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ABSTRACT

| T@déy's publie school system faces rapid technological,
societal, and economie chaﬁge. Concomitantly; the school |
system faces declining enrollments, thereby'reducing the
demand for new teachers. One result of this situation is an
aging and relatively immobile teaching force. Given these
conditions, some type of continuous education frequently is
claimed necessavj to keep pvacti;ing teachers abreast of
developments in th@ir field. In the last decade, in-service
education hag been tﬁq\primary response to this need.

The first purp@ﬁexof this thesis was to survey the
conceptual literature to identify components perceived
essential to making teacher in-service programs effective.

A model for providing effective in-service education was
congtructed based on the components of: needs assessment,
goals and objectives, planning and implemehtation, reference
to the literature, teacher participation, released time,
relevance, a supportive climate, evaluation, and feedback
and follow-up. | |

The second purpose of this thesis was to review
critically, empirical tests of effects of in-service educé~
tion programs by evaluating the iﬁternal and external
validity of the reported research. Most studies evidenced

one or more serious flaws in design, analysis, reporting, or

interpretation., A low degree of correspondence was found
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between the conceptual model and in-service practicés in

the research litervature. Moreover, the relationship between
programs;_implementation of the essential conceptual features
of in-service education and their actual effectiveness was
inconsistent.

The third purpose of the thesis was to investigate the
current status of in-service education in British Columbia.

A telephone survey provided data from 36 of the school
districts in the Pgov;nce and five key academic institutions.
Descriptive re&ults showed a moderate to low correspondence

\
between in-service practices in British Columbia and the
conceptual mbd@ls | |

These analyses revealed discrepancies among the
conceptual literature, the empirical research, and actual
practices. A model was proposed to explain the relationships
between levels of intensity of in-service programs, several
moderator variables such as the participant's receptivity,
and the program's effectiveness.

Implications for future research on teacher in-service
education were drawn based on this model. First, research
must become more focused so that interaction effects among
the many variables inherent in in-gervice education can be
determined. Second, research designs must be used that

eliminate sources of invalidity found commonly in current

research. Third, teachers' self-reports on their own

iv



classroom behavior should not be used as the primary method
for measuring change. Finally, teachers must be sensitized
to the importance of educational research and become

involved in the research process.
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CHAPTER ONE

Introdgction and Overview

The public school system today finds itself in a con-
text of rapid technological, societal, and economic‘change.
These changes p}ace new demands on a school‘system tradi-
ti@nally expecteé\@o reflect and meet the needs of society.
These demands requibe that teachers develop diagnostic
gkills to assess ac&ﬁ@mic sfrengths and weaknesses of children
and to develop human ;elation and communication skills to
deal with individual social agd emotional needs of pupils.
The demands require also that teachers have a thorough
knowledge of learning theory and teaching strategies, and
have a good background in curriculum in order to prescribe
programs for pypils that are best suited to their learning
modes and emotional needs. Teachers need organizational
skills and time management skills to develop the above into
manageable programs., Furthermore, teachers'need to acquire
evaluation skills to determine the degree of effectiveness
of their efforts. Concomitantly the public schobl system
faces declining enrollments particularly in large urban
areas, With a diminishing pupil clientele, demand for new
teachers has been reduced drastically (Blaney, 1978; Divoky, ;
"1979; Keough, 1978; Thomas, 1977). Mobility of the present

teaching force is hindered also since changing one's school



distridtioffen means ldsé of tenure. The result is an aging
rand relatively immobile teaching population (Brown, 1975
Jones, 1975; Minnis, 1975) which reduces opportunities for
teachers' professional development through contact with
newer and younger teachers and colleagues in other séhool
districts. -

Given these\anditions, some typé of continuous educa-
tién or lifelong léérning process is necessary to help keep
practicing teachersyé@reastiof changes and developments in
their field. The confinuous education of practicing teachefs
often is conducted through in:service education which
includes professional development acti&ities initiated by
self, staff, district, or educational organizations, designed
to enhance the effectiveness of teachers in reaching the-
objective of improved pupils’ performanée. In the last
decade in-service education has frequently been used for
the continuous education of practicing teachers and it
continues to be on the increase (Cochran, 1975; Edelfelt,
1974; Harris, Wailand, & McIntyre, 1969; Henderson, 1978).
According to Edelfelt (1974, p. 250), the "in-service educa-
tion of teachers will be the major focus in teacher
education for the next decade". Henderson (1978, p. 34)
indicated that the United States, along with many other
‘countries, has "witnessed the expansion of iﬁ—service

training at an almost exponential rate™.



The rationale for conducting in-service programs

was generally agra&ﬁ;up@n among authors of the in-service

literature, i.e. & mﬁm@v& th@ quality of teaching

instruction {Devo
1989; Mackie § G
Piper § Butts, 197

ﬁ?l, Eé&lfelt, 1977; Harris et al.,
&~l@??*'?&ters 8 $chnare, 1976-

omers 8 Southern, 1974 Westby=~
Gibson, 1967) Wlﬁh\hﬂ@ﬁﬁvfh? 5ubsaquent improvement in the
academlc performanve of pupils (Alv1r, 1975a, 1975b;
Edelfelt, 19773 Fitzggvald & Clark, 19763 Goodlad, 1972;
Hart, 1974;~H&ndér®©n;\1978~ MePherson, 1979; Nadler, N. Y.
Board of Education, 18753 Mackle & Gervais, 1971; Olson,’ "
19755 Twiford, 1965; Westby-Gibson, 1967).

Although in-service edﬁcation was not believed to be a
panacea for all educational problems (Cheney, 1971), it
was, however, perceived to be a major method whereby a wide
range of educational objectives could be met. As such, it
vwas claimed to be an essential compdnent of teacher pro-
fessional development The benéfits of in—éerQice education
cited in the conceptual literature typically included:
updating'teaqhers vis-8-vis changes in knowledge‘and
technology, societal changes, changes in teaching strate-
gies, and changes within the schools such as new currlculum
‘and new assessment procedures, fac111tat1ng the transition
-‘between pre-service and professional service; compensating

for inadequacies in preservice teacher training; articu-
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lating and coordinating‘instructional practices; bridging
‘communication gaps between trustees, administrators, and
teachers; retraining and upgrading teachers in a rapidly
increasing immobile teaching force; stimulating teachers'
morale; faéilitating program implementation; disseminating
information on\programs, ideas, practices, and research
results; and engéyraging teachers' sélf—renewal. Given

\

répid increases inﬂthe use of in—sérvice.education as the
major vehicle whevéﬁy\c@ntinumus teacher education is con-
ducted (Cochran, 1875; Edelfelt, 1974; Harris et al., 1969;
H@n@&rson, 1978), it becomes &mportant to investigate the

pavameters of this method of teacher education and its

effects.

Statement of the Problem

The first major purpose of this study is to survey the
‘conceptual literature in the field of in-serwvice education
to identify the components perceived to bejessentiai for
effective in—service programing. Second, the empifical
literature describing the degree of effectiveness of current
practices in in-service education will be scrutinized to
gee'if the results warrant the extensive use of this mode
of teacher education.

This review will answer the following questions:
fl. What are the elements or components purported to be

essential for effective and efficient in-service pro-



grémé? The conceptual literature will be summarized ag
a set of propositiohs fop constructing a model or
template for effective in-service education.

2. Are current practices in in-service education effective?
The results from the empirical literature will be sum-
marized wiﬁh\respect to the effectiveneés of in-service
practices. fﬁgse pracfices then will be compared to the
mode 1 proposed'in number one.

A third task of\ghis tﬁ@sis is to investigate the
current status offinwaérvie@ education in British Columbia
to provide locally relevant information. The results of a
provincial telephone survey are analyzed by contrasting them
with current thinking and research in the field of in-
service education as identified in the review of the litéra-
ture, This task will attempt to answer the following qﬁes—
tions:

1. How is in-serviece education in British Columbia
organized énd implemented? |

2. Do these practices conform to the conceptual model and
what is their predicted effectiveness when judged on

the basis of prior research?

Significance of the Froblem
Given the extenszive reliance on in-service education

for the continuing professional growth of teachers, and the



cost facfors of both moﬁey (Henderson, 1978) and time, it
vis essential to examine the concept and practice of in-
service education, Of éritical concern is whether in-
service education is effective. The last major review on
in-service teacher education was conducted in 1971 by
Devore, His review concentrated only on "Vériables Affect-
ing Change in In;Sgrvice Teacher Education". Prior to
Devore's publicatidﬁ a full scale review of in-service
practices was conducfgd by Westbwaibson in 1967, in "In-
service Education--Perépectives for Educators". A large
amount of material has been w;itteh on in-service education
gince these reviews., The current study, therefore,‘is
perceived to be a needed and updated synthesis of opinion
and research in the field. It will provide a resource for
decision makers concerning in-service education in the
province and will identify areas in need of vesearch. The
collation and discussion of current in»service practices in
British Columbia will be of interest to eduéators in ‘the pro-

vince.

Organization of the Study

' This study focuses on three dimensions of in-service
teacher education: the conceptual, the empirical, and a
portrait of actual practices in British Columbia. Chapter

Two élaborates on the first of these three dimensions. An



overview was sought in the analysis of the descfiptive
'literature to derive an overall conceptual model or template
for effective delivery of in-service programs. Thus, the
conceptual work of any one author is not dealt with as an
‘isolated entity. Rather the overview of the conceptual
literature is ppesented such that individual components for
effective in—sef?ipe education could be derived and dis-
cuésed. These purgertedly essentiél components for effec-
tive in-service eduéﬁ?ion are discussed in order of temporal
events in a program (ize. starting with needs assessment |
and planning through to evaluétion and follow-up), rather
than in the order of perceived priority so that a conceptual
model of components may emerge. Chapter Three examines the
empirical literature broadly organized according to type of
research design employed. The review focuses on the quality
of the research, specifica11§ internal validity, and the
generalizability of the conclusions. The review attempts to
determine the degree of measured effectivenéss'of in-
service education in meeting its objectives and will iso-
late some areas in need of research. . The predicted effec-
tiveness of the conceptual model developed in Chapter Two

is examined in light of the research results in Chapter
Three.

- Chapter Four focuses on the third major dimension of

this study, the curyent elements of in-service education in



British Columbia. It ouflines the development éf the survey
'instrument and the mefhodology of data collection and
analysis. Chapter Four also discusses the results of the
ﬁrévincial survey, and specifies limitations of the study.
Chapter Five examines the extent to which actual prac-
tices in British Columbia are consistent with the model or

AN

template for efféc;ive in-service eduéation developed in
_ \ . ,
Chapter Two. Following is a discussion of possible problems
or difficulties in iﬁplem@nfing individual components éf

the conceptual model.\\Chapter Six proposes conceptual hypo;
thﬁ&@s and corollaries to expiain the relationship between
teacher effects and levels of intensity or duration of in-
service programs. From these hypctheses conceptual models
are presented to illustrate these relationships. Chapter
Six concludes with implications for research in in-service
education that is needed in the future. This discussion
will focus on gaps in the current research and will propose
a research or survey procedure based on leséoné learned

from collecting the provincial survey data and problems’

encountered in interpreting that data.



CHAPTER TWO

Review of fhe Conceptual Literature

Methodology of the Raview

In this chapter an overview of the conceptual litera=-
ture is presenfeﬁ such that individual components for
effective in—ser&fqe education could be derived and dis-
cussed, Pfesentatién of the methodology used for the liter-
ature review is follswgd by an explanation of procedures
used for isclating the compon?nts most frequently discussed
in the conceptual literature. Operational definitions of
the components follow. The perceived priority of each
component is presented in a table basea on how frequently
the component was discussed by different authors in the
conceptual literature. A synthesis of authors' perceptions
of individual components are presented followed by an
agssessment of the accuracy of these perceptions based on
survey data of teachers' opinions on in-service education.
A discussion of ﬁassibla implementation difficulties for
each cemponent will be reserved for Chapter Five. Chapter
Two -concludes with presentation of a concepfual model for
in-service education based on analysis of the conceptual .

literature.
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Materials reviewed., Material for the literature review

‘was collected in a Variety.of ways. The three major sources
for collection of'materials weré an ERIC search
(Educational Resources Information Center), a hand search
of the Current Index to Journals in Education (C. I. J. E.),
and an annotateg bibliography on in—service’education pre-
pared by the st%fﬁaof the National Council of States on In-
\ ‘ _
service Education (Syraeuse University, 1976). The ERIC
search wes conducté&\for thé years 1966-1978 and yielded
208 iﬁ&m& using the féilowing major descriptors: in-service
teacher education, inwaervice‘programs, in-service courses,
and teacher workshops. Desegriptors to iscolate relations.
for evaluation included program evaluation, evaluation
methods, formative evaluation, summative evaluation, teacher
evaluation, and student evaluation. To isolate relations
‘f@r needs assessment the descriptors, needs assessment and
individual needs, were used. To isolate relations for
general effectiveness of in-service educatibn,.the following
descriptors were used: program effectiveness, instructional
improvement, teacher improvemenf, student imprcvement,
student benefits, educational research, and research
reports. The descriptdrs teacher participation and partipia
pant involvement were used to isolate relations for type of
‘teacher involvemént in in-service activities. Two

descriptors were used to isolate relations for teachers'



11.

perceptions of in-gservice programs-~teacher attitudes,

and opinions. To isolate relations for program implementa-
tion, the d@seripféfﬁ m@d@ls; and course descriptions were
used. For the hand search in‘the Current Index to Journals
in Education (C. I. J. E.) only major descriptors wefe used
including inwsayvi¢@~téachev education, in-service programs,

N,

in-service courses, and teacher workshops. Only C, I, J. E.

journals for 1978 | 1879 wﬁfﬁ examined since the previous

years were thwreﬁghiéxe@v@ﬁéé in the ERIC search. Other
secondary sources f@@vEEﬁ review included the Dissertation
Abstracts International {(D. A. I.), books, unpublished works
from conferences, and references from published works.

The majority of works reviewed were published in the years
1970-19798 (see Appendix D for distribution). Within this
range, the mode for the distribution was 1975, followed by
1974, Although a few articles were reviewed from the 1950's
and 1960's, the major source of information for these two
decades was published literature reviews (Dévoré, 1971;

Henry, Ed., N. S, S, E. Yearbook, 1957; Westby-Gibscn, 1967).

Identification of articles for the conceptual litera~

ture review. The development of a conceptual model for

effective in-service education requires an intensive examina- .
tion of the conceptual literature to determine the variables
or components perceived to be essential for effective in-

service education. To isolate studies which fell into the
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conceptual category, a chart was used listing all articles in
.tfhfa literature review (see Appendix A). In addition to
auther, date of publication, and general topic of discussion,
guch as reading, video in-service, teachers' perceptions of
in-gervice and so on, geven cafegories were delineated. A
very liberal definitian of model was used fér this initial
analysis. An arfigle was considered é model for example5 if
it described a meth&d or a procedure. This comprised pro-
cedures for conductiﬁg an ehtipe in-service program from
start to finish (Ritz,\Wallace, Colegrove, Mahan & Wildridgé,
1970) or alternatively, procedhres for conducting very A
specific aspscts of in~service education such as how to

conduct an evaluation (Alvir, 1975a, 1975b). The category

components was used whenever authors indicated that certain

procedures or strategies were important to follow if in-
service education was to be effective or improved. If an
author indicated for example that lack of teacher involve~
ment in planning in-service education resulfed.in failure or
ineffectiveness of the program, then components was checked
for that author. This category was reserved for those con-
ceptual articles that addressed the issue of effectiveness
of in-service education or improving in-service education.
The category empirical was used whenever measurements were

"taken to determine degree of effectiveness. In this initial

analysis judgments were not made about the quality of the
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research or reporting, or the ?alidity of the instruments or
procedures. This category comprised testing effectiveness of
a complete in-service program (for example, Anderson SIGies,
1975), testing a specific strategy for delivery of an in;
service program such as use of television (Gaddis, 1973) or
cartoon versus\realisfic films (Kauffman & Dwyer, 1974), as
well as testingiéﬁfactivehess or validity of specific measure-
ment instruments, guchkas an evaluation instrument (Alvir,

1976) or a needs aségssment’instrument (McCreary, 1960). The

category referenced wés used whenever an author included a
bibliography even if it consisted of only one item. This
category was included to determine the number of authors that
referred to any other literature so that testimonials based on
personal @x?@riﬁneﬁ only and research conducted without a prior

literature search would be easily identified. The category

pupils tested was used whenever a research article reported
vtesting pupils, This category comprised testing pupils for
the effects of an entire in-service program (for example,
Robertson, 1969; Shettel, Hughes & Garee, 1975) as well as
testing students to determine validity or reliability of
research methodologies for in-service education (Schwartz,
Cichon, McInick & Olson, 1977), evaluation strategies
(Alvir, 1975a; Fitzgerald €& Clark, 1976) and so on.

~,This category was used to isolate research articles that

tested effectiveness of in-service education as it affects
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one of the two target populations, i.e. pupils, since the
rationale for conducting in-service education is improved
teaching instruction with concomitant improvement in pupils'

performance. The category effectiveness of in-service

education was used exclusively for those empirical érticles
that tested thg\overallreffactiveness of in-service programs
as measured by ifa\affaet on teaohers‘or pupils. This cate-
gory was used to iéblate articles fhat would be discussed

in Chapter Three, tﬁ&\ampirical literature, examining the
ovarail effectiveness\bf in-service education in meeting

its objectives., This categor§ therefore, excluded empirical
studies that measured effectiveness of single components of
an in-service program such as evaluation. The final cate-

gory, literature review was used for any work that was a

literature review. This category comprised general litera-
ture reviews of in-service education (for example, Westby-
Gibson, 1967) as well as literature reviews concentrating
on specific aspectg of in-service education.suéh as. evalua-
tion (Wehmeyer, 19751,

All articles that had a check mark in the cbmponents
column were included in the discussion of the conceptual
literature. There were three distinct types of articles in
this category. Some of the articles, for example were also

‘checked off as models (Axlerod, 19753 Bolam, 19793 Brown,

1975). These articles typically focused on procedures or



15.

_strategiés for conducting in-service education but also
included discussions of why certain strategies were perceived
to be necessary for effective in-service education. An
author might describe, for example, a formative evaluation
strategy within his model, elaborafing on its importance for
adjusting or modifying following procedures‘to increase
-effectiveness of\%Qe model. Similarly, an author might
describe a feedback\strategy within his model using video
equipment for examplé\ elaborating on its importance in

N

increasing the effecti?eness of teacher behavior. Although
these articles are essentially presentation of procedures
(models) they do address the issue of components that are
perceived to be important to increase or improve the effec-
tiveness of in-service education. They were included |
therefore, in the discussion of the conceptual literature
on essential components for in-service education. A second
group of articles in the components category were simply
descriptive, that is, they described effective or ineffec-
tive in-service education practices., These articles typi=-
cally focused on-?itfalls of in-service education or
advanced the author's opinions about what constituted
effective practices. They did not attempt to delineate
strategies or procedures that could be followed as in the

previous set of studies, but rather attempted to raise

readers' level of awareness based strictly on their own
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opinions or experiences (for example Burton, 197M; Cochran,
A1975; Comras & Masterman, 1972), or based on a thorough
analysis of other literatura-on‘inwservice education (for
example? Asher, 1967 DeVOfe,.197l; Westby-Gibson, 1967).
The third type of article in the components category com=-
prised articles focusing on two specific in-service educa-
ti@n‘camponents?:Eyaluatién (for example, Alvir; 1976
Fiiigerald & Clark:31976; Harty, 1975), and needs assessment
of teachers (Barlow‘&\Timiraos, 1975; McCreary, 1960;
Taylor, B,, 1961). Théée articles were considered a third
category because they also were empirical studies insofar

as they conducted measuremant. These articles tested
evaluation or needs assessment strategies rather than
testing the overall effectiveness of an in-sevrvice program,
however. The decision was made to include them in the con-
ceptual literature rather than the empirical literature
éince they were believed to be more relevant to a discussion
of specific components of in-service education.than.they
would have been to a discussion of the overall effectiveness

of in-service education.

Identification of,Majdr Components for In-service Education

A second chart (working draft) was constructed
listing components of in-service education identified by

the authors selected from Appendix A. In addition, authors
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in thevcollected works (Beegle & Edelfelt, Eds., 1977;
Ldelfelt, Ed., 19775*1978;>Henry, Ed.; 19573 Rubin, Ed.,
1971; Watkins, Ed., 1972) were listed individually whenever
they discussed components of in-service education.
Henderson (1978, p. 107) indicated that "educators do

to a substantial\extent, share a common professional
vocabulary". Hié\yiew is strongly supported based on
experience of the aﬁfhor 0f»this thesis in completing

the task of categoriéing components of in-service education.
Components were easily‘identified and categorized since
authors congistently referred fo teacher participation in
those terms, or similar terms as teacher involvement.
Evaluation tended to be called evaluation or assessment
of effectiveness which although not strictly synonymous,
in context of the literature, were used interchangeably.
Similarly needs assessment was most frequently referred
to as assessment of teachers' needs or finding out what
teachers want, require, or need. School climate was
called such, or similar terms as school environment or
atmosphere. The component that had the widest range of
terminology was relevance, but the meaning in context was
~clear. Relevance of in-service education for example,

comprised such terminology as significance to the classroom
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tﬁﬂﬂh@f& aﬁiamkiﬁg»ﬁ#él?@dﬁéational problems, applicable to
the dlaséreom setfing, ugeful to the teacher in her
daily instructi@ﬁ;ﬁéﬁdfﬁo on.,

From the working draft of the second chart, and from
,thorough reading of the conceptual literature, it becanme
apparent that some categories could be combined under a more
general categor§}\ Such wés the case‘with school climate,
organizational cliﬁate, a supporti&e central office staff,

and a supportive community. School climate received the

N
~

greatest emphasis by far. Some authors however, referred té
organizational or institutional climate leaving it unclear
as to which they were referring--the school or the school
district. A few authors stressed the importance of support
by the central office staff and community if ideas from in-
service programs were to be implemented. It was decided,

therefore, that the broader category supportive climate

‘would be appropriate in the belief that this general cate-
gory would comprise all of the above elemen%s Qithout losing
the intention of the authors that teachers must work in a
positive and supportive environment where new ideas and
experimentation are encouraged.

It also became épparent that a few categories, such as
role of the school principal, and individualized instruction

.would be better incorporated into one of the other categorvy

headings, For example, 35% of the authors that discussed
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the importance of the school principal (8 of 23‘authors)
also discussed the importance of a supportive school
climate. This correspondence reflects the belief that
principals have a "profound influence on feachers' attitudes
and work climate" (Meade, 1971, b. 221). Consequently the
role of the school principal was incorporated into the
component schooi c%imate.‘ Similarly fhe view that in-
sefvice education should be individualized to meet the needs
of teachers was combiped with the category consideration of
and assessment of teaéﬁers' needs, since 83% of the authors/
(10 of 12 authors) advooating‘individualized instruction
for teachers, also discussed the importance of conducting a
needs assessment and providing in-service education that
reflected teachers' needs. Because of this high degree of
correspondence, individualization of in-service education
was incorporated under the category heading consideration of
énd assessment of teachers' needs.

Any component that received less than i3%'frequency
of mention such as continuity, need for change agents and
so on, was dropped in the final draft of thé chart to
focus on higher priority items. Although a natural break
occurred at 20% (see Table 1) the decision was made to use

a 13% figure so that the component reference to the

literature could be incorporated into the set of components

perceived to be important for 'effective in-service education.
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This decision reflects fhe personal bias of the author,
based on the belief that duplication of effort and perpetua-
tion of ineffective practices cbuld be avoided through a
prior search of the literature.

Ten components for in-service education were isclated

using the above method. Consideration of and a formal

assessment of teééhers' needs are operationally defined as
asking teachers, tﬂ}ough questionnaires, surveys, interviews
and so on, what theiﬁ\in—sefvice needs are. This was
central to the authors; claim that in-service education
should be individualized or géared to teachers' perceptions

of their own needs rather than superimposed by agencies

outside the school building unit. Prespecified goals and

objectives are operationally defined as providing a written

statement of what the in-service program is intended to
accomplish. This was central to the authors' claim that
goals and objectives provide a necessary foqus for on target
implementation and provide the criteria against which effec-

tiveness can be measured. Thorough planning and implementa-

tion is defined as providing a clear and complete conceptu-
alization of program delivery comprising method of presenta-
tion (lecture, discussion, demonstration), resource people,
length of program, accommodations, and so on. This was
central to the authors' beliéf that clear conceptualization

of organizational procedures improves efficiency. Active
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teacher participation is defined as teacher invoivement

‘as a contributing member in decisions affecting various
areas of in-service education sﬁch as planning, delivery,
evaluation, and so on. This was cenfral to the authors'
belief that active participation by teachers increasés
teachers' commigment td the program, with the greater like-

lihood that progfém ideas will be implemented. Relevance

-

ig defined as signi%icant or useful to the classroom
teacher, i.e. is the\@aterial or information useful or
practical in the classfbom setting? This was central to
the authors' belief that material or information that is

not perceived by the teachers to be relevant, will not be

used or implemented in the classroom. . A supportive climate

is defined as an environment that encourages change,
exchange of ideas, and is free of coercion. This was
central to the authors' belief that change places a demand
on teachers that could be stressful, and that a positive
and supportive environment can alleviate SOﬁe of the stress.

Evaluation is defined as an objective assessment of the

effectiveness of the in-service program to determine if
goals were accomplished (summative) and to determine ways
to improve the program (formative). This was central to
the authors' belief thatrinformed decision making can be

based only on objective measurements of effectiveness.

Feedback and follow-up is defined as any form of post in-
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service contact designed to encourage teachers in their
implementation of new ideas. This was central to the
authors' belief that feedback improves teachers' performance
and follow-up reinforces teachers' implementation of new

ideas or teaching strategies. Released time is operationally

defined as proyiding substitute teachers so’ that regular
classroom teachéfs.may be freed to attend or actively con-
tribute to in—servibe education. This was central to the
authors' claim that t}red or overloaded teachers will not be

receptive to changes that make even more demands on their

energy and time. Reference td the literature is operation-

aily defined as conducting a search of the literature

prior to implementation of in-service programs to determine
what has already been done in in-service education. This
was central to the authors' belief that such practices will
minimize duplication of effort and perpetuation of practices
that have proved ineffective.

The frequency with which each of the above'components
were cited as being necessary to effective in-service
education was used to generate three categories of
perceived importance as indicated in Table 1.

‘In the foliowing discussion components for effective
in-service education are discussed in order of temporal
events in a program (see time line in Figure 1), starting

with needs assessment and planning through evaluation and




Table 1

Components of In-service Education by Category

Category - Components f %
1 evdluation ’ o 58%
essential consideration of the needs and 60 55%
components needs assessment of teachers
active teacher participation 58 53%
2 supportive climate 34 31%
important planning and implementation 30 27%
components prespecified goals and objectives 29 26%
‘ relevance to classroom practices 28 25%
released time for teachers 28 25%
feedback and follow-up 24 22%
3 reference to the literature 15 4%
desirable '
components

Note. Based on a total number of 110 (82 articles plus 28
- authors publishing in collected works)

and follow-up, rather than in the order of perceived priocr-

ity gso that a conceptual model of components may emerge.
The discugssion of each of the above components

wili synthesizetauthors' beliefs and elaborate on their

advocacy of the componeht. Accuracy of the authors' por;

trayal will be addressed whenever possible based on survey

studies of teachers' perceptions of in-service education
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(Brimm & Tollett, 1974; Daly, 1977; Howey, 1978b; Reilly &

Dembo, 1975; Schankerman, 1978).

Needs and Needs Assessment

"Needs" were frequently discussed in the in-service
literature, particularly in conjunction with needs assess-
ment. Consideration fbr the clients' needs and assessment
of these needs wéng éonsidered critical and top priority
components of a sugéessful in-service program, placing in
category one with 55&\frequéncy of mention. The authors were
not always unanimous,\ﬁowever, in their opinions as to whose
needs should be assessed and who should assess them.

Gleadow (1979) defined need in three ways: as lack of
a specific and desirable teaching skill; as rule or regula-
tion invelving mandated change; or as disposition or a
personal motive to acquire new knowledge, attitudes, or
behavior. Joyce (1979) conceptualized need from three
perspectives based on the source of the perceived need: the
idiosyncratic»perspective where need was idéntified_by the
individual, the unit perspective where need was identified by
the school as a unit, and the corporate perspective where
need was idéntified by a corporate body such as a school
district or government body.

Needs assessment sfrategies were examined within thé
framework of the matrix outlined in Table 2 based on the

conceptualizations of Gleadow and Joyce.
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The follbwing discussion will focus on strategies depicted
in cells 1, 3, 4, 6, 7, and"8. Strategies for the three
remaining cells were infrequentiy or rarely addressed in
the current literature. Mandated in-service education for
individual teachers (cell 2) and school units (cell 5)

for example, were discussed in less than 5%‘of the articles,
while in—service\é@ucation initiated at the corporate level
as a result of disﬁésition (cell 9) was discussed in less
than 10% of all the d@ticleé. The decision was made there-

N,

fore, not to include these in the present discussion since
their infrequent mention in tﬂe conceptual literature most
probably reflects actual practices. This speculation is
based on the personal experiences of the author of this
thesis. /

The majority of the in-service literature that discussed
needs and needs assessment focused on needs as a lack of a
skill or as disposition with an idiosyncratic perspective
(cell 1 and 3 respectively). The idiosyncrétic perspective
stressed the individuality of the teacher and the uniqueness
of his/her needs (Bush, 1971). Nine percent of the authors
who discussed in-service components (10 of 110 .authors)
proposed that in-service education of teachers must be
individualized (Brimm & Tollett, 1974; Bush, 1971; Devore,
139713 Fifer & Rush, 1974; James, S., 18763 Landrith, 1977).

According to these authors in-service education should be



based solely on the individual interests and needs of cach
participant. Devore's comments (1971, p. 58) were typical
of the idiosyncratic perspective:

The involvement of the individual, the
meeting of his needs through individual-
ized instruction and directing attention
to those individuals who express interest
in change...according to research reports
and other data, increase the effectiveness
of in-sepvice programs. Meeting these
criteria requires a flexible program and
assessment and evaluation procedures based
on individual teacher's growth.

N,
\

Several authors (Hewett, 1973;vWestby—Gibson, 1967)
elaborated on the idibsyncratic perspective by stressing the
iﬁportance of adapting in-service education to individual
needs of teachers at different stages of their careers.
Draba (1975), Fifer and Rush (1974), and Harris, et al.
(1969) blamed the lack of success of in-service programs on
the failure to implement an idiosyncratic philo&opﬁy with
éubsequent failure of teachers to relate to the intent of
the in-service program.

A second major perspective of need concentrated on by
authors was the school or unit perspective, in conijunction
with a disposition (cell 6) or lack definition (cell u).
The ﬁnit ﬁerspective was more general in its strategy than
the idiosyncratic, and fécused on teachers' needs--teachers
as a school staff, or teachers as a professional group

(Edelfelt, 1977; 1978; Fifer & Rush, 1974; Massanari, 1978;
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Monahan & Miller, 1970; Ritz, et al., 19703 Westby~Gibson,
'1967). Teachers as a unit may feel motivated (dispositioned)
to make particular changes. . Teachers in a school for
example, may wish to improve parent-teacher communication
and sybsequently initiate an in-service program on communi-
cation skille. Similarly, as a result of variables specific
to a school, suchkas low reading scores in school tests,
teachers may feel they lack certain skills, thus initiating
an in-service program in teaching reading. The Massachusetts
state system of funding in-service education supported the
unit definition of need (McPherson, 1979, p. 22). The
philosophy of the Massachusetts system was antithetical to
the idiosyncratic definition proposing that

the ¢0ld mode of in-service diffused

teachers' efforts into singly pur-

suing their own interests, careers,

and salary increments. For teachers

this has often been productive but it

is just as often a treadmill in no way-

related to the central business of

teachers' professional growth.
In both the idiosyneratic and the unit framework a major
recommendation was that "teachers themselves should deter-
mine to a much greater extent their in-service needs"
(Westby~-Gibson, 1967, p. 10). This view was further sup-
ported by Lippitt and Fox (1971) and Meade (1971).

Need as rule or regulation was discussed almost

exclusively within the corporate perspective (cell 8) in

which the corporation was a particular school district, or
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the provincial Ministry of Education. This type of need
for in-service education may arise for example, when the
Ministry mandates a curriculum change. In such cases
teachers may require in-service training to familiarize
them with the new course content and attendant teaching
methodology. 8imilarly a low achievement in reading scores
across a districf\may cause the district to initiate an
in-service program in reading. This could take the form of
mandated in-service (cell 8) or alternatively could be
initiated from the point of view of lack of specific skills
(cell 7). In-service education initiated at the corporate
level may be for the purpose of providing information (e.g. .
a ministerial curriculum change) or to change teachers'
performance. When the corporate perspective of rule or
regulation was discussed it was generally, openly criticized,
however (Edelfelt, 1974, 19773 Smith, 1975). Typical of
this kind of critieizm was the following:

In-service education remains a wasteland
of evening, Saturday, and summer courses
and workshops mandated by school districts
and state departments of education. Too
often it is taught in a manner that vio-
lates almost every principle of good
teaching.,. It has not met teachers'

needs (and)...it has not served the major

purposes of improving professional per-
formance. (Edelfelt, 1974, p. 250).

Smith (1975) proposed that teachers' negative attitudes

inevitably resulted when in-service education was conducted




s
)
.

in the above manner.

Althbugh the greatest emphasis in the litcrature was
on the idiosyncratic and unit perspective of needs, as
cpposed to the corporate perspective, some authors (Fifer
& Rush, 1974; Howey, 1978a) préposed that a reasonable
balance between various personal and institutional needs and
goals could be é%ppck. Néither should be sacrificed for
the benefit of the\bther in their Qiew, presumably because
each was perceived tQ\fullfill a different purpose that
could not be met excl&éively by one group or the other.v

In summary, the literature that did propose value to be
gain@d by needs assessment emphasized that in-service educa-
tion should be designed on the basis of teachers as indivi-
duals, although the alternative of designing in-service pfo~
gramg based on the school as a unit also was prominent.
Whether in~service education was based on individual teachers'
ﬁéeds or on the needs of teachers in a school, in-service
education that was selected wvoluntarily by feaéhens.was
most strongly favoured. Mandated in-service education by
school districts or the Ministry of Education was perceived
far less favourably, although the role of this strategy
for disseminating information was claimed to be of value by
some authors. ‘Although ho survey data was available to
support the validity of the authors' claims about mﬁndatod

in-service education, it can be speculated that they are
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re?resantativa of teaghefs’ perceptions, based on experiences
‘of the author of thisﬂthesié.

Authors' claims about the critical importance of needs
assessment as a prerequisite to planning and implementing
in-service programs was an accﬁrate portrayal‘of teéchers'
perceptions. \Qrimm and Tollett (1974) used stratified
proportional saﬁpking in fheir surveonf all 147 school
districts in Tenneééee. Sixtyufivé percent of the teachers
responded (N=7646) fq\the 34 item "Teacher Attitude Toward
In-service Education ihventory". One of the statements
that received the strongest endorsement (p. 522) was that
the "teacher should have the oﬁportunity to select the kind
of in-service activities which he feels will strengthen his
professional competence” with 89% of the teachers strongly
agreeing or agreeing and only 4% disagreeing. Only 34% of
the teachers, however, believed that in-service programs
were actually designed on the basis of a study of the needs
and the problems of teachers. O0On the same sﬁrvéy, over half
of the teachers (55%) also indicated a preference for group
in—service activities in their own school setting. It
appears therefore, that authors' advocacy of the idiosyn-
cratic and unit perspective of needs assessment, is repro-

N

sentative of the perceptions of practicing teachers.
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Prespecified Goals and Objectives

When teachers! needs for in-service education have been

% of the authors in the conceptual

adequately assesséd, 27
literature (29 of 110 authors) claimed that goals anhd
objectives for subsequent in-service programs should be
clearly specifigd. As such, prespecified géals and
objectives were édgsidered an ilmportant component for
effective in-serviéé education, ranking as a category two
priority. Stating iﬁﬁtructional objectives was considered
an important component\for the following reasons: 1t was
the basis for appropriate design and selection of materials,
methods, and content; it provided the criteria for subse-
quent evaluation; it encouraged participants to concentrate
on intended outcomes; and it encouraged careful examination
of what is worth teaching, what perfQrmance criteria are
desirable, and how much time should be spent to achieve the
objectives (Asher, 1967; Devore, 1971, Harris et al., 1969;
Mager, 1975; Monahan & Miller, 1970; Rubin,.l971, Schwartz
et al., 1977). Although a number of authors specified that
the statement of specific objectives was important, they did
so almost apologetically as if hesitant to state the obvious
(Harris et al., 1969; Monahan & Miller, 1870). Harris et
al, (1969, p. 31) for example, noted

If it weren't violated so much in practice,

it would seem too obvious to require men-

tioning that the first task of designing a
program is to get clearly in mind- what the
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program is to achieve. (However), it is not
unusual to find an in-service program in
which the only identifable objective is to
have an in-service progran.

The extent of the deficiency in stating objectives was
‘examinéd by Tarr (1969) in his analysis of the in-service
programs in Iowa schools (99% return), including 1081
teachers (58% of\}856), 102 central office administrators
(37% of 105%), and-§96 building prihcipals (97% of u08).
His findings revealeg that 84% of the school districts in
Towa had not prepared\a statement of the objectives for
their in-service programs. Contrary to recommendations
(Asher, 19673 Harris et al., 1969; Houmes; 19745 Mager,
19753 Rubin, 1971; Westby-Gibson, 1967), not one of the
school districts in Iowa had stated their objectives in
behavicral or instructional terms; The complete absence of
precise objectives indicates that the "desired terminal
behavior of teachers engaged in in-service activities was
not specified" (Tarr, 1969, p. 9). This deficiency_createa
seriéus problems for organization of program content, program
delivery, and particularly for program evaluation (Devore,
1971). Without élearly stated instructional objectives for
example, planning and implementation lacks a focus for
selecting most apprcpriafe content and conceptualizing
desirable performance criteria. In turn, haphazard rather

than systematic and well thought out strategies for program



delivery may result.

In summary, the authors' criticisms about the lack of
instructional objectives seems justified, based on Tarf‘s
study (1969) and surveys of teachers' pérceptions. . Brimm
and Tollett (1974) for example, reported that only 279
(N=7648) of thg‘teachers surveyed in Tennessee school
districts indicéfg@ that ébjectives were specific for in-

gservice programs fhey attended.

Planning and Implem@ﬁfation

Thorough planning and implementation strategies were
cited by 27% of the authors (30 of 110 authors), ranking as
a category two or important component for in-service educa-
tion. This figure may‘seem surprising since one would
expect that effective in-service education, of necessity;
must be thoroughly and thoughtfully planned. It is specu-
lated that this component did not receive more emphasis
in the conceptual literature, since of all the .ten cbmponents
identified, planning and implementation most likely occurs
as an automatic prdceaa in actual practice. Its importance
as a component of‘ihuﬁ@wvié@ education is reflected in the
great number of prméésed‘m@dels or descriptions of procedufes /
for in-service prdgram delivery. Approximétely 35% of the
authors in the coné@pfﬁ&lylitératupe discussed procedural

‘strategies for program planning and implementation. Two

major works in this area were Harris et al. (1969) and Ritz
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et al. (1970) which were basically cookb@ék preéentations

on how to plan and implement in-service programs. The
remainder of the articles fell’into three broad categories
(see Appendix C) depending on the source initiating or
organizing the in-service progfame—centralized; decéntral~
ized, or centP@;ly coordinated approaches tb planning and
implémentation (Agher, 1967). |

Asher (1967, ﬁ; 13) defined avcentralized approach as one

in which in~servicé\§ducation is "initiated, managed and
usually conducted by ﬁérsons in the central office of a
school system such as the supérintendent, curriculum
director, or supervisor", For the purpose of this thesis,
Asher's definition was modified to include in-service educa-
tion initiated by other academic institutions such as
universities, the Ministry of Education and so on. An
in-gervice program was considered centralized therefore, if
it was initiated ovr organized by a single agency outside the
school unit, such as a school district, thejMiﬁistry of
Education, a university, or curriculum develépers (for
example, Borg & Stone, 19743 Olson, 19753 Scott-Blair, 1974).
A further criterion imposed on Asher's definition of central-
ized in-service education was attendance at the in—servicg
program by a heterogeneéus group, that is, teachers repre-
fsenting any number of different schools or educational

groups such as provincial specialist associations (P. S. A.s).
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A decentralized approach was defined as one that
‘basioally was initiated or planned at the school level,
Asher (1967, p. 13-14)'indicatéd that the decentralized
approach was based on the philosophy that "imprbvement is
the responsibility of the indiVidual school staff. vThe
.central office\may be aware of such activity in the local
school unit and it‘may prbvide consuitant service, 5ut it
assumes a minimum %esponsibility fér initiation, direction,
or coordination of er program'". A decentralized approach
for in-service educatibn was most strongly favoured in the
in-service literature as judgéd by the preponderance of
models employing a decentralized approach (see Appendix C).
In a peer tutoring model for example (Bolam, 1979; Bush,
1971 Tillis & Laltart, 1974), a teacher needing specific
skills such as classroom management skills, would work
directly with a teacher who was strong in that area. In
microteaching models (Phillips, 1975), teachers in a school
would use video equipment to record teachéré' élassroom
behavior for variables such as use of nonverbal reinforce-
ment, The in-service program would focus on cooperative
analysis of the behavior and recommendations for improvement.
Asher (1967, p. 1l4) indicated that a centrally coorqim
nated approach to in~sefvice education was a "combination
-of the other two approaches in that there is a co~ordination

of local programs through the central office. The co-
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ordination is shown in pianning, problem solving, and the
provision of resource people and consultants". Examples of
in-service programs using a centrally‘coordinated approach
can be found in Brown (1975), Fox & Griffin (1974), Jones
{1978) and Luke (1972). For the purpose of this theéis a
sub-category of the centrally co-ordinated épproach was
believed to be néeg&sary. Teacher participation was per-
ceived by the authafs to be a critical component of in~.
service education (ség Table 1). Since Asher's definition
of a centrally coordinétad approach did not address the
issue of teacher participatioA, a sub-category for this
approach was added so that the role of teacher participation
was clear. A centrally‘coordinated approach therefore, was
taken to mean central office coordination of in-service
programs in which teachers participated in planning content
and delivery of the program. A specific example of a
centrally coordinated approach would be a district in-service
program on reading in which primary teacheré i&entified
phonetic skills as the area of focus while intermediate
teachers identified inferential comprehension skills as the
area of focus. The central office would organize the pro--
gram with the assistance_of teachers, selecting resource
people from within the district or from the universities.
The university might become involved in developing the

content or providing consultants. The added sub-category,
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a collaboration approach, was t;ken to mean in-service
rprograms,that are coordinated and planned through the
district‘central office, in collaboration With universities,
the Mihistry of Education, cufriculum developers, and so on
but without teacher participation in planning conteﬁt and
delivery of the_progfam. A specific examplé of a collabora=-

tion approach would be an in-service program on reading

N .
curriculum materials initiated by the Ministry of Education

but organized and presented through the efforts of the
central office staff.\\In this example no teacher participa;
tion in selection of content %ould occur since a change in
curriculum material would be mandated by the provincial
Ministry of Education,

A centralized approach for in-service program planning
and implementation was not overwhelmingly advocated by the
authors and collaboration approaches only slighltly more
so. This may reflect the tendency of the authors to focus
on the needs of the individual teacher or téacﬁers in a
school unit as discussed previously in needs assessment.

A decentralized approach for in-service program planning

and implementation was most strongly favoured in the current
literature presumably because it claimed to meet more ade-
quately the needs of the teachers and the school. There
‘appeared to be some support fbr this claim since Asher

(1967, p, 13-14) indicated that in a centralized approach
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"problems chosen for community study seem to be‘selected
because of their significance to central office personnel
rather than to members of the téaching staff" while in
contrast, problems reported for committee study in a
decentralized approach indicatéd that "individuals ahd
groups were wepking on problems of significénce to them",
Asher based his\éogclusioﬁs on a survéy of 314 city school
syétems in the Unigéd States conduéted by Berge, Harris,
Russell and Walden (1957).

The major probleﬁ\in planning and implementing
in-service progréms as percei&ed by the authors, is that in-
service education programs are too centralized. There
appeared to be some support for this claim based on survey
data collected in 1957 by Berge et al. It is recognized
that their data are dated but more current data were not
available. Berge et al. used a stratified sampling pro-
éedure to survey 314 city school systems in the United
States. Theilr results were based on the reéponées of 145
school systems (46% return). They reported that 36 of the
145 respondents (25%) indicated that a centralized approach
to in-service program planning and implementation was used.
An additional 57% used a centrally coordinated approach,
leaving only 18% who used a decentralized approach to
planning and implementation. |

When the overall approach to in-service planning and



rimpleménfation has been selected decisions must be made about
the next five components, éince they affect planning for the
program and subsequent implementation. The authors believed
fer example that in-service program organizers musf_decide
1f a review of the literature will be conducted, and if
released time will be provided for teachers participating in
the in-service prdgram. The issue of teacher participation
must be consideredv;s well as degree of relevance of the
proposed in-service ﬁpogram to teachers' needs. Finally
organizers must examine whethgr the organizational climate
in which the target teacher population works is supportive

of the proposed change or innovation.

Reference to the Literature

Reference to other literature on in-service education,
learning theory, change theory and so on was perceived to
be a desirable component of in-service education by 1u4% of
the authors (15 out of 110) (Allen, 1971; Coleman, 19793
Devore, 1971; Edelfelt, 1977; Fischler, 1971; Foshay, 1956
Lutz, 1976; Mackie & Gervais, 1977; National Education
Association, 19663 Scriven, 1974). That this was not per-
ceivéd to be a critical component alsc was reflected per-
haps by the fact that of ‘all the articles reviewed in botﬁ
the conceptual and the empirical literature, approximately

45% had no references at all to any other literature (see




Appendix A). Of the 55% that did refer to other litera-
ture, approximately 15% had fewer than three bibliographic
citations. This lack of reference to other literature on
in-service education, evaluation, learning theory, change
theory and so on raises some sericus concerns for educators,
including duplication of effort, or more seriously, perpe-
tuation of practiqes that have proved ineffective. Devore
(1971, p. 34) observed the same deficiency. He was the only
author who serioule\addressed the problem:

Educational change and in-service pro-

grams designed to promote change have

largely ignored the information already

available on change., In-service pro-

grams are still designed that attempt

to obtain change and innovation through

several limited and doomed to failure
practices.

Although some authors criticized the absence of litera-
ture reviews in in-service programs other authors appeared
to perpetuate the problem in their own studies and reports.
The only survey data available on actual practices were
Schankerman's survey (1968) of elementary teachers in 105
schools in Indianpolis (N=181), He indicated (p. 145) that
"ideally a program of in-service education would include a
continuous review of research literature". Sixty-five per-
cent of the teachers, however, indicated that literature \

reviews were "rarely or never offered". Schankerman further

feported that 45.7% of the teachers desired a literature
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review as part of the in-service education program. It
appears therefore, that more serious consideration should

be given to this component in the future.

Teacher Participation

| Active teacher participation was considered an essential
component of iﬁéservice education (category 1) with 53%
frequency of mentibn. The authors focused on the importance
of teacher participétion or involvement in various areas,

A number of authors éiscussed teacher participation in
general terms only, not specifying whether it should be in
planning, decision making, implementation and so on (Houmes,
19743 Longmore, 1974; Thelan, 19713 Watkins, 1973). Other
authors however, were more specific about the role that
teacher participation played in in-~service education,
Cunningham (1972), Davidson, R.,(1973), Edelfelt (1977),

Harris et al. (1869), Schwartz et al. (1977), and Westby-
Gibson (1967) for example, stressed the importance of teacher
participation in planning in-service programs. Thié inclu-
ded problem selection and deéision making vis-a-vis pro-

gram design and delivery. Schwartz et al. (1977, p. 6)
referred to this process as "participatory decision making"
which was operationalized by’having teachers involved in
the governance process. Edelfelt (13877, p. 13) supported

this view indicating that "decision (should be) made by
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the peopile Who are affeéted, and the decisions fshodld be)
“made'as close as possible to the situation where they will
be operative", Thié belief led’him to conélude thaf the
school building was the largeét viable unit for decision
making about inwservice education. His view supportéd the
belief that ina§ervice‘education should be.ﬁecentralized.
Devore (1971), Bfi@ton (1973), and Léfson (1874) favored

nof only participation in decision‘making, but also active
involvement in developing, designing, and implementing
in-service programs. Bevore (1971, p. 71) for example,
indicated that "whether a new‘in-service program meets with
success or failure is clearly related to whether or not
those in whom behavior change is sought are integrally
involved in designing and carrying out the programs attempf—
ing to change their behavior". As previously mentioned
several authors (Lippit & Fox, 1971; Meade, 1971) stressed
fhe importance of teacher participation in the assessment

of their own needs. Ritz et al. (1970) and'Har&is et al.
(1969, p. 9) recommended that even during the in-service
activity itself, teachers must be active particiﬁants rather
than "merely the objects of instructional improvement
efforts". This view was supported by Lippitt and Fox (1971),
Westby-Gibson (1967), ana Tyler (1971, p. 13) when they |

stressed teacher involvement in "attacking real educational

problems" .
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The general reason advanced by authors concerning the
importance of teachérrﬁarticipatioﬁ in planning, designing,
and. implementing in-éervice brograms relates to the concept
of commitment and sense of ownership. Smith (1975,lp. 11)
indicated that "to stimulafe interest and commitment, a
staff must seekfhe in-serviece as 'theirs' and (teachers)
must be an integré$ipart of its planning and execution".
With this sense of Swnership, participants "feel a persdnal
stake in (the prograﬁ*s) success and work for its success"
(Cunningham, 1972, p. 286). Tyler (1971) concurred with
this view and related oWnership to teacher governance of
their own professional growth. McPherson (1979), in his
description of the Massachusetts state system for in-service
eduéation indicated that some degree of centralized or sfate
control over funding was necessary. Nonetheless, this model
was essentially "a participant controlled model (whiqh)...
(decentralized).o.‘decision makihg to the local level"
(McPhersen, 1979, p. 9). The decision making involQed
selection of program content. Although this model has been
operative only one year, McPherson observed some interest-
ing trends, namely that a surprising number of requests for
in-gservice arcse "from weaker school systems who rarely, if
ever, had in-service programs before™ (p. 16). In this con-

texta weaker school system was taken to mean a non-innovative

school system.
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Active teacher participatién and input into all aspects
of in-service education was therefore perceived to be essen-
tial in order to ensure teacher commitment. The decentral-
ized approach for planning and implementing in-service
education‘provided the most opportunities for this désired
level of teachep participation, as mentioﬁea previously.

The major ﬁfoplem wifh active teécher participation as
a éomponent of in—gérvice educatioﬁ is that teachers are all
too often recipients\gf programs offered to them or imposed
on them without their\{nput. The effect of this oversight,/
according to the authors, is é lack of commitment by
teachers, resulting in failure of the in-service program
to achieve its objectives of imprcved teaching instrucfion.
The authors' criticism appears valid in light of survey
data collected on teachers' perceptions of in-service
education. Brimm and Tollett (1974, p. 524) for example,
feported that 93% of the teachers in their survey (N=7646)
responded positively to the statement that "tea&hers need
to be involved in the development of purposes, activities,
and methods of evaluation for in-service programé“. Further-
mofe, 77% of the teachers agreed and only 6% disagreed that
"such involvement would form greater commitment on the part
of their colleagues for in-service education programs".
Although the authors focused on teacher involvement in

planning and implementing in-service programs they did not
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stress teacher participation as resource persons. to present
'in-servigé programs. The importance of this role of teacher
participation became apparent in the survey data on teachers'
perceptions. Howey (1973b) in his survey of urban and

rural cémmunities in Michigan, Georgia, and California
reported that the majobity of teachers survéyed (N is not
reported) belieQéd\thaf ofher teacheré were the most
effective instructé}s for inuserviée programs., Similar
results were reported\by Reilly and Dembo (1975). They
indicated (p. 126) thé% "the experienced teacher was selec~
ted as the source of educational information inspiring the
mbst confidence for both the cognitive and affective areas
of teaching'". In their survey of 100 elementary school
teachers, experienced teachers were given the highest con-
fidence rating based on a five point rating scale from 0 (no
confidence) to 4 (a great deal of confidence). Mean confi-~
dence ratings for experienced teachers on both affective

and cognitive teaching practices were 3.45.j Thése results
of teachers' perceptions seem to support advocacy of the
decentralized approach to in-service education discussed

previously.

Released Time for Teachers

Released time provisions for teachers participating in

in-service programs was perceived to be an important compo-



48,

nent (categdry 2) of in-service education, with‘ZS% (28 of

‘ 110 authors) frequency of mention (Britton, 1973; Cane,
19733 Edelfelt, 1977; Fischler,’1971; Harris et al., 1969;
Henderson, 1978; Jackson, 19715 Lippitt & Fox, 1971;
National Education Association; 19663 Rubin, 1971; Wéstby—
Gibson, 1967).  Several authors proposed that released time
for teachers shodlg be built into in—éervice program designs
(Harris et al., 196§; Lippitt € Fox; 19713 Rubin, 1971) so
that teachers have ad@quate time and energy to devote to
assimilating new ideasi They based their recommendation
on the assumption that tired %eachers may not be receptive
to innovations that will make even more demands on their
time and energy. Lippitt and Fox (1971, p. 150) for
example, cautioned against scheduling on an "ad hoc, over-
load basis"™. Harris et al. (1969, p; 6) recommended that
"budgetary allocations of significant amounts (be provided)
for release time". The National Education Association pro-
ject on instruction (N. E. A., 1963) recomménded that criti-
cal consideration be given to released time for teachers
participating in in-service education. Similarly, the
National Education Association in their "In-service Education
of Teachers Research Summary" (1966, p. 1) concluded that\
"the equitable, well administered plan for granting pro-
fessional leaves of absence may contribute much to profes-

sional growth activities™. In the United Kingdom released
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time prbVisions for teachers participating in in-service
,éducation was perceived as important to the adequate pro-
fessional development of’teachefs because it encouraged
teachers to devote time and effort to assimilate and imple-
ment néw ideas. Lord James (1973, p. 12-18) recommeﬁded
that "all teachers should be entitled to reiease with pay
for in-service eduqation and training.on a scale equivalent
to not less than oné‘schobl term in every seven years of

service", N

~
\,

Surprisingly perhaps, released time for teachers, as a
component for effective in-service programs was mentioned
with higher frequency than feedback and follow-up and on
par with relevance of programs to classrocom pracfices. One
possible explanation might be that the above two components
may be perceived as already occurring, whereas released
time, as a built-in component, is not perceived as occurring
but should be. A second possible explanation may be an
unspoken recognition of the difficulty of mdtivéting tea-
chers to attend in-service voluntarily wifhout any short
term payoff such as a few hours or days out of the class-
room. This type of explanation, however, remains specula-
tion.

The authors' view that released time should be pro-
vided for teachers participating in in-service education is

representative of teachers' views, based on survey data of
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teachers‘ perceptions of in-service education. ‘Brimm and
Tollett (1974) reported that 86% of the teachers in their
sample (N=7646) Wanfed releasédvtime to participate in in-
service-education, ‘Howey (1978b) repértéd similar results.
Sevenfy-five percent of thevteaéhers in his survey (N=

not reported) dgsired feleased time during the instructional

day. .

Relevance to Classroom Practices

Relevance of the\content of in~service programs to
classroom practices was perceived by 25% of the authors (28
of 110 authors) to be an important component (category 2)
for successful in-service education. Fifer and Rush (1974,
pP. 4) indicated that "if the active participation of teau\
chers in in-service activities is important...then a praé—
tical,..model for designing meaningful in-service programs
must be developed and implemented". This view was based
on the assumption that teachers will not become  committed to
programs that do not contribute to their daily work in class-
rooms. Relevance was seen as problem specific--addressing
a specific educational issue or concern identified by
teachers, and action oriented--generating alternative and
viable solutions to the problem (Asher, 1967; Bush, 1971; °
Cane, 1973; Fifer & Rush, 1974; Rubin, 1971). Several

authors (Cane, 1973; Ritz et al., 1970) cited the lack of
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feleVanée to classroom bractices as the cause for failure
Véf many current in-service programs.

The authors' criticism‘abéut lack of relevance of
in-service education to classroom practices seems to be
-supported by teachers' perceptions of in-service education.
Brimm and Tollett (197k, p. 523), for example, reported
that 73% of thekfegchers surveyed (N=76H6) indicated that
in~-service activitiés did not "appear relevant to any felt

needs of the teacher".

.
N

Supportive Climate ) ’

A supportive climate as a variable in effécting change
was frequently mentioned as a component that must receive
more serious consideration if the effects of in-service
education are to be felt at the school level. Thirty-one
percent of the authors mentioned this issue (34 of 110
'authors) yielding a category tworank as an important compo-
nent for effective in-service education (Fantini, 1971
Jackson, 1971; Lippitt & Fox, 1971; Rubin, 1971; Wafkins,
1973). Devore (1971, p. 48) particularly emphasized the
importance of a supportive school climéte. The school cli-
mate that was the most c¢nducive to change was ‘described as
one which "reduces threat and defensiveness and provides\
emotional support while the learners undergo the difficult

'procéss of changing patterns of thought and behavior".
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Furthermore "the most effective envirénment for‘change allows
for freedbm of people to express their feelings and ideas,
encourages self-direction, ahd’is free of coercion™
(Devore, 1971, p. 13). The iﬁportancevof a supportive
climate was also a major conclﬁsion in Parker's study based
on the results of the five year California booperative Study
of In-service Educgtion (Parker,vl957). In his view a school
climate that was cgéative, permissive, and built on mutual
respect was conducive to group processes which encouraged
teachers to work toge%her on common problems, A supportive
climate also focused on commuﬁity support (Westby-Gibson,
1967), institutional support (Jackson, 1971), and support
from political groups within the bureaucracy (Fantini, 1971).
Several authors (Devore, 1971; Lippitt & Fox, 1971) felt
that utilization of ideas gained through in-service educa-
tion were often hindered because of the failure of the
school climate to be supportive of change. Devore (1971,
p. 53) was most critical in one of his conciusions on the
state of in-service education:

Environment is wholly neglected in most

innovation models....the environment has

the potential to multiply the effectiveness

of resources or neutralize them, resulting

in expenditure of resources with no gain

in diffusion of knowledge.

The major responsibility for creating a supportive

‘climate for change was perceived to reside with the school

administrator. He/she provided the appropriate environment
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where innovation or change was more likely to occur (Colemen,
‘71979; Ritz et al., 1970). 'Several authors (Asher, 1967;

Devore, 1971; Smith, 1975) saw the principal's role as
supportive--supporting experimentation, exchange of ideas,
adaptation of innovations, and so on. Additionally,‘the
role was perceived to be that of initiator (Tyler, 1871),
stimulator (Ritz et al., 1970), leader (Rubin, 1971) or
"cétalyst who generates action, prdvides support, and stands
by to offer any assistance necessary in the execution of
plans" (Smith, 1975, p. 11). Devore (1971, p. 61) reported/
on the perceived importance of the principal's role in in-
service education and educational change:

Rubin's research found that the school

principal was by far the greatest in-

fluence on the staff's personality (p.

18). Gross (p. 259) found that one of

the major causes for the inability of

many school systems to demonstrate posi-

tive educational effects for their attempts

to institute educational change could be

attributed to the 'truncated version of

the change process held by their admini-
strators'. '

One of Devore's conclusions as to the lack of impact
of in-service education on classroom practices related to
the conflict between administrator's attitudes and expecta-
tions and the ideas for change or innovation that in-service
programs were trying to promote. Teachers who have accepted

and are commited to trying out new teaching strategies as a
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result of an in-service program may return to their schools
only to find that new procedures and practices are anti-
thetical to the school principal's philosophy or that
funding~for the program was not‘available. Teachers wishing
to implement individualized student programs based oﬁ con-
tinuous progress, forvexample, might be opﬁosed by a princi-
pal biased toward\gtandardized tests és the basis for a pass-
fail system, Althahgh Meade (1971; P. 221) concurred with
the above perceptioné, he proposed that the principal cannot
possibly "devote adeqdéte attention to staff development.../
for a variety of reasons, and.particularly because of the
present structure of American education". He indicated

that teacher retraining was sufficiently important to war-
rant a specialized leadership agent with diagnostic and
performance assessment skills. Presumably because of other
demands on the principal's time, such as discipline, public
relations, scheduling and so on, he cannot adequately develop
the diagnostic and performance assessment skilis necessary
to fulfill the rcle of a specialized leadership agent. It
can be speculated also that the principal's role as teacher
evaluator is in conflicf with his/her role as leader of

staff development (Mackay, 1971). Twiford (1965, p. 8) pro-
posed that the school principal was responsible for the
Minitiation, development and maintenance of a continruing pro-

gram of...in-service education". Ritz et al. (1970, p. 25)
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cautioned that "there (is) howéver, little research data
available.concerning the local school principal'sreffect
upon the iﬁstallation process". Given the perceived
importance in the conceptual literature of the role of the
school ?rincipal, more research in this area appears war-
ranted.

The authoré\bslieved'that lack of a supportive climate
dufing the implemegtation phase was a major problem affect-
ing in-service programs. No survey data on teachers'
perceptions were avaiiable to support their claims, however.
It seems reasonable that teachers who receive encouragement
for their efforts will be more effective in implementing
new ideas or programs than teachers who are discouraged in
their efforts.

If authors' claims are accurate that a supportive climate
is important for effective in-service education, then the de-
Vcentralized approach to in-service education appears most vi-
able, since it requires commitment by the whole School staff
with subsequent opportunities for peer support. The impor-
tance of the role of the school principal does not meet with
consensus, although the majority of authors believed that
his'effect on the installation process was important. His
role as in-service progfam initiator, coordinator, leader

.and so on may be viable but his role as an instructor or

resource person to conduct in-service programs is not sup-
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ported by sufvey data of teachens' perceptions. TFor
~example, Reilly and_Démbo (1975) reported that elementary
teachers' (N=100) mean confidenée ratings of principals as
instructors was 2.62 for affective teaching practices and
2.73 for cognitive teaching praétices: Recall that é rank
of 4 indicated a great deal of confidence. ‘Furthermore, it
has been proposea“phat the-increasingly important role of
thé principal as ev;luator of teachérs' performance is in
conflict with the roig of assisting teachers to improve
their teaching performghce (Mackay, 1978). Ritz et al.'é
proposal that further researcﬂ-be conducted vis-a-vis the
school principal'’s effect on school climate and teacher

attitude appears warranted.

Evaluation

The most frequently mentioned component of in-service
education considered to be a critical component of program
design (category 1) was evaluatibn with 58% frequency of
mention (64 of 110 authors). This section focuses on
evaluation as an integral part of in-service education, its
importance in program effectiveness and the general defi-
ciency of evaluation practices as a program component,

A number of authors indicated that evaluation should
be an integral part of in-service education and should be

built into the program design (Allen, 1971; Devore, 1971;
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Edelfelt, 1977; Fischler, 1971;‘Harty, 18755 Lippitt €
AFox, 1971# Mackie €& Gervais, 1977). Mackie and Gervais'
observation (1977, p. 42) typified sentiments in this
regard: "evaluation is an integral part of any in-service
activity. Failure to effectively evaluate is probaﬁly a
main factor for the pdor results of many in;service pro-
grams"., Allen (i&?l, p. 122) considefed evaluation a
"pivotal point" in}in—service educétion and proposed that
it be used for diagnd§tic purposes to determine strengths
and weaknesses of the\brogram so that future in-service
programs could build on the sfrengths‘while>trying to eli-
minate the weaknesses. Harty (1975, p. 14) suggested not
only post hoc evaluation, but also descriptive evaluation,
designed to "assess professional competence, values and
attitudes, project strengths and weaknesses and the goals
of all groups involved". This type of descriptive evalua-
fion seems related to needs assessment. It appears that
Harty is suggesting that teachers' values, attitudes, and
professional competence be assessed so that in-service
programs can be designed to complement these variables.

The major reason stated for the importance of ceonduct-
ing evaluations was to determine program effectiveness
(Allen, 1971; Cunningham; 19723 Fischler , 13971; Hoyle, 19733
Landrith, 1977; Lippitt & Fox, 1971; Lutz, 1976; Massanari,

1978, Otto & Erickson, 1973). ‘Landrith (1977) suggested
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that post in-service education be used to decide if the
predetermined goals and competencies had been achieved.
Otto and Erickson (1973) supported this view and suggested
that the objectives established at the initiation of the pro-
gram be used as criteria for determining the effectiveness
and ‘impact of the activities. Knowledge about program
effectiveness was felt to be essential to make informed
decisions about program modification (Cunningham, 1972) and
for overall program flexibility (Allen, 1971). Several
authors (Allen, 1971§\fischler, 1971; Lutz, 1976) contended.
that wise decisions about in-service education and planned
change are impossible without an evaluation process. Lutz
(1976) for example, suggested that the results of the evalua-
tion could be used to ascertain the extent and direction of
change resulting from the educational experience. Devore
(1971, p. 64) proposed that without the knowledge available
from evaluation, we were not in adequate control of the
situation as:

without the knowledge of where we are, we

opt for being controlled by the situation

rather than controlling the situation.

One's actions become purposeful and effi-

cient when he is aware of what his actions

actually do. The development of this

awareness 1is an important factor in the

evaluation process, particularly for edu-

cators concerned with people and behavior.

Although many of the above authors did not specify how

"evaluation was to accomplish all these objectives, they
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recommended that pretest-posttest evaluation designs be
used.
While advocating the necessity of evaluation for in-

service education, the authors simultaneously lamented
the lack of evaluation as an automatic process . (Fitzgerald €
Clark, 19763 Harris et al., 1979; Henderson, 1978; Hoyle,
19733 Ritz et al., 1970; Westby-Gibson, 1967). Westby-
Gibson (1967, p. 44) reported in her review that "in-service
education has suffefgdvfrom a lack of sound evaluation and
research ... what exists are largely descriptive reports of
programs undertaken without systematic evaluation".
Fitzgerald and Clark (1967) and Ritz et al. (1970) also
expressed concern over the lack of systematized efforts in
evaluation., Their concern focused on the tendency of
organizers to make subjective decisions about the effective-
ness of their in-service programs rather than making
objective decisions based on valid data. Fitzgerald and
Clark's comments (1976, p. 194) were typical

Little effort has been made to evaluate

many in-service programs. When an

evaluation has been made, it has often

taken the form of a series of questions

asking the participants to indicate the

perceived degree of enjoyment, interest

or value in the in-service activity. Tew

programs have used a product evaluation

in order to link student achievement to
teacher training.

The above authors criticized lack of evaluation as a
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component of in-service education but did not cite any

- survey dafa to support their claims. Their claims, however,
do seem to receive some support'as reflected by the-paﬁcity
of research literature oﬁ effectiveness of in-service
education. In Chapter Three fér example, only 19% of the
articles (30 of 159 articles) in the literature review

were research studies evaiuating the éffectiveness of in-
service education.f\Hoyle (1973) pfoposeq that since little
is known about the effectiveness of our efforts\in in-
service education no e%tension of in-service programsvshould
proceed without an accompanyiﬁg program evaluation.

In terms of evaluation techniques, the most commonly
used device when evaluation did occur was the post in-service
questionnaire or checklist. This method, when used exclu-
sively for evaluating the effectiveness of an in-service
program came under severe-attack (Alvir, 1976; Harty, 1975;
Henderson, 19783 Katz, 19743 Mackie & Gervais, 1977
National Education Association, 19663 Ritz ét él., 1870).
The National Education Association, in their National Com-
mission on Teacher Education and Professional Standards
conducted a survey in 1965 called "Current Practices in In-
service Education" (1966, p. 13). They concluded that
'"nearly all programs havé subjective evaluations that
include questionnaires, reaction sheets or verbal comments

by the participant and directors, but well organized sta-
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tistical evaluations are evident in only a few instances".
It was précisely the subjective nature of these evaluations
that the authors criticized.  Alvir (1976, p. 2), for
example, stated that reaction sheets or questionnaires con-
ducted after an in-service program provided only "anélysis
of significantuggreement or disagreement with opinions of
expert judges. Sipce thebinput data is still basically
opinion expressed ih generalities,‘such evaluation can be
called into question"™. Ritz et al. (1870) urged workshop
directors to broaden £ﬁeir evaluation endeavours. Other
authors advocated the collection of data Vis-a—vis the
pfocess involved (Henderson, 1978) or the "total learning
experience" (Mackie & Gervais, 1977, p. 42) so that future
décisions about in-service education could be based on
objective measurement of effectiveness. They indicated
that this type of data was almost impossible to collect by
administrating a post in-service questionnaire on partici-
pants' attitudes which rely on subjective pérceﬁtions.
Henderson (1978, p. 109) additionally cautioned against the
use of repeated questionnaire administration, which was
"likely to result in a 'response set'"., Bush (1871, p. 65)
was one of the few authors who favoured the use of post ip-
service questionnaires. .He felt that questionnaires were
valuable sources of data and that evaluators '"should not

underestimate the honest and thoughtfully given judgments
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of teachers". Mohan and Hull (1975) proposed fhat post
in»seryice questionnaires may be useful in assessing
program limitations. Their céncern in evaluation, however,
was determining the degree of change in teachers as a result
of participation in in-servicé education. As wellbas
questionnaires, theréfore, they recommended the use ofﬂ”a
series of cognitive testé at the endrof each presentation
to determine the degree to which participants have attained
objectives of the program" (Mohan & Hull, 1975, p. 44).
Although Mohan and H&il favored the use of questionnairés,
they concurred with previous authors about its limitations,
>Otto and Epickson (1976) proposed that a number of techniqUes
for evaluation be employed, including observation of out-
comes (somewhat subjective), paper and pencil tests, work
sample analysis, and performance tests. Cunningham (1972,
p. 487) favored an experimental design for evaluation with
pre and post testing of teachers and pupils. He insisted
that scientific evaluation, including possible'use_of
"reliable and validated attitude questionnaires, and inter-
action matrixes" were necessary. Cunningham, however, did
not explain what interaction matrixes were and how they.
could be used.

In general terms the type of evaluation recommended
.in the conceptual literature was summative evaluation--

evaluation on which decisions about what constitutes
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effective practices for in-service education coﬁld be based.
However sbme recognition was also given to the importance of
formative or "process" evaluation (Asher, 1974, 1967;
Fitzgerald & Clark, 1976) designed to improve delivery of
in—service programs; |
Evaluation of in-service education was perceived to be
a top priority ;émponent éf in~service education. Although
sufvey data was no%’available to sdpport the author's
claims, it is speculated that their criticisms are Qarranted,
based on the band wagSh syndrome evident in educational
practice. It is speculated that programs whose effective-
ﬂess are based solely on subjective testimonials are less
likely to endure than programs whose effectiveness have been
empirically validated. If the authors' criticisms are war-
ranted, it becomes important that high quality research and
testing of evaluation models and instruments occur in the
hear future so that evaluation of in-service education can
be conducted confidently by school districté. 'Perhaps a
first step would be the raising of standards vis-a-vis
statistical and procedural reporting in the educational
research journals. This hould allow duplication of effec-
tive practices. In-service programers might also be held
responsible and accountable for evaluating the effectivenéss
©of their programs and reporting their results based on the

stated objectives of the program. Without adequate evalua-
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tion it is proposed that feedback and follow-up strategies
‘may become inadequate since they may not be based on valid

and reliable data.

Feedback and Follow-up

Although not frequently mentioned as a high priority
component of iﬁeservice education, . feedback and follow-up
provisions for teé@hers participating in in-service educé—
tion were perceived:by some authors (22% frequency of men-
tion) to be importan%xﬂcategory 2) if longitudinal benefits.
of in-service education were to be realized (Cunningham,
19723 Devore, 1971; Draba, 1975, Hodges, L. & Hodges, R.,
1975; Houmes, 19743 James, G.,19763 Lutz, 1976; Mackie §&
Gervais, 19773 Mohan & Hull, 19753 Olsen, 19753 Smith, 1975;
Waynant, 1971; Westby-Gibson, 1967). Devore (1871) and
Westby-Gibson (1967) particularly reported on the perceived
importance of feedback and follow-up for the realization of
the goals of the in-service program over the long tefm.
McClelland's comments (1969, p. 33) were typical in this
regard:

Obviously a plan for maintenance and
feedback is essential if the planned
change is to persist. Training aides
and devices are today gathering dust
in storerooms throughout the country.

Teachers and managers have reverted
to their former practices.

AIt seems obvious, based on current knowledge of learning
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theory (Fantino & Reynolds, 19753 Tarpy, 1975), that any
~in-service program deSigned to chaﬁge teachers' behavior,
must have a thorough and well pianned feedback and follow-
up component built into the design. Bessent (1971, p. 52)
indicated for example, that efféctive and efficient iearning
is more likely-ip occur "when there is immeaiate feedback

to the consequenééaof (teéchers')»behévior" and when |
teéchers‘ “reactiong.to the 1earning activity are reinforced
by the reactions of 6¢hers". Follow-up can provide the

N

critical feedback andvféinforcement necessary for behaviér
change. Perhaps the greatest‘failure of the one-shbt in-
service programs 1is providing this necessary follow-up.
Santelli (1978, p. 29) indicated that "practically all (in-
service) programs (that) have been one-shot affairs with no
follow-up and no long range goals (have) in short, no
permanence' .

| Feedback and follow~up of in-service programs are
related to or somewhat dependent upon otherjcombonents
having been met. ~ Feedback and follow-up would be difficult
to initiate for example, if goals of the in—service program
were not clearly specified because reinforcement, to be
effective, must be contingent upon specified behavior
(Tarpy, 1975). It must 56 clear in advance, therefore,

what the program is intended to achieve. Active teacher

participation in planning, relevance to the classroom, and
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particularly, a supportive school climate, would similarly
be a precondition to an effective follow-up program if

teachers are to perceive the follow-up as cooperative plan-

ning or assistance rather than intervention. For in-service

programs designed to change teachers' behavior on a.longi—
tudinal basis folldw-ﬁp may be one of the méjor sources of
data for program'gvaluatibn. Therefofe, in terms of ultimatev
success of in—servige education over time, feedback and
follow~upforparticip§nts becomes an important component of
any program for changéi It needs, therefore, more consider;
ation than it is currently reéeiving. The authors' criti-
éisms seem justified based on survey data of teachers' per-
ceptions of in-gervice education. Brimm and Tollett (1974)
reported that a mere 13% of the teachers in their survey.
(N=7646) indicated that follow-up to in-service education was
adequate. Howey (1978b, p. 8) reported similar results in
his survey of teachers in three states of the United States.
He indicated that "very few teachers report;..follow~through
on any type of regular basis, from a low of only 6% in one
state to a high of only 23% in the federally funded Urban/

Rural Project".

Summary of the Conceptual Literature

In-service teacher education is obviously considered
to be an important vehicle for educational improvement,

particularly as regards teaching competence. It is evident
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from this review of the conceptual literature that a numbér
,bf components are claimed to be essential for effective in-
service education. The conceptual model or template for
in-service teacher education that emerges appears to require
at minimum the thrée following components: a formal assess-
ment of teachersf needs, active teacher pafticipation and
input into planning’and implementation, and a formal evalua-
tioﬁ of program efféctiveness. Six additional components
are perceived to be {mportant for the conceptual model,
including a statement Sf clearly specified instructional

4

objectives, thorough planning and implementation, relevance
to classroom practices, ;eleased time for participating
teachers, a supportive climate in which new ideas are
encouraged, and feedback and follow-up. Reference to the
conceptual and empirical literature in the field of in-
service education is perceived to be a desirable component
in the conceptual model. The resulting mode; is represented
in Figure 2. |

It is immediately apparent that-teacher participation
plays a major role in the proposed model. The model is
cyclical, encouraging systematic, long tefm planning. As
suggested throughout thevprevious discussion, components
should not be perceived as separate ehtities. Although
some components were perceived by authors to be more

important than others, as judged by their frequency of men-
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tion, it is recommended that the model be concéptualized as
va whole with~interdependent'components. The interdependence

: of the components was demonstrated in the previous discussion

on evaluation for example, in which it was indicated that
evaluation should be based on the instructional objeétives
of the in—servige progfam, which in turn should be based
on the needs of £é§¢hers, .Other relafionships between
components were demanstrated in thevdiscussion on relevance,
and feedback and follgw-up. Based on the perceived inter-
dependence of componen%é, therefore, it is recommended
that the conceptual model be édopted in 1ts entirety for
in~-service programs designed to change teachers' behavior.
The authors' advocacy of the components in this model
are generally supported by teachers' perceptions of in-
service education (Brimm & Tollett, 1974; Daly, 1977;
Howey, 1978b; Reilly & Dembo, 1975). The predicted effec-
fiveness of the conceptual model however, should be judged
also on the basis of research. The task of fhe'nextvchapter
is to examine research on in~service education to isolate
practices that have proved effective as measured by changes
in teachers or pupils. The chapter on the empirical litera-
ture’will conclude with an examination of the viability of
the conceptual model, baéed on the findings in the empirical

‘kiterature.
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CHAPTER THREE

‘Review of the Empirical Literature

Introduction

The search procedures thaf were described in the intro-
duction to Chapter Twovwere the same procedﬁres that were
used for the reviey of the empirical iiterature. Specifi-
caily, to isolate félations for meaéurement of effectiveness
of in-service educati@n, the descriptors program effective-
ness, instructional imgrovement, teacher improvement, stu- |
dent improvement, student benéfits, educational reéearch,
and research reports were used in conjunction with the major
descriptors in-service teacher education, in-service pfo-
grams, in-service courses, and teacher workshops.

Chart I (see Appendix A) was used to isolate articles
for review of the empirical literature. All articles that
had a check mark in the empirical column and in the effec-
tiveness of in-service education column were inéluded in
this chapter. Recall that empirical was defined as studies
in which measurements were taken to determine degree of
effectiveness. The category effectiveness of in-service
education was used exclusively for those empirical articlgs
that tested the overall effectiveness of in-service programs
as measured by its effect on teachers or pupils. Using

Chart I, 30 articles were isolated.



71.

Thebprimary objective set for in-service education as
mentioned earlier is to improve teachers' competence with ,
subsequent improvement in pupils' performance. Only 30
articles (19%) were found which measured in-service effec-
tiveness regarding one or both of these bbjectives. Indi-
cators of effectiveness included changes in‘any combination
of the following£ xteachers' khowledge, teachers' attitudes,
teachers'! classrooﬁ behavior, pupils' academic performance,
pupils' attitudes, aﬁg pupils' behavior.

The research desiéns used in these empirical studies
fell into three broad categories: pre-experimental designs
(50%), quasi-experimental designs (27%), and true experi-
mental designs (23%), comprising three pretest-posttest
control group designs (10%) and four factorial designs (13%).
Lach of these will be discussed within the following frame-
work: the generél properties of the research design; a
detailed analysis of a representative study’within the cate-
gory to illustrate limitations vis-a-vis infernal validity
and generalizability; and a discussion of the overall
results and conclusions éf studies within the category.

The chapter concludes with a discussion of the predicted
effectiveness of the conceptual model based on the research
findings.

In the review of the conceptual literature, three

approaches to planning and implementing in-service education
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were identified--a decentralized approach, a centralized
approach, and a centrally coordinated approach comprising
also the subcategory collaboration approach. For each.
study, wherever reporting procedures were sufficiently
detailed, the approach to plannihg and implementing‘

the inaservice\program will be identified. "Recall that the
authors in the éénpeptual‘literature favored the decentral-
ized approach to pianning and implémentihg in-service
education in the belief that the decentralized approach met
more adequately the nééds of teachers, was more relevant

to classroom practices and provided more opportunities for
feachers' participation, a supportive climate, and feedback
and follow-up. If the conéeptual model or template proposed
in Chapter Two is to be judged for its predictive effective-
ness against research results in the empirical literature,
it becomes necessary therefore, to identify which approach
to planning and implementing in-service education is being
used in the research studies.

A summary table will be included for each set of research
studies identifying important features of each study.
Because each study will not be dicussed in detail, the table
will‘summarize-important features so that information on
which the conclusions wére based, is readily available.
-Each summary table will report the following information.

The approach used in planning and implementing the in-
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service program will be identified wherever possible. The
time at which data were collected to test the effectiveness
of the in~servicé program will bevreported so that con-
clusions about the longitudinal effects of in-service educa-
tion can be made. The grade level for which the in—éervice
program was designed will be reported in thé event that
grade level is a\vgriable contributing to the effectiveness
of in-service educa%ion. Results will be reported for
changes in teachers'\gcquisition of knowledge (cognitive),
teachers' changes in a%titude or classroom behavior, as weli
as changes in pupils' acquisiéion of knowledge, and pupils'
changes in attitude or behavior. These results will be
repobted as z scores whenever statistical reporting is
detailed enough to allow this to be done. 7 scores were-
chosen as the unit for reporting because they indicate
effect size. Assuming that a pre in-service program z

score (or a control group z score) of zero falls on the 50th
percentile then degree of éhange as a result of the in-
service program can be expressed as percentile scores by
comparing the post in-service or treatment group>mean to the
pre in-service or control group mean aﬁd dividing this dif-
ference by the pre in-service or control group standard
deviation. This procedure allows for comparisons of all the
‘studies on a percentile scale. Practically significant

versus statistically significant differences can then be
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discussed. The criterion for practical significance was set
at a z scére differenée of .52. This corresponds to a
change from the SOtﬁ percentile’to the 70th percentile.
Alternatively, a z score change of .52 would correspond to
a change in I. Q. from 100 to épproximately 168. Suéh a

change was believed to be sufficient to warrant attention.

N

Pre-experimental Désigns

Two types of studies fell into this category, four
LN
one-shot case studies and eleven one-group pretest-posttest
studies. ' .

Characteristics of the one-shot case study research

design. Four authors used a one-shot case study design to
measure in-service effectiveness (see Table 3). In the one-
shot case study an in-service program is applied to a siﬁgle
group of teachers with a subsequent observation or measure-
ment of the effects of the in-service program. The lack of.
a control groupvthat does not receive the treatment and the
lack of information about persons who experience the treat-
ment violate most of the requirements for internal wvalidity
in a design. On the basis of a one-shot case study thervre

is no justification for concluding that the treatment caused
whatever was observed to follow it since a host of rival
hypotheses cannot be ruled out (Tuckman, 1872),

A representative one-shot case study. The study by

Phillips (1975) is typical of this group of studies since it
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tested a.céntralized approach to in-service education and
evaluation was achieved by administering a teacher question-
naire immediately upon completion of the series of workshops.
The study involved in-service training using videotaping to

- support microteaching analyses. The population consisted ofv
40-45 primary\greek Cypriot and Turkish Cypfiot teachers of
English. Neithér\background data such as prior educatidn or
cémpetency level éf the participants nor selection procedures
were reported. Thié\limited_the generalizability of the con-

~
N

clusions to other groﬁps of teachers since there was no
information for comparing thié group to other popﬁlations of
teachers, |
The in-service program for bilingual education lasted
for two weeks involving approximately 30 hours of work
including demonstration lessons, methodology, pronunciation,
films, and so on. Phillips reported that a questionnaire
was administered at the conclusion of the last session,
but no data was reported on the results of the'questionnaire,
nor was the format of the questionnaire or its contents
described. Furthermore, no statistical informaticn such as
frequenciés or percentages were reported. Nonetheless,
Phillips made the following claims.

The importance of providing models during
the course is I think obvious (p. 123).

The level of competence achieved by the
majority of course members was quite high
(p. 128).
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Some improvement in some teachers' pro-
nunciations was certalnly noted (p. 127).

It seems reasonable to expect that a
Technique that involves genuine acti-
vity is more llkely to produce some change
of attitude (p. 128)

The insufficient reporting of procedures and findings in
Phillips' research coupled with merely subjective treatment
of the data collected forces the conclusion that this in-

service program lacked validated empirical support.
\

N\
\

Results and conclusions of the one-shot case studies.

No clear picture as to the effectiveness of the in-service
éducation classified in this group emerged from an analyses
of the one~-shot case studies (see Table 3). Only two stu-
dies tested effectiveness in terms of gains in teachers'
cognitive skills (Phillips, 1975; Popham, 1975). Phillips'
perceptions can be regarded only as subjective. Although
Popham (1975) used a one-shot case study design he did
report, however, early in course and late in cdurse.écores.
He réported positive gains in teachers' cognitive skills
(86th percentile) and also positiQe changes in teachers'
attitudes (96th percentile). Changes in teachers' attitudes
were based on teachers' self-reports of interest. Popham
failed to describe his subject population adequately,
however. Generalizability to other populations therefore,

was attenuated. Two of the four studies tested effective-
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ness of in-service edﬁéation in’termS‘of teachers' class-
room behavior (Gaddis, 19733 Hammons, 1975). Both found no
statistically significant éhaﬁges in teachers' behavior'aé
determined by teachers' seif—reports on a follow-up question-
naire; Again, percentiles céuld nOt be calculated because
baseline data on teaéhers' behav1or had not been collected.
None of the one»shot case studies measured in-gervice
effectiveness in terms of effects on pupils.

All of the'onétshot case studies measured effectiyeness
immediately after thg‘inwservice program with the exception
of Hammons (1875). He reported no changes in teachers'
\behav1or as gauged by an 1ntePV1ew questionnaire after a
six month time lapse. It would appear that changes in
teachers' behavior that may result ffom the in-service

program may not be sustained over time.

Summary of the one-shot case studies. The three most

essential components identified for effective in-service
education included program evaluation, active teacﬁer par-
ticipation, and a needs assessment of teachers. All of the
one-shot case studies did attempt to evaluate their programs.
Contrary to recommendations in the conceptual literature,
however, three of the four studies relied exclusively on

the questionnaire as the method for evaluation which was
TfreqUently questioned as to its validity for evaluating an

in~-service program. Wehmeyer (1975, p. 106) in her litera-
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ture review on effectiveness of in-service education pointed
out that "most questiénnaife studies assume that a supportive
response to a workéhop is an- indicator of subsequent imple-
mentatiqn of the ideas presented". This assumption was chal-
lenged in the conceptual literature.

None of the authofs of one-shot case sfudies reported
that a needs assésgment wés conducted. Because a central-
izéd approach was u;ed in three of‘the four studies, active
teacher participatioﬁ\in planning and implementatibn was
minimal or nonexistent: No authors discussed the role of

the teacher in their study except as mere recipients of the

in-service program.

Characteristics of the one-group pretest-posttest

studies. Eleven authors used a one-group pretestwpostteét
design to measure effectiveness of in-service education (see
Table 4). In this design some information is known about
"the initial state of the selectéd_subjectston the dependent
variable" since a pretest or pre-cbservation occufs.before
the in-service intervention is carried out (Tuckman, 1972,

p. 129). After the in-service program, observation or

tests are again conducted so that scores from pre and post
in-service may be compared., This design, however, is con-
sidered pre-experimental since it still fails to control many

sources of internal validity such as maturation, history,
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statistiCal‘regression,'and testing effects.

A representative one-group pretest-posttest study. The
Schmid and Scranton study (l§72) is typical of this group
insofar as collection of data followed immediately éfter the
in-service program. In this study the effectiveness of the
in-service program was determined by measuring teachers'
acquisition of kndh;edge (cognitive), application of know-
ledge as represented\by teachers' behavior in the classroom,
and effects of teachéhg' behavior on pupils' behavior.
Behavior modification was the.topic for the in-service pro-
gram which involved understanding behavior theory, identi-
fying key techniques in applying behavior theory, and apply-
ing the techniques to a target pupil to modify the behavior.
The authors reported that seventeen special education |
teachers and six regular classroom teachers were participants.
No information was given as to how these teachers were
selected, however. Consequently some threats to external
validity resulted due to possible selection bias, or inter-
action effects of selection bias with teaching position as
regular classroom teacher, teaching special class, or grade
level taught. The authors indicated that the program was
planned and directed by a doctoral student in special
education in conjunction with the local school board, there-
fy reflecting a centrally coordinated approach to the pro-

gram.
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Three program objectives were identified for evalua-
- tion:

(a) to have each teacher identify key

elements of behavior theory that were
applicable in her classroom, (b) to

have each teacher identify key tech-

nigues from behavior theory that were
applicable in her classroom, (c) .to have

each teacher participate in a supervised
practical application demonstrating the

modification of a selected child's
behavior (Schmid & Scranton, 1972, p. 1985).

Baseline data wgre collected in two phases. in phase
one, eight of the 23 feachers were observed for 11 days
prior to the in-service program to determine what, if any,
behavior modification techniques were already being used.

No information was given as to how these eight teachers were
selected from the larger group of participations for pre-
program observation, however. No collection of relevant
background data such as academic experience or previous
exposure to behavior modification techniques appeared fo
have been conducted at this point. Without-badkground data
of these kinds it is questionable whether this group of
eight teachers was representative of the total group. Hence
the representati?e validity of the baseline observational
daté was undermined.. Similarly no information was given on
the number of observers, or about the reliability of the
observation instrument.

Subsequent to the baseline observations (phase 1),



88.

phase two consisted of a pretest of the teachefs' knowledge
‘about behavior modification. Description of the pretest
instrument was minimal. It was designed to measure |
teachers' understanding of vocabulary of behavior theory as
well aé teachers' knowledge of concepts involved in‘behaviér
theory. The validity and reliabilify of the pre-test

strument appears not to have been tested thereby threaten-
1ng confidence in the final results. Phase three was a
training session comprised of defining, observing, and
recording pupils' beﬂﬁvior. In this phase also baseline
data on target pupils' behavior were collected by classroom
teachers while under supervision of the program director.
Phase four consisted of evaluating pupils' baseline’data
and designing an intervention program for target pupils.,

The final phase focussed on the collection of post
in-service data in which each teacher particpating in the -
program completed a survey identical to that used in Phase
2. Both the pre and post in-service data Qeré used to
determine achievement of objectives one (teacher identifica-
tion of key elements of behavior‘theory) and objective two
(identification of key techniques of behavior theory). A.
Wilcoxin matched~pairs signed ranks test was used for the
statistical analysis. The authofs reported that the \
"results indicated that the post-survey scores improved

significantly beyond the .05 level, thus supporting an
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interpretatién that objectives one and two were satisfactor-
ily attainéd" (Schmidrg Scranton, 1972, p.v196). Conversion
of the results to percentiles.was not possible since»thé
'authors failed to report mean scores and standard devia-
tions. Several probiems arose that inhibiteq complete
acceptance of the authors' conclusions. Two major sources
of internal valiéity occurfed, i.e. instrumentation and
testing effects. Ng information, for example, was giVen
about the survey used\for the pre and post assessment. It
did not appear that a gtandardized survey was used and no
validity and reliability measures on the instrument were
reported. It can only be assumed that it was accepted on
face validity. Similarly, since the identical survey was
used in both the pretest and the posttest, the possibility
of testing effects allow the possibility that changes in
scores may reflect sensitization to what was being evalua-
ted rather than the effects of the in-service program.
Objective three (application of behavidr theory to
modify the behavior of one pupil) was evaluated by analyzing
material submitted by teachers on one pupil in their class-
room. Of the total sample of 23, only 15 participants sub-
mitted data for analysis. The authors reported that "suc-
cessful modification of é selected student's behavior was
reported by 14% of the 15, thus supporting the interpretation

that objective 3 was satisfactorily attained" (Schmid €
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Scrantoh; 1972, p. 197). Again problems affecting the
- internal validity prevented'complete acceptance of this
conclusion. The major source of invalidity was mortality
since 35% of the participants did not submit material for
this analysis. One may Wonder whether the remaining eight
teachers chose mnot to submit their data becéuse it reflected
negatively on theinxperformance. If this were the case,
the proposition of £eachers transferring the in-service
skills to their teacﬁing repertoire was only 61% instead
of a very highly valued 93%. An alternative explanation
might be that the required maéerial was submitted af the
last in-service session which was held on a Saturday.
Teachers simply may have decided not to attend. The collec-
tion of the material and the actual analysis of the data-
were also very subjective. No blind scoring procedure
occurred at any state of the analysis, leaving open the
possibility of experimenter bias. Also, the nature of the
analysis of teachers' self-reports was not épecified so that
one cannot judge the reliability or the validity of the con-
clusions. Furthermore it is not possible to replicate the
study since procedures and criteria for analysis of the
d@ta were not réported adequately.

The authors concludéd that "the longitudinal in-service

model offers a staff training program superior to the tra-

ditional or laboratory models now prevalent" (p. 198).
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Without'further research this conclusion could not be
’accepted fully because of.problems’rélated to the experi-
mental design that blurred interpretation of the observed .
changes in teachers' and pupils' behavior. Since this was

a longitudinal model for in-service education the applica~-
tion of quasingperimental time series design could have pro-
vided better coﬁtgol or at least minimized history and
testing effects. 'Alternatively, an equivalent time series
design would have iéglated order effects or assessed dif-
ferential changes ovef time. Measurement of differential

changes over time would have been appropriate for a longi-

tudinal study.

Results and conclusions of the one-group pretest-

posttest studies. Ten of the 11 one-group pretest-posttest

studies tested effectiveness of in-service education in
‘terms of effects on teachers. Of these 11 studies, two
(see Table 4) measured effectiveness only in terms of
teachers' acquisition of knowledge (Billeh € Hasan; 1975;
Fowler, 1960). Both reported statistically significant
gains in teachersf knowledge as a result of the in-service
program. In Billeh and Hasan (1975) the percentile fank
of 79 indicated sufficient gains iQ teachers' knowledge to
be considered practically significant as based on the cri-
fteribn level of the 70th percentile for practical signifi-

cance.
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Two Qf.the studies in this category examined effective-
ness of in-service education in terms of changes in
teachers' attitﬁdes and subsequént changes in teachers'
classroom behavior (Degroote,1973; Piper € Butts, 1976).
Degroote's results showed statistically significant és well
as practicallyx§ignificant changes in teachérs' attitude and
behavior (74th pébgentile). Although Degroote reported
statistically Significant changes in pupils' attitude and
behavior the results\for pupils were not accepted as
practically significanf. The percentile scores of 62 for
intermediate pupils and 68 fof primary pupils were:below

the 70th percentile criterion level for practical signifi-
cance. Piper and Butts (1976) also reported positive
changes in teachers' attitudes and behavior : but percentile
scores to determine practical significance could not be
calculated since reporting of data was inadequate.

Eight of the 11 studies tested effectiyeness of in-
service education by measuring changes in téachers'-clags~
room behavior. All of these with the exception of Martin
(1973) reported statistical data to support their claims of
positive and statistically significant changes in teachers'
classroom behavior as a result of in-service education.
Martin's study also claimed positive results from changes in
teachers' classroom behavior but data was recorded as per-

cent only. It did not appear that statistical tests were
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conducted'in.Martin's study to determine significance of
changes in teachers' behavior. Changes in teachers'
behavior in this set of studies Were measured by different
methods. Trinchero (1974) for example, used observation
by two raters to determine frequency of positive nonvérbal
reinforcement and analyéis of audiotapes to determine fre-
quency of positivé verbal feinforcemenf. Martin (1975) also
used observation to'éollect data on‘teachers' behaviof.
Borg and Stone (1974) analyzed audiotapes of teachers'
leséons to determine deéree of change in teachers' use of
encouragement and use of exteﬁsion as a questioning tech-
nique. Mayer at al. (1975) used pupils' reports on
teachers' classroom behavior. The remaining four studies
(50%) reported positive and statistically significant
changes in teachers' behavior based on some form of teachers'
self-report such as checklists, surveys, or questionnaires
relating to teachers' perceptions of activity in their
classrooms. Although these studies seem to ého& that in-
service eduéation'is effective when effects on teachers
are measured, changes in teachers' behavior based on their
self-reports are open to bias (Hook & Rosenshine, 1979).
In only three of the eight studies measuring effectiveness
of in-service education §isna—vis teachers' classroom
behavior was it possible to calculate percentile scores

(Degroote, 19733 Mayer et al., 1975, Trinchero, 197H).
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Percentile scores for teachers' behavior in Degrdote,
vénd Mayer et al. were 74 and 76 respectively. Both were
considered practically significant based on the criterinn
of the 70th percentile. Four percentile scores on teachers'
behavior could be calculated for Trinchero's study, teachers'
use of positive\yerbalvreinforcement (94th percentile) and
positive nonverbal\?einforéement (93rd percentile) immedi-
ateiy after the in-gervice program és well as teacheré' usé
of positive verbal ré%nforcement (93rd percentile) and posi-
tive nonverbal reinfor;ément (91st percentile) nine months
after the termination of the in-service program. These
percentile scores on teachers' behavior are rather incredi-
ble since a percentile score change from 50 to 8% would
represent, for example, an equivalent change in I. Q. from
100 to 115. Although nine months after the termination of
the in-service program the results were slightly lower they
nemained impressive (93rd and 91st percentile) indicating
that the positive effects of the in—servicejprogramvon
teachers' behavior had been sustained‘at least for a nine
month period. Trinchero reported, however, that positive
changes in teachers' behavior did not produce desired changes
in pupils' attitude (45th and 35th percentile) nor significant
changes in pupils' academic achievement (47th and 46th \
percentile).

When effects on pupils were measured,‘tne effectiveness

of these in-service programs was not readily apparent.
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Seven dfithe studies inkthis category examined effects on
.Fupils (see Table 4 ). In terms of pupils' cognitive gain,
Koch (1973) found positive results. His conclusions are
weakened, however, because "growth in MICA (Mathematics
Inquiry in the Conrad Area) pupils appears better than
district growth...although statistical tests‘were not con-
ducted" (Koch, lé?&, p. 37). This exclusion encouraged the
reader to accept thé.authors' subjective conclusions, since
there was no basis wﬂepeby the reader could judge the sta-
tistical or the practiéal significance of the authors'
results. Mayer et al. (1975) reported statistically signi-
ficant results on pupils' acquisition of knowledge in
science., Their results were also practically significant
(75th percentile). Data for pupils' must be interpreted’
with caution, however, since different tests were used with
different groups of pupils over the three year period.
Trinchero (1874) found no significant gain in pgpils'
cognitive scores (45th percentile). He indicated that
"increased use of the technical skill of positive reinforce-
ment (by the teacher) is not demonstrated as effective when
effectiveness is expressed as concomitant increases in over-
all class performance, i.e. mean cléss achievement"
(Trinchero, 1974, p. 125).

As for changes in pupils' attitudes, Koch (1973) and

Trinchero (1974) reported no significant positive changes
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rin pupilé? attitudes as‘a result of their teachers' partici-
pation in in-service education. In fact, both authors
reported that pupils' attitude scores regressed. In
Trinchero's study, for example, the percentile score for
pupils' attitude was u47. Only Degroote (1973) reported
statistically significant changes in pupilé' attitudes.

When percentiles.W@re calculated, however, results were not
found to be practiéélly significant (62 and 68 for inter-~
mediate and primary‘pgpils respectively). His study was
conducted at the elemehtary school level while the previous
two studies were at the secoédary school level. The effects
of grade level on pupils' attitude as a moderator variable
for effectiveness of in-service education may require fur-
ther research.

Four studies examined the effectiveness of in-service
"education in terms of changed pupils' behavior (see Table 4).
Although Granum (1975) claimed positive results, the lack of
appropriate control in collecting the data‘made it uncertain
whether the pupils'.behavior changed or whether only the
teachers' perceptions of pupils' behavior changéd. The
author acknowledged the possibility of this rival hypothesis
since data on pupils' behavior was collected through
teachers' self-reports. Aé indicated in Hook and Rosenshine -
" (1979) self-reports are subject to bias. Degroote (1973)

obtained measures of changed pupils' behavior by comparing
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pre and post‘test scores‘on the Student Perceived Classroom
. instrument for the intermediate grades and a modified version
of the primary level School Sentiment Index for the primary
grades. He reported statistically significant changes in
pupils' behavior as a result of teachers' participation in
the in-service program. His results howevér, were not
accepted as practieglly significant since percentile scores
for changes in intefmediate pupils' behavior was 62 and for
primary pupils' beha&igr was 68. These were below the pre-
determined criterion of\the 70th percentile for practical
significance. Schmid and Scranton's claims (1972),.as
mentioned previously, must be dealt with cautiously because
of serious problems with loss of data. Martin (1973)
reported no positive changes in pupils' behavior. 1In fact
pupils' behavior as measured by observation of on-task
time, regressed,

It appears, therefore, that'effectiveness Qf in-service
as measured by changes in pupils' academic éerformance,
attitude, and behavior is not supported conclusively by the
one-group pretest-posttest studies. On the other hand these
studies deo tend to verify the effectivengss of in-service
programs as measured by gains in teachers' knowledge and
changes in teachers' attitude and behavior. Caution must be
used in drawing conclusions, however, based on these results

because of the research design employed and because of the
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sampling fechniques. Since the research design did no% use
‘a control group, the-possibility’of rival hypothesis being
true cannot be discounted. For example, positive changes
could have resultedbecause of test sensitization since the
research design used a pretest-posttest procedure. Teachers
could have determined from the pretest what behavior was
expected and performed accordingly. Positive changes then
~would be the resultléf test sensitization rather than the
effects of the in-ser&i;e program. Furthermore, maturation
and history are rival hypothesis in the one group pretest-
posttest research studies. Without a control group, the
possibility that the expected change would have occurred
simply as a result of some uncontrolled variable in the
environment such as a change in school district policy,
cannot be discounted. Similarly, the absence of random
selection of participants for the in-service program
creates the possibility of another rival hypothesis.
Perhaps teachers volunteering for in-service education have
a common and uniqﬁe set of characteristics (such as commit-
ment to academic changé,or improvement) that contributed
significantly to their subsequent change in attitude or
behavior. In this example, it would not be clear whether
the in-service program produced the desired changes or
whether uncontrolled teacher variables were responsible for

the changes.
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A hajority (90%) of the one-group pretest-posttest
studies measured the effecfiveness of in-service education
at the termination of the program. Mayer et al. (1975) were
the exception. They reported positive effects of in-service
‘on teachers' knowledge and behavior and pupils' knowledge
after a three year time lapse. Caution must be used in
interpreting data“for pupils, however, since it appearéd
‘that different pupils were tested on different variables
(cognitive, attitudé)\at different times throughout the three
year period. The procedural peporting on pupils was inade-
quate since the reader remained confused as to exactly what

selection procedure was used in measuring effects on pupils.

)

Summary of the one-group pretest-posttest design

studies. fn terms of the three most critical components for
effective in~-service education as identified in the con-
ceptual literature, this group of studies only attended
seriously to program evaluation. The instruments used for
evaluation varied, with greatest emphasis on formal tests,
followed by video/audio and observational strategies. Only
two studies (Granum, 19753 Schmid & Scranton, 1972) appeared
to have reflected the specific needs of a group of teachers
although a formal needs assessment was not conducted. Both
. studies reported positive results which tends fo sﬁpport the

viability of the conceptual model on the importance of
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needs assessment.

As with the one—shot case studies, no definite con-
clusions can be drawn from this set of studies. Tt Qould
appear that positive gains in teachers' acquisition of know-
ledge and changes in teachers' classroom behavior are
effected througﬁ\both centralized and decentralized in-
service programs aiﬁ?ough the decentralized approach was
. poorly represented.’\Subsequent effects on pupils was not
supported consistentlfy\however. The results suggest the
possibility of affecting pupi}s' performance, attitude or
behavior at the elementary level but not at the secondary

level.

Quasi~Experimental Studies

Characteristics of the quasi-experimental studies.

Eight authors used a non-equivalent control group design to
test effectiveness of in~service education (see Table 5).
This design uses two groups in the study--an‘experimental
group that receives the treatment and a control group that
receives no treatment,

The procedures for this design are the

same as for a true design except that
"intact groups rather than randomly

assigned ones are used, creating a

control problem in terms of selection

bias. This problem mandates the use

of a pretest to demonstrate initial
equivalence of the intact groups on the
dependent variable. (Tuckman, 1372, p. 142)
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A répresentative guasi-experimental study. The study

be Thornton and Vredeveld (1977) was typical of this group
of studies insofar as it used a centralized approach and
measured effectiveness of in-service education immediately
-after the in-service program. The authors tested the
effectiveness of an information dissemination model for
economics teachefs\by measuring teachers' knowledge of
economics and subséQuent pupils' academic achievement in
economicé. Teacheré\from 12 different sites in Missouri
participated in a fivé\month in-service program consisting
of five three-hour seminars. ‘The in-service program was
centralized since it was organized and directed by an insti-
tution (the University of Missouri) outside the individual
school unit, and was attended by a heterogeneous group of
teachers, i.e. teachers from 12 different school sites.
vDelivery of the in-service program comprised video and
audiotape presentations, discussions, and qgestion and answer
periods via an amplified telephone system. Follow-up to
these activities consisted of a monthly newsletter sent to
each participant. Twenty-five of the 165 teachefs partici-
pating in the program were randomly selected for evaluation.
To obtain a control group, a questionnaire, identical to
that received by the experimental group was mailed to.
‘secondary school teachers in Missouri. From the 500

returned questionnaires, a control group (N=25) was selected
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by'the aufhofs. Criteriévfor selection of the control
group were based on similarity of background data with the
experimental group. For example, matching between the
experimental and control group was done for "training in
economics, formal education, teaching experience, size of
school at which .(teachers) taught, énd the érades taught"
(Thornton §& vfedeééid, 1972, p. 94%). Subsequent to the

- selection of controliand experimental groups, teachers were
administered a hybridiiest of Understanding in College
Economics (TUCE). The lest of Economic Understanding (1LU)
was also administered to one class of pupils for each of the
teachers participating in the study. The authors selected
which of the classes were to be tested but the selection
procedure was not specified. Hence, the possibility of the
experimenter bias cannot be discounted.

Background data on pupils also were collected, including
socioeconomic standing, grade point average, sex, age, and
grade level. The authors indicated that "thé empirical
analysis in this study is based on thé assumption that the
TUCE and the TEU were valid measures of the teachers' and
the students' understanding of economics rescectively"
(Thornton & Vredeveld, 1977, p. 98).‘ Mortality may have

affected the internal validity of the study since the

authors reported that
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The control group initially consisted of
25 teachers. However, due to inaccurate
reporting by both teachers and students

we were unable to identify important
socioeconomic and demographic character-
istics of some of the students in this
group. As a result, data on 16 teachers
and 236 students in the control group were
used in this study. Also, 4 teachers, and
79 students were dropped from the initial
experimental group. Of course, the extent
to which these missing observations biases
our results, if at all, is impossible to
determine." (Thornton & Vredeveld, 1977, p. 98)

The reason for droppiﬁg the additional teachers and pupils
in the experimental grodp was not stated. Without this
information the reader cannot judge the degree to which the
lost data affected the validity of the results.

The statistical analysis of the data was a least
squares regression analysis. The authors reported that
pupils' scores "were based on their sex, grade in school,
SEC, cumulative GPA, the score their teachers obtained on -
the hybrid TUCE, and a dummy variable of whether or not their
teachers had participated in the program" (Thornton &
Vredeveld, 1977, p. 85). Similarly,

Teachers' tests scores on the hybrid
TUCE were regressed on discrete varia-
bles representing the number of under-
graduate hours in economics, sex, the
type of undergraduate institution that
they had attended, and a dummy variable

for whether or not they had participated
in the program (Thornton & Vredeveld, 1977, p. 96)

The authors reported a regression coefficient of 2.27 on

the dummy variable of teachers' attendance at the in-service

/
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program indicating that "the students of teachers who
participated in the program performed better (about 5%
higher) than the students of those who did not" (Thornton
& Vredeveld, 1977, p. 96). Whether the regression coeffi-
cient was standardized or unstandardized cannot be deter-
mined from the table, although the authors reported that the
squaredmultiple corrglation for all the variables was .305
which means that 30.5% of the variance between control and
experimental pupils was due to the variables of sex, grade,
socioeconomic level, grade point average, teachers' test
scores in economics, and teachers' participation in the in-
service program. Pupils' performance was measured from gain
scores on the Test of Economic Understanding. For the
regression analysis on the teachers' scores, the authors
reported that the regression coefficients for all the pre-
dictors had the expected sign, and similarly, that the
variables were statistically significant (level of confi-
dence unspecified) with the exception of sex and type of
undergraduate school attended. Based on these analyses,
the authors drew the following general conclusions:

That teacher in-service economic educa-

tion programs have a positive effect on

their students' understanding of econom-

ics...that a program that focused almost

exclusively on materials and pedagogy was

as effective as more traditional programs

with a heavier emphasis on teaching eco-

nomic content...that teachers can learn

some economics simply by being exposed to
economics curricular materials that they
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can use in their own classrooms...{(that)
even when we controlled for the teachers!
‘understanding of economics, the program
had a positive effect on the students' per-
formance (which) suggests that there is an
"awareness effect" associated with the
introduction of new curricular materials
(Thornton & Vredeveld, 1977, p. 97-98)

The experimgntal design used was apprépriate to the
study. Because tﬁé\experimental and control group subjects
- were matched on sevébal background variables the authors .
minimized some of thengfects of history. Overall, the in-
service program appearea to have some potential for effec-~

tiveness. Replication of the study with better control over

mortality would be productive.

Results and conclusions of the quasi-experimental

studies. Proportionally more of the quasi-experimental
‘studies reported no statistically significant differences as

a result of in-service education than did the two previous
sets of studies (see Table 5), This was particulariy true for
teachers' attitude (Robertson, 1969; Sheftel, Hughes.g Garee,
1375) and teachers' behavior (Carline, 1970; Robertson, 1565)
as well as for pupils' attitude. Similarly, in the five
pre-experimental studies (33%) in which percentile séores
could be calculated, claims for practical significance were
supported as compared to 25% (2 of 8) of the quasi-

experimental studies. Reports of positive gains in teachers'
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knowledge'seemed to suppobt similar trends in the pre-
experimental studies. In oﬁly one of these studies, however,
(Anderson & Gies, 1975) was it possible to calculate a per-
centile score in order to determine the practical signifi-
cance of the change. The resulting percentile score of 71
was just barely over the 70 criterion on which acceptance
of practical signifigance was based. The strategies for
reporting effects on pupils were inadequate in this set of
studies. In only two 6£ the eight studies (Nadler, 18733
Thornton & Vredeveld, 1957) were sample size of pupils pro-
vided. Two of the studies (Carline, 1870; Flanders, 1962)
indicated that effects on pupils were measured but no
results from these measurements were reported.,

Overall, some evidence-dees exist that gains in pupils'
knowledge may result from teachers' participation in in-
~ service education (Nadler, 1973; Robertson, 1969, Thornton &
Vredeveld, 1977). In only one of these studies (Nadlef,
1973) however, was it possible to calculate a percentile
score in order to determine the practical significance of
the change. The resulting percentile score of 72 was just
barely over the 70 criterion level on which acceptance of
practical significance was based. Reported gains in pupils!
knowledge did not generalize to desired changes in pupilsf
attitude (Robertson, 19693 Shettel et al., 1975). Nadler's

study (1973) was the only one that measured effects on
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pupils' behavior. He reported some improvement in the drop-
out rate of pupils whose teachers had particifated in an
English as a Second Language (ESL) in-service program. He
cautioned, however, that collection of this data late in the
school year resuljed in only a small number of schools
respending such thetx"the sample .. Was too small to make
‘any general conclusions" (p. 22).

Two of the studies\in this category measured effective-
ness of in-service educekion three months after the termina-
tion of the in-service program (Carline, 1970; Shettel et
al., 1975) and one study measured effectiveness one year
later (Robertson, 1969). No sustained statistically signi-
ficant effects on teachers' attitude or teachers' behavior
were found. Carline (1976), for example, reported that
only five of the 1u trained behavior variables were still
apparent three months after termination of the in-service
program. ’These results suggested changes in feachers’
behavior and attitude as a result of in-service may not be

sustained over time,

Summary of the quasi-experimental studies., All the

studies in this category employed a centralized approach to
planning and implementing in-service education. Thus,
active teacher participation was minimal. All the studies

engaged in a formal evaluation involving at least two
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distinect evaluation instruments. None of the studies
‘reported that a formal needé assessment was conducted prior
to in-service program,

The results from the quasi-experimental studies sup-
ported some of the trehds noted in the pre-experimental
studies. Firstfgglthough increases in teachers' knowledge
were reported'wheﬁ\g centralized approach wasvused, posi-
tive changes in teaéhers' and pupils' attitude or classroom
behavior were less like}y/to occur with this approach.
Second, changes in teachers' éttitude and classroom behavior
may not be sustained over time. These two trends may
relate to the fact that the centralized in-service approach
focuses on school district's needs rather than teachers'
needs and also minimizes active teacher participation. ‘he
conceptual literature suggested that without active teacher
participation, teachers have no sense of ownership over
their professional development and hence no vested interest
in changing their in-class teaching procedures. Furthermore
the centralized iﬁ-service programs described in these
empirical studies did not provide feedback and follow-up.
Without some reinforcement procedures, sustained change may
be minimized.

These results appeared to support the hypothesis that
the absence of needs assessment, active teacher participation,

and feedback and follow-up as components of an in-service
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program inhibits subsequent changes in teachers' and
- pupils' attitudes and behavior. The rival hypothesis--

that the presence of these components will produce the

desired changes, however, also is not supported at this
point.

True Experimental Designs

\.

Characteristics of the pretest-posttest control group

design. Three authobg (10%) used a pretest-posttest control
group design to test effectiveness of in-service education
(see Table 6). In this design an experimental group
receives the treatment and the control group receives no
treatment. The assignment of subjects to experimental or
control groups is done randomly. Use of randomly assigned
groups eliminates many threats to internal validity that
were apparent in the previous studies, including history,
statisticalregression, maturation, mortality, and selection
bias. Tuckman (1972, p. 132) points out, however, that

There is no control for testing effects

(that is, gain on the posttest due to

experience on the pretest), which may

reduce internal validity, nor is there

any control for the possible sensitiza-

tion to the treatment which a subject

might gain by having the pretest experi-
ence, thus affecting external validity.
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A representative pretest-posttest control group study;

‘Csapo's study (1976) is a typical study in this category.
She examined the effects on teachers and pupils of a cen-
tralized approach to in-service education. Post in-service
evaluation was conducted immediately after the in-service
program for both teachers and pupils and again six weeks
later for effects dn teachers' classroom behavior.

The goal of the  in-service training

was to provide learning assistance

teachers with the skills to function-

ally analyze behavior and implement

teaching strategies...for altering

academic and social ‘behaviors of

selected students with problems.
(p. 45)

Twenty elementary schoolvlearning assistance teachers were
matched on three vafiables: age, similarity of teaching -
assignments, and years of teaching experience--and subse-
quently randomly assigned to the experimental group or
control group. The experimental group received 30 hours

of in-service work including "lectures, role—pléying, group
discussions, and microteaching" (p. 45). Data from teachers
were collected from pre and post written assignments
describing target pupils' classroom behavior and perform-
ance. A questionnaire of teachers' rating of the in—serv;ce
program was collected from the experimental group of
teachers. Data for teachers' classroom behavior was col-

lected through teachers' self-reports of intervention pro-
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cedures for térget pupilé.

The strategies for measuring effects on pupils were
very ambiguous in this study.  Csapo reported that 19 pupils
were identified for academic acceleration, 16 for academic
deceleration and 3 for social deceleration., She repofted
100% successful\projects for all three areaéo No further
information was givgn on pupil data. The claimed positive
~effects on pupils laéked empirical éupport, therefore,
since no information W@s available on the methods of
measurement, reliability and validity of instrumentation,
and the conditions under whicﬂ student measurement were
conducted.

Analysis of teachers' pre and post assignments indi-
cated positive and statistically significant differences
for the experimental group over the control group. A
percentile score could not be calculated since mean scores
were graphically rather than numerically reported. A
follow-up conducted six weeks after the terminafion of
the program "indicated that all participants of the experi-
mental group continued using the standard behavior chart
for improving teacher and student performance" (p. 50).

Although Csapo reported positive effects of in—servicg
education on learning assistance teachers, her conclusions
were not conclusive, particularly for teachers' classroom

behavior. Teachers' self-reports are a subjective source
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of data with questionable'validity (Hook & Rosenshine, 1972).
.Nér was 1t clear how these Self—reports were analyzed and
scored--whether one or more than one rater scored the
teachers' self-reports, or whether a blind scoring procedure
was used in scoring data from control or experimentai
groups, or in scqring pre and post in—serviée data. With-
out this informatiop, decisions about degree of experimenter
| bias cannot be made: No reliable conclusions about effeets
on pupils could be dfawn since procedural and statistical
reportingwereinadequafé. Further, a sample size of 10

for the experimental group in‘this study was small. One

of the consequences of a small sample size is the possibili-
ty of increasing potential for type 1 error, that is,
rejecting a null hypothesis that is true. Consequently, -
generalizability of the results to other populations is |

questionable.

Results and conclusions of the pretest-posttest control

group studies. Given that there was some delayed measure-

ment of the effects of in-service programs in two of the
three of fhese stddies (Heilman, 1965; Prentice, 1967),

and that both claimed statistically significant changes in
teachers' classroom behavior, the evidence seems to sup-
port some long term effecté of in-service education up to

at least five months. Heilman'sclaims, however, were not
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substantiated. Not onlywere the data based on teachers'
‘Self-reports, but Heilman also recognized (p. 50) that
teachers'! scores "might well reflect agreement with verbal
statements rather than internalized behavioral change".

A percentile score was calculated to determine effect‘size
for change in teachers"behavior in Preﬁtiée's study (1968).
The percentile scérg of 77 indicated that the degree of
chaﬁge in teachers' ﬁehavior was of bractical significance
based on the criterioﬁ\level of 70 for practical signifi-
cance. This result confradicted findings in the previous
sets of studies. ‘

All three studies in the true experimental design cate-
gory used a centralized approach to in-service education.
The results seemed to support the hypothesis that a central-
ized approach to in-service education may produce desired
changes in teachers' knowledge and behavior. This support
ié weakened, however, since only one study (Prentice, 1968)
demonstrated that the results were practically significant.
Furthérmore, there is little evidence of concomitant effects
on pupils' academic performance. In Heilman's sfudy (1965)
for example, percentile scores for pupils' performance on a
standérdized test were well below the 70 criteridn level
for practical significancé (see Table 6). Effects of in-
service education on pupils' attitudes and behavior were not

investigated in this group of studies.
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Summapy bf the preteét-posttest control group design
studies. As in the previous studies, the truly experimental
studies incorporated evaluation és-a built-in component of
the in-service program. Needs assessment of teachers and
active teacher participation in planning and implemenfation,
however, were abgent. '

It is only iﬁ7well controlled_reséarch such as true
experimental design'gtudies that eduéators and decision
makers can place any égnfidence in the validity of thé con-
clusions. The paucity ;f studies in this category forces
educators to continue to spec&late about effective in-
service practices. Given the small number of studies in
this category, therefore, further research using true
experimental designs are needed, particularly to test the-

effects of in-service education on teachers' behavior and

pupils' academic achievement, attitude and behavior.

Characteristics of the factorial experimental design

studies. Four authors used a factorial experimental design
to test in-service effectiveness (see Table 7).

Factorial designs are modifications of
true experimental designs...with the
further complication that additional
independent variables (usually modera-
tor variables) are included in addition
to the treatment variable

(Tuckman, 1972, p. 133),



121.

* UOT1PAJDSJO UO pPOSeBg ddaM JO0TABYDQ ,SA9YoEal
J0] eied N TTPWS 9yl 930N *(2UeOTJTUSTS ATTROIISTIR1S 30U
sasMm Ayl peleOTPUT Joyjlne 2Yyl) pojaodsa jou sasm SASYOEd} g Ay
JO ¢ JOJI SSJ0DS URSW 290UTIS PO3BINOTEO 9 30U PTNOD S9J005 Z

1ng 20UROTIFTUSTS TROTISTIRES Pa3BOTPUT JA0Yine ayJ & SIUSWWO)
g3Tnsaa aaT3Tsod - aoTaRySaq (9 = N) Sasyoes]l :1s3TNSdY
AdejusweTs :T29AST 3pPERJIYH
' weadoad JO pus 3B -~ SIPTPSWWI :DWTJ 3SI]

pezITealusoap :yoroaddy (tLBT) uUIpz®ey "
* $8J008

g,dnoa3 Toajuod mﬂ# JOJ UOTIRIASP DJRPUR]S oYl AQ DPOPTATP oJd3M
gaTnsaa ay] ‘dnoad Toajuod 8yl JO 2JI00S8 X oYl FUTIOPIAINS pue

mo pue No jo ssa00s ¥ oyi SurSedsaAe AQ polBTNOTED SBM 2J00S 7

9y] "(SZ° sem mo pue Ho usaMmiaq 2J02s 7Z) *BUTUTIRA} 9OTAJSS~UT
gurateoaa snTd sTeTae3Pw sOTwouoos Jursn dnoald Teiuswiasdxs = €

: ﬁAm.oH,u X) ATuo sTeTI@2l1PW SOTWOUODD mcﬁws dnoa8 teijusurtasdxe = No
‘(8°h = PS °5°0T = X) @30&@\&oppzoo = Ho a2asm sdnoald ssayz

oyl ‘3uTpupisdapuf OTUWOUODT JO 159] AJPWUIJIJ 92Ul JO S3ITNSaI U0
peseq oasm o3paTmouy jo uorirsnboe ;sT1dnd goy eieq :siuswwo)
/. tgg ATuo
o2J00s oTT3Usouaad 3Ing pPBWUTBRTO S3iTnsad
- JUROTITUSTS ATTPOT3STIR3S = SATITU800 (hH0§ = N) sTTdnd :satnssy

AdejusueTo :TO9AST SpPRJID
weaBoad JO pus 1B - 9IPTPOUWT :9WT3 3IS9] (HL6T

peozITeRalu=0 :yorouddy 2J08TTIM 3 uosptae(

~ s ~ “~ o~ N N N ~

soTpnig uSTssg TBRTJI0}OB]I oY} JO SITNSsy DUBR SaJInpa20dd

L ®Taey,




: -dnoad Todluco syl JO 8J00s ¥ syl JuTidORIIgNS USYL
puUBR ‘SUCT3TPUOD TPluUswTaddx® 22ayl} TTP J0J saa00s X Surdeasae
Aq po3eTnoTeo sem adoos z ayl ‘sdnoad TeiuswrTaadxa 99ayl //
2Ul USSM19Q SO0USJSIJTIP JIUPOTITUETS OU pPUNOJ SaAOY3Ne 2yl S0UTS
- jusweJaNsEal pPoARTeOp @Yyl J0J po1e[NnoTed 2dsm ssaoos 7 *(sdnoald
TejusuTaadxe ¢ SY} USEMISQ SSOUSJISIITP IUBRDOTITUSTS Ou punog
Joyine ayl) -oeqpes o0epTA-3Tos snTd oegpseJ PazZTIBNPTATDPUT
pue dnoa8 ButaToosd - dnoad AJ ‘XoeqpeaJ pPeozZITenpTATDUT sntd
N yoegpoay dnoa8 Sutatedsa dnodd eiRp TRUOTIRAISDSJO = dnoa3 @0
¢ATuo uotizenits dnod® ' UTYITm >oeqpea3j Burtarsoaa dnodsd
uotieiuswaTdwI-3T3s = dnoad 1§ ‘dncald Toajuod = dnoad D FION
* (SA2AdSSQO §) JIOTABYSJ >SP} UO JO UOTIRAJSSJO UO pasSBq dJ9M
aotarysq ,sT1Idnd UO BlR(J *(IUSWNIISUT UOTIRAISSqO padoTaASD
aoyine) sanbTuyosl juswsFeuURPW WCOJASSBTO ,SASYOES3] JO UOT]
-PAJSSGO AQ PolOSTTOO o2dsm JOTARUS( ,SJ9UOed3} UO BlEB(J :S3USWWO)
" oTT3usodad YiQL
- JOTAPYS(Q >S®]l UO SSBID STOoUM -
. oTT3usoxad yige -
aotarysq >sel uo ,sytdnd westqoad - -
giTnsaa aa13Isod - aoTArYyaQ (49 = N) sttdnd
sTTiusoaed Uihe - _
SSPTO 2TOoUM 03 spurwWIadsd. asyosesy -.
aTT3usoaad yirz -~ sTrdnd
‘weTqoad o3 spurpwiadsd Jsyoeal -
oTT3usoaad yigg - SSETO
aToym 03 sijuswITdwow Jasyoesl -
oTT3usoaad yigg - sTTdnd
- woTgoad o3 sjuswrTdwoo Jsyoesly -

122.

siTnsaa aaTiTrsod - JoTarysq (0Z = N) Sasyoea} :1S3T0SIY
8 : AJejuswWaTe !TOADT °pr4AS
. weadoad JO UOTIIPUTWIS]} J2313JE
yauow T - podAeTep pue weadoad JO pUS 1B - DIPTPOWWT :9WT} 3S9] '

S ) uoTiedoqeTTOoD :yorvoaddy:i (TLBT) UOSIDADS 3 IDTSOY

e

.AowsCMpnoov L 2T9®el , -




~F

*1X93 UT pPauTTino st uldTssp

Te3uswTasdxe 9yl ‘*peiaodsd 9dsM UOTIEBTASD PABRPURIS JO S2J00S

ueaw ou *9°'T ‘ATuc pesjiaodsa sem 20UROTITUBTIS [EROTISIIPILS 9DUTLS

Pe1BTNOTEBD 9 10U PINOD S2Jd00S 7 *STRAJISISI JUTTTSSUNOD pue Ted

-18oToyoAsd Jo asqunu pue °spdaed a2utTdrosSIp JO @sSn ,sasyoesl JO

Aousnbaajy uo poseq 9d8M JOTAPYSDQ ,SID2YOED] JOJ BIR(J : SLUSWUOD

siInsaa 2413T1s0d ~ JOTARUSq (08 = N) sSasyoesi :si[nssy

: CT- ToA3T °PedY

~ wedadoad JO pue 1® - 91PTIPSWWT :dWT} IS
- uotyeaoqerToo :yorouaddy (hi6T) a=3ae) g Aaasdg

* 824008 s,dnoad Toajuoo
9U3} JO UOT3IeTASP PJaepPURlS 3yl AQ PIPTATP SBM 1Insad syl

(PPNUTIUOD) L BTqelL

SR BT el




4

19w,

These designs allow researchers to determine how one

~variable will interact with or moderate the treatment, for

example, how video feedback affects the results of an in-
service program versus in-service education without video

feedback.

A represenfative factorial experimental design study.

Sperry and Carter'gﬂgtudy (1974) as an example of this type
of study tested the effects on teachers' behavior of a
centralized approach %oiin—service education. In this study,
60 teachers from kindergarten. to grade 12 were randomly
assigned to one of three experimental conditions (elementary,
junior, and senior secondary teachers receiving human rela-
tions in-service training) and one of three control groups
(elementary, junior, and senior secondary teachers who did
not receive training). The number of teachers per group

was ten. The moderator variable in this study was grade
level taught. The theoretical framework for the in-service
program was based on Bruner's concept of defending ahd co-
ping behaviors. The hypothesis for the study was direc-
tional, i.e. "teachers would learn new coping techniques

for dealing with classroom problems and subsequently

teachers could expect a decrease in the number of teacher-
student confrontatigns" (Sperry & Carter, 197u,.p; 6).
étatistical analysis therefore, required the use of a one-

tailed test. Evaluation instrumentation employed three
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nonreactive measures: discipline cards, psychological
,feferrals; and counselling referrals. The authors indi-
cated that a blind procedure.waé used whereby "neither the
teachers nor the administration were aware of the collec-
tion of data" (Sperry & Carter, 1974, p. 4). Baseline data
were collected for a féur week period priof to the in-
service training‘agd preliminary analeis of this data
showed no significaﬁt differences bétween the controi and
experimental groups.\\After a six week training session for
the experimental groupgg data were again collected for a‘
four week period from both exberimental and control groups.
Statistical analysis involved the application of the non-
parametric Mann-Whitney U test on the three nonreactive
measures, use of discipline cards and numbers of psycholo-
gical and counselling referrals. The results showed
"significantly fewer psychological and counselling referrals
ét the elementary and junior levels and fewer discipline
cards at the elementary level for the experiﬁenfal group

as cdmpared with the control group " (Sperry & Carter, 1974,
abstract). The authors concluded that the in-service pro-
gram had its greatest effect at theielementary level, and
no effect at the senior secondary level since the latter
experimental and control'groups showed no significant dif-
bferenceé. Although probability levels for statistical dif=-

)
ferences and tables showing the statistical data were lack-
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ing, this is‘a well controlled study with respect to threats
‘fo internal validity. Because statistical data were not
reported, percehtile scores could not be calculated. This
study is particularly interesting since it seems to support
empirically the trend noted earlier, that the effecté of in-
service educatiQn at the secondary level inaeed may be

minimal.

Results and conclusions of the factorial experimental

design studies. One of the four studies in this category

used a centralized approach te in-service education
(Davidson & Kilgore, 1974). Gains in pupils' cognitive
scores were not practically significant (58th percenfile).
The collaboration approach used in two of the studies scemed
to produce some desired changes in teachers' classroom
behavior at least at the elementary school level (Kosier §&
Severson, 19713 Sperry & Carter, 1974). Positive effects

on pupils as a result of their teachers' participation in in-
service education was not strongly supported since ohly one
of the studies in this category examined the effects on
pupils' behavior (Kosier & Severson, 1971) and only one
study (Davidson & Kilgore, 1974) examined effects on pupils'
academic performance. KXosier and Severson reported positive
and statistically significant changes in target pupils'
on-task behavior (99th percentile), but indicated no_signi—

ficant differences for total class behavior as a result of
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in-service intervention for teachers. Change in whole
cléss behavior, however, was accepted as practically sig-
nificant (70th percentile) even though it was not statiéti-
cally significant. The percentile score for whole class
behavior; however, just barely met the criteridn of 70 for
practical significance. Although Davidson and Kilgore
(1974) reported étgtistically significant effects on pupils’
acquisition of knowiedge their results were not accepted
~as practically signifécant. The percentile score of 58

was well below the 70 cfiterion level for practical signifi-

cance.

Summary of the factorial experimental design studies.

All the factorial design studies inclu@gd evaluation as a
built-in component in the in-service design. Active teacher
participation in planning and implementation was completely
neglected. Only one study (Kazdin, 1974) reflected the
"needs" of teachers, and it is to be noted that it isbthe
only decentralized in-service approach in this set of
studies. Kazdin feported that the behavior of only three of
the six teachers in his study changed significantly in the
desired direction as a result of the in-service training.
Because mean scores and standard deviations were not repor-
ted for three of the six teachers, percentile scores could
not be calculated. Kazdin further indicated that "all

teachers whose behavior changed (during the reinforcement
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phase)‘feverted to theif baseline level of performance

during the extinction period". He concluded that "it is
likely that when the consequences of the teacher behavior
were withdrawn, the behaviorsvthat were trained extinguished"
- (Kazdin, 1974, p. 269). It appeared that even when a |
decentralized approach to in-service educaéion was used and
the needs' of thé’tgachebs considered, long term effects of
the in-service prdéram may not result if reinforcement for
the changed behaviof& i.e. some form of follow-up and

encouragement, is withdrawn.

¢

éummary of - Empirical Literature

It appeared that in-service programs using either a
centralized or decentralized approach was effective when
effectiveness was measured in terms of teachers' acquisition
of new knowledge., Effectiveness when measured in terms of
positive changes in teachers' attitude and behavior is
generally but not consistently supported. The results of
empiricai studies that examined sustained positive.effects
on teachers' attitudes and behavior are conflicting, but
generally do not support claims for the longitudinal
effectiveness of in-service programs.

Most of the empirical studies that examined changes in
pupils' academic performance claimed positive results. As

“indicated throughout this section, however, pupils'
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academic resulfs must be interpreted with caution given
préblems relating to experimeﬁtal design and poor reporting.
Many rival hypotheses cannot be discounted. Reports of the
effects of in-service education on pupils' attitudes are
conflicting but generally do not support claims for positive
effects. Twenty percent of the studies claimed positive
results and 80% indicgted no statistically significant
effects. In terms of‘éffects on student behavior, con-
flicting data were agaiﬁ\evident. A greater number of
studies, however, supportédwpositive changes in pupils!
behavior than not. Fifty percent, for example, reported
empirical data supporting claims of positive changes in
pupils' behavior, 33% claimed positive changes but without
empirical support, and one study (17%) reported no positive
changes in pupil behavior:

The majority of studies (80%) examining effectiveness
of in-service education measured effects only at the termina-
tion of the in-service program. For those studies examining
longitudinal effects, the data were conflicting regarding
residual effects on teachers' classroom behavior and pupils'
academic performance. The few studies that did examine longi-
tudinal effects of in-service education on teachers' atti-
tudes and pupils' attitudes all reported no sustained changes
over time (Trinchero, 1974; Robertson, 1969; Shettel et al,

1875),
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Predicted Effectiveness‘of the Conceptual Model

7 The majority of studies (80%) examining effectiveness
of in-service education used a centralized or a collabora-
tion approach to the in-service program. These inASérvice
programs were initiated, planned, and implemented outside
the school unit\without input from teacheré. Because of
heavy reliance 6h\ﬁhese approaches, very little considera-
tibn was given to fhe role of active teacher particibation
and assessment of téaphers' needs as an essential component
of in-service educatioh. Similarly, very few studies pro-
yided feedback or follow-up. ‘The type of in-service approcach
favored in thé conceptual literature ahd upon which the
conceptual model was primarily based is not the type used
as a vehicle for testing in-service effectiveness in the
empirical literature. This heavy reliance in the empirical
literature on centralized and collaboration approaches may
reflect actual practice.

The predicted effectiveness of the conéeptual model in
Chapter Two was not supported in the empirical literature
since the majority of studies (80%) did not incofporate
components of the conceptual model into their in-service
programs. Assessment of_teachers‘ needs and teacher parti-
cipation were consistently overlooked. As a result,
relevance to classroom practices is questionable given the

relationship between this component and the previous two as
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discussed eaflier. The importance of a supporfive climate
‘as a component for in—serviée education was overlooked
also. The absence of the above éomponents does not appear
to have had a detrimental effect on in-service educaticn
when effectiveness was measured in terms of teachers'ior
pupils' acquisition of nekanowledge. When'effectivenéss
was measured in tépms of positive changes in teachers' atti-
‘tudes and behavior,lﬁowever, a similar conclusion was not
consistently supportea\ The absence of the above components
for example, did appear\to have a detrimental effect when
sustained changes in teachers; attitude and behavior were
measured. The apparent lack of sustained effects of in-
service education on teachers' attitudes and classroom
behavior could be a reflection of teachers'! feelings of
alienation or lack of ownership over their own in-service
programs when centralized or collaboration approaches were
used. The conceptual literature supported this view. These’
results appeared to support the hypothesis that the absence
of needs assessment, active teacher participation, feedback
and follow-up, and so on, as cdmponents of in-service pro-
grams , inhibits subsequent changes in teachers' and pupils'
attitude and behavior. The rival hypothesis, that the
presence of fhese components will produce the desired
changes, however, also was not supported conclusively

since only four studies examined in-service effectiveness
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using a‘deceﬁtralized approach to in-service education.
- These four studies reported.positive effects on teachers'
attitude and classroom behavior. Similarly all four of
these studies with the exception of Martin (1973) reported
similar positive changes in pupils' attitudes and beﬁavior.
Martin's study\examined pupil effects at thé secondary school
1evel; Recall thét\Spefry and Carter's study (1974) repor-
ted positive changeé3in pupils' behavior at the eleméntary
and Jjunior secondary\lgvel, but not at the senior secondary
level, Martin's study\fherefore supported Sperry and
Carter's findings that behaviér changes for secondary
school pupils may be minimal as a result of their teachers'
participation in in—servicevprograms. The results of these
four studies tend to support the view that the conceptual
model described in Chapter Two will produce desired changes
in teachers' and pupils' attitudes and behavior. The small
number of studies supporting this view, however, should be
considered as reason to accept the results With caution.
Several areas for further research are immediately
apparent. Studies to determine the differential effects of
centraliéed and collaboration approaches versus decéntralized
and centrally coordinated approaches are a priority.
Research is also needed fo determine whether pupils' age
level (secondary versus elementary) is a moderator variable

for in-service effectiveness. Long term effects of in-
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service education on teachers and pupils also must be

‘given closer scrutiny. More effort must be made by

educational researchers to use factorial and true experi-

mental designs in educational research so that rival

hypotheses can be rejected confidently. Validation of

methodology is recommended by Wehmeyer (1975, p. 108) who

concludéd

n\
\\

This search of the literature reveals
that many methods have been used to
evaluate inxservice education, but
little attention has been given to the
validity of these methods. Several -
studies failed to demonstrate that
in-service education is effective in
changing teacher behavior or pupil
learning. This lack of effect has often
been true despite extensive in-service
programing and pervasive change objec-
tives.

There is need for specialists in evalua-
tion of education to undertake a syste-
matic study of assessment of in-service
experiences., Procedures need validation,
and problem areas must be more clearly
delineated.
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CHAPTER - FOUR

- Research Procedure and Results

Purposes of the Survey

The‘survey of current in-service practices in British
Columbia was conducted for two purposes: to provide data
for this thesis,*anq to proVide input for five task force
committees for the Mey 1979 Simon Fraser University Symposium,
In-service: A Means df Progress in Tough Times. TFor the

\

purpose of this thesis information was sought regarding

organization and implementatioh practices in in-service
edﬁeation. 0f particular interest were survey data on
evaluation, needs assessment, degree of teacher participa-
tion, and planning and implementation strategies for in-
service education since these components were discussed most
frequently in an initial review of the literature conducted

in November, 1978.

Development of the Questionnaire

Based on issues raised in the preliminary literature
review and cencerns expressed by task force committees at a
pre-conference plenary session for the Simon Fraser
University symposium, a draft questionnaire was prepared.
The draft was mailed to all gembers of the symposium steering

committee, task force chairpersons, and members of the

research and evaluation task force committee (N=19).
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Based on feedback, a final draft questionnaire was prepared
(see Appendix F). The final draft was approved by the
conference.director and the chairman of the research and
evaluation task force committee.

Time constraints for developing the instrument,
collecting data;\énd collating were very regtrictive—-less
than two months ffbm the decision to conduct the survey to

‘the start of the conference. Because of limited time, therc-
fore, no field testiné\of the survey instrument was conducted.
Face validity was accep%ed based on: feedback from know-
ledgeable personnel in researéh and evaluation, and on the
assumption of a common understanding of.in—service education
terminology. Henderson (1978, p. 107) indicated that "in

general terms...assumption of a common vocabulary..is less

of a problem in evaluation of in-service training..since
educators do to a substantial extent, share a common pro-

fessional vocabulary".

Design of the Questionnaire

The nature of the questionnaire was "biographical"

(Tuckman, 1978), soliciting information on what occurred

in in-service education for the 1977-1978 school year. The

questionnaire comprised two sections: the first (questions
1 - 5) consisted of a combination of open-ended questions;
the second (questions 6 - 14) contained specific questions

related to two high priority in-service topiecs. In this
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second seétion, respondents were asked to identify the two\
topics (e.g. classroom manaéement, réading instruction) that
received major focus in in-service education in their school
district in 1977-1978. Respondents were requested té,
complete an identical series of questions for each of the
two identified topics of priority. This procedure was
adopted for a numben of reasons. It was believed that by
~asking respondents tb‘focus on a specific in-service topic,
accuracy of response ngld be increased. Invalidity due to
"social desirability" factors (Tuckman, 1978) might be
decreased since respondents were asked to recall specific
events rather than indicate perceptions of general events.
It was assumed also that responses based on high priority
in-service topics would yield data on the "best" in—seryiée
pfactices in the school districts.

Because the survey was designed for two purposes, some
of the questions were irrelevant to this thesis. Only.rele—
vant questioné, therefore, are dealt with.in the following
discussion. 1In paft one, only question five, an opinion-
based, open-ended question on perceived strengths and weak-
nesses of in_service programs was retained to provide insight
for recommendations. 1In part two, only five of the questions
are examined here. These sgolicited factual information
about planning and implementation strategies (questions 9,

10, 11), frequency of needs assessment (question 13) and
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frequency of evaluation (Questinn 14), Three aspects of
planning and implementation strategies were considered,
Question 9 asked who initiated or identified the need fér
the in-service program. Question 10 asked who organized the
in—serviée program. Question 11 asked who the resource

persons were who conducted the in-service program.

‘Response'forméfv In question 5 on perceived strengths
of in-service prograns, the response format was unstructured
or open-ended since tné\purpose of the question was to pro-
vide general perceptions rather than constrained responses.
Questions 9, 10 and 11 used nominal categories exclusively
through checklist responses since data were intended to be
used quantitatively. These questions are replicated below

for clarification,

Question 9: Please indicate who initiated the program (i.e.
who identified the need for the in-service pro-
gram). : :

a) school staffs

b) school principals

c) 1local teacher groups

d) district staff

e) Department of Education
f) other (specify)

T

Question 10: Please indicate who was responsible for the
* actual organization of the event.

a) teacher elected or appointed
by the local teachers' association
b) committee elected or appointed
by the local teachers' association
c) a member of the district staff
d) combined committees of elected
or appointed teachers and district
staff
~e) Other (specify)

|

|

||
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Question 1l: Please indicate the resource persons used for
: the in-servige program

a) own teachers
b) own administrators
c) own district staff
d) other district teachers or
administration
e) University of British
Columbia personnel
f) University of Victoria personnel
g). Simon Fraser University personnel
h) “Ministry of Education personnel
i) other (specify)

Categories under each of the above questions were not discrete

. . . \
categories since more ‘than one response could have been

§ checked off if more than one response applied. In the ques-

tion on initiators for the in-service program, for example,

a respondent may have responded that both district staff

and the Department of Education were initiators of the in-

? service program. The questions on whether a needs assessment

was conducted prior to the in-service program and whether a

post in-service evaluation was conducted, used categorical
responses (yes or no) althéugh space was provided for further

detail or clarification. The two categories under evaluation,

formal and informal evaluation, also were not discrete categories.

Distribution and Collection of Data

Data were collected on two separate occasions using
two different sampling procedures. The survey was designed
for two purposes, one of which was to provide input to task

force committees for the in-service conference (see
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Appendix E, covering letter). Because of limited time, a
‘Comprehensive survey prior,to the conference was not feasible.
The first survey, therefore, was intended to provide a
"portrayal" of representative in-service activities and used
a stnatified sampling procedure. For this’first sample
representative school districts from each of the 12 regions
of the province Eﬁith the éxception of South Coast) and
eight key education;1 institutions (such as the univeristies
and the Ministry of Education) received questionnaires.
Representativeness of géhool districts was determined arbi-
trarily based on previous expérience by the chairman of
tﬁe research and evaluation task force committee., A total
of 26 questionnaires were mailed, 18 to school districts
and eight to other educational organizations and institutions
(see Appendix F). Data were collected by telephone inter-
view. The mailing of the questionnaire prior to the tele-
phone interview was intended to assist the respondent in
compiling information that would be needed af hahd during
the interview., Collection of data via telephone interview
was thought beneficial for the following reasons: it would
allow for clarification by the respondent or interviewer if
required, it would permit probing on open-ended questions,
and it would ensure a better rate of return.

Telephone interviewé for the first sample were conducted

April 18-25, 1979 by the author with assistance from two
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petsonnel connected with the conference and two research
assistants; Instructibns were given to interviewers on

coding procedures., These instructions were minimal, however,
and it appeared that some of the interviewers did not probe

on questions that‘asked for clarification. Some of the inter-

N

viewers, for examﬁie? neglected to collect descriptions of
needs assessment and\évaluation procedures. All data were
returned to the author for collating and reporting,
Fourteen of the 18 schoéi districts polled (82%) and five of
the eight other educational institutions (63%) provided data
for\the \interviewerso

The second sample was a random selection of 29 school
districts that had not been previcusly polled (see Appendix
G). Questionnaires were mailed in advance and telephone
interviews conducted.between June 18-22, 1979. Interviews
were conducted by the author and a volunteer graduate stu-
dent. The volunteer interviewer received prior ihstructions
on coding the survey. Twenty-two of the 29 school districts
polled in the second sample (78%) provided data.

In summary, 46‘of the 75 school districts in the
Province (61%) were polled. Thirty-six school districts
(78% return rate) submitted data, representing 48% of all

the school districts in the.Erovince (see Appendix H for

regional map).
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Survey. Results

Since two differént sémpling procedures were used in
collecting the data, it was necéssary to determine if
samples were equivalent before data could be combined. A
chi—squafe analysis was run for part two of the quesfion-
naire (questions 6 - 14) to determine if there were signifi-
cant differenceskfeﬁween the two sets bf data. To increase
the.ability to deteét differences bétween the samples,
that is, to increase ﬁﬁatistical power, the conservative
levels of statistical éignificance traditionally set at p =
.01 or p = .05 were relaxed té P = .15, Analysis of the
2‘x 2 tables formed by comparing sample one (April 1979-
stratified sample) with sample two (June 1979-random sample)
on each item in question 6 - 14 yielded eight statistically
significant chi-square values in tests ovef 50 variables.
Given that one would expect 15% of these statistical tests
tb be significant by chance since p (statistical signifi-
cance) was set at .15, the observation of 16% sfatistically
significant tests of reasonable power does not allow rejec-
tion of the null hypothesis. Thus it was concluded that
there were no systematic differences between data collected
in sample one and sample two. Data for the two samples,
therefore, were combined for the following discussion.

Erequency and percentage data on planning and implemen-

tation, needs assessment, and evaluation are reported based
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on in—serVice'togics for all schocl districts and other
academic institutions. Sincé the total number‘of completed
surveys was 41, and since each respondent completed two sets
of questions, i.e. priority 1 and 2 in-service topics;,

the total number of in~-service programs addrgssed by the
data should be 82;\ The University of Victoria, however, did
not submit data for p§rt two of the questionnaire on in-
service topics since fhey believed the questions did not
apply to their procedufég. Data on in-service topics,
therefore reflected responses from 40 schools and other insti-
tutions, each commenting on their two most significant in-

service programs.

Initiators for in-service programs. An initiator was

defined as the person(s) or group(s) who identified the need
for the in-service program. Since subcategories in this
qQuestion were not discrete, each item was analyzed independ-
ently to meet the aésumption for chi-square - indepéndence
of items. Frequencies, therefore, add up to 80 and percent-
age add up to 100% for each item in the question rather

than across the whoie question (see Table 8).

It appears that district staff were involved in initiat-
ing topics for in-service programs most frequently--57.5% of\
the(timeo Teachers, as a school staff were involved in the
initiating topics 30% of the time while teacher groups

outside the school unit, such as a teachers' association,
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Table 8

‘Initiaters for In-service Education

- o Respense
yes no
Initiators o - f % f %
- ~ ~ - N © v N N L N .
District staff :\ 46 57.5% 34 42.5%
School staff Ay 24 © 30.0% 56 70.0%
Local teachers' groups 21 26.3% 59 73.8%
Other (breakdown below) 20 25.0% 60 75.0%
School principals A 16 20.0% 6U 80.0%
(Other - breakdown) AN 9 11.3% 71 88.8%
-Professional committees
(e.g. district staff & .
teachers) 9 11.3% 71 88.8%
-Organizations or people
related to public ,
schools (e.g. trustees) 6 7.5% 74 92.5%
-Universities I 5.0% 76 95.0%
-Private organizations 1 1.3% 79 98.8%
Department of Education 9 11.3% 71 88.8%

Note. Based on a total row number of 80.
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were involved in initiating topiés 26.3% of the time. It
appears that the Department of Education (11°3%) and the
universities (5%) have minimal involvement in suggesting.
topics for in-service education; From this data it is not
possible fo determine whether the approach to initiating
in-service programs was centralized or decentralized since
the categories wefé\pot discrete. The fact that school
district staff were ihvolved in inifiating in-service pro—
grams 57.5% of the timé\should not be interpreted as the
school district staff wgfe the exclusive initiators of the
in-service program. Reéall tHat sub-categories in the
queétion on in-service initiators were not discrete cate-

gories. A figure of 57.5% simply indicates that school

district staff were involved 57.5% of the time.

Organizers for in-service programs. Since subcategories

in the question about who was responsible for the actual
organization of the in-service program were not discrefe,‘
each item was analyzed independenfly to meet the assumption
for . chi-square - independence of items. Frequencies
therefore, add up to 79 and percentage adds up to 100% for
each item in the question rather than acfoss the whole
question (see Table 9).‘ The frequencies sum to 79 rather
than 80 since one school district did not identify a second
priority topic for in-service education.

District staff organized in-service programs most fre-
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- Table 9
. | ,
E ~ Organizers for In-service Education
E Response
E yes no .
: Organizer(s) f % f %
? Member of district staff : 35 44,3% by 55.7%
Combined committee of elected
or appointed teachers and : :
district staff ' 15 19.0% 6u 81.0%
'Teacher elected or appointed '
by teachers' association 1y 17.7% 65 82.3%
Committee of teachers elected
or appointed by teachers'
association . 11 13.9% 68 86.1%
Other 11 13.9% 68 86.1%
-School staff or » '
administration 7 8.9% 72 91.1%
~-Teachers with PSA's or '
district staff 2 2.5% 717 97.5%
-Universities 2 2.5% 717 97 .5%

Note. Based on a total row number of 79.
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Quently (44.3% of the time). The second most frequent group
- cited for organizing inésefvice education was combined com-
mittees of teachers and district.étaff (19%). Again,. the
universities have minimal involvement in organizing in-
service education (2,5%). The type of approach (centralized,
decentralized) used for organizing the in-service programs
cannot be determin;d\from this data since items in question

ten do not represent discrete categories.

\
Resource persons used for delivery of the in-service

program. In question eleven information was solicited.
regarding peopie or groups used to conduct the in-service
program. Since subcategories were not discrete each item
was analyzed independently to meet the assumption for a chi-
square test -~ independence of items. Frequencies therefofe,
add up to 80 and percentages add up to 100% for each item

in the question rather than across the whole question (see
Table 190).

As in the questions concerning initiating and,organiz—
ing in-service education, district staff again were the
_group most frequently involved (51.3%) as resource persons
for in-service education., The universities appear to be
much more involved as a resource for in-service education.
The University of Victoria appears relativeiy more active
infthis respect than the other two universities. Approxi-

mately 43% top priority programs used local teachers as
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Resource Persons Used for Delivery

of the In-service Program
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Response
“ yes no
Resource Persons f % f %
Own district staff \ 41 51.3% 39 48.7%
Own teachers 35 43.8% 45 56.2%
Other (breakdown below) 28 35.0% 52 65.0%
Other districts' teachers
or administrators . 23 28.8% 57 71.2%
University of Victoria 19 23.8% 61 76.2%
University of British
Columbia 14 17.5% 66 82.5%
Own administrators 13 17.5% 67 83.7%
Ministry of Education 10 12.5% 70 87.5%
Simon Fraser University 7 8.8% 73 91.2%
(Other ~ breakdown)
- Private organizations 14 17.5% 66 82.5%
- Organizations related to
the public schools as
trustees 5 6.3% 75 93.7%
- American resource visitors 5 6.3% 75 93.7%
- Academic institutions :
95.0%

outside the Province L 5.0 - 76

Note. Rased on a total row number of 80.




148,

resource persons for in-service education. The type of
.approach used (centralized versus decentralized) in deliver-

ing the in-service program cannot be determined from this

data since subcategories in the question were not discrete.

Needs assessment prior to the in-service program.

Question thirteen, solicited information on whether needs
assessments were conducted prior to the in-service program.
" A yes or no response was required and a brief description of

the procedure was requested if respondents indicated that

they did conduct a needs assessmént. One school district did
not answer this question for their second priority in-
service topic. Consequently results were based on 79 in-
service topics rather than 80. For 47 (58.5%) of the 78

in-service topics a needs assessment had been conducted.

Some school distriects that reported conducting a needs
assessment did not describe their procedures or described
them inadequately. For six of the 79 topics, therefdre,
data were missing}or uninterpretable regarding the procedures
that were used in conducting the needs aséessment. Inter-
viewers did not consistently collect this information or
responses wére ambiguous and subsequently uninterpretable.‘
Ambiguity likely arose because no operational definition

of needs assessment was provided for the interviewer or

respbndent. Two general types of procedures were described




149.

for conducting needs assessment--questionnaire or survey
shéets filled in by teachers, and verbal communication.

. _
Usually these comments were passed from teachers to district
staff through the school principal or staff committee, or
through the teachers' association. Thebquestionnaire was

the preferred me;hod of needs assessment ana was used for
approximately 39%\6f\the in-service tobics. Verbal communica-

tion channeled through various people or groups applied to

approximately 20% of fhe in-service topics.

Evaluation of in-service.programs. Question lu4a and

14b solicited information on whether a formal or informal
evaluation was conducted at the termination of the in-
service program. A yes or no response was requested
followed by a brief description of the procedure, if
respondents indicated that they did conduct an evaluation.
Respondents could have checked off both formal and informal
evaluation, hence the categories were not discrete. Each
item therefore, was analyzed independently to meet the
assumption for a chi-square test =-- independence of items.
Only three respondents indicated that both a formal and
informal evaluatidﬁ was conducted. One school district did
not answer the question on evaluation for their second
priority in-service topic. Consequently results are
reporfed for 79 in-service topics. A formal evaluation was

described as one that used test measurements while informal
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evaluation'uéed quéstionﬁéires, The author recognizes that
'fdrmal and informal wére pédr distinctions for the type of
information that was solicited. | Providing operational
definitions likely would have resulted in data thét was more

interpretable or more meaningful (see Table 11).

-

S Table 11

Evaluation of In-service Programs

N Response

N yes no
Type of Evaluation f % . f %
FTormal evaluation 7 8.9% 72 91.1%

Informal evaluation 61 77.2% . 18 22.8%

Note. Based on a total raw number of 79.

Formal evaluafions using test measurements occurred rarely
for the 79 in-service topics (8.9% of the time). Only two
respondents specified the test inétrument used for formal
evaluation. One respondent used Foster's Rating Scaies while
the other used the Canadian Test of Basic Skills to monitor
pupils'! performance. Respondents reported that informal
evaluation of the in-service program using questionnaires

and so on occurred in approximately 77% of the in-service
topics. An attempt was made to determine the type of
i%formal evaluatibn strategies that were used based on

description of the procedures, Results can be interpreted
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as approximations only singé interviewers did not consisteﬁt-
1ly collect descriptions of fhe procedures or alternatively
the descriptions were ambiguous. This resulted in loss of
data for six of the 79 in-service topics. Ambiguitylmost
likely was a result of poor choice of_termipology to describe
the evaluation prgcedure, In approximately 50% of the in-
service topics theKipformal evaluation procedure involved
~administering a quesfionnaire or response sheet on teachers'
perceptions of the in;égrvice program (N=33). On the rare
occasion (N=4) evaluatioﬁ was‘conducted through observation
of teachers in their classrooms. The fact that observation
of teachers' behavior appeared twice in the informal evalua-
tion category and twice in the formal evaluation category

is evidence regarding the ambiguity of the question. The
two respondents that cited observation as formal evaluation
specified that observation was conducted using a checklist
for frequency of performance of the target behavior or‘for
frequency of on task behavior. The two respondents that
cited observation és informal evaluation, did not appear to
use any observation instrument. For six of the in-service
topics, informal evaluation consisted of verbal communication
only, i.e, talking to teachers after the in-service program.
No evaluation whatsoever was conducted for eight of the in-

service topics.



Limitations of the Survey

Data from the survey shculd be interpreted as sugges-
tive of trends rather than as conclusive because of |
methodological problems in collecting and interpreting the
data. Methodological problems affecting the validity and
reliability of the survey data are discussed as follows.

The survey instrumeﬁtlwas not field tested to determine
reliability. This meens that responses given in April and
June of 1979 may not hdye been replicated if administered

to the same participants\at a later time. Because relia-
bility is not ensured, validity‘of the data might be jeo-
pardized. The construct validity of the questionnaire may
be questioned since no field testing was done. Henderson's
belief (1978) that a common vocabulary exists for describing
in-service programs ddées not appear to generalize to
descriptions of specific procedures. Some confusion appears
to have occurred for example, because terminology was
ambiguous»regarding procedures for conducting4needs assess-
ment and evaluation. Interviewers received minimal instruc-
tions prior to collection of data by telephone. Reasonable
congruence between respondents and interviewers could be
expected in questions requiring a check off response only

as in the questions on initiators, organizers, and resource
persons for in-service education. Reasonable congruence is

questionable, however, in descriptions of procedures for



153,

needs assessment and evaluation since there was loss of

‘data or data was unintérprétable in six of the 79 in-

service topics. Subcategories for the questions on initiators,
organizeps, and resource persons for in-service education,

and subcategories for evaluation were not discrete categories,
that is, respon@ents were able to check off more than one

item. Because igéms in thése questions were not discrete,

it Was not possibleﬁto determine degree of centralized

versus decentralized\approaches to planning and impiement-

N
N

ing in-service programs. This is a regrettable loss since

inteppretation of the survey data in light of the recommenda-
tions in the conceptual literature is limited without this

information. Bearing in mind the above limitations, survey

data was not used to draw conclusions about in-service

education in British Columbia. Rather the data were inter-
preted as approximations of current practices and used to

suggest trends in in-service education in British Columbia.




154,

CHAPTER FIVE

'Theory and Practice

This chapter examines the extent to which in-service
education in British Columbia reflects the model for
effective in-serviég\gducatioh developed in Chapter Two.

The following discussign examines possible problems or
difficulties in implemeﬂging individual components of the
conceptual modél as the AEthors‘ described these components

in the conceptual literature. Each component will be stated

as a theoretical proposition with its underlying assumption.

Discrepancies: In-service Education in British Columbia

Quantitative data for the provincial survey can be

’

examined against only three of the components in” the con-

ceptual model--assessment of teachers' needs, teacher par-
ticipation, and evaluation. These three components were

identified in the conceptual literature as the essential

components (category,l) for effective in-service education.
Criteria for‘determining degree of correspondence between
the conceptual model and actual practices in British
Columbia were arbitrarily set based on the percentages of
response for in-service topics in the provincial survey
reported in Chapter Four. Hénce, 0-49% indicates a low

correspondence, 50%~85% a moderate correspondence, and over
bl bl




155.

85% a high correspondence between provincial practices and

the conceptual model.

Needs assessment.

To be effective in-service education

should be based on the felt needs of

teachers énq those needs should be

determined through systematic assess-

ment. This is based on the assumption

that programs\peflecting teachers'

needs will be relevant to the teacher.

~ An assessment of teachers' needs was reported to have

occurred in approximately 59% of the in-service topics in
the province. On the surface, this reflects a moderate
concordance with the conceptual model. Bearing in mind the’
limitations of the data in terms of its accuracy and inter-
pretability, the 59% figure comprised questionnaires and
surveys (approximately 39%) and verbal communication through
various channels (approximately 20%). Based on survey’
respondents' descriptions of assessment procedures, the
questionnaire method of needs assessment appeared fairly
structured. Verbal communication, however, appeared to be
quite unstructured, with the communication of needs being
passed verbally through various channels as principal to
supervisor to the person responsible for organizing the in-

service program. This procedure leaves open the possibility
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of the needs_ﬁeing distorted or modified because of bias

from the person passing along the(ihformation. It could

be speculéted, therefore, that procedﬁres\using verbal
communication were not Qery systematic and possibly subject
to distortion or quificéfion. If this speculation is cor-
rect, then in-serviéé\Practicés in British Columbia for |
needs"assessment refléét only a low cdrrespondence‘with the
cénceptual model based dn\the 39% figure for use of question-

hY

naires, since the model requires a systematic assessment of

teachers' needs. Even if the 59% figure accurately portrays
a systematic assessment of teachers' needs, this means that
only slightly more than half of the most important in-
service topics in school districts and other educational
institutions (priority 1 ahd 2) were based on an assessment

of teachers' needs.

Teacher participation.

To be effective in-service education
should proVide opportunities for active
tedcher participation and input into

all aspects of in-service education,
including decision making about content,
initiating, planning, implementing, and
evaluating. This is based on the
assumption that teacher participation
will maximize the commitment of teachers
to the goals of the program.




157.

Three types of teachér,participation were examined in
the survey data~-teacher participation in initiating in-
service programs, organiiing programs, and acting as a
resource person in the delivery of the program. Again,
béaring in mind the limitations of the provipcial data; it
appears that acfiyg teacher participation in actual practice
corresponds poorly %p the conceptual model in all three |
~areas. School Staffé\were involved in initiatiné the in-
service program in apﬁ%@ximately 30% of the in-service
topies. It was also reported that 26% of the time local
teachers' groups were involved in initiating in-service
topics. Tﬁe degree of overlap between fhese two categoriesJ
cannot be determined from the data, since the two categories
were not mutually exclusive. The level of teacher partici-
pation that would have been reported, héd the category read-
school staff and/or local teacher groups--cannot be deéer-
mined.

Teachers' involvement in organizing in-service programs
is subject to the same difficulty in interpretation since
again categories are not discrete. Bearing in mind that
percentages may overlap, individual teachers .were involved
in organizing approximately 17% of the in-service topics,
committees of teachersvwere involved. approximately 14% of

the time, combined committees of teachers and district

staff were involved approximately 19% of the time, while
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school staffs as a unit were involved in organizing
approximately 14% of the in-service topics. It appears .
that teachers are involved in the organizing of in~-service
education at various hierarchial levels--as individuals
wdrking through the teachers'-.association, as committees
working with peréopnel from the central office, and as a

school staff.

Y

Teachers' parficipation as resource persons for conduct-
ing in-service prograﬁ%xappears to occur more frequently than
their involvement in initiating and organizing programs. In
approximately 44% of the in-service topics identified as top
priority, teachers were involved as resource persons. This
does not necessarily mean that teachers were the only resource
persons used for the in-service program, since categoﬂiesl
may overlap. Bearing in mind the limitations of the data,
it appears that teacher participation as resource persons
for in-service education reflects a low corrgspondencé to
the conceptual model. Furthermore, actual practices in
British Columbia vis-3-vis resource persons for in~service
education are not concordant with teachers' confidence
ratings of resource personnel as reported by Reilly and Dembo
(1975). Recall that in their survey of 100 elementary school
teachers, other experienced teachers received the highest
ﬁean confidence ratings over 12 other in-service professionals,

as instructors in both the affective (X = 3.45) and cognitive
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(X = 3.45) domain. Experienced professors ranked third
‘with a mean confidence rating of 2.94 for the affective

% domain and 3.06 for the cognifive domain., Experienced

principals received mean confidence ratings of 2.62 and

2.73 for the affective and cognitive domain respectively.

Evaluation.

To be efféctive in-service education should
have an objective evaluation to determine

the effecti@gness of the program and to per-
mit informed decision making based ‘on empiri-
cal data. This is based on the assumption
that subjective evaluations and perceptions
of effectiveness may not be accurate or

valid.

Objective evaluation using pre and post measurements to
determine the effectiveness of in-service programs was
strongly advocated in the conceptual literature. éearingf
in mind interpretation difficultiés for the‘proVincial data
on evaluation because of ambiguity of terminology, it
éppears that provincial practices in evaiuating in-service
education have a low céfrespondence to the conceptual model.
In épprbximately-Q% of the top priority in-service topics
a post in-service evaluation was conducted using test meaéurei

ments. Given that the authors of the conceptual literature

advocated formal evaluation, using test measurements reflect-
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ing.the objectives of the in-service program, the provincial
data reflects a low correspondence to the conceptual model

é on this component. On the other hand, evaluation based on
teachers'! perceptions of the effectiveness of the in—sefvice
program is reported to have occurred in approximately 77% of
the in-service topiés“ Based on respondénts' descriptions
of evaluation procedufés, it appears fhat approximately 50%
of the time, informatioﬂ\on teachers'! perceptiohs of the
effectiveness of the prog;am was solicited through a post
in-service questionnaire or response sheet. In some cases
(N = 6), school districts reported that effectiveness was

determined through verbal communication only, by asking

some of the teachers what they thought of the in-service pro-

gram, Recall that the validity of such procedures was
questioned in the conceptual literature.

In summary, in-service practices in British Columbia for
high priority in-service topics seem to reflect avmoderate to

low correspondence to the critical components in the con-

ceptual model regarding assessment of teachers ' needs, active
teacher participation, and evaluation.

Comments from school districts surveyed regarding per-
ceived strengths and weaknesses of in-service programs areA
relevant here. Although provincial practices in in—serviée
education do not appear fo have a high correspondence- to

the conceptual model, it does seem that school districts are
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aware of the possible advantages of including various compo-

- nents into the design of their in-service programs.

Twelve school districts (29%) for example, indicated
that teacher participation in initiating and planning in-
service education, and serving as resource persons, was
important to the overall success of the progtam. Various
respondents indiceted that "the best‘in-service occurs when

“teachers are involved teaching other teachers", in-service
programs "should use eXeellent teachers as resource persons',
in-service education "mnst be teacher initiated--not laid

on", in-service education should "involve staff and indi-~

vidual teachers in planning", in-service education "should

be a teacher controlled activity" and so on.

A decentralized approach to in-service education or
school based in-service programs was recommended by 17% (N =
7) of the respondents (N = 41). Typical comments included

"in-service training in the form of staff development is a

most important variable for enabling staff to meet changing

‘needs", in—service'program "initiation should be at the school

level", there is a "priority for more school based in-

service", a "decentralized system is very effective since it
gives teachers a great deal of say" and "school level
delivery is far more superior".

.

Seven of the 41 respondents (17%) also commented that

-

in-service education should be based on the needs of teachers.
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Typical comments includéd,'"the district professional
‘development day was,effective when based on a needs assess-
ment of the teachers", in-serviée education "must be
responsive to individual needs for realization of potential",
in-service programs "should start with the needs of the |
individual", anQ;"the best in-service occurs when it is
designed to meetnfhg needs of the target group". One school
disfrict indicated %hat an "instrument needs to be devised
to assess teachers‘ feal needs". |

Four of the respoﬁﬁents (10%) addressed the problem of
relevance. They recommended hspecific problem solving" and
commented that the "relevance of the topic contributed to
a worthwhile and useful experience for participants".

Insufficient released time for teachers was problem-
atic in the view of 7 respondents (17%). They cited
"pressures on teachers" indicating that it was "hard (for
teachers) to turn out to in-service after school".

Only a few of the respondents (7%) addressed the issue
of feedback or follow-up. Although some fespondents recog-
nized that in-service education "should have a follow-up
component" they also indicated that "time for follow-up
was problematic” and as a result perhaps "follow-up (was)
minimal®. Only one respondent indicated that school admini—
strators should be more involved in in~service educatidh.

Although some of the respondents’recognized the impor-
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tance of some of the componenfs of the conceptual model, it
appears that these components nonetheless, are not con-
sistently incorporated in the design of current in-service
programs. It can be assumed that the discrepancy between
perceptions of whai should be occurring and actual practices
stems from implemenia;ion difficulties. Speculations as to
why implementation prcblems continue to be maintained are
advanced in the followihg discussion,

Problems in Implementing Individual Components of the Con-
ceptual Model

Needs assessment.

To be effective in-service education
should be based on the felt needs of
the teacher and those needs should be
determined through systematic assess~
ment. This is based on the assumption
that programs reflecting teachers!

needs will be relevant to the teacher.

The.major problem that appears to exist according to
the euthors, is thet direct input from teachers about their
own needs for in-service education is often overlooked as a
component of in-service programs. Given the perceived
importance of assessing teachers' needs, it seemed reason-
able tnat procedures or models for conducting needs assess-

ments and that research supporting the vaiidity of such



164,

models woﬁld be available. This belief was not strongly
.supported, however, -Of‘theisg articles that discussed needs
or needs assessment, only three (5%) described a procedure
on how this could be done (Barlow & Timeraos, 1975; McCreary,
1960; Taylor, B.,1961). All three employed a questionnaire
or survey formaf\\ The authors generally failed to go
beyqnd'identificatkgn of the problem which may explain in
~part, why the probléﬁ»continues to be maintained. Given the
perceived importance Sf\needs assessment as a basis for
designing effective in~éervice programs, and the contrasting
paucity of literature on reliable and valid instruments and
models, future work in this area seems desirable and necesg-
sary.

Basing in-service education on the stated needs bf indi-
vidual teachers, although conceptually ideal, may not be
practically feasible. This would be the case for example,
in school districts of 1,000 teachers or more. The cost
of individualizing in-service educatidn,in such cases would
likely be astronomical. In smaller school districts, of
under 100 feachers, individualized in-service education may
be more feasible. If, however, central office support staff
are responsible for providing the in-service programs, even
in small school districts individualized in-service education

may not be viable since the number of support staff in the

central office also would be proportionately small.
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Basing in-service education on the needs of teachers
‘within a school (unit perspective) has several clear
advantages. Teachers would likely have peer and administra-
tive support since the in-service program would be bésed
on a school need. More oppdrtunities would be available
for feedback, féipforcement, and follow-up since other
people working on fhg same problems would be on the school
- site. It is specula%ed also that long term benefits might
accrue from such an aﬁbpoach, depending on the topic of the
in-service progrém. If the whole school staff were involved,
perhaps efforts would be cooperative, and implementation
would be consistent throughout the school and continuous

from year to year.

Goals and objectives.

To be effective in-service education
should have clearly specified goals
and objectives, This is based on the .
assumption that specified goals and
objectives serve as the basis for
appropriate selection of content,
methods, and materials, and provide
the criteria for subsequent evalua-

tion.

The major problem with this component according to the
authors, is neglect. Why this problem continues to be main-

tained is unclear since resources explaining how to write
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instructional objectives are aQailable (Mager, 1975).
Pefhaps those responsible for’the organization of in-
service education aré not informed about the presumed
advantageé of writing instructional objectives. None of the
respondehts surveyed in the province mentioned prespecified
goals and objecfives as either a strength er weakness of
their in-servicé\p?ograms.' Alternatively, the problem may
relate to accountab}lity. People résponsible for organizing
in-service education\%n school districts;.for example, may
be judged as doing an\gdequate job based on the number of
in-service programs they conduct. A shift in accountability
ffom number of in-service programs to gquality of in-service
programs likely would produce the desired emphasisvon cri;
teria to judge effectiveness. This would encourage writing

of instructional objectives since the objectives would serve

as criteria for evaluation.

Rlanning and implementation.

To be effective in-service education
should be thoroughly and carefully
planned with consideration given to
whether intended outcomes of the pro-
gram could be achieved best through a
centralized, decentralized or centrally
coordinated approach. This is based on
the assumption that different approaches
to in-service education produced differ-
ent degrees of teacher participation and
relevance with subsequent differential

impact on implementation.
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The majérvproblem in planning and implementing in-
service education seems to be that in-service education‘is
too centralized. This view was supported by some of the
respondents in the provincial survey. It is speculated that
the reason this problem continues to be maintained ié that
central office staffs perhaps mistakenly aséume that central-
ly controlled inmgapvicé gducation is better planned and
has greater impact in producing desired results than numerous
decentralized attemp£s3 One school district, for example,
commented that "the moéf effective in-service is directive,
systematic, and mandated by district staff and using central
office staff". On the surface this may appear to be a logi-
cal assumption. When teachers' reactions are sought, how-
ever, the assumption becomes questionable. Brimm and Tollett
(1974) reported that 44% of the teachers surveyed in
Tennessee (N = 7646) believed that their in-service programs
were not well planned.. These results undermine the assump=-
tion of better planning. The assumption that céntralized in—
service education has more imﬁact in producing desired
results is also questionable, when issues of relévance and
teacher participation are examined. As indicated earlier
(Asher, 1967) a centralized approach tended to focus on
problems significant to central office staff. Brimm and

Tollett (1974, p. 523) reported that 73% of the teachers sur-

veyed indicated that "too often in-service activities do not
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appear relevant to any felt needs of the teacher". 1In terms
-of teacher participation, they similarly reported (p. 524)

that 93% of the teachers believed that "teachers need to be

involved in the development of purpose, activities and

methods of evaluation of in-service programs". When in-

service programs are conducted such that teacher participa-~
tion and perceived velevance are minimal it is questionable

- whether these in-serice programs have any significant

impact on teachers' attitudes or classroom behavior. Daly

(1977, p. 34) drew a similar conclusion as a result of her

L)

survey of 19 Teacher Education Council In-service programs

(N = 169) conducted in Massachusetts. She indicated that
"with no strong program involvement in their respective
schools, pectential for institutional change is greatly
reduced".

The solution to the problem appears to lie in a shift
from centralized and collaborative approaches to a decentral-
ized approach. Initially, a centrally coordinated approach

emphasizing teacher participation could be used so that

teachers or school staffs could be trained in assessment,
organization,and evaluation skills. Following training in
these skills, school boards might place greater emphasis on
tﬁe importance of in-service programs that are school based.

With a shift in funding, for example, from district in-

service programs to school based in-service programs,
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decentralization would be encouraged.

Reference to the literature;

To be effective in-service education
should be based on a thorough review

of the conceptual and empirical litera-
ture. This is based on the assumption
that duﬁlication of effort aﬁd perpe-
tuation ofﬁineffective practices

result when‘pertinent literature is
ignored. \\

Although some authors criticized the absence of literanr
tufe reviews in in-service education, other authors appeared
to perpetuate the problem in their own Studieé and reports.
It is speculated that the absence of literature reviews as
part of in-service programs continues to be maintained
because it involves a time commitment that may be prphibitive.
To conduct a literature review prior to implementing in-
sefvice programs in a school district (depending bn the topic
of the'in—service program) likely would requife the full time
services of at least one individual. The problem could be
alleviated perhaps by establishing a provincial agency
respoﬁsible for collecting and collating research reviews
and conceptual works on in-service education. Information
could then be disseminated to school districts throughout

the province at their request. This procedure would eliminate
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needless and costly duplication of effort and remove the
time constraints on individual organizers for in-service

education.

Teacher participation.

To be effective in-service education
shoula\provide opportunities for active
teacher\bqrticipation and input into all
aspects of' in-service eduéation, including
decision making about content, initiating,
planning, iﬁp}ementing, and evaluafing.
This is based on the assumption that
teacher participation will maximize the
commitment of teachers to the goals of

the program,

The major problgm with active teacher participation as
a component of in-service education is that teachers are all
too often recipients of programs offered to them or impoéed
on them without their input. Although teachers endorsed the
view that they must be active parficipants ih in-service
education, and pabticularly that they serve as resource per-
sons for conducting the in-service program, it appears, how-
ever, that teachers themselves are the reason the problem
continues to be maintained. Howey (1978b,p. 14) for example,
reported that when teachers were asked whether they personally>
would avail themselves of opportunities to serve as an in-

service education resource person, that "about half of the
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teéchers (haa) no interest at'all in such a function".
Perhaps lack of teachers' interest in serving as resource
persons for in-service education stems from lack of time to
devote to such activity since classroom teaching already
makes many demands on teachers' time. This speculation
received some suppgft in Howéy's survey'(l978b,p. 15) since
he indicated that onekof the big probiemé identified by
feachers with in-servidg education was that "participants
(were) too busy with oth;f priorities to spend time on this
activity". Perhaps the solution to the problem of active

teacher participation in in-service education lies in the

issue of providing released time for teachers.

Released time for teachers.

To be effective in-service education
should provide relased time for teachers
participating in in-service programs.
This is based on the assumption that
tired teachers are not receptive to
innovations that will make even more

démands on their time and energy.

The problem with this component is that released time
is not consistently provided for teachers to attend or
participate in in-service education. 'The reason the prqblem
cohtinﬁes to be maintained is likely a fiscal one. Pro-

viding substitutes for teachers attending in-service educa-
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tion could be financially unfeasible. Perhaps a second
"reason that released time is not automatically provided for

teachers attending in-service education is that parents

generally are opposed to the recommendation. They tend to
believe that the teachers' professional growth is the °
teachers' own responsibility and consequently that teachers

should not have to‘be provided with time off to fulfill their

professional respoﬁéibilities. The view that parental dis-
approval is a factor\épntributing to the continuation of the
problem was supportedvin Howey's survey (1978b)in which a
very small 5% of the parents surveyed (N = not reported)
believed that released time for teachers participating in
in-service education was a good idea. Perhaps a partial
solution to the problem would be to provide released time
for those teachers prepared to serve as resource teachers
for in-service programs and to those actively involved in
developing course content. This procedure mighﬁ encourage
teachers toﬂwhom time considerations are a barrier,-to

become more actively involved in in-service education.

Relevance to classroom practices.

To be effective.in—service education
should be relevant to the teachers'
classroom, situation., This is based
on the assumption that teachers will
not become committed to programs that

do not contribute to their daily work

in the classrooms.
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The problem of relevaﬁce to classroom practices seemg
“to be related to initiating in—service‘programs without
input of teachers. The probiem appears to be maintained
because a systematic assessment of teachers' needs,'as
previously discussed, is often lacking. Active teacher par-
tlclpatlon in the selection of content for in-service pro-

grams also would help alleviate the problem since teachers

could put forward their concerns. It is speculated that
emphasizing a decentréiized or school based approach would

help to resolve the problem.

Supportive climate.

To be effective in-service education
should occur in a climate that encour-
ages free exchange of ideas, encour-
ages self-direction, and experimenta-
tion, and is free of coercion. This
is based on the assumption that change
causes stress and that some of the
stress can be alleviated if teachers

feel their efforts are supported by

colleagues, administrators, and parents.

- The role of a supportive climate in in-service education

appears to suffer from neglect. Not one of the respondents

in the provincial survey for example, mentioned school cli-
mate as either contributing to or hindering the effectiveness

of their in-service programs. Yet the authors in the con-
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ceptual literature recommended that moré\attention be given
‘this component. It is speculated that the role of a sup-
portive climate is overlooked because school districts in
the past have not assessed systematically the climafe of
fheir schools,\particularly at the elementary school level.
It is true that\s§¢ondary schools have regularly undergone
accreditations but\perhaps these assessments focus mainly
on the adequacy of the building and building site, librafy
facilities, and adequ;éy of equipment. One predictor of"
school climate is teachers' level of job satisfaction
(Gosine & Keith, 1970; Robinson, 1978). Some inference
about school climate could be made from data on teachers'
job satisfaction. It is suggested that information about
school climate could be collected in conjunction with an.
assessment of teachers' needs. The data from these two
sources could be used for subsequent decisions about the

type of in-service program that is likely to produce the

greatest impact.

Evaluation.

To be effective in-service educétion
should have an objective evaluation to
determine the effectiveness of the pro-
gram and to permit informed decision
making based on empirical data. This
is based on the assumption that sub-

jective evaluations and perceptions
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of effectiveness may not be accurate or

. valid,

One of the more obvious pfobleﬁs related to evaluation
of in-sefvice education is the connection between specified
goals and objecgives and the determination 6f outcomes.

As discussed pre&iqusly, mény in-éerviée programs have onl&
an ambiguous concep%Ualization of their goals and objectives.
Often these are not W?itten down, and as evidenced in Tarr's
study (1969) of the scﬂbol districts in Iowa; none of the
in-service programs in his study had behaviorally stated
oﬁjectives. This problem was addressed specifically as it
concerned evaluation by Asher (1967) and Devore (1971).
Devore (1971, p. 63) was adamant that "unless the philosophy
of a given educational program, together with the assumptions
of the program, is precisely stated, it is impossible to
éngage the question of change or evaluation”.

A second major concern for evaluating ih—sérvice
edﬁcation deals with measurement and instrumentation. Since
many authors maintained that the major purpose of in-service
education was to enhance teachers' competence with a subse=-
quenf improvement in pupils' performance, the two major
"subjeet" groups for evaluation would be pupils and teachefs.
Here 1ies the problem, however, as perceived by knowiedge—

able evaluators. Scriven (1974, p. 109) stated that
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The crucial feature of this...evaluation
problem is the failure of research to
establish useable connections between
(classroom) process variables and the
(pupil) outcome variables that, for the
‘most part, make up the performance that
we identify as good teaching.

Henderson (1978, .p. 152) discussed measurement specifically
in terms of in-serQige education. He indicated that:
Measurement of the skills of teaching
has always been a contentious matter.
Though the literature in relation to
in-service training is scanty, studies
demonstrating the unsatisfactory nature

of the techniques used to assess the
skills.. .abound.

Perhaps the solution to the evaluation problem lies in the
development of a "new theory of measurement especially
developed for the complex.criterion problems of\education".
(Asher, 1967, p. 69). '

In-service programer or program accountability was
anbther problem alluded to in in-service evaluation (Burton,
19743 Waynant, 1971). Waynant blamed lack of-prdgramer
accountability for the "perpetuation of the failure of in-
service programs" (p. 171). Cost-benefit analysis, in
terms of longitudinal effects was rarely considered (Burton, .
1974). Other problems plagued in-service evaluation, includ-
ing primitive instrumentafion (Devore, 1971), lack of
trained evaluators or expertise in evaluation, and cost and

time factors (Alford, 19743 Devore, 1971). Thus; it seems

important that high quality research and testing of evalua-



177.

tion models and instruments occur in the near future so that
evaluation of in-service education can be conducted confi-

dently by school districts.

Feedback and follow-up.

To be effective in-service education
should*provide feedback and follow-up
for teacﬁers attempting to implement
new progfams, ideas, and teaching
strategies.. This is based on the
assumption that long term effects of
in-service education cannot be
realized in the absence of suitable
feedback and reinforcement of the

teachers' efforts.

Although the authors identified lack of feedback and
follow-up as a problem in in-service education, they did
not specify procedures whereby the problem might be allevia-
ted. It is speculated thereforé, that the difficulty in
‘implementing this component stems from the weakness of
objectives as reference points in providing formative and
evaluative feedback, as well as the time factor involved.
To be most effective feedback would have to be individualized.
This view is supported inAlearning theory (Tarpy, 1975) on
contingency reinforcement in which reinforcement is admini-
‘stered subsequent to the performance of the behaVior. Such

a strict application of principles of learning would be un-
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féasible for in~service progfams with high attendance since
the personnel involved in conducting the program could not
possibly administer individualized feedback for each parti-
cipant. Perhaps the solution to the problem lies in adoption
of a decentralized approach to in—servige education discussed
previously. In a aégentralized or school based approach
other teachers could brovide the necessary feedback and
follow-up. This delegét?on.of responsibility to many
teachers rather than a féw in-service program directors
could make implementation of the component feasible. This
procedure also actively involves teacheré in implementing
the component. Such a strategy likely would receive positive
support from teachers since Reilly and Dembo (1975, p. 126)
reported that "the experiénced teacher was selected as the
source of educational information‘inspiring the most confi-
dence for both the cognitive and affective areas Qf teaching".
The focus of the thesis to this point haé been on
reporting opinions and facts about in-service education and
speculating'on some problems in implementing various compo-
nents of in-service education. The next chapter attempts to
synthesize fact, dpinion, and speculation in the form of
several conceptual hypotheses for in-service education and
to'discuss implications for future research in in-service

education.



CHAPTER STX

Hypotheses and Implications

In-service education appears to be very complex.
Training programs for practicing teachers take many different
forms including‘egnferences) university courses, one-day
workshops, teachergkaconventions, and mini-courses, i.e.
‘workshops over an exfénded period of time. All of these
differ in duration, yét\all are called in-service education.
For each type of activit; a variety of approaches to planning
and implementation are possible, including centralized,
decentralized, centrally coordinated, and collaborative
approaches. . These different approaches presumably have
different effects on teachers or pupils. Complexity is
evident further in the variety of objectives for in-service
programs. Although the overall objective of in-service
education is change, the intended change may be directéd to
any, all of, or a combination of teachers' knowledge,'pupils'
attitudes, teachers' behqvior, pupils' knowledge, pupils'
attitudes, or pupils' behavior. How these outcomes interact
with each other and are influenced by either or the type of
in-service program and the approach that is taken in planning‘
and implementing the in-service program is not yet established.'
Further complications arise if the grade level or subject

area that teachers teach is added into this scheme. Added
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to all these factors are unanswered questions about the
longitudinal effects of in-service education. For future
research in in-service education to be meaningful, a frame-
work needs to be established whereby the type of in-service
actinity, the objegtives of‘the program, the approach to
planning and implenentation, and teachers' background and
attitudes are syntheSized into testable hypotheses.

AN
N

_Conceptual Hypotheses for In-service Education

Definitions. Proposing a set of conceptual hypotheses

for in-service education in the above context would not be
very meaningful unless definitions are established. Three
parameters are delineated in the following definitions of
in-service activities: duration of the activity, initiatof

of the activity, and provision of released time for teachers.

A partial day workshop is a one-shot workshop lasting one
to five hours, held after school, or during part of the
school day with released time. It may be initiated at
the district or at the school level.

A professional development day (district level) is mandated,
one-day in-service education for the whole school
district, provided on a released time basis. Selection:
of specific topics from among several offered usually
is left to the individual.

A one- day workshop spans one day and includes in-service
programs initiated at the dlstrlct, regional, or
provincial level, or in-service programs that are
school based such as a school professional development
day or professional development for an individual
teacher released to observe another teacher in the
classroom.
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A conference spans a period of two to four consecutive days
' and focuses on one theme. It is typically initiated at

the regional, provincial, or national level with partial
released time, '

A series of workshops focuses on one theme and is massed
over a one to two week period or distributed over a
two to four week period. These are usually initiated
at the district level with or without released time.

Self-study is readlng or study in a self—oelected subject
area or self-initiated observation of two or more days
in another teacher s classroom with released time.

A university course or institute usually spans one to four
months, including credit and non-credit courses
voluntarily selected by teachers in the belief that the
topic ig relevant to their teachlng Typically,released
time is not provided.

An educational leave of absence spans four months to two
years in which a teacher is released from classroon
duties with or without partial pay.

An internship is an on-going process whereby a certified
teacher undergoes supervised training under a master
teacher or expert in a particular area (e.g. Education
406 at Simon Fraser University, Sponsored by the Joint
Board of Teacher Education).

An associateship (master teacher) lasting approximately one
to three years involves teaching other teachers, such
as experienced teachers serving as resource teachers or
consultants to a school district and working directly
‘with teachers and pupils in the classroom.

In the following discussion and hypotheses, behavior change
is taken to mean a pervasive and sustained change in actions

or conduct based on a thorough consideration of alternatives
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and‘usualiy asséciated with attitudinal change. This defini-
‘fion excludes changes in behavior associated with mandated
curriculum change. Attitude chahge is taken to mean an
internalized change in belief or values that has the poten-
tial for systematic impact on behavior. Knowiedge réfers to

familiarity with\a topic.

Assumption undérlying the conceptual hypotheses. Based

~on input from practic@ng teachers (such as a coordinatop'for
teacher training proggéms, and classroom teachers), and the
author's experience, the follawing assumption is proposed.
In-service education activities can be organized along a
continuum of intensity or duration from least intensive to
most intensive (see Figure 3). The contihuum can be divided
arbitrarily into three levels of intensity based on duration.
These are operationally defined as: 1level 1 - duration of
one day, level 2 - duration of two days to four monthg,
level 3 - duration of over four months.  The placement of
self-study on the continuum is arbitrary but based on the

perceptions of practicing teachers that it should be placed in

the level 2 intensity category.

The conceptual hypotheses. The following conceptual
hypotheses are based on the assumption above as well as
the assumptions underlying each component of the conceptual

model (see Chapter Five).
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Figure 3

Level of Intensity of In-service Activities

Least Intensive

7 |~-partial day workshop
-professional development day (district)
Level <n\\ ' ~-district

S centralized .<Eregion
-one day =} province

workshops
N\
~-decentralized (school based)

~conferences (2 - 3 days)

NS

Level ~-series of workshops on one theme (1 - 4 weeks)
: 2 1 ~self-study
: -university course or institute
\
’
-educational leave of absence (4 months - 2 years)
Legel 4 ~internships
-associateship (master teacher)
.
v

Most Intensive
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Hypothesis 1: In-service activities of low 1nten81ty
(level 1 in Figure 3) will be effective in 1ncrea%1ng
teachers' knowledge.

Hypothesis 2: In-service activities of low intensity will
attract mostly inexperienced teachers or teachers
needing job retraining due to a changed teaching
assignment or a change in curriculum.

Hypothesis 3: In- -service act1v1t1es of low intensity will
be most effectlve in meeting objectives when the follow-
ing components are included in the program design:
a) an assessment of need at any level, i.e. the indi-
vidual level (teachers), or the unit level (school
building), or the.corporate level (school district,
Ministry of Education, universities),
b) clearly specified goals and objectives,
c) careful planning and implementation (with the
approach, centralized or decentralized, belng determlned
by the topic) and
d) relevance to classroom practices based directly on
the assessed needs of teachers.

In hypothesis 3, the components identified are those
discussed by the authors in the conceptual literature review.
Recall that clearly specified goals and objectives for

example, referred to stating objectives in behavioral terms.

Although the authors did not state precise and specific
operational definitions for all the components of in-service
programs, it is recommended that persons responsible for
organizing and delivering in-service programs do so. It is
likely that program components vary appropriately from one
in-service program to another. In each situation therefore,
it is left to the program organizer to operationally define

the components of the program.
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The fationale behind‘these hypotheses is that changes\
in attitude and behavior take time (Asher, 19673 Devore,
1971; Westby-Gibson, 1967). An in-service program of one
day's duration therefore is not likely to have a sustained
impact on teachers' classroom-relevant attitudes or behavior.
Similarly, somquf the components believed'éo be important
to produce changeéxin attitude and behavior are not likély
- to occur in low‘intéﬁsity in-service programs. Specifically,
involving teachers atkﬁhe decision-making and planning'
level (Asher, 1967; Pet;rs & Schnare, 1976) and feedback
and follow-up (Bessent, 1971; Santelli, 1978) would not be
cost effective for shortAduration efforfs. In-service pPro-
grams of low intensity seem most likely to attract inex-
perienced.teachers sinée informatiop about curricula,
policies,‘and procedures is likely to be the most pressing
need and the most relevant to new teachers (Daniels, S.,
19753 Flanders, T.,1980). Hence, questions about the content
of teaching assume a significant role as oppésed to questions
about the process,of teaching and learning. Similarly, in-
service programs of low intensity are likely to attract
teachers needing job retraining since again, information
about curricula will be the most pressing need for these
teachers. . |

The following three hypotheses deal with moderate

intensity in-service activities identified in Figure 3.
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As in—sebvice activities ﬁove up the continuum from least
intensive to most intensive there are many more variables
that impact on or moderate the effects of the in-service
activity. -Dispositional variables such as attitudes .and
perceptions of the teachers attending the in-service program

are examples of.variables that moderate the effects on

5

teachers. Although\specific dispositional and situatiOnal
variables are addressed later in Hypothesis 10, they are-
introduced here becang of their effects on moderate and high

intensity in-service programs.

4+

Hypothesis 4: In-service activities of moderate intensity
(level 2 Figure 3) will be effective in changing
teachers' attitudes given positive conditions of
moderator variables,

Hypothesis 5: In-service activities of moderate intensity
will attract mostly teachers of three or more years of
teaching experience.

Hypothesis 6: In-service activities of moderate intensity
will be most effective in meeting objectiveés when the
following components are included in the program
design: '

a) assessment of the needs of teachers,

b) clearly specified goals and objectives,

c¢) careful planning and implementation with the
approach (centralized, decentralized) dependent on the
topic,

"d) relevance to classroom practices based directly on
the assessed needs of teachers,

e) active teacher participation,

f) a supportive climate, and

g) evaluation,
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In HYpothesis 6, gompohents of moderate intensity in-
service programs are derived from the conceptual literaturé
review, Again, only general descriptions of each component
were provided in Chapter Two since operational definitions
of each coﬁponent may vary from one in-service program to
another. ) _ ’

Thetrationalé pehind these hypqtheses is that change
~in teachers' attitudés requires moderately intensive expo-
sure to the new\ideéskglus time for the ideas to be evaluated
and subsequently acceptéd as having value (Fantino €&
Reynolds, 19753 Schultz, 19765. Hence a change in attitude
is more likely to result when internalization occurs, i.e.
when the consequence of the attitude change is accepted to
be of value. furthermore, changes in attitude are not likely
to translate into sustained changes in behavior if follow-up
and feedback are not providéd (Bessent, 1971; Santelli, |
1978). Given the moderate intensity of programs in the level
2 categofy, it is unlikely that feedback and‘follow—up would
be consistently provided for each participant since this
would be costly. . The cost of providing individuél feedback
and follow-up in each teachers' classroom may not be justi--
fied or defensible within the context of the duration of the
program.,

Teachers' in-service needs change throughout their

teaching careers (Flanders, T., 1972; Hewett, 1973; Westby-
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Gibson, 1967). Although there is not likely to be a strong

concordance between teachers' in-service needs and number of

years  of teaching experience, in-service programs of moder-
ate duration seem more likely to attract teachers with
approximately three or more years of teaching experience.

After three yearéxpf teaching experiencé, the need for

information about cﬁrricula, policies, and procedures is less
~likely to be uppermost while the need to understand why

events occur the way they do likely will become more meaning-

ful to the teacher. Hence, questions about the donteng of
; teaching assume a less significant role and are replaced in
priority by questions about the process of teaching and
learning. This relates to the concept of readiness.
Flanders indicated that "teachers reported a growing, inten-
sifying interest in theory in education and philosophies of
knowledge at a certain stage in their career” (Flanders, T.,
1980, p. A-12). He indicated further that

(Teachers) point out that genuine theory

is usually presented before (teachers)

have a meaningful context in which to

place it.... theory and philosophy

(should) be presented at a natural state

of readiness, when the person has the

framework and the interest in deepening
his or her understanding" (p. A-12).

Hence, after approximately three years of teaching experience,
teachers are more likely to be receptive to change since

they can look beyond the immediate "survival" concerns of
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teaching and the curricula ahd have acquired some expériencé
against which theory can be éxamined;

The following three hypotheses deal with high intensity
in-service activities identified in Figurer3. Again,
moderator variables such as teachers' attitudes and percep-
tions are mentioﬁeg in Hypothesis 7 although-they are not
discussed in detail\hntil Hypothesis 10. The components of
‘high intensity in—sefQice programs in Hypothesis 9 are
derived from the concestgal literature review. Every
component (excluding reference to the literature) of the
conceptual model for in-service program components (see
Figure 2 in Chapter 2) is perceived to be necessary for
effective high intensity in-service programs. Only general
descriptions of each component were provided in Chapter Two
since operational definitions of each component will likely
and appropriately vary from one in-service program to
another.

Hypothesis 7: In-service activities of high intensity

(level 3 in TFigure 3) will be effective in producing

sustained changes in teachers' behavior given positive
A LRS- L S0 .
conditions of moderator variables.

Hypothesis 8: In-service activities of high intensity
(with the exception of internship) will attract mostly
teachers with five or more years of teaching experience.
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e

Hypothes1s 9: In-service activities of high intensity will
be most effective in meeting objectlves when the
following components are included in the program
design:

a) assessment of the needs of teachers,

b) clearly specified goals and objectives,

c) careful planning and implementation using a
decentralized approach,

d) relevance to classroom practices based directly on
the assessed needs of teachers,

e) teacher participation,

f) supportive" cllmate,

'g) evaluation,

h) released tlme and

i) feedback and follow-up.

5\
\,
N,
N

The rationale behind these hypotheses is that sustained
change in behavior is difficult to achieve since change
evokes emotional reactions (Devore, 1971) and involves
"unlearning much that has become second nature" (Bﬁrton,
1974, p; 6). Many variables must be operating at aﬁ optimum

level for pervasive and sustained change in teachers' class-

room behavior to occur. The teacher must see the change as

desirable and relevant (Cane, 19733 Ritz, et.al., 1970).

Time must be provided for ideas to be internalized and for

attitudes to change (Asher, 1967; Devore, 1971; Westby-

Gibson, 1967). The desired behavior must be practiced in

the teachers' classroom under a condition where feedback is
available (Bessent 1971) Finally, the new beha&ior must be
positively reinforced if it is to be sustained (Hunter, 1967
Tarpy,. 1975).( These conditions necessitate a high intensity

in-service program. .High intensity in-service prdgrams (with
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the exception of internship) seem 1likely to attract teachers
of five years' teaching experience or more. School districts'

policy specifies that teachers do not qualify, generally,

for in-service activities in this category unless they have

had a minimum of five years of teaching experience.
N

Hypothesis 10: People variables (dispositional) and
- environmental variables (situational) act as
moderators influencing the degree to which in-service
education affects teachers., Positive conditions of
five moderator variables are necessary but not sufficient
to produce desired effects on teachers:
a) the actual competence and supportive attitude
of the in-service instructor(s),
b) the perceived competerce and supportive attitude
of the in-service instructor(s),
c) the participating teacher's openness to change and
innovation,
d) the perceived reality of the message,
e) the participating teacher's perception of the
degree of support in his/her environment.

Based on factors that influence change (Fantino &
Reynolds, 1975) these five variables were hypothesized
to have a significant interaction effect on change. As a
result of in-service education, new ideas have a greater
impact, for exampie, if the in-service instructor(s), i.e.
the communicator(s) ef the message, are perceived to be
"credible, prestigious, and expert in the area under study"
(Fantino & Reynolds, 1975, p. 436). The personal character-
istics of the participating teacher also influence the
degree of change., Tantino and Reynolds (1975, p. 436) sug-

gested that a major factor affecting change is '"the nature
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¢
- and strength of the personis'original attitude." Hence,
“the participating teacher's dpenness or receptivity to
change and innovation would be'imﬁortant. Change is
influenced also by social and interpersonal factors
(Fantino & Reynolds, 1975) such as open and positive com-
munication with colleagues and the principal: Hence, the
participating teacﬁégﬂs perception of support in his or her
environment would be éonducive to change. It is hypothesized
that the above variablég‘are necessary but not sufficient for
change in teachers' attitudes ahd behavior to'occur. Other
demographic variables of the téacher such as academic back-
ground or grade level taught also may haVe a moderating
influence on the effects of in-service education. Similarly,
a discrepancy in the disposition of where the trainee's
entering level of knowledge or skills and where the program
starts in terms of these entry chafacteristics may moderate
the influence of in-service progréms. An upper level
university course (moderate intensity) on conflict resolution
fér example, would likely advance the pros and cons of sev-
eral theories of conflict resolution. Certainly a single
answer on how to resolve conflict would not be provided.
The inexperienced teacher expecting a definitive answer might
experience frustration in this case since where the teacher

starts .and where the program starts may be discrepant.
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Conceptual Models Based on the Hypotheses

Trom these hypotheses é conceptual model can be pro-
posed to predict the kind and level of effects omnteachers
as a result of parficipating in in-service programs (see
Figure 4). TFour types of variables are depicted in figure

4: independent.variables regarding level of intensity of

the in-service program, independent variables regarding

necessary and suffiéient program components, moderator
variables (dispositi&hgl and situational variables) and
dependent Variables,(effect of the in—ser&ice program on
teachers). 'Figure 5 proposes A conceptual model-for the
specific interaction effects involving the moderator vari-
ables proposed in Hypothesis 10. In this model, positive
but not necessarily optimum conditions are assumed *to
characterize the moderator variables. The model proposes
that different moderator variables have different impact or
importance depending on the intended level of outcome, e.g.,
gains in knoﬁledge, or changes in.attitude or béhavior.
Hence, the actual and perceived competence and supportive
attitude of the in-service instructor are most iﬁportant and
necessary for in-service programs of low intensity and

have diminishing importance as in-service programs approagh
high intensity. Convérsely, perceived supportive climate,

‘and the receptive attitude of the participating teacher .

are most important and necessary for in-service programs of
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high intensity and have diminishing importance as in-service
programs approach low intensity. One might wonder, however
what the level of outcome of in-service programs would be if
all the moderator variables were operating at optimum level,
or conversely, far below optimum level. |

It is proposeg that in-service activitieé of increasing
intensity on the céﬁt@ﬁuum may produce é higher order effect
on teachers if modera%br variables aré operating at optimum
level. A one-day workghpp held with a school staff, for
example (level 1 intensi£§ in Figure 3) might produce
changes in teachers' attitudes (level 2 effect in Figure 3)
if the moderator variables were operating at optimum level.
The converse of this proposal also is plausible, tha; is,
when moderator variables are operating far below optimum
level, in-service activities closest to a lower level of

intensity on the continuum may produce a lower order effect

on teachers.

Implications for Research

The review of the empirical literature in Chapter Three
revealed a number of methodological concerns that carry
clear implications for future research. Recall that the
research designs used in the empirical studies fell into
three broad categories: pre-experimental designs, quasi-
exﬁerimental designs, and true experimental designs. The

majority of the research studies (77%) used pre-experimental

designs or quasi-experimental designs. The critical methodo-

L]



197.

logical concern in the pre-experimental designs was that
these studies violated,most of the requirements for internal
validity, failing to control such sources of invalidity
as'maturafion, history, statistical regression, or testing
effects. Hence there was no justification for concluding
that the treatmen%“eaused whatever was observed to follow it
N L
since a host of rivai\hypotheses could not be ruled out.
The central methodologigal concern in the quasi-ekperimental
studies was that selecti&n bias and testing effects may not
have been controlled. Hence the possibility of rival hypo-
theses being true was still apparent.

One of the more obvious problems for in-service educa-
tion is the amount and nature of the research aléeady
published. Recall that only 19% of the literature reviewed
comprised research studies on the effectiveness of in-
service education. An even smaller 4% of the research .
studies used experimental designs (true experimental
designs) that were capable of adequately controlling most
of the possible sources of invalidify, ,Cnly~in these
studies could the réported positive effects bé attributed
with any degree of confidence to the in-service program
itself as opposed to some other uncontrolled variable.

Even in these studies, howeVer,'cqnflicting data were evi-
dent regarding interpretation of interaction effects of

some of the variables mentioned in the introduction to this
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chapter.
| A major implication for research in the future is that
research studies on the effecti?eness of in-service educa-
tion should assume a narrower focus. Only inferences can
be made at this point about the interaction effects of dis-
positional and*situafional variables. The felationship
between these vafiaples and the subseéuent effect on
teaéhers should be aetermined before further research is
conducted on the oveﬁa}l effectiveness of in-service educa-
tion in meeting its obgéctives. The conceptual model for
teacher éffects, and the modei for interaction effects may
provide a practical starting point. A second major implica-
tion for research is that more effort must be made to use
research designs that control some of the many sources of
internal validity. Only when this is done can experimenters
confidently negate rival hypotheses. Followiﬁg is an
example of the type of research study that could be conducted
in the future. Looking at the three variablés—;low intensity
in-service programs, elementary school teachers, and teachers'
knowledge it would be reasonable and appropriateito conduct‘
research using a control group design for effectiveness of
a low intensity in-service program as measured by gains
in teachers' knowledge.

Based on the hypotheses and conceptual model, the

following questions might be asked for future research.
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Doés level of intensity of in-service programs correspond to
level of outcome regarding teachers' gains in knowledge or
change in teachers' attitude and.béhavior? What components
of in-service program design are necessary and sufficient to
produce the intended outéomes of the program? What are the
participation pattequ vis-a;vis years of teaching experi-
ence,‘of teachers atténding in-service education? What are
the characteristics reé@rding years of teaching experience
and job description of tééchers attending in-service pro-
grams of low intensity, moderate intensity, high intensity?
How do teachers' attitudes and perceptions affect the
intended outcomes of in-service education?

It is recommended further that research results be
reported in sufficient detail that effect sizes in terms of
z scores could be calculated. This would require that
educational researchers report mean scores and standard
deviations. Consistent application of this pfacfice would
permit comparison of results across studies and would allow
educators to make reasonable decisions about the practical
importance of the results by changing the z score results
to percentile ranks.

A third implication for research on in-service educa-
tién is that teachers' self-reports on teaching behavior
and pupils' attitudes and pupils' behavior not be used as

the only method of measuring change on these variables.
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Although more time consumingAand costly, collecting data on
these variables should be done through observation (using
more than one observer), or through aﬁdio or video tapee.
Analysis ef data should be done using a blind procedure.

This recommendation is advanced so that invalidity due to
experimenter bias;‘qnd unreliability due to teachers' self~
asseesments can be a&oided. A fourth implication for research

on in-service education is that teachers must be sensitized

N,
N\

to the importance of edﬁeational research and become
involved in the research process. Without teachers' coopera-
tion, the type of research recommended above cannot be
implemented. A major task in acquiring teachers' coopera-=
‘tion would be to reassure them and convince them that
evaluation efforts are intended to focus on the effectiveness
of the in-service program, not on the effectiveness of their
teaching as individuals. Given the pressures of account-
ability that teachers already feel, this is perceived to be
a major undertaking. |

As indicated throughout Chapters Four and Five,‘many
problems were encountered in the analysis and interpretation
of the provincial survey data. These problems developed
because. of an inedequatelconceptualization of the complexity
of in-service education in conjunction with poor design of
fhe survey instrument. Based on lessons learned in the

collection of data on the provincial survey the following
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recommendatiens are made for future analysis of provincial
‘ﬁractices. Just as research into the effectiveness of in-
service education must become more focused, future surveys
of provincial practices should be more focused than they
were in this study. Infservice education is complex--
many different types of approaches to in-sefvice education
are apparent. They\are designed for different purposes,
.from disseminating ihformation only to changing teachers'
or pupils' attitudes egd behavior. Because in-service
education is complex, aﬁsingle survey of reasonable length
on in-service practices in Bri%ish Columbia, is not likely
to reveal useful information or interpefable data. One
possibility for narrowing the focus of a survey‘instrumenf
would be to design the survey based on the level of intensity
of the in-service program, or alternatively, based on the
intended teacher effects of the in-service program such as
gains in teachers' knowledge, or changes in teachers"atti-
tudes or behavior. Basing the survey on the perceived
priority or importance of the in-service program as in this
thesis, did not prove to be very productive. Scheol districts
might be requested for example, to identify initiation and
organization strategies and so on for an in-service program
designed specifically to disseminate information, or to
encourage change in teachers' behavior, and so on. The

instructions should include operational definitions and

-
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examples fo énsure reasoﬁéble correspondence between the
‘interviewers' and the respohdents' undérstanding of the task.

The design and validity of the survey instrument is of
critical.importance to subsequent data analysis and inter-
pretation. Inadequate attention to the design and validity
of the survey instrument in this study resuited in a regret-
table loss of infsrmation. Questions on the survey should
- be designed so’that‘éategories are discrete. Although this
procedure may lengtheﬁ\the survey, i1t is necessary if sta-
tistical analysis 1is to\be conducted, since a chi-square
test of significancé for examéle, assumes independence of
categories. Furthermore the survey instrument should be
field tested so that reliability and validity can be deter-
mined. |

If data is collected in the above fashion results could
be run against demographic and other background variables
to determine their effects on in-service practices in'the
province. Researchers for example, might wiéh fo conduct
a comparative analysis of school districts to determine if
specific characteristics of a school district result in
different in-service practices. Some variables to be con-
sidered in this type of study would be: number of teachers
in a school district, average years of teaching experience,
level of teacher qualification, wealth of a school district;

urban, rural or suburban characteristics of the school

S
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district, or région in the province in which the school
district is located, such as Peacé River North versus
Lower Mainland. A final recommendation for collecting data
on in-service préctices would be to interview practicing
teachers as well as persohs responsible for organizing the
in~service programs:‘aA high.degree of cérrespondence between
the perceptions of thé\recipients of the program and the
ofganizers of the progré@ would indicate that the data were
valid. A low degree of ggrrespondence in perceptions of
actual practices could mean that the perceptions are not
reliable or that what is intended to occur, is not occurring.‘
Much work remains to be done before educators can claim
wilh any degree of confidence fhat in-service teacher educa-
tion improves the quality of teaching instruction with subse-
quent improvement in the academic performance of pupils. A
review of the conceptual literature yielded a model or
template for conducting in-service education. jThé predicted
effectiveness of this model could not be détermined from the
review of the empirical literature, since the in-service pro-
grams reviewed in the empirical literature did not correspond
to the components of the conceptual model. Actual practices
in in-service educétion based on a survey of in-service pro-\
g;ams ih British Columbia similarly did not correspond to
components in the conceptual model, although respondents'

opinions seemed to support the importance of various compo-



204,

nents in thevmodel. Given the discrepancy in the findings
of the conceptual litefature, the empirical literatﬁre, and
actual practices, the author concludes that in-servicg
teacher edﬁcation is much more complex than it at first
appeared. Implications for future research, both empirical
and descriptive we;é\based on this conclusion. ‘Ten hypo-
theses were proposed %o help focus future research on in-
éervice education. Futgre efforts in research must attempt
to determine the interaction and effects of specific vari-
ables in in-service eduéation. Without’such information,
resﬁlts from general studies of effectiveness of in-service

education do not contribute meaningful information. i
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Approaches for In-service Programs

Centralized Approach

Borg & Stone (1974)
Johns & Tyrrell (1975)
Mohan € Hull (1975)
Monahan & Miller (1970)

- Centrally Coordinated Approach

Brown, C. R. (1975)
Fox & Griffin (1974) -
Gillie, B. C. (1975)
Hodges €& Hodges (1975)
Hopkin € Aquino (1975)
Jones, A. H, (1975)

Decentralized Approach

Staff development models.

" Kitching, K.

Axlerod, J. (1975)

Beegle & Edelfelt (Eds.) 1977

Daniels, P. R. & 0'Connell
(1976)

Fast, E. (1974)

Fiedler et al. (1979)

Finnegan, H. (1972)

Goodlad, J. (1972)

Peer tutoring models.
Bolam, R. (1979)
Bush (1971)

. Individualized models.
Arena, J. (197%)
Brainard, E. (1973)

Carmichael & Kallenback (1971)

Flatter & Koopman (1976)
Hart, H. A. (1374)

Microteaching models.
Phillips, E. T. (1975)

Olson, J. (1975)

Schmid & Scranton (1972)
Scott-Blair (197Y4)

Thornton & Vredeveld (1977)

(1974)
Longmore, A. J. (1974)
Luke, R. A, (1972)
McLeod, P. H. (1974)
Minnis, D. L. (1975) .
Reynard, H. E. (1963)

Johnson, T. (1976)
Larson, V. M. (1974)
McPherson, B. (1979)
Martin, F. (1973)
Mullen, T. (1975)

Roberts & Tretten (1975)

Tillis & Laltart (1974)

Katz et al, (1974)
Rubin, L. (1971)
Sakamoto, P. S. (1975)
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APPENDIX E
Copy of the'Questlonnalre

xﬁURNABY, B.C., CANADA VLA 158
FACULTY OF LDUCATION, v 334Uy

April 7, 1979

/l()f\ F'?;x(;[ R Uhi\/t P\ SITY,

Dear

A study is currently being conducted in British Columbia
by a task force to determirie the current status of teacher
in-service education. This letter ig to outline the nature
and the purpose of the study and to request your partchPa—4
tlon.

A major symposium, hosted by Simon Fraser University, is
to be held on in-service teacher education in May, 1979.
A brochure is enclosed. Five task forces have begun work to
prepare for the conference. Each task force is representa-
tive of major groups in the province. In addition to the
task force on research and evaluation, which is conducting
the study, four other areas of in-service will receive con-
sideration; the development of large scale systems for in-
service, the teacher and the school as a focus for in-
service, purpose and functions of in- service, and delivery
systems.

‘ In the pre-conference deliberations several task force
committees expressed the need to obtain information on the
current status of in-service education in British Columbia:
the task force on research and evaluation is attempting to
do this. The type of information required is solicited on
the pages that follow. We ask your cooperation in providing
as much of this information as possible and where applicable,
for the school year September 1977 to September 1978.

In order to obtain the information prior to the sympo-
sium, telephone interviews will be conducted between April
18 and April 25. The questionnaire is intended to assist you
in compiling the information necessary for this study prior
tc the telephone interview. After the data has been compiled
and collated, copies will be available. Your cooperation in
this endeavour is greatly appreciated.

If you have any immediate questions or concerns, please
contact me at Simon - FraSerUnlver81ty(29l 3643) or Ms.
uhlrley Bens at 461-~-0616.

You will be contacted by telephone by members of the
research and evaluation committee between April 18 and
April 25. Please do not mail the questionnaire to Slmon
Fraser University.

Sincerely,

Dr. Marvin Wideen
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ASSESSMENT OF IN-SERVICE EDUCATION IN BRITISH COLUMBIA

‘1. Please list the major topics covered in your in-service
programs for the past school year, September 1977 to
September 1978. Rank order from most frequent to less
frequent. :

2. Please list your topical priorities for the coming year
for September 1979 to September 1980 and rank order
these priorities.
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How are your in=-service programs funded? Specify for
example, if in-service participants are charged a fee,
if funding is from external and/or internal sources,

-the percentage of funds contributed by- the school

district, teacher associations, B, C. T. F,.  subsidy, etc.

This question is designed to obtain information about ‘the
initiation of in-service when it occurs, and how well
sessions are attended.
from left to right beginning with Step 1.

STEP 1

STEP 2

In completing the question move

STEP 3

Who usually ini=- | When does it occur

tiates in-service?
Rank order
a) Teacher
initiated
b) school
staff ;
c) District staff
liaison
d) University _
e) Department of
Education '
f) Other

After
School

During
School

Week-
ends

Summer
Non-

Credit)

How well are

these at-
tTended? .
aj Hign
attendance
(nearly
everyone in
the target
group)

b) Medium
attendance
c¢) Low at-
tendance
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5. "Any additional information that you may have on the

‘ strengths or weaknesses of delivery systems, in~service
models, or modes of presentation, etc. would be greatly
appreciated by a number of the task force groups. We
would also invite any suggestions that you may have for
the task group committees, and would be interested in
any particular concerns you may have about in-service
education in British Columbia '

NOTE: The following nine questions apply to a specific in-
sérvice topic. We would greatly appreciate receiving this
intensive breakdown for each of your two top priority in-
service topics for the school year, September 1977 to

September 1978. Two separate forms are provided for each
of the two topics.
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TOPIC
PRIORITY NUMBER

6. Please specify the approximate number of sessions for
this topic using the following in-service modes

al one day workshops
b) 2 day (10 - 20 hour) workshops -

c¢) summer school programes
i. number of participants (credit courses) _

ii. number of participants (non-credit courses)
iii. number of courses offered (credit courses)

iv. number of courses offered (non-credit
' courses)

d) educational leave of absence (number of
participants)

e) "in" school in-service (demonsfration,
visitations)
f) other (specify)
7. Which type of in-service model was most frequently

employed for this topic?
a) lecture presentation
b) participafion workshop
c) discussion groups

d) films or video presentation

- e) demonstration presentation

f) other (specify)

g) combihation of ... (please list, e.g. a & b)
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8. Was this topic geared to
a) “beginning teachers (1 - 3 years of experience)
b) teachers with 3 to lb'years' experience
c) “teachers with 11 or more years df experience

d) other (specify)" 

e) combination of the above (please list)

9. Please: indicate who initiated the program (i.e. who
identified the need for the in-service program)

a) sc¢hool staffsv\
b) school principals
¢) 1local teacher groups
d) district staff
i. coordinator/consultant
ii. supervisor
iii. director
iv. superintendent

e) Department of Education

f) other (specify)
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10. Please indicate who was responsible for the actual
organization of the event

a) teacher elected or app01nted by the local teachers'
“association

i, no release time
ii.' 5 - 25% release vtime
iig, 26 - 50% release time
iv. over 50% release tlme

B —

b) a commlttee elected or app01nted by the local
‘teachers' association

c) a member of £he district staff
| i. in-serviée coordinator
'ii.' other coordinators or éonsultants
iii, supervisor \
iv., director
v. superintendent
d) combined committees of elected or
appointed teachers and district staff
11. Plea§e indicate the resource persons used for the in-
service program

a) own teachers

b) own administrators (vice principal
and/or principal)

'c¢) own district staff

d) other district teachers or
administrators

“e) _University of British Columbia personnel

f) University of Victoria personnel
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13.

-

g) Simon Fraser University personnel
h) Ministry of Education personnel

i) other (specify)

How was the resource person located:
a) Dby district staff

b) by teaéher or committee elected by
the local. teachers' association

c) through the B. C. T. F.

d) through the Unlver51ty of British
Columbia field development offices

e) through the University of Victoria
field development offices

£f) through Simon Fraser University field
development offices

g) through the Department of Education

h) other (specify)

Was a needs assessment conducted prior to this in-
service program?

Yes No

If "yes" brlefly describe the needs assessment

procedure.
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Was a post in-service evaluation conducted?
a) a formal evaluation using test measurements

Yes - o No

—— s

If "yes" briefly describe the formal evaluation
procedure.

b) informal evaluation as questionnaires, etc.

Yes h No

e - e m—

If "yes"\briefly‘describé the formal evaluation
procedure.

230,
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Organizations Surveyed in Sample One

Mr. T. S. Sankey
Director of Instruction
Courtenay

Mr. J. Ross White
Director of Instructlon
Nanaimo .

Mr. Bert Morgan
Director of Instruction
Duncan

Mr. Roy Lister

Director of Instructlon,
Curriculum

Victoria

Mr. Jack Allen
Supervisor of Instruction
Cranbrook

Mr. A. S. Tindill
Director of Instruction
Nelson

Mr. A. W. Webb
Director of Instruction
Kelowna

Ms. E. Kathy McInally

Teacher Consultant &
Professional Development

Coordinator

Vernon

District Superlntendent
of Schools
Kamloops

Mr. Floyd G. Harry
Director of Instruction
Prince Rupert, B. C.

~

Ms. Dorothy Fast

Manager (Curriculum -
Programmes)

Dawson Creek

Mr. Owen Corcoran
Co-ordinator of

Professional Development
Prince George

Dr. Len Sampson
Superintendent of
Instruction

- Langley

Mr. Jack Cresswell
In-service Coordinator
Delta

Mr. John Burdikin

Assistant Superintendent

Coquitlam

Dr. E. Froese
District Superintendent
Burnaby

Dr. Alf Clinton
Assistant ‘Superintendent
Vancouver

Mr. Robin Brayne
Supervisor of Instruction
North Vancouver

Dr. J. Trivett
Simon Fraser University

Division Director and
Co-ordinator

Nutritional Education in
the Schools

Ministry of Health,
Victoria



Dr. Bruce Ffraser,

' Executive Director,
Programme Services

Department of Education

Dr. Russ Leskiw

Superintendent of
Field Personnel

Ministry of Education

Ms. Sharon Alexander

Academic Assistant,
Professional Programmes

University of Victoria

Dr. Dennis Milburn S

Director, Field Development
Office .

University of British Columbia

Mr. Gary Cleave
B. C. School Trustees Associlation

Mr. Mike Zlotnik
B. C. Teachers Federation

2372,
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Organizations Surveyed in Sample Two

Mr. R. S. Sankey
Director of Instruction
School District #71

892 Harmston Avenue
Courtenay, B. C.

VON 2X8 -

Ms. Dorothy Fast

Manager (Curriculum-
Programmes)

School District #59

929-106th Avenue

Dawson Creek, B. C.

V1G 2N9

Mr. Floyd G. Harry
Director of Instruction
School District #52

Box 517

Prince Rupert, B. C.
Vv8J 3R6

Mr. Bert Morgan
Director of Instruction
School District #65
2557 Beverly Street
Duncan, B. C.

V9L 2X3

Mr. 'J. Ross White
Director of Instruction
School District #68

395 Wakesiah Avenue
Nanaimo, B. C.

VIR 3K6

Mr. Roy Lister

Director of Instruction,

Curriculum
Department of Education
Parliament Buildings
Victoria, B. C.

Mr. Jack Allen

Supervisor of Instruction
School District #2

703 Cranbrook Street
Cranbook, B. C.

V1iC 381

Mr. A. S. Tindill
Director of Instruction
School District #7

308 Anderson Street
Nelson, B. C.

V1L 3Y2

Mr. A. W. Webb
Director of Instruction

- School District #23

599 Harvey Avenue
Kelowna, B. C.
V1Y 6C8

-Ms. E. Kathy McInally

" Teacher Consultant €

Professional Development
Drawer 1028
Vernon, B. C.
V1T 6N2

District Superintendent of
Schools ‘

School District #2u

1383~9th Avenue

Kamloops, B. C.

V2C 3X7

Mr. Owen Corcoran

"Coordinator of
Professional Development

School District #57

1894 -9th Avenue '

Prince George, B. C.

VZM 6G6



Dr. Len Sampson
Director of Instruction
'School District #35
22259-48th Avenue
Langley, B. C,

V3A 3727

Mr. Jack Cresswell
In-Service Coordinator
School District #37
4629-51st Street.

Delta, B. C.

VUK 2V9

. Mr. John Burdikin _
Assistant Superintendent
School District #43
550 Poirier Street
Coquitlam, -B. C.

V3J 6A7

Dr. E. Froese

District Superintendent -
School District #41

5325 Kincaid Street
Burnaby, B. C.

V5G 1W2

Dr. Alf Clinton
Assistant Superintendent
School District #39

1595 West 10th Avenue
Vancouver, B. C,

veJ 178

Mr. Robin Brayne .
Supervisor of Instruction
School District #u44

721 Chesterfield

North Vancouver, B. C.
V7M 2M5

Mr., Gittens .

Director of Special Educatlon
Department of Education
Victoria, B. C.
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Dr, John Trivett
Faculty of Education
Simon Fraser University

Burnaby, B. C. V5A 156

Dr. Bruce Fraser
Executive Director -
Programmes Services
Department of Education
arliament Buildings
Victoria, B. C.

Dr. Russ Leskiw ,

Superintendent of Fleld
Personnel

Ministry of Education

Parliament Buildings. -

Viectoria, B. C.

Ms. Sharon Alexander

Academic Assistant-
Professional Programs

P. 0. Box 1700

Viectoria, B. C.

V8W 2Y2

Dr. Dennis Milburn

Director, Field
Development Office

University of British
Columbia

2075 Wesbrook Mall

Vancouver , B. C.

V6T 1W5

Mr, Gary Cleave

B. C. School Trustees
Association

1155 West 8th Avenue

Vancouver, B. C.

V6H 1C5

Mr, Mike Zlotnik

B.. C. Teachers Federatlon
105-2235 Burrard Street
Vancouver , B, C.
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