considerztions. )

9. Opportunity for follow through - the design for

transfer of learning will depend on the opportunity for

“future meetings or WOrkXShops. :
Por all these kinds of information the amount of detzil

v!-J
%11l depend on the purpose and length of the workshop.

~
w

Readiness

Contextual information is necessary to help the facili-

~ tators, alone or together with participants, plan the work-
shop. However, even before planning, the facilitators

must decide if they-can meet the needs of the participants

.. or wnether the participants are ready for the program:. It is i

folly to begin if the resources, skills, commitment, or_
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values are not there (Schmuck et al., 1977). Even if the

facilitators decide to continue, they need to design for
individual differences in readiness (Lippitt‘and Fox in
Rubin, 1969).

C Preparation of Participants - -

The design is far more likely to be effective if-the =
participénts enter the workshop knowing what. to expect,
why they are there, and what they have agreed to experience

(Pfeiffer and Jones, 1973). Just as the workshop leader )

" heeds information on the participants, so too do they
need information on the presentor and the program.
The relevance and feasibility of the workshop are
best communicatea by preéenting a sample of the content
prior to fhe session. The best communicators are accepted

peers or "persons like me" so that natural defences of

- Ta

distrust can be dealt with (Lippitt and Fox in Rubin, 1969,
Powers, 1976). According to the research of Mann (1978),
the most powerful innovations had a demonstration done by
the trainers with the teachers® élasses, but with no
participation or responsibilit& on the part of the teacher.
This heiped establish the trainer's credibility andrthe
program's feasibility.

D Physical Environment

v

-1 The- ph*fsecea:"t —environment for workshop learning needs

to be comfortable and flexible, Da4;s4QuLg;y4cQmmenisglhatgggggrggggggﬁgf
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— "~ "adults are people who have relatively large bodies subject

to the stress of gravitational stimuli... Effective Jbrkshopé o
have effective chairs or a good many coffee breaks" (p.20,21).
Ronaghan (1979) adds that adults also havey;et habits such as fhé
consumption of chemical stimuli and these need to be accomodated.
In addifion, certain activities need certain physical
arréngements,—for~exam§ie,flectures'need'chairsffacing*the“ e
lecturer while sﬁail é}bup discﬁssions need éﬁairs iﬁ'clﬁgf;;§ - o

facing in.

Other writers have discussed the influence of seating

arrangements, size of room, colour, accbustics, and dis-
playrmaterials on the learnihg environment (Steele, 1973,
Sommer, 1964, Rosenfeld, 1977 on the physical setting and é
education in general and-Davis, 1973, and Lippitt et 21., o :
1978, on the workshop in particular).

= zoals .

For a training event or problem-so}ving session, the
goals neéd to be clearly stated and undérstood by partici-
pants. Xuch of the literature suggests that there is inevit-
ably some expectation gap between participants and staff
. (Pfeiffer and Jones, 1973; Davis, 1973, Glidewell in Benne

Agg,gi., 1975, among others). This gap needs to be closed
early on in the workshop by the leader stating the goals and
offering the opportunity for negotiation. In a workshop of

more than a day's length, the negotiation of goals should be :

4

~— on-going and, mores and more, goals should be determlﬁed by the

participants (Zibbs, 1960 and Hafrison, 1978}. ' <
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Goals should be based on ﬁgeds (Knowles, 1973, Davis;
1973, among others), they should be practical and attain-
able, not ovérinfléted-(ﬁouse, 1974, Kritek, 1976), and
they should be the:iizPose around which the sequence of

activities are organj ed‘(Kirschenbaum. 1977, Davis, 1975).

- All workshop practitioners strongly emphasize the
need for recognizing and building on the participant's

experiences, and for including experiential exercises

¥

F Experiential Focus : ' (28

S *"*f*f:ﬁ§:W6rk§ﬁ6p*zGtfviti%%&%ﬁﬁﬁwiééfiTQ?af:Pféffféfﬁén&:ivﬁésr**
1973, Gaw, 1979, Kirschenbauﬁ,'1977, and others). it is
an important assumption of adult education that adult
7'1earners possess a rich resource 6f experience. Effective.
instructional technigues tép that resource (Knowles,

1973, Arends et al., 1978).

P — rrf—imafpre;b}em-an&l—ysis—mede%,%effpafisie}paﬂﬂ&%rewn
problems are the centre éf the workshop. The design then
includes diagnosis, development of alternative solutions,
and practice with coaéhing (Lippitt and Fox in Rubin,

1969).‘ The content of the workshop is past experiences
and future application. o '

A training_sessionr(the competency model) generates
experiential content not just from on-the-job experiénee, but

also from structured exercises, role playing, instrument-

ation, case studies, group discussions, and so on. The

content in many of these is more the "here and now" ex-

periences at any one moment in the workshop as well as .

‘future application (Middleman and Goldberg in Pfeiffer and



Jones, 19%2)
Experiential learning in a training session includes

not only the experiénce itself but also a conceptualiza-
tion of the meaning of the eiperience.‘ To learn is to
make éense of the data generated (Kirschenbaum, 197?.
Pfeiffer and Jones, 1973, Schmuck et al., 19?7) Beverley
; Gaw (1979) .and Pfeiffer and Jones (1975) d describe a ¢ cycle.

of experiential learning which explains the process in

sequence. ‘The objectives of each—phase of the cycle are
:f¥::fff‘”‘:lfas;é%éﬂﬂﬂﬂgz%see:F%gﬁré43* ;:::::::j::*”*:fi;:ff:”W**

1, Experiencing: to generate individual data;

2, Sharing: to report what was experienced:;
3. ‘Interpreting: to make sense of the data for both.
individuals and the group:;

4. Generallzlng. to develop testable hypotheses ;

. and absiractions- ﬁem%h&é&%ar‘—
5. Applying: to understand or plan how these gen-

eralizations can apply to other situations.

Insert Figure 3:1 about here. .

The technique of facilitating learners to accomplish
theée—objectives is ecalled processing'or debriefing. Be-

cause the specific route to apnlication is determined by

~ the data the part1c1 ts generate, the facilitator must %
stimulate and complete the cycle (Gaw, 1979). Some examples |

from the questioning strategy suggested by Gaw are given below. =
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Experiencing

. - .,,A‘,,i o . . . e
ing :
pplying , ¥
- \ | ¥
Generalizing .Interpreting - % ;
- - : 3
- Figure 3:1 The Experiential Learning Cycle
Reprinted from F.E. Jomes and J.W. Plfeiffer, eds., The 1979 Annual
Handbook for Group Facilitators, San Diego, California; used with -, ;
permission, ;
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Sharing:s - What‘wentloh in ¢hét exercise?  How did you -
feel about;thaf? Who else had the same experience? |
Iﬁtérpreting: How dd you account for that? What'doés
‘that mean to‘ybu? | ) | o
AGéneralizing What might we . draw/pull from thatOW,,,umm,uww,”,,ﬁ,,;w
Does that remind you of'anythlng°V‘“' ‘ R o T
Applying: Haw could,you transfer that? -What‘éfe the

optlons¢ How could you make 1t better°

Experlentlal 1earn1ng is democratlc learnlng. It is

>

based on partlc;pants' self—determlnatlon. Schmuck et al.,
- (1977) insist that, in addition to respecting their opinions
" and expectations in negotiating the workshop, the consultant

(facilitator) needs tolcontinue that respect during the work-

Bl ol b e

shop'itself;' "Consultants shOuld‘th 1abe1>the‘client‘s

Vﬁkparticipant's)interpretation‘of what has been learﬁed'as
-~ _elther inaccurate or wrong. . Clients who perform an exeréise
for dne'pufpoéevbutrwho offer debriefingréomméntsrén othér 7 .
matters fOr;examplé, should'be shown how fhese'apparently
diSparate matters in fact relate. Denying cllents' inter-
pretations not only violates the con tant's commltment to

client self-determination but also makes: it unlikely that ' i N

important or lasting learnlng will result" (p.421, 422).

TG Transfer : — — S - - : B
pleted a two—year'éxaminétioh of résearch on‘the ability

of teachers to acquire teaching skills andrstrategles.

7
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Their findings were that teachers are wonderful learners,

but oniy if certain conditions are present. Effective

training (the combetency'model workshop) needs to include
theory, demonstration, practice; feedback} and coaching for
application. Although on-the-job coaching may be more suit-
ked to a different kind of learning strategy, the other iiw‘";;mi

’components of Joyce and Showers' list can be part of any

training program.

Af?jummﬁaézljgei:1i¢Schmueka§gggzLT:iLLQZ%%:suggestfsomefother:guideiinés
for designing for transfer of learning: '
1. plan for transfer and discuss it with particlpants,
A2. allow partlcipants “time to con51der back home
‘impiications of an exercise (as in the learning cycle des-

cribed earlier); S » ' o

,ijgiiingludeiseyeral,actiyitiesiwhichiinyolyeigroups

who work together on the job or activities which involve
conteht relevant to their jobs; S : : , X : {
L, make sure participahts learn coghitive, affective, |
and motoric aspects of what they are expected to trangier:
5. provide opportunitiesffor-debriefing after partici-
pants have had.a chance to try out new behaviours in real

s1tuations (as described in the prev1ous section on Ex-

,periential Focus)

Srmilar guidelines have been suggested by Lippitt
( in Benne et a;ilriggélq‘Berquist and Phillips (1975),




e
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«and,Lipﬁitt and Fox (in Rubin, 1969). The need for a blend

of concrete "how-to-do-it" training and conceptual clarity

(as in poinf four on the previous page) was a prominent -

finding of the Rand Report on implementation (Berman and
McLaughlin, 1975).

"In’a‘probleﬁ;solving”Wdrkéhép;"applicatiéh”ié more ob-

viously intrinsic to the design as the workshop content is

'participants' problems. ‘ . . ‘ -

H  .Variety of Group Dynamics and Activities

Kirschenbaum (1977) suggests that in any workshop more
than a couple of hourériong, it is iﬁportant to vary the
group process to keep interest and energy high. These
variations might include different groupings or different
kinds of exercises.

Othér literature relevant to this principle comes from

Neuro-Linguistic Programming (NLﬁj, a communication model

as yet ungrounded in extensive féseafch but increasingly
popular. Proponents of NLP claim that there are four differ-
rent modes by which we gather information about the world,
corfespOnding‘roughly to the four major sénses?— visual,-
auditory, ﬁinesthetic (both physical feeling andraffective‘
feeling), and olfactory/guétatory (Bandler and Grinder;

1976, 1979). In the workshop setting'visual,commﬁnication

ﬁight be a chart on the wallj auditory;ué lectures and

kKinesthetic, non-verbal exercises involving movement or
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manipulation éf materials. (The olfactory/gﬁstatory mode
is less common and hardér to represent in a learning activity.)

| According to the NLP médel, most people are not equally
‘a% héme in all of these modes. They have certain domininant
modes for communicating. In ordér.fo communicate effect-
ivéiy.,thelwofkéﬁop.faciiiféfofihéeaéJié deéiéﬁrféffaiffér;wﬂri | Cee e
ent-activities or'ﬁresentations that will reach the differf
ent visual, auditory, and kinesthetic learners.
f*f:f?ff¥his:aspeet:af:%he:%ﬁﬂ?ﬁﬁG&éfzmay:ﬁﬁiyiiﬁfifﬁmﬁﬂiféiégﬁﬁt::::*?:::::£:::
déveldpment of common theory, but not as common practice, :
in education that people learn in different ways and learn-
ing programs should plan for this. This-does not diminish
the importance of variety in communication modes.

The overall principle of variety in both group dyn-

—.amics and activities is also related to-the following —

principles of sequence and. timing.

I Seguence . - -

Each component of a wokkshop should flow from the

'previous sequence of activiti and towardsrthe attainment
‘of . the workshop goals. Even meals need to be_strategicaily
- considered with the interaction during meal time an impor-

tant factor for the events that follow (Pfeiffer and Jones,

1973).

- A number of practitioners write of the need for a

balanced sequence. Dickenson (1973) describes a balanée
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~when practicing new learning, what she calls distributed

practice - short periods of practice followed by short

rest intervals.

baum (1977) refer to a bhalance of cognltlve,.affectlve,

or motoric learning. The order with which you employ

these kinds of learning is a question of" sequence. The

next pr1n01ple also dlscpsses aspects of sequencing.,

J Tlmlng

When ls as 1mportant 1n a workshop asg what. When

Pfelffer and Jones (1973) and Klrschen—&

do you close an activity? When do you intervene to help

participants? After what length of time will partici-

pants feel comfortable? What amount of time is needed

to aehaeve the workshop goals° Unfortunately, as much as

timing 1sv1mportant, it is also complex and little under-

stood.,

Warren Bennis discussed these points in an inter-

Aot e 2 ot

view about his work in organizational development:

There is the reality of time in which people
have to work, and we have to negotiate a trad-
off between trust, group development, and
achievement of tasks... Practitioners and’
consultants should never minimize the enormity
of the time problem which at tlmes they caval—
ierly dismiss as "defernsive"

Second, we know very llttle about timing
in behavioural science. If you look at the
Handbook of Organizations, you will not be any
wigser about the crucial component of effective
administrative behaviour which Pope John

1ntu1t1vel¥ possessed: exquisite tlmlng (1973-:

_____P.3%4, 395
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Tiﬁe in a workshop désign has many differéht»éiéments.

First, there is the amount of time in relation to work-

éhop goals. A frequent trap of facilitétors is to become

committed to outcomes which cannot be'realistically accomp-

lished in the time available. 5

£

ot — Second, there is the fit of time and work. “~Most

consultants,,from‘their experience, discover that certain-

types of activities work well in the morning, others .

~work better in the afternoon or evening (Lippitt and
Schindler-Rainman in Benne et al., 1975). Two frequently
mentiohed singular times are the start of a workshop |

V‘When particiﬁants may bé hesitant or mistrustful, and

after meals or eérly in the morning when they may be

tired (Davis, 1974, Lippitt and Schindler-Rainman in ~~ BT

Benne et al.,1975).
~Third, there is the length of time for the workshop

components, most importantly the activities, but also

the breaks, presentations, and so on. Important éohcerns

here are the fatigue effects of staying with one activity

tob long and yet the necessityrto stay long enough fof )

adeéuate debriefing (as Roger Harrison has said in

conversation with the author, " the unefamined activity .

e is-mnot -worth doing"). : S

A fourth consideration is the timing of the facili-

tator's interventions to help participants or to move
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the worshop on. This is also referred to as pacing. Too

frequent. intervention can create dependency on the facilit-

ator and the expectation by participants that he or she

will make things happen (Pfeiffer and Jones, 1973). The

for interventions-—-(Middleman and Goldberg, 1972). The - -
encouragement by staff of norms that support participant

responsibility can also reduce the dependency. (Harrison,

1978, Pfeiffer and Jones, 1973).

*riskS“feTg:tryisomé“activity*tﬁat was personally threat-

_continually increasing the pace to a smashing climax.

A fifth aspect to timing is the learning cycle of the
participant. The learning cycle is Roger Harrison's term
for the natural process of advance and retreat in learning

(1978). In Harrison's work in self-directed learhing he

SO o P

allows time for individﬁals "to move-out and take pefsonal

— o

ening)" and to "move back to reflect and integrate these - - o
experiences” (p.162). Often people have to be guided or f
counselled to follow their own self-directed rhythm of
risk and retreat. : o .

| Harriéon focuses on the cycles of individuals. He

opposes his cyclical emphasis to that of many educators

who use experiential learning as a dramatic vehicle,

However, others have written on the‘pace of group learning

and emphasized in a similar manner, the need for a sequénce

which includes free time for synthesizing and assimilating
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learning (Berquist and Phillips; 1975, Pfeiffer’gnd
Jones,vl973, Davis, 1974, Lippitt and‘Schihdleréﬁainman
in Benne et al., 1975).: Others such as Young (1979)

and Arends §§ al., (1978) mention the importance of

~including leisure time in in-service experiences. = -

K Supportive Climate

~W6rkshop learning is a social activity. The learner

must feel comfortable with the workshop setting - the

leader, the othermbarticigants, and fggwphysiéai”;HQir-

onment - before trying out new behaviour or éoﬁsidering

new ideas. ff’thg learner is an§ious or fearful, he

or she is more likely to be defensive and unwilling
 to participate fully or consider'feedbaCk; -

In an article entitled "Defensiye”Commﬁnicationn

ety

711961), Jack Gibb outlined six categories of behaviour-
characteristic of a supportivelclimatex

1. 'Desériptidnf-rspeech or behaviour which does
hot evaluate, but which' seeks or gives information;

2. Problem orientation - the communicatioh of a

desire to collaborate in defining a mutual problem and in.

seeking a solution;

3. Spontaneity - behaviour which is not seen as

~~f4wéﬁteehniqﬁever—strategy;fbut—as—naturalwer—genu*ne;

4, Empathy;

'5. Equalify - a willingness to enter into partici-

pative planning with mutual trust and" respect;
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6. Provisionaiismj-ia7willingness to take undogmatic
provisional attitudes, to experiment Withrnew ideas or
attitudes.
Other writers have described a supportive climate
in similar terms. Trust, mutual caring, openness,wandl,,,
above all;'voluntarineSS'haVe?been referred to‘by Thelen
‘(Rubin, 1969), Lippitt and Fox (Rubin, 1969), Pfeiffer

and Jones (1973) and Bradford (Benne et al., 1975)

Zigarmi, Betz, and Jensen's findings (1976) of teachers
preference for activities over which they had some "choice’
and some "controi" would reinforce the importance of at
ieast some of the-aspects>of Gibb's description.

Although these characteristics relate strongly to

the communication style of the facilitator and to al- .

ofa workshop4t04set*a“supportive~learnxngfCllma*e

ready present group norms, a supportive climate is also
a consideration of design. We‘nave already looked at
the problem orientation, the'mix of faculty and teachers.
and sociai.aspect of‘the early University of Chio work-
shopsj Together with an adequate needs ;ssessment and
preparation of participants these design features can

proﬁote problem orientation and equality.

_Davis also suggests five steps at the beginning

1. Greeting participants - a warm handshake and

. gﬁvh\oduction;
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2. Getting evefyone‘comfortablev- an offer of coffee.'
annéuncement of coming breaks, restroom locations and so on;
3. Spelling out ground rules - a general descripte
ion of how parficipants and resources might relafé;
”;4.’ Warming up = an opening activity to break the ice,
éneréize‘ﬁéféieipéhtégrand sometimes create readiness fdr

the workshop; -

5. Discussing expectations - a general preview of ,

~discussion of objectives and the participants' reactions

what is to come followed by g discussion of its relevance./kqﬂ\

Davis then advocates following these stages with a

to them, as discussed under Goals.
Still another means by which a workshop can encourage

a supportive élimate is by having teachers as facilitat-

survey by Zigarmi;>Betzrrg

ors and by forming support teams of teachers. In the:

d. Jensen (19?6)jin786uth Dak-
Sta and Kormos and Enns (1979) in Onfario,;teachers pre-
ferred learhing experiences where the& communicated with
and learned fromrotﬁer teachers. Bartlett (Wideen, 198%)
found in a study that implementation of a progfam Qas |

most effective when teaéhers were trained and worked in

pairs.

1 Risk Taking | o |

“Closely related to a supportive climate is risk tak-

ing. Workshop learning~heans taking risks. To learn a

o e e KBRS
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hew,skill or to cqnsider a new solution to a proplém héy '
jar one's familiar ﬁerception of the world or oné's
familiar role in the &orld. ‘The participantvrisks
cohfusion. To learn may also mean exposing one's in-

competence to others. The participant risks embarrassment.

The supportive .climate where the participant trusts =~ .
-that other people will not téke'unfair'advantage of the 7

confusion or embarrassment is the most important pre-

ﬂeenditicnfoprisktakiﬁgTHowévePr&supperéiﬁéaélinmiegKA
alone is not enough to encourage what John Glidewell has
called the "shift to risk". In a review of -observations

and research in laboratory education (in Benne et al.,

1975), Glidewell has idehtifiéd six aspects which can

influence risk taking: ’ ;
- (1) the influence of some broad cultural value -~ =
on risk and caution, (2) the initial pluralist- : :
ic ignorance leading the participants erron-
eously to believe themgelves to be nearer the
valued end of the risk-caution continuum than. . . - _ -
others, (3) the introduction of information ' -
to show that many .participants are, compared
to others, less risky (or cautious) than
‘they first believed (a disconfirmature
phenomenon), (4) a change of individual ,
‘position by low-risk participants in order . -
to.maintain the self-perception of favour- :
ing the culturally valued alternative (an .
' accomodation phenomenon), (5) an enhance-
ment of the valued end of the continuum
due to the ready availability of well-earned
rhetoric to communicate these values, and
Ceemes s —— () g reduction of uncertainty about the prob-
' lem and confidence in one's new opinion (p.150).
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Glidewell proposes that the key explanatory concept

for these factors is what he calls disconfirmature. The
established perceptions or "mind-sets" of participants
are unsettled or disconfirmedrby hew information. Thé

Wgeqqhd, thifd and fourth factors above are a process .

IR T whereby"participants pefcéive~otheIS'taking risks great--
er than their own inclination and move to thatvﬁosition

of greater risk taking. This disconfirmature is thus

motivating:iif Teads one to intervene in one's environ-
ment to take risks, for example, to try a new activity
or to‘express a préviouély guardéd opinion.

Kurt Lewin (in Smith and Keith, 1971) suggested
‘how unfreezing (his term forrdisconfirmature) could‘be

encouraged in a workshop: Dby "an emotional stir-up" or

catharsis, isolation or creation of "cultural islands”
apart from the pa;ticipanfs? usual life, and group de-
éiSion.' According to a study of T-Groups by Miles;f
“the gains to participants were primarily predicted by
variables connected wifh actuai participation... ﬁh-
freeziné, active involvement, and reception'Of feedback"
(in Benne et al., 1975, p.153)f 7 |

In their analysis of effective teacher professional

e .. development, (in Rubin, 1969) Lippitt and Fox suggest

several ways to unfreeze and encourage the norms of

,ﬁéxperimentation and initiative: problem-solving sessions
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could begin with unfreezing activities;'base-liné data on -

RS VR W) E
. !

variables like inflﬁence, bpenness, perceived support, or.
goals could be:taken and assessed; and:helping‘teaéhers
.employed and - teaching teams‘formed to enéourage thesé,norméf

There is also the‘cdnsiderable’power of rhetoric. The
- Tanguage of the?dynamiC'spirit"of4édvéhture”pfoduces:more”’"”";’j"”'i**”j*
“active initiating behaviour than the static voice of . .
caution. Indeed, initially risky partiqipants may be in-

fluenced by their own rhetoric to increase the risk in-

volvéd in their*individﬁal action (Glidewell in Benne et al., .
1975). . | -
M - .Excitement o | ' L ‘ .

Although itﬂis an implied part of fisk-taking, and

other design features, excitement can also be an explicit

P e o i et £ b

and separate consideration. Heightened feelings can help

]
At e

a group or individuals achieve far moreithan a pedestrian_
~completion of tasks. Accprding”tovRunkgl et g;f'(l978).7”

"so far as we know, no baéketba}l coach‘has.everkexpected

to win a game by sending a memofandum of ipstruétioﬁs to

each player, endiﬁg with 'Go out there Monday night/andlr

do it' " (p.88). In a similar vein, Louis Rubin commented - v )
~ that "in-service ought, ahong other things.'t?-gbove all |

rekindle the teacher's sense of faith"(in Wideen, Hopkins,

“and Pye, 1979, p.147).
T~

g

y

|
|
\
\
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: Nﬁnetheléss,*excitement‘or "rekindlingvfaith"'iS'"" R f é
gséldOm mentioneéd in literature on in—Sericé gduCatigﬁ;‘ifri . o é
It ;grmentionéd’as an issue in the long‘fefh'éeéigh;ofj'Q  ‘ ;
change efforts (House, 1974 , Préssmaﬁjahﬁ‘Wildé;%ky iﬁf“' o
~ Kritek, 1976, Runkel gz'gi:, 1978), as a‘fheme'fof a  '{
”'wérkshop,*the:chariématiC"day;“which;iSﬂé~par#jof'sﬁch4**”4<~mw»f e
" an overall aesig;{“(ééhiﬁéékwg{}a_i_}'," 1977), and as the -
qualify ofxan organization,or1insti£§tion,generated By' S ?v
a,charismafic leader (Berlew, 1974,.R3ﬁke1 et g;.; 1978).'<‘ F
Yet it is not usually discussed as a design feéture of - ) %
WOrkshops in general. ‘ ' ' . %
‘Miles is an exception. Hiéjlééh‘arficle analyzes o ) %
'"temporary.sub-systemg”. shoff-term social structures which, - §~
in eddcation, would be claSsés, cqnferences; or workshops. :
The very temporafy néfufé;ofVSuch events serVeslfo‘iﬁtenf ' i
Sify finvolvemenf and mobilize enexgy. When partici- :
pants fecognize éuperordinate gpals, work—togethefrto 3
formulate these, and recognize that theyumustlbe ES?Ched - , é
during the life of the sub-system, there is a fé;iing of * f-%\
heightened significance and‘meaningitrMilés also lists - | o é
,dther features which éan‘mobilize'éhergy: fhe 6péoptun- S z'
ity for foie redefinition; that'is,kto refashion one's | %

identity, increased communication, and a more equal

power structure. .
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Pfeiffer and Jones (1973) touch on the subject when

they write of investment and involvement. To avoid'pass-
ivity; each person at a workshop must have something to

do all of the time during the formally planned?sessions.

Moreover, from the beginning each participant should be r

encouraged to accept'respohsibility‘forfhis“or“her'learn— SR
ing and every opportunity should be given him or her to

act on that responsibility through participation.

" B Rt e N L :
; . | .

Many of the ideas of Berlewa(l97h)'on charismatic
leadership canAbe abplied to workshop designs, as Runkel
gi)g;. (1978) have used them to apply to organizational
'deyelopment. Berlew extendé the ideas of responsibility
and participation when he writes of granting workers

control over their own work. A charismatic leader makes

~Aww~w~fPawnsmefﬂeutsidé~{%&%mﬁfr—4hi4ﬁile3msuggests;—heigh%ened.

organization members feel étronger and more in control
~ over their destinies, both individually and as a group.
"The feeling of éotency which accompanies 'shaping’' rather
than being shaped... is é source of excitement" (p.23). -
In a»workéhop>that involves mutual planning and work
on problems chosen by tﬁe_partigipants the participants

can shape their destiny in the same manner. 'To use our

.earlier metaphor, they can be the Origins rather thaﬁ the

feelings of power and excitement are possible when partic-

~ipants collaborate on superordinate goals. Berlew also

Tk

" T MR
%Eﬁ&:@,wwm}‘“"M“‘-’AE‘ ¥
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Suggests the creationrof successful experiences and re- |
wafds. elements that can'eﬁsily be translatedrinto de-
sign.l | . ‘ A o

LAnother potehtial for ekcitemenf‘is when the work- -

_ shop goals are linked with a greater purpose, a "common

vision"-related to values éhared‘by the ofganiiation's~

members. Hyde (in Runkel et al., 1978) in his study of

principals and problem-solving found vision to be a power-

ul way to move people to deal with problems.

IQ addition to a common vision and a sense of control
> . by_participantsVover'their learning and work, there also
needs to be value-related opportunities for acfion. Ber-
lew4suggests several kinds of potent opportunities: to

be tested, to establish a uniqug—sqcial'experiment—which

T by i e S Tl e e e

combines work, family, and play in some new way, to do
something really well (éraftsmanship). to do something
- ;eélly worthwhile, or to be an effective force for change.
The opportunity to do something really well and some-
thing worthwhile would be the mostrp;werful sources o}

reward for teachers according to Lortie's findings. In

his 1975 study, School Teacher, he found teachers took

"craft pride” in successful instructional impact and re-

T lations with students. Lortie especially noted pride in

/F'\\the spectacular cage of improvement’by‘a student, evidence
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, Sk
of student intefest, special projects, and recognition '
by others. It would follow that staff development programs
can excite teachers when they include activifies which

can increase these sources of pride, as well as activities

thét are linked to a common-vision and that invOIVe coll-

- aborative work on-issues of their choice.

Summarx

To this p01nt the rev1ew has sketched a plcture of

1nto the Self- Dlrectlng Prof9331onal. It has revealed

" two areas, tlmlng and excitement, that are not often ex-

plored and whlch offer an opportunlty for new 1n31ghts
from the research.

- However, like the last chapter, the intention is also

LR T e mre b et 2

t04set”standardswforwthé”éventuaI“CUmpariécﬁ*With“thé
research findings. For that purpose, Figure 3:2
summarizes the key features of an effective workshop

-

design. ' o .

S

Insert Figure 3:2 about here




2. Readiness: . Wwirjﬁﬁff e e

Figure 3:2 CharacteristiCS-of,aniEffeetive'Workshqp_Design

1. ‘Contextual Informations:

- the/&a0111tator gathers planning 1nformat10n on the
location, materials, time, and participants. The inform-

" ation on participants includes their learning needs,

the number of participants, their familiarity with each-
other, and experience with workshop content.

-~  the facilitator aeeeesee readiness
3. Preparation:

o part1c1pants know what to expect and why they are there

NMMM""‘&MTW&#'JHLQE Lo o

L. Physical Env1ronment.

- the setting is comfortable and flexible

5. Goals:

- goals are stated and negotiated with participants
- goals are based on needs, realistic for time available,
and the purpose around which the agendd is organized

?

6. Experiential Focus

- the workshop recognizes the experiences of participants
- . exercises are concluded with debriefing in which
partlclpants share experiences and reflect on wider
meaning and back-home application-- —

7 Transfer

- the tralnlng workshop includes theory, demonstratlon,'

practlce, and feedback

- in all workshops transfer is discussed with partlcl—
pants, content is relevant, and grouping includes partici-
¥ants who work together

8. Variety: L

- group dynamics are varied

- sensory modes (visual, auditory, and kKinesthetic)
are varied
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Figure 3:2 Charécteristics of an Effective Workshep Design "
(continued) '
9. Sequence:
- Activities are logically connected and move towards
workshop goals
"elO. Tlmlng ”"”'e"”f "f' Wf'* "’””"”’j'””i””*"”"'” o ’”'*”f””A
- time is sufflclent to attain goals i
- activities are appropriate for time of day
.- - exercises are long enough to be debriefed, but short
enough so attention doesn't flag o
- the facilitator avoids excessive intervention
" - the workshop has a rhythm of risk and retreat, con-
centrated activity and reflection . &
11. Supportive Climate: ?
- an atmosphere of trust, openness, and respect for the E
partlclpants autonomy is developed :
12. Risk Taking: - , ~— E
. = . encouraged by group decisions, data feedback, r etorie, : ) ;
‘or "unfreezing" activities, participants risk tria}l of o ;

T new behaviour or consideration of mnew ideas i g
13. Excitement:
- Excitement is generated by collaboration on meaning-

ful goals and:plans, a common vision of what is possible, g
.and opportunities ‘for action

i

rit
]
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Facilitation

The character of the presentor'inevitably shapesithe:
character of the workshop. ' The power of the presentor is
strikingly illustrated inuthe study'by Fox at the University
of Georgia Medlcal,School (albeit a study not _of workshop . &W;;,:jfjiinﬂﬁ
“facilitatérs but of’unlver51ty,1ecturers). Fox.found three' ‘
actors loaded With cherisma,v Posing as doctors, they de-
livered a series of three lectures which were tdtally devoid

of substantive content, yet were done w1th tremendous

a

'v1va01ty andvgrace. He then found three legltlmate phys-
icians who were extremely informative, but 11fe1ess. When .
the medical students were asked whichtgrbup'teuéht them
the most, the actors blayingtdqctors er_the real doctors,

‘the students;thoughtwthat thefaﬁtSES}ewho in fact taught o s

= them nothing, had taught them far more than the real phys-
‘icians (from Lou Rubin in Wideen Hopkins, and Pye, 1979,

p.74)., o ' S - - o | 'er

AThe literature on. teacher in-service and implementa— ' g

tion, such as the Flanders Rebort (1980) in British Col- k
umbia or the Rand Report (Berman and'McLenghlin,l1975)'7

in the‘United States, also emphasizes the crucial import-

ance of effective workshop presentors. ‘However, what '

fﬂewemmWﬁ~femakes—anfeffectrve—fac:ixtatortlstnot*often”discubbeu in— g
Agggggggggggthggllter4ture4Qn4teaQherv1n_sery1Qe4and4fQr4a4rey1ewggggggggggggggggggggnf

one must also turn to writing on adult educatlon. communi-

DT B e

L4
i
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‘cation, énd 1aboratory education. 7
| That literature suggests three general requirements;
to be an effective workshop 1eadef.- First.vfhe<1eader
must have in mind a clear outcome which he or she wishes
to achieve, for example, thé’explanation‘of_a feaching
skiil. Second, the facilitator should Have a repertoire mh.
. ;of~wayS~of;achievingvthese outcomes, perﬁapsva dymnamic-
preséntatiqnvbf the skill. Third, the facilitator should

be able to monitor the achievement of the outcomes, for

‘ _.,jmwﬂ.,\c-m* ‘ i | esidng

of the learners or by activitiés and instrumentation with
which the learners can demonstrate learning (Bandler and
Grinder, 1§76, Pfeiffer and Joneé, 1977, Kirschenbaum.
1977, AGo'leman, 1979, Maron, 1979). |

'Tbe specific nature of the outcomes will depend on. -

;ﬂifﬂM*W<7fwifhe”wdrkshoprﬂwfThere‘are”Squ‘erad”gdaIST*such*aé*in: ’’’’’
| creased self-reliance; accépténce of respbnsibility,
problem-solving, and collaboration;‘that are inherent
in workéhop'learning.f Thé purpose of this seéfion is
to outline the means by which the facilitatof can achieve
those goals: the personal dimensions, that is, the quali-

ties of personality and interpersonal skills; the vary-

ing roles that are required such as advocate for a posi-

,Tm,ﬁﬂw,hﬁ,;;iionmQrfcollaboratprfinﬁproblemésolyingiﬁandgfaciliiator

styles, the patterns of‘behaviour~required to play

particular roles.

Unlike the earlier treatmeﬁt'of implementation and
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' féssional will not be evaluated in later ¢hapters, therefore,

workshop design, facilitation of the Self-Directing Pro-

this review is not summarized into standards of behaviour.

Dimensions of Facilitation

FE I e :

Pfeiffer and Jones (1974) outline four personal

qualities and six SklllS of the effective facilitator.

~The- first 31gn1ficant quality Is the ability to~ feel Ty

empathx for the other person. A second dimenSion is

' acceptance - allowing another person to be different

or behave differently. Congruence and fiegibility L ' -

are the other aspects. Congruence means communicating
tolanother person what you genuineiy mean and feel at the
moment. The message of nonverbal behaviour is consistent
uith the verbal messdge. A flexible person‘is able to
use an approach with a- learner that is consistent with

the learner S pace.

The skills which Pfeiffer and Jones identify are
liStening, expressingioneself,7observing, responding,r )
intervening, and de81gn1ng.

~In addition to. these - skills, Gordon Lippitt (in

_Benne ﬁj al., 1975) suggests that the effective communicat-~

or should know a variety of possible learning activities or
have the ability to create them on the spot. She or he

needs'to be competent in knowledge ofuthe workshop content N

in order to give cognltlve explanations,and competent in

__of workshops, it is important to know what - -the physical- -

the skills of the<content in order to model performance.

Since the research of this thesis involves observation
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elements are that make up these personal qualities and skllls.

{
In short, what do you look for in-a workshop° In Guidelines

' for Critiguing Tralnlng Presentatlons (1n Pfeiffer and -

32

‘Jones, 1978)@ Kelley lists five considerations:
l. Voice - volume, rhythm, articulation‘and fone;
2. PhySicalﬁpreseniation,:”9ye)99nta9t,;ieciel”;'””,
_’expre531on, “dress, “arid physical StanCé:
'3, Verbal behaviour - complex1ty, concreteness,

length, variety, evaluative comments, and famlllarlty to

7 partlclpants of wording;

4; Interventions - blend of seriousness and humour,
handllng of questlons, communlcatlon technlques,'deallng
with confllct tlmlng, klnds of intervention;

5. Co-fa0111tatlon - introduction of staff, co-

operation of staff, knowledge, preparation, and so on.

" These considerations were tersely expressed in a

, lecﬁﬁre b& Roger Harrison when he talked of the elements
of influence StyleS: the words, fhelmueic'éhdwthe dance.
The words are what is said, the music is the quality of
the voice, and the dance is the physical presenfation;

Facilitation Roles -

A survey by Bermne et al. (1975) of major practit-

ioners in laboratory education yielded five main facili-

-

~~ — ‘tation roles-based on the function of an intervention -

(they used intervention to mean any helping relationship).

The following five roles were'mentioned.approvingly by




some or all of tﬁeir>respondents='

) Role model - authentic expressive behaviour, . §
giving and receiving feedback, confessing limi- ;
tations and needs for help; 2) Procedural,
technical resource - suggesting approprlate
activities and methods...; 3) Methodological
helper - collectlng and sharing behavioural
data, training in methods of data collection...; ; .

' 4) Confronter, disconfirmer, agent of dissonance, . .. . . ‘.

mSocratlc questioner; amd 5) Supporter (p.265)..

Pfeiffer and Jones (1977) suggest similar rqles for

a comsultant except they place them on a continuum’of&

o : directive to ﬂﬂﬁdiPee$i¥&:&S;lE~Figﬂ£8”3?3ﬁ—;%hg:rofe‘4raﬁg§:::::::::%:
from the hlghly directive advocate of a content or method |
to the non-directive reflector who seeks to stimulate
the client to make decisions by askiﬁg\feflective»quest—
ions. The variable of control underlying the continuum

is much discussed in the literature on facilitation and

the review will return to it when discussing style.

Insert Figure 3:3 about here- S e S

Any one or all‘of these roles may be appropriate
during the course of a Workshop. Each intervention is
situatior®related and time-related. Advocécy_at,one
phase and with one group may be "good", -while at another

time, with another group, a collaborator in problem- -

’“*”””"”“iﬂ”“sviving“wouid‘be*"bettér”“fBénné’ggjgggjmig75).

¥
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Facilitation Style

Facilitation style refers to the patterns of be-
haviour involved in conducting a workshop. Style is the

-manner in which a facilitator uses his or her personal

o ﬁdf”dﬁalitiesmand'skills iﬁmofdér'io’fdifﬁllwafpaffioﬁiar;f"”W -

"role. Thus style, dimensions and role are connected. For

example, a forceful, hard style emphasizing - skills in

... - _expressing, responding, or intervening is associated

- with the role of aoncacy or oonfronfation} a;softer
style emphasizing‘empathy and acceptanoe is associated
-with more non-directive roles such as supporter or :
process specialist, '

~Control is again the main variable in models of

facilitation style proposed by Davis (1975}/and Jonesr
(1978). Davis uses tho familiar categoo'es ofi"authori-
tarian,styie - as in bosses, drill serge ts,,and certain
teachers, democratio style - as in majority rule, partici-
patioh, and apple pie, and laissez-~faire style - as in
'let it all hang ouf,' 'do your own thing,*' or 'let
things take their course' " (p.15).

John &ones'gives a more complex though less enter-

taining model, illustrated in Figure 3:14, that includes

particular sfrategies associated with different levels

of control.

ol

,,,,,,,, —Insert Figure 3+4-about here
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RogérrHarrisénr(l9?7. 1978) has devéloped'a‘condeptual;'7
ization . of influence 1étyles'intendéd for broader use ~ ~ f — "g
" than just'in a Qafkshop setting. It has a mofa compiei” e ‘a'>§,
categorization of behaviours than fhe other modeig and . o g'
_ ,';,fl,z?,t?édusss the variable of emotion in addition to control. i
-~ There are four basic inrluence“stylesr“Réwafd;ana“T”‘?“““"“Wwf*“9%“
. Punishment, Participation and Trust, Common Vision, and T B g
Assertive Persuasion. - Each style is made up of several‘i ;
specific influence behaviours.' | | i
Reward and Pu;iggmént,(R and P) is the use of pfess— %
Aures:and ipcentives tp control others’ behaviour. Re- - Yj
ﬂ: wards may‘be Offaredrforrcoapliahce; and pﬁnishment orar %
i deprivation may be threatened for non-Cpﬁpliance. Direct E
concrete power may be usedrrdr;more,indirect and social - B %;
pressures of atatus; prestige and authority may be,eiQ o i

-

erted.

sl el R e

R and P means letting others know clearly what they

must do to get what they want and avoid negative consequen- é

;o ces, - : ‘ - | g

Both Reward and Punishment and Agsertive Pgrsuasion ?

involve judging others. However, Assertive Persuasioh .

judgés on the basic of logic, efféctiveness; or truth. : ' é

T "**"*ﬁéfand *Pﬂﬂmeﬂ%ﬂfm Je&st&efﬁsﬁmerai—ostCiai—s%alqd- — |

ard, a regulation, or an arbitrary performance standard.

The person sets himself or herself up as a judge.

H

¥ setis

P
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Therevare.thpee aspects’to this influence style:
1. Eﬁaluation'- praising and criticizing,rapbrov-
ing and disapproving;
2, Prescribing Goals and Expectationa - letting
o others know. exactly what 1surEqu1red,of them;. -
| ‘ "3, Incentives and Pressures - offering rewardsAfefm
: conpliance,and threats of punishment or deprivation for

non-compliance,

Unlike Assertive Persuasion and Reward and Punish-
“~ i
ment whlch push people to behave in certain ways or to

. accept certaln ideas, tlclpation and T rust pulls others
' towards de51rable behaviours or ideas by 1nvolv1ng them.
Involvement means increased commitment to a task, and

‘follow-up and superv151on become less important. o A j"

There are three aspects to Partlclpatlon and Trust: , | 5

1. Personal Dlsclosure -~ openly admltting limiti-
tatlons of knowledge and resourcesa by example. settlng
a climate of acceptanee and tr sﬁ;

2, Recogni;;ng and Involving Others - drawing out
and actively listening»torthe ideas of otners; and’ build-

ing on-and extending their contributionsa' ' K :

3; Testing and Expre531ng Understandlng - rephras-

iﬁf*i’f Tingw Hafdfﬁfﬁave said to test accuracy and to show

f
SIOROR 18 8 e R
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a common vision for a group‘and to build the group mem-
bers’ comhitment to. work f&? the realization of the vision.
The‘appeai ie to emotions and values and to see the - i

. ﬁoséibil{tieé for acting on those emotions and values.

,Common Vision has two aspectsx

1. Articulating Ex01t1ng Possibilities = 1mag1n1ng

and communlcatlng enthu31asm about potentlal challenges.

us1ng 1mages and metaphors to klndle ex01tement;

= Aihnaﬂxﬂzuagha;Shared:ldeniiiy -~—appealing 1t Awgei:::::?::::::#;:
common values and hopes, helping others feel the strength ‘

of worklng together.

Assertive Persuasion (AP) is the style of influenc-
ing others;through the use of lbgic, facts, opinions

and 1deas.' It is a "push” style (llke R and P) because

onegpushesggthersfto accept one' s views by the log;c
of argument.
AP has two aspects: - ”:, L ,,ﬁl . B ;
l."Proposing - putting forward ideas, proposals, CN)ﬁ/’mﬁ%‘ :
or spggestions; . ' ' 7
2.aneasonihg—For and Against -- marshalling evidence o é
on one's behalf and against an opponent's. 77 ;
' These influence styles are represented visually in

. Figure 3:5. 1In addition to the veriable~of control,

in therdiagram represented as controlling’vs; openness

and receptivity, there is the emotional tone of the
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Figure 3: 5 Influence Styles

‘Reprinted from Positive Power and- Influence Program, )
S§ituation Management Systems, Inc., Boston, Massachusetts,
1976, 1977, 1978; used with perm1551on.
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influence behaviour, strong emotions vs. intellect and

logic.

Insert Figure 3:5 about here

Each style is associated with partlcular personal

qualltles and skllls. as we dlscussed earller. Harrlsonhirrfifn— SEER

(1977, 1978) refers to the features of each style as

"cultures." o ' E o _ . - j‘\

Theocu%&z‘ej&fﬁ?ﬁéff&*anﬁ?u’nrsnnféﬁﬁrrcombmﬁrei"*
tough, confronting, evaluative, and high pressure.

Participation and Trust is open. empathic, trustlng,
warm, understandlng and disclosing. |

Common Vision is excited, cohesive. idealistic,

B S R

colourful, energetic, and emotional.

—A sseri:ive;PerAsu&siemi&awkt—ure}ef%ogim:;d
rationality, of people who are articulate and sensible.
-As with roles, the appropriate style ‘depends on the
51tuat10n (the nature of the group, workshop content.
time of day, and so on). A detalled disecussion of what
-constitutes appropriate and effective use of style
is beyond the scope of this review. 'However,~because the
influence styles will be an obeervation focus, a general

discussion is necessary. Although Harrison does not write

of the workshop in partlcular, his wrltlng on group be- é

haviour (1978) can be extended to workshop situations.

e
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The Reward and Punishment style is useful for a
facilitator to establish clarity of goals and expectations
and to play the role of confronter. However, it is not’

Vruseful'to influence the complex behaviour that is often .

the content of training for new teachlng approaches. It - ~;

can. also be dysfunctional when 1t 1ncreases competitive-
ness or pressure.

Participation and Trust is most useful to ensure

= —— ccmmitﬁent:ttc‘a seintibn?cr*d program)—in situations,
like g workshop, where it cannot be compelled. This style‘

recognizes and uses the considerable experience teachers ;
bring to a workshop. Pooling resources can produce high
quality'solutions to nroblems. The recognition of others :

builds a supportive climate necessary,for learning. How- -

—%f%f%f——f—ever————P&rticipaHefrJand%st——is—net—useilulﬂat ~times when—— —

the presentor is the only one quallfled to present mater—u

Bl ;r.m».mm#;u ot il 3

:‘\j1a15*orm1nformation; e
\ When the facilitator's values and interests are con; /
sistent'with the participants, Common Vision can arouse - - ;
excitement and encourage risk-taking. It is especially
effectite=when others are unsure what they want or how-to

T ' solve a problem and when what is done *is less important .

than getting energy applied. It is inappropriate if the
\ N R ]

facilitator'is mistrusted‘or hes.low status.

"Agsertive Persuasion is important for a workshop

leader‘in the role of procedural or technical resource.
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Participants need first to trust the facilitafor and have

compatible interests. Assertive Persuasion is most effective

if the presentor has high prestige)éhd,competence.'

Summarx

The review of llterature on workshop fac1lltat10n

L has attempted to outllne the characterlstlcs of effectlve

wq;kshop presentation. These include certaln personal

qualities of the presenﬁor, sﬁch.ag empathy, congruence,

riexibfiitnyand*acceptanéeT“and‘Interpérsonax‘skiiié.'
suéh as listening, expressing, observing,_responding,
intervéning and desighihg.

A workshéb‘requires the facilitatof to play a number
of different rqle$;7for éxémple,»the techniCal resource,>

the confronter, or the supporter.

— ;ngerder—%e~play~%hese—relesfeffee%iveiy/%heffaciiii

tator employs different styles or patterns of behaviour.

Those styles vary as to the emotional tone and the amount -

of leader céntrol. The review describes four styleé:
Participationrand'Trust,,the style dfropenness andirecept-
ivity; Asseftive Persuasion, logical and rétional behaviour;
Réward.an& Punishment, ¢0ntrolling behaviour; and Common

Vision, an inspirational style of strong emotions. The

agproprlateness of a partlcular stvle is verv much related

to the s1tuat10n ~ the partlclpants, the purpose, and

the timing.




Tﬁe charaeter of facilitation determines much of the
character of the workshop, and the influence styles des-
cribed in this section will be a focus of observation. R
: However, because faciiitation will not be jﬁdged as the - é,

rrdesigh—will~befwthisuehépterudoes7not,trywiowset}siandards”Nem,ee}ew,eg;

of effectiveness.

el v e e o




' CHAPTER FOUR
METHODOLOGY

This chapter outlines the models used for evaluation

of the Self-Directing Egofessionai, explains briefly

- the sense in which the study is both. evaluation and re-

7Hsearch, and descrlbes the research procedures.,ﬂeﬂn,mw,hmnuh,w_k

Evaluation

In 1967, Robert Stake explalned a model of evaluatlon

ﬁakied:the:ﬂGﬂﬂntenanee;Medei“ttfn:Werthen:and:Sanders

1973). He divided evaluation into data matrices describ-

ing various bodies of information, as shown in Figure 4:1l.

Insert Figure 4:1 about here

In Stake's model'a'distinction is made between

antecedent transaction, and outcome. An antecedent is

any condltlon ex1st1ng prlor to the event under study.

ThlS inquiry looks prlmarlly at the school cllmate, the

facilitators, and the physical location. These. are describ-

ed in the chapter Life Before Workshops (pp. 94-109).
Traneactions are the processes that take place during
the event, for example, organizing activities, communica-

. - < )
tion between the presentor and participants, and discussion

among participating teachers. The,transections,invplved,

Life Before Workshops; the transactions of the day itself

are described in the chapter Workshop Life (pp. 110-141),

o



P
Intents Observations  Standards  Judgements B

Rationale

Transactions - o i

Qutcomes
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Figure 4:1 The Countenance Model of Evaluation

S ki

Reprinted from Teachers' College Record, 1967, 68; used with
permission. ’
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The boundary of transactions and outcomes is not
always clear, For example; teacher team meetings after the
WOrkshcp are both outcomes of the workshop and transactions
of thé‘implementaticn_pr¢gram. Outcomes thcugh_are rel-
atively more static.' They‘are the conseqﬁenceslcf the

'"”pfograﬁiwthe impéb£'6h“£éééﬁgi§;f:Edilfhé"Séi@;Qifééfiﬁéwi"

NN e

Professional these will be completion of contracts, team

meetings, frequency and kind of conversation about the

;:jk”MW,h_ﬂﬁ_hprogram;afieILJﬂg;;gg;kghQQQ:@Lngguuuyms:in:SGheal;e1iMatp.

They are described in Life After Workshops (pp. 136-141).

These categories of information are part of four stages

of evaluation activities: “Intents, Observaticns,'Standards

of Judgement, and Judgement.

An evaluation usually, though not always, considers

first what is intended. In this case, the Intents are

i i

windaplay;

explained in the Présentor's Guide and booklets of the

Self-Directing Professional. These are available to the
evaluation's audiences and are only briefly mentioned in |
the thesis. 1Intended variations Specific.to schools and
facilitators, as reported in interviews with facilitators,
“are included. -
Obserﬁaticns of the event'andlfclléw-up are the

most involved activity of this study. The Intents and

<1} o iy e b i b it 1

ke y Sl T b ek e B s b

Observations are examined later for congruence, the extent

to which what was actually intended happened. More

L

-
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important, they are examined for coﬁfingencies; logical'”

and empirical connections among the antecedents,vtrans—'
actions, and outcomes. Accdrdingfto Stake.,contingehciés
are particularly important for a formative evaluation.

They are also a distinguishing feature of research. The

‘observation process and the analysis for contingencies are ~ "

discussed'in,thé section on field study methodology.

The third and fourth stages -are establishment of

~_ Standards of Judgement and Judgement. The literature

reviews on implementation and workshop design have already
"set those standards; in chapter eight, Evaluation, they
are compared with the observed reality of the Self-Direct-
,ing_EznfgséiQnal,

A separate component from these stages and categories

of information is.the Statement of Rationale. According

_to Stake, the rationale helps the evaluator study the

, logical connections among intended antecedents, transact-

ions, and outcomes. The rationale for the Self-Directing

Proféssional comes mainly from the booklets, and is qlso

implied in the Presentor's Guide and site agreement
(the contract between the facilitator and séhool contact

,peréon). It is not discussed in a separate chapter, but

is woven into the description and analysis.




rEialcation and'Research?fir
ﬁecacse some authors tahe'pains tofdistinguiShfcare;
 fully the realms of research and’evaluaticn (Worthen and |
‘San&ers;rl973,depham; 1975), it is_apprepriate to explain
briefly why this thesis can be c'ons‘ider'ed aé both. |

(in Hamilton gt al., 1976), Scriven (19?6). and even

Poﬁham (1975) have commerrted on the considerable overlap

 ;;t7; Promlnent”evaiuators such as Cronbach (1980) chse+t;h

:::::tff:-fe;between;the:twe:fie%és:wheﬁfbneiiooks—at*fcrmatrve ~evalua- |

tion,applied research,and policy research. This thesis is
,an'evaluation because it judges the worth of a program

in order to aid decision-maﬁiqg. itiis also research |
because it seeks ;n‘chapterfnine, Themes. a more general

‘explanation about the SelféDirecting Professional, (sDP),

and 1nnova+1nh= andgwcrkshopS—anmgen ral.

The nextfsection_on the field study methodology is

appropriate- for both purposes;f From'the evaluatidnrperss o T

pective, 1t descrlbes the procedures for: determlnlng the
observed reallty of the SDP which is then evaluated by
comparlson with the standards descrlbed earller. From the
research perspectlve, it explalns a system for progressive

analys1§ of abstract prlncrples whlch explaln how ‘'work-

shops work. - ~ B

Fleld Studz

The model for the collectlon of data and analys1s is

The Develobmental Research Seggence of James Svradley

5
k2
e
5

=
?_;;
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(1979, 1980), His system of anthropological inquiry is

well suited to the hlghly complex transactions of a work—

" shop. *It operates on two levels. It seeks to. descrlbe the

. B

concrete and commonplace of a culture, and" 1t trles to draw out

‘the cultural patterns that peoplé use to organlze the1r

”"behaViour, make and use obJects. arrange thelr space. and

.make sense’ of their experiences.
Culture is understood as theevauired knowledge people

use to interpret experience and generate behaviour. 'The -~

interpretation and behaviour may involve the culturalrex-’ -

" perience of riding a bus or attending-a workshop. = The

knowledge may. be explicit somethlng we  can eommunlcate
with relative ease, such as° the time and date of the work-
shop. It may alsoc be tacit, outside our awareness, such

as the seatlng arrangements partlclpants unconsc1ously

- .i;;u,c-;

choose when entering the workshop location.

Spradley's main techniques for studying a culture are -

participant thervation and the ethnographic interview., I
have supplemented these with observation instruments,
questionnaires, and focused interviews. The discussion

of the Developmental Research Sequence ° W1ll look closely

at proCess'observation. The other measurement techniques,

‘and how they mesh with process observation will be explaln-

il b

ENEE

—

ed afterwards. - o T,

Pfrae
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1Spradley's model has twelve sequential steps:

. 1° Locating a social situation ‘ o ST 3
-2 Doing participant observation -~ - - - Co T )
3- Making an ethnographlclrecord
L . Making descriptive observations
5 Making a domain analysis C :
.6 Making focused observatieéns - . . C
7 Making a taxonomic analysis =~ = L
8., Making selected observations.
9 . 'Making ‘a componeritial andlysis
10 Discovering cultural themes
11: Taking a cultural iaventory ¢
12 ertlng an ethnography

Spradlexldescrlbegetheenroceee:es:c¥cllgal:;£eause

.data collectlon and analy51s work together and research
questlons are developed 1nl;rocess. At flrst observatlon :
is w1de-rang1ng and then it slowly funnels to look at
selected toplcs. It then w1dens agaln to give an over-

view of the culture under study. These steps w1ll'now,be ’

dlscussed 1n sequence. : ' L ‘ N 3
1. Docatlng a 5001gl Settigg ' - : - ' E j
 The 1n1t1al selection of the Self-Directlng,Profes31on- W;;_”;,)j,

al (SDP) as- the subJect of evaluatlon limited the varlables
in ch0031ng a settlng. Restrlctlons on my tlme and.money L

'.andrmy location in the Lower Malnland,further restrlcted

~

the choice.
Five settings were selected: three elementary, one

secondary school, and a workshop for B.C.Teacher's Fed-

eration professional development chairpersons in the Fraser

Yalleyfafea: The secbndaryrechool.cancelled the workshop =~ - -~

 and I .was sick on the day of the Fraser Valley event,

h S e
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leaving only three schools.
The richness of data, however, was enhanced by my
being trained as a workshop leader and by giving the work-

shop some months previously; That particular presentation

and a colleague's observation of me were also an opportuni-

oo ’ty to- field teSt 'ins’trurrnents and the'r"inJ;ervi'eW"schedul'e",*f"* o TR

s VQ ’ I visited all three schools prior to the "pro ‘'d'"
day, interviewed the on-site organizers and the schools’

principals, and distributed a questionnaire. (I conscious-

1y restricted this pre-workshop contact in order not to
‘influence subsequent events.) I took part in the work-
shops and followed up with visits, interviews, and~another7_
questionnaire. | '

2. Doing‘Participant Observation

' - ggifartici?ahtﬁobservatioﬁ is a well-known research

technique in education, Smith and Keith's Anatomy of an

.Educational.Innovation (1971) was,ah especially important

Mook for this study both Because of the participant
J observation methodology and the slmilar topic,
Spradley describes variations in styles of part101-
pant obseﬁyation according to the degree of involvement.
At one end of the scale there is the nonparticipating

. observer, such would be the ‘case with an. ethnographic

" study of television programs. At the ‘'scale's other end.'

. high involvement, there is compiete participation when

researchers study a situation in which they are already

¥ N



participants.
_Among the facilitators, I was close to a edmplefe

participant. I was tralned to lead the workshop and dld\\xx

*u

SO once. Among the teachers at the schools studied, I was P
an active participant on:the workshop day.'Althpugh an
outs1der, X tried to take part to the fullest without

2

Mtreveéflng any of my more extens1ve knowledge of the program.

Being a teacher helped me gain acceptance. Fortunately,

Pl

the Self-DireCting Professional includes many periods of ‘ {

:*fiff*j}:“*;fiH&iViéH&%:WOPk:&HdZWEi%iﬁg:whieh:dﬁewéa$$en$i0nzizam:myi:;f*ﬂ—wummgfmfgﬁ
own note taking and tallying of observations. With the
teachers in my colleagial . team following the workshopr
I was ev ore obviously an outsider who had arrived'only
to attend thk meeting. Nonefheless, I tried to partlcipate

~actively.

fffffff ¥~<~ufmwiﬁff——MakingQanﬁEthnographie—Reeord—¥ ' ' —
During ahd'immediately'following workshop observation |
and‘followlng school visits I made notes. 1In wfiting
comments, I tried to record the languege verbatim. In
~describing observations, I tried to be as concrete as
possible. Interviews Were'tape—recorded and'transeribed.'

4k, Mzking Descriptive Observation

The next six<stages of the,Development Research

'~fWWfffSequence;progressivelylfocuslfrnﬁLihelgeneral;tgljhelpa:jie—

ular. The stages of observation are three: descriptive

to focused to'selectlve. These alternate with stages
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of analysis.
In the period of descriptive observation, this. study

was concerned with the general quesfion."What takes place

at a'Self;Directing Professional (SDP) workshop?" and,
later, "What happens aftérrthe workéhop?" "However, earlier
~exposure +to the SDP had allqwed me to telescope the stages |
" of observation and develop some hunches about how the SDP
worked. I recorded four of these in an éarlier dfaft on

methodology:

cmr e T Prior—staffknowledge ofthre—SDP, ~attitudes
’ towards i%’and towards in—serVice ih general_may influence
the workshop. | - |
2? The wofkshop leaders' skill in presentation,
esbeciallyrthéir use 6f Common Viéion and Participation

- and Trust influence styles, may influeﬁCe transactions.

fjrufeertain”features*of?the‘workshop”noted*ihfeariiérﬁm
informal evaluations as strohé??thevcbnfract) or wéak
che’Goal Attainment Style and Vision) may inflﬁence
transactions. |

‘, 4, The amount and kind of contact among-teachérs in
their éolleagial teams, and with teachers by the site
leader and 5y the worksﬁqp_leader‘may influence what

~ happens after the workshOp.

- -~ ——-———Phese-hunches-led—tomy choice-of-thetwo -observation

instruments explained later in this chapter.



5. Making a Domain Analysis - . N

Analysis is a search for patterns. In the Develop-

ment Research Sequence the first analyéis is of domains. A

domain is a category of cultural meénihg; It is composed

of three basic elements: a covering term, the name for

the logical connection of the excluded terms and the cover

term. o W o 7ﬁ‘;?,t;f:,mfgﬁéfi'ﬂﬁ S
-For exémple,ione of my‘domains had the covering term

"Problems in Goal Plaﬁning"rand under/fhat Wefé included |

terme:r diffuse unmeasurable goals, muifiple'goais, avoid-

ance of a major problem (relevant to goal), lack of time

to plan, and so on. The semantic relationship was "is a

_kind of ." Figure 4:2 diagrams this domain. \\

Insert Figure 4:2 about here

The domain is similar to what Glaser and Strauss
(1967) called a "concept:"
* Even after weeks and months spent in'observationrand
analysis, I would encounter a new domain. - Eventually there

were eighty-seven.

6. Making Focused Observations

. 4 L - 1 'J. - -
The next step 1 to choose specific domains of 1nter-

est and investigate them in detail. The choice was made
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Problem in Goal Planning le—— Cover Term
- is a kind of le—— Semantic
Relationship

diffuse unmeasureable goals,
multiple goals, ?
avoidance of a2.ma2jor problem,
lack of time,

£

etC.,

*——7Included
! Terms

K

-
-

Figure 4:2  Domain of "Problem in Goal Planning"
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"from indirect suggestlons from respondents such as "we

would have llked more 1nformat10n beforehand"'and the

appearance of a few domalns which had partlcular explana-‘

tory power such as "“tages in an SDP act1v1ty. From -

these were formed research questlons such as the following:

f,;dAre'tnere anyrother—stagesfin—pre?workshopﬂcontact?‘,”W T

Are there any cherrstages'in an SDP activity?
Are there other kinds of facilitator design adaptations?

The _process 1s much llke Glaser and Strauss s idea

—o= To == = e

of "saturation" of a category.

"At this stage I had also begun interviews and the
responses helped the focus of observation.,

7, - Making a Taxonomic Analysis

Here the researcher analyses the cover terms of the

domalns themselves for relationships. The focus is still
narrow, but by searching for underlying patterns the ground-
work is laid for a later look at holistic themes. = RN

8, Making Selected Observations

The goal now is to define domains even more clearly
by looking for differences among them..‘The three kinds of
observation and their use over time are represented inv'

Pigure 4:3

o

Insert Figure 4:3 about here

Specific auestions asked at this stage were contrast -

questions such as the following:



i
. 86 :
T T T
100
Selective
Observation
0] N )
= - - _ i
o ’)
B4
g .
(o] -
0 v ‘Fgcused
g Gathering - ‘Observation
L’I - 7 N
o ——- — i ’ = IGIJ), 759‘ i,:’;r’&fi Rt —_ — = T TT i p— p— ki ——— —
8 Contextual .
A Information
% Descriptive
% Observation
@
O
S
OE
£,
R ) 7747777D7m7ﬁ7 : B o » R
1z 3 L 5 2 7 8 6 10 :

Sdquence of Observation Periods

Relatiogkhipfof Kinds of Observation to
Observa%ion‘Time (based on Spradley, 1986{?.108)
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In what ways are each of the wdrkshop,components

different in funetidn? in participant response?
" How-does this presentatien style differ from others?
How d;es'it ﬁary through the courserof the day? -
The.process of narrowing the attention is very similar

to Hamllton and Parlett’s ‘”progre531ve focu31ng'" (1976)

-~

-mhe technlque of deflnlng categorles of meaning by seeklng

contrasts is similar to the comparative -method of Glaser

ments,” and so on. BEach of these was analysed for three

9. Making a Componential Analysis o :
%/f\jhocomponential analysis is a systematic search for =~

and Strauss (1967).

- ed with the cultural categories.. An example. of this would

be the'chart of Pre-Workshop Cemmunicatidn on p. 101 The

o semantlc relatlonshlp was "stages in" and some of the stages;

" the attributes, or components of meaning, whicb’arefassdciate,,,

were "flrstrlmpre351on," "staff decision," "BCTF arrange-

4

rattributes: people involved, type of comnunication,‘and

decision made. For eXample, "first impression” invdlved’
the School 'site leader and p0351blv other staff; communi-

cation was wrltten - by poster-f.and oral-- by

s word of mouth, . and the decision was whether or not to

dlscuss the SDP w1th the whole staff.

10, Dlscoverlng Cultural~Themes

- Adequate ethnographic research needs.to include both
in—depth analysisfof eelected domains and an overview of s

the whole cultural scene. To give this‘larger ﬁid%dfe{férr

r
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Spradley describes how to discoVer‘cultural themes. -

A cultural theme is any principle, tacit or explicit,
that is common tg'meny domains, and describes a semantic
rélationship among doma}ﬁs”or taxonomic grOuos of domains.
O0ften a cultural scene will be integrated arOund a theme,

*for*example,'much of the- llfe ofa- school is- organlzed

around assumptlons about gender, such as glrls are better

behaved than boys or boys are more’'physical. O0ften themes

__are at the tacitilevel of knowledge, that is, they are not

expressed exp11c1t1y by people even though they know them

and organlze thelr-llfe around them.

v

A cultural theme that emerged in this study concerned

. the gap between the teachers reallty and the ideal image

of/the SDP.. The teachers assume that their behav1our is

valid and important. The facilitators are the main

. mediators who translate the program image for. the parficiQ

pants. To some. extent, the'research,found“that the facili-
tators were aware of their role in bridging the gap such
as when'oﬁe adapted the‘design to include more group activ-

ities based on her reading of evaluation forms of earlier

‘workshops. Similar adaptations were made by another facili- -

tator without any conscious conceptualization.

Dur;ng this stage I copducted my llterature review

which gave me 1ns1ghts 1n€§¢poss1ble themes.

11. Iaking a Cultural Tnventory

- This is the stage of organlzlng 1nformat10n from all"

data sources, 1dent1fy1ng and fllllng gaps. For example,i



4Wﬁiaftermifhadmaﬁaijsed fully the pre-workshop process I
found I was not sure about how one school had first heard
of the SDP and included a question on that in an interview

with the principal.

12. Hriting an Zthnography - o - -

The thesis is written at severalAievelstf abstract-
ien.’ There 1s the leye; of spe01flc 1n01dents and quotat-d”"
jons, the level of general statements about the SDP, and
that of abstract themes about workshops and innovations-as

eT,4ﬁf:ﬁfam@pieuf£oe@mﬁﬂg;n£§pﬁﬂﬁﬁy¥gﬁgi&43manﬁﬂgg;ggmld

the reader s 1nterest with the- flesh of examples and
specific 1mpldent statements, in addltlon to the skeleton
'of abstract statements. ‘
K) o The chapter on observations is primarily about the

‘particular. From this data.emerges the general state-

,ﬁef7m4ﬁeuwmments_andeeu;turalAthemesT SN RER

Interv1ewr;g

4 To help increase the quantity; richness, ahd accuracy-
of the data collection, the study also employs 1nterv1ews,
observation forms,  and questlonnalres. The rest-of the
rehapter describes the use of these and how they fit into
the proeess observation ;equence described above.

Interv1ews formed the next largest source of 1nform—f

_ _ation. There were‘twentyzflye farmaldlnterVLews oi;on-

s1te organlzers, pr1n01pals, teachers, and presentors.

rnhey averaged half an hour in 1ength. As a- tralned present—

§ v

or I was myself an informant on several points. The
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questions were formed from the observation of the work-
shop and were presented in the manner of the focused
1nterv;ew described by Morton ‘and Kendall (1946) They
were‘tape recorded and'transcribed. and’sections were

“coded‘acccrding to domains. The appendix épcludes thei:

-~ interview schedules,  — oo T oo oo e

S B T - ¥ e

The facilitators were interviewed soon after their
pres tations. They also looked at the participant evalu-
: < 4

"ation forms and made;commepts;

In order to avoid influeficing the impact of the work-
shcp cn the teachers, I generally did not interview them
until five weeks following. This also meant that I receiv-
ed a perspective less ihfluenced by the characteristic
positive_emctions just after a workshop, but with a prob-

able loss of some vividness of recollections.

The interviews of the teachers‘who had attended the
first workshop ccincided with my process observation of
the others and the responses aided my choice oi_focused
observations.

Observation Instruments

The workshop observation included two quantifying
techniques.- For the first, the day was divided into

seven pOSSible categories- leader presentation, largek

group discussion, large group actiVity, small group

activity, small group discussion, individual activity,

and breaks. An activity was defined as any task to be e

. x El
[i
+



| N

completed for example, the-Contract

-

/

o

.

w

Durlng the workshop

“an on—g01ng record of tlme devoted to each component was .

kept g1v1ng note book entries llke the folIow1ng

_\‘

Time.

19350 - 10:10

rrio=io~‘~1o335 .

10835 - 10:40

10:40 -210=50

i

d
,Pu
B

?

ff(small group dlscuss1on}

Activity
(individual‘activity)
(presentatlon)

(break)

Comment

Joy/Misery

booklet

-in-2's to— e

' diSCUSS'J/MKWN
- sum-up of
- learning

coffee _

A second observatlon teqhnlque was the»recordlng of

in the appendix. -

frequency of 1nfluence styles on the tally sheet 1ncluded

The form 1s,made up of behavioural

descriptions of a conceptualization developed by Harrison-

(1977) and described in the literature review.

The concepts

and descrlptlons directly correspond hence the validity

of the 1nstrument is assumed.

Questionnaires

Three different questionnaires were used at three /

different times:

a few days prior ta the workshop, - -

immediately following it, izd five weeks following.

The first questionnaire was designed to look at a

number of variables among whlch were subject and grade

level of the part1c1pants, teachlng experlence, experience

1n groups. and opinions on school cllmate.

The last

mentioned was covered by questions from Schmuck et al.

(1977) .

These were included also in the final questionn-
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aire g1v1ng some pre-tést post-test,comparlson.
The secpnd questlonnalre was given at- the conclus1on_'

'of the workshop. These klnds of forms have been referred

* to by Dav1s (1974) as "a po} ularlty poll" and by Conroy
(1978) as "happlness data.ir;
'part1c1pants are happy (to b_ g01 vthat'ltrs’over;;or"
Lthat they have learned somethlng);aﬁd their'remarks are-

often soft and nice (Davis,’ 1973)., Such evaluatlon measures
o . W

'7the end/of a workshOP Wf;””WWWW,,Iv

-t emotional reactlons rather than learnlng (Ronaghan, 19?9)
Nonetheless, the forms dld give 1nformatlon that was .

useful in constructlng 1nterv1ew questlons and the flnal

questlonnalre, and 1nformat10n useful in comparlng orie -
» , one

. , . I

% workshop to another. B

'1

One questlon on the overall oplnlon of the workshop

in ‘relation toiother professional development days was 1ni
. ' ',cluded agaln 1n the flnal questlonnalre to give some * |
g.:_ o 1no1oatlon of movement away from the "happlness response.il'
mehe first and third questlonnalres were tested for
'QIECe valldlty by a group of faculty‘ assoc1ates ‘at Slmon
FraserﬁUn;Verslty. All were knowledgeable ‘in evaluatlon.

The first and seCOnd“questlonnalres were also field tested,

checkedufor validity in subsequent‘interviews. and revised.

sy )

This study of the'Self;Directlng Professional ( Uyg.

1s a formatlve evaluatlon 1ntended for program 1mpro Efent .

- e I!he next- few ehapters ifollow the- Geuntenaneeﬂl\ﬂodel of
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Robert Stake. They consider the intended workshop and
implementation plan along with the observed reality, refer
té standardé of judgement, and compare these standards with
the observafions.: -

The study is also research. In esFablishing {Ef observed
"reality, it Tollows ’the’Déve;lb’pmfentai* Research Sequence -
of James Sﬁfadiey. ”fhis ié aﬁrethnographic methodology
that yields a description of the particulars of" the work-

_shop_and program implementation and an explanation of the

broader culturalﬂjhgmes underlying the whole scene. The
research mefhéds are participaht obseration, interviews,
observation~instruments, and questionnaires.

There are then three parts: first, a descriptibn’of

life in and around the SDP workshop, second, an evaluation -

of the SDP as _a workshop and as innovation intended for ===

implemenfation,‘and, third, anAexplapation of cultural themes.
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CHAPTER ,FIVE
LIFE BEFORE WORKSHOPS

To set the stage for the workshops, this chapter

describes the schools, the facilitators.'and the steps in

‘organization of the events. According to the Countenance

Model, the first two. topics are antecedents, and the organ-

1z1ng steps are transactions.

Thecwrltlng,follows the _ethnographic. researchlmodel R

and 1ncludes both the prarticular and the general. There
are concrete descriptions and direct quotations, as well as
abstractions and,éenerallzations. The description of events
leads to the occasional use of the first'person singular.

3

The Schools

_____Al]l three of the schools studied were elementary schools.

. 3 . . ’
- Sir Mark Eggli and Valleyview each had thirteen teachers

and a principal and about the same population, 250, of
students from kindergarten to grade seven. Patel school

was g%%lle? with 160 students. kindergarten to grade five,
and eight teachers. Eggli was the location studied in great-
est depth.

Eggll Elementary was located in one of the munlclpall-

t1es surroundlng,lancouyer.l_AlIhough,the school was bordered

on two sides by forest, it was close to several clusters of
townhouses and condominiums. The construction of more housing

developments posed a challenge to the school On the

-

* Names of persons and schools have been(phanged.



‘“*fiﬁéWWifﬁ”fhéﬂ¥Hf€Em§5§Eiéimiiésses and their teachers. The

B

wall of the principal's office was é~huge black and white

gerialrphoto of the neighboﬁrhood with planned developments

:;in red. The principal spoke of hundreds of new students

=

expected in the next school year.

The bulldlng d two ground level classroom w1ngs and
a second floor. of clas ooms above an assembly/play room,
One wing héﬁ grades to three, the other, the intermediate

grades, and the second floor had special education classes f

" and the staff room. The physical separation of the different

grades was commented on by the teachers as a barrier to social
contact.

The special education classes also'influenced.Eggli's

. staff relations. The principal, a part-time teacher as

well, estimated he spent sixty percent of his administrative

relationshipbof one of these teachers and the principal was
particularly poor{ An open argument between them occurred
during the wnrkshop. Some months after theléﬁudy, the
special education section was burnt down afterrn student
startedga fire.

A low level of social contact and a high level of

ans
vy

plan. The following comments were typical:

I don't have time to recess or. lunch with the .
"other staff so I don' t have time to talk to them.r

Q
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, able at the workshop. Some of the,oplnlons ‘of teachers on .

~ ted on by staff, ‘reflected 1n quest;ornalre 1tems,.androbeerv-.

pr1n01pal_two years ago followed by sf\}honths with no

The men are involved in sports, 1f yod do see them
its just for a few minutes. o /

We're very overburdened with duties. and we never
seem to have the same free time. -

The second feature was a high level of conflict between

some staff members and the pr1n01pal and also among staff. _

[y

Like all confllcts it had an extenslve hlstory and a complex- -;f . R
ity, to the extent that it couldrbeianother thesis to pertray |

it adequately.' Nonetheless, the tenSions Were'freely %ommen-

the conflict were as follows. f 'rsv S
// It's just lack of respect (gy the pr1n01pal to-
wards a teacher) and I'm sick of it.

I can't stand this profe381dh. I love it wheh
I can close the door, but when. someone roughshods
.over another... no democratlceprocess. : ——

The more forceful we get, the more resistance
we get. .

This school is giving me an ulcer. = ; ™

The principal spoke of the problem as "strong person- |
alities and inevitable confllcts" and ‘of his respons1b111ty . ;
to make de01s1ons. He also explalned in an 1nterv1ew a o V |

hlstorlcal context startlng with a highly 1ncompetent
\

N

principal at al j - : " ’ ’ o

e Other teachers spoxe more highly of the prlnclpal or .

‘at least sympathized:
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Un}ike my other school, the principal-here is .
really supportive.

He's changing. He was really supp@rtive of hav-
ing this workshop.

He's caught in the middle.

One teacher described the staff as being in two camps?

_those that go looking for problems,and”tnose_thgt,hide from

them. There were tensions between these camps as well.

des1re for the workshop to help to resolve thelr internal

Nonetheless, respondents from both camps expressed a

problems.
| In sharp contrast, Patel Elementary had little tension.
The vice-principal said:
The school almost runs itself.
They're a good staff. Everyone's co-operative.

You know in some schools there are always one or
two ‘bad apples, but not here.

N N

Patel is hidden away at the end of a cul-de- sac in
East Vanoouver. It-is small and, like Eggli,; it faces a
challenge of numbers in the neer future. However, its
problem is declining enrollment that may soon result in
reduced services to the school. The decllne has alreéhy

resulted in Patel losing a resident pr1n01pal and being

appointed a vice-principal who shares responsibilities with

the OfflClal pr1n01pal at a ne1ghbour1<g elementary school

some dﬁocks away. Yet as one teacher said at lunch time,

"fortunately, the principal is a great guy and our vice-

principal has worked with him.for_several years so there is
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noAproblem in éb-operating."»
The third school, Valieyv}ew, is, like Eggii, locafed

in a muhicipality outside of Vaﬁcouvénajlts most distinctive.

feature is the large native Indian student population from

a nearby reserve. In an effort to respond better to the

‘needs of the Indian as well as the non-native community,

Valleyview has become an unofficial community school., It

has é community education aide, day-care, an‘open—door policy

for_parenisfnandfé¥ening7classes1rf~~ S —— ﬂfﬁ;félrf;a;jf::jr::::
It was a rainy overcast day when I first visited Valley-)r)

view. The principal took me on tour and I was struck by

the number’of activities. In front of the office was a pink

paper post bffice dispensiﬁg stamps for Valentine's Day.

An indian carver came in with two rough cut cedar logs one

-—-of-whiech he was to-carve -at-the -school, while the students —

were to carve the other. The evening of the workshop day
was a carnival. (I dutifully bought rafflevtickets for the | =
prize of a Cowichan Indian sweafer.) There were also weekly |
field trips for cultural enrichment.
Like Eggrii\zalleyview had a low level of staff inter-
action. fﬁLﬁfzgyél lunch hours when.I visifed, less than . | ;

half the staff were present. "I can go days without seeing

adults,"~saidvoneéteaehenffﬂThewschoolﬁisfalsovspread_out. -

Yet lunch hours were one hour long, and there were regular

staff meetings, and acti@ities~arouhd which staff organized.



"and independent.™ 'No-éonflict‘waS~OBSérvéd'atﬁthéVW6fk-”m

it alone for the first time. '

I g6
There was some dissatisfaction with the school climate .
reflected in questionnaires, but the number of respondents
w;é too few to draw ény strong conclusions. During con-
versation with me on the profeSsional development day,

three teachers agreed that the staff was "strong. busy,

~shop.

The Facilitators

77ﬁAileIAiheiiaciiiiaigzswfgrﬂthemSelffDirec;ingpro:wW:awffifffjli:;:

fessional (SDP) are practicing teachers. They receive a

day's leave to present the workshop. There is no pay,

apart from expenses, and no additional leave time for

- preparation.

The presentors were themselves trained in Victoria

W,derma,fiMe_daywpériodﬁingAugust+H19807byWChallengehEd_f, ,,,,, ~ -

ucation Associates, the program dévelopers. In November,

1986, and May, 1981, they atténded weékend training sessions.
The four facilitators involved in this research had

had no previous experience in professional develppmént

workshop presentation. One of the co-facilitators at Eggli

was giving the SDP workshop for the first time. The two

solo facilitators at Patel and Valleyview were presenting

@
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The

Pre-Workshop Communication

rest of the chapter describes the transactions

involved'in organizing the workshop. Figure 5:1 lists

the six stages involved and summarizes the major character-

istics of each one.

<

Insert Figure 5:1 about here

Stage One: First Impressions

A large blue and black poster, entitled "BCTF 1980

Pro 'D' Workshops” and mailed out to every school, intro-

- duces the SDP with these words:

<5 This was the main means by which the SDP was presented

The Self-Directing Professional has been designed
to be a school-based, one-day workshop with both
preparatory and follow-up steps for staffs. The
goals of the workshop are to assist teachers to
establish a collegially supportive environment

“and systematically to develop ways of becoming
more self-directing in their competence, in-
. fluence, and joy on the job...

to the three schools of this study. However, it was not

the only or the fifst contact for some staff members.

L
According to Marie Kootnekoff of the BCTF, the chairpersons

responsible for school professional development often phone

her asking "what xind of workshops do you have?" and receive

~_their initial description verbally from her. Alternatively,

‘staffs hear of the SDP.by word of mouth.
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At two of the three schools studied, the poster and

As

BCTF verbal description wére the initial information sources. -
,Af'Valleyview, there was.also a very positive description

of the program by one staff member who had attended a

> B
A

presentation by Maurice Gibbons, one of the originators

of the SDP,

Stage Two: Staff Decision

3

At Eggli Elementary a copy of the poster (which des-

ww~rm—f’féribedtse¥en7oihezzwnxkshops:iniaddiiigﬁgtoithg,SﬁP)mwasgmwffﬁAﬁ,”__fﬁ;m;
circulated to staff by the teacher in éharge of professional
development (henceforth referreg to as the~site leaderror
contact person). Each. staff member was asked to check off
his or her prefefred workshop. The SDP was the third

choice after'"Structuringrthe Educational Environment”

6rganize those apd eventually the SDP was arranged. Un-
fortunateiy,’this‘ieft less. time for the»succeeding’stages
of organizatioﬁ. ' - _
At Patel too, the SDP was not the first®choice, but
was chosen after QManaging Stress” was unavailable. Vailey:vr,
view considéred stress management, before choosing the SDP..
In responée to the question fWhat kindrof questions

did staff ask about the workshop when they were deciding

on it (at a meeting)?" the Eggli contact person responded:
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' Wlll there be written report% on our follow-up | . 'f

meetings?

Is it going to be touchy-feely llke the workshop' . ‘
last year? - - o

What is the principal’'s reaction?
. The contact person also said‘thdt the staff waS'very}l

" anxious to have the workshop in order to resolve internal

e

conflicts. However, this was somewhat contradicted in later

1nterv1ews by teachers who sald the staff as a whole did’

>

fffmw~f'm“f=»not have'eneugh;eemmitment and- by- those'whefexppessedfthekr:~ﬂrﬂfr¥¥*7f%

z

“own lack of enthu51asm.,
At Pafel, there were no questions asked at the staff
meeting which decided to have the SDP. |
At Valleyview there were also quésfions about the

personal nature of the program and some‘comments~on the

—— Whm~*w~~meaningﬂofﬂ%hefti%ieyuSeifaDirecting—Proféssienal. R—
At two of the three schools studied there was little
discussion of the program prior to choosing it for a pro
}d'=day. At Eggli, whichAwas faced with a non-instruct-
ional day a few weeks ahead and no program to replace the
{msﬁﬁ,'discussionvwas more extensive. At the secénﬁgry school

%Kwhich cancelled a few days prior to the planned date, the

decision on choosing the SDP had been made by the principal,

- -also-with little staff discussion. - — -
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Stage'fhreezu Arrangggents With the'BCTFY : "4?%" - ;f""".'_ .
At this stage the contact person phoned the Teacher s '

Federatlon\to arrange the workshop. The BCTF contacted a o,

fac1lltator, gave hlm or her the s1te leader s .name and o

number, and the facllltator s to the site leader. The

flnal actlon by the BCTF was to mail’ the s1te agreement to

the school (1ncluded in the appendlx) This agreement

lists a number of»preparatory steps'(coffee and refresh- :

+_ments arranged,fnoetelephone 1nterruptlonsr -and.- sofonlrandif, ' _

follow-up items. - D ' ,'F\\\'
Stggg¥Fourx Arrangements‘Between Facilitator and Site Leader

"At this stage, the facilitator telephoned the site
leader to d1scuss the program, school and loglstlcs. 'At'

all schools there were three dlfferent phone conversatlons

lllrlmprlorltorthe;workshop,”lThesewoverlappedmw;th_stagefflve.
At Patel school, the facilitator'also met in person with the
) princlpal and-the teacher who was site»leader:‘ ’, |
One of the facllltators for Eggll had planned to meet
the whole staff when questlons arose over the'site agree-
ment; however she was unable to do so because of problems
at her own school. | . S ,

Stage Five: Readings (Sometimes)

o 3lllw,NUluBeforelthe ~workshop, the facilitator at Eggli sent out
' . "SDP booklet one, ‘The Self- D1rect1 Professional, and ‘

booklet seven, A Ten Step Process. The Patel staff recelved
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booklet .one only. The workshép leader at Valleyvieﬁ sent

out no literature;

The readlngs are the second substantlal source of

f'informatlon for the staff.

On blue paper and spatlously

. laid out, booklet one defines,what a self-directing pro-

| fessional is, gives a rationale, and 6Bjéc'£ivésfff"“i'ri addition

1t sets a tone of emotion and actlon as revealed in the

follow1ng quotatlons and content analy51s-

'”*f”"i’“m“”Gempe%ence BT fnfiuence make us” Joyfu} 4ﬁ§f -
' Being joyful we are bétter able to pursue greater’

|
ity ”“G“T’ﬁﬁh?;?@ ‘ﬁﬁ.LL g S

bl

'competence and influence. Together they create

an upward spiral of well-being. We are pro-
ductive., We relate well to others. We control

stress. We feel good (p. 1).

One out of twelve words over the five pages is either -

influence, joy, pursue, or their derivatives.

ﬁ concludes w1th=

The'bookiet,»

Our experlence with teachers in widely varying

circumstances enables us to -say confidently
that completing this program can be one of the
most important acts in your profess1onal life
[in type face]. If you decide it w1ll belin

script].

There is no reference in the booklet to the

"colleg-

.ially supportive environment“ efrthe poster description,

although the formation of a team is mentioned.

The'late-errival'of‘the-booklets at Eggli was a source

who was also site leader, felt the lack of rpadingq:é]qo;

- produced anxiety. He éaid,fit's dangerous to approach a
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. the SDP and to agree to a

jra nearby hotel."/
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workshop in that,way._ You take your chances without a

lead-up.” - _ L A

oSt e Sixs = Further Staff Dlscu551on Sometlmes

At Eggli and Valleyv1ew therafwere further discussions
on the SDP., At the secondary school descrlbed earller

there ‘was also further - dlscuss1on at this- stage and-a

* ~dec1élon to cancel the workshop.

At Eggll there was cons1derable concern about two

‘ my ts of the s1te agreement the settlng outslde of the

and the nature of the follow-up. Staff members
until the arrival ofbfhe booklets and then met to
diecuss the oOncerns.the Friday afternoonlbefore the Monday
workshop. After mucn debate.’t?ey voted to continue with

ng outside of the school,

At Valleyview, further talks took place about a possible
all-school pro,fd?mgoal. It was:communicatedeto,the,work-

shop leader that the staff had decideﬁito focus on improv-

ing inter-student personal relations. However, on the

workshop day the school goal focus was lost.

What Was Nof Said or Not—Heard

K

To this p01nt this section has descrlbed the sequence

of the pre-workshop communlcatlon and organlzatlon. There

were, however, gaps in that sequence. For example, until a

1
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chancé phone call by me to the Patel facilitator the night
before the workshop, she was unaware that the sitgxieader

had changed the workshop location. The ﬁbxt day, at the

new éite there was also a broblem with boo#ing ?rrangements
and participanté‘moved to the basement at lunch. The Eggli
‘workshop also took place in a basement, in a”iarge”canfer;m””’
ence roémrQith ﬁo windowsror heat. Participants éat’iﬁ o aLA\\

sweaters and coats until closé to luhch time, and then ate

fmﬂ_ﬁ4W4hfjpcnld;lunchJWﬁTheWIalleyungJummshop*waswin_ahsmallwpriygfe- -
home with yellow and white stripea wallpaper; beautiful.
but unsuitable to tape paper on, what the facilitator héd
planned to do for éeveral components. ‘

In regardsd}Q communication about the'program to staff,

deal of confusion at Eggli about the nature

there was a good
\ﬁpofthefollaw-up.Nhenaskedinpnst—workshopinierviews :
| the question "Would you have preferred a follow-up tp'the
workshop?"” more than half of fhe respondents repliedl" I : .
;:} thougﬁt‘;e were goiné'to have a follow-up. Waqp't she going
to come back to visit us?" In fact, this had not been
arranged.

In the other direction of communication, the two

facilitators at Eggli did not 1earn'that one member of the

... _staff was exix:emai,m critical oi,,,i:ﬁe,,,SDEL,,,,At,,‘[allgﬂi,ew ,

there was confusion both ways about the choice of an all-

school goal..

- {



At all three schools, and especially at Valleyview
where‘thg;k were no feadings and Eggli where fhey arrived
late, participahts generally wished for more information

on the program. Two of those interviewed at Eggli suggested ,
a visit by the facilitator beforehand would have been

 helpful. ’
| Summary

' The climate 6f the three schools studied was the main

fifffff”*fé%s%inguiéhing*featﬁré?fnggifWWESZQ:ﬁéhooi*wftﬁ“cuﬁgxuerabiéf**::'*:4~f

conflict among the_staff and with the principal. They looked
to the\workshop for help to resolve it. Paﬁsl was -a school
with a harmonious climate. ValleyviéW'was a school without
noticeable cpnfliét; but one which put many d%mandé on

s

-teacher time. ' : ' ' ' . T2

~m*m*—m"——‘m***ThE*faciiitators9wére*aII‘practiéiﬁg’téé@Héré with no o -
experieﬁce in délivéring in-service workshops prior to the
SDP training. They received the one dayrleave frémfregular
duties to deliver the SDP. At Eggli there were two co-
,facilitators for four%een,participants, at Patel one for o _ .
eight, and at Valleyview one for sixteen (fburtéen regular
staff members and two student teachers).

The preparatory process for the workshop had six stages:

~firstfimpressions;wstaff"decisioni‘arrangementwaiih;BCEF,
facilitator and site leader arrangements, readings, and

further staff discussion. Some of the significant features

of that sequence were as follows:



1. The-nature of the communication from the facilitator
was mainly by telephone and alwa&s through the principal
or site leader, never directly with staff.
2; The” BCTF promotional poster éom@unicates-a différent
message in—highlighting_the "supbortive énfironment" than
7..fhérfeadihg éf{ asiAné Qiii'ééé~létef;rfhéisDPlﬁéfkghsb;” -

3. One of the booklets distributed to participants

communicates excitement and individual self-direction.

L4, The pre-workshop communication with two schools
raised expectations which were only partly congruent with
the program.

5. Insufficient communication‘raised anxiety levels

at two schools,

6, Most participants preferred more information about

- the SDP prior to the professional day.

7. A frequent concern of teachers was the possible

personal n;fife of the program. .
8., "An mberrof problems{;especially‘logistical ones,

occurred which affected the workshop.

9., There was little ih-depth discussion in the initial :

< ;
decision to choose the SDP. o i' S = -

~J .



CHAPTER SIX -

WORKSHOP LIFE
-If the program gloWs,'%he evaluation should
reflect some of it. If the program wobbles,
the tremoq&should pass through the evaluation

report.
_ Robert Stake in Hamflton,
et al., 1977, p. 162.
e : - The first section of this'chapter describes the events

of and responses to the workshop at Sir Mark Eggli Element-

ary. The Eggli workshop is theﬁ compared with the other‘

= tatlon style, design and other domalns.' From that comparl—
—~ |

~ son comes the generalizatiohs listed in the summary.
In keeping with Spradley's admonition to show how
things acfugllyrhappen, the next few pages give a narra-

tive of the Eggli workshop in its glow and wobble. As

workshops for overall partlclpant response, “timing, facili-

’iﬁ”%ﬁé”i?é%féﬁé”éhapter, this means the use of the first

~person voice.

The Eggli7Workshop 7

In good spirits, arms full of boxes stuffed withf
blue booklets and orange extension cord, the twoAfacili-}
tators, Louise and Jane, and I arrived at .the hotel'early.

"Could you‘tell me which room the Sir'Mark Eggli,

school teachers are in?" Jane asked a hotel employee.

- "I'11 check... I'm sorry, there's no record here.

I'11 get the cierk.”
Joined now by an equéll& early teacher, we waited
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and paced uhtil finally led downstairs to a windowless

cold conference room with a yellow carpet, stéle air, and

stacks of chairs and tébles. | »
I soon grew. warmer moving furnitufe for the faci;i-'

tators into a semi-circle of chairs with tables behind,

and then shaking hands with staff members. We talked of

CUSO and Prince George and the differences between element-

ary and secondary scthls.

Margaret, the site leader, arrived sport

coffee and zucchini muffins.

" As 9i00 approached, one or two of the staff were
filling out questionnaires distributed days eérlier; but
we started right on time. |

Louise led things off with a warm-up activity, asking

us to break into twos to discuss a recent'significant

»

change in our lives and our expectations for th%fworkshop.

My partner had taught last year at a Catholic school not =

far from my home, and he was pleased now to be in the

public school system and pleased too to be at the workshop.
e - We introduced our ﬁartners to the whole gfoup. The

atmosphere gﬁemed lively and positive with ffequent

banter and laughter. ¥y notes included one of the intro-

ductory comments:

"Ne can learn things here that will help us for our

& whole life," was one of several very positive opening




etatemenfs from the principal.
From the warm-up Louise briefly presented to us the
agenda on an overhead - proagétir (for whlch she had the
forethought to brlngNthe orangé\extens1on cord). No work;
shop obgectlvesvwere glven. I recorded one sentence from g ,“,
the,intrdduction that I was to hear,in,almost_the,samef,
form in "theﬂvbther”workshops":

"We are sure you will have the best poss1ble day

today.

Jane 301ned Loulse to give a brLef role play present-
atlon of a typlcal staff room complalnt session:

"You know these damn kids ... and then you. know the ‘t o -
ctupld pr1n01pal he ..." '

Out of. the ‘role play, but still with humour and

anlmatlon, they 1ntroduced the booklet, Dav of qu and Day

of Misery, a written individual ass1gnment. After twenty
- minutes we were asked to share the results in groups of

{\ two. This was the first variation from the guide for -
\\ presentation of the SDP, albeit a slight change. The
| exercise was concluded without any group debriefing, an

~

ommission characteristic of other activities througnout
the day and of the other workshops._

After a qulck coffee break the next session began &

with a- llvely story from Jane about her flrst and most

miserable year teachlng and the support she received from

ner principal. Shortly thereafter, we were looking at a

oL - JE R i el Lo J .



 ¥We milled around and soon had our teams. Although I was
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stick drawing of a half-man, half-woman in blue and red

felt pen on poster paper with the label Super Self-Direct-

ing Professional. (This was the second design variation.)

As‘ a group -everyone thought of one person whoh they felt
was influential in his or her lifé and then threw out. -
ad jectives to descfibe'that perSOnﬁ;

"Dynaﬁic." H N

,"A sense of humour,"

‘They came thick and fast, faster than Louise could »
write them'ﬁp next to her stick woman/man. Enthusiasm was
1high. We wanted to be super'self-dirécting.
At 11:00 Jane told us of her own efforts to lose

weight and the support she had got from Terence, a colleag-

ial team member she had met at the training program in o

Victoria. She described her weight loss program and

- Terence's humorous cgjoling letters. The staff broke into - : 'f

3

eone Shouted "Bravol!"

spontaneous applause

Jane had both explained the -rationale of the next

component, the Colleagial Team, and emotionally charged us.
We were .then asked to choose two people that we

normally had little ¢ontact with for our team members.

unaware at the time, the instructions to choose unfamiliar

- partners encouraged several antagonists to be in the same

team.



‘Thére was friendly joking andfloud‘talk,,although;partigie

component, the VlSlon, were also varlatlons from the standard

The facilitators introduced the concept of Goal Attain-

ment Style and its acronym GAS with another role play

presentation; rnhey then asked us to brainstorm in our teams
different ways that one uses to attain a goal We wrote

these down on poster paper and put them up for all,fo see.

pants reported later that they did not understand the re-

lationship of GAS to the whole program. (The GAS brain-

stormlng and 1ts pos1t10n in the agenda before the next

format.)

Louise next led us through the Vision,a guided fantasy
of oneself one'year in the future as the most competent,
sdccessful, and happy as one ean imagine. Ligﬁtspwere

dimmed, people spread around the room, some sat on the floor.

'"ﬁéel it in your hand, the touch,of the skin, notlce the

Loulse asked- us to close our eyes and to imagine an apple:

colour... now take a taste of that apple...” She then .
invited us to construct a vision of ourselves, an image of =
excellence. When the lights were on again and eyes were

open, she asked us to write down in another booklet what our
vision was and to reflect over ldhch on a short-term goal

contained in that wvision.

¥y notes read "too fast paced tﬁ'ﬁegage 1nvolved real

vision (of ourselves) not as concrete as the apple one." /;
Yet in later interviews several teachers expressed apprecia-

tion of it, one compared it to a hypnotic induction, others—— - —F—
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agfeed with my notes, and others dismissed it as not. to
their taste. |

One partidipant‘Weﬁtrto the washroom just prior to the

Vision, returned briefly at {ts conclusion, and thgﬁileft

for the day. » * : ' . “\ﬂ_/ﬁr/

*We broke for lurich. The staff bassed around a "Happy
New House" card for all to sign and presented it to one
teachef}?' v '

and the principal had left the workshop. The site leader,
'Margaret, who had been in the same group as them was angry.
"I'm chgesed off. He has no right to ruin my day," she
‘said loudly. | | ' ‘

The facilitators had her join another group, made a

. As ,wéf:ercfoﬁ;ze,nefdﬁkfit was. ;disggsz,,,l:,ed _that another. teacher . I

____brief comment expressing their b’pwi1dprr{)entﬁwi,thrihegiroublesT o
and presented the next section.r B | |

; The afternoon was spent choosing é short-term five

week goal towards the more long term Qision and,planning‘

to achieve that goal. This'was done in our teams along the

format of the Contract, booklet eight.-
Jane introduced the afternoon with a story of poorly

prepared students hiking up Black Tusy in the snow with

_ running shoes and no can-opener for their tinned food.

o

Louise and Jane then acted out the completion of a contract

for Jane's weight loss plan.
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They explained the challenge of the contract and

exhorted us to stretch and risk failure.

There were some common problems in pianning that were

goals were too grandiose or complex to be achievable in

fivé wéeks._‘ngetiﬁeS*teémS’were’poor”colléboraﬁors;f’”’””*‘
At Egg1i;7durihg fhis time, anéther teacher‘leff her

team-and joinedianother;ﬁ. | -

__The principal and -tescher returned a half-hour before .

i

. - N
the end. I overhead conversation with them and others

that céntinﬁed to discuss their dispute.' They did not
join in to the activity.
At 3:00, Louise distributed another booklet, Post

Conference Follow-up, which asked us . to decide on future

~ _meeting dates for our teams and what we would have accom-

plished by then. Louise also asked us to write ourselves Z*

. @ letter: "Dear met By the end of five weeks I will have

[achieved whatever the participant's goal wasj." She
mailed these out to us a month later.
The day concluded wish the written evaluation forms
and half the staff moved upstairs to the hotel bar. R

Participants Responses

The deScription"to this point has included partici-

pant responses mainly as they were observed. by the evalua-

tor. This section will now turn to the participants’
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responses when interviewed five weeks later. This willvbe

followed by more data and comparlsons on ‘all three workshops.
The number of respondents expressing the same opinion
are given in brackets.
» mhe'most often mentioned positive response (ten out
“of thirteen respondents) was for the: faC111tatorS'-'the1r
V»enthu31asm, role plays. and supportlve manner., ”hls was‘
a typlcal commept |

I liked the keenness of. therpeople who conducted -

"~ the workshop - Both ladies were really gung-ho
about the whole thing. - Their enthusiasm and
positive manner were refreshing... They never let
anything slow them down or stop them. There was
always another questlon instead of an answer
where there was a problem... They just suggested
other areas - "Well what about this?" - and that
opened up a lot of people's minds as opposed to
saying this is the way it is and being qessimistic.

Group interaction or sharing was the second most

‘common positive feature (mentioned by seven respondents):

I liked the point where you could share with

people what made a good or bad day and someone
listened to you. You could brag perhaps or have -
a chance to spill out what was really bugging

you, but somebody was listening and maybe felt

the same as you d1d or agreed with you. I enjoyed
that part. S

~ Other favourable responses were appreciations of the
clear sequence of activities (three respondents) and the

booklets (two}. Certain components of the day were also

“mentioned notably the Contract (five) - "It made things

AW"W";W"“4*44firm4because*you*vegtoidfothers4andg%heyfean—hass}e—yousifssssssssssss%%

you don't produce” - ; the Vision (four) - "like a hypnotic
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‘induction” -; and Day of Joy ahd,Miser%,(three) - "a real
eye—bpener;" However, exeept,for the Contract, éll‘positive
views on the components were mixed with negative comments

from other participants.

Participants‘ negativercomments'or suggestions for

~ change were grouped into three categories: criticisms of

the facilitation,‘of’the'workshop design, and of the program

. . ,
assumptions. These categories overlap, for example, the

PNy

T;;eethffee@erseaaiﬂaspeex—oilihe Program-was— eneeur&ged;by'b0$h7¢h e ————

f30111tators and the program de81gn.

| Although the - oplnlons of the facilitators were extremely .
pdsitiVe,cthere were ffve staff members who questioned the
inclusion of personal goals. |

Typical "let's all hold hands and have a little
group therapy."” I don't like those things. I

We veered from the professional aspect. We start-
ed off pairing with someone we normally didn't
talk to and shared personal secrets.,.. All their
examples were personal.,.. The door was open to
role playing.

It should have stated beforehand what it was all
about. If I knew it was personal, I wouldn't
have gone to them (the facilitators). I wouldn't
discuss it in front of my colleagues. - : ‘

Those who expressed these opinions were among the most

critical of the workshop on many accounts.

————-—-hate -them. - : . . 7 ‘*W'

A second crltlclsm of the fa0111tation, and that could

(
also be made of des;gn, was the lack of information prlor

to the workshop.
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TheAma¥or criticism of the design was the lack of time =
(five respondenté)_as reflected in these quotatlons§

It might have helped to do it over tw0‘days. It
was pretty rushed. The transitions weren't all"
that clear. At one point, GAS, we weren’ t very
clear what was going on.

i

- Maybe the way it end®d was a 11ttle fuzzy.m o
‘Maybe 1tlwas the tlme constralnts.i” - '“..,ALMKNlQMH_Hw;;;an

Another suggestlon for - deslgn change was to 1nclude

. more large group 1nteractlon,(four). kThls was made by those

:efu—;who~hadfexpressed:m&st:Stnongiy&$he:desire:£o£:the:SDEj$o~f~
help improve school climate. | '

The workshop should have been more on the inter-
personal level. I felt that was where the work-

- shop was going well, then it devolved into hav-=
ing a personal goal. It was like we were going \i
to work together, then it left that and we went .
to-our own personal t 1ngs. After lunch on. the =,
contract it became in ;dual . S

i .

m7W”Tw04teachersffelt;thatetheustaifgwas—net»readyvfor,fa
_the workshop. Althoughyit was an opinionvoT‘only‘two‘
respondents, I have 1ncluded it, because 1t seems to ex~-
plain somewhat the problems of the.SDP’at the Eggll workshop.
This was what one of theateachers said: _ |
The idea of’a'colle;}ialgroup is really neat.
I think you need a™staff that works together
initially to facilitate any kind of enriching
change. I think it may have been at to¢ advanced

a sﬁage for this particular staff... You probably
needed some groundwork, what do they- call it at

,,l;l_mclll_llm__unlvers¢ty+"mSome4prerequ131te oond;tlons,

The third category of crltlcal responses, on assumpt—

1ons, are two v1ewp01nts Wthh challenge the nature of the
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.program. ,Each‘of these w?@ mentioned. by only’dne person. -

~ They reveal no pattern of response,‘but have been included

because they were unlque in thelr forcefulness of expre551on
and thelr depth of perceptlon.

One teacher, who ‘had trouble in choosing a goal,
lashed out '"What s~ botherlng he is” that thls presupposes

somethlng S erng w1th you and I' 'm bloody gick and tired of

. thls... I don t have anythlng press1ng. There s nothlng I

A ,
) _The second teacher criticigzed the overall workshop -

process:

Telling someone how to swim and swimming are two
different things and I really think that work-
shops should get in and work with people in the
situation that they're in. I think that they
should see some kind of explosive type things
that happen. They should come in and see what's
_the problem. "O . Ke everybody wrlte down what

was the major con ontation you've had this year
which was either teacher-teacher or teacher-
administration.” It can be done anonymously. -
The workshop person could pull it out of a hat
and they could deal with it through step pro-
~cesses or whatewver processes they want. Until
~things are put into practice there will be
little change.

"The respondent has acknowledged that the program was -

[

not ,well received by his staff, but unlike those who

7 S
- queried staff,readiness, he questions the workshop.

In dbrief, the Eggll workshop was liked prlmarllv

because of the enthu51asm and support of the presentors,

the social interaction, and the contract. It was criticized




.‘. B . X PN 5
o 14 .2

for 1ts %ersonal focus by those who ‘were most negatlve
e v,_fabout the whole day., and by others for lack of tlme and

not enough whole staff interaction. - Two teachers questlon—

-

ed the1r staff's readlness for the " workshbp. whlle another
,Aapproached the problem,from the other 31de and questlonedmﬁ

o R EAI

the workshop s relevance to school practlce.

Comparlson of Workshqps

To thls p01nt the chapter has descrlbed the process

—1c1pant oplnlons of a S1ngle workshop; From

'1t w1lﬁ cOmpare that workshop to . two others in

order to deflne conceptual categorles or domalns, and to

look for«common features

;; - ‘The'firSt'comparis ‘ ié‘éf particlpant reSbonses,'
.';"777' ’,folloWed bybconéideratlo of" the tabulatlons from two A'@’i
- - observatlon 1nstrumentsu onwlnfluence styles and tlmlng. *~{*T
= . 'then de81gn varlatlons and other domalns.. :
: ;».‘ .ﬁjf . R Partlclpant Responses"’

o ’ ﬁ - -
o grhe overall responses 1mmed1ate1y after the workshop

= . . -

are glven 1n Table 6 l. / .
. .. Ihsert Table 6:1 about here
) t: - . ‘ . : " ‘ . 2.,
. N N i S { ‘ ‘ - R — .
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- - Table 6:1: oResults of Post Worksh;p Evaluatlon Forms f
‘ : , 7 (éelected quEStlonéT 4 R
' CE e . . ' R ’
‘Question . oo - L0 -~ -Median Response on a
R : - . . secale from 1, poor, to.
s 7, excellent . e
' : o S - . Eggli Patel Valleyv1ew i .
1, Please rate the effectiveness .- - v :
of the various workshop components: ; : .
“a. Print materials (booklets) _ ‘2?2 . 2‘8' ) g'g S :
- b. - Workshop leader's- presentatlonS"'LW*"' S
c.  Participants' activities (Joy 6.1 6.4 - 553 : ‘ e
and misery, vision, etc.) - ,
- - e Median Response on a scale
e - S .. from 1, very much worse,
' ' ’ ' RN to 5, very much better -
'''' R NG Eggll 'ﬁéiel Valleyv1ew I
2. How would you rate the program - - - ‘ .
in comparison with other pro- - . ' :
- fessional development workshops 1n“>"‘1'1""3 Boboo 3.8 o RS
which you have participated? = “ - ' il
When question.Z‘waé asked in a . ] ’ i
_“questionnaire five ‘weeks after 3.7 3.9 - “(insuffic- . :
" the workshop, the responses were: ient number) - -7 -
o , - ;
- At- Eggll n=13 out of 14 part1c1pants; at Patel n-9 out b
of 9, at V""""D},""le'n’ n=ll-outof 17, There were 3 bbuuenb
teachers in atteridance at Valleyview. 5
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Below are some wrltten responses by Patel staff to‘
the questlon "What was the most valuable part of the

workshop° A;@
: *Determlnlng I 'am most responsible for'my own, 7
- "Joy."

Scheduling and commitment- -motivation to -
perform within the critical time frame,

U’DlscuSSlng with my team and brainstorming as"
~ to the poss1ble alternatlves. A

 To the question on the least valuable part, onIy two

37f%Fvuﬁ%eoféuﬁrfﬂneﬂﬁﬁpeﬂd&mhkfeplie¢(ﬁ¥,ffjrrxfszWWV<«ﬁxszr:v¥;~xe;f

 Goal was not well worked out.

Some of the written material.

) iq an interview five weeks on from the workskop day,
Patel's vice-principal spoke of the warmth of the facili-

tator and the high quality of the workshop cont nt Some

>~~W7——WAWﬂ~ef”hiS—cemments were+—ﬂ¥4—f—~ﬁ—— -

I liked the way the workshop. was structured.

, oo o There didn't seem to be a time pressure.
. <:i~ ' Although there was, it wasn't very. apparent.
Rl SRR

She (the facilitator) seemed to be able to get
everybody to do something with the booklets.

‘He also liked the break for lunch at the resﬁeurant
and being away from thé school at a teacherfs‘centre=

"it gave the tedchers a sense of their own importance

-
a

to meet at the centre}"
[}

7 Some of h1s suggested chan@es were to have teachers’

;choose a- goal before the workshop, "maybe some time was

R e e

A



wasted in wrestling Withithis one thing," and to consider
[R . '

the size and tbmposition of the group. "Maybe twelve

should@ be the maximum number. You have to think of feed-

back when you're finished and getting together and being

l“;

aware generally of what people s goals are so you have.

Ca communlty of 1nformatlon»whlch helps I can go and

check on the goals of someone else's group-and that
v

provides an bpening for communication, end that'e‘good."
At Valleyview, the é’oﬁnﬁ’e”rfff‘ﬁﬁ “the p’dﬁ:wafkérfopf*
‘questionhaire;on the most valuable part of the day fell
"into two groups. Four of eleven respondents valued most
the staff interaetion; and(six mentioned the self—evalua-;

tion and goal-setting process,

The least valuable aspects of the day for the Valley-

T T T T T T view teachers were the 1ack of time (eight reSpondents),

-

the amount of leader talk (five), and the Vision (three).
Some examples of comments are below.. .
‘Pacing too fast._

Time spent listening rather than experiencing
the content more. Not enough tlme for finishing.

%ettlng not conduc1ve for medltatlon.

The prlnclpal of Valleyview waS»also 1nterviewed five

“

- weeks afterwards. Below he descrlbes some of the reactlons

of his staff to the day.

We did an assessment afterwards, verbally
went around the table, and essentially this is
what people said: The interaction was great,
but there was too much lead up time to activities.
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There wﬁ% too much explanatlon in areas that
were known and not enough in areas that needed
explanations, for example, the celebration or
buddy thing [colleagial team] ... Some activi-
ties were referred to and explained as something.
to look up and read"at home...
There -was_a falrly strong feellng about the
'BCTF direction in professional development.
. ‘ - They wondered if this was the type of program
=~~~ they should be. spending monéy on. They felt TR e
- that  this didn't help them very much w1th actual - - - - 4
problems they face everyday... =
The people who had been through this particu-
‘lar workshop before with Maurice Gibbons felt
that the charisma of Maurice Glbbons had a lot

The principal added his own views:
Part of the difficulty was that there was
no lead up. [The facilitator] decided he would-
n't supply any information beforehand so every-
body went in cold... There are anxieties before
one goes in, especilally if they feel they are
- going to have to expose themselves in some way...
In the small group activities the staff weren't
responding as they usually -do. They were holding-. - =
back... Two people in particular. It could . !

ebd

have been anxiéty., ‘It could have been quest-
ioning something that came down from on high
from some academic.
As a caveat, it should be noted that I was unable
to collect very much data on the Valleyview school
climate. This may have been a factor in the relatively

poor reception of the workshop. . . : ' <
Influence St¥les ' ' L

The verbal presentations of the co~ fa0111tators

at Fggli, " and fhe ‘solo facilitators at PateIfand V 11ey—

"VIeWHWe?eg%&iiiedgaﬁﬁﬁfdiﬁgg%O‘%h@‘ff&Qﬁeney—efjﬁse—ﬁ{ngggggggg;g;gggg;gi

influence styles. (See chapter three for an explanation




of _these styles.) Table 6:2 compares the results.

The Reward and Punishment style was primarily

e,

employed for giving directions and expectatlons.

Partlclpatlon and Trust was used to involve parti

V,,“, pants, such as when exﬁialnlng the challenge Assertlve S e

Persua31on was used malnly to explaln the purpose of

"a component.

Insert Table 6:2 abont-here

It should be noted that the tallies refer'only to -
frequency of use of" a particular style and not to the
length of the comment or the’ quallty. This is slgnlfl—_

cant in looking at the number of uses of Common VlSlonir

at the Eggllbworkshop where most of the tallles‘were

for stories lasting several minutes. In fact, Common = . - _: 1
Yieion was more of a'feature than the numbers would
indicate, On the otherlhand, at Valley#iew the Common
Vision influence behaviours were brief,hembedded inside
a larger expianation,'and a with less enthusiastic
_fone of voice than the stories given by the Eggll o | . ‘\\\ 2

leader. In thls case, Common V1s10n was somewhat 1ess

prominent than the numbers suggest.

- That qualification aside, perhaps the most strik- SR

ing characteristic of the results is the extreme varia- -



Eggll Patel Valleyview o o >§
.- : ’ / B :
Reward and Punishment:
Evaluation = P 1 1
Prescribing Goals & 7 7 5
- . Expectations . '
f—Incentlves & Pressures =~ =~ 2 0 0, R B
B 07 zu% B‘(zs%> (st o
Pafticipation and Trust
- Personal Dlsclosureff 9 4 I T
" Recognizing and Involv1ng 11 & N
Others IR -
_ Testing and- Expre381ng 9 2 0
..t "Understanding — —_—
S . 29 (50%) 12 (38%) 6 (155%) .
Common Vision ™
Articulating Exgiting 7 1 11
Possibilities o *
___ Generating.a Shared 3 0 SR S LN
Tdentity -7 To (7@ T (3%)  T1Z (38%)
Assertive Persuasion ‘
Proposing L 10 12
- Reasoning For or , 1 0l 5
Agalnst | T3.(9%) TI(34E) T7 (41%)
Percentages refer to the distribution of use ofvthe_Styles, :
Table 6:2: .Frequency of Use of Influence Styles
, - = ;' ,
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tion from one setting to the other. One might well ask:
are these the same workshops‘7

The fa01B1tator at Valleyv1ew seldom used the style

.of lnvolvement and recognltlon, while its use was a major

part of the other leaders' repert01res. ThlS is con51stent

with the questlonnalre responses w1sh1ng for less leader

talk and more part1c1pant action. It is also confirmed

by the tabulations in Table §:3 on timing.'

-y

~The facilitator at Patel used Common Vision only - . ..

once in the day. She was,-however, strong in Partici-

pation and Trust, and the only leader to consistently

invite questions, an important method for involving others.

',A possible reason for the varled patterns of use,
apart from the obv1ous explanatlon of 1nd1v1dual dlffer—

ences,_ was_ the451tuatlon,oi;eo facilitation at. nggl1 L

7 :and solo leadership at the other two workshops. At

Zggli, one person made thermagorlty of Reward and Punish-

ment interventions. The Common Vision influence behaviour

. was almost exclusively employed by the other presentor.

_and important aspect. of timlng,lbut of course not the

- Timing
. - The workshops were also broken down into lengths of

%ime for various components. ThlS was an easily measurable

only one.

) The components 1ncluded dlscuss1ons and act1v1t1es

e
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- at the whole group, small group, and individual levels;

“leader presentations to‘the,wholergroup; and breaks. ActiVities

were considered as any assigned task, such as group brain-

Az

storming'or’indiVidual completion of a booklet.

~ . R d T

A : ) ——
'~ 1Insert Table 6:3 about here
- ‘h rwr‘ffheﬂreeults shown in'Table 6:3"reveal several features: '
wi;, The great variation in use of tlme in what were / ‘
baslcally the same werkshop*de51gns- ‘ o - -
2. The-orerall emphasis on presentation, individual;- Poo.

~activities, and small grouprdiscussion; and de-emphasis

. ol )
of large group activities and discussion. | This situation

s was regrétted in ‘interviews with some Eggli teachers;

L

3. mhe dlfference between the total time and the

rdav181on of time suggested by the presentor s guide and the
observed reallty,r

L, The lengthy break time at two of the three schools.

(The last feature probably reflected the social nature
of pro 'd' days. At the Patel workshop, lunch was at an
Italian restaurant. The Valleyvie?;?essionvwas in a pri-
vate home;. The luneh was elegantly catered, one partici—'
pant left to buy w1ne,’and an award was glven to the very

,Lpregnant,schpolﬁnurse.)

Timing was eSpecially problematic at Valleyview. With
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 KIND OF WORKSHOP AMOUNT OF TIME (in hrs. and mins.) R .
- ONENT™ " Presentor's = ) )
B s "~ ~ Guide Eggli Patel Valleyview

=

- Presentation to ; . | : _ . :
- Whole Group : - 1455 7 155 C e 2 1:05 - ,-Zflo o

Whole Group ) : ' ) _
Discgssion . o ,v.ila - :‘39777”f;” fos,, - {7‘; 7 e

~=_ - .Whole Group S L o - o
- Activity ' s 110 / 105

~_ Small Group - o : ; - -

“Discussion 1:00 2500 :200 - 1310

\\\ - e - e AT e

" Small Group o _ -
Activity , -/ , 15 115 /

Individual . L L 20 .‘
Activity -ooozss o #50 1k0 $5

b ~
Total Time , . . %
(excluding 5:20 lLikoo 3125 . 43120 .

“breaks) R

- - /Break

“~Total Time 6140 5150 5140 6:10 -
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such a'large'amount'of preSentation‘fime, the staffrbroke

for lunch at 12: 30 well- behlnd the pace of the other two

,,,,,

workshops. In,consequence, the afternoon was very rushed.

,frustrafdon was ‘expressed, andjthe Post Conference Follow-

-

:gp was omitted.

7 JDesignfChanges . S
Most of't' variations in format were minor; basically
the contenf*of-all three workshops was the same, ,However’

~ there were a few s1gn1flcant adaptlons. o T LT
The changes that were observed by the evaluator to

be most*successful, and whlch wereoalso appreclated in

questionnaire and interview'responses, were those which R .

involved. group activities- -brainstorming on goal planning

at Patel and the Super Self-Directing Professional at Eggli.

" The facilitafors at Sggli explained in an interview that .
it had been their intention to increase group -

activities based on a need perceived at their previous
&

workshops. The Patel,facilitafor”did'not give an explan-

.ation for her change.

" There was another adaption which was judégd worth-

-

whlle by the evaluator, although there was no observable

ev1dence of it 1nfluen01ng partlclpants. At Valleyview

' the leader, in h1s 1ntroductory remarks, antlclpated some - j

jxnﬁxﬂiberconcerns-?-that—%he—SBP—had—been—field—%es%edTAAA——————————————f

that visualization was involved, that it was okayrtorspeak B
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‘out if uncomfortable~ -and thus tried to alleviate anxijiy.

e ,,Unfortunately, this was. 1nCon81stent w1th a geneﬂal approach
of high leader control._ I; fact I did not recﬁrd an 1nter—.A
_vention By.a participant during presentatlons until three
hours'into the workshdp,vindicatingrthat they did not feel

_ it was okay to speak up. -

One change that was unsuccessful and unplanned was

~ the dmissiqn of the Post Conference Follow-up at Valley-

i

f::::::::::v:viemﬁzzg%aeauserefithe:gﬁé&%:%ime:pressure:&ndiﬁushi$é~GGmAQ
plefe contracts, the arrangement of team meetings was left
out,

Other Comparisons

Debriefing, the questioning strategy described in the.

literature review, was omitted from all three workshops,

asfitmisffrqmvtheﬂpreéén%or¥s~guide7~7éhefeoneiusiqn T
of an activity was sometiméé a small group discussion with?
out guidanCe.,gometimes a few words summary by‘the leader, -
and often left out altogether.

In all three workshops thererwere’also considerdble
problems in choosing and defining goals. About half the -
goals were personal in nature, weight loss_being common,

about half were profe531onal However these latter goals

-were- generarlly -not elassroem—reiated.— - _' -

In all three workshops, there was also some evidence
_of difficulty in collaboration in small groups, although

1t was not determlned how exten31ve the dlfflculty was .

T A
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,Summagx Co if

From thepinformation'descrlbed‘in‘thisfchapter[‘a*’ %

nﬁhber of charaCteristics of tne SelfeDirecting Professionalv é

_ workshop and 1n—servlce workshops in general become clea?.‘,,; é

. | On the SDP- 1tself, here are some of the patterns that emerg— _ f‘
l}* Partlclpants as a whole appre01ated the content, » N o

notably ‘the lelSlon Lnto steps, the clear sequence, and | R *%
'ﬂ<¥:f:fr::the;motrﬁationgof aawrltten—eommltmenjetoAa,team._iiha¥llll :}— 5
espec1ally ‘1iked the Cégtract activity. .- | é

2. Part401pants hlghly appreciated the staff 1nter—' ;

- o action. »/ o ] » o ‘ 7 ' S

| ‘-3.ﬂ”lnuall‘worKShops; there was an emphasls on: pre- ,f

o ‘ sentation,-small group dlscuss1on, and 1nd1v1dual act1v1-i‘ i
b_'vtles.Thoseact&yétzes1nvolvedreadrngandawr1ta | i

4, In all workshopsi there was little or no larée
';;kda grOup 1nteractlon, no- debriefing, and- SOme dlfflcultles
in goal plannlng. Some colleaglal groups also had trouble
in collaborating.
5. 'Goalswchosen by participants were'roughly half-
and- half, profe551onal and personal. However, professional
goals were generally not related to classroom practlce.

e *h Inetwo of the- threehworkshops1 there_wasaaalackaﬁ

of time to complete the agenda.

7. Both fac111tatlon styles and tlmlng varled greatly

from workshop to workshop.

¥
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8. Design changes were few. There was general :
fldellty to the trainer’'s gulde. | )
'9; Of those changes that were made, the‘most success- ‘ ;'
ful were those that 1nvolved group act1v1t1es. ‘
| 10. The quadity of design changes and facilitation .=
fwae‘influenced‘by*the‘availableApreparation time, skill, ”f/

and eXperience of “the facilitators. In the SDP workshops

studled, all the fa0111tators were- relatlvely 1nexperf

. and had llttle preparatlon tlme. S o 7 ..

There .were ;also some‘features that seemed to be o

characterlstlc, not only of the SDP kut of 1n-serv10e

L e

'workshops in general

l. The use of the full range of 1nfluence styles,

- , s .

R 4

: and the av01dance of overrellance on any one. ylelds a
o il PR A . -

better WOrkshop." Partlclpatlon and Trust 1nvolves part1c1-A

ST et T e

pants,Common V131on 3x01tes and 1nterests them. e S o
VT‘ ‘ﬁé{ Co fac111tatlon offers the: p8é81b111ty of a w1der,,'rt;.‘-;;' f
range of 1nf1uence styles than does solo fa0111tatlop ‘and - | = v
hence a better workshop.,;' . o . . o Ca,
T’* ‘d3. The quallty of fa01lltatlon and de81gn adaptlons . ) .
is 1nfluenced by the a;ellable tlme. skill, and- experlencel ff:,;
of the fa01lltator." ‘v’r." F E > ‘ e 'i%),_r L -
S S NETW7§ocidiiinteractlon‘1s hlghlyvalued by teachers:- — - -
5. Pre-workshop preparatlon is extremely 1mportant ; . ”‘Q,§a,g(

-in running a workshop. (Thls is discussed in the prev1ous

.
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' 6. The _;)sc;io*olk climate can be extremely impoftant in
- the runni‘ng'df’r'tlvie: wor}Eshap. R ; '
W T P :,‘Prrpfess‘ivpnal"devi-:i»lo-fimenf 'dayé are seen by teachers
as a socr:ife)ilvasﬂ well é‘s"iéduca‘tiona’lvocc-asion.'
- o ’4iThifs’”::srummzii‘},fifféé’_'d_eé'cfibéd obsérvations grounded 1;1 -
data and légic:  Some of the points,lsuic;}}_ as co-facilitation |
) offering the possibility of a wide range of influénce styles,
. _are based :Qrglimﬁaddia;&;bustjate _logically supportable. ‘,,,,
After a discussion of the i’mpact of the workshops, these
observations are égsessed and in'teljpreted further. - |
N
q
e i * S _ R;, _



- a N g =
, \/ . i
L 136
CHAPTER SEVEN : IR
P ' LIFE APTER WORKSHOPS

The 1astrchapfer cégéidéféa“three Qery different‘
presén%é%i6ﬁs'of eséentially_theisame workshop.r One was
co-facilitated and that faéiiiféfiohhwas well appreciated

by the fOurteen'ﬁartiéipantS{ egﬁécially"fof it;’éﬁfhuéiaéh]” " o
'anétheless;uthere was conflict and resisfance. Another
,preséﬁtation. to a smaller staff by a,singlé leader, was

'alsovergf\wallreceived,bui;1imnxalnas‘iittléb;xcitement._'
7 ., generated by the 1eader. ‘The third, given by one leader
to seventeenvparticipants; was not well liked, mainly
becauseléfllack of time aﬁd too much leader talk. quever,

at all three locations thée overall content was regarded

as valuable.

‘TheseworkshopsWeretéyemajortaciicofiheimple—
J ' '

mentation process. Only e Patel facilitator plans to
return to the school, and thenronly for a brief visit; L : f
three and a half months after the workshop. There were
‘no other interventions. | 7

How suécésSfullyyhaé the QDP goal attéiﬁﬁeht program’
been implement;d? If it is used; how is it used? Are

there any side-effects? How have the colleagial teams o

,mfunbiionedig_Tablemz%l,giyesmsomegafAihemresultsffrom

questionnaires distributed five weeks after the workshop,

the stage when participants would have completedrtheir Cf'

first contracts.



Questions:

1. One of the main goals of the workshop
is to increase .the participants’
direction. To what .exteht do you think
that the workshop helped you become more
~self- dlrected'> : : -

1 helped a great deal = . = -
o
3 helped somewhat’

LY

5 did not help at all

2. Since the workshop, have you been '
able to achieve your goal?

1 no

2 yes, to a minimﬁﬁrlevel

137

ﬁ;;ff_ﬁmﬁ;zmmyes.etomamsatiSfaciorymleyel .

L yes, to a level of excellence

3. How many times have you met with your ~»
colleagial team since the workshop?

1 have not met
2 have met once
3 twice

L ~three or more times

Responses: K
- . : ) . )
Eggli Patel
: { .
self- N~
0 I T B
2 0 - o
i { n '
2- 777—777,;1;:— T
1 0
6 0
3 1
2 -5
0 2
4 0
3 3
2, 3
3 3

Table 7:1

Responses to Questionnaire on Impact (selected

questions)



to his‘kﬁdwledge andwnorghange§‘in school climate-or -

- procedufés.

- 138

Insert Table 7:lfébout here

- There was an insufficient number of responses from

Valleyview, However, in an interviéw,’the principal said

that there were only two or three people who were foilowing

through'with their contracts. He was vague as to -what --

~they were actually doing. There had been no team meetings

Interv1ew§ﬁifwﬁggli“Schooihcenfirmgditheﬁquestion aire
results that two perébns of fourteen pufSued their éoéis
with satisfactory success. - One teacher explored new ..

approaches to discipline; the other established a filing

system. Three others pursued goals of fitness or weight

loss with llmlted success.

A number of the Zggli teachers p01nted to the problems
of complex goals and lack of follow—up as reflected in 7
the followlng quotations:

Some of the goals are intangible. - There are
certain contracts that are behaviour oriented
and that are hard to measure, especially in the
situations where you want to practice them, 1like
staff meetings, don't arise. We really should
have some expert coming back with.us, someone

to coach us, someone who is in our group meet-

o 1ngs.w One of these ladies [fa0111tators] should

"\ be in our group.

¥Yhere's a willingness, but not enough time.
some kind of check up system would be good.




- 'No changes in scﬁool:climate or other side-effects
were observed.
,The'ohe school where there was success wasrPatel.’
This was reveéled in questionhaire resuits, informal ob-

servation and in an interview with the vice-principal.

the workshop, there was a chart on the wall indicating

the weight loss by one teacher since that time. Beneath

e . 139

When I visited the staff room five weeks following

== - -the WQrkShQ?yi but was inspired by the teacher. That

same day, the school had completed a half-day professional

':Eévéiéﬁmént‘day—6n—science,in§ﬁ;yg§ion_that h

ad been given

by one teacher who had made it his goal.

The principal listed off severai examples of those

=i t-was—a -similar-chart—of-the-secretary who-was—not-at — - —=reem

——-——————who-were-successfully pursuing goals-

—He—eoneiudedmwith
~

this comment: 'tf/“ - ' .

: Maybe its something that could be set up and
really used by administrators 'cause I know
for me, it's made my jJob a hell of a lot easier
'cause I've got some really enthusiastic people
now. Not that they weren't before, but they're
more enthusiastic because they've got some
kind of direction.

The team meetings at Patel and at Eggli were generally

check-in sessions of five to fifteen minutes. Team mem-

- - —Dbers reported-on their progress-and recelved-encourage

ment, but did not undertake thé suggested functions of

-problem-solving or celebration.
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,ln hrief,,at'Patel school,,after”five weeks, seven
of nine respondents had'met'twice~and completed their goals
to a satisfactory level. One other person had reached

a minimum level of. achievement. At Eggli, two of fourtéeni 7;

Vmade satisfactory progress, three others, minimum progress.

- Iastit,” Research was not extensive enough to measure

-ed up oneachq%/ suprogress*ana*gave encouragement

-
—

At ValleyView,lthere was little or no. 1mpaot.i T e

At Patel, the pr1n01pal said there was a pos1t1ve

1nfluence on schoog climate: people were more - enthus-

the nature or depth o—*the changes .

Team meetings at the two schools where there was

1mplementatlon were /brief check-in times. Members check—

It would appear that the presentation and school | o Cen

mentation. The presentation at Valleyv1ew was leader
dominated, a s1tuation encouraged by such things as fre-
quent interventions to move along the agenda, emphasis

on presentation, &4nd absence of debriefing.questions.

The staff rejected the SDP procedures. The Eggli present-

tation, had similar'design characteristics, but recog-

nized and involved participants much more, as well as

“excifed them with lively testimonials Nonetheless, it had

—Am%nimalsimpaetTAAQheselimate—e£seenfl1et—was—eertainly——————————f————————

key at Eggli., At Patel school the leader effectively e
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, " That workshop had bthe most impact of all three schools.

a

© ‘enthusiasm were influential factors. AETE

Here, the climate of harmony and the prindipélfs personal

L

— .

\\\\‘
: 0
. |
|




CHAPTER RIGHT

R "~ EVALUATION = . -
. 'The hope that an evaluation will provide
unequivocal answers, convincing enough to .
extinguish: controversy about the merlgs of
, a social program, is.certain to. be di , :
s ,app01nted.,a,m,, e e e Y L e N

' _Lee Cronbach et l 1986.@[3~

o The research flndlngs will now be compared w1th the

e S - S

standards of Judgement establlshed in the rev1ews of

the.llterature., Rach’ factor in successful workshops‘
andcprogram implementation is’ conslderedﬁln success1on.

The follow1ng chapter glves a more unified and explana—

tory analysis.

\ The evaluatlon is a formatlve one intended to provide

1nformatlon for decisions on program changes. .Instead
of summatlveAJudgements, each discussion of a factor
conciudes with some questions intended to illuminatev | )
that:decisionJmaking.

The SDP is considered first as a workshop design
and then as-an'implementation process., Facilitation will .
only be discussed in relation to these. | |

"The Self- Dlrectlnngrofes31onal Workshop

A Contextual Information T

The literature stresses the need to gather informa-

tion on participants, space, time, and materials in order




e

to plan effectlvely. ?esearch suggests ‘also that chances

of" success are 1mproved w1th mutual plannlng by part1c1pants

and leaders.’ A"\ _— ' SR . 1

‘In practice, thekworkshop‘leaders,obtained such inform-

ation prior to the workship mainly by-telephone from their

‘contact persons. The information depended on that one source. . __

——

On. workshop days, there were some problems attributable to
incomplete information, most commonly logistical problems.

With a "packaged" de31gn and 11m1ted contact of facili-

tators andvschool staff. there were no obv1ous opportunltles
for teacher partlclpatlon in plannlng.” However, in omne case
there was a des1re expressed by the school to develop an
a11~school goal. For reasons not completely clear, this

was not included in the workshop and was viewed as a lost

opportunlty by the prihclpal . \

teachers themselves, have limited tlme to gather plannlng
information or to mutually plan with staffs.

Given these restrictions, what procedures could give

better,planning information to the facilitators? To What

extent could teachers be involved in planning?
B Readiness

°The readiness of the individual and the group 1s import-

It should be noted here that fac1lltators, as pract1c1ng

ant 1nrdec1d1ngmwhether to 1nclude or’ change certain compon-

ents, or whether even to glve a workshop.
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o The SDP site agreemeﬁt’stresées that all teachers
participatéivoiuhtafily. yét»at'one of the'échools'stﬁdied.‘
Afhé»data,suggest that éufficient commitmené wasrnot'there
priorftb‘the,workéhop. , ‘ .

Is readiness important to consider? If yes, how

~should it be measured and judged?

G- Preparation of Participants—- .- é/ R [ SR

k Thé better preparation,'the better chances of success.

Research findings show that person-to-person communication

" and A démonstration of Sample content by 'persons Tesp ec ted N -
by the téachers are ideal methods.
Af one of our Schools,dbecauée of 1ate’arrangements,
- written infermation arrived only five days prior to the
session. At a second school the faéilitator sent no

readings. In both cases, there was anxiety among partici- . ' . » §

pants. _

In all three scHools, there was no persoggadcontact
of facilitators and the whole staff priérrzé the workshop
day. In one case, thére was a meéting of the site leader,
vice-principal and facilitator. 7 |

To some exteht the message of therpromofional poster

is inconsistent with the SDP content. The poster message

may have explained the strong desire of Eggli school.to

~ see the workshop as & solution to staff problems.

gainfklaekeﬁtimeiertheiaeili%atersisanim-‘\'_~

portant factor in any effort to improve preparation.




To what extent is the ex1st1ng pre- workshop communl-

cation and organlzatlon process adequate? If changes are

neededy how can they be made given the restra;ggs on the

workshop pfesentors' time? Are there some ways to get

gggound these restra1nts9

D Phy81cal an1ronment

In all three schools there were some problems with

the physical aetting{ for examples, a too cold room, a

e ~~nu££$W0f“196&$£Gnﬁin -mi-d- -workshops- and eramped,quarters+xff'——

On the other hand, although it was not a focus of obser—
‘<, vation I noticed severallefforts,to forsee problems and
. \1'arrange a comfortable setting,rfor examples, checking
"theknumoeriof bookiets, arranging furniture, and bringing

spare’equipment. 'Moreover,-the site agreement stipulates

wvf-ﬁWﬂWWeerta1n physical arrangements and~the presentor—s—gal

encourages the ldader to check\detalls.

To what extent and in what w;ys can the fa0111tator

ensure a suitable physical environment?

B Goals
The literature stresses the importance of clear goals
and suggests negotiating gaps between them and participant’

expectations. Goals should be practical and attainable,

—‘ﬁmluwandwtheLPurpose—areund—whiehfaetivitieseare~organi%ed.

In one of ourxéessions, the goals were not announced

£

and in no cagses were they offered for negotlatlon. However,

/
/

/

7




‘there was no cleér~effect of this on participants: in fact,

“they commented posztlvely on the. clear dlrectlon of the day

: fand the loglcal relatlonshlp of the actlv1t1es to each other.

" planning raised a question in the minds’ of some respondents:

~the Vision, and s0 ‘on. The process after the initial ex- _

On the other hand, the problem of time pressureiand

the difficulty participénts had in defining a goal and =

e

Are the workshop goals attainable in-a one-dav workshbp'?j

The overall program goals ‘of 1ncreased 1nfluence,

mwcempetencer—aﬂd,gey;are diseussedfaxfgreaieraiengih—rn'th e

following chapter,

F ‘Experiential Focus

Because it is baseo on-a prOblem-solving model, the
SDP builds from the previous experiences of participants.
In this, it is cohsistent with adult -learning theory.

of experientialvlearning for éctivities like Joy ‘and Misery,

~ -

w

-ercise consists of sharing experlences, 1nterpret1ngr )

e

generallzlng. and applying, a sequence that is called‘ 

pnggessing or debriefing.

For the 3DP, processing was sometimes a few sentences

by the facilitator about what should have been-learned,

4

et The workshop-literature—also describes the proce s5— < *r—*

,sometimes;e;periodeofﬁsmallegroupesharing»unguidedhby the

facilitator, and often omitted altogether.

When fhis;happens, there is the possibility that
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participants mayrnot have sufficiently reflected on an
~activity enough to have learned from }t{ Ansummary'by
the‘presentor without a guestioning processiiﬁbreases?the
presentor's control. It also cuts off the leader from a
" source of information‘about participants' learning or/ -
o—~fee1ingsfr -and reduces- opportunltles for whole group

‘1nteractlon.

What is the intended 1earning,for each workshob com-

- ppnent°7NWhat questioning procedures 999@§”P§,E§?gmﬁ9,en“

) sure that that learn1ng¥takes place‘7

"°‘G\ ' Transfer N
. Joyce and Shower's research (1980) has shown the im-.

portance of theery, demonstratlon, practlce, feedback,_'

_oers ‘have also mentloned the need to dlscuss transfer w1th

and coachlng in a successful tralnlng sess1on. Pract ion~

BN

partlclpants, the 1nclus1on of relevant\gontent, act1v1-

. ties with personnel who also work together on\the job,

“and 1nclu81on of time for part1c1pants to dlscuss back

~ home appllcatlon. o A i L }L
. -3 : . . N ©

E

The oDP, to a certain extent, is a'training sessiona
because its purpose is to teach a partlcular process of K
personal problem—solv1ng There ‘is actlon plannlng by

teachers on relevant content thelr own goals,rand

‘establishment of'support teams . The intended behaviour of

"the"teams is not discussed at the workshop except in a




—.back, and coachlng 1mprove the chanceS'of success of the.SDP?

o H,f“ Varietv of Group Dvnamlcs and Act1v1t1es-

very general sensé. There is no SimulatedApractice of

action plans, feedback,fbr coaching{

To what extent wouldrthe 1nclu31on of actice~;feed-

Neuro Llngulstlc Programmlng suggests varylng sensoxy

P

L‘,modes.

.

KlrSChenbaum (1977) suggesxs Varylng'group dynamlcs.ft”'

o The SDP empha31zes presentatlon, small group%apd\7

1n%av1dual act1v1t1es, and smali group dlscu531on - There

is: little or no time spent on large grbup act1v1t1es or

dlscu351on._ The de81gn adaptatlons that teachers 11ked

. the most were large and small group act1v1t1es.

“There is a- slgnlflcant amount of- readlng and wrltlngf

1n the uDP There are no planned non—verbal act1v1t1es

-

or phy51cal movement.

Is the preSent format suff1c1ently var1ed° Pow‘can

£ "

- SucceSSful deSl ada tatlons be,shared ony fa0111tators°

SR N oeguence oo - o . S

S . .

A clear_and loglcql sequence was v1ewed by parthl—'

pants as a strength of the ‘program. No questlpns:of sequence

arose,
. BRI SR mmng‘i ”';17—7—;;[ i jif‘nr' <
' 1ng 1s a complex toplc 1nvolv1ng at least flve 'f

£

aspects. l) the amount of Zﬁme in relatlon to goals,k o

A T

,*/_;_,_ ‘ Lo i it S :‘\»,“‘\ - . T ] o .- -
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2) types of activities for certain tlmes. 3) the correct s
'ilength “of.time for components, short enough to av01d fatlgue,

but long enough to allow for learning, 4) tlmlng of " the

fa0111tator s 1nterventlons, approprlate but not too

frequent, and -5) the 1nclu51on of the cycle.of rlsk and :

v ey

,,retreat, the . desagn element advocated by Roger Harrlson,
(1978) %o encourage self—dlrectlon. ‘We will comment in

'sequence on the uDP in relatlon to each of- these.

“First, there was a pressure to flnlsh in two of the

three workshops studied.  This overall dimension coloured

many of the other aspects of timing. As under the discuss—

ion of goals, there is the QUestlon: Is there sufficient

time for the worksh;p goa1s° ’ V\

The relatlonshlp of act1v1t1es to tlmes of the day

was not a focus of thlsvstudy However,,a general

'observatlon in two workshops was that part1c1pants were

"tlred after lunch.;,:hould~a warmf p‘act1v1ty.afterALuncha

‘be bullt anto’the des_gp°

- The third feature, length of “time for spec1f}c
components, has substantlally been covered in d;scussing
tne eyperlentlal learning cycle.pLA \

The tlmln6 of fac111tator 1ntervent10ns varled

conslderably and this too was not a focus of observatlon.

In general, however, it was noticed that there were

frequent interventions to move the group on. Uhat efféct

&

‘do_freguent facilitator interventions have on participants?
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The agenda at all three workshops was véry full and: - 3
did not allow self-directed time for participants. None-
theless, at two workshops teachers took extended timé to

socialize over lunch. Is it possible in & one-day work-

shop to have flexible time in which participants have - .
~choiceS~aBout'whatwto do? ‘4"~~wrw——v%**'fw~'w~f"'ww49f~*'~"~;‘ -
K Supportive Climate o . v /Kk | -

' This is a function of both facilitator style and

desigh. A supportive cli@éte is enggg;gggqupyiyhe influence -

behaviers of Participation and Trust - testing and
expressing understanding, recognizing and invqiyipg
others, and personal disclosure. Davis (1974) suggests o _‘;;

that a supportive climate can also be planned for by:

1) wérmly_greeting participants,'Z) getting éverybpdy“

_ comfortable, 3) spelling out ground rules, 4) warming up,

5) discussihg expectations, and 6).negotiating goals.
. In prg‘ ice, mostiof these steps and the usé of . . ,1,; I,

Participation and Trust ererfeafures of two of the_thrée 1»; SR

‘workshops. Oné.facilitator‘anticipated;in his intro-

duetion possible,concerns.and'tried to alleviate them.
A concern that ‘was frequently mentioned by teachers

before the workshop was the posSible personal nature of '

~the SDP. 1In assessing the wofkghop itself, a third of

the respondents at ZEggli disapproved of the personal

" Vision exercise was the focus of intense dislike by

aspectl Two .teachers of fourteen at Vaileyview quest-'f"~ h - S

ioned the BCTF's involvement in such'programé.. The
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a few,

. b

The principal of Valleyview felt that this concern

about personal exposure may have formed a barrier around

all asPects of the program.,’

How could. the fear of personal exposure be lessened°

s

Should teachers work only on. profess1onal goals?waow does

/' —

1nfluehce the cllmate°'

L Risk Taklng

to a climate of risk taking.,

'the eﬁphas1s on presentatlon and tﬁe lack of debrleflng X

" This is encouraged by processes that disconfirm?”

previously held "mind-sets" of participants. - These.

could be group decision-making, disconfirming informa-'

tlon, an emotlonal stlr up, or rhetoric, A retreatQ

-

A successful workshop moves from a supportlve climate

¢

llke settlng also encourages dlsconflrmature.

The SDP includes several components that are’ 1ntend-

ed to dlsconflrm or to "unfreeze", espec1ally the Day of

i -Joy and Mlsery, the Vision, and the Challenge. Moreover,

there is the overall rhetor;c of the booklets, The

facilitators{ program and'the presentor's guidesencourage

the presentor to .use, similar rhetoric and testimonial.

4
In practlce, the unfreezing act1v1t1es, llke the

workshop itself, received mixed responses (based on

limited evldence) Only the Contract received general

praise. The rhetoric of risketaking, that is, the

<



- A% another';ocafiqn, it was almost not used at all.

-How important is it for the facilitator to communi-

cate risk-taking? Would more attention to a supportive

climate first increase the success of unfreezing activities?

To what extent would debriefing influence risk-taking?

“M;“"Excitémént””*””

Heightened feelings can be generated in a workshop

when participants'work together for goals that they then-

4»:§§;¥§§jgﬁlue4,thgﬂwriiings,offBénlemelQ74)mand;Milgs:f,WW,
(l96h)‘suggést that this happens‘when members of the work-
shops participaté vigorously,’take risks, takebresppnsi—
bility for themselves, see the potential for action,
"and have a shared common vision of a greater purpose.

Equality of relations, increased communication, and the

- 1imited time frame also can encourage. excitement.

The SDP design includes the elements of an exciting
Aworkshop, yefjin practice only one workshop'wés regarded
by participants as exciting. This discrepancy may have

been due t6 infrequént.uSe by the facilitators of the
Common Vision influence style, ~time pressureé, emphasis
on presentation, or the individual focus of the,desigh.rr

(There was the suggestion in interviews thht the focus

__on individual goald after the Vision -diffused some of

the potential of excitement.) -

In what ways can the SDP be altered to realize its

("
/.3

,4(“\, B - ’ [,

pbtential for excitement?




 The SDP Implementation Plan

A Teachers as Origins

-

Evidence from research on implementation is that the
erquirémehts, needs; and preferehcesﬁof teachers should‘

‘be the starting point of an innovation. School-based

;fprOgramS; instfuefidn by~téachers,~mu%ual planning, mutual e

aésiéténce;riﬁdividuaiizéfidn, éndrloéallyrdeﬁélopéd

materials are all strategies which follow this principle.

l,E¥¢EEI for mutual planning which has been already

~ discussed, and locally developed materials, the SDP

désign'includes these strategies. In practice, it is
= Co
worth noting .that teachers did not usually choose class-

room goals and in some casés they commented fhat the SDP

was not concerned wi goals.. The explanation for -

this is mot immediaftely evid¢nt. .

T INESE S N R o AT

PR

MoreoVe$>~$hé/;oilaboréiion of the colleagial teams ¥ 4
after the workshop was limited, The members reminded each
other of fheir commitﬁent and encouraged each other to.persevere.
They did nbt meet often of for long, nor did they engagé

ih problem-solving. B o A

- How could collaboration be improved?

. B Plannigg

Successful implementation needs a plan that includes

1afge'and long-range goals, but alsérinciudeé a good deal

of ongoing on-the—line/assistance byrprogramrstéff;';ifff;
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§, ' Dlannlng needs to be adaptable to changing conditions. ggglégﬁﬂﬂﬂré

This is helped by a map- ~-a conceptuallzatlon of the change

process- —and by frequent, regular monltorlng ’, [

The site agreement of the SDP is a llst of preparatory
-steps and post conference tasks "necessary to ensure success,"

The performance of all of the tasks’ by the 81te leader , S

Shkd ; T

‘,‘would constltute an. exten81ve 1mplementat10n program. In
’ practlce, they were not followed. '

The site leader is left alone to 1nst1tute what may be

Ty major roke change-for himself and others. There is no
conceptual explanation of the implementation process.for
either presentors or site leaders, leaving the site agree-

ment as more of an itinerary than a map.
Moreover, it is not clear what teacher behaviour over

E

time constitutes implementation of the SDP, whether it is .

the individual completion of contracts or the more collab-
orative act1v1t1es of the site agreement.

As. regards to 1nterventlons by program staff, there
are only the pre-workshop contact and the workshop itself.
The\lnclu81on of colleglg! teams and contracts are innovative
attempts to overcome this limitation of little stafT contact.

Yhere the program was well received, they were useful

structures.

T T Tahat teacher behaviours constitute implementation of

f——————whe—SDPQ—Alnewhat4ways—eeuld—fellew-un—a391stanee—he—supplied————————————ﬁﬁ*

to the site leader or participants? Should a conceptual-

ization of the SDP change process be part of the facilitator's Y

or site leader's training?
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,;;;;/; Impleﬁehtatlon of an 1nnovatlon means changes in
patterns of'behav1our, in this case, that would mean 1ncreased~ .
' ( B self~direction:andreoileagiality.f For this to happen,
there must be a responsive school climate, active adhinis-'
,”tratlon support, and part1C1pant commltment 7 Ipitiele
1nst1tutlonal'read1ness is important for a program to have - e

a chance to take root. Also impertant are on-going strat-

egles such as coalltlon—bulldlng, advocacy, and regular

meetlngs Wthh can bulld support

The questlon of readlness»was discussed earlier when ‘ ' =
considering the SDP as a workshop. Support-building for
" the program is ﬁainly.done through the negotiations of
the facilitator and site leader over the site agreement.

The one school where there was success was where there !

were relatlvely harmonlous staff relatlons. a supportlve

ligdministratiqn, and personal contggt with that adminis-

¥

tration by the facilitator before®the workshop.

What stéps could be taken to @repare\a school and

E3

to build support?




" CHAPTER NINE -

—. THEMES
This inquiry has three levels. At the describtive

level, it has depicted the ebb and,flow'of workshdp life

and its impact on school teachers. At the evaluative level,w

1trhas generallzed from-the- descrlptlon and made"judge-

)

ments about how the program could be 1mproved Now at the

elucidatory level, this chapter throws light on the broad-

er features of innovative change and workshops. From the

‘jumble of fihdings, it seeks general patterns of meaning.

‘Although this has implications for program'improvement, it

will be more explanatory than evaluative.
The analysis is of the cultural themes discussed in

the methodology: principles which recur in a number of

4

domains and serve as a relaticnship among them., Principles,

or tﬁemes. are general essumptions about the nature of .

"experience,,and_they may be tacit or explicit, o

-al, second, charisma as a technique of social influence

‘I have chosen three areas'to gxplore for themes: first,

the -process of change usednby'the Self-Directing Profession-

and a model of behaviour, and third, the contradiction or

gap between the reality of partiéipénts and the program

reality, and the facilitators'. effertgijgig%idge the gap.

The themes were developed by several different metheds
N R

suggested by Spradley (1980) : igggﬁgégg myself in the data, ”;,
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777777 conétructing:a diag£am'of”domains and their relationships, o

éea;chigg;fqr important'éimilaritieéwandkdifferehcés, - :
;dentifying organizing domains which relate mény’of the _;
fiﬂdingS'togethef,'and searching for themes in the liter-
‘ature on innovations and workshops.' Often there are 4 o ' :

universal themes such as-techniques of social influence or

kyj

-
o~ .7

- - - ways to resolve cultural contradictions.
The domains examined here were chosen because they

emerged through this analysis as the most powerful explana-

" tions of research results. For example, the domain of stages

in a change process linked together all of the SDP compon-
.ents. An exa@amination of the literature helped reveal the
thémes behind it. |

Strategies of Change

lan has a tropism for order. Keys 1in one pocket,
“change in another. Mandolins are tuned GDAE, R
The physical world has a tropism for disorder,
entropy. Man against nature... the battle of

the centuries., FKeys yearn to mix with change.
lMandolins. strive to get out of tune. Every

order has within i1t the germ of destruction. All
order is doomed, yet the battle is worthwhile.

- Mathaniel West, Day -of the Locusts

B Individuals, groups, and organizations, all try to

make order from chaos. When the process is gradual, one

talks of growth, learning, or development. When it is

- sudden, one talks of crisis and confusion. This
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"~ “In most CaSes,changeiis’téqit,>it operates atAthe'h
unconscious le&ei. However, purpoéeful:change,—fhe attempt
to alter a system’conécioﬁély»to‘ehsure orderly!é@justﬁentr
>6£ adéptétidn, has become, in recent decades, a field\of
'%nténSe:study. K ‘ | | |

*f’””’iKurt;Lewih*s Work in the;1930'5'ahd”ho*g'ﬁrovidéd“a”“"”
highliri;fiﬁéhéiai 5égél‘forréhéhée df a_social syéfem,

one that has significance for a study of an innovation

_like the SDP. He divided change into three sequential -

‘phases: ~unfreezing, the dissolution of prior group
standards of behaviour, mdving to some‘new state'ér level,
and refreezing, stabilizing the new behaviour (described
in Lippitt, Watson, and Wesley, 1958, Lippitt et al., 1977,

and Smith and Keith, 1971). Assumed in this sequence is a

4. Cchange agent, someone who guides a group or organization e

through the change, and the clients, those who are to change.

Lippitt, Watéon, and Wesley in the Dynamicsg of Planned'
Change (1958) have furthef refined Lewin's model to include N
the following: ) ] : /}
‘Unfreezing:

1. Development ofva'need for change by the client
system;

2, TEstablishment of a change relationship between

the change agent and the clients;
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. Moving:

3{ Dlagn081s of problems through collaboratlon be-~

tween cllents and the Change agent

kL Actlon plannlng, = ',_f¥ R - | ‘
7 “5;~ Actlon ;mplementatlon, a trlal perlod w1th feed—rl . .
"“ﬁéfréeiing; o - o ) | . BT

6. Generallzatlon and stablllzatlon of change,'most

1mportantly, by developlng a body of people who _are commltted

_to the change and seeing it bear jrult{
%. Términatibn. ' . V:i'h"‘“‘~j,f o : !
Other"modelsrand research'abbut change are discuésed_
in' chapter two. 7 ,:vf h BRI I e
These categorles give a slmple and useful way of ; |

conceptuallzlng the SDP workshop. The comparison in Figure

9:1 also helps highlight some of the themes of the SDP.

5 3

Insert Figure‘9:l about here

There are several assumptions which both models have
in common. Among the most important are:
1. Change beglns w1th unfreezing. Examlnatlon of

undes1red situations and the poss1blllt1es of actlon, such

s Joy/Nisery, help establlsh‘the*need*for chatiges
4*44£L44D1agnos¢sgandgaci;on4plannlng4are4necessaryVieggggggggggggg————ﬁ———

ensure successful actlon.
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~ Stages in the - Stages in the ‘?
SDP workshop: | -~ Change Processt ;2
y " . o o ' ;;
Unfreez1ng: establlshment of a change‘rela— ’ f
tionship.between the presentor and site- I
1. SgizggszhOP - | leader; possibly, through the booklets, es- iy
: .. | tablishment of a need for change ¥
7W03kshop:. ; -i »“Unfreez1ngi establishment of a need for %
2, Introduction_ .. . change through the rhetoric-of- presentor i
e e ‘| Unfreezing: establishment of need for »{
3. Joy/Mlseryr ) change; Moving: diagnosis ;
‘ L Preparatlon for Mov1ng: action plannlng and 5
L, Choice of teams Refrggg}ng S e T ;
5. Vision | Unfreezing+ establishment of need for change'
6. Choice of goal |Moving: diagnosis
7. G.A.S. - |Moving: diagnosis
8. Goal Planning Moving: action planning "%
9. Contract Moving: actlon planning; Refreez1ng. sta- ﬁ
bilization of change : L :
10, Follow-up : . ‘1 . »
arrangements Refreez1ng= stabilization ?f change

‘Figure 9:1 Comparigon of the_ Self—Dlrecthg Erafess;onalgw;tb
: the Model . of ‘Planned Change ,
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3. The declaration ‘to otherslofia'commitment-to'action'
helps enSure;that,the action takes place.

Powever, there are also some themes underlylng the oDP

that contrast W1th the planned change model:

1. The majority of the change process' can take-place

LY

'héj The trlal perlod and feedback ‘are elther not necess-

‘ary or w1ll oceur- 1ncldentally w1thout plannlng.

}:H Effectlve d1agnos1s can be made by the 1nd1v1dual.

4. Teachers possess the necessary skills for the oDP

rgoal attalnment process.

5. The pursuit of individualjgoals‘is.the best,means,

ta achieve change.

Underlylng most of these themes is a more fundamental

" to dlagnosejand plan‘effectlvely. AThe lack of a group,

one: the 1nd1v1dual is the most 1mportant factor ln change This
assumptlon explalns the exclus1on of otner poss1ble change

efforts such as outsideAlnput by a change agent, peers or .

T T e e

" others in dlagnOS1s; attempts to build 1nst1tutlonal supporti

or the development of group’soals.
The p051t1ve 1nfluenoe of the cchool settlng at Patel
and the negatlve 1nf1uence at Eggli suggest that organlza-

tlonal dynamlcs also. play a powerful role in- 1nd1v1dual

ange.‘“oreover, the 1nd1v1dual teacher was often unable r ﬂws!*

,,,,, . f

purpose and process skills'inhibited'the deveiopment/oil~4r
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the cd}leagial teams., Team members, in géneral; pursued:
their_goals'independently.i These fesuits7poihf to:fhe7

2

e importance of groupldeveloﬁmentjandA¢he expanded roleuof

the hi?ﬁge agent.» These tonlcs are eluc1dated furfher

‘in jheiglscu531onzof the progfam-partlclpant gap. =
] e Charisha . .. .. - R S

R

”*en one reads o"the dram uicfrésulté of such teachers

3

t .

- .. as Léo Tolstoy g 3 or A;S.ke 11 (1960) one mightawéli
Saspec+ that their extgaordlnar1 personal qualitiés;explain e

R - e

thelr success,more'+han +helr partlcular teac 1ng approacnes.

) :

*

Some. individuals seem.ayle tq:cgeate an.zura of extra-
: 11ViC B exgaze ¢ : 7

-

ordinariness around themselves, to appear larger than,life,

~ﬁ‘4.;,and to ma te clawms on ot thers iorrpommltmenu and respect -

R . ) B . 4'“ )

~what 3001ologistsica11 charisma, . - - . R
- ) “ B . ~ , .." S~ .y . . - J . S
Cther accounts,iﬁﬁicate ﬁhat the qualities of charis- ‘

TR T LT - T - : L)

o

- +22%tic leadership - he;entened feelings of purpose and - ° -
commitment to action - can e taXen en by teachers as a
. ) ) T -» - - : o

‘zroup {Runkel g% 2., 1972), workskop »p articipants (¥iles,

1964Y, and curriculum innovators (XFacdonald and Halker,
1976, -

+

E

Tre language of the booklets and suggested modsl of

ion of the 3DF have characteristics of charisma.

i
£ the findings of this inquiry can be explained by A' -

ng the consequencs3 of @ charismatic approach. -
i The term charisme is widély used’but—seldom with the -,

s initial definition. He defined’




'the term -as, "a certaln quallty of an 1nd1v1ddal personallty

: by Vlrtuerot whlch he is Set apart»from ordinary men and

or ordalned by hlm" (1n SW1dler, 1979, P 72)

treated as endowed w1th supernatural, ouperhuman, or at least
5pe01f1cally exceptlonal qualltlec." Followers are .devoted

°

to him and to "the normatlve patterne. of order revealed

‘Vllllam Frledland (1964) has argued that charlsmatlc e

: leaders are successful whenathey express w1dely held but

. prev1ously unartlculated popular sentlmento, when they

"app"r to takecunusual perﬁonal sentlments, when they appear

ldescrlped teachers Who used shared group valyes and ‘self- S

to take unusual pers onal rlska on behalf of the group,*and

when their endeavours appear crowned with Success.

In her study of alternatlve schools (leQ), >w1dler

dramatization to achieve charismatic. influence. Some teachers S

~appealed to groupAaccompliéhmente;and shared meanings, such , o T
cas the position of,their‘School as an embattle&‘enclave.

B Others cultlvated an unusual style or mystiQue};" - N 7'7' :v/fJV

Runkel et al (1977) have p01nted out that groups toov'
can\lnsplre;themselves to actlon in the same way a charls-v
matic léaderxcant The authors draw on Berlew s concept of
charismah(lQ?h), discussed earlier in chapter three, to N

describe\thevCharacteristlcs of suén™ groupr. "When

" members 6T a group.enunciate a common vision, when they can.

C ol

,common destlny 1n a way that 1nd1v1duals prlze,'and when S A

they  can choose opportunities for action that £it their
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vision and their values, then that group can,takeractidn

with alacrity, decisiveness, and vigour"'(p.él)r
Miles; in His tre;tment ef temporary subfsysfems,
2150 discuseed in chapter three, attributes similar‘petent—f
iai qﬁalities.to groﬁps involved in eventsflike:a workshop -
,er'a'conference. Workshops can be "short-term quasi- |
" Utopias... to which one can become committed intensively,
meaningfull&, setisfyingly --aﬁd imperméﬁently" (p.L465).

Finally, Macdonald and Walker, in their study of . i

‘::1:::::::fu¥rrcuiﬁm change:€fg?6%*4deeﬁr1be*tﬁe pUs1tlve;fﬁﬁbfﬁﬁﬁ§*’ =

of v1s1onary rhetorlc in 1nnovat1ve programs to help~ T’VL ', s
bring about the rhetorlc s own fulflllment %o flx asplr—

ations, to deflect 1nterference, and to mlnlmlze‘unpro— ' ‘ . T3

L
©

ductlve conflict, ‘,'A‘ . S .'  e -

- Héw dq%s .the Self- Dlrectlng Professional dlsplay these L , %,

cnaracterls%lcs*of charlsma elther in leadersnlp or group - : '
_behaviour? | -
 First, in the rhetoric of the workshop presentation o

there ig an appeal to the extraor inary qualities of being

self-directed. There are exhc fations to push and‘stretch,
‘and testimonials of struggle eveﬁtually crowned with | |
success. At the Eggli workshop; the testimonial of tﬁev B ._f
one fadglitaz oF on her welght loss ylelded applause. The'
'””f**‘**"“presentatlcn“and"bdokletsraiso ‘refer to shared*group‘vaIuesr*‘*;‘ff“‘;"i*
4444444444ES?eciallygihegembaiiledgpas;i;on4oi4ieachers144Eorgexamplefggggggggggggee

in the Contract the reward is explained with a reference to

~ teachers belng never rewarded. The Self—Dlrectlng Profe351on—447
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al's claims of grandeur - to increase joy, influence and

competence; to pursue excellence; to create an upward ..

Spiral‘of~wel%:3eiff\: these oo can be seen asreffOrts—
at charismatic‘infiuence.. , - ' -

>

The workshoﬁ also tries to promote inrthevparticipents
heightened feelings of their own charismatic potential. -

"The'Vision:exerciée“iSrspecifiéally”intended td release -
fantasiee;of power end success., (Impoverished power fantas-

-

- ies are a block to the‘reapgnition of exciting possibilities

E

and actlon, accordlng to Harrlson, 1977) The challenge is
- an exhortatlon w1th a SLmllar purpose.' Both of these

encourage 1nd1v1duals o act charlsmatlcally.

The suggested act1v1t1es for the colleaglal team - .
memberé'after the workshop, problem+solving and rewarding

each other, EOuld result in the group charismatic behaviour

that Runkel et al. describes above. At Patel Elementary, )

there was some evidence that-the small staff, though not
therteeme, did realize soﬁeref thatrgroup ﬁotenfial.ik 7

A potential way that either charismatic leadership
could be exercised or charismatic group behaviour encouraged
is through the use ef jargon. In their study of Kensington,

school (1971), Smith and Keith noted that jargon could ) =

serve as a rallying point or dramatize the innovative

qualltles and unlqueness of the program. However, the data

on the SDP workshops showed little use by'partieipants of
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the program jargon. Only common terms, 1ike»ﬁeam:or contract,

were used spontaneously in interviews with users of the

'program.:

- : - - : : A

© Underlying the oDP S model of presentatlon is_the be—

- lief that. charlsmatlc appeals are an effectlve 1nfluence )

- [

technique. In the efforts +o empower 1nd1v1duals w1th , ;”u, 15;r S

“heightehed feellngs, “the assumptlon\ls agaln that the

T

“individual is the key There are no‘lntended group v1810nary

exer01ses in tne workshop 1tself like those suggested above

by Runkel efral (1977) mhe inclusion o%\ﬁwo collabora-'

N\

tive act1v1t1es and the dynamlc presentatlon»aﬁ Tggli did
- . R \\‘

‘create powerful group feelings; however, the mdye to the

individuai fOCUS»Of the Contract diffused the excifement.

. Group dynamlcs seem to be important for releasing energy as

-,

well as problem-solv1ng.

— —— - < -

The process. by which Patel was able to generate some
wgreup enthus1asp wou;d be a worﬁhwhl}e area Qf research,
Aqother finding of this study-is the importance first
of parficipation ahd‘trust before charismatic appeals can
be effective. Despite a significant amount of Common Vision
behaviour at ene scheol, the overali leader dominance . . N

alienated the participants. At EZggli Elemtary, where there

was participation and trust, the participants were very

appre01at1ve of the appeals to exciting p0851b111t1es or

a shared 1dent1ty.‘




The success of the program at Patel, where,” in the
words<of’the‘Vice—pfincipal;‘the;facilitator,was "warm"
and got "everybody to do something,” but did not use.

charismatié rhetoric¢, and the lack of success at Eggli,

~ which did have excitement, point to the limited effect

..
.- - Sy

. of,the,Chafismaticwinfluence‘technidué. o B

The Gap Between Program and Pafticipaﬁts

Knowledge and behaviour are often organized around

'dpprIt§§?j?6r”éxampléSTWaﬁtIﬁémIES"suéﬁ*é§;féach§f‘and”*f‘

student, school work and fun, school bbard and teachers,
ahdgsoiforth make'ﬁp much of the dynamics of our schools. .
éommon fo‘thésijére efforts to reconcile the gap between
the opposites. feaéhers joke with students. School boards

negotiate with teachers. - - - -

“The Self-Directing Professional’ presents an ideal

image of a tééchgr systematically striving for goals of -

‘excellence. Its major theme is quite explicit:  this;

model of goal attainment is worthwhile and feasible. The
teachers' principle is also equally evident:. given the

working conditions, we're doing the best we can. Moreover,

- by all populér and academic accounts, what the teachers do

is not'thé same as the model -of the’Seif—DireCting Profess—

ional. AS"WitﬁWany innovation, there is a gap between the

How then do the teachers and the program staff adapt

~ to this gap? To. use the words of the sqgia};ggégnces.

5
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how is the contradiction mediated? The teachers themselves,. -

4?9 some extent;’ﬁediate ths'cohtradlctlonyerhey read}the
Ybooklets or'hear/the;presentors, and:decide in their own

minds how to implement or rejectuthe SDP. Yetvthe relation-
| ’ship betwéen'the'program ahd teacher Spheres is also %edsr

SR 1ated by'other means: teacher attltudes towards profe381on—”

al development days, the norms of the school culture,

'*representatlons of the program by the site leader, and, =~ o a

@

__most of allL,thelpresentatlon by the facilitator. -All of- 'ﬁg/l
these influence how the program is seen by teachers.
There are otheér related dynamics which will not be discussed
here; the feedback of.informatioh_on the workshop by the
facilitators and this evaluator back to the program origlne

ators, and their subsequent'adaptations back to the facili-

Allﬁaigrl_lEigurelQ;Z;representslthelgap,andlitsldynamins, 2

Insert Figure 9!2 about here- B T

ke

Fhe fac1lltator medlates by adaptlng the program,
changing a component. here or omitting another there, and

by presenting or selling it in as effectlve a manner‘as

-

possible. - (It is net commonly reallzed, accordlng to .

MacDonald and Nalker (1976), how close "what is 1mplemented""

is to "what is sold.")

- e 2. ' :
For the SDP and workshops 1in general, there are several

barriers toeffective medietion: time in which tOUplan
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,adaptatlons, lack of experlence and Sklll in design and7pre—‘

sentatlon, ‘lack of knowledge of the content, and so forth.

From the ev1dence of this study the cultureaof the school can ' '»,h~
-’make or break fac1lltator efforts. The attltude towards pro-

fessional development days as soc1al occasaons. such as at - o

& .
riods were two hours long.,,lwl,;”,lﬂl

rrValleyv1ew and Patel ‘where lun&h-
“can’ 1nfluence the medlatlon. Profes31onal development is also =
strongly assoc1ated w1th one-shot workshops and the SDP follow-

up activities and collaboratlon can go agalnst teacher grain.

- o MacDonald4ind Walker have developed a very s1mllar concept,

> ‘corrlculum negotlatlon,ﬁ;n their study»of currlculum 1nnova-
tions (1976) . ;Gérriculum developers play a similar role to that
ofrthe facilitators. They negotlate between an ideal progect oo ;
1ﬁage~nh1ch is presented to academics_ and the pract1cal 1mage |

presented to teachers. Their role is to sell the currlculum, c T

because the proJect and their own surviyal dependTGhrlt,.'To
do that they trade-off certain aspects ofgthe‘corrlculunzin
- order to galn overall acceptance. = , : o :

In a case-study of a geography currlculum proJect in the e ,’ {
~ United Klngdom.MacDonald and Walker examlned the efforts of :
developers to ensure dlssemlnatlon. To teacher audiences, the

. ¥

developers downplayed the cognltxve content so as to av01d ’

threatenlng the 1dent1ty of teachers, 1dent1ty based on teacher>: R

knowledge. To academlc audlences, the conceptual aspect of

( " the curriculum was highlighted. The_effort to’ .
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hrldge thewgap and gaf%.teacher favour'was exceptlonally :
successful. howeyer, Machnald and Walker warn that thlsi
approach also carrieslwith~it the'danger that, in an effort
to. be acceptable, a progect may dlsgulse the very condltlons
-which would ‘enable it to surv1ve and take root. .

In a econd case study,y¢h§jauthors descrlbed an.

example of- agqulte'dlfferent approach -to the program-'pw'f-r

participant gap+ The Humanities Curriculum Froject, a

values education brogram lead by Lawrence Stenhouse, offer—

ﬁedf:'"dream 1mage“ tO«teachers of professional expertise. . -

A

"It was.a long way from the Secondary modern school...,

o but many were seduced by the dream and tempted, bJ thef

powerful rhetoric and charlsma of the pro-ject team, to

undertake the Journey. In other WOrdS?vthe‘Hnmanities

-

Curriculum Pro ject kept the gap w1de and offered a clear A :

' 1mprlsoned in'a gap between the prOJect 8 1mpllc1t model

and compelllng alternatlve to ex1st1ng practlce., However,.
"many teachers who joined the 'crusade’ found themselves "
of the school and the realltles of*ﬁbe 1nst1tutlonal

milieux in which they were located"” (p 81) ' - >’;

The Self Dlrectlng Profess1onal and the model present—

ed in Flgure 9 2 have some', dlfferences w1th ‘the S1tuatlon : ' -

descrlbed abqve. Flrst,,the SDP is not devaloped by the

'*ffacili¥a%65§77h§665ftheir gense of ownershlpvand,commlt—
T . . ’/vr.

N

LS

ment may be assumed to bé less. Other rewards such as the

specjal group solidarity of the presentors, time off, free

S 3



training from the Teachers' Federation, and recognition

compensate somewhat., Second the program originators are

’members of the academic community and the program content

1

is not that of: an academic discipline; thus there is no

>

"need to manipulate the program 1mage for a univer51ty aud—

in both cases. The'high aspirations, charismatic rhetoric,

and ViSionary exer01ses, Wthh keep the gap W1de, can create

R However, fﬁé:pragfém;participéht'gap is much the same =~ |

’“a need for - change and motivate teachers as they dld with

Patel They can, also be seen as unrealistic and reJected.
i L
From the ev1dence of thecEggli 1nterv1ews, many teachers

were stranded in the middle they aspired to_their contract

goals, but because of their own shortcomings,ithe lack of-

- a supportive climate, an 1nadequate plan,_unrealistic goal%

or a poorly functioning team, they failed.'

The SDP also tries to narrow the gap. It’is:aiready;;

a one—day workshop, which fits the common mode of British .

Columbia schoois.’ Certain sections of .the program arei
left'out'in presentation in order to-meet th%‘timé restrict-
ion. The»site agreement post—conference»tasks, which would
involée_considerahle effort by the'site'leadertrarepfor;

N L ) _ . , R
gotten. In addition, the facilitator makes several minor

changes in their efforts to make the program as well receiv-

N

ed as possible, ’Unfortunately,.the data- suggests that some.

-5
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Vof these efforts, eépecially the short time frame and
néglécted site‘agreéméht mean -the omission of fhe very
,rimﬁieméhtatidn strategies necessary for success. |
When workshop delivery'ahdlthe impiementation process
are considered as-progfam mediation, the importance of the
nediators becomes evident. Both facilitator and site ,,
iﬂfieader,need*to "own" "the product tbtsell.it;' Both need’
ékiiis aﬁa‘theory to deal with problems. . ,

The site leader; in order to perform the ppst-confér-

S,

‘ence tasks of the agreemént, such as arranging release
Lo Lo, ‘ :
“time or consulting with teams, must also have access to

powek. Only at Patel, .where the site leader was the vice-
principal and he was‘enthusi?ét}c,,did the program succeed.

- . N -

g
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“CHAPTER TEN
CONCLUSION

: o 7 , ' ' 7 _
The findings of this thesis and the ideas of program me-

diation and planned change point to some broad conclusions

about workshops and 1nnovative change.

Because the workshop, as a mode of 1nstruetion. recog--

nizes ‘participants" experiences and emphasiies practical appli-~

cation, it is an effective way to mediate the gap,between\pro-'

it e

“gram and participants. The findings show that participant in-

volvement and trust:- are necessary for the success of the work-

shop and program. The Self-Directing Professional workshop

involves teachers by building'on their own experiences. It
could do more if there was sufficient time for the content,

debriefing of'exercises. and mutualrplanning.-

The research results and the.diagram.of program mediation

(Figure 9:2) show that the workshop presentation is not the

only variable between the program and the participants. The

institutional.setting,vespecially the school climate and ad-

. ministrative support, 1s also important. Where there was en-

thusiastic support by the v1ce prin01pal a relatively harmon-
ious climate, as well as a facilitation style of participation

and trust, the program was well received.

Key figures in the mediation of the'S*If;Directing Pro-r

—f—Afv——%—wfess1enai——apart—{%%mﬂthe—workshop—presenters——areéﬂﬂriﬁﬂ%r—

¥

leaders, the program representatives.5 They are expected to be

i;@gdels:190nsultantsL_prganizers,'and so on; they need,the skills,
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,theory, and power to play those roles. - The evaluatlon fgcom-

‘mends that the site leaders be.seen as~change agents.and>supa

ported in that pos1tlon. L i
; The dllemma 1n program medlatlon is to steer a couisé\ ‘ . o
between the Scylla of overly grandiose 1deals and. the Charyb-

dis of overly accommodatlng medlatlon. Lofty goals 1nsp1red

- some .. teachers,rbut they,floundened when left unsupported by the1r mlfﬁm;
colleaglal team and 1nst1tutlonal mllleu. Efforts to adapt the
program to the norms of profes51onal development in British

T ‘Cqumﬁfa meant"thE'neglectfirf;eleme‘t ~such as an extended

tlme frame and follow-up tasks, that were'necessary for imple-
mentation. - |

| ‘Thecconcept of nediation'glVes'a dynamic'description of
program presentation and implementation. However, it lacks the

dimensions of time and sequence that are features of thermodel; ',Q ' z

of’plaﬁnéd”chaﬁgé. “The Self-Directing Profe831onal workshop can —
~be understood as hav1ng three stages of planned changel unfreez-“ | o
vlng--establlshlng a need for change and a relationship between
the facilitator and teachers, mov1ng—-d1agn051ng and plannlng.
and refree21ng--stab111z1ng change.

< However, the SDP does not‘have thelsame extendedrtime»frame‘

‘or extensive personal.centact by the facilitator that the lit- o L

~erature suggests for change to take place. One‘of the chief rec- E

'T“TW"'ommendatlonS’of“thE’evaluation“is‘to extend‘the*amount*of*time’

. ' 4 : «
and contact - &

[y w

A theme that underlles the Self-D1rect¥Qg7Profess1onal is

: 1nd1v1dual responslbllity for change .’ Hhen the workshop was

-
B




presented in a charismatic manner, the testimonials and visién-

. ary exercises about individualrresponsibility-excited_thg'paré'“

k fieipgnts. However, the reliance on the‘individpal<tordiagnoéev

—

and plan‘ﬁis orrhér goals and the focus away from group or or- ,”:5

it i St Wi S b ol B
R | ¢ . !

E , ganizational goals led to problems of poor planning and poorly

functioning groups.

L

B | -
TSR NIRRT

B "In conclusion, I feel that “this thesis provides a 'mﬁﬂér “for

 the development and evaluation of similarAworksh6%s£7 The 1i'st .

give = -

of factors that were\esfablished’iﬁ the literaturé rgyiew

. _.a listJLkeLnaini&ijcnsiden.ngigfuse, an_ ,eanlijax_"_mgaphon,%ffﬁ}

A‘én itinerary. The concepts of program mediation and planﬁéd . - S5

change give- the cbgniti?e map necessary td”adapt particular prb-
' o L@ . - . ) . - 7
. gram goals to the workshop format. ‘ : : : !
’ | e

~p—
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/j DESCRIPTTEE:PF THE SELF DIRECTING PRO SSIONAL -t

The Self D1rect1ng Profe551onal was developed by Challenge

-Educatlon Ass001ates; a,profes510nal research and development
group" composed of Maurice Gibpons, Peter Norman. and Gary

Phllllps. 7 - ) ‘ ) P S oe

They define a self d1rect1ng’profess1onal as’ one who ‘sets 7 T

e

goals for 1mprovement3 and then ‘plans and 1mplements atsystem-

* atic procedure for aChleVing-them. The self:directing profes=~ -

_____sional attempts to become more competent on the joby more in-

e
~—

fluential and more joyful‘"
The one day workshop attempts to teach the Skllg; requlred
to be such.a person. "Teachers who complete this brief program
B! ' will enJoy a number of important. beneflts.

1. They will choose and achieve at least one 1mportant

l_smmlllll,:l,”ll,MWllgoalefor,themselyes.
2. They w1ll be part of a team of colleagues worklng

for personal and profeSS1onal improvement.

a.—'_ +

3. They ylll learn a method they can use regularly'for :
developing their own in-service programs. o
‘ k., They will model self-directed learning'toithelr:
students--the mostipowerful teaching method.

5. They will ‘learn methods for teaching\their students

) t0 Pe self-directed."

The 1ntroductory booklet concludes with "Qur experlence

with teachers in widely var1ed 01rcumstances enables us to say

confldently that completlng this program can be one of the most/



i

T Tt 1pant S on p&st SUCC esses and- faa:lureswnd* an analysx 5

e Wr‘“fantasyhgiven*byﬂieader‘and*the ‘selection by partic-~

s | T

"*dua}:presentorsfmade‘thefrfown changes }f‘These‘%enfcompOﬂents*

A iﬁiar%ant acts 1n4§6ﬁr professizzgi llfe [1n erizzl) ‘If you' "f

de01de 1t w1ll be [in script] i

B

The program was purchased by the B.C. Teachers Federation o

o

were trained as workshop 1eaders durlng a flve day tralnlng

: sess1on at the Unlvers1ty of Vlctorla in August 1980 - They

1980 and May 1981.

The workshop 1tself has ten parts. (In~addition, indivi-

for 1m2§}mentatlon in the school year '1980-81, Twenty teachers

'had further weekend tralnlng prbgrams in Vanqouver in November.i; ;El

-,

%TEI )

1. The Self-Directing frofessional: introduction by
leader to the concept of self-direction and $he goals
of therprogram;v | | |

2. A Day of ‘Joy: A Day,of Misery: reflection by partic-

e

of patternsrof behav1our; ‘
3. How Important Is It To Be a Self-Directing Professioné
;;al?' Shouid We Bother?: lecturette givihg rationale;
4. The Cblleagial Team: formation'of groups of threei

for the day's activities and for meetings after the
N . .

%

'workshop; ' - .
5. A Vision For Tomorrow: Goals For Tegegi)a guided

4__4ipanissnf4a4singleslmpgrianxsggal1
6. Goal Attainment Style: explanatory lecturette and



sompletioh by- partlclpants of an 1nventory assessing

1nd1v1dual styles of achlevement w1th the selectlon of

styles'whlch apply to their partlcular,goals;

7 DirectingrYour Own Personal andyPrbfessional Develop- -

mentg "A Ten-Step Process:
'leader of - SDP process;
. 81'-The Self Directing- Profess1onal ] Contact:'

e 1nd;v1dual problem solv1ng activity on the goal com-

bined with choosing a challehge and a reward.

9. Post Conference Follow-Upa'

“a'kind”of

by each team and d1scuss1on of pos31ble problems in

’1mplement1ng contracts.
10, Becomlng Influentlals

ties.

4

~a brief overview given by

sﬁggestions for future activiQ

Other components of the overall'program include pre-

L
o

contracts and team meetings.

~ workshop ‘contact and post-workshop activities based on the

-




- INTERVIEW SCHEDULE
QT 1. I'd like first to discuss the workshop itself. As &ou re-
call the day, does anythlng stand out in your mlnd°

1.1 Were there any thlngs that partrcularly 1mpressed

you, pos1t1vely or negat1vely°

v

T T R Y- Anythlng you llked or dlSllked” ;’7'“*3f”3'

1.3 Anytlmes when you were tonfused or dldn t see the

purpose of an actlvrl:y‘> ,7 " . 1 A ' ““;A S

R U Anytlmemwhen youowereﬁex01ted preo;niused°:fiieue;Q;}ffffﬁ~—é—¥:
2, I é llke to ask you abougya few spe01flc components of the |

r°program and how, you felt about them. What were your reactlons ft\<vQA

to the: - o : o o "

]" : | 2.1. Day of Joy and Mlsery""

2.2 The Super Self-Directirg Pro:t‘essmnatl‘7

B 2. L,The Goal- Attamment Style? - - S :
2 4 The Vision? _ R 1 -  : ﬁmmﬁ¢“°’\>26\ﬂ |
2.5, The;Contradt? ST - . v" T ) f
3. 'When you've heard other etaff~talk.about‘the workshop,~in‘
- the staff room on.other places. wnat kinde %f-things naVe they
\»  said? ol | | o |
| ‘ -#}_’I'd_like_toiask you -some ouestions about your contract, if

I may. Could you tell me what your goal is?

v,hﬁlljn”Haye”youﬁhadwagohanceﬁjo"workeon,thatﬁgoal°W_;" ,

‘5. (If yes to 4.1) Could you describe to me what you-did the

last time you...(refer to specific goal)?

5.1 Were there any particular blocks?



5.2 What did you do to overcome these?
:  5.3 'About how much tlme have you spent on...(refer to

. specific goal)?

6. (If no to 4.1) Could you describe to me whét‘somevof the

reasons or circumstances were that meant you didn't work on

7 Have you had a- chance to meet w1th your colleaglal 1:eam‘P -

the contract°

8., (If yes to 7.) Could you tell me who is in your team?

8.1 What are their goais?

T (IT yes to‘?]) “As you recall when you have met, “could you

descrlbe for me what you discussed?
* 9.1 About how long did you meet for?
| 9.2 How hés‘the progress been for your team members?

9. 3 What was your impression of your meeting?

101/ I'd dlso like you to tell me any other things you've

heard’peoﬁle say about the program°
10.1 Any changes in behav1our you've observed?
10.2 Any_comménts abcut their teams?

10.3 Their contracts?

e

.11, Have ahy changes taken place in the school that ﬁight bc

connected somehow to the workshop?
12, Finally, I'm interested if you have ahy suggestioné for

changes or improvements to the Self-Difecting Professional?
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" TALLY SHEET
- Write the names of the persons observed at the top of the columns below. Make a tick under
the person’s name each time you observe him/her exhibit the BEHAVIOR CATEGORY..

Several categonm may be scored for ¢ one “speech,” but not Tepetitions of the catcgory within
the same speech " ' v .

STYLE AND BEHAVIOR CATEGORY

REWARD AND PUNISHMENT (R&P): | |
Evaluation: lppm\d.m and dsapproving; using ‘

value lo.ded words of expressions or moral judg-
_ments.

Prescnbmg Goals and Expectations: : : +
- —communicsting— demands;—requirements;--setting | - = =f-== - = FEomm
standards for beluvlor and performancs.

~ Incentives and Pressures: o'nerm bergaina,
- rewsrds, threats, punishments. Iavoking power,
status, suthority.

PARTICIPATION ANDTRUST (&T): |. {7 ]

Personal Disclosure: admitting mistakes, et-
ors; openness sbout lack of knowledge snd re-
sources; letting uncertainty show. N

~_Recognizing, Involving Others: inviting B

contributions; building on other's idess: sharing re-
sponsibility with others.

Testing, Expressing Understandmg 1
“playing dack’ snother feelings, ldo- o sctions

to test undeestanding. ’ 7 ' Pj
COMMON VISION (CV): ) , 1

Articulating Exciting Possibilities: tet.
ting enthuaicam show; apyealing to values, smotions,
foolings: uaing lmages to kindie excitement ; helping
others to-imagine 3 better future.

Generating A Shared Identity: appeating
to common values; helping others t0 ses common
interests; bullding group coheslon.

ASSERTIVE PERSUASION (AP):
-

tive to uw what could budona Asking ques-
hﬂdm(lm

Reasoning For and Against: mm-. . )
sfguments, facts, In support of or sgelmst ome’ | N | . B
onot:'ﬁulrﬁmwloﬂc. - o

© 1976 and 1978 copyright by Situation Manag;mentfsi/stems, Inc; used with
permission. : T
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QUESTIONNAIRE FOR PARTICIPARTS IN
THE SELF-DIRECTING PROFESSIONA!L PROGRAM

Please write in the last four numbers of your telephone number:

Please check inside the appropriate box for each question. Check only one box
except where otherwise indicated.

1. Sex: O Male {1 Female Lg_‘l
. :

2. Occupation: G Teacher D) Other (nlease specify): ] |

[] Adwinistrator
v
1f you are a teacher, please answer all of the following questions. If vou are
not a teacher, please answer only questions 7 to RN

3. What grade level do you teach?

(:] prades g-3 Q prades 8-10 LT(J

Q prades 4-7 [ arades 11-12
a
4. How many vears teaching experience have vou had prior to this school vear? l l
[] first vear teaching, no q 2-5 vears experience 2

previous experience
D 1 vear experience Q more than 5 vears

[y

5. 1If you teach in a secondary school or if vou are an elementarv subject
specialist, please write in what subjects you teach: l I
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6.

7.

8.

9.

-

Of which of the following have you at onc time heen a merber or are
currently a member? (Check one of the three boxes for each group.)
Have not Currently aj Member in
bcen a member] member the past
a PSA
. a
the executive of a PSA
3 2
R school staff committee
. .
a delegation to the Annual General
. Meeting of the BCTF
. .
. . 5| committee of local assoclation
s BCTF committec
. x
N ,| executive of your local
. ,| School Board committce
. . Ministry committee
. . 3. Other education group (pleasc

pecify):

How much of your own ability and skill can you put to use at vour s.:hool?

D 7 wish that | could put more of my abilitics te use than mv job
T onow allows

EJ I can put wmy abilities to use to about the degree that T want

D 1 wish my job did not demand as much of my abflities as it does
¥

How do vou feel about who makes the decisions ashout what vou should do
in vour classroom?

D Other people make too many decisions for me about my work; 1'd
' like to be making more

T like the degree to vhich I myself make decisions

I am expected to make too many decisions; 1'd like to leave
more of them to others

.0

How do vou feel about the sharing and co-cperation of the people with
whom vou work?

D I like the awount of co-operation we have at work; it's not
too much and not to little

D I wish we had more of a feeling of sharing and co-operation at

' work

D There is too much buddy-buddv straining to be co—operative
* where T work

EELEREEE KR

C

L
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'British Coldmbia Teachers' Federation

SELF-DIRECTING PROFESSIONAL WORKSHOP
F10.42/Rev. Dacomber 1980

EVALUATION: ’
To aid us in maintaining quality control, would you pleue comphte this quutionmlre

Dne S 7 _ Sdioolllnthroup
PDA.octates LI

. Please answer the following questions to help us evaluate and improve the program. Use the reverse
side to expand your snewers.

. 1. Please rete the effoctwm of the vmous oomponents of the workshop:

+ 5. How would you rate the program in comparison with other profeniona! development work
- shops in which you have participated?

vary much worse worse about the same better very mhch better

6 Please let us know anythmg else which you think would help us improve the Self- Dlrectmg
Profesmional.. -

7. Please give any comments which you feel would help ‘the workshop Ieaders improve their
___presentation.

"~ a Printmeteriaks (bookletsy - . . - . 1 2 3 4 5 & 7
- b. Media materiais {videotapes) 1 2 3 4 5 6 7
¢ Workshop leaders’ presentations _ . 12 3 4 5 6 7
*d. Participants’ activities (joy and misery, vision, etc.} 1 2 3 4.6 6 7
2. -What, for you, was the most valuable part of the program, and why?
3. What, for you, was the least valuable part of the program, and why? '
X ? : -
4. As aresult of this workshop, what action will you take? ’ .
~

e

. " . Thenk you for completing this evaluation.
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QUESTIOUNAIRE FOR PARTICIPANTS IN
THE SELF-DIRECTING PROFESSIONAL PROGRAM

Please write in the last four numbers of your teleohone number

Except where otherwise indicated, please write in the box on the riaht, the
number next to the response that best represents your oninion.

A.

About what length of tine has passed since you narticipated in the Self-
Directing Professional workshop?

1. about two weeks 4. other (pleasc indicate)
2. about three weeks
3. about five weeks L L
—
One of thoe main goals of the workshop is to increase the participants'

self-direction. TJo what extent dc you think that the workshop has helped
you become nwore self-directed?

1 ? 3 4 5
kelped a helped did not help
great deal somewhat at all

Below are a number of pairs of opposite words or phrases which could be
used to describe a workshop. For each pair, please rate the Self-Directing
Professional workshop.

1 2 3 [ 5 [:::]
exciting unexciting
1 2 3 [ 5 [:::]
useful useless

1 2 3 4 5 D
stimulating not stimulating

1 2 3 4 5 D
uricomfortable comfortable

1 2 3 [ 5

leader participant

controlled controlled
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How would you rate the Self-Directing Professional in comparison with
other professicnal development workshops in which you have participated?

1 2 3 4 5
very much worse about the better very much [:::

worse same better
At the workshop, you chose a goal and developed a plan to reach that goal.
About how much time have you spent working on that plan?
spent no time on plan
worked occasionally on plan
worked often
worked regularly

2w o —

At the workshop, you formed small groups called colleagial teams. How
helpful do you think your colleagial! team has been since the workshop
in helping you work on your goal plan?

1 2 3 4 5
halped a helped did not help [::]

great deal somewhat at all

Fiease think about wnen you have discussed vour goal with members of your
colieagial team. How many times have you met with the team since the
workshop?

have not met

have met once

twice t—
three or more times N

If you have mct together, for what amount of time at the average meeting
did you discuss each others' goals?

1. less than five minutes
2. five to fifteen minutes [:::]
3. rmore than fifteen minutes

oo N —

Since the worksnop, have you been able to achicve yuur goal?

no

yes, to a minimun leve!

yes, to a satisfactory level [:::]
yes, to a level of excellence

2 N -
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One possible outcome of the Self-Directing Professional is a change in sarticipant's
opinion of their school. VYour answers to questions J to L will help us assess
that by allowing comparison with responses to the questionnaire before the workshop.

J.

How much of your own ability and skills can you put to use at your school?
1. 1 wish that I could put more of my abilities to use than my
Jjob now allows
2. 1 can put my abilities to use to about the degree that I want
3 I wish my job did not demand as much of my abilities as it does
How do you feel about who makes the decisions about what you should do

in the classroom?

1. Other people make too many decisions for me about my work; 1'd

like to be making more
I like the degree to which I myself make decisions I }

I am expected to make too many decisions; I'd like to leave more
of them to others

2.
3.

How do you feel about the sharing and co-operating of the people with
whem you work?

1. 1 like the amount of co-operation we have at work; it's not too
much and not too little

2. 1 wish we had more of a feeling of sharing and co-operation at
work

3. There is too much buddv-buddy siraining to be co-overative where [:::]
I work

A< vou recall your impressions before taking the workshop, would you have
preferred more information about the Self-Divecting Professional beforehand?

1. vyes, a lot more
2. yes, a bit more D
3. no, I had enough information
Would a follow-up to the workshop (other than the team meetings or this
evaluation) have been useful to you?

1. yes {:::J
2. no

If yes, what kind of follow-up would you suggest? (Flease indicate)
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If yes, at what time after the worksnop would you suggest follow-up?
{Please indicate)

What effect, if any, has the Self-Directing Professional warkshop had upon
your personal or orofessional life?

Considering the time, eifort, and results, do you feel it was worthwhile for
your school to have had the Self-Directing Professional?

1. yes [::]
2. no
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SITE AGREEMENT: THE- SELF-DIRECTING PROFESSIONAL WORKSHOP

F104‘M|m . e - - - B .
Workshop dnn _ — 'Vk,'iitn.ludér:

School namie ond lddnu V - \ _ -
PD Associ — : : '

The following conditions must be agreed to between the BCTF. Professions! Development Division and the site
- -contact parson -{the_person-responsible _for-the.workshop,_the-_site_lsader).. The- agreemant -is-necessary-to-ensure
suocess by planning carefully both pre- and post-workshop preptution The expectations of the contact person
Mh.mndcclwbvmeBCTFPDsuﬁbookmgmworkﬁop

Eseatial Preparatory Stegnby the Sits Lesder

. wntary basis.

—— 2. The participants are (or, are part of) an intact
group, e.g., a school staff, locst PSA, ete.

—— 3.'A person on site or part of the intact.group
receiving the workshop must be identified and
agree to assume the responsibilities as the site
feader.

—— 4. Invitations distributed (mly be onl) to pnmc-

unnh

J— v1. Participetion by teachers must be[:ln vol-

Suggested but

Not Essential Prepsistory Step to Ensuring Success

— 1. The preferred workshop is away from normal
working conditions. Try to locate a pleasam
retreat-like site.

Post-Conference Agresment: Ensuring Success

—— 5. The pre-workshop task sheets should be distri-
buted to all participants st least one week
prior to the workshop.

—— 6. Coffee and refreshments arranged.

—~— - 7. Video tape snd overhead projector ordered:

—— 8. Room and saating srranged to accommodate

_ both large group-and multiple teams of three,

——- 9. If workshop is held on school site, sl! bells,

: phones and intercom announcements are sus-
peanded for the day.

—«—— 10. Identify a person who will assist the partlcn
pants in jocating resources of assistance for
their PD needs within the district and external
to -it. This person could be from a resource
centre, administrator, or other. '

—~— 11. Agresmant must be secured from the site
leader m commitment to post-work-
shop follow-up plens.

_._12.ThtPDAuoeinuludin|meworkdwpawu

: tom-uchonhﬂufoﬂow-upbymuland/

The following is a follow-up checklist for the site

leader. Agreement must be negotisted on essential

items prior to the workshop presentation by the PD"

Assoctata(:)

—~— 1. Time and place will be arranged for the col-
legial group meetings at least twice monthly.
The .ite leader may be required to assist teams
with scheduling problems.

— 2. Thro.:gh the resource person identified in pre-
paratory step 10, begin a survey resulting in
file or publication of potenml resources for
the participants’ professional development
needs. This list might include:

a) School district personnel who could pre-
sent, model, or collaborate.
b) BCTF programs or personnel.
¢} University or community coliege faculty.
d} Print or media materials,
- e} Future workshop possibiiities on site. |

ortslephong snd/or retum visit.

f) Visitations to other school districts.

.
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—— 3. Methods of recognizing and confirfving com- Mhﬂ
© petence and the pursuit of sicellence sre HMWM&!MM
identified or crested. How doss your school ,
encoursge end swpon ptoludond compe- -_— Inwpontnﬂn:df—dincﬁngprofaﬂomlwd;
tence? of individuals into oeompnhmn stnff devel-
_Cmmmma&nmwm- opnmtprowlmformudwool
- smistarige might be availsble. For sxampls: < - ___ 2. Utilize the existing wporvisory pononml to - -
) > 8 rmunnbtpmfmonddﬂmt, i .. encourage and assist collegisl groups and indi- _
. 7 -~ " vidusts in the pursuit of excellence, .
/) b) ‘funds for eonbuneu of. tuwl to othgr — 3. Inciude the salf-directing professionat goals as
D sites? a part of the staff evalustion pracedures.
) o ‘mwumimwtmtoradmmr —— 4. Encourage teachers to apply the methods and
v trative shd supervisory personne! on sites? techniques of the salf-directing professional to”
—— 5. In consultstion with the PD Associate(s), the their own glassroom &s a way of: -
.- et e e - Sitedesder_ should understand the-necesssry. —...—— .. . a).._challariing students.to. pumuxcpuonce e
-, stages of distonance md upoct ptdods of b} individualize/personalize instruction.
s - frustration. c) develop student responsibility and ulg’
«—— 6. Permit colloﬁll teams to chanp mambenhlp direction through contracting. o
. e and reform 35 needed. Ptrhaps a procedure fory d) include home and community in edu- - -
L, fadilitating that process is needed bafou .. cational process. ' ..
- foct. —— 5. Arrange for special workshops on gite where
. “__ 7. Progress’ of “collegial téams and individuals needed to assist participants with their colleg:
i - e - 'should be shared and caisbrated reguiarly with ial teams or self-directing conteacts. Examples )
@ " ontire staff, of such workshops might inciude: “
, —— 8. Report progress and probiems at regular inter- a) Time management. :
- ST vals'to BCTF via PD Associate(s}. b) Conflict resolution. .
. i : . af "0 Plen for -re-negotistion of the profeuu;;pal - c) »Straumanagement(lvmlablefromBCTF).
. I . developnient plan by participants s the par- . d) Communication’ skills {dvailable from
T i . ticipsnts meke new discoveries and develop BCTF}.-
Y S __insights or they compiete the first eantnct _ [
. ! ) . ‘@nd move on to another.
. \ = B
e ) o o ) . .
1. ’ NOTE: Two forms are enclased. After completion, please retain one and forward the other to: . ) ®
_ Professional Development Division ?
. ) St B.C. Teachers’ Federation =
. . . : " 2236 Burrard Strest oL
: ) . Vancouver, BC V6J 3HS -
.p> ’ . . Pl > \ -
. 1 , : * ‘ -
. R
s * ~ . i; -
. PO T S . _ /T\:" e
_ d § 1 »
L4 . - .
S FE I / f ) _ S L s
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