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ABSTRACT 

Ph.D. Thesis by Victoria Abba Tekenah 
B.Sc(Ed) (HONS) (Zaria), M.Ed.(Sheffield) 

EDUCATION 

A COMPARATIVE STUDY OF SELECTED ASPECTS OF IN-SERVICE EDUCATION 
• 

AS BE'IWEEN NIGER IA AND ENGLAND AND WALES 

This piece of work is concerned with an examination of 

some selected innovations of in-service education and training 

available to teachers in England and Wales and how this 

compares with Nigeria, with special reference to their 

potential application in the Rivers State. 

The four selected aspects of in-service for this study 

are: 

a) the school-focused idea, 

b) the induction year, 

c) the professional tutor/centre concept, 

d) the teachers' centre movement. 

Prior to this, the investigator carried out an opinion 

seeking survey of teachers and educationists in the Rivers 

State to ascertain their attitudes towards the introduction 

of such practices in their schools. This formed the basis of 

the detailed investigation of four teachers' centres and 

three secondary comprehensive schools in Humberside and North 

Yorkshire Local Education Authorities. 

The main body of the work is divided into four parts 

comprising of ten chapters and a conclusion. Part A is 

concerned with the definition and scope of study with a review 

of the literature. 

Part B examines the structure of in-service education in 



England and Wales and Nigeria. The design and method of 

empirical research with the presentation, analysis and 

interpretation of results and a comparison between the 

documentary evidence ana empirical findings constitutes 

Part C. 

Part D is concerned with recommendations arising from 

the research especially in respect of the possibility of 

introducing the selected INSET innovations in the Rivers State 

of Nigeria. 

A summary of the study would be that a great majority of 

the educationists in Rivers State are in favour of introducing 

these aspects of INSET into their schools, while the results 

of the case studies from England and Wales show that most 

teachers who are engaged in school-focused INSET and attend 

teachers' centre courses believe the experience to have been 

beneficial to them by improving their professional competence. 

professional tutors and probationers also see the introduction 

of the professional tutor and arrangements for the induction 

year as invaluable sources of in-service education. Chief 

Advisers of in-service education and wardens of teachers' 

centres in Humberside and North Yorkshire also share similar 

views. 

Certain recommendations and their implications as regards 

the adoption, part adoption or even rejection of these 

practices are made by the researcher in the conclusion. 
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(xi) 

INTRODUCTION 

This piece of work is concerned with an examination of 

some selected innovations of in-service education and training 

available to teachers in England and Wales and how this 

compares with Nigeria, with special reference to their 

potential application in the Rivers State. 

The four selected aspects of in-service for this study 

ares 

a) the school-focused idea; 

b) the induction year; 

c) the professional tutor/centre concept; 

d) the teachers' centre movement. 

Prior to this, the investigator carried out an opinion 

seeking survey of teachers and educationists in the Rivers 

State to ascertain their attitudes towards the introduction 

of such practices in their schools. This formed the basis of 

the detailed investigation of four teachers' centres and 

three secondary comprehensive schools in Humberside and North 

Yorkshire Local Education Authorities. 

The main body of the work is divided into four parts 

comprising of ten chapters and a conclusion. Part A is 

concerned with the definition and scope of study with a review 

of the literature. 

Part B examines the structure of in-service education in 

England and Wales and Nigeria. The design and method of 

empirical research with the presentation, analysis and 



(xii) 

interpretation of results and a comparison between the 

documentary evidence and empirical findings constitutes 

Part C. 

Part D is concerned with recommendations arising from 

the research especially in respect of the possibility of 

introducing the selected INSET innovations in the Rivers 

State of Nigeria. 

A summary of the study would be that a great majority of 

the educationists in Rivers State are in favour of introducing 

these aspects of INSET into their schools, while the results 

of the case studies from England and Wales show that most 

teachers who are engaged in school-focused INSET and attend 

teachers' centre courses believe the experience to have been 

beneficial to them by improving their professional competence. 

Professional tutors and probationers also see the introduction 

of the professional tutor and arrangements for the induction 

year as invaluable sources of in-service education. Chief 

Advisers of in-service education and wardens of teachers' 

centres in Humberside and North Yorkshire also share similar 

views. 

Certain recommendations and their implications as regards 

the adoption, part adoption or even rejection of these 

practices are made by the researcher in the conclusion. 



PART A 

ACADEMIC CONTEXT 
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CHAPTER ONE 

DEFINITION AND SCOPE OF STUDY 

1.1 Statement of Problem and Purpose of Study 

The related phenomena of I school-focused/based in-service 

education and training; the teachers' centre movement; 

induction-year programmes; the concept of the professional 

tutor/centre as forms of in-service education and training, 

are all vigorous in the United Kingdom and indeed most comparable 

countries. They combine in an attempt to raise the professional 

competence of the teacher. Member countries in the Organisation 

for Economic Co-operation and Development (OECD) have echoed 

their support for these aspects of staff development in the 

teaching profession. 

It occurred, therefore, to the present writer why such 

apparently profitable and valuable aspects of in-service educati~n 

and training were almost entirely absent in:the educational 

system of her own country - Nigeria. Throughout her professional 

career as a classroom teacher, and later as a deputy head of 

a secondary comprehensive school, she has been keenly interested 

in the possibilities for professional development of the 

classroom teacher. Indeed the rationale for the search for 

various innovations in in-service education and training arose 

as a result of a small project carried out by the researcher 

in 1980 in Government Sea School Isaka in the Rivers State, 

as deputy-head of that school. The key issues in the management 

of staff motivation in the school were sought and a report 

submitted to the Sheffield City Polytechnic for the award of 
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1 
the Diploma in Education Management. 

Results of this survey showed that there was no form 

of in-service education available that teachers could engage 

themselves in apart from the traditional course-based in-

service provision where teachers depart for a period of time, 

sometimes up to three years or more, for degree or diploma 

courses. Even this opportunity was comparatively rare. There 

was inevitably considerable dissatisfaction among teachers as 

they were denied the opportunity to attend shorter and in most 

cases non-award bearing courses to keep up with the educational 

advancement around them. 

Such results obtained in Government Sea School - which 

was a model school in the Rivers State - epitomised the general 

trend in schools in that State. It therefore became a challenge 

for the investigator to research into various innovations in 

the in-service education and training of teachers, the object 

being to identify selected aspects that might be transferable 

from UK, and other developed nations, to Nigeria. The writer 

has always been mindful of the peculiar context, problems and 

obstacles obtaining in Rivers State in fields such as communication, 

finance and staffing. It is due to the context of Rivers State 

that the writer has chosen not to include some potential aspects 

of education, such as: distance teaching by radio and television, 

developing the in-service role of Colleges of Higher Education, 

self assessment by the teacher. These, the writer considers 

1. Tekenah, V.A. (1980), Key Issues in the Management of Staff 
Motivation in Government Sea School Isaka. Nigeria, 
(Unpublished Project Work, Department of Education 
Management, Sheffield City Polytechnic). 
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have little practical chance of implementation in the 

foreseeable future. 

The significance of the study is made clear by the 

immense importance of in-service education and training in the 

professional life of the teacher. Indeed most governments, 

including that of the Federal Republic of Nigeria emphasise 

this aspect of teacher education in their policy statem~nts 

d . - 1 an a~ms. 

The principal s!m of this research therefore is to 

identify and evaluate selected innovations in in-service 

education and training that are available to teachers in 

England and WalesJ,and Humberside/North-Yorkshire in particular. 

A second and related aim is to ascertain what aspects of 

these innovations of in-service education and training could 

be implemented in Rivers State so as to improve the support 

of teachers in their search for professional competence and 

improvement. 

The third aim is to furnish or inform the decision makers 

and teachers in the Rivers'State with the knowledge of attempts 

made in England and Wales, and certain other countries, in the 

field of in-service education and training. 

The period of study involved, extended from October 1984 

to March 1987, and therefore included a period in England and 

Wales when a fair proportion of teachers involved themselves 

in industrial strike action in their quest for improved 

conditions of service and remuneration. This had the effect 

1. Federal Republic of Nigeria (1975), National Policy on 
Education, p. 5. 
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of curtailing in-service involvement to some degree. 

1.2 Formulation of Hypotheses and Research Questions 

The research conducted in preparation for the thesis 

comprised both documentary and empirical dimensions. This 

section is particularly concerned with the latter. 

For the one part of th~ study which was the survey carried 

out in Port Harcourt, the Rivers State Capital, a hyPOthesis 

was formulated. The survey was seeking the opinions of teachers 

and educationists as to the possible introduction of selected 

aspects of in-service education and training. This hypothesis 

was stated in the Null form, instead of being simply directional, 

so as to make testing statistically more precise. The Null 

Hypothesis was that: 

this 

"there would be no difference in the way 
educationists in the Rivers State 
express their views about these 
approaches to in-service education and 
training." 

It is appropriate to formulate hypotheses in a study 

kind. 
1 t-1oul y , Ary et 2 3 

aI, Borg, Borg and 
4 

Gatl. and 

Burroughs 
5 all stress their significance and importance. 

of 

1. Mouly, G.J. (1978), Educational Researcha The Art and 
Science of Investigation, Allyn and Bacon, Inc., (Second 
Edition), p. 63. 

2. Ary, D., Jacobs, L.C., Razavieh, A., (1972), Introduction 
to Research in Education, Holt, Rinehart and Winston Inc., 
pp. 53 - 72. 

3. Borg, W.G. (1981), Applying Educational Research. A Practical 
Guide for Teachers, Longman, New ¥or~ and London, pp. 69 - 71. 

4. Borg, W.R., Gall, M.D., (1983), Educational Research, 
Longman, New York, p. 89. 

5. Burroughs, G.E.R. (1971), Design and Analysis in Educational 
Research, School of Education, University of Birmingham, 
pp. 16 - 20, section 4. 
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Indeed, Mouly categorically stated that; 

"research should proceed from a hypothesis 
for without a hypothesis an investigation 
can deteriorate into a relatively aimless 
search for data of vague relevance and 
significance." 

1 

The stated hypothesis is based on theoretical knowledge 

and its explanatory power is in the fact that policy-makers 

in education, and indeed in most professions or establishments, 

will view certain problems differently from classroom teachers, 

e~pecially where finance is involved. Secondly, it is 

testable and verifiable because it permits the drawing of 

deductions, conclusions or implications in such a way that 

empirical observations will either support or refute it. 

Another part of the empirical work is concerned with 

aspects of professional development in UK, namely: the phenomena 

of school-focused in-service education and training, teachers' 

centres, the professional tutor/centre concept, and the 

induction year principle. This has been carried out through 

more detailed case study methods and hypotheses were not 

formulated, rather, research questions were asked. Various 

reasons obtained for asking questions rather than formulating 

hypotheses for this part of the study. 

For a hypothesis to be valid, it must be testable. To 

formulate a testable hypothesis the researcher would be 

required to compare or show that teachers who have engaged 

themselves in these selected aspects of in-service education 

and training are better teachers professionally. This could 

require the researcher to create a basis for comparison by 

1. Mouly, G.J. (1978), Ope cit., p. 63. 
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conducting a thorough experimental research either by using 

control groups of teachers or following a particular set of 

teachers through a course and then evaluating them in terms 

of their performance. This is beyond the scope of the 

present study. 

The researcher's main concern in these case studies was 

to ascertain from teachers whether they consider themselves to 

have benefited professionally from such activities. The research 

tool was not designed to probe into their past to the extent 

of making it possible to compare the degree of professional 

advancement obtained. Nevertheless certain statements might 

have indicated whether a teacher's confidence as a professional 

has improved since engaging in school-focused activities, or 

since attending teachers' centre courses. ~or this reason the 

researcher is limiting herself to time-bound association in 

which items on the questionnaire refer to the same point in 

time. With such a background to the study, the stating of 

hypotheses in any form would have been inappropriate. 

~or such reasons, writers in educational research like 

Johnson,1 Borg2 and MOUly3 have called for either stating 

msearch objectives or research questions. 

The researcher is expecting that by the end of the study, 

from the results obtained, the lone hypothesis would have been 

rejected or accepted and the following research questions 

1. Johnson, M.C. (1977), A Review of Research Methods in 
Education, R~nd McNally College Publishing Company, 
Chi9.ago, p.··176. 

2 • Borg , W.G. (1981), op. cit., p. 72. 

3. Mouly, G.J. (1978), Ope cit., p. 65. 
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answered: 

a) Is there difference as between selected educationists in 

the Rivers State of Nigeria as to alternative approaches to 

in-service education and training? 

b) What is the view of educationists in the Rivers State in 

re~pect of introducing the various in-service practices in 

their schools? 

c) What are the views of teachers as to advocates' claims of 

improved teacher competence through school-focused in-service 

education and training? 

d) Is there evidence of the probationary or induction year, 

as envisaged by the James Report, being practised in schools. 

e) How do recipients of the induction year (the probationers) 

view such arrangements for their own professional development? 

f) What is the significance of a probationary period for 

newly appointed teachers to the profession? 

g) What role does the professional tutor play in the 

induction process? 

h) How far has the teachers' centre movement fulfilled its 

objectives and rationale in respect of the type of in-service 

education it proposed to give to teachers? 

i) Is there potential value in these innovations in in-service 

education for replication and development? 

1) Is there still potential for improvement in the way these 

approaches to in-service education and training are being 

utilised and operated in England and Wales? 
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1.3 Definition of Terms used in Hypothesis and Research 

Questions 

Some of the terms used in the formulation of the 

hypothesis and research questions need to be defined to 

eliminate any ambiguities in their meaning. The operational 

definition is used rather than the lexical one because most 

of the terms used are not in standard dictionaries of 

education. 1 Hence the definitions adhered to are those given 

by educationists to explain their own understanding of the 

terms. The simplest and most comprehensive definitions will 

be used as examples. 

a) Null Hypothesis (Ho) 

Best and Khan2 defined the Null Hypothesis aSI 

"a no difference or relationship 
hypothesis." 

This hypothesis thus states that there is no significant 

difference or relationship between two or more parameters 

and that results obtained are as a result of the test not by 

chance. It is in this sense that the Null Hypothesis is used 

in this present study. 

b) In-Service Education and Training (INSET) 

The definition chosen to summarise what the writer 

understands as in-service education and training is the one 

1. Such ass Hills, P.J. (editor) (1982), A Dictionary 
of Education, Routledge and Kegan Paul, 

Page, G.T., Thomas, J.B., Marshall, A.R., (1979), 
International Dictionary of Education, Kogan Page. 

2. Best, J.W., Khan, J.V., (1986), Research in Education, 
Prentice-Hall, (5th Edition), p. 260. 
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given by the National Foundation for Educational Research 

(NFER) in co-operation with a group of teachers and administrators 

from the Surrey Educational Research Association. 

" ••••••••••• taken to include all those 
courses and activities which a serving 
teacher may participate for the purpose 
of extending his professional knowledge, 
interest or skill. Preparation for a 
degree, diploma or other qualification 
subsequent to initiaL training is 
included in this definition." 

c) Innov:ation 

This term is used in this study to indicate. 

"those attempts at change in an 
educational system which are 
consciously and purposefully directed 
with the aim of improving the present 
system." 

d) Teachers' Centres 

1 

2 

The notion of what teachers' centres are intended to be, 

given by Corbett could be used as a definition: 

" ••••••••• very local, very accessible 
places where teachers could meet 
regularly and informally to test, 
display, device and discuss their own 
work and the work of others." 3 

e) School-Focused In-Service Education and Training 

This has been defined by various people in the field of 

education in different ways. The definition given by Cohen, 

1. Cane, B.S. (1969), In-Service Training, Slough NFER, p. x. 

2. Grass, J.R. (1969), The Management of Innovation in Education, 
A Report on a workshop held at St. John's College, Cambridge, 
June 29th - 5th July, 1969, CERI/OECD, p. 13. 

3. Corbett, A. (1971), Innovations in Education - England 
and Wales, CERI/OECD, Paris, pp. 11 - 12. 



10 

et al is preferred by the writer: 

"all activities which had as a focus the 
needs of a particular school and 
involved either the whole staff, groups 
of staff or individuals taking place 
either on or off the premises." 

f) Probationary Year/Induction Year 

1 

This is a period of one year during which the probationers 

are under supervision before they become' licensed' teachers. 

This period is also referred to as the 'Induction Year'. 

g) Probationary Teachers/Probationers 

These are certified and salaried teachers but are still 

under supervision for a period of one year. They begin their 

* teaching career as probation~ry teachers at the end of their 

college training. 

h) Professional Development 

Elliot defines this as: 

"the acquisition of the practical 
competencies and skills required to 
perform particular roles and tasks 
within the system." 2 

He went on to explain that it was no longer a matter of 

acquiring theory and then being left to decide for oneself 

how it is to be applied. It is in this context that the term 

'professional development' is used in this study. 

1. Cohen. L., Thomas, J., Manion, L., (eds), (1982), 
Educational Research and Development in Britain. 1970 - 1980, 
NFER • Nelson, p. 518. 

2. Elliot, J. (1983). "School-Focused Inset and Research 
into Teacher Education" : Cambridge Journal of Education, 
vol. 13. no. 2, p. 19. 
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i) Newly Appointed Teachers 

For the purpose of this study, newly appointed teachers 

are limited to probationers. 

j) Professional Tutor 

This is usually a senior teacher appointed to work in 

close relationship with student teachers on teaching practice, 

probationary teachers, regular teachers and outside agencies 

in the provision of relevant in-service education for teachers. 

The title is often used for one of the above functions as well 

as in respect of them collectively. 

1.4 Scope of Study and its Limitations 

The findings of the research can be generalised beyond 

the immediate accessible population from which the surveyed 

group was taken in both populations. 

The results of the survey carried out in Port Harcourt 

could safely be generalised to include the views of all 

secondary comprehensive school teachers and senior officials 

(policy and decision makers) of the Ministry of Education in 

the Rivers State. The reasons for this possible generalisation 

are discussed below in Chapter 6. 

In the case of England and Wales, results of the case 

studies of the three secondary comprehensive schools and the 

four teachers' centres from Humberside and North Yorkshire 

could be generalised to include all such secondary schools and 

teachers' centres in Humberside and North Yorkshire. 

Considerable attempts were taken to eliminate bias in the 

results, but the researcher still cannot rule out certain 

limitations inherent in the less-than-perfect reliability and 

validity of the instruments and tests employed. 

The terms 'school-focused' and 'school-based' are used 
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interchangeably. This is because in spite of the fact that 

most writers use the word 'based' as purely to mean the 

geographical setting where the courses are held, there is 

still that element of the courses being mounted for the 

professional advancement of the teachers in a particular school 

or group of schools. For example, Morant wrote: 

" ••••••• work which though taking place on 
a school's premises, is planned by the 
staff of that school for the teachers' 1 
own professional advancement." 

Golby and Fish2 stated that all manner of exercises 

might be school-based in the purely geographical sense while 

school-focused courses might well be conducted outside the 

school setting. 

Going through the different distinctions between the two 

terms it becomes clearer that the term 'school-focused' is 

broader in scope and is a stronger and more meaningful idea, 

and is in process of replacing the schoo·l-based terminology. 

However, because both terms refer to the same type of in-

service provision under study, the writer has decided to use 

both terms interchangeably. Whenever the word 'based' is 

used purely in the geographical sense, it would be so indicated. 

The period of study from October 1984 to January 1987 

included the period of the industrial action embarked upon by 

teachers in England and Wales for better conditions of pay 

and service. As a result of this actio~ most school-focused 

1. Morant, R.W. (1981), In-Service Education Within the School, 
Allen and Unwin, p. 41. 

2. Golby, M., Fish, M.A., (1980), "School-Focused INSET: 
Clients and Consultants", British Journal of In-Service 
Education, vol. 6, no. 2, Spring 1980, p. 83. 
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in-service activities were suspended as teachers' unions did 

not permit any additional activities to classroom teaching. 

Nevertheless, sufficient information was collected about these 

practices for the investigator to be able to make meaningful 

recommendations and conclusions. 

The research is not going to produce tested results 

which categorically say that as a result of attending either 

school-focused activities or teachers' centre courses, teachers 

have automatically become better performers in the classroom. 

This is beyond the scope of this study and is left for further 

research in the area of evaluating these aspects of in-service 

education and training. 

1.5 Study Areas 

Two major areas were studied for this research: Nigeria 

and England and Wales. Specific areas representing these two 

major areas were: the Rivers State in Nigeria and the Counties 

of Humberside and North Yorkshire in England and Wales. A 

brief description of the geographical and historical background 

as well as the organisation of education in these areas would 

give the reader an insight into the differences and similarities 

as between the areas of study. 

a) Rivers State of Nigeria 

The Rivers State of Nigeria is located between longitude 

five and eight degrees east and latitudes four and six degrees 

north. It is situated in the southernmost part of Nigeria in 

the mangrove swamps. It has a popUlation of about 2.3 million 

people, and an area of twenty-eight thousand square kilometers 

in the Niger Delta. Apart from Lagos State, the Rivers State 
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is the smallest in area of the nineteen states of the 

Republic of Nigeria. 

The presence of numerous rivers in the state, many of 

them tributaries within the Niger Delta, make travelling 

within the State difficult, and in some cases this has led 

to geographical isolation of communities of people. 

The major ethnic groups in the state are: Ijaws, Ikwerres, 

Etches, Ogonis, Ogba/Egbemas, and there are five major 

language groups: Ijo, Lower Niger, Ogoni, Central Delta, and 

Delta Edo. The people of the Rivers State are mainly farmers 

(inland areas) and fishermen (waterside areas). The state 

produces more than three-quarters of Nigeria's mineral oil 

(petroleum) • 

The Rivers State was created from the old Eastern Region 

of Nigeria when the twelve-state structure by the Federal 

Government came into being in May 1967. Between 1967 and 1977, 

the Rivers State operated a Divisional System of administration. 

Altogether, eighteen administrative divisions were created 

namely: Abua/Odual, Ahoada, Bonny, Bori, Brass, Etche, Ikwerre, 

Kalabari, Khana, Koluama, Obio, Ogba/Egbema, Ogbia, Okrika, 

Oporoma, Port Harcourt, Tai/Eleme and Yenagoa. 

In 1976, the Federal Government directed that all states 

should operate a Local Government system of administration. 

In response to this directive in 1978, the Rivers State was 

re-organised into nine Local Government Authority Areas with 

a tenth one carved out in 1979. The present ten Local 

Government Authority Areas are: 

ALGA 

OLGA 

- Ahoada Local Government Authority. 

Bonny Local Government Authority. 



BOLGA 

BALGA 

DELGA 

KELGA 

POCC 

SALGA 

YELGA 

OTELGA 
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~ Bori Local Government Authority 

Brass Local Government Authority 

~ Degema Local Government Authority 

Ikwerre Etch Local Government Authority 

Port Harcourt City Council 

Sagbama Local Government Authority 

Yenagoa Local Government Authority 

Obigbo/Okrika/Tai Eleme Local Government Authority. 

b) Humberside and North Yorkshire 

These are two 'shire counties' within England and Wales 

both located in the north of England and adjacent to each 

other. They are predominantly rural, though Humberside in 

particular contains significant industrial concentrations. 

The populations are almost.entirely comprised of majority 

white communities, there being few clusters of Afro-Caribbean 

or Asian minorities. On the other hand there is a wide range 

of social conditions with both urban and rural sectors 

including low-income groups, though to different degree. 

While agriculture appears to be thriving, the urban areas -

especially in Humberside - tend to show a higher than average 

r~te of unemployment as compared with England and Wales as a 

whole. 

Both counties were created in the 1974 reorganisation 

of Local Government areas in England and some opposition 

still remains to the change. North Yorkshire (popUlation 

653,456) was closer to its predecessor, but Humberside 

(population 843,282) is a combination of much of what was 

formerly the East Riding of Yorkshire and the northern zone 

of the old Lincolnshire. Consequently there is less feeling 
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of long-standing association with a political unit on the 

part of the population. Furthermore, the two parts of 

Humberside lie either side of a major estuary and although 

there is a road link by suspension bridge, the water barrier 

to some extent remains in effect. 

• • • • • • • • • • • • • • • • • 

Maps of Rivers State, North Yorkshire and Humberside 

comprise Appendix 1. 
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CHAPTER TWO 

A REVIEW OF THE LITERATURE 

2.1 Introduction 

The literature to be reviewed in this study is drawn 

from publications in five areas: school-focused/based 

in-service education and training; teachers' centres; the 

induction year in England and Wales; professional tutor/centre 

concept in England and Wales; comparative literature of these 

innovations from selected countries e.g. United States of 

America, France, Sweden, Norway, Denmark, Switzerland and 

Australia. There will obviously also be some reference to 

Nigeria. 

1 Bolam, in a paper presented to the Centre for Educational 

Research and Innovation (CERI Programme) chose five innovations 

of in-service education and training existing and being 

practise9 in England and Wales. The study did not include 

Scotland and Northern Ireland. He indicated that several 

other innovations might have been chosen but were finally 

omitted mainly because it was considered that they either 

had their origins or were at least as well developed outside 

the U.K. This view was in accord with that of David Warwick,2 

who revealed that nearly all the proposals made in the James 

1. Bolam, R. (1976), Innovations in In-Service Education and 
Training of Teachers - United Kingdom, CERI/OECD. 

2. Warwick, D. (1972), "The Norse Code: Scandinavian 
In-Service Education", Secondary Education, vol. 2, no. 3, 
Summer 1972, pp. 15 - 16. 
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Report were already in existence in the Scandinavian countries, 

Norway, Sweden and Denmark. 

Bolam finally chose the following innovations for his 

case studies: 

a) Teacher Induction Pilot Schemes Project. 

b) Developing INSET role of Colleges of Higher Education. 

c) Distance Teaching by Radio, TV and especially through 

the Open University. 

d) Teachers' Centres. 

e) School-Focused INSET. 

The last two innovations were examined in the light of the 

part played by curriculum development agencies. 

The Bolam study has therefore some similarity to that of the 

"writer's", but there are also a number of differences. They 

are similar in the sense that both studies are looking at 

some selected innovations in in-service education and training 

in England and Wales, including the use of case studies. They 

differ in the reasons and ways of selection and also in their 

purposes. While Bolam's reasons for selecting innovations were 

based primarily on their origins and how well developed they 

were outside the U~K., those of the writer are based on the 

length of time given for this piece of work and more importantly 

on how potentially adaptable these approaches could be to the 

Nigerain situation. Bolam was presenting his work to the OECD 

(Organisation for Economic Co-operation and Development) member 

countries to enlighten them on how much innovation in in

service work was being done in England and Wales whereas this 

thesis, apart from examining these innovations with the 

possible introduction and implementation in the Rivers State 

of Nigeria is a presentation for a Doctoral degree. 
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For the reasons of time limitation and adaptability in 

my country, I have therefore chosen four innovations of in

service education and training from the vast varieties being 

practised in England and Wales: they are: 

a) School-Focused INSET. 

b) Teachers' Centres. 

c) Probationary or Induction Year. 

d) Professional Tutor/Centre Concept. 

These innovations could vary in their adaptability to the 

Nigerian context but it is my belief that with careful planning 

and consideration over a period of time, most could fit well 

into the educational system of the Rivers State. 

2.2 School-Focused In-Service Education and Training 

This is a field in which a considerable amount of work 

has been done in the sense that, because of the activism of 

its advocates, many schools or groups of schools have adopted 

it. The literature shows that work has been developed at 

national, regional and institutional levels. 

What is lacking in this field, as will be illustrated 

below is a systematic and proper evaluation of these activities. 

There has been very little evaluation carried out, and even 

what had been done had hardly begun to be documented or 

described nationally.1 

This literature review therefore concentrates on projects 

that have actually taken off, whether nationally, regionally 

or within individual schools. 

The idea of 'school-focused' in-service education is cer

tainly an innovation within the in-service field. Traditionally, 

1. Bolam, R. (1976), Ope cit. 
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opportunities for professional studies by teachers had been 

associated with university departments of- education or 

colleges of education. Such courses would have been planned, 

organised and taught in the institutions by their own staff. 

Courses have normally been award-bearing, though each 

Institute1 would also operate short courses for teachers. 

Various criticisms have been made by teachers, teacher 

educators and other interested parties as to the effectiveness 

of professional development opportunities. Some courses it 

is claimed do not meet the needs and expectations of the 

clients in such a way that they feel able in themselves to 

return to their schools with oractical ideas that can be put 

into operation. Teachers have often returned from such 

courses with new ideas and have found themselves frustrated 

by the indifference or opposition of suspicious colleagues. 

In some cases, members of staff have been receptive to new 

ideas introduced by a colleague and the schools have been found 

to lack the necessary structures for encouraging communication 

and quidance of innovation introduced by one member of staff. 

These have been attributed to the lack of relationship 

between what is taught and what is done and a general lack 

of communication between teachers in relation to in-service 

experience. 

In order to deal with some of these concerns, attempts 

have been made to offer teachers opportunities to shape the 

nature and content of somewhat shorter--courses than those 

1. Board of Education (1944), Teachers and Youth Leaders, 
(The McNair Report), London, H.M.S.Q. 
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associated with institutions. The development of school-

focused in-service training and education is one such 

attempt. This area of innovation, its advocates believe, will 

alleviate most of the constraints associated with traditional 

forms. In particular the involvement of every teacher in the 

planning, execution and implementation of programmes is 

reckoned to be motivating. 

The term 'school-focused' was first introduced in the 

INIST'S (Induction and In-Service Training) initial discussion 

paper to describe in-service work which: 

"Can take place either on or off the job 
and can be provided by outside agencies 
(e.g. a college or LEA advisers) or by 
the school itself (e.g. a staff 
conference." 1 

Since then there have been a number of definitions, but 

it is common to all that in-service work is based or focused 

on the needs and priorities of a particular school or a 

group of schools with similar patterns. 

Henderson defines this approach as: 

"activities which are designed exclusively 
or primarily to improve and extend the 
professional capabilities of teachers." 2 

On the other hand, Baker explains further what characterises 

school-focused in-service work, defining it as: 

1. ACSTT, (1974), In-Service Education and Training: 
Some Consdierations, (DES Mimeo). 

2. Henderson, E.S. (1978), School-rocused INSET - Another 
Perspective. Paper given at a DES Conference on INSET 
in January 1978 at Bournemouth. 
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"that which is targeted on the needs of 
a particular school or group within 
the school. The actual activity may 
take place on-site (school-based) or 
off-site and equally important may be 
internally provided by certain school 
staff or externally provided by an 
outside agency." 

Meanwhile Ashton views it as: 

"activities expressly undertaken by the 
teachers in order to take a problem 
or an issue that they had themselves 
identified." 

and Perry explained it to mean: 

"all the strategies employed by trainers 
and teachers in partnership to direct 
training programmes in such a way as 
to meet the identified needs of the 
school and to raise the standards of 
teaching and learning in the 
classroom." 

1 

2 

3 

Apart from these definitions, advocates have made clear 

the meaning of this term by stressing its benefits and 

superiority as compared with the course-based approach. 

The James Report, supporting the introduction of school-

focused in-service work, proposed that: 

1. Baker, K. (1980), The Schools and In-Service Teacher 
Education (SITE) Project : A Report on the First Year 
(1978-79), University of Bristol, School of Education. 

2. Ashton, P. (1981), In: Donoghue, Ball, Glaister and Hand, 
(eds.), (1981), In-Service: The Teacher and the School, 
Kogon Page, London, An Open University Set Book, p. 15. 

3. Henderson, E.S. (1979), "The Concept of School-Focused 
In-Service Education and Training", British Journal 
of Teacher Education, vol. 5, no. 1, p. 21. 
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"In-service sould begin in schools. It is 
here that learning and teaching take 
place, curricula and techniques are 
developed and needs and deficiencies 
revealed. Every school should regard the 
continued training of its teachers as an 
essential part of its task, for which 
all members of staff share responsibility. 
An active school is constantly reviewing 
and re-assessing its effectiveness and 
is ready to consider new methods, new 
forms of organisation and new ways of 
dealing with the problems that arise. 
It will set aside time to explore these 
questions as far as it can within its 
own resources, by arranging for dis
cuss'ion study, seminars with visiting 
tutors and visits to other institutions." 1 

The subsequent White Paper, which was the Government's policy 

statement, also supported this view and proposed that local 

authorities and teachers' associations negotiate an agreed 

basis for release, bearing in mind the need to strike a 

balance between the needs of individual teachers and those of 

particular schools.
2 

The School's Council reported: 

'~e want to highlight what we see as 
being the key concepts in our reports. 
Among the most important of these is 
the idea of the school as a centre for 
curriculum development. We believe 
the improvement of the secondary school 
curriculum must rest upon an acknow
ledgement of the central role of the 
teacher. All worthwhile proposals for 
curriculum change are put to the test 
in classrooms and only come to fruition 
if the practising teacher has the 
resources, support training and self
confidence to implement them. Teachers 
are in a unique posi tion\~to know and 
understand the needs of pupils and 

1. DES, (1972), Teacher Education and Training, James 
Report, London, H.M.S.C. 

2. DES, (1972), Education: A Framework for Expansion, 
Comnd. 5174, London, H.M.S.C., The White Paper. 
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from them should come the principle 
pressure for increasing effective 
programmes of teaching and learning. 
Because we see the development of the 
curriculum and the self-development 
of the teacher as being inseparable, 
we call for vigorous programmes of 
in-service education and school
based curriculum development both of 
which are essential if the teachers 1 
are to perform their role to the full." 

The Induction and In-Service Training (INIST) sub-committee 

of the ACSTT (Advisory Committee on the Supply and Training 

of Teachers) laid down the needs of schools and LEAs along-

side those of teachers in in-service activities, in which it 

called for school-focused work to be introduced in both 

primary and secondary schoolsl 

" •••••• a staff development programme 
will be no less necessary for a school 
in a relatively "steady state" 
situation to provide for such needs as 
the introduction of new entrants to the 
profession and of experienced teachers 
new to the school; refreshment and up
dating for long serving teachers, 
training of further studies in 
preparation for promotion of or new 
responsibilities in the school." 2 

Some national curriculum projects have recognised the need 

of training teachers within schools to meet needs not otherwise 

met. For example, the Geography 14 - 18 Project adopted a 

strategy of encouraging participating schools to devise their 

own examinations in consultation with a G.C.E. Board. This 

gave teachers and schools a powerful incentive to institutionalise 

curriculum innovation and at the same time encourage in-service 

1. The School's Council (1975), The Whole Curriculum 13 - 16: 
Working Paper 53. 

2. Bolam, (1976), Ope cit., p. 11. 
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.. . 1 
part1c1pat10n. 

Attempts have also been made by the Department of 

Education and Science (DES) to take courses into schools in 

the form of school-based projectsl 

"too often in the past it (INSET) has 
been thought of only in terms of 
individual teachers attending courses 
which are designed and provided by 
outside agencies (p. 3) and (11)that 
the basic INSET needs are to do with 
(a) the teacher and his immediate 
needs (b) the needs of functional 
groups within a school and (c) the 2 
needs of the school as a whole." 

This publication offered schools with guidelines for a school-

focused approach to its professional development. Suggestions 

are offered on steps a school can take to identify in-service 

needs, plan an appropriate programme of action, and evaluate 

results as a preliminary to further follow up_ The paper 

advised on how programmes of action may be undertaken. This 

could be done entirely within the school, using its own 

resources, or by external courses for individual teachers or 

by drawing on the services of providing agencies in the area. 

It further stressed that school-based conSUltancy offered 

from university is one example of the type of support that a 

school may obtain externally. 

As the 1960s progressed there was an increasing interest 

in school-focused in-service education and training and the 

DES funded the Schools and In-service Teacher Education 

Project (SITE) based at the University of Bristol. 3 The 

1. Ibid. 

2. DES. Making Inset Work. In-Service Education and Training 
for Teachers: A Basis for Discussion, Nov. 1978, p. 4. 

3. Baker, K. (1977), Project Proposal. An Evaluation of School
Focused INSET, University of Bristol School of Education. 
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Project was to explore, in a very practical fashion, the 

possibilities and values of providing relatively concentrated 

school-focused activities; the part consultancy could play; 

and to outline some of the practical problems of doing so. 

The Project's definition of school-focused in-service 

education and training was: 

"all activities which have as a focus 
the needs of a particular school and 
involve either the whole staff, groups 
of staff or individuals, taking place 1 
either on or off the premises." 

The work was divided into two parts. The first involved 

four schools in two authorities (Avon and Wiltshire) from 

1978 - 1979. 2 The second part continued from 1979 - 1980 

involving forty-six schools in Ealing and Northamptonshire. 

The common features of the schemes were that school staffs 

as a whole should engage in a process of needs analysis in 

order to ~rive at an order of priority and a programme of 

suggestions for in-service education and training. The LEAs 

provided an external co-ordinator whose job it was to be a 

link between schools and providers of INSET. 

The evaluation consisted of monitoring the negotiations 

which led to the schools' INSET programmes, evaluating those 

programmes and also specific INSET activities within them. 

The approach was by case study and questionnaire. On the 

whole, a total of 990 teachers were involved. The main 

conclusions of the first year of the project were reported by 

1. Bradley, H. (1982), "In-Service Education", in Cohen, L., 
Thomas, J., and r.1anion, L., (1982), ( eds ), Educational 
Research and Development in Britain, NPER-Nelson, p. 518. 

2. Baker, K. (1979), "The SITE Project: An Experiment in 
Approaches to INSET", Cambridge Journal of Education, 
vol. 9, nos. 2 and 3, pp. 175 - 188. 
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Baker in two pap~rs. 
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Results showed that schools were stimulated by the 

project to engage in analysis of their in-service needs. 

This process raised consciousness of in-service education and 

training among teachers, who were seen to favour school-

focused in-service courses and showed negative views on 

conventional external courses. The vast majority of teachers 

thus appeared to want job-related or school-related INSET.
2 

The project also seems to have been more successful in 

primary than in secondary schools which, with their large size 

and complex departmental structure, found consensus difficult 

to reach. Teachers welcomed the provision of supply teachers 

to enable in-service to take place and one of the useful 

outcomes of the project appeared to have been an increase in 

contact and trust between schools and providers of in-service 

education and training. The growth of consultancy work was 

well received both in schools and in the providing institutions, 

but this mode of operation was felt to create problems of 

staff deployment for the institutions. 

Reacting to the results of the project, Bolam observed 

that this approach to INSET was a positive one for all parties 

from individual teachers to national authorities. It offered 

the possibility for the provision of relevant, practical 

training directed at the self-identified needs of teachers both 

1. Baker, K. (1980), The Schools And In-Service Training 
Education (SITE project):Report on the First Year 1978 -
1979, Bristol, University of Bristol School of Education, 
Baker, K. (1980), Evaluation Papers for National Conference 
on School-Focused INSET, Bristol, University of Bristol 
School of Education. 

2. Baker, K. (1981), The SITE Project: Final Reoort (Mimeo), 
University of Bristol School of Education. 
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as individuals and as members of school staffs. Bolam did, 

however, include a reminder of the warning mentioned in the 

OECD study that school-focused and school-based INSET should 

not be seen as an alternative to conventional approaches but 

rather as supplementing them.
1 

The DES also conducted a survey of Induction and In-service 

Training of Teachers (INIST) in England and Wales, in which 

local education authorities were asked if it was their policy 

to develop training programmes based on individual schools or 

groups of schools. 

2 Keast reported that it was the policy of aearly all the 

responding authorities to develop schools or groups of schools 

and to provide support for the programmes from the authorities' 

advisory service. These reports have clearly demonstrated the 

importance attached to school-focused INSET at the national 

level. At the regional level, also, this approach has been 

taken up by most LEAS. Notable examples are those reported 

by Keast,3 which was the approach adopted by the Devon LEA to 

introduce school-focused INSET in schools, and the DES funded 

1. Bolam, R. (1982), "INSET for Professional Development and 
School Improvement", British Journal of In-Service 
Education, vol. 9, no. 1, Autumn 1982, pp. 14 - 17. 

2. Keast, D. (1982), "School-Based In-Service and the 
Providers", British Journal of In-Service Education, 
vol. 9, no. 1, Autumn 1982, pp. 22 - 26. 

3. Keast, D.J. (1981), "Supporting School-Initiated INSET: 
School-Based INSET in Devon~l, In In-Service: The Teacher 
and the School, Donoghue, Carol, Ball, Sue, Glaister, Bob, 
and Hand, Geoffrey, (eds), 1981, Open University Centre for 
Continuing Education (INSET), Kogan Page, London. 
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Bristol-based SITE project, accounts of which had, been given 

by Bolam1 and Baker2. 

Apart from these official documents expressing the need 

and importance of school-focused work, the literature reveals 

a host of others - individual teachers, teacher educators, 

groups of educationists, heads and all those interested and 

concerned with the professional growth and competence of the 

teaching profession. Hoyle advocated that more INSET should 

be linked with specific school innovations; that it focus on 

functional groups (e.g. a department team or a whole staff); 

that schools should establish their own staff development 

programmes from local professional centres, advisers and 

3 
~achers. Pennington reminded us of Herzberg's suggestion 

that the degree of job satisfaction experienced by individuals 

was strongly determined by five interrelated factors - a sense 

of achievement, a recognition of worth, the nature of the 

work engaged in, the degree of responsibility exercised and 

the prospects for advancement. Assuming this to be so, 

Pennington then pointed out that school-focused INSET would 

seem to provide the opportunity to score highly on all these 

counts. By mounting courses themselves, schools can have no 

doubt as to what goes into the programme. They can be sure 

that it is pertinent to their needs and that it acknowledges 

1. Bolam, R. {1978}, "School-Focused INSET and Consultancy", 
Educational Change and Development, vol. 1, no. 1, 
April 1978, pp. 25 - 31. 

2. Baker (1979), Ope cit. 

3. Keast, D.J. and Carr, V. (1979), "School-Based INSETs 
Igterim Evaluation", British Journal of In-Service 
Education, vol. 5, no. 3, Summer, pp. 25 - 31. 
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the organisation and curriculum of the institution concerned. 1 

2 d· . . h d b t b d h 1 Henderson 1st1ngu1s e e ween course- ase , sc 00 -

based and school-focused approaches and concluded that the 

school-focused model could solve the problems of the other two 

models. This area was further explored conceptually by 

Alexander,3 and by Golby and Fish4 who examined clients and 

consultants. A short paper by Beresford and Bridges5 looked 

at various means of initiating school-centred INSET. 

Let us now consider the attempts made by individual 

schools to introduce this idea to their teachers. 

The concept of school-focused INSET has been defined in 

a manner that has left little doubt as to who would be doing 

the focusing. At a national conference organised by the 

ACSTT/INIST (Advisory Committee on the Supply and Training of 

Teachers/Induction and In-Service Training) sub-committee at 

Bournemouth in January 1978, this body identified three main 

aspects of school-focused INSET which it called steps one, 

1. Pennington, R.C. (1979), "School-Based INSET: An Alternative 
Model for the Future?", Educational Change and Development, 
An International Journal, vol. 2, no. 1. pp. 31 - 42. 

2. Henderson, E.S. (1979), "The Concept of School-Focused 
In-Service Education and Training", British Journal of 
Teacher Education, vol. 5, no. 1, pp. 17 - 25. 

3. Alexander, R. (1980) "Towards a Conceptual Framework for 
School-Focused INSET", British Journal of In-Service 
Education, vol. 6, no. 3, pp. 137 - 143. 

4. Golby, M. and Fish, D. (1980), Ope cit., pp. 83 - 88. 

5. Beresford, C. and Bridges, D. (1980), "Initiating 
School-Centred Work", Journal of Applied Educational 
Studies, vol. 9, no. 1, pp. 5 - 12. 
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a) Step One - The definition of needs 

This was seen by the committee, not as a survey of what 

teachers want, or a listing by the head teacher of the school's 

needs, but a truly professional assessment by the whole staff 

as to their needs and those of the school and then proceeding 

to plan themselves. 

b) Step Two - The implementation 

This calls for the school-staff to plan some activities for 

themselves calling upon outside help if required. During this 

implementation period, the committee feels the school must 

also create the means of making use of the knowledge and skills 

acquired by its existing staff on off-the-job in-service 

education so that the whole school shares the benefits and 

the staff concerned feel that their. efforts' have been worthwhile. 

c) Step Three - evaluation 

Finally, all school-focused work should be evaluated for the 

purpose of the school itself, informing the staff of their 

progress towards their goals enabling them to redefine needs 

and modify the process of implementation. 

To these three steps, the DES raper - Making INSET Work
2 

added a fourth, namely: 'follow-up of ideas gained'. The 

paper laid down practical suggestions as to how schools might 

approach the concept of school-focused in-service education 

and training and stressed the importance for teachers and 

schools of making practical use of the knowledge and skills 

1. ACSTT/INIST (1978), Ope cit. 

2. DES (1978), Making INSET Work, OPe cit. 
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gained. wrayl gave five basic criteria for analysing case 

studies of school-focused in-service education and training. 

To the three steps given by the ACSTT/INIST, he added the 

planning stage and the venue of the course. 

The case studies the writer proposes to review will 

therefore be analysed in terms of these basic criteria, in 

order to ascertain how they relate to well recognised and 

respected characteristics of school-focused INSET, Thus, in 

the'needs definition' area, we would be examining whether the 

in-service needs of the schools, and hence the aims of the 

course, were determined by members of school staff or by 

outsiders or by a combination of both. Likewise in the 

planning section we shall see whether the course was designed 

by its participants (teachers of a particular school) or by 

outsiders alone or a combined effort. 

The venue where the course took place is also important. 

It is necessary to bear in mind that a school-focused inset 

course mayor may not be located in that particular school 

and that a school-based course, that is which takes place on 

school premises need not necessarily be school-focused. This 

latter concept makes some assumptions about the perceived 

purposes of the course. In this study we are concerned with 

courses that are school-focused rather than school-based in 

the geographical sense alone. 

At the implementation stage, we shall also be examining 

the source of impetus and input. We shall then see if the 

1. Wray, D. (1984), "Case Studies of School-Focused In-Service 
Education for Teachers", British Journal of In-Service 
Education, vol. 11, no. 1, Autumn 1984, pp. 39 - 44. 
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effects of the courses were evaluated and whether such 

evaluation was subjective or objective and by whom it was 

conducted. Finally, we shall examine the particular case 

studies to see whether there were any follow-up attempts to 

enable teachers to use the knowledge and skills gained. 

The grid format used for this analysis is the one used 

by wray1 in his twenty-eight case-study review of school

focused in-service education and training. 

Fifteen case studies are reported in alphabetical order 

of the reporters' surnames and no special criteria were used 

in selecting them. None of the case study activities are 

unique or impractical. Teachers worked in ordinary schools 

where time was short, with some colleagues reluctant to 

participate and others having a range of different opinions 

as to different aspects of INSET. 'These case-studies are 

therefore reviewed because they provide an ~pportunity to 

look at examples of 'ordinary' school-focused and school-

based in-service activities. In other words they are realistic. 

The number selected is of necessity limited. There are in 

fact many more such examples in operation. 

From the case studies reviewed it is evident that the 

initiative for school-focused INSET arose as a result of the 

identified needs of the teachers or head teachers themselves. 

Out of the fifteen case stUdies only two schools defined their 

needs in consultation with outside help (case studies 13 and 

14). The question as to who defines these needs has no 

definite answer. In all but two of ,the case studies (case 

1. Wray, D. (1984), Ope cit. 
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TABLE 1 

SELECTED CASE STUDIES OF SCHOOL-~USED INSET 

CASE STUDIES NEED DEFINITION 

1 BliVAN. C. (1981} Needs defined 
Head'i report ot by head in 
school's response consultation 
to moving to a new with Itatt. 
open plan infant 
school. 

2 BOLAM. R. (1976} Detined by 
A report bY an out- head in 
side consultant ot consultation 
a school-focused with statt 
inset course tor .e.bers. 
teachers in a 
Prillary School in 
consultation with 
the University of 
Bristol Research 
TeAID. I 

3 BOLAM. R. (1976J Needs were 

I A description ot a defined by 
school-focused inset stat! ot both 
prooramme tor two schools. 
intant schoolS with I similar problems. 

4 BURN. J. (1976c\ Defined bY an 
Deputy he.a.d'ses- elected oroup 
cription ot a one of teachers 
day conference to within the 
discuss mixed- school. 
ability teaching and 
selt-evaluation ot 
staff in a co~pre-
hensive school. 

5 Defined by the I ELLIS. A. (1976J 
reporter after A report by a I member of staff Iconsultation 

responsible for twith staff. 
staff development on 
pastoral care in a 
secondary school. 

e Determined bY FELL, R. (1976} 
Head's report of head as a 
secondary school's resoonse to 
response to school staff's 
re-or9anisation. comments. 

7 HA!-IILTON, S. p981} Needs defined 
Description of an by the 
Open University reporter - the 

student's involve- initiator. 
~ent in an inset 
activity in a 
primary school. 
Reported by the 
student as a 1&ngua04 
post holder in the 
school. 

e HEPPER. R. (l981} Needs defined 
Report by a deouty bY committee of 

I hea~ c:f a~ inset 

I act1v1ty 1n a 
I communi ty co 11 eoe. 

sen10r staff. 

PLANNING VENUE IMPLEMENTATION 

Worle w.s School-b.sed Discussion groups' 
planned by Iwi th 1000e involving only 
statt in visitl to Itatt but some 
conjunction other sessions had 
with LEA schools. visiting speakers. 
Advisers 

Planned by Entirely Eight weelely 
head, statt school- aeetinos with 
and .embers based. te.chers and 
ot the children in 
Bristol classroo.s by 
University tutors trom 
Research the Research TeAlll 
Te_. tollowed by 

discu5sions. 

By statt with In-school. Both theoretical 
the help ot and pr.a.ctic.a.l 
an outside appro.a.ches were 
educational used by staft and 
psycholooist. psycholooist. 

Planned by - AU Staff were divided 
the elected i .a.ctivities into discussion 
oroup of I took place oroups .a.nd external 
teachers. in the . speakers were 

school. invi ted. 

. - .. - -

Planned by Most of the IExternal expertise 
i activi ties was used in rerx>r1:er in 

LEA otficers I were school- conjunction with 
and National based but discussion goups. 
Marriage : there was a 
Guidance - weekend 
Council. I residential 

i course. 
i 

l In-SChool. By discussion Planned by 
head in wi'th "teacher&. 
consultation 
with staff. 

Staff discussion By the Entirely 
initiator school- 9roups based 
herself. based with on Open University 

some home- material. 
based study. 

Planned by Mainly Staff discussion 
cooumi ttee of school-based groups using 
sen10r staff,! w1th some I V1S1t1n9 speakers. 

visit .. to 
other estab-
lishments. 

i 
I 
I 
I 
I 

i 
I 
I 
, 
; 

: 

I 

i 

i 

£VALUATION FOI...LOO-UP 

Subjective No tollow-
ev.luation up 
reported by reported. 
statt. 

Not Not 
reported. reported. 

Not Not 
reported. reported. 

An assessmen Not 
of what had reported. 
been done wa 

".","".' '0 1 have talcen 
place but th 
resul ts were 
not reported 

-I 

Subjective i Not 
evaluation ! reported. 
by reporter. 

I 
I 
I 
I 

I 
Not 
reported. 

Subjective 
evaluation 
by initio.tor. 

Subjective 
evaluation 
only by 
initiator and 
reporter. 

Not 
reported. 

Not 
reported. 

Not 
reoorted. 

-

i 
I 



CASE STUDIES NEED DErINITI~ 

9 HOl:DER, ~., NEWTON, . Detined by 
E. (1973) head and atatt. 
A report of a comp-

i rehensive school 
devising its own 
resource centre tor 
inset purposes for 
its own statt. , 

.C 
, 

Detined by head KEAST & CARR i 19791 
A report by a con- i and senior stat! 
sultant and head of 

, 
of school. 

primary school of a , 
school-based course 
on higher reading i 
skills in a combined 
primary school. 

1 1 LEES, B. /1981) 
Report of a head-
initiated activity 
in a pri.ary school 
in CUJlbria. 

1; MURRAY, G.O. (1980) 
Head's description 
ot a school-based 
course in school 
.anagement in a 
primary school. 

1" PEPPER, R. (1972) 
A report by the head 
of an in-service 
progranane tor 
teachers in a compre 
hensive secondary 
school about to move 
into a new school to 
take tull advantage 
ot the latest and 
best in educational 
.ethods. 

I 

Defined by 
head. 

Defined by 
statt. 

Needs were 
defined by head 
and statf in 
conSUltation 
with LEA 
representatives. 

4 VERRIER, R. (1981) By head and 
A consultant's repor head ot history 
ot a school-tocused ~ith the help ot 
inset in history consultants. 
teaching in a .iddle 
school. 

S WALTERS I R. (}980) 
Head's description 
ot a staff develop
• ent progr ... e in a 
primary school. 

Defined by head 
trOll statt 
requests. 
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I F~JNG VEN\JE IMPLEHENTATl~ EVALUATION FOl..l..OrI-UP 

I 

I ~~!~r~~ by chool- ~ .embera ot atatt Head and Not 
~aed. released frOli statt sub- reported. 

stat! • teaching duties each ject!ve : week to follow a evaluation , 
_ek's course at only. 
the centre. , 

Planned by jschool- Consultancy Not Not 
head and based. mode. reported. reported. 

I reporters 
(who are also 

I 
external con-
sultants in-
vited by the i school becaust 

I ot ~pertise 
I in area of 

I 
higher readinl 
skills. 

Planned by 
head in 
conSUltation 
and with the 
help of LEA 
Advisers. 

I Planning was 
done by a 
slla11 team of 
staff melllbers 
who had 
earlier been 
on a .anage
ment course. 

Planning was 
done by statt 
and a 
selected 
comlllittee ot 
statf. 

By head of 
history and 
consultants. 

Partly 
school-based 
a.nd partly 
by head 
attending 
outside 
courses. 

School
based. 

Statf discussion 
groups led by 
visiting speakers 
and course leaders. 

/Lectures and 
~iScu5sion5 carried 
put by planning 
te&lll. 

Mainly ~st sessions were 
school-based led by teachers trom 
with the school e.g. 
occasional ~udio-visual, team 
visits to teaChing. Some 
other school. sessions were led 
colleges of ~y visitin~ 
education speakers. 
and teachers' 
centres. 

Not 
reported. 

Objective 
evaluator was 
appointed but 
his evaluat.ion 
was not 
reported. 

Head's and 
teachers' 
subjective 
cOIIment.s 
only. 

Not 
reported. 

Not 
reported. 

Not 
reported. 

In-school. Resource packages IAn internal, I Not 
were supplied by subjective reported. 
consultants in close evaluation b~ 
conSUltation with initiator _ I 
school to lIIeet its the head of 
specific needs. of history. 

Planned by 
head, statt 
and LEA 
advi.er5. 

In-school. Mainly run by 
teachers in the 
school with 
occasional help trom 
Teacher Centre 
Warden. 

Subjective 
evaluation 
by head • 

Not 
reported. 
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studies 7 and 11) needs were identified in a purely democratic 

ferm in the sense that initiator, staff, and head were all 

involved. 

One of the distinguishing features of school-focused 

INSET work is that it stems from the needs of particular 

schools, thus addressing one of the main criticisms made by 

opponents of institutionally based in-service education located 

in colleges or universities. The central feature of needs 

definition in a school-focused INSET is made clear in most 

1 definitions, for example: Rosewell and Cohen, Thomas and 

Manion. 2 Perhaps the definition given by Perry3 is the most 

explicit on the issue of needs definition: 

"Any activity which stems directly from 
the identified needs in a particular 
or small group of schools which is 
conducted with the full involvement of 
the group of teachers concerned and 
which by its nature has immediate 
bearing of the life of the whole 
school or a whole section of the 
schoo 1." 

The weakness of the whole area of needs definition however, is 

the question of which needs are given priority - the school's 

needs or the needs of the teachers. These two needs are not 

always congruent and may even conflict sharply. 4 Henderson 

1. Rosewell, Vincent, (1983), "INSET 1983", Education Today, 
vol. 33, no. 2, 1983, pp. 45 - 55. 

2. Cohen, L., Thomas, J., ~1anion, L., (eds.) (1982), 
Educational Research and Development in Britain 1970 - 1980, 
NFER-Nelson, p. 518. 

3. Perry, P. (1977), "In-Service Training: A National 
Ferspective", Trends in Education, vol. 3, Autumn 1977, 
pp. 3 - 6. 

4. Henderson, E. (1979), Ope cit., p. 20. 
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expressed his fears over this issue when he said that the 

professional development of the school as a unit may dominate 

the professional development of individual members of its 

staff. 

Unlike the needs definition, most of the case studies 

reveal that planning of in-service work within the school is 

done in consultation with outside agencies. These outside 

agencies range from LEA advisers to college lecturers. There 

is evidence that schools are beginning to recognise the dangers 

of parochialism inherent in totally self-contained school

focused work. Warnings against parochialism as a result of 

complete self-reliance have come from such writers as 

Henderson1 , Warwick
2

, and Fish. 3 

Indeed some definitions of school-focused INSET emphasise 

the need for outside agencies or consultants to be involved: 

"school-focused inset is inset activities 
which can take place on or off-the-job 
and can be provided by outside agencies 
(e.g. college or LEA advisers) or by 
the school itself (e.g. a staff 
conference." 4 

The national and regional attempts by the DES and LEAs 

respectively to locate more in-service work in schools is 

1. Henderson, E.S. (1978), The Evaluating of In-Service 
Training, London, Croom Helm. 

2. Warwick, D. (1975), School-Based In-Service Education, 
Oliver and Boyd. 

3. Fish, D. (1979), "Curriculum Consultancy and School-Focused 
Inset", Exeter Society for Curriculum Studies, 
Proceedings 1, 3. pp. 3 - 12. 

4. ACSTT, (1974), Ope cit. 
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encouraging. For example, in some places LEAs have organised 

school-based LEA INSET DAYS to inform school staff about 

external support services, notably Avon, Devon and Sussex. 

Universities and Colleges of Education are also developing 

work along similar lines. A good example is the University 

of Bristol School of Education which co-operates with local 

primary schools to mount school-focused activities (e.g. case 

study 2). The University of Exeter School of Education 

co-operates with Devon LEA for this type of work. In all such 

case studies, courses were held on the school premises. In 

five schools, as well as being school-based in the geographical 

sense, part of the course was held outside the school in other 

schools, teachers' centres or establishments, (case studies 

1, 5, 8, 11 and 13). It must be stressed here that even the 

courses that were held outside the school were designed 

exclusively on the needs and particular problems of the schools 

concerned. This shows that the venue of the course is not 

necessarily relevant to the school-focused idea. 

The most popular pattern in the running of the case study 

courses was for the school to share the leadership of the 

course with outside speakers. This was done in eleven such 

cases. The remaining four schools (case studies 6, 7, 9 and 

12) relied entirely on their own staff for in-service work. 

This·· suggests that the trend is now towards the use of one 

farm or the other of external conSUltancy. 

Of the fifteen case studies reported, none had a formal, 

soundly organised, objective external evaluation. Some form 

of subjective internal evaluation was carried out in nine of 

the case studies. These were reported either by the head, 
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the teachers themselves or the initiator on the basis of 

comments made by the participants. Of the remaining six, 

one appointed an external evaluator but the results of his 

evaluation were not reported (case study 12), while five had 

no form of evaluation at all, (case studies 2, 3, 6, 10 and 11). 

The lack of evaluation is one of the weakest points of 

school-focused INSET. There is a clear need for evaluation 

and research into this aspect. The importance of evaluation 

in any venture cannot be overemphasised. In view of the time, 

money and resources involved, these programmes should be 

measured to see if they have met expected outcomes, and if 

not, to give recommendations for constructive action. This 

is especially important if innovations are involved. Evaluating 

these programmes will also bring to light the experiences of 

the teachers and trainers involved. Information thus collected 

would be of great help to the LEAs and other providing agencies 

in that experiences can be distilled, fedback and aisseminated. 

Internal subjective evaluation is not enough, though self

evaluation is an important practice to develop. Results 

could be biased and inward-looking. The people who evaluate 

these courses are the same people who are closely-linked to 

them. Independent evaluation is what is needed as it is only 

through such means that results could be given credibility 

and visibility. It is not su~prising that there was no report 

of any follow-up work in any of the case-study schools. This 

is as a result of lack of evaluation. 

t-1any schools have now actively developed, and are still 



41 

developing, the mechanisms and processes needed to ensure 

that the in-service education and training of their staff 

whether as individuals or as a group is school-focused. In 

these schools, use is made of staff meetings, departmental 

meetings, one day conferences for corporate self-assessment, 

the definition of needs and goals and the initiation of 

remedies. Teachers take a more direct responsibility for 

identifying these problems and seeking solutions to them. 

Supporters see this model as a potentially more effective one 

than the traditional course-based type and a means also of 

quantitative expansion with teachers playing an important 

role in their own career and professional development. Such 

a model therefore keeps staff engaged on a co-operative basis, 

in a bid to improve the quality of their teaching and hence of 

education service. 

So, the innovatory idea of school-focused in-service 

education has been greeted with considerable enthusiasm as a 

means of making teacher education more effective. It would, 

however, be even more successful if its weak points are seen 

by schools, and attempts made to correct them. At present 

most 'success stories' of school-focused INSET are authored by 

the principal change agent, and lack both independence of 

perspective and assessment of long term impact. 

2.3 Teachers' Centres 

Another attempt to offer teachers the opportunity to match 

theory and practice in educational issues has been the 

establishment of teachers' centres. Teachers have always 

complained that traditional types of in-service provision 
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frequently tend to be authoritarian in their patterns and that 

this mode of working does not make for thorough, effective 

and adequate in-service education. The teachers' centre 

concept is an effort to create a situation whereby teachers 

who use them come on equal status and see them as 'neutral 

ground'. In these centres, policies are expected to be 

democratic, teacher oriented and teacher inspired. 

There have been a few surveys and investigations of 

teachers' centres. These enlighten us as to what the functions 

of teachers' centres are, the roles of wardens, teachers' 

attendance at such centres, and teachers' views about them. 

One such study was that funded by the School's Council and 

carried out by the National Foundation for Educational Research 

(NFER).l 

The aims of the research were: 

a) to review the current provision of centres in England 

and Wales and describe them in terms of purpose (i.e. 

specialist versus multi-purpose), staffing, premises, facilities, 

number and type of schools served; 

b) to study how centres were managed and how decisions 

concerning their role and activities were reached; 

c) to describe their activities and modes of operation and 

examine the centre's part in providing for the in-service 

needs of the teachers in their location. 

Data was collected from 286 centres and 90 LEAs conducted 

more detailed investigations in twelve case study centres, 

eliciting the views of over 1,000 teachers. 

1. Weindling, d., Reid, M., Davis, P. (1983), Teachers' Centres: 
A Focus for In-Service Education? School's Council Working 
Paper 74, Methuen Educational. 
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To do this, the research was designed in two stages. 

The first was a survey phase involving both teachers' centres 

and LEAs. The second was a series of case studies which 

were designed to explore issues which had emerged from the 

surveys and from discussions with those involved with centres 

and in-service provision. After identifying the population 

to be studied (teachers' centres), questionnaires were sent 

to centre leaders. This was to gather information such as 

which institution should be included in the study. Information 

on staffing, management, activities, communications, equipment, 

area served and premises of centres were gathered through 

these questionnaires. For the twelve case studies, questionnaires 

were sent to LEAs to supply details in three aspects of 

organisation - administrative, professional and financial. 

As one can see this was a very large survey, and not surprisingly 

produced a host of revelations about teachers' centres. 

Results show that the major influences on the rapid 

development of teachers' centres during the 1960s were the 

Nuffield Curriculum Projects, the raising of the school leaving 

age (ROSLA) and the support of the School's Council. One of 

the case studies showed that there was difficulty in defining 

the role of the centre and its leader. However, on the whole, 

centre leaders saw their role in broad terms as supporting the 

professional development of teachers through a wide range of 

activities such as the provision of in-service education 

courses, curriculum groups, services and resources to meet 

the teachers' needs. There was limited funding and this was 

clearly seen in the area of staffing. Just under one third 

of the multipurpose centres were run by parttime or spare 
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time leaders and the majority were in rural areas. Many 

teachers' centres (43%) were in shared accommodation, with 

only a few in purpose-built and the rest in non-purpose-built 

houses. Centre leaders viewed this situation with mixed 

feelings. On balance it was felt that the advantages out-

wieghed the disadvantages. One economic advantage seen by 

most was the sharing of heating, lighting and caretaking costs. 

Security, the availability of pupils for in-service demonstrat,ions, 

and the use of the library were other advantages mentioned by 

centre leaders. A major disadvantage identified was the lack 

of identity of the centre. Provision of short courses was seen 

as one of the major roles of teachers' centres. Despite this, 

in most centres, an important aspect of their 'work was the 

provision of curriculum development groups. It should be 

remembered that a major impetus for the growth of centres 

came from the Nuffield Curriculum Projects in the 1960s. Some 

leaders considered that courses had little lasting effect on 

~achers and argued that curriculum development was the corner

stone of a teachers' centre. 

From the survey, it was noticed that centres had very 

little work in the area of induction and school-focused work. 

Some LEAs had, however, adopted the 'James proposals' and 

nominated professional tutors to be responsible for probationers. 

A small number of leaders pointed out that they had themselves 

developed their own induction programmes. Some activities 

located in schools were found but on the whole, involvement 

was minimal. This appeared to be due to a number of reasons: 

a) it was relatively a new area; 

b) it was very time consuming and leaders were already hard-
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pressed; 

c) leaders tended to wait for schools to diagnose their own 

needs and it seemed very few schools had done so; 

d) leaders were somewhat hesitant to venture into an area 

that might be seen as part of the adviser's work and many of 

the replies for this survey from the LEAs showed that chief 

advisers did indeed see it in that light. 

Several leaders expressed the view that they would like to 

have more involvement in school-focused INSET. 

Ninety per cent of teachers who responded in the case 

study schools had been to their local centre at sometime, and 

this varied across the 12 centres from 74% to 98%. The survey 

revealed that 25% of teachers used it several times a term, 

32% about one a term and 27% about one a year. From these 

replies, the survey was also able to show that primary teachers 

made more frequent use of centres than secondary teachers, 

and only 5% of primary teachers had never been to the centre 

as compared to 12% of secondary teachers. Forty-nine per cent 

of teachers who had used the centres found them helpful to 

their classroom teaching; 20% said it helped in organisational 

management of their schools or departments, 21% said it had 

helped working with other colleagues, while 9% said it had 

helped their pastoral or tutorial work and 11% said it had 

helped their career prospects. 

This was a good piece of survey work covering an extensive 

new area. Almost every aspect of teachers' centres was touched 

upon and a great deal of light was thrown on our understanding 

of what they are for, how they came into existence, how, and 

by whom they are funded, and how they . are patronised. 
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The method of defining the population and hence selecting 

the sample by sending to the various official departments 

for lists of teachers' centres was certainly the most 

appropriate way. The use of case studies for further 

investigation into the data collected from the centre leaders 

was also appropriate. No other method would have enabled 

the researchers to gather that type of information, because 

it is only the use of case studies that can draw on the 

techniques of observational study and provide a portrayal 

of a specific situation in such a way as to illuminate general 

principles. 

The writer's present research proceeds along similar lines 

for the same reasons. However, where I would mainly be 

concerned with the management and administration of these 

centres for possible implementation elsewhere, this study 

looked at almost every aspect of teachers' centres. Ny sample 

would be much smaller as I need to see only a few properly 

functioning teachers' centres. 

A national survey was carried out by the National Union 

of Teachers, (NUT), in 1971 and published in 1972 which looked 

at centre resources and the conditions of service of centre 

leaders. 1 For this purpose, questionnaires were compiled 

and sent to 476 teachers' centres, which was the total at that 

time according to the School's Council (April 1971). There 

were 167 replies, that is to say, 35% of centres responded. 

Results showed that the~e were more mUltipurpose urban 

centres (120) than either multipurpose rural (29) or specialist 

(18) centres. There were also more full-time leaders than, 

1. NUT (1972), Teachers' Centresl 'J\. Survey of Centre Resources 
and Coriditiori~ of .'L.eaders, 'March.19"72. 
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part-time and the highest number of full-time leaders were in 

the multipurpose urban centres. This was also confirmed 

by the NFER National Survey in which results showed that there 

were more full-time leaders than part-time. This confirmation 

is made despite the time lapse (eleven years) between the 

two surveys. Replies showed again that more primary teachers 

used the centres than did secondary teachers. A high 

proportion of the centres (81%) said there was no form of 

constitution governing them. 

This survey revealed almost every aspect of the Warden's 

(or Leader's) working life, for example~ salary, emoluments, 

facilities, car allowance, needs, holidays and sick leave 

entitlement, superannuation, type of appointment, method of 

appointment, line of responsibility, working arrangements, 

location of centres, nature of buildings (e.g. number of 

rooms, type of furniture), fees payment to lecturers, and 

whether or not wardens had deputies. 

The survey revealed a whole range of additional infor

mation. LEAs varied in their attitude towards teachers' 

centres. While some were particularly enthusiastic about the 

whole idea, allocating resources to build separate premises 

and providing an increasing complement of full-time wardens, 

others had little interest and were unwilling to make full

time appointments. As a result of this range of policy, the 

organisation of teachers' centres also varied. While some 

were autonomous others were firmly tied to the County Education 

Office. 

The role and status of warden was found to be debatable. 

This still existed in 1983 as shown by the NFER survey. 
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Leaders thought their salary scale to be inadequate. 

This particular survey was a very comprehensive one and 

the aims and objectives as set down by the NUT were achieved. 

The use of the questionnaire as an instrument of enquiry to 

collect the data was very appropriate and the sampling method 

(using a list given by the School's Council) was seen as the 

most accurate source of the actual number of teachers' centres 

in the country. 

The only criticism the writer has of this survey is one 

that was also expressed by the NUT - that of whether the 

results could actually be called national? Could the results 

be generalised beyond the population sample? In other words 

could the results have been valid and reliable if more 

teachers' centres had taken part in the exercise. As noted, 

the response rate was very poor. One would have expected that 

a body like the NUT carrying out a study of some of its own 

members would have elicited a better response. Nevertheless, 

even if these results cannot be generalised beyond the particular 

population, some compared well with the latest national survey 

by the NFER. The survey discovered much about the conditions 

of work of centre leaders and about teachers' centres in general. 

Regional research by Hollick
1 

showed that in Hampshire, 

48% and in Kent 42% of teachers' centres were staffed by 

serving teachers and this drew a large number of teachers to 

those centres. In this survey the point was made evident by 

the fact that 35~ of teacher applicants failed to obtain a 

1. Hollick, E.J. (1972), A Study of the In-Service Training of 
Frimary School Teachers with Particular Reference to Teacher 
Contributions to Teachers' Centres, Unpublished special 
study, University of London, Institute of Education. 
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place in courses due to oversubscription. This is the direct 

opposite of what happens in the traditional type of in-service 

education where only a small percentage of the teaching force 

is usually involved in the staffing of courses. Brian Cane's 

surveyl supported this view when it revealed that 4% of the 

teaching force had been involved in the staffing of courses 

in the previous three years. 

Bradley, Flood and Padfield carried out three surveys in 

the Nottingham area to identify the services provided by 

, d t h ' .. f h 2 teachers centres an eac ers op1n10ns 0 t em. Two of 

the surveys looked at the then present needs and provisions 

and the third one investigated likely future requirements. 

The last was undertaken after the White Paper pUblication so 

as to investigate how teachers would like to use their 3% 

release time for in-service activities. It thus differs from 

the first two for it asked about possible new forms of activity 

and 'new arrangements for teacher release during the school 

time. 

In the first survey Fl 200 questionnaires were sent to 

equal numbers of both secondary and primary school teachers, 

mainly volunteers in Kirby-in-Ashfield - a small town in 

Nottingham area. The centre served thirty-five primary 

schools and ten secondary schools. 123 responded - (66.5%). 
2 

The second survey P was bas~d on a teachers' centre in 

1. Cane, B. (1969), In-Service Training, Slough NFER. 

2. Bradley, H., Flood, P. and Padfield, J. (1975), "What Do 
~ve Want for Teachers' Centres?", British Journal of 
In-Service Education, vol. 1, no. 3, Summer 1975, 
pp. 41 - 48. 
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the City of Nottingham serving thirty-four secondary schools 

and one hundred and thirty-five primary schools and others. 

The sample was selected by taking every tenth name from staff 

lists. 187 responded (60%). 

Survey 8 3 , the third one, surveyed 2,000 teachers in 

schools representative of the whole of the Area Training 

Organisation of the University of Nottingham. The response 

rate in this case was 73%. 

Both surveys F1 and p2 examined what the facilities and 

resources in a teachers' centre should be; and for whom it 

should cater. This question was looked at from different 

angles. F1 was more concerned with asking teachers what they 

would like and p2 asked them to identify facilities and 

resources they had actually used. 

Results showed that a majority of teachers in survey F1 

felt that a teachers' centre should cater mainly for teachers, 

but at the same time should provide opportunities for pupil 

participation (64.2%). A minority (12.2%) thought teachers' 

centres should cater solely for the needs of teachers. Both 

surveys revealed that most teachers felt that their centre 

should be mainly concerned with educational matters but might 

occasionally include topics of general interest and a few 

social activities. They noticed that there was a marked 

difference between the resources which teachers felt they would 

make use of it they existed and those they actually made use 

of when they existed. The geographical position of a teachers' 

centre was found to affect not only the activities it provided, 

but also the use of resources. 

56.9% of teachers said they would attend formal lectures 
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and only a small minority (13%) said they would not. The most 

popular type of meeting appeared to be that in which teachers 

could learn new techniques or content in various subject areas. 

Seventy-seven per cent would attend such meetings; only 4% 

would not. Of the 77.2%, 53.6% were primary school teachers. 

Results also revealed a considerable amount of support for 

workshop meetings. 

Survey B3 showed that teachers' centres were accessible 

to nine-tenths of the teaching population. On the whole, the 

researchers concluded that the responses posed a challenge 

to teachers' centres because they identified a demand for 

future activities in addition to and significantly different 

from those already being provided by them. They therefore 

suggested that teachers' centres both maintain current 

activities and assume an expanded role. They perceived that 

teachers' centres would serve their clients better if they 

left long programmes to other providers and concentrated on 

short courses. 

The writer's criticism of the survey is in respect of the 

methodology. Reasons were not given as to why certain things 

were'"done the way they were. For example, the sampling method 

in survey Fl could lead to portraying results of an atypical 

group. The mere fact that those teachers volunteered to take 

part showed that results from such respondents could show some 

traits which might otherwise not be seen in a more heterogenous 

group. Such results could be regarded as very atypical -

representing a group of people with similar views. They 

might have volunteered because they did not know much about 

teachers' centres and were interested in the idea of taking 
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part in a survey, or they might represent a small group of 

people who actually know a lot about teachers' centres. Both 

groups could give a biased result. The researchers would have 

shown that all other ways of getting teachers failed before 

deciding to involve volunteers. Another point about this 

sample is that we were not told how many of the 35 primary 

and 10 secondary schools the questionnaires were sent to. 

The other observation is about the questions in the 

questionnaires. It would have been interesting to know what 

specific questions were asked and if these questions were 

open-ended or closed. That would have given any critical 

reader the extent of the area covered and whether the questions 

were tendentious or not. To the critical reader, it is not 

enough to be given merely summaries of results. 

Despite these criticisms, this research explored the area 

of what teachers think about teachers' centres, and their 

resources and facilities. It has also shown how much use 

teachers make of these centres and what they would like added 

or removed from existing conditions. The use of the 

questionnaire and stratified compiling method in Survey F1 

were very appropriate. 

1 Brugelman carried out research into teachers' centres 

in East Anglia. From the analysis of his data he reported 

that the existence of centres enabled teachers to influence 

directly their own professional development in the classroom. 

1. Brugelman, H. (ed.), (1975), The Teachers' Centre - Safari 
Case Studies, Centre for Applied Research in Education, 
Occasional Paper Publication, no. 3. 
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Through the teachers' centres he went on, teachers could make 

known their needs for support by specific training courses 

or by particular services or materials. He also noticed that 

through the teachers' centres, teachers could develop their 

own ideas for curriculum development or classroom activities. 

The existence of teachers' centres, also facilitated the 

exchange of ideas and skills between teachers in different 

schools and between teachers of different age ranges of pupils. 

Furthermore, the centres function as catalysts, bringing the 

teachers into contact not only with good practice in their 

own area but also with existing new developments which were 

taking place elsewhere in the country. He concluded that 

centres had played a large part in achieving good relationships 

between classroom teachers and educational administrators which 

is an unusual distinction in the educational service in UK, 

at least according to popular comment. 

1 Bolam reported an:interview that was conducted by 

Meredith in 1973 with a small sample of centre leaders. 

Interview replies showed that leaders were sceptical about the 

value of their training. Most of them were confused as to 

what their role should be and how they were to go about it. 

This finding agrees with one of the twelve case studies of the 

national survey by the NFER. However, attempts were made to 

professionalise the warden and this led to a growing awareness 

of the need for training in a variety of skills. 

2 
Brand investigated how wardens and others saw teachers' 

1. Bolam, R. (1976), CERI/OECD, Ope cit. 

2. Brand, J.H.B. (1972), (The In-Service Education Role of 
the Teachers' Centre), Unpublished M.Phil Thesis, 
University of Nottingham. 

... 
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centres. He recommended that they should go on the road like 

mobile libraries. He pointed out that more administrative help 

was needed for wardens so that they could visit secondary 

schools and encourage the staff there to join in centre 

activities. He also asserted that there should be an increase 

in day-time courses at teachers' centres, and that staffing 

ratios should be adjusted so that large urban or small rural 

schools could release teachers with equal ease. 

Other related studies are on the role of the teachers' 

1 centre warden, attitudes of teachers towards the Huntingdon 

'C 2 d ° °t 1 h Teachers entre. an an enqu1ry 1n 0 severa teac ers' 

3 centres during a period of educational change. There was 

4 also Mc Kegan's study of teachers' centres wardens and how 

they saw themselves involved in curriculum development. 

Apart from surveys and studies, the literature reveals a 

host of educationists advocating the need and importance of 

teachers' centres in INSET, as local curriculum development 

centres. 

1. Spackman, R.C. (1972), (A Consideration on the Role of 
Teachers' Centre Wardens as an External Change Agent with 
Reference to Sixth Form General Studies Froject), 
Unpublished M Ed Thesis, University of Bristol School of 
Education. 

2. Bennett, J. (1970), (Huntingdon Teachers' Centre and the 
Attitudes of Teachers Towards this Teachers' Centre), 
Unpublished Dip.Ed Dissertation, University of Nottingham. 

3. Roff, W.D. (1971), (Teachers' Centres: A Study of Teachers' 
Centres and their Functions during a Period of Educational 
Change), Unpublished Dissertation, Cambridge Institute of 
Education. 

4. Gough, R. (1975), "Teachers' Centres as Providers of In
Service Education", British Journal of In-Service 
Education, vol. 1, no. 3, pp. 11 - 14. 

-
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Corbett l listed what teachers' centres were intended to 

be, namely as very local, very accessible places where 

teachers could meet regularly and informally to test, display, 

devise and discuss their own work and the work of others. 

"If we are having a curriculum revolution 
••••••••••• this is how we hope to 
achieve it. It is at these centres 
that teachers, teacher educators, local 
authority staffs and university workers 
come together with sometimes those of 
the Youth Service or the employers or 
other" users of education." 

2 Hubbard and Salt suggested that teachers' centres 

should be planned as teaching resources where the word 

resources does not refer to books and materials of educational 

technology, but also in the sense of work schemes, projects, 

photographic materials, and so on. 

Stevens, reporting on teachers' centres, described them 

as "one of the most remarkable developments in education and 

one of the least publicised.,,3 

The Plowden Report in favour of teachers' centres had 

this to say: 

"Local centres are invaluable in supporting 
the innovations introduced by individual 
teachers, the source of most educational 
progress. They ought to start from a 
knowledge of what local teachers are 
doing. They can provide opportunities 
for teachers to meet others who are a 
little ahead of themselves but whose 
practice is within their reach." 4 

1. Corbett, A. (1971), Innovations in Education - England and 
Wales, CERI/OECD, Paris, pp. 11 - 12. 

2. Hubbard, D.M. and Salt, T.J. (1972), "Teachers' Centres -
Some Suggestions For A Strategy", Forum, vol. 14, no. 2, 
pp. 63 - 64. 

3. Stevens, A. (1971), "Centres For Action", Times Educational 
Supplement, no. 2592, December 17th, p. 14. 

4. Central Advisory Council for Education (England) (1967) 
Children and their Primary Schools, HMSO, The Plowden Report. 

-
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while Beresford1 stressed that: 

"In the daily task of teacher pupil contact, 
a condiserable proportion of teachers are 
using centres for enervation, and some 
are involved in genuine innovation. The 
essence of in-service opportunities at 
centres is the continual process that is 
available when an individual feels he 
needs it rather than the provision of 
instant solutions." 

The Nuffield Mathematics Project saw the Teachers' Centr-e 

idea as the best means of training teachers, disseminating the 

trial material, and publicising the results. All of this 

explains the remarkable importance of teachers' centres both 

in the continuous training of teachers and in curriculum 

development. 

A summary of the results of investigations and surveys 

into the part played by teachers' centres in the provision 

of in-service education shows that on the whole, teachers' 

centres have provided the type of in-service envisaged by 

their protagonists: namely the provision of more local, more 

practical and shorter in-service activities which are directly 

relevant, and related to the classroom needs of teachers. A 

large number of teachers make use of their centres. 

Surveys also indicated that teachers' centres have very 

little to do with the induction of probationers and school

focused work. This was shown in particular by the National 

Survey. 2 

1. Beresford, C. (1974), "Teachers' Centre Processes and 
In-Service Opportunities", Cambridoe Journal of Education, 
vol. 4, Easter 1974, pp. 93 - 101. 

2. Weindling, Do, Reid, M., and Davis, P. (1983), Ope cit. 
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Both the National Survey and the National Union of 

1 Teachers' surveys revealed that most teachers' centres were 

multipurpose urban centres and used more often by primary 

teachers than by their secondary counterparts. Bradley et al 

2 
also showed this trend. A high proportion of teachers' centres 

were ,found to have been staffed by serving t'eachers -

Cane (1969)3, Hollick (1972)4. 

There was a discrepancy about the employment status of 

the warden. While the National Survey found out that there 

were more part-time wardens than full-time, the opposite was 

true of the National Union of Teachers' survey. 

The idea of a teachers' centre being solely for the 

educational advancement of teachers was strongly put forth 

by the teachers surveyed in Nottingham by Bradley et ale 

This survey also showed the preference by teachers for workshop 

meetings and activities. 

2.4 The Induction Year 

At the end of their college training, student teachers 

in England begin their teaching career as probationary 

teachers. They are certificated and salaried teachers but 

are still under supervision for a complete year before they 

become 'licensed'. During this period which is the 'induction' 

or 'probationary' year, they are expected to teach to the 

1. N.U.T. (1972), Ope cit. 

2. Bradley, H., Plood, P. and Padfield, J. (1975), Ope cit. 

3. Cane, B.S. (1969), Ope cit. 

4. Hollick, E.J. (1972), Ope cit. 
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satisfaction of the headteacher and the LEA adviser. 

In many professions the transition from trainee to full

time operator are much less sudden than in the case of the 

new teacher. Furthermore, the process whereby a new entrant 

to a profession is provided with opportunities to ~ain advice 

'on the job' seems to be more adequately dealt with in many 

other professions. This may well be because the teacher 

normally operates in relative isolation from colleagues. 

1 Taylor and Dale sampled 3588 probationers and found that 

in many cases, they were given too little information about 

the nature and requirements of the post, and then, too late. 

Nearly one in five learned the age and ability ranges they 

were to teach less than a month before they started teaching 

and one in ten found out only on the day they started teaching. 

Most probationers, according to this survey, were not given 

any support and were hesitant to seek advice because they 

knew they were being assessed. They were physically tired 

because of the work load of preparation and were often struggling 

with personal problems such as accommodation, travel, and, in 

some cases, loneliness. 

The results also showed that not all probationers were 

de~perate for advice and that a fair proportion of new entrants 

coped satisfactorily on the basis of their initial training 

and innate abilities. Nonetheless there are still a large 

number of probationers who have both personal and professional 

1. Taylor, J.K. and Dale, I.R. (1971), A Survey of Teachers 
In Their First Year of Service, University of Bristol. 
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problems in entering the profession. This view has been 

expressed by a number of individuals and organisations. The 

National Union of Teachers (NUT) disclosed in 1973 that it 

had been disturbed for many years over the character, structure 

and assessment of the probationary year for newly qualified 

teachers. 1 The Union made this known in several papers. 2 

Among others, Collins
3 

echoed this disquiet, reporting 

the results of three researches carried out by different 

university departments of education. The Aberdeen University 

Department of Education, and College of Education enquiry was 

carried out in 1962 and 1963. In this research 76 men and 

166 women returned questionnaires, being a 73 per cent response 

rate. Just less than 50 per cent of those who took part were 

graduates, and 37 per cent of the total of 242 had done their 

4 two year probationary period in primary schools. The 

Birmingham University Institute of Education also conducted 

a survey in 1962, this time among 2,000 teachers who had left 

1. NUT (1973), The Induction of New Teachers, Policy 
Statement, London. 

2. See 
a} 

b) 

c} 

d) 

for example: 
NUT {1970}, Teacher Education: the way ahead, Evidence 
to the Select Committe of the House of Commons, 
January, 1970. 
NUT (1971), The Reform of Teacher Education, Evidence 
to the James Commission, April, 1971. 
NUT (1972), James: a critical appraisal, Folicy 
Statement on the James Report, February, 1972. 
NUT (1971), The Probationary Year, A Statement by 
National Young Teachers Advisory Committee, September, 1971. 

3. Collins, M. (1969), Students Into Teachers, London, 
Routledge and Kegan Paul. 

4. The Scottish educational system is diffe~ent from England 
and Wales, but this has been included because the problems 
of probationers between them are similar. 



60 

colleges in the Birmingham ATO (Area Training Organisation) 

in 1960-61 and 1961-62. The report was based on replies to 

questionnaires received from 1,169 probationers of whom 

104 (men) and 500 (women) were working in primary schools, 

and 233 (men) and 332 (women) in secondary schools. The 

heads of schools employing 500 of these probationers were 

also asked to complete the same questionnaires as the probationers, 

and 108 of them replied. 

The Leicester University School of Education enquired 

into graduates who had taken up teaching in various schools 

in 1960, 1961 and 1962. They also surveyed heads of schools 

in which these probationers had worked. The research commenced 

in 1961 and was extended in 1964-65 to include LEA (Local 

Education Authority) officers, heads of colleges, departments 

and institutes of education. All the questionnaires sent from 

Leicester were open-ended, and results, as reported by Collins 

indicated that: 

"despite some horrifying social problems, 
unrealistic expectations, endless names 
to learn, duties to do, lessons to prepare, 
books to mark, field trips to make, games 
to umpire, plays to produce, parent 
meetings to attend, reports to write and 
last but by no means the least, lessons 
to give," 

1 the majority of probationers enjoyed their first year. 

2 Some years later, Clark and Pococke worked with probationers 

in Division 8 of ILEA (Inner London Education Authority) with a 

1. Ibid. 

2. Clark, J.M., Fococke, S.E. (1971), "Teachers Role Support 
During The Probationery Year", Bulletin of University of 
London, New Series, no. 24, pp. 36 - 40. 
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view to providing role support to volunteer probationers 

during the year 1969-70. From a total of 231 probationers 

in the Authority, (180 women and 51 men) ten secondary school 

teachers and twenty-two primary school teachers showed interest. 

These were divided into three groups of eight secondary school 

teachers, eight primary school teachers and another group of 

1 six primary school teachers. 

During the one year period, probationers were expected 

to write reports and attend discussions and studies organised 

by the researchers. At the end of the said period, the report 

revealed that probationer teachers experienced bewilderment, 

disillusionment, anxiety and fear of the enormity of their 

responsibility for a class of children. Above all, they 

exhibited both mental and physical tiredness. The researchers 

concluded that it was necessary to give role support to 

probationers for various reasons. Firstly they found that 

probationers in primary schools had no previous experience of 

the full-time position they find themselves in. Secondly 

that they were aware of. the gaps in their knowledge of teaching 

method and responded positively to constructive help. Thirdly 

they pointed out that because of the physical and mental 

exhaustion experienced by many probationers, their ability to 

cope with stress would become greatly reduced if they were 

not supported. 

Apart from the aforementioned discrepancy in numbers, 

no account was given of the ten probationers who were expected 

to take part. From the start of the survey, the response rate 

1. This adds up to 22, but the report said 32 teachers 
took part. 
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was so low that one might have expected the researchers to 

abandon the study. Perhaps the most disturbing information 

from this sample was that at the end of the year only four 

probationers were leftt The findings were, however, of , 

educational importance and in general agreed with results of 

larger and more recent surveys. 

The DES (Department of Education and Science) in con-

junction with the Research Unit of the School of Education 

at Bristol University, conducted a fact-finding national 

survey of teachers in their first year of teaching. The 

results were submitted to the DES in 1969. 1 Seven major 

areas of the probationers' views and experiences were 

investigated: biographical characteristics; training; 

appointment and placement; in-service guidance; in the class-

room and community; outside school; career intentions. 

The survey revealed that only about one in ten LEAs were 

running any general guidance programmes in 1966. There was 

an apparent lack of agreement about the aims and structures 

of these programmes, for the survey showed that they varied 

considerably in terms of length, timing, content, complexity, 

staffing and probationer outcomes. It was also revealed that 

there was very little evaluation of such programmes as were 

being run. Arising frQm the results of this national survey, 

the DES commissioned further investigations to study the 

possibility of developing experimental guidance programmes for 

1. Bolam, R. (1973), Induction Programmes for Probationery 
Teachers, University of Bristol School of Education. 
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probationary teachers. 

After the publication of both the James Report and the 

White Paper in 1972, the DES funded pilot induction schemes 

in conjunction with Bristol University School of Education. 1 

This project (TIPS ~ Teacher Induction Pilot Schemes Project) 

was to monitor progress of induction schemes aimed at reducing 

the problems of probationers. Invitiations to participate 

in this project were sent to Gloucestershire, Monmouthshire, 

Inner London, Northumberland and Liverpool; but only the last 

two agreed to participate. Some other LEAs did, however, 

establish similar schemes without DES support. In most 

secondary and primary schools in these other areas, professional 

tutors were designated to help probationers as recommended by 

the James Report. Bolam and Baker were in charge of the 

pr6ject with local co-ordinators, Mc Cabe for Northumberland 

and Hill for Liverpool. 

In Northumberland, 218 probationers and 104 teachers 

were selected, from 92 of the county's 243 schools. The 

selected schools varied from one probationer in a two teacher 

school on the Cumbrian border to fifteen in a large urban high 

school. In Liverpool, 758 probationers and 370 teacher tutors 

in 339 of the city's 352 schools took part. In broad outline, 

the two schemes followed the White Paper proposals interpreted 

in the light of relevant sections of the James Report. Thus 

both authorities gave reduced (75%) teaching load to probationers 

1. Baker, K. (1976), "A Review of Current Induction Programmes 
For New Teachers", British Journal of In-Service Education, 
vol. 2, no. 3, Summer, pp. 179 - 186. 



64 

within their schools, and courses were arranged for them at 

outside centres. The main difference between the two schemes 

lay in the nature of these outside courses. While Liverpool 

set up six professional centres where one-day courses were 

held, Northumberland used longer residential courses. The 

different approach was largely due to the geographical 

dichotomy as between the two regions, especially in respect 

. fl. 1 of dens1ty 0 popu at1on. 

All the centres concerned had a co-ordinator appointed 

from within the institution whose duties involved planning 

and operating the centre-based activities. At first these 

activities were meant for probationers alone but on-going 

support for teacher tutors, and meetings of heads and heads 

of departments were all included. 2 All evaluators took an 

illuminative approach, and it was agreed at the outset with 

the national committee involved ( the INSET sub-committee of 

ACSTT) that objective criteria were unattainable so that 

judgement would have to be based on: "informed professional 

opinion" collected by the standard means of questionnaires 

and structured interviews from the probationers; from experienced 

teachers in schools, particularly the teacher tutors; from 

those responsible for organising the schemes and the external 

in-service education and training for probationers. The 

evaluators' roles were both formative and summative. 

The present researcher and writer has used a similar 

1. Cohen, S. (1976), "High l-larks for Induction", Times 
Educational Supplement, no. 3178, April 30th, p. 10. 

2. Baker, K. (1976), Ope cit. 



65 

methodology as that adopted by TIPS. 

The Bristol team was responsible for the analysis of 

data from both schemes as well as monitoring the unsponsored 

~hemes in other areas, such as Leeds. The results showed that 

probationers from both LEAs judged "free time" to be the most 

effective feature of the scheme. Probationers, teacher-tutors 

and headteachers were all more favourably disposed towards 

the school-base programme of INSET than the external mode. 

Contact with teacher tutors was also valued by probationers, 

though the team identified a reluctance on the part of tutors 

to extend their roles beyond general pastoral responsibility 

into responsibility for improving the professional performance 

of the probationers through classroom observation and other 

interactive practices. 

The team also discovered that the teacher tutor role 

proved more costly and less efficient as the number of 

probationers dropped dramatically during the trial period. 

On the whole, however, results showed that probationers were 

happy with the scheme in terms of easing their entry into 

the profession. There was evidence that many probationers 

were much better informed about the professional resources in 

their areas. 

Hill,l advised other local authorities to emulate the 

experience gained from Liverpool and make their own contri-

butions to the professional growth of probationary teachers. 

1. Hill, D. (1975), "Experiments in Inductions New Approaches 
to the Probationary Year", British Journal of Teacher 
Education, vol. 1, no. 1, January 1975, pp. 29 - 40. 
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f.lc cabe,1 reported that induction programmes have provided 

a considerable opportunity for teachers to develop professionally 

and stressed that, 

"taken as a first stage in the proposed 
in-service programmes it can be seen 
as an important and much needed step 
forward." 

From the results of both the pilot schemes and the unfunded 

ones, Baker 2 observed that there were five basic models of 

approach to the induction of probationers. He listed these as: 

a) On-the-Job Traditional Model: in this model, there is no 

systematic or structured assistance being given to probationers. 

b) Policy-Based on-the-Job Model: some form of structured 

staff development and probationer guidance programmes are 

being created. 

c) Off-the-Job Model: this is similar to the second model but 

based outside the school e.g. Avon, Gloucestershire, ILEA. 

d) Visiting Tutor Model: in this model, an external visiting 

tutor is appointed to help probationers even in the classrooms 

(e.g. Leicestershire and Cumbria). 

e) The White Paper Model: this model adopted the recommendations 

as laid down by the James Report and the \I/hi te Paper. This 

was the model used in the two pilot schemes. 

The instruments of enquiry used in these projects represent 

a wide range and a reliable way of collecting accurate data. 

In this way the evaluators were able to obtain a comprehensive 

1. Mc Cabe, C. (1975), "Developing Induction Patterns in 
Schools", British Journal of In-Service Education, 
vol. 1, no. 3, Summer, p. 54. 

2. Baker, K. (1976), Ope cit. 
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and reliable picture of the varieties of opinions held by 

probationers and others. The sample was adequate. 

However, certain criticisms of the project have been 

expressed. 
1 Cohen et al pointed out that because the two 

schemes were essentially similar, there was no extra infor-

mation to be gained by comparing them. They commented that, 

as implementing the full scheme was very costly, it would have 

been useful if some informatia)O about the relative merits of 

day and half day release or different kinds of tutorial 

support had been provided. Secondly, they considered the 

omission of a control as being unfortunate. Such a control 

group according to them would have made it possible to judge 

whether "informed professional opinion" was being influenced 

by the general climate or thinking about induction or by the 

pilot scheme itself. 

The evaluation reoorts were published nationally by 

Bo lam et a 12 and in each of the pi lot areas (~'lc Cabe3 and 

Davis4) in addition to reports of two national conferences and 

1. Cohen, L., Thomas, J., and Manion, L. (eds), (1982), 
Ope cit., p. 514. 

2. Bolam, R., Baker, K., and Mc Mahon, A. (1979), Teacher 
Induction Filot Schemes: Final National Evaluation Report, 
Bristol: University of Bristol School of Education. 

3. Me Cabe, C. (1978), Induction in Northumberland: An 
Evaluation, Newcastle: University of Newcastle School 
of Education. 

4. Davis, J. (1979), The Liverpool Induction Filot Scheme: 
a summative report, Liverpool: University of Liverpool 
School of Education. 
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numerous interim reports. 

1 Bradley and Eggleston of the University of Nottingham 

carried out an experiment on three patterns of induction and 

some of the effects on the teachers involved. Their experiment 

set out specifically to provide evidence about: 

a) whether release for 20 per cent of their time reduces the 

anxiety level of probationers, reduces their work load and 

facilitates their induction into the profession; 

b) whether one form of release pattern has any advantages 

compared with others, either for the probationer or for the 

school; 

c) whether assigning particular responsibility for organising 

the probationer's release time to a person or a group of 

people improves the efficiency of the process of induction; 

d) how probationers subject to different treatments during 

release time or under the traditional regime, make use of 

the support-systems in the school and those provided by outside 

agencies. 

Two experimental groups and one control group of probationers 

were set up. The first experimental group contained probationers 

with supervised release time of one day per week. The second 

group were given a: similar release time but no supervision. 

The control group did not have any release time. 

The investigators used two main instruments to collect 

their data. The first was a diary which asked for information 

1. Bradley, H.W. and Eggleston, J.F'. (1978), "A.n Induction 
Year Experiment", Educational Research, vol. 20, no. 2, 
pp. 89 - 98. 
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about twenty-two different professional activities which 

teachers engaged in outside of the time they were actually 

teaching a class. The second was a sub-adjustment questionnaire 

containing a series of statements to which the probationers 

were asked to indicate on a five-point scale how frequently 

they had experienced certain feelings in the last month; 

feelings such as: 

a) that you have too little confidence to carry out your 

responsibilities; 

b) that you have too heavy a work load, one that you cannot 

possibly finish during an ordinary work day etc. 

Bradley and Eggleston found that the experimental groups 

enjoying release, tended to give more to extra work than the 

control group. In all groups $t was found that probationers 

did become more confident and less troubled by the workload 

as time went on. Results f~om the questionnaires showed 

that the experimental group having supervised release had 

most confidence, less ignorance of supervision procedures and 

felt less frustration than the two other groups. The unsuper

vised group was found to have marginally more positive results 

than the control group. 

While headteachers felt the scheme was beneficial to 

probationers, a majority of them found it presented minor 

difficulties such as: re-organisation of the timetable for 

release purposes; problem of having to obtain a supply teacher. 

The use of a stratified random sampling method based on 

seven geographical areas with balanced groups in terms of 

small and large schools, urban and rural schools and also 

distribution of men and women teachers was quite appropriate. 
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However what the present writer finds disquieting about this 

piece of research is the evidence it set out to provide, and 

the use of the diary as one of the tools for gathering the 

necessary data. The purpose of the information gathered by 

the diary has no direct relationship with the specific 

objectives of the study. 

The study provided some evidence, though not as much as 

exoected, that the 20 per cent release reduced the anxiety 

level of probationers and also their work load. What it did 

not ascertain (despite its stated intention), was whether this 

facilitated their induction into the profession. 

The study clearly showed that the release pattern with 

suoervision had advantages compared with the rest. Results 

showed that there were some minor difficulties in assigning 

a particular person or group of people to organise the 

probationer's release time in schools. The fourth objective 

of the study was not realised. 

Despite the fact that this study was centred around primary 

junior and infant teachers and had quite a number of criticisms, 

the writer has chosen to discuss it here because of the 

similarities with her own study. The writer in her study of 

probationers in selected case study schools in Humberside 

would be finding out how probationers generally make use of 

their release time and how relevant they think it is in the 

induction process. The writer would also be asking head 

teachers the problems posed by releasing probation·ary teachers 

for centre activities and their views about the whole idea of 

the induction year. The two studies therefore have a degree 

of comparability. 
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1 Earlier in 1967, Dalrymple carried out a survey to find 

out the needs of the probationers in the New London Borough 

of Barking. 

The results of the survey revealed that the main problem 

confronting the probationers was transition from the protected 

role of the student to classroom exposure as a teacher. The 

outcome agrees with most of the literature on the problems 

encountered by probationers. Furthermore, it also revealed 

that at the primary level the problem was one of classroom 

management in the case of a multiplicity of demands that young 

children make and of devising adequate means of satisfying them. 

2 This point was also evident in the survey by Clark and Fococke. 

At the secondary level, discipline was the main problem of 

those who were slow starters. 

Another survey was mounted at University College, Swansea 

to obtain factual knowledge about the probationary year.3 This 

was made necessary because of a call made by the National 

Union of Teachers (NUT) and the Association of Teachers in 

Colleges and Departments of Education (ATCDE) of the special 

difficulties of the probationary year. This joint call argued 

that continued guidance was particularly important during 

the first year of teaching, and illuminated the need for follow 

1. Dalrymple, A.H. (1967), "The In-Service Training of 
Probationery Teachers", Education for Teaching •. no. 73, 
pp. 48 - 52. 

2. Clark, J.M. and Fococke, S.E. (1971), Ope cit. 

3. Chazan, tvl. (1963), "First Year of Teaching", Times 
Educational Supplement, no. 2489, February, p. 185. 
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up studies of student teachers which would help colleges in 

the evolution of methods of training. It was against this 

background that the survey was conducted. It set out to 

ascertain from the probationers themselves what kind of help 

and guidance they needed. Ninety-five teachers took part in 

this survey, and reports revealed that the major difficulty 

was classroom control. This was also confirmed by Clark and 

1 Fococke. Some graduates mentioned being "made to feel 

uncomfortable" among many non-graduate colleagues. Many of 

the respondents said they valued their training in the College 

and that the theoretical knowledge they gained at College had 

helped considerably. Eleven of the teachers suggested a 

longer teaching practice period. 

From these opinions and replies, the researcher gains 

the impression that many of the professional difficulties in 

the early stages of teaching could have been prevented or 

minimised. Certain suggestions for doing this were given~ 

a) Employing authorities and head teachers should give full 

information about both the type and level of work required 

from a newly qualified teacher. The student needs to know 

as much about the post he is applying for as the authority 

does about the applicant. 

b) New entrants to the profession would be under the wing of 

an adviser or senior teacher officially designated for this 

purpose who would take particular note of the background and 

training of the student for the specific teaching situations 

he would be meeting. 

1. Clark, J.M. and Fococke, S.E. (1971), Ope cit. 
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c) Head teachers should give newcomers to the profession more 

time to enable them to prepare their work adequately and 

without strain, since it is always disproportionately heavy 

during the first year. Chazan also advised thats 

"any measure which will make the 
transition from training course to 
first post less abrupt will help the 
young teacher to avoid discouragement 
and disillusion and will lead him to 
the knowledge that his chosen work 
can be both enjoyable and challenging." 1 

The writer's main criticism of this survey is in the way 

the sample must have been selected. The report did not state 

the geographical population from which the sample was selected 

and how it was selected. \ve can only assume that it must have 

been in the Swansea area because the survey was conducted by 

the University College of Swansea. The figure of 95 was given 

as the total number of probationers who took part, but of 

what probationer population was this number a part? Since 

we are not told this, we are unable to deduce the response 

rate in percentage form either. The number of schools which 

took part is not known either, the only information being 

that both primary and secondary school probationers were 

involved. All these hidden elements of information would have 

been helpful to a critical reader for a thorough examination 

and understanding of the survey. 

Another point not made clear in the survey report was the 

instrument of enquiry. It is not clear as to which of the 

various modes available (e.g. questionnaire, interview, 

observation, discussions etc.) were employed - or for that 

1. Chazan, M. Ope cit., p. 185. 
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matter whether they were combined in some way. 

The idea of indentifying probationers' problems directly 

from them was a very appropriate method though as the writer 

has mentioned earlier, by what means we are not told. 

Nevertheless, the results revealed in this report and 

especially the suggestions made, are of considerable importance. 

It is interesting to note that recommendations made by the 

James Committee concerning probationers' work load, and care 

by a professional tutor, had already been suggested by Chazan 

as early as 1963. The difference was that, while James was 

a national enquiry, Chazan's was a local one involving maybe 

only a few schools. 

A summary of the various surveys, investigations and 

researches into the induction year and especially the problems 

faced by probationers in their first year of teaching show a 

number of similar and related results. 

Taylor and Dale and Clark and Pococke both mentioned the 

physical exhaustion experienced by probationers and called for 

support to increase their ability to cope with stress. Surveys 

have shown the lack of relevant information given to 

probationers concerning the age range of children to be taught, 

the syllabus and the amount of work expected of them. 

Probationers were also faced with the problem of transition 

from college to the teaching environment especially the element 

of classroom management. 

Results of the Teacher Induction Pilot Schemes (TIPS) and 

Bradley and Eggleston in particular show the favourable 

disposition of all concerned towards the introduction of induction 

programmes for probationers. 
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The literature search on the probationary year and 

teachers shows that there had been a great concern by everyone 

in the field of education about the way probationers were 

being inducted into the profession and the problems they face 

on entry. Attempts have been made at various times to 

alleviate these difficulties by way of surveys, investigations, 

mounting programmes and suggestions. These problems were 

envisaged as far back as the early 1960s and have continued 

up to date. The James Report and the White Paper perhaps 

were the most powerful voices raised. 

"Nothing has impressed or depressed 
more than the gross inadequacy of 
the present arrangements for the 
probationary year." 

2.5 The Professional Tutor/Centre 

us 

1 

The idea of a school-based professional tutor came to 

national prominence with the recommendations made in the 

James Report: 

"Every school should have on its staff a 
professional tutor to co-ordinate 
'second' and 'third cycle' work affec
ting the school and to be the link 
between the school and other agencies 
engaged in that work whether the 
professional tutor were the head or 
deputy head as might be the case in a 
small school or a designated member 
of the staff in a larger school. It 

1. Teacher Education and Training: A Report by a Committee 
of Inquiry appointed by the Secretary of State for 
Education and Science, under the Chairmanship of Lord 
James of Rusholme, Ope cit., paragraph 3.10. 
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would be important for all tutors 
designated as professional tutors to 
be among the first to be admitted to 
'third cycle' courses, so that they 
would be trained for their new tasks. 
Among the responsibilities of a 
professional tutor would be that of 
compiling and maintaining a training 
programme for the staff of the school 
which would take account both of the 
curricula needs of the school and of 
the professional needs of the 
teacher." 1 

The government shared the view that the teaching profession 

itself should playa major role in the induction process. It 

thus agreed that professional tutors would need to be designated 

2 
and trained for the purpose. These ideas and proposals were' 

greatly welcomed by teachers and educators alike and the 

outcome would be to make the organisation of the induction 

year much easier. It was suggested that the creation of the 

post of the professional tutor in every school wo~ld go some 

way towards solving some of the problems associated with the 

first year of teaching. Nonetheless the scheme created other 

problems, such as who should be selected for the role of 

professional tutor and what training they should receive. 

There was also the question of additional payment. Literature 

is scarce on this aspect of in-service support, but it does 

reveal an array of discussions by teachers, teacher educators, 

administrators and LEA advisers as to the possibility of its 

introduction in schools. 

1. DES (1972), The James Report, Ope cit. 

2. DES (1972), The White raper, Ope cit. 
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Some empirical evidence concerning professional tutors 

may be obtained from the Teacher Induction Pilot Schemes 

carried out in Liverpool and Northumberland, with Bolam, 

1 Baker, ~lcCabe and Hill. Bolam reported that results showed 

that certain logistic and administrative factors constrained 

the professional tutor from emphasising his training function. 

Such administrative problems included timetable arrangements 

within the schools, and the need for more attention to be 

given to centre-based courses for probationers. Professional 

tutors, according to Bolam, felt that their contributions were 

being undervalued and many of them were uncertain as to how 

best to proceed in their new role. 

2 Baker reported that one central feature in these schemes 

was the role of the professional tutor. t-'Iost tutors saw 

their role as pastoral friend and confidante, but differed 

greatly in their views of the extent to which they should be 

involved in the assessment function, and also the extent to 

which classroom observation of the probationer should be part 

of their role. Reports also revealed that it was an expensive 

venture to maintain professional tutors. However, despite all 

the problems and difficulties in the official schemes (White 

Paper model) the teacher-tutor role was established in about 

350 schools and was shown to be practicable. Many of the 

professional tutors stressed the professional in-service 

1. Bolam, R. (1975), "The Supervisory Role of the Teacher 
Tutor: A Complex Innovation", B.itish Educational Research 
Association, Annual Conference University of Stirling, 
1st - 4th September 1975. 

2. Baker, K. (1976), Ope cit. pp. 179 - 186. 
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benefits which they personally received from their experiences. 

Hill,1 the local co-ordinator in Liverpool for the pilot 

scheme, reported that the Liverpool Induction Scheme was 

comprised of a number of components: 

a) teacher-tutors - appointment, preparation of teacher-tutors; 

b) professional centres; 

c) induction programmes for professional tutors. 

One or more teacher tutors were appointed in all schools 

except nursery schools. These were grouped in such a way that 

each group could conveniently share the services of a tutor, 

and since the number of probationary teachers involved was 

ususally very small, no major problems were envisaged. The 

appointments of teacher-tutors were temporary - one year and 

non-superannuable. They were appointed from within the schools 

by managers/governors. The Advisory Committee produced guide-

lines for a preparatory course for teacher-tutors. These 

consisted of ten one-day sessions during the summer term at 

professional centres. 

The response to this recommendation varied considerably 

as between LEAs and between schools. In Northumberland and 

in Liverpqol, the pilot schemes which were following the 

White Paper model restricted the teacher-tutor role to the 

induction of beginning teachers. This was true of most of the 

other unfunded programmes. For example in Leeds, the eight 

schools used each had a professional tutor to co-ordinate all 

1. Hill, D. (1974), The Liverpool Filot Scheme for the 
Induction of Probationary Teachers - A Frogress Report, 
British Journal of In-Service Education, vol. 1, no. 1, 
Autumn 1974, pp. 15 - 17. 
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three aspects of school-based training just as stated by the 

James Report: that is to say, student teaching practice, 

probationary induction and in-service provision for experienced 

staff. 

1 Bolam reported that some schools had not appointed a 

professional tutor as such but took up the 'James' suggestions 

and redefined the role of one of the deputy head teachers. A 

good example given was the Ashmead Comprehensive School in 

Reading where the Headmaster, Peter Judge, drew up a job 

specification for his training deputy head in 1973. Every 

detail of the job specification and responsibilities were 

spelt out. John Bull, the man appointed for this job summarised 

his activities at the end of one year: 

"the aims of school-based teacher develop
ment at Ashmead are seen generally as 
two fold: to. help the school to become 
more effectively comprehensive and 
educational and assist the staff to 
acquire those skills and support which 
may enable them to gain pleasure and 
satisfaction from their professional 
work." 

2 

Kelly, in support of the James Report and· particularly 

the recommendations of the introduction of the professional 

tutor, agreed that this was: 

"a central figure in a partnership ••••• 
springboard for professional unity and 
advancement without which there can be 
no real professionalism. " 3 

1. Bolam, R. (1976), CERI/OECD, Ope cit. 

2. Bolam, R. and Porter. 
Education and Trainin 
Scotland and Northern 

J. (1976), Innovation in In-Service 
of Teachers - U.K. (not including 

Ireland). CERI OECD, Paris, p. 91. 

3. Kelly, A.V. (1973), "Professional Tutors", Education for 
Teaching. no. 92. Autumn, p. 7. 
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1 Gleeson puts forward his own alternative view of the 

professional tutor in which he sees this person as one who 

works 

"in close relationship with teachers, 
ouoils and researchers towards change, 
rather than an aloof professional 
'Nellie', induction agent or a super 
wet-nurse." 

O'Hara's view of the professional tutor on the other 

hand is as a major agent in the professional development of 

the teaching profession with the professional centre as his 

2 3 ally. Judge sees the role of the professional tutor as being 

very important in two ways: 

a) his role in teaching practice; 

b) going into colleges and departments of education in order 

to contribute to their programmes. 

The proposals in creating the professional tutor concept 

envisaged three major tasks for the incumbent: 

initial training; induction; in-service education. However, 

there were criticisms following the James Report as to the 

actual role of the tutor. The role of the professional tutor 

has been extensively discussed in a number of papers at 

conferences, such as those by Henderson,4 Gibson,S and 

1. Gleeson, D, (1974), "The Frofessional Tutor: An Alternative 
View", Education for Teaching, no. 93, Spring, p. 35. 

2. O'Hara, E. (1977), "The Teacher Tutor and the Professional 
Centre - A Vital Link, British Journal of In-Service 
Education, vol. 4, winter, nos. 1 and 2. 

3. Judge, H. (1973), "The Professional Tutor Concept", In 
Henderson, E.S. (ed)(1973), The Role of the Professional 
Tutor, p. 2. 

4. Henderson, E.S. (ed) (1973), The Role of the Professional 
Tutor, Faper given at a Conference. 

5. Gibson, R. (ed) (1973), The Professional Tutor, Paper arising 
from a worki~g conference on the James' Committee's proposal 
for the app01ntment of professional tutors in schools. 
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1 Thomson. Apart from these conferences, there were a number 

of articles, reports and papers from others concerned with 

the concept. In all these papers and discussions, there 

proved to be considerable difficulty in respect of clarifying 

the role of the professional tutor. 

Results from the pilot schemes in Northumberland and 

Liverpool showed that the role of the professional tutor was 

significantly reduced to the point of working with probationers 

only, and having the title changed to 'teacher-tutor'. 

Answers to these two questions. - the partial role played 

by the professional tutor in the pilot induction schemes, and 

the change in name, exposed certain revelations about the 

problems of the professional tutor role as perceived by the 

James Report. The term teacher-tutor was not a new one to the 

educational scene. It was already in use in some schools, 

particularly in secondary schools. Teacher-tutors were 

practicing teachers who undertook snecial duties in relation 

to students on teaching practice during initial training 

2 courses. One may ask if the change of name indicated that 

the major scope of the role of the professional tutor in the 

James Report was being abandoned. The real problem was that 

it could be alsmost impossible for one person to carry out all 

three major tasks successfully. The change of name did not 

come by chance as can be seen from the report by Hill: 

1. Thomson, D. (1973), Ope cit. 

2. Austen, E. (1975), "The Role of the Teacher-Tutor", 
Ideas, vol 30, January 1975, pp. 222 - 226. 
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"the term professional tutor was dis
continued during early discussions 
since the Committee preferred a title 
which indicated a practicing teacher 
in a school." 1 

There is very little literature on the professional centre 

concept. The James Report had recommended that the new 

teacher be assigned to a specific professional centre and 

released for attendance there for the equivalent of not less 

than one day per week. Such a centre was perceived as being 

responsible for assisting the probationer's professional 

development by drawing on appropriate expertise available in 

the region. It was also stated in this report that these 

centres should give new teachers both a means of sharing 

experience with others and a point of reference independent 

of their schools and employers. These functions were vaguely 

stated and even members of the Committee were not very sure 

what the centre was intended to be. Judge, himself a member 

of the Committee, conceded this when he described it as: "a 

h t · . . . ,,2 new and rat er mys er10US 1nst1tut10n • In an attempt to 

define the professional centre, he said: 

"a place which did second and third 
cycle work, not as a separate place 
stuck into a College of Education or 
round the back of a disused primary 
school." 3 

The offer of the James Report in establishing the concept 

of the professional centre was, according to Judge, 

1. Hill, D. {1974}, Ope cit., p. 223. 

2. Judge, H. (1973), Ope cit., p. 2. 

3. Ibid, p. 29. 



83 

"an attempt to give very much greater 
value to school-based work, to field
based work and to the relationship of 
training institutions to the schools 1 
in which children were being taught." 

The idea of introducing this concept then was for it to 

provide services that, say, teachers' centres (which were 

already existing and were at their peak at the time of the 

James Report) could not offer. They were to be concerned 

firstly with the training of teachers in their second cycle 

and secondly to support teachers in the education of 

probationary year. But in practice, the professional centre 

concept did not make much progress. Some were established, 

especially in pilot schemes, but did not function as the 

James Committee would have wanted. 

The major conclusion from investigations into the role 

of the professional tutor then is that the introduction of 

the tutor in schools created some administrative problems for 

the head teacher, including the need for a replacement teacher 

when the professional tutor is released for centre-based 

courses. A further point was that the duties of the 

professional tutor were reduced: that is to say, they were 

limited to the care of probationary teachers only. 

1. Ibid. 
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2.6 Innovation in In-Service Education and Training in 

Other Countries 

Eleven of the twenty-four OECD member countries 

(Australia, Canada, France, Germany/Switzerland, Italy, 

J~pan, Netherlands, Sweden, United states, England and 

Wales) agreed that broad dissemination of national practices 

and experiences in the field of in-service education was 

necessary. They took this step because of the weakness of 

international and comparative analysis of in-service education. 1 

~1ember countries of OECD noted the importance of in-

service education for technological, economical, cultural, 

social and political reasons, in the context of a falling 

demand for teachers. With a smaller infusion of newly trained 

members it became imperative that serving teachers continue 

their personal and professional education. 

The traditional mode of in-service which was knowledge-

based was found to be inadequate. It was increasingly 

recognised that innovation was needed in in-service work, 

and that it had to take into account the characteristics and 

needs of the users. Innovations such as the aforementioned 

school-focused, job-embedded approaches, and the development 

of teachers' centres were all popular with those member 

states participating. 

Let us now look at the efforts made by these countries 

either before or after the 1978 meeting in this area based on 

1. CERI/OECD (1978), Innovation in In-Service Education and 
Training of Teachers: Practice and Theory. 
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the four innovations the writer has chosen as already existing 

in Britain. 

From the questionnaires sent by the European Council to 

member Economic Common Market countries to identify the 

principal innovations in this field, it was observed that 

Sweden was the only country in which the political reform of 

the school system was directly associated with a new policy 

f h · . 1 or teac ers 1n-serV1ce. In Sweden, in-service training 

and re-training are held to be necessary for two important 

reasons: first as an agent of innovations in organisation, 

curriculum and method, and second as a means of building up 

the professional self confidence and commitment of teachers. 2 

The forms of in-service work employed there include study-

days, courses of various lengths, the involvement of consultants, 

studies of professional practice for vocational teachers in 

comprehensive secondary schools, study visits and individual 

study for which special anthologies have been prepared. 

The practice in Sweden comparable to school-focused 

in-service work in England is that of the 'study-days'. 'Study 

days' are a form of compulsory in-service for all teachers in 

primary and secondary schools. During these days, sometimes 

up to a week, all schools are closed to enable teachers to 

meet in groups to study and plan their curriculum. The 

programmes are drawn up by the teachers themselves based on 

the needs of their particular schools. Consultants are 

1. Reguzzoni, M. (1976), "European Innovations in Teachers' 
In-Service Training", in: Lomax, D.E. (ed) (1976), European 
Perspectives in Teacher Education, John Wiley and Sons, 
chapter 12. 

2. Maclure, S. (1971), Innovation in Education - Sweden, 
Technical Report, CERI/OECD Paris. 
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Some of the proposals made in the 'James Report' bear a 

strong resemblance to what had been existing for some time 

in Sweden. The Central Body in Sweden, the Lansskdnamnd, 

comprising twenty-four county boards is the equivalent of the 

Regional Councils for Colleges and Departments of Education 

and the National Council for Teacher Training envisaged for 

England. The equivalent of a professional centre are activities 

carried out within the departments of Continued Teacher 

Training and the County Boards. The professional tutor, 

sabbatical leave and teachers' centres have all been existing 

in Sweden for some time.
2 Teachers' Centres are in two forms: 

the larger university linked centres and the smaller municipal 

centres. All the Scandinavian countries, Norway, Denmark and 

Sweden have similar innov.ations in in-service education. 

In the U.S.A. the most developed of all these innovations 

is the teachers' centre. While the centre concept had its 

origin in Britain in the 1960s in response to the Nuffield 

Mathematics Froject, since its inception, it has been taken 

up strongly in the U.S.A. where it has proliferated and 

diversified into a number of models, and types. Jenkins 3 

described the four most common models. The first is where a 

1. Harklund, S. and Eklund, H. (1976), Innovation in In-Service 
Education and Trainin of Teachers - Sweden, 
CERI OECD Paris. 

2. ~varwick, D. (1972), "The Norse Code: Scandinavian 
In-Service Education", Secondary Education, vol. 2, no. 3, 
Summer 1972, pp. 15 - 16. 

3. Jenkins, K. (1978), Critical Issues in Centering: 
A position Faper, Eric Doc. 
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university enriches a particular set of public schools through 

in-service and staff development activities in exchange for 

these schools assuming greater responsibility for pre-service 

candidates. The second variant which is even more public 

oriented is that where state agencies arrange for universities 

to provide services to individual public schools or school 

systems. A third model places the university at the hub of 

a consortium network with several public school system, 

being served by a regularly located centre affiliated with 

the university. In the fourth model, the centre is a teacher-

generated, teacher-focused and teacher-maintained entity. There 

is little formal affiliation with agencies like State 

Departments of Education or universities. 

Bell and peightelyl provided a taxonomy of teacher 

centre types: 

a) consortium - three or more co-operating institutions or 

organisations 

b) partnership - two institutions or organisations 

c) autonomous - a single controlling unit 

d) special focus - a centre with a primary concern such as 

individualised instruction, reading or 

open education. 

2 An alternative taxonomy was given by Targer: 

a) The Independent Teacher Centre 

b) The Almost Independent Teacher Centre 

1. Pfeiffer, I.L. and Dunlap, J.B. (1982), Supervision of 
Teachers: A Guide to Improving Instruction, Oryx Fress. 

2. CERI/OECD (1978), Ope cit. 
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c) The Professional Organisation Teacher Centre 

d) The Single Unit Teacher Centre 

e) The Free Fartnership Teacher Centre 

f) The Pre-Consortium Teacher Centre 

g) The Legislative, Political Consortium Teacher Centre. 

With all these varied models of Teachers' Centres it 

would be difficult to have a single comprehensive definition 

that would sustain itself in the U.S.A. Jenkins l defines a 

teachers' centre: 

"as a place of open exchange that focuses 
its organisation, attention and energies 
towards creating a co-operative 
relationship between teacher preparation, 
institutes and public school systems. 
Its primary function is to co-ordinate 
programmes and assist in the delivery 
of services implicit in on-going 
teacher education," 

whereas Lezot~e2 defined them as: 

"designed to provide programmes and 
experiences that will enhance the 
teacher's instructional effectiveness 
in the classroom." 

In the U.S.A. as opposed to the practice in England, where 

teachers at work in the LEA have fashioned the Teachers' Centres, 

the role of the co-ordinator and the university has been much 

more significant. For example, the assignment of the University 

of f\-laryland of about half of its student teachers to centres 

is evidence of developments on a very large scale. By contrast, 

1. Jenkins, K. (1978), Ope cit. 

2. Lezotte, L. (1979), Teachers' Centres: The New Market Place 
for Teacher Educators? One Foint of View. A Resounding 
ivlaybe, Eric. 
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in England, teachers' centres play very little part in pre-

training. 

Another difference is that most centres in the U.S.A. 

serve the needs of others in the community besides teachers. 

In consequence, centres in the U.S.A. range from the small and 

informal to the large and bureaucratic: from centres of ten 

to twelve teachers to a large system-wide service that serve 

a multitude of purposes. 

School-focused in-service education and training activities 

could be found in most American schools, though ongoing 

collaboration with a university is more normal there. For 

example, in the Des ;"'!oines School, there is a working 

relationship with the Drake University that makes it possible 

for their in-service courses to be used in qualifying for 

graduate degrees. In this situation the in-service programmes 

are intended primarily to fill the gap between contemporary 

. 1 
theory and classroom pract~ce. 

In Australia, teachers' centres developed in the 1970s 

following a broad mandate given by the Schools Commission in 

1973.for the improvement of primary and secondary education. 2 

The importance of further training and support during the first 

year of teaching has been recognised by several of the States 

of Australia, though the responsibility for the induction of 

1. Rubin, L.and Howey, K. (1976), Innovation in In-Service 
Education and Trainin of Teachers - U.S.A., 
CERI OEeD Paris. 

2. Thornbury, R.E. (1981), The International Pattern of 
Teachers' Centres, Unpublished PhD thesis of the 
University of Leicester. 
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'first-year-out' teachers (probationers) rests with the 

schools: in the primary schools with the principal or his 

deputy; in the secondary schools often with an appropriate 

senior teacher. Methods used range from the informal, such 

as social meetings, to very formal conferences between new and 

experienced teachers. 1 

The equivalent of a professional tutor as recommended by 

the James Report is taken up in Australia by existing staff 

without any additional training. The school itself acts as 

the 'professional centre'. 

In ~vest Germany, there have been attempts at introducing 

school-focused in-service education and training and teachers' 

centres into the ~ontinuing education of the teacher. The 

type of school-focused activities practised there is however 

slightly different from its English counterpart. In the FDR, 

there is a central body staffed with educationists who have 

been teachers at some stage of their career development. 

They carry out in-service activities in the teaching of all 

school subjects and school oriented issues, such as media, 

school law, school administration. They take all types of 

schools and levels into account. Teachers are thus sent by 

their schools to such institutions, and the model lies some-

where between traditional in-service education and the school-

focused concept as practised in England. There are no real 

school-based courses and activities, apart from the routine 

1. Skilbeck, M., Evans, G. and Harvey, J. (1976), Innovation 
in In-Service Education and Training of Teachers -
Australia, CERI/OECD Faris. 
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staff meetings. Advisory centres exist to which the teacher 

can turn with any specific instructional problems. Libraries 

and media resources are expanded for this particular purpose. 

This does, therefore come close to being an equivalent of 

the British teachers' centre idea. 1 

In Nigeria where hopefully some of these innovations 

would be implemented, there is no comparable form in existence. 

There have been many proposals for in-service provision for 

teachers in that country but all were or are of the traditional 

type. The real needs of schools are totally ignored. One 

might argue that since the curriculum is drawn up nationally 

and must be followed, there is little school-based in-service 

work, an~ the number of teachers' centres or probationer care 

system is very small. 

Despite the central control in education both at the 

Federal and State levels, through their respective ministries 

of education, schools have some degree of autonomy, and this 

includes action taken in respect of professional competence 

and growth of the teaching force without necessarily sending 

a teacher on a long course. While there are certain aspects 

of work where school-based INSET cannot give the teacher what 

is required, for example, acquisition of higher knowledge and 

the finance or status tbat accompanies that, there are other 

areas where head teachers could improve professional develop-

ment of their staff through short locally or institutionally 

1. Frey, K., Posch, P., Kroll, D., Cavadin, J., Lattman, D.P., 
Fischler, H., and Arregger, K. (1976), Innovation in 
In-Service Education and Trainin of Teachers - Germany/ 
Switzerland, CERI OECD Paris. 
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based programmes of action. 

1>1any secondary school teachers in Rivers State have been 

working for up to ten or fifteen years without going for any 

course anywhere, including not even in their schools. This 

is one category of teachers to be upgraded professionally. 

Another category is those who have attended external courses 

and have returned to their schools. This group need professional 

upgrading in view of the relative lack of practical experience 

associated with many external courses, not to mention their 

irrelevance to local circumstances. But in the Rivers State 

there is no form of school-based INSET. The nearest activity 

to it is the normal staff meeting~ 

The Federal Government of Nigeria has created a National 

Body, the NTI (~ational Teachers Institute), based in Kaduna 

with branches in every state, to look into the in-service 

1 education of teachers. These are not fully functional at 

present, but with careful planning and foresight, they could 

be developed into more meaningful centres where teachers can 

make use of facilities and resources to improve their competence. 

They would then be equivalent to teachers' centres in England. 

The concepts of professional centres or tutor and probationer 

care systems do not exist in Nigeria either. There are no 

specially organised programmes for the induction into the 

profession of newly qualified teachers. The only time 

probationers are looked after professionally is during their 

teaching practice which comprises only about six weeks of 

their initial training. During this period, they are sent to 

1. NERC, (1980), . Centres' for Educational, Innovation in Nigeria, 
The National Co-ordinating,Centre for NEI~. 
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schools for the first time to put into practice all that has 

been learnt in their various pedagogical classes, and are 

assessed by their college tutors rather than the schools. 

2.7 Summary 

Having undertaken a search of the literature on her 

four selected innovations in INSET, namely: school-focused 

INSET, teachers' centres, the induction year, and the 

professional tutor/centre conceptJ the writer is confident 

that her research is not of the replication or extension 

type. Although there are related writings in respect of these 

innovations, none has the particular empirical data or focus 

of the present study. 

~~st of the literature read to date supports these four 

approaches, stressing the importance of introducing or 

improving these methods alongside the traditional type. 

Commentators believe the benefits to be very significant in 

improving the professionalism of teachers, which had been 

ignored to some extent by the tradition method. 

fbwever, none of the proponents called for a combined 

study of all these innovations. Consequently, the closest 

piece of work to the present study was that of Bolam. 1 So 

from this review of the literature it is quite clear that 

the study the writer had carried out is unique, especially 

1. Bolam, R. (1976), Ope cit. 
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in its empirical dimensions. In any case, since all these 

innovations emanated from the 1960s and 1970s they are still 

new for research purposes. Most of the information obtained 

in the literature comprising the review is therefore based 

on primary sources, where individuals describe events which 

they personally observed or witnessed or even carried out. 

Certainly, in Nigeria most principals have not realised the 

significance of improving the professional development of 

their staff, though the writer, as a deputy head, perceived 

this some years ago, and has therefore been motivated to 

undertake her own research and contribute to the literature 

of INSET. 
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CHAPTER THREE 

IN-SERVICE EDUCATION IN ENGLAND AND WALES AND NIGERIA: 

A DEVELOPMENTAL DISCUSSION 

3.1 Aspects of the History of INSET in Enqland and Wales 

The beginnings of in-service education and training in 

England and Wales could be put as far back as the eighteenth 

century when the so-called monitorial system began to spread 

widely in the elementary schools. The basis of this scheme 

was that the teacher taught the older pupils who then taught 

the young ones. This could be regarded as an embryonic fO'rm 

of teacher training by apprenticeship. Since the introduction 

of this system by Joseph Lancaster and Andrew Bell, it 

pro~pered and led to more systematic forms for example that 

which was introduced in 1846 by Sir James Kay-Shuttleworth 

which was the pupil-teacher system, in which certain schools 

which had received a favourable report from an inspector were 

recognised as suitable for the training of pupil-teachers -

the so-called 'Payment by Results' system. During this period 

which was the later part of the nineteenth century, a series 

of local associations concerned with in-service education and 

1 
training were formed. This was partly as a result of the 

recognition of the need to protect teaching methods against 

critical evaluation by inspectors. The parent volun~ary 

organisations undertook the organisation of courses while the 

1. Johnston, D.J. (1971), Teachers In-Service Education, 
Pergamon Press. 
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National Society employed a small body of peripatetic 

1 teachers. 

Before 1900, the most significant way for teachers to 

improve both personally and professionally was to attend 

demonstrations and summer schools organised on a limited 

scale by the Department of Arts and Science. Such courses 

were seen by teachers to improve their examination results 

and hence increased their salaries.
2 

Into the twentieth century education became more meaning-

ful. By 1925, the Board of Education was able to report the 

existence of short vacation courses mainly for teachers in 

rural areas. These courses were organised by the Board itself, 

Local Education Authorities and the universities. There were 

also a few examples of part-time courses and series of lectures 

arranged in the winter term, especially in London but also in 

other major centres. The Board of Education recommended the 

extension of course provision particularly in term-time, and 

continued, 

'~e look forward to a time when 
supplementary courses will have been 
formally adopted as a national 
policy and when arrangements for all 
teachers to attend them at regular 
intervals of a few years will have 
become part of the national system 
of education." 3 

1. Edmonds, E.L. (1958), "SPCK and Early Inspection in Anglican 
Church Schools", Studies in Education, vol. 3, pp. 50 - 59. 

2. Edmonds, E.L. (1967), "Education for Re.sponsibi li ty: Fifty
teacher Staff Colleges", British Journal of Educational 
Studies, 15, pp. 243 - 252. 

3. Henderson, E.S. (1978), The Evaluation of In-Service 
Teacher Training, London, Croom Helm, p. 24. 
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The first major stimulus for in-service education and 

training of teachers came when the Board of Education established 

one year 'supplementary courses' to provide teachers with 

two years of initial training the opportunity of a third year. 

Despite the outbreak of the second world war there was a 

steady increase in the provision of this type of in-service 

t 
.. 1 ra1n1ng. 

The McNair Committee reported that in 1938, approximately 

7,000 teachers attended short full-time courses, 700 attended 

one-term courses and 47,000 attended part-time courses. The 

Report also said that courses in physical education pedagogy, 

handwork, art and music in that order were most in demand, or 

at any rate were most fully provided. 2 The Committee 

recommended expansion in 1944: 

"Our view is ••• that when circumstances 
make it practicable, every teacher who 
makes suitable proposals for the use of 
the period should be allowed a sabbatical 
term on full pay after five years' 
continuous teaching, and that, where 
the circumstances and proposals of the 
teacher warrant, the period will not be 3 
limited to one term." (paragraph 99). 

The McNair Report clearly set the scene for many of the 

post-war developments in the in-service education of teachers. 

It commented that the pre-war provision had been "by no means 

1. DES. (1966), Further Training for Teachers, (Reports on 
Education, No. 28), London, ~wM.S.O. 

2. DES. (1944), Teachers and Youth Leaders, (Board of Education), 
(The McNair Report), London, H.M.S.O., p. 17, paragraph 50. 

3. Ibid, p. 28. 
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equal to the demand" and recommended: 

"that the Board of Education should 
make possible both an increase in the 
participation of HMI in short 'courses 
and generous grants in aid of courses 
conducted by area training authorities 1 
(ATOs) and other suitable bodies." 

In particular this committee foresaw the need for ample 

provision of short courses for emergency-trained teachers and 

noted that: 

"Among teachers generally, there are 
always some who do not appreciate 
the significance of their subjects 
until they have had some experience 
of teaching them under normal school 
condi tions, and a term I,S course after 
say, five years of teaching would be 
of inestimable value to them." 2 

The Report went on to recommend that one of the responsibilities 

of the new ATOs should be the provision of courses of many 

kinds: 

"refresher courses for those who may be 
getting stale or at any rate need to 
bring their knowledge and practice up 
to date, courses designed to assist new 
developments ••• courses providing 
advanced instruction for those seeking 
to improve their qualifications in 
particular subjects which specially 
lend themselves to intensive study 
after a teacher has had some experience 
of teaching such as psychology, or 
citizenship or the special problems of 
rural schools." 3 

The state of INSET at about the time of the inception of 

the ATOs could be described in terms of three types of courses 

for non-graduate qualified teachers. These were, supplementary 

1. Ibid, p. 137, paragraph 507. 

2. Ibid, p. 137, paragraph 506. 

3. Ibid, p. 136, paragraph 504. 
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courses for serving teachers to raise their professional 

qualifications substantially, special courses
1 

for experienced 

serving teachers and short refresher courses intended as a 

contribution to the personal education of teachers in rural 

schools. They were concerned with the general subjects of 

education but not with the teaching of these subjects. 2 

Presently growing interest in the continuing training 

of teachers appears to have begun in the late 1960s and early 

1970s, and was greatly influenced by two different kinds of 

publications. One consisted of a series of enquiries, both 

local and national, into teachers' and headteachers views on 

the provision of in-service education and training. 3 The 

other set of enquiries were national commissions set up to 

investigate the provision of one aspect or other of education: 

the 'Plowden Report', the 'Grittins Report', the 'Newson Report', 

the 'James Report' and the aforementioned White Paper ••• 

'A Framework for Expansion'. 

The first set of publications concerning teachers' views 

1. Advanced Diploma Courses. 

2. Richardson, C.A. et al (1953), The Education of Teachers in 
England. France and the U.S.A., Faris, UNESCO, pp. 88 - 92. 

3. See for example 
a. Cane, B.S. (1968), "In-Service Training: Surprising Interest", 

Education 16, August 1968, p. 181. 
b. Cane, B.S. (1969), Opt cit. 
c. Gale, E.J. (1971), "In-Service Training Needs", London 

Educational Review, Sample Issue, pp. 6 - 8, 13 - 16. 
d. Townsend, H. (1970), DES Survey of In~Service Training 

for Teachers 1967, London, H.M.S.O. National; 
e. Lewis, I. (1975), In-Service Training in York, Education 

Department, University of York; 
f. Bradley, H. (1974), In-Service Education After the White 

Paper, Nottingham, University of Nottingham School of 
Education. 
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of in-service education provided evidence of teacher responses 

to previous patterns of in-service courses which had been 

provided by the old ATOs. These surveys provided evidence 

that the climate of teacher opinion was in process of change 

and that patterns of courses designed to fit past circumstances 

might no longer be appropriate in the context of non-selective 

education. For example, Cane commented in respect of his 

NFER national sample survey: 

"the provision of in-service may be 
excellent and the arrangements 
beyond reproach but it can still be 
ineffective if the opportunities 
for teachers to apply the training 
in their school work are very 
limited and non-existent." 1 

Bradley2 and Lewis3 came to similar conclusions on the basis 

of their local enquiries in Nottingham and York respectively. 

The second set of publications included recommendations 

to the government on possible ways of improving and increasing 

the continued training of teachers. Authors of such reports 

relating to every aspect of education all recognised the 

importance of in-service education. The Plowden Report for 

example firmly recommended the continuing development of in-

service and advanced courses for practising teachers. As the 

Report puts ita 

"The three year course is no more than 
a basis, in-service training provides 
a necessary super-structure." 

It went on to recommend further that: 

1. Cane, B.S. (1969), Ope cit., p. 53. 

2. Bradley, H. (1974), Ope cit. 

3. Lewis, I. (1975), Ope cit. 
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"all teachers should have a substantial 
period of in-service training at least 
every five years (paragraph 1027) and 
that short courses should be arranged 
for new or prospective head teachers 
and deputies." (paragraph 1028) 1 

The Grittins Report emphasised the need for an immediate 

and substantial increase in the provision of in-service 

training in several fields of primary education (paragraph 28.5.1). 

The committee also recommended that provision should be made 

for 'universal' INSET whereby teachers should be allowed a 

period of secondment on full salary on the basis of a minimum 

of one week per year of service (paragraph 28.6.1). In addition 

to this the committee recommended that all teachers should feel 

an obligation to attend a minimum of perhaps sixty hours in

service training in each period of five years (paragraph 28.6.2).2 

The Newsome Report similarly stressed the need for wider 

provision of in-service training in the secondary fields with 

which it was particularly concerned. 3 

In consequence, the 1960s saw INSET expanded considerably. 

In the words of Circular 7/64 (paragraph 1): 

"the secretary of state believes that 
the time has now come to expand and 
develop the established arrangements 
for the further training of serving 
teachers to meet the needs of the 
greatly enlarged teaching force of 
the future." 4 

1. DES. (1967), Children and their Primary Schools, Central 
Advisory Council for Education, England, H.M.S.O. 
(The Plowden Report). 

2. DES. (1967), Primary Education in Wales, Central Advisory 
Council for Education, Wales, H.M.S.O. (The Grittens Report). 

3. DES. (1963), Half Our Future, Central Advisory Council for 
Education,England, H.M.S.O. (The Newsome Report). 

4. DES. (1964), Courses for Further Training for Teachers, 
(Circular 7/64), London. 
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The James Report, which was examined in detail in the 

previous chapter, gave the highest priority to the expansion 

of opportunities for in-service work in its recommendations 

for re-organisation. The committee considered that pre-service 

training, induction and in-service training should be seen 

as a continuing and interrelated process, in which the: 

"essential pre-requisite is that there 
must be adequate opportunities for 
the continued education and training 
for all teachers at intervals through- 1 
out their careers." 

Only then, the committee felt, could initial training be as 

functional as appears to be necessary at that stage. To this 

end, the Report recommended that at least one term in every 

seven years and later one in five should be devoted to in-

service work. 

The James Report was followed eleven months later by the 

Government's White Paper - Education: A Framework for Expansion 

in December 1972, which fully accepted the Report's priorities 

and its specific proposal that 3% of the teaching force should 

be released from the classroom at any 'one time - this was a 

four fold increase on existing provision. This, the White 

Paper felt, would be "a necessary investment in the future 

quality of the teaching force", and expressed its intention 

to commence the release of teachers for in-service purposes 

beginning in the 1974/75 session and continuing progressively 

to reach a target of 3% release by 1981. 

The DES gave its backing to the recommended expansion of 

in-service provision in many circulars directed to LEAs and 

1. The James Report, Ope cit., p. 68, paragraph 6.5. 
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others, as well as in the White Paper of 1972 and the Green 

1 Paper of 1977. 

Prior to the White Paper, there was no agreed definition 

of in-service education, and statistical data about in-service 

education was inadequate. It was entirely left to individual 

teachers to decide whether or not they wanted to attend an 

in-service course. Not that there is any form of compulsion 

on the part of the teachers to attend in-service activities 

in the mid 1980s, but teachers are certainly made more aware 

of the need and importance of INSET, and given a lot of support 

and advice on the variety of courses available to them. 

Since the major reports and recommendations cited above, 

there has been a radical restructuring of teacher education. 

In the area of in-service education, there has been a remarkable 

growth of one term and one year courses and an increasing 

proportion of the longer courses is now offered outside the 

Universities in Colleges of Education, Polytechnics and other 

higher education colleges. One cannot trace the developmental 

trend of in-service education from the turn of the nineteenth 

century to present day without mentioning how much the concept 

itself has grown and become increasingly complex. Earlier 

concepts of in-service education largely viewed it as a means 

of improving teachers' examination results which in turn meant 

an increase in salary, whereas in contemporary terms INSET is 

perceived in much wider perspectives I see for example the 

definition provided by Bolam I 

1. DES. (1977), Education in Schools I A Consultative 
Document, London, H.M.S.O., 1977. 
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"those educational training activities 
engaged in by primary and secondary 
school teachers and principals, 
following their initial professional 
certification, and intended mainly or 
exclusively to improve their 
professional knowledge, skills, and 
attitudes in order that they can 
educate children more effectively." 1 

The DES defined in-service education and training as: 

"any activity which a teacher under
takes after he has begun to teach, 
which is concerned with his 
professional work." 2 

Henderson adds to this by defining in~service education as: 

"everything that happens to the 
teacher from the day he takes up 
his first appointment to the day he 
retires which contributes directly 
or indirectly to the way in which 3 
he executes his professional duties." 

In-service education therefore is the second stage of 

education for the modern teaching profession and may take 

place at any time after pre-service or initial training, 

either as full-time or as part-time study during the potentially 

continuous professional life of the teacher. It may consist 

of carefully planned, sustained work over a lengthy period 

leading to a further qualification in the form of an advanced 

certificate, diploma or higher degree. It may equally be a 

1. Bolam, R. (1~83), "In-Service Teacher Training in Developing 
Countries", 1n: Bude, U., Greenland, J. (1983), In-Service 
Education and Training of Primary School Teachers in 
Anglophone Africa, Nomos Verlagsgesellschaft Baden-Baden, 
pp. 133 - 141. 

2. DES. (1910), Survey of In-Service Training for Teachers, 
1961, (Statistics of Education: special series no. 2), 
London, H.M.S.O. 

3. Henderson, E.S. (1911), "The Growth of In-Service Education 
and Training in the U.K.",British Journal of In-Service 
Education, vol. 3, no. 3, Summer 1971, pp. 163 - 114. 
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'casual' study, pursued irregularly in the evenings or during 

vacations and in no sense leading to measura~le recognition 

for purposes of salary or of promotion. In its broad sense 

then, in-service education covers not only such long established 

activities as organised courses and conferences but also all 

sorts of informal activities arising out of the work of 

teachers' panels, committees, study groups, individual studies 

and so on. 

The most important developments which increased the 

complexity of the pattern of in-service education in Britain 

were the significant spread of teachers' centres in the 1960s 

and 1970s and the still new but increasingly popular concept 

of school-focused INSET. Teachers' centres developed as a 

result of curriculum development by the Schools Council and 

by independent bodies such as the Nuffield ~oundation which 

were used for the collection and refining of ideas by the 

project team. School-focused INSET began with teachers and 

educationists becoming more dissatisfied with the traditional 

course-based type of in-service provision. This trend enables 

schools to organise their own in-service education based on 

their particular problems and needs. 

Among other innovations that have affected INSET in 

England and Wales are distance learning and teaching which 

makes use of radio and television (e.g. the Open University) 

and the careful planning of the induction year for the care 

of probationers. ~or this task, a special place, the professional 

centre has been recommended to assist the professional tutor. 

From this brief historical survey, we can now turn to 

the nature of INSET in contemporary England, and see to what 
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extent some of the hopes and plans mentioned above have 

actually come to pass and operate as intended. 

3.2 The Provision and Funding of INSET in England and Wales 

There are very many forms of INSET available to teachers 

in England and Wales, and a number of different agencies 

involved. 

Johnston has given a comprehensive list of fifteen forms 

of INSET in which teachers can participate. The list constitutes 

Table 4. 

a) Providers 

The principal providers of short courses in the 1950s 

and early 1960s were: the Ministry of Education, Teachers' 

Professsional Associations, Area Training Organisations; 

Local Education Authorities. Between 1956/57 and 1961/62, 

short ministry vacation courses w.ere organised at the rate of 

seventy-five to eighty-five per year involving 3,500 to 4,000 

teachers. 1 Local Authority short courses also increased 

substantially during the late fifties and early sixties. 

LEAs were coming more and more to recognise their responsibility 

to diagnose their teachers' needs,to monitor teaching problems. 

This was done by maintaining a fl,ow of advice and practical 

assistance both through daily informal contacts with organisers, 

inspectors, and advisers and through organised courses. The 

majority of these LEA courses were in the evenings and weekends. 

Hinchcliffe, G. (1961), 
of teachers' courses", 
pp. 83 - 99. 

"Repair and Maintenance: a survey 
Educational Review, vol. 13, 
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TABLE 2 

FORMS OF IN-SERVICE EDt~~TION AS GIVEN BY JOHNSTnN1 

1. Personal interview 

2. Correspondence courses 

3. Single lectures 

4. Informal activities 

5. Conferences 

6. Short week-end courses 

7. Short evening courses 

8. Short courses in school time 

9. One term evening course 

10. One term full-time course 

11. One term or longer school teacher fellowship 

12. Vacation courses 

13. One year (or longer) full-time courses 

14. Teachers' centre courses 

15. School-based/focused activities 

1 
Source: Johnston, D.J. (1971), Ope cit. 
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At that time the universities monopolised the provision of 

1 long courses. 

As the complexity ot in-service education increased so 

did the number ot providing agencies from the late 1960s to 

present time. The principal agencies involved in the provision 

ot in-service education continued to be the DES, LEAs, University 

Institutes ot Education, Colleges ot Education, and Polytechnics. 

Other national bodies organising in-service courses include 

the contributions made by the College ot Preceptors, the 

British Association tor the Advancement ot Science, the 

National eommittee tor Audio-Visual Aids in Education, and 

others. 2 Protessional bodies like the NUT, (National Union 

of Teachers), the NAS/UWT, (National Association of School

masters/Union ot Women Teachers) still provide some INSET for 

teachers as do residential adult colleges and voluntary agencies.) 

The DES has its team ot advisers in the torm of HMls 

(Her Majesty's Inspectors) who are responsible for a number 

ot important aspects of INSET, including the approval ot 

courses, the organisation of short non-award bearing residential 

courses, and widely contributing to the planning and imple

mentation of local courses of study. It also supports one-term 

full-ti.e courses which are available in all three terms ot 

1. Stanley, B. (1963), "Further Professional Studies by 
Teachers in the U.K.", Ina Bereday, G.F.Z. and Laureys, J.A. 
(eds.) (1963), The Education and Training of Teachers, 
(Yearbook of EducatIon), London, H.M.S.O., pp. 156 - 161. 

2. Morant, R.W. (1981), In-Service Education Within the School, 
Allen and Unwin. 

3. Whittaker, J. (1982), "The Role of Organisers ot In-Service 
Teacher Education - An Institutional View", British Journal 
of In-Service Education, vol. 9, no. 1, Autumn, pp. 27 - 30. 
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1 the academic year. However, while at the time of writing 

the DES still supports such programmes, regional committees 

involving the LEAs and major institutions in :-each area 

continue to operate. The aim is to make sure that what 

is provided by way of INSET compares closely to the perceived 

needs, and are not so dependent on the whims and personal 

interests of teacher trainers. In fact the LEAs have long 

been the major providers of in-service education, but the new 

arrangements will strengthen their hand in qualitative terms. 

They also have advisers/inspectors, wardens of teachers' 

centres and advisory teachers who work part-time as teachers 

and part-time as consultants. 2 

LEAs support and maintain three kinds of teachers' centres 

through which some of their in-service provision is made. The 

local multipurpose centre is generally staffed by a warden 

with other professional and technical assistance and used for 

day-time and early evening courses. The local specialist centre 

is ot similar nature to the mUltipurpose centre but offers a 

high degree of skill, information and expertise in one subject 

area. The residential ceQtre provides opportunities for more 

intensive work and an important social element. 

As a p~ovider of a variety of torms of in-service education, 

the LEA needs to determine its own balance of priorities to 

1. Stephens, J. (1982), "Roles in In-Service Education", 
British Joyrnal of In-Service Education, vol. 9, no. 1, 
pp. 47 - 52. 

2. Ro.ewell, V. (1983), "Inset 1983", Education Today, 
Vol. 33, no. 2, pp. 45 - 55. 
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see which agency it may either directly or indirectly support. 

It has the direct responsibility for the maintenance of 

teaching standards. 1 

Chadwick's investigation into in-service provision in 

one LEA revealed considerable activity. There were short 

non-award bearing courses run at teachers' centres, residential 

courses run by advisers, informal provision such as school-

based initiatives and series of meetings held by advisers in 

schools with teachers of that particular school, between 12 -

14 teachers were sent on full-time secondment for a year, 

teachers were encouraged to apply for award-bearing part-time 

courses, and there were also a variety of non-award bearing 

short courses of less than one month's full-time equivalent 

open to all teachers, covering numeroos subjects and themes 

and provided by the local polytechnic. This authority is 

reckoned to be characteristic. 2 

The seriousness with which most LEAs have applied them

selv.s to the task of in-service provision is reflected not 

only in the rapidly growing number of advisers employed but 

also in the support they provide in the form of teachers' 

centres. LEA courses can on the whole be characterised as 

responding to need and teacher oriented. 

1. Ayles, N.W. (1975), "The Problem of Initiatives", British 
Journal of In-Service Education, vol. 1. no. 2, Spring 1975, 
pp. 30 - 33. 

2. Chadwick, J. (1983), "The Size, Purpose and Use of 
In-Service Education", Education Studies (Abingdon), 
vol. 9, no. 1, March 1983, pp. 31 - 36. 
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The University Institutes and Departments of Education 

are still engaged in providing INSET despite the demise of 

the ATe's. This provision ranges from single meetings to short 

course to one year or more full-time and part-time award-

bearing from certificate to doctoral standard. 1 

The nature of the courses provided by universities is 

sometimes criticised as being undemocratic in the sense that 

they are offered to teachers without any consultation as to 

content. Until 1987 the universities have been under no 

compulsion to keep their in-service contribution within any 

locally or nationally determined framework of what teachers need. 

There are new pressures. Traditionally they have no means 

to require or to persuade teachers to attend their courses. 

Univer.itie. are re.pon.ible primarily to values and standards 

of scholarship and professional competence. They uniquely 

combine a great variety of levels and types of study. This 

will be maintained under the new system but the fields for 

which teachers will be seconded and supported will be decided 

by local and national government. Both colleges and polytechnics 

which are part of the 'public sector' of higher education, 

u.ually provide in-service in co-operation with one or more 

LEAs, since most of them are funded and governed by LEAs 

anyWay. 

1. a) Taylor, W. (1975), "The Universities and In-Service 
Education". British Journal of In-Service Education, 
vol. 1. no. 3. Summer 1975. pp. S - 9. 

b) Mattock, G. (1973). "In-Service Training Provision. 
Univer.iti ..... Inl Watkins, R. (1973) (ed), In-Service 
Training, Structure and Content, Ward Lock. 
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Contributions made by professional bodies like the 

College of Preceptors is worth mentioning. The College has 

conducted most valuable short vacation courses on educational 

administration in particular. It has instituted a series of 

introductory, intermediate and advanced courses on this subject 

leading to the award of a diploma in school management. The 

college programme is available at a number of universities. l 

Some voluntary organisations contribute to in-service 

education nationAlly and locally. These include bodies like 

the Field Studies Council. and the Workers' Educational 

Association, and the Society for Education through Film and 

Television. 2 

b) Funding 

There are several sources from which money can be obtained 

for the cost of providing in-service activities. The INIST 

Sub-Committee on In-Service Education outlined the financial 

position as fol lows I 

i) the Salaries of teachers released, 

ii) expenditure on the provision of courses, 

iii) financial support to teachers (payment of tuition fees, 

travelling and subsistence allowances), 

iv) expenditure on LEA advisory services and LEA administrative 
3 costs. 

There is now also the funding available from the DES Training 

Grant Sche.e introduced in 1983. 

1. Johnston, D. (1983), "The In-Service Training Role of the 
Colleoe of Prtte.ptorl". Education Today, vol. 33, no. 2, 
1983, pp. 30 - 36. 

2. Johnston, D.J. (1969), "In-S.-rvice Evolution", Education 
tor T,aching, eo, pp. 4 - 10. 

3. 801 .... R. (1976), Ope cit. 
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In providing institutions maintained by LEAs (chiefly 

Colleges of Higher Education, Polytechnics and Teachers' 

Centres) the maintaining LEA charges some of the cost of 

'approved courses' - (these are courses lasting four weeks or 

more full-time or its equivalent part-time) to the Advanced 

Further Education 'Pool' - this being the mechanism whereby 

most of the work leading to degrees, diplomas and certificates 

undertaken in polytechnics, colleges of education or higher 

education is supported. The rest of the cost of in-service 

education is .et from the rates. 

Where a course does not come under the umbrella of an 

'approved course', for example short courses or conferences, 

run by advisers or teachers' centres, the full cost is met by 

the LEAs from the rates. 

In voluntary institutions of higher education, mostly 

Church Colleges, the cost of in-service work generally is 

included in the total annual grant paid by the DES for main

taining these institutions,l whereas INSET provided by 

national bodies and private bodies are funded by tuition fees 

received from participants. 

In universities, the cost of most in-service work is 

included in the total grant for funding all activities received 

from the University Grants Committee (u.G.e.). The cost of 

providing courses and other patterns of study in these various 

institutions i. normally determined after taking into account 

income received from tuition fees. 

1. Ayles, N.W. (1975), Ope cit. 
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The DES/Regional courses which are provided by the combination 

of the three most important providers - the DES, LEAs and 

Universities were until 1987 funded by the DES. Each year, 

the DES made available sums of money to finance courses which 

are planned as a result of consultation between HMIs, represen-

tatives of the LEAs and the universities. These courses 

respresent an important attempt to bring together the distinctive 

contributions to in-service education by the three major 

providers. 

• • • • • • • • • • • • • • • • • • • 

Looking back over the various kinds of in-service 

education available to teachers one is very aware of the 

involvement of many interested parties, and the complexities 

of the networks ot interaction and co-operation. In reeent 

times, however, because of economic constraint, the scale of 

in-service provision has been considerably reduced. In the 

following chapter we shall be examining the case for a 

~estoration of the level of support previously enjoyed, or 

even more, but first it is necessary to provide an account of 

the prOVision of INSET in NiQeria. 

3.3 In-Service Provision in Nigeria 

Th. provision of in-service education for teachers has 

_lway. be.n f.lt nece •• ary by the successive governments in 

NiQ.ria. Ev.n before Independence, indeed as far back as 1945, 

~he Elli~tt i 1 ~ eo-- .. ion _ade it clear that there was a need for 

~~--------------------------------------------
~t on the Co.-i •• ion on Higher Education in West Africa, 

.~~ 6655), London, H.M.S.O., 1945, The Elliott Co •• ission. 
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upgrading the professional as well as academic knowledge of 

teachers. Steps were taken to realise this qualitative 

improvement. In 1953, the Eastern Region Policy for Education 

proposed that. 

"It will be the policy to organise and 
encourage refresher courses, teachers' 
lectures and all forms of in-service 
training which are calculated to make 1 
the teacher professionally better." 

Later federal commissions, for example the Ashby Commission2 

and the United Nations Educational and Scientific Cultural 

organisation3 (UNESCO) also advocated more provision of in-

service for all grades of teachers. Vacation courses were set 

up in the universities and in each region. The Federal 

Government also contributed by embarking on INSET for teachers 

at the federal level. These efforts and proposals were, 

however, short-lived, in-service provision became overtaken 

by the rush to develop initial teacher training, especially 

ih relation to the priority attached to UPE. 

In due course, though, it was UPE and its effects that 

produced a renewed enthusiasm for in-service provision in 

Nigeria, especially the Federal Government's espousal of this 

policy in 1976. 4 The effect on primary school enrolment was 

1. Eastern Region of Nigeria (1953), Policy for Education Paper. 
no.6, p. 4. 

2. Federal Ministry of Education Nigeria (1960), An Investment 
in Education. A Report of the Commission on Post School 
CertIficate and Higher Education in Nigeria, (The Ashby 
Co •• Ission). 

3. Lewis, L.J. (1965), Society. School and ProQress in Nigeria, 
Pergamon Press. 

4. Federal Republic of Nigeria (1975), The Third National 
Development Plan 1975 - 1980, vol. 1, Federal Ministry of 
Economic Development, Lagos. 
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dramatic as the following table shows. 

TABLE 3 

PRIMARY SECTOR ENROLMENT IN NIGERIA 1976 - 1982 

Date Enrolment 

1976 4,700,000 

1977 7,000,000 

1980 11,500,000 

1982 14,000,000 (projected) 

Source. Centre for Educational Innovation in Nigeria (1980), 
Published by the Nigerian Educational Research 
Council, (NERC) - the national co-ordinating centre 
for NElDA. 

To cope with the growth of pupil enrolment, untrained, 

unqualified and sub-qualified teachers were recruited in very 

large numbers. In turn this created a need for further teacher 

support in training terms, and so the Federal Government 

established institutes which would have the basic task of 

upgrading various categories of teachers as well as the curriculum. 

The National Teachers' Institute (NTI) in Kaduna was one such 

institute. In addition, all state ministries of education were 

asked to devise ways of upgrading their teachers. 

Apart (rom these governmental institutions, other bodies 

were created that cater for the training and retraining of 

teachers. For example, the Nigerian Educational Research 

Council (SERC) established in the 1960s to evaluate the legacy 

of the inherited colonial system of education. There was also 
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the Primary Education Improvement Project (PEIP) established 

in 1970 at the Ahmadu Bello University in Zaria, to reduce 

the imbalance of education between the north and south of 

Nigeria. This obviously had an interest in the training and 

re-training of educational personnel including teachers. 

Among other things Ahmadu Bello University Institute of 

Education offered a corespondence course leading to the NeE 

(Nigerian Certificate in Education), beginning in July 1976 

with 88 students. By 1977/78 the number enrolled had increased 

to 263, with 270 in 1979/80. The target group for this 

programme were qualified practising professional Grade II 

1 teachers. Before this correspondence opportunity, the Ahmadu 

Bello Institute ran a Teacher In-Service Education Programme 

(TISEP) which commenced in January 1967.
2 

This programme was 

launched to upgrade primary school Grade III teachers to 

Grade II level. A state in-service co-ordinator was appointed 

in each of the ten northern states whose schedule of duties 

includes the co-ordination of TISEP within the given state. 

It was the success of this programme that encouraged the 

Institute to mount a similar programme at a higher level. 3 

1. NERC (1980), Centre for Educational Innovation in Nigeria; 
The National Co-ordinating Centre for NElDA. 

2. Russelt, M. (1967), "Courses For In-Service Teachers in 
Northern Nigeria", Teacher Education, vol. 8, pp. 110 - 116. 

3. Aleyideino, S.C., Hayes, H.W.R. (1971), "TISEP: A Well 
Planned In-Service Programme That Didn't Quite Work", 
Teacher Education, vol. 12, pp. 19 - 23. 
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The mobile Teacher Training Programme was yet another 

attempt designed to upgrade the professional competence of 

primary school teachers in Northern Nigeria.1 Established in 

1971 to improve primary school education through training of 

teachers on the job, it was hoped that the MTTP would 

supplement teacher production through teacher training insti-

tutions, since there was a continued trend of increasing demand 

for education and a shortfall of competent teachers. 

The universities on their own, contribute greatly to in-

service provision. Courses are organised for all grades of 

teachers in most of the older universities, that is to say: 

Ibadan, Nsukka, Zaria, Lagos and Benin. Courses leading to 

the award of initial diplomas and certificates in education, 

the Bachelor's degree in education, the postgraduate certificate 

or diploma in education, taught masters degrees and research 

degrees up to PhD are all available in these well established 

universities. 

In addition, Ibadan, Nsukka and Benin run special courses 

for the part-time Associateship Certificate in Education 

through the Colleges of Education affiliated to them. Most 

of the University Institutes and Departments of Education also 

run short non-award bearing and award bearing courses. 

The objectives of the National Teachers' Institute (NTI) 

are worth mentioning in more detail as it is the main federal 

INSET agency. It was created after consultation between 

1. Kolawole, D. (1980), "The Mobile Teacher Training Programme 
in Nigeria", In: Hoyle, E. and Meggary, J. (1980), (eds), 
Professional Development of Teachers. World Yearbook of 
Education 1980, Kogan Page, pp. 228 - 238. 
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Nigerian educationists and UNESCO experts to cater for teachers 

on the bases of the following objectives: 

a) to assist in the upgrading of unqualified and untrained 

teachers to Grade II level.' 

b) to assist in the upgrading of Grade II teachers and WASC 

holders (West African School Certificate) ~o NCE level (Nigerian 

Certificate in Education); 

c) to provide post graduate qualifications in education for 

graduate tutors who lack this qualification; 

d) to offer diplomas, certificates and testimonials in 

language arts and communication skills, environmental studies 

and skills, social and cultural studies, religious and moral 

studies, 

e) to foster research (with the co-operation of the Nigeria 

Educational Research Council and universities) in those areas 

which are relevant to the long term needs of education 

generally. 

f) to use the most modern techniques of distance education, 

including radio, audiotapes, film and television; 

g) to train staff in the development of self-instructional 

1 materials to improve teaching techniques and results. 

From these objectives, it is clear that non-graduate teachers 

would be upgraded while graduate teachers would be provided 

with the facilities to acquire post graduate qualifications. 

1. a) 

b) 

Lassa, P. (1983), "The National Teachers' Institute (NTI)~', 
In: Greenland, J. (1983), (ed), The In-Service Training 
of Primary School Teachers in English Speaking Africa, 
McMillan, pp. 223 - 229. 
Wali, H.S. (1980), "The National Teachers' Institute 
Kaduna, Nigeria", About Distance Education, no. 10, 
December 1980, pp. 6 - 9. 
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The headquarters of the NTI is in Kaduna but it has 

branches in each state as well as a zonal field services 

superstructure where the country is divided into five zones. 

The NTI is divided into five main departments with an assistant 

director to run each department. The overall boss is the 

Director of Programmes, who co-ordinates all the activities 

of the Institute. 

So, by providing such national in-servicer-programmes as 

the NTI, the PEIP and the MTTP, the Federal Government has 
~ .. 

made efforts to stand by its commitment to the nation's teachers: 

"all teachers in our educational 
institutions from pre-primary to 
university will be professionally 
trained ••• since a large number of 
our primary school teachers are 
below Grade II certificate or are 
untrained, all such teachers will 
be assisted to adVance to Grade II 
within the shortest time possible 
through in-service courses to be 
organised by State Ministries of 
Education and financed by the Federal 
Government. In pursuance of this 
objective, government will give 
greater emphasis to in-service 
education than hitherto." 1 

From the foregoing, the Federal Government's stand on 

in-service education is clear, but whereas State Ministries 

of Education have been urged to provide in-service education 

for their teachers; some states have taken this up while others 

have a poor record. Notable examples of states that have 

established their own in-service programmes are Bendel, Kano, 

Jos and on a much smaller scale, River~ Imo, Anambra and Cross 

River. In addition, the Federal Government conducted and 

1. Federal Rep~blic of Nigeria (1975), National Policy on 
Education, (Lagos, Federal Ministry of Information), p. 5. 
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still continue to run in-service programmes with representatives 

from all the states in areas such as continuous assessment, 

science and maths teaching and guidance and counselling through 

the Research and Planning Division of the Federal Ministry of 

. 1 Education. 

In Bendel State, the Primary Science Curriculum Centre 

(PSCC) at Abraka College of Education was established following 

the general and global awareness of the utility of science as 

a vehicle of progress, and a means of acquiring an improved 

outlook on development. The main goals of the project were 

firstly to accelerate the development of desirable scientific 

attitudes, interests and certain basic concepts in children, 

and secondly to enrich their environment and broaden their 

horizons to increase their enjoyment of exploration and 

investigation. 

The Kano Educational Resource Centre which started in 1970 

as an in-service centre, performs various functions - curriculum 

development work, inspection, conducts examinations on in-

service courses, holds seminars, conferences, and miscellaneous 

activities such as plays, exhibitions, visits and exchanges. 

The Teachers'- Resource Centre in Jos is a way of meeting 

the critical need for the training of emergency teachers as 

well as developing and using innovative methodology and tech

nology. Its major activities therefore include school super-

1. Osibodu, B. (1982), In-Service Training of Primary School 
Teachers in Selected States of Nigeria, An Inset Africa 
project Document. 
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vision, the provision of in-service courses, development of 

mathematics and reading programmes and other primary education 

improvements. In addition to this, the Primary School 

Supervision Course (PSSC) trains the teacher trainers. The 

formal award for this course is the Certificate in Educational 

Administration and Planning of the Institute of Education, 

Z . 1 ar1a. 

The Rivers State administration realises that it still 

retains a large number of unqualified teachers in its schools. 

In pursuance of the Federal Government policy that all teachers 

in every educational institution should be professionally 

trained, the Rivers State Ministry of Education has organised 

and supported a variety of in-service programmes through the 

Centre for Educational Development and Instruction (CEDI).2 

These courses are aimed at helping the various categories of 

primary school teachers to obtain the necessary qualification, 

knowledge and skill in their subject areas. Sub-qualified 

and unqualified teachers are upgraded to Honorary Grade II 

level. Teachers are also trained to take up new roles and 

initiatives, for example the annual headteachers' course. 

The Rivers State also accepts the aspect of the National 

policy which states that the Teachers' Grade II Certificate 

should be the minimum qualification for any teacher in its 

1. 

2. 

Centre for Educational Innovation in Nigeria (1980), 
Ope cit. • 

Onwuka, U. (1982), In-Service Training of Primary School 
Teachers in the Four Eastern States of N1ger1a, 
An Inset Africa Project Document. 
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service as an interim threshold. Meantime arrangements are 

being made to make the Nigerian Certificate in Education (NCE) 

the minimum qualification for the teaching career by the 

year 2000. 1 

In addition to these courses, the Centre for Educational 

Development and Instruction (CEDI) h01~s a one-week seminar 

on one of the key school subjects such as English language, 

mathematics, science, and social studies for head teachers 

and their deputies. Head teachers appreciated this initiative 

so much that it has become a regular practice. Every vacation, 

one week is selected for the seminar and each time only one 

subject is treated. The purpose of the seminar is to teach 

the participants how best to handle specific text books in 

the classroom situation. It is expected that when the heads 

and their deputies get back to their respective schools, they 

would assemble their teachers and share their new experience 

with them in the interest of their pupilS. In_other woras, 

institute a form of school-based INSET. 

The Rivers State College of Education, which is affiliated 

to the University of Ibadan, organises part-time courses 

leading to the Associateship Certificate in Education. The 

University of Port Harcourt which is a federal institution, 

offers opportunities to non-graduate teachers with the Nigerian 

Certificate in Education to upgrade themselves. This it does 

by mounting a twelve month B.Ed course - (teachers spend three 

months of every long vacation for four years) for serving 

1. Nigerian Educational Research Council (1980), Perspectives 
of Quantities and Qualities in Nigerian Education, 
A Synthetic Report of the Bagauda Seminar, September 1 - 5, 
1980, p. 67. 
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teachers. The National Union of Teachers (NUT) in the Rivers 

State, also organises in-service courses for teachers, and the 

local branch of the National Teachers Institute (NTI) in the 

Rivers State provides some in-service courses for primary 

school teachers. 

The main agencies for the provision of in-service education 

and training for teachers in the Rivers State are therefore: 

a) The Ministry of Education (MOE) and its various arms. 

b) The Teacher Training Colleges. 

c) The Nigerian Union of Teachers. 

d) Faculties and Institutes of Education of the University 

of Port Harcourt and the College of Education. 

e) The Rivers State branch of the National Teachers Institute. 

The Rivers State programme of in-service education and 

training for primary school teachers is not too different from 

that of the rest of the country especially the other Eastern 

States: lmo, Anambra, and Cross River. However, mention must 

be made here of the fact that the Ministry of Education provides 

no significant systematically organised in-service programme 

for secondary school teachers. The only possible avenue of 

professional development for teachers whether subject based 

or not is to attend external courses at their own expense and 

often at considerable personal inconvenience. 

Nigeria being a 'developing count~y', sees the quality of 

its teachers and therefore of their in-service education and 

training, as an integral part of national progress. 

During the most recent development plan period (1981-85) 

the Federal Government aimed to meet normal expansion needs 

of pre-service initial training programmes for primary teachers 
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and to work on qualitative improvements of the existing 

facilities for training. 1 While initial training programmes 

will continue to take cognizance of changes in methodology and 

curriculum, teachers in the service should be exposed to 

innovations if the policy is carried through efficiently. 

. . . . . . . . . . . . . . . . 
Almost all the in-services courses available to teachers 

in Nigeria appear to be award-bearing and of the traditional 

course-based type. There is hardly any form of informal 

activity along the lines of school-focused INSET. The closest 

approximation is the Primary School Supervision Course in 

Plateau State where head teachers, after receiving in-service 

for their specialist roles, are later responsible for the 

training of unqualified teachers in their own schools. 2 The 

importance of int~oducing the school-focused idea will be 

discussed in greater detail below. 

One form of innovation of in-service education that is 

becoming increasingly popular with the educational planners 

and economists in Nigeria is the use of distance learning. 

This form is preferred in that it gives everybody a chance 

of upgrading themselves and secondly it is economical to the 

1. Federal Republic of .Ni:geria (197?.>.. The :Third National-. 
Development Plan 1975 - 1980, vol.' 1, Federal.Ministryof 
Economic Development, Lagos. 

2. Ayot, H. (1983), "Training Inset Trainers", In: Bude, U. 
and Greenland, J. (1983), Ope cit., pp. 90 - 94. 



system in that the teacher is not removed from the classroom. 1 

The three established courses operated in this way in Nigeria 

are: the Teacher In-Service Education Frogramme (TISEP), the 

various activities of the National Teachers Institute, the 

Nigerian Certificate in Education by correspondence course 

(NCEcc) and courses offered in the recently founded Open 

University. There may be possibilities in such large-scale 

operations, but their dependence upon the maintenance of an 

advanced technology makes them vulnerable in the Nigerian 

context. 

The writer is therefore of the view that most benefit 

can be derived from more locally formulated and operated INSET 

activities. In order to come through to that view and justify 

it, it will be necessary to examine further the rationale of 

the provision of INSET in England and Wales and Nigeria. 

1. Osibodu, B. (1983), "In-Service Education and Training 
of Primary School Teachers: A West African View", In: 
Bude, U and Greenland, J. (1983), Ibid, pp. 107 - 109. 
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CHAPTER FGUR 

IN-SERVICE EDUCATION IN ENGLAND AND WALES 

AND NIGERIA : RATIONALE 

Whereas the previous chapter described the provision for 

INSET that has developed over a long period in both countries, 

here we are concerned with the rationale behind it, which in 

turn results in certain structures and operations becoming 

favoured or customary. 

4.1 The Rationale and Purpose of In-Service Provision for 

Teachers in England and Wales 

It is now generally accepted that initial training, ~ 

whether for entry to a skilled craft or a profession, is never 

adequate to last for a working lifetime. In the teaching 

profession in England and Wales although evident, this sentiment 

has operated to a very limited extent. The DES, the teachers' 

organisations and the LEAs have all, as described in Chapter 

Four, been agents of provision, but not very great conviction. 

As a result, the system being voluntary, INSET initiatives 

have affected a relatively small proportion of the teaching 

force, whereas the James Report contained the first really 

serious proposals in this field. Most educationists would have 

preferred the provision of one term of INSET every five years 

as recommended by the McNair Committee in 1944. 

One of the problems is lack of clarity and definition 

even when political will to aid INSET is apparent. Several 

attempts have been made to define INSET. For example the 

. , . , 
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National Foundation for Educational Research (NFER) in 

co-operation with a group of teachers and administrators 

from the Surrey Education Research Association, defined in-

service training as: 

" ••• taken to include all those courses 
and activities in which a serving 
teacher may participate for the 
purpose of extending his professional 
knowledge, interest or skill. 
preparation for a degree, diploma, or 
other qualification subsequent to 
initial training is included within 
this definition." 1 

whereas Rudduck defined the term in-service education as: 

"covering all those forms of training 
designed to help practising teachers 
to become more efficient." 

Hewett widened the field still further: 

"Any structured educational experience 
undergone by a teacher in service." 

Hewett elaborated further to mean: 

"educational experiences which are 
specifically designed to improve the 
professional expertise and competence 
of serving teachers." 

Watt sees in-service education as: 

"all measures enabling teachers to 
carry out their job in school and 
contributing to their professional 
development." 

1. Cane, B.S. (1969), Ope cit. 

2 

3 

4 

5 

2. Rudduck, J. (1980), "Making the Best of In-Service", 
Junior Education, March 1980, p. 11. 

3. Hewett, S. (1973), "In-Service Training Provision: Colleges 
of Education", In: Watkins, R. (1973), (ed), In-Service 
Training: Structure and Content, Ward Lock, p. 41. 

4. Ibid. 

5. Watt, J. (1983), "In-Service Education: an Opportunity for 
Growth?", Educational Review, vol. 35, no. 2, June 1983, 
pp. 195 - 201. 
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While Hass defines it as including: 

"all activities engaged in by the 
professional personnel during their 
service and designed to contribute 
to improvement on the job." 

t.10rant's definition of in-service is: 

1 

"education intended to support and 
assist professional development that 
teachers ought to experience through-2 out their working lives." 

The last-named went on to explain that the starting point of 

INSET should be when the newly qualified entrant to the 

teaching profession takes up the first appointment in school, 

and it should continue through to retirement. The view given 

by Harris is that in-service education is: 

"any planned programme of learning 
opportunities afforded staff members 
of the schools ••• for purposes of 
improving the performance of the 
individual in already assigned 
positions." 

3 

~or administrative convenience, however, narrower 

definitions are often adopted, For example the United States 

Department of Health, Education and Welfare has described 

in-service training as: 

1. Hass, G.e. (1957), "In-Service Education Today", In: 
Henry, N.B. (ed), In-Service Education for Teachers, 
Supervisors, and Administrators. The 56th Year Book of 
National Society for the Study of Education, 1957, 
pp. 13 - 14. 

2. Morant, R.W. (1981), Ope cit., p. 1. 

3. Harris, B.M. (1980), Improving Staff Performance ThrouQh 
In-Service Education, Boston, Allyn and Bacon Inc. 
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"a programme of systematised activities, 
promoted or directed by the school 
system, or approved by the school 
system, that contributes to the 
professional or occupational growth 
and competence of staff members 
during the time of their service to 1 
the school system." 

Bell writing about in-service education defines it as: 

"the development of the individual 
which arises from the whole range of 
activities by which teachers can 
extend their personal education, 
their professional competence and 
their understanding of educational 
principles and techniques." 2 

From these attempts to identify the bounds of INSET, 

the rationale is clear for all teacher training; that is to 

say it should be continuous in career terms. This in turn 

implies regular and direct impact in the classroom and would 

seem to favour school based modes of INSET, at least in 

principle. 

Rationale and practice could to some extent be affected 

by definition. For example Eggleston3 and Morris4 show a 

preference for the phrase "in-service education of teachers" 

rather than "in-service training of teachers". This distinction 

however, is not really clear. Eggleston sees in-service 

education as courses leading to recognised qualifications 

1. Henderson, E.S. (1977), Ope cit., p. 63. 

2. Bell, L.A. (1979), "The Organisation of In-Service Education", 
British Journal of In-Service Education, vol. 5, no. 3, 
pp. 46 - 51. 

3. Eggleston, J. (1965), "Teacher Training", In-Service 
Education 125, pp. 438 - 439. 

4. Morris, R. (1966), The In-Service Education of Teachers, 
University of Exeter, Institute of Education, Exeter. 

. , . 
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whereas Morris is concerned almost exclusively with curriculum 

development. 

A good deal of the 'education versus training controversy' 

seems to reflect concern about the status of the teaching 

profession, though it may be noted that training is considered 

perfectly acceptable terminology in the medical and legal 

professions. Common sense would indicate that both dimensions 

are important, for as much as we need well educated teachers, 

we also need teachers trained in the skills of the profession. 

1 Henderson, has therefore stated that since the distinction 

between the two phrases is not clear, it would be better to 

use the portmanteau phrase "in-service education and training" -

INSET and this is what the writer has chosen to do thus far. 

He has also given a wider definition of in-service education 

and training as being: 

"structured activities designed 
exclusively or primarily to improve 
professional performance." 

2 

Such a definition could easily include for example a problem 

solving exercise, perhaps in the curriculum or administrative 

field, with a small group of teachers from the same school or 

locality. It may even involve discussion on a one to one basis 

with a person whose role is encouraging the development of 

teachers' professional skills within a school. At this scale 

one may envisage the possibility of INSET being sufficiently 

coherent to be able to relate to real problems in schools. 

1. Henderson, E.S. (1978), The Evaluation of In-Service 
Teacher Training, London, Croom Helm. 

2. Ibid. 
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Indeed coherence and continuity are notions that run through 

most of the major reports and commissions that have examined 

this issue and have therefore been cited above. For example, 

the Grittins Report argued that: 

"every teacher should from time to 
time undertake retraining to escape 
from professional conservatism and 1 
complacency." 

2 
and the Warnock Report recognised the need for increasing 

in-service education so that serving teachers could be 

adequately prepared to meet the special educational needs of 

handicapped children. 

3 The James Report which brought the in-service education 

of teachers to prominence clearly stated the need for a 

planned programme. through which teachers could improve their 

competence. 

Both the HMI Primary survey4 and the HMI Secondary SurveyS 

drew attention to the need for teachers to have the opportunity 

for continuous professional development after the period of 

initial training. The Schools Council Pamphlet No.6. published 

in 1970, also saw the importance of in-service education: 

1. The Grittins Report, Ope cit. 

2. DES (1978), Soecial Education Needs, Report of the Committee 
of Enquiry into the Education of Handicapped Children and 
Young People, (The Warnock Report), H.M.S.C. 

3. The James Report, Ope cit. 

4. DES (1978), Primary Education in England, London, H.M.S.C., 
pp. 122 - 126. 

S. DES (1979), Aspects of Secondary Education in England, 
London, H.M.S.C., p. 144. 
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"at this moment in time, we must not 
underestimate the enormous volume of 
new ideas, methods and materials that 
is flooding ••• our schools ••• 
teachers become uncertain as to their 
objectives •. It is essential that we 
maintain a balance between encourage
ment of new aspects of education and 
maintenance of the old through in
service education." 

1 

The National Union of Teachers has always been deeply 

committed to the furthering of professional growth of teachers. 

It believes that INSET will act as a catalyst in process of 

professional growth. 
2 

In a 1981 paper, the NUT enumerated the 

reasons why in-service education is an imperative. These 

included the rapid rate of changes: technological, economic, 

cultural, social and political, and emphasised that in the 

face of these changes it is essential for the educational 

system in general and teachers in particular: 

"to review and develop teaching methods 
and curricula to update their know
ledge of their subject and develop new 
areas or specialisms (e.g. in shortage 
subjects, multicultural studies or 
teaching children with special 
educational needs.)" 

3 

The Union thus indicated that if LEAs are to reap the full 

benefi~ of a mature and experienced teaching force they must 

also invest in this force by providing more INSET, and 

particularly with the teachers' existing work environment, 

thus allow for sideways expansion at a tame when fewer new 

1. Schools Council (1970), Teachers' Centres and the Changing 
Curriculum, A report on three national conferences, 
Pamphlet 6, p. 23. 

2. NUT (1981), The Importance of In-Service Education in 
the Professional Development of Teachers, p. 6, 
paragraph 4.2 

3. Ibid, p. 6, paragraph 4.2. 

" . 



134 

jobs are becoming available. 

The Standing Committee for the Education and Training 

of Teachers in the Public Sector, (SCETT), in support of 

in-service provision for teachers, issued a policy statement 

in which it advocated that there is an obligation for every 

teacher and every LEA to accept the continuing professional 

development of teachers, the extension of their knowledge, 

the regular review and development of their training, managerial 

and other relevant skills. It condemned the notion that a 

teacher can operate for 40 years on the basis of an initial 

course combining education and training without any serious 

further training as: 

"hardly conducive to a dynamic and 
responsible approach to the education 
of children in so rapidly changing 
society." 1 

Individual educationists are not left out of this frantic 

call for INSET activities for teachers even in a period of 

financial constraint. Indeed some writers say that INSET is 

more necessary now because of the present climate of retrench-

ment and contraction of initial training. 2 Rosewell pointed 

out that if stagnation in the teaching profession and a 

dramatic drop in the quantity of the education provided in 

our schools are to be avoided it is essential that there should 

be increased opportunities for teachers to attend in-service 

1. Lee, G.,M., Gough, R.(1984), "A SCETT Policy Statement on 
In-Service Education and Training of Teachers : Strategies 
for Consideration", British Journal of In-Service Education, 
vol. 10, no. 2, pp. 2 - 5. 

2. Rosewell, V. (1983), Ope cit. 



135 

courses. 

watt1 stressed that teachers need in-service education 

and training to keep them as highly qualified as possible 

and to thereby sustain morale because they are faced with ever 

diminishing promotion prospects. She further argued that 

since INSET is part of the notion of continuing education, 

its underlying assumption of the rights of individuals to 

have access to educational provision throughout their working 

lives should be maintained and stressed. INSET should be 

"a vehicle of increased efficiency", she argued. Perry takes 

up the same point2 and introduced the rationale of reduced 

mobility as an aspect of career blockage. She pointed out that 

change in the system, refreshment for the professional body, 

updating and strengthening of individual knowledge and 

professional skills can now only be achieved by adequate and 

appropriate in-service provision since both the output from 

initial training and career mobility are greatly reduced. 

This might include retraining in a new subject or skill area. 

Each teacher and each school must, at any rate in the 

decentralised system of England and Wales, have individual and 

distinctive needs. For example a primary teacher may be more 

concerned with updating knowledge of child development and 

approaches to learning, while a secondary school teacher of, 

say, biology will need continually to keep up to date with 

developments in that subject. 

1. Watt, J. (1983), Ope cit., p. 195. 

2. Perry, P. (1977), "In-Service Training: A National Perspective", 
Trends in Education, vol. 3, Autumn 1977, pp. 3 - 6. 

" , 
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It would greatly strengthen the rationale of INSET if it 

could be more widely recognised that pre-service education 

cannot possibly provide more than an introduction to the 

1 profession. Corey stressed this aspect some 30 years ago when 

he said: 

"planned programmes in in-service 
education are essential to adequate 
professional improvement of school 
personnel. The demands now being 
made upon schools make it imprac
ticable to place full dependence 
upon pre-service preparation and 
the initiative of the individual to 
better himself in service." 

Britton2 pointed out that because of change in knowledge, 

techniques, and organisation, there is need for continual 

3 
access to INSET support. Lord James supported this view when 

he enumerated the reasons as to why INSET is so vital. He 

identified a 'communication gap' that threatens teacher 

credibility but can be bridged by INSET. 

4 Henderson takes as his rationale the various needs of 

the teacher at different times and levels of career: induction, 

extension, refreshment and conversion. This, he argued can 

only be satisfied by the provision of planned in-service 

courses for each stage of need. 

INSET should indeed be seen as a high priority by all 

those concerned with provision of schooling. In UK there 

1. Corey, S.M. (1957), "Introduction", In: Henry, N.B. (1957), 
(ed), In-Service Education, (56th NSSE Yearbook, NSSE, 
Chicago), pp. 1 - 10. 

2. Briton, E. (1973), "Teachers and In-Service Training", In: 
Watkins, R. (1973), Ope cit. 

3. Lord James (1973), "The James Report's Third Cycle", In: 
Watkins, R. (1973), (ed), Ibid. 

4. Henderson, E.S. (1978), Ope cit. 

., . , 
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should certainly be a national policy of some kind. Several 

writers support this view. 1 For example, Pepper argued: 

"in-service training is no longer a 
luxury but an educational necessity." 

while Warwick wrote, 

"in-service education is no longer 
a luxury for the few it is one of 
the necessities of educational life." 2 

and Whitehead commented: 

"if schools are to respond to the 
needs and demands of our society 
then it is obvious that the in
service education and training of 
teachers must become a major 
national priority." 

3 

The need for continuous learning on the part of teachers 

has been strongly emphasised by Bar and Sloma who describe it 

as "one of the necessities of life".4 

So without doubt INSET is one of the educational scenes 

that meets with approval from all concerned, but its status 

has not been supported structurally and financially. Perhaps 

the 1987 restructuring will provide the more central focus it 

deserves and the regional commi ttees
5 

wi 11 really be in tune 

1. Pepper, R. (1972), "In-Service Training and the Thomas 
Calton School Peckham, London", Forum, 14, p. 52. 

2. Warwick, D. (1975), School-based In-Service Training, 
Edinburgh; Oliver and Boyd~ p. 9. 

3. Whitehead, S. (1980), "A Call for Action: Towards a development 
plan for the in-service education and training of teachers 
and others in the education service", Secondary Education 
Journal, vol. 10, no. 1, March, pp. 3 - 4. 

4. Cropley, A.J. and Dave, R.H. (1978), Life Long Education 
and the Training of Teachers, UNESCO, Institute for 
Education, chapter 3, pp. 41 - 43. 

5~ The newly established committees, (variously named - in 
Humberside, for example the County Consultative Committee), 
reflect the change in funding from the DES to LEAs in respect 
of the provision of a significant proportion of INSET. 
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with the disparate needs of all schools under their aegis. 

Large scale politico-cultural changes also provide a 

rationale for certain dimensions of teacher education, for 

example the creation of the European Community which has 

distinct educational implications for member states. Co-operative 

study and research can be helpful here. Researches by the 

Organisation for Economic Co-operation and Development (OECD) 

of which England and Wales are a part show the need for a 

continuous education of the teacher to meet with changes in 

the school system and changes arising from the changing role 

of the teacher.
1 

So in conclusion it is evident that there should be a 

coherent, vigorous and effective in-service provision in 

England and Wales, and each of the elements of the rationale 

alluded to above has a significant input to make. 

4.2 The Need. Purpose and Importance of In-Service Education 

and Training for Nigerian Teachers 

As hinted above in-service education and training is in 

the process of expanding and being interwoven more than ever 

in the fabric of both initial training and curriculum develop

ment in many countries. This world wide concern for INSET is 

shown by researches and conferences carried out by OECD2 and 

1. Reguzzoni, M. (1976), "European Innovation in Teachers' 
In-Service Training", In: Lomax, D.E. (1976), (ed), 
European Perspectives in Teacher Education, John Wiley 
and Sons, chapter 12, pp. 161 - 178. 

2. OEeD (1982), In-Service Education and Training of Teachers ~ 
a condition for educational change, Paris, OECD, 1982. 

" , 
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by the Centre for Educational Research and Innovation (eERI).l 

In developed and highly industrialised countries like the 

U.S.A. and Britain, certain reasons mainly due to the explosion 

of knowledge, changes in teaching techniques and methods, 

societal values and, especially in Britain, the contraction 

of initial training and redundancy of teachers, accentuate 

the need for renovation and development of INSET. 

In the case of Nigeria, there are additional reasons why 

careful thought should be given to the provision of a planned 

in-service programme. Fi,rstly, the complete overhaul of the 

existing educational system which is under way, calls for a 

special kind of INSET provision. Secondly, the problems faced 

by newly developing countries, of which Nigeria is an example, 

are particularly acute in in-service education.
2 

Indirectly, 

it could be argued that INSET holds the key to national 

development and that the quality of a nation's teaching force 

is vital. Individually and collectively, Nigerians believe 

a major part of the country's future depends on the quality 

of education provided for its children now, so it is obvious 

that the teachers themselves have to be well equipped for the 

task. The Federal Government has stated officially that "a 

nation cannot rise above its teachers",3 but long before 1977 

-------------------------- .,'. 

1. CERI/OECD (1978), Innovation in In-Service Education and 
Training of Teachers: Practice and Theory, Paris. 

2. UNESCO (1970), Practical Guide to In-Service Teacher 
Training in Africa, UNESCO 5616. 

3. Federal Republic of Nigeria, National Policy on Education, 
(1977), Lagos, Federal Government Press. 

" 
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it was also stated that: 

"the fabric of the educational system 
and the success of the policy is 
dependent upon there being sufficient 1 
supply of skilled teachers at all levels." 

Even earlier, Bigelow, in an introduction to a study sponsored 

by UNESCO on the education of teachers in England, France 

and the U.S.A. proclaimed: 

"these (the teachers) constitute the 
most vital factor in any educational 
system, upon their number, their 
devotion and their quality the effec
tiveness of all education arrangements 
must chiefly depend." 

2 

If national development does depend to a large extent in 

the quality of education in the classroom then positive steps 

will have to be taken to build up INSET beyond the rather 

loose network of provision described in the previous chapter. 

There are still many unqualified or under-trained teachers in 

Nigeria, largely due to the Civil War and its aftermath. The 

system as a whole is in a state of flux, but this particular 

principle was shown to be relevant even in 1956 when Hamilton 

wrote: 

"The system of training teachers is 
the keystone of any national educational 
system. In a rapidly developing country 
such as Nigeria, the efficiency of 
teacher training will be the main deter
mining factor in the success or failure 
of education to meet the country's needs." 3 

1. Lewis, L.J. (1964), "Prospects and Educational Policy in 
Nigeria", Ina Weiler, H.N. (1964) (ed), Education and 
Politics in Nigeria, Verlag Rombach, pp. 239 - 254. 

2. UNESCO (1953), The Education of Teachers in England, France 
and the U.S.A., Paris, UNESCO, p. 11. 

3. Hamilton, E.R. (1956), "The Training of Teachers in Nigeria", 
West Africa, 18th August 1956, p. 609. 

. , 
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If Nigeria really believes that an educated nation is 

a developed nation, then fresh and more vigorous ways must 

be sought to introduce and implement a properly planned programme 

of INSET for its teachers, if only to keep pace with the 

spectacular increase in the number of pupils occasioned by 

UPE. Throughout this period, educational planning has been 

taking shape, thus making for orderly and efficient development 

of education, but there are still some vital shortcomings among 

which is the provision of in-service education for teachers on 

the scale that the new system will need. It is extremely 

urgent to upgrade the masses of untrained and unqualified 

teachers that were recruited as a result of OPE, some of whom 

have now completed a decade in the classroom. 

Already, as is inevitable the secondary school teachers 

will need to be re-equipped to meet a mass secondary sector 

with all that non-selective entry can imply. This point was 

well made by the Director of the National Teachers' Institute 

when he reported that 94% of teachers in Niger and Borno 

States were unqualified and 90%, 85% and 81% of teachers in 

Kaduna, Bauchi and Gongola States respectively were unqualified. 1 

The article went on to reveal that the situation was not too 

different in the south which is regarded as more educationally 

advantaged. For example, there are 64%, 54%, 53% and 52% of 

unqualified teachers in Cross Rivers, Anambra, Ogun and Oyo 

States respectively. 

The Government's urgent task therefore is to upgrade all 

unqualified and untrained teachers to keep them up to date for 

1. New Nigerian, February 1982. 

",' , 

, , 
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what the nation expects of them. But also the trained 

teachers need refreshing in their subjects and their professional 

development, and some need retraining in new areas. Many of 

these trained teachers received their preparation for teaching 

over twenty years ago during which time enormous technological 

and cultural changes have occurred in Nigeria, not least the 

widespread migration of peoples within that vast country,. 

producing multicultural contexts in rapidly growing urban 

settlements. In particular this trend causes very difficult 

problems of language in education. 

In-service education is also needed for teachers taking 

up new roles such as headship or deputy headship or inspector 

of education. 

There is also the question of the intnoduction of new 

curricula, in the reformed education system of Nigeria, 

popularly known as '6-3-3-4' (6 years primary; 3 years junior 

secondary; 3 years senior secondary; 4 years higher education). 

The enormous changes expected as a result of this new system 

cannot be properly effected without a considerable amount of 

INSET for teachers. 

In any case there have been dramatic changes in the 

composition of the teacher force in Nigeria. Grade II is now 

the standard qualification for the primary teacher and eventually, 

it is hoped that the NCE (Nigerian Certificate in Education) 

would be regarded as the lowest level of the teaching profession. 

This will require INSET too. 

In summary, it is clear that INSET is crucial to Nigerian 

educational development for three main reasons: 

a) to increase the individual teacher's morale which is 
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fundamental to creating an effective and well motivated 

teaching force; 

b) to enable teachers to acquire further qualifications and 

skills because a qualitative improvement in the teaching force 

is essential to improved pupil performance; 

c) to provide a continuous stimulation and challenge to the 

teachers through a clear career structure with rewards for the 

willingness to upgrade skills and performance. 

A few researchers in Nigeria have realised the central 

nature of INSET. 
1 For example, Oguntonade made an elaborate 

list of resommendations following investigations he carried 

out on serving teachers' opinions of an in-service course. He 

recommended among other things that the provision of in-service 

courses for science teachers in Nigeria should be a regular 

annual exercise and, as far as possible, method oriented. He 

went further to analyse the types of courses run, and advised 

that all in-service courses should take place during the long 

2 vacations. A survey carried out by Ukaonu in Lagos State to 

ascertain what should constitute in-service education for 

teachers, called for recommendations on similar lines. 

1. Oguntonade, C.B. (1975), "An Analysis of Nigerian Science 
Teachers' Opinions on an In-Service Course", African 
Journal of Educational Research, vol. 2, no. 1, April, 
pp. 153 - 170. 

2. Ukaonu, W.U. (1980), "In-Service Education Programmes for 
Teacher Trainers: Guidelines and Implications for Nigerian 
Teachers in Post Primary Institutions", West African 
Journal of Education, vol. XXI, no. 1, February 8th, 
pp. 53 - 70. 

.. ~, 
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1 
The Inset Africa Project team not only stressed the 

importance of in-service education and training in the 

professional life of the teacher. They went on to argue 

strongly for new forms of in-service such as school-based 

focused courses and in-service provided at Teachers' Centres. 

2 
The warning given by Elsbree and Reuter, is as true 

for teachers as anyone else: 

"human beings in all walks of life 
get into ruts and unless people are 
encouraged to get out of them, the 
ruts get deeper." 

For INSET to be the dynamic force that it needs to be, 

there must be innovation. Therefore in the next chapter we 

shall be examining selected innovations and their limitations. 

1. Greenland, J. (1983), The In-Service Training of Primary 
School Teachers in English-Speaking Africa, MacMillan. 

2. Ukeje, B.O. (1966), Education for Social Reconstruction, 
MacMillan and Co. (Nigeria) Ltd., p. 177. 

'1 



CHAPTER FIVE 

SELECTED INSET INN~ATIONS AND THEIR LIMITATIONS 

~1 The Need for Innovation in INSET 

The term 'innovation' has been subject to various 

definitions; according to Thomas 1 it means: 

"specific and planned changes within 
any process of reform." 

2 " t" " d t" For Kolawole an 1nnova 10n 1n e uca 1on: 

"is a new way of looking at .the old 
ideas in an existing or new philo
sophical theorem." 

A report on a workshop held at St. John's College, Cambridge 

defined 'innovation' as: 

"those attempts at change in an 
educational system which are 
consciously and purposefully 
directed with the aim of improving 
the present system. 3 

While change is fundamental to human nature, these definitions 

all imply a degree of planning. Like in other disciplines, 

there is a need for systematic changes in education, INSET 

included. 

Traditional forms of in-service educat~on seem to be 

--------------------------------.,. 
1. Thomas, H. (1971), Innovation in Education- Germany, Paris, 

CERI/OECD, p. 5. 

2. Kdlawole, D.O. (1980), "Primary Education Improvement 
project (PEIP) - A Major Curriculum Innovation 1:968 - 1978", 
West African Journal of Innovation, vol. XXI, no. 1, 
February 1980, p. 39. 

3. Grass, J .R. (1969), Ope cit., p. 13. 
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concerned more with the transmission of solutions than with 

the study of problems. The emphasis has been on extending 

the teacher's knowledge rather than on helping him to apply 

the knowledge he has already possessed. This pattern of 

INSET has been modelled on pre-service education and training. 

It tends to ignore the fact that most participants are 

experienced teachers with as much to contribute as to receive. 

This is internationally true. Eleven of the twenty-four 

members of the Organisation for Economic Co-operation and 

Development (OECD) - Australia, Canada, France, Germany/ 

Switzerland, Italy, Japan, Netherlands, Sweden, U.K. (not 

including Northern Ireland and Scotland) and the United States 

of America - agreed that broad dissemina~ionof national 

policies and experiences in the field of in-service education 

1 
and training was necessary. 

Another body, the Organisation for the Professional 

Training of Teachers (OFPI) housed a study seminar in Milan 

on INSET methods and reached the conclusions that innovatory 

methods were necessary in the provision of in-service activities. 

In-service training according to the new method proposed by 

the OPPI is carried out essentially by the teacher himself in 

the concrete situation in which he finds himself at the level 

2 
of the school. 

----------------------------------------------------------------------------.: 
1. 

2. 

Bolam, R. (1978), Innovation in In-Service Education and 
Training of Teachers. Practice and Theory, CERI/OECD. 

Reguzzoni, Mario (1976) ,"European Innovations in Teachers' 
in-Service Training", In: Lomax, D.E. (1976), European 
perspectives in Teacher Education, John Wiley and Sons. 
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Among the various types of innovations put forward by 

the advocates for change, the writer has selected four, 

bearing in mind the obstacles and problems of implementation 

in her own country. These are the four on which the literature 

review focused above, namely: school-focused INSET; the 

induction year; the teachers' centre movement; and the 

professional tutor/centre concept. 

5.2 Selected Innovations and their Significance 

a) The School-Pocused Idea 

The idea of in-service work being focused in schools was 

brought to prominence in the 1970s. At an influential national 

conference organised by the ACSTT/INIST Committee in Bournemouth 

in 1978 the school-focused idea emerged under the phrase: 

'The Thinking School,.1 A Schools Council report in 1975 also 

stressed the importance of school-focused in-service when it 

stated: 

"it is in the school itself that most 
of the problems of curriculum develop
ment are manifest and it is in the 
school that they should be studied 
and tackled." 2 

The same emphasis on the school taking up its own in

service work was given further encouragement in a DES publication 

'Making Inset Work', which urged schools to develop their own 

--------------------------------------------------------------------------- I 

1. 

2. 

Bridges, D. and Eynon, D. (1983), Issues in School Centred 
Education, Homerton College Cambridge, p. 4. 

Schools Council (1975), The Whole Curriculum 13 - 16, 
Working Paper 53, London, Evans/Methuen, chapter 5, p. 88. 
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'b'l' 1 professional respons1 1 1ty. 

Skilbeck, pointed out that the school is still little 

appreciated in curriculum development partly because of a: 

"lingering tendency of society to treat 
it as a recipient of policy and other 
kinds of wisdom generated in the 
loftier parts of our society." 

He asserted: 

"I do not believe that any substantial 
reform movement for the school curriculum 
can proceed unless questions of 
curriculum review, planning, design, 
development, implementation and 
innovation are placed quite centrally 2 
in the context of school life." 

Partington, of Waltham Forest Local Education Authority, wrote: 

"there will remain an important inset 
role for university and college-based 
secondments and for shorter courses 
in teachers' centres or professional 
centres, but I am convinced that a 
~ajor change of emphasis to school
focused activities is nece~$ary if a 
major advance is to take place both 
in the personal development of teachers 
and in the effectiveness of their 
professional work." 

whereas Greenwood asks: 

"what better places to hold meetings 
which attempt to initiate change than 
in the places which ought to be the 
recipients of the new idea?" 

3 

4 

1. DES, (1978), Making Inset Work: In-Service Education and 
Training for Teachers. A Basis for Discussion, November 1978. 

2. Skilbeck, ~1. (1984), School-Base Curriculum Development, 
Harper Education Series, preface p. XII.· 

3. Partington, G. (1976), "School-Focused Inset", British 
Journal of In-Service Education, vol. 3, no. 1, p. 37. 

4. Greenwood, B. (1973), "Regional Curriculum Development 
Through Local Teachers' Cetnres", In: Thornbury, R.E. (ed), 
Teachers' Centres, Darton, Longman and Todd, chapter 6, 
p. 106. 
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and Gough warned: 

"if we wish to avoid change without 
progress, then development in education 
must start in the classroom at the 
stage where the teachers and children 
are and it must proceed fr~m this 
base in a manner which is realistic. 
In order to achieve this, it would 
appear necessary and not merely 
desirable for teachers to be heavily 
involved and committed in their own 
in-service education." 1 

Another major weakness of the traditional type of in-

service provision is the lack of teacher participation in 

the process itself. 
2 

Gough stressed the importance of teacher 

involvement in their own in-service activities when he argued 

that it is necessary not only because teachers will learn a 

great deal from other teachers or because teachers working 

together will help solve many of our educational problems 

but most importantly because curriculum development if it is 

to be really effective starts and is maintained in the classroom. 

In this way the teacher is the professional rather than the 

teacher trainer. In any case, school focused INSET is more 

economic in terms of both money and time. 3 

Furthermore, schools are placed at the centre of the 

decision-making process rather than being regarded as peripheral. 4 

1. Gough, R.G. (1973), "Professional Support for the City 
Teacher", In: Thornbury, R.E. (ed), Teachers Centres, 
Darton, Longman and Todd, chapter 7, p. 128. 

2. Ibid, p. 123. 

3. Bridges, D. and Eynon, D. (1983), Ope cit., p. 4. 

4. Morant, R.W. (1981), Ope cit., chapter 3, p. 27. 
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In this way the manner in which INSET is planned and introduced 

is likely to be more appropriate and the content more 

immediately relevant. 

So advocates for school-focused INSET have a strong case,l 

though whether there is the will to operate in this way in all 

schools is open to question. Current disputes in England and 

Wales over teachers' pay and conditions of work may well place 

severe constraints on this mode of operation and impede its 

further development. For leading advocates of school-focused 

work are not necessarily in the schools themselves where 

teachers' and pupils' needs can be identified more easily.2 

3 Goddard and Goodall asserted that if INSET is to be 

effective such needs must be determined by schools and teachers 

and the process of development designed specifically to meet 

those needs. Proponents of this concept are of the view that 

it is only by operating in this way that teacher talent in 

respect of generating INSET at school level can be discovered. 

In the security of their own schools teachers may be more 

confident in expressing what they really think about their 

own needs. Making the identification of needs much easier 

reduces the likelihood of mismatch and removes many of the 

barriers to implementation, especially as it is cheaper. It 

1. Eggleston, R. (ed) (1981), School-Based Curriculum Development 
in Britain. A Collection of Case Studies, Routledge and 
Kegan Paul, p. IX. 

2. Warwick, D. (1975), School-Based In-Service Education, 
Edinburgh, Oliver and Boyd, chapter 1. 

3. Goddard, 0 and Goodall, R. (1980), "School-Focused Inset -
The Implications for Teachers' Centres", Insight, vol. 3, 
no. 3, pp. 12 - 13. 
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could enhance the prospects of action-based research in terms 

of the nature of the individual and organisational resistance 

to change. 

The new structure for INSET decision-making that comes 

into force in 1987 pnovides an opportunity for more school-

focused INSET to be provided. Whether this opportunity is 

lost due to current disputes in the profession plus the 

opposition of vested interests in the traditional providing 

institutions is a matter for future research to review. 

b) The Induction Year. 

The innovation of a more effective induction year would 

fit very well with an increase in school-focused INSET. Many 

critics1 have condemned existing arrangements for the 

probationary year as being inadequate, stressing that it 

should be systematically planned not only in respect of the 

probationer but also the teaching force as a whole. The 

probationary year they say should be seen as the beginning to 

a professional life rather than the end of initial training. 

1. See for example: 
a.Mawby, B.J. (1966), "A Wasted Year", Forum, vol. 8, Spring 

1966, pp. 53 - 54. 
b.Kelly, A.V. (1973), "Professional Tutors", Education For 

Teaching, no. 92, Autumn 1973, pp. 2 - 7. 
c.Benton, E. (1966), "Probationary Problems", Forum, vol. 8, 

Spring 1966, pp. 51 - 56. 
d.Marks, Ivan, (1971), "Helping Probationers", Times Educational 

Supplement, no. 2946, November 5th, p. 28. 
e.Moorhead, C. (1971), "New Course Gives Probationers a Safety 

Valve", Times Educational Supplement, no. 2910, 26th February, 
1971, p. 9. 

f.Palmer, R. (1963), "Teachers in Their First Year", Forum, 
vol. 5, no. 3, Summer 1963, pp. 97 - 99. 

g.Bolam, R. (1971), "Guidance for Probationary Teachers", 
Trends in Education, no. 21, January 1971, pp. 41 - 48. 
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Viewed in this way it would more obviously be a central 

feature of INSET. 

porter 1 pointed out that the induction period is the 

essential bridge between training and teaching and much of 

the quality and response to future in-service opportunities 

are depended upon what is done in the first year of teaching 

and that it is also a key stage in the professionalisation 

of the teacher. 

Calling for the need and importance of a systematically 

planned induction year, Phillips wrote: 

"no one perhaps, feels less qualified, 
less secure, than the young man or 
woman at the start of a new career. 
The young teacher feels particularly 
vulnerable. Alone with his class for 
most of the day ••• with like the 
vagrant no visible means of support 
••• he often sees ahead of him a 
lifetime of the kind of difficulties 
and insecurities he is experiencing 
now. He will not be encouraged by 
assurances that time will remove all 
his uncertainties and make the rough 2 
places smooth." 

Likewise, Hawby stressed the need for reinforcement: 

"most students go to their first 
teaching posts far from well 
equipped for their work. College 
has broadened their knowledge, has 
given them opportunity to teach, has 
introduced them to psychology, but 
has not examined with them the day to 
day classroom situation which can tax 
the ingenuity and patience of_even 
the experienced teacher." 3 

1. Porter, J. (1975), "In-Service Education of Teachers and 
the Colleges of Education", In: Adams, E. (1975) In-Service 
Education and Teachers' Centres, Pergamon International 
Library, pp. 85 - 86. 

2. Phillips, P. (1975), "Helping the Young Teacher", Trends 
in Education, vol. 4, December 1975, pp. 4 - 7. 

3. Mawby, B.J. (1966), Ope cit., p. 53. 
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Craddock1 criticised the current probationary year 

arrangements on the grounds that there was nowhere a clear 

definition of the standards to be applied before a teacher 

can be passed. He described the system as "pernicious as 

fagging" and warned that "unhappiness drives more young people 

2 
out of teaching than do inadequate salaries". Kelly adds to 

these criticisms by pointing out the lack of support given 

to young teachers in their first posts in areas such as the 

acquisition of lodgings, especially in the big cities; also 

the cost of transport if such accommodation cannot be found 

near to the place of work. 

Condemnations of the probationary year were brought to 

prominence by the aforementioned James Report. The James 

Committee called unanimously for a better planned probationary 

year, and the Government responded with a DES memorandum in 

April 1973. 3 This was issued as a consultative document and 

suggested that pilot schemes should be planned in five areas 

in the academic year 1973/74, as the planning year when 

evaluation procedures would be designed, professional tutors 

trained and pre-pilot experiments carried out. Estimates of 

cost were drawn up by June 1973 and arrangements made to launch 

the scheme in October of the same year. In the event, however, 

1. Craddock, W.J. (1970), "Young Teachers on Trial", 
Education, vol. 136, 28th August 1970, p. 171. 

2. Kelly, A.V. (1973), Ope cit. 

3. McCabe, C. (1974), "The Initial Planning of a Probationary 
Year. Induction Course", British Journal of In-Service 
Education, vol. 1, no. 1, Autumn 1974, p. 29. 
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only two LEAs, (Liverpool and Northumberland), went on with 

the scheme; the other three dropp~ng out for 'financial 

reasons' • 

Apart from these two government funded innovations, 

unaided schemes were introduced by a number of other LEAs, 

(Avon, Clywd, Cumbria, East Sussex, Gloucestershire, ILEA, 

Leeds, Newcastle and Northamptonshire). 

Several reports echoed the success of these innovations. 

1 Dennett, with respect to the Liverpool scheme revealed in 

1976 that for the eighteen months the scheme had been in 

progress, the number of probationary teachers leaving the 

profession during the first year had dropped dramatically, so 

had the number of new teachers put on extended probation. Similar 

2 3 
successes were rec~rded by Dell and Cohen. This is clearly 

an innovation that should not be allowed to drift away as 

other pressures on the teaching profession in England and 

Wales build up. 

~) The Professional Tutor Concept 

The James Report envisaged that the Professional Tutor 

would have three major functions,4 

1. Dennett, M. (1976), "Initiating Right", The Teacher, 
vol. 28, no. 15, April 9th 1976, p. 3. 

2. Dell, L. (1983), "Teachers Are Made Not Born", 
Education Today, vol. 33, no. 2, pp. 4 - 22. 

3. Cohen, S. (1976), "High Marks for Induction", Times 
Educational Supplement, no. 3178, 30th April 1976, p. 10. 

4. James Report, Ope cit., paragraph 3.50. 
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a) supervision of students on teaching practice; 

b) induction of new teachers; 

c) advising colleagues on in-service opportunities. 

The importance of the professional tutor concept was further 

1 stressed by Judge when he wrote that the professional tutor 

should be seen as a part of an integrated programme which 

was devised by the James Committee to deal with a particular 

constellation of problems. He lists a variety of problems. 

The fjrst according to Judge was concerned with the unhealthy 

split between the schools in which teachers were experiencing 

their teaching practice and induction, and on the other, the 

training establishments. The second problem was the weakness 

of authority in respect of both teaching practice and the 

probationary period for new teachers. A third issue which, 

according to Judge existed before the concept of a professional 

tutor was introduced, was that of finding the right relationship 

between the theory and practice in teacher training. 

The professional tutor innovation was to resolve all three 

problems, but Judge warned that the professional tutor must 

be firmly on the school side in order to make any impression 

at all. While based in school, and an ongoing practitioner, 

it is important for this tutor to be going into colleges, 

polytechnics and university departments of education in order 

1. Judge, H.G. (1973), "The Professional Tutor Concept", In: 
Henderson, E.S. (ed), The Role of the Professional Tutor, 
Proceedings of a Conference held at St. Hilda's College, 
Oxford on July 5th-6th, 1973, pp. 27 - 35. 
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to contribute to their programmes. 

d) The Teachers' Centre Movement 

The teachers' centre movement or idea was developed 

separately from university 'refresher' courses, graduate 

education, workshops or other forms of in-service education. 

It originated mainly from two sources. 

Firstly from the Nuffield Projects in the 1960s, which 

required pilot areas to provide a meeting place for teachers 

taking part in the Project so that they could discuss and 

amend content in the light of experience and make materials 

to assist them in the classroom. 1 
The second major source 

was the Schools Council which was particularly vigorous and 

influential in advocating the development of centres throughout 

the country especially through their Working Papers No. 2 and 

No. 10. 

Working Paper No. 10 - the 'Little Red Pamphlet' as 

Thornbury2 called it, called for LEAs to respond to the 

expressed wishes of the teachers to come together to conduct 

curriculum development for themselves.
3 

Working Paper No.2 

stressed the theme of developing such centres in connection 

with raising of the school leaving age to 16 (ROSLA). A third 

1. Mathews, 0.(1973), "A Beginning of Teachers' Centres'.', In: 
Thornbury, R.E. (ed) (1973), Teachers' Centres, Darton, 
Longman and Todd, chapter 4, pp. 49 - 50. 

2. Thornbury, R.E. (1973), "The Fastest Vehicle in a Vacuum", 
In:ThornburYL R.E. (ed) (1973), Teachers' Centres, Darton, 
Longman and Todd, chapter 2, p. 18. 

3. Schools Council (1967), Raising the School Leaving Age 
Working Paper No.2, London, H.M.S.O. 
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source of influence was given by some as the North \vestern 

Regional Curriculum Development project. 1 

An additional impetus for the development of teachers' 

centres came from the results of Cane's two surveys undertaken 

in 1967 which sharply illuminated shortcomings in existing 

in-service education for teachers. From these two surveys 

which were funded by the National Foundation for Educational 

Research (NFER), Cane2deduced from his findings that the 

provision of local rather than national or regional in-service 

education was urgently needed. He concluded that emphasis 

on local courses would remove the need for residence and meet 

the complaints of teachers about the cost of travel and the 

constraints of related fatigue after a day's work. 

His evidence and arguements proved very effective and a 

host of supporters followed up the case, stressing the 

importance and educational value of teachers' centres in both 

in-service education and curriculum development. Por example, 

345 Thornbury, Pepper and Thompson, who stated in respect of 

the innovative aspect: 

1. Schools Council (1967), Curriculum Development: Teachers' 
Groups and Centres, Working Paper No. 10, London, H.M.S.O. 

2. Cane, B. (1969), In-Service Training, Slough, NFER. 

3. Thornbury, R.E. (1973), Ope cit. 

4. Pepper, D. (1972), "Training Teachers in the Secondary 
School", London Educational Review, vol. 1, no. 1, 
Spring, pp. 55 - 60. 

5. Thompson, E.M. (1972), "Teachers' Centres: Why They WeI'e 
Established by Local Education Authorities Instead of 
Institutes of Education", Durham Research Review, vol. 6, 
no. 29, Autumn, pp. 685. 
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"teachers' centres do much to develop and 
maintain security and confidence ••• 
centres have clearly new and useful 
function which is neutral, together 
teachers can decide what is best for 
them in their particular situation." 

Gale1 himself a warden of a teachers' centre stressed the 

immediacy and relevance in that: 

"the provision of courses that meets 
the needs of teachers within the 
local situation is one of the 
strengths of the local teachers' 
centre." 

while Khan asserted that: 

"the teachers' centre idea ensures that 
teachers' demands decide the pattern 
of the local inset programme and not 
a committee remote from the classroom 
dictating the programme from an 
ivory place." 2 

Proponents for this movement therefore believe and argue 

that centres have accepted that the classroom teacher is a 

professional in every sense of the word, and that the 

traditional course-based INSET on the 'non-participatory' model 

detracts from the professional status by placing the teacher 

in the positimn of a student merely receiving lectures. Such 

traditional approaches often fail completely to tap the 

experience of professionals eager to 'give out' as much as 

'ta consume'. The Teachers' Centre provides a territorial 

base that safeguards the confidence of the classroom practitioner. 

1. Gale, E.J. (1971), "In-Service Training Needs", London 
Educational Review, Sample Issue, pp. 6 - 8 and 13 - 16. 

2. Kahn, Harry (1973), "The New Professionals", In: 
Thornbury, R. (ed), Teachers' Centres, London, Darton, 
Longman and Todd, p. 78. 



159 

In their own locale, teachers gain the opportunity to 

identify their needs and participate freely and fully in the 

planning and organisation of INSET. The flexibility of 

teachers' centres also enable their members to be in close 

touch geographically and psychologically not only with the 

schools but also the advisory services of the LEA. 

In particular, teachers' centres have the unique charac-

teristic of encouraging teachers to mix socially as well as 

professionally, thereby helping to break down barriers between 

different groups of teachers and educationists. A teacher in 

Bradley, Flood and Padfield's survey commented thus: 

"an informal, social atmosphere would 
be the most suitable in which to 
exchange ideas and become acquainted 
with new and available teaching 
materiAl." 1 

It is the 'neutral democracy' and responsiveness of teachers' 

centres to the needs of teachers which has already done most 

to transform INSET in many English LEAs. 

So the idea of territorial and organisational neutrality 

is fundamental to their rationale and innovative potential. 

"Teachers' centre should be a 'middle 
ground' which is relatively free of 
constraints and pressures on the 
individual teacher." 2 

3 Greenwood called them 'islands of neutrality' where power 

structures have no part to play. 

1. Bradley, H., Flood, P. and Padfield, P. (1975), '~hat do we 
Want for Teachers' Centres?", British Journal of In-Service 
Education, vol. 1, no. 3, Summer 1975, p. 42. 

2. Beresford, C. (1974), "Teachers' Centre Processes and In
Service Opportunities", Cambridge Journal of Education, 
4 Easter, p. 93. 

3. Greenwood, B. (1973), "Regional Curriculum Development 
Through Local Teachers' Centres - Some Reflections", In: 
Thornbury, R.E. (ed) (1973), Ope cit., chapter 6, pp. 92 - 93. 
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Let us now consider the types and functions of teachers' 

centres in England. 

i) TyPes of Teachers' Centres 

No two teachers' centres look alike physically or organised 

1 2 in the same way. Nonetheless, Mathews identifies three main 

elements: 

• a working room where teachers can tryout materials and 

make their own; 

• a discussion room - probably includes a library where 

teachers can exchange problems and ideas in a relaxed and 

comfortable atmosphere; 

• a refreshment area - this varies from pantry to cafeteria 

but the central thing is, every centre has a tea urn and 

toilet facilities. 

Within this broad structure centres vary enormously in almost 

every respect. While some are housed in old country houses, 

redundant school buildings, parts of existing schools or 

colleges, others are purpose-built. Some centres specialise 

in particular aspects of the ourriculum such as mathematics, 

English language, or science, while others are multi-purpose 

facilities. The eclectic nature of the phenomenon was well 

3 
illustrated by an NUT survey of teachers' centre wardens 

which revealed that practically any building could be considered 

1. Sandi lands, A. (1971), "A Place to Pu 11 Ideas", The Teacher, 
vol. 17, no. 23, June 4, p. 3. 

2. Mathews, G. (1973), Ope cit., chapter 4, p. 54. 

3. NUT (1972), Teachers' Centres: A Survey of Centre Resources 
and Conditions of Service of Leaders. 
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suitable for a teachers' centre. While some were outstanding 

examples of educational poverty, others were luxuriously 

endowed. 

A national survey - The Teachers' Centre project (1979 -

1981),1 funded by the Schools Council and based at the NFER 

in Slough, which was the first detailed national study of 

centres in England and Wales also confirmed the extremely 

varied nature of teachers' centres in terms of provision, and 

function. Some centres have a full-time warden, an assistant 

warden, a range of assistants and secretarial help while others 

may have only a part-time warden or secretary. 

Despite all these variations in the provision of facilities 

and activities there is no doubt that the central theme of 

teachers' centres as being places run by teachers for the 

professional devel9pment of teachers is upheld in most cases. 

ii) Functions of Teachers' Centres 

The Schools Council Working Paper No. 10 which was cited 

by many teachers' centres in the national survey2 as the 

impetus that initiated their establishment, anticipated the 

functions as being three-fold when it stated: 

"to focus local interest and to give 
teachers a setting within which new 
objectives can be discussed and 
defined and new ideas on concept and 
methods in a variety of subjects can 
be aired ••• to contribute to the 
evaluation of ~terials before they 
are published, to keep local teachers 3 
informed of development elsewhere." 

1. Weindling, D., Reid, I. (1983), "Inset, Curriculum Det;Ielopment 
and Teachers' Centres", Educational Research, vol. 25, no. 3, 
November 1983, pp. 163 - 170. 

2. Ibid. 

3. Schools Council Working Paper No. 10, Ope cit., p. 6. 
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It is interesting that the status or role of the warden or 

centre leader was not specified. However in 1970 after about 

three years of experience, a conference report identified 

particular skills necessary for a teachers' centre warden to 

develop: 

"a greater expertise in group discussion 
work, a social understanding of 
behavioural psychology of the work done 
on curriculum planning of related fields 
of sociology and a working knowledge of 
resources and information needed by 
teachers." 1 

These thus would be seen as the functions of a centre leader 

or warden. 

In addition to such national publications, individuals 

have written and put forward and have ca~ried out surveys on 

what they feel and think about the functions of teachers' 

centres and centre leaders. 2 For example, Redknap gave six 

functions of teachers' centres as follows: 

• as bases of inset; 

• as centres for curriculum development; 

• as resource centres; 

• as information providers; 

• as social centres for teachers; 

• as centres for community involvement. 

2. Redknap, c. (1977), Focus on Teachers' Centres, NFER 
Publishing Company, pp. 24 - 46. 
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Beresford1 commenting on the functions of teachers' 

centres advised that they should not merely be concerned 

with problem solving but with development and evaluation as 

well. That is to say development in structural as well as 

curricular terms, and self-evaluation as well as evaluation 

of others. 

2 An additional function was reported by Gough that was 

apparently unique to Burnley Teachers' Centre which had taken 

on the role of an accommodation bureau for teachers in its 

area, especially those newly arrived. This obviously supported 

young teachers in their induction year. ' 

Cane's survey3 confirmed all the above-mentioned functions, 

as did those 
4 5 of Bradley and Brugelman , but Cane added the 

idea of: 

"observing demonstration lessons or 
teaching activities by other teachers." 

Over the period of their operation, differences between 

teachers' centres have increased, and no real concensus has 

emerged as to what the parameters of their functions and 

1. Beresford, C. (1974), "Teachers' Centre Processes and 1n
Service Opportunities", Cambridge Journal of Education, 4, 
Easter 1974, p. 100. 

2. Gough, R.G. (1973), Ope cit., p. 115. 

3. Cane, 8. (1969), Opt cit., p. 63. 

4. Bradley, H.W. (1974), In-Service Education After the White 
Paper. A Survey of the Opinions of Teachers. Nottingham, 
University of Nottingham School of Education. 

5. Brugelman, Hans (ed) (1975), The Teachers' Centre. Safari 
Case Studies, Centre for Applied Research in Education, 
Occasional rublication no. 3. 
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operations should be. It is in the nature of their neutral 

and dynamic contribution that this should be so. 

• • • • • • • • • • • • • • • • • • 

Prom this brief account of four main INSET innovations 

in England over the last quarter centucy, and mostly emanating 

from the buoyant period of the 1960s as regards change, it 

would appear that all have been successful. However, they do 

have their limitations and these must be considered too. 

5.3 The Limitations of Selected INSET Innovations 

a) In Respect of School-Pocused INSET 

Although school-focused INSET undoubtedly represents an 

advance in meeting teachers needs as compared with more 

traditional methods, there are dangers and difficulties involved 

that should not be underestimated. The chief such difficulty 

is that it assumes levels of leadership and expertise among 

school staffs, that may well not be available. It assumes 

that every school staff includes talents in the areas of 

developing curriculum materials and diagnosing individual and 

group problems among ones peers. This is just not credible, 

especially with respect to small schools, which means many in 

the primary sector. Significant levels of motivational expertise 

are involved without the advantage of being a 'new face' to 

the teachers in question. 

Consultants are therefore inevitable, and the question 

then arises about selection. How will most school staffs have 

the experience of consultants available? It could become merely 
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a matter of chance contact. 

So attendance at local and national INSET courses is 

important for the cross fertilisation of ideas and the 

development of experience of varying practices. Visits to 

other schools, as well as to institutions of higher education, 

remain important. Henderson,1 confirmed by research that 

attendance on courses can assist teachers in redefining needs. 

Hicks,2 in supporting this view, stated that school-focused 

INSET is a very valuable compliment to other forms of in-service 

but in no way replaces them. Indeed it often generates greater 

demands for courses at teachers' centres and elsewhere and for 

opportunities for further study and qualifications. Porter 

wrote: 

"there was no panacea for professional 
development and for some aspects the 
traditional course will remain the 
most effective model." 

3 

Not all in-service education can be concerned with 

. t. 4 1nnova 10n, and the danger of parochialism must be guarded 

. t 5 aga1ns • There can be a tendency towards the anecdotal if 

1. Henderson, E.S. (1975), Some Personal And School Outcomes 
of In-Service Training, Unpublished Ph.D Thesis, University 
of Reading. 

2. Hicks, D. (1983), "In-Service Education In a Local Education 
Authority", Education Today, vol. 33, no. 2, 1983, p. 29. 

3. f-orter, G.R. (1980), The Development of School-Based and 
School-Focused Inset, p. (i) Preface. 

4. Maw, J. . (1975), "The Young Teacher, the School and 
Curriculum Innovation", London Educational Review, vol. 4, 
no. 1, Spring 1975, p. 26. 

5. Henderson, E.S. (1978), The Evaluation of In-Service Teacher 
Training, London, Croom Helm. 
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the more detached view derived for disinterested academic 

study is missing,1 and introspection can also arise from 

continual focus on the particularity and ideosyncracy of 

I
. . 2 

one's own schoo s1tuat1on. Schools cannot meet all the 

requirements of staff so teachers need to develop their 

3 knowledge, skills and perspectives in a wider context. 

Fish4 condemned the idea of carrying out school-focused 

work mainly from inside the school. Neither head nor adviser 

he pointed out can know all that is relevant and new, and 

warned that unless there is some fresh thinking from outside, 

then dogmatism, inbreeding and ignorance would become ingrained. 

Rosewell supported this view. 5 

Another significant weakness of school-focused INSET is 

the tendency towards a lack of evaluation and fundamental 

research in relation to the activities undertaken. Several 

1. Wasp, D. (1983), "Theory and Practice in In-Service 
Education", Education Today, vol. 33, no. 2, p. 66. 

2. Keast, D.J. (1979), "School-Based Course: Some of the 
Issues", Exeter Society for Curriculum Studies, 
Proceedings 1, 2, p. 13. 

3. Hoyle, E. (1973), "Strategies of Curriculum Change", 
In: Watkins, R. (1973), (ed), In-Service Training: 
Structure and Content, Ward Lock. 

4. Fish, D. (1979), "Curriculum Consultancy and School
Focused Inset", Exeter Society for Curriculum Studies: 
Proceedings 1, 3, p. 2. 

5. Rosewell, V. (1983), "Inset 1983", Education Today, 
vol. 33, no. 2, 1983, pp. 45 - 55. 
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writers 1 have stressed that only a small minority of schools 

are engaged in evaluation of their own school-focused activities, 

and wondered if schools can sustain a climate of change or if 

school-focused programmes reported as being successful by 

heads or teachers remain politically viable on the long term 

if evaluated by an impartial observer. 

Enthusiasm for school focused INSET can also lead to 

obsession with change and a consequent lack of stability.2 

Some heads reported that the in-service activity in their 

schools had become esoteric concerned more with the intellectual 

needs of staff than the practical needs of pupils. 3 Henderson 

has reminded us that the professional development of individual 

members of staff and the real needs of pupils are not necessarily 

congruent, and school-focused INSET can be no better than 

traditional methods in bringing them closer together. What 

1. See for example: 
a.Haile, B.~. (1984), "School Evaluation - Serf Evaluation is 

Not Sufficient", British Journal of In-Service Education, 
vol. 10, no. 2, pp. 14 - 15. 

b.Henderson, E.S. (1979), "School-F'ocused Inset Evaluation", 
In: Bradley, H. (ed)(1979), "In-Service Education and Training", 
Cambridge Journal of Education. vol. 9, nos. 2,3, pp. 165 - 174. 

c.Hargreaves, A. (1982), "The Rhetoric of School-Centred 
Innovation", Journal of Curriculum Studies, vol. 14, no. 3, 
pp. 251 - 266. 

d.Bolam, R., Porter, J. (1976), Innovation in In-Service 
Education and Training of Teachers, U.K., CERI/OECD. 

e.Eraut, M., Seaborne, P. (1984), "In-Service Teacher Education: 
Developments in Provision and Curriculum", In: Alexander, R.J., 
Craft, M. and Lynch, J. (1984), (eds), Change in Teacher 
Education: Context and Provision Since Robbins, Holt, 
Rinehart and Winston, chapter 8, pp. 161 - 199. 

2. Beresford, C. and Bridges, D. (1980), "Initiating School
Centred Work", Journal of Applied Educational Studies, 
vol. 9, no. 1, p. 6. 

3. Henderson, E.S. (1978), Ope cit. 
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is still needed is a continuation of the two. 

b) In Respect of Teachers' Centres 

Advocates of the teachers' centre movement clearly realise 

that, like all other forms of innovation, it has its problems 

and limitations. 

The chief difficulty constraining the further development 

of teachers' centres would appear to be the release of teachers. 

Thornbury1 made three suggestions to solve this problem: 

i) by more flexible timetabling; 

ii) by the use of replacement staff: of pool of 

peripatetic supply teachers or even student teachers 

to replace staff who would like to go for in-service 

courses in teachers' centres; 

iii) by altering teachers' contracts to include required 

but supported commitments of time during the year 

for in-service education. 

Another limitation is that teachers' centres cannot meet 

all the needs for in-service education. Clearly they have 

most to offer at the non-award bearing level especially the 

non-traditional end of the spectrum of INSET, For longer and 

more abstract study, the questions of validation, accepted 

standards and mutual acceptance of qualifications become 

important and therefore require the input of higher institutions. 

The ultimate measure of success for teachers' centres 

lies with client control and support. Do they really help 

teachers to become more effective as teachers? If not they 

may be mere social clubs. This needs to be researched. What 

1. Thornbury, R.E. (1973), Ope cit., p. 30. 
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is needed is scientifically conducted evaluation and research 

into the progress and contributions teachers' centres have 

made as innovations of INSET in England. Part of the empirical 

work that follows below is concerned to support this point. 

c) In Respect of the Induction Year and Professional Tutor 

The limitations of the induction year and professional 

tutor have been expressed among the criticisms of the James 

Report - the report that brought both concepts into the lime-

light - and the tIThi te Paper that fo 1 lowed it. Such criticisms 

have been extensively dealt with in my critical analysis of 

the James Report above, so only a few additional points will 

be made here. 

Bolam1 criticised the White Paper proposals for the 

Induction Year as "lacking clarity, communicability and being 

complex". The White Paper he said was vague about the changes 

it recommended in the actual process of induction and in-service 

training and about defining the functions of the professional 

tutor. 

While supporting the need and importance of the professional 

tutor in the school in promoting collaborative development of 

resources through in-service education, Maw' 
2 warned of the 

danger of the tutor adopting an authoritarian or paternalistic 

stance in the socialisation of the young teacher. This she 

says could arise if the professional tutor's responsibilities 

1. Bolam, R. (1973), "Improving the Induction Year: Some Comments 
on the White Paper Proposals", Secondary Education, vol. 3, 
no. 3, Summer 1973, pp. iii - vi. 

2. f.law, J. (1975), Ope cit., p. 26 .. 
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are restricted to the induction year and not to staff 

development as a whole including his/her own. She continued: 

"if the appointment of the professional 
tutor is linked to these complementary 
conditions then it becomes possible to 
conceptualise him as the internal 
consultant, facilitator of diagnosis, 
co-ordinator of resources and link to 
external agencies for resource 
development." 

Dell 1 indicated that induction programmes have not been fully 

implemented in the La~s in their entirety in terms of the form 

envisaged by both the James Report and the White Paper 

proposals. f.tost LEAs simply refused to adopt the model because 

it entailed little time off teaching for the inductees and 

modest remuneration for the additional work undertaken by 

teachers. The Director of Education outlined the situation: 

"although it has not been possible to 
continue the induction scheme in its 
present form, the advisory committee 
is convinced that the scheme has been 
worthwhile. I share this view and 
hope that it will be possible to re
introduce the scheme in its full form 
once the present financial difficulties 
have been eased. In the meantime, I 
am sure that new teaehers are given all 2 
the help and guidance that they need." 

• • • • • • • • • • • • • • • • • • • 

This chapter concludes the documentary survey element of 

the thesis which has moved from a review of the nature and 

1. Dell, L. (1983), Ope cit., pp. 4 - 22. 

2. Quoted from Ibid, p. 22. 
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development of teacher training in England and Nigeria to 

a particular consideration of initiatives in the in-service 

sector. tarts A and B have therefore provided the necessary 

background for the empirical research undertaken by the 

writer in order to illuminate further some of the issues 

identified in the literature. 

The thesis turns now to toe design and application of 

that empirical work. 



PART C 

EMPIRICAL RESEARCH 
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CHAPTER SIX 

RESEARCH DESIGN AND f.'IETHODS 

This chapter on methods is concerned with the planning 

or design of the study. It describes the purposes of the study 

and how it was carried out. This includes a description of 

the type of research, size of sample and how they were selected, 

variables and controls employed, sources and methods of 

gathering data, reliability and validity of instruments used 

in collecting data, the description of the statistical procedure 

employed in analysing the results, and the overall sequence 

of activities. 

6.1 Description of Research Procedures 

The word 'research' has been defined in various ways in 

all academic fielcts. This variety of definitions is due to 

the diverse nature of activities termed 'research'. However, 

a few definitions from the literature can give us an idea of 

what is meant by 'research'. 

The Encyclopaedia of Social Sciences defines research as: 

" ••• manipulation of things, concepts 
or symbbls for the purpose of generating 
and to extend, correct or verify know
ledge whether that knowledge aids in 
the construction of a theory or in the 
practice of an art." 1 

1. Encyclopaedia of the Social Sciences (1934), New York, 
McMillan, vol. 13, pp. 330 - 334. 



173 

Best states that research is: 

"a systematic and objective analysis 
and recording of controlled obser
vations that may lead to the develop
ment of generalisations, principles 
or theories resulting in prediction, 
and possibly ultimate control of 
events." 

1 

Cohen and Manion on the other hand, write of research as: 

"universally a thorough and systematic 
search for trustworthy and meaningful 2 
knowledge." 

while Wise, Nordberg and Reitz define research simply as: 

"characteristically and inevitably a 
systematic inquiry for verified 
knowledge." 

and Mouly writes: 

"research is best conceived as the 
process of arriving at dependable 
solution to problems through the 
planned and systematic collection, 
analysis and interpretation of data. 
It is the most important tool for 
advancing knowledge, for promoting 
progress and for enabling man to 
relate more effectively to his 
environment to accomplish his 

3 

purposes and to resolve his conflicts." 4 

Educational research too is defined in various ways. Some 

1. Best, J.I-J. (1981), Research in Education, New Jersey, 
Prentice - Hall Inc., 4th Edition, p. 18. 

2. Cohen, L. and r.!anion, L. (1985), Research r-1ethods in 
Education, London, Croom Helm, pp. 17 - 18. 

3. Wise, J.E., Nordberg, R.B. and Reitz, D.J. (1967), 
Methods of Research in Education, Boston, D.C. Heath 
and Co. 

4. ~Iouly, G.J. (1978), "Educational Research", The Art and 
Science of Investigation, Allyn and Bacon Inc., Second 
Edi t ion, p. 12. 
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definitions show that educational research has the same general 

goals as other researches. This is implied in the definition 

given by Ary, Jacobs and Razavieh which states: 

"when the scientific method is applied 
to the study of educational problems, 
educational research is the result." 1 

Other definitions of educational research imply that the 

goals of educational research are quite unique to the study 

of education, for example the definition given by Travers: 

"an activity directed toward the 
development of an organised body of 
scientific knowledge about the 
events with which educators are 
concerned." 

2 

Sharing this same view is the definition given by Peters and 

White: 

"systematic and sustained enquiry 
carried out by people well versed in 
some form of thinking in order to 
answer some specific types of 
'luestions." 

3 

Hayman, stressing the uniqueness of educational research, 

writes: 

1. :\ry, D., Jacobs, L.C. and Razavieh, A. (1972), Introduction 
to Research in Education, Holt, Rhinehart and Winston Inc., 
p. 21. 

2. Travers, R .~I.W. (1958), An Introduction to Educational 
Research, New York, ~cMillan Co. Inc., p. 44. 

3. Peters, R.S. and \vhite, J.P. (1969), "The Philosopher'S 
Contribution to Educational Research", Educational 
Philosophy and Theory, vol. 1, pp. 1 - 15. 
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"educational research is a carefully 
directed, formal, systematic and 
intensive process which is closely 
tied to theory and to theory develop
ment. Ultimately however, it has a 
unique and specific purpose and that 
is to provide information (or knowledge) 
through which education can be made 
more effective." 1 

Research in education can be classified from many points 

of view. Classification can be done according to discipline 

(e.g. psychological, philosophical, sociological etc.) or 

according to the methods employed in carrying out the research 

(e.g. historical, descriptive, experimental) or even according 

to the type of data gathering procedures (e.g. interviews, 

observations, testing etc.) and according to purpose (e.g. 

pure, applied, action, evaluation and analytic). 

Different writers have thus produced different types of 

research using either one or more of the above classifications. 

2. f" . t f h Best g1ves 1ve ma1n ypes 0 researc: 

a) Fundamental or Pure; 

b) Applied; 

c) Action; 

d) Assessment, Evaluation and Descriptive; 

e) Experimental. 

Cohen and Manion
3 

in their classification give the following: 

a) Historical; 

b) Developmental; 

1. Hayman, J.L. (1968), Research in Education, Foundations of 
Education Series, Columbus, Ohio, Charles E. Merrill 
Publishing Company, p. 3. 

2. Best, J.W. (1981), Ope cit., p. 21. 

3. Cohen, L. and Manion, L. (1985), Ope cit., pp. 47 - 208. 
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c) Survey; 

d) Case Study; 

e) Correlation; 

f) Action; 

d) Experiments, Quasi Experiments and Single Case Research; 

e) Ex-post Facto Research. 

Sax1classified educational research as: 

a) Analytic; 

b) Descriptive; 

c) Experimental. 

Bailey2 gives his classification of educational research as: 

a) Applied; 

b) Fure. 

Using topic, purpose and hypothesis testing typologies, Borg 

and Gall 3 classify educational research as: 

a) Historica 1; 

b) Evaluation; 

c) Experimental; 

d) Observational J 

e) Survey. 

A simple dichotomy between quantitative and qualitAtiYe or 

psychometric and reflective/illuminative classification was 

4 
given by Verma and Beard. 

1. Sax, G. (1979), Foundations of Education Research, New Jersey, 
prentice-Hall Inc., p. 17. 

2. Bailey, K.D. (1978), Methods of Social Research, London, 
Cotlier-~1cMillan, pp. 15 - 16. 

3. Borg, W.R. and Gall, M.D. (1983), Educational Research, 
New York, Longman, pp. 30 - 31. 

4. Verma, G.K. and Beard, R.M. (1981), What is Educational 
Research? Perspectives on Techniques of Research, Gower. 
p. 35. 
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Going through all these various ways and methods of 

clasifying educational research, the design of research could 

thus be either experimental (e.g. psychometric approach) or 

non-experimental (e.g. case study, interview, observation). 

In this present study, the descriptive non-experimental 

method of observation was employed. This descriptive method 

has been chosen because it is primarily concerned with portraying 

the present - the status quo of a phenomenon or problem being 

researched into; describing currently existing conditions with 

the hope of modifying them later. As Best puts it: 

"a descriptive study describes and 
interprets what is. It is concerned 
with conditions or relationships that 
exist, opinions that are held, pro
cesses that are going on, effects that 
are evident or trends that are 
developing. It is primarily concerned 1 
with the present ••••• " 

This method of research suits the researcher best which 

is to study how schools and teachers in Britain (North Yorkshire/ 

Humberside) practise and organise the different forms of in-

service education available to them. 

To fully understand the meaning of the CDncepts, school-

focused in-service education and training, teachers' centres, 

professional tutor/centre, and probationary teacher/year to 

the point of possibly intnoducing them in another culture, 

one needs to describe them in detail, hence the use of the 

descriptive method of research. 

1. Best, J.\oJ. (1981), Ope cit., p. 93. 
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Baileyl describes this method as a means of answering 

the question, '''''hat is happening?" In a way the researcher is 

asking this question about the selected forms of in-service 

education which are now termed 'innovations' of in-service. 

When this question has been answered, the researcher would then 

be in a position to make recommendations depending on the 

results and the available resources in the receiving system 

as to the adoption, part adoption or refusal of thes~ innovatory 

forms of in-service education. 

Two types of the descriptive method of research were 

used - the survey and the GASe study. Each was considered 

appropriate in gathering a particular type of information. 

The survey method was used as a preliminary study of 

the opinions of the receiving community while the case study 

provided the necessary information about the various ways 

innovations of in-service were being practised in British 

schools. The observation method was used to complement the 

information got through the case study method. 

Through the cross-sectional survey conducted in Fort 

Harcourt (Rivers State) the opinions of educationists in 

Rivers State about the introduction of these innovations were 

sought. It was quite appropriate to sample the opinions of 

those who would eventually put into practice the results of 

the research. It was not enough for the researcher alone to 

be convinced of the great importanc.e and benefits teachers 

could gain from such a study. A· positive attitude towards 

these innovations from those for whose benefits it was being 

1. Bailey, K.D. (1978), Ope cit., chapter 3, p. 31. 
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researched was necessary to boost the morale of the researcher. 

Cohen and Manion1 describing the survey method as the 

most commonly used descriptive method in educational research 

gave the various purposes of survey as: 

a) describing the nature of existing conditions; 

b) identifying standards against which existing conditions 

can be compared; 

c) determining the relationships that exist between specific 

events. 

The researcher in this study was not interested in the 

characteristics of individuals as individuals, rather was 

interested in gathering information about what the general 

population of educationists thought about the introduction 

of other forms of in-service provision. This bread 

generalised information about the characteristics of the 

education population then formed the basis on which the 

second part of the research rested. 

The appropriateness of the use of the survey method for 

collecting such information is not hard to find in the 

literature. Researchers have always used it to indicate 

2 prevailing conditions or particular trends. Verma and Beard, 

3 
Borg and Gall all stress the use of the survey method in 

collecting information about percentage of respondents who 

hold or do not hold a cerbain opinion. 

1. Cohen, L. and Manion, L. (1985), Ope cit., p. 94. 

2. Verma, G.K. and Beard, R.M. (1981), Ope cit., p. 59. 

3. Borg, W.R. and Gall, ~1.D. (1983), Ope cit., p. 403. 
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The F-lowcten Commi ttee
1 

which was appointed to report on 

the state of primnry school children in Britain in 1967, 

used the survey method to collect a wealth of information on 

children, teachers anct parents. This survey undoubtedly had 

a wider scope but the central theme was to describe the nanure 

of existing conditions and identify standards against which 

these existing conditions could be compa~ed. 

2 A smaller survey was carried out by Jackson and Marsden 

involving a detailed study of the backgrounds and values of 

eighty-eight working class adults who had achieved success 

through selective secondary schools. 

Tomlinson 3 used the survey method to find out the views 

of parents and teachers in multicultural schooling. 

Quite a number of surveys have been carried out in the 

field of in-service education trying to find out among other 

things, views of teachers about content, structure, contact 

patterns of in-service provided, the extent of teacher involve

ment in in-service training and personal in-service needs of 

teachers. These include Thorne,4 Henderson,S Lawrence,6 

1. Central Advisory council for Education, (1967), Children and 
Their PrimarY SchoolS, London, H.M.S.O., The Plowden Committee. 

2. Jackson, B. and Marsden. D. (1962), Education and the 
Working Class, London, Routledge and Kegan Paul. 

3. Tomlinson, S. (1981:), "~'ulticultural Schooling: Parents' and 
Teachers' Views", Education, vol. 9, no. 1, pp. 16 - 21. 

4. Thorne, E. (1978),.".-\ Case of Teachers' preferences", British 
Journal of In-Serv1ce Education, vol. 4, no. 3, pp. 178 - 183. 

5. Henderson, R.S. (1975), "The Extent of Teachers' Involvement 
in In-Service Training", British Journal of In-Service 
Education, vol. 2, no. 1, pp. 29 - 33. 

6. Lawrence,. G~ (1975). "In-Service Training - What the Teachers 
Want", Br1t1sh Journal of In-Service Education, vol. 1, 
no. 2, Spring. pp. 49 - 53. 

• 
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1 2 Nichols and \veeks, Robins and Wormald, and Raggett and 

Raggett. 3 

The survey data for this present study was collected by 

an opinionnaire using a five-point Likert-type response scale. 

The researcher then went on to study the meaning and application 

of the various innovations of in-service education in Britain 

using a few selected secondary comprehensive schools and teachers' 

centres in North Yorkshire and Humberside. 

The case study method was considered the most appropriate 

method for collecting this type of information because it 

endeavours to understand the whole unit of study in relation 

to the environment. Since the main aim of the researcher in 

the second part of the study was to examine the way these 

innovations were being practised in British schools, it was 

necessary to probe deeply into the dynamics of their operation. 

This method allowed the researcher to study in great depth 

these various phenomena in a way no other method could have 

done. This in-depth study was necessary if meaningful recom-

mendations were to be made as regards the adoption, part 

adoption or even outright rejection of these innovations in 

1. Nichols, C.A. and Weeks, L.H. (1975), "In-Service Training -
Teachers' Preferences Today", British Journal of In-Service 
Education, vote 3, no. 2, Spring, pp. 26 - 29. 

2. Robins, L. and Wormald, E. (1977), "Ambitions and Realities: 
In-Service Education at Worcester", British Journal of 
In-Service Education, vol. 3, no. 2, Spring, pp. 120 - 124. 

3. Raggett, M.St.J. and Raggett, F.A. (1978), "Teachers as 
Students: A Study of the Perceptions of Teachers Studying 
on a rull Time Degree Course", British Journal of In-Service 
Education, vol. 4, no. 3, Summer, pp. 172 - 176. 

• 
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the Rivers State of Nigeria. 

Various definitions and purposes of the case study from 

the literature would support its use in this study. 

The use of case studies especially of an individual has 

been an existing procedure in medicine and medical research. 

Apart from individual cases, case studies have been made of all 

types of communities, such as institutions, colleges, churches 

etc. The main aim of such studies has-been for the purpose 

of understanding better the culture and the development of 

variable relationships. 

Sax defines case study as: 

" ••• any relatively detailed description 
and analysis of a single person, event, 1 
institution or community." 

According to Cohen and t-1anion,2 the case study researcher 

typically observes the characteristics of an individual unit -

a child, a clique, a class, a school or a community. ~he 

purpose of such observation being to probe deeply and to analyse 

intensively the multifarious phenomena that constitute the life 

cycle of the unit, with a view to establishing generalisation 

about the wider population to which that unit belongs. 

3 
Young remarked that the most meaningful numerical studies 

in social sciences were those which were linked with exhaustive 

case studies describing the interrelationships of factors and 

of processes. 

1 • Sax, G. (1979), op. ci t ., p. 77. 

2. Cohen, L. and Manion, L. (1985), Ope cit., p. 120. 

3. Young, f'.V. (1966), Scientific Social Surveys and Research, 
Englewood Cliffs, New Jersey, Prentice Hall Inc. 
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Stake, stressing the importance of case studies, writes: 

"Case studies can be expected to continue 
to have an epistemological advantage 
over other enquiry methods as a basis 
for naturalistic generalisations." 1 

!"Jisbet <'I.nd 'vatt define case study succintly as 'fa systematic 

investigation of a specific instance".2 In addition to such 

definitions of Gase studies, the literature also gives a host 

of investigators and researchers who have used the case study 

method in similar conditions with amazing results that would 

probably not have been available by any other method. 

A Notable one was the study by Richardson3 of Nailsea 

School (which was in the process of changing from a selective 

secondary school to a comprehensive sChool). The main aim 

was to find out how the school administration adapted to this 

change. Data was collected by sitting in on meetings, inter-

viewing staff and head and carrying out observations as a non-

participant observer. This information collected about this 

school was published in a book, The Teacher, the School and 

the Task of f.'tanagement. Such wealth of information would not 

have been available if the researcher had attempted to study 

a large number of schools instead. 

1. Stake, R. (1980), "The Case Study in Social Enquiry", In: 
Simons, H. (1980) (ed), Towards A Science of the Singular, 
Care Occasional Publications, No. 10, Centre for Applied 
Research in Education, University of East Anglia, p. 73. 

2. Nisbet, J. and Watt, J. ( 1978), Case Study, Rediguide 26, 
Guides in Educational Research, University of Nottingham, p. 4. 

3. Richardson, E. (1973), The Teacher, the School and the Task 
of ~anagement, Heinemann. 

.. 
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1 Hargreaves used the participant observational method 

of case study in his study of a secondary modern school. By 

being able to participate fully as a member of the group he 

was studying, he had access to information that would other-

wise not have been made available to him. 

Hamilton2 carried out studies of two comprehensive schools 

to study a new science syllabus and how the syllabus was 

implemented. He interviewed and observed teachers in the 

classrooms and gave questionnaires to pupils. 

Other such studies include, Shipman's3analysis of curriculum 

change, Hamingson's4 evaluation of the Humanities Curriculum 

Project - Towards Judgement, the Safari project carried out 

~y Norris,S Dickinson ' s 6 study of incidence of curriculum 

1. Hargreaves, D. (1967), Social Relations in a Secondary 
School, London, Routledge and Kegan Faul. 

2. Hamilton, D. (1975), "Handling Innovations in the Class
room: Two Scottish Examples", In: Reid, l'-i.A. and Walker, 
D.F. (1975), (eds), Case Studies in Curriculum Change, 
London, Routledge and Kegan Faul, chanter 5. 

3. Shipman, M. (1974), Inside a Curriculum Proiect: A Case 
Study in the Process of Curriculum Change, London, 
r·1ethuen. 

4. Hamingson, D. (1973), (ed), Towards Judgement, London, 
Schools Council. 

5. Norris, N. (1977), Safari: Theory in Practice, Norwich, 
University of East Anglia, Centre for Applied Research 
in Education. 

6. Dickson, N.B. (1975), "The Head Teacher as Innovator: 
a Study of an English School District", In: Reid, W.A. 
and Walker, D.F. (1975), Case Studies in Curriculum Change, 
Routledge and Kegan ~aul, pp. 136 - 178. 

... 

.. 
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change, and Griffith'sl examination of the provision and 

organisation of school-focused in-service education and 

training in ILEA (Inner London Education Authority). 

The idea of innovations of in-service education and 

training is new and is atypical so to be able to have an in-

depth study of the phenomena one needs to have a very close 

study of a sample of tHe schools that practise these aoproaches -

hence the case study of a few selected schools. By using this 

method, the researcher was able to understand the provision 

of school-focused in-service education, the care of the 

probationary teacher, and the role of the profeSSional tutor 

in each of the schools studied. The study of the teachers' 

centres showed their general life cycle and functions. 

2 Rest gives a variety of ways by which data may be col-

lected for the study of a single case. These include: 

a) Observation by researcher; 

b) Interview with the subjects; 

c) Questionnaires to the subjects; 

d) Collecting recorded data from schools, newspapers etc. 

In this particular study, all four measures were used to 

collect information from the different groups of subjects 

concerned. 

The use of all these various measures to study single 

cases is quite appropriate because of the diversity of questions 

and information souQht. 

1. Griffiths, G. (1984), "School-Focused Inset in ILEA", 
British Journal of In-Service Education, vol. 10, no. 2, 
Spring, pp. 16 - 22. 

2. Best, J.W. (1981), Ope cit., p. 108. 

" , 
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Weindling and Reid1 used a variety of means to collect 

information from the different groups of subjects involved 

in their national survey of teachers' centDes. This p~ovided 

the team of investigators with a wealth of information 

concerning the role and functioning of teachers' centres in 

the years from 1979 - 1981. 

Lambert 2 and his associates carried out case studies of 

sixty-six boarding schools throughout England and Wales using 

a variety of techniques including focused, depth interviews, 

and questionnaires. 

3 Bradley advocated the use of case study for the specific 

study or evaluation of staff development projects in schools 

using questionnaires and interviews. 

6.2 Description of Subjects and Sampling Procedures 

Because the study involved two main populations - North 

Yorkshire/Humberside and Rivers State two groups of subjects 

participated in the investigation. 

To make meaningful recommendations on which of the 

innovations studied should be implemented or not, the writer 

decided that it would be helpful to know what people in the 

field of education in Rivers State thought about these forms 

of in-service education. To this end a short simple opinion

naire was constructed for educationists in Port Harcourt. 

1. Weindling, D. and Reid, H.I. (1983), "Inset, Curriculum 
Development and Teachers' Centres", Educational Research, 
vol. 25, no. 3, pp. 163 - 170. 

2. Cambert, R., Bullock, R. and ~'ii llham, S. (1975), The Chance 
of a Lifetime? London,'Weidenfeld and Nicholson. 

3. Bradley, J. (1983), "Evaluating Staff Development Schemes", 
Educational Research, vol. 25, no. 2. 

" . 
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The different groups of educationists chosen for this 

exercise were: 

a) Secondary school teachers; 

b) College of Education lecturers; 

c) Principals (Heads) of schools; 

d) ~inistry of Education officials. 

The secondary school teachers were chosen because this 

study was based on secondary schools, this limitation was made 

clear from the beginning. The choice of principals was based 

on the fact that they were the key persons responsible for 

the failure or success of any in-service programmes in the 

schools. The College of Education lecturers were included 

in the survey merely to see how educationists other than class

room practitioners reacted to such a movement. The inclusion 

of the ~inistry of Education officials - the chief Inspectors 

of Education (CrE Research, erE Planning, erE Secondary 

Education, eIE Technical Education, eIE Teacher Education, 

eIE Inspectorate, erE Educational Services, erE Examinations 

and erE Adult Education) is obvious - they are the policy 

makers and would be responsible for financing such programmes 

if and when they were adopted. Their views were thus v.ery 

valuable. 

Due to factors of size and relative inaccessibility, it 

was practically impossible to survey the opinions of every 

educationist in the Rivers State in the four categories men

tioned. The researcher therefore endeavoured to collect 

information from a sample of three of the groups while the 

whole population of one group was studied. The target 

population therefore could be described as educationists from 

, , 

• 



188 

secondary schools, College of Education and Ministry of 

Education in the Rivers State. This target population was 

further narrowed down to an accessible population of the 

various groups of educationists in Port Harcourt - the City 

capital. 

Since the researcher was out merely to seek the opinions 

of educationists in Port Harcourt as regards the introduction 

of other forms of in-service education in the Rivers State, 

it was decided earlier on to have only a representative research 

sample of about 100 educationists. The application group was 

eventually reduced to sixty-two. 

To this end, only two secondary schools were chosen by 

systematic random sampling from a short list of ten schools 

by choosing every fifth school. This limitation of the 

number of secondary schools was also a precaution as as not 

to have a great dominance by classroom teachers which could 

easily have occurred if more secondary schools were included: 

as there is only one College of Education from which to get 

the College lecturers and only nine chief inspectors of education 

from the Ministry of Education. 

Opinionnaires were administered at random to both teachers 

in the secondary schools and lecturers in the College of 

Education. The principals for the study came from the two 

secondary schools and the College of Education hence making 

their selection on opportunity sampling. In the case of the 

Chief Inspectors of Education, the whole population was studied. 

The researcher is confident that the application group 

was representative of the accessible population and this in 

turn was re~resentative of the target population because of 

the care taken to eliminate bias including the use of probability 
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sampling where possible. Hence from the results obtained 

from the application group, generalisations could be made 

about the target population. The possibility of this general-

isation leap from research sample to target population is also 

stressed by Borg and Gall 1 on the condition that the researcher 

can demonstrate that the accessible population is comparable 

to the target population on a few variables that appear most 

relevant to the study. 

In the present study it is not very hand to show that 

schools and teachers in the application sample are similar 

to those in the accessible population. nne strong point in 

its favour is that because of the rigid centralised form of 

educational system, all teachers and all schools exoerience 

identical conditions of service and hence will have very 

similar opinions about certain educational issues. Likewise, 

the accessible population could be shown to exhibit similar 

characteristics with the target population. 

The smallness of both the research and application samples 

could be defended by the fact that the survey was only a part 

of a larger study and the researcher was only out to have a 

cross-sectional study on which to lay the basis for further 

studies. Pox also defended small sample size when he asserted: 

"samp Ie size is far less important than 
sample representativeness, no data is 
sounder that the representativeness of 
the sample from which they were obtained 2 
no matter how large the sample." 

1. Borg, W.R. and Gall, M.D. (1983), Ope cit., p. 241. 

2. Pox, D.J. (1969), The Research Process in Education, 
New York, Holt, Rhinehart and Winston Inc., pp. 346 _ 351. 
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The main part of the investigation involved the study 

of how schools and teachers in Britain practised the various 

selected forms of in-service education. Subjects for this 

part of the study were chosen from a specified population. 

In all, eight groups of educationists were selected as the 

appropriate people to provide the necessary information. 

These were: 

a) Classroom teachers engaged in school-focused activities; 

b) Deputy Heads responsible for in-service programmes; 

c) Heads of schools; 

d) Frofessional tutors; 

e) frobationer teachers; 

f) Wardens or Centre ~eaders of teachers' centres; 

g) Teachers attending teachers' centre courses or activities; 

h) LEA officials - finance section. 

As with the survey subjects, these different groups of 

educationists were chosen for the study because it was believed 

that each group had something specific to say about each of 

the selected innovations and/or can give related information 

about the study. Data was collected from these subjects using 

interviews, questionnaires, observations and recorded information. 

The selected schools and institutions have phenomena that 

are tyPical of schools and institutions allover the country 

that have embraced the idea of looking at the in-service 

education of their teachers in other ways apart from the 
• 

traditional course-based method. These schools are thus 

viewed as examples of a group of schools with similar charac-

teristics hence it was assumed that an in-depth study would 

provide insights into the provision of in-service through 

other means. It would have been impossible and irrelevant to 

• 
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study all schools that practised these approaches. 

The target population for the study therefore included 

all secondary comprehensive schools that were engaged in school

focused activities and all teachers' centres in Britian. 

Because of the impossibility of studying this broadly defined 

target population as stated above, an experimentally accessible 

population was sought from which the research sample was drawn. 

This accessible popul~tion defined by geographical area 

consisted of all comprehensive secondary schools with school

focused in-service programmes and all teachers' centres in 

North Yorkshire and Humberside. The selection of this 

geographical area is merely as a result of proximity to the 

researcher's place of study. 

Three secondary schools were selected by purposive or 

expert choice s&mpling based on the judgement of their 

typicality and representativeness. The whole accessible 

population of the teachers' centres were studied - hence the 

four teachers8 centres were not selected from the accessible 

population by any form of sampling. The total population of 

the teachers in the selected secondary schools and those who 

attended teachers' centre activities were automatically involved 

in the case studies. The total sample studied was 283 

respondents. 

This is quite appropriate because in case study method, 

the search is not for a random sample to be able to make 

generalisations from a specific population, rather it is for 

a case that is relatively a pure example of the phenomenon 

under investigation. It would have been a futile sesearch if 

the schools were picked at random without knowing whether they 

• 
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practised the different approaches of in-service education 

or not. 

The use of case studies in educational research has been 

criticised for its limited value in establishing generalisations
l 

but at the same time distinct advantages have been found by 

researchers in this type of research especially if the units 

are representative of a larger pooulation and also if the case 

study is supplemented by other forms of research.
2 

Stressing the necessity for generalising case study 

results, Kennedy wrote: 

"yet unless there are generalisable 
findings from studies of single cases, 
the contribution of these studies will 3 
be of equally limited utility." 

On the same breadth, Borg and Gall stressed: 

"research findings should be 
generalised to some degree beyond the 
sample used in the study or else the 
research cannot provide us with new 
knowledge, cannot advance education 
as a science and is largely a waste 
of time." 

Cohen asserted that: 

"case study research entails observing 
characteristics of an individual unit 
- a pupil, a clique, a class, a school, 
a community with the intention of 

1. Stake, R. (1980), op. ci t., p. 64. 

4 

2. Lawson, K.S. and Lovell, K. (1970), Ope cit., pp. 40 - 41. 

3. Kennedy, ~!.~I. (1979), "Generalising From Single Case Studies", 
Evaluation Ouarterly, vol. 3, no. 4, p. 662. 

4. Borg, W.R. and Gall, ~!.D., (1983), Ope cit., p. 239. 

• 
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exploring attributes of that unit so 
as to establish generalisations about 
the wider population to which it 
belongs." 1 

Generalisation in case study work is therefore desirable. 

2 Confield and Tukey described the generalisrttion inf.erence as 

having two spans. One is a statistical span connecting the 

sample to a population just like the sample. The second span 

connects the sample to a population assumed or believed to 

be sufficiently similar to the study sample that findings 

apply there as well. Adelman, Jenkins and Kemmis
3 

gave three 

possible kinds of generalisations from case study work: 

a) from instance studied to class it purports to represent; 

b) from case bound features of the instance to a multiplicity 

of classes; 

c) generalisations about the case. - studies do not begin 

by asserting the instance. 

In this present study, a combination of the second type 

of generalisation given by Confield and Tukey and the first 

one by Adelman and associates is what is aimed at. As much 

as possible, the researcher wants to have her findings apply 

1. Cohen, L. (1982), '·'Educational Research ~ethods", In: Cohen, L. 
Thomas, J. and ~anion, L. (1982), (eds), Educational Research 
and Development in Britain 1970 - 1980, NFER - ~elson, 
chapter 36, p. 438. 

2. Confield, J. and Tukey, J. (1956), "Averaging Values of 
Mean Squares in Factorials", Annals of r.rathematical 
Statistics, 27, pp. 907 - 949. 

3. Adelman, C., Jenkins, D. and Kemmis, S. (1980), "Rethinking 
Case Study: Notes from the Second Cambridge Conference", In: 
Simons, H. (1980), (ed), Towards a Science of the Singular, 
Care Occasional Publications No. 10, Centre for Applied 
Research in Education, University of East Anglia. 

'.. ,,~ 
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to other similar situations that are represented by the 

research sample. Hence the results are generalised to all 

schools and teachers' centres in North Yorkshire/Humberside 

that exhibit similar characteristics. And finally this 

generalisation could be extended to similar schools in 

Britain. 

6.3 Sources and ~1ethods of Gathering Data 

Research techniques or tools vary in complexity in respect 

of their design, administration and interpretation. Each is 

appro!Jriate for the collection of certain kinds of information. 

For the present study, because of the diversity of information 

sought and the fact that each data gathering tool has its own 

particular weakness or bias, a battery of tools was used, 

each supplementing the other to generate more adequate data. 

This is supported by Lin where he states that: 

"to obtain precise and generalisable 
data, the multimethod approach to 
data collection is the most desirable 
•••• because the more the multi
methods differ, the more the confidence 
a researcher has in the found 
relationship." 

Dunham and Smith also write: 

"the unique strengths and weaknesses 
of both interview and questionnaires 
suggests that a combination of the 
two techniques provides the most 
effective organisational survey 
programme." 

1 

2 

1. r~in, N. (1976), Foundations of Social Research, r.lc Graw
Hill Inc., p. 203. 

2. Dunham, R.B. and Smith, F.J. (1979), Organisational Surveys, 
An Internal Assessment of Organisational Health, Glenview, 
Illinois, Scott, Foreman and Co., pp. 14 - 15. 

.... ,,~ 
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Scales have been developed to measure the extent to which 

an individual has favourable or unfavourable feelings towards 

a person, a particular group, institution or educational 

oractice. Attitudes and opinions are often measured in 

educational research because of their possible predictive 

value. Hence the researcher was interested in measuring the 

attitudes of educationists in the Rivers State towards the 

introduction of innovations of in-service education and training. 

The scale technique has been widely used and many different 

types of scales have been developed including the equal-

appearing interval scale, the method of graded dichotomies, 

the method of summated ratings, scalogram analysis, scale 

discrimination techniques etc. However, for the purpose of 

this study, the method of summated ratings which was introduced 

by Likert in 19321 was employed. This opinionnaire contained 

twenty-one questions of the multiple type answers on a 5-point 

scale ranging from strongly agree, agree, don't know to disagree 

and strongly disagree. For scoring purposes, the five positions 

were arbitrarily given weights of five to one with the highest 

value given to the responses that demonstrated the greatest 

degree of favourableness to the topic. The total score for 

each subject was calculated as the sum of the values assigned 

to each item. 

The choice of an opinionnaire rather than any other 

measure (e_g_ open or closed form of questionnaire, interview, 

observation) to elicit information regarding the beliefs and 

1. Likert, R. (1932), "A Technique for the Measurement of 
Attitudes", Archives of Psychology, no. 140. 
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attitudes held by educationists in Rivers State about other 

forms of in-service provision was because of the difficulty 

in assessing attitudes. 

According to Verma and Beard attitudes like personality 

traits may be difficult to assess from observation of 

behaviours and are at least as difficult to assess by questions 

or interviews. They write: 

"questionnaires cannot directly assess 
enacted attitudes i.e. attitudes which 
are displayed in action but are 
limited to assessing avowed attitudes 
i.e. attitudes people say they have." 1 

Condemning the use of the questionnaire (open-ended or 

close-ended form) in studying people's attitudes. Borg and 

Gall argued: 

"the use of a questionnaire which is 
actually a collection of one-item 
tests is satisfactory when one is 
seeking out a specific fact but wh~n 
questions get into the area of att1tudes 
and opinions the one item test ques- 2 
tionnaire becomes unreliable." 

The ordinal measurement scale by Likert as a method of 

summated ratings with its five-point scale measuring the degree 

of agreement and disagreement was employed for certain reasons. 

This scale allowed the percentage responses for each individual 

statement and it was possible to report percentage resoonses 

by combining the two outside categories: strongly agree and 

agrees disagree and strongly disagree. This made it possible 

for the researcher to know the total score for each respondent 

and a discussion for each item. 

1. Verma, G.K. and Beard, R.f'.l. (1981), Ope cit., p. 110. 

2. Borg, W.R. and Gall, t-I.D. (1983), Ope cit., p. 422. 
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Secondly, it was possible to indicate the highest and 

lowest answered response rubrics of each individual respondent. 

This was possible because the scale enabled respondents to 

mark the items on the opinionnaire. The researcher was then 

able to ~$ve an overall picture of the degree of agreement or 

disagreement of the respondents sampled. The other possible 

scales e.g. Guttman's, Thurstone's, would not have provided 

the information sought since they are better in studying 

attitude change and group differences. 

Quite a lot of researchers and educational writers have 

used this Likert method of summated ratings in seeking people's 

attitudes towards social or educational problems. Brittan1 , 

reported of a survey carried out in 1972 by the NFER (National 

Foundation For Educational Research), for the DES (Department 

of Education and Science) on teacher opinions on aspects of 

school life on multiracial education. 

Teachers' opinions were sought on more than forty questions 

relating to school life curriculum, mother-tongue, school 

organisation and pupils. These questions were asked on a 

Likert type five point scale ranging from strongly agree, agree 

through neutral to disagree and strongly disagree. A total of 

510 teachers completed the opinionnaire, a response rate of 

approximately 70 per cent. 

The researchers found out that the needs of multiracial 

schools were not being fully understood and recognised by the 

teachers involved and called for the evaluation of the Schools 

1. Brittan, E. (1976), "tvlultiracial Education 2, Teacher 
Opinions on Aspects or School Lire", Educational Research, 
18, pp. 182 - 191. 
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Council/NFER project "Education for a Multiracial Society", 

to make some contribution to the subject. 

Richardson1 undertook a study to discover whether any 

change of attitudes towards teacher participation in school 

decision making occurred amongst a group of student-teachers 

between the completion of their college course and the end of 

their probationary year. 

A random sample of 350 students was taken which represented 

12% of the third and fourth year student teachers attending 

twelve English Colleges of Education in 1973/74 academic year. 

He used a questionnaire containing sixty-seven item statements 

to which respondents were to indicate on a five-point likert 

type scale how strongly they agreed or disagreed with each 

item statement. 

Results showed among other things that intending secondary 

school teachers expressed a broader range of views about 

teacher autonomy than intending primary school teachers. 

Intending secondary school teachers expressed opinions which 

were more democratically oriented towards teacher participation 

in school decision making than those expressed by intending 

primary school teachers. 

2 
Taylor and Sayer used the Likert type opinionnaire to 

assess the attitudes of teachers towards the 9 - 13 middle 

school. Each of the twenty items was either definitely 

1. Richardson, G.A. (1981), "Student-Teacher Attitudes Towards 
Teacher Participation in School Decision Making", 
Educational Research, vol. 24, no. 1, pp. 62 - 63. 

2. Taylor, G.H. and Sayer, B. (1983), "Attitudes of Teachers 
Towards the 9 - 13 Middle School", Educational Research, 
vol. 25, no. 1, February 1983, pp. 71 - 74. 

.. , 
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favourable or unfavourable and were to be answered on a five-

point scale of 5, 4, 3, 2, 1 for favourable items and 1, 2, 3, 

4, 5 for unfavourable items. A high total score on the 

opinionnaire was intended to indicate a favourable attitude 

towards the 9 - 13 middle school and a low score indicated an 

unfavourable attitude. 

Taylor's investigation explored some aspects of attitudes 

held by teachers towards the 9 - 13 middle school. A majority 

of teachers included in the sample held favourable attitudes 

but when the attitudes of the sub-groups males and females 

were compared, significant differences were revealed. The 

males were more positively disposed than the females. 

Other us~of the Likert type scale are mentioned by 

Trenfield1 , Huettig and Newell.
2 

Questionnaires are used in education to obtain information 

about current conditions and practices. Drever defines a 

questionnaire in the Dictionary of Psychology as: 

"a series of questions dealing with some 
psychological, social, educational etc. 
topic or topics, sent or given to a 
group of individuals, with the object 
of obtaining data with regard to some 
problems, sometimes employed for 
diagnostic purposes or for assessing 
personality traits." 3 

1. Trenfield, W.G. (1965), "An Analysis of the Relationships 
Between Selected Factors and the Civic Interests of High 
School Students ll

, Journal of Educational Research, 58, 
po. 460 - 462. 

2. Huettig, A. and Newell, J.M. (1966), "Attitudes Towards 
Introduction of Modern Mathematics Program by Teachers with 
Large and Small Numbers of Years' Experience", Arithmetic 
Teacher 13, February 1966. 

3. Lawson, K.S. and Lovell, K. (1970), Ope cit., p. 85. 
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Lawson and Lovell describing the questionnaire to be the 

most effective method of eliciting information, define it as: 

"any formally organised list of questions 
which are presented in a uniform manner 
to a number of persons." 1 

The questionnaire as a tool was used to collect information 

from two of the eight groups of educationists concerned in the 

study. These are the teachers in schools engaged in school-

focused in-service work and teachers who attend teachers' 

centres courses and activities. 

The questionnaire was preferred here for two main reasons. 

Firstly, the type of information sought from these two groups 

of teachers was factual about the provision and benefits of 

in-service through school-focused programmes and teachers' 

centres courses that they had attended or participated in. 

Secondly, because of the large number of teachers involved 

(259) the best and easiest way to collect this information 

that would cover a wide range of activities in a limited 

period was the use of the questionnaire. 

The questionnaire was constructed on the closed-form 

where respondents were asked to tick the appropriate response 

box or rank order their responses from a list of suggested 

responses. The open or unstructured type of questionnaire was 

avoided for certain reasons. It is much easier to quantify 

information collected with closed questionnaire, comparison 

of answers and results is made easier when a closed form is 

used and requires a minimum of writing by the respondent. 

It was the intention of the researcher to make a comparison 

1. Ibid, p. 86. 

.. , 
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between the empirical and documentary evidence of all the 

phenomena studied and also between schools to present a 

clearer picture of the status quo of innovations of in-service 

education and training in the schools studied. 

1 The Quintadimensional Plan of question design by Gallup 

was made use of extensively in the sequence or ordering of 

the Questions on the questionnaire. This technique allowed 

the researcher to start off with very broad general questions 

and then progressively narrowing down the scope to very 

specific Questions probing respondents' views and enquiring 

how strongly these views were held. This psychological order 

helped respondents to organise their own thinking to present 

logical and objective answers. 

The general pattern of questioning is adapted from the 

'checklist' survey method used by Gri~fiths2 in his study of 

school-focused activities in selected schools in ILEA. For 

his study he developed a criterion for identifying 'good' 

school-focused in-service education and training by investi-

gating the attitude of the school as a whole towards in-service 

training relating to specific school-focused in-service 

projects through head teachers, heads of departments, class 

teachers. 

Through this method the writer was able to study the aims 

of in-service education and training with the schools and how 

in-service activities are planned, programmed, recorded and 

1. Oppenheim, A.N. (1966), Questionnaire Design and Attitude 
Measurement, London, Heinemann, p. 40. 

2. Griffiths, G. (1984), Ope cit., pp. 16 - 22. 
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evaluated within the schools studied. 

The use of the questionnaire for this part of my study 

is appropriate and could be supported by 0ther users and writers. 

1 Bradley advocated the use of the questionnaire in case study 

work where it is necessary to cover the total college population. 

A research interview has been defined as: 

"a two person conversation initiated 
by the interviewer for the specific 
purpose of obtaining research
relevant information and focused by 
him on content specified by research 
objectives of systematic description'2 
prediction or explanation." 

This oral questionnaire in a face to face relationship was used 

to collect information from the remaining six groups of 

educationists. This tool was chosen for this part of the 

study because of various reasons. Firstly, the number of 

respondents in each group was small and only a detailed 

examination of their views would have brought about the kind 

of information sought. And lastly, the interview is a very 

powerful instrument in gathering information having direct 

bearing on the topic being discussed. 

In all six interviews, an interview guide or schedule was 

produced which listed in the desired sequence the questions 

that were to be asked during the interview. Three main types 

of interview schedules were used. 

The semi-structured tyPe, where basically, the questions 

called for short, check responses. They provided the 

respondent for making a yes/ no/ not sure or checking an item 

1. Bradley, J. (1983), Ope cit., p. 142. 

2. Cannell, C.F. and Khan, R.L. (1968), "Interviewing" in: 
Lindzey, G. and Aronson, E. (1968), (eds), The Handbook of 
Social Psycholoay, vol. 2, Research Methods, New York, 
Addison-\'Jesley. 
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from a list of suggested responses. This semi-structured 

type of interview was preferred because in addition to providing 

short easily quantifiable res~onses, both the respondents and 

the researcher were allowed some degree of freedom to expanciate 

their questions and responses. By this addded feature, the 

researcher was able to collect as much information as possible 

from the respondent while at the same time keeping the responses 

in a quantifiable way. This type of interview schedule was 

used with the head teachers. 

The se¢ond type of interview schedule used was the 

completely unstructured, open type where the respondent was 

free to give as much information as he could. This form of 

interview was used with the La~ officials to elicit information 

about the financing of these various forms in in-service 

provision in the LEAs. The richness of the information sought 

could not have been collected in detailed form if other 

restricted types of interviews were used. 

The third type of interview was a combination of closed, 

semi-structured and open types of interviews. It is possible 

to have a continuum of all three different types of questions 

on an interview guide depending on the type of information 

needed from the respondents. Since some of the information 

needed was factual, others attitudinal, and yet others mere 

speculation, the researcher constructed a questionnaire to 

collect these different types of information from the remaining 

four groups of ~espondents. These were the probationers, 

professional tutors, deputy heads and centre leaders or wardens. 

Questions ranged from yes/ no/ not sure/ don't know short 

responses to checking the appropriate response from a list of 
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suggested responses to the very open-ended questions that 

required the respondent to either give his impression or 

expanciateon a point. Respondents were also asked to add 

any other specified response. 

This combination of all three forms of questioning merely 

provided for more detailed information to work with. While 

the structured questions gave factual information, the semi

structured and open ones allowed more probing by encouraging 

respondents to respond openly to obtain more complete data. 

In addition to all these various uses of the interview 

and questionnaire in collecting data, added information was 

also collected by requesting college records and attending 

both teacher centre courses and school-focused in-service 

programmes. The researcher, therefore, participated in the 

activities she was observing. 

The use of mechanical instruments such as videos, cameras, 

tape recorders were not necessary because the researcher was 

not observing behaviour, rather was observing the type of 

courses, the availability of resources, the rate of attendance 

by teachers, and in general, how these activities were organised 

and administered. 

The checklist or laundry-list technique consisting of a 

prepared list of items which were thought to be relevant to 

the problem being investigated was constructed in the form of 

a questionnaire. This unsophisticated, modified observation 

sheet enabled the researcher to check for the presence or 

absence of items. 

The information gathered by this method was mainly used 

to cross-check that gained by other measu~es. However, the 

. .. 
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practical experience gained in these exercises would no 

doubt be helpful in setting up similar projects in the 

future. 

6.4 Validity and Reliability of Tools Used_ 

In educational and indeed in all research, researchers 

need to employ valid and reliable measuring procedures to 

ascertain that comparable results would occur upon retest of 

the sample. These two qualities are therefore essential to 

the effectiveness of any data gathering procedure. A measure, 

test or technique is said to be valid if it measures what it 

claims to measure and reliable when it measures consistently. 

The four main types of validity are: 

a) Content validity; 

b) Fredictive validity; 

c) Construct validity; 

d) Concurrent or congruent validity. 

Content validity is concerned with the actual content of 

the items on the test or tool while predictive validity enables 

the user to select individuals who will succeed in a course 

or occupation. A test or technique is said to have concurrent 

validity if it correlates highly with a well known test and 

construct validity of a test is evaluated by analysing meanings 

or test scores in terms of psychological concepts; involving 

a long interplay between observation, reasoning and imagination. 

Reliability of a test or measure is estimated by some 

index of reliability. These include: 

a) the coefficient of internal consistency of a given test 

this is the internal consistency reliability. 
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b) test retest reliability or test stability - this is the 

measure of reliability in terms of consistency over time. 

c) parallel form reliability - this involves constructing 

parallel forms of the test. 

c) split-halves - test reliability can also be estimated 

when the test is administered to a group of students on 

only one occasion by dividing into odd and even numbered 

items. 

Two scores are thus found for each student. These scores are 

then correlated. 

Certain steps were taken in the study to reduce biased 

results by increasing both validity and reliability of the 

selected instruments. 

The inherent problems in the Likert scales such as being 

somewhat inexact and failing to measure opinion with the 

precision one would desire, inequality of intervals between 

positions and lack of a neutral point! were ignored as other 

researchers have shown that they are outweigned by their 

merits. 

Oopenheim,2 refuting the criticisms of the Likert Scales 

pointed out that percentile norms or standard deviations norms 

can be calculated if a sample of sufficient size is available 

and the Likert Scales satisfy this criterion by splitting up 

people within the same group. About the neutral point on the 

scale, Oppenheim argued that a neutral point was not necessarily 

the mid-point between two extreme scale scores and moreover, 

scores in the middle region could be due to lukewarm response, 

lack of knowledge or lack of attitude in the respondent leading 

to many 'uncertain' responses. 

1. Best, J.W. (1981), Ope cit., p. 185. 

2. Oppenheim, A.N. (1966), Ope cit., p. 140. 
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Reliability of summated rating scales including Likert 

type scale were verified by experiments carried out by various 

researchers who found the reliability coefficient to be quite 

high. 

Murphy and Likert l found reliability co-efficient for 

their 'Internationism Scale' of twenty-four items ranging 

from .81 to .90. Their 'Imperialism Scale' of twelve statements 

gave co-efficients ranging from .80 to .92. The 'Negro Scale' 

of fourteen statements yielded co-efficients ranging from 

.79 to .91. 

2 Rundquist and Sletto reported co-efficients ranging 

from .78 to .88 for various summated scales of twenty-two 

statements each. 

Hal1 3 indicated that Likert Scale with even fewer state-

ments gave high reliability co-efficients. 

Tittle and Hill4 compared the effective~ess of various 

types of attitude scales (Likert, Guttman, Semantic Differential, 

Thurstone, Self Rating), in predicting objective indices of 

1. f.Turphy, G. and Likert, R. (1937), Fublic Opinion and the 
Individual, New York, Harper, p. 48 0 

2. Rundquist, E.A. and Sletto, RoFo (1936), Personality 
in the Denression, ~1ineapolis, University of Minnesota 
Press. 

3. Hall, O.r-10 (1934), "Attitudes and Unemployment", 
Archives Psychology, no. 165, p. 19. 

4. Tittle, CoR. and Hill, R.J. (1967), "Attitude fl.1easurement 
and Frediction of Behaviour: An Evaluation of Conditions 
and f\1easurement Techniques", Sociometry, 30, 
pp. 199 - 213. 

." 
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voting behaviour. The Likert Scale was superior to all the 

other scale tyoes. It yielded a mean correlation co-efficient 

of .54 with the objective indices of voting behaviour. 

The opinionnaire which was used in the survey was constructed 

on the Likert type scale and was tested mainly for content 

validity because the primary concern was with expressed and 

inventoried responses as opposed to concurrent, construct and 

predictive validity. 

The three possible types of questionnaires were used to 

reduce bias caused by each one. The chief disadvantage of 

the closed form which is loss of spontaneity and expressiveness 

on the part of the respondent was counteracted by asking a few 

open-ended questions to which respondents answered freely 

unemcumbered by a prepared set of replies. The semi-structured 

type questions with fixed alternative responses provided a 

certain degree of freedom by permitting the respondent to 

qualify his answer if he was not "satisfied with the alternatives 

given. In this way, certain replies which the investigator 

did not anticipate were obtained, thus making the data richer. 

Steps taken to ensure the reliability of the questionnaires 

in the oresent study were typically focused on how to write 

good questions and an accuracy in coding and tabulating the 

data. 

Fayne1 showed how the wording of questionnaire items can 

greatly influence how individuals respond. 

1. Payne, S.L. (1951), The Art of Asking Questions, 
Princeton, Princeton University Press. 
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The fact that the length of a test is related to the 

reliability,1 care was taken not to have either too many or 

too few questions on the questionnaire. Reliability was also 

estimated by comparing responses of some alternate forms from 

the literature to the one used in this study. 

Realising that the smaller the percentage of responses, 

the smaller will be the degree of confidence placed in the 

adequacy of the data collected, steps were taken to reduce the 

occurrence of large numbers of non-responses. Such steps 

included attaching a letter of introduction explaining the 

purpose of the research and the important contribution their 

replies would make towards the professional advancement of 

fellow teachers elsewhere. 

Secondly, heads of schools and centre leaders were used 

as 'go-betweens' in administering the questionnaire. It has 

been said that respondents act more quickly and favourably when 

asked by their bosses to fill in questionnaires.
2 

Thirdly. the use of the 'go-betweens' also avoided the 

use of the mailed questionnaire which has a serious disad-

vantage of increasing low response rate. 

Fourthly, the problem of time lapse between the time the 

questionnaire is received and read, and the time it is 

completed, which is also associated with mailed questionnaires, 

was avoided by asking respondents to kindly return fully 

completed questionnaires within a limited period to enable the 

1. Johnson, ~1.C. (1977), A Review of Research Methods in 
Education, Chicago, Rand McNally College ~ublishing 
Company, p. 107. 

2. Best, J.W. (1981), Ope cit., p. 167. 
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researcher to carry out the rest of the investigation. 

Contacting the respondents before sending a questionnaire 

has been found in several studies to increase the response 

1 rate. This precontact took the form of letters to the Heads 

and Wardens and LEA officials. The letters identified the 

investigator, the purpose of the study and requested their 

co-operation and permission to use their schools and their 

teachers. It was only after receiving favourable replies that 

the researcher conducted her interviews and questionnaires. 

The internal validity of the questionnaires was maintained 

by ensuring that the right questions were aksed in the least 

ambiguous way sampling significant aspect of the purpose of 

the investigation. 

In addition. to the preliminary check that was made on the 

questions in order to locate ambiguities, it was desirable to 

have a pretest or pilot study of the questionnaires before 

using them on the research sample. The importance of pre

testing has been pointed out by a host of writers (Travers,2 

3 4 5 6 Dyer, Borg and Gall, Cohen and f'.1anion, Johnson, 

1. Borg, \V. R. and Gall, f'.1. D. (1983), op. cit., p. 427. 

2. Travers, R.M.W. (1978), Ope cit., p. 330. 

3. Dyer, J.R. (1979), Ope cit., p. 243. 

4. Borg, R.W. and Gall, M.D. (1983), Ope cit., p. 425. 

5. Cohen, L. and Manion, L. (1985), OPe cit., p. 109. 

6. Johnson, M.C. (1977), Ope cit., p. 153. 
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1 2 d . 3 Hayman, Ary et a 1 , an L1n. 

For the pre-test, a sample of individuals with similar 

characteristics as those of the research subjects was selected. 

The pre-test form of questionnaire provided space for the 

respondents to make comments about the questionnaire itself. 

They were particularly asked to indicate whether questions 

seemed ambiguous to them or whether provision should be made 

for certain responses that were not included in the questionnaire 

and any other part that they thought could lead to improving 

the instrument. This pilot study took place between November 

and December 1985. 

The comments received were read and studied and were 

found to provide some specific information on how the question-

naire could be improved. The revised questionnaire was 

administered to the selected research sample. 

To ensure external validity of the results obtained through 

the questionnaires, as much as possible, unbiased probability 

sampling was done to be able to generalise to a greater 

population that the sample studied. Even where non-probability 

methods of sampling were used, they were used to include a 

representative sample of the accessible population. 

The test re-test, and equivalent forms of measuring 

reliability which both require a second administration of the 

questionnaire, were not possible because of the difficulty in 

1. Hayman, J. L. (1968), op. ci t., p. 76. 

2. Ary, D., Jacobs, L.C., and Razavich, A. (1972), 
OPe cit., p. 87. 

3. Lin, N. (1976), Ope cit., pp. 199 - 200. 
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getting respondents' co-operation even for the first one. 

All interviews with all six groups were standardised on 

an interview schedule and like the questionnaire, contained 

structured, semi-structured and non-structured questions. 

Lawson and r~vell1 give two different purposes of inter

view, firstly to seek information which is factual in nature -

what the subject 'knows' and secondly, to seek information on 

attitudes, opinions and beliefs - what the subject 'is'. In 

this study both types of information were sought. The questi0ns 

were thus constructed to elicit factual and subjective 

information. 

Verma and Beard2 advised the use of both structured and 

unstructured approaches of interviewing, depending on the 

type of information sought. 

The use of the completely open-ended type of questions 

especially in interviewing the LEA officials, despite its major 

disadvantage of difficulty in quantifying result~was two fold. 

The researcher knew little or nothing about the financing 

of in-service projects in the LEAs studied, and to have a 

thorough knowledge of this, the respondent would have to be 

given complete freedom in answering questions. Secondly, the 

number of subjects was small so quantification of results did 

not create any problems. 

As with the questionnaire, steps were taken to estimate 

the reliability and validity of the data collected by the 

1. Lawson, KoSo and Lovell, K. (1970), Ope cit., p. 116. 

2. Verma, G.K. and Beard, RoM. (1981), Ope cit., p. 14. 
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interviews. The intermal validity of the interview was 

maintained by controlling the design in various ways. The 

questions on the interview schedule were carefully designed 

and structured to ensure that significant information was 

elicited from them. This was done by selecting only those 

questions that were essential to the Durpose of the investigation. 

The critical judgements of experts in the field of enquiry 

were also consulted in helping to select relevant questions. 

Intern~l validity was also checked by the way the inter

view was conducted. A rapport was established to keep the 

interviewee at ease and the purpose of the interview was 

explained, stressing both the confidentiality and anonymity of 

the replies. 

The research sample was carefully chosen to represent a 

wider population to which it could be generalised. To test 

the reliability and therefore consistency and truthfulness of 

the answers received from the respondents, the same information 

was sought in several ways at various stages by restating 

questions in slightly different forms and also by asking the 

same questions to different related groups. 

To have a complete and accurate record of the entire 

interview, to ensure that the richness of the replies was 

preserved, a tane recorder was used during the interviews. 

The use of this device was convenient and inexpensive and 

obviates the necessity of writing during the interview which 

is always a distracting influence to both interviewer and 

interviewee. It also gives a more de~ailed 'in·formation, than by 

making notes after the interview had finished. 

The researcher also had the opportunity of replaying 
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the tapes as often as necessary for complete and objective 

analysis of the results. 

It may be said that the researcher's presence at 

teachers' centres courses and school-focused programmes might 

have chrtnged the atmosphere thereby affecting her observation. 

rrecautions were taken to reduce this effect. The researcher's 

intentions and responsibilities were made known to the members 

of the group to avoid ethical questions of invasion of privacy. 

\vith time, the researcher's presence was taken for granted, 

viewed as a part of the natural setting and had little or no 

effect on whnt was being observed. 

~5 Statistical Treatment - descrietion of statistical 

procedures used in analysing data 

The choice of the statistical procedures used in this 

study were influcenced by two major factors. These are: 

a) the type of research questions asked. 

b) the tyee of data obtained from the research instruments. 

The questions asked in the survey were mainly of the 

descriptive type which sought to identify the characteristics 

of educationists as a group about their views of the introduction 

of other forms of in-service education in the Rivers State. 

Prom the analysis of these results, attempts were made to 

discover if the respondents differed in their opinions signifi

cantly. 

In the case studies carried out in North Yorkshire and 

Humberside, descriptive questions were again used to find out 

the present status of how schools practised these innovations 

of in-service education. The data obtained fr-om the survey 
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were analysed by the use of both descriptive and inferential 

statistics. The descriptive statistics showed the frequency 

distribution of the subjects' responses on every item. This 

analysis showed the responses of the sample as well as the 

various sample groups. Prom this frequency distribution, the 

percentages of respondents' means, modes, medians .and standard 

deviations are calculated. The advantage of the descriptive 

statistics was that they enabled the researcher to use one or 

two numbers e.g. (mean and standard deviation) to represent 

all the individual scores of subjects in the sample. 

However, because descriptive statistics oversimplifies 

the data distorting one's understanding of how individual 

respondents performed in the study, inferential statistical 

techniques were used to make inferences from sample statistics 

to the population parameters. This idea is supported by Borg 

1 and Gall who state that the more statistical techniques with 

which one is familiar, the more varied are the analyses that 

one can apoly to one's research data. 

The inferential statistics made use of the Chi-square 

test (X 2 ) to show the relationshin of the sub-group responses. 

The use of this test enabled the researcher to decide reasonably 

whether some factor other than chance (sampling error) accounts 

for the anparent relationship; and also to show how reliable 

the researcher can infer that phenomena observed in a limited 

group will also occur in the unobserved larger popUlation of 

concern from which the sample was drawn. 

1. Borg, R.W. and Gall, tvl.D. (1983), Ope cit., p. 357. 
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Since the Null Hypothesis states that there is no 

relationship, this test merely evaluates the probability 

that the observed relationship results from chance. The 

rejection or non-rejection of the stated hypothesis was based 

on the 0.05 or 5% alpha level of significance which is often 

used as a basis of rejection in educational and psychological 

circles. 

Sophisticateo statistical methods were avoided as much 

as possible for certain reasons. The aim of the writer was 

to present the results in the simplest terms to the focal 

audience of the study - these are secondary school teachers 

and administrators of education in the Rivers State. Such 

results were to enable them to understand and accept or reject 

the recommendations made. It is assumed that such an audience 

like the researcher may be quite innumerate hence the simple 

statistical methods. 

Brown et all in their study showed that 'jargon locked' 

reports were perceived to be more technical and more difficult 

to understand by the readers than the 'jargon free' reports, 

and suggested that the style of an evaluation does affect 

audience perceptions of the evaluation. 

This point was also stressed by McIntosh when she observed: 

"Very often it (statistical information) 
is presented in ways which are not 
easily comprehensible to non-numerate 
decision makers. The use of elaborate 

1. Brown, R.D., Braskamo, L.A. and Newman, D.L. (1978), 
"Evaluator, Credibility, as a F'unction of Report Style -
Do Jargon and Data f',lake a Difference?" Evaluation 
Quarter ly, VI) l. 2, no. 2, 1>iay, pp. 331 - 349. 
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statistical tests may be designed 
to impress fellow academicians. It 
is likely to be a barrier to the 
majority of the decision makers." 1 

The data obtained from the case study investigation were 

also analysed by using both descriptive statistics and 

inferential statistics. The use of inferential statistics 

here was not to test hypotheses but to enable the researcher 

to compare results of the different teachers' centres and 

schools and also to answer the research questions stated 

earlier on in the study. 

6.6 Seauence of Activities 

The replication of any study reauires knowledge of the 

2 sequence of activities followed by the researcher, hence 

a fairly detailed sequence of how she carried out her 

investigation is outlined. 

Por the survey carried out in Port-Harcourt, the researcher 

armed with a letter of intrdduction from her supervisor, 

approached the Chief Inspectors of Education in the Rivers 

State Ministry of Education, the Frincipal of the College of 

Education, ann the two principals of the two secondary schools 

studied (see Appendix 5Cfor Letter of Introduction). 

It was only after the permissions of the principals were 

sought ann granted that the researcher approached the teachers. 

Each of the schools was visited up to five times between May 

1. t-1clntosh, N.E. (1979), "Barriers to Implementing Research 
in Higher Education", Studies in Higher Education, 
vol. 4, no. 1, p. 81. 

2. Sax, G. (1979), Ope cit., p. 414. 
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and July distributing questionnaires and collecting back 

completed ones. In each of the schools, the vice-principal 

was asked to assist the researcher in the distribution and 

collection of questionnaires. A letter explaining the purpose 

of the study and the importance of respondents' replies was 

attached to each questionnaire (see Appendix2Afor Survey 

Questionnaire). Sixty-two of the ninety-eight questionnaires 

given out in Fort-Harcourt were received fully completed. 

Case studies were conducted in Britain of four teachers' 

centres rtnd three secondary comprehensive schools. Letters 

were written on behalf of the researcher by her supervisor to 

the four wardens, the two Chief Advisers and the three heads 

of the secondary schools, introducing the researcher, explaining 

the nature of the research. The letter also sought their 

co-operation and permission for the researcher to talk to 

them and their staff. Visits were made to these various 

institutions and offices only after favourable replies 

expressing interest and willingness were received. 

Each of the teachers' centres were visited up to seven 

times within a period of four menths in the Autumn term 

including the Easter holidays as well. During this time the 

researcher was introduced to groups of teachers by the wardens, 

her purpose explained and attended in-service courses as one 

of them. Some questionnaires were distributed by warden, 

others by course leaders and others personally by researcher 

to teachers at courses. 210 questionnaires were given out and 

164 fully completed ones were received. Wardens were inter

viewed during this period. 

Visits were made to schools during the autumn and summer 



terms. In all schools, the researcher was handed over to 

the teacher in charge of in-service education by the head. 

Most of the communication after the initial exchange of letters 

was done through this teacher. Questionnaires were handed 

to him for distribution to teachers. This same teacher was 

responsible for collecting fully completed questionnaires 

for the researcher. The rest of the teaching staff - the head, 

the deputy head in charge of in-service education, the 

professional tutor and the probationers were interviewed. 

The Chief Advisers were interviewed for their views on 

the funding of in-service in their LEA. All interviews were 

recorded and played back to respondents at the end of the 

interview. 

All respondents in the study were guaranteed anonymity. 

(see attached letter to questionnaires in Appendix:L). 
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PRESEHTATION AND ANALYSIS OF THE RESULTS OF THE SURVEY 

CONDUCTED IN THE RIVERS STATE OF NIGERIA 

This survey was carried out in order to ascertain the 

opinions of educationists in respect of innovatory forms of 

in-service education and training of teachers. 

7.1 Abstract of the Survey 

To be able to make meaningful and useful recommendations 

on which of the innovations of in-service education and 

training studied in the U.K. (not including Scotland and 

Northern Ireland) should be implemented in the Rivers State of 

Nigeria, the writer decided it would be helpful to know what 

selected persons in the field of education think about these 

forms ot in-service education and training. 

The opinionnaire constructed for this purpose was a closed 

one comprising multiple choice answers using the Likert Scales 

with two levels of agreement and disagreement and one neutral 

position designated 'Don't Know', (see Appendix ~~). 

The different ~:oups of educationists chosen for this 

study werel secondary school teachersJ college of education 

lecturersl Ministry of Education officials (policy-makers) 

and principals of secondary schools in the Rivers State. 

Because the researcher was merely seeking opinions as to 

the introduction of INSET in the Rivers State, it was 

decided to have only a small representative sample. Two 

secondary schools were selected randomly from a short list of 
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ten. The limitation of secondary schools was a precaution 

so as not to have a dominance by anyone group of respondents, 

there being only one College of Education and one Ministry of 

Education. The Ministry of Education officials were chosen 

from the seven chief inspectors of education who are directly 

in charge of official policies as regards the administration 

and management of education in the Rivers State. 

Variables of age and sex were excluded because the 

researcher was not making a sufficiently detailed study, rather, 

it was a very general device to provide an initial check on 

the writer's claims and arguments that such forms of in-service 

education and training were needed and would be welcome in the 

State by some of those concerned with the welfare and improve-

ment of the teaching profession there. 

It was assumed or hypothesised that there would be 

differences of opinion as between the categories of educationists 

responding agreement or disagreement. The hypothesis should 

be stated in the directional form since the researcher has a 

reasonably high expectation concerning the re]ationship that 

exists between the variables, but bearing in mind the view of 

Borg and Gall,l namelya 

"statistical hypothesis should be 
stated in directional form only when 
there is little or no possibility that 
the findings will yield a difference 
or relationship in the opposite 
direction." 

The fact that the directional hypothesis calls for a one-tailed 

test (i.e. if a direction occurs, it occurs in only one 

direction) led the researcher to adopt the method of stating 

1. Borg, W.R. and Gall, M.D. (1983), Ope cit., p. 90. 
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both a working hypothesis and a statistical one, which is a 

1 valid procedure. 

The working hypothesis stated reflects the expectations 

of the researcher based on theory and previous researches 

that the views of different categories of educationists, 

especially classroom teachers, heads and local education 

authority advisers or inspectors on educational matters, are 

not always congruent. Hence the working hypothesis assumes 

that there will be differences of opinion among the various 

groups of educationists affecting their level of agreement 

or disagreement. 

The statistical hypothesis is stated in the null form 

and is set up to make testing of the working hypothesis 

statistically more precise. This null form therefore states 

that there will be no difference in the way educationists 

express their views about these approaches to in-service 

2 education and training. Best gave three reasons for using 

the Null Hypothesis: 

a) verification of one consequence of a positive hypothesis 

does not prove it to be true; 

b) verifying a positive hypothesis provides a rather incon

clusive test, 

c) observed consequences that may be consistent with a positive 

hypothesis may also be compatible with equally plausible 

but competing hypothesis. 

1. Ibid, p. 89. 

2. Best, J.W. (1981), Ope cit., chapter 8, p. 270. 
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So, even though the researcher has definite reasons for 

expecting certain relationships or certain differences to 

occur be~een the different groups of educationists in the 

Rivers State, the use of the null hypothesis is preferred. 

It is also statistically 1estable which enables the researcher 

to compare obtained findings against chance expectations. 

98 respondents were served with the same opinionnaire 

delivered personally by the researcher. 62 fully completed 

forms were received giving a response rate of 63.3 per cent. 

The survey revealed that there were no significant 

differences in the level of agreement or disagreement in 

respect of the different forms of in-service education for 

teachers. It also showed a strong support for INSET in 

general. 

7.2 Presentation and Interoretation of Results 

The opinionnaire contained twenty questions of the 

multiple type answers ranging from 'strongly agree' to 

",strongly disagree' with categories of 'agree', 'don't know' 

and' disagree'. (see AppendixlAfor opinionnaire). 

The first nine questions (1 -9) were centred around the 

need and importance of school-focused in-service education 

and the next five (10 - 14) dealt with the contribution that 

teachers' centres could make to the professional development 

of the teacher while the last six questions (15 - 20) were 

aimed at highlighting the immense importance of having a care 

system for newly qualified teachers using the services of a 

trained professional tutor. 

The results are analysed in two broad forms. Firstly, 
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the comprehensive or collective responses of all respondents 

are shown in a tabular form. This presentation shows the 

general trend of agreement or disagreement to each statement 

by each respondent. The higher the mean and mode scores, the 

greater the perceived agreement with the statement. 

Secondly, the resul~s of the chi-square test (X2 test) 

which test the null hypothesis that there will be no differences 

in their opinions is also shown in a tabular form. The choice 

of composite tabular presentation is merely to avoid repetition 

and also because of its simplicity in portraying results. 

Frequency tabulation tends to be used to summarise data and 

makes interpretation straightforward. Its main features are 

sample size and percentage. The writer decided to have a 

composite table for each of the two types of statistics 

employed in the survey - frequency and cross tabulation. 

A blanket interpretation and analysis of the results of 

the cross tabulation is also preferred and used here to avoid 

repetition since in all cases the null hypothesis was retained. 

This layout of cross tabulation results was also used by the 

Radical Statistics Education Group,l when they presented 

the results of a survey carried out to compare male and 

female students' attitude to twelve teaching activities. 

The rejection or non-rejection of this stated hypothesis 

is based on the 0.05 or 5~ alpha level of significance which 

is often used as a basis of rejection in educational circles. 

1. Radical Statistics Education Group (1982), Reading Between 
the Numbers: A Critical Guide to Educational Research, 
BSSRS Publication Ltd. 
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Occurrences falling below this limit therefore will be deemed 

to be statistically significant because they will be highly 

unusual, and deemed in~i9nificant.if theY.fall outside or above 

this 5% level of significance. Hence the null hypothesis will 

be rejected if the significance or probability value obtained 

is below the 5% level, because the null hypQ~hesis forecasts 

a "no significant relationship" and a relationship exists. 

On the other hand, if the probability or p value or significance 

level is greater than the stipulated 5% level then it is 

insignificant and the null hypothesis which states a "no 

significant relationship" is upheld. 

A. Interpretation of Frequency Tabulations in Appeodix 3A 

Analysis of the Respondents' Replies to Statements 

STAT8-1ENT 1 

It would be beneficial to have some form of in-service 

education and training within the school for members of staff. 

Replies to the above statement show that 

59.7% of the respondents sampled, strongly agree, a further 

30.6% completely agree with it. 9.6% disagree with such a 

statement, 4.8% doing so quite strongly. Nobody showed 

neutrality or indecision. 

These results clearly Show that most of the respondents, 

90.3% are in favour of having Some form of in-service education 

and training within the school for members of staff. 

STATEMENT 2 

There are some general school problems (e.g. discipline) 

which could be dealt with by in-service activities for the 
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whole staff. 

It shows that 77.4% of respondents agree with the 

above statement, 22.6% doing so strongly. 16.1% disagree and 

the remaining 6.5% expressed neutrality. However no respondent 

disagree strongly. 

Results here again show that a majority of those sampled 

(77.4%) are in support of the statement that calls for in

service activities for the whole staff to solve some general 

school problems like discipline. 

STATEMENT 3 

Such school-focused/based activities have a major role 

to play in the professional life of the teacher. Without 

them, the quality of education provision is lower than it 

should be. 

Appendix 3A indicates that 66.1% of respondents 

agree with statement 3 above, 27.4% of that figure agreeing 

quite strongly. 8.1% expressed neutrality, while a total of 

25.8% disagree with 8.1% doing so strongly. 

On the whole again, a majority of the respondents, 66.1% 

completely agree with the fact that school-focused activities 

have a major role to play in the professional life of the 

teacher and that they actually affect the quality of the 

education provided for our pupils. 

STATEMENT 4 

Every teacher in school has something to offer and 

something to learn from his or her colleagues. 
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Results show that a total of 96.8% of 

respondents agree with statement 4, with a high percentage 

of 58.1 agreeing strongly. 3.2% strongly disagree while no 

one . disagreed or was neutral. 

This provides a picture of total agreement among those 

examined that teachers have something to offer and something 

to take away from other colleagues on in-service courses. 

STATEMENT 5 

Every school has its own peculiar problems and such 

inherent problems could be solved only by setting up in-service 

education for the teachers of that particular school. 

From the figures it could be seen that quite 

a substantial number of the respondents, 45.1% disagree with 

the above statement, 3.2% expressing strong disagreement. 

However, a greater majority of 54.9% support the statement, 

19.4% doing so strongly. There was no response from the 

'Don't Know' response mode. 

A majority of respondents are seen to favour school

focused INSET. 

STATEMENT 6 

Teachers need more opportunities to see how other teachers 

teach. 

90.3% of respondents sampled agree with the above state

ment with a very strong agreement from 24.2%. 8% expressed 

disagreement, 3.2% quite strongly. The remaining 1.6% 

stayed neutral. 
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The general trend therefore is towards agreement that 

teachers need more opportunities to see how other teachers 

teach as is evident from the figures in Appendix 3A. 

STATE~IENT 7 

The major agent in any school capable of bringing about 

school-based in-service teacher education and training is the 

head teacher. 

Replies to the above statement show that 

70.9% of respondents agree with it, 17.7% doing so strongly. 

24.2~ however disagree, 4.8% expressing disagreement quite 

strongly and the remaining 4.8% did not know~ 

Results here again show a majority of the re~pondents 

(70.9%) in total agreement to the idea of the head teacher 

initiating school-focused inset activities. 

STATEMENT 8 

To make sure that every teacher benefits from such 

activities, there should be some degree of compulsion on 

the part of the teachers to attend. 

A total of 79% of the respondents sampled expressed 

agreement with the above statement, 24.2% of them agreeing 

strongly. 12.9% disagree with the idea of compulsion, and 

6.5% did not express any opinion. 

It is evident from the results that a majority of 

educationists are in favour of some form of compulsion on 

the part of the teachers to ensure that every teacher benefits 

from such inset provision. 
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STATEMENT 9 

Teachers are the best people as professionals to discuss 

their own professional advancement. 

Replies to this statement show that 85.5% of 

respondents are in favour of teachers being responsible for 

their own professional advancement. 14.6% however, disagree 

with it while no one expressed neutrality. 

Here again more people are in favour of the statement. 

STATEMENT 10 

Teachers would benefit from colleagues other than those 

in their own schools, discussing professional matters with 

them. 

Appendix 3A data shows . that 85.5% of respondents 

believe in the above statement that teachers would benefit 

,:from colleagues outside their own immediate environment, 

29% of them agreeing strongly. 11.3% expressed disagreement 

and 2 (3.2%) were neutral. Nobody however, strongly disagreed 

with the statement. 

This clearly shows that a large majority of respondents 

(85.5%) as against 11.3% are willing to mix with colleagues 

from other schools or departments to discuss professional 

matters as they expect to benefit from such a get-together. 

STATEMBNT 11 

Teachers need to meet periodically to discuss such topics 

as recent educational developments or other important publi

cations relating to their profession. 



230 

Results show that 53.2% of respondents 

strongly agree to have periodical meetings to discuss 

educational developments. A further 43.5% of respondents 

are in total agreement while 2.3% disagree, with 1.6% doing 

so quite strongly. No one expressed neutrality. 

It is obviously desirable from the figures for teachers 

to meet from time to time to discuss problems peculiar to 

them as professionals with other colleagues as shown by replies 

of 96.7% who are in total agreement. 

STATE~1ENT 12 

There is thus a need for teachers to get together in a 

neutral location and atmosphere, feeling free to expose their 

weaknesses and strengthsin a mutual search for improvement. 

A total of 95.1% of respondents are in total agreement 

with the above statement, 45.2% agreeing strongly. While no 

one expressed neutrality, 4.8% expressed disagreement, with 

1.6% doing so strongly. 

This shows that a large majority of educationists sampled 

from among the educationists of the Rivers State see the need 

for teachers to get together in a neutral setting to discuss 

their problems by being open with one another in their criti

cisms, with the common aim of improving their professionalism 

as teachers. 

STATENENT 13 

Teachers will feel freer and more relaxed to explore 

new techniques, improvise equipment for the classroom and 

exchange ideas in workshop situations staffed by their own 
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colleagues. 

Appendix 3A shows. that 85.5~ of respondents favour 

the above statement, 22.6% of them strongly, while 11.3% 

disagree with it. 3.2% expressed neutrality. 

Educationists in Rivers State clearly believe as can be 

seen from these results that if teachers could get together 

in a neutral place, say a teachers' centre or resource centre 

or education centre, they would feel much freer and relaxed 

to explore new techniques. 

Another point raised from the replies is that the 

educationists sampled would like these centres to be staffed 

by teachers or other members in the educational field who at 

one time might have been teachers themselves. 

STATEMENT 14 

Such a neutral meeting place if it exists, would improve 

teachers' professional growth in a positive and constructive 

way. 

The replies to the above statement in show that 

93.6% of respondents are in complete support of it, 33.9% 

very strongly. 4.8% disagree with this, with 1.6% disagreeing 

quite strongly, and the remaining 1.6% retain a neutral 

position. 

Respondents are overwhelmingly in favour of a neutral 

place to improve teachers' professional growth. 
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STATEMENT 15 

A newly trained teacher would inevitably meet problems 

in settling down during the first year of teaching. 

Replies to statement 15 above show that a 

total of 92% of respondents agree and foresee the problems 

that a newly trained teacher might face in his or first year 

of appointment. Breaking this figure down, we can see that 

45.2% of those agreeing stress strong agreement. 6.5% of 

respondents express disagreement and 1.69~ remained undecided. 

Nobody expressed strong disagreement with the statement. 

Results to Statement 15 show that a large majority, 

92% of those sampled are apprehensive of the problems that 

newly trained teachers might face in their first year of 

teaching. 

STATEMENT 16 

Newly trained teachers therefore need structured 

guidance and support in order to be able to carry out their 

job effectively. 

Because of the envisaged problems that a newly trained 

teacher will inevitably be faced with in his first year of 

teaching, 92% of respondents believe that there should be 

structured guidance and support for such teachers in order for 

them to function effectively, 32.3% of this figure agreeing 

strongly. A total of 5.8% of resp0n~~llts, disagree with it, 

3.2% of them strongly. Nobody expressed neutrality.' 

Results thus show that 92% of respondents sampled are 

in favour of Statement 16. 
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STATEMENT 17 

Such newly trained teachers should be systematically 

and properly inducted not only into the school itself but 

also into the teaching profession in general. 

88.7r
;. of respondents expressed total agreement with the 

above statement as can be seen in Appendix 3A, while 9.6% of 

them disagree, 4.8~ of them strongly, the remaining 3.2% 

being neutral. 

There is therefore a majority agreement as to the need 

and importance of introducing a newly trained teacher into 

the teaching profession as well as into the particular school 

he or she has been sent. 

STATEMENT 18 

It would be easier for a new teacher to know that an 

experienced teacher has been designated to take care of him/ 

her professionally and to whom to turn for help. 

80.7% of respondents are in agreement with the above 

statement, 22.6% of them quite stron~ly. A total of 17.7% 

of those sampled disagree, 1.6% doing so quite strongly and 

the remaining 1.6% remained neutral. 

STAT~1ENT 19 

There should be a planned programme in every school which 

is specifically geared towards the care of the newly trained 

teacher. 

Appendix 3A - shows. that 80.6% of respondents agree 

with Statement 19 above, with strong agreement from 14.5%. 
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17.7% expressed their disagreement, 4.8% of them doing so 

strongly and the remaining 1.6% expressed neutrality. 

From these results it is evident that most educationists 

in the Rivers State would like to see a planned programme 

which is specifically geared towards the care of the newly 

trained teacher in every secondary school in the state. 

STATEMENT 20 

It is the duty of the Principal or Headmaster to initiate 

such a scheme for newly trained teachers and appoint appropriate 

member of staff for the care of these new teachers. 

Replies to the statement above indicate that 74.2% of 

the educationists sampled expressed their agreement, 16.1% 

disagree, 1.6% -doing so strongly and the remaining 9.7% 

recorded a 'Don't Know' reply. 

A majority of educationists, 74.2% believe that the 

Principal is the key figure in any school to initiate any 

support system for newly trained teachers sent to hiS/her 

school. 

B. Interpretation of C~oss Tabulation Results inAppendix 3A 

With the help of the chi-square test (X2-test), the null 

hypothesis which states that there will be no significant· 

difference of opinions in the way educationists in Rivers 

State agree or disagree with statements concerning the impor

tance and introduction of other forms of in-service education 

and training was tested. 

Appendix 3A provides an item by item comparison of the 

opinions of educationists in the Rivers State who expressed 
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agreement or disagreement on aspects of in-service education 

and training for teachers. 

In all twenty statements, the probability value or 

significance level is far above the 5% alpha level hence the 

results are not significant. This leads the researcher to 

retain the null hypothesis in all twenty statements. 

This shows that educationists in Rivers State ir~espective 

of their role and status, have markedly similar opinions 

about innovatory forms of in-service education and training. 

7 .• 3 Discussion and Conclusions 

From the information obtained and analysis of results, 

it is overwhelmingly clear that educationists sampled in the 

Rivers State are without doubt in favour of introducing new 

forms of in-service education and training for teachers. 

With the exception of Statement 5 which has a mode of 2, 

the rest have modes of 4 and 5. The high rate 

of disagreement with Statement 5 could stem from the argument 

that since all schools are government controlled and 

administered and managed under the same body, they are bound 

to experience very similar problems. This may be true for 

central administrative issues but is not true when it comes 

to internal problems idiosyncratic to individual institutions. 

However a majority of 54.9% still agree with the statement. 

Although results show in Statement 7 that a majority 

of respondents are in agreement, (70.9%) one would have 

expected a higher percentage agreeing. It could well be that 

educationists in Rivers State expect classroom teachers to 

initiate such programmes themselves rather than wait for the 
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Principal to do so. 

Replies to Statement 20 show a significant 

percentage (14.5%) of those sampled in disagreement with it. 

The researcher is well aware of the hectic nature of the 

principal's role in Rivers State and would tend to agree with 

respondents if they say that teachers should not wait for 

the Frincipal to lead, but instead to initiate schemes of 

support for newly appointed teachers. However, the total 

support of the principal for any such scheme, in both financial 

and material terms is obviously essential. 

On the whole, the most commonly favoured replies are in 

the 'agree' and 'strongly agree' response rubrics. 

The mean and the median values also show the respondents' 

preference for the 'strongly agree' and 'agree' response 

categories - the higher the mean, mode and median values, the 

greater the perceived agreement with the statements, 

contrary to expectations, results show that there are no 

significant differences in the way educaticnists answered the 

questions. The difference between means was not great enough 

to reject the null hypothesis, hence the researcher retains 

it. One concludes therefore that there was no significant 

difference and that chance or sampling error probably accounted 

for the apparent differences. 

One would have expected the Chief Inspectors of Education 

as policy makers to show some hesitation about such an idea 

for the common and now widely used excuse "because of financial 

stringency" or "considering the fact that we are now experiencing 

economic crisis". As policy makers it was also expected that 
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they would either stay neutral or disagree with most of the 

questions because of the extra work this might demand of 

their departments. 

The College of Education lecturers were expected to 

show little or no sympathy as regards the professional 

advancement of the classroom teacher as there is more often 

a feeling of superiority on their side. 

The replies of the Principals were expected to be 

different from those of the classroom teachers from an 

administrative and management point of view. Considering 

the fact that the introduction of such a scheme in the 

secondary school would involve the head in additional admini

strative duties such as having to arrange for a replacement 

teacher, or appointing a competent tutor to take charge of 

in-service education and training. 

Classroom teachers were of course expected to agree to 

most, if not all, statements as they are geared towards the 

professional advancement and betterment of their profession. 

Reasons for such a general favourable and similar 

attitude towards innovations of in-service education in the 

Rivers State as shown from the survey are many and varied. 

Firstly, most if not all educationists in the Rivers 

State and indeed all those sampled were at one time or the 

other classroom teachers. 

A second reason could well be that all concerned with 

education in the Rivers State irrespective of their places 

of work or positions have come to realise that traditional 

in-service education is not the only way of improving the 

teacher especially when it comes to professional competence 
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in the classroom. It is possible that the policy maker in 

the Ministry might have received complaints from teachers 

either officially or unofficially about how inappropriate 

a particular course-based in-service course might have been. 

It all goes to show that educationists are now making a 

concerted effort to he'~p their own co lleagues. The problems 

of educationists can only be solved by fellow educationists. 

A third reason for the enthusiasm towards these innovations 

of in-service education could be that just because they are 

innovations, and as such novelties, educationists want to give 

them a try and assess or evaluate their effectiveness in 

actually improving the professional competence of the class-

room teacher. 

A fourth reason could be due to contermination by internal 

validity problems e.g. sampling error. It could be that the 

sample was not large enough, even if it is respresentative 

for the test (chi-square test), to detect any relationship. 

The chi-square test produces significant results when the 

sample is large even when the actual relationship is low. 

This is actually a weakness of the test. It does not favour 

small samples and cannot show any relationship even when there 

could be one. However, the smallness of the sample has been 

defended elsewhere in this study. It appears small but is 

fully representative as in some cases, e.g. the Ministry of 

Education officials, a whole group of subjects without sampling 

were examined. 

Any of the reasons given abo~e could have attributed to 

retaining the null hypothesis. 1 But as Ary et al warn, the 

1. Ary, D., Jacobs, L.e. and Razavieh, A. (1972), Ope cit., 
p. 329. 
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investigator does not know which of these is true and therefore 

should not claim anyone of them as the explanation for her 

results. 

Although the data did not lead to rejection of the 

hypothesis, the row and column categories may have been 

related. This concurs with Entwistle and Nisbet's1 argument 

that because two or more groups are not statistically different, 

we cannot treat them as if they were alike. 

2 Burroughs states that a hypothesis is never acc~pted 

but either rejected or not rejected, hence in this survey the 

null hypothesis is a tenable (not disproved) possibility but 

not accepted. 

Results of the chi-square test therefore show a contra-

diction to expected outcome, but such contradictory results 

3 should not be condemned, for according to Ary et al , 

contradictory results indicate that a ~estion is not settled 

and may stimulate further research. They went on to stress: 

"theory is tentative and should not 
deter someone from telling it like 
it is." 

Interpretation of this retained null hypothesis rests on the 

fact that evidence for a clear conclusion is not available. 

Whatever their reasons, it is evident that the types of 

in-service innovations advocated for the Rivers State by the 

1. Entwistle, N.J. and Nisbet, J.D. (1976), Ope cit., p. 306. 

2. Burroughs, G.E.R. (1971), Design and Analysis in Educational 
Research, University of Birmingham School of Education, 
section 4, p. 20. 

3. Ary, D., Jacobs, L.e. and Razavich, A. (1972), Ope cit., 
pp'. 328 - 329. 
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researcher namely: 

a. school-focused activities; 

b. probationary care for the newly appointed teacher; 

c. the professional tutor; 

d. the access to teachers' centres, 

would be welcomed in the State by the people for whose benefit 

this call is made - the classroom teachers and the people who 

have the authority to implement them - the Ministry of 

Education policy makers. 

As a point of interest, it should be added that the 

statements relating to the establishment of Teachers' Centres 

(i.e. Statements 10 - 14), received the highest percentage of 

agreement. 

In conclusion, the large majority of agreement to the 

statements is a positive sign that such a major addition to 

the educational practice of the Rivers State might-have a 

chance of support and success. This gives the researcher 

confidence in calling for the early introduction of such 

innovations in the Rivers State of Nigeria. 
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CHAPTER EIGHT 

PRESENTATION, ANALYSIS AND INTERPRETATION OF CASE STUDY 

RESULTS CONDUCTED IN FOUR TEACHERS'CENTRES IN 

NORTH YORKSHIRE AND HUMBERSIDE 

8.1 Description of Case Study Teachers' Centres 

The choice of the use of case studies for investigating 

the role played by Teachers' Centres in the provision of INSET 

in England and Wales has been discussed at leng~hin earlier 

chapters. Its main advantage is to have a closer and more 

detailed examination of centres in their local contexts. 

Accordingly, in this part of the research, case studies 

were made of four such centres within the LEAs, North Yorkshire 

and Humberside. 

Each of these centres was visited by the researcher for 

up to four months carrying out interviews with wardens, 

participating fully in activities, attending courses and 

delivering questionnaires to teachers. The researcher, 

whenever possible, also had informal discussions with teachers. 

Because some of the courses were mounted in schools, the 

researcher had the opportunity of visiting such schools. 

Altogether, 210 questionnaires were distributed to 

teachers personally, and through wardens; 164 were returned 

fully completed - a response rate of 78.18%. This group of 

teachers, which was not selected' in ~y, speci.fic '~ay,' thus 

rep~esents the total population of teachers in North Yorkshire 

and Humberside who make use of their teachers' centres. A 
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short description of each case study centre follows. 

A. Case Study Centre 1 

The centre is situated in a former bank in the centre of 

a town in South Humberside. Folowing its establishment in 

1969, it shared accommodation with a College of Technology. 

It is now the sole occupier of its present unadapted building, 

and develops its own activities without consulting other 

agencies. 

Its early work was to develop Nuffield Maths and Science 

projects, with more general INSET activities developed from 

1972. 

The centre serves about 1,800 teachers from primary (100), 

secondary {is}, tertiary {l} and special (4) schools, and has 

a catchment of about 60 miles radius. It is run by a full

time permanent male warden under a constitution drawn up by 

teachers. A management team comprising twenty teachers 

determines the overall policy of the centre. There is no 

deputy warden but a secretary and caretaker are employed on 

a full-time basis. 

Teachers who do not wish to pursue an award-bearing 

programme are given the opportunity to have short-term 

attachments to the centre to develop areas of special interest, 

for example, the provision of materials for use in schools, 

video programmes to be used for INSET. Such periods of 

secondment usually last for about six months. 

The centre provides a pool of equipment, resources and 

services to teachers, including: photocopying; off-set printing, 

transparency making, large case embossing, slide copying; 

micrograph printing for headings and transparencies. It also 
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has hardware such as: video cameras; still cameras; cassette 

and reel to reel recorders; ink and spirit duplicators; heat 

copier; large-print typewriters; projectors; record players; 

giant staplers; viewers for slides; 35mm film strips. It has 

a well equipped library. 

In terms of accommodation, the centre has: four meeting 

rooms; one resource micro unit; a central office; a warden's 

office, one reprographics room; a kitchen; toilets. This 

is quite adequate for a centre of its size, in relation to 

the number of teachers it serves. 

B. Case Study Centre 2 

This is situated on the outskirts of a major urban area 

in Humberside. It was established in 1966 thus making it one 

of the very early centres that was opened as a direct result 

of developing Nuffield t-1athematics and Science projects. 

It moved out of older and more central accommodation in 

1986 and now occupies a slightly adapted building that was 

once a junior high school. 

The accommodation, in terms of rooms, is suitable for a 

centre serving about 4,600 teachers, with a catchment extending 

up to 80 miles distant. There are no residential services 

but there are facilities for car parking and a catering service 

that provides free lunch for teachers on courses. 

The centre is well equipped with reprographic machinery: 

electronic stencil cutters; photo copiers, duplicators; cameras; 

tape recorders, television sets; complete Video/tape/camera 

system, and computer terminals. 

It also has rooms for educational technology, practical 

subjects such as domestic science, worksh9Ps, laboratories, 
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and a host of seminar and discussion rooms. It is therefore 

a mUltipurpose centre but does have a specialist unit for 

remedial ~ducation. 

The centre is led by a male warden employed by the LEA 

on a permanent full-time basis. Its activities are governed 

by an elected management committee comprised of teachers 

from all categories of schools and educational institutions. 

There is secretarial support and a caretaker, but no deputy 

warden. 

The catchment includes primary (120), middle (50), 

secondary (24), sixth form (2) and special (20) schools. 

Teachers are seconded from time to time by the LEA to 

develop or initiate projects, to solve problems in current 

debate, for example in the Personal and Social Development 

Unit (PSD), and the General Certificate of Secondary Education 

Group (GCSE). 

C. Case Study Centre 3 

This is situated in a large converted school building 

in the centre of a town in Yorkshire which has its 

own LEA. It shares its building with an Educational Computer 

Centre and a Child Guidance Centre, but the only facilities 

they share are the car park and the dining room. 

The centre was established in the 1960s in response to 

the devel~pment of Nuffield Mathematics and Science Projects. 

It is a multipurpose centre serving about 2,750 teachers from 

primary, middle, secondary, special education and tertiary 

institutions in its political area. This is a geographically 

compact LEA and so teachers do not have to travel far to reach 

the centre, the catcbment limit being about 10 miles. 
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The centre is run by a full-time permanent male warden. 

There is no constitution governing the centre's activities, 

but there is an advisory committee that acts as a management 

committee comprising of LEA officials, teachers' organisations, 

representatives, LEA advisors and members of the local 

Institute of Higher Education. 

There is no deputy warden but there are both part-time 

and full-time secretaries and cleaning staff. In addition, 

there are ten advisory teachers based at the centre who run 

courses both in schools and at the centre. 

The centre is very short of rooms especially meeting and 

discussion rooms. There is inadequate space for the ten 

advisory teachers who have to share three small rooms between 

them, but there are adequate toilet and kitchen facilities, 

and a good provision of resources and equipment such as a 

well stocked educational library, photocopiers, video cameras, 

projectors and slides. 

D. Case Study Centre 4 

This is situated in the centre of a cathedral city in 

the premises of a College of Higher Education in North 

Yorkshire. It shares certain facilities with the college, but 

at the same time has its own specially-adapted section of 

the building. It does, however, make use of some of the 

college rooms in the evenings. College lecturers are sometimes 

used to lead INSET sessions. 

The centre is multipurpose and was opened in the 1960s 

to develop Nuffield Maths and Science Projects. It now serves 

about 3,000 teachers from primary (200), secondary (50), 

tertiary (2) and special (4) institutions. It is run by a 
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Director employed on a full-time permanent basis by the LEA 

in co-operation with the college. 

The activities of the centre are governed by a constitution. 

There is also an advisory committee of INSET representatives 

from schools, groups of schools, and colleges in its area. 

The overall policy of the centre is determined by a management 

committee consisting of the Director, the Deputy Director, 

the Chairman of the General Advisory Committee, three members 

elected by the Committee, six teachers appointed by the North 

Yorkshire Consultative Panel of Teachers' Organisations and 

one member each nominated by the university in the area, and 

the college where the centre is housed. 

There is a part-time Deputy Director who works just a 

few hours per week. There are two part-time and two full

time secretaries. It makes use of the college's cleaning 

staff, toilet facilities, dining room and bars. It however, 

has its own kitchen for light refreshments. 

The centre is well-equipped in terms of material 

resources a video cameras, video machines; duplicating and 

photocopying machines; stencil cutters; television sets; a 

wide range and variety of educational tapes; a computer. It 

also has several workrooms, and a large lounge for meetings 

and exhibitions. 

8.2 Presentation of Findings 

In this section, the findings of the case studies in

volving four teachers' centres in the North Yorkshire/Humberside 

area are presented with the help of simple statistical and 

descriptive methods, plus a few serendipitous findings, not 
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necessarily expected by the writer such as the TRIST (TVEI 

Related In-Service Training), TVEI (Technical Vocation and 

Educational Instruction) and the PSD (Personal and Social 

Development) project being introduced to teachers in the 

Humberside Authority. 

A. Overview of Statistical Procedures 

As has been mentioned in Chapter 7 some of the data 

obtained from the case study investigations were subjected 

to both descriptive and inferential statistical analysis. The 

data received through the questionnaires from teachers making 

use of the teachers' centres fall into this category. 

However, the information obtained from the Wardens and 

Chief Advisers through interviews was analysed subjectively. 

This is appropriate because of the small sample - four 

Wardens and two Chief Advisers. 

With the use of descriptive statistics, the frequency 

distributions, means, mode, median and standard deviation 

were calculated to show how each individual in the sample 

responded. Also, in this particular investigation, the chi

square results enabled the researcher to make comparisons 

between the different variables such as, sex of the respondents, 

type of school teaching, scale of teachers, level of academic 

qualifications, teaching experience, marital status, age and 

so on. 

B. Description of Findings Pertinent to Each Question 

All interviews conducted were tape recorded to enable 

the researcher to give a fuller account of events. Interviews 

were conducted with the four wardens of the teachers' centres 

and the two chief advisers for INSET. In both groups questions 
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were presented to respondents in the same manner thereby 

ensuring uniformity, reducing any biases that might have 

occurred as a result of inconsistency in asking the questions. 

The bulk of the data was collected from teachers who 

attend these centres by means of a questionnaire designed to 

elicit information in the following areas: 

a. the importance of courses offered by teachers' centres for 

teachers' professional development; 

b. reasons for attending centre courses; 

c. types of activities provided; 

d. relevance of such activities to classroom performance; 

e. evaluation of effectiveness of teachers' centres and the 

kind of in-service they provide. 

The results of these three groups of subjects are 

presented to give an overview of the role and cost of in

service education provided by teachers' centres. 

8.3 Results of Replies to Interviews, Questionnaires and 

Observations of Case Study Teachers' Centres 

A. Wardens' Responses: 

i) Case Study 1 

This warden has held the post for fourteen years. He, 

however sees himself as a 'facilitator' in the INSET network, 

with the prime purpose of providing for pupils in the classroom 

an improved service through enhancing the quality of the 

teachers. 

The rationale underlying the Teachers' Centre Movement 

according to -him is the localised nature of centres. This 

centre gives priority to workshop and in-service education 
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courses followed by provision of resources, both soft and 

hardware. There is little formal structured support for 

uplifting teachers' knowledge of basic teaching subjects. 

Condemning the type of in-service education provided in 

tertiary institutions as being irrelevant to the needs of 

the teachers on their return to schools, the warden strongly 

advocated the type of INSET provided by teachers' centres 

instead. Courses are more practically oriented, though theory 

still occupies an important place. 

Subjects offered on in-service courses here include new 

curricula, new methodology, classroom organisation, instruction 

in the classroom of educational equipment and classroom 

management. The problem-centred approach is favoured. 

The determination of provision is dependent upon the 

interests of teachers and their schools. Course programmes 

tend to be flexible in order to cater for any unexpected 

problems that might arise. This feature, the warden stressed, 

is the central ethos of this particular centre. 

Teachers' needs are identified through teachers' centre 

representatives appointed by schools, and Gentre activities 

are made known to teachers through termly brochures and 

individual course notices sent to schools. The warden has also 

helped run some school-focused INSET at two primary schools 

and one secondary school in the area concerned. 

Despite its record of activity,: a minority of teachers 

surveyed did not know of the existence of the Centre. Problems 

listed by the warden that deter teachers from attending courses 

there ares timing of courses; family commitments; and an 

inquisition from a minority of activist teachers. To attract 
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more teachers, the warden considers there is need to look more 

seriously into the match between provision and need. He does, 

however, praise the LEA for its generosity in the provision 

of funds for the running of the centre. Additional funds are 

received through the t-10rrelle Fund Grant for curriculum 

development (£200.00 a year), and also from sale of goods from 

the centre. Not surprisingly, the warden believes strongly 

that the Teachers' eentre Movement has succeeded in its role, 

but is keen to reach the minority who do not attend. He 

would also like to see non-teachers in the 'welfare services' 

such as police and social workers, using the centre, but 

because the constitution is made up solely by teachers this 

is not permitted by its own regulationst 

ii) Case Study 2 

The Warden sees his role as supporting the professional 

development of teachers th~ough the diagnosis of teachers' 

needs and the provision of INSET courses and curriculum groups. 

He sees the purpose of his Centre's work as being one of 

professional people taking charge of their own professional 

development, as opposed to INSET provided in Colleges of 

Education and similar settings. The concept of being in 

command of what one is receiving according to him is one of 

the main assets of the teachers' centre context. 

Courses at this centre are not organised in anyone 

particular orientation but cover theoretical, as well as 

practical work so long as it is teachers' needs as they 

perceive them. Both solution-centred (using mainly experts) 

and problem-centred (diagnosing and studying problems) approaches 

are used. 
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Decisions on programmes of activities is a joint res-

ponsibility of the warden, teachers, LEA advisers and the LEA 

Office. A wide variety of other organisations such as 
~ 

publishers, and broadcasting companies, also offer courses 

there. 

Teachers' expertise is drawn upon as well as outsiders, 

and flexibility is maintained in the programme so as to 

accommodate shifts in topicality. 

Teachers' needs are identified through an elected steering 

committee made up of teachers in the 'catchment' schools. 

According to the warden this has not proved to be a very 

effective method and is in process of reform. Activities 

are made known to teachers through posters and a weekly 

diary. 

Reasons identified by the Warden for teachers' non-

attendance at centre courses include: distance from the Centre; 

family commitments; the location of the centre itself. 

According to him, the centre should be located near where 

people live and work. At present some teachers travel 

considerable distances to participate. The attendance rate 

of 8~ attendances a year per teacher could be increased if 

the centre were relocated so as to give maximum access. 

The warden is clearly fully in support of the teachers' 

centre movement and advises the opening of such a facility 

accessible to every teacher in the country. Not surprisingly, 

he advises teachers who do not make use of their centres to 

take advantage of them and also encourage the participation 

of non-teachers. 
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iii) Case Study 3 

Here again, the name 'warden' is used for the head of 

the centre, but in this case the incumbent is also the: 

adviser for humrtnities, the TRIST co-ordinator, and the GCSE 

area co-ordinator for his area. 

Fredictably perhaps therefore he sees his role primarily 

as a co-ordinator of INSET provision and the person completely 

in-charge of the centre. The most important aspect of his 

job according to him is the preparation of the INSET programme 

which requires detailed and balanced considerations and 

planning. 

This centre concentrates on workshop and in-service 

education courses followed by a more structured formal support 

for elevating the teachers' knowledge of basic teaching 

subjects. Other areas in which the centre is interested is 

primary headship, administration, computer centre. 

In this warden's view INSET provided by teachers' centres 

differs from that in Colleges of Education in respect of 

orientation relevance and qualification. While teachers' 

centre courses are usually more relevant, more practical and 

pragmatic, courses in Colleges of Education tend to be 

theoretically orientated and leading towards some sort of 

certification. 

The general orientation of courses in this centre takes 

the form of informal discussion, workshops and seminars. 

subjects offered on in-service courses include: new curricula; 

new methodology, classroom organisation for probationers; 

instruction in the classroom use of equipment. A combination 

of both problem-centred and solution-centred approaches is 
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used. 

The programme of activities is decided by all those 

concerned - warden, teachers and LEA advisers, the main 

criteria being the interest of the schools involved and 

topical developments such as GCSE and TVEI. Like Centres 1 

and 2, the schedule is flexible to accommodate any new need 

that may arise. 

These needs are identified through questionnaires sent 

to schools and also through heads and advisers own perceptions 

of schools. Centre activities are made known to teachers 

through termly brochures sent to heads and a weekly bulletin 

which deals with all educational matters. The Centre is 

clearly very closely linked with schools in the area, which 

is one where teachers do not travel far to attend courses, 

a maximum of ten miles. 

Factors identified by the Warden that deter some teachers 

from attending the Centre are: timing of courses; irrelevance 

of courses; family commitments. To attract more teachers the 

Warden advises that relevance to the classroom should always 

be a priority. 

In this case there is an acute need for more space, as 

well as for funds additional to the LEA allocation. The 

Warden considers that the benefits teachers derive from this 

cenaejustify the amount of money spent on it and is convinced 

of the key role of Teachers' Centres in INSET. He urges 

communities without centres to develop them, but does not 

agree with the facilities being available to non-teachers. 
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iv) Case Study 4 

The 'Director' here, as the leader is called, holds a 

mastemdegree in education and taught English for eleven 

years. 

His role is defined in the constitution adapted in 1979. 

As well as being responsible for the day to day running of 

the centre, he is also responsible for advising on INSET. 

The rationale underlying the Teachers' Centre Movement in his 

view, is that adults should be given an opportunity to have 

a large say in the nature of their education because they 

learn most under such conditions. In his centre, he has 

achieved this objective by simply giving teachers a relatively 

free hand. 

This centre provides both workshop and INSET courses, 

which the Director, like his counterparts in the three other 

centres in this study, -sees as much more relevant to the 

needs of teachers than are the offerings of tertiary insti

tutions. A variety of 'subjects' are offered including: 

new curricula; new methodology; classroom organisation; 

instruction in respect of utilising technical equipment. A 

combination of both solution-centred and problem-centred 

Approaches is employed. The programmes is drawn up on the 

basis of a consensus between Director, teachers and LEA 

advisers: the main criterion being teachers' interest. 

Teachers' needs are identified through meetings of 

teachers' representatives in schools and also through Director's 

visits to schools. Centre activities are made known to 

teachers through termly brochures sent to headteachers and 

posters sent to schools twice a term. 
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This centre is very closely linked with schools in its 

area, and the Director has helped in running some school

focused INSET. Most teachers in the area have utilised the 

facilities of the centre but some are deterred by so-called 

irrelevance of courses and family commitments. Schools need 

to be able to identify their own in-service needs more 

actively and accurately, and therefore to be frequently 

reminded of the centre's potential to assist them. 

The budget in this case is £65,000 per year for the 

running of the centre and the college in which it is housed 

provides the remaining 45 per cent of the cost. The centre 

generates additional funds from the sale of goods. 

The Director here strongly believes in the Teachers' 

Centre ~ovement, and urges any community without a centre to 

develop one without delay. He also believes in such centres 

being made available to non-teachers, within locally agreed 

limits. 

B. Advisers' Responses 

Interviews were conducted with the Chief Advisers 

responsible for INSET in the areas concerned. As with the 

Wardens, an open-ended interview schedule was drawn up to 

collect information about the funding of in-service education 

and training in general, including school-focused INSET, 

induction year courses, and teachers' centres courses in their 

respective LEAs. In this section, only the replies to 

questions relating to the funding and operation of teachers' 

centres witl be considered. 
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i) Adviser 1 

At present, the County of North Yorkshire has twelve 

teachers' centres plus a residential in-service college. 

These centres vary from small, unmanned units to large well

equipped centres with staffing. 

According to this adviser, the major costs in running 

teachers' centres are those relating" ~o staffing and teacher 

replacements. In general, there is no charge for teachers 

attending teachers' centres courses and activities, except in 

the residential in-service centre where the proportion of the 

costs due to residence are borne by the teachers attending. 

This is subsidised and represents about a quarter of the real 

cost of subsistence. As an example, the cost in 1986, to the 

teacher, would be about £9 for a weekend. 

The Chief Adviser justified the financial outlay involved 

with a strong belief in the professional value of such 

facilities, stressing the accessibility of local resourses 

like these. 

ii) Adviser 2 

The Humberside Local Education Authority runs three 

major teachers' centres with full-time staff, and four minor 

centres with part-time staff. The minor centres consist of 

single rooms and are actually designated 'in-service centres' 

rather than teachers' centres. They are, however, well

furnished and equipped and are out in the country areas. This 

adviser identifies the same categories of cost as did Adviser 1, 

estimating salary costs to be about 50 per cent of the total. 

There is no charge for teachers attending teachers' centre 

courses and activities, and no attempts by centres to raise 
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money through sale of goods or services such as teaching aids, 

photocopying audio-visual items, although charges are made out 

of cost to non-INSET users. He justified spending so much 

money on the running of teachers' centres by asserting their 

centrality in respect of INSET. He argued that if teachers' 

centres were excluded from the INSET structure, the LEA would 

still have to spend just as much money on providing support 

facilities in a more diffused and less accessible form. He 

supports the teachers' preference for a neutral place where 

they and indeed non-teachers can meet and discuss educational 

issues as well as utilising practical facilities. 

c. Teachers' Responses 

The first sub-section below, deals with the frequency 

distribution and percentage of the total sample to the 

questions, and the second shows respondents' replies in 

relation to variables of age, sex, marital status, type of 

current school, and qualifications held. The format in both 

sub-sections is that of tables and figures with a brief 

textual description. This is standard procedure in the 

presentation of empirical evidence of this kind. 

The full results of the survey comprise Appendix 38. 

In this sub-section the frequency distribution and percentage 

of the total sample by the variables and the replies of the 

respondents to all twenty-one questions are presented in 

tabular form. 
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TABLE 4 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF SAMPLE 

BY TEACHERS' CENTRE (VARIABLE I) 

VALUE 

1 

2 

3 

4 

TEACHERS' CENTRE 

TEACHERS' CENTRE 1 

TEACHERS' CENTRE 2 

TEACHERS' CENTRE 3 

TEACHERS' CENTRE 4 

TOTAL 

FREQUENCY(N) PERCENTAGE(%) 

46 28.0 

38 23.2 

32 19.5 

48 29.3 

164 100.0 

Forty-six teachers (28.0%) of the total of one hundred 

and sixty-four teachers came from Teachers' Centre 1, thirty

eight (23.2%) came from Teachers' Centre 2, thirty-two (19.5%) 

from Teachers' Centre 3 and the remaining forty-eight (29.3%) 

were drawn from Teachers' Centre 4. 

VALUE 

1 

2 

TABLE 5 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF 

SAMPLE BY SEX (VARIABLE 2) 

SEX 

MALE 

FEMALE 

TOTAL 

FREQUENCY(N) 

48 

116 

164 

PERCENTAGE(%) 

29.3 

70.7 

100.0 
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Out of the total of one hundred and sixty-four teachers 

who responded to the questionnaire, forty-eight (29.3%) were 

males and one hundred and sixteen (70.7%) were females. 

VALUE 

1 

2 

3 

4 

5 

6 

7 

TABLE 6 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF 

Sf\!-1PLE BY AGE (VARIABLE 3) 

AGE FREQUENCY(N) 

20 - 25 8 

26 - 30 11 

31 - 35 36 

36 - 40 46 

41 - 45 24 

46 - 50 29 

OVER 50 10 

TOTAL 164 

FERCENTAGE(%) 

4.9 

6.7 

22.0 

28.0 

14.6 

17.7 

6.1 

100.0 

Eight (4.9%) teachers of the total of one hundred and 

sixty-four were aged between twenty and twenty-five, eleven~ 

~6.7%) were between the ages of twenty-six and thirty, thirty

six (22 .O~;) fell into the age group of thirty-one to thirty

five, forty-six of them (28.0%r were aged between thirty-six 

and forty, twenty-four teachers (14.6%) were between the ages 

of forty-one and forty-five, while twenty-nine teachers which 

formed (17.7~) of the total were between forty-six and fifty 

years of age and the remaining ten respondents (6.1%) were 

over fifty. 
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TABLE 7 

FREQUENCY DISTRIBUTION AND FERCENTAGE OF 

SN>1FLE BY MARITAL STATUS (VARIABLE 4) 

tv'ARITAL STATUS FREQUENCY(N) 

SINGLE 26 

HARRIED 126 

.~NY OTHER 12 

TOTAL 164 

PERCENTAGE(%) 

15.9 

76.8 

7.3 

100.0 

Twenty-six of the respondents (15.9%) were single, and 

one hundred and twenty-six were married, while the remaining 

twelve (7.3%) were either divorced or separated, categorised 

as 'ANY OTHER' • 

TABLE 8 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF' SAMPLE BY 

HIGHEST QUALIFICATION HELD (VARIABLE 5) 

VALUE HIGHEST QUALIFICATION HELD FR EQUENCY ( N) r- ERCENTAGE (%) 

1 TEACHERS' CERTIFICATE 82 50.0 

2 B.ED 38 23.2 

3 S.A 18 11.0 

4 S.Sc 1 0.6 

5. PGCE/PGDE 10 6.1 

6 ADVANCED DIPLOMA 8 4.9 

7 MASTERS DEGREE 6 3.7 

8 Ph.D 1 0.6 

TOTAL 164 100.0 
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Eighty-two respondents (50.0%) had a Teachers' Certificate, 

thirty-eight (23.2%) held a B Ed, eighteen (11.0%) possessed 

a B.A, one respondent (0.6%) had a B.Se, ten teachers (6.F.;) 

held a FGCE/PGDE, eight respondents (4.9%) had Advanced 

Diploma, while six (3.7";;) had a Masters degree and the 

remaining one respondent(0.6~) possessed a Ph.D. 

TABLE 9 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF S~.J<PLE BY 

TEACHING EXPERIENCE (VARIABLE 6) 

VALUE TEACHING EXPERIENCE FREQUENCY(N) FERCENTAGE(%) 

1 UNDER NO YEARS 3 1.8 

2 2 - 5 YEARS 10 6.1 

3 5 YEARS 3 1.8 

4 5 - 10 YEARS 41 25.0 

5 OVER 10 YEARS 107 65.2 

TOTAL 164 100.0 

The distribution of respondents in relation to their 

teaching experience shows that three teachers (1.8%) of the 

total of one hundred and sixty-four sampled have taught for 

under two years, ten (6.1%) have done so for between two and 

five years, a further three teachers (1.8%) have been teaching 

for five years, while forty-one (25.0%) have taught for between 

five and ten years, and the remaining one hundred and seven 

of them (65.2%) have taught for over ten years. 
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TABLE 10 

F'RF,QUENCY DISTRIBUTION AND PERCENTAGE OF' S~1'-fFLE BY 

TYPE OF' SCHOOL (VARIABLE 7) 

VALUE TYPE OF' SCHOOL FREQUENCY(N) FERCENTAGE(%) 

1 INFANT 29 17.7 

2 F'RH1ARY 47 28.7 

3 SPECIAL 8 4.9 

4 JUNIOR/MIDDCE 40 24.4 

5 SECONDARY 40 24.4 

Twenty-nine (17.7%) of them taught in infant schools, forty

seven (28.7%) in primary schools, eight (4.9%) took care of 

handicapped children in special schools and forty teachers 

(24.4%) taught in junior/middle schools while the remaining 

forty (24.4%) taught in secondary schools. 

TABL,E 1 t 

F'REQUENCY DISTRIBUTION AND PERCENTAGE OF' SAMPLE BY 

FOSITION HELD IN SCHOOL (VARIABLE 8) 

VALUE POSITION HELD IN SCHOOL FREQUENCY(N) PERCENTAGE(%) 

1 HEAD 8 4.9 

2 HEAD OF' DEFT/DEPUTY HEAD 19 11.6 

3 SCALE 1 43 26.2 

4 SCALE 2 66 40.2 

5 SCALE 3 21 12.8 

6 SCALE 4 7 4.3 

TOTAL 164 100.0 
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Eight (4.9%) teachers were head teachers, Binet~en (11.6%) 

were either head of department or deputy heads, forty-three 

(26.2%) were on scale 1, a further sixty-six (40.2~) on scale 2, 

while twenty-one (12.8%) were on scale 3, and the remaining 

seven (4.3%) were scale 4 teachers. 

• • • • • • • • • • • • • • • • • • • • • • 

ii) Presentation of Resoonses 

The replies of all the 164 res~ondents to the twenty-one 

questions are presented in tabular form to show the frequency 

and percentage of response. 

TABLE 12 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 1 

QUESTION 1 

Advocates for teachers' centres stress that the kind of learning 

teachers need and want to do can best occur in an atmosphere 

which is inviting, hospitable, supportive and non-evaluative. 

How much do you agree with this? 

VALUE 

1 

2 

3 

4 

5 

RESPONSE RUBRIC 

AGREE VERY STRONGLY 

AGREE STRONGLY 

OON 'T KNOt" 

DISAGREE 

DISAGREE STONGLY 

TOTAL 

FREQUENCY (N) 

92 

67 

4 

1 

164 

PERCENTAGE(%) 

56.1 

40.9 

2.4 

0.6 

100.0 
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Ninety-two respondents (56.1%) agree very strongly with 

the above statement, sixty-seven (40.9%) agree strongly, four 

(2.4%) did not know, and one respondent (0.6%) disagreed, 

whild nobody disagreed strongly. 

TABLE 13 

FREOUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 2 

QUESTI()N 2 

Has ~ teachers' centre provided ~ op~ortunity for you? 

VALUE 

1 

2 

3 

4 

RESPONSE RUBRIC 

YES 

NO 

NOT SURE 

ANY OTHER 

TOTAL 

FREQUENCY(N} 

143 

5 

15 

1 

164 

PERCENTAGE(%) 

87.2 

3.0 

9.1 

0.6 

100.0 

One hundred and forty-three respondents (87.2%) think 

that their teachers' centre has provided them the opportunity 

to have the kind of learning they desired. However, five 

(3.0%) were negative and a further fifteen (9.1%) were not 

sure while the remaining one person (0.6%) under the 'ANY 

OTHER' rubric stated that she was happy with the support from 

her centre. 
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TABLE 14 

FREQUENCY DISTRIBUTI0N OF' RESPONDENTS' REFLIES Tn 0UESTION 3 

QUESTION 3 

How often do you come to the centre? 

VALUE RESPONSE RUBRIC FH-EQUENCY (N) f ERCENTAGE( %) 

1 EV~YDAY 1 0.6 

2 APPROX ONCg EVERY \4JEEK 25 15.2 

3 ONCE HVERY MONTH 90 54.9 

4 ONCE. EVERY TER~ 21 12.8 

5 ONCE EVHRY YEAR 4 2.4 

6 ANY ()THER 23 14.0 

TOTAL 164 100.0 

One person (0.6%) of the total sample of one hundred and 

sixty-four respondents attended centre courses everyday, 

twenty-five (15.2~) attended approximately once every week, 

ninety of them (54.9%) visited the centre once every month, 

and a further twenty-one (12.8%) came to the centre once 

every term. Four respoodents visited once every year, and 

the remaining twenty-three (14.0%) gave various replies such 

as, 'twice a week', 'twice a month', 'once a fortnight', 

'when interested in a course and accepted' under the 'A~Y 

OTHER' response mode. 
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TABLE 15 

rREqUENCY DISTRIBUTION Or RESPONDENTS' REPLIES TO QUESTION 4 

QUESTI('N 4 

How long do you stay on each visit? 

VALUE RESFONSE RUBRIC rREQUENCY(N) PERCENTAGE(%) 

1 HAT~r AN HOUR 4 2.4 

2 ABOUT AN HOUR 10 6.1 

3 1 - 2 HOURS 77 47.0 

4 OVER 2 HOURS 61 37.2 

5 ANY OTHER 12 7.3 

TOTAL 164 100.0 

Eighty-seven respondents (53.1%) stay for about one to 

two hours on each visit, four (2.4%) spend about half an hour 

on each visit, while sixty-one (37.2%) stay for over two 

hours. Twelve respondents (7.3%) gave replies under the 

'ANY 0THF.R' category. These included, 'depends on reason for 

visit - if information only is required, half an hour', 'over 

two hours when on courses','tong courses from one to five days', 

'however long courses run'. 
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TABLE 1.6 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 5 

QUESTION 5 

For how long have you been using this centre? 

VALUE RESP()NSE RUBRIC FREQUENCY(N) FERCENTAGE(%) 

1 UNDER ONE YEAR 16 9.8 

2 1 - 2 YE.'\RS 19 11.6 

3 2 - 5 YEARS 30 18.3 

4 ()VER 5 YEARS 97 59.1 

5 ANY OTHEr~ 2 1.2 

TOTAL 164 100.0 

Sixteen teachers (9.8%) have been using their centre for 

under one year, nineteen (11. 69~) have been doing so for one 

to two years, thirty (18.3%) have used their centre for between 

two and five years and ninety-seven (59.1%) have done so for 

over five years. Two respondents (1.2~) stated under the 

'ANY ()THER' response mode that they have been using their 

teachers' centre for exactly ten years. 
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TABLE 17 

FREQUENCY DISTRIBUTION OF RESPOND~~TS' REFLIES TO QUESTION 6 

QUESTION 6 

At what time of day are most courses and activities held? 

VALUE RESPONSE RUBRIC FREQUENCY(N) f/ERCENTAGE( %) 

1 DURlNG SCH('('lL HOURS 10 6.1 

2 AJ:'TER SCHOOL HOURS 61 37.2 

3 SO~~E DURING AND OTHERS 
APTER SCHOOL HOUR S ~O 54.9 

4 ANY OTHER 3 1.8 

TOTAL 164 100.0 

Ninety teachers (54.9%) recorded that most courses and 

activities are held during and after school hours, sixty-one 

respondents (37.2%) said most courses are held after school 

hours, while ten teachers (6.1%) replied that most courses 

take place during school hours and the remaining three respon

dents (1.8%) stayed neutral under the 'ANY OTHER' response mode. 

TABLE 18 

FREQUF~CY DISTRIBUTION OF RESFONDENTS' REPLIES TO QUESTION 7 

QUESTION 7 

Does the timing of the courses and activities suit you? 

VALUE RESPONSE RUBRIC FREQUENCY (N) PERCENTAGE(%) 

1 YES 68 41.5 

2 NO 8 4.9 

3 SOMETHIES 85 51.8 

4 UNDECIDED 3 1.8 

TOTAL 164 100.0 



269 

Sixty-eight teachers (41.5%) said the timing of courses 

and activities suited them, eighty-five (51.8%) said it suited 

them sometimes, while eight (4.9%) categorically said no, 

and the remaining three were undecided. 

TABLE 19 

FREQUENCY DISTRIBUTION (iF RESFONDENTS' REF'LIES TO QUESTION 8 

QUESTION 8 

How difficult is it for you to attend courses taking place 

during school hours? 

VALUE RESI'ONSE RUBRIC F'REQUENCY(N) FERCENTAGE(%) 

1 EASY 40 24.4 

2 FAIRLY EASY 72 43.9 

3 DIFFICULT 49 29.9 

4 IMPOSSIBLE 2 1.2 

5 ANY OTHER 1 .6 

One hundred and twelve respondents (68.3%) of the total 

reported that it was easy for them to attend courses taking 

place during school hours, fifty (30.5%) however, said this 

was difficult (one of them stating that this difficulty was 

due to L~~ attitude under the 'ANY OTHER' category). Two 

teachers (1.2~) said it was just impossible for them to 

attend such courses. 
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TABLE 20 

FRE()UENCY DISTRIBUTI0N OF RESI-ONDENTS' REt-LIES TO QUESTION 9 

QUESTION 9 

Is there a planned programme in your school enabling teachers 

to attend teachers' centre activities? 

VALUE 

1 

2 

3 

RESFONSE RUBRIC 

YES 

NO 

DON'T KNON 

TOTAL 

FREQUENCY(N) 

40 

113 

11 

164 

PERCENTAGE ( %) 

24.4 

68.9 

6.7 

100.0 

Forty teachers (24.4%) said there was a planned programme 

in their school enabling them to attend centre activities, one 

hundred and thirteen (68.9%) said there was none and eleven 

(6.7%) did not know. 

TABLE 21 

FREOUENCY DISTRIBUTION OP RESfONDENTS' REPLIES TO QUESTION 10 

OUEST ION 10 

How do you like the idea of non-teachers (e.g. parents, youth 

clubs) attending teachers' centre activities? 

VALUE ~ESP()NSE RUBRIC FREQUENCY(N) F ERCENTAGE( %) 

1 STRONGLY AGREE 20 12.2 

2 AGREE 37 22.6 

3 UNCONCERNED 77 47.0 

4 DISAGREE 29 17.7 

5 STRONGLY DISAGREE 1 0.6 

TOTAL 164 100.0 
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Seventy-seven teachers (47.0%) sampled were unconcerned 

about non-teachers attending teacher centre activities, fifty-

seven (34.8%) on the other hand, agreed with the idea, twenty 

of them (12.2%) doing so strongly. Twenty-nine (17.7~) 

disagreed and one respondent (0.6%) disagreed strongly. 

TABLE 22 

FREQUENCY DISTRIBUTION OF RESrONDENTS' REFLIES TO QUESTIOIIJ 11 

QUESTIC'N 11 

Which of the following services offered by the teachers' centre 

do you use most? 

VALUE RESFONSE RUBRIC FREQUENCY(N) F ERCENTAGE(%) 

1 FROFESSIONAL DEVELOPMENT OF 151 92.1 
TEACHE2S THROUGH IN-SERVICE 
EDUCATION 

2 SUl-PORT SERVICES POR TEACHERS~ 9 5.5 
USING RESOURCES, TECHNICAL 
SERVICES AND EQUIl:MENT 

3 THE ACQUISITION, I RODUCTION, 1 0.6 
A~D DISTRIBUTION OF TEACHING 

RESOURCES 

4 SOCIAL AND RECREATIONAL 1 0.6 
SERVICES FOR TEACHERS 

5 COH~4UNITY INVOLVEMENT IN .,. 
EDUCATION 

6 ANY OTHE.R 2 1.2 

TOTAL 164 100.0 

One hundred and fifty-one teachers (Q2.1%) of the total 

sampled said of the various services offered, they made the 

most use of professional development of teachers through in-

service education; nine others (5.5%) said they made more use 
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of the acquisition, production and distribution of teaching 

resources, one respondent (0.6%) valued social and 

recreational services for teachers the most. Community 

involvement in education as a service offered did not appeal 

to anybody. Two teachers (1.2%) stated other services they 

used most under the 'ANY OTHER' response mode. These were, 

'committee meetings' and 'subject meetings'. 

TABLE 23 

F'REQUE.1\1CY DISTR I BurIaN OF RESPONDENTS' REFLI ES TO QUESTION 12 

QUESTI0:"J 12 

What is the general mode or style of activities? 

VALUE RESPONSE RUBRIC F'REQUENCY(N) F'ERCENTAGE(%) 

1 \-iORKSHOIS 26 15.9 

2 SEl-lI:-.lAR F'ORj\1 6 3.7 

3 P'0H~\;\L LECTURE 5 3.0 

4 A COl-!BINATION OF' 126 76.8 
ALL THE ABOVE 

5 ANY OTHER 1 0.6 

TOT.-\L 164 100.0 

Twenty-six teachers (15.9%) said that activities in the 

centre took the workshop style, six (3.7%) thought activities 

were in seminar form while five (3.0%) said activities took 

the formal lecture style, and one hundred and twenty-six (76.8%) 

said activities took the form of a combination of all the three 

above. One respondent (0.6%) recorded a don't know under the 

'ANY OTHER' category of response. 
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TABLE 24 

FREQUENCY DISTRIBUTION OF RES~ONDENTS' REPLIES TO 0UESTION 13 

QUESTH)N 13 

What type of activities do you like best in the in-service 

education programme? 

VALUE RESPONSE RUBRIC FREQUENCY(N) FERCENTAGE(%) 

1 \oJORKSHOPS 88 53.7 

2 WORKING PARTIES 15 9.1 

3 FORt-1AL LECTUR ES 14 8.5 

4 COURSES 40 24.4 

5 CONFERENCES 1 0.6 

6 SUHf'.1ER SCHOOLS 1 0.6 

7 ANY OTHEQ 4 2.4 

6 DON'T KN(t,.,r 1 0.6 

TOTAL 164 100.0 

Eighty-eight teachers (53.7%) preferred workshops, 

fifteen (9.1%) liked working parties best, and a further 

fourteen (8.5%) said they liked formal lectures best. Forty 

(24.4%) preferred courses, one (0.6%) opted for conferences, 

and another one (0.6%) went for summer schools. Another one 

respondent (0.6%) recorded a 'Don't Know' reply, while the 

remaining four persons (2.4%) stated replies of their own 

under, the '}\NY OTHER' response mode - 'residential courses', 

'subject meetings', 'workshops and lectures'. 
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TABLE 25 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 14 

QUESTION 14 

How relevant are the in-service activities to your daily work 

in the classroom? 

VALUE RESPONSE RUBRIC FREQUENCY(N) FERCENTAGE(%) 

1 VERY RELEVANT 62 37.8 

2 RELEVANT 92 56.1 

3 IRRELEVANT 

4 NOT SURE 10 6.1 

5 ANY OTHER 

TOTAL 164 100.0 

One hundred and fifty-four respondents (93.9%) said 

the in-service activities they attended at their teachers' 

centres were relevant to their daily work in the classroom. 

Sixty-two (37.8%) of these stressed the very relevant nature 

of the courses, ten (6.1%) were not sure of the relevance of 

the courses while no one recorded them being irrelevant. 



TABLE 26 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REFLIES TO QUESTION 15 

QUESTION 15 

Who decides which courses or activities to be run? 

VALUE RESPONSE RUBRIC F'REQUENCY(N) FERCENTAGE( %) 

1 WARDEN (CENTRE 13 7.9 
LEADER) 

2 TEACHERS 2 1.2 

3 JOINT DECISION 73 44.5 
BETI..l/EEN TEACHERS 
AND \vARDEN 

4 LEA STAFF' 19 11.6 

5 IX'lN'T KNo.v 54 32.9 

6 ANY OTHER 3 1.8 

T0TAL 164 100.0 

Thirteen teachers (7.9%) thought the centre leader or 

warden dicided which courses or activities to be run, two 

others (1.2%) felt the decision was made by teachers, and 

seventy-three respondents (44.5%) repled that it was a joint 

decision between teachers and warden. Nineteen (11.6%) felt 

such decisions were taken by the LEA staff and fifty-four 

respondents (32.9%) did not know. The remaiming three 

respondents gave unanticipated answers under the 'ANY OTHER' 

response rubric such as 'INSET COMMITTEE', (made up of teachers 

and warden), 'a combination of 1, 2, 3, 4'. 
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TABLE 27 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO ~UESTION 16 

QUESTION 16 

Are you involved in the decision making process of !hia 

teachers' centre? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCfu'lTAGE(%) 

1 YES 27 16.5 

2 NO 132 80.5 

3 ANY OTHER 5 3.0 

TOTAL 164 100.0 

Twenty-seven respondents (16.5~) of the sample of one 

hundred and sixty-four said they were involved in the decision 

making process of their centre, while one hundred and thirty-

two (80.5%) said they were not and the remaining five 

respondents (3.0%) gave various answers under the 'ANY OTHER' 

category of response - 'Teachers are asked to make suggestions 

not decisions', 'No, not directly - send ideas as staff via -
representative to planning meetings', 'We have staff members 

of INSET who suggest courses to the centre staff for 

choosing'. 
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TABLE 28 

FREQUENCY DISTRIBUfION OF RESPONDENTS' REFLIES TO QUESTION 17 

QUESTION 17 

Is your ~xp~rtise as a prof~ssional ever utilised to act as 

a lead~r of workshops, working parties or courses? 

VALUE RESPONSE RUBRIC 

1 YES ~ ALivAYS 

2 

3 

4 

YES - SO~ET H1ES 

NEVER 

ANY OTHEI~ 

TOTAL 

FREQUENCY(N) 

58 

103 

3 

164 

FERCENTAGE(%) 

35.4 

62.8 

1.8 

100.0 

Fifty-eight teachers (35.4%) of th~ total sampl~d hav~ 

b~~n used to lead sessions sometimes, one hundred and three 

(62.8%) said they had never been used. Nobody recorded 

being us~d 'always to lead courses or workshops'. Three 

respondents gave additional answers under the 'A~Y OTHER' 

category - 'occasionally', 'infrequently'. 
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TABLE 29 

rREOUa~CY DISTRIBUTION Or REFONDENTS' REPLIES TO QUESTION 18 

QUESTION 18 

Who do you think has the 9reatest influence on centre 

activities? 

VALUE REPONSE RUBRIC FREQUENCY(~) f'ERCENT.-\GE(%) 

1 WARDEN (CENTRE 49 29.9 
LEADER) 

2 LEA ADVISER 33 20.1 

3 TEACHEr~S 45 27.4 

4 OON' T KNor..·: 34 20.7 

5 ANY OTHER 3 1.8 

TOTAL 164 100.0 

rorty-nine (29.9%) thought the warden had the most 

influence, thirty-three (20.1%) thought the LEA Adviser, 

while forty-five (27.4%) felt teachers had the greatest 

influence. Thirty-four (20.7%) did not know, and three 

(1.8%) respondents answered 'Committee' under the 'ANY 

OTHER' response mode. 
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TABLE 30 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO nUESTION 19 

QUESTION 19 

How were you first made aware of activities at ~ centre? 

Vt\'.,UE R ESFO!'.TSE RUBR IC F'REQUENCY(N) FERCSNTAGE(%) 

1 THROUGH LEA ADVISER 12 7.3 

2 THROUGH THE 5 3.0 
PROFESSIONAL TUTOR IN 
~1Y SCHOOL 

3 THROUGH A COLLE.-\GUE 20 12.2 

4 THROUGH 1\ CIRCULAR 119 72.6 
SENT BY THE \vARDEN 
Tn SCHOOLS 

5 ANY OTHER 8 4.9 

TOTAL 164 100.0 

Twelve respondents (7.3%) were first made aware of 

activities at their centre through the LEA Advisepi five (3.0%) 

others were informed through the professional tutor in their 

school. Twenty (12.2%) got the information through a 

colleague and the majority of them, one hundred and nineteen 

(72.6%) were made aware through a circular sent to their 

schools by the warden. The remaining eight persons (4.9%) 

gave answers of their own under the 'ANY OTHER' response 

rubric - 'Always been aware but can't specify when and how', 

'PSD support team', 'Probationer's meeting', 'LEA circulars', 

'Through the College~s R.E. centre'. 
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TABLE 31 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REIJLIES TO QUESTION 20 

QUESTION 20 

How easily do you think you could obtain access to the various 

activities and services elsewhere? 

VALUE REFONSE RUBRIC FREQUENCY(N) PERCENTAGE(%) 

1 VERY EASILY 4 2.4 

2 EASILY 27 16.5 

3 DIPPICULT 127 77.4 

4 un"OSSI sr ... E 5 3.0 

5 A~Y OTHER 1 0.6 

TOTAL 164 100.0 

Thirty-one respondents (18.9%) felt they would have 

obtained access easily to the various activities and services 

elsewhere. Pour of these (2.4%) stated 'VERY EASILY' while 

for one hundred and twenty-seven others (77.4%) it would 

have been difficult and for five (3.0%) respondents it was 

impossible. One respondent (0.6%) recorded a 'Don't Know' 

rep ly under the ',\NY OTHER' response mode. 
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T.'\BLE 32 

F'REOU~NCY DISTRIBUTION OF' RESPONDENTS' REPLIES TO QUESTION 21 

QUESTION 21 

\"hat woulci you miss most if the centre were not there? 

VALUS RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE(%) 

1 NOTHING 1 0.6 

2 EQUIPf-IENT AND 9 5.5 
RESOURCES 

3 MEETING OTHER TEACHERS 16 9.8 
I N SOC I AL AT~IOSP HER E 

4 ADVICE AND SUPPORT 8 4.9 
RECEIVED FROtv! CENTRE 
STAF'F 

5 Ol'PORTUNITY TO HAVE 130 79.3 
FROF'ESSIONAL 
DEVELOH1ENT 

6 .I\NY OTHER 

TOTAL 164 100.0 

One hundred and thirty respondents (79.3%) said they would 

miss most the opportunity to have professional development if 

the cente were not there. Sixteen (9.8%) would miss meeting 

other teachers in a social atmosphere, eight (4.9%) would miss 

advice and support received from centre staff, while nine (5.5%) 

would miss the equipment and resources most. The remaining 

respondent (0.6%) said whe would not miss anything. 

• • • • • • • • • • • • • • • • • • • • • • 
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D. An Account of Activities and Courses Undertaken at 

Case Study Centres 

Apart from using questionnaires and interviews to elicit 

information from subjects, the writer also sat in on courses 

and activities as a full participant observer at each of the 

teachers' centres. The wealth of information collected by 

this method was very valuable and was meant to supplement that 

obtained by other means. A description of a typical week of 

activities and courses at each of the case study centres 

attended by the writer is given below. 

i) Case Study Centre 1 

A two day course on 'Active Learning Strategies' was 

organised for secondary school teachers. The general aims 

of the course were to extend the experience of active learning 

strategies of the teachers involved and to look at training 

styles designed to involve teachers in their own in-service 

education. 

The course was run on participatory and interactive lines 

with more time and attention to processing of the activities 

and led by four course tutors. The course tutors used the first 

one hour to introduce the course and created a climate for 

learning. There were structured conversations. After a thirty

minute coffee break, teachers were involved in the second 

session in communication exercises and specific listening 

skills. There was a lunch break after which discussions WQre 

held in groups. A fifteen minute tea break followed and during 

the last one and a half hours the whole group listened to a 

lecture on techniques for promoting discussion and dealing with 

difficult topics. 
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The second day of the course ran on similar lines, where 

teachers attended a lecture on the introductory activities and 

the use of information groups for the first one hour, a coffee 

break, another lecture on curriculum application of active 

learning processes, lunch break, after lunch group discussions, 

anotheT tea break and final whole group discussion in seminar 

form on planning active learning sessions and one to one 

support skills. The course ended at 4.30 pm on the second day, 

attended by forty teachers each day in the main discussion 

room of the centre. 

A craft, design and technology course making a 
s . 

chasl.s ,. 
was organised for primary school teachers during the week. 

This course was led by two college lecturers in the discussion 

room of the centre from 4.30 pm to 6.30 pm. The mode of 

instruction for the first one hour was lecture type where 

course tutors demonstrated the various components of materials 

for the exercise. For the next thirty minutes teachers worked 
s 

individually to construct a chasis. After a fifteen minute 
A 

coffee break, there was a whole group discussion about the 

outcome of what teachers had constructed, explaining concepts 
s . 

such as why some chasl.s were travelling a much longer distance 
" 

than others. Six out of the expected eight teachers turned up. 

Later on that same evening there was a two hour course 

on data basis using the computer in the computer room, led by 

a teacher adviser seconded to the centre. After the introductory 

lecture on the parts and functions of the computer, participants 

were divided into groups for practical exercises. Acomplete 

manual of the computer programme was given to each teacher to 

work with. All 25 expected teachers attended the course at 
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the end of which most were able to feed information into the 

computer. 

A support course for teachers involved in the multicultural 

education twinning scheme embarked upon by the county and a 

neighbouring one was scheduled for the last two days of the 

week. It was aimed at both primary and secondary school 

teachers. This course on both days was held in the main 

discussion room of the centre and led by three course tutors -

one English and drama adviser with special interest in multi

cultural education including anti-racist strategies, and two 

peripatetic English as a Second Language teachers. The course 

started on both days at 9.00 in the morning and ran through 

to 3.30 pm. The general mode of instruction was a combination 

of lecture where course tutors introduced the aims and objectives 

and theoretical background of the course and practical workshop 

exercises where participants worked in groups. Such group 

discussions included teachers' concepts of words such as 

'Bradford' and preconceived impressions people have of pictUltes. 

Slides and videos on the multicultural theme were shown on 

both days. Coffee, tea and lunch were available free of charge 

for the twenty participants. 

ii) Case Study Centre 2 

A week at Case Study Centre 2 shows a variety of activities 

undertaken by both teachers and non-teachers. This particular 

week was dev~ted to a course embarked upon by the county. It 

is part of the massive in-service plan to prepare teachers in 

the county's schools for the complete re-organisation of 

schooling - present age group of pupils are 5-9 primary school, 

9-13 junior high school/middle school, 13-18 senior high. 
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Proposed new age groups are 5-11 primary, 11-16 secondary 

and 16-18 sixth form colleges. The writer joined the scale 

three teachers groups comprising of forty middle and secondary 

school teachers. Different aspects of the ro-organisation as 

it affects schools and teachers were discussed on different 

days. The course was led by an adviser with the LEA in the 

secondary sector and two teachers seconded to the centre. 

Method of instruction was a combination of lecture, seminar, 

workshop and group work. A similar programme was drawn up 

for each day showing the general pattern of events (see 

Appendix ~~). On each day, courses started at 9.00 am and 

finished at 4.00 pm with coffee/tea breaks before and after 

lunch, which were free of charge for participants. Topics 

discussed included aims·of education, record of achievement, 

assessment, issues of continuity between primary and secondary 

phases, primary curriculum, aspects of curriculum planning and 

practice in the early years of 11-16 school. The national 

curriculum and special educational needs were also discussed. 

These topics were evenly and sequencially arranged so that each 

day had a full programme, and connected with each other. Forty 

teachers attended this course. 

Apart from such organised formal courses, the centre waS 

used for other activities. These include;meetings of professional 

associations such as the National Association of School Masters 

and Union of Women Teachers (NAS/UWT), regional branch of the 

NUT, teachers' centres wardens, National Association of Remedial 

Education (NARE) advisory team, National Association of Teachers 

of Home Economics (NATHE), National Association of Head Teachers 

(NAHT). 
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There was also a host of meetings of working parties 

such as, Nature Areas Working Farties, Educati<Jn Policy 

Working Group, Standing Conference on the Curriculum, County 

Consultative INSET Committee etc., Association of subject 

teachers for example, Maths in the Environment, Cambridge 

History Project also made use of the centre for their meetings 

and discussions. 

Teachers came in and out of the centre all week for 

different reasons such as photocopying, seeking information 

on particular courses and borrowing video tapes. 

Use of the centre was not limited to teachers alone. Non

teachers like the Youth Service Advisory Group also made use 

of it. The football pitch, cricket field and gymnasium were 

hired to people from the community on Saturdays. 

iii} Case Study Centre 3 

The computer centre of Case Study Centre 3 is quite a 

busy place. An average of six schools make use of it every 

day. These vary from infant schools to middle schools to 

secondary schools. While 7 - 8 year olds from an infant 

school used the computer for adventure games, 14 year olds 

from a secondary school used it for programming, 'A' level 

students for word processing. 

A variety of courses and activities were held at the 

centre between the working hours of 9.00 am and 5.00 pm. 

(See Appendix 4-J) }, On some days the centre was open unti I 

9.00 pm depending on demand without administrative staff but 

the caretaker. 

During the week in observation, the writer endeavoured to 

attend all courses and activities irrespective of subject or 
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type of school. It was however, very difficult to gain 

access to attend meetings of groups such as were too private. 

Courses took place at different times and in some cases ran 

concurrently in different rooms. There was therefore, no 

general pattern of events such as recorded in centre 2, so a 

description of an account of what happened each day as outlined 

for case study centre 4 would be most appropriate. 

On the first day, there was an advisers' meeting in the 

morning attended by 10 advisers, from 9.30 am to 1.00 pm with 

coffee and lunch breaks. Three different courses were held 

at the same time in different rooms from 4.30 pm to 6.00 pm. 

One was the first of a course of six sessions on drama in 

orimary and middle schools which disucssed how to develop the 

use of drama as a medium of learning across the curriculum, 

led by an adviser from the LEA and attended by ten teachers. 

The second was a French course for teachers of 5 - 6 year old 

pupils. All expected eight teachers turned up. The third 

was a home economics course for middle school teachers which 

considered the aims and place of home economics in the middle 

school curriculum, with particular emphasis on learning, 

continuity of pupils' cross curricular links and aspects of 

nutrition and food, home and family, and textiles. 

During the one and a half hours of each of the courses 

outlined above, course tutors used a combination of lecture, 

seminar, and group work as their modes of instruction. There 

was a tea break:in each group. 

A one day INSET dance course was held on the second day 

from 9.30 am to 4.00 pm in the main hall of the centre. 

Course tutors used projectors, slides and videos as teaching 
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aids, and participants took active part working in groups. 

This course was attended by fifteen teachers. 

Another one day introductory course for foreign assistant 

teachers was held at the same time in a different room. Twenty 

French and German assistant teachers were introduced to the 

practical and administrative aspects of the assistant's work 

and the general aims of education in the county they were in. 

The course was led by two advisory teachers from the education 

office. 

A half day course for 30 maths ,teachers of 5 - 8 year old 

pupils was held from 9.00 am to 1.30 pm. Teachers worked with 

calculators in groups discussing its varied uses. This course 

was led by two maths advisory teachers. 

A religious education support group held a meeting at the 

centre from 4.30 pm to 6.00 pm. 

The third day started at 9.00 am with a half day course 

for twenty-one mathematics teachers of 9 - 13 year old pupils, 

led by the same tutors that ran the 5 - 8 year old maths 

teachers' course, and took the same pattern of instruction 

where teachers worked in groups with calculators trying to 

find out'how the calculator could be used to predict patterns. 

A one day induction course for eighty-five probationary 

teachers scheduled to take place from 9.00 am to 4.00 pm, was 

postponed. After lunch from 1.30 pm to 4.00 pm there was a 

course on health education for 20 teachers of first schools. 

It was held in a seminar form led by two course tutors from 

the Health Authority Advisory Team. There was a tea break in 

between sessions. 

The last event for the third day was a meeting of the 
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National Association of Remedial Education (NARE) from 

7.00 pm to 9.00 pm in the main hall o~ the centre. 

Thirty newly appointed heads in the area where the centre 

is situated, held a one day meeting from 9.00 am to 4.00 pm 

with coffee and lunch breaks. During the same time in a 

different room, there was a meeting of the training group of 

the NAS/UWT attended by twenty members. A French class for 

infant teachers was scheduled between 1.00 pm and 4.00 pm. 

This was led by an adviser from the education office and 

attended by twenty teachers. 

Both the dance and technical preparation sessions 

scheduled for the following day were cancelled due to poor 

response from intending participants. 

iv) Case Study Centre 4 

A week at case study centre 4 shows the varied nature 

of courses and activities mounted in a teachers' centre. 

On the first day of the week, the writer attended a 

two-hour course on 'Electricity and Magnetism' in the evening 

from 4.30 pm - 6.30 pm. This course was aimed at primary 

school teachers and held in a primary school. It was led by 

a college lecturer from the College of Further Education with 

which the centre shares premises and resources. There was a 

combination of modes of instruction. For the first forty-five 

minutes, lecture style was used to demonstrate the various 

components of materials for the exercise with the aid of over

head projectors, after which the group broke off for coffee 

for fifteen minutes. For the next three quarters of an hour, 

teachers worked in groups involved in practical exercises 

making switches, light circuits, torches, buzzer games, tilt 
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switches, soldering iron, crocodile clips, battery leads, 

bulb holder leads, connecting leads and working with magnets. 

Twenty-eight of the expected thirty teachers turned up. The 

remaining two sent their apologies for not being able to 

attend because of unexpected family commitments. 

A second course was mounted later in the evening between 

7.00 pm and 8.00 pm - 'Observation of Children Learning and 

Teachers' Strategies in Response'. This course was planned 

to run for ten sessions of one hour duration per session, and 

aimed at primary school teachers. It was led by a lecturer 

from the College of Further Education, in the main discussion 

room of the centre. The general mode of instruction was in 

the form of a seminar with a leader speaker. For the first 

thirty minutes, there was a general discussion with the whole 

group introducing the topic and objectives of the course. 

A ten minute coffee break followed after which participants 

had further discussions in smaller groups for another twenty 

minutes. Teachers took very active part in the discussions 

relating how they had been observing children learning and 

how relevant this had been in making them more aware of their 

pupils. Fourteen out of the sixteen expected teachers attended. 

A course on 'Measurement' for primary school teachers 

was held in the main discussion room of the centre, on the 

second day from 8.00 pm to 9.00 pm, and led by a college 

lecturer and a primary head teacher. This course considered 

certain scientific concepts of measurement e.g. weight, volume, 

temperature, time and the way that in t~e primary curriculum 

these arise or are ~ntroduced and developed. There were 

considerations of different instruments for measuring:- how, 
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why and when they are used. Teachers worked in workshop form 

in pairs for the first thirty minutes. After a ten minute 

coffee break, the last twenty minutes was open to discussion 

of the whole group on the relevance of the course. 

The concluding part of the course was scheduled for the 

next term which was to consider how the concepts of teachers 

and pupils differ and the extent to which such differences 

are acceptable. 

There were a series of meetings consisting of a 

consideration of aspects of music in the early years. It 

was intended that these sessions would be of practical 

interest to atl infant teachers and particularly to heads 

of infant departments to help them, musical or not, to make 

music a regular feature in the life of their classes. The 

first session, 'First Experiences in Music' consisted of a 

practical workshop session showing clearly and simply how to 

make glockenspiels, chime bars, and xylophones in the classroom 
~ 

as an accompaniment to a wide rep~toire of songs with top 

infants and lower juniors. The course tutor who was a music 

teacher from a local secondary school, produced a comprehensive 

'teacher pack' for use in the classroom. The course was held 

in the main discussion room of the centre and attended by 23 

teachers. 

The last two sessions on 'Music with Young Children' 

were scheduled for the next two weeks. These were to look 

into the development of rhythmic perception and language, and 

preparation for teaching the recorder. 

A course on the creative use of yarn was mounted on 

the fourth day to help teachers of the upper primary and lower 
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secondary school age range who are interested in broadening 

the range of practical activities in textiles and in 

particular, the creative uses of yarn in knitting, crochet 

and weaving. This course was intended to last through five 

weeks - once every Thursday from 7.00 pm to 9.00 pm. The 

first of these sessions involved both lecture and practical 

exercises. Teachers received a lecture on the various uses 

of the materials available (yarn, wool, crochet pins, 

cardboards) for the first one hour. At the end of a fifteen 

minutes coffee break, teachers worked individually with 

samples of yarn, ends of balls of knitting, knitting pins, 

crochet hooks, and cardboard making patterns. Farticipants 

including the writer, produced some lovely mounted knitted 

work. This practical session lasted forty-five minutes. All 

sixteen expected female teachers attended. The course was 

held in the working room of the centre and led by an LEA 

Adviser. 

A sessional course mounted for primary school teachers 

interested in exploring designing and making as a classroom 

activity was run by the centre on the last day of the week of 

observation. Its aim was to develop confidence in the use of 

some simple construction techniques using resistant materials. 

The course was geographically based outside the centre at a 

junior school and was planned for ten sessions of two hours' 

duration. This particular session was the fifth and was led 

by two college lecturers. There was a short introduction of 

the topic by the course leaders after which the whole evening 

was used by teachers in making models of simple machines such 

as pulleys. During this time there was a fifteen minute coffee 
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break. These models were made to move, creating opportunities 

for measuring, calculating and describing. All twenty 

expected te~chers turned up. 

Apart from organised courses for teachers, as outlined 

in the account, the teachers' centre was also used for 

meetings of various groups, for example headteachers, the 

INSET committee, during the week outlined. 

8.4 Interpretation of Findings 

Four teachers' centres were studied for this piece of 

work. Each was fairly represented to have a balanced result 

of what the researcher wanted to know about teachers' centres 

from the teachers who attend them. 

Analysis of the background information of the centres 

showed that each centre was different from the other in terms 

of situation and type-of accommodation, but in general they 

were situated in urban areas occupying mainly unadapted 

buildings. 

Two of the teachers' centres in the present study shared 

accommodation with other services while the other two were 

the sole occupiers of their buildings. This observation was 

also made by the National Survey when it found out that forty

three per cent of centres were in shared accommodation, a few 

in purpose built and the rest in non-purpose built houses. 1 

Centre leaders in the National Survey said the advantages 

such as sharing of heating, caretaking, security, use of 

pupils for in-service demonstration and use of library 

1. Weindling, D., Reid, I.M., and Davis, F. (1983), Ope cit. 
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outweighed the disadvantages. Wardens in the present study 

in shared accommodation have similar views as they shared 

car parks, dining rooms, use college rooms in the evenings, 

and college lecturers to lead sessions. 

The study revealed that all the centres studied were 

established in the 1960s in direct response to the development 

of the Nuffield Mathematics and Science Frojects. 

All centres studied were multipurpose, serving a large 

number of teachers from primary, middle, junior, secondary, 

special and tertiary schools in the areas where they are 

situated. 

The National Survey found out that out of the 485 centres 

studied, one hundred were specialist centres and 385 were 

multipurpose centres covering all areas of curriculum. 1 

2 
The National Union of Teachers' Survey also revealed the 

presence of more multipurpose centres. This indicates that 

approximately one in four centres in the country is a 

specialist one. It is no wonder then that all four centres 

selected at random for this study are multipurpose. However, 

it must be added here that there was a specialist unit in 

Centre 2 on remedial education, catering for the needs of 

children with reading and learning difficulties in the county 

authority. 

Three of 'the ce~tres in the present study were governed by a 

1. Weindling, D., Reid, I.M., (1983), Ope cit., p. 163. 

2. NUT (lQ72), Ope cit. 
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constitution. In contrast to this, the National Union of 

Teachers' Survey revealed that a high proportion of centres 

had no constitution governing them. 

Centres provide a considerable amount of equipment, 

resources, and various services to teachers such as photo

copying, transparency making, large case embossing, slide 

copying, micrograph printing, electronic stencil cutters, 

audio-visual aids - video, television, cameras, tape recorders, 

and computer terminals; a wide range of educational tapes, 

and in the case of Centre 3, there was even a well stocked 

educational library. 

Courses provided in centres were non-award bearing. 

This agrees with both documentary sources and research by the 

National Survey of 1983. The provision of short non-award 

bearing courses was seen as the major role of teachers' 

centres. The study revealed the complete dominance of 

males as wardens; who have been teachers with posts of 

responsibilities in their schools prior to becoming wardens. 

The National Survey team also found out that most wardens 

had taught for a number of years and held senior positions 

in schools. 

Both the present study and the National Survey confirmed 

that wardens receive little or no training at all to enable 

them to acquire the wide range of skills required in their 

new role. 

Wardens in the present survey saw their roles as being 

very diverse, describing themselves as 'facilitator', 

'supporter', 'co-ordinator' and 'liaison officer'. These 
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compare with the descriptions given by wardens in the 

National Survey - 'organisers', 'providers', 'facilitators', 

'communicators'. Bolam
1 

also discovered that leaders were 

confused as to what their role should be and how they were 

to go about it. This was also confirmed by the NUT Survey. 

Wardens also had different views of the rationale of the 

Teachers' Centre Movement. 

Local Education Authorities were found to be quite 

generous in the funding of teachers' centres in their local 

areas. All four wardens and the two Chief Advisers interviewed 

for the study believe that the amount of money spent on 

running teachers' centres is justified by the benefits 

teachers derive from the courses offered by teachers' centres. 

Whereas in the National Survey lack of finance was mentioned 

as a constraining factor in forty-two of the 198 centre 

leaders' replies. In contrast to results obtained in this 

study, the National Union of Teachers' Survey discovered 

that some local education authorities were particularly 

enthusiastic about the whole idea, allocating resources to 

build separate premises and providing an increasing complement 

of full-time wardens. While others had little interest and 

were unwilling to make full-time appointments. From the 

replies of the Chief Advisers in the present study, it could 

be seen that both the Humberside and North Yorkshire County 

Authorities are very enthusiastic about the proper running 

1. Bolam, R. (1976), OECD/CERI, Opt cit. 
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of the centres in their areas and provide sufficient funds 

for the purpose. In fact, they confirmed that all the other 

wardens in their other centres are employed on full-time 

basis. The Chief Advisers believe that if a Local Education 

Authority commits itself to INSET, then that authority has 

to provide adequate physical facilities. In any case, it 

is cheaper to have properly equipped places designated as 

teachers' centres than to buy accommodation from someone 

else. 

Analysis of the sexes of respondents who took part 

showed that females were twice as numerous as males. 

Results of the National survey1 showed, by contrast, that 

the proportional take up was higher among male teachers. 

The present study revealed that teachers in the age 

groups 31 - 35 and 36 - 40 were in the majority of attenders 

at teachers' centres. These two groups were closely followed 

by teachers in the 46 - 50 age group. The youngest and 

oldest teachers were the least attenders. Clearly teachers 

seek professional development at different stages of their 

career. 

Closely tied to this result is the discovery that most 

teachers at teachers' centres were scale 1 and scale 2 

holders (66.4 per cent) with the Teachers' Certificate in 

Education rather than a degree. There were fewer scales 3 

and 4 and even fewer heads of departments, deputies and 

1. Weindling, D., Reid, I.M. (1983), Ope cit. 
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heads. In general, however, these are fewer than classroom 

teachers so naturally the frequency of attendance at such 

courses should reflect that. But what is shown here is that 

there are more teachers in lower scales 1 and 2 attending 

centre courses. It should be added though that results 

obtained cannot show a simple linear relationship between 

the qualification of the teacher and the use of teachers' 

centres. The National Survey was not able to do that 

either. 

A breakdown of the figures show that more primary school 

teachers attended centre courses than any other group of 

teachers. The National Survey,1 the National Union of 

Teachers' Survey,2 and Bradley et al 3 all confirmed this in 

their various studies. The explanations given by Weindling 

et al (the National Su~vey team) for the higher rate of 

usage by primary school teachers are well worth paying 

attention to because they are quite cogent. 

One reason given for this high take up by primary 

school teachers was the fact that they cover a range of 

curriculum areas and hence they attend activities to obtain 

knowledge and teaching techniQues in a number of subjects. 

Secondary teachers on the other hand are more specia~ised 

and particularly attend activities related to their subject 

1. Weindling, D., Reid, I.M. (1983), Ope cit. 

2. NUT (1972), Ope cit. 

3. Bradley, H., Flood, P., and Padfield, T. (1975), 
Ope cit. 
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areas. They went on to stress that activities with a cross 

disciplinary approach for example, those relating to topics 

such as pastoral care, disruptive pupils, and mixed ability 

teaching have the potential to attract a wider audience. 

This was also confirmed in the present study. When teachers 

were asked to state the most memorable activity or course 

they had attended and to indicate which of these popular 

courses had been most useful in terms of day to day classroom 

performance, topics of general interest as mentioned by the 

National Survey were in the majority. 

A majority of teachers making use of the four centres 

studied, said they attended centre courses to improve their 

professional competence (64.4%). 21.3 per cent attended to 

evaluate their own assessment as teachers and 9.7 per cent to 

'update their subject knowledge, while 4.2 per cent went there 

mainly to discuss educational issues with colleagues in a 

relaxed atmosphere. Furthermore, when respondents were asked 

in what particular way the centre had helped them, it was 

revealed that 73.1 per cent found them very helpful to their 

everyday classroom performance, 20.1 per cent said it helped 

in organisational managemen~ of their school or department, 

5.4 per cent said it helped working with other colleagues 

and 1.2 per cent said that it had helped their career 

prospects. This trend of answers was similar to the National 

Survey. 

The majority of teachers surveyed in this study (97.0%) 

agree that the kind of learning teachers need and want, can 



best occur in an atmosphere which is inviting, hospitable, 

1 supportive and non-evaluative. Advocates such as Kahn, 

2 3 
Gough and Beresford have always stressed the non-evaluative 

and neutral nature of the teachers' centre stating the 

important part such qualities can play in the in-service 

education of teachers. 

Teachers in the survey use their centres on the average, 

once every month and spend from one hour to over two hours 

each visit. Most of them have been using their centres for 

over five years. On the whole, there is a high attendance 

rate among teachers. 

The greatest areas of complaint were in respect of the 

length of courses being excessive, and the unsuitable timing 

of many of them. It is obvious that more courses should be 

organised during school hours to increase the rate of attendance 

and those organised after school hours should be shortened. 

Other constraints included distance to and from the centre and 

difficulty in obtaining release from schools. These constraints 

were also observed in the National Survey.4 

1. Kahn, H. (1984), Teachers' Resource Centres, 
Commonwealth Education Handbooks, Commonwealth 
Secretariat, p. 9. 

2. Gough, R. (1975), Ope cit., pp. 11 - 14. 

3. Beresford, C. (1974), Ope cit., pp. 93 - 101. 

4. Weindling, D., Reid, I.M. (1983), Ope cit., p. 166. 
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r.1ost schools in the area of study do not have a planned 

programme enabling teachers to attend centre courses. A 

close examination showed that this was irrespective of type 

of school. This explains why some teachers have difficulty 

in obtaining release from their schoolS. If more schools 

organised programmes of release for their teachers, more 

teachers would have the opportunity to attend centre courses. 

This would call for a closer link between the heads of schools 

and wardens of teachers' centres. 

A closely related observation to this is the fact that 

centres had very little work in the area of induction of newly 

appointed teachers and school-focused work. This was also 

confirmed by the National Survey. Two of the wardens in the 

present study said they had done very minimal school-focused 

work and would like to,be more involved. The reason given by 

centre leaders in the National Survey for this lack of participatiot 

was that they tended to wait for schools to diagnose their own 

needs and that they were hesitant to venture into an area that 

might be seen as part of the adviser's work. Similar remarks 

were made by wardens in the present study. 

The involvement of wardens in school-focused and induction 

work in their areas is likely to increase teacher participation 

in centre activities. 

The debate on whether non-teachers (e.g. parents, youth 

clubs etc.) should be allowed to attend teachers' centre 

activities seemed to be agreeable to most teachers surveyed in 

this study. Surveys by Bradley et all also confirmed that 

although teachers' centres could cater mainly for teachers, 

opportunities for pupil participation should be provided. 

1. Bradley, H., Flood, P., Padfield, T. (1975), Ope cit. 
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Courses at centres take the form of a combination of 

workshops, seminars and formal lectures with more workshop 

sessions. The provision of short courses was seen as the major 

role of teachers' centres. This was again discovered by 

Bradley et all in their survey of teachers in the Nottingham 

area. 

On the question of who decides which courses or activities 

are to be run in teachers' centres, although the largest 

group of respondents (44.5%) said it should be a joint decision 

between teachers and warden, only 1.2% said teachers, while 

7.9% said warden and 1.6% said LEA staff and an alarming 32.9% 

said they did not know. This shows that the actual number of 

teachers in the decision making process is minimal. This 

observation was proved correct when the teachers were asked 

of their direct involvement in the decision making process -

80.5% said they were not involved and only 16.5% said they were. 

When asked who they thought had the greatest influence on 

centre activities, a majority of them said the warden. A 

further question on whether their expertise as professionals 

was ever utilised to lead sessions, workshops, courses etc., 

a staggering 62.8% said they had never been used. Similar 

results were obtained by the National Survey.2 

Both teachers and wardens believe that centres form a 

close link with schools in their areas. A majority of 

teachers (72.6%) claimed to have been first made aware of 

1. Ibid. 

2. Weindling, p., Reid, I.M. (1983), Ope cit. p. 170. 



activities at their centre through a circular sent by the 

warden to schools. Teachers and wardens also confirmed the 

existence of representatives of in-service education in 

schools. In the National Survey about one fifth of teachers 

reported problems in finding out what was happening at their 

centres. 

All the teachers but one in the sample recorded aspects 

of its provision they would miss most. A majority 79.3% 

said they would miss most the opportunity to have professional 

development. This shows that out of the various activities 

provided by the centre, the in-service aspect is most valued. 

As Bradley et all found out in their survey, teachers' centres 

were accessible to a majority of the teaching population in 

the study area. 

The study revealed that there was very little difference 

between the age categories, sexes, marital statuses, teaching 

experience, and type of schools of the teachers in their 

preceived need for the type of in-service education and 

training offered by their teachers' centres. The National 

Survey also revealed this ~no difference' observation between 

primary and secondary school teachers. Their suggestion was 

that centres had a large potential audience in secondary schools 

and that centre leaders should give particular consideration 

to both centre-based and school-based secondary activities. 

From this present study one could suggest that irrespective 

of age, sex, marital status, teaching experience and type of 

school of teachers, teachers sampled have similar perceptions 

1. Bradley, H., Flood, P., Padfield, T. (1975), Ope cit. 
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of the importance and invaluable in-service they receive 

from teachers' centres (see Appendix 38). 

One may conclude, therefore, that the research question 

posed in Chapter One as to how far the teachers' centre 

movement had fulfilled its purposes, has been answered in 

the positive as far as the writer's own survey is concerned. 

An analysis of accounts of activities and courses run 

at each of the case study teachers' centres gives the reader 

an insight into what happens at a teachers' centre. Although 

differences occur among the centres studied, there was a 

general similarity in the admininistration of the centre as 

regards the type of courses provided, the mode of instruction, 

the time, place and length of ~ourses and conditions under 

which teachers attend these courses. Attendance at courses 

was seen to be quite impressive in all centres and the mode 

of instruction in all centres tended to be a combination of 

lecture, seminar, and workshop, with the aid of overhead 

projectors, videos and slides. In all centres, cover for the 

release of teachers was provided for, and lunch and teal 

coffee were provided. 

The main difference in the centres in respect of the 

courses mounted was the actual topic areas chosen. This was 

caused by striking a balance between the needs to be satisfied 

by the different interest groups: individual schools; 

teachers; the Local Authority. Thus, while Centre 2 devoted 

a whole week to examining problems that might accompany the 

massive re-organisation of schools in that area, courses in 

Centres 3 and 4 were more diverse, and catered for individual 
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schools' and teachers' needs. Cours.es in Centre 1 showed 

a combination of the type of courses run in Centres 3 and 4, 

where two days of the week were set aside to solve the 

oroblem of multicultural education (satisfying the Local . 
Authority's needs), and the rest concentrating on classroom 

needs. 

Characteristics of teachers' centres such as the provision 

of localised courses and being comfortable, supportive, non-

evaluative and neutral places, were all evident in all four 

centres studied. 
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CHAPTER NINE 

PRESENTATION, ANALYSIS AND INTERPRETATION OF RESEARCH 

FINDINGS OF CASE STUDIES CONDUCTED IN THREE SECONDARY 

CO~WREHENSIVE SCHOOLS IN NORTH YORKSHIRE AND HUMBERSIDE 

9.1 Description of Case Study Secondary Schools 

For a closer view of the way school-focused in-service 

is practised in British schools, it was decided to undertake 

case study investigation of some schools actively involved 

with such activities. Therefore three secondary comprehensive 

schools known to have a history of school-focused activities 

were approached and agreed to participate. They are 

geographically located in the same region of the United Kingdom 

as are the teachers' centres examined in the previous chapter. 

The researcher made detailed visits to each school at 

least four times in a period of five months, interviewing heads, 

deputy heads, professional tutors and probatioriers. 

Questionnaires were given to regular teachers who take part in 

school-focused activities. The writer also had access to 

official records concerning the in-service policy of the 

schools. She was, however, deprived of attending school

focused in-service activities and induction year courses 

because of the national teachers~ industrial action which 

disrupted all such teachers' activities in schools fDem 

March 1985 to March 1986. This period unfortunately co~ncided 

with the period the researcher set out to collect her data. 

It was therefore impossible to have first hand knowledge 

through participant observation of how probationers' courses 
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were organised at either professional centres or teachers' 

centres and how school-focused activities were run. However, 

much information was received from the interviews and 

questionnaires. 

Altogether 150 questionnaires were delivered to teachers 

through the heads and deputy heads (fifty for each school). 

Ninety-five fully completed ones were returned - a response 

rate of 63.33%. Findings about school-focused in-service 

induction year courses and the position of the professional 

tutor have been extracted from these replies. The researcher 

is confident that such replies could reasonably be generalised 

because they represent the views of a cross section of teachers 

in schools that have adopted these new approaches. 

Visits were still made to schools even after the data 

had been collected to see whether teachers' activities had 

returned to normal after the industrial action. In fact, the 

return to normality was hindered by union loyalties. The 

NAS/UWT called off the industrial action in March 1986 but 

this was not recognised by the NUT, the largest teachers' 

union - hence most teachers activities, including school

focused INSET were still at a standstill. The researcher was 

promised to be kept informed and contacted if any school

focused activities resumed. At the time of writing, no such 

information had been received. 

Case Study School 1 

This is a county secondary c~mprehensive co-educational 

day school for the age range 13 - 18. It serves the needs 

of the Humberside town in which it is located and a number of 

the surrounding villages. The total population of the district 
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served is approximately 20,000. 

schools and four middle schools. 

It is fed by nine first 

This school plays a full 

part in the life of the community, having an excellent hall 

and stage used as a venue for visiting theatre productions, 

and its library is the home of the town's History Society. 

The school is also the base for the local Operatic Society in 

whose annual production many students traditionally take part. 

There is a purpose-built Youth Centre within the school 

complex, members having regular access to the gymnasium, 

sports-hall and other facilities. 

The school is run by a head teacher, three deputy head 

teachers and seventy-two other teaching staff, and a host of 

non-teaching supplementary staff. There are at present 1,200 

pupils on roll with a pupil intake of 300 per school year. 

The teacher-pupil ratio is 1:16. In sociological terms, the 

status of parents in the catchment area is low- mainly social 

classes three and four. 

Case Study School 2 

This is also located in Humberside and was opened in 

September 1969 as a senior High School within a three-tier 

system: 5 - 9. 9 - 13. 13 - 18. It is classified as a county 

secondary comprehensive day school for boys and girls. 

Although there is no specifically defined catchment area, 

the school serves a district of approximately 35 - 40,000 in 

population. In socio-economic terms, parents in the area are 

mainly manual workers, that is to say socio-economic classes 

four and five. 

Case Study School 2 seeks close co-operation with parents 

and the local community. It runs a nine faculty system, and 



the pastoral care of pupils is arranged through a house system. 

The school is co-ordinated by a head teacher with the help of 

three deputies, 106 teaching staff and additional supplementary 

staff. There are at present 1,600 pupils on the school roll 

with an annual pupil intake of between 480 and 510, giving a 

teacher-pupil ratio of approximately 1115. 

Case Study School 3 

This is a mixed comprehensive day school for pupils 

between the ages of 11 and 18. It is also located in the 

county of Humberside. 

The school has been fully comprehensive for about ten 

years and has an annual intake of about 200 pupils. The total 

pupil population at present is 1,400, including a large sixth 

form of nearly 200 pupils. The teacher-pupil ratio-is 1:16. 

It is run by a headteacher with the assistance of three 

deputies, eighty-one teaching staff, and a further supplementary 

non-teaching staff. Pastoral care is organised through a 

Year Head System. 

The socio-economic status of parents is mixed but trends 

to the middle class, with some concentration on socio

economic groups two and three. 

9.2 Presentation of Findings 

A. Overview of Statistical Procedures 

The data obtained through the case study investigation 

with the use of questionnaire and interview techniques, were 

analysed by both statistical and subjective methods. The 

information collected from the heads, dep~ty heads, professional 
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tutors and probationers are presented by simply summarising 

the findings. The results of the questionnaire were subjected 

to descriptive and inferential statistics providing the 

researcher with information on how each individual in the 

sample responded. By use of the chi-square test comparisons 

were made between the different variables specified on the 

questionnaire (See Appendix 3C). 

B. Description of Findings 

Interviews conducted with heads, deputy heads, professional 

tutors and probationers were all tape recorded. To standardize 

the interviews and reduce bias as much as possible, interview 

schedules were strictly followed. 

Dialogue with heads sought a general view of each school 

and arrangements made for the professional development of 

both probationers and regular classroom teachers under the 

following broad headings: 

a. goals and values of the school; 

b. type of school, teacher and student population, catchment 

area, etc. 

c. resources and in-service provision offered to teachers, 

probationary teachers and professional teachers, 

d. informal evaluation or speculation about these in-service 

practices in the school. 

Teachers in charge of in-service education and training -

the deouty heads in all three schools - were asked specifically 

about the provision and administration of in-service in the 

school, under the following headings: 

a. role specification; 

b. organisation of courses, 
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c. resources available; 

d. content of school-focused in-service education, with special 

reference to activities over a period of at least 6 months; 

e. methodological design; 

f. informal evaluation of such practices in schools. 

Questions posed to the professional tutor sought to bring 

to light his/her duties as the person delegated to take care 

of probationers in the school. Areas covered were: 

a. role specification and importance of role; 

b. duties of professional tutor; 

c. contribution made as a professional tutor towards 

alleviating the problems of the probationary teacher - the 

importance of his job as he sees it; 

d. speculation and evaluation of both his job and the whole 

idea of the induction year. 

The probationary teacher was asked to provide information 

in the following areas: 

a. problems encountered on entry to the profession and to 

the school; 

b. provision and type of induction courses; 

c. speculation and evaluation of the significance of the 

induction year. 

Classroom teachers who take part in school-focused 

activities were asked about what they thought of the provision 

of these activities under these general headings: 

a. the need and importance of in-service in general and in 

particular, school-focused in-service education for teachers 

in schools; 

b. the provision of school-focused in-service; 

c. teachers' expectations of these school-focused activities 
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and how these compare with their experiences; 

d. how much help school-focused in-service has given teachers 

professionally; 

e. their own evaluation of the concept of school-focused 

in-service - is it worth the noise made by protagonists? 

9.3 Results of Replies to Interviews and Questionnaires of 

Case Study Schools 

In this section, the replies to interviews by heads, 

deouty head teachers, professional tutors and probationers 

together with the results of the questionnaire replies of 

teachers who take part in school-focused activities will be 

presented. 

A. Case Study School 1 

i) Head Teacher Interview 

According to the head, there is an ever increasing demand 

for school-focused activities. To make sure that this policy 

is carried through,one of the deputy heads is delegated to 

be in-charge of all in-service provision. The head regrets 

that no plan had been produced for this academic session 

because of the national teachers' industrial action which 

paralysed such activities for thirteen months. However, there 

are plans for the programme to continue next academic year. 

While some of the courses are open to outside teachers, others 

are solely for teachers in this school. All staff are said to 

be aware of this provision and a record of in-service activities 

in which individual teachers have been involved is kept. There 

is no form of compulsion on the part of teachers to attend 

these activities. 
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Outside consultants such as teachers' centre staff and 

LEA advisers are invited to assist from time to time. The 

head complained that funds were inadequate for effective 

planning and execution of these activities. 

Apart from school-focused INSET, teachers are sent on 

external award-bearing courses. Most teachers, according to 

the head, have returned satisfied with such courses, but he 

sees many advantages of the school-focused INSET over the 

external model, though they should be able to complement 

each other. 

School-focused activities in this school are evaluated 

by means of questionnaires to teachers and by group 

discussions. 

It is the policy of this school to invite all probationers 

to visit prior to their first day for familiarisation. There 

is a specific programme to make the induction year the type 

of experience as recommended by the James Report. The head 

is convinced that such procedures have helped probationers 

to overcome inevitalbe problems, and has appointed a 

'professional tutor' from among senior members of staff in 

order to deal with the induction year syllabus. 

There is no' doubt that in this school the leadership 

believes strongly in school-focused INSET, the induction year 

being seriously supported, and the importance of a professional 

tutor to serve not only probationers, but staff in general. 

The headmaster would advocate all three innovations to any 

school not yet practising them. 
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ii) Deputy Head Interview 

The Deputy Head teacher as the teacher in-charge of in

service activities in the school is responsible specifically 

for organising school-focused INSET. She acts as: careers 

adviser for teachers; liaisaon officer between school and 

outside agencies; as a course consultant and curriculum 

developer. 

This school has had school-focused activities for a 

considerable period of time, and teachers are made aware of 

them regularly, whether they are wholly internal or not. 

Some of the courses provided are award-bearing and involve 

a tertiary institution, but most are not. The more normal 

internal courses that are here are on themes such as: 

pastoral care, improved teaching methods; mixed ability 

teaching; special needs. Most courses are practical in 

orientation, involving workshops and production')ot materials. 

They are trequently available, indeed weekly, and are 

organised so as to enable teachers to be released trom normal 

duties in order to follow them. 

Some activities, however, are at weekends or in vacations. 

They range from an hour o~ so to several days. Teachers are 

grouped in various ways, for example: by departments; by 

teaching subjects; by status. Some aourses are open to all. 

For obvious reasons most of these courses take place at the 

school, though occasionally other institutions are used. The 

Deputy Head is strongly in favour of a consortium of schools 

organising school-focused activities because of certain 

benefits it gives such as: 

a. the opportunity to get outside of their own school context; 
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b. opportunities for peer group interaction in respect of 

special expertise, 

c. by exchanging views with fellow teachers, teachers share 

pupils more easily. 

It is important to reach a balance between too much 

parochialism and too much reliance on outside experts. The 

Deputy Head consults all staff in deciding on what courses 

to run. This might be done in groups or individually 

according to circumstances. The critieria normally applied 

are: 

a. courses must meet identified school needs, 

b. courses must be of interest to most teachers in the school; 

c. courses to solve immediate school problems; 

d. courses leading to individual staff development 

enhancement of career profiles. 

Perhaps because teachers here have a great deal of involve

ment in decision-making for INSET, the attendance rate at 

courses is very high. Time is seen as the most scarce of 

resources, but in this school the advantages of putting in 

that extra few hours are perceived to be worthwhile to gain. 

There has been some form of evaluation of the courses at 

this school, such as informal assessment by participants and 

in some cases external evaluation. The main result of this 

evaluation is that school-focused work should be fully 

incorporated into the normal school time-table so as to make 

the process even more meaningful. 
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Report of a programme of activities of 

school-focused/based inset work over 

a period of six months: 

A programme of courses was produced by the deputy head 

after consultation with members of staff to cover the period 

from March 1984 to July 1985. This information was distributed 

to every teacher in the school in the form of a circular. 

Courses held during this stated period included a weekend 

conference based at the school on the theme 'The Role of the 

Tutor' led by Counselling and Career Development Unit (CCDU) 

trainers. A course on 'Special Needs' which was also school

based in the geographical sense, and led by a special 

education needs adviser, was mounted between June and July of that 

same year. Between January and February of 1985 a course on 

'Equal Opportunities' was mounted. This course was also 

school-based and led by CCDU working groups. Three other 

courses I 'Solvent Abuse', led by a teacher from the school, 

'Word Processing', introduced by staff trainers and based at 

the school, 'The Group Tutori Good Practice', also based at 

the school, and led by a CCDU officer who was also a teacher 

at the school, were also completed. 

Some of the courses took longer than others depending on 

their individual character and content. For example, the 

'Solvent Abuse' course lasted from March to June while the 

course on 'Word Processing' took one month only. All courses 

were organised after normal school hours. The attendance rate 

according to the deputy head was, in all cases, "quite 

encouraging". 

Apart from courses for regular teachers, a programme of 
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courses was also drawn up for probationers during this period. 

This 'Induction Period', for the probationers included their 

lessons being visited, less reports being written, interviews 

with individuals, the probationers visiting lessons within 

their own school and other schools within the LEA, negotiating 

reports for the La~ and liasing with the advisory service. 

The purpose of these courses was to encourage probationers to 

look beyond their own classroom. These meetings were held in 

different locations particularly to further this end. The 

programme covered topics such as: the role of the EWO, 

social services and the schools, survival in the classroom; 

the psychological service and the 'Schools, Intermediate 

Treatment, 1981 Education Act', visits to special schools; 

special education needs. 

A subjective non-formal and internal evaluation was 

carried out by the deputy head through questionnaires to 

teachers who attended these courses and activities. Results 

showed that in general teachers found them to be beneficial. 

Ongoing activities of this type are organised by an 

INSET Standing Committee, and an example of its work comprises 

Appendix ~e which also includes the proposed INSET programme 

for the school year in question. 

iii) Professional Tutor Interview 

The Deputy Head of Case Study School 1 is also the 

Professional Tutor, and the creation of the post was at the 

behest of the LEA. Having been appointed, she underwent a 
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three-day special training, the 'Staff Tutors Development 

Course' funded by the LEA and staffed by CCDU. The post 

carries no extra salary. 

Responsibilities as a professional tutor include: 

supervision of students on teaching proactice; induction of 

new teachers; advising colleagues on in-service opportunities; 

co-ordinating between school and outside agencies; overall 

staff development. This tutor strongly agrees with the James 

Report that the role is vitally important in the induction of 

probationers in particular, but she does not agree with 

supporters of the idea of the professional tutor who argue 

that this is the only medium to alleviate the problems that 

probationers face. In particular she sees the teachers' 

centre as being very necessary in the induction process. 

Types of activities arranged for probationers at the centre 

to which this school looks, are especially focused on class

room skills but it is up to the LEA to put on courses at the 

centre. On these occasions the probationary teachers are 

normally released as a group. 

At the time of writing, the professional tutor in this 

school is responsible for four probationers. She uses a 

discussion group approach in couselling them. Representatives 

of the LEA are also involved. Normally probationers are 

involved in school-based INSET every week, but because of the 

aforementioned industrial action, there was little for the 

writer to observe herself. The major p~oblem faced by 

probationers, as perceived by the professional tutor, is the 

teaching of mixed ability groups. This is a problem for all 

staff and she would like to see ongoing INSET being more 
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rigorous and subject to staff appraisal. This professional 

tutor would strongly advise all schools without a professional 

tutor to appoint one without delay. 

iv) Probationers' Interview 

All four probationers in Case Study School 1 were 

interviewed as to their views of the induction year. They 

agreed there is a difinite induction programme specifically 

designed to help new teachers in this school. They all had 

visits to the school prior to the first official school day 

and received sufficient information.before beginning work there 

in respect of the school as a whole. However, there was some 

concern expressed as to the relative lack of very early 

support of this kind from within the subject area itself, 

especially in respect of the syllabus to be followed. 

They all approve of the professional tutor idea and felt 

that the induction year would have been much more difficult 

to cope with had there been no such appointment. There was 

disagreement within the group as to the adequacy of their 

initial training and the smoothness of transition from theory 

to practice. 

Major problems agreed by all four were: 

a. discipline, 

b. mixed ability teaching, 

c. inadequate subject knowledge; 

d. inadequate release time to attend teachers' centre courses 

during the probationary year, though they preferred school

based Inset to work at the centre. 

In general this group appreciated the efforts made both by 

the school and by the teachers' centre to support them during 
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the probationary year. They seem to have benefitted from 

both. 

B. Case Study School 2 

i) Head Teacher Interview 

In this school, head and staff have defined their own 

in-service needs and a policy for meeting them. One of the 

deputies has been delegated to see that this policy is carried 

out. 

Heneagain, although a plan for school-focuses INSET was 

produced for the 1985/86 academic year, because of the 

industrial disppte it had not been activated. A plan for the 

next academic year was already in place in hope that the 

dispute would have been resolved. 

The head was of the opinion that all members of staff 

in his school are aware of the school-focused in-service 

opportunities available, and seem to be making good use of 

them. There is no compulsion to attend but the head pointed 

out that there are many incentives to attract teachers such 

as: improvement of skills, job satisfaction; career develop

ment. He believes strongly in other forms of INSET too and 

revealed that many of his staff had taken advantage of outside 

courses, through the LEA, by secondment to teachers' centres 

for about five weeks, and by secondment to higher education 

institutions from a term to the whole year. He is sceptical 

as to the value of the larger, award-bearing, courses and 

prefers INSET of a school-based type to be the most beneficial 

mode. 

It has been the practice of the head at this school to 

invite probationers to visit the school for a familiarisation 
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tour of the school prior to their first official school day. 

Then, the induction programmes follow the recommendations as 

laid down by the James Report. He has no doubt that these 

programmes have helped probationers overcome their problems. 

For him, the main problem is the scarcity of time available 

for him to release probationers for centre-based courses, 

plus of course in 1985/86, the national industrial action. 

In addition to time constraints, the head also expressed 

concern over the underfunding of INSET in general and supporting 

probationers in particular. 

ii) Deputy Head Interview 

As the teacher in-charge of in-service education, in 

this school the deputy headteacher is obviously responsible 

for the organisation of school-focused INSET, liasion with 

outside agencies, and curriculum development. 

This school has a long history of school-focused INSET. 

All teachers, according to the deputy head, are made aware of 

the existence of these activities. All school focused 

courses here are non- award-bearing but include theory as well 

as practice. The main areas of concentration have been: 

a. pastoral care, 

b. improved teaching methods; 

c. mixed ability teaching; 

d. GCSE, 

e. re-organisation. 

Courses are run on the average, once a month, either 

during lunch-time or after school hours. Also, some are 

incorporated into the school time-table. Each session lasts 

about an hour and a half. According to the deputy head there 
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has been no problem in securing teachers' co-operation and 

so the attendance rate is very high, almost every teacher 

attending. 

Teachers are grouped for courses according to their 

departments, teaching subjects or year groups with any 

interested teacher leading the discussion. The head, deputy 

head or external consultants such as teachers' centre staff, 

LEA advisers, welfare officers, doctors and industrialists 

have also been included for particular themes as resource 

persons. This tends to reduce pariochalism, though it is 

relatively expensive. 

This deputy head is strongly in favour of a consortium 

of schools organising school-focused activities but at the 

same time points out the benefits of having INSET provision 

geographically based atone's own school. Some of the school

focused courses in Case Study School 2 are located in other 

schools but the bulk of them are school-based. She holds 

discussions with subject teachers, departmental groups, and 

sometimes even with whole staff in order to select the 

appropriate INSET themes. So teachers have considerable 

control over their in-service opportunities. Like the head, 

the deputy highlighted lack of time as being the biggest 

constraint - far more influential than lack of material or 

human resources. She is of the opinion that teachers are more 

aware of themselves as professional as a result of involvement 

in school-based INSET, that is to say it has improved morale 

somewhat. 
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Report of a programme of activities 

of school-focused/based inset work 

over a period of six months: 

For the benefit of teachers in School 2, a programme of 

school-focused INSET courses and activities was drawn up by 

the teacher in charge of INSET. This proposed programme was 

for the period from November 1986, through to the summer term 

of 1987. 

Due to popular demand by members of staff, a course on 

'Meeting Needs in Main Stream Schooling' was mounted in the 

school, led by an education psychologist and an adviser on 

special educational needs from the county council; fifteen 

teachers attended this course. 

There was also a course aimed at 15+ tutors, heads of 

house and other interested staff in counselling. 'Understanding 

Exam Entry Decisions'. This course was also school-based and 

led by a member of staff. 

A course on a common sense approach to counselling 

interviews. 'True Reasoning' Squaring Yourselves and Others 

with the Real World', which was aimed at all staff who have 

to deal with children with difficulties. This was mounted and 

led by a consultant from the Psychological Department of the 

University of Hull. Twenty-five teachers took part. 

Between January and February of 1987, a two to three hour 

course on the 'Fundamentals of First Aid' was held. This 

course was intended to lead to certification. It was school

based and led by two teachers from the school. 

A course on 'Assessing Individuals and Groups' using 

elementary statistics was conducted by a member of staff of 
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the school. It was aimed at staff without a mathematical 

background. Two other courses on assessment: 'Assessment 

and the Examination Boards', and 'Record Keeping and 

Assessments' were mounted for all members of the school staff. 

Both courses were school-based and led by teachers from the 

school itself. A talk on the 'Guidance for the 13+ Options' 

was given by a member of the school staff. 

In the summer term of 1987, despite the industrial action 

embarked by teachers, a variety of courses was mounted to 

satisfy the in-service needs within the school. A three-hour 

course on 'Problem Solving for Middle Management" was led by 

the Head and Deputy Headteacher. The first half looked at 

the overview of management - management responsibilities. In 

the second half, there were group work and simulated exercises 

including workshop sessions in which course participants 

attempted to 'cope' with real life problems associated with 

the school. There was a plenary session in which heads of 

faculty gave individual perspectives on the solution of 

hypothetical problems using school policy as an overall guide. 

A course on 'The Preparatimn of Good Audio-Visual Aids' 

conducted by two members of staff based at the school, looked 

at good layout and design in the preparation of worksheets, 

posters, overhead transparencies, and other devices. This 

course was aimed at all staff. 

A short course to show that the computer and the 

appropriate software can be more than an electronic blackboard, 

was mounted and led by two teachers from the school. It was 

school-based and aimed at staff with little computer knowledge. 
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A teacher from a neighbouring school was invited to 

lead a course on 'Computers in Administration'. This course 

was school-based and designed to show that information such 

as examination results can be properly conducted and analysed 

with the minimum of effort. It was aimed at heads of faculty. 

Both centre-based and school-based courses were drawn 

up for probationers during this period. 

A subjective internal evaluation of these courses at the 

Inset Standing Committee meeting of the school suggested that 

the courses on the whole had been successful. In particular, 

the course on meeting needs in main stream schooling was found 

to be very useful in the sense that research findings indicated 

that special needs children benefited more from a wider 

curriculum exposure than 'massed practice' on the 3Rs. The 

course on first aid was said to be particularly successful 

because it offered plenty of practical activities and staff 

suggested that courses of this nature could well be offered 

in future on a consortium basis inVOlving other schools. 

Appendix ~A is a document from the records of this school 

outlining school based INSET over a period of more than one 

year. 

iii) Professional Tutor Interview 

In this case, the professional tutor is not the Deputy

Head. The appointment was made as a result of LEA policy, 

and by a committee comprising school governors, LEA officials 

and the headteacher. Although he did not undergo any 

training specifically geared for this job, he was appointed 

on the basis of a combination of experience on the job and 

background qualification on in-service activities using 
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criteria such as scale, position and status. As a 

professional tutor, he receives a 'responsibility allowance', 

in addition to normal pay. 

Not surprisingly, this professional tutor agrees with 

the James Report in stressing the fundamental importance of 

this particular role, especially in respect of the induction 

of probationers. However, he does not consider that this is 

the only way to support them and promotes the involvement of 

other colleagues, of teachers' centre work and also attendance 

on other outside courses. 

In this school, probationers are not released one day per 

week as recommended by the James Report because of the problems 

of restructuring the time-table, but they do attend courses 

at the teachers' centre, as a group, each term. The profes

sional tutor counsels his probationers, using a blend of 

supervision, advocacy and leadership. During 1986/87 this 

particular tutor has responsibility for ten probationers. It 

would seen that the main areas of general concern area 

discipline in the classroom and mixed ability teaching. 'lack 

of time' is again the main constraint. He finds, however, 

considerable professional development satisfaction himself, 

as well as in respect of the probationers. 

He would like, ideally, to be able to offer guidance on 

a daily basis, and be available every day for consultation. 

Needless to say this ideal is frustrated by other commitments. 

He has attempted to evaluate the work he is doing both 

personally and through the involvement of the probationers, 

though the industrial action has cut deep into such activities. 
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iv) Probationers' Interview 

Five out of the ten probationers at Case Study School 2 

were available for interview with the researcher, four male 

and one female. They are all aware of the induction programme 

in their school which is specifically designed to help them 

through their probationary period. Apart from one of the 

female probationers who expressed uncertainty about herself, 

the rest felt they were coping very well as classroom teachers. 

They had visited the school more than twice prior to the 

'official school day', and all but one felt fairly satisfied 

with the information gained. Areas on which they needed 

more help were on 'age and ability' of the classes they were 

due to accept responsibility for, the level of the work 

required, and disciplinary procedures. 

Although very appreciative of the role of the profes

sional tutor on their behalf, these probationers thought 

the head of department to be most likely to be able to assist 

them during the induction year. This was not a matter of 

personalities but of subiect expertise. They had not been 

able to take advantage of centre-based courses because of the 

industrial action, and in any case, found the centre relatively 

inaccessible. Most of their year has had to make do with 

short lunch-time sessions due to the teachers' dispute. These 

short courses have been found to be very relevant to classroom 

performance by the probationers, taking the form of open 

discussions led sometimes by the professional tutor, members 

of staff, representatives of outside agencies, and the deputy 

head in charge of in-service education and training. 
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C. Case Study School 3 

i} Head Teacher Interview 

According to this headteacher there is a well defined 

policy on INSET tending towards the school-focused variety. 

This policy was produced by head teacher and staff together, 

a practice that occurs eachr!year in the school. Unfortunately 

the current plan was not put into action because of the 

teachers' dispute, but next uear's programme is in hand. 

In-service courses organised in this school are open to 

teachers from other schools, but the headteacher is not sure 

if adequately trained staff are available to him to enable 

the school to carry out its full in-service plan effectively. 

All members of staff are aware of the school-focused programme 

and an individual record is kept of their participation, 

though there is no form of compulsion. 

Apart from school-focused courses, the headteacher pointed 

out that teachers enjoy other forms of in-service provision 

especially of the award-bearing type. In general his staff 

have indicated satisfaction with such courses. However, like 

other heads in this survey he feels that school-focused 

courses have advantages over the external type as regards the 

all round professional advancement of the teacher. Nonetheless, 

he emphasises that school-focused INSET should be evaluated 

both formally (by external evaluators producing written 

reports) and informally (by participants), and he regrets that 

neither has yet taken place to any significant extent. 

With respect to probationers there is a specific 

programme for helping them. They visit the school prior to 

commencing their appointment. The head has designated one of 
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his deputies with responsibility for the professional 

development of the probationers. 

As expected, the inadequacy of funding is identified by 

the head as the major constraint on effective planning and 

execution of INSET work. 

ii) Senior Teacher Interview 

According to the senior teacher concerned, all teaching 

staff are made aware of the existence of INSET opportunities. 

Those that are school-based are invariably aiming to meet 

individual and institutional needs, such as mixed ability 

teaching and the development of computer literacy. Attendance 

on short courses organised within the school is 'quite high', 

but the senior teacher reports that he encountered problems 

in securing teachers' co-operation. They Gomplained about 

the timing; irrelevance to classroom performance; outside 

speakers being 'theorists' and not practising teachers. The 

greater use of their own colleagues seems to have been more 

acceptable. Unlike the other two cases, there is no enthusiasm 

here for a consortium of schools organising school-focused 

INSET. This senior teacher here clearly sees the problems of 

one school as being idiosyncratic and unlikely to have 

relevance outside. He also pointed out that a separate 

exercise for each school is more cost-effective, though 

outside 'experts' are still invited from time to time. Again, 

the reason given is to avoid parochialism. 

Decisions on school-based INSET are taken collectively 

and after considerable discussion with subject teachers, and 

departmental groups. Teachers therefore have some control 

over the in~service opportunities· provided for' them, though 
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school. The rapid solution of immediate problems is a 

priority. In fact the school is about to begin a new school

focused programme that is quite costly. The senior teacher 

believes that the advantages will outweigh the cost. 

Report of a programme of activites 

of school-focused/based inset work 

over a period of six monthsl 

In anticipation of a change by the school to mixed~ability 

grouping, to be initiated with the intake first year in 

September 1983, a plan for staff training was drawn up in 

November 1982. The senior tutor in-charge of in-service in 

the school then made a series of visits and held meetings 

with various groups and individuals with a view to collecting 

information that would help the staff of the school when the 

change occurred. 

In January 1983, there was an open meeting with the staff 

on 'Inset Mixed-Ability Teaching'(session 1). This was school

based and attended by thirty-two members of staff. Summaries 

and recommendations were made. Later that month there was a 

meeting with language teachers after school hours. Twelve 

teachers attended. A second open meeting with all staff on 

'Mixed Ability Organisation and Transition in Schools' was 

held in the third week of the month attended by twenty-five 

teachers. There was also a meeting with humanities teachers 

in school time (off timetable) onl 'Mixed Ability Groupingl 

possibilities and Experiences in the Secondary School'. This 

was attended by twelve staff including the senior teacher and 

deputy headteacher. 



331 

In February, a one day conference was held outside the 

school at a conference centre on: 'Mixed Ability Teaching'. 

Over fifty staff attended and met in cross-curricula groups. 

A report of the outcome of this conference was sent to the 

Principal Education Officer of the LEA concerned. 

An open meeting was held with staff on issues raised by 

mixed ability teaching with A.V. Kelly. Twenty-five members 

of staff attended. There was a meeting on the 30th of March 

on: 'The Provision for Slow Learners in the Secondary School' 

for all teachers. Home economics and technical teachers 

visited other schools during the months of April and May. A 

meeting was held with boys' technical staff and led by an 

LEA adviser as a guest speaker. This was attended by eight 

members of staff during lesson time. Twenty science teachers 

attended a meeting with science staff of local secondary 

schools on teaching mixed ability science, in May, based at 

a neighbouring school. In June 1983, there was a meeting 

between staff from the Art Department and the Art Adviser. 

Music Staff were also invited. In all, ten staff attended. 

This was school-based. A majority of the school-based courses 

were held after school hours from 4.00p.m. to S.OOp.m. 

Induction courses were organised for probationers in 

conjunction with courses for regular teachers. 

As a form of evaluation, there were written and verbal 

reports about these courses by the course teachers, senior 

tutor and teachers who have attended them. Also questionnaires, 

and evaluation sheets were filled in by teachers and depart

mental heads. Reports were seen to be favourable towards the 

school-focused idea. 
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Appendix ~~ comprises a copy of a letter of invitation 

from this school to a potential visiting speaker from the 

university sector. It serves to illustrate the detailed 

care evident in the organisation of school-focused INSET in 

this school. 

iii) Deputy Head Interview 

As mentioned above, in this school the probationers 

are under the aegis of the deputy head rather that a 

'professional tutor'. The deputy concerned receives a 

responsibility allowance for the extra work that comes with 

this appointment. This includes: supervision of student 

teachers on teaching practice, the induction of new teachers, 

liaison between school and outside agencies. 

This particular deputy head is strongly in favour of 

the setting up of special induction programmes for teachers 

in their first year of appointment. He identified the 

closing of the gap between theory and practice as being of 

crucial importance during the induction year. Probationers 

are not sent from this school to any outside centres because 

of pressures of the time-table. In consequence all induction 

work is carried out in the school, and furthermore there is 

no form of outside help in staffing these sessions. The 

deputy head in this case is not sure that the professional 

centre:asrecommended by the James Report is necessary in the 

induction process. 

Once again, the problems of teaching a wide mixed-ability 

range is identified as the major problem facing probationers. 

He also agrees with his headmaster that it is most unfortunate 
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that no attempt has been made to evaluate the school-based 

induction courses. Such an evaluation would, he feels, 

have been an indicator of good practice or otherwise. 

Without it the process remains pragmatic, short term and 

ad hoc. He particularly regrets that probationers are often 

given too heavy a teaching load, as are those charged with 

helping them. 

9.4 Results of Interviews with Chief Advisers for INSET 

in Case Study Areas 

As mentioned above, interviews were conducted with the 

two Chief Advisers for INSET in the two LEAs concerned. 

A. Adviser 1 

According to this adviser, his LEA supports any INSET 

effort undertaken within the schools, provided that there is 

a genuine diagnosis of need, and proper planning of the INSET 

response. 

With respect to the induction year, the main financial 

implications are always those of teacher release. In order 

to provide other opportunities, his LEA arranges meetings of 

probationers in teachers' centres and residential courses at 

its own in-service centre. He also regards the appointment 

of a professional tutor in every school as an essential part 

of the staffing, and not just an adjunct. Clearly this 

adviser and his LEA are as firmly behind the provision. of 

INSET for their teachers whether probationers or experienced 
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staff. 

B. Adviser 2 

This Chief Adviser admitted that at the prese~t time his 

LEA gives tittle financial support to schools in respect of 

school-focused/based INSET. He stressed that this was due to 

the authority not having seriously considered a commitment to 

such provision. However, there would, he indicated be such 

support from April 1987 when a new scheme of LEA INSET is 

inaugurated. 

Personally, this adviser gave support to the idea of each 

school having its own INSET programme because only through 

such means can schools and teachers identify their particular 

and peculiar needs. He did, however, recommend that external 

INSET should also be experienced. 

Like the other cases, the matter of cost of supply 

provision is a major constraint on improving INSET. With 150 

probationers alone, the cost is substantial. Even though 

professional tutors are supposed to be appointed in the 

schools of this LEA, they are not renumerated for this as such. 

Consequently the policy is not carried through as shown by 

Case Study School 3. 

Despite current constraints, there will be a shift of 

resources towards school-based/focused INSET in this LEA as 

part of the new regulations for in-service provision which 

provide for greater flexibility. 

9.5 Results of Questionnaire Responses from the Three 

Ca5e Study Schools 

Replies to the questionnaire sent to teachers who attended 
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school-focused in-service education in the three study schools 

are presented in this section. 

The first sub-section shows the frequency distribution 

and percentage of the total sample to the questions and the 

second sub-section presents the comparisons of the variables 

to see if there is any significant difference in the way 

respondents have answered the questions. 

In both cases, tables and figures with some textual 

discussions are used to present the results. 

A. Presentation of the Frequencies 

The frequency distribution and percentage of the total 

sample of ninety-five teachers in the three schools who took 

part in the research are presented in tabular form. Tables 

show both the frequency distribution and percentage by variables 

and the replies of the.respondents to all twenty-one computed 

questions. 

i) The first section shows the frequency distribution 

and percentage of all respondents in the sample by the 

variables specified. 
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TABLE 33 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF SAMPLE 

BY SCHOOL (VARIABLE 1) 

VALUE SCHOOL FREQUENCY (N) PERCENTAGE(%) 

1 SCHOOL 1 38 40.0 

2 SCHOOL 2 28 29.5 

3 SCHOOL 3 29 30.5 

TOTAL 95 100.0 

Thirty-eight (40%) of the total of ninety-five respondents 

came from SCHOOL 1, twenty-eight (29.5%) came from SCHOOL 2, 

while the remaining twenty-nine (30.5ro) were drawn from 

SCHOOL 3. 

TABLE 3~ 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF SAMPLE 

BY SEX (VARIABLE 2) 

VALUE SEX FREQUENCY (N) PERCENTAGE (%) 

1 t-1ALE 45 47.4 

2 FEMALE 50 52.6 
, , . It ___ 

; .. J( . ..... . t 0 __ J . . , .".~ J ..... '. I 

TOTAL 95 100.0 

Out of the total of ninety-five respondents to the 

questionnaire, forty-five (47.4%) were males and fifty (52.6?~) 

were females. 
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TABLE 3,5 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF 

SAMPLE BY AGE (VARIABLE 3) 

AGE CATEGORIES FREQUENCY(N) PERCENTAGE(%) 

20 - 25 9 9.5 

26 - 30 21 22.1 

31 - 35 13 13.7 

36 - 40 9 9.5 

41 - 45 21 22.1 

46 - 50 13 13.7 

OVER 50 9 9.5 

TOTAL 95 100.0 

Nine of the respondents (9.5%) were aged between twenty 

and twenty-five, twenty-one (22.1%) between twenty-six and thirty, 

and thirteen (13.7%) were within the thirty-one to thirty-five 

age category. Another nine respondents (9.5%) were aged 

between thirty-six and forty years, a further twenty-one (22.1%) 

were~ between forty-one and forty-five years old, and yet 

another thirteen teachers (13.7%) were forty-six to fifty years 

of age, while the remaining nine respondents (9.5%) were over 

fifty years of age. 
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TABLE 36 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF SAMPLE 

BY MARITAL STATUS (VARIABLE 4) 

VALUE MARITAL STATUS FREQUENCY(N) PERCENTAGE ( %) 

1 SINGLE 32 33.7 

2 MARRIED 61 64.2 

3 ANY OTHER 2 

TOTAL 95 100.0 

There were altogether in the sample, thirty-two single 

respondents, (33.7%), sixty-one married teachers which formed 

(64.2%) of the total sample, and two others one of whom was 

separated and the other divorced. 

TABLE 37 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF SAHPLE BY HIGHEST 

QUALIFICATION HELD BY RESPONDENTS (VARIABLE 5) 

VALUE HIGHEST QUALIFICATION HELD FREQUENCY ( N) PERCENTAGE(%) 

1 TEACHERS' CERTIFICATE 20 21.1 
2 BACHELOR OF EDUCATION(B.Ed) 18 18.9 
3 BACHELOR OF ARTS (B.A) 22 23.2 
4 BACHELOR OF SCIENCE (B.Sc) 17 17.9 
5 POST GRADUATE CERTIFICATE/ 15 15.8 

DIP. IN ED., PGCE/PGDE 

6 ADVANCED DIPLOMA 2 2.1 
7 MASTERS DEGREE 1 1.1 
8 DOCTOR OF PHILOSOPHY (Ph. D) 
9 ANY OTHER 

TOTAL 95 100.0 
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Twenty of the respondents sampled (21.1%) had a Teachers' 

Certificate as a form of their highest qualification, eighteen 

others (18.9%) had a Bachelor of Education degree, another 

twenty-two (23.2%) possessed a Bachelor of Arts degree, while 

seventeen respondents (17.9%) had a Bachelor of Science. 

Fifteen of the remaining (15.8%) possessed either a Post 

Graduate Certificate 0%1 Diploma in Education, a further two 

(2.1''£) had an Advanced Diploma, one respondent (1.1%) had a 

Masters Degree. There was no one with a Doctor of Philosophy 

degree or any other qualification. 

TABLE 38 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF SAMPLE BY YEARS OF 
TEACHING EXPERIENCE OF RESPONDENTS (VARIABLE 6) 

VALUE YEARS OF TEACHING EXPERIENCE FREQUENCY(N} PERCENTAGE(%; 

1 UNDER 2 YEARS 8 8.4 

2 2 - 5 YEARS 12 12.6 

3 5 YEARS 10 10.5 

4 5 - 10 YEARS 23 24.2 

5 OVER 10 YEARS 42 44.2 

TOTAL 95 100.0 

Eight teachers (8.4%) have taught for unday two years, 

twelve (12.6%) have done so for between two and five years, 

ten teachers (10.5%) have been teaching for five years, while 

twenty-three of them (24.2%) have taught for between five and 

ten years. The remaining majority of forty-two teachers 

(44.2%) have been teachers for over ten years. 
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TABLE 39 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF SAMPLE BY RESFONDENTS I 

YEARS OF TEACHING EXPERIENCE IN PRESENT SCHOOL (VARIABLE 7) 

VALUE YEARS OF TEACHING EXPERIENCE FREQUENCY (N) PERCENTAGE(%) 
IN PRESENT SCHOOL 

1 UNDER 2 YEARS 10 10.5 

2 2 - 5 YEARS 17 17.9 

3 5 YEARS 12 12.6 

4 5 - 10 YEARS 23 24.2 

5 OVER 10 YEARS 33 34.7 

TOTAL 95 100.0 

Replies indicate that ·:ten teachers (10.5%) have been 

teaching in their present school for under two years, seventeen 

(17.9%) have been doing so for between two and five years, 

and twelve teachers (12.6%) have taught in their present 

school for five years. Twenty-three respondents (24.2%) 

have done so for between five and ten years, while the 

remaining thirty- three have taught in their present school 

for over ten years. 
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TABTE 4Q 

FREQUENCY DISTRIBUTION AND PERCENTAGE OF' SM1PLE BY RESPONDENTS' 

POSITION IN SCHOOL (VARIABLE 8) 

VALUE POSITION HELD IN SCHOOL FREQUE.l\lCY (N) PERCENTAGE(%) 

1 HEAD OF' DEPARTMENT/YEAR/ 8 8.4 
SENIOR TEACHER 

2 SCALE 1 7 7.4 

3 SCALE 2 33 34.7 

4 SCALE 3 34 35.8 

5 SCALE 4 11 11.6 

6 SUPPLY TEACHER/ 2 2.1 
ASSISTANT TEACHER 

TOTAL 95 100.0 

The frequency distribution and percentage of sample by 

respondents' statuses in their school show that eight 

teachers (8.4%) were either heads of departments, years or 

senior teachers, seven (7.4%) were scale 1 teachers, thirty-

three (34.7%) were scale 2 teachers, and a further thirty

four (35.8%) were scale 3s, while eleven (11.6%) were scale 4 

holders and the remaining two teachers (2.1%) were either 

supply or assistance teachers. 

This second section of the presentation of the frequencies 

shows the replies of the ninety-five respondents to the 

computed questions. 



TABLE 41 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 1 

QUESTION 1 

What effects do you think in-service education has on teachers? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE ( %) 

1 KEEPS TEA!CHERS 88 92.6 
PROFESSIONALLY VIABLE 

2 DOES NOT MAKE MUCH 4 4.2 
DIFFERENCE TO TEACHERS' 
PROFESSIONAL COMPETENCE 

3 NOT REALLY SURE \vHAT 1 1.1 
TEACHERS DERIVE FROM IN-
SERVICE COURSES 

4 ANY OTHER 2 2.1 

TOTAL 95 100.0 

Eighty-eight respondents (92.6%) think that in-service 

education keeps teachers professionally viable, four teachers 

(4.2%) do not see the difference in-service education does to 

teachers" competence, whi le one teacher (1.1%) was not sure 

what teachers derive from in-serv ice education. Two other 

respondents (2.1%) gave other replies under the 'ANY OTHER' 

response rubric - 'effects derived from in-service education 

depend on: 

a. the quality of the INSET, 

b. its relevance; 

c. the opportunity for implementation. 



343 

TABLE 42 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 2 

QUESTION 2 

How would you rate the necessity of having other forms of 

in-service education other than the traditional college

based provision? 

VALUE 

1 

2 

RESPONSE RUBRIC 

VERY NECESSARY 

NECESSARY-IN SOME ~ASES 

3 NOT NECESSARY 

4 DON'T KNC1AI 

TOTAL 

FREQUENCY(N) 

54 

37 

4 

95 

PERCENTAGE(%) 

56.8 

38.9 

4.2 

100.0 

Replies show that fifty-four teachers (56.8%) rated 

other forms of in-service education as very necessary, 

thirty-seven others (38.9%) stated that other forms of in

service were necessary in some cases, and four (4.2%) recorded 

a 'don't know'. Nobody said they were not necessary. 
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TABLE C 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 3 

QUESTION 3 

How were you first made aware of the in-service programme in 

your school? 

VALUE RESPONSE RUBRIC FREQUENCY(N) FERCENIAGE(%) 

1 THROUGH THE HEAD 21 22.1 

2 THROUGH THE DEPUTY HEAD 21 22.1 

3 THROUGH MY HEAD OF 17 17.9 
DEPARTMENT 

4 THROUGH THE PROFESSIONAL 20 21.1 
TUTOR 

5 THROUGH OTHER r.1Er.1BERS 9 9.5 
OF STAFF 

6 ANY OTHER 7 7.4 

TOTAL 95 100.0 

Twenty-one teachers (22.1%) were first made aware of the 

in-service programme in their school through the head teacher, 

another twenty-one (22.1%) stated that this information got to 

them through the deputy head, seventeen others (17.9%) said 

through their head of department, while twenty (21.1%) were 

made aware of such programmes through the professional tutor. 

Nine (9.5%) got the information from other members of staff, 

and the remaining seven (7.4%) were communicated through other 

sources according to their replies under the 'ANY OTHER' category 

of response - 'staff notice board', 'a combination of response 

rubrics 1, 2, 3, 4, 5, and 6', 'through subject adviser', 
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'through in-service literature', 'varies with the particular 

course' • 

TABLE 44 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 4 

QUESTION 4 

Why did you decide to engage in school-focused activities? 

VALUE RESPONSE RUBRIC FREQUENCY (N) FERCENTAGE{%) 

1 IT WAS COMPULSORY 1 1.1 

2 TO H1PROVE MY PROFESSIONAL 92 96.8 
COMPETENCE 

3 OTHER STAFF WERE ATTENDING 

4 DON'T KNOvV 

5 ANY OTHER 2 2.1 

TOTAL 95 100.0 

One teacher-{l.l%) attended because it was compulsory, 

ninety-two (96.8%) did so to improve their professional 

competence, and nobody attended because other teachers were 

attending or did not know. Two respondents gave additional 

answers under the 'ANY OTHER' response mode - 'to modernise 

my approach to my subject and to best cater for the changing 

needs of my pupils', and 'to update my pedagogy'. 



346 

TABLE 45 

PREQUENCY DISTRIBUTION OP RESPONDENTS' REPLIES TO QUESTION 5 

QUESTION 5 

How regularly do you attend these activities? 

VALUE 

1 

2 

3 

4 

5 

RESPONSE RUBRIC 

FREQUENTLY 

QUITE FREQUENTLY 

INFREQUENTLY 

NEVER 

ANY OTHER 

TOTAL 

FREQUENCY(N) 

43 

31 

18 

3 

95 

PERCENTAGE(%) 

45.3 

32.6 

18.9 

3.2 

100.0 

Seventy-four respondents (79.9%) of the total of ninety

five sampled said they attended school-focused in-service 

activities frequently, while thirty-one of them (32.6%) said 

quite freguently. Eighteen others (18.9%) said they were 

infrequent, and there was not reply from the 'NEVER' response 

rubric. However, three teachers (3.2%) gave various replies 

under the 'ANY OTHER' response mode - 'Not at all at present 

having just returned to teaching, previously quite frequently', 

'when available', 'suspended due to industrial action. 
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TABLE 46 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 6 

QUESTION 6 

For how long have you been involved in these activities in 

i!l!.! school? 

VALUE RESPONSE RUBRIC FREQUENCY ( N) PERCENTAGE ( %) 

1 2 YEAR S OR MORE 63 66.3 

2 1 - 2 YEARS 26 27.4 

3 6 t-10NTHS - 1 YEAR 3 3.2 

4 1 MONTH - 6 MONTHS 

5 UNDER 1 MONTH 

6 ANY OTHER 3 3.2 

TOTAL 95 100.0 

Respondents' replies indicate that sixty-three of them 

(66.3~) have been involved in school-focused activities at 

their present school for at least two years, twenty-six 

(27.4%) have done so for between one and two years, three 

(3.2~;:) have been attending for the past six months. Three 

re~ondents (3.2%) gave various replies under the 'ANY OTHER' 

response mode - 'when available'. 
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TABLE 47 

PREQUENCY DSITRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 7 

QUESTION 7 

What would you say about these courses as regards fulfilling 

your expectations of them? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE (%) 

1 EXCEEDED EXPECTATIONS 5 5.3 

2 CAME UP TO EXPECTATION 35 36.8 

3 SOME PARTS DID AND SOME 41 43.2 
DID NOT 

4 HAD LITTLE OR NO 8 8.4 
PRECONDITIONS 

5 DIPFERED SIGNIPICANTLY 1 1.1 
PROM EXPECTATIONS 

6 DISAPPOINTING 2 2.1 

7 ANY OTHER 3 3.2 

TOTAL 95 100.0 

Five persons (5.3~) said that school-focused activities 

exceeded their expectations of them, thirty-five others (36.8~) 

said activities came up to expectation, and a further forty-

one (43.2%) said some parts did and some did not come up to 

expectation. Eight respondents (8.4%) said they had little or 

no preconditions about these activities, to one person (1.1%) 

the activities differed significantly from expectations, and 

to two others (2.1%) they were disappointing while the remaining 

three gave answers other that those listed, as 'ANY OTHER' -

'Experience too limited to comment', 'Just started, not much 

experience', 'Yet to decide'. 
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TABLE 48 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REFLIES TO QUESTION 8 

QUESTION 8 

How relevant would you say these activities have been as 

regards your classroom performance? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE(%) 

1 VERY RELEVANT 26 27.4 

2 SOME ARE RELEVANT 62 65.3 

3 NOT RELEVANT AT ALL 2 2.1 

4 NOT SURE 3 3.2 

5 ANY OTHER 2 2.1 

TOTAL 95 100.0 

Twenty-six (27.4%) of the respondents thought that such 

activities were very relevant to their classroom performance, 

sixty-two (65.3%) felt some parts were relevant, while two 

(2.1%) felt they were not relevant at all and three (3.2%) 

were not sure. The remaining two respondents gave replies 

under the 'ANY OTHER' response mode - 'Difficult to assess', 

I Don't know'. 
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TABLE 49 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 9 

QUESTION 9 

How much were you involved in deciding what activities to 

attend? 

VALUE RESPONSE RUBRIC FREQUENCY (N ) FERCENTAGE(%) 

1 FULL Y INVOLVED IN 84 88.4 
DECIDING FOR MYSELF 

2 HELPED BY VISITING 6 6.3 
CONSULTANT 

3 NOT INVOLVED AT ALL 3 3.2 

4 ANY OTHER 2 2.1 

TOTAL 95 100.0 

Replies show that eighty-four respondents (88.4%) of the 

ninety-five teachers sampled said they were fully involved in 

deciding for themselves what activities to attend. Six 

(6.3~) said they were helped by visiting consultant, three 

others (3.2~) said they were not involved at all and the 

remaining two persons gave replies under the 'ANY OTHER' 

response mode - 'Not sure', 'Don't know'. 
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TABLE 50 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 10 

QUESTION 10 

How much do you agree with arguments that stress the growing 

importance of school-focused in-service provision in improving 

teachers' professional skills? 

VALUE 

1 

2 

3 

4 

RESPONSE RUBRIC 

STRONGLY AGREE 

AGREE 

OONT' T KNOIJ 

DISAGREE 

5 STRONGLY DISAGREE 

TOTAL 

FREQUENCY(N) 

44 

46 

5 

95 

PERCENTAGE(%) 

46.3 

48.4 

5.3 

100.0 

Ninety respondents (94.7cG) of the total of ninety-five 

said they agreed with arguments that stress the growing 

importance of school-focused in-service provision in improving 

teachers' professional skills. Forty-four (46.3%) of these 

stated strong agreement. The remaining five respondents 

(5.3~'b) said they did not know. Nobody disagreed either 

strongly or otherwise. 
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TABLE 51 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 11 

QUESTION 11 

Advocates of school-focused activities argue that without 

such activities in schools, teachers become professionally 

stale. How much do you agree with this? 

VALUE 

1 

2 

3 

4 

5 

RESPONSE RUBRIC 

STRONGLY AGREE 

AGREE 

OON'T KNOW 

DISAGREE 

STRONGLY DISAGREE 

TOTAL 

FREQUENCY(N) 

41 

47 

4 

2 

1 

95 

PERCENTAGE('?{.) 

43.2 

49.5 

4.2 

2.1 

1.1 

100.0 

Replies show that eighty-eight respondents (92.7%) 

agree with the question, forty-one of them (43.2%) doing 

so strongly. Four responden.ts (4.2%) did not know, whi le 

three others (3.2%) disagreed, one of them (1.1%) doing so 

strongly. 
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TABLE 52 

FREQUENCY DISTRIBUTION OF RESF ON DENTS , REPLIES TO QUESTION 12 

QUESTION 12 

How much contribution would you say such school-focused 

activities have made towards the professional development of 

the teacher? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE(%) 

1 A GREAT DEAL 32 33.7 

2 SOHE USEFUL 51 53.7 
CONTRIBUTION 

3 SMALL CONTRIBUTION 9 9.5 

4 NO CONTRIBUTION 

5 NOT SURE 

6 ANY OTHER 3 3.2 

TOTAL 95 100.0 

Thirty-two respondents (33.7%) said school-focused 

activities have made a great deal of contribution towards the 

professional development of the teacher. Fifty-one (53.7%) 

believe some useful contribution has been made, while nine 

respondents (9.~~) stated only a small contribution has been 

made. Nobody however, said no contribution has been made. 

Three respondents (3.2%) supplied other answers under the 'ANY 

OTHER' response rubric - 'Experience too limited to comment', 

'Depends on the individual', 'Because most of my in-service 

experience has been outside school, I find it difficult to 

comment'. 
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TABLE 53 

PREQUENCY DISTRIBUTION OP RESPONDENTS' REPLIES TO QUESTION 13 

QUESTION 13 

I~oking back now on some of the school-focused activities you 

have attended, would you say they would have been better as 

college-based courses? 

VALUE RESPONSE RUBRIC PREQUENCY(N) PERCENTAGE(%) 

1 YES - ALL OF' THEM 5 5.3 

2 SOME WOULD, SOME hiOULD 42 44.2 
NOT 

3 NO - NONE OF' THEM 25 26.3 

4 NOT SURE 21 22.1 

5 ANY OTHER 2 2.1 

TOTAL 95 100.0 

Five teachers (5.3%) believed all the school-focused 

activities anrl courses they attended could have been better 

as college-based courses, forty-two (44.2%) thought some 

courses would and others would not, while twenty-five of 

them (26.3%) were emphatic that none of the courses would 

have been better as college-based courses. Twenty-one 

teachers (22.1%) were not sure and the remaining two teachers 

supplied additional information under the 'ANY OTHER' response 

mode - 'Don't know'. 
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TABLE 54 

FREOUENCY DISTRIBUTION OF RESPONDE~TS' REPLIES TO QUESTION 14 

qUESTION 14 

How would you compare school-focused activities with external 

award-bearing courses as regards the professional development 

of the classroom teacher? 

VALUE RESPONSE RUBRIC FREQUENCY(N) f·ERCENTAGE( %) 

1 SCHOOL~~USED COURSES ARE 77 81.1 
~10RE DIRECTLY GEARED TO 
WHAT TEACHER IS EXPECTED 
TO ~1EET IN CLASSROOM 

2 E,XTERNAL COURSES ARE 4 4.2 
EQUALLY GOOD IN EQUIPPING 
TEACHER FOR HIS/HER DAY TO 
DAY CLASSROOM E..'I(PERIENCES 

3 NOT REALLY SURE 11 11.6 

4 ANY OTHER 3 3.2 

TOTAL 95 100.0 

Seventy-seven teachers (81.1%) think school-focused 

courses are more geared directly to what a teacher is expected 

to meet in the classroom, four others (4.2%) think external 

courses are as good in that respect, while eleven respondents 

(11.6%) were not sure. The remaining three respondents (3.2%) 

gave various answers under the 'ANY OTHER' response rubric -

'Varies with the particular course', 'No preference, depends 

on the course and course leaders/speakers', and 'Don't know'. 
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TABLE 5-5 

F'REQUENCY DISTRIBUTION OF' REsPONDENTS' REPLIES TO QUESTION 15 

QUESTION 15 

How much would you say school-focused activities have succeeded 

in identifying and rectifying mismatch between what is learnt 

on external courses and the actual process in the classroom? 

VAT_UE RESPONSE RUBRIC F'REQUENCY(N) PERCENTAGE (n~ ) 

1 VERY MUCH 64 67.4 

2 NOT ~1UCH 15 15.8 

3 VERY LITTLE 6 6.3 

4 NOTHING AT ALL 1 1.1 

5 ANY OTHER 9 9.5 

TOTAL 95 100.0 

Sixty-four teachers (67.4%) said school-focused activities 

have succeeded very much in bridging the gap between what is 

learnt on external courses and actual classroom practice, 

fifteen (15.8~·!) however do not think much has been done by 

school-focused activities in that respect, while six 

respondents (6.3%) say there has been very little done and one 

(l.l~) said nothing had been done. The remaining nine 

respondents gave various answers under the 'ANY OTHER' response 

mode - 'The degree of success is dependent upon the people 

involved in the INSET', 'Between very much and not much', 

'Different things are expected of these different types of 

courses', 'Depends on the commitment of attenders'. 
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TABLE 5.6 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO OUESTION 16 

QUESTION 16 

What aspect of the organisation of these school-focused 

activities were you most dissatisfied with? 

VALUE RESPONSE RUBRIC F'REQUENCY(N) PERCENTAGE ( a;;) 

1 THtING Of.' THE COURSES 38 40.0 

2 CONTENT - TOO PRACTICAL 

3 CONTENT - TOO THEORETICAL 1 1.1 

4 LACK OF INFORMATION 

5 LACK OF' NECESSARY EXFERTISE 7 7.4 
IN THE STAFFING 

6 NONE 43 45.3 

7 :\NY OTHEi~ 6 6.3 

TOTAL 95 100.0 

Thirty-eight respondents (40.0%) stated they were most 

dissatisfi~d with the timing of the courses, one person (1.1%} 

said .the content was too theoretical. Seven others (7.4;t) felt 

there was a lack of necessary expertise in the staffing, while 

fort~-three (45.3~) were satisfied with every aspect of the 

organisation of the courses. Six teachers (6.3~) gave answers 

other than those supplied, under the 'ANY OTHER' category -

'Lack of follow-up', 'Has varied from one activity to another', 

'Follow-up/development not continued because of upset in schools 

over the past few years', rHaving volunteered for working party, 

very little actually happened (teachers in acti~n)'. 
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TABLE 57 

F'REQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 17 

QUESTION 17 

How much effort did you have to make to attend these school

focused activities? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE (>"b) 

1 A GREAT DEAL 8 8.4 

2 SOME EFF'ORT 40 42.1 

3 A LITTLE EFFORT 11 11.6 

4 NC9NE AT ALL 34 35.8 

5 ANY OTHER 2 2.1 

TOTAL 95 100.0 

Replies show that eight teachers (8.4~) made great 

effort to attend school-focused activities. F'orty (42.1%) 

had to make some effort, eleven (11.6%) said they made a 

little effort, and thirty-four (35.8%) did not have to make 

any effort to attend such activities. Two others (2.1%) 

said they were not sure under the 'ANY OTHER' response 

rubric. 
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TABLE 58 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 18 

QUESTION 18 

How enthusiastic are you about attending subsequent school-

focused activities? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE(%) 

1 LOOKING F'OR\,yARD TO THE~1 74 77.9 
VERY ~!UCH 

2 NOT LOOKING FORWARD TO 1 1.1 
THEM AT ALL 

3 NOT SURE 11 11.6 

4 ANY OTHER 9 9.5 

TOTAL 95 100.0 

Seventy-four respondents (77.9~) were looking forward 

to attending subsequent school-focused activities, while one 

respondent (1.1~) was not looking forward to them at all. 

Eleven others (11. 6~7,) were not sure. Nine teachers gave 

additional answers under the 'ANY OTHER' response mode -

'Depends on the activity', 'Depends on the purpose, organisation 

and content', 'Until one has attended, one does not know what 

is being taught', 'They are essential, we must monitor 

ourselves, plan together', 'Quite neutral about them'. 
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FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 19 

QUESTION 19 

What is the general orientation of these courses? 

VALUE RESPONSE RUBRIC FREQUENCY(N) PERCENTAGE ( 1{) 

1 

2 

3 

4 

5 

THEORETICALLY ORIENTED 
INVOLVING LECTURES, 
READING, ETC. 

PRACTIC.\LLY ORIENTED 
INVOLVING WORKSHOPS, 
PRODUCTION OF CURRICULUM 
r.1ATER I ALS , ETC. 

DISCUSSION BASED 

A COr.1BINATION OF THE 
THREE ABOVE 

ANY OTHER 

TOTAL 

1 1.1 

10 10.5 

11 11.6 

70 73.7 

3 3.2 

95 100.0 

One respondent (1.1~) said activities were theoretically 

oriented, ten (10.5%) others said they were practically 

oriented. Eleven teachers (11.6%) said they were discussion 

based, while seventy (73.7~) said activities took the form 

of the three above, and the remaining three (3.2%) gave 

various answers under the 'ANY OTHER' response rubric -

'Various' • 
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TABLE 60 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 20 

gUESTI·ON 20 

How would you describe a school without such school-focused 

activities? 

VALUE RESPDNSE RUBRIC FREQUENCY(N) PERCENTAGE (0-;;) 

1 HEALTHY 2 2.1 

2 VIABLE 3 3.2 

3 NOfWAL 7 7.1 

4 ST/\LE 48 50.5 

5 UNPROGRESSIVE 34 35.8 

6 ~Y OTHER 1 1.1 

TOTAL 95 100.0 

When asked to describe a school without school-focused 

activities, two teachers (2.1%) said 'healthy', three others 

(3.2;-:;) said 'viable', and seven (7.1:,&) said 'normal'. Forty

eight (50.5~) said 'stale' and thirty-four (35.8%) said 

'unprogressive' and the remaining one person (1.1%) described 

such a school as 'Coastingt Unwilling to learn about itself'. 
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TABLE 61 

FREQUENCY DISTRIBUTION OF RESPONDENTS' REPLIES TO QUESTION 21 

OUESTION 21 

From your experiences what would you say about these school-

focused activities in general? 

VALUE RESPONSE RUBRIC FREQUENCY(~) PERCENTAGE(%) 

1 EVERY SCHOOL SHOULD HAVE 87 91.6 
sot-m F'ORr.1 OF SCHOOLO:: 
F'OCUSI~D ACTIVITIES 

2 SCHOOL~FOCUSED ACTIVITIES 2 2.1 
CONTRIBUTE LITTLE OR 
NOTHING TO THE PROFESSIONAL 
DEVELOPHENT OF THE TEACHER 

3 SCHOOL-FOCUSED ACTIVITIES 2 2.1 
ARE NOT LIVING UP TO THE 
EXPECTATIONS THEY HAVE 
AROUSED 

4 ANY OTHER 4 4.2 

TOTAL 95 100.0 

Eighty-seven respondents (91.6%) think every school should 

have some form of these activities, while two (2.1%) said such 

activities had done little or nothing for the professional 

deve topment of the teacher. A further two persons (2.1:';) said 

school-focused activities had not lived up to the expectations 

they had aroused. The re~ining four respondents recorded a 

'Don't know', reply under the '.~Y OTHER' response mode. 

Apart from the computed results, the questionnaire to 

teachers contained some non-codable open-ended questions which 

will be discussed in the analysis and interpretation of data. 
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9.6 Internretation of Findings 

.\S mentioned in the above chapter on 'Research Design 

and Methods' each of tAe groups questioned, provided information 

on each aspect of the selected innovations. There were, 

however, deliberate overlaps where the same or similar 

question was put to two or more groups to obtain different 

views and opinions. 

The interpretation of findings and elucidation of possible 

explanations is carried through in relation to previous 

knowledge in the field of in-service innovation •. This 

section therefore, discusses what has been added to knowledge, 

and how this information fits into the general body of knowledge 

as recognised in the literature. 

A. Analysi.s of Headteacher Responses 

All three schools studied were secondary comprehensive 

schools with a history of having school-focused in-service 

programmes, plus induction programmes for probationers and the 

appointment of a teacher to take care of them. 

The policy on in-service education indicating the aims 

of school-focused in-service education and training, was 

defined by both head and staff in all three cases. Also 

common was the fact that the teachers' industrial dispute 

disrupted all in-service activities for the session. 

A record of activities is kept in each school and all 

staff are aware of INSET programmes. There is no form of 

compulsion on the part of any teacher from any of the schools 

to attend these courses. Two heads were pleased with the 

outcome, the other remained sceotical. 
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All three heads clearly emphasise the preference for 

school-focused courses when it comes to the professional 

competence of the teacher. They stress school-focused 

activities try to close the gap between theory and practice 

and advocate all schools to institute such programmes. Having 

said this they all recognise the fact that traditional course

based in-service and school-focused in-service should continue 

to complement each other. 

Evaluation was seen by all three heads as extremely 

necessary and each has encouraged and supported this strongly 

by having some form of informal evaluation. They are all 

dissatisfied with the present form of evaluation and would 

like to see more formal evaluation of these activities by 

external and objective evaluators. 

Specific induction courses for probationers are mounted 

in all three schools, though not necessarily as per the mode 

of the James Committee. The main problem in catering for this 

support was found to be arranging for the release of 

probationers for centre-based activities. Senior members of 

staff have been appointed to oversee the induction period. 

All three heads agreed that such an appointment was a necessity, 

and also that too little money was allocated to run these 

school-focused activities. 

B. Analysis of Deputy Head or INSET Tuto~_Respooses 

While schools 1 and 2 have appointed deputy heads for this 

job, school 3 has delegated a senior teacher. As teachers in

charge of in-service education and training in their different 

schools, they have similar responsibilities - organising 

school-focused activities, and developing the curriculum. 
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~vhi le all the courses in schoo Is 2 and 3 are non-award 

bearing, some at the courses in school 1 bear awards with 

a certificate or diploma from a college, polytechnic or 

university. All three schools run non-award-bearingcourses 

on similar themes, namely: pastoral care, mixed ability 

teaching; improved teaching methods; teaching the new GCSE; 

and ski 1.1 s deve 1.opment , especially computing'. The frequency 

and duration of courses was found to vary markedly between 

schools with Case Study 1 being the most intensive, then Case 

Study 2 and then 3. Though some have been incorporated into 

the timetable, others are during lunch time, after school or 

at weekends. In Case Study 1, some courses have been organised 

during the long vacation. Only in Case Study 3 was there a 

problem of convincing teachers to attend school-focused courses, 

and in general the att.endance rate is quite high, though worst 

in Case Study 3. 

There is support in two of the schools for the idea of 

a consortium of schools providing I~SET, mainly because of the 

widening of experience, but in the third school this is not 

agreed, on the grounds that the problems of a school are unique. 

However all three schools approve of the involvement of external 

experts as they believe it reduces tendencies towards 

parochialism. However, there are ~arely sufficient funds 

available for this purpose. 

Democratic involvement of all staff is normal in respect 

of the choice of INSET activities and their operation. All 

three schools have as their principal criterion for selection, 

that meeting immediate and identified needs is a priority. 

Lack of available time is the major complaint and constraint. 
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This would be alleviated if school-focused work could be 

incorporated into the normal school time-table so as to make 

it more meaningful. 

An analysis of the information 

on a six month period of inset 

work in all three schools studied: 

All three schools had produced programmes of inset work 

every session, focused on the particular needs and problems 

of the school. Such programmes have been adhered to as much 

as possible. 

The great diversity and variation of the nature of courses 

as regards the venue, the timing and the course leaders are 

all evident in the schools studied. In every school there is 

a mixture of school-based courses in the geographical sense 

and the use of places outside the school premises. In schools 

1 and 2, most of the courses were school-based while school 3 

made more use of places outside their own environment including 

conference centres. 

While some courses took place at weekends, others were 

held after school hours and some even during school time and 

lunch breaks. Because of the school-focused nature of the 

courses, no two schools had the same type of courses. For 

example, while school 3 was more concerned with its immediate 

problem of mixed-ability teaching. schools 1 and 2 were more 

diverse in the selection of their courses. A great majority 

of the courses were non-award bearing. Attendance at the 

courses in all schools was quite high and therefore encouraging. 

The use of external consultants was also clearty evident, 

although with varying degrees. While school 1 made a great 
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use of external consultants (C.C.D.U. trainers), schools 2 

and 3 made more use of a combination of school staff and 

outsiders. It was quite clear that in as much as schools 

saw the need for consultants to reduce parochialism and in

ward looking, sight was not lost of the fact that school staff 

possessed a great amount of expertise which could be tapped. 

Hence, in all schools studied, teachers were used to lead 

sessions. 

Evaluation in all schools was non-formal and internal, 

carried out by the recipients and participants of the courses. 

C. Analysis of Professional Tutor's Responses 

Only in Case Study 3 was the designation 'professional 

tutor' rejected, though there is a teacher carrying out the 

relevant duties. They differ in their method of appointment 

in that in Case Study 1 the appointment was by the LEAl in 

Case Study 2 by the LEA plus others, including head and 

governors I in Case Study 3, by the head and governors alone 

as an internal matter. There was a brief training for one 

of those appointments but none for the other two. 

In all three schools the professional tutors are appointed 

primarily to supervise student teachers on teaching practice 

and induct the probationers into the teaching profession. 

Needless to say, all three agree with the concept of the 

professional tutor as envisaged in the James Report and 

support the setting up of special induction programmes for 

probationers. But they all feel that other methods of support 

for probationers are also a priority to assist in closing 

the gap between the theory of the initial training course 
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and the practice of the 'real world' in schools. As 

professional tutors, they are all based in their own schools 

and are not in any way involved in centre-based activities. 

However, in Case Study Schools 1 and 2, probationers do have 

some release to attend courses at the teachers' centre. The 

third school does not find it possible to effect such 

release so all their induction work is school-based, and 

without a reduced time-table. 

One of the problems in planning for the probationary 

year is the fact that the number of probationers sent to 

any particular school varies from year to year. While, in 

the year of this study, none were sent to Case Study 3, Case 

Study 1 received four probationers, and Case Study 2 

welcomed ten. 

The major problem identified by all three professional 

tutors as facing their probationers is the teaching of a 

mixed ability class. Related, perhaps is the question of 

discipline in the classroom. Ther were also some misgivings 

expressed about the need for staff development for probationers 

to be part of an overall system of ongoing appraisal of all 

staff so that established teachers become more involved in 

INSET and self-evaluation. 

The lack of time and proper funding are major constraints 

identified by all respondents and a more rigorous take up of 

the spirit, if not the exact model, of the James Report would 

be welcomed in all cases. There is also some feeling in this 

select group that other experienced teachers, especially heads 
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of departments, could be encouraged and enabled to assist 

in the induction year for probationers. 

D. Analysis of Probationers' Responses 

As mentioned above, there were no probationers in 

Case Study School 3 during the period of the survey, so the 

analysis of results for probationers will be limited to 

schools 1 and 2. 

Four probationers from School 1 and five from School 2 

were interviewed fo~ their opinions as to the induction 

year programme. In both schools there were more female 

probationers than males. All respondents were graduates in 

the age range 20 - 29. 

They visited their respective schools at least twice 

prior to taking up their posts. Some considered they should 

have had more information from the school, especially in 

terms of level of classes to be taught and the nature of 

the syllabus. All nine probationers expressed satisfaction 

about the appointment of a specific teacher to see them 

through their probationary year, as well as the opportunity 

to attend centre-based courses, the informality of which 

appealed considerably. 

All probationers in both schools rated the school-based 

courses as being very relevant to their classroom needs. 

As a form of comparison, the probationers in School 1 revealed 

that they proferred the school-based courses to the centre

based courses because they are more relevant to classroom 
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activities. 

E. Analysis of Advisers' Responses 

Replies from the two Advisers of INSET involved 

explained the authorities' strong support of INSET in 

principle, but there was a sharp contrast in financial 

commitment. North Yorkshire was found to be much more 

generous than Humberside. In both authorities, the main 

financial problem of the induction year has been that of 

replacing probationers when they are released for centre

based courses. 

9.7 Interpretation of Findings 

Analysis of both interview and questionnaire results 

show the status quo in certain locations. All three aspects 

of INSET in which the writer is particulary interested are 

actively pursued, and the concept of the professional 

tutor is accepted in spirit of not always in name. An 

attempt will be made here to relate the particular aspects 

of management evident in the case study schools to the 

wider picture as gained from the literature review. 

In all there were one hundred and fifteen respondents ~ 

three headteachers, three deputy headteachers, three 

professional tutors, nine probationers, two Chief INSET 

Advisers and ninety-five regular classroom teachers. The 

three schools studied were fairly evenly represented as 

between respondents, the majority of whom had more than two 
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years experience and were on salary scales 2 and 3. Almost 

every category of teacher was represented. 

Results show that all schools studied had a defined 

policy on INSET in which the school-focused variety was 

favoured. 

In his study of twenty-nine schools ILEA (Inner London 

Education Authority) with detailed case studies of four of 

~hem, Griffiths, whose critera for 'good' school-focused 

in-service education and training was adopted in formulating 

the headteachers' interview questions, also discovered that 

66 per cent of respondents replied that they had a defined 

policy of INSET in their schools. He however probed further 

to find out that most of these schools were vague about what 

1 
this policy was about. 

In a related study - the SITE (Schools and In-Service 

Teacher Education) project organised by the Department of 

Education and Science through the University of Bristol, 

Baker2 reported that altogether 82 per cent of" the respondents 

agreed that schools should in principle formulate a clear 

INSET policy, linked to schools' goals. In the schools 

1. Griffiths, G. (1984), "School-Focused Inset in ILEA", 
British Journal of In-Service Education, vol. 10, 
no. 2, Spring 1984, pp. 16 - 22. 

2. Baker, K. (1979), Ope cit., pp. 179 - 180. 
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involved here both head and staff are involved in INSET 

policy-making together. This contrasts with the ILEA 

where it seems only top members of staff like the Director, 

headteacher and deputy headteacher were responsible for 

initiating the policy. In Griffiths' study only 12 per cent 

of the schools had a policy of which all staff were aware of 

INSET opportunities. On this question of needs, both Keast1 

and wray2 found that staff were not always involved in 

deciding a school's in-service needs and so there was 

difficulty in identifying the true needs and concerns of a 

school. In this respect it seems our case study schools 

were progressive. 

Although constraints on finance were a problem, in both 

LEAs concerned here, in~reased spending had taken place on 

teachers' centre activities. Perhaps for this reason, and 

especially in Humberside, school-based work had suffered in 

respect of this type of support. It is difficult for the writer 

to understand the authorities' position on financing school

focused in-service education and training. While on the one 

hand both authorities believe strongly in it, they do not fund 

it adequately. Both advisers claim that they are waiting until 

the new (April 1987) INSET regulations come into force. As, in the 

1. Keast, D.J., Carr, V. (1979), Ope cit. 

2. Wray, D. (1984), Ope cit. 
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view of the writer, school-focused work can be very cheap to 

run, there is a possibility that excuses were being made here. 

As far as being aware of INSET opportunities were 

concerned it seems that the younger the teacher the less varied 

his or her line of communication. This might explain why the 

older teachers take up INSET places quicker, though the 

motivation of promotion possibilities may be significant too. 

In all about 45 per cent of respondents attended INSET courses 

'frequently', with a further 33 per cent 'quite frequently'. 

Cross tabulation showed a greater propensity on the part of 

graduate teachers to undertake INSET, which is probably due 

to the need to boost their profile as compared with the younger 

'BEd group', with BA and BSc a little less active. 

From results obtained, teachers seemed to be satisfied 

with their school-focused activities as regards fulfilling 

their expectations of them. Only 3.2 per cent said they were 

dis~ppointed. Following from being satisfied with the courses, 

respondents stressed that these courses and activities have 

been relevant as regards their classroom performance. In fact, 

only 2.1 per cent said they were not relevant to classroom 

performance. 

wray1 in his study of twenty-eight schools and how they 

conduct school-focused in-service education, discovered that 

staff were not always involved in deciding a school's in-service 

needs. 
2 This fear was expressed by Henderson when he pointed 

1. Wray, D. (1984), op~ cit. 

2. Henderson, E.S. (1979), Ope cit., p. 20. 
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out that the professional development of the school as'a 

unit may dominate the professional development of individual 

members of staff, since the needs of the two are not necessarily 

congruent. However teachers in this study expressed freedom 

to decide for themselves what activities to attend. There is 

no form of compulsion to attend school-focused activities. 

As the results show, a great majority of them (88.4%) said 

they were fully involved in deciding for themselves what 

activities to attend and only 3.2 per cent said they were not 

involved at all in the decision on what activities they were 

to attend. However, external help was obtained in these 

schools as tor·the selection and running of school-focused 

INSET. The role of the consultant was seen as that of a 

helper and facilitator, and wrayl alSo discovered that to be 

the case, as did Griffiths.
2 

The reason for this seems to be 

that schools are aware of the potential dangers of parochialism, 

and are keen to co-operate with outsiders to avoid it. This 

extended in some cases even to the opening up of schools, but 

such offers were rarely taken up. This trend would obviously 

grow with the incidence of school-based INSET. Hence the 

apparent coolness towards the consortium approach. 

One potential disincentive of school-based INSET is the 

fact that such courses are not award-bearing. The new trend 

towards modular work may, however. be able to overcome this 

provided validating bodies are involved in the course. 

1. Wray. D (1984). Ope cit •• p. 43. 

2. Giiffiths. G. (1984), Ope cit. 
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This research into the type of non-award-bearing courses 

organised as school-focused activities confirmed what had 

been found by other researchers such as \veindling in the 

1 
National Survey. Fopular themes run by the schools studied 

included: pastoral care; mixed ability teaching; improved 

teaching methods; teaching the new GCSE; skills development 

(e.g. computer). A combination of theory, practice and 

group discussion was favoured, though most school-based INSET 

in the survey schools were involving workshops and production 

of curriculum materials. 

The major obstacle deterring teachers from attending 

school-focused activities was found to be the timing of the 

courses. Time was seen to be a very scarce commodity. t<!ost 

teachers wanted more time to be devoted to school-focused 

courses if they were to be meaningful and effective. 

Incorporation in~o the school time-table was a radical but 

popular suggestion. The only serious objection to this is the 

potential lack of objective, formal and external evaluation, 

making it difficult for teachers and even researchers to 

categorically say that school-focused activities have undoubtedly 

improved professional skills and competence. Respondents did 

favour the informal method of evaluation of a type recommended 

by Henderson
2 

and Alexander
3 

and in conjunction with more 

1. Weindling, D., Reid, ~!.I. and Davis, P. (1983), Ope cit. 

2. Henderson, E.S. (1979), Ope cit. 

3. Alexander, R. (1980), "Towards a Conceptual Framework for 
School-Pocused Inset", British Journal of In-Service 
Education l vol. 6, no. 3, pp. 137 - 143. 
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formal objective evaluation. Without evaluation at all there 

is little knowledge of the success or failure of INSET work. 

Heads and deputy heads were particularly keen on evaluation. 

1 Baker found out in the various induction programmes all 

over the country that the pre-service orientation stage 

appeared to have widespread support among headteachers and 

teachers. Examples of such schemes were in Avon and Newcastle-

Upon~Tyne. In Newcastle, probationers were offered the 

opportunity for teaching experience in the summer term in the 

schoolS to which they had been appointed. Clearly the heads 

of the three case study schools agreed with this and put it 

into practice for their probationers. 
2 

Margaret Maden, former 

headmistress of Islington Green School, London, also reported 

on the practice of inviting probationers to the school before 

the school year begins •. 

Complaints were lodged by:some third of the probationers 

in respect of lack of information concerning the type and level 

of work required of initiates. Not infrequently it was not 

easy to gain knowledge of the syllabus or scheme of work, 

3 
which accords with the findings of Taylor and Dale. A similar 

1. Baker, K. (1976), "A Review of Current Induction Frogrammes 
for New Teachers", British Journal of In-Service Education, 
vol. 2, no. 3, Summer, pp. 179 - 186. 

2. ~·Iaden, f\1. (1975), "The Young Teacher in the Secondary 
School", Trends in Education, vol. 4, December 1975, 
pp. 18 - 23. 

3. Taylor, J.K., and Dale, I.R. (1971), Ope cit. 
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1 
observation was made by Baker when he found out in the 

National Survey that more than one-quarter of probationers 

learnt of the syllabus and schemes of work only within a week 

of starting teaching and two-thirds of these found out only 

on the day that they arrived to begin teaching. The report 

went on to say that more than nearly one in five said that they 

learnt of the ability range and age of their pupils less than 

a month before beginning teaching. 

All nine probationers in the schools studied said they 

were aware of a programme of activities specifically set up 

to see them through their probationary period and valued it 

very much. Coupled with this programme was the appointment 

of a professional tutor as a person probationers could turn 

to for help during their one year stay in the school. This 

too was welcomed by all probationers. 

2 
The research carried out by Bradl'ey and Eggleston 

concentrating on the problems of probationers in the 

Nottingham Area Training Organisation in 1973, showed that 

some probationers even after two terms were unaware of the 

induction system in their schools and had to seek help as 

best they could in other ways. In these schools, it was 

discovered that many heads were under the impression that a 

support system existed for their probationers within their 

schools, but in reality there was none. 

1. Great Britain, DES (1971), Ope cit. 

2. Bradley,'-:H. and Eggleston, J. (1975), "Increasing our 
Awareness of the Young Teacher's Froblerns", Trends in 
Education, vol. 4, December 1975, pp. 12 - 17. 
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Despite the work of Dalrymple! in which training received 

in colleges of education was seen by respondents as being 

inadequate to classroom performance, in the present study, it 

was revealed that probationers did not find transition from 

college to school life difficult and were very satisfied with 

the training they received in the college as being adequate 

to their classroom performance. 

The problem of mixed ability work was identified strongly 

and accorded with the results confirmed by the National Survey 

conducted by the School of Education, University of Bristol, 

2 3 funded by the DES and also surveys by Chazan and Clark and 

?ococke. 
4 

5 Bradley and Eggleston , in 1974, using six probationers 

in two co-educational secondary comprehensive schools in the 

~ottingham area to define probationers' needs, showed that 

only one of the probationers felt she had~been adequately 

prepared for classroom duties and the others felt college 

courses were of little practical use and needed more help with 

teaching methods. By contrast in these results, the ~ational 

Survey revealed that most probationers found their training 

1. Dalrymple, A.H. (1967), Ope cit. 

2. Great Britain, DES, (1971), Ope cit. 

3. Chazan, M. (1963), Ope cit. 

4. Clark, J.~1., Pococke, S.E. (1971), Ope cit. 

5. Bradley, H.\J'l. and Eggleston, J.F. (1974), An Enquirv into 
the Induction Year, University of Nottingham School of 
Education. 
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adequate but a sizeabl:e minority, about 25 per cent, considered 

that it had been no more than barely adequate. More detailed 

analysis of their reactions to their training showed that they 

would have liked more of almost every aspect of it. 1 

2 Other surveys such as the one by Taylor and Dale , in 

1971, showed that not all probationers are desperate for advice 

and help, and quite a large number of them said they coped 

~dequately as a result of initial training alone. 

Nonetheless, they valued the professional tutor in this 

study. Evidence from Northumberland indicated that over 70 

per cent of probationers valued someone there specifically to 

help them. In both induction schemes - Northumberland and 

Liverpool it was discovered that secondary school probationers 

continued to consult other experienced colleagues, e.g. the 

3 
head of department, for specialist subject help. 

Similar observation was made by the National Survey into 

the probationary year which revealed that in terms of sources 

of support, the roles of the headteacher and of a colleague 

of the probationer's own choice, were of overriding importance 

4 
when compared with those of inspectors and college tutors. 

It could be argued that this latter study was carried out 

before the introduction of the professional tutor hence one 

could not use it as a basis of comparison. But looking at it 

1. Great Britain, DES (1971), Ope cit. 

2. Taylor, J.K. and Dale, I.R. (1971), Ope cit. 

3. Great Britain, DES (1976), "Helping New-'lTeachers: The 
Induction Year", Reports on Education, no. 84, r-iarch 1976. 

4. Great Britain, DES (1971), Ope cit. 
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critically it was only a matter of name, the college tutor 

was actually responsible for probationers and as such is an 

equivalent of the present professional tutor. 

Researches by Bradley and Eggleston (1974)1 and (1975)2 

again confirmed that probationers sought help from different 

people depending on their problem. 

The DES funded survey carried out by the Bristol 

University School of Education team, revealed that while some 

LE:\s had been actually involved in working parties and 

co-ordinating committees and organised or contributed to certain 

courses for tutors and probationers, others were much less 

involved. 'Nhile some advisers valued the scheme because it . 
helped make contact with their p~obationers quickly and promote 

new ideas in schools, others found that it cuts across their 

existing roles and responsibilities.
3 

All this revelation goes to prove the point that Local 

Education Authorities have not actually put their mind to 

making the teaching profession less daunting for probationers 

as have been echoed by its advocates, and stemming from the 

James Report. According to the James model all such 

orofessional tutors should be trained for their new duties. 4 . 
5 Similar reports were recorded by Davey. Reports from 

1. Bradley, H • '.oJ 0 and Eggleston, J • F' 0 (1974), Ope cit. 

2. Bradley, HoW. and Eggleston, J 0 F' 0 (1975), Opt cit. 

3. Great Britain, DES (1971), opo cit. 

4. Sellars, B. ( 1976) , "Student Teachers" , Secondar!t!: 
Education, vol. 6, no. 2, November 1976, p. 9. 

5. Davey, H. (1976), "The Staff-Tutoris Work", SecondarY 
Education, vol. 6, no. 2, November 1976, p. 9. 
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Hawkins however, revealed that the role of the staff tutor 

in his ,school was reduced to induction of probationers only.l 

Bolam reported of a school where professional tutors 

were not appointed at all but took up the suggestions of the 

James Report and redefined the role of one of the deputy 

2 
head teachers. 

The informatiGn on this issue gathered from the present 

study in respect of the retraining of professional tutors 

tends to accord with the literature. Even the two national 

induction schemes funded by the DES and launched as a direct 

reply to both the James Report and the White Paper diverted 

from the Report itself in this respect. It was seen in these 

schemes that the title of the professional tutor was changed 

to the "teacher':tutor" as reported by Hill, the evaluator 

of the Liverpool Induction Scheme: 

'~he term professional tutor was dis
continued during discussions since 
the committee preferred a title which 
indicated a practising teacher in a 
schoo 1.." 

3 

The change of name as Hill sUggested indicated that the major 

scope of the role of the professional tutor as pictured by 

the James Report was abandoned. 

Frofessional tutors in the present study areas were not 

involved at all with centre-based courses and activities. In 

1. Hawkins, T. (1976), "The Frobationers", Secondary Education, 
vol. 6, no. 2, November 1976, pp. 10 - 11. 

2 • Bo 1 am , R. (1976), C ER I/O EC D, op. cit. 

3. Hill, D. (1974), Ope cit. 
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fact it was discovered in the case studies of the teachers' 

centres in these study areas that there was very little work 

going on in the area of induction at these centres - hence 

most induction work was school-based. 

The 'James' idea of purpose-built induction centres was 

clearly rejected in North Yorkshire and Humberside as at 

Northumberland and Leeds before then where appropriate 

existing buildings were seen to be adequate. 

Generally, replies to interviews from heads, deputy heads, 

professional tutor, probationary teachers, and questionnaire 

replies from established regular teachers show that induction 

programmes and school-focused activities were worthwhile. 

The most valued aspect of the induction programme was seen to 

be the school-based courses, with the external courses at 

teachers' centres for probationers being the most criticised. 

9.8 Resume of Responses to Research Questions 

The research questions relating to school-focused in

service education and the induction year can now be answered 

in the light of the results obtained after the presentation, 

analysis, interpretation and summary of the findings as treated 

in this chapter. 

The following questions were posed: 

a. What are the views of teachers as to advocates' claims 

of improved teacher competence through school-focused 

in-service education and training? 

b. Is there evidence of the probationary or induction 

year as envisaged by the James Report, being practised 

in schools? 
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c. How do recipients of the induction year (the probationers) 

view such arrangements for their own professional 

development? 

d. What is the significance of a probationary period for 

newly appointed teachers to the profession? 

e. What role does the professional tutor play in the 

induction process? 

Teachers in the present study have indicated through 

their replies that school-focused in-service education and 

tra~ning has been responsible for their improved classroom 

competence. This therefore supports advocates' claims of the 

value of school-focused activities. Hence the first question 

is in the affirmative. 

From the schools studied, it is very clear that the idea 

of the induction or probationary year is not being practised 

as pictured by the James Report. Thus the second question is 

answered in the negative. 

Probationers sampled in the selected schools for this 

study value very much the idea of setting up induction 

programmes for their own professional development during their 

probationary year. 

Results obtained would indicate that induction programmes 

for probationers are significant, though, as stated above, 

proponents for such programmes may have overstated the problems 

of probationers. 

The role played by the professional tutors in the induction 

process in the schools studied is minimal. Although they 

all see themselves as the tools necessary to close the gap 
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between the theory of the teacher training course and the 

practice which takes place in schools, results of this 

research indicate that probationers consult various members 

of staff depending on the type of problem they are faced with. 

The professional tutor is consulted by probationers only as 

a resort. Results also showed that professional tutors were 

not involved at all with centre-based courses, thereby greatly 

reducing their role and status in the induction process. So, 

from this study, the professional tutor's role in the induction 

of new teachers seems merely to be the organiser of school

based induction courses for probationerss a facilitator and 

contact person rather than a master craftsman to be emulated. 

9.9 Documentary and Empirical Research Compared 

The rationale of the philosophy of the Teachers' Centre 

movement as seen by its advocates was also seen to be adhered 

to by the wardens interviewed in this study. 

The belief that the kind of learning teachers need and 

want to undertake can best occur in an atmosphere which is 

inviting, hospitable, supportive and non-evaluative was 

confirmed by the responses of the teachers' sample. 

The basic elements or characteristics which advocates 

stress are unique ,to the teachers' centre were also confirmed 

by teachers who attend courses at these centres. So in this 

study, the teachers involved totally agree that the support 

offered to them through teachers' centres in respect of the 

neutrality of the setting and the relevance and flexibility 

of the courses in particular, could not be obtained in another 

format. 
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Proponents in the literature claimed that centres had 

moved from a solution-centred approach (using experts ).,:te 'a 

problem-centred approach (using practitioners). However, 

the replies received from the wardens here indicate otherwise, 

with only one of them indicating that the problem-centred 

approach was favoured. 

~nother claim of the literature is that teachers' centres 

promote teacher activism by involving them in the decision-

making process of the centre. Closely related to this is the 

claim that teachers were the best people to take charge of 

their own I~SET, and are widely used to lead sessions. The 

results of the present study have shown this claim to be over-

stated. The majority of teachers surveyed had never been in 

the decision-making process of their centres. The opportunity 

to facilitnte the induction of newly appointed teachers into 

the profession by supporting the early years of their work was 

also neglected by the centres sampled. There was very little 

evidence of work in this area, it being left to the schools. 

Teachers' centres were seen by some advocates, for 

exam~le Eraut1 and Kennally,2 to be involved in school-focused 

work in their areas by: 

a. providing teachers and schools with probl.em-solving skills; 

b. group functioning and consultancy skills; 

c. management of organisational change; 

d. monitoring and evaluating processes. 

t. Ernut, M. (1977), "Some Ferspectives of Consultancy in 
In-Service Education", British Journal. of In-Service 
Education, vol. 4, nos. 1 and 2, Winter 1977, pp. 95 - 99. 

2. Kennally, C. (1979), Ope cit., pp. 8 - 11. 
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From the results obtained in the four case studies, this set 

of expectations by teachers' centre advocates has not been 

realised. ~one of the centres included here considers it 

its role to even attempt such support and help. Two of the 

wardens reported some involvement but only very superficial 

and peripheral. 

0n the other hand, the stated objective relating to the 

provision of the tools of the job to teachers to enable them 

to make and reproduce print materials for use in the classroom 

was achieved to a great extent in the centres studied. A 

wide variety of resource materials, including both hard and 

software, were available to teachers in all four centres. The 

claim to provide a comfortable, non-institutionalised adult 

environment, breaking down the teacher·s isolation in the 

classroom, seems also to be upheld by the writer's experience 

in the field. The same applies to the claim that teachers' 

centres are more practical in their offerings than are 

institutions in the tertiary sector. 

Closely tied to the argument that teachers' centres 

provide more relevant courses to the classroom needs is the 

documented claim that teachers would prefer such practical 

workshop courses. The present study showed this to be 

marginally the case. \vardens seem to be able to provide this 

even though the training deemed necessary in the literature 

prior to the taking up of a tvardenship was not evident in any 

of the oases surveyed. Here is a particularly large divergence 

between the expected documentary desideratum and the reality 

as illustrated by first hand. investigation. 

The rationale of school-focused in-service education 
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and training as seen by advocates from the documentary 

evidence is upheld by the schools included in this study. 

Each school had a clearly defined I~SET policy and was seen 

to be determined to develop it to serve the needs of its 

teachers. 

The vast majority of teachers questioned (86.3%) totally 

agree with the literature that without school-focused 1n-

service a school is not 'healthy'. This they emphasised by 

describing such a school as 'stale' and 'unprogressive'. 

Using the theoretical objectives of what a good school

focused in-service education and training should be, for 

example as outlined by Griffiths,l it is clear that the 

schools included in this study indicated that most of these 

objectives had been realised. The use of external people even 

on consultancy basis to help run these school-focused activities 

as stressed in the literature was adhered to in practice by 

:cchools. Likewise the use of outside help in the school-based 

I~SET as indicated by Warwick2 was quite high. Although schools 

considered they had adequately trained staff to carry out 

their in-service work effective'_y, they sti 11 looked out for 

help from various agencies e.g. teachers' centres, ~E~ officials 

and staff from other schools. The use of universities and 

colleges of education were however not mentioned directly by 

schoolst 

1. Griffiths, G. (1984), Ope cit. 

2. ivarwick, D. (1975), Ope cit. 
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The good effects or benefits of school-focused activities 

which nroponents have incessantly echoed in the literature, 
L . 

especially the ability of school-focused activities to bridge 

the gap between theory and practice have been confirmed by 

teachers in this study. 

In answers to the continuous calls by advocates to draw 

schools' and teachers' attention to limitations inherent in 

the school-focused idea, the schools included in this research 

have tried to reduce the effects these limitations might have 

on the progress and quality of school-focused activities •. 

:'arochia 1sim which could be brought about by certain factors 

~such as lack of evaluation and the exclusion of outside 

personnel in running the schemes, was fairly well fought 

against by schools. All schools studied had a form of 

subjective evaluation of their schemes by teachers and heads 

who were closely involved with the particular development 

and operation. Sxternal help was sought to broaden the scope 

and quality of the activities provided. This brought in 

variety CI.nd increased the permeabi Ii ty of boundaries. Such 

steps taken by schools indicate that they were aware of the 

possible problems of parochialism. 

The limitation that could be caused by the problem of 

striking a balance between the needs of schools and individual 

needs of teachers did not seem to surface in these schools. 

Thus there was not apparent clash between these two types of 

needs. Schools studied, however, did not try any form of 

objective external evaluation to reduce parochialism. 

The problem of the timing of courses was a major one in 

the schools studied. Time was the main obstacle deterring 
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teachers from attending school-focused courses as well as 

frustrating deputy heads in the planning of the activities. 

This resource has always been a scarce commodity and has 

always been stressed by advocates of school-focused in-service 

education •. 

Other resources such as personnel and materials were 

seen to be adequate in these schools, but the financial status 

of these school-focused activities was not satisfactory. All 

schools indicated the need for more money to run effective 

programmes. 

rroblems listed by advocates for better arrangements of 

the probationary year were partly supported by the probationers 

in the present study. rrobationers saw the setting up of 

induction programmes as a great help to them during their 

induction year. They also valued the appointment of a teacher 

specifically for their use dufing this first year of teaching 

although the professional tutor was not consulted to the 

extent that the theorists considered likely. 

Irobationers agreed with documentary evidence that they 

needed help in such areas 3S the teaching of children with 

wide ability ranges but did not seem to agree with advocates' 

argument that college training is barely adequate for 

probationers' classroom needs. Probationers in the present 

study were fairly welt satisfied with the college training and 

did not find the transition from college to classroom as 

difficult as the literature would have us believe. 

The recommendations as laid down by the James Report and 

the \vhite Faper concerning the induction year were only partly 

adopted by the schools studied. As 1)proposed, probationers 
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were given release time from their teaching duties to attend 

centre-based courses although not exactly one-fifth of the 

time as advised by the report. However, despite the re '.ease 

time and reduced time-table, probationers hardly made use of 

centre-based courses for their in-service needs. The school

based aspect of the induction progra~me was the main avenue 

of oper~.tion. 

The role of the professional centres as stressed by the 

James Re?ort as being almost invaluable in the induction 

process was proved negative by the survey. ~rofessional 

centres were not established by the U:.-\s studied, and even 

the existing teachers' centres that could have been used were 

not. In fact as a form of comparison, probationers preferred 

school-based induction courses to the centre-based ones 

because school-based courses according to them were more 

applicable to classroom needs and demands. 

The fears expressed by critics of the James Report about 

the job analysis, status, payment, level of training and 

terms of appointment for professional tutors was seen to be 

of a considerable challenge to schools. There was no definite 

pattern of appointment or renumeration and the James Report 

did not foresee any of these possible constraints in the 

introduction of a new education~l concept • 

. . . . . . . . . . . . . . . . . . . . . . . . 
Having compared the theory and the reality of aspects of 

INSET in Britain, it is necessary to put these concepts in 

place in the ~igerian context and try to determine their 

feasibility. 



PART D 

RECOMMENDATIONS AND CONCLUSIONS 
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CHAPTER TEN 

ON THE POSSIBILITIES OF INTRODUCING SELECTED INSET 

INNOVATIONS INTO_ THE RIVERS STATE OF NIGERIA 

10.1 Recommendations 

The outcome of the empirical research into selected 

aspects of INSET, namely: 

a. school-focused in-service and training phenomenon, 

b. the teachers' centres movement, 

c. the induction year programmes, 

d. the professional tutor/centre concept, 

show generally that teachers sampled in the Humberside and North 

Yorkshire Local Education Authorities see these innovations 

as being valuable to their own professional development. 

There were however, some problems inherent in the administration 

and implementation of these practices in the schools and 

teachers' centres studied. 

The following recommendations about the introduction, 

adoption or even rejection of some aspects of in-service 

education and training are based on the outcome of the 

empirical and documentary research outlined in preceding 

chapters in respect of both England and Wales and Nigeria. 

A. Recommendation 1 

The general idea of school-focused in-service education 

and training should be introduced into secondary schools in 

the Rivers State of Nigeria. R~sults from the secondary 

comprehensive schools studied in Humberside and North Yorkshire 
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show that teachers who have engaged themselves in these 

practices are mostly satisfied with their value. To back up 

this support, the educationists surveyed in Port Harcourt 

including the Chief Inspectors of Education in the Ministry 

of Education, who are the main policy makers, were in total 

agreement with the introduction of such practices in secondary 

schools in the Rivers State. 

The educational structure of the Rivers State which gives 

a principal of a school a great deal of autonomy, clearly 

allows for the implementation of innovations. 

However, due to obvious con~aints in resourcing in this 

context it might not be possible for every school to have its 

own INSET programme, in which case a group of schools should 

come together and form a consortium. Such programmes whether 

undertaken by individual schools or consortia need not be 

elaborate, and should be planned with the co-operation of as 

many teachers as possible so as to ensure a high participation 

rate. 

The principal should be the key person in instituting 

this scheme. He or she can control it directly or delegate 

the duty to some other able person, most likely the vice 

principal. The controller would be responsible for liaising 

between the school and outside agencies such as the universities, 

college of education and Ministry of Education, in securing 

the services of experts as consultants. 

Once schools initiate these programmes with the full 

support of their teachers, it is difficult for the Ministry 

of Education to refuse some financial and material support. 

The results of the opinion survey in Port Harcourt, sampling 
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the attitudes and opinions of the main policy makers, showed 

their willingness and readiness to support school-focused 

or based INSET initiatives. 

Certain guidelines for the introduction of school-focused 

INSET have been provided in the British literature. They 

could equally well be applied to Rivers State, viz. 

a) Step 1 I Identify INSET Needs 

The identification of INSET needs can be considered at 

three main levelsl-

i) individual teachers' needs; 

ti) functioning group needs e.g. department, management 

team, new teachers; 

iii) the needs of the school as a whole. 

As has already been discussed, advocates such as Henderson1 

pointed out that it may be difficult to strike a balance 

between the individual needs and the needs of the schools as 

an organisation. Very careful planning is always necessary. 

b) Step 2 I Plan a Programme to Meet the Needs 

Programmes should be clearly planned; monthly, termly, 

weekly, or whatever, depending on the number and nature of 

the needs identified. Expert help is particularly helpful at 

this stage, for example in respect of time-tabling or guidance 

and couselling of staff. 

c) Step 3 I Execution of the Plan 

In Step 2, the number of classes to be held, when, where 

and for how long would have been discussed to make sure it is 

convenient for as many participants as possible. The venue 

1. Henderson, E.S. (1919), Ope cit. 
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is also important. If for any reason, the meeting is taking 

place outside the school compound, the chosen place should be 

within easy reach of all participants, especially in the 

consortium model. 

d) Step 4 I Evaluate and Follow Up 

Most school-focused in-service in Britain is not 

evaluated and this has been one of its major weaknesses. The 

activities the researcher envisages for the secondary schools 

in Rivers State are not elaborate, so a simple internal and 

informal evaluation by the participants themselves would suffice 

in most cases. If a scheme takes off in Rivers State and 

especially if the Ministry of Education becomes more involved 

then there would be a need for an objective, external and 

formal evaluation. 

Even this simple outline would be extremely helpful to 

schools and principals who are willing to introduce the idea 

of school-focused INSET. The writer is of the opinion that 

given systematic thought and planning and a modest scale of 

operation to begin with, this approach would supplement the 

traditional type of INSET to the great benefit of teachers in 

Rivers State. 

B. Recommendation 2 

The idea of the teachers' centre as a source of providing 

in-service education and training for teachers should certainly 

be int,roduced into Rivers State. As mentioned earlier", "~he 

statement relating to the establishment of teachers' centres 

received the highest percentage of agreement by educationists 

sampled in the Rivers State. It is most likely then that this 

innovation if introduced in the Rivers State would be very 
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welcome to teachers and educationists alike, as did their 

counterparts in Humberside and North Yorkshire. 

The proposed teachers' centre for the Rivers State may 

not be on such a scale as the larger ones in Britain, and 

in any case certain modifications should be made to the model 

for its successful implementation in the Nigerian context. 

In the early days of teachers' centres in Britain emphasis 

was in the area of curriculum development, with INSET merely 

a supporting function. The curriculum development function 

fi ts a country wi thY a decentralised system of education as in 

England where teachers still have the function of selecting 

curriculum content. This is not to say that teachers in 

centralised systems do not discuss new techniques and curricula 

but since this function of curriculum planning is done at the 

federal level, teachers in such systems as Nigeria would -

probably be better to concentrate on the INSET functions of 

any centres developed. 

The model of a teachers' centre proposed by -·the researcher 

for the Rivers State is therefore a fairly simple one, as 

advised by all the Wardens in the British study. To begin 

with, therefore, a moderate sized teachers' centre in the 

capital city of Port Harcourt would be sufficient. The 

important thing is for teachers and other educationists, 

including the Ministry of Education officials, to grasp the 

idea that such a meeting place for teachers is essential if 

teachers are to continue to grow professionally. If the response 

of teachers is postive then, after experience with the main 

centre, then a smaller centre could be established in each of 

the ten local government areas. 
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This proposed centre in Port Harcourt would best be 

sited in the College of Education or University Department 

of Education, so as tOi capitalise on the type of integration 

enjoyed by a similar arrangement in one of the Case Study 

Centres examined above in Britain. In such a model, equipment 

could be shared and even the warden could be jointly appointed. 

This would bring down the initial cost. Both College and 

University in Port Harcourt have a lot to offer; for example, 

a well-equipped library, audio-visual aids, duplicators and 

over-head projectors; all routine equipment in UK but special 

in Nigeria. INSET at the centre should aim at providing 

courses not only for teachers but also for administrators ' in 

areas such as school administration, supervision and teacher 

education, and help to upgrade selected subject areas deemed 

to be in great'"need •. , 

In the Nigerian context, and especially for the first 

teachers' centre, the Warden-designate should receive special 

training as a preparation for pioneer work. 

C. Recommendation 3 

It is the researcher's opinion that help should be given 

to teachers in their first year of service whether there is an 

official probationary period or not. Because of the already 

existing educational structure in Nigeria concerning the 

certification and licensing of teachers, and the varied problems 

deterring the successful implementation of an induction year 

in Britain, the researcher is advocating a much less complicated 

form of induction scheme in the Rivers State. At least there 

could be a continuous communication between the principal and 

the new teacher from the date of selection to that of appointment. 
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It is during this time that the syllabus or scheme of work, 

any school documentation, copies of a few textbooks, should 

be available to the new teacher. Familiarisation would be 

possible with the features of the school, the nature of the 

classes to be taught and the time allocation. This sort of 

contact during the time of posting and first day of school is 

of vital, importance as it supports the confidence of the novice. 

6. Recommendation 4 

The researcher recommends that every school in Rivers 

State should appoint an experienced member of staff as a 

professional tutor with responsibility for new teachers in 

particular. It is important for the new teacher to have a 

much smaller weight of duties than established teachers and 

as proposed by the James Report. The professional tutor 

should act as the 'information officer' or 'public relations 

officer' of the school, liaising with outside agencies. 

The researcher advocates that the appointment should not 

be concerned with the supervision of student teachers nor be 

responsible for the in-service needs of established colleagues. 

There would be no responsibility for the assessment of the new 

teacher, no special title and no renumeration. This relative 

reduction of duties and roles as compared with UK practice, 

are in line with the educational structure where there is no 

official probationary period, and new teachers are already 

certified and licensed. Instead the care of progress in the 

early years is left in the hands of training colleges and 

universities. The idea of the professional tutor being 

responsible for the in-service needs of his colleagues as 

proposed by the James Report was impracticable in the schools 
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studied. This would be a complicated duty that cannot be 

introduced in the proposed structure for the Rivers State at 

this stage. 

E. Recommendation 5 

It is recommended that money should not be wasted in 

establishing professional centres. Such centres have no 

part to play in the induction scheme recommended for schools 

in the Rivers State. Even in the British scene where they 

were thought to be needed, they were in fact never developed. 

Most educationists involved in the induction scheme in Britain, 

including the probationers themselves, valued the school-based 

induction above all else and certainly more than the external 

courses. Professional tutors did not see any contribution such 

centres would have added to the quality of the induction year 

1 2 programmes. Researches by Taylor and Dale and Bolam led to 

the conclusion that external induction support, though an 

essential component of an overall programme was not in itself 

sufficient. External tutors and centre-based courses could 

not easily provide the specific and individualised help which 

probationers seemed to need. 

The present researcher therefore recommends that the 

concept of the professional centre be rejected on the grounds 

that its apparent failure to gain support in England does not 

auger well for any such innovation in the Rivers State. 

F. Recommendation 6 

To see that the recommendations calling for the introduction 

1. Taylor, J.K. and Dale, I.R. (1971), Ope cit. 

2. Bolam, R. (1973), Ope cit. 
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of other aspects of in-service education and training are 

properly carried out, it is recommended that the lvlinistry of 

Education of Rivers State issue a policy decision to recognise 

that aspects of INSET, especially those mentioned for recom

mendation by the researcher, are an essential part of teacher 

education. This policy decision should be made after consul

tation with schools through the principals. 

G. Recommendation 7 

It is also recommended that the Ministry of Education 

should, as far as it can, assist these forms of in-service by 

providing resources, human, material and financial for promoting 

the effective outcome of the programmes. This is especially 

important as all respondents in the British fieldwork complained 

of underfunding limiting INSET potential. 

H. Recommendation 8 

Because principals are the main agents to effect school

based INSET, special courses should be provided for them to 

familiarise themselves with modern techniques so that they 

can be effectively involved in the on-going training of teachers 

in their own schools. 

I. Recommendation 9 

The Ministry of Education should approach universities 

and the College of Education in the Rivers State to assist 

in the running of INSET activities, especially in providing 

expertise to assist with planning and organisation. 
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10.2 Rationale for the Imolementation of INSET Recommendations 

in the Rivers State of Nigeria 

The call for the introduction of school-focused in-service 

education, teachers' centre, guided programme of help for new 

teachers under the care of an experienced teacher in the 

Rivers State should not be surprising to anyone. In fact 

such calls should be made for all states of the federation but 

for the purpose of making congruent and positive recommendations 

the writer has chosen to limit the study to the Rivers State. 

This is the writer's own state where she had worked as a 

classroom teacher and later as a deputy head teacher in a 

secondary school. She therefore understands to some extent 

the organisation and administration of education in this 

particular stat,e better than any other state. It would then 

be easier to envisage the possibilities of introducing any 

form of innovation in secondary schools in the Rivers State. 

There are indeed many reasons why the aforementioned recommen

dations should be introduced. 

Almost all INSET in Nigeria, and indeed in the Rivers 

State is to do with the individual teacher's development 

through the traditional course-based award-bearing methods. 

There is no regard for the needs of schools. We do not have 

to rely on the traditional form of in-service done for the 

upgrading of our teachers, and in any case there is the need 

to service teachers who are not able at any particular time 

to go on such external courses. 

Osibodu1 in her investigation of in-service provision in 

1. Osibodu, B. (1983). Ope cit. 
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West African countries with special reference to Nigeria, 

stressed that there would be great advantages to the school 

system if teachers' centres, residential attachments, visits 

by mobile teachers, school-based activities and distance 

learning could become standard in-service provision. The same 

investigation revealed that principals and teachers in Bendel 

and Plateau State of Nigeria welcomed training activities based 

in schools for the whole staff. In the case of Rivers State 

the empirical evidence that it would be beneficial to locate 

some school-focused activities and care systems for newly 

appointed teachers in schools can be obtained from the 

investigations carried out by the present researcher. 

The first was a case study investigation of Government 

Sea School, Isaka, undertaken in 1980 to ascertain the key 

issues in the management of staff motivation. Five strategies 

were put forward for improving staff motivation and involvement 

in school affairsl staff development and induction of new 

teachers were among these strategies. The survey revealed 

that staff development and especially the induction of new 

teachers did not exist at all in the school. Even the normal 

staff meetings were found to be irregular and autocratic. Yet 

even the Principal recognised the problem: 

"Some of my older members of staff 
are far behind times because of 
lack of refresher courses." 

1. Tekenah, V.A. (1980), Ope cit. 

1 
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and· again I 

"As for the newly appointed ones, they 
have difficulty in grasping the 
situation in which they found them- 1 
selves because of lack of experience." 

It is safe to assume that most principals and teachers in the 

Rivers State would express similar opinions in 1987, especially 

as the new teacher in Nigeria is fully certified and licensed 

and therefore presumed competent to face any challenge. It is 

obvious that initial training cannot fully equip the teacher 

for the arduous task involved, and in particular there is a 

need for induction. 

This need is shared by experienced teachers because in 

Nigeria they are frequently transferred from school to school 

and need to adjust to different contexts quickly. 

Different members of a group do different things because 

their behaviour serves ·different functions. Accord~ng to 

Schein2 , every individual goes into a particular group with 

four main problems and where these are not solved or catered 

for, the situation leads to behaviours which are not in 

accordance with those of a healthy organisation. These four 

problems arel-

a. problem of i denti ty where the new entrant asks himself 

who and what he is to be in the group, 

b. problem of control and influence - where he asks if he 

will be able to control and influence othersJ 

1. Ibid. 

2. Schein, E.H. (1964), Process Consultations Its Role In 
Organisational Development, Addison-Wesley, chapter 4, 
pp. 31 - 38. 
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c. problem of individual needs and goals - here the entrant 

asks whether the group goals would include his own needs; 

d. problem of acceptance and intimacy - he wonders whether 

he will be liked and accepted by the group and how close 

the members will be in the group. 

The new entrant to the teaching profession is not different 

from the entrant Schein has described. 

The second survey, and part of the present study, by the 

researcher was aimed at ascertaining the views of various 

groups of educationists in the State on the possibility of 

implementing other forms of in-service education in our 

secondary schools. This information was obtained from a 

variety of experienced professionals with the help of a simple 

Likert-type opinionnaire. Results on the whole showed that a 

majority of them favoured the introduction of such innovations 

and stressed their importance in the professional life of the 

teacher. The outcome has been analysed in detail above, and 

the statistical findings comprise Appendix 3A below. 

Apart from the evidence from these two empirical surveys, 

there are other reasons why there is need for other forms of 

in-service education in schools in the Rivers State. 

As the name suggests, the Rivers State has many rivers, 

waterways, mangrove forests and creeks which in fact cover 

about a third of the State. 1 Thus the geographical context 

in a sense "deprives" it of land, making communication more 

1. Hanson, J.W. (1973), "Rivers State", In: Secondary Level 
Teachers I Supply and Demand in Nioeria, Report on the Supply 
of Secondary Level Teachers in English Speaking Africa, 
OVerseas Liaison Committee of the American Council on 
Education, chapter 12, pp. 199 - 209. 
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difficult than in other states which have the opportunity 

of new motor roads constructed as a result of the oil boom. 

Most schools are virtually cut'off from the administrative 

centre, Port Harcourt, and are therefore deprived of even 

the basic requirements of a school such as adequate staffing, 

equipment, resources, buildings, libraries and laboratories. 

It is also particularly diffieult to persuadeteachers to go 

to such schools. This rural and geographical isolation 

therefore imposes on teachers limitations in the maintenance 

of professional contact with their colleagues. They are like 

the "forgotten people". This is definitely not good for 

professional morale and development. Teachers need some form 

of in-service education either as a form of refresher course 

or as preparation for a new role. There is not even anyone 

place where teachers could meet. For such staffs, the need 

for school-focused activities is imperative and urgent. So 

if any state should think of embarking on school-focused 

INSET it should be the Rivers State because at least about 

half of its schools are in rural/coastal, relatively inaccessible, 

locations. 

Mention was made above of the oil boom of the 1960s and 

1970s. This has been followed by severe recession and in 

such circumstances the relative che~pness of school-based and 

focused INSET is an obvious recommendation. As Nigerian 

society faces the stresses of constraint as well as tensions 

between traditional and modern values and life-styles, there 

is an increasing problem of truancy and indiscipline, 

especially at the secondary level. In consequence, the pastoral 

care system needs much improvement, and this means a massive 
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INSET exercise. 

Teachers' centres with their distinguished characteristics 

of making the teacher feel at home would help in delivering 

in-service need that is aimed at the general refreshment of 

teachers. Teachers would be able to borrow equipment for 

particular series of lessons, obtain advice on particular 

problems from trained personnel. It is also possible through 

the teachers' centre for groups of teachers to plan joint 

investigation into local educational problems e.g. cheating 

in examinations, truancy and indiscipline. 

In the Rivers State, although all schools are controlled 

at the top most level by the State t.1inistry of Education, 

principals of schools have complete control of internal 

organisation, management and administratio.n. This is one 

of the main reasons why the researcher feels that the innovations 

selected for this study, apart from bhe idea of the teachers' 

centre, could easily be implemented without obstruction from 

outside such as the Ministry of Education, but it would 

obviously be advantageous if support was forthcoming from the 

ministry. The writer's survey would seem to indicate that 

officials would like to give such support. 

10.3 Implications and Problems Arising from the Recommendations 

and possible Solutions. 

Having made all these recommendations and suggestions, 

the researcher is in no way suggesting that their introduction 

and implementation would be problem-free. 

Some general difficulties associated with innovation 

include I lack of general knowledge; disregard of knowledge 
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of planning processes; effecting a change in teachers' 

attitudes, combating the sense of insecurity on the part of 

the teacher, coping with the extra work load on teachers these 

innovations may well bring; getting the timing right both 

politically and professionally, piloting any scheme and 

costing it properly : in short, guaranteeing the workability 

of the innovation beforehand. 1 

2 Havelock and Huberman analysed six factors which militate 

against successful implementation of innovation in developing 

countries. These are: 

a. Underestimating the process; 

b. Personality conflict and motivation, 

c. Underdevelopment, 

d. Financial.: problems, 

e. Opposition from key groups; 

f. Poor social rel.ations. 

Most, if not all of these difficulties, and more, are 

present in respect of the innovations recommended for the 

Rivers State by the researcher. 

A major problem which the researcher has envisaged is 

that of acceptance by the teachers and educationists concerned. 

For any innovation to be tried, it must be given a chance, and 

to be given a chance, it must be at least be provisionally 

accepted. This was the reason for the sample survey, carried 

1. Nicholls, A. (1983), Managing Educational Innovations, 
George Allen and Unwin, pp. 4 - 7. 

2. Havelock, R.G. and Huberman, A.M. (1977), Solving Educational 
Problems I The Theory and Reality of Innovation in 
Developing Countries, Unesco, chapter 8, pp. 226 - 240. 
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out in Port Harcourt, which showed that all groups of 

educationists there welcomed the idea of introducing supple

mentary forms of INSET. The researcher is fully aware that 

acceptance on paper might not be the same as actually putting 

it into practice. It has to be assumed here that the opinions 

expressed in the questionnaire are the candid opinions of 

the people concerned. 

Another major 'problem will be the priority given to the 

implementation of these innovations. Are they going to be 

given top priority or are they just like most paper policies 

going to be left in the files in the ministry or in the 

drawers of principals? If principals and teachers can show 

that these activities are necessary and should be given 

priority, the Ministry of Education too then will show more 

involvement. 

The problem of finance is always crucial, In this respect 

the researcher is depending on the questionnaire re~lies of 

the Chief Inspectors of Education in particular who all 

empha~ically supported the introduction of the selected aspects 

of in-service education and have the power to monitor funds 

allocated to any such innovation. 

The school-focused phenomenon has been practised in 

England and Wales for nearly two decades now and still has 

some administrative problems such aSI timing of coursesJ lack 

of time for deputy heads to plan internal programmesJ lack of 

systematic evaluation and adequate finance. These problems 

are very likely to surface in the schools in the Rivers State 

if the school-focused idea is adopted. 

To solve the problem of timing, schools in Humberside and 
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North Yorkshire are calling for attempts to incorporate 

school-focused programmes into the school time-table to 

give such courses a central place in the curriculum. This 

might not be advisable in the case of Rivers State since this 

recommendation is still at its trial stage. It might be 

better if such courses are held after school hours, until 

such time as both teachers and heads are convinced of their 

importance and benefits. Then further plans could be made to 

keep them permanent in the school time-table. There is evidence 

to suggest that one of the most important factors affecting 

the success of a school development programme is the commit

ment of the senior staff. 1 

The problem of formal external evaluation should not be 

a pressing one for the schools in the Rivers State. Informal 

subjective evaluation of the courses and activities by 

teachers and principals would suffice for the time being. In 

fact, for a meaningful external evaluation to be carried out, 

the project should have gone on for at least three to five 

years. The important thing is for the teachers, principals, 

to remember that at some stage some external evaluation has 

to be introduced if the idea of school-focused INSET is to 

become a regular feature supported by the Ministry of Education. 

Another problem area already identified by supporters of 

school-focused INSET in Britain is the accurate identification 

of needs, whether of the teachers or the institution. Although 

this problem was not evident in the schools studied in 

Humberside and North Yorkshire, it might well come up at the 

implementation stage in schools in the Rivers State. Teachers 

in-charge of the programmes would have to be careful in trying 

1. Fullan, M., Miles, M. and Taylor, G. (1980), "Organisational 
Development in Schools. The State of· the Art", Review of 
Educational Research, vol. 5, no. 1, pp. 121 - 1a • 



to strike a balance between these two types of needs. It 

could only be solved by a really objective judgement. 

It was apparent from the school-focused programmes in 

Humberside and North Yorkshire that the idea of a group of 

schools coming together to form a consortium to plan school

focused activities was not a feasible one. It was even 

difficult to attract teachers from other schools to attend such 

courses organised in schools other than their own, and yet 

there are financial difficulties of every school having its 

own scheme. As discussed above the idea of a group of schools 

coming together would not have proved beneficial in schools 

in England and Wales because of the independent nature of 

schools brought about by the very highly decentralised system 

of education. In Nigeria, and therefore Rivers State, where 

schools are more comparable because of the centralised 

educational system, this practice has a much fairer chance of 

survival, though in Rivers State the geographical difficulties 

mentioned above would introduce different constraintst 

Nonetheless, the centralised educational system in the 

Rivers State should make the implementation of such activities 

easier. A policy statement by the Ministry of Education to 

consider this school-focused phenomenon would automatically 

trigger some action among principals. 

Despite the problems inherent in the school-focused model 

of in-service education, the writer is of the view that it 

would still be worthwhile to introduce it into our schools. 

This is because most of the problems and difficulties are 

associated with implementation at the school level. The 

teachers' centre idea is perhaps the only one that needs the 
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formative assistance of the Ministry of Education, both 

financially and in terms of trained personnel to run it. As 

the researcher is not advocating a network of teachers' 

centres to start with, but just one in Port Harcourt, the 

Ministry of Education could afford to establish it, given the 

will. 

It might well be argued that even initially more than 

one centre would be needed. The researcher is well aware that 

most rural schools, due to their geographical locations and 

the problems of transportation, would find it difficult to 

attend the proposed centre in Port Harcourt. Nonetheless 

she considers that setting up centres around the State without 

proper planning and a pilot period would be worsett~an ph~sing 

the innovation over a year or two. 
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CONCLUSION 

The rationale, significance and aims of the study have 

been fully discussed in the introductory chapter. In summary, 

the researcher set out to ascertain the status quo of some 

aspects of INSET as practised in schools and teachers' centres 

in Englcand and \lJa les. The aim of this exercise was to make 

recommendations to the Rivers State Government in Nigeria for 

their consideration of these innovations in its own secondary 

schools; the innovations in question being: 

a. school-focused in-service activities; 

b. in-service education offered by teachers' centres; 

c. induction programmes for probationary teachers; 

d. the part played by the professional tutor/centre in the 

induction process. 

Description of Procedures 

The work was carried out in stages. The first was a 

thorough search and review of relevant literature. The 

second stage involved the researcher sampling the opinions of 

teachers and educationists alike in the Rivers State as to 

the possible introduction of these aspects of INSET. Information 

was collected through a Likert-type opinionnaire. Results 

showed an overwhelming support by respondents, including 

policy makers from the Ministry of Education, for such a 

policy. 

The main investigation then concerned case studies of 

three secondary comprehensive schools and four teachers' centres 

in Humberside and North Yorkshire Local Education Authorities 

in England. Both questionnaires and interviews were used on 
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various categories of teachers and educationists - head 

teachers, deputy head teachers, professional tutors, 

probationers, regular classroom teachers in secondary schools, 

teachers who attend teachers' centre courses, wardens of 

teachers' centres and Chief Advisers of Education for INSET. 

A wealth of information about these in-service practices was 

gathered in this way, and after analysis and interpretation 

of results, the finding showed that in general, these innovations 

were greatly valued for their contribution to the professional 

development of teachers. Furthermore, they were shown to be 

beneficial to institutions as well as to individuals. 

Recommendations were then made based on the results of 

the British case studies and the survey conducted in the 

Rivers State, taking into account the contextual constraints 

and existing educational structure of that part of Nigeria. 

Frincioal Findings and Conclusions 

Answers to the hypothesis and research questions posed 

in Chapter One formed the basis for the principal findings of 

the research. 

The Null Hypothesis which stated that there would be no 

difference in the way educationists in the Rivers State 

expressed their views about approaches to in-service education 

and training was not rejected. On the contrary it was revealed 

that educationists in the Rivers State had similar views in 

favour of such practices in their secondary schools. 

In England and Wales, from the accessible population of 

schools and teachers' centres in Humberside and North Yorkshire, 

findings revealed that advocates' claim about teachers' 
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professional competence being improved as a result of school

focused INSET was confirmed by the teachers sampled. Results 

also showed that probationers valued the arangement for an 

induction year for their continued development. It was also 

revealed that though proponents for induction programmes 

exaggerated the problems of probationers, replies still 

indicated that it was important to have induction programmes 

for probationers. 

The greatest divergence between theory and empirical 

research was shown in the answers to questions four and seven 

concerning the way the idea of the induction year as envisaged 

by the James Report and the White Paper was practised in 

the schools studied. Certain administrative and financial 

difficulties resulted in a highly modified form of the 

recommendations of the James Committee and the subsequent 

White Paper. The triple role of the professional tutor was 

reduced to two and the concept of the professional centre was 

completely abandoned. 

The teachers' centre movement, according to replies from 

the teachers who attend courses at the centres and the wardens 

in-charge of these centres, has fulfilled its main objective 

of providing a relevant in-service education and training for 

teachers. 

From the study of these schools and teachers' centres, 

some of the innovations were found to be worthy of emulation, 

with some modification, to suit the educational structure of 

the Rivers State, while some would be totally unsuited. Results 

also showed that there is still room for improvement in the 

way schools and teachers' centres in England and Wales are 
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operating. 

Thus the study was able to provide answers to the one 

Null hypothesis and nine research questions. Questions two, 

three, five, six, eight, nine and ten were thus answered in 

the affirmative and the Null hypothesis and questions four 

and seven were found to be negative. 

From these answers to the hypothesis and the research 

ques~ions, it could be concluded that on the whole three of 

the four selected forms of INSET that were studied have 

certainly contributed to improving the quality of individual 

teachers and of the teaching force in general in Humberside 

and North Yorkshire. If carefully.planned and implemented 

in the Rivers State of Nigeria they should be equally valuable. 

Suggestions for Further Research 

As has already been stressed in various parts of this 

thesis, there is an urgent need for evaluation studies of 

these aspects of INSET, especially the school-focused activities. 

So far all evidence about the effectiveness of such practices 

in schools is based on personally expressed opinions of teachers 

who have been very closely associated with them. This is not 

necessarilly to say that such views are inaccurate, indeed some 

advocates think that the informal subjective evaluation of 

school-focused INSET by those involved is adequate in itself. 

But it is the writer's view that such evaluation should only 

form part of the total, which should also be formal, objective 

and external. External evaluation of this kind would eliminate 

one of the most endemic aspects of the school-focused idea, 

namely oarochialism. External evaluation would give greater 
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credibility. It is in any case also necessary in view of 

the amount of resources, both financial and human, that have 

gone into the introduction, implementation and development 

of these aspects of INSET. There has to be a highly visible 

form of accountability. 

Such evaluative research should also be carried out in 

the Rivers State of Nigeria. It could be ongoing throughout 

the introduction and operation of the new forms of INSET 

which the researche~ has advocated. Evaluation of this kind 

would show educationists and policy makers just how much more 

the scope of these innovation should be increased or decreased 

depending how much financial support would be justified by 

the Ministry of Education. 

The researcher would like to make certain suggestions 

to the schools and Local Education Authorities in the areas 

studied, on the way they have adopted the induction year. 

From the results of this study, it is quite evident that the 

two LEAs studied have made very little contribution towards 

the successful running of the induction year, especially the 

aspect concerning the release of probationers for cent~e

based induction courses. Even in the national surveys only a 

minority of LEAs stated that they organised induction courses 

specifically designed for probationers. 

There is definitely a need for LEAs and schools to plan 

properly conducted induction schemes for their probationary 

teachers. The principal agents in this venture should be 

the LEAs and they should take the lead in focusing and co

ordinating the efforts of the participants on a continuing 

basis. 
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There is certainly a role for the professional tutor in 

the induction process but perhaps not in the way the James 

Report envisaged. 

The deterioration of the induction scheme as a whole 

from the model advocated in the James Report and the following 

White Paper, to some thing much more limited was perhaps, as 

Bates pointed out, due to total lack of reference to the 

findings of educational research.
1 

Then perhaps there should 

be more research into the possibilities and difficulties and 

a more workable policy arising from the recommendations of 

that research. At present, in the relatively 'free' system 

of operation of education in England and Wales, this loosely 

prescribed pattern of induction is not appropriate because 

of the independent and highly individualised nature of schools. 

In the more centralised structure of the Rivers State, and 

Nigeria in general, it may well be that the best of the 

examples from England and Wales in respect of INSET could 

flourish if the political will is there to establish and 

maintain them. 

1. Bates (1972), Ope cit. 



APPENDICES 



417 

APPENDIX 1 

MAPS OF THE R IVERS STATE, NORTH 

YORKSHIRE AND Hill-1BERSIDE 
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APPENDIX 1D 
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APPENDIX 2 

QUESTIONNAIRES AND INTERVIEW SCHEDULES 

USED IN THE STUDY 
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APPENDIX 2A 

QUESTIONNAIRE TO A SA~WLE OF EDUCATIONISTS IN THE RIVERS STATE 

From: lirS'V TekeIlQ.ll - l~eseo.rcn Student, University of Hull 
To: .Potential aespondents (no identity is required) (June 1985) 

This short survey is n.i':led at investiaatincs the opinions of different groups 

of people in the educational field in Rivers State ns regnrds the provision 

and sirnifico.nco of tho in-service educ~tion nnd training of teachers, other 

than the traditional awerd-~enring a»pronch. 

Your opinion is hi~hly v&lued ns n contribution towards tho professionnl erowth 

of the t~acher. This i..-rforco.tion will be treated with tha utmost confidenti.::.l i ty 

nnd will not be used ill any wc.y o~"ler thc.n for educt..tional purposes nor published 

without your due pe~ission. 

Thank you for your cooper~tion. 
1·1,,5 VICTCRL~ T~"I.iJ-; 

This is to certify that loxs V Teltona.h is 0. bone fide research stuuent c.t the 
University of l~ull, o.nd to add my request for your cooperntion. 

COLIN .aROCK l-i<. l'IEd 
Superviser, and crlairnr~ of the Intcrnc.tionnl Education Unit. 

st"RY!l:Y 

PLE.ASE CIRCLE Ti~ JU'PRQPRI1,T!l: aEPLl TO EA~d QUESTION: 

1. It would ue benefici~l to hnve some form of in-service education nn~ trc.ining 
within the school for members of staff. 

(~~) Stronflly i.f:ree (B) ,Azree (C) Strongly Disa.gree (D) Disa.gree {B)Don't 
know 

2. There are Some general school problecs (ag discipline) which could be dealt 
with ~y in-service activities for the whole stnff. 

(k) Strongly i~ree (B) ~6roe (C) Stroncly Disagree (D) Disagree (E)Dou't 
know 

3. Such school based/focussed in-service activities beve ~ ~~jor role to pley 
in the profossionul life of the teacher. ~ithout them, the quclity of 
educc.tion provision is lower tho.n it would iJe. 

(~) Strongly ~ree (B) ~ree (C) Stron&ly Disagree (D) Disacree (E)Don't 
know 

4. Every teacher in school hes 80hlethinc to offer to, end something to learp 
from, his/her colleagues. 

(A) Strongly Agree (B) Agree (C) Stronely Disagree (D) Disagree (E)Don't 
know 

5. Evory school has its own peculic.r problems ~nd such inherent problems could 
be solved only by setting up in-s~rvice educ~tion for the teachers ot tbct 
pnrticul~r school. 

(A) Strongly ~r~a (3) 4crree (C) Strongly Disagree (D) Disnaree (E)Don't 
know 
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6. Teachers Deed more 0~ortunitie8 to 80e how other teachers teach. 

(A) Stronaly ABree (B) Agree (C) Strongly Di8~Bree (D) Disaareo (E) Don't 
know 

7. The major agent in any school cnpnble of bringiDg about school-based 1n
service tencher education nnd training il the headteacher. 

(A) Strongly Aaree (B) Agree (C) Strongly Disagree 
• 

(D) Disagreo (E) Don't 
know 

8. To cnke lure that every teacher benefits fr~ such activities there should 
be some degree of compulsion on the part of teachers to at\ond. 

(A) StronGly J~ree (n) J~roe (C) strongly Disaeree (D) Disagree (E) Don't 
know 

9. Te~chers are the best people as professionols to discuss their own profess
ionel advancoment. 

(A) strongly AGree (B) ~eree (C) Strongly Disagree (D) Disagree (E) Denlt 
kIlo\r 

10. Te~chers would benefit froe collengues other than those in their own schoels 
discussing"professional matters with them. 

(A) Strcn~ly Agree (B) Agree (C) Strongly Disagree (D) Disc~ree (E) Don't 
know 

11. Tcnchers need to ceet periodic~lly to discuss such topics ns recent 
euucationnl developments or other icportcnt pUblications relating to 
their profession. 

(~) Stronaly Agree (B) Agre~ (C) Strongly Disagree (D) Disagree (E) Don't 
know 

12. There is thus n need for teachers to get together in a neutral location and 
atmosphere, feeling free to expose their weaknesses and strengths in a 
mutual search for tmprovement. 

(A) Stroncly '~roe (B) AGree (C) Strongly Disagree (D) Disngree (E) Don'~ 
know 

13. Teachers will feel freer end more relaxed to explore new techniques, 
tmprovise equipment tor the clcssrooo and exchango idees in workshop 
situations staffed by their owncollecgues. 

(k) Strongly ~ree (B) ~ree (C) Stronely Disagree (D) Disagree (E) Don't 
know 

14. Such a neutral ~eeti~g place tor tenchers if it exists, would improve te~chers 
professional growth in a positive nnd constructive wny. 

(~) Strongly ~rec (B) ~ae (C) stronaly Disagree (D) Disacree (E) Don't 
know 

15. £ newly trainod tc~cher would inevitnbly meet problecs in settling down 
during the first yenr of toeching. 

(A) Strongly Acree (B) Agree (C) Stronely Disaare~ (D) Disneree (E) Don't 
know 
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16. Newly trcined teachers therefore need structured guidance ~d support in 
order to be ablo to carry out their job effectively. 

(A) Strongly Agre~ (B) Acree (e) Strongly Disagree (D) Disagree (E) Don't 
know 

17. Such newly trained teachers should be systeQatically and properly inducteJ 
not only into the school itself~ut nlso into the teaching profession 
in general. 

(A) Stroncly Aeree (n) Aeree (e) Strongly Disagree (D) Discaree (E) Den't 
know 

18. It would be easier for a new teacher to know that an experienced te~cher 
has been desicna.ted to tc.ke care of him/her professionally nnd to who[.. to 
turn for help. 

(A) StronGly ~eree (B) Agree (e) StronGly Disagree (D) Disccree (E) Don't 
know 

19. There should be n planned progrnmme in every school which is specifically 
geared towards the care of the newly trcined teacher. 

(.) Strongly Af;ree (B) l~ree (e) Strongly Disagree (D) Discgrce (E) Don't 
know 

20. It is the duty of the Principal or headl:laster to initiate such a schocle for 
newly trcinou teachers ane nppcint the appropriate member of staff for the 
care of those new teachers. 

(J~) Strongly ~~Gree (B) Aeree (e) Strcngly Disasree (D) Diso.aree (E) Don't 
know 
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APPENDIX 28 

QUESTIONNAIRE TO TEACHERS WHO ATTEND TEACHERS' CENTRE COURSES 

AND ACTIVITIES IN HUMBERSIDE AND NORTH YORKSHIRE 

THE UNIVERSITY OF HUll 
INTERNATIONAL EDUCATION UNIT 

• 

.... titut. of EduC8tion. 
Tel CM82·.a31 1 173 Coningh.m Road. Hull. HU5 2EH 

""'_ v A McCIeI_ "'" ,«), I DnctOt of Il1o _ ofE __ 

M, C. a-. M.A.. M.Ed tbI ,.0" 
0\at1'm8n 0' 1M InternettOMl ECluCi8tIQn Un .. 

From: Mrs V A Tekenah - Research Stodent,University of Hull. 
To: Potential Responde."lt • 
(January-February 1986) 

The attached questionnaire iE aimed at studying the role Teachers' Centres 
have played in the in-service education of teacher~. 

The resul~ of this study will hel., to provide preliIdna!'), criteria to be 
used in develo~ing similar projects in Nigeria. 

It will be a~preciated if you will complete the enclosed form. Your 
responses are highly valued as a teacher having direct experienCE: in the aetivitie: 
L"ld courses offeree by teachers' centres. 

I would welcooe any camnents that you rr ... y have concernine: any as~e::t of 
teachers centres not covered by the questionnaire. 

Your responses ~i.ll be held in strictes"; confidence L"l: wi:1 nc: be u~ec 
ir. any way other tw. for edu·~a ... ional purposes nor p..:~lishe: ;,;:.tn,:;",t you!" c·_€ 
perrrjssion. 

Thar~ you for your co-operation. 

You.~~ faithfully 

Victoria Tekenah (Mrs) 

I certify that the above information is accurate, and alsc that 
Mrs Victoria T~enah iE a full-time Qq~~(~Q~ ?hr student of t~s Institute and 
University. She 1s a pe!"son of respons151e cr~-aeter anc 1nte~ity and I hope 
very much that you will feel able to cooperate in he!" resea!'ch exe~cise. May I 
thank you~err ~ en ,!" antieiPat~on of your assistance • 

.' ~~·/4> .. 't~ 
I ~;:", ~ c...~, .. 

~qN I?FtOCK 
airman,~nternational Education Unit ana Supervisor of Mr~ Tekenah's rese4rch. 
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~.Qlqr~tR!.!2 ... tE~GF~1~.S2..!'JJ'~~~~ h~1: :r:.~:''t!~.LIfd:S'~~~ . Wm§'§ 
Reply number ~--~~~.~ 

(to be coded on 
return) ~~I., l'''~~ 

Please circle the appropr1ata ~~r to each question and transfer the respective· 
numb~r into the box indtcated. • 

1. Sex 

2. 

~1arital Status 

r1al.e 
Female 

20-25 
26-30 
31-35 
36-40 
41-J~5 
46-50 
ever 50 

Sine;le 
MarriE:d 
Any other 
(kincly specify) 

, 
2-----~ 

, 
2 ... 
;; 
4 
5 .. - - - - ~ 

6 
7 

, 
2 . 
3 - - - - - 'i 

~. Hi&~est qualification held 

'ruacher's Ct;;;l"'tificate 1 
B.Ba. 2 
B.,"... 
B.Sc. 
PGCE/PGi:'E 
Advanced Diploma 
Masters ~ee 
Ph.D. 
I.ny ether 
(kindly specify) 

5. Years of teaching experienc~ 

Under 2 years 
2-5 years 
5 yet:!rs 
5-10 years 
Over 10 years 

6. T:rpe of school teaohing prestmtly 

1 
2 
3 
4 
5 

....... " 

(plet:3C~ leav<.; coding of r.his to 
l'E:scarcher) 

7. Position h~ld in present school/scale 

(please leav~ coding of this to 
researcher) 

_L 4 .. ,------I 
; 
I"'-"-~ 

--;,.~~ 
I 

! I 
' ___ &.oJ 

I ............. 



, 
f ,~, 

I .~ . 

I 
~[<a:tQN~L~Lw.~~~Jl.ca1.~t~L~L 
tr. ·~cro you take~t~chers Cuntre activities? 

(Please g1 v~ answers in rank order - fer the mest important reason number 1, 
for the np.xt, number 2, and so on in the boxGS provided) 

To improve my professional competence 

To evaluate my OHn ass~ssrr.~nt as a teacher 

Te update my subject knowledge ...... 7' 

To discuss educational issu~s with colleagues in 
a relaxed ~tmosph~re 
Any other (kindly specify) 

r---"''' 
l' ,.. .... "'''' .. 

1--........ 12' 
i 

r-""" 13 

9. Advocates for Teachers Centres stress that ~~e kind of learning teachers 
need and want to do can best occur in an atlOC'sphere which is inviting, hospitable, 
sUP90rtive and non-evaluative. How much do you agree with this? 

flgrec very strongly 
1'.gr-ee strongly 

. Don't know 
Disagree 
Disagree stror~y 

1 
2 
3 , 
4 ---.., 

5 

10. Has _t1.t~ tc.achers centre provided _~lt~ oppcrtunity f'or you? 

Yes 
No 
Not sure 
Any other 
(kindly specify) 

1 
2 
3 
4 - - - , 

5 

1'. In what particular ways would you say the centre has help~ you? 
(please rank order yvur answers - 1 fer the most important respvnsc, 
2 for the next and so cn in the boxes provided) 
Helped improve classroom p(:rformance 

Helped in crg.url.~.ation and manageI!'!ent of school or dept. 

H~lped working with colleagues ...... ~ 
Hel})E:d career prospects I 

: 121 
~--"W.i 
I 

~w. ...... ~ 22 
troy other (kindly specify) 
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12. How ,often do yeu come to the centre? 

Everyday 
:~pproxim2.tely once evt;;ry l-led{ 

Once every month 
Once ..:.very ten:n 
Once f;.'VGry year 
Any other O{indly specify) 

13. How lor.g do y~u stay on each visit? 

Ealf an hour 
Ab..")ut an hcur 
1 - 2 hours 
OVer 2 hour's 
Any other (kindly specify) 

1 
2 
3 
4 
5 - - - - - ., 
6 

, 
2 

4 - - - .. - ~ 
5 

'" <+. For h-=,w leng have you been using this centre? 

Under one YE:ar 
, - 2 years 
2 - 5 yettrs 
OVer 5 y~s 

, 
,. 
t:. 

3 
4 

- - ~ " 

';'5. t.t whet t1r.le of day a. ... e most activities a"d c~·urs~s held? 

Dt'l"'ing school h~urn 
After schcvl hours 
S~~ during and ethErs after 
scho.:l hours 
[my ether (kindly sp~ifj') 

, 
2 

~ - ~ -- - ~ 
...J 

4 

is. Does tne t~in~ of the c~urzcs ~nd activities ~uit you? 

Yes 
Nc, 
Someti.'Iles 
Undecided 

1 
2 3-----) 
4 

. ' --.. ---

..... _-... 

_ ....... i.~ .. 
I i 
I : 
I ........... 

_ .. Zl .... 
l ____ .. J 

1'i'. Ho\oJ difficult is it for yeu t,:, attend courses ta.ki.ng plaCe during 
school hours? 

13. 

Zaey 
Fairly ~sy 
Difficult. 
Ir:1p~ssibl€ 

1 
2 
3 - - - .. ... ~ 
4 

Why is it difficult for y·:u to) attend courses orgal'liscd by the tGachers cent 
(please put your onswers i'1 rank order - , fer the most imp::rtant reason, 
2 f':lr the next and S.J en in the bo::es provided). 

TiF.~n~ of courses n.:t s~itable 

Dist~nce to and from cent~e 
Difficulty in obt~ining ~elease 
N::-t diffic~lt 

Any oth.::r (~dndly specify) 

.. ----~ 
---........ 

129 ..... _-., 
1'0 r.. .. _ ........ j 

........ -i :., 
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19. Is th~rc a planned progr~ in your school enabling teachers to 
attend teacners centre aotivities? 

Yes 
No 
Don't know 

1 

~ - - - ~ 
2C. H0W ·d,j you like the idea of n.:>n-teachers (eg parents, 

y~uth clubs) att~nd1ng teachers centre activiti~s? 

Strongly agree 
~1gree 
Unccncerned 
Disagree 
Strongly disagrlJC 

1 
2 
3 

5 

21. Which of the following services of!'er-ed by the tcachers centre 
de Y·J1l use most? 

P~~fessi~nal dcvelop~ent of teachers thr,~ 
in-service education 
Supp..")rt services f::;r tt!achers - using 
resources, technical services and equipwent 
The: acquisition, pr·:x:1uction and distribution 
of teaching rp.sources 
Sc,cial and recreatioool servicEs for teschers 
C~ity inv,:lvewent in educ'lticn 
Any ctht!r (kindly specify) . 

22. wnat is the general mode or style of acti\~tics? 

\-j·.:;rksh,;ps 
Seminar form 
Ferronl lecture style 

1 
2 
3 

, 
2 

3 
4 - - - ~ 
5 
6 

Po ccmbinati:--n ::f all the above 
Any ether (kindly specify) 

~ -----~ 
5 

i··~ I_--...... ~ 

38 

r""""'''·/ 
L.Io. .... ..J 

23. ~'r.at typ~ cf act1vities do Xi"! like best in the in-service educatic.·n prcgra.-nme? 

W.::,rksh·.:ps 
~l; rking parties 
Fc.·rnnl lectures 
Courses 
C:)nferences 
SUIlIller schools 
Any other 
(!dndly specify) 

, 
2 
3 
4 
5 
6 - - - - - ~ 
7 

39 r-...... l 
.... 10. ..... ;." 

24. Hv~r relevant arc the in-service activities t~ your daily work in the 
classrxm? 

Vcry relevant 
R(.)levant 
Irr-elevMt 
Net sure 
Any )ther (kindly sp~cify) 

, 
2 
3 4 - ... - ... - ,. 
5 

40 -......... ~ 
L ........ j 
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l~t is the mest memvrable activity or c~~rse you have att~nded 
orS:i."liscd by the centre? 1+t --...... I . 

I I 
(please l~v~ c·x,i!'l.g of this t.: 

'+'0 .... I 
I"€;searcher I .. 

26. Which cf these pvpul:u- courses hcs b::.:n most useful t~ you in 
t~rms of d~y tv day clRSsro~ performance? 

;27. v]ho .ciccide~ which c::urSt;.S -Jr activities t.) be t".~"'I? 

~:?..rden (G..!ntr~ Leacel"') 
l'e3ch€rs 
Jcint decisie:l betlolcen t88.c!1ers 
and wnrdcn 
LEA staff 
Den' t kn~·,\o..1 

Any othf-.r 
(kincly st:-'=:cif),') 

1 
2 

4 -----~ 
5 
6 

I : 
1...."' ....... 

2.3. Arc yC\1 inv:1 vt;.'Ci in the cc;cision ~ pr:JCess :,f .. tta=i tc:achcrs centre? 

YeS 
No 
Any .:thc:r 

, 
C:indly specify) ~ 

-_ .... _, 
2~. !e y~~ ey.pe~tis~ ae a pr~f€~~i~nal ever utilised to act ae l~ader of 

wcr:~sh.:ps, v;;::rld..1g partie:.; cr 'CJllr se:::? 

Yes - al\va}'s 
Yes - sv:Jet~~ 
: Ja\ycr-
J.ony other 
(;'d.ndly s~cify) 

, 
2 
3 
!; - - - .. - ~ 

45 ............. 
I t 
I ! ------. 

30. Who do y:')u thin" has the gr'e::ltest il1flucn~e O!'l centre activitiF.s? 

Warden (Centre Leader) 
LEil ~1dvis-ar/lnspect~r 
'iOlche:r's 
D.:;n't ~"\J 
1".."'1;' ,~th€r (kindly specify) 

, 
2 
.: 

-" " ~ Lt----- 7 
5 

3'. H::w \-It!re y:.)u first cade moJare cf activities at t~:\.~ cuntre? .. .;£: ... 

Thr".)\lg.'1 LEA Adviser' 
nlr~ugh the ~rofessi?nnl tutor in 
MY scil=-")l 
Thrcu,?:h 3. 
Th .... )\':.;)1 :: 

\-lC".rd-m to 
Any ('thcr 

c.:-1J.c?,sue 
c!rcul~~ sent bi the 
schv·:;l~ 
(kin~ly sp·:~ci~r) 

1 

t> 
3 
4-----) 
5 

46 --'----I 

:..o.r. ....... J 

47 --........ ~ 
, 
I ............ 
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=~. RON CC1si1y de- you think you c·~uld vbkin access t:- t·:16 vurious 
activities and services else.~ere 

Very e3si1, 
Easily 
Difficult 
Impossit:1e 

, 
2 
3-----+ 
4 

33. What othe~ form of in-s~rvic~ activity du you e~€ in apart from 
attending activities here At 1tt:li. centre? 

N·~ne 
othi.:.r teachers cerr;,res 
Sch';)Ol-fcc~ed (at ;:tm schC'~l) 
Schoo1-f~used (at n'::i.ghbouring 
sch",\ol) 
University De~~trnent ~f 
Education 
C;:..llege of Education/Polytechnic 
Any other (kindly specifY) 

4 

~ 
J 

6 
7 

-----+ 

34. t-Jhat would you miss £-d if the centre were n..:>t there? 

Nothing 
Equipment and rcscurces 
Meeting other teachers in social 
a t!!lOSphel"e 
Advice and support rcceivc~ 
from centre staff 
Opportuni ty to h:'1ve prC'ft:ssional 
dt:w€lcpment 
Any other (kindly specify) 

1 
2 

3 

5 
6 

- - - - - 7. 
56 

r"---
i I 
I i w-_ ..... ~ 
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APPENDIX 2C 

QUESTIONNAIRE TO TEACHERS ENGAGED IN SCHOOL-PQCUSED ACTIVITIES IN 

CASE STUDY SCHOOLS IN Hill<IBERSIDE AND NORTH YORKSHIRE 

THE UNIVERSITY OF HUll 
INTERNATIONAL EDUCATION UNIT 

institute of Educelion. 
T.I<0482·~" 173 Con,nghem Roed. Hull. HUS 2EH 

~y A McC_""ct .. '«)'1 
Dwecto' of .... w.''''u'. of EClvC8ttOr" 
MI C 1100.. MA MEa fE., '.0,1 
Chat",*, o' "'- lntemettOnel £CIwCIt'On Un" 

From: Mr! V A Tekenah - Research Student, Uni versi ty of Hull. 
To: Potential Respondent 
(January - February 1986) 

The attached questior~ire is aimed at studying boa school-focused in
service eaueation is practiced in B~itish schools ~~ the vi~~! of the 
teachers who are involvec in s~~ool-focused activitie!. 

The res~ ts of this !tu~~' will help to provide prel1:inary cri te~ia to be 
used in developing s~~il~ projects in Nigeria. 

It will be appreciated if you will can;>lete the enclosed fon:. Your 
response! are highly value: and .111 contribute towards the prcfes!ional 
developmer.t of fello~ teachers elsewhere. 

I would welcome a"l~' cocnent! that you l112y have concerning a"ly aspect o!" 
sChool-focuse::: 1n-ser-;ice e:l;Jcatior. a"'ld training not covered by the qUe!tionnaire. 

Your response! ~11l be hel: in the strictest confid~ce anc will not be 
used in a"ly way other tha:. for ecucational purpose! nor publishe: ~ithout your 
due ;>er:ti!sion. 

Tt~~ you for yo~ co-o~eratior.. 

Yours faithfully 

Victoria Tekenah (Mrs) 

! ce~ti~y that the abc';e infom.atit'n il! accur"t~, a."ld also that 
Mrs Vict.eria Tekenah i~ a full-time t?Sna n<j~ PrO:, .5t.udent of this In.5titute and 
Un1ver.5ity. She is a person of resp~nslne chAracter a'lC integrity and 1 ho;>e 
very much that you will feel able tc cooperate in her research exercil5e. May I 
thank you ve~ much in anti~tion of your assistance. 

/~~~. 
coq~ ~~~~K (J' • 
~nnan, ""International Educatior. Unit an': SuperVl.50r of Mrs Tekena>J':; rel!earcr •• 
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~tR~ .. }¥ .. <i!l.~ .. ~Lo..~il_~'-:n.~~ .. ~qJ!i 
- l. .. !i~<"&'~ .. 

Rf~ply number 
(to be cod~'Ci on return) -----................... .. 

,. Sex 

2. l~e 

3. Marita) Status 

~1alt: 1 
Fe"icl.e 2 

20-25 
26-30 
31-35 
36-J-tO 
!: 1-45 
46-50 
OVer 50 

'" ---------7 
1 
2 
? 
-' 

4 -----" 
5 
6 
7 

Single 1 
Larried 2 - - - -' - - ~ 
t.ny other 3 
(kindly specify) 

4. P~ghe~t qualification held 

Tt!8chers Cert:1f'icat.:: 1 
B.Ed 2 
B.11. 
F.Sc. 
2GCE/PGDE 
Aavanced Dlploma 
[-lastcr'S OE:gree 
Ph.D. 
tJ:lY other 
(;<1.'ldly specify) 

5. Years of t·:;achirg experienc>3 

Under 2 years. 
2-5 years 
5 years 
5-~~ years 
over 10 years 

6. Years of t~eching experiencc in present school 
Under 2 years 
2-5 ,'{ear'S 

"" -' 
~ 

5 - - ;. , 
(I 

7 
8 

9 

1 

3 - - ., 4 ' 

5 

~ . 
, years - - - - - .. - - ~ - 7 
5-10 years 
ovel" 10 years 

7. Position held in pres~nt school/scale 
(please le&ve coding of this to researcher). 

, 
,-.. -... ~. 

I 

: I t , -------. 

_ .... l .. ~ 
! ' 
I ---... 



4~5 . 

.,.w.a..§r;~tQ!LJi..-.1l.~§C§ ... ~~ 

~~fitct.ft:..~t.1t.l.~1:ti~\J'~~q,~ .. ~(L.t~nflt~_1t.~EL.l3Et1..tt~ft 

8. What effeots do you think in-service education has on teachers? 

Keeps teachers professionally viable 1 
Does not make much difference to a teaohers 
professional oompetence 2 - - - ~ 
Not really sure what teachers derive frail 
in-servioe courses 3 
Any other (kindly speoify) 4 

9. How would you rate the necessity of having other forms of in-servio~ 
eduoation other ~~ the tradition~~ coll~ge-based provision? 

10. 

. 
11. 

Very necesSC'.ry 
Necessary in some oourses 
Not necessary 
Don't lmow 

How were you .t~~~made aware of the in-se~ice 
progr'aIl'IIle in your school? 

Tnrou£;h the H~d 
l'ill"ough the; Deputy Head 
Through my Head of Department 
Throuah the professional tutor 
Through other members of staff 
Any othc;r (kindly specify) 

rlhy did you decide to engage in school-focused 
activities? 

It was compulsory 
To improve rtrJ prof(;ssional competence 
Other staff were atteneing 
Don't know 
f~y other (kindly specify) 

12. How r~arly do you attend these activities? 

Frequently 
Quite frequently 
Infrequ,ently 
Never 
Any other (kindly specify) 

1 
2 - - - ~ 
3 
4 

1 
2 ... 
~ '-

4 --- ~ 

5 
6 

1 
2 
3 - - - ... 
4 
? 

, 
2 
3---7' 
4 
5 

, 

13. For how long have m .. been involved in these activities in 
~ school? 

2 years or nore 
1 - 2 years 
6 months - , year 
1 month - 6 months 
Under 1 month 
Any other (kindly specify) 

, 
2 3 __ .., __ ~ 
4 . 
5 
6 

i~ 
_a.a. ..... L 

... ,.1.~i ..... 
i I 
~ .. a._ .... J 

... ~ 
; I 

......... ...i 
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14. What would you say a.bout tho."'(;) oourses as regaros fulfilling your 
expectations of them? 

Excced~d expectations 
Came up to expectation 
Some parts did and some did not 
Had little or no preconditions 
Differed significantly from expectations 
Disappointing 
Any other (kindly specify) 

15. How relevant would you say tMs~ activ~.ties have 
been as regards your classroom pcrfo~ance? 

Very relevant 
Some are relevant 
Not relevant at all 
Not sure 
l'.ny other (kindly specify) 

16. How much ~'ere you !nvol ved in deciding what 
activities to attend? 

Fully involved L~ deciding fo~ myself 
H3lped by visiting consultant 
Not involved at all 
1'1IlY ether (kindly specify) 

17. How lI'lUch do you agroee with arguments that stress 
the growing importance of school-focused in
seJ"'Vice provision in improving teach~rs 
professional skills? 

Strongly agrE;e 
i~gree 
Not sure 
Disagree 
Strongly disagree 

1 
2 
3 
4 ----~ 
5 
6 
7 

1 
2 
3 - - .. ~ 
4 
5 

1 
2 
3 _ .. - , 
4. 

1 
2 
:3 - - - ~ ~ , 

5 

r-• .lL... 
: I 
i 1 ... ~ 

18 
----~ I : ............... 

... ..12....t 
L ..... J 

r-·i.<L, 
, , 
:.w...-... .! 

18. Advocat€s of school-foct~ed activities ar~le that without such activiti~s 
in schools, te3chers becOOle professionally stale. How ID\lch dc you agree 
with this? 

strongly agree 
1'.gr'C'~ 
Don't KnO\-J 
Disagree 
Strongly disagr~e 

1 
2 
3 
It - - - ~ 
5 

19. Pow much contribution would you say suc.ll school-focused activiti~s 
have made ~ards th~ professional dev~lopm€nt of the teacher? 

;; great deal 1 
Some USE~~ contribution 2 ~ 
S!:'lBll contribution 3 --I I 
flo contribution 4 - - - i 1. ........... '-
Not sure 5 
Any other (kindly specify) 6 
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Looking baok now on some of the ~~oc:-focused aotivities you have attended, 
would you say they would have been better as college-bas~d oourses? 

Yes - all of them 
~ would, some would not 
No - none of them 
Not sure 
Any other (kindly spooify) 5 

I~ 
21. How would you compare sohool-focused activities with external award-bea~ing 

courses as regards the professional developr.~nt of the olassroom teaoher? 

School-based courses are more directly 
geared to what the teacher is expected 
to meet in the classroom 
External courses are equally good in 
equipping the tcachc~ for his/her day 
to day classrooul experiences 
Not rually sure 
JillY other (!<1ndly specify) 

1 

2 - - _., 
3 
It 

,:' 

I:J 
22. HOt-l much would you say scl-.ool-focU5ed activities have succet.>ded in 

identifying and rectifying mismatch betl·reen what is learnt on external 
courses and the actual process in the classr~? 

Very tnuch 
Not much 
Very little 
Nothine at all 
Any other (kL~dly speci~{) 

, 
2 
3---~ 
Ii 
5 

_...i.~ .. 
I __ ~ .. ~J 

23. What aspect of the organisatio~ of these school-focuspd activities were 
you .!2.CL~~ C!issat1~fied with? 

TiL .. ing of the courses 
CO!ltoot - too pl"'actical 
Content - too theoretical 
Lack of inforr.lation 
Lack of nooessary expertise in 
the staffing 
Non(; 
f,ny other (kindly specify) 

1 
2 
3 
It 

5 - ... - ,7 
6 
'f 

-~J~LI 
1-,-.. ," .... 

24. How much effort did you bave to make to attend these school-focused 
activities? 

A great deal 
Soma effort 
A little effort 
None at all 
Any other (kindly specify) 

, 
2 
3 4---'7 
5 

r"&:L.~ 
I.hh ....... 
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25. How enthusiastic are yeu about attendi.'1g subsequent school-focusea 

activitiGs? 

Looking fO!'Ward to them very much 
Not looking fOr'"4rd to them at all 
Not sure 
J\ny other (l<:i!1dly specify) 

1 
"" Co 

3 - - - -

26. Could you give a list of the type of activities that haVe been covered 
in the school-focused in-servicc programne in yOUl" school? 

27. What is the general orientation of th~se courses? 

Theoretically orientc~ i.~volv1ruJ 
lectures, reading etc. 
Practically orientod involving 
works1:1ops, production of currieulUI!l 
rraterials ctq. 
Discussion-bascc 
.r, CO!J!bi~tion of the thrf)G: 

[my ether (kindly specjfy) 

. 
I 

5 

28. Hew t-lould you d~scribe a school \iithout such school-focused activities? 

i-1calthy 
Viable 
NoruJal 
Stale 
Unpro3l'~s&ive 
Any other (kindly sp~~ify) 

1 
2 
3 
4 
- - - - 7-~ 
6 

29. Fran your G:o:pcriences what vlOulc you say about th~se school-focused 
activities in general? 

Every scheol should have some form of 
school-focus.;!·:' acth1.ties 1 
School-focusc~ aetiviti~s contribute 
little or nothing to the professional 
df...'Vclooooot of the teach-er 2 
School-focuse:d activiticls are not 
li-~ up to the exp~~tations thEY h~ve - - - ~ 
al"'OUStld. 3 
I~ny other (kindly spooir:.·~ 4 
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30. ~J1at form of evaluation does th~ ~~~l use in essessing the effectiveness 
of th~se activities? 

Formal external evaluators 1 
Informally by teachers who attend 
By the Head or Deputy Head 
No form of evaluation 
Any other (kindly specify) 

1 
2 
3 
4 - - - ~ 
5 
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APPENDIX 2D 

INTERVIEW SCHEDULE FOR HEAD TEACHERS OF CASE STUDY SCHOOLS IN 

HUNBERSIDE AND NORTH YORKSHIRE 

ltITE8Vlt;WS .. WITli _6e6D. _ n;~CijE8S .. Ot' _ C~E _STtmY .SGfJQQl,.S 

1. Sex 

2. Age 

3. Martial Status 

4. Highest Qualification held 

5. Years of TeaChing Experience. 

6. Years of Headship Experience. 

Male 

Female 

20 .. 29 

30-39 

40-49 

50 and over 

Single 

Married 

Divorced 

Separated 

Certificate of Education 

B.Ed. 

B.A. 

B.Sc. 

PGCE/PGDE 

Advanced Diploma 

Masters 

Ph.D. 

7. Years of Headship at present school. 

8. School Roll. 

9. Children Intake. 

.~ 
1"1" 
~ 

B 
'II 
~ 

E
····· 
-----

'. 

·8··---.· I. _ . __ 

~ 
... ........ - --

0
····· 

. -- --. 
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2 

10. Number of Staff on Roll. 

11. Population of community of school district served by school. 

12. Socio-economic status of parents in the catchment area. 

13. Does your school have a defined policy on in-service education 
which indicates the aims of school-focussed in-service education? 

Yes 
No 

Not sure 

14. Was this policy defined by you alone? 

Yes 

No 

------

i Not sure 
-- -- - j 

15. Was it defined by you and your staff? 

Yes 
No 

Not sure 

16. Is a certain member of staff delegated for seeing that the 
schools policy on in-service education is carried out? 

Yes 

No 

Not sure 

17. Has the school produced a plan for this session which 
caters for the in-service needs of the teachers? 

Yes 

No 

Not sure 

18. Are courses open to other teachers from surrotmding 
schools? Yes 

No 
Not sure 

.......... 

;_ .. ----

- ---.--

W 
LI 

---rJ 
I. ____ J 

H 
! I 
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19. Are adequately trained staff available to enable the school to 
carry out its in-service plan effectively? 

Yes 

No 

Not sure 

20. Are all staff aware of the school-focussed in-service 
programme now taking place in your school? 

Yes 

No 

Not sure 

21. Is a record kept by the school of in-service education 
actiVities in which individuals have been involved? 

Yes 

No 

Not sure 

22. Is there any form of compulsion on the part of teachers 
to attend these activities? 

Yes 
No 

Not sure 

23. Would you advise heads who have not engaged in school 
focussed activities to consider instituting them? 

Yes 

No 

Not sure 

24. Are outside consultants called in from time to time to 
help professionally? (eg Teachers Centre staff t LEA 
Inspectorate or Advisory etc.) 

Yes 

No 

Not sure 

r 
1------

r 
8 
-._--.. -.-

d,·------._-----

z _____ _ 

'------

-..... _---
.......... -.. -.. 

---=--
-... -- ----



443 

4 

25. Are adequate funds available for effective planning and 
execution of school-focussed courses? 

Yes 

No 

Not sure 

26. Apart from school-focussed courses do you have any other 
form of in-service training for your teachers? 

Yes 

No 

Not sure 

27. If teachers have had the opportunity to go on external 
courses, have they come back satisfied with the courses? 

Yes 

No 

Not sure 

28. In your opinion, do you think school-focussed courses 
have any advantages over the external type as regards 
the professional advancement of the teacher? 

Yes 

No 

Not sure 

29. Do you think Heads should give more thought to establishing 
school-focussed in-service activities in their schools? 

Yes 

No 

Not sure 

.... __ J 
! - - -- ... 

L.- .. ___ 

1 ____ -' 

z---·~-

.. - ._--' o 
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5 

30. Would you say that advocates for school-focussed in-service 
education and training are right when they repeatedly stress that 
the snags of the tradit.ional type (eg mismatch between what is 
taught at courses and what is practiced in schools, teachers 
non-partiCipation in inset matters etc) are obviated by school
focussed in-service from the experience of the programme in 
your school? 

Yes 

No 

Not sure 

31. Are the in-service activities in your school evaluated in 
anyway? (if yes t" ~ by what means - questionnaire to teachers, 
written reports, group staff discussions, or interview by 
external evaluators)~ 

Yes 

No 

Not sure 

32. Do you support the idea of the activities being evaluated 
from time to time, why? 

Yes 

No 

Not sure 

-------. 
_ ...... __ .-

d : 

d 
33 Are there plans for the programme to continue next school year? 

Yes 
---.-----

No 
- ___ -._1 

Not sure LJ 
34. Do you have any specific programme for helping probationers in 

settling down in your school? 
Yes 
No 

Not sure 

-.. --.. _--

d 
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35. Are probationers invited to visit the school for familiarisation 
before they finally join the staff? 

Yes 

No ! -- ... _z_· 

I I ____ _ Not sure 

36. Do you receive them personally on such occasions? 

Yes 
... _-.. __ ... 

No 

d Not sure 

37. Have you experienced any problems in making arrangements for 
release of probationers for in-service activities at, the 
professional centre? 

Yes 

No 

Not sure I -----z' 

38. Do such programmes last throughout the year that the 
probationers are attached to your school? 

Yes 

No 

Not sure 

39. Do these programmes follow the recommendations as laid 
down by the James Report? If no, why not? 

Yes 

No 

Not sure 

---z--
---- -

40. Do you think such programmes have helped probationers to overcome 
their varied problems as envisaged by advocates? 

Yes 

No ---r-' 
Not sure LJ 
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41. Have there been any major problems in coping with the demands 
of such programmes? 

Yes 

No 

Not sure 

42. Do you have a professional tutor in your school? 

Yes 

No 

Not sure 

43. How was he appointed (by govenors, LEA, Head etc)? 

Yes 

No 

Not sure 

44 Was he specially trained for his job? 

Yes 

No 

Not sure 

- ---
I _____ _ 

-----_. 
- ----

I 
I 

::J 
! -- --' 

------

------. I 

H 1 _____ = 

45. Did you have any administrative problems (eg time tabling) in 
fitting the professional tutor into the day to day running of the 
school? 

Yes 
-z - -

No 

Not sure . I 
: -zz __ 1 

46. Would you say that the appointment of the professional tutor is 
the best way for the smooth running of the probationary year? 

Yes ---.. -.. _-
No 

~----= 
Not sure 

l =_== 
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47. Apart from helping probationary teachers does the professional 
tutor have any other functions? what are they? 

Yes 

No 

Not sure 

48. Generally, would you say that school-focussed in-service 
education and training induction year programme and the introduction 
of the professional tutor as innovations of in-service, have helped 
in improving the professional competence of teachers~ 

Yes 

No - ..... _-_.-
Not sure LJ 
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APPENDIX 2E 

INTERVIEW SCHEDULE FOR DEPUTY HEADS OR TEACHERS IN-CHARGE OF 
IN-SERVICE EDUCATION IN CASE STUDY SCHOOLS IN HUMBERSIDE AND 

1mBy.lr;w.S_W1THJ~f,;~urr.u __ ~~~i_mClDS_IN __ OMBGE 
Qf. _I&~$EgVICE_EP.OCATlott: -_ CASE _SttroY _SC9QQLS 

1. Sex 

2. Age 

6. Years as Deputy Head. 

Male 
Female 

20-29 

30-39 
40-49 

50 and over 

7. Years as Deputy Head at present school. 

,------
I : 
,-------' 
I 
1 , 
i I ! , 
! --- ---' 
I \ 1 ____ -___ ' 

! I ! 

1------) ______ 1 

'-____ J 

8. Number of years as teacher in-charge of In-service education. 
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9. How did the role of teacher in-charge of school-focussed 
in-service arise? 

Approached by Head 

Nominated by fellow teachers 

Volunteered 

Other (kindly specify) 

10. What briefly would you consider your duties to be? 

Organiser of school-focussed 
activities 
Careers adviser 

Liaison officer between schoo 
and outside agencies (eg 
Colleges of Education, other 
schools) 

LEA, course consultant etc. 

Curriculum developer 

Other (kindly specify) 

I 

L 
I I 1 ____ 1 

I -I 
/ - --' 

---- -

11. For how long have you had school-focussed activities in this school? 

Under one month 

For one full school year 

For 2 years 

OVer 2 years 

Other (kindly specify) 

= 

i 

I 
r=~l 

, 

,===-%= I 

12. How are teachers made aware of the existence of these activities? 

By displaying notices on the ,-;-=~ 
notice board. 

Through departmental Heads 

Through informal discussions 
wi th teachers 

Through staff meetings 

Other (kindly specify) 
=--~=I 
I_==--J 



450 

3 

13. What is the status of courses provided? 

Non-award bearing 

Award bearing with certificate, diploma 
by College, Polytechnic or University 

Other (kindly specify) 

14. What type of courses do you run? 

Pastoral Care 
Improved teaching methods 

Mixed ability teaching 

Other (kindly specify) 

15. What is the general orientation of courses? 

Practically oriented involving workshops 
and production of curriculum materials 

Discussion based 

Other (kindly specify) 

16. How are the courses organised? Do you have: 

weekly meetings 

Half term meetings 

Term meetings 
Other (kindly specify) 

17. When do you have these courses? 

During vacations 

During the sumner vacations 
only 
At weekends 

Informally at any time 

Other (kindly specify) 

F' 
I 

--

%-

- - --
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18. At what time of day do you have these courses? 

During lunch break 

After school hours 

Incorporated into the school timetable 

Before school hours in the morning 

19. What is the attendance rate at these courses like? 

Very high, almost every teacher attends 

Quite high, more than half the staff attend 

Disappointing, only very few teachers attend 

Fair, about half the staff attend 

Other (kindly specify) 

20. How long does each session last? 

Less than 1 hour 

About 1 hour 

Over 1 hour 

Other (kindly specify) 

21. Did you have any problems securing teachers cooperation? 

A lot 
Not really 

No 

Other (kindly specify) 

z-

- ----' 
- I 

-

--

i -1 ___ 1 

D 
D 
LJ-I 
LJ 

J 
J 
J 

H '-===em _! 

I 

22. What reasons do teachers most often give for not attending activities? 
Time not suitable 

Not relevant to classroom performance 

Duration, too long/short 

Tutors not experienced enough 

Other (kindly specify) 

, I 1_====-
I 

-zz! 
L ____ J 
i I - , 
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23. How are teachers grouped for the courses? 

According to their departments 

According to their teaching subjects 

According to the class level 

No grouping of any kind 

Other (Kindly specify) 

24. Who actually leads these sessions? 

External consultants 

Any interested teacher 

Deputy Head 

Other (kindly specify) 

25. Where are the courses located or based? 

At ow school 

In other schools 

At Teachers Centres 

At College of Education 

At the University 

Other (kindly specify) 

___ I 

I 

-==-z 

8 
J 

26. Do you envisage any benefits in a consortium of schools organising 
school-focussed activities? Please elaborate. 

Yes 

No 

Not sure 

Other (kindly specify) 

I , , 
I 

====;7, 

L 
! 
i 
·'==zz-zz. 



453 
6 

27. What benefits do you think (if there are any) are there in having 
in-service courses geographically based in one's own school? 

Increases attendance rate by reducing 
travelling cost and time 
It does not matter where the course is 
located 
Not sure if there are any benefits or not 

-

-- --

! 
I 
I 
I 

_I 

Other (kindly specify) I 
! 

28~ What form of outside help do you have in running these courses? 

Occasional visitors eg fran LEA , other schools I 
Course consultants on consultancy basis __ -' 

Teachers Centre staff I 
None I 
Other (kindly specify) _ _, 

29. If outside help is sought in running these courses; what part do 
they play? 

Helper - in identifying needs 

Directing affairs 

Leading sessions 

- -
I 

I 
J 

Other (kindly specify) ~ 

30. What advantages (if any) do you think there are in using external 
people in the running of school-focussed activities • 

Reduces parochiolism 

None 

Not really sure 

Other (kindly specify) 

31. What disadvantages (if any) do you envisage in using"'external 
consul tants 

None I 

Finance involved _ I 
Not available at times needed 
The possibility of making a wrong diagnosis 
from the start 
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32. What consultation procedure was used with staff in deciding what 
courses to put on? 

Discussion with subject teachers 

Discussion with departmental groups 

Discussion with whole staff 

Other (kindly specify) 

33. How much control and ownership do teachers have over the in-service 
opportunities provided for them? 

A lot - they are always consulted 

Not much - most decisions are taken by 
management team 
No form of control over in-service processes 
at all 
Other (kindly specify) 

34. What criteria are used in selecting what courses to put on? 

Courses that meet identified school needs 
Courses that interest most teachers 

Courses to solve immediate school problems 

Other (kindly specify) 

35. Which of these resources do you lack the most in running these activities? 

Human resource 

Materials 

Finance 

Time 

None 

Other (kindly specify) 
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36. How are these resources identified? 

Through formal discussions with staff 

Through informal discussions with staff 

Through discussion between Head and Deupty 

Other (kindly specify) 

37. After identification, how are these resources acquired? 

Through external consultancy 

By approaching the LEA 

By contacting other schools 

By improvisation within the school 

Other (kindly specify) 

L 

L -
I I 
;.;;=---.' 

L! 

38. What major problems did you face in setting up this programme as regards 
lack of resources? 

39. 

Implementation was delayed 

Getting Head's cooperation 

Getting fellow teachers cooperation 

None 

Other (kindly specify) 

I 

-

-
-

What would you say to a school about to start a school-focussed 
programme as regards the financial cost? 

It is too costly for its benefits 

the cost is commensurate with its benefits 

the beaefits far outweigh the cost 

It is quite cheap 

Not really sure 

Other (kindly specify) 

, -*, 

I -' 
I J 
I 
r 
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40. In your opinion as a teacher in-charge of school-focussed activities, 
what advantages do you think such activities have over the traditional 
type? 

School-fvcussed activities are more practical _! 
because they are based on identified needs' 
Teachers participate fully in the organisation 
of school-focussed activities 
None 

Other (kindly specify) 

41. What advantages do you think have accrued to the school and staff from 
experience gained with school-focussed in-service ideas? 

Teachers are more aware as professionals 

Quality of instruction given to pupils is 
improved - higher passing rate 
None 

Other (kindly specify) 

42. Has the~been any attempt to evaluate the effectiveness of these 
courses, if yes, by whom? 

External team of evaluators 

Informal assessment by teachers who have 
participated in the activities 
Head of School 

Deputy Head 

Other (kindly specify) 

43. If some form of evaluation has taken place, what are the results? 

School focussed work has justified the advocate ',s 
arguments fora canplementary form of ~ 
service to the traditional method. 

There is little or no difference 
professionally between teachers who have 
taken part and those who have not. 

School-focussed work should be incorporated 
into the school timetable to make it more 
meaningful. 

Other (kindly specify) 
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INTERVIEW SCHEDULE ~R PROFESSIONAL TUTORS OF CASE STUDY SCHOOLS 

1. 

2. 

3. 

4. 

IN HUMBERSIDE AND NORTH YORKSHIRE 

Sex 

Age 

Marital Status 

Highest Degree held 

Male I 

Female 

20-29 

30-39 

40-49 

50 and over 

Single 

Married 

Divorced 

Separated 

Certificate of Education 

B.Ed. 

B.A. 

B.Sc. 

PGDE/PGCE 

Advanced Diploma 

Masters 

Ph.D. 

5. Years of Teaching experience. 

6. Years of Professional Tutorship. 

7. Years of Professional Tutorship at present school. 

B -...... 

. . 

I. • ••• 
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8. How did the role of the professional tutor come about in this school? 

Following from the recommendations of the James Report 

Purely a school policy to have one 

LEA policy to have one 

Any other (please specifY) 

9. By whom were you appointed to this job? 

School Govenors 

Head 

LEA 

Any other (please specifY) 

10. What selection criteria were adopted? 

Age 

Scale/Position/Status 

Sex 

Don't Know 

Any other (please specifY) 

11. Did you have to undergo any special training for this job? 

Yes 

No 

If m could you please say what 1m1 the l!iqgt9 S211¥EjPY and 
~,1YX§9ge of this course. 

12. How are you paid as a professional tutor? 

Temporary basis as agreed by the Burnham Ccmnittee 

Honorarium 

Responsibility allowance 

Any other (please specifY) 

I. 

B 

rrr::: 
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13. What are your responsibilites as a professional tutor? 

Supervision of students on teaching practice 

Induction of new teachers 

Advising colleagues on in-service opportunities 

Co-ordinator between school and outside agencies 

Any other (please specify) 

14. Do you feel that one of your duties is more important than the other? 

Yes 

No R
· 
. . 

U 
:t( .YEf§,which one? 

Can you explain your point of view? 

15. In practice which of the specified duties are you actually engaged on? 

All of them 

Some of them 

Only one of them 

Any other (please specifY) 

16. How well do you combine your duties as a professional tutor and a 
classroom teacher? 

Very well 

With a lot of difficulty 

With some difficulty 

Any other (please specify) 

~ .. 
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17. What arrangements (if any) are there to reduce your classroom duties 
to enable you to carry out your duties as a professional tutor? 

None 

Lighter time-tabling 

No teaching duties at all 

Any other (please specifY) 

18. The James Report stressed the invaluable importance of the 
professional tutor in the induction of probationers to the teaching 
profession and the schools they are sent to. How much do you agree 
with this? 

strongly agree 

Agree 

Disagree 

Don't Know 

Any other (please specifY) 

19. How much do you support the setting up of special induction 
programmes for teachers in their first year of appointment? 

Very much 

Not very much 

I am not really sure 

Any other (please specifY) 

tr"Scor: 

20. How much professional help do you think probationers need in their 
first year of appointment? 

A lot 

Not a lot 

Very little 
None 

Any other (please specifY) 
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21. How much do you agree with advocates who have incessantly argued 
that the appointment of the professional tutor is the only way to 
alleviate the problems that probationers undergo in their first year 
of appointment? 

Strongly agree 

Agree 

Disagree 

Not sure 

Any other (please specify) 
;tS555 

22. The appointment of the professional tutor among other things was 
seen as closing the gap between the theory of the teacher training 
course and the practice which takes place in schools, how much of 
this would you say you are doing? 

A lot 

Not a lot 

Not sure 

Any other (please specify) 

23. How much would you say other members of staff including probationers 
value your contribution? 

Very much 

Not much 

Not sure 

Any other (please specify) 

24. Where are you based as a professional tutor? 

School 

Professional Centre 

Both school and centre 

Any other (please specify) 
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25. How do you divide the work between in-school and out-of-school 
activities for the probationers? 

More practical activities in school 

Location of activities depends on availability of materials, 
time and human resources. 

No specified pattern 

Any other (please specifY) 

26. Which of these outside centres do you use? 

purpose-built professional centre 

Teachers' Centre 

College of Education 

University Departments of Education 

Any other (please specifY) 

Fs;rtr 

27. What type of activities are arranged for probationers at the centre? 

Improvement of teaching skills 

Theoretical work updating subject 
knowledge 
Classroom management skills 

Any other (please specifY) 

28. Are probationers released for one day per week as recommended 
by the James Report? 

Yes 

No 

Please give reasons V:J}Q, 

29. How are probationers released for centre courses? 

As a group 

As individuals 

As subject groups 

Any other (please specifY) 

B 
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30. How often do probationers attend these centre courses? 

Weekly 

Bi-weekly 

Monthly 

Never 

Any other (please specify) 

31. At what time of day are probationers released for centre-based 
courses? 

In the roornings 

In the afternoons 

No specific time 

Any other (please specify) 

32. How necessary would you say the professional centre is in the 
induction process? 

Very necessary 

Not necessary at all 

Not sure 

Any other (please specify) 

33. How much involved are you in the centre-based courses? 

Not involved at all 

Not actively involved 

Very much involved 

Any other (please specify) 

34. How many probationers are you responsible for in your school? 

r r r or or r 

. , -
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35. What approach do you use in counselling the probationers as part of the 
school-based activities? 

Supervision approach 
Advocate approach 

Leader of discussion group approach 

Not sure 

Any other (please specify) 

36. How are these school-based activities organised? 

Weekly 

Bi-weekly 

Tennly 

Daily 

Any other (please specify) 

31. When during the day do you have these school-based courses? 

During lunch break 

Incorporated into the probatIoners time table 

During other free periods 

Any other (please specify) 

38. In your opinion what would you say is the probationer's major 
teaching problem? 

Discipline in the classroom 

Teaching of wide ability group of children 

Lack of subject knowledge 

How to prepare teaching 

Any other (please specify) 

. I 
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39. What form of outside help do you have in running the school-based 
induction courses? 

None 

Representatives of LEA 

Members of staff from other schools 

Lecturers from colleges and universities 

Teachers Centre staff 

Any other (please specify) 

40·~ How often do you invite speakers from outside? 

Very-often 

Very rarely 

Never 

Any other (please specify) 

41. Which of the following resources do you lack the most in co
ordinating the induction scheme? 

Time 

Finance 

Materials 

Human 

None 

Any other (please specify) 

42. In general, what contribution would you say thELinduction pl'ograume 
has so far made to the professional development of the probationer? 

It has brought a lot of benefits to them 

It has not done much to improve their professional 
competence 

Not sure what benefits they have derived from it 

Any other (please specify) 
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43. Would you say the scheme has brought any personal benefits to you 
as the tutor in-charge~ 

Yes 

No 
. . 

Not sure 

Rny other (Please specify) I ri Ii Ii Ii Iii Iii 

44. What to you is the most disturbing aspect of the job? 

45. Are there any particular changes you would like to see in the role of 
the professional tutor? 

46. What advice would you give to a school without a professional tutor? 

Appoint one 

Do without him 

Appoint a consortium of experienced teachers instead 

Any other (please specify) 

47. Has there been any attempt to evaluate these school-based 
induction courses? 

Yes 

No 

48. If yes, by whom? 

Professional tutor 

Probationers 

LEA Staff 

Head 

Any other (please specify) 

B 
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Satisfactory 

Not satisfactory 

Not sure 

Any other (please specify) 
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APPENDIX 2G 

INTERVIEW SCHEDULE FOR PROBATIONERS OF CASE STUDY SCHOOLS IN 

HUMBERSIDE AND NORTH YORKSHIRE 

THE UNIVERSITY OF HULL 
INTERNATIONAL EDUCATION UNIT 

_liMe of Education. 
T.l.oa2·~11 173 Coningham fIoMj, Hull. HU5 2EH 

""'-'" V A McOeUo"" It .. 7«)11 110 .... 0· of IIIe ..... _ofl __ 

Mr C ._.MA.M.ld 1t .. _71 
0... ..... " Of IIIe fntemot_I_.." U'" 

Frcr-: ~r~ V A TeKenah - Research Student, University of Hull. 
To: Potential Respondent 
(January - February 1966) 

The attached que~tionnaire is aimed at studying b~ probationers are being 
cared for during their probati~j year. 

The results of thi~ study will help tc provide prelininary criteria tc be 
used in developing sil:llar projects in Nigeria. 

It will be appreciated if you will can;lete the enclOl!led font. Your 
responses are. hig!':ly valued &! 8 probationary teacher and will cor.t:-ibute towa!"d~ 
solving some of the proble~ faced by probationer~ in Nigeria. 

I woul:l welcome ar.y COlltnent.s that yau may have concerning any &!pect of thE 
probationary year not covered by the que~tjo:'lnaire. 

Your res;:>onses will be held in s~:-rtest con!'idencE and will not be usee ir. 
a~y way other than for educational purposes nc:- published without your due 
pernJssior.. 

Thank you for your co-operation. 

Yours faithfully 

Victoria TeKenat (Mrs) 

I certify that the above informatior. is accurate, and alse that 
Mrs Victoria Tekenah is a full-time 99~~f~dS PhD student of this Institute an; 
University. She is a person of respons1bie character and integrity a!'Ie I hope 
very much that you will feel able to cooperate in her research exercise. May 1 
thank you very much in anticipation of your assjstance. 

c;oh~Nl~~9<iK 
~rrman, lnternatior~l Edueation Unit anc Supe~isor of Hr! Te~enahts research. 
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1. Sex Male 

Female 

2. Age 20-29 

30-39 

40-49 

50 and over 

3. Marital Status Single 
Married 

Divorced 

Separated 

4. Highest Degree held. Certificate of Education 

B.Ed. 

B.A. 

B.Sc. 

PGDE/PGCE 

Advanced Diploma 

Masters 

Ph.D. 

5. Years of teaching experience. 

6. Is there any induction programme in this school specifically 
designed to help new teachers like yourself? 

Yes 

No 

Not sure 

8 --.---~ 
........... 

........... 

........ ~ .. 

............ 

.. ........ -

............ 

_ .. - ...... 

........ -- ..... 

.. ........... 

.. .......... 

.. .......... 

............ 

.......... -

............ 

1..- ___ 

............ 

I i ____ _ 

Any other (please specify) I ... 
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7. As a probationer teacher taking up a first appointment, how well 
are you coping? ..... . 

Very well 

Feel lost 
Not too sure of myself 

Any other (please specify) 

8. How many visits did you make to the school prior to your 
first official school day? 

None 

One 

More than two 
Any other (please specify) 

o. How much information about the school did you have prior to your 
first day at school? 

Very little 

As much as necessary 

Not as much as needed 

Any other (please specify) 

10. In what areas did you lack information? 

Type and level of work required of me 

Age and ability ranges of children to be taught 

No prior knowledge of syllabus or scheme of work 

Any other (please specify) 

.. .. ........ 

11. How helpful is it to have a person on the school staff who is 
officially appointed to see you through your first year of appointment? 

.. .. .... 
Very helpful 

Not helpful 

Helpful in some cases 

Not sure 

Any other (please specify) 
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12. Which of these do you think is most likely to be of more help to you 
during the induction year? 

Head of Department 

other experienced colleagues 

Head 

Official professional tutor 

Any other (please specify) 

........... 

13. Did you experience any major problems on arrival to take up your 
first appointment? 

Yes 

No 

Any other 

14. How difficult would it have been for you if there was no such 
guidance.programme? 

Very difficult 

Not really difficult 

Could have coped very well 

Any other (please specify) 

............ 

15. How much help would you say you need as a probationer to go through 
the induction year? 

A lot 

None 

A little 

Not sure 

Any other 

16. Do you find the transition from the college to 
school difficult to cope with? 

Yes 

No 

Not really 

Any other (please specify) 

............. 
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17. What would you say about the training you received in the college 
as regards the practical situation you find yourself in during the 
induction year? 

Quite adequate 

Not adequate for effective 
classroom performance 

Not sure 

Any other (please specify) 

18. Which of the following would you describe as your major 
professional problem? 

Classroom control 

Discipline 

Teaching of children with wide 
range of abilities 

Inadequate subject knowledge 

Any other (please specify) 

........... 

........... 

19. How has the school helped in giving you maximum time to engage in 
induction programmes? 

Reduced time-tabling arrangements 
Release time to attend centre-based courses. 

No help 

Any other (please specify) 

20. How often are you released for centre-based activities? 
Once every week 

Twice a week 
............ 

Any other (please specify) 

21. How far is the centre from your school? 
Within a few minutes walk 

Within a few minutes on the bus 

It is a long way off 

Any other (please specify) 



473 

5 

22. How do you consider the release time you spend on in-service 
activities? 

Too short 

Adequate 

Too long 

Any other (please specify) 

23. How ~uld you describe the centre-based induction programme? 

Duplicates work previously done at college 

Irrelevant to my needs 

Relevant to my needs 

Any other (please specify) 

24. How would you describe the style and methods adopted by course 
lecturers in these centre-based courses? 

Formal lecture type 

Informal discussion style 

Workshop style 

Seminar form 

Any other (please specify) 

25. At what time of the day do you have the school-based induction 
courses? 

During lunch break 
In between lessons 

In the mornings before school hours 

Any time one is free, no specific time 

Any other (please specify) 

26. What type of courses do you engage in in the school-based 
programme? 
Basic topics with the aim of induction into the school 
Tutorials to design and co-operate individual programmes 

Courses to help the probationer- to relate his initial 
training to day to day activities in the classroom 

Any other (please specify) 
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27. How would you describe the relevance of school-based activities 
to your classroom performance? 

Very relevant 
Not relevant at all 

Some are relevant but most are not 

Any other (please specify) 

28. In what form are these school-based induction sessions presented? 

Seminars 

Workshop 

Lecture 

Discussion 

Any other (please specify) 

29. Who leads these sessions? 

Professional tutor 

Representatives of outside agencies 

Members of staff 

Any other (please specify) 

30. As a form of comparison, which of the acti vi ties is more 
relevant to your classroom needs? 

School-based 

Centre-based 

Not sure 

Any other (please specify) 

31. How would you describe the first year of teaChing from the 
experience you have had so far? 

Very difficult 

Not as difficult as feared 

Qui te pleasurable 

Not sure 

Any other (please specify) 

t "r -r "r r "S 

iI 
r------l . 
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32. As a form of evaluation, how valuable would you say induction courses 
have been to probationers in their first year of appointment? 

.- ..... - ----
Very valuable - they should be maintained 

Not valuable - they should be scrapped 

Certain parts should be modified 

Not sure 

Any other (please specify) 



APPENDIX 2H 

INTERVIEW SCHEDULE FOR LEADERS OR WARDENS IN-CHARGE OF CASE 

STUDY TEACHERS' CENTRES IN HUMBERSIDE AND NORTH YORKSHIRE 

INn.;ijVI~ .. W-rni . COORE J.S.WE.B. Qij .. WABDE.N. _ :n~~ClMBGE. 
Qlt . CA$. _stub? . tEAtImBS .!. CMim 

1. Sex 

2. Age 

3. Marital Status 

4. Highest qualification held 

Male 

Female 

20-29 

30-39 

40-49 

50 and over 

Single 

Married 

Separated 

Divorced 

Certificate in Education 

B.Ed. 

B.A. 

B.Sc. 

PGCE/PGDE 

Advanced Diploma 

Master 

Ph. D. 

5. Type and number of schools served by centre. 

6. Type of centre 

Primary 

Secondary 

Tertiary 

Special Education School 

Any other (please specify) 

Multi-purpose 

Specialist 

I 
0

-----
--~---

o 
~I 

d 
R 
D 

.. 1 

I 

... __ .--' 
j _____ J 

_ .. __ J 
_ .. _ .. _ J 

---.. _--

.. - -- .... 

- - 0- ..... 
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7. Teaching experience 

8. Senior post held 

9. For how long have you been a centre leader or warden? 

10. For how long have you been a centre leader in this centre? 

11. By whom were you appointed to this post? 

12. How were you selected? 

13. Did you undergo any training to become a warden? 
Yes 

No 

14. On what basis were you appointed? 
Permanent 

Temporary 

Full-time 

Part-time 

15. Is there any constitution that governs your activities? 

Yes 

No 

Any other (please specify) 

[] 
D 
-------

---- -

-------

-------

16. What is the composition of the Management or Advisory Cormnittee 
which determines the overall policy of the centre? 

17. What are your responsibilities and duties? 

18. What is the most important aspect of your work as a centre leader or warden? 



3 

19. Do you have a deputy leader? Yes 

No 

20. If yes, part-time or full-time? 

Part-time 

Full-time 

21. Do you have secretarial help? Yes 

No 

22. If yes, part-time or full-time? 

Part-time 

Full-time 

23. Do you have any other staff employed at the centre? 

Yes 

No 

24. If yes, are they part-time or full-time and what are 
their duties? 

Part-time 

Full-time 

25. What is the total teacher population served by your 
centre? Primary 

Secondary 

Tertiary 

Special Education 

Any other (please specify) 

W 
LJ 

CJ 
LJ 

CJ o 

------
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26. Do you encourage membership from non-teachers? 

Yes 

No 

27. Is your building specially adapted, purpose-built 
or unadapted? 

Specially adapted 

Purpose-built 

Un-adapted 

28. What in your opinion is the rationale underlying the 
teachers' centre movement? 

D 
LJ 

____ J 

29. In this particular centre, how far have you gone in realising this 
objective? . 

30. Each centre has its own distinctive flavour in the type of support it 
provides, what type of support would you say you concentrate on in your 
centre? 

Provision of resources both 
soft and hardware 

Workshop and inset education 
courses 

More formal structured 
support for uplifting 
teachers' knowledge of 
teaching subject. 

Any other (please specify) 

31. How would you say the in-service education provided for 
teachers here differs from that received in colleges of 

Education and Universities? -
Content 

Orientation 
Relevance 

Any other (please specify) 

--- -
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32. What is the general orientation of courses provided? 

Theoretical 

Informal discussion 

Workshop 

Seminar 

Any other (please specify) 

33. How relevant are the courses provided here to the 
classroom needs of the teachers who attend them? 

Very relevant 

Not relevant 

Not sure 

Quite relevant 

Any other (please specify) 

34. What subjects do you offer on the in-service courses? 
New curricula 

New methodology 

------

____ J 

~ 

-- -- -

Classroom Organisation 

Instruction in the classroom 
of educational equipment 

Any other (please specify) C ~:] 

35. What type of approach do you use in instruction? 

Solution - centred ~using 
mainly "experts") 
Problem-centred (diagnosing 
and studying problems) 
A combination of both 

Any other (please specify) 

_J 
I 

~I 
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36. Who decides or suggests programmes of activities? 

Warden 

Teachers 

LEA Inspectors 

LEA Advisers 

A joint venture of all 

Any other (please specify) 

37. What criteria are used in deciding what programnes 
to be mounted? 

Teachers' interest 

Courses in current debate 

Schools' interest 

Any other (please specify) 

38. How are teachers' needs identified? 

o __ J 
I -

- ---

----
---

-- -

- I 

---
--

Questionnaire to every teache1__ _I 
Suggestion box at the centrei ',:~;.: _____ : ______ I 
Meeting of teachers' 
representatives 

Any other (please specify) L_% __ J 
39. How are centre activities made known to teachers? 

Termly brochures sent to 
Head 
Posters sent to schools 

Centres newsletter sent to 
schools 
Any other (please specify) 

40. How closely linked are you with schools in your area? 

Very closely linked 

Not too close 

Not sure 

Any other (please specify) 

t:J 
l __ J 
[] 

-----
__ x 

% 

- I 
-
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41. Do you help in running any school-focussed activities 
in your area? 

Yes 

No 

42. If Yea, what kind and in what schools? 

43. IL.OQ, why not? 

44. At what time of day are centre courses held? 

During school hours 

After school hours 

Both during and after 

Any other (please specify) 

u u 

43. How far do teachers have to travel to engage in centre activities? 

Not far 

Quite far 

Don't Imow 

Any other (please specify) 

46. How often do teachers use the centre? 

Very often 

Very rarely 

Occasionally 

Any other (please specify) 
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47. What problems do you think deter teachers from attending centre 
courses or activities? 

Distance to ·and from centre 

--- -' 
Timing of courses 

Irrelevance of courses 

Family commitments 

Any other (please specify) 

48. What in your opinion do you think can be done to attract more teachers? 

49. Are teachers' expertise drawn upon as professionals to lead sessions? 

Yes 

No 
I ! o 

50. Do you draw on the expertise of outside 'experts' such as: 

College Lecturers 

Inspectors 

Advisers 

Any others (please specify) 

No 

H 
o 
o _. 

---' 
51. Is the programne of courses, workshops and other types of resources 

flexible enough to deal with any inmediate unexpected problem that might 
arise? 

Yes 

No B -, ---' 
52. How generous is the LEA in providing funds for the running of the centre? 

Qui te generous 

Not generous at all 

Any other (please specify) 
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53. Apart from the LEA, do you have any additional funds in running the 
centre such as from: 

Voluntary organisations 

Sale of goods from centre 

Fees charged to teachers 

Any other (please specify) 

- - -
I 

--

54. Would you say the Teachers' Centre Movement has succeeded in providing 
the kind of in-service education and training as envisaged by its 
proponents, for example in the provision of more local, relevant and 
practical courses? 

Yes 

No 

: --' H 
B Not sure 

Any other (please specify) 

55. As a warden or centre leader running the centre what major problems do 
you encounter and how'do you think they can be solved? 

56. Would you say the benefits teachers derive form this centre justify the 
amount of money spent in running it? 

Yes 

No 

Don't know 

Not sure 

Any other (please specify) 

57. What advice have you got for an educational community that has not got 
a teachers centre? 
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58. Wh."it advice would you give to teachers who do not make use of their 
teachers centre? 
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APPENDIX 21 

INTERVIEW SCHEDULE FOR CHIEF ADVISERS OF 

IN-SERVICE EDUCATION IN CASE STUDY AREAS 

INTERVIEW WITH LEA STAFF ON FUNDING, OF: 

'a) T~CffiffiS' CaITR~ 
b) SCHOOL-FOCUSSED IN-SERVICE EDUCATION AND TRAINING 
c) AND THE INDUCTION YEAR COURSES IN THE CASE STUDY LOCAL EDUCATION 

AUTHORITY AREA. 
rrr ,s rlrSsS rES::r:' rtt: Sr' ttl 55'S;: tl, S SS': tFSSS! sr:! r r rtS! S5 r;: t SF: reSs! ss SF 5! 

1. Does the LEA get any form of grant from central government to help 
run its in-service activities or is the L~ solely responsible for all 
financial costs? 

2. What are the major items incurred in establishing a Teachers' Centre 
and the running costs involved in the day to day oper.ation and 
maintenance of the centre? 

3. Is there any charge for teachers attending Teachers' Centre Courses 
and activities? 

If yes, at what rate? 

4. Are there any attempts by centres to raise money through sale of 
goods and or services at the centre, such as teaching aids, photocopying 
audio-visual items etc? 

5. How many Teahcers' Centres do you run in this L~? 

6. How do you justify spending so much money on running teachers centres? 

7. What are the financial implications of running induction programmes for 
newly appointed probationer teachers in your LEA? 

8. Are centre-based induction courses based in teachers centres or in 
specially built professional centres as partially recommended by the 
James Report? 

9. On what basis is the professional tutor paid? 

10. How much financial assistance and support do you give to schools with 
school-focussed in-service activities in your authority? 

11. Would you say it is worthwhile finanCially for each school to have its 
own in-service education and training programme? 

12. On the whole, how much financial strain would you say these three forms 
of in-service provision are exerting on the L~ts purse? 

13. Where do you think the future of these three forms of in-service 
provision lie in the light of the present economic crisis? 
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APPENDIX' 3A 

TABLE 62 

AN ITEM BY ITEI ANALYSIS OF THE OPINIONS OF EDUCATIONISTS IN THE 
RIVERS STATE OF NIGERIA WHO EXPRESSED AGREEMENT OR DI SAGREH1ENT 
ON ASPECTS OF IN-SERVICE EDUCATION AND TRAINING FOR TEACHERS 

N HflI (F !lRM:IS _ 62 

RESPONSE HODE 

STATItflIT STATEMENTS SIKmJ IW'T ~ I'£AH KIE 
lb. jJmE IJISoItm: It!IIIAN S.D. 

IOlH! IJOI 

N N N N N 
% 1 % % % 

J 
It Io01Id be bI:rcl ioal \.0 III sore form of iIHlervlce ethcatioo an:! 37 19 0 3 3 + 5 4.rb 1.057 
~ vluUn u.., s::In:>l (or ....rers of S\.IIf!. 59.7% JJ.O% O.at 4.!!t 4.!!t 4.35 

2 
n..,..., arP ..,... sene",1 s::In:>l prcClOffi (e.g. dis:ipli...,) which coold be 14 310 4 JO 0 + 
dmIt vlch b) ~1ce lICuvities fo< Uc .t.,le 'til!!. 22.0% S4.!!t 6.5'% 16.1% O.at 3.84 

4 4.ro 0.81 

St.d't s::tcxll fOCU9OdIlnrod iIHlervtce ectJvitJes Ill"" a .... jar role to play in 17 24 5 11 5 + 
3 u.., prof ooon 11 f e of u.., teocl'er. Ihllnlt then, tI-e qwJjty of 27.41 1l.7% 8.1% 17.7% 8.11 3.60 

4 3.92 1.27 
cd<caum proY15lm III 1(>.(0" Um it Sl:luJd be. 

4 
~ tmc:r..r in sc/Ylol .... SJII!~ to offer to, ..-cI ~ to lwm 36 24 0 0 2 + 5 4.64 0.81 
f I"0Il Iu.s/he:r colliogues. 58.1% 1l.7% O.at O.CI% 3.2% 4.48 

Every sc/Ylol its ..., recuJ1ar prob! ..... Inl srh !ri"erent prob!EI1'B coold 12 22 0 26 2 ~ 
S be .,Iwd cnIy by ti'1! '41 u-v.ce edtJ:8t1oo fer the tmcJoer. of that 2 3.64 1.:Ill 

partirular tcIolJ. 
19.41 35.5'% O.CI% 41.9% 3.2% 3.26 

6 
Te:ldlers IlIJI'd I'DI"t! opp:rt\l\1ues Ul ...., IDol otJ-er tmcrers 15 41 I 3 2 + 

" 4.11 
lmch. 24.2% ffi.11 1.0% 4.!!t 3.2% 4.03 

0.87 

1 n "'JOI' .'t in any a1n>1 call1bl. of bri'1lI'1l .bout s::In:>l focused/based II 33 3 12 3 + 
" 3.99 1.14 

iJHIervice t.IiOCI"er edl.catJm ..-cI trn1nJ~ 15 tJ-e t1DI twel..,,-. 17.7% 53.2% 4.!!t 19.41 4.!!t 3.00 

8 
To _ lUTe that ...,ry tl!lBd-er boneftts frrm srh IICtivitJes, tJ-ere Sl:luJd 15 310 4 8 I + 

" 4.03 O.'ll 
be "'"' degree of ~m 00 tJr IJll't of twd ...... to attend. 24.2% S4.!!t 6.5'% 12.9% 1.0% 3.87 

9 
Trod • are tI-e best people /IS professianls Ul discuss theu" ..., 24 ~ 0 5 4 + 4 4.26 1.15 
pro(ess1aul ed''8I'C8T8lt. 33.7% 46.!!t O.at 8.11 6.5'% 4.03 

10 
T.....:ren Io01Id benefit fTaa coll"'l;\oes other tJm tl'ooe In their o.n 18 35 2 7 0 + 

" 4.13 0.00 
,.:hoola d.I.s:us:sirc professJaul mtlers vi tJ. tJna. 29.at 56.5'% 3.2% 11.3% O.at 4.03 

Trod-ers IlIJI'd to orrel periodical Iy Ul discuss SJ:h topics os ru:elt 33 27 0 I 1 + 
11 educaUaul ~C>pTmts or otJ-er ~t ",blicatims ruati'1! to tteJ.r 53.2% 43.5'% O.at 1.0% 1.61 4.45 5 4.56 0.74 

prof aosial. 

1l-ere J. tIU'l • IlIJI'd for tA!8d...,.,. Ul get tosetJ'er in • ~ location ..-cI :Ill 31 0 2 I + 
12 8~ f~ f""" to _ tteJ.r ~ ..-cI strqtha in 8 

45.2% SO.at O.at 3.2% 1.0% 4.310 4 4.40 0.79 
rut1al 9OOI"ch for Iqlr'ov8rmt. 

T""""," ..u.J feol [mer an! I'DI"t! nUaxo:I to explore _ tecmiques, 
14 39 2 5 2 + 

13 ~ ~pte'\t fer tI-e c.1.ftssraa,o an! ~ ideos in ~ 22.61 62.9% 3.2% 8.1% 3.2% 3.94 
4 4.<l> 0.94 

situotJcno staffed by tI-eir """ coUoegues. 

14 Su:h a noutnl ~ plnce for t.IiOCI"ers if It exists, \O.Ild :intJrove 21 37 I 2 I + 4 4.23 o.n 
\.IlllChen' proffBSlaulllf'l"'\.h in. poajtJve and arst.ru:t1"" ""y. 33.9% 59.7% 1.0% 3.2% 1.0% 4.21 

IS 
A rewly trained tmc:r..r Ifill ir<"v\tably ..... t problens in settling do,." :Ill ~ I 4 0 + 4 4.40 0.8) 
dur"1r@ tJ-e first rcor of ~. 45.2% 46.fIt 1.0% 6.5'% O.at 4.31 

16 
""'ly trained ~ t1'erefore need stru::tured guidance an:! 1iUpp:>rt In aJ 37 0 3 2 + 4 4.21 0.9:> 
order to be able to carTY art. tI'e1r job ef fa:tJ lIlel y. 32.3% ~.7% O.at 4.!!t 3.2% 4.13 

S.ch ...,..1 J trainod otolld be systl!mlticaU, and properly Inductal 
19 )j I 3 3 + !1 rot all, ll\to tJ-e s:hool itself IlJt also inUl tJ-e ~ professlon 

3l.61 58.1% 1.61 4.!!t 4.!!t 4.05 " 4.11 O.'ll 
in fI"I"'Rl. 

18 
It Io01Id be eMler for • _ ~..,.. to kmw trot an exper lerced troeher .... 14 36 2 9 I + 4 4.03 0.99 
hem cIeslptai to toIce can of hJAI/\'er and \.0 101m Ul turn to for J-el p. 22.0% 58.11 3.2% 14 .5'% 1.0% 3.SS 

19 
1l-ere Sl:luJd be a p1amod progmnre in eYf!r'J s::In:>l which is specifically 9 41 1 8 3 + 4 3.9& 1.03 
~ t.cwInls tI-e care of tI-e ..,.,1, trained t.IiOCI"er. 14.5'% ffi.l% 1.0% 12.9% 4.!!t 3.73 

It III tJ-e duty or tI-e pr1n:lpol or t-mcm.ster to inlti8te SJ:h a s:here for-
6 40 6 9 I + 

aJ """Iy trained uo:hcn an! appoint tJ-e apprqrlate ....me.- of staff for tJ-e 9.7% 64.5'% 9.7% 14.5% 1.6% 3.ffi 4 3.83 0.9:> 
can of thooe rew lmchers. 

~ATI(Jl (F t£\N !rI»S 

SllOG..Y K»E ~ 
N»l: It+ 
IW'T m:w JO-
Dts.affi 2"" 
SllOU.Y DTSICRfE I' 

The h!~ tJ II8Yl lICO'M tI'f' gTtlIIter tI-e percclVlld "8f"l""I"\t wJth tJ-e stotarrnt. 
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TABLE 63 

AN ITEt-1 BY ITEt-1 COMPARISON OF THE QI- INIONS OF EDUCATIONISTS 

IN THE RIVERS STATE OF NIGERIA WHO EXF RESSED AGREEt-lENT OR 

DISAGR EEMENT ON ASPECTS OF IN-SERVICE EDUCATION AND TRAINING 

FOR TEACHERS 

HUHBER or SUBJECTS H - 62 

SOO1ttlIT STATl!HEHTS 
~ ~1B6I'IE ID..Y Il&OO' aJlKECF HIHIS1RY CF I'RDCIPAlS 

lb. KD: WKUHS - 29 10000 - 13 tIlrATRJj ~ ~~ aa~\\RE (fuys' Sd-ool) (Girls' Sd-ool) 1 a::nmJ!S - 11 lI6'II:ItR) - 6 (I) 

lb. % lb. % lb. % lb. I lb. % 

It wwld Ill' ~(jdal lo "''''' sare snnn.\' KlU:L 19 65.5 Q fI!.2 4 )(,.4 4 fL.. 7 I 33 .3 lum 
I.",. of in-<Iervtco edlCStlon .. I NJUl: 8 27.6 2 15.4 6 54.5 I 16.7 2 fL..7 12 d.1. + 

1 ~ Vltlun u.. ad-ool for"""""'" !m'T I:lflI a 0.0 a 0.0 a 0.0 a 0.0 a 0.0 p>0.454Q 
of .-If. D~ a 0.0 I 7.7 I 9.1 I 16.7 a 0.0 

S1lUG.\ D\SN»E 2 6.9 I 7.7 a 0.0 a 0.0 a 0.0 

ll~e are: 8;,;I'"e I ecJooo I problom snnn.Y KlU:L 4 n.s 6 "'.2 2 IS.2 2 33.3 a 0.0 II.S14 
(e.g. dlsdphne) "t"ch lId be .au: 18 62.1 5 38.5 5 45.5 3 SO.O 3 100.0 12 d.t. + 

2 dee I t .n th by iIHIervlc.e tiviLJes JIli 'T I0OI 2 6.9 a 0.0 2 18.2 a 0.0 a 0.0 p>0.toli)7 
for u.. >hI1 • .-If. DlSKlUL 5 17 .2 2 1~.4 2 18.2 I 16.7 a 0.0 

snuu.V D\SN»E a 0.0 a 0.0 a 0.0 a 0.0 0 0.0 

Su::h ad-ool fOCl8lldlln-'IIlCI llH'l1!rV1ce snoG.V .an: 5 17.2 5 38.5 3 27.3 4 fL..7 a 0.0 15.<IJ.i 
scuviu." In ... 8 mjcr rol. to play Km 12 41.4 5 38.5 3 27.3 1 16.7 3 100.0 16 d.t. + 

3 III u.. profMricmJ IIf. of u.. teac/'er. !m'T J:I{}.' 2 6.9 I 7.7 2 18.2 a 0.0 0 0.0 p>0.5242 
Wttlnrt. U-I qmB l, of ed",:atlon DlSKmE 7 24.1 1 7.7 2 18.2 1 16.7 a 0.0 
.."."...on 1. I""", UU\ Il ;cu.ld be. SlIUl.H D\SN»E 3 l(J.3 I 7.7 I 9.1 0 O.U a 0.0 

E-""1' loncI'er III sci I Ins Sl1QQ..V .an: 18 62.1 7 53.8 8 n.7 3 SO.O a 0.0 S.n:> 
~ to offer to, an:! !lCm!thi~ Km 9 31.0 6 "'.2 3 27.3 3 SO.O 3 100.0 8 d.L + 

4 to 1""", 11'01 IWI or t..,,- coll~. Inn INlJ a 0.0 a 0.0 a 0.0 a 0.0 a 0.0 p>O.:J664 
DTSN»I a 0.0 a 0.0 a 0.0 a 0.0 a 0.0 
SI1OU.\ DfSKm 2 6.9 a 0.0 a 0.0 a 0.0 a 0.0 

r..ery ad-ool Ms. its _ pocullM SlIDG.l' Km 6 al.7 4 )).8 2 18.2 a 0.0 a 0 .0 10.613 
IY'ObI rei sdI lrftrenl probl ..... Km 12 41.4 3 23.1 4 )(,.4 3 SO.O a . 0.0 12 d.l. + 

5 C01Id be .,1-' onI, by _till! up InI'T 1:l0l a 0.0 a 0.0 a 0.0 0 0.0 0 0.0 p>O.5623 
iIHIervlc. tl for u.. tencI'ers DfSN:»L 9 31.0 6 "'.2 5 45.5 3 SO.O 3 100.0 
of tl'81 plnlcular ad-ool. Sl1QQ..Y D\SN»E 2 6.9 a 0.0 a 0.0 a 0.0 a 0.0 

TeocJ-en I'IOIld ..,.... opp:>rt...u u"" to snoO.Y .an: 5 17 .2 7 53.8 I 9.1 2 33.3 a 0.0 22.749 
..., tOo' otl'er t.eocho.-s t.<och. KID. 21 n.4 J 23.1 JO 'll.9 4 fL..7 J 100.0 16 d.l. + 

6 !m'T I0OI a 0.0 I 7.7 a 0.0 a 0.0 a 0.0 p>O.lZ'6 
DlSKm. I 3.4 2 15.4 a 0.0 a 0.0 a 0.0 
Sl1QQ..\ DlSKm 2 6.9 a 0.0 a 0.0 a 0.0 a 0.0 

The mpr ¥It In ""y scI'OQJ. C8plble snoG.V Km 4 13.8 5 38.5 2 18.2 a 0.0 a 0.0 13.931 
of ~lI'C about actml focU!DI/1Bsed N1ifF. 16 55.2 4 :D.8 5 45.5 5 83.3 3 100.0 16 d.f. + 

7 ~ce t-=!>er edlOltlon an:! !m'T I:!OI 2 6.9 I 7.7 a 0.0 a 0.0 0 0.0 p>O.Wl8 
t:rainirI Is u.. '-I DlSKm 5 17.2 2 15.4 4 )(,.4 1 16.7 a 0.0 

SlIDG.l' DlSKm 2 6.9 I 7.7 a 0.0 a 0.0 a 0.0 

To II!IcP ~ tI"tIt rvery UlOCl'er SlIDG.l' Km 5 17 .2 6 "'.2 2 18.2 2 33.3 a 0.0 17.337 
b<n!f1ts fl"O'l sdI ecUviues lJ'ere Km 15 51.7 5 38.5 7 63.6 4 fL..7 3 100.0 16 d.t. + 

8 III dbe d<sr of~t Il}l'T DOl 4 13.8 a 0.0 a 0.0 a 0.0 a 0 .0 p>0.3641 
on u.. pin of ~ to attend DlSKm 5 17 .2 2 15.4 I 9.1 a 0.0 0 0.0 

snow DlSKm a 0.0 a 0.0 1 9.1 a 0.0 a 0.0 

T~"'" th! best propl. as snofl.Y Km 9 31.0 6 "'.2 4 )(,.4 5 83.3 a 0.0 11.416 
pro£l!iIlrlcrnls to dllCU!!S tl'r.ir """ lim 16 5S.2 4 :D.8 1 45.5 I 16.7 3 100.0 12 d.l. + 

9 pro£esalanl -'-'<:mOll. IW'T ()lW a 0.0 0 0.0 a 0.0 0 0.0 0 0.0 p>O.49J6 
DJSID!fl: 2 6.9 2 15.1 I 9.1 a 0.0 a 0.0 
S11UG.I· !lI.SKm: 2 6.9 I 7.7 I 9.1 a 0.0 a 0.0 

T eac:het's ...... d b<n!f It f 1'01 srtnn.Y /QlfE 5 17 .2 5 38.5 6 54.5 2 33.3 a 0.0 11.159 
collMll""" otl'er lJ'm tIn!e In tJ-ej r Km 19 65.5 5 38.5 5 45.5 3 SO.O 3 100.0 12 d.f. + 

10 .... ad-ool. dt~ pro£esalcmJ JIli'T I0OI I 3.4 I 7.7 a 0.0 0 0.0 a 0.0 p>O.SI53 
IIItlA!r'l vith U-. DlSKm. 4 13.8 2 15.4 a 0.0 I 16.7 a 0.0 

snuu.Y DlSKm a 0.0 0 0.0 a 0.0 a 0.0 a 0.0 



SOO1MNI' ST ATEMENTS 
lb. 

T~ rood to met perlodJcally to 
d a.ch topIcs ... m:enl 

11 fldu:aUcrftl deYdop"Ul< or oc.J-.,,-

~ p.lbllenti.ml rdett,. to 
t.I-eu JrDf =Ial. 

11 la tIus a nood for tl!ocl-cn to 

U 
l&"t tin. ~ loc.oUoo on! 
olllDlOfl..,." f""'iTt fT to"""""" 
~ on!.~deln. 
IIlJt1nl BOV"Cll for ~lOlt. 

Teochors 11111 f re1 r ..... on! on:>r@ 

relAx<d to explore ...,., tednlques. 

\3 ~ 
eqwptBll for the cla9sro:m 

.m eJICIu¥! ldoos In ~ 
al tl ..... ....rfl'd by th!ir """ 
roU"""", . 

Su:h a IV!UtnIl IftlI!tirt p!Jlce for 
teoc/'cra 1! It exI.SU • ..,wd ~ 

14 t.mc:i'ln' JrDf lau! growth In • 

padU~ ard cxretrutt.he ... y. 

A _I , I.J'a.\r6I tmeh.rvUl 
ircvIUlbl, """t 1"01>10111 In settU'1I 

15 down cb"1rc first )"IlBT of 
~. 

"""I, tnIned teoci'ers &ere!.,.." .-J 
Ilru:tured guicl;ra In! SJWOrt In 

16 arde" lO be .bl. to carry QJt their 
job e!fecUYel,. 

Su:h _I, tnUM:I ~J"S d'wld be 

17 
systaruUcally In! ~Iy ilYktod 
rot cnI y into the sctcx>1 lt3eIJ tltt 
.ao 1/1to the ~ JrDCess.Ia1 in 
~. 
It ..,wd be _ ,er (or • new tlDChcr 
to IcrooJ trot ., experiorad tmeher 

18 twill born cIosIsrntod to l8Ice care of. 
tu.IIu' on! to .too to tum to (or 
tdp. 

1lwe et-ruld be • plwmd prtIIII1III!"C 
in --r ad"ool ..tUch 10 

19 "IJllC.1Ilenlly 8flBI"1'd lOoOl"!I!I the 
care of t/"e """I Y trained tmeher. 

1 t la tJ ... duly of t/"e prird pol or 
it.wbllter to jnltlat~ .c:h a adure 
for _I, tralntd t.ftlI::I-..n In! 

D 8PIl'1nt the approprtBtt INJlb!r of 
Ilalf for Ole aJre of 0- .-
tM:iw'a. 

SIOOFICOO UMlS (ProbotbUlty) 

0ll-81JARE (X ') • p 0.0\ (1%) 
.. p 0.05 (51) 
+ Not SIIInlHCIIIlt 
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milUfSE (IH'RElOOJV[ 

KJE 'Jl'XIERS - ~ 
(Ibys' Sd-ool) 
lb. X 

SIRKUKm 16 55.2 
IO!EE 12 41.4 
tn/'T IQO.' 0 0.0 
DlSKm 0 0.0 
SnUG .l· DlSKm I 3.4 

ST1OU.Y Km 12 41.4 
Km 15 51.7 
Irn'T IQO.' 0 0.0 
DlSK»L I 3.4 
S11Oil.Y DlSN:m ! 3.4 

S11Oil.Y Km 5 17.2 
IDlEE 9 65.5 
Irn'T J(IOI 0 0.0 
DfSKm 3 10.3 
ST1OU.Y DTSKm 2 6.9 

snrn:u Km 10 34.5 
/OH. 17 58.6 
Irn'T J(IOI 0 0.0 
DfSKm I 3.4 
S11Oil.Y DJSKm I 3.4 

snnn.y ..am:: 12 41.4 
KID: IS 51.7 
IIN'T J(IOI 0 0.0 
DfSKm 2 6.9 
SI1UO.Y DlSN:m a 0.0 

ST1OU.Y Km 11 37.9 
Km IS 51.7 
IIN'T IQO.' a 0.0 
D~ 2 6.9 
ST1OU.Y DTSNJ!EE I 3.4 

ST1OU.Y /GlEE 9 31.0 
..aa: 16 55.2 
IDI'T IQO.' I 3.4 
DfSKm I 3.4 
ST1OU.Y DlSN:m 2 6.9 

ST1OU.Y Km 9 31.0 
/OH. 15 51.7 
IIN'T J(IOI 0 0.0 
DlSNJ!EE 5 17.2 
S11Oil.Y OIS!O!El:: 0 0.0 

SllOO.Y /GlEE 6 :!l.7 
Km :!l fR.o 
!XH'T J(IOI I 3.4 
DTS/flm:: 1 3.4 
SI1Uil.Y DlSI4:m I 3.4 

S'I1UW Km:: 3 10.3 
HID: 21 n..4 
IIN'T I0OI 3 10.3 
DlSlGlEE 2 6.9 
SllUU.Y D~ 0 0.0 

NUMBER or SUBJECTS N - 62 

1m IlEAR'f OlUlE(F HDIISOO (F HIDOPAlS 
1I'KlERS - \3 FllO~ IDr.ATIOI ~~ QII-&1JARE 

(GIrls' Sd-ool) IB::n»I5 - II Ilfm:IlR) - 6 s:)(ns- 3 (X') 
lb. X lb. X lb. X lb. X 

7 53.S 4 );.4 5 83.3 I 33.3 9.252 
5 11.5 7 63.6 I 16.7 2 66.7 12 d.1. + 
I 7.7 0 0.0 0 0.0 0 0.0 p>0.6812 
0 0.0 0 0.0 0 0.0 0 0.0 
0 0.0 0 0.0 0 0.0 0 0.0 

4 :D.S 7 63.6 5 83.3 0 0.0 II.rn7 
8 61.5 4 );.4 I 16.7 3 JaJ.O 12 d.1. + 
0 0.0 0 0.0 0 0.0 0 0.0 p>0.5283 
I 7.7 0 0.0 0 0.0 0 0.0 
0 0.0 0 0.0 0 0.0 0 0.0 

3 Zl.! 4 );.4 2 33.3 0 0.0 11.~ 
8 61.5 6 54.5 4 66.7 2 66.7 16 d.L + 
! 7.7 I 9.1 0 0.0 0 0.0 p>O.~ 
I 7.7 0 0.0 0 0.0 I 33.3 
0 0.0 0 0.0 0 0.0 0 0.0 

4 :D.S 4 );.4 3 !ll.0 0 0.0 S.917 
7 53.S 7 63.6 3 !ll.0 3 100.0 16 d.L + 
! 7.7 0 0.0 0 0.0 0 0.0 p>0.9168 
! 7.7 0 0.0 0 0.0 0 0.0 
0 0.0 0 0.0 0 0.0 0 0.0 

7 53.S 4 36.4 3 !ll.0 2 66.7 14.448 
6 46.2 5 45.5 2 33.3 I 33.3 12 d.C. + 
0 0.0 0 0.0 I 16.7 0 0.0 p>0.27JJ 
0 0.0 2 IS. 2 a 0.0 0 0.0 
0 0.0 a 0.0 0 0.0 0 0.0 

6 46.2 2 IS.2 I 16.7 0 0.0 11.314 
6 46.2 9 SI.S 4 66.7 3 100.0 12 d.C. + 
0 0.0 0 0.0 a 0.0 0 0.0 p>O.~1 
I 7.7 0 0.0 0 0.0 0 0.0 
0 0.0 0 0.0 I 16.7 0 0.0 

5 11.5 2 18.2 3 !ll.0 0 0.0 10.114 
7 53.8 8 n..7 2 33.3 3 100.0 16 d.f. + 
0 0.0 0 0.0 0 0.0 0 0.0 p>O.8fai 
I 7.7 I 9.1 0 0.0 0 0.0 
0 0.0 0 0.0 1 16.7 0 0.0 

3 Zl.1 I 9.1 I 16.7 0 0.0 22.478 
9 fR.2 6 54.5 3 !ll.0 3 100.0 16 d.L + 
0 0.0 I 9.1 I 16.7 0 0.0 p>O.I2S4 
I 7.7 3 27.3 0 0.0 0 0.0 
0 0.0 0 0.0 I 16.7 0 0.0 

I 7.7 2 18.2 0 0.0 0 0.0 16.953 
S 61.5 5 45.5 5 83.3 3 100.0 16 d.f. + 
0 0.0 0 0.0 0 0.0 0 0.0 p>O.:!Bl 
3 Zl.1 4 );.4 a 0.0 0 0.0 
I 7.7 0 0.0 I 16.7 0 0.0 

I 7.7 2 IS.2 0 0.0 0 0.0 12.m 
6 46.2 6 54.5 4 66.7 3 100.0 16 d.f. f 
2 15.4 I 9.1 0 0.0 0 0.0 p>O.7167 
3 Zl.1 2 IS.2 2 33.3 0 0.0 
I 7.7 0 0.0 0 0.0 0 0.0 
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AI- PENDIX 38 

TABLE 64 

CROSSTABULATION OF QUESTIONS BY SEX OF RESPONDENTS 

~ 
SEX CA'lKIRllS 

QUESTIONS RlJJUC 
RESULTS lEY 

HAI.E mw.E 

1. Advocates foe teachers' 1 J) (62. 5) 62 (53.4) OO~(X') RESroBE lURIC 
centres stress trot tlv! kind 

2 17 (35.4) ~ (43.1) - 1.43591 1 - AGRffi VERY SIIDG...Y 
of learning teachers need and D.F. - 3 2 - AGlEE SIIDG...Y 
IoBIlt to do can best occur 3 1 (2.1) 3 (2.6) SICNIFICAIn: 3 - Inl'T 000/ 
in an at:lrClSJilere ..ru ell is 4 1 (0.9) - p>O.6971 4 ~ DISAGlEE 
inviting, rospitab1e. - -(fff. t 5 .. DISAGlEE SIIDG...Y 
9JIlIX>ti ve em oon-evaluative. 5 - - Nunbers are expressed frequencies of 
!hi nu:h do yoo agree with CIIl.HI 

respoose. 
this? 'IUfAL 48 (29.3) 116 (70.7) Nunbers in parentheses are expressed 

8R1% as percentages 

2. fas this teachers' centre 1 /I.) (83.3) 1m (ffi.8) OO~(x') RESroBE lURIC 
provided this opportmity for 

2 3 (6.3) 2 (1.7) - 2.9Di3 1" YES 
yw? D.F. - 3 2 - ~ 

3 5 (10.4) 10 (8.6) SIGillTCAIn: 3 - IDT rulE 
4 1 (0.9) - p>0.4024 4 a ANY OIHER - -tm Nunbers are expressed frequencies of t 

CIIl.HI response . 
'IUfAL 48 (29.3) 116 (70.7) Nunbers in parentheses are expressed 
8R1% as percentages. 

3. Iklw often do yoo to 1 - 1 (0.9) OO~(X') RESRNSE RlBUC 
tlv! centre? 2 8 (16.7) 17 (14. 7) - 5 . 71311.) 1 - E.VERID\Y 

D.F. - 5 2 - APFmX. an: IMXf wrn< 
3 31 (64.6) 59 (~.9) SICNIFICAIn: 3 - an: IMXf MNlH 

4 3 (6.3) 18 (15.5) - p>0.3351 4 - an: IMXf 'lm1 
-33% t 5 - an: IMXf ¥FAR 

5 - 4 (3.4) 6 - ANY OIHER 

6 6 (12.5) 17 (14 .7) 
Nunbers are expressed frequenc:i.es of 
response. 

CIIl.HI Nunbers in parentheses are expressed 
'IUfAL 48 (29.3) 116 (70.7) as percentages. 
8R1% 

4. Iklw lal! do yoo stay 00 1 1 (2.1) 3 (2.6) OO~(X') RESroBE RlBUC 
each visit? 2 2 (4 .2) 8 (6.9) - 3.78fro 1 = HAlF AN IOJR 

D.F. - 4 2 - AIWI' AN IOJR 
3 23 (47 .9) 54 (46.6) SICNIFICAIn: 3 c 1-2 IOJRS 

4 21 (43.8) /I.) (34.5) - p>0.4355 4 a OJER 2 IOJRS 
-43t t 5 - ANY 0JllER 

5 1 (2 . 1) 11 (9.5) Nunbers are expressed frequencies of 

CIIl.HI response. 

'IUfAL 48 (29.3) 116 (70.7) 
Nunbers :in parentheses are expressed 

IRI% as percentages. 

5 . For In- lal! rave yoo 1 7 (14.6) 9 (7.8) OO~(X') RESRNSE RlBUC 
been using this centre? 2 3 (6.3) 16 (13.8) - 8 .22563 1 - (MfR 1 YEAR 

D.F. - 4 2 a 1-2 YEARS 
3 9 '18.8) 21 (18. 1) SIGillTCAIn: 3 = 2-5 YEARS 

4 27 (56.3) 70 (ro.3) - p>O.a337 4 - OJER 5 YEARS 
-S!: t 5 - ANY 0JllER 

5 2 (4.2) - Nunbers are expressed frequenc:i.es of 

CIIl.HI response. 

'IUfAL 48 (29.3) 116 (70.7) Nunbers :in parentheses are expressed 

8R1% as percentages. 

6. At ..mt of day are 1 5 (10. 4) 5 (4 .3) OO~(X') RESIUSE RlBUC 
nnst courses and activities 2 19 (39.6) 42 (36.2) - 3.71584 1 - IiiR.'OC SJIXL IOJRS 
reld? D.F. - 3 2 • AFlBl ~IIL IOJRS 

3 24 (~.O) 66 (56 .9) SICNIFICAIn: 3 - g}E rumG AND 0MllS AFlBl 

4 - 3 (2.6) - p>O.2938 4 - ANY 0JllER 
-m t Nunbers are expressed frequencies of 

CIIl.HI response. 
'IUrAL 48 (29.3) 116 (70.7) Nunbers in parentheses are expressed 
8R1% as percentages. 
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~ 
SEX cmn:R1l!S 

QUESTIONS IURIC RESULTS lEY 

Ho\lE ~ 

7. lbes tre ~ of tre 1 22 (45.8) 46 (39.7) CHI~(X') RESR}SE JaJIRIC 
courses end o vi ties sul t 2 4 (8.3) 4 (3.4) - 3.68556 1 - YES 
yoo? D.F. - 3 2 - t{) 

3 22 (45.8) 63 (54.3) SIQfIDcm:E 3 - SM:IlMES 
4 - 3 (2.6) .. p>0.2975 4 - um:r:rrn 

.. 'So t Numers are expressed freqLBcies of 
CIl.lffi rE!.SJXXlSe • 
'IUrAl.. 48 (29.3) 116 (10.7) Numers in jBT'eJltreses are expressed 
amI as pera:ntages. 

8. fh.t diffiallt is It for 1 11 (22.9) 29 (25.0) CHI~(X') ~ru!RIC 
)'OJ to attend COJTSeS taking 2 19 (39.6) 53 (45.7) -2.~ 1'"' FA5Y 
place during s::hxll tu.Jrs? D.F . .. 4 2 .. FAIRLY FA5Y 

3 18 (37.5) 31 (26.7) SICNIFIcm:E 3 .. D1FFI<ILT 

4 - 2 (1.7) = p>0.5731 4=~ 
-57% t 5 .. ANY CJIHffi 

5 - 1 (0.9) Numers are expressed frequerd.es of 

CIl.lffi rE!.SJXXlSe • 

'IUrAl.. 48 (29.3) 116 (10.7) Numers in jBT'eJltreses are expressed 

!nI% as pera:ntages. 

9. Is there a platn.ll 1 13 (27.1) 27 (23.3) CHI~(X') RESRlSE RIBRIC 
prognmre in yo..sr s::hxll 2 3S (72.9) 78 (67.2) - 4.91223 1 - YES 
embling teocrers to attend D.F . .. 2 2 .. t{) 
centre tiVlti.es? 3 - 11 (9.5) SI(}I]FIcm:E 3 - IIN'T XNlI 

CIl.lffi - p>O.CB5B Numers are expressed frequen:ies of 

'IUrAl.. 48 (29.3) 116 fi'J.7) 
cSt t rE!.SJXXlSe • 

amI Nurbers in jBT'eJltreses are expressed 
as percentages. 

10. fh.t do you like tre Idee 1 8 (16.7) 12 (l0.3) CHI~ (X') RESRlSE JaJIRIC 
of raK8lCl'ers (e .g. 2 U (25.0) 25 (21.6) .. 4.53251 1 = SJIDdy tall: 
plI"eJlts. youth clubs) D.F ... 4 2 .. AGn'E 
attending teocrers' centre 3 19 (39.6) 58 (~.O) SI(}I]FIcm:E 3=~ 
activities' 4 8 (16.7) 21 (l8.1) .. p>0.3387 4-D~ 

=33t t 5 .. S'IlOl1.Y D~ 
5 1 (2.1) - Ntnbers are expressed freql.lE!OCies of 

CIl.lffi respcme. 

'IUrAl.. 48 (29.3) 116 (10.7) Nunbers in jBT'eJltreses are expressed 

IDI% as pert:e'ltages. 

11. \<,hich of tre foll ~ 1 44 (91.7) 107 (92.2) CHI~(X') RESR}SE JaJIRIC 
services offered by 2 3 (6.3) 6 (5.2) - 1.31587 1 .. ~ICl'{AL 1E\IlliR-lfNl' (F 

t.eacrers' centre do you use D.F . .. 4 'IFJDIE]5 nmrn IN..,SffiVI(l: 

1IDSt.? 3 - 1 (0.9) SI(}I]FIcm:E mrATICN 

4 - 1 (0.9) - p>0.8S87 2 .. 9JFRlIT SERVICE Rl! ~ 
-85% t lEI}{; RES11IOS, 'IHWICAL 

5 - - SERVICE AND B1JIJMNT 

6 1 (2.1 ) 1 (0.9) 3 .. TIlE mrrsm<1l, mncrI<1l AND 
DISIRIIlJI1<1l (F 1F.AIJID{; 

0l.lJ'fl RES:Urn5 
1000.. 48 (29.3) 116 fi'J.7) 4 .. 9XlAL AND RB::RFATICJW.. SERVICE 
ani I Rl! 'IFNJIER) 

5 .. CDH..MTi 1N\U.VMNJ' IN 
IDrATI<1l 

6 .. ANY~ 
Ntnbers are expressed freql.lE!OCies of 
respcme. 
N!Jrbers in jBT'eJltreses are expressed 
as percentages. 
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RESRla ~ 001!llUffi 
QUESTIONS RlBUC RESULTS KEY 

IW.E FB1AI.E 

U. Ihlt is the general nr:xIe 1 6 (12.5) Xl (17.2) arr~ (X') RESRNSE R!lImC 
or style of activities? 2 1 (2.1) 5 (4.3) = 3.6f'A77 1 z~lFS 

D.F ... 4 2 z SEMINAR RR1 
3 2 (4.2) 3 (2.6) SIOOTICNa 3 = R»1AL ULIURE SI'Yl.E 

4 38 (79.2) 88 (75.9) 
_ 0.4:ffi 4 - A CIMl.1NATICN CF AlL 1HE AIDJE 

5 .. ANY 0IHffi 
5 1 (2.1) - -45% t Ntrnbers are expressed 1'rajuercies of 

<IllJt{ respoose. 

1UrAl. 48 (29.3) 116 (70.7) NuOOers in \EI"ffitTeses are expressed 

erd% as percentages. 

13. Ihlt type of activities 1 28 (58.3) ro (51. 7) arr~ (X') RESRNSE R!lImC 
do you like best in the 2 7 (14.6) 8 (6.9) - 7.82454 lz~ 

in-rervice educatial D.F . .. 7 2 .. \offiI(]}{; PAIITIES 
progrmne? 3 3 (6.3) 11 (9.5) SIOOFIaIa 3 .. R»lAL l.ECIURES 

4 8 (16.7) 32 (27.6) .. p>O.3483 4 .. CIlR>ES 
-34% t 5 .. CIllFE!EN:lS 

5 - 1 (0.9) 6 .. ru11ER 9JUl.S 

6 1 (2.1) 7 - ANY OIHER -
8 - Ill'I'T mloI 

7 1 (2.1) 3 (2.6) Ntrnbers are expressed 1'rajuercies of 

8 - 1 (0.9) Il!SJXXlSe • 
Ntrnbers in \EI"ffit:OOses are expressed 

<IllJt{ as percentages. 
1UrAl. 48 (29.3) 116 (70.7) 
erd% 

14. fbi relevant are the 1 14 (29.2) 48 (41.4) all~ (X') RESRNSE R!lImC 
in-rervice activities to your 2 31 (64.6) 61 (52.6) .. 2.21313 1 - VERY RID.\' ANI' 
daily IoOrk in the classroan? D.F ... 2 2 - RElEV ANI' 

3 - - SIOOFICMa: 3 - IRRElEVANI' 

4 3 (6.3) 7 (6.0) - p>O.DJ7 4 - tm gjRE 

-33% t 5 .. ANY 0IHffi 
5 - - Ntrnbers are expressed frequercies of 

<IllJt{ respoose. 

1UrAl. 48 (29.3) 116 (70.7) Nunbers in JBl"Ent:OOses are expressed 

erd% as percentages. 

15. Ih> decides Iohlell 1 6 (12.5) 7 (6.0) arr~ (X') RESRNSE R!lImC 
courses or activities to 2 1 (2.1) 1 (0.9) - 8.<Wll 1 .. WARIE'l 
be rul? D.F ... 5 2 - 'IDDlER3 

3 23 (47 .9) ~ (43.1) SIOOFICMa: 3 - .})ro IHJS1UI BEIWID ~ 

4 8 (16.7) 11 (9.5) - p>0.1529 AND WARm; 
.. 15% t 4 -ID srAFF 

5 9 (18.8) 45 (38.8) 5 .. ron mloI 

6 1 (2.1) 2 (1.7) 6 - ANY 0IHffi 
Ntrnbers are expressed 1'rajuercies of 

ClI.l.ffi Il!SJXXlSe • 
1UrAl. 48 (29.3) 116 (70.7) Ntrnbers in \EI"ffit:OOses are expressed 
erd% as percentages. 

16. Are you involved in the 1 11 (22.9) 16 (13.8) arr~ (X') RESroBE RUBRIC 
decisioo-mJldng process of 2 :J4 (70.8) CJ3 (84.5) - 4.78349 1 .. YES 
~ teacI'ers' centre? D.F. - 2 2 .. !'() 

3 3 (6.3) 2 (1.7) ST<NIFICMa: 3 .. ANY OIHER 

ClI.l.ffi - p>0.o.n5 Nunbers are expressed 1'rajuen::ies of 

1UrAl. 48 (29.3) 116 (70.7) -<J% t response. 

erd% Ntrnbers in JBl"Ent:OOses are expressed 
as percentages. 

17. Is your expertise 8 1 - - arr~ (X') RESroBE RUBRIC 
professialal ever utilised 2 21 (43.8) 37 (31.9) - 4.6ln4 1 .. YES - AU~AYS 
to act as leoder of D.F. - 2 2-YES-~ 
1oOrkshops. 1oO~ JBlties 3 25 (52.1) 78 (67.2) SIOOFICMa: 3 .. NEVEll 
or coorses? 4 2 (4.2) 1 (0.9) - p>O.<m4 4 .. ANY 0IHffi 

-<J% t Nunbers are expressed frequen::ies of 
CIJllfl Il!SJXXlSe • 
1UrAl. 48 (29.3) 116 (70.7) Nunbers in JBl"EntTeses are expressed 
ani % as percentages. 
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~ 
~ CJ.'lHIRfR) 

QUESTIONS IUJrrC 
RESULTS KEY 

MAlE FfloW.E 

18. Ih> do )'CAl t:lurl< res the 1 15 (31.3) 34 (29.3) OO~(X') RESR:lfiE RUImC 
greatest influen:.e al centre 2 17 (35.4) 16 (13.8) - 17.32957 1 a WARrEN (aNIRE IEAIl'R) 
activities? D.F. = 4 2 = !.FA AImSER 

3 11 (22.9) 34 (29.3) SI<NIFICNa 3a~ 

4 3 (6.3) 31 (26.7) 2 p> o.am 4 .. I1ll'T IClfl\1 
.. 0.1% * 5 .. ANY 0IllER 

5 2 (4.2) 1 (0.9) Nunbers are expressed freque!ries of 

CIIl.ffi 
response. 

'IUrAI.. 48 (29.3) 116 (70.7) Nunbers in Jm'€!ltheses are expressed 

sni% as percentages. 

19. !hi I6e )'CAl first ande 1 4 (8.3) 8 (6.9) OO~(X') RESR:lfiE RUImC 
ao.areofactivitiesatthis 2 3 (6.3) 2 (1.7) 

.. 6.4Cm5 1 .. 'ImlllI !.FA AImSER 
centre? D.F . .. 4 2 ,. 'ImlllI TIlE mHSSICNAL 'lUTCR 

3 9 (18.8) 11 (9.5) SI<NIFICNa IN MY OCHXL 

4 29 «(:.().4) 90 (77.6) - p>O.l7Oi 3 .. nmrn A CIll.EAt.lJE 
-17% t 4 .. nmrn A CIlUIlAR SENr BY TIlE 

5 3 (6.3) 5 (4.3) WARrEN 10 9:HXlS 

CIIl.ffi 
5 = ANY 0IllER 

'IUrAI.. 48 (29.3) 116 (70.7) Nunbers are expressed frequeocies of 

sni% respcnse. 
Nunbers in Jm'€!ltheses ere expressed 
as percentages. 

aI. !hi easi1 y do )'CAl th:irk 1 - 4 (3.4) OO~(X') RESR:lfiE RUImC 
)'CAl could obtain access to 2 10 (al.8) 17 (14.7) - 3.0'i469 1 - VBIT FASTI-Y 
t.re various activities and D.F. - 4 2 - FASTI-Y 
services eJ..sco.t-ere? 3 37 (77.1) 90 m.6) SI<NIFICNa 3 .. DllFIru.:I' 

4 1 (2.1) 4 (3.4) . - p>O.5471 4 - IMEmilllE 
.. 54% t 5 .. ANY OIHER 

5 - 1 (0.9) NlII1Jers are expressed frequeocies of 

CIIl.ffi 
respcnse. 

1UrAL 48 (29.3) 116 (70.7) Nunbers in lEl"entheses ere expressed 

sni% as percentages. 

21. !.hat IoOUld )'CAl miss ~ 1 - 1 (0.9) OO~(X') RESR:lfiE RlJlIDC 
if the centre I6e not 2 3 (6.3) 6 (5.2) .. 2.332137 1 - IDIlIDG 
&ere? D.F ... 4 2 - EImI*NI' AND RmJIrn) 

3 7 (14.6) 9 (7.8) SI<NIFICNa 3 - MEEIThG OIHER ~ IN 

4 2 (4.2) 6 (5.2) 
.. p>0.6748 ro:::rAL A'IKEMRE 
-67% t 4 - Alma: AND SJPR:Rr REI:EIVED FID1 

5 )) (75.0) 94 (81.0) aNIRE STAFF 

6 - - 5 - CffiRll.tITIY 10 HAVE mHSSICNAL 
~ 

CIIl.ffi 6 .. ANY OIHER 
'IUrAI'. 48 (29.3) 116 (70.7) Nunbers are expressed freque!ries of 
sni% response. 

Nunbers in Jm'€!ltheses ere expressed 
as percentages. 

lEY: D.F.. IAlgrees of Freedan 
t • Not Significant at t.re 51 level 
• • Significant at the 51 level 
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TABLE 65 

CROSSTABULATION OF QUESTIONS BY AGE CATEGORIES OF RESPONDENTS 

RfiSOQ A C l! C A T l! C OR I E S 
QUESTIONS 

IURIC 
RESULTS (EY 

D-25 :l6-D 31 - 35 36-«l 41 - 4S 106-!D 0-- !D 

1. Ad"'lCatel far 1 3 (37 .5) 7 (63.6) 25 (69.4) 22 (47.8) 10 (41.7) 19 (65 .5) 6 (&l.0) 00-31JARE (X') RelKN5EmHUC 
taacters I cen0'e9 str'I!I9S 

2 5 (62.5) 3 (27.3) 11 (:}l.6) 24 (52.2) 12 (!D.O) 8 (27.6) 4 (<<l.O) - 2l.84CID 1 • .'Glffi VERY SJIDG.Y 
that tre Ic:W of ~ D.F. - 18 2 • taEl: SJIDG.Y 
tMChers .-l ani \Mt to 3 - 1 (9.1) - - 2 (8.3) 1 (3.4) - SIOOFIC\Ia 3 • llll'T XIGI 
do ClWl best occur in an 4 - - - - - 1 (3.4) - - p>O.2JB7 4 • llISIQlEE 
alJlD!ll>'>ere ..ttIch 15 -23% t 5. llISIGlll: SllOU.Y 
lnvlt1ng. tr:lspltable. 5 - - - - - - - Nu!iJers are expressed froquencie9 of 
wpportiYe .nI ncn- 0lJ.MI respoose. 
ewluat1Ye. /bI ou:h do 'lOW. 8 (4.9) 11 (6.7) 36 (22.0) '" (111.0) 24 (14.6) 29 (17.7) 10 (6.1) Nu1ilers in porentleles are ~ 
you agree wid> this? aX as percentages. 

2. fils.!:!!!!. tMChors' 1 7 (87 .5) 10 (g).9) 32 (138.9) «l (87.0) 19 (79.2) 26 (19.7) 9 (g).0) 00 -31JARE (X') RfSF<N3E mHUC 
cmtre provided this 2 - - 1 (2.8) 2 (4 .3) 1 (4.2) - 1 (10.0) - 26.35829 1. YES 
0flIlCrtU\1 ty f oc '!OJ? D.F. - 18 2 - I{) 

3 - 1 (9.1) 3 (8.3) 4 (8.7) 4 (16.7) 3 (10.3) - SIQilFIC\Ia 3 - tm &.IRE 

4 1 (U.S) - - - - - - - p>0.(J318 4 - ANY 0lHER 
-9% t Nu!iJers are expressed froquencie9 of 

0lJ.MI 'l1!SJDlSI! • 
'!UrAL 8 (4.9) Il (6.7) 36 (22.0) 106 (111.0) 24 (14.6) 29 (17.7) 10 (6.1) Nu1ilers in porentleles are ~ 
aX as percentages . 

3. /bI often do ycu 1 - - - 1 (2.2) - - - au.,1QJARE (X') RESIO&: IURIC 
care to the centre? 2 - 1 (9.1) 10 (27.8) 6 (13.0) 5 (D.8) 3 (10.3) - 37.66161 1 • EVERY 1:I\Y - D.F. -:}l 2 - Al'I'!O(. on; EVERY \lEE( 

3 7 (87 .5) 9 (81.8) 16 (44 .4) 27 (58.7) 9 (37 .5) 13 (44.S) 9 (g).O) SIOOFIC\Ia 3 - on; EVERY KNIH 

4 1 (12.5) - 4 (11 .1) 7 (15.2) 6 (25.0) 3 (10.3) - - p>O.I5a'> 4 • on; EVERY 'Im1 
-15% t 5 - on; EVERY 'iFAR 

S - - 1 (2.8) - 1 (4.2) 1 (3.4) 1 (10.1) 6 • ANY 0IliEll 

6 - 1 (9.1) 5 (13.9) 5 (10.9) 3 (12.5) 9 (31.0) - Ibmers are expressed fre:tuo=ies of 
respoose. 

0lJ.MI Ibmers in porentleles are expressed 
'lOW. 8 (4.9) 11 (6. 7) 36 (22.0) '" (111.0) 24 (14.6) 29 (17.7) 10 (6.1) as percentages 
.niX 

4. /bI Img do ycu 1 - - - 1 (2.2) 1 (4.2) 2 (6.9) - 00..,9JlARE (X') RESR:::N'iE lURIC 
stay at each visit? 2 - - 3 (S.3) 4 (8. 7) - 1 (3.4) 2 (al.O) = 18.85413 1 - HAlF AN IUIR 

D.F. - 24 2 • AB:lJJ' AN IUIR 
3 4 (SO.O) 7 (63.6) 2) (55.6) 2) (43.5) 10 (41.7) II (37.9) 5 (!D.O) SIQilFIC\Ia 3.1-2 IIlRS 

4 3 (37.5) 2 (18.2) 11 (:}l.6) 18 (39.1) Jl (45.8) 13 (44.8) 3 (D.O) - p> 0 .7".E7 4 - <MR 2 IIlRS 
.m t 5 - ANY 0lHER 

5 1 (12.5) 2 (lS.2) 2 (5.6) 3 (6.5) 2 (8.3) 2 (6.9) - Nu!iJers are expressed froquencie9 of 

0lJ.MI 'l1!SJDlSI! • 

'!UrAL 8 (4.9) 11 (6.7) 36 (22.0) 106 (111.0) 24 (14.6) 29 (17.7) 10 (6.1) NlJTbers in porentl-eses are expressed 

.niX as percentages 

5. For tw;w lmg 1m" 1 2 (25.0) 1 (9.1) 4 (11.1) 5 (10.9) - 4 (13.8) - 00..,9JlARE (X') RESIO&: RU8RIC 
you been usIJ1a tIwJ 2 5 (62.5) 2 (18.2) 7 (19 .4) 2 (4.3) 2 (8.3) 1 (10.0) • 51.8o\al7 1 • UU'R (}£ 'iFAR 
centre? - D.F. - 24 2.1-2 ruRS 

3 1 (12.5) 5 (45 .5) 6 (l6.7) 6 (13.0) 7 (29.2) 4 (13.8) 1 (lO,O) SIOOFlC\la 3.2-5 ruRS 

4 - 3 (27.3) 19 (52.8) 32 (69.6) 14 (58.3) 21 (72.4) 8 (8),0) 4 • <MR 5 '!FAR) 

- p>O.<XXB 5 • ANY 0IliEll 
5 - - - 1 (2.2) 1 (4.2) - - - O.CE% • Nu!tenI are expressed frequen:ies of 

0lJ.MI respoose. 

rom. 8 (4.9) 11 (6.7) 36 (22.0) 106 (111.0) 24 (14.6) 29 (17.7) 10 (6.1) Ibmers in porentl-eses are expressed 

.niX as percentages 

6. At IhIt tim of cloy 1 - - 6 (16.7) 1 (2.2) 2 (8.3) 1 (3 .4) - au~(X') RESR:::N'iE RU8RIC 
are IIDB1: CIlW"9lS end 2 2 (25.0) 2 (18.2) 16 (44 .4) 17 (37.0) 8 (33.3) 12 (41.4) - 2).03419 1 - rumc rom. IOJlS 
activities Mid? - D.F. - 18 2 • AFl'ER nuL KlRi 

3 6 (15.0) 9 (81.8) 14 (38.9) 26 (56.5) 13 (54.2) 16 (55 .2) - SIQilFIC\Ia 3 • !n£ llJUI{; AND an~ ArnR 

4 - - - 2 (4.3) 1 (4.2) - - p>O.:J:m nuLlOJlS - -33% t 4.ANYanlEll 
CIJ.lIofl NurbenI are expressed frequercieo of 
'!UrAL 8 (4.9) 11 (6.7) 36 (22.0) '" (111.0) 24 (14.6) 29 (17.7) - respoose. 
.niX Nu!tenI in porentleles are expressed 

as percentages. 
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~ 
A G ! C ATEGOR I E S 

QUESTIONS JUJOI: RESULTS lET 
:.D-25 2f>-:D 31 - 35 )5-t.O 41 - 4S 1<6-!D (Nor !D 

7. !hes tl-e <1II1I1"I& of I ~ (:1>.0) 2 (18.Z) IS (41.7) 21 (45.7) 13 (5U) 8 (27.6) 5 (:1>.0) Q!I -31JARE (X') RE9'Q&: rumTC 
lho toJt'Se5 .-.el 2 I (12.5) I (9.1) 3 (8.3) I (2.~) - 2 (6.9) - 16.Q2W.I I - YES 
actlVltlbl Sllt )OJ: .F. - 18 2 - ICl 

3 3 (37.5) 8 (n.7) 18 (:1>.0) Xl (47.8) 10 (41.7) 19 (65.5) 5 (:1>.0) 3 - !IJo£I1l1:5 
4 - - - 2 (4.3) I (4.2) - - p>0.5Ini 4 - lNICIED 

-59t to t+.IIilers are expres!IOd fnqueroes of 
CIl1Jofl """"""",. 
'!OrAL 8 (4.9) II (6.7) )5 (22.0) ~ (28.0) 24 (14.6) 29 (17.7) 10 (6.1) t+.IIilers in IJIrOntheses ~ eqressed 
.-.ell as percentageS. 

8. Ib< cUihcu1t Is it I 4 (50.0) 3 (27 .3) 9 (25.0) 9 (19.6) 6 (25.0) 7 (24.1) 2 (:.D.O) PlI-91lARE (X') RE9'Q&: Jal!RIC 
for you to .turd 

2 2 (25.0) 6 (54.5) 17 (47.2) 21 (45.7) 8 (33.7) 14 (48.3) 4 (t.O.O) - 15.83822 I - £ASY 
"""""'" ~ place D.F •• 24 2 • FAIm.Y £ASY 
d~ KI-ool tors' 3 2 (25.0) 2 (18.:) 9 (25.0) Ib (34.8) 9 (37.5) 7 (24.1) 4 (t.O.O) SIOOFICA.'O: 3.0UTIQLT 

4 - - I (2.B) - - I (3.4) - p>O.!m3 4 • D1UiSIIi£ 
·9 to 5 • ANY 0IIi£R 

5 - - - - I (4.2) - - tbtlen ~ expressed froquen::lf!S of 

CIl1Jofl I ~. 

'!OrAL 8 (4.9) 11 (6.7) )5 (22.0) 1<6 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) tUrilers in IJIrOntheses are oxpressod 

.-.el % as percentages • 

9. 15 theA • pl6nod I 3 (37.5) 5 (45.5) 11 (:D.6) 8 (17.4) 6 (25.0) 7 (24.1) - 0!I:-91lARE (X') RfSRJtiE Jal!RIC 

JlI'O!!I'I!I!1ll/\ """ 2 , (50.0) 5 (45.5) 22 (61.1) 35 (76.1) 16 (66.7) 21 (n.4) 10(100.0) • 11.78259 I. ro 
scta>1 ..... b~ t.IillCI'£r.s D.F •• 12 2. ICl 
to atun1 taBC.t-ers' 3 I (12.5) 1 (9.1) 3 (8.3) 3 (6.5) 2 (8.3) 1 (3.4) - SIG.'IFIC\Ia: 3 • !IN'T I(N)I 

centre DCUVlu.es" CIl1Jofl • p>O.1<633 IU!tJers are expressed frequoroeo of 

'!OrAL 8 (4.9) 11 (6.7) )5 (22.0) 1<6 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) is!. to t'eS\Dl!IO • 

rdl tUrilers 11\ p!n!ntheses are expres9I!d 
as pera!ntages 

10. 10. do you like tre 1 - 2 (l8.:) 8 (22.2) 5 (10.9) 3 (12.5) I 1 (3.4) 1 (10.0) O!I -31JARE (X') RESiThSE rumTC 
ulMof~ 2 3 (27 .3) 9 (25.0) 15 (32.6) 7 (29.2) 3 (10.3) - • V .f:E&5 1 • snrn:u !tm 
(Q.g. pll'B'Iu, )'ClUt/l 

- D.F •• 24 2·~ 
cl ubs) attarYhng 3 7 (87.5) 5 (45.5) 11 (D.6) 18 (39.1) 10 (41.7) 19 (65.5) 7 (70.0) SIGaFIC\Ia: 3.~ 
tax:ters I CI!!flU'e 

4 1 (12.5) 1 (9.1) 8 (22.:) 7 (15.~) 4 (lb.7) 6 (:.D.7) 2 (:.D.O) • p>o.ms 4 • DJS.Ia!I'L 
a:UVlUf5' .27% t 5 • Sl1OG.Y IlISI£m 

5 - - - 1 (2.:) - - - tUrilers are expressed ~ of 

CIl1Jofl 
resp:nse. 

'!OrAL 8 (4.9) II (6.7) )5 (22.0) 1<6 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Numers lJ\ ~ are expressed 

.-.ell 
as percentages • 

ll. \.tudl of th! 1 7 (87 .5) 11(100.0) )I. (94.~) 44 (95.7) Xl (91.7) 25 (8J . ~) 8 (EI)'O) prr~(X') RfSRJtiE IURIC 
foll<>ltr« oervlUS 2 1 (12.5) ~ (5.6) I (2.:) 2 (8.3) 1 (3.4) 2 (:.D.O) • 19.0\978 I • I'R:HSSIrnAL lE>'WP.OO CF - D.F •• 24 offend b. th! talCI'ln' 

~Gm1CA1a 
mom nDO.lli IN-IDI1CE 

antre do YDJ U9t 1IIJI5t" 3 - - - - - 1 (3.4) - EIU:.\1!Q; • 

4 - - - - - 1 (3.4) - p>O.75CR 2 • SFRlO' SElMaS R:R ruoIERS -
• 1St t llillC Rl'3lJUS, 'J'iDMC\L 

5 - - - - - - - ~'las AND ~ElI'T 

6 - - - - - 1 (3.4) - 3 • 1IiE !01lISITl(}l, AaU:I1(}1 
AND DISl1URJI1(}1 CF IDQIDt: 

CIl1Jofl RBlJOS 
'!OrAL 8 (4.9) 11 (6.7) )5 (22.0) 1<6 (28.Q) 24 (14.6) 29 (17.7) 10 (6.1) 4 • s:x::IAl. AND RB:»'A'I1!li ~as 
.-.ell R:R lEAOlERS 

5 • <DHJIl1Y nMLVEl'ElIT IN 
Ell..O.T!CI'I 

6 • ANY 0IIi£R 
IU!tJers are ~ frequeraes of 
""""""",,. 

IU!tJers in p8rOI1theses are ~ 
as peTC"'tases. 
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RfSUQ 
A G E C ATEGORI E S 

QUESTIONS IURlC 
RESULTS lEY 

al-25 26-]) 31 - 35 36-t.O 41 - 45 46-3:1 OYer 3:1 

U. II t is tho...-aJ. 1 1 02.5) - 7 (19.4) 7 (15.2) 7 (29.2) 4 (13.8) - QlI~(X') RESRNiE Rl9!IC 
node 0(' sty Ie of 2 - 1 (9.1) - 1 (2 .2) - 4 (13.8) 

]).38288 1.~Il'S 

octivitieo? - D.F. - 24 2 • Sl'}1lNAR R»1 
3 - - - 4 (8.7) - 1 (3.4) - SICNIFICIIU 3 • fmlAL UI:IURE SJYlE 

4 7 (78.5) 10 ('Xl.9) 29 (00.6) D (71.7) 17 (70.8) al (69.0) 10(111).0) - p>0.1724 4 • A CDIlINATIrn CF All. "!liE MJ:NE 
.17% t 5 - ANY 0Il!Ell 

5 - - - 1 (2.2) - - - NU1tJer.I are e>qreS9I!d frequeroes of 

<IllJofl 
response. 

1ImL 8 (4.9) U (6.7) 36 (22.0) 46 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Nurbers in porentheses are expressed 

.-.1% as percentages • 

13. l.rot type of 1 4 (3:1.0) 6 (54 .5) 19 (52.8) 29 (63 .0) U (45.8) 15 (51 .7) 4 (<<l.0) QlI~(X') RESRNiE ImUC 
acUV1ti .. do l!!!. Woe 2 1 (l2.5) 2 (18.2) 1 (2.8) 4 (8.7) 2 (8.3) 3 (10.3) 2 (al.O) • ]).26183 1-~ 

best in the iJHervla! D.F •• 42 2 - 1OlICnl: PARI1ES 
edlCltlCll progmmtl? J 1 (12.5) 1 (9.1) 5 (13.9) 3 (6 .5) 1 (4 .2) 1 (3.4) 2 (20.0) SI(}ID1c.oc:E 3·fml.\l..~ 

4 2 (25.0) 1 (9.1) 10 (27.8) 8 (17 .4) 9 (37 .5) 8 (27.6) 2 (20.0) - p>0.9U4 4 • ID.JRS<S 
.91% t 5 - <IM1'lIDO'S 

5 - - - - - 1 (3.4) - 6 - 9.I'1'ER SJWS 

6 - - - 1 (2.1) - - - 7 • ANY 0Il!Ell 
8 - OCN'T 000/ 

7 - 1 (9.1) 1 (2.8) 1 (2.2) - 1 (3.4) - Nurbers are expressed frequeroes of 

8 - - - - 1 (4.2) - - response. 
Nu!tlers in porentMses are expressed 

a:rutl as percentages. 
1ImL 8 (4.9) 11 (6.7) 36 (22.0) 46 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) 
.-.1% 

14. I ... ~ are the 1 2 (25.0) 3 (27 .3) 17 (47.2) 15 (32.6) II (45.8) 10 (34.5) 4 (<<l.0) OlI~(X') RESII:HSE !llSlC 
in-<lerviceactiVlU'" 2 6 (75.0) 8 en.7) 16 (44.4) 31 (67 .4) 12 (3:1.0) 14 (48.3) 5 (3).0) - 16.42142 1 • VERY REllVAm' 
to yrur da1.l, \oOC'I< 1n D.F •• 12 2 • REllVAm' 
the cJ.assra:n? ) - - - - - - - SIGffi1c.oc:E 3. lRREliYoI.'fl' 

4 - - 3 (8.3) - 1 (4.2) 5 (17.2) 1 (10.0) • p>0.1727 4. lIlT sm: 
• 17% t 5 - oI.'ft 0Il!Ell 

5 - - - - - - - Nurbers are expressed frequet1Cl.eS of 

a:rutl 
response. 

1ImL 8 (4.9) 11 (6.7) 36 (22.0) 46 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) 
Nurbers in porentMses are expressed 

ord% 
as percerll:ages. 

15. I.h:> dec1dea Welt 1 - 2 (18.1) 3 (8.3) 3 (6.5) 1 (8.3) 2 (6.9) 1 (10.0) QlI~(X') RESRNiE Rl9!IC 

m.r.;es or actiVl tiel 2 - - 1 (2.8) - 1 (4.2) - - • J).6n71 1 - WAIIIIN (rnIIRE l£AlEl) 

to ",,1 D.F •• J) 2 - 'iB'OlEllS 
3 5 (62 .5) 6 (54 .5) 12 (D.3) 25 (54.3) 9 (37.5) 12 (41.4) 4 (<<l.0) SIGffi1CIIU ) • .DIN!' lH:lSICN BEJI,'EEN 1II£HER5 

4 - - 6 (16.7) 4 (8.7) 2 (8.3) 6 (al.7) 1 (10.0) - p>O.8978 AND IIAIIIIN 
- 9;Il t 4 - lEA STAfF 

5 3 (37.5) 3 (27.3) 14 (38.9) 12 (26.1) 10 (41.7) 8 (27.6) 4 (<<l.O) 5 - OCN'T 000/ 

6 - - - 4 (2 .3) - 1 (3.4) 6 - ANY OIHER - tMilers are e>qreS9I!d fl""lueocles of 
IIllJofI response. 
1ImL 8 (4 .9) U (6.7) 36 (22.0) 46 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Nulilers in porentheses are expressed 
ord% as percontages. 

16. Are )'ClU lnYolvel 1n 1 1 (12.5) 3 (27 .3) 5 (13.9) 10 (21.7) 4 (16.7) 4 (13.8) - 1an-S1JARE (X') RESR:t& Rl9!IC 

tho dec1slCll ~ 2 7 (87.5) 8 (12.7) ]) (83.3) 36 (78.3) 19 (79.2) 24 (82.8) 8 (00.0) - 15.:lll79 1 • YES 
proc:e. of thiJI t-'...-s' D.F •• 12 2 • /{) 

centre? 3 - - 1 (2.8) - 1 (4.2) 1 (3.4) 2 (20.0) SIGffi1CIIU 3 • ANY ornER 

<IllJofl - p> O.2254 Numers are expressed frequendes of 

1ImL 8 (4.9) 11 (6.7) 36 (22.0) 46 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) -22% t l'e5!XJ<lS1!. 

ord% 
Ntrmers in porentMses are expressed 
as percentDgeS. 

17. [s yrur expertlJll! os 1 - - - - - - - au -S1LIRE (X') Rl:S!U&: Rl9!lC 

o professlanl ...". 2 1 02.5) 3 (27.31 16 (44.4) 18 (39.1) 8 (D.3) 11 (37.9) 1 (10.0) - 15.:!'Hl4 1 • YES - AUlA YS 
utillJ;ed to t,.. J.-.. D.F •• 12 2 • YES - S1'EIDES 
of \oOri<sIqJs. ~ 3 7 (87.5) 8 en.7) 18 (3:1.0) 28 (00.9) 16 (66.7) 18 (62.1) 8 (00.0) SlGID'ICI/U 3 • NE.VER 
jDl"t.1e11or~1 4 - - 2 (5.61 - - - 1 (10.0) • p>0.2255 4 • ANY 0Il!Ell 

- 22% t Nurbers are ~ frequendes of 
<IllJofl response. 
101'AI.. 8 (4.9) 11 (6.7) 36 (22.0) 46 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Nmilers in porentMses are expressed 
..t% as percentages. 
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RI'SRlG! 
AGE C ATEGORI E S 

QUESTIONS IUIUC 
RESULTS lEY 

D-25 26-]) 31- 35 36-1tO 41 - 45 t.6-!D (Ner !D 

lB. >to do )W th1.ri< Ins I 4 (!D.O) 4 (36.4) 14 (38.9) 14 (:Xl.4) 6 (25.0) 5 (17.2) 2 (D.O) Prr~(X') RJ:SF(}BE rustle 
the grwteJt infllJlllU 2 1 (12.5) - B (22.2) 10 (21 . 7) 6 (25.0) 5 (17.2) 3 (:Xl.0) • 24 .9Iml I • WARIl:N (aNmE IDIE!) 
00 oentn! activitl.eS? D.F. ·24 2 - lEA AMSEll 

3 2 (25.0) 6 (54.5) 7 (19.4) 15 (32.6) 6 (25 .0) S (27.6) 1 (10.0) SIQ/IFIcvn: 3 • 'JEAl]lEl! 's 

4 1 (12.5) I (9.1) 7 (19.4) 7 (15 .2) 5 (D.S) 9 (31.0) 4 (1tO.0) • p>O.4C85 4 - [(}l'T 00, 
• /lit t 5 - ANY 0JllEl! 

5 - - - - 1 (4.2) 2 (6.9) - Ibmers are expressed frequen:ies of 

(JIDfl 
respcme. 

1Ut\L 8 (4.9) 11 (6.7) 36 (22.0) t.6 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Nutbers in pBn!!ltl-eses are expressed 

oni% 
as percentages. 

19. fbw -..n )W firn I - 1 (9.1) 3 (B .3) 2 (4 .3) 2 (B.3) 2 (6.9) 2 (D.O) G!I~(X') RESRNSE IUlRle 
.- .....,.., of IlCUvities 

2 1 (12.5) 1 (9 .1) - 2 (4.3) I (4.2) - - -21.35648 1 - 1lmDI U"A WIISER 
at .E!!!!. centre' D.F •• 24 2 - 1lmDI 1liE P!UlSSIDW.. 1UfCR 

3 - - 4 (ll.I) B (17 .4) 2 (8.3) 5 (17.2) 1 (10.0) SIQ/IFIcvn: IN MY 9JIlL 

4 b (75.0) B (n.7) 27 (75.0) 34 (73 .9) 16 (66.7) 21 en.4) 7 (70.0) • p>0.6176 3 - 1lmDI A <IllEJGJE 
.61% t 4 - 1JllUG{ A ClJUL\R SEN!' BY 1liE 

5 I (12.5) I (9 .1) 2 (5.6) - 3 (12.5) 1 (3.4) - WARIl:N 10 s:HllS 

(JIDfl 5 - ANY 0JllEl! 

1Ut\L B (4.9) 11 (6.7) 36 (22.0) t.6 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Nutbers are expressed mquerries of 

..-cI% respcme • 
Nutbers in pBn!!ltl-eses are expressed 
as percentll'!"". 

D . fbw e&SJ.l Y do )"'" 1 - - 1 (2 .S) - - - 3 (:Xl.0) G!I -91L\RE (X') RESmSE rustle 
tJunk )W could ob<a1n 2 - 1 (9.1) 9 (25.0) S (17.4) 4 (16.7) 5 (17 .2) - .47.03331 I • VERY FAS1LY 
access to tho lIDIious D.F. _ 24 2 - FAIRLY 
activities and servl.CM 3 8(100.0) 10 (90.9) :!6 en.2) 35 (76.1) IS (75.0) 23 (79.3) 7 (70.0) SIQ/IFIcvn: 3. DIFFIaLT 
~? 4 - - - 2 (4 .3) 2 (B.3) I (3.4) - - p>O.OO33 4 • lI-KSSlllE 

-O.~ • 5 - ANY 0IllEl! 
5 - - - 1 (2 . 2) - - - Nutbers are expressed frequen:ies of 

(JIDfl respoose. 

1Ut\L 8 (4.9) 11 (6.7) 36 (22.0) t.6 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Nutbers in 1IIMltl-eses are expressed 

oni% as percentages •• 

21 . \.tot '-OUld )W 0IlSS 1 - - - - - 1 (3.4) - G!I -81L\RE (X') RF.SRNlE rustle 
I!IlSt If tho COltre ...,..., 2 - - 2 (5.6) 1 (2.2) 2 (8.3) 2 (6.9) 2 (D.O) - IB.143n I - tVIHIN; 
not there" D.F • • 24 2 • EO.IDUNr AND RBl.m:S 

3 - - 5 (13.9) 5 (10.9) 2 (B.3) 3 (10.3) 1 (10.0) SICNIFlcvn: 3 - flEEIDG 0JllEl! 'IDDlEllS IN 

4 - 1 (9 .1) 1 (2.8) 2 (4 .3) 1 (4.2) 3 (10.3) - - p>O.i'X:D :n::IAL A'il'1liHlEl!E 
-79% t 4 - Alma: AND SlI'RlIT REIl:MD FlOi 

5 8(100.0) 10 (90.9) 28 en.S) 38 (82.6) 19 (79.2) D(6'M) 7 (70.0) aNmE SI'AFF 

6 - - - - - - - 5 • CfRRI\NITY 10 HAVE m:H$Iow, 
lI.VEl1JI'a<J' 

(JIDfl 6 • ANY 0JllEl! 
1Ut\L 8 (4.9) 11 (6.7) 36 (22.0) t.6 (28.0) 24 (14.6) 29 (17.7) 10 (6.1) Nutbers are expressed frequerd.es of 
oni% respcIlSI! • 

NuTilers in 1IIMltl-eses are expressed 
as percentll'!"". 

KEY: D.F. -~ of Froedaa 
t _ Not Si~t at tho 5% 1eYe! 
• _ SigJuftClllt at tho 5% leYe! 
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TABLE 66 

CROSSTABULATION or QUESTIONS BY MARITAL STATUS or RESPONDENTS 

mRHiE MARITAL Sl'A'ItE 
QUESTIONS IlBm: 

RESULTS lEY 

SIlG.E HARRJE) mY 0lHI!R 

1. Advocates for 1 18 (69.2) 69 (54.8) 5 (41.7) arr~ (X') ~JaJBRIC 
teocl'ers' centres stress 2 8 ()J.8) 54 (42.9) 5 (41.7) - 17.alOOl 1 z /GlEE VERY SlIDO..Y 
that &e Idnd of looming D.F. & 6 2 - /GlEE SlIDO..Y 
teocl'ers ooed and IoBIlt to 3 - 3 (2.4) 1 (8.3) SICMFICAtn: 3 - IXN'T JWloI 
do can best cxx:ur in an 4 - 1 (8.3) - p>O.<Xro 4=D~ 
aOTOS(Te.r'e \Jtlch is 

-
- 0.'1% 5 & DISAGlEE SIIDlll 

inviting, lDspitable, 5 - - - Nunbers are expressed frequencies of 
supportive and ret!- <IlI.l-fl 

response. 
evaluative. Ibw nu:h 'lOrAL 26 (15.9) l2h (76.8) U (7.3) Nunbers in jBreIltreses are expressed 
do you agree wi th this? 1ftI% as percentages. 

2. Has this teochers' 1 24 (92.3) 100 (8).5) 10 (83.3) arr~ (X') REERNlE !mUC 
centre !K"Ovided this 2 4 (3.2) 1 (8.3) 

- 8.)J757 1 - YES 
opportunity foe you? -

D.F. - 6 2 & ID 
3 1 (3.8) 13 (10.3) 1 (8.3) SICMFICAtn: 3 a IDT SJRE 

4 1 (3.8) - p>0.2164 4 _ mY 0lHI!R 
- - z21% Nunbers are expressed frequeocies of t 

<IlI.l-fl response 
'lOrAL 26 (15.9) l2h (76.8) U (7.3) Nunbers in jBreIltreses are expressed 
1ftI% as percentages. 

3. Ibw often do you 1 - 1 (0.8) - arr~ (X') RESRN:iE RUlm:C 
to the centre? 2 4 (15.4) 17 (13.5) 4 (33.3) - 11.004(8 1 = EVERY I}W 

D.F. - 10 2 - Affin(. an: EVERY WEllC 
3 ;n (76.9) 65 (51.6) 5 (41.7) SIlMFICAtn: 3 - an: EVERY ~rnm 

4 1 (3.8) 19 (15.1) 1 (8.3) - p>O.2929 4 • an: EVERY 'Im1 
"m t 5 - an: EVERY !FAR 

5 - 4 (3.2) - 6. mY OIlIER 

6 1 (3.8) ;n (15.9) 2 (16.7) Nunbers are expressed freqiueocies of. 
response. 

<IlI.l-fl Nunbers in jBreIltreses are expressed 
'!UrAL 26 (15.9) l2h (76.8) U (7.3) as percentages. 
1ftI% 

4. Ibw l.rog do you stay 1 1 (3.8) 2 (1.6) 1 (8.3) arr~ (X') REERNlE !mUC 
00 each visi t? 2 - 10 (7.9) - 10.05S99 1 • HAlF AN IOJR -

D.F. - 8 2 - ABlIT AN IOJR 
3 15 (57 .7) 55 (43.7) 7 (58.3) SICMFICAtn: 3 - 1-2 lOR) 

4 9 (34.6) SO (39.7) 2 (16.7) - p>O.2611 4 - OJER 2 lOR) 
-'lffl:. t 5 - ANY 0lHI!R 

5 1 (3.8) 9 (7.1) 2 (16.7) Nunbers are expressed frequencies of 

<IlI.l-fl response. 

'lOrAL 26 (15.9) 126 (76.8) U (7.3) Nunbers in jBreIltheses are expressed 

miX as percentages. 

5. Ibw l.rog t-eve you 1 4 (15.4) 11 (8.7) 1 (8.3) arr~ (X') REERNlE RUlRIC 
been using this centre? 2 6 (23.1) 10 (7.9) 3 (25.0) - 13.87C03 1 - lNIlR 1 !FAR 

D.F. = 8 2 z 1-2 YFARS 
3 7 (26.9) ;n (15.9) 3 (25.0) SICMFICAtn: 3 - 2-5 YFARS 

4 9 (34 .6) 83 (65.9) 5 (41.7) - p>0.0052 4 - OJER 5 YFARS 
-8' t 5 - ANY 0lllER 

5 - 2 (1.6) - Nunbers are expressed frequencies of 

allm response. 

'lOrAL 26 (15.9) 126 (76.8) u (7.3) Nunbers in jBreIltheses are expressed 

Ird% as percentages. 

6. At \kat of day 1 2 (7.7) 8 (6.3) - arr~(X') RESRl&: mlRIC 
are rrcst activities and 2 6 (23.1) 48 (38.1) 7 (58.3) - 9.01653 1 - Il.JRDl; ~ IOlRS 
courses t-eld? D.F. - 6 2 • AF'I'ffi ~ lOR) 

3 18 (69. 2) 68 (54.0) 4 (33.3) SIlMFICAtn: 3 - s:M: IlJR.llC AND 0IlIm) AffiR 
4 - 2 (1.6) 1 (8.3) - p>0.1727 ~ 

-17% 4 - ANY 0lHI!R 
<IlI.l-fl Nunbers are expressed frequencies of 
'!UrAL 26 (15.9) 126 (76.8) 12 (7.3) response. 
1ftI% Nunbers in jBreIltheses are expressed 

as percentages. 
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~ K\RrOO. Sl'AnE 
QUESTIONS 

IURIC 
RESULTS rEY 

SIK:lE *RRIID INl (J]}H 

7. lbes the ~ of I 10 (:11.5) 54 (42.9) 4 (33.3) rnr~(x') RESR}SE ruruc 
courses and tivities 2 2 (7 .7) 5 (4.0) 1 (8.3) 

a 2.285({) 1 em; 
alit yw? D.F. - 6 2 a I{) 

3 14 (53.8) 64 (~.8) 7 (58.3) SIOOFICAIn: 3-~ 

4 3 (2 .4) z p> 0.8916 4 c lNIEIJE) - - ae:J% ~ are expr-essro freqlBcies of t 
all}fl re5JX:r1Se • 
'!UrAL ~ (15.9) ~ (76.8) 12 (7.3) lUmers :in prren&eses are expressed 
tnl% as percalt:ages. 

8. lbw difficult is it 1 9 (34 .6) JJ (23.8) 1 (8.3) rnr -8JJARE (X') RESRN>E rutiUC 
for you to atteOO c.ourses 2 12 (46 .2) 57 (45 .2) 3 (25.0) - 10.85727 I - FA$)' 

~placed~ D.F. - 8 2 c FAIRLY FJS( 

school hcurs? 3 5 (19.2) 36 (28.6) 8 (66.7) SIQIDlCAln: 3 - DIFF1QJlJ' 

4 2 (1.6) c p>O.'Xm 4_~ - - =:!It t 5-ANY~ 

5 - 1 (0.8) - ~ are expressed freqlEJcies of 

all}fl re5lXf1.ge. 

'!UrAL ~ (15.9) ~ (76.8) 12 (7.3) Nunbers :in prren&eses are expressed 

tnl% as perca!tages. 

9. Is trere a p.l.anra! 1 Jl (42.3) 29 (23.0) - orr..,<I}JARE (X') RESR}SE ruruc 
prognmre :in yrur &:lull 2 14 (53 .8) IE (69.8) 11 (91.7) - 8.6XJ14 1 - m; 
enabling t.ee::hers to D.F. - 4 2 - I{) 
a tteOO t.eacJ-ers I centre 3 1 (3.8) 9 (7.1) 1 (8.3) SIOOFICAIn: 3 - IIN'T J(N).I 

acti vi ties? aUJofl - p>0.0713 ~ are expressed freqlBcies of 

1UfAL ~ (15.9) ~ (76.8) 12 (7.3) -7% t re5jXI\ge. 

ani % Nunbers :in prren&eses are expressed 
as perca!tages. 

10. lbw do yw like the 1 5 (19.2) 13 (10.3) 2 (16.7) orr-~I,RE (X') RESR}SE mooc 
ideaof~s. 2 6 (23.1) 27 (21.4) 4 (33.3) - 3.77817 1 - S'T!OU.Y !.GlEE 
(e.g . )m'6lts. ywth D.F. ~ 8 2 z IGm: 
clubs) attald:ing t.ead-ers' 3 10 (:11.5) 63 (~.O) 4 (33 .3) SIOOFICAIn: 3 - t.NIN:DMD 
centre ac ti vities? 4 5 (19.2) 22 (17 . 5) 2 06.7) = p>0.8766 4 - DISN»E 

- 87% t 5 • SIIDG..Y DISN»E 
5 - 1 (0.8) - tutbers are expr-essro freqlBcies of 

0l.I.}tl re5jXI\ge. 

1UfAL ~ (15.9) ~ (76.8) 12 (7.3) Nunbers :in prren&eses are expressed 

tnl% as perca!tages. 

11. \o.hlch of the 1 25 (% .2) 114 (<.0 .5) 12(100.0) orr -91JARE (X') RESfQ£E ruooc 
following services offered 2 1 (3.8) 8 (6.3) - - 2.32675 1 = m:FffiSIOOJ.. IEVFl.LlM:},'T CF 
by the t.eacJ-ers' centre D.F. - 8 'IDOIfJlS nmrn IN-SERVlG: 
do yoo Uge nost? 3 - 1 (0.8) - SIOOFICAIn: FIU'XI1Cl'l. 

4 - 1 (0.8) - z p>O.9693 2 - &JPRRI' SERVIa5 Fm 1FJoOIERS -
-%% t lEI!{; REmMES. 'IBJMCAL 

5 - - - SERVIa5 AND B:pmlENf. 

6 - 2 0.6) - 3 - TIlE All]JISITIGI, m:nmGl AND 
1llSIlUBJI1Cl'l CF 'IIAIJID{; 

0l.I.}tl RE3l.RlS. 
'!UrAL ~ (15.9) ~ (76.8) 12 (7,3) 4 - ro:rAL AND RBJlFATIClW.. SERVIa5 
ani % Fm 'IDDlERS. 

5 z CIM1JmY nML'v'E}flIT IN 
FIU'XI1G1. 

6 - ANY 0lHffi 
Nuttlers are eJqreSSerl frequaries of 
re5jXI\ge. 

Nuttlers :in JBI"Bl&eses are expressed 
as perca!tages. 
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RESR:R>E 
MARITAL Sl'A1l.E 

QUESTIONS IWUC 
RESULTS KEY 

Sl1GE HARRIED ANY ornER 

12. !.Mt is tre gereral. 1 5 (19.2) aJ (15.9) 1 (8.3) orr~(X') RESi'UBE IruBRIC 
llDde or sty Ie of 2 1 (3.8) 4 (3.2) 1 (8.3) 

= 3.62076 1 = \..t:RKS{J'S 

activities? D.F. = 8 2 = SEMINAR FCR1 
3 - 4 (3.2) 1 (8.3) SICNlFIc.m:E 3 = Frn1AL rn::JURE SriI.E 

4 aJ (76.9) 97 (77.0) 9 (75.0) 
= p> 0.ffi96 4 = A (I}1BlNATICN <F AIL TIlE AIDJE 
-88t t 5 = ANY 0llIER 

5 - 1 (0.8) - Nunbers are expressed frequen:ies of 

CIllMI resJXX1Se. 

'!UrAL 26 (15.9) 126 (76.8) 12 (7.3) Nunbers in JBrefltheses are expressed 

ani % as percentages. 

13. !.Mt type of 1 L8 (69. 2) fiJ (52 .4) 4 (33.3) orr~(X') RESi'UBE RUBRIC 
activities do ~ like 2 2 (7.7) 11 (8 .7) 2 (16.7) 

= 29 .0Tlf:{) 1 = \..t:RKS{J'S 

best in tre iJHlervice D.F. = 14 2=~ PARTIE) 
OOLl:8ti(II progranre? 3 3 (11.5) 11 (8.7) - SIOOFIc.m:E 3 = Frn1AL rn::IllRE5 

4 1 (3.8) 35 (27.8) 4 (33.3) 
~ p>O.Ol02 4 = CJJ.JRSES 
=1% * 5 = CXllFEIDnS 

5 - 1 (0.8) - 6 = 9Mfi SJIXlS 

6 - 1 (0.8) 7 - ANY ornER -
8 " ron KKlI 

7 2 (7.7) 1 (0.8) 1 (8.3) Nunbers are expressed frequencies of 

8 - - 1 (8.3) respmse. 
Nunbers in JBrefltheses are expressed 

CIllMI as percentages. 
1UrAL 26 (15.9) 126 (76.8) 12 (7.3) 
ani % 

14. I.,., relevant are tre L 8 (l:l.8) 51 (40.5) 3 (25.0) orr..,<;QlARE (X') RESi'UBE IruBRIC 
iJHlervice activities 2 16 (61 .5) 67 (53.2) 9 (75.0) " 3.04538 1 = VERY REll.V ANI' 
to yoor daily IoCr!< in D.F. = 4 2 - RIllYANI' 
ere cIassnx:m? 3 - - - SICNlFIc.m:E 3 = IRRElEVANI' 

4 2 (7.7) 8 (6.3) - ~ p>0.5:£l3 4 = till &JRE 
=55% t 5 ,. ANY 0llIER 

5 - - - Nunbers are expressed frequencies of 

CIllMI 
respmse. 

'!UrAL 26 (15.9) 126 (76.8) 12 (7.3) Nunbers in jmeIltheses are expressed 

BYI% as percentages. 

15. \re decides ..ru.ch 1 3 (11.5) 9 (7.1) 1 (8.3) orr~(X') RESi'UBE IruBRIC 
courses or activities 2 - 2 (1.6) - ,. 2.91706 1 " WARIfN (QNIRE lEAlIR) 
to be run? D.F. = 10 2 .. 'IEAlJlEllS 

3 13 (SO.O) 55 (43.7) 5 (41.7) SIOOFIc.m:E 3 " J)INr m::rsICN JlEThIEl:N 'JFJ\rnffiS 

4 2 (7.7) 15 (11.9) 2 (16.7) = p>O.'lill AND WARmI 
-em t 4 - I.EA STAFF 

5 8 (l:l.8) 42 (33.3) 4 (33.3) 5 = IIN'T KKlI 

6 - 3 (2.4) - 6 " ANY 0llIER 
Nunbers are expressed frequencies of 

CIllMI respmse. 
'!UrAL 26 (15.9) 126 (76.8) 12 (7.3) Nunbers in jmeIltheses are expressed 
BYI% as percentages. 

16. Are you involved in 1 4 (15.4) aJ (15.9) 3 (25.0) orr..,<;QlARE (X') RESRN3E IruBRIC 
tre decisiaH!llking 2 22 (84 .6) 101 (00.2) 9 (75.0) - 2.18579 1" YES 
process of ~ D.F ... 4 2", tl) 
teachers' centre? 3 - 5 (4.0) - SIOOFICAtn: 3 - ANY 0llIER 

CIllMI " p>0.7016 Nunbers are expressed frequencies of 

'!UrAL 26 (15.9) 126 (76.8) 12 (7.3) 
,,~ t respmse. 

BYI% Nunbers in jmeIltheses are expressed 
as percentages. 

17. Is your expert.i.se as I - - - orr..,<;QlARE (X') RESRN3E RllIlRIC 
a professicnll ever 2 9 (34.6) 44 (34.9) 5 (41.7) = 1.llfilS 1 = YES - AlWAYS 
ut.ilised to act as leader D.F. ,,4 2 - YES - g}1ErnlES 
of IoOrl<sho~, IoOrldng 3 17 (65.4) 79 (62.7) 7 (58.3) SIOOFIc.m:E 3 = NEYER 
~es or courses? 4 - 3 (2.4) - = p>0.8916 4 - ANY 0llIER 

-89% t Nunbers are expressed frequencies of 
CIllMI resJXX1Se. 
'!UrAL 26 (15.9) 126 (76.8) 12 (7.3) Nunbers in ~entheses are expressed 
BYI% as percentages. 
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RrnUfiE MARITAL srAnE 
QUESTIONS IUIUC RESULTS KEY 

SllG.E MARRJE) M«~ 

18. 1m do yoo t:hID< t-as 1 9 (34.6) 38 (Xl. 2) 2 (16.7) CHI~ (X') RESRN5E IUlRIC 
the greatest influerce 

2 2 (7 .7) 27 (21.4) 4 (33.3) - 7.67441 1 ~ WARmI (ClNIRE ~) 
00 centre activities? D.F. = 8 2 K lEA ADVISER 

3 10 (38.5) 33 (26 .2) 2 (16.7) SIOOFICAtl:E 3 = 'ID.GIERS 

4 5 (19.2) 25 (19.8) 4 (33.3) - p>O.4659 4 = rrn'T \WloI 
= 46l, t 5 = M« OIHER 

5 - 3 (2 .4) - Nunbers are expressed frequerries of 

aIlffi resJXlllSC • 

101'AL 26 (15.9) 126 (76.8) U (7.3) Nunbers in r.erentl-eses are expressed 

tnI% as percentages. 

19. fb,.o ..ere you first 1 1 (3 .8) 9 (7 .1) 2 (16.7) CHI~ (X') RESRN5E Rl.ffilC 
nede aware of activities 

2 2 (7.7) 3 (2 .4) = 7.45785 1 = 'IHIUrn lEA AIJVISffi 
at th:Is centre? - D.F. ~ 8 2 ~ 'IHIUrn TIlE m:HSSICNAL 'IUICR 

3 3 (U.S) 14 (11.1) 3 (25.0) SIOOFICAtl:E INMY~ 

4 18 (69.2) 94 (74 .6) 7 (58.3) D p>0.4881 3 = 'IHIUrn A <IIl..EIaJE 
=4& t 4 '" 'IHIUrn A CIIDJI.J.R SENr BY TIlE 

5 2 (7.7) 6 (4 .8) - WARll!N 10 ~ 

aIlffi 5 - ANY OIHER 

'!OrAL 26 (15.9) 126 (76.8) 12 (7.3) Nunbers are expressed frequerries of 

tnI% response. 
Nunbers in r.erentl-eses are expressed 
as percentages. 

aJ. fb,.o easily do yoo 1 - 4 (3.2) - CHI~ (X') RE5RNlE RlmIC 
think yoo could obtain 2 4 (15.4) 21 (16.7) 2 (16.7) - 3.33232 1 K VERY FASll.Y 
access to the various D.F. K 8 2 '" FASll.Y 
activities and services 3 22 (84.6) 95 (75 .4) 10 (83.3) SIOOFICAtl:E 3 '" DIFFIClJU' 
e1.se.tv!re ? 4 - 5 (4.0) - - p>0.9118 4 '" :n-ro:BmE 

= 91% t 5=ANY~ 
5 - 1 (0.8) - Nunbers are expressed frequerries of 

aIlffi 
response. 

101'AL 26 (15.9) 126 (76.8) 12 (7.3) Nunbers in r.erentl-eses are expressed 

tnI% as percentages. 

21. !.hat 'oOUld yoo miss 1 - 1 (0.8) - CHI~ (X') RE5RNlE RlmIC 
nost if the centre loBS 2 1 (3.8) 7 (5.6) 1 (8.3) = 8.88663 1 - t-OIHIN:; 
mt rrere? D.F. - 8 2 -~ AND RE:n.lInS 

3 - 14 (1Ll) 2 (16.7) SIOOFICAtl:E 3 = MffiI']}l; ~ 'IEA£1IER) IN gx:w, 

4 1 (3.8) 5 (4.0) 2 (16.7) - p>O.35aJ A'IMEA-IEllE 
-351: t 4 - AImCE AND ~ REIEIVED FID1 

5 24 (92.3) 99 (78.6) 7 (58.3) <lNIRE srAFF 

6 - - - 5 '" Cl'Rlffi.I'ITIY 10 HAVE mHSSICNAL 
IEVaCR-IENI' 

aIlffi 6 - ANY OIHER 
101'AL 26 (15.9) 126 (76.8) u (7.3) NlIIiJers are expressed frequerries of 
IRI% response. 

Nunbers in r.erentl-eses are expressed 
as percentages. 

KEY: D.P. -~ of Freedan 
t - Not SignifiClll'lt at the st level 
• - Significant at the st level 
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TABLE 67 

CROSSTABULATION OF QUESTIONS BY TEACHING 

EXPERIENCE OF RESPONDENTS 

RE3Rl&: TEACHING EXPERIENCE 
QUESTIONS IUI!IC RESULTS KEY 

tHm 2-SYFARS 5 YFARS 5-10 YFARS 
CMll 

2 YFARS 10 YFARS 

1. Advocates for 1 1 (33 .3) 5 (:£l.0) 2 (66.7) 27 (65.9) 57 (53.3) orr -S:PARE (X') RESRJ.SE ruruc 
t:eacrers ' ce1tres stress 

2 2 (66.7) 4 (loO.O) 1 (33.3) 14 (34.1) 46 (43.0) = 6.436Xl 1 = Arnffi ~Y SIIDG.,Y 
that tre k:iIXI of learning D.F. = 12 2 = Arnffi SIIDU.Y 
t..ea&ers need and IoMt to 3 - 1 (10.0) - - 3 (2.8) SIcmFICMa 3 = IXN 'T m:loI 
do can best occur in an 4 - - - - 1 (0.9) = p>O.892S 4=D~ 
aoros!i'ere ..ttich is - 89% t 5 = D:rstGID: 
inviting I tnspitable I 5 - - - - - Nunbers are expressed frequerd.es of 
supportive and rx:n- CIllJfl resp;lIlSe • 
evaluative. fbi nu:h do 10fAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) Nunbers in parentheses are expressed 
yru agree with this? and % as perce1tages. 

2. Has this teed'ers I 1 2 (66.7) 9 ('Xl.0) 3(100.0) 39 (95.1) 'Xl (84.1) orr -S:PARE (X') RESRJ.SE ruruc 
ce1tre provided this 2 - - 2 (4 .9) 3 (2.8) = 61.36881 1 = YES 
opportunity for yoo? - D.F. = 12 2 = t{) 

3 - 1 (10.0) - - 14 (13.1) SIcmFICMa 3,. WI' rulE 

4 1 (33 .3) - - - - p>o.am 4,. Nrl 0ll1ER - -at * Nunbers are expressed frequeocies of 
CIllJfl resp;lIlSe • 
10fAL 3 (1.8) 10 (6.1) 3 (l.8) 41 (25.0) 107 (65.2) Nunbers in parentreses are expressed 
and % as perce1tages. 

3. fbi often do yoo 1 - - - - 1 (0.9) orr -S:PARE (X') ~RllRIC 
care to tre ce1tre? 2 - 1 (10.0) - 5 (12.2) 19 (17.8) = 13.81742 1 ,. E.VERY ]}\ Y 

D.F. = Xl 2 = AHIDX. an: E.VERY wrnc 
3 2 (66.7) 7 (70.0) 3(100.0) 26 (63 .4) 52 (48.6) SIcmFICMa 3 = an: EVID I1NIH 

4 1 (33.3) 2 (20.0) - 5 (12 .2) 13 (12.1) = p>O.8396 4 = an: E.VERY 1m! 
= 8lt t 5 = an: E.VERY YFAR 

5 - - - 2 (4.9) 2 (1.9) 6,. Nrl OIHER 

6 - - - 3 (7.3) 20 (18.7) Nunbers are expressed frequencies of 
response. 

CIllJfl Nunbers in JErentreses are expressed 
10fAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) as perce1tages. 
IPI% 

4. fbi 1008 do yoo stay 1 1 (33.1) - - - 3 (2.8) orr -S:PARE (X') RESRlSE RllRIC 
CXl each visit? 2 - - - 6 (14.6) 4 (3.7) -31.6nlJ 1 = HAlF AN IllJR 

D.F. = 16 2 = AIIlJI' AN IllJR 
3 2 (66.7) 6 (00.0) 2 (66 .7) 23 (56.1) 44 (41.1) SIcmFICMa 3 = 1-2 IIlJRS 

4 3 (Xl.O) 10 (24.4) 48 (44.9) 
= p>0.0112 4 = OJER 2 IIlJRS - -
.1% * 5 = Nrl OIHER 

5 - 1 (10.0) 1 (33 .3) 2 (4.9) 8 (7.5) NtJnbers are expressed frequencies of 

CIllJfl resp;lIlSe • 

10fAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) NtJnbers in parentheses are expressed 

and % as perce1tages. 

5. For tOo' 1008 have 1 1 (33.3) 1 (10.0) 1 (33.3) 1 (2.4) 12 (11.2) orr -S:PARE (X') RESRJ.SE RIIRIC 
yru been using this 2 2 (66.7) 8 (00.0) - 5 (12.2) 4 (3.7) = 81.14522 1 = ~ mE YFJ.R 
ce1tre? D.F. - 16 2 = 1-2 YEARS 

3 - 1 (10.0) 2 (66.7) 12 (29.3) 15 (14.0) SIcmFICMa 3 .. 2-5 YFARS 

4 - - - 23 (56.1) 74 (69.2) .. p>O.a:ro 4 = OJER 5 YEARS 
.. at * 5 = Nrl OIHER 

5 - - - - 2 (1.9) Nunbers are expressed frequeocies of 

CIllJfl response. 

10fAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) Nunbers in JErentreses are expressed 

IPI% as perce1tages. 

6. At Iohat t.iIIE of day 1 - - - 1 (2.4) 9 (8.4) orr -91lARE (X') ~ruruc 
are rrost activities and 2 1 (33.1) 4 (loO.O) - 14 (34.1) 42 (39.3) .. 8.12465 1 = OJRm:; g:}ffi. IIlJRS 
courses held? D.F. D 12 2 = ~ g:}ffi. IIlJRS 

3 2 (66.7) 6 (00.0) 3(100.0) 26 (63.4) 53 (49.5) SIcmFICAt{E 3 = g}1E IlJROC AND (JI1lEl1S ~ 

4 - - - 3 (2.8) = p>O.7753 4 = Nrl OIHER - -m t Nunbers are expressed frequerd.es of 
CIllJfl respcnse. 
10fAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) NtJnbers in parentreses are expressed 
Inl% as perce1tages. 
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~ 
TEACHING EXPERIENCE 

QUESTIONS !URIC RESULTS lEY 
IN[E! 

2-5 YFAR5 SmR) S-10 YFAR5 MR 
2 YFAR5 10 'iFAI5 

7. Ibes &e ~ of &e 1 2 (fl!.7) 4 (40.5) - 17 (41.5) 45 (42.1) Prr~(X') RJ:SR1& ru!'RIC 
courses and activities 2 - 2 (Xl .O) - 1 (2.4) 5 (4.7) 10.mJJ 1 • YES 
ruit yru? D.F. - 12 2 c t{) 

3 1 (33.3) 4 (40.0) 3(HXl.O) 23 (~.1) 54 (:£l.5) SIrnIFlCANL 3 • S'J£l1MES 

4 - - - - 3 (2.B) - p>O.5462 4·lMlDIID 
54% t Nunbers are expressed frequerc.ies of 

~ resp:nse. 
'IOrAL 3 (1.8) 10 (6.1) 3 (l.B) 41 (25.0) 107 (65.2) Numers In jm'e'ltheses are expres.-;al 
101% as perc:e!ltages. 

8. fb,., dif ficu1 t is 1 t 1 1 (33.3) 4 (40.0) 1 (33.3) 10 (24.4) 24 (22.4) orr~ (X') REiRN'iE RIlRIC 
for yru to atten:! courses 2 - 3 (3:>.0) - 21 (51.2) 48 (44 .9) = 12.6:Rl7 1 c FASY 
taking place during D.F • • 16 2 • FAIRLY FJS( 

s::rool h::lurs? 3 2 (fl!.7) 3 (3:>.0) 2 (fl! .7) 9 (22.0) 33 (3:>.8) SIrnIFlCANL 3 a DIFFIClU 

4 - - - - 2 0.9) = p>O.1f.m 4 = ]}f(ffiJJU 
_ f:B% t 

5 - ANY 01HER 
5 - - - 1 (2.4) - I'b!ilers are expressed frequerries of 

~ 
resp:nse. 

'IOrAL 3 (l.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) Nunbers in jm'e'ltheses are expres.-;al 

101% as perc:e!ltages. 

9. Is &ere a planned 1 - 5 (:£l.0) 1 (33.3) 11 (26.8) 23 (21.5) km~(X') RESIU& ru!'RIC 
progr..m!E lJ1 yrur s::rool 

2 2 (fl! .7) 5 (:£l.0) 2 (fl!.7) 23 (~.1) 81 (75.7) 
• 19.24.5ffi I. YES 

enabling t:eecrers to D.F. a 8 2 "' t{) 

atten:! ~s' centre 3 1 (33.3) - - 7 (J7 .1) 3 (2.8) SIOOFICANL 3 = IDi'T OO~ 
acti vi ties? <II.lMi 

= p>O.Ol36 Nunbers are expressed frequerries of 

3 (1.8) 10 (6.1) (1.8) 41 (25.0) 107 (65.2) -ll • resp:nse. 
'IOrAL 3 

Nunbers in jm'e'ltheses are expres.-;al 101% as perc:e!ltages. 

10. fb,., do you lil<e &e 1 - - 1 (33.3) S (12.2) 14 (13.1) orr~ (X') RESIU& ImUC 
idea of ron--t.efICi'er 2 - 1 (10.0) - 14 (34.1) 22 (Xl.6) 

• 1!J.27rm 1 = SIIDG.Y .am 
(e.g. parents, yruth D.F. = 16 2"' .am 
clulls) attmiing 3 1 (33.3) 8 (00.0) 1 (33.3) Xl (48.8) 47 (43.9) SIOOFICANL 3=~ 
~s' centre 4 2 (fl!.7) 1 (10.0) 1 (33.3) 2 (4.9) 23 (21.5) = p>O.2l33 4 = DIS.~ 
activities? = X1\: t S = SIRN1.Y D~ 

5 - - - - 1 (0.9) Nunbers are expressed freqteties of 

<II.lMi 
resp:nse. 

'IOrAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) NlInbers in jm'e'ltheses are expressed 

101% as perc:e!ltages. 

11. I.hi.ch of &e 1 3(ICXl.O) 9 (<Xl.0) 3(100.0) 39 (95.1) 97 (<Xl.7) orr~(X') RESR:N;E ImUC 
follOoo1ng services 2 - 1 (10.0) - 1 (2.4) 7 (6.5) = 6.319X> 1 = mHSll(}lAL IEVElffilrnI' CF 
offered by &e t:eecrers' D.F • • 16 'IFJl}IffiS nmm IN-SERVICL 
centre do yru use 3 - - - - 1 (0.9) SICNIFICANL EDIATICN. 
nost? 4 - - - 1 (2.4) - = p>0.~3 2 • 9JI'RE' ~Cl'S Fm 'ff.IoOO'RS -

=~ t UIDC RE3lJ!QS, 'IHJMCAL 
5 - - - - - SElNICl'S AND ~IENT. 

6 - - - - 2 (1.9) 3 - 'ruE ...amsmCN, l'IOUTICN AND 
DISllUBJITCN CF 'IEAD!lJ{; 

~ RE'llJ!OS. 
'lOrAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) 4 - SXlAI... AND REI:RFATICNAL 
1OI:t SElNICl'S R.ll '!EN)~. 

5 • (l}M.NIIY Th'\U.VE}1rnI' IN 
EDIATICN. 

6 - ANY 01HER. 
Nunbers are expressed frequerc.ies of 
resp;nse. 
Nunbers in jm'e'ltheses are expressed 
as percentages. 
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RI'SUBE TEACHING EXPERIENCE 
QUESTIONS IUJUC RESULTS lEY 

INIIR 2-5 YFARS 5YFARS 5-10 YFJ.RS OJER 
2 'lFARS 10 YEARS 

U. \o.hat is the general 1 1 (33.3) 3 (Xl.O) 1 (33.3) 6 (14.6) 15 (14.0) arr~(X') RESR1£E RrnUC 
rrode or style of 2 - - - 1 (2.4) 5 (4.7) = 5.1Bfm 1 = IiE(9{P3 

activities? D.F ... 16 2 = srnINAR R»! 
3 - - - 1 (2.4) 4 (3.7) SICNIFICAtn: 3 .. FrnlAL I..ECIURE Sl'YlE 

4 2 (66.7) 7 (70.0) 2 (66.7) 33 (00.5) 82 (76.6) 
= p>0.9947 4 - A a:MBINATICll (F AlL TIlE A!Dv'E 
- em t 5 .. ANY 0IHffi 

5 - - - - 1 (0.9) Ntmbers are expressed frequencies of 

CIlll-fl 
respmse. 

rorAL 3 (1.8) 10 (6.1) 3 (l.8) 41 (25.0) 107 (6.5.2) NtJnbers in jBrffitheses are expressed 

8frl% as percentages. 

13. \o.hat type of 1 1 (33.3) 5 (SO.O) 3(100.0) 23 (56.1) 56 (52.3) arr~ (X') ~JaJHUC 
activities do m like 2 1 (33.3) - 3 (7.3) 11 (10.3) = 14.00386 1 .. IiE(9{P3 

best in the iIH>ervice - D.F. = 2B 2 - WE<IN:; PA1ITIE5 
education progmnre? 3 - 1 (10.0) - 6 (14.6) 7 (6.5) SICNIFICAtn: 3 a RR1AL UI:lURES 

4 1 (33.3) 3 (Xl.O) - 9 (22.0) 27 (25.2) = p>o.~n 4 a <IlJRSE5 
=~ t 5-~ 

5 - - - - 1 (0.9) 6z~roms 

6 - - - - 1 (0.9) 
7 .. ANY 0IHffi 
8 .. IXll'T OO.J 

7 - 1 (10.0) - - 3 (2 .8) Ntmbers are expressed frequencies of 

8 - - - - 1 (0.9) respmse. 
Ntmbers in jBrffitheses are expressed 

CIlll-fl as percentages. 
1UfAL 3 (l.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (6.5.2) 
1Pi% 

14. HeM relevant are the 1 2 (66.7) 2 (20.0) 1 (33.3) 18 (43.9) 39 (36.4) arr~ (X') REl3RNiE ruBRIC 
iIH>ervice activities 2 1 (33 .3) 8 (00.0) 2 (66.7) 23 (56.1) 58 (54.2) = 8.nl43 1 .. VERY RFlEVANf 
to your daily IoOric in D.F. - 8 2 - RFlEVAm' 
the classroan? 3 - - - - - SICNIFICAtn: 3 - IRRIll.V Am' 

4 - - - - 10 (9.3) = p>O.3663 4 .. tm SJRE 
= 36% t 5 - ANY 0IHffi 

5 - - - - - Nurbers are expressed frequencies of 

CIlll-fl 
respmse. 

1UfAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (6.5.2) Nuroers in jBrffitheses are expressed 

1Pi% as percentages. 

15. IIho decides ..mch 1 - - - 5 (12.2) 8 (7.5) arr~ (X') ~RrnUC 
courses or activities 2 - - - 1 (2.4) 1 (0.9) = 13.59324 1 .. W~ (ClNIRE lEAI:El) 
to be run? D.F •• 20 2 - 1f.6.Oill5 

3 - 6 (00.0) 2 (66.7) 20 (48.8) 45 (42.1) SICNIFICAtn: 3 - .xJOO' m:::rsrrn ~ 1FAO!ERS 

4 - - - 4 (9.8) 15 (14.0) = p>O.8505 AND WARIEl 
.. 85% t 4 - lEA STAFF 

5 3(100.0) 4 (40.0) 1 (33.3) 10 (24.4) 36 (33.6) 5 .. IXll'T OO.J 

6 - - - 1 (2.4) 2 (1.9) 6 = ANY CJIliffi 
Nunbers are expressed frequencies of 

CIlll-fl respmse. 
1UfAL 3 (1.8) 10 (6.1) 3 (l.8) 41 (25.0) 107 (6.5.2) Ntmbers in jBrffitheses are expressed 
1Pi% as percentages. 

16. Are you inl/Ol ved in 1 - 1 (10.0) 1 (33.3) 7 (17.1) 18 (16.8) arr~ (X') RrsrosE RUBRIC 
the decisi()ll--fl'B!dns 2 3(100.0) 9 (<;0.0) 2 (66 .7) 34 (82.9) 84 (78.5) = 4.35554 1 .. YES 
process of this D.F. - 8 2 .. l{) 
centre? 3 - - - - 5 (4.7) SICNIFICAtn: 3 • ANY 0IHffi 

<Il.1J-fl = p>0.8237 Nurbers are expressed frequencies of 

1UfAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (6.5.2) =82% t respoose. 

1Pi% Ntmbers in jBrffitheses are expressed 
as percentages. 

17. Is your expertise 1 - - - - - arr~ (X') .RESRN5E RrnUC 
as a professional ever 2 - 2 (20.0) 1 (33.3) 16 (39.0) 39 (36.4) - 4.75357 1 .. YES 
utilised to act as D.F ... 8 2 .. YES - 9Jfl'1}1ES 
leader of IoOrkshops, 3 3(100.0) 8 (00.0) 2 (66.7) 25 (61.0) 65 (00.7) SIOOFICAtn: 3 - NE.Vrn 
loOrld.ng Jllltles or 4 - - - - 3 (2.8) = p>O.7836 4 • ANY 0IHffi 
courses? - 78t t NuTters are expressed frequencies of 

<IllJofl resp;l1Se. 
1UfAL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (6.5.2) Nurbers in jBrffitheses are expressed 
1Pi% as percentages. 
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RESRNlE TEACHING EXPERIENCE 
QU ES T I ON S rumrc RESULTS KEY 

tND 2-5 YFARS 5 YFARS 5-10 YFARS 
0Jffi 

2 YFARS 10 YEARS 

18. \<h) do you think res 1 - 5 (:£l .0) 1 (33.3) 2) (48.8) 23 (21.5) Iarr~ (X') RESR}SE R!JBRIC 
the greatest influence 2 1 (33.3) 1 (10 .0) - 4 (9.4) 27 (25.2) = 21.m>4 1 = WARIl!N 
on centre activities? D.F. ~ 16 2 = rEA AlJJISER 

3 1 (33.3) 3 ()J.O) 1 (33.3) 13 (31.7) 27 (25. 2) SI<MFICNlE 3=~ 

4 1 (33.3) 1 (10.0) 1 (33 .3) 4 (9.4) 27 (25.2) = p>0.1695 4 = InI'T KNJo1 
- 16% t 5 ~ ANY (JllIffi 

5 - - - - 3 (2.8) Nunbers are expressed frequencies of 

CIl.l}fl response. 

'1D1'AL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) 
NtJrbers in jm"eIltheses are expressed 

IDI % as percentages. 

19. fb.< -.ere you first 1 - - 1 (33 .3) 2 (4.9) 9 (8.4) Q{[~ (X') RESR}SE R!JBRIC 
rrade 8WlI'e of activities 2 - 1 (10.0) - 1 (2.4) 3 (2.3) = 16.45374 1 = 'IHlnm rEA AlNISER 
at this centre? D.F. = 16 2 = 'IHlnm TIlE PIUl'SSICNAL 'IUI(R IN 

3 - 1 (l0.0) - 2 (4.9) 17 (15.9) SI<MFICNlE MY SJIXL 

4 2 (66. 7) 8 (00.0) 2 (66 . 7) 34 (82.9) 73 (68.2) 
= p>0.4218 3 = 'I1iIUrn A CIIIEJ.OJE 
= lSl t 4 = 'IHlnm A CIIDJl.AR SENl' BY 1HE 

5 1 (33.3) - - 2 (4.9) 5 (4.7) WARIDI 10 SJIXlB 

CIl.l}fl 5 - ANY (JllIffi 

'1D1'AL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) NtJrbers are expressed frequencies of 

IDI% response. 
Nunbers in jm"eIltheses are expressed 
as percentages. 

2). fb.< eesil y do you 1 - - - - 4 (3.7) QII~(X') RESRNSE RUI~IC 
think you could obtain 2 - 1 (l0.0) - 5 (12.2) 21 (19.6) = 9.40740 1 = VffiY EASILY 
access to the various D.F. = 16 2 = EASILY 
activities and services 3 3(100.0) 9 (':Xl.0 ) 3(100.0) 36 (87.8) 76 (71.0) SI<MFICAlfl: 3 = DIFFIClJU' 

eJ..se.rere? 4 - 5 (4.7) = p>0.8957 4 = IMRES:IIU: - - - = 89% t 5 = ANY (JllIffi 

5 - - - - 1 (0.9) Nunbers are expressed frequencies of 

CIl.l}fl respa1Se. 

'1D1'AL 3 (1.8) 10 (6.1) 3 (1.8) 41 (25.0) 107 (65.2) 
Nunbers in jm"eIltheses are expressed 

IDI% as percentages. 

21. What IoOUld you nrl.ss 1 - - - - 1 (0.9) QII -3PARE (X') RESRl.SE IrnUC 
rrost if the centre oere 2 - - - 1 (2.4) 8 (7.5) 

= 9.42812 1 = mIHIK; 

not there? D.F. = 16 2 ~ EQJIJMENI' AND Rm.JInS 
3 - - - 3 (7.3) 13 (12 .1) SI<MFICArn: 3 = MEErnC (JllIffi 'lEADIER') IN 3X:IAL 

4 - - - 4 (9.8) 4 (3.7) = p>0.8947 A'J}1ElIERE 
- 1m t 4 = AImCE AND 9JPF(l{l' REI:EMD FID1 

5 3(100.0) 10(100.0) 3(100.0) 33 (00.5) 81 (75.7) ClNlRE SfAFF 

6 - - - - - 5 .. !l'famN.ITY 10 HAVE PIUl'SSICNAL 
ID'El.ClMF.Nl' 

CIl.l}fl 6 = ANY (JllIffi 

'lOfAL 3 (1.8) 10 (6.1) 3 (l.B) 41 (25.0) 107 (65.2) Nunbers are expressed frequencies of 
IDI% response. 

NtJrbers in jm"eIltheses are expressed 
as percentages. 

ICE'i; D.F. -~ of Freedan 
t - Not Signi fieant at the st level * _ Significant at the st level. 
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TABLE 68 

CROSSTABULATION OF QUESTIONS BY TYPE OF 

SCHOOL WHERE RESPONDENTS ARE TEACHING 

~ 
TYPE OF SCHOOL 

QUESTIONS 
RBUC 

RESULTS KEY 

MAm' HUHARY ~ 
.lNlm SBl}IDI.RY 

& MrIIlE 

1. Advocates for 1 11 (37 .9) 32 (68.1) 3 (37 .5) 22 (55.0) 24 (ro.O) Iarr~ (X') RESRlBE RI.Im: 
teachers' ce1tres stress 2 17 (58.6) 13 (27.7) 4 (SO.O) 17 (42.5) 16 (40.0) t= 14.88S95 1 = ~ VERY SIIDaY 
that the kind of D.F. = 12 2 = ~ SIIDG..Y 
learning tEachers need 3 1 (3.4) 1 (2.1 ) 1 (12.5) 1 (2.5) - SIOOFICAta 3 = lXll'T 00; 
BOO want to do can best 4 - 1 (2.1) = p> 0.2477 4 = DISAGREE = in an atnvs!f'ere 

- - - - 24% 5 = DISAGREE SIIDaY t 
which is inviting. 5 - - - - - Nunbers are expressed frequeocies of 
lnspitable. &lpportive <II.1.ffi response. 
BOO OO'H!V8luati ve . 'lUI'AL 'n (17.7) 47 (LB.7) 8 (4.9) l{J (24.4) l{J (24.4) Nunbers in parentheses are expressed 
~k7w rn..ch do you agree IRI% as perce1tages. 
with this? 

2. Has this teechers' 1 22 (75.9) 43 (91.5) 6 (75.0) 35 (87.5) 37 (92.5) arr~ (X') RESRlBE RUBRIC 
centre provided this 2 1 (3.4) 1 (2.1) 1 (12 .5) 1 (2.5) 1 (2.5) 

- 12.18705 1 = YES 
opportunity for you? D.F. = 12 2 = 00 

3 6 (~.7) 2 (4.3) 1 (12.5) 4 (10.0) 2 (5.0) SIC1ID'ICAta 3 = oor g]RE 

4 1 (2 .1) = p>0.4X8 4 = ANY 0lHER - - - - =4lr. t Nunbers are expressed frequeocies of 
<II.1.ffi response. 
'IO'CAL 'n (17.7) 47 (LB.7) 8 (4.9) l{J (24.4) l{J (24.4) Nunbers in parentheses are expressed 
IRI% as percentages. 

3. ~ often do you care 1 - - - - 1 (2.5) arr~ (X') RESRlBE RUBRIC 
to the centre? 2 6 (~.7) 7 (14.9) 1 (12.5) 5 (12.5) 6 (15.0) = 18.28779 1 = F..VERY l\\Y 

D.F. - ~ 2 - APm)X. aa EVERY wax 
3 12 (41.4) 27 (57.4) 5 (62.5) 19 (47.5) 27 (67.5) SIGlIFICAta 3 = aa F..VERY mIDI 
4 4 (13.8) 6 (12 .8) 2 (25:0) 8 (~.O) 1 (2.5) - p>O.5685 4 = aa F..VERY 'lml 

= 56% t 5 = an: F..VERY YEAR 
5 1 (3.4) 2 (4.3) - - 1 (2.5) 6 = ANY 0lHER 

6 6 (~.7) 5 (I0.6) - 8 (20.0) 4 (10.0) Nunbers are expressed frequeocies of 
response. 

<II.1.ffi Nunbers in parentheses are expressed 
'lUI'AL 'n (17.7) 47 (LB.7) 8 (4.9) l{J (24.4) l{J (24.4) as percentages. 
snel% 

4. 11aoI ICll8 do yoo stay 1 1 (3.4) 2 (4.3) - 1 (2.5) - arr~ (X') RESRlBE RUBRIC 
on each visit? 2 3 (10.3) 1 (2.1) 1 (12.5) 4 (10.0) 1 (2.5) 

- 25.36164 1 = HAlF AN IOJR 
D.F. - 16 2 - AIOJl' AN }{lJR 

3 16 (55.2) 27 (57.4) 5 (62.5) 15 (37.5) 14 (35.0) SIGlIFICAta 3 = 1-2 IIllRS 

4 4 (13.8) 15 (31.9) 2 (25.0) 17 (42.5) 23 (57.5) 
= p> 0.('£37 4 = OVFR 2 IIllRS 
=6% t 5 = ANY 0lHER 

5 5 (17.2) 2 (4.3) - 3 (7.5) 2 (5.0) Nunbers are expressed frequeocies of 

<II.1.ffi 
response. 

'I.UfAL 'n (17.7) 47 (LB.7) 8 (4.9) l{J (24.4) l{J (24.4) Nunbers in parentheses are expressed 

snel% as percentages. 

5. For haw long rove you 1 2 (6.9) 2 (4 .3) - 5 (12.5) 7 (17.5) arr~ (X') RESRlBE RUlRIC 
been using this ce1tre? 2 2 (6.9) 7 (14.9) 2 (25.0) 5 (12.5) 3 (7.5) = 15.06239 1 = rnIH 1 YEAR 

D.F. = 16 2 = 1-2 YEARS 
3 6 (~.7) 10 (21.3) 3 (37.5) 4 (10.0) 7 (17.5) SIOOFICAta 3 = 2-5 YEARS 

4 18 (62.1) 27 (57.4) 3 (37.5) 26 (65.0) 23 (57.5) - p>0.5201 4 = OVFR 5 YEARS 
- 52% t 5 - ANY 0lHER 

5 1 (3.4) 1 (2.1) - - - Nunbers are expressed frequeocies of 

<II.1.ffi 
response. 

10rAL 'n (17.7) 47 (LB.7) 8 (4.9) l{J (24.4) IIJ (24.4) 
NlJllbers in parentheses are expressed 

am% as percentages. 

6. At ..nat tirre of day 1 1 (3.4) - 1 (12.5) - 8 (~.O) arr~ (X') RESRlBE RUBRIC 
are IIDSt courses BOO 2 16 (55.2) 19 (40.4) 5 (62.5) 13 (32.5) 8 (~.O) = 36.83445 1 = l"lJRD{; ~ IIllRS 
activities tel.d? D.F. - 12 2 - AFTIR g}{XL IIllRS 

3 10 (34.5) LB (59 .6) 2 (25.0) 26 (65.0) 24 (ro.O) SIrnlFICA!I(E 3 = ~ IlJRN; AND aIHERS AFTIR 

4 2 (6.9) - - 1 (2.5) = p>O.ax>2 9JIXL IOJRS -
= 0.02% * 4 = ANY 0lHER 

<II.1.ffi Nunbers are expressed frequeocies of 
'lUI'AL 'n (17.7) 47 (LB.7) 8 (4.9) IIJ (24.4) IIJ (24.4) respoose. 
IRI% NlJIlbers in parentheses are expressed 

as percentages. 
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~ 
TYPE OF SCHOOL 

QUESTION S IURIC RESULTS lEY 

INFOO I'IlDWl't sm:rAL 
.lXIIR 

9fiHlI.RY 
& HIIJU 

7. fues the ~ of 1 7 (24.1) 21 (44.7) 2 (25.0) 21 (52.5) 17 (42.5) PIT -SJjARE (X') RESRNSE ruBUC 
the calrSeS aM 2 1 (2.1) 2 (25.0) 2 (5.0) 3 (7.5) "" 17.1Bl37 1 "YES 
acti Vl ues suit y ? - D.F. " 12 2" K) 

3 21 (72.4) 24 (51.1) 4 (SJ.O) 17 (42.5) 19 (47 .5) SIOOFICAIn: 3,,~ 
4 1 (3.4) 1 (2.1 ) - - 1 (2.5) - p> 0.1192 4 c lNlHJIE) 

= 11% t Nurbers are expressed frequerties of 
<IJ.J.Hl resJnlSI!. 
'IOfAL 29 (17.7) 47 (28.7) 8 (4.9) Ii) (24.4) Ii) (24.4) Nurbers in parentl-eses are expressed 
1nI% as percentages. 

8. Ibw ill ficul L is it 1 1 (3.4) 2:) (42 .6) 2 (25.0) 9 (22.5) 8 (2:).0) Iarr~ (X') RESroSE lUffiC 
for yru to atun! COllf9!S 2 15 (51.7) 19 (/i:>.4) 1 (12.5) 19 (47.5) 18 (45.0) - 2B.4ffiJS 1-~ 

~placed~ D.F. " 16 2 " FAIRLY FASY 
school hours? 3 13 (44.8) 6 (12.8) 5 (62.5) 12 (3).0) 13 (32.5) SIOOFICAIn: 3 - DIFFIQLT 

4 - 1 (2.1) - - 1 (2.5) ~ p>O.0282 4" ll-RRim..E 
=2% • 5" ANY OIHER 

5 - 1 (2.1) - - - Nurbers are expressed frequerties of 

<IJ.J.Hl resJnlSI!. 

'IOfAL 29 (17.7) 47 (28.7) 8 (4.9) Ii) (24.4) Ii) (24.4) Nutters in parentl-eses are expressed 

1nI% as percentages. 

9. Is &ere a pl.dmed 1 4 (13.8) 14 (29.8) - 10 (25.0) 12 ()J.O) orr -SJjARE (X') RESmSE ImUC 
progrmtIE in yOOT school 2 23 (79.3) 26 (55.3) 8(100.0) 29 (72 .5) 27 (67.5) • 14.63918 1 " YES 
e'l8bling teecrers to D.F. c 16 2 - K) 
aL tend teecrers' 3 2 (6.9) 7 (14.9) - 1 (2.5) 1 (2.5) SIOOFICAIn: 3 " JnI'T XNJ.l 
cent:.re acU\'ltJes? <IJ.J.Hl 

• p> 0.rH:h Nurbers are expressed frequerd.es of 

'IOfAL 29 (17.7) 47 (28.7) 8 (4.9) Ii) (24.4) Ii) (24.4) =6% t !"eSJUlSe • 

1nI% Nuroers in parentl-eses are expressed 
as percentages. 

10. Ibw '-<lUI d you like 1 2 (6.9) 3 (6.4) 2 (25.0) 3 (7.5) 10 (25.0) orr~ eX') RESmSE lUffiC 
the idea at ~ 2 9 (31.0) 12 (25 .5) 3 (37.5) 8 (2:) .0) 5 (12.5) - 24.19336 1 " SlIDG..Y .aEE 
(e.g . parents. youth D.F. " 16 2 -.aEE 
clubs) attending 3 10 (34.5) 24 (51.1) 3 (37.5) 19 (47 .5) 21 (52.5) SIOOFICAtn: 3=~ 
t:.eac.rers' centre 4 8 (27.6) 8 (17.0) - 10 (25 .0) 3 (7.5) ~ p>O.0354 4" DIStaFE 
acd VlUes? =& t 5"snun.YD~ 

5 - - - - 1 (2 . 5) NlJnbers are expressed frequerd.es of 

<IJ.J.Hl !"eSJUlSe • 

'IOfAL 29 (17.7) 47 (28.7) 8 (4.9) Ii) (24.4) IiJ (24.4) Nurbers in parentl-eses are expressed 

1nI% as percentages. 

11. I.tu.ch of 1 27 (93.1) 43 (91.5) 8( 100.0) 36 (ro.O) 37 (92 .5) arr~ (X') RESmSE lUffiC 
fo~ servu:es 2 2 (6.9) 3 (6.4) - 2 (5.0) 2 (5.0) = 8.41572 1 " ~C1'W... IEVElffifNJ' CF 
offered by the t&Ide's' D.F. " 16 'IFJDlERS nmDl IN...SffiVla: 
centre do you use DDSt? 3 - 1 (2.1 ) - - - SIOOFICAIn: IDC\TICN. 

4 - - - 1 (2.5) - " p> 0.9355 2 " S.m:Rf SElNICES FCR IDrnER3 
=93% t !Em; RE:rlm:S, 'IIDMoo.. 

5 - - - - - Sl'RVICE) AND HmH'ENT. 

6 - - - 1 (2.5) 1 (2.5) 3 - 'IDE 1£IPlSlTI<1I, m:ncrrCN AND 
DISIRIB.JI1CN CF 'JEILlID{; 

CIIlMI R!ro..RlS. 
'lUI'AL 29 (17.7) 47 (28.7) 8 (4.9) Ii) (24.4) IiJ (24.4) 4 " sx:IAL AND RErRFATIrnAL 
1nI% SfRVICE) FCR 'ffiVJm:i. 

5 - Q}MNm' DMLVEl-fNT IN 
IDrJJ'Illl. 

6 " ANY OIHER. 
NlJnbers are expresged frequerties of 
!"eSJUlSe • 
tUnbers in parentl-eses are expressed 
as percentages. 
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~ 
TYPE OF SCHOOL 

QUESTION S 
IURlC 

RE SULTS [EY 

MAN!' mMARY ~ ~ !IDID\R'f & HI1IIE 

12. \;hat is tre general 1 3 (10.3) 9 (19. 1) - 4 (10.0) 10 (25 .0) arr~(X') RESRN.iE mnmc 
node or style of 2 - - 1 (12.5) 1 (2.5) 4 (10.0) 

~ 21.ffi635 1 = IIffiK9IFS 
activities? D.F. = 16 2 = StMINAR R»1 

3 1 (3.4) 3 (6.4) - 1 (2 .5) - SI<mFICNrn 3 ~ Fm1AL lE1URE SIYlE 

4 25 (ffi.2) 35 (74.5) 7 (87 .5) 33 (82 .5) 26 (65.0) - p>0.1476 4 = A CIMlINATICN <F AlL TIlE AIUIE 
= 14% t 5 ~ ANY 0lHER 

5 - - - 1 (2.5) - Nunbers are expressed frequencies of 

CIJ.l.tfi 
response. 

'IDrAL 29 (H .7) 47 (:?B.7) 8 (4.9) liJ (24.4) liJ (24.4) Nunbers in paren&eses are expressed 

en1% as percentages. 

13. \;hat type of 1 15 (51.7) 31 (66.0) - 17 (42.5) 25 (62.5) arr~ RESRN.iE mnmc 
activities do l2!!.like 2 - 2 (4 .3) 4 (SO.O) 5 (12.5) 4 (10.0) = 54.56S01 1 = w::RKSD'S 
best in tre in-service D.F. = 28 2 - w::RKIN; PAR1'IES 
erloc.atioo progranre? 3 2 (6.9) 6 (12.8) 1 (12 .5) 1 (2.5) 4 (10.0) SI<mFICNrn 3 = Fm1AL llLIURES 

4 11 (37 .9) 8 (17.0) 2 (25.0) 15 (37.5) 4 (10.0) - p>0.OOI9 4 - CIUlStS 
=1% • 5=~ 

5 - - - - 1 (2.5) 6 = ru-m SJmS 

6 - - 1 (2 .5) - 7 = ANY 0lHER - 8 .. Illl'T Kl\ll4 
7 1 (3.4) - 1 (12.5) - 2 (5.0) Nunbers are expressed frequencies of 

8 - - - 1 (2.5) - response. 
Nunbers in paren&eses are expressed 

CIJ.l.tfi as percentages. 
'IDrAL 29 (17.7) 47 (:?B.7) 8 (4.9) liJ (24.4) liJ (24.4) 
en1% 

14. fbw relevant are 1 10 (34 .5) 19 (40.4) 1 (12.5) 18 (45 .0) 14 (35 .0) arr~ (X') RESRN.iE mnmc 
tre in-serv:ice activities 2 19 (65.5) 28 (59.6) 6 (75.0) 19 (47.5) Xl (SO.O) 

.. 14.51778 1 .. VERY RElEVANT 
to yrur dail y work in D.F. 28 2 = RElEVANT 
tre c.lassroan? 3 - - - - - SI<mFICNrn 3 .. IRRElEVANT 

4 - - 1 (12 .5) 3 (7.5) 6 (15 .0) = p> O.0'i92 4 .. tur 9JRE 
-6% t 5 = ANY 0lHER 

5 - - - - - Nunbers are expressed frequencies of 

CIJ.l.tfi 
response . 

'IDrAL 29 (H.7) 47 (:?B.7) 8 (4.9) liJ (24.4) liJ (24.4) 
Nrntbers in jBl"en&eses are expressed 

en1% as percentages. 

15. 11m decides Iohlch 1 - 7 (14.9) - 3 (7.5) 3 (7.5) arr~(X') RE3RN3E mnmc 
coursesoractiV1ties 2 1 (3.4) - 1 (2.5) 

.. 21.75914 1 = WARrfN 
to be run? 

- - D.F ... Xl 2-~ 
3 13 (44 .8) Z3 (48.9) 2 (25 .0) 18 (45 .0) 17 (42 .5) SI<mFICNrn 3 ~ .lJINr lEISICN BE:MlN ~ 

4 4 (13.8) 1 (2.1) 1 (12 .5) 6 (15 .0) 7 (17.5) = p>0.3537 AND WARrfN 
= 35% t 4 .. I.FA grAFF 

5 11 (37.9) 15 (31.9) 5 (62.5) 10 (25.0) 13 (32.5) 5 = Illl'T Kl\ll4 

6 - 1 (2 .1) - 2 (5 .0) 
6 .. ANY 0lHER - Nunbers are expressed frequencies of 

CIJ.l.tfi response. 
'IDrAL 29 (17.7) 47 (:?B.7) 8 (4.9) liJ (24.4) liJ (24.4) Nunbers in paren&eses are expressed 
en1% as percentages. 

16. Are you involved in 1 5 (17.2) 5 (10.6) 2 (25 .0) 7 (17.5) 8 (Xl.O) arr~ (X') RESRNlE RIlIDC 
tre decisjOl'HlDldng 2 Z3 (79.3) 41 (87 .2) 6 (75.0) 32 (00.0) Xl (75.0) = 3.04:ro 1 .. YES 
process of this tmchers ' D.F. - 8 2- ~ 
centre? 3 1 (3.4) 1 (2 .1 ) - 1 (2.5) 2 (5.0) SI<mFICNrn 3 .. ANY OTIIDl 

CIJ.l.tfi .. p>0.9316 Nunbers are expressed frequencies of 

'IDrAL 29 (17.7) 47 (:?B.7) 8 (4.9) liJ (24.4) liJ (24.4) -93% t response. 

en1% Nunbers in paren&eses are expressed 
as percentages. 

17. 15 yrur expertise 1 - - - - - alI~(X') RE3RN3E RUBRIC 
as a professional ever 2 7 (24 .1) 13 (27 .7) 3 (37.5) 13 (32.5) 22 (55.0) - ll.nm 1 = YES - AlWAYS 
utilised to act as D.F . .. 8 2 .. YES - s}1EIDlES 
leader of 1ooOrl<shops , 3 21 cn .4) 33 (70.2) 5 (62.5) 27 (67.5) 17 (42 .5) SI<mFICNrn 3 - NEVffi 
IoOridng Jlllties or 4 1 (3.4) 1 (2.1 ) - - 1 (2.5) .. p>O.l850 4 .. ANY CJIHER 
courses? - IS!: t NuOOers are expressed frequencies of 

CIJ.l.tfi resp:nse. 
1Ol'AL 29 (17.7) 47 (:?B.7) 8 (4.9) liJ (24.4) liJ (24.4) Nunbers in jBl"en&eses are expressed 
en1% as percentages. 



RJmNlE QUESTION S 
IUJUC 

INFANl' 

18. loAn do you th:iJ1< has 1 6 (:<D. 7) 
tre greatest influerce 2 8 (27 .6) 
on centre activities? 

3 6 (20.7) 

4 9 (31.0) 

5 -
(llllfl 

'IUfAL 29 (17.7) 
1Pi % 

19. Ib; -.ere you first 1 3 (10.3) 
rrade a-ere of 2 -activities at this 
centre? 3 3 (l0.3) 

4 22 (75.9) 

5 1 (3 .4) 

(llllfl 

1UJ'AL 29 (17.7) 
000 % 

20. Ib; easily do you 1 2 (6 .9) 
think you could obtain 2 4 (13 .8) 
access to tre various 
activities and services 3 22 (75 .9) 
e.lse\.tlere? 4 1 (3 .4) 

5 -
(llllfl 

'IOrAL 29 (17.7) 
1Pi% 

21. \orhat \oOOld you miss 1 -
lIDSt if tre centre -.ere 2 3 (10.3) 
not trere? 

3 5 (17 .2) 

4 2 (6 .9) 

5 19 (65 .5) 

6 -
(llllfl 

1UJ'AL 29 (17.7) 
1Pi% 

m': D. F. - Legrees of Freedan 
t - Not Significant at tre SOl level 
* _ Significant at the SOl level 

TYPE 

OOMAR'{ 

18 (38.3) 

4 (8.5) 

13 (27 .7) 

10 (21.3) 

2 (4.3) 

47 (28.7) 

-
-

9 (19 .1) 

37 (78.7) 

1 (2 .1) 

47 (28.7) 

1 ( 2.1) 

8 (17.0) 

37 (78.7) 

1 (2.1 ) 

-

47 (28.7) 

-
3 (6.4) 

1 ( 2.1) 

2 (4 .3) 

41 (87.2) 

-

47 (28.7) 
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OF SCHOOL 
RESULTS lEY 

~ 
.nmR SHIlID\RY 

& MllIlE 

4 (:0.0) 10 (25.0) 11 (27.5) Ioo~ARE (X') RESRNSE RIJOOC 
- 10 (25.0) 11 (27.5) - 18.81319 1 = WARmI 

D.F . .. 16 2 = lEA ArNISJ:R 
2 (25 .0) 10 (25.0) 14 (35.0) SIQITFICAtn: 3 = 'TEJI.OlEllS 

2 (25.0) 9 ( 22.5) 4 (10.0) = p>0.2785 4 = IXll 'T KtnI 
27% t 5 .. ANY OIHER 

- 1 (2.5) - Nunbers are expressed frequencies of 
re5)XXlSe. 

8 (4.9) ~ (24.4) ~ (24.4) Nunbers in porerltreses are expressed 
as rercentages. 

1 (12.5) 1 (2.5) 7 (17.5) Prr~ (X') RESRNSE RIJOOC 
3 (7.5) 2 (5.0) 

1= 26. (J)2f:IJ 1 = nmrn lEA AMSER - D.F. = 16 2 = nmrn TIlE PIU1:5SICNAL 1UJt:R 
- 6 (1 5.0) 2 (5.0) SIQITFICAtn: IN MY rom.. 

7 (87 .5) 28 (70.0) 25 (62.5) p>0.0527 3 = nmrn A CIl.1EAGJE 
=5% • 4 = nmrn A CIlUUR SEN!' BY TIlE 

- 2 (5.0) 4 (10.0) WARmIID roms 
5 = ANY OIHER 

8 (4.9) ~ (24.4) ~ (24.4) Nunbers are expressed frequencies of 
re5)XXlSe. 

Nunbers in porerltreses are expressed 
as rercentages. 

1 (12.5) - - arr~ (X') RESRNSE RIJOOC 
2 (25 .0) 4 (10.0) 9 (22.5) = 14.74155 1 = VERY FASILY 

D.F. - 16 2 = FASILY 
5 (62.5) 34 (85.0) 29 (72.5) SIQITFICAtn: 3 = DIFFIQJ1J' 

1 (2.5) 2 (5.0) 
: p>O.5436 4 = n1lUmli.E - - 54% t 5 = ANY OIHER 

- 1 (2.5) - Nunbers are expressed frequencies of 
re5jXXlSe. 

8 (4.9) ~ (24.4) ~ (24.4) Nunbers in porerltreses are expressed 
as rercentages. 

- - 1 (2.5) arr~ (X') Rl!SRNSE RIJOOC 

- 2 (5.0) 1 (2.5) z 18.27029 1 = lUll{]}l; 

D.F. = 16 2 = a:pmlENT AND RES:UInS 
- 4 (10.0) 6 (15.0) SIQITFICAtn: 3 = MEEJ'I}l; OIHER 'IFAOlEllS IN 9XIAL 

- 4 (10.0) = p>O.nl3 AnrmJEm: - = XI% 4 .. AJNICE. AND &JPR:RI' RErEMJ) t 
8(laJ.0) J) (75.0) 32 (00.0) FIDI rnrrnE SI'AFF 

5 - rnum.tmY 10 HAVE mHSSICNAL - - - IEVlli:Il-lENT 
6 .. ANY OIHER 

8 (4.9) IiJ (24.4) IiJ (24.4) Nunbers are expressed frequencies of 
response. 
Nunbers in porerltreses are expressed 
as percentages. 
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APPENDIX 3C 

TABLE 69 

CROSSTABULATION OF QUESTIONS BY SEX OF RESPONDENTS 

~ 
~ C4'lHIRIfS 

QUESTIONS URIC 
RESULTS KEY 

HAlE F»1AI.E 

1. I.!-et ef focts do yw t.lu.nk 1 Y1 (85 .7) 49 (c:E.0) QlI~(X') RESFOSE ruBRIC 
.i.n-service ooocatial has al 2 4 (8.9) 

a 5.88952 1 = Km'S'IFJ.G1ER5 m:m:>SIOWLY 
taId-ers? 

- D.F. = 3 VIAIU 
3 1 (2 .2) - SIQill'ICAN:E 2 = !XES rm MAKE t1.OI DIF'fEREla 

4 1 (2.2) 1 (2 .0) - p> O.ll71 10 A ~'S mHSSICNAL 
Q 11% t (D1PEIEa 

CII.I.}fl 3 - rm RFAlLY gJRE \;HAT TF.NJ-IEJlS 
'IUl'AL 45 (47.4) ~ (52.6) IEUVE FID1 IN-SERVICE <nmF.S 
amI 4 = ANY CJIHER 

2. Iv... \oOUld yw rate the 1 24 (53.3) 3J (00.0) arr~ (X') RESFOSE rumrc 
nec.essi t y of having otter 2 19 (42.4) 18 (36 .0) - 0.43173 1 = VERY NIDSSARY 
forms of in--gerv1.ce educatial D.F. - 2 2 a NfflSSARY 1N SM: <nmF.S 
otrer than the tmditicrtal 3 - - SlOOFICAN:E 3 = rm NIDSSARY 
collegHesed ~? 4 2 (4 .4) 2 (4 .0) - p>O.8)S8 4 = IXN 'T K!{l~ 

-8Jl: t 
CII.I.}fl 

'IUl'AL 45 (47.4) ~ (52.6) 
an:I% 

3. Iv... -.ere yw first nuIe 1 8 (17.7) 13 (26.0) QlI~ (X') RESFOSE RU3UC 
8W!I"e of the iIH>ervice 2 11 (24 .4) 10 (<D.O) - 1.763<D 1 - nnurn TIlE HEAD 
programe in yoor s:tml? D.F. = 5 2 = 'llIDlJl TIlE IIRJIY HEAD 

3 7 (15 .6) 10 (<D.O) SIcmFICAN:E 3 = nnurn MY HEAD (F 1E'AIm1ENf 

4 10 (22.2) 10 (<D.O) • p>O.80C8 4 • 'llIDlJl TIlE m:m:>SIOOL 'ItJI(R 

-SSt t 5 - 'llIDlJl OMR ~1I'MIfRS (F STAFF 
5 5 (11.1) 4 (8.0) 6 - ANY OMR 

6 4 (8.9) 3 (6.0) 

CII.I.}fl 

1O\'AL 45 (47.4) ~ (52.6) 
amI 

4. I>t\y did yoo decide to 1 - 1 (2 .0) QlI~ (X') RFSFOfiE mmc 
englJ8E! in s:tml-foc:used 2 43 (95.6) 49 (c:E.0) - 3.13683 1 • IT WAS (D1RII.31r{ 

activities? D.F. = 2 2 - 10 ll-fIDIE MY m:m:;srOOL 
3 - - SIOOFICAN:E ClM'EIm:E 

4 - - - p>O.m. 3 - OMR STAFF WffiE A'JTENI)JN; 
-2CIt t 4 - IXN 'T K!{l~ 

5 2 (4 .4) - 5 - ANY CJIHER 

CII.I.}fl 

'IUl'AL 45 (47.4) ~ (52.6) 
8Ild% 

5. Iv... regular 1 Y do yoo 1 <D (44.4) 23 (46.0) arr~(X') RESFOSE mmc 
attenl these activities? 2 11 (24 .4) <D (40.0) - 4.fXm7 1 = FRmJENILY 

D.F. = 3 2-wrn:~Y 
3 12 (26 .7) 6 (12 .0) SIOOFICAN:E 3 = INFREQJOOLY 

4 - - p>O.1788 4 - NIMR - -17% 5 = ANY CJIHER t 
5 2 (4.4) 1 (2.0) 

aI.l.ffi 
'IUl'AL 45 (47.4) ~ (52.6) 
amI 

6. For row lmg have 12!!. 1 31 (68.9) 32 (64.0) QlI~ (X') RESFOSE rusuc 
been involved in these 2 12 (26.7) 14 (28.0) - 3.24889 1 - 2 YEARS CR r-rm: 
acti vides in t/u.s scrool? D.F. - 3 2= 1102YFARS 

3 - 3 (6.0) SIOOFICAN:E 3 - 6 KlIDE 10 1 YEAR 

4 - - - p>O.3548 4 - 1 ~rnrn 10 srx ~rnrns 
-35% t 5 = ~ 1 ~rnrn 

5 - - 6 - ANY 0IlID! 

6 2 (4.4) 1 (2.0) 

aI.l.ffi 
moo... 45 (47.4) ~ (52.6) 
1nI% 
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~ 
~00HIJmS 

QUE STIONS IUJUC 
RESULTS lEY 

IW.E FItW.E 

7. \.I-el >O..Ild say 8bout 1 2 (4.4) 3 (6.0) an -3JJARE (X') RfSIDSE ruBRIC 
t:J-ese c.ourres as regards 2 16 (35.6) 19 (:38.0) -5.~5 1 = El{ClllE) E:>J'B:TATICNS 
fulfi.lling )'WI" D.F. ~ 6 2 E C»E UP TO E:>J'B:TATICN 
expectadoos of than? 3 17 (37 .8) 24 (48.0) SI(}''!FICAtn: 3 ~ 31-£ PARTS DID AND 31-£ DID ~ 

4 5 (11 .1) 3 (6.0) - p>0.5138 4 = HAD LrrnE CJ! K) ffiErIlIDmCNS 
-51% t 5 ~ Drrn:RED SICNIFICOOLY FID! 

5 1 (2.2) - E:>J'B:TATICNS 

6 2 (4 .4) - 6 ~ DLSAPRIINI"DC 
7 - ANY 0IHffi 

7 2 (4.4) 1 (2.0) 

<IIDtl 
1UfAL 45 (47.4) ~ (52.6) 
ard% 

8. fb.o relevant \oOOl d you say 1 10 (22. 2) 16 (32 .0) an -3JJARE (X') RfSIDSE RUOOC 
t:J-ese acti vi ues t-eve been as 

2 Xl (fiJ .7) 32 (64 .0) 
,. 3.5zcn3 1 ~ VEID' RI'lD ANI' 

regards ywr classroon D.F. - 4 2 ,. s:M: ARE REWJANf 
perfClIl!'BY:e ? 3 2 (4 . 4) - SI(}''ITICAtn: 3 ,. mr REWJANf AT AlL 

4 2 (4.4 ) 1 (2.0) - p>0.4735 4=mrsm: 
=47% t 5 ~ ANY 0IHffi 

5 1 (2. 2) 1 (2 .0) 

<IIDtl 
1UfAL 45 (47.4) ~ (52.6) 
!niX 

9. fbw cru::h were you uwol ved 1 38 (84 .4) 46 (92 .0) an~(x') RESRN5E RUOOC 
in deciding ..nat tiVlties 

2 4 (8 .9) 2 (4 .0) - 1.~1 1 = FtllY nM1.VED rn IEIDOC RR 
to atten!? D.F. = 3 MYSElF 

3 2 (4 .4) 1 (2.0) SI<mFICAtn: 2 = HElHD BY VI.SITl}l; CIlSlLTANr 

4 I (2 .2) 1 (2.0) - p>0.6B16 3 ~ ~ nM1.VED AT AIL 
-f£t t 4 = ANY 0IHffi 

<IIDtl 
1UfAL 45 (47.4) ~ (52.6) 
ard% 

10. fb.o cru::h do ) agree 1 19 (42 .2) 25 (9:) .0) an~(x') RfSIDSE ruBRIC 
wi th aTglllBlts tt-e t streSS 2 23 (51.1) 23 (46.0) = 0.75712 1 = SIlUG.X .aEE 
tre gror-'U1g iJrp)rt.arce of D.F. = 2 2 ~ N»L 
s::rool-fOC\.l9Eld in-serV1c.e 3 3 (6 .7) 2 (4.0) SI(}''IFICAtn: 3=~sm: 

provisicn in ~V1Il8 4 - = p>O.6B48 4=D~ 
teacl-ers I prof essi - -fE'. t 5 = SIIDG..Y D~ 

skills? 5 - -
<IIDtl 
10fAL 45 (47.4) ~ (52.6) 
ard% 

11. Mvocates of s::l-ool- 1 18 (Lll .O) 23 (46.0) an~ (x' ) RESFUSE RUElUC 
fCCll9l!d d vi ties argue 2 24 (53.3) 23 (46.0) - 4.lIDl 1 ~ SIlUG.X N»L 
that wi thcut 9..Ch tivities D.F. - 4 2 = N»L 
in !rlmls. teacl-ers 3 1 (2.2) 3 (6.0) SIOOFICAtn: 3 - IXll'T I<tO.1 
profes:si y stale . fbw 4 2 (4 .4) - p>O.3570 4 - DISf.Glffi -
cru::h do you agree wi th -1St t 5,.SIIDnYD~ 

this? 5 - 1 (2.0) 

CIl.lMi 
10fAL 45 (47.4) ~ (52.6) 
ard% 
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mro&: SEX CJJH'IRIES 
QUESTIONS 

RBUC 
RESULTS KEY 

!'WE mw.E 

12. Ho.I nu:h cootri I1Itim 1 12 (26.7) :!l (l,Q.0) Qrr~ (X') RESRlBE RUBRIC 
IoOUld you say 9..Ch sdul1-

2 2S (55 .6) 26 (52.0) - 3.om7 1 = A GlFAT ffiA.L 
focused activi ties rove nOOe D.F. a 3 2 = g}1E tmUL cnmuam:(}l 
t:o.erds tI'e JrOfessicrol 3 6 (13 .3) 3 (6.0) SICNIFIG.W:E 3 = s-tAIL 000RI.BJI'I(}l 
develop18lt of t.1le t.mcher? 

4 - - '" p> 0 .3767 4 = ~ CllilRIHJIT(}l 
",37% t 5",~~ 

5 - - 6 = ANY 0Mll 

6 2 (4 .4) 1 (2.0) 

<IIllfl 
10rAL 45 (47.4) 50 (52.6) 
amI 

13. Looking IxIck 1'00' on 1 - 5 (10.0) QlI~ (X') RESIDBE RUBRIC 
of tI'e sdull-focused 

2 27 (00.0) 15 (:D.O) - 13.00929 1 = YES - AIL CF 1HEM 
activities you ve attended , D.F. - 4 2 = g}E WJJlD, g}E WJJlD ~ 
IoOUld you y tl'ey 'oOUld rave 3 7 (15.6) 18 (36.0) SICNIFIG.W:E 3=l'{)-tmECF1HEM 
been better as college- 4 10 (22.2) 11 (22.0) s p>O.OlOO 4=~~ 
tesed cour ? =1% * 5 = ANY 0Mll 

5 1 (2 .2) 1 (2.0) 

<IIllfl 
10rAL 45 (47.4) 50 (52.6) 
ard% 

14. Ho.I 'oOUld you ~ 1 35 m.8) 42 (84 .0) QlI~(X') RESIDBE RUBRIC 
sch:lol-focused activities with 

2 1 (2.2) 3 (6.0) 
= 4.47652 1 '" 9J IXI.rPASED CllJRSE3 ARE t-rRE 

external -ro~ D.F. - 3 DffiECJLY Q?ARED 10 WlAT TIlE 
courses as regards tI'e 3 6 ( 13.3) 5 (10.0) SIQill1CMlE 'JEADIEll IS EXffi:IID 10 tflJ' IN 
professicrol de\le.loprent of 4 3 (6.7) '" p> 0.2144 'IliE Cl.ASSID}1. 

tI'e classroon t.eade"? 
- =21% t 2 = EXImW.. CllJRSE3 ARE mJAILY CIlD 

<IIllfl IN mrrwOO '!HE 'JEADIEll I'm 
10rAL 45 (47.4) 50 (52.6) HIS/Hffi Jl.\ Y 10 Jl.\ Y ClASSIU}1 
ard% ~ 

3 = ~REA1LY ~ 
4 - ANY OIHER 

15. Ho.I nu:h 'oOUld yw say 1 :D (66. 7) 34 (68.0) QlI~(X') RESIDBE RUBRIC 
sch:lo1-focused acti rities 2 5 (11 . 1) 10 (:!l.0) - 3.4L.002 1 = VERY l1.lJi 
rave steeeeded in identifying D.F. - 4 2 = ~ l1.lJi 
and rectiiying misratch 3 4 (8.9) 2 (4.0) SIQill1G.W:E 3 = VERY LTI1lE 
between -.tet is learnt on 4 1 (2.2) '" p>O.4869 4 = NJIHIN:; AT AIL 
external courses ard tI'e - -48l: 5 = ANY OIHER t 
actual process in the 5 5 (1Ll) 4 (8.0) 
classroan? <IIllfl 

10rAL 45 (47.4) 50 (52.6) 
ard% 

16. Io.haL aspect of tI'e 1 18 (l,Q.0) :!l (l,Q.0) QlI~ (X') RESIDBE ruooc 
or sarusation of &ese 2 - - 4 .24478 1 = 'I'lMU{; CF 1llE CllJRSE3 
sch:lol-focused activities 

-
D.F. - 4 2 '" a:NIDIT - TID ffi.ICl1C'AL 

were you rrost dissltisficd 3 - 1 (2.0) SIQill1G.W:E 3 = CINJTh'I' 1tX) 1llEffiETIC'AL 
with? 4 - - - p> 0 .3739 4 = LALX CF INFC»1ATI(}l 

-37% t 5 a LAO( CF NIDSSARY E(JlOO'ISE IN 
5 3 (6 . 7) 4 (8.0) '!HE STAFf'll{; 

6 19 (42.2) 24 (48.0) 6-~ 
7 = ANY 0lllER 

7 5 01.1) 1 (2.0) 

<IIlMI 
1UI'AL 45 (47.4) 50 (52.6) 
ard% 

17. Ho.I nu:h ef fort did yw 1 4 (8.9) 4 (8 .0) QlI~(X') RESIDBE IaJPRIC 
have to rreke to atten:! &ese 2 18 (l,Q.0) 22 (44.0) 

.0.22838 1 - A (NAT IFAL 
sch:lol-focused activities? D.F. - 4 2 - s}1E moo 

3 5 (11.1) 6 (12 .0) SICNIFIG.W:E 3 '" A 1..ITll.E EmE' 

4 17 (37.8) 17 (34.0) 
,. p> 0.99l,Q 4 _ ~ AT AIL 

a m t 5 a ANY 0lllER 
5 1 (2 . 2) 1 (2.0) 

<ll.lJ-fl 
10rAL 45 (47.4) j) (52.6) 
ard% 
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~ 
SI'X CA'I1IIlmS 

QUESTIONS 
mRIC 

HAlE FI!MAI.E 

18. fbw enthusiastic are you 1 33 (73.3) 41 (82.0) 
alxluc atterv:ling subsequent 2 1 (2.2) 
scrool-focused acti Vl ties? -

3 5 (11.1) 6 (12.0) 

4 6 (13.3) 3 (6 .0) 

CIJl.I-fl 
'IUI'AL 45 (47.4) ~ (52.6) 
and % 

19. \..hat is ere general I 1 (2.2) -
orientatioo of these 2 4 (8.9) 6 (12.0) 
courses? 

3 6 (13.3) 5 (l0.0) 

4 32 (71.1) 38 (76.0) 

5 2 (4.4) 1 (2 .0) 

CIJl.I-fl 
'IUI'AL 45 (47.4) ~ (52.6) 
and % 

aJ. ~bI IoO.Ild you deocn 1 2 (4.4) -
a scrool wi tlnJt su::h 2 3 (6.7) 
scrool-focused activities? -

3 3 (6.7) 4 (8.0) 

4 21 (46.7) 27 (54.0) 

5 16 (35.6) 18 (36.0) 

6 - 1 (2 .0) 

CIJl.I-fl 
'IUI'AL 45 (47.4) ~ (52.6) 
ani % 

21. Fran yrur experiences 1 39 (aJ.7) 48 (96.0) 
..mt IoO.Ild you say about 2 2 (4.4) 
these scroo1-focused 

-
activities? 3 2 (4.4) -

4 2 (4.4) 2 (4 .0) 

CIJl.I-fl 
'IUI'AL 45 (47.4) ~ (52.6) 
ani % 

XEk': D. F. - Legrees of Freedcrn 
t • Not Signi£icant at ere 5% level 
• _ Signi£1cant at ere 5% level 

Nurters are expressed frequercies of respcnse. 
Nunbers in (m'efltreses are expressed as percentages. 

RESULTS KEY 

orr -31JARE (X') RI'SFUlSE RUBRIC 
= 4.7rfifj 1 = l.C.C1GI'C ~ARD 10 'lliEM ~ r-tnI 
D.F. = 4 2 = mr l.C.C1GI'C ~ARD 10 TIlEM AT AIL 
SIrnIFICMCE 3 = mr 3JRE 
= p>0.3189 4 = ANY OTHER 
=31% t 

orr -31JARE (X') RESFCtEE RllmIC 
= 2.00113 1 = 1HErnETICAlLY CRIENlEl llMLVIN; 
D.F. = 4 IEIURFS. RFADIm ETC. 
SIrnIFIcm:E 2 = ffiACTICAILY CRIENlElllMLVIN; 
= p> 0.7200 ~. mx:u::rrCN CF 
=771. t QJRRIOJIlM MATIRL\1S ETC. 

3 = DIf£l.l:SICN BASID 
4 = A CIMlINATICN CF TIlE 1HREE 
5 = ANY OTHER 

orr -31JARE (X') RI'SFUlSE RUBRIC 
.6.7fHJ3 1 = HE'AL'IHY 
D.F. - 5 2 = VIAIlE 
SIrnIFIcm:E 3 = t{»1AL 

- p>O.2386 4 = srAlE 
=23% t 5=~ 

6 = ANY OIHER 

orr -31JARE (X') RI'SFUlSE RUlRIC 
= 6.01788 1 = EVERY £aUL 9OJU) HAVE 9J.1E Ft»1 
D.F. = 4 CF ~ tCI'IVlTIfS . 
SIrnIFICMCE 2 = 9:IDL-FtX1SED ACI'IVlTIES 
• p>0.1978 CINIRIllJlE LTI1lE CR NJIHIN:; 10 
=19% t TIlE mFES">IrnAL IlM1ffi1FNI' CF 

TIlE ID.rnER. 
3 = ~ ACI'IVlTIES ARE mr 

1..IVllG UP 10 TIlE 'EXFfi:rATIGB 
'!HEY HAVE AIUSID. 

4 = ANY OTHER 
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TABLE 70 

CROSSTABUU\TION OF' QUESTIONS BY AGE CATEGORIES OF' RESPONDENTS 

Rtl'roa: 
A G E C ATEGOR I E S 

QUESTIONS IUJU[; RESULTS tEY 

aJ-25 26-:D 31 - ~ J6-t.O 41 - 45 46-~ <He!- ~ 

1. \.rot etfocts do you 1 9(100.0) 19 ('Xl.5) 12 (92.3) 7 (n.S) aJ (95.2) 13(100.0) a (!fl.9) Pu~ (x') R£Sro5E lURIC 
tJ\izj( U>-tiOrVlce 

2 - 1 (4 .8) 1 (7 .7) 1 (11.1) - - 1 (11.1) 13.68215 1 - KEEPS TE:I£J!ERS P!UESSIDW.LY 
edualtlal has m 1Sii- - 18 

VIAIiE 
teacl-<!n? 3 - 1 (4.8) - - - - - CUlFICIIll: 2 - rns ~ MAXE flIll DIFmm-n: 1U 

4 - - - 1 (11.1) 1 (4.8) - - p>0.7496 A 'ID£llEl! 's mFfSSICNAL 
7t:? t CIM'EIDll: 

<Il.l./'tl 3 - 1m RFAI.LY SURE \..HAT IDoO!ERS 
1XlrAL 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) lEUVE Flnl m.sElMCL cru&S 
.-.1% 4 - mY 0lHl'R 

2. 10. o.ou1d you rote the 1 ) (D.3) 11 (52.4) 5 (38.5) 5 (55.6) 15 (71 .4) 11 (84.6) 4 (44.4) Pu~(X') R£Sro5E Rl.9UC 
~ty of mvu. o<I'er 2 " (44 .~) 9 (42 .9) 8 (61 . 5) 4 (44.4) 5 (23.8) 2 OS.4) 5 (55.6) 

IS.\8)56 l-VERY~ 
fonraof ~ ~~ 2 - NB'l:sSARY IN 9J'E CIlJRSES 
ed!rat.1al otl'er Om the 3 - - - - - - - 3 - 1m tlHlSSARY 
a",h uanl ""Ueg<>- 4 ~ (Z! .~) 1 (4.4) 1 (4.S) - - p>O.CB39 4 _ lIN 'T KN:l~ 
IxlsOO prDY1Slal) - - -8% t 

<Il.l./'tl 
1XlrAL 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 
.-.1% 

3. I\ow """' you ~ I - 1 (4 .S) 3 (23 .1 ) 3 (D.3) 8 (38.1) 3 (23.1) 3 (33.3) kID:.,9lL\RE (X') R£Sro5E rusuc 
IOl.ode .....,.., of the 2 - 5 (23.S) 4 (:D.S) ~ (22.2) 5 (23.S) 4 (:D.S) 1 (11.1) - ~.f:i:1i}9 1 - 1llIV.D1 TIlE HE\JJ 
iJl-'.A!tVlc,c prognrrn 1lI D.F. - II 2 - 'llmnI '!HE lIRJJY HE\JJ 
yrur s::hcol? ) ~ (22 .2) 5 (23 .S) I (7 . 7) 1 (11.1) 2 (9.5) 2 ( 15.4) 4 (44.4) SIG'ill'IC\IO:: 3 - 'llmnI ~!\' HE.\!) (F lE'ARIl'IENT 

" 5 (55 .6) I • (19.0) 3 (23.8) 1 (11 .1) 3 (14.3) 3 (23.1) 1 (11.1) - p>O.4828 4 - 'llmnI '!HE mHSSIDlAL 1UI'C1l 
- 48% t 5 - 'llmnI 0lHl'R ~e&RS (F srAFF 

5 1 (11 .1) ~ (19.0) 1 (7 .7) 1 (11.1) 2 (9.5) - - 6 - mY 0lHl'R 

b I (11.11 2 (9.5) 1 (7.7) 1 (11 .1) 1 ~4.8) 1 (7.7) -
<Il.l./'tl 
1XlrAL 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 
.-.1% 

4. I.hy did you dcclda to 1 - 1 (4 .S) - - - - - kID:.,9lL\RE (X') R£Sro5E ruStIC 
""81'8" 111 sc:I'<lc1l-i<X:lSld 2 9(100.0) aJ (95.2) 12 (92 .3) 8 (al.9) 21(100.0) 13(100.0) 9(100.0) 

• 10.f£O'IS 1 _ IT lIAS IDR.I!.S:RY 

OCtlVltleS' D.F •• 12 2 - 1U IU'lV1E ~ mFfSSICNAL 
3 - - - - - - - SIO,'1FICIIll: IDI'EIDI:E 

.. - - - - - - - - p>O.::634 3 - 0lHl'R srAFF \1e!E A'JIDIDOC 
.:& t 4 _ lIN 'T KN:l~ 

5 - - 1 (7 .7) 1 (11.1) - - - 5 - ANY allIER 

<Il.l./'tl 
1XlrAL 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 
.-.1% 

5. 10. regular lv do you 1 4 (44 . ~) Q (42.9) 4 (:D.a) 5 (55.6) 9 (42.9) 6 (46.2) 6 (66.7) (]fl~ (X') R£Sro5E rusuc 
at tend these co.rses? 2 J (D.3) <) (42.9) 6 (46.2) 3 (33.3) 4 (19.0) 5 (38.5) 1 (11.1) - lS.56JJ1 1-~Y 

D.F •• IS 2 aQJrn:: ~Y 
3 : (22.2) 2 (9.5) 2 (15.4) 1 (l1.l) 8 (38.1) 1 (7.7) 2 (22.2) SI<NlFIcvn: 3 - Th'F1lB~JENn.Y 

4 - - a p>O.62:D 4 - NE.VER - - - - - .62% t 5 _ ANY 0lHl'R 

5 - I (4.S) 1 (7 . 7) - - I (7.7) -
<Il.l./'tl 
1XlrAL 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 21 (22.1) lJ (13.7) 9 (9.5) 
.-.1% 

6. Iv.. la1g In ... you 1 2 (22.2) 11 (52 .4) 7 (53 .S) 7 (n.S) 15 (71.4) 12 (92.3) 9(100.0) 1a1I.,9lL\RE (X') RESR:I'EE RlJI'lUC 
l<nI Invoh't'd In ti'ege 2 5 (55.b) a (38.1) 5 (38 .5) 2 (22.2) 6 (28.6) - - • 32.84473 1 - l YFARS CR Hn: 
UCt.lvttles In ttuS--- D.F. - 18 2 - 1-2 YFARS 
sctooJ? 3 ~ (22 .~) I (4.8) - - - - - SICNlFICva: 3 - .; f t:NllS 1U 1 YEAA 

4 - - - - - - -
_ p>O.0l74 4 _ l flNlH 10 6 ~t:NIllS 
-1% * 5 - 1II'l1R 1 ~1lffiI 

5 - - - - - - - 6 - ANY antER 

b - 1 (4 .8) 1 (7.7) - - 1 (7.7) -
<Il.l./'tl 
1XlrAL 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 21 (22.1) lJ (lJ.7) 9 (9.5) 
ard% 
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RfSUa: A G E C A T E G 0 R I E S 
QUESTIONS IURII: RESULTS lEY 

D-ZS :!>-:JJ 3l-3S :lJ-1,Q 41 - 45 46-5:1 O--~ 

7. ..rut -oJld )IQJ 51' 1 - - 1 (; .7) 1 (11.1) 2 (9.5) - I (l1.Jl 100 -S]JARE (X') REF\J'SE IaSHC 
at:oJt :tege CbJl"!ileS as 2 - 11 (52 •• ) • ()J.8) 2 (22.2) 7 (33.3) i (53.6) i. (1.:. ... ) - 38.75374 I - DULrel EO"'EI:TAno..s 
...",.m. r ul fill""! yo.sr D.F. - :lJ 2 • CA'E U' 10 EXI'I!:::"mo..s 
expoct.1ucns ot , 

3 - (n.S) 6 (2B.b) - (53.6) 4 144.4) 10 (47.6) \ 5 (38.5) 2 (2L?) SIQlIFICA'll: 3 - g:}£ PAR'IS DID A.'-'D g:}E DID r-m 

4 2 (2:! .:) :: (9 . ~) - 1 (11.1) 2 (9.5) - I (11.1) • p>O.3465 4 • H.a.D l..ITJl.E ffi ID PRl!I}IDmO,s 

• 34: t 5 • 0I:fI'1:RID SIQlIFIC\.\'IU 00 I 
5 - - - 1 (11.1) - - - EXPID'ATIo..s 

6 - 1 (4.8) - - - - I (ll.l) 
6 • DISAm:lUmn:; 
7 • ANY 0IllEY. 

7 - 1 (4.8) 1 (7. i) - - I (7.7) -
~ 
1UrAl. 9 (9-5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9-5) 
.nI: 

8. Ib. relevant ....Jd I - i (33.3) : (15 .1.) 3 (33.3) i (33.7) 3 (23.1) I. (44 .4) Oll-S]JARE (X') R£SFQS£ !URIC 
you , \1.ues 2 - en.S) 13 (61.9) 10 (i6.9) 6 ((:0.7) 12 (57.1) 10 (76.9) 4 (44.4) • 2B.4<:a'>2 I • VERY Rf!£I'A.\T 
tuve .. ~ .F, - 24 2 • 9'J>E ARE RUEVA.'if 
)'our c.l.Issrocn 3 - - - - 1 (4.8) - I (11.1) SI~'IF1CA.'U 3 • r-m RUE\'.\.'if AT All. 
pc.r~orn1t'Le ' 4 ~ C:=.:) - 1 (4.8) - - p>O.2396 4.r-m~ - - - .n: t 5 • M'Y 0IllEY. 

5 - 1 (4.81 1 (7.7) - - - -
~ 
1UDl. 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 
.nII 

9. lb. cui\ """' 1'0" I • ( 1.:. •• ) !l (95.2) 11 (~.O) 9{ un.O) J) (95.2) 12 (92.3) 8 (EB.9) orr -S]JARE (X') RES!Q& lrnUC 
111""1, ..... lI\ deudJ.roj 2 - (1.:. •• ) - - - 1 (4.8) I (7.7) - • :lJ.S7814 I • FUJ.Y ::,\\LI 1D ~ m::IDl:t: R:R 

""" :.lVlt..:.es tD D.F •• 18 msEl.f 
BluneS" 3 I (11.1)\ - 1 (7 .7) - - - 1 (11.1) SIG-;IFICA.'U 2 • HEImJ l!Y \'IS1l'Il{; CIl&UA.\T 

- - 1 (4.8) 1 (7.;) - - - - - p>O.(Il5I. 3 - ~ 1lI'\LI1D AT iJ.l.. 
• O.~ • 4. />o::y Gnu 

~ I 

1UrAl. 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9-5) 
<niX 

10. Ib- nL" de ''W 1 2 (2:.:) q (42 .9) o (i.6.:) ~ (55.6) 11 (52.4) 6 (46.2) 5 (55 .6) Q!I-m~ (X') R!SU&~C 

..... \o'ltJ\ argu-mu 2 o (66.-) 11 (52 ... ) - (~3 .6) 4 (41..4) 3 (38.1) 7 (53 .8) 3 m.3) .7.1$75 I • smm_l !GlEE 
that !)"t.R!'!Z c.; ~ D.F. - 12 2 • !GlEE 
It.1lQrtJrU o! sctwl- 3 , (11.1)/1 (4.8) - - : (9.5) - I (11.1) SIG-iIFrCA'C: 3.:vJ~ 

f~~ 

" - - - - - - - - p>O.84~ 4. DlS'QIIE 

provl.:iltn 1Il ~ .84: t 5 • SlIDG.Y OIS!£:REE 
tOOC1V',rs' protesMaW 5 - - - - - - -
suJj.,o' 

~ 
1UDl. 9 (9-5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9-5) 
antI 

n . .ld\1XdU!S of !id'ool- I 3 (33 .3) e (38.1) 5 (38.5) 0(66.7) S (38.1) 6 (46.2) 5 (55.6) orr -SlJ..\RE (X') R£SlThSE Ia.S1TC 
fOCUSlld tlVltles arb"" 2 ~ (i.i..~) 11 (52.4) 8 (61.5) : C2:!.2) 1: (57.1) i (53.8) 3 (33.~) • 27.71513 I c SlIDG..Y ,:aE!: 

that '" tI-o.ll !lrh D.L • 24 2 & Jall: 
acUV1Ues 111 !d\:lOls 3 ~ (2:!.:) ~ (9.5) - - - - - SIG\1F1c\''ll: 3 • m; 'r m:\.' 

t.eHdler'S 4 - - - I (11.1) - - 1 (11.1) - p>0.2701 4. DISAlm 
praies) h stale. .27: 5 • SJIDG..Y DlS!Q!EL 

Ib- ,de """ 
,,. 5 - - - - I (4.8) - -

...,tJ\ tha' ~ 
1UDl. 9 (9-5) 21 (22.1) 13 (13.7) 9 (9-5) 21 (22.1) 13 (13.7) 9 (9-5) 
antI 
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~ 
AGE C ATE G 0 R I E S 

QUESTIONS rumc RESULTS KEY 

al-2S 26-3) 31 - 35 :}i-Ill 41 - 45 46-~ <Net- ~ 

U. Ib.I nu::h 1 1 (1Ll) 5 (23.8) 5 (38.5) 5 (55 .6) 9 (42.9) 4 (3).8) 3 (33.3) orr~(X') ~RUlRIC 
contribution ..auld roo 2 6 (ft>.7) 13 (61.9) 6 (46.2) 4 (44 .4) 9 (42.9) 8 (61.5) 5 (55.6) = 15.910056 1 = A mEAT r£AL 
say ru:h s:hool-focused D.F. = 18 2 = 9:ME LSmJL CINI1UBJITCN 
activities rave rrade 3 2 (22.2) 3 (14 .3) 2 (15.4) - 1 (4.8) - 1 (11.1) SICNIFIC'.Aln: 3 = 9-WL mmururrCN 
to..ards &e professicral. 4 - - - - - - - = p>0.5967 4 = tn CINIRIRJI'ICN 
developrent of &e =':f1? t 5 = till 9JRE 
t:.eew::ta-? 5 - - - - - - - 6 = ANY 01HER 

6 - - - - 2 (9.5) I (7.7) -
aI1Mi 
'IUfAL 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 
ard% 

13. Irodng back oow on 1 - - 1 (7.7) 1 (11.1) 1 (4.8) 1 (7.7) 1 (11.1) orr~(X') ~RUlRIC 
&Ire of tffi s:hool- 2 3 (33.3) 9 (42 .9) 4 (3).8) 3 (33.3) 12 (57.1) 7 (53.8) 4 (44.4) = 14.34£il5 1 = YES - AIL (F 1HEM 
focused act:i:ld.ties yoo D.F. = 24 2 = SJ-1E \..aJl.l), 9:ME \UILD till 
rave attended, ..auld yoo 3 2 (22.2) 7 (33.3) 5 (38.5) 3 (33.3) 3 (14.3) 3 (23 .1) 2 (22.2) SICNIFIC'.Aln: 3 = tn - rn<E CF nIDI 
say &ey IoK:Alld rave been 4 4 (44.4) 4 (19.0) 2 (15.4) 2 (22.2) 5 (23.8) 2 (15.4) 2 (22.2) = p>0.9384 4 = till 9JRE 
tetter as college-lBsed = 931: t 5 = ANY 01HER 

courses? 5 - 1 (4.8) 1 (7.7) - - - -
aI1Mi 
'IUfAL 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 
ard% 

14. Ib.I ..auld yoo carq:are 1 6 (ft>.7) 16 (76.2) 11 (84 .6) 8 (88.9) 16 (76.2) 12 (92.3) 8 (88.9) orr~(X') ~RUlRIC 
s:hool-focused activities 2 - 1 (4 .8) - - 2 (9.5) 1 (7.7) - = 14.3279) 1 = SJm.r&\SE]) CIlJRSrE ARE M:m: 
with external ao.ard- D.F. = 18 D:rm::It.Y G'ARED 10 WlAT TIlE 
bearing courses as 3 3 (33.3) 3 (14.3) 2 (15.4) - 2 (9.5) - 1 (11.1) SlCNIFIC'.Aln: 'JF..ID1ER IS ~ 10 ~1EEI' IN 
reg;mis .&e professional 4 - 1 (4.8) - 1 (ILl) I (4.8) - - - p>0.7075 '!HE~I. 

developrent of &e =7C1t t 2 = FXImW.. CIlJRSrE ARE m;AlLY a:m 
classroan teacrer? aI1Mi IN a:mwnc '!HE 'IEAOlFR Frn 

'IUfAL 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) HIS/HER ~Y-T()....I}\Y aASSlUM 
ard% ~ 

3 = till RFAILY ~ 
4 = ANY 01HER 

15. Ib.I nu::h ..auld yoo 1 4 (44.4) IS (71.5) 9 (69.2) 6 (ft>.7) 13 (61.9) 9 (69.2) 8 (88.9) orr -mtARE (X') RESRNiE RUlRIC 
say s:hool-focused 2 I (1l.1) 3 (14 .3) 2 (15.4) 2 (22.2) 4 (19.0) 3 (23.1) 

= 19.00;)24 1 = VEllY ~UJj 

activities rave succeeded 
- D.F. = 24 2=till~ 

in identifying aM 3 1 (11.1) 1 (4 .8) 1 (7.7) - I (4.8) 1 (7.7) 1 (11.1) SICNIFICNrE 3 = 'JEllY LITTlE 

rectifying nti.sretch 4 1 (11.1) - - - - - - = p>0.7467 4 = IDIlIDC AT AlL 

teo.een what is learnt = 74% t 5 = ANY 01HER 

on external courses aM 5 2 (22.2) 2 (9 .5) 1 (7.7) 1 (11.1) 3 (14.3) - -
&e actual process in aI1Mi 
&e classroan? 'IUfAL 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 

ard% 

16. l..ret aspect of &e 1 4 (44.4) 8 (38.1) 7 (53.8) 2 (22.2) 7 (33.3) 6 (46.2) 4 (44.4) orr -mtARE (X') RESRNiE RUlRIC 

organisation of &ese 2 - - - - - = 15.74849 1 = TIHThG (F TIlE CIXJRSES - - D.F. = 24 s:hool-focused activities 2 = CINIDIT - 'IOO PRACI'ICAL 

>.ere yoo ~ 3 - - - - - 1 (7.7) - SICNmCNrE 3 '" CINIDIT - 1U) 'lllEmEITCAL 

dissatisfied with? 4 - - - - - - -p>O.~ 4 = UlX (F INR»1ATICN 
- =89% t 5 = UlX (F NID"SSARY EiPERTISE IN 

5 - 1 (4 .8) - 1 (11 .1) 2 (9.5) 2 (15.4) 1 (11.1) '!HE sr AFFIN:; 

6 5 (55.6) 10 (47 .6) 5 (38.5) 5 (55.6) 10 (47 .6) 4 (3).8) 4 (44.4) 
6 m rn<E 
7 z ANY 01HER 

7 - 2 (9 .5) 1 (7.7) I (11.1) 2 (9.5) - -
aI1Mi 
'IUfAL 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 
ard% 



\ , 
I , 

\ 

RfSU{SE AGE C 
QUESTIONS IUJUC 

ID-25 26-31 31 - 3S 

17. IbJ nu:h etfYn did 1 - 2 (9.5) 1 (7.7) 
you have to rmKe to 2 
attend these xln:>1-

1 (11.1) 8 (38.1) ~ (31.8) 

focused ""uV\tlos? 3 ~ (44 .4) 3 (14 .3) -
4 4 (44.4) i (33.3) 7 (53 .8) 

5 - 1 (4 .8) I (7.7) 

<Il1HI 
1Ut\L 9 (9.5) 2J (22.1) 13 (13.7) 
..-.1% 

18. """ er>tIuSlastic ...... 1 7 (n.8) 17 (81.0) 10 (76 .9) 
)'OJ about attend1ng 2 - - -subsllquent sc:/"001-
focused octlvtdes' 3 2 (22.2) 3 (14.3) J (23.1) 

4 - 1 (4 .8) -
<Il1HI 
1Ut\L 9 (9.5) 2J (22.1) 13 (13.7) 
..-.1% 

19. '..rot is tl-e g<nenll I - - -
on.entaUOO or these 2 2 (22.2) 2 (9.5) 1 (7 .7) 
CQ.II"SI!S I 

3 1 (11.1) 2 (9.5) 2 (15 .4) 

4 b (66. 7) 16 (76,2) 9 (69.2) 

5 - I (4.8) I (7.7) 

<Il1HI 
1Ut\L 9 (9.5) 2J (22.1) 13 (13.7) 
end::: 

ID. """......ad )'OJ I - - -
descn be a sc:/"ool 2 - - ->Ilthout :u:h sc:/"ool-
focused actlVltl""? 3 I (11.1) 2 (9 .5) 1 (7 .i) 

4 6 (M.7) 13 (61 .9) .. (31.B) 

5 2 (22.2) 6 (28.6) 8 (61.5) 

6 - - -
<Il1HI 
1Ut\L 9 (9.5) 2J (22.1) 13 (13.7) 
end % 

2J . Fran your expenen:es I 9(100.0) 18 (85 ,7) 12 (92 .3) 
..rut ......ad )'OJ y :tb:lut 2 u-e SC:/"OOI- t - 1 (4 .8) -
ocUv\lleo U\ Jl""l'raI? 3 - I (4.8) I (7.i) 

4 - I (4 .8) -
CIJl/ofl 
1Ut\L 9 (9.5) 2J (22.1) 13 (13.7) 
end % 

mY: D ••.• ~ of F'rtcdoI 
_ No< Sl!F"-f1C1l1'1t t the 5% level 

• _ SilfUfu:.1nt at t.he 5% l...e.l 

r.1!'b>rs are ~ froequercles of """""""', 
IbOOrs 111 plI'OO_ are ~ us percer>tagcs. 
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ATE G 0 R I E S 
RESULTS KEY 

:l6-«l 41 - 45 46-!D o...r !D 

I (11.1) 3 (14.3) I (7.7) - QII-SJ]ARE(X) RrsrosE RlJIruC 

2 (22.2) 11 (52 .4) 8 (61.5) 6 (66.7) - 27.56655 1 • A alFAT IDL 
D.F • • 24 2 • 3J-lE EH(RJ' 

I (ILl) 1 (4.8) 1 (7 .7) I (11.1) SIOOFICIIa: 3 • A l.ITll£ EH(RJ' 

5 (55 .6) 6 (28.6) 3 (23 . 1) 2 (22 .2) 
• p>0.2787 4 • N::NE AT AlL 
~ 27% t 5· ANY ornER 

- - - -

9 (9.5) 2J (22.1) 13 (13.7) 9 (9.5) 

7 (n .S) 14 (66 .i) 11 (8'>.6) 8 (88.9) OIl~(X') RESroSE rulRIC 

- - - 1 (11.1) - 31.50358 1 - un::w:: R::BIARD 'ID 1lID1 VERY 
D.F. - 24 ~lD-! 

1 (11.1) 2 (9 .5) - - SIlliIFICIIa: 2 • IDr un::w:: R::BIARD 'ID 'IIiEM 

1 (11.1) S (23 .8) 2 (15.4) - • p>O.I68fi AT AlL 
- 16: t 3-IDr~ 

4. ANY ornER 
9 (9.5) 2J (22.1) 13 (13.7) 9 (9.5) 

- I (4.8) - - OIl~(X') RESroSE RlJIruC 

I (11.1) 2 (9. 5) 1 (7 .7) I (11.1) -IO.~ 
1 • 1IiEIllE1'IC\lLY ClUENrnl 

D.F. - 24 1N\{Lvrn:; ur:n.'RfS. READINJ m:. 
I (ILl) 3 (14.3) I (7.7) I (11.1) SIOOFICIIa: 2 • ffiICI'lC\lLY auENl'ED IN\{LVThG 

6 (66.7) 15 (71 .4) 11 (84.6) 7 (n.B) - p>O.9'l29 WllI(9{J'S. mnr;rrrn CF 
.99% t ClJRRltlillI /1A'rnUAl.S m:. 

I (11.1) - - - 3 - DI!nSSI(}j BASED 
4 - A al-lBlNATICN (F 1HE 1HREE .-\BJJE 

9 (9.5) 2J (22.1) 13 (13.7) 9 (9.5) S. I.'N ornER 

- 2 (9.5) - - OIl -SJJ,\RE (X') RESroSE rulRIC 

- - 2 (15 .4) 1 (11.1) - 32.30752 1 - HEALTIIY 
D.F •• 31 2 - VIAILE 

- 2 (9.5) I (7.7) - SIOOFICIIa: 3 - 1mW.. 

4 (44 •• ) 12 (57.1) 6 (46.2) 3 (33.3) - p>O.3534 4 _ STAI.£ 

- 35l t S-I~IVE 
5 (55 .6) ~ (19.0) 4 (:xl.B) 5 (55 .6) 6 - ANY ornER 

- I (4 .8) - -
9 (9.5) 21 (22.1) 13 (13.7) 9 (9.5) 

9(100.0) 19 (90. 5) 12 (92 .3) B (88 .9) OIl~(X') RESroSE rulRTC 

- - - I (1l .1 ) - ID.53246 I • !.VERY s::HXl. 9tllD HAVE s:n: 
D.P •• 24 R»I CF ~ lXL-fUlSED !Cl'IVl'l'IB 

- - - - SlrntTICIIa: 2 - ~ rrL-HXl.5ED iICl'IVI1'US 

- 2 (9.5) I (7 .7) - _ p>0.6661 a:NJlURII1': lI\1lE ell )[J!lIDG 'ID 

- 66% t 1HE P!U'ESSICNAL lI.Vfimlllil' (F 
THE 'lE'Q1ER 

9 (9.5) 2J (22.1) 13 (13.7) 9 (9.5) 3 - ~ I:XL-I'al.Sm iICl'IVI1'US ARE 
trn' l.IVlJ'l; UP 'ID 1HE 
WlD'ATI(}IS TIlEY HAVE AlOEEJJ 

4 _ ANY OTIIER 



519 

TABLE 71 

CROSSTABULATION OF' QUESTIONS BY MARITAL STATUS OF' RESPONDENTS 

~ 
MARITAL Sl'A1lfi 

QUESTIONS ImUC 
RESULTS lEY 

snnE MARRIFD Nfl ODIfl{ 

1. Wlat effects do you I :ll (93.8) 56 (91.8) 2(IOJ.0) Q{[~(X') RESKNSE RUBRIC 
think 1.IHilervl.ce ed~tioo 

2 1 (3.1) 3 (4.9) a 3.:rms I = Km'S 'IDDlfllS ~CNALLY 
las CIl teachers? - D.F. a 9 VIAI'il:. 

3 I (3.1) - - SIOOFICNlE 2 = IXE5 trn' MAKE M.rn DIFmIDa 

4 - 2 (3.3) - z p>O.94ffi 10 A 'fF),Q1fl{ 's I'IUtSSICNAL 
= 94% t CIl1PEIDn:. 

CIlllfl 3 = trn' RE'AlLY SJRE !.HAT TFJ.OlEllS 
1UJ'AL 32 (33.7) 61 (64.2) 2 (2.2) IEUVE FIDI IN-SBM:CE ~. 
ani % 4 = ANY 0IllI:R 

NlI!lbers are expressed frequencies of 
respoose. 
NuOOers in JmEI1tre3es are expressed 
as percentages. 

2. ItJw \oO.Ild you rate I 17 (53.1) 36 (59.0) 1 (~.O) Q{[~(X') ~RUBRIC 

the ra:essi ty of raVing 2 13 (40.6) 23 (37.7) 1 (~.O) - 2.94456 1 = VERY NEI:E)ARY 

other fonrs of in-service D.F. z 6 2 z NEI:E)ARY IN 9}1E <DJRSFS 
edocatioo other trcn the 3 - - - SIOOFICNlE 3 = trn' NEI:E)ARY 

trnditicrel coUegHnsed 4 2 (6.3) 2 (3.3) = p>0.8158 4 _ Jl}; 'T iaOII 

provisiCll ? 
- = 81% t Ntrnbers are expressed frequen:ies of 

CIlllfl respoose. 
1UJ'AL 32 (33.7) 61 (64.2) 2 (2.2) Ntrnbers in JmEI1tre3es are expressed 
ani % as percentages. 

3. Ibi \Ere you fi rst I 4 (12.5) 15 (24.6) 2(100.0) Q{[~(X') RESKNSE RUBRIC 
nude m.are of the 2 6 (18.8) 15 (24.6) 

2 14.46532 1 = TImrn 1llE HFAD 
in-rervice prognmre in 

- D.F. - 15 2 ~ TImrn 1llE IEmY HFAD 
your school? 3 5 (15.6) 12 (19.7) - SIOOFICNlE 3 ~ TImrn MY HFAD <F 1E'ARJ}1OO' 

4 9 (28.1) 11 (18.0) - - p>0.49:X) 4 - TImrn 'IHE ~CNAL ~ 
-4'J'!. t 5 = TImrn 0IllI:R ~ CF STAFF 

5 6 (18.8) 3 (4.9) - 6 - ANY 0lllER 

6 2 (6.3) 5 (8 .2) - Ntrnbers are expressed frequencies of 
respoose. 

, 

I 
I 

CIlllfl Ntmbers in JmEI1tre3es are expressed 
1UJ'AL 32 (33.7) 61 (64.2) 2 (2.2) as percentages. 
ani % 

4. I<.hy did you dlride to 1 1 (3.1) - - Q{[~(X') ~Rl1BRIC 

eJl!III8e in school-focused 2 :ll (93.8) fD (98.4) 2(100.0) - 2.27fm 1 = IT WAS CDRll3:RY 
oeti vi ties? D.F. - 6 2 = 10 :n-mM: HY I'IUtSSICNAL 

3 - - - SIOOFICNlE CD1E'EITh(E 

4 - - - p>O.8922 3 - 0lllER STAFF I.m ATIDIDOC - -89% t 4 - Jl}; 'T iaOII 

f 
5 1 (3.1) 1 (1.6) - 5 = ANY 0lHER 

CIlllfl 
Ntmbers are expressed frequencies of 

1UJ'AL 32 (33.7) 61 (64.2) 2 (2.2) 
respoose. 

ani % Nunbers in JmEI1tre3es are expressed 
as percentages. 

5. ItJw regu.lar 1 Y do you I 16 (~.O) 26 (42.6) 1 (~.O) Q{[~ARE (X') RESIU& RUBRIC 
attend &ese oeti vities? 2 12 (37.5) 19 (31.1) - 8.07971 l=~Y - D.F. = 9 2 - qJl'IE FRB1100LY 

3 3 (9.4) 14 (23.0) 1 (~.O) SIOOFICNlE 3 2 INFRB1lElffi.Y 

4 - - - p>0.5261 4 = tIDIER - -52% 5 = ANY 0lHER t 
5 1 (3.1) 2 (3.3) - Ntmbers are expressed freqlEries of 

CIlllfl 
respoose. 

1UJ'AL 32 (33.7) 61 (64.2) 2 (2.2) 
Ntmbers in 1B"'ltre3es are expressed 

ani % as percentages. 

6. For how 1.or6 rave 1 16 (~.O) 45 (73.8) 2(100.0) a[~(X') RESRRlE Rl1BRIC 
l!!!. been involved in 2 12 (37 .5) 14 (23.0) - = 10.29278 1 = 2 YFARS ~ ~mE 
these oeti vities in D.F. - 9 2 = 1-2 YFARS 
this !dull? 3 3 (9.4) - - SIOOFICNlE 3 - 6 l1lffif) 10 1 YEAR 

4 - - = p>O.3273 4 - 1 t1NIH 10 6 ~t:NIHS - _32% 5 _ IN!n 1 t1NIH t 
5 - - - 6 - ANY 0lHER 

6 1 (3.1 ) 2 (3.3) - Nunbers are expressed frequencies of 
~. 

CIlllfl Ntmbers in 1B"'ltre3es are expressed 
1UJ'AL 32 (33.7) 61 (64.2) 2 (2.2) as percentages. 
ani % 
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RfSR}& KOOTAL SOOtE 
QUESTIONS IURIC RESULTS tEY 

SlKl.E K\RRJE) INi 0llD 

7. Ioh3t \oOJ.ld )'OJ say I 3 (9.4) 2 (3.3) - orr -3JlARE (X') RESRN'iE ~le 
about these courses as 2 12 (37 .5) 23 (37 .7) - 13.05273 I c EXcm::ED EXi'lUATICtS. 
regards full illing yoor - D.F. - 18 2 c CAl1E UP 10 DJ'I'I:fATICtS. 
exr.o:tatims of tiel' 3 9 (28.1) Xl (49.2) 2(100.0) SlQill1cm::E 3 - ~ PARTS DID AND ~ DID mr. 

4 6 (18.8) 2 (3 .3) - = p>O.7ffi4 4 .. HAD LITIlE CR t{) PRITIlIDmGlS. 
=7!Y;; t 5" DIFFERED SICMFICA\'lU FIDI 

5 - 1 0.6) - EXF'H:rATICtS • 

6 1 (3.1 ) 1 0.6) - 6 " DISAFroTh'fl}{; 
7 '" ANY 0lllEll 

7 1 (3.1 ) 2 (3.3) - Nunbers are expressed fre:jueocies of 

CIllHI respcnse. 

1OI'AL 32 (33.7) 61 (64.2) 2 (2.2) Nun!:.ers In rarentreses are expressed 

101% as percentages. 

8. lb.' relevanl \oOJ.ld 1 11 (34.4) 14 (23.0) 1 (~.O) arr-~ (X') RESRN'iE rumIe 
you say these OVlties 2 19 (59 .4) 42 (68.9) 1 (~.O) " 5.78201 J " VM REll.VAm' 
t.3ve 0CBl as regards D.F. = 12 2 = ~ ARE RElEVANT 
yoor c.1assrocrn 3 - 2 (3.3) - SlQill1cm::E 3 - mr RElEVA."''f AT AlL 
perfornance ? 4 1 (3.1 ) 2 (3.3) - '" p>0.9267 4,. mr 9JRE 

,,9Zt t S ,. ANY 0lllEll 
5 1 (3.1 ) 1 (1.6) - Nunbers are expressed fre:jueocies of 

CIl1HI 
resp:xlge. 

1OI'AL 32 (33.7) 61 (64.2) 2 (2.2) Nunl:ers In IJ3r8ltreses are expressed 

101% as percentages. 

9. Jb,i nu:h -.ere yoo I 27 (84.4) S5 (<J:l .2) 2(100.0) arr -3JlARE (X') RESroSE rumIe 
lnvol ved In deciding 2 3 (9.4) 3 (4.9) 

.. 1.22887 I = FUlLY IN\U..VED IN m:IDN; RR 
..mt activities to 

- D.F. c 9 HYSEIF • 
atterd? 3 1 (3.1) 2 (3.3) - Sl(}f[F'lCOCE 2 ,. HEJ.ffi) BY vrsrrm:; cn&JLTAm'. 

4 1 (3 .1) 1 0.6) '" p>0.<J:87 3 " mr nMLVED f(f AlL - = em. 4 ,. ANY 0lllEll t 
CIl1HI Nunbers are expressed fre:jueocies of 
1OI'AL 32 (33.7) 61 (64.2) 2 (2.2) resp:xlge. 

101% Nun!:.ers In jJ3re!1treses are expressed 
as percentages. 

10. Jb,i nu:h do )'OJ I 14 (43.8) 29 (47 .5) 1 (~.O) arr -3JlARE (X') RESFCN5E laJBRIe 
agree with argurents tMt 2 17 (53 .1) 28 (45.9) 1 (~.O) 

" Vll785 1" SIIDG..Y ~ 
streSS the glVw'lIlS D.F. = 6 2=~ 

~ of scll:x>J- 3 1 (3.1) 4 (6.6) - SICMFICOCE 3" oor 9JRE 
focused :in-5ervice 4 - - - = p>0.8104 4 .. D~ 
proVl.SiC%1 1Il ~ =81% t 5 - SlIDG..Y D:rsta:EE 
tmehers' professJ.aul 5 - - - Nunbers are expressed fre:jueocies of 

9d.lls? CIl1HI 
resp:nse. 

1OI'AL 32 (33.7) 61 (64.2) 2 (2.2) Nunbers In jJ3re!1treses are expressed 

101% as percentages. 

n. Advocates of s:Tool- I 13 (40.6) 27 (44.3) 1 (~.O) arr --IPJARE (X') RESroSE laJBRIC 
foc:usecl ti Vl ties argue 2 16 (~.O) Xl (49.2) 1 (~.O) 

",6 .gmJ 1 = SIIDn.Y A£m 
tM t wi rlnlt s.rl1 D.F. " 12 2 .. !GlEE 
ac ti vi ties l!\ sdYxlls 3 3 (9.4) 1 (1.6) - SIQill1COCE 3 ,. rrn'T KtGJ 
tmehers becare 4 - 2 (3.3) - " p>0.8S76 4=D~ 

profe5S1cr.al.ly stale. -85% t 5 " sm::J'aY D:r.sN»L 
Jb,i nu:h do )'OJ agree 5 - 1 (1.6) - Nunbers are expressed freqteri.es of 
with this? CIllHI 

resp::nse. 

1OI'AL 32 (33.7) 61 (64.2) 2 (2.2) Nurbers In jJ3re!1tTeses are expressed 

101% 
as perc:mtages. 

12. Jb,i nu:h 1 13 (40.6) 19 (31.1) - orr -sw.RE (X') RESFCN5E fUme 
cantn butiC%1 \oOJ.ld )'OJ 2 17 (53.1 ) 33 (54.1) 1 (~.O) .. 33.729n 1 = A GlfAT r£AL 

say s.rl1 sdml-foc:userl D.F. ,,9 2 .. g}£ \.BffilL cnmmurI(}I 
acti Vl o.es rove f1llde 3 2 (6.3) 7 (J 1.5) - SlCNIFICOCE 3 - 9-1AI.L CIMRIIUI1(}1 
to.ards the profes5l.alal 4 - - - - p>O.OOOI 4 - t{) CINIRIBJI'I(}I 
develOptUll of the - 0.01% * 5 - mr 9JRE 
tmeher? 5 - - - 6 .. ANY 0lllEll 

6 - 2 (3.3) 1 (~.O) Nunrers are expressed freqteri.es of 
resp::nse. 

CIl1HI Nunbers In rarentreses are expres<!ed 
1OI'AL 32 (33.7) 61 (64.2) 2 (2.2) as percentages. 
101% 



\. 

I 

I 
I 

QUESTIONS 

13. ~ to::k 0001 (Jl 

SCJlli! of the sd-ool-
focused activities )'00 

t-eve 8tteroOO. would )'CAl 

say tl-ey would have 
tter as coUege-tnsed 

courses? 

14. fbw \oOUld )'00 CCITpU"e 
sd-ool-focused acd. Vl ties 
with external 8IoW'd-
~ courses as 
regards tI-e professiaal 
developrent of tI-e 
c.l.assroon teecher? 

15. fbw nu:h would )'00 y 
scr001-focused activities 
have succeeded in 
identifying ord 
rectifying DIism tell 

Iloeen ..mt is learnt (Jl 

external courses and tI-e 
ac tual fX'OC.I!SS in the 
c.l.assroon? 

16. Io.hat t of tI-e 
organisatiOl of 
scrool~ activities 
Ioere you ~ 
dissatisfioo with? 

17. Ib.I nu:h effort did 
you have to nuke to 
8 ttero trese scrool-
focusOO activities? 

~ 
IURIC 

SIKll: 

1 2 (63.3) 

2 14 (43.8) 

3 8 (25.0) 

4 7 (21.9) 

5 1 (3.1) 

<Illltl 
'IUI'AL 32 (33.7) 
ord% 

1 27 (84 .4) 

2 -
3 4 (12.5) 

4 1 (3 . 1) 

<Illltl 
'IOTAL 32 (33.7) 
ord% 

1 24 (75.0) 

2 2 (6.3) 

3 2 (6.3) 

4 -
5 4 (12.5) 

<Illltl 
'IOTAL 32 (33.7) 
md% 

1 13 (1,Q .6) 

2 -
3 -
4 -
5 -
6 17 (53.1) 

7 2 (6.3) 

<Illltl 
'IOTAL 32 (33.7) 
ord% 

1 2 (6 .3) 

2 7 (21.9) 

3 7 (21.9) 

4 15 (46.9) 

5 1 (3.1) 

<Illltl 
'IOl'AL 32 (33.7) 
md% 
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HARITAL SrA1lE 
RESULTS KEY 

!oWlRJE) Nff ODlI:1l 

3 (4.9) - arr~ (X') RE)RMSE JaJl'RIC 

27 (44.3) 1 (:Q.O) 
: 5.17638 1 = YES AIL Cf' 1lID1 
D.F. - 12 2 - ro1E WlJlD rolE WlJlD 1m 

17 (27.9) - SICN.IFICAta: 3 - t{) - ~ CF 1lID1 

13 (21.3) 1 (:Q.O) = p>0.9518 4 -1m rulE 
=95% t 5 - Nff 0lHER 

1 (1.6) - Nunbers are expressed frequencies of 
resJXXlSe. 

61 (64.2) 2 (2.2) Nunbers in parentheses are expressed 
as percentages. 

49 (00.3) 1 (:Q.O) arr~ (X') m;FCN:;E JaJl'RIC 

4 (6.6) 
= 10.24936 1 = rotILO&SED CllJRSES ARE - D.F. - 9 INDIREDLY <DRJE) m Io.HAT TIlE 

6 (9.8) 1 (:Q.O) SICN.IFICAta: 'IL\Olffi IS FXmJID m t-m rn 
2 (3 .3) - = p>0.D)7 TIlE Q.ASSIUM. 

-33% t 2 - oomw. CllRlES ARE JnlAILY crm 
rn ~ TIlE 'JF..I(}lffi Frn 

61 (64.2) 2 (2.2) HIS/Hffi n\Y-'JO-.I}\Y ~I 
FXF'rn:ImlS. 

3 - 1m RFAlLY rulE 
4 - Nff 0lHER 
Nunbers are expressed frequencies of 
re5JXXlSe. 
Nunbers in parentheses are expressed 
as percentages. 

'.R (63.9) 1 (:Q.O) arr~ (X') ~ JaJl'RIC 

13 (21.3) 
= 14.84483 1 - mOlD! - D.F. = 12 2 - ~r-tDI 

4 (6.6) - SICN.IFICAta: 3 - mY LITltE 

1 (1.6) - p>O.25ffi 4 - tuIHm; AT AlL - -2St t 5 - Nff 0lHER 
4 (6.6) 1 (:Q.O) Nunbers are expressed frequercles of 

re5JXXlSe. 

61 (64.2) 2 (2.2) 
Nunbers in parentheses are expressed 
as percentages. 

24 ('.R.3) 1 (:Q.O) Q[I~ (X') ~mJlRIC 

- 18.01621 1 .. 'I'lMll{; CF TIlE cru5ES - -
D.F. - 12 2 - <INIDIl' - 'RXl l'RICITOC 

1 (1.6) - SICN.IFICAta: 3 .. CDtIDrr - 'RXl1HlrREI1OC 

- .. p>O.1l52 4 - [j,Q{ CF INFm1ATICN - -11% t 5 - [j,Q{ CF NR:mlARY E<mmSE rn 
6 (9.8) 1 (:Q.O) 'lHE srAFrnG 

26 (42.6) 6-~ - 7 .. Nff 0lHER 
4 (6.6) - Nunbers are expressed frequencies of 

response. 

61 (64.2) 2 (2.2) 
Nunbers in parentheses are expressed 
as percentages. 

5 (8.2) 1 (:Q.O) arr~ (X') RESRN3E mJlRIC 

32 (52.5) 1 (:Q.O) - 23.04134 1 - A MAT !tAL 
D.F. - 12 2 - roE FFRlIT 

4 (6.6) - SICN.IFICAta: 3 - A LlTIlE FFRlIT 

19 (31.1) - p>O.0274 4_~ATAlL - -2% * 5 - Nff 0lHER 
1 (1.6) - Nurbers are expressed frequencies of 

re5JXXlSe. 

61 (64.2) 2 (2.2) 
Nunbers in parentheses are expressed 
as percentages. 
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~ MARITAL srAllB 
QUESTIONS !URIC 

RESULTS KEY 

snnE HARRIDl Nri OIHER 

18. He... enthusiastic are 1 26 (81.3) 48 (78.7) - G!I --m.TARE (X') RESRlBE ruFRIC 
you alx:Alt atten:ling 2 1 0.6) 

a 23.32855 1 = I.!XlCDl:; FmWARD 10 TIID1 VERY t1.Ul 
subsequent school-focused - - D.F. = 12 2 = IDf J.!Xl(DC Rl&1ARD 10 'lHEM 
acti vlti es? 3 4 (12.5) 7 (11 .5) - SIGlIFIcm:E AT AlL 

4 2 (6.3) 5 (8 . 2) 2(100.0) 
a p>O.025l 3 D IDf 3.lRE 
=zt * 4 = ANY OIHER 

CIllffi Nuroers are expressed frequeoc.ies of 
'lOl'AL 32 (33.7) 61 (64.2) 2 (2.2) respcnse. 
1lRI% Nunbers in !BTE!Iltreses are expressed 

as percentages. 

19. \o.tet is the general 1 - 1 (1.6) - G!I --m.TARE (X') RESRlBE RUJruC 
orientatioo of &ese 2 3 (9.4) 7 (11 .5) 

= 1.77455 1 = 'IHHl(EITCAlLY CJUENI'I:l) llMLVll{; 
courses? 

- D.F. = 12 I.IDURES, RFADOC EIC. 
3 3 (9.4) 8 (13.1) - SIGlIFIcm:E 2 = ffiACITCAlLY CJUENI'I:l) llMLVll{; 

4 25 (78.1) 43 (70.5) 2(100.0) - p>0.C}}l7 1IrnI<9n'S, FRllITICN CF 
=99% t aJRRICl.Ill}I MA'rnUAlS EIC. 

5 1 (3 . 1) 2 (3 .3) - 3 D DIS:ll3SICN &\SED 

CIllffi 
4 = A CDIBINATICN CF 1HE 'IHRFL 

'lOl'AL 32 (33.7) 61 (64.2) 2 (2.2) 
MrNE. 

5 - ANY OIHER 1lRI% Nunbers are expressed frequeoc.ies of 
res{XXlSe. 
Nunbers in jEI"entreses are expressed 
as percentages. 

:D. He... '-QlIld you desc:rlbe 1 - 2 (3.3) - G!I --m.TARE (X') RESRN)E RUBRIC 
a school withoot su:h 2 3 (4.9) - 9.34'B7 1 = HEAlJHY 
school-focused activities? 

- - D.F. = 15 2 - VIAIiE 
3 2 (6.3) 5 (8.2) - SIGlIFIcm:E 3 .. tm1AL 

4 :D (62.5) 26 (42.6) 2(100.0) - p>0.8587 4 = srAlE 
-85% t S-~VE 

5 9 (28.1) 25 (41.0) - 6 - ANY OIHER 

6 1 (3 .1) - - Nunbers are expressed frequeocies of 
res{XXlSe. 

CIllffi Nunbers in !BTE!Il&eses are expressed 
'lOl'AL 32 (33.7) 61 (64.2) 2 (2.2) as percentages. 
1lRI% 

21. Fran your 1 29 (CXl .6) 56 (91.8) 2(100.0) G!I --m.TARE (X') RESRRlE RUBRIC 
experiences \hit '-QlIld 2 1 (3.1) 1 (1.6) - 1.16859 1 = E.VERY rom. 9Il!D HAVE SJ-E 
you say alx:Alt &ese 

- D.F. = 12 R»I CF ~ ACI1VlTIE3. 

school-focused activities 3 1 (3.1) 3 (4.9) - SIGlIFIcm:E 2 - ~-RXlBED ACI'IVITIES 
in general? 4 1 (3.1) 3 (4 .9) 

.. p> UXXXl CINIRIH.1IE LTI1lE CR l'lJI}ITN; 10 - t 1HE PlU'ESSICNAL IEVl!IffiIENI' CF 
CIllffi 1HE 'IEAOlER 
'lOl'AL 32 (33.7) 61 (64.2) 2 (2.2) 3 - 9:HXL FtXl.SED ACITVl'l'J}S ARE 
1lRI% tm LIVnG UP 10 1HE EXI'H::l'ATIGS 

'lJlEY HAVE AIUSED. 
4", ANY OIHER 
Nunbers are expressed frequeoc.ies of 
response. 
Ntmbers in !BTE!Iltreses are expressel 
as percentages. 

KEY: D.F.· ~ of FreOOcm 
t • Not Si8Jti.ficant at the Sl level 
* • Significant at &e Sl level 



523 

TABLE 72 

CROSSTABULATION OF QUESTIONS BY 

HIGHEST QUALIFICATION HELD BY RESPONDENTS 

~ 
HIGHEST QUALIFICATION 

QUESTIONS IUJUC RESULTS (EY 
'IlXl1EllS' B.ID. S.A. SS:. P.G.c.E. MNAlOD 

HASIfllS Ph.D 
u:JUU'lUU~ llIH1H\ 

1. Iohlt etfec:t.s do j<lU 1 :llrtOO.O) 17 (94.4) 19 (8'> .4) 16 (94 . 1) 14 (93.3) 2(100.0) - - CHI -I:QJARE (X') RmO.'SE BmIC 
thlJi< izHlervlCe 2 - 1 (5.6) 1 (4.5) 1 (5.9) 1 (6.7) - - - - 53 .51646 1 - KEE'S TfJ£l!ERS 
educ:atJ.a> t-os a> .F. - 18 P!UlSS1Ct1AlLY VIAIU:. 
tmcrenI' 3 - - 1 (4.5) - - - - - SICNIFICAtn': 2 - InS mr t1o\KE fWI 

4 - - 1 (4.5) - - - 1(100.0) - p>O.OOOO ~ 10 A TfJ£llER'S 
• P!UlSS1(}lAL (J}1'EIDa:. 

crIDfl 3 - mr RfAU.Y ~ I.tIAT 
1tJI'AL :!l (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) 'JF.NllEllS IEmE FID1 IN-
1nI% SElMa: CIlJRSES. 

4 - ANY OIHER 

2. IbJ IoO.Ild j<lU rate 1 15 (75.0) 9 (~.O) 9 (100.9) 10 (58.8) 8 (53 .3) 2(100.0) 1(100.0) - CHI -I:QJARE (X') RESR:NSE IUlRIC 
tte nec:ess1 ty ol hav1na 2 5 (25.0) 8 (44 .4) 11 (~.O) 7 (41 .::) 6 (100.0) - - - - 9.56211 1 - VERY NBESARY 
otl'ec fQmll of in- D.F. - 12 2 - NInSSARY IN 9J'£ CIlJ!<SE 
servu:e OOuc:zItial ott..... 3 - - - - - - - - ~IlNlFICAtn': 3 - mr NHE>SARY 
than t/'e trDditJ. 4 - 1 (5.6) 2 (9 . 1) - 1 (6 .7) - - - p>0.6543 4 - !:m'T KtOI 
CDU~ 6St t 
prov1SlOI'I , crIDfl 

1tJI'AL :!l (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
.-.1% 

3. IbJ ..,..., j<lU ~ 1 8 (100.0) :: (11.1) 4 (18. 2) 2 (11.8) 2 (13 .5) 2(100.0) 1(100.0) - Qrr-I:QJARE (X') RmO.'SE BmIC 
ITIIde 0I08t"e of thI Il>- 2 5 (25.0) 8 (44.4) 3 (13.6) 4 (23.5) 1 (6.7) - - - - 39.57al5 1 - nmm 1HE HEAD 
setVlCA! pl"O!II'II"II 111 D.F. -:ll 2 - nnum 1HE ImJIY HEAD 
'fo.Jl" s:t.:>ol' 3 3 (15.0) 3 (16.7) 6 (27.3) 2 (U.S) 3 (3).0) - - - 1sr00FIC»a: 3 - nmm ~rt HEAD OF 

4 3 (15.0) 1 (5.6) 6 (27.3) 5 (29.4) 5 (33.3) - - - p>O.I133 IE'~IENI' 

- 11% t 4 - nmm 1HE PlU'ESSIOOL 
5 1 (5.0) 2 (11.1) 1 (4 .5) 4 (23 .5) 1 (6 .7) - - - 1UItll 

6 - 2 (11.1) :: (9.1) - 3 (:!l .0) - - - 5 - nmm OIHER ~El'1lER5 OF 
SIAFF 

crIDfl 6 - .IN'{ OIHER 
lUI'Al. :!l (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
.-.1% 

4. I.hy did j<lU dec:.lde 1 - - - 1 (5.9) - - - - for!~ (X') RmO.'SE RlJERIC 
to S1!JIIIlI! 111 s:t.:>ol- 2 :1l(100.0) 18(100.0) 21 (95 .5) 15 (IE .::) 15(100.0) ::(100.0) 1(100.0) _ - 7.73352 1 - IT WAS (D1RL9:RY 
fecused act.1VltJ.es' D.F. _ 12 2 - 10 1}1P!U.'E )IY P!lHSSICNAL 

3 - - - - - - - - ~IOOFIC\.'U (D1'EIDXl: 

4 - - - - - - - - - p> 0.1:ll56 3 - OIHER SIAFF WEllE AmNDIN:; 
-811: t 4 - [Ill'T KtOI 

5 - - 1 (4.5) 1 (5.9) - - - - 5 - ANY OIHER 

crIDfl 
1tJI'AL :!l (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
w% 

5 . IbJ regularly do 1 IS (75.0) 7 (38.9) 8 (36.4) 6 (35.3) 6 (100.0) 1 (~.O\ - - prr~(X') RESR:NSE BmIC 
)'OJ own! these 2 5 (25 .0) 9 (~.Ol 7 (31.9) 7 (41.2) 3 (2:>.0) - - - - 36.47817 1-~Y 
octJ.vitlel' D.F. - 18 2 - <m1E FlUi]JENILY 

3 - 2 (11.1) 7 (31.8) 4 (23.5) 3 (2:>.0) 1 (~.O) 1(100.0) - SICNIFIC»a: 3 - INfRFQJENILY 

4 - - - - - - - p>O.UliI 
4 _ NE.VER 

- - -1% • 5 - ANY OIHER 
5 - - - - 3 (:!l.0) - - -

crIDfl 
lUI'Al. :!l (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
1nI% 

6. For !'ow ~ I\)ve 1 18 (<:0.0) 10 (55.6) 13 (59.1) 10 (58.S) 10 (1'6.7) 1 (~.Ol 1(100.0) - pn~(X') RESf(}5E RlJERIC 
.l'!!!. been 1IIvolved 1Il 2 2 (10.0) 7 (38.9) 9 (100.9) 6 (35.5) 1 (6.7) 1 (SO.O) - 29.24ffiS 1 - 2 YFIIRS ffi am: 
these :xu VltJ.es 111 - D.F. - 18 2 - 1-2 YUIRS 
~..:Mol? 3 - 1 (5 .6) - 1 (5.9) 1 (6.7) - - - SIGffi1CA1ll: 3-610ffi5-1 \'Eo\R 

4 - - - _ p>O.O<.SS 4 _ 1 loml - 6 ~om5 - - - - - -4% • 5-lNE!1~ 
5 - - - - - - - - 6 - ANY OIHER 

6 - - - - 3 (2:>.0) - - -
crIDfl 
lUI'Al. Xl (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
1nI% 
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Rf9O&: 
HICHEST QUALIFICATION 

Q UES TION S IUIUC RESULTS (EY 
TfX)fR5' 

IUD. B.A. 83:. P.C.c.r.. 
IDlNOIJ 
~ Ph.D 

IlIPUM\ 

7. -">t w:uJJ "'" ... 1 2 (10.0) - 2 (9.1) 1 (5.9) - - - - On-~ (X' ) RESRl& Rl tmTC 
abwt c:.our.JI!II5 as 

~ 13 (~.O) 8 ( 1./0.4) 5 (21 . 7) 1 (41.: ) 2 (13.3) 135.Cl!559 1 • EIIJl!lll c:xm:rATTO.s 
re<I3l"ds t w f l.l4ro; - - - D.F •• ~ 2 • CA'E UP ill EXP!DATTo.s 
),o .. r e>qn.uu.a ... 0' 3 4 (:0.0) 8 (1.!. .4) 13 (59. 1) 6 (35.3) 8 (53.3) :!ClCO.O) - - la.IDCA'fl: 3 • nlE PARTS DID AND n IE: 
tN!1> ' . 1 (5 .0) 2 (11.1) I (4.5) 3 (17.6) 1 (6. 7) • p> O.Cllll DID /Of - - - • 4 • HAD LII1tE rn t{) 

5 - - - - - - 1(ICO.O) - I'RB:INJrnos 
tJ - - 1 (4.S) - 1 (6. 7) - - - 5 • D1FmlEll SIG,1Ft~.1LY 

FIDl EIJ'ECl"mo.s 
7 - - - - 3 (J).O) - - - 6 • OISAm:lTh'TThC 

CIllIfl 
7. M'YOOIEll 

10DL J) (21.1) 18 (18.9) Z2 (Zl.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
ord% 

8. rb. reie>Wlt '<>.1ld 1 8 (:.0.0) 6 (33.3) • (18.2) 3 07.6) .. (26.7) 1 (~.O) - - pn-~ (X' ) RESlUSE !UlRIC 
)'W my tM9t :! 12 ( /1) .0) 11 (61.1) 17 (n .3) 12 (70.6) 8 (53.3) 1 (~.O) lClCO.O) 

24.79463 I • VDll' REliX"'~T 
acOVlOes M""f' befn - O.F •• 24 2 • nE ARE REli.\'t..\T 
as n.gards )'OJ< 3 - - 1 (4. 5) - 1 (6.7 ) - - - \sra.me»n: 3 • /Of REllVAAT AT ALL 
c..lassroao pcrionroncr' 4 - 1 (5.6) - 2 (!l.8) - - - - • p>0.4170 4 . /Of sn: 

.41% t 5.A.'(f(JJ}iffi 
5 - - - - ~ (13.3) - - -

CIllIfl 
1t1CAl. J) (21.1) 18 (18.9) Z2 (Zlol) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
..-.I: 

9. 'bw ........, YQJ 1 :0000.0' 17 (94.:' ) J) ('.ll.9) 15 (al.2) 9 (W.Ol 2(100.0) 1(100.0\ - Ofi-~'.RE (X' ) RES!US£ RlB!1C 

tmolWld '" ~ ~ - I (5 .6) 1 (4. 5) 2 (1 1.8) 2 (13.3) - - - .!u:mn 1 • FULY III\UXED 1:\ !HJDUG 
...... , UVlt.Le:5 to .F •• 18 R:R ~IYSD.F 
at.tenP 3 - - 1 (4.5) - 203.3) - - - SIa.me»n: 2 • HElPED BY vtSITDG 

. - - - - :! (13.3 ) - - - • p>0.1942 ro.s.uAAT 
·19% t 3 • /Of NlUJED AT AlL 

CIllIfl 4 • A.WanIEJl 
1t1CAl. J) (21.1) 18 (18.9) Z2 (Zl.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
..-.I: 

10. 'U. ru:h do . 1 !O (~.O) 11 (61. 1) 13 (59. 1) S (~ •• ) S (33.3) - - - Ofi-S).JARE (X' ) RES:IlSE Rl!liUC 
.,;ro> .,ttl "'i""""'-S 2 10 (S3.0) 7 (38 .0) q (100.9) 10 (58.5) 8 (53.3) 1 (~.O) 1(100.0) - • :0.31553 I • SIlOG.) .lG<EL 

that stress th! o;:ro.'lT@ O.F. • 12 2 · ;au: 
~ofJd'a;l- 3 - - - 2 (11.8) 2 (13.3) 1 (~.O) - - SIaITFlCA:-a: 3. /Of sn: 
fOCWl>J In-5en"lU 4 - - - - - - - - • p> O.<l>13 4·DIS.aEE 
plO''l.Sla'I lJI ~ .64 t 5. SIRlG.Y ~ 
tII!CterS' prote5Sl 5 - - - - - - - -
...,l.l.:i' CIllIfl 

1t1CAl. J) (21.1) 18 (18.9) Z2 (Zl.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
..-d % 

11. Ad \ttOStas of I 91. 5.0) 10 (55.0) 9 (100.9) 6 (35 .3) 6 (100.0) - IOCO.O) - Prr..,c:oJ.\RE (X ' ) RESlUSE RlJERlC 
scrool-fClOJml 2 11 (55.0) 6 (33.3) 12 (5:..5) 9 (52.9) 7 (46.7) 2(100.0) - 16.'hI'l\ I • sn;m::.r !GID: 

tl'at 
- D.r •• 24 2 • IQ!EE ac.UV'Lues 

VlUwt su:I1 UlIltlflS J - I (5.6) - ~ CI 1.8) 1 (6.7) - - - ~a.mCA'fl: 3 • t:rn'T KIOI 
U8:ren boa:ne 4 - 1 (5.6) - - 1 (6.7) - - - • p>O.85a! 4.DISmE 
pro(...,.,crally Stale . • sst t 5 • SIlOu.r DISllID: 

fb" do "'" IoJ'ft 5 - - 1 (4.5) - - - - -
"" ttl thu' CIllIfl 

1IJrAI.. J) (21.1) 18 (18.9) 22 (Zl.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (l.I) -
rd% 

12. 10. III.Ch 1 10 (~.O) 7 (38.9) 10 (45.5) 2 (II.S) 2 (13.3) I (~.O) - - OlI~(X') RES:OSE !UlRIC 
Ctlntrl buu m IO.Ild )'W 2 0 ('5.0) Q ( ~.O\ 10 (45.5) 12 (70.6) 9 (l:/J.O) 1 (~.O) 1(100.0) - 19.05'l.l6 I. A ~T!EIL 

lsav s.dl 1- O.F •• 18 2 • nE lIDU. comuaT1(}; 
f<XU!Ul UVlUes 3 1 (5.0) 2 ( \l.ll 1 (4. 5) 3 (l7.b) 2 (13.3) - - - STGIIFIe»n: 3 • 9'\\ll. CINl1!m!l101 

to,,-e am u.. 4 - - - - - • p>O.:Ht! 4 • /{) (Th'!RIIl1J1(}/ 

proff5S.aul drYelO\>" 
- - -

• £t 5 ·/Of~ t 
ncnl of the t.mc:h::I" 5 - - - - - - - - 6 • A.>;Y atHI:ll 

6 - - 1 (4.5) - 2 (13.3) - - -
CIllIfl 
1IJrAI.. J) (21.1) 18 (18.9) Z2 (Zl.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (l.I) -
snit 
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RE'iIU&: 
HIGHEST QUALIFICATION 

QUESTIONS RESULTS tEY 
IURlC '!F)(l1EllS • IJJIINJ'D 

<E!TIFJCA'IE s.m. B.A. B.S::. P.C.C.I!:. IlIP!1l1A M\SIElS Rt.D 

13. I..cdc1r4I bod< row a\ 1 3 m .O) 1 (5.6) 1 (4.5) - - - - - alI~ (X') RESR:N;E rutJUC 
I SJIe at W ochool- 2 8 (/.(l.O) 8 (44.4) 11 (SO.O) 6 (35.3) 7 (46.7) 1 (SO.O) 1(100.0) - - 22.0nm I - YES - AU. (F 1IID1 
fcxused lEU VI ueo yw D.F. - 24 2 - 9J'E \oO.lll, 9J'E \oO.lll tm' 
ha ..... attended would you 3 6 (D.O) 5 (27.8) 6 (27 .3) 5 (29.4) 2 (13.3) 1 (50.0) - - SIOOFIC\Ia: 3 - 'l) - !OlE <F 1HEM 
I 53, ~ would t-e ... 4 3 (15 .0) 4 (22.2) 4 (18.2) 6 (35.3) 4 (26.7) - - - - p>O.5782 4 - tm'stIlE 
bem tur 88 coI1_ -57% t 5 - ANY OIliER 
00sed cnr.oea? 5 - - - - 2 (13.3) - - -

CIIJJofl 
1tmIL aJ (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
<nil 

14. lbJ...,wd you 1 17 (85.0) 16 (!fl.9) 15 (68 .2) 15 (!fl .2) 12 (00.0) 1 (SO.O) 1(100.0) - OO~(X') RESIU5E rutJUC 
~ sdlcol-fotUOl'Jd 

2 2 (l0.0) - 1 (4.5) - - 1 (SO.O) - 21.cmoo I - 9:lm.r&\SED (llJRSES ARE 
acu vttleS With - - D.F. - 18 flllE DIRlOLY WRm 10 
ext.erMI~ 3 1 (5.0) I (5 .6) 5 (22 .7) 2 (11.8) 2 (13.3) - - - SIOOFIC\Ia: I.Hl.T 1HE 1f.AOlEl! IS 
courses OS regards W 4 - I (5 .6) 1 (4.5) - I (6.7) - - - • p>0.2748 t:XPB:ml 10 flEE!' IN 1HE 
proi .... cml -27% t Q..\SSIUM? 
devel"""",t of W CIIJJofl 2 • EXrEl~w.. (llJRSES ARE 
classroaD tt!llCter' 1tmIL aJ (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) I (1.1) - H].l\I.Ly am IN amwrn:; 

<nI% 1HE 'IDOlER RR HISIHER 
[\\Y-10-1l.\Y <LIS9O:}1 
J::I1'ERIDllS 

3 - tm' RFAlLY stIlE 
4 _ ANY OIliER 

15. I bw nrh would yw 1 15 (75.0) 13 (72.2) 16 (72.7) 13 (76.5) 7 (46.7) - - - OlI~(X') ~IWRIC 
i say sdYxll-f CJQI!Ie1 2 4 (:D.O) 2 (11.1) 1 (4.5) 2 (11.8) 3 (aJ.Ol 2(100.0) 1(100.0) - - 28.54319 I - VERY flO! 
OCUVH1_ rove D.F •• 24 2. NJf a.rn 
sueeded In 3 - 1 (5 .6) 2 (9.!) I (5.9) 2 (13.3) - - - SIOOFIcw::E 3. VERY unu: 
idmulvtng end 4 - - 1 (4 .5) - - - - - - p> 0.2378 4 - IlJIHl}l; AT AU. 
reculru. nu ..... tth -m t 5 • ;"W OIliER 
be"""", .... t lS laamt 5 1 (5.0) 2 (11.1) 2 (9.1) 1 (5.9) 3 (20.0) - - -
a\ exterrBl CCIUr3C5 <IllHi 
an! W ""o.nl process 1tmIL aJ (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
In W classrocn 1 ond% 

16. Ihlt t of w 1 9 (45.0) 6 (33 .3) 8 (36.4) 7 (41.2) 7 (46.7) 1 (SO.O) - - OO~(X') RESIUSE !aJERTC 
orpu.!Dum of tIwJe 2 - - - - - - - - • 34.14941 I - TlNU{; (F 1HE (llJRSES 

school-fotUOl'Jd D.F. - 24 2 - <INIDfl' - 1m fR.v::nC\L 
ocu vu.1_ """' yw 3 - 1 (5.6) - - - - - - SIOOFIcw::E 3 • <INIDfl' - 1m 'U!8:REI1C\L 
rrast: dilmusfled 4 - - - p>O.C820 4 • U(X (F INRlN-ITICN 
W1th? 

- - - - - - -st t 5 - U(X (F NKlSSARY t:<mmSE 
5 1 (5 .0) 1 (5 .6) 1 (4 .5) - 3 (20.0) - 1(100.0) - IN 1HE STAfI"U{; 

6 10 (SO.O) q (SO.O) 11 (SO.O) 10 (58.8) 2 (13.3) I (SO.O) 
6 -!OlE - - 7 • ANY OIliER 

7 - 1 (5 .b) 2 (9.1) - 3 (20.0) - - -
<IllHi 
1tmIL 20 (21.1) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) I (l.1) -
...Jl 

17. fbw r:h effon: 1 1 (5.0) 1 (5.b) 3 (13.6) 1 (5.9) 1 (6.7) 1 (SO.O) - - CHI -."QJARE (X') RESIU5E RIJIlRIC 
do you rove to ..... to 

2 10 (SO.O) 7 (38.9) q (t.O .9) 5 (29.4) 8 (53.3) 1(100.0) - 25.rol93 I • A GRFAT !FA!.. 
Qttml tOO!!o IIChool- - - D.F. - 24 2 - 9J'E IDtRT 
fCCU!IIJI ocU V\ u.' 3 3 (15 .0) 3 (16.7) 1 (4.5) 2 (1l.8) 2 (13.3) - - - SIQlIFICAl{l:; 3 - A unu: IDtRT 

4 6 (D.O) 7 (38.9) 9 (1.().9) 9 (52.9) 2 (13.3) 1 (SO.O) - p>0.3737 4 - !OlE AT .-IlL - - -37% t 5 _ ANY 0IHEll 

5 - - - - 2 (13.3) - - -
<IllHi 
1OW. 20 (21.!) 18 (18.9) 22 (23.2) 17 (17.9) 15 (15.8) 2 (2.1) I (1.1) -
erd% 

18. Ibw enu...'-UC 1 17 (85 .0) IS (83.3) 16 (72.7) 15 (!fl.2) 9 (ro.O) 2(100.0) - - OlI-S1JARE (X') RfS!U,SE lURIC 
...... you obrut 

2 - - - - 1 (6.7) - 33.04448 I - uncrn:; FmIARD 10 1llEI-1 
otc.rd.lns ~t - - - D.F. - 24 VERY H..Ol 
""",,,,1-1 3 1 (~ .O) 3 (16.7) 4 (18.~) 2 (11.8) 1 (6.7) - - - SIOOFIc:.vn: 2 - tm' uncrn:; ~ARD 10 
OCUVlUes? 4 2 (10.0) - ~ (9 .l) - ~ (26.7) 1(100.0) 

_ p>0.1031 1IID1 AT .-IlL - - -l~ t 3 • Kll' SJRE 
<IllHi 4 - ANY OTIlEll 
1OW. :D (21.1) 18 (18.9) 22 (23.2) J7 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
<nil 



RfSU&: QUEST lOllS lUJ!lC 1FJllIEllS' 
aRI1FIDJE 

19......t 1.S th! gorwaJ. 1 -
onentatlcn of tl"eoe 

2 2 (l0.0) 
CCUI""'" 

3 2 (10.0) 

4 16 (ID.O) 

5 -
CIJl}tI 

1UW.. :a> (21.1) 
lnl% 

:a>. I", \oQ1Jd )'<lU 1 -
daK:n a sd'ool 

2 -Wlt/"oJt sdl s;tQol-
fc:cusal -=t.1V1t1eo? 3 -

4 6 ()J.O) 

5 13 (65.0) 

6 1 (5 .0) 

CIJl}tI 

1UW.. 20 (21.1) 
ml:t 

21. FrCIII )'CUr 1 19 (95.0) 
""1"'<1""'" ..tet \oOJJ.d 2 -
),OU Sly about tl"eoe 
s:tool-focused 3 -
ac.Uvtues 1Il 4 1 (5 .0) 
g<nenl' 

CXIlffi 
1UW.. :a> (21.1) 
lnll 

m: D. F. • t:logrt!M of f'rmdaD 
t • Not S1jpu.f1c:Jnt at th! ~ level 

• 51 SI'1i1c:Jnt at th! ~ level 

HIGHEST 

B.m. B.A. 

- -
1 (5.6) 3 (13.6) 

2 (11.1) 3 (13.6) 

15 (83 .3) 16 m.7) 

- -
18 (18.9) 22 (Zl.2) 

- 2 (9 .1) 

- -
1 (5 .6) 2 (9 .1) 

12 (66.7) 11 (~.O) 

5 (27.8) 7 (31.8) 

- -
18 (18.9) 22 (Zl.2) 

18(100.0) 18 (00.8) 

- -
- : (9.1) 

- : (9.1) 

18 (18.9) 22 (Zl.2) 

/V:ten are ~ tr.quonc1e!1 of response. 
IUtblrs in P'"I'U- are exproosed os I""'C"fltllgeS. 
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QUALIFICATION 
RESULTS [EY 

B.s::. P.G.C.E. IINAlClD 
MASIERS Rl.D IllH1MA 

- 1 (6.7) - - - brr -3lJARE (X') R1'SfO.SE lUR1C 

I (5.9) 2 (13.3) I (~.O) 49.Y:BlIJ I • TIIH:REI1CAlLY CRIDIJID - - gr· 24 IN\U.VThG r..tr:l1.nU'S, 
2 (11.8) 2 (13.3) - - - lQiIFIGIIO: RE\lJDlS E1C. 

14 (82.4) 8 (53.3) I (~.O) - - p>0.ooI7 2 • I'RACI1U\ll.Y CRIDIJID 
0.1% • IN\U.VThG ~, 

- 2 (13.3) - I(Ull.O) - mru:nrn CF OJRRIOJ/.lJ'I 
MA'IDUAlS E1C. 

17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) - 3 • D:&lBS'Il:N BAsrn 
4 • A CDlI1NATIQI <F '!}IE 1llREE 

AIDJE 
5· ANY OJHER 

- - - - - OII-3lJARE (X') R1'SfO.SE IaJ!lRIC 

3 (20.0) 
.45.29552 1 • HElLTIiY - - - - D,F, • )J 2· vwu: 

2 (11.8) 2 (13.3) - - - SIOOFIOO 3. tmw.. 

8 (47 .1) 10 (66.7) 1 (~.O) - - p>O.0362 4. STALE 
.3% • 5-~ 

7 (41.2) - 1 (~.O) I(lCO.O) - 6. ANY ODlEl! 

- - - - -

17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) -
16 (94 .1) 13 (86.7) :(lCO.O) IOCO.O) - orr -sJJARE (X') R1'SfO.SE IaJ!lRIC 

1 (5.9) 1 (6.7) - - - 19.68436 I • EMRY g}[ll, gQJUJ HAVE 
D.F. - 24 IDlE RRI CF 9:lIJlrROlilll 

- - - - - SrcMFIGIIO: .ICl1Vl1TIS 

- 1 (6.7) - - - - p> 0.7146 2 -~ .ICl1Vl1TIS 
-71% t <IlIfRIBJlE urru: (R 

WIlIDG 10 '!}IE 

17 (17.9) 15 (15.8) 2 (2.1) 1 (1.1) - mn:ssICNAL rEVEIJ:Jm.II' 
CF '!}IE IDIJiER 

3 • ~ N::I1Vl'ITIS 
ARE ~or UVThG UP 10 '!}IE 

EXFB::I'.moo 1liE'i HAVE 
AlUSED 

4. ANY 0TIlEl! 



QUEST I ON S 

1. t.mt effocts do you 
think 1n-service 
e:lucatioo has 00 

teachers? 

2. lbJ 1ooOU1d you rote 
tt-e necessity of ha~ 
other forns of in-
service e:lucatioo other 
than the traditiooal 
college-OOsed 
provisioo? 

3. fuw .ere you first 
rrede m.ere of tt-e l.Il-

service progmnre in 
yoor !d-ool? 

4. \o.hy did you decide to 
engage in !d-ool-
focused activities? 

5. lbJ regularly do you 
a ttend these acti vi tics? 

6. For 00w loog rove 
~ been involved in 
these activities in 
~sc:hool? 
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TABLE 7 3 

CROSSTABULATION OF QUESTIONS BY YEARS 

OF T8 \ CHING SXPERIENCE OF ~ESPONDENTS 

~ 
YFARS (F 'IFNJ{]){; lM'ERIFK.E 

IUJUC 
RESULTS KEY 

~ 
2-5 YFA15 5 YFARS 5-10 YFARS CMR 

2 YFARS 10 YFAI5 

1 8(100.0) 11 (91.7) 9 (9) .0) 23(100.0) 37 (00.1) arr~ (X') RESlUBE RllIruC 

2 - 1 (8 .3) 3 (7 .1) = 14.37595 1 = l<EE'S 'ffiIIJ1ER') PlUSSICNAlLY - - D.F. ~ 12 VIAID:. 
3 - - 1 (10 .0) - - SIQill'ICAlIO: 2 ~ InS ~ MAKE M.Ill DIFF'ElIDn: 

4 - - - - 2 (4.8) = p> 0 .2m 10 A 'IEAOlER 'S mHSSICNAL 
= 27%, t ~. 

CIIl.MI 3 = oor REAILY SJRE !.HAT 'IEAOlERS 
'!UrAL 8 (8.4) 12 (12.6) 10 (10.5) 23 ( 24.2) 42 (44.2) IEUVE FID1 IN.-SElM:CE CIlJRSES . 
!nil 4 = ANY aIHER 

1 3 (37 .5) 6 (~.O) 5 (~ .O) 10 (43.5) 3J (71.4) arr~ (X') RESRN;E RUOOC 

2 4 (~.O) 4 (33.3) 5 (~.O) 13 (56.5) 11 (26.2) 
= 14.6939) 1 = VERY NEIE:iARY 
D.F. E 8 2 = NEIE:iARY IN g}1E CIlJRSES 

3 - - - - - SIOOFICAlIO: 3 & tur NEIE:iARY 

4 1 (12.5) 2 (16 .7) 1 (2.4) - p> O.alS4 4 = Inl'T 1QU..I - - = 6% t 
CIIl.MI 
'!UrAL 8 (4 .9) 12 (12.6) 10 (10.5) 23 (24.2) 42 (44.2) 
!nil 

1 - - 2 (;n.o ) 6 (26.1) 13 (31.0) km~(X') RESlUBE RUOOC 

2 - 5 (41.7) - 7 (3J.4) 9 ( 21.4) '" 31.739~ 1 = 1HIUrn '!HE IIE'AD 
D.F. =;n 2 '" 1HIUrn TIlE IERJIY IIE'AD 

3 - 3 (25.0 ) 2 ( :<D.O) 4 (17.4) 8 (19.0) SIG'HFICAlIO: 3 '" 1HIUrn HY IIE'AD (F lE'AKIMENI' 

4 6 (75.0) 1 (8 .3) 3 (3J.0) 13 (13.0) 7 (16.7) = p> 0.0462 4 ~ 1HIUrn TIlE mHSSICNAL ~ 
=4% * 5 - nmrn aIHER ME}1!lI;R'; (F STAFF 

5 1 (12 .5) 2 (16 .7) 2 ( :<D.O) 2 (8 .7) 2 (4.8) 6 = ANY aIHER 

6 1 ( 12.5) 1 (8.3) 1 (10.0) 1 (4 .3) 3 (7 .1) 

CIIl.MI 
IDrAL 8 (8.4) 12 (12.6) 10 (10.5) 23 (24. 2) 42 (44.2) 
!nil 

1 - - - 1 (4 .3) - km~(X') RESlUBE RUOOC 

2 8(100.0) 12(100.0) 9 (9).0) 22 (95.7) 41 (97.6) z 7.CROO 1 = IT WAS (I}R.Jl.':mY 
D.F. - 8 2 = 10 ]}!IDIE HY mHSSICNAL 

3 - - - - - SIOOFICAlIO: CIM!£Im::E 

4 - - - - - i'" p> 0 .5274 3 = aIHER STAFF WERE ATIDIDDC 
=521: t 4 = Inl 'T 1QU..I 

5 - - 1 (10.0) - 1 (2 .4) 5 = ANY aIHER 

CIIl.MI 
'!UrAL 8 (8.4) 12 (12.6) 10 (10.5) 23 (24.2) 42 (44.2) 
!nil 

1 4 (~.O) 3 (25.0) 6 (EO.O) 11 (47.8) 19 (45.2) Prr~ (X') RESRN;E RUOOC 

2 2 (25 .0) 7 (58.3) 3 (3:>.0) 9 (39.1) 10 (23.8) '" 12 .S83:l4 1=~Y 
D.F. - 12 2 = qJI1E FREl1JENILY 

3 1 (12 .5) 2 (16.7) 1 (10.0) 2 (8 .7) 12 (28.6) SI<MFICAta 3=~Y 

4 - - - - '" p> 0.4C01 4 = NEVER - =tm t 5 = ANY aIHER 
5 1 (12 .5) - - 1 (4.3) 1 (2 .4) 

CIIl.MI 
'!UrAL 8 (8.4) 12 (12.6) 10 (l0.5) 23 (24. 2) 42 (44.2) 
!nil 

1 - 5 (41.7) 6 (EO.O) 17 (73 .9) 3S (83.5) Iarr~ (X') RESlUBE RUOOC 

2 5 (62 .5) 6 (~.O) 4 (40.0) 5 (21.7) 6 (14.3) 36 .~ 1 - 2 YFARS CR 11m: 
D.F. - 12 2 = 1-2 YEARS 

3 2 (25.0) 1 (8.3) - - - isrOOFICAta 3 z 6 l1NIH3 - 1 YFAR 

4 - - - - - p> o.am 4 - 1 t-rnIH - 6 ~omB 
= 0 .03% * 5 '" t.tlIlR 1 ~rnrn 

5 - - - - - 6 = ANY aIHER 

6 1 (12.5) - - 1 (4 .3) 1 (2 .4) 

a:I.l»I 
'IUOO. 8 (8.4) 12 (12.6) 10 ( lo.s) 23 (24.2) 42 (44.2) 
!nil 
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Rf!'m&: 
lFAR5 (F 'IF)(}mc EXI'I!RIEO: 

QUESTIONS IUJ{[C RESULTS lEY 
tHIR 2-5 YFARS 5YFARS 5-10 YEARS 

CMl! 
2 lFAR5 10 YEARS 

7. 'oA-et \oOlld you soy 1 - - 1 (l0.0) 2 (8.7) 2 (4.8) PIT -9lIARE (X') RESRlSE !aJlJUC 
about CIlUrgeS as 

2 6 (5:>.0) 5 (53.0) 8 (34.8) 16 ell.l) 19.~ 1 • D.:am:D EXHITATICN> 
reg;srds full l..l.l:iIl! yoor 

-
D.F. - 24 2 - CN-E UP 10 EXPECrATICN> 

elCpOCUlti of ? 3 5 (62.5) 5 (41.7) 2 (4) .0) 11 (47.8) 18 (42.9) ~IcmFICWL 3 - g}lE PARTS DID AND g}lE DID tm 
4 2 (25.0) 1 (8.3) 1 (l0.0) ] (4.3) 3 (7.1) z p>0.7245 4 - HAD 1..lTIl..E rn t'l) PREIDIDmCN> 

= TlJ, t 5 - D:rFmml SIcmFIUlNILY Frol 
5 - - - - 1 (2.4) EXP!ITATICN3 

b - - 1 (10.0) - 1 (2.4) 6 - DISA.Fro:INrN; 
7 = ANY OTIID< 

7 1 (12.5) - - 1 (4.3) 1 (2.4) 

<Il..Lttl 
1\JrAL 8 (8.4) 12 (12.6) 10 (10.5) Z3 (211.2) 42 (44.2) 
lUll 

8. Ib.t relev<lflt would 1 - 6 (5:>.0) 2 (Xl.O) 4 (17.4) 14 (33.3) an -s:w,RE (X') RESRNSE umc 
you say these tivities 

2 5 (62.5) 6 (53.0) 8 (00.0) 17 (73.9) '}b (61.9) = 29.85fl57 1 = VERY REilYAm' 
have as regards D.F. - 16 2 - g}lE ARE Rll1.VAm' 
yoor classrocm 3 - - - - 2 (4.8) SIOOFICAIfl: 3 = tm Rill.\' ANT AT All.. 
perfonmnce? 4 2 (25.0) 1 (4.3) 

~ p>0.0l87 4 - tm SJRE - - - =1% • 5. ANY 01HER 
5 1 (12.5) - - 1 (4.3) -

all.Hi 
1\JrAL 8 (8.4) 12 (12.6) 10 (10.5) Z3 (211.2) 42 (44.2) 
lUI % 

9. Ib.t ITLICh you 1 2 (25 .0) 12(100.0) 10(100.0) 22 (95.7) 38 (<:0.5) orr~ (X') RESRNSE umc 
invol ved in dcci~ 2 4 (53.0) - 2 (4.8) 

-41.28)34 1 = RllY llMLVED IN m::mm; Fell 
\kat tivities to 

- - D.F. - 12 MYSElF 
att.erd? 3 1 (12.5) - - - 2 (4.8) SIOOFICWL 2 - HElm) BY VISITIN:; 

4 1 (12.5) - 1 (4.3) - = p>o.am CThS.JLTANI' - • 3 = tm IN\U.VED AT AlL 
all.Hi 4 = M'Y 01HER 
1UrAL 8 (8.4) 12 (12.6) 10 (10.5) Z3 (211.2) 42 (44.2) 
sd% 

10. Ib.t do you 1 1 (12.5) 7 (58.3) 5 (53.0) 11 (47.8) 2J (47.6) orr -s:}JARE (X') RESRNSE umc 
agreewithar ts 

2 6 (75.0) 4 (33.3) 5 (53.0) 12 (52 .2) 19 (45.2) 
-7.~ 1 = SIIDUX ,I£m: 

that stress gro..'ing D.F. - 8 2 - AGlEE 
inp>r'tatlCeofs:: 1- 3 1 (12.5) 1 (8.3) - - 3 (7.1) SIG-.1FICWL 3 z tm SJRE 
focused in-servu:.e 4 - - - p>0.5319 4 = DIS.A£nE 

provisioo in ~ 
- - - &~ t 5 = SIIDG...Y IJTS.IGiEE 

teachers I prof 5 - - - - -
sIa.lls? all.Hi 

1UrAL 8 (8.4) 12 (12.6) 10 (10.5) Z3 (211.2) 42 (44.2) 
sd% 

11. Advocate. of lrl-ool- 1 2 (25.0) 7 (58.3) 4 (40.0) 10 (43.5) 16 (42.9) orr~(X') ~umc 
focused tivities ~ 2 " (53.0) 3 (25.0) 6 «(1).0) 13 (56.5) 21 (53.0) 

z 22.76YJ 1 • SIIDG...Y Nm 
tha t W1 t..IDJt s.r::h D.F. & 16 2 - ,I£m: 
acti viti.es in s:t-ools I 3 2 (25.0) 2 (16.7) - - - SIOOFICWL 3 • n::N'T J(l{l.' 

teachers 4 - 2 (4.8) - p>O.I4l2 4 - DISflm: 
professicnilly stale. 

- - -
- 12% t 5 - SIKNl.Y DIS./GlEE 

Ib.t au:h do you agree 5 - - - - 1 (2.4) 
with this? CIl.l.tfl 

'1UI'AL 8 (8.4) 12 (12.6) 10 (l0.5) Z3 (211.2) 42 (44.2) 
!niX 

12. Ib.t au:h 1 1 (12.5) 3 (25.0) 4 (40.0) 9 (:J).1) 15 (35.7) orr -31JARE (X') ~IaJPRJC 
Caltrib.Jt.ioo \ooWld 2 5 (62.5) 7 (58.3) 6 «(1).0) 11 (47.8) 22 (52.4) -7.Ym 1 = A OOJ\T lFAL 
you say s.r::h 1- D.F. - 12 2 • rolE t.mu. cnmmmrCN 
focused activities , 3 2 (25.0) 2 (16.7) - 2 (8.7) 3 (7.1) SIOOFIcm::E 3 = 9-1A1L CDmUIlJ11CN 
nnde to.ards 

" - - - - - p>o.an 4 • I'D mmuBJITCN 
professional developrcn - =83% t 5 .. tm SJRE 
of tJ-e ? 5 - - - - - 6. ANY 01HER 

6 - - - 1 (4.3) 2 (4.8) 

'1UI'AL 8 (8.4) 12 (12.6) 10 (10.5) Z3 (211.2) 42 (44.2) 
ord% 
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~ 
YFAI5 (F 'IFJlHl1{; ~ 

QUESTION S IWUC RESULTS KEY 
rnJIR 2-SYFA15 5YFA15 5-10 YFAR> <MR 

2 YFAI5 10 YFARS 

13. lmking back new 00 1 - - - 2 (8.7) 3 (7 .1) arr~ (X') RESRNSE IU.RIC 
!me of the sdY:nl- 2 2 (25 .0) 6 (:1) .0) 4 (40.0) 6 (26.1) 24 (57 .1) = 21.461~ 1 = YES - AlL (F 1HJ:}1 
focused activities you D.F. a 16 2 = s:l'lE 1aJU), s:l'lE IaJU) trn' 
have Bttenied, IooOUld 3 2 (25.0) 3 (25 .0) 5 (:1).0) 5 (21.7) 10 (23.8) SIGlIDC'.AIfl: 3 ~ ~ - N:NE CF 'IlID1 
you Sly they IooOUld ve 

4 3 (37 .5) 3 (25.0) 1 (10.0) 9 (39.1) 5 (11 .9) = p>0.1614 4 = trn' &JRE 
been better as coll~ = 16% t 5 = ANY 0Illffi 
basOO courses? 5 1 (12 .5) - - 1 (4 .3) -

CIlJ10tI 
'\UrAL 8 (8.4) 12 (12.6) 10 (lo.s) 23 (24.2) 42 (44.2) 
ard% 

14. IbI IooOUld you 1 5 (62 .5) 9 (75.0) 9 ('X).O) :!l (87.0) 34 (81.0) arr~ (X') RESRNSE RUlRIC 
0J1IIllre sdY:nl-focused 2 - - - 2 (8.7) 2 (4.8) = 11.28287 1 = SJIXL.&'ill) 0lJRSES ARE MID: 
activities with exterml D.F. = 12 DIRELILY GEARED 10 !.HAT '!lIE 
awmHxming courses 3 2 (25.0) 3 (25.0) 1 (10.0) 1 (4.3) 4 (9 .5) SIOOFIC'.AIfl: 'IfAOlER IS E:XF'fLIID 10 MEEI' rn 
as regards the 4 1 (12.5) - - - 2 (4.8) = p>O.:£)!.8 '!lIE CUSS!n}1. 

professioml deve.lopult = 9Jt t 2 - EXImW.. 0lJRSES ARE mwLY 
of the classrccm CIlJ10tI (IXlJ rn ~ '!lIE 'IfAOlER 
teacher? '\UrAL 8 (8.4) 12 (12.6) 10 (10.5) 23 (24.2) 42 (44.2) Frn fIIS/HER !}\Y - 'J1)...L\\Y Q.ASSIU}j 

lJ'Y.!% ~ 
3 = trn' RFAlLY &JRE 
4 - ANY 0Illffi 

15. IbI nu::h IooOUld you 1 3 (37. 5) 9 (75.0) 8 (00.0) 17 (73.9) 27 (64 .3) arr~ (X') RmrnsE RllIRIC 
Sly sdY:nl-focused 2 1 (12 .5) 1 (8.3) 1 (10.0) 4 (17.4) 8 (19.0) 

z :!l.89:XlS 1 = VERY ~Ull 
activities have D.F. - 16 2=trn'~ 

=eedaI in 1dmtifM 3 1 (12 .5) 1 (8.3) - - 4 (9.5) STOOFIC'.AIfl: 3 a VERY T..ITIU: 
ard rectifM 1IIisult.ch 4 - 1 (8.3) - - - - p> O. I82B 4 - t{J)JIDl; AT AlL 
between wmt is learnt =1& t 5 = ANY 0Illffi 

00 exterml courses 5 3 (37.5) - 1 (10.0) 2 (8 .7) 3 (7.1) 
ard the actual process aJ..l}fl 
in the classroan? '\UrAL 8 (8.4) 12 (12.6) 10 (10.5) 23 (24.2) 42 (44.2) 

!nI% 

16. Wlat aspect of the 1 3 (37 .5) 4 (33.3) 4 (40.0) 9 (39.1) 18 (42.9) arr~ (X') RESRNSE RllIRIC 
organisatioo of &ese 2 - - - - - = 7.4423) 1 = mfn{; CF 1HE 0lJRSES 
sdY:nl-focused activities D.F. = 16 2 = CINIDIT = 10) ffiACI1Q\L 

were you !!!!!!:. 3 - - - 1 (4 .3) - SIOOFIC'.AIfl: 3 = CINIDIT = 10) 'IllEmEI'IQ\L 
dissatisfisl with? 4 - - - - - = p>O.%38 4 = lJ,(]( CF INFt»1A'I'ICN 

-96% t 5 = lJ,(]( CF NEIlSSARY EXmmSE rn 
5 - 1 (8.3) - 2 (8.7) 4 (9 .5) 1HE SfAFFlJ{; 

6 4 (:1).0) 7 (58.3) 5 (:1).0) 10 (43.5) 17 (40.5) 6 - N:NE 
7 = ANY CJl'fIffi 

7 1 (12.5) - 1 (10.0) 1 (4 .3) 3 (7 . 1) 

CIlJ10tI 
1OI'AL 8 (8.4) 12 (12.6) 10 (10.5) 23 (24.2) 42 (44.2) 
Ini % 

17. IbI nu::h effort did 1 - 1 (8.3) 1 (10.0) 2 (8.7) 4 (9 .5) arr~ (X') RESRNSE RUlRIC 
you have to rrake to 2 - 4 (33.3) 3 (:n.0) 10 (43 .5) 23 (54 .8) = 28.24416 1 = A alEAT lEAL 
atte'd &ese sdY:nl- D.F. - 16 2 = g}1E EFRRr 
focused activities? 3 4 (:1).0) 1 (8 .3) 2 (:!l.0) - 4 (9 .5) SIOOFIC'.AIfl: 3 - A L1Tl1E ERR!' 

4 3 (37 .5) 6 (:1).0) 4 (40.0) 10 (43.5) 11 (26.2) - p>O.02% 4 - ~ AT AlL 

-2% • 5 = ANY CJl'fIffi 
5 1 (12 .5) - - 1 (4.3) -

<IIlMI 
'IOTAL 8 (8.4) 12 (12.6) 10 (10.5) 23 (24.2) 42 (44.2) 
!nI% 

18. IbJ enthJsiastic 1 5 (62 .5) 10 (83.3) 9 (<Xl.0) :!l (87.0) :n (71.4) G!I~(X') RESRlBE RUStIC 
are you about Btlalding 2 - - - - 1 (2.4) = 12.m337 1 - r.rocIN:; FmvARD 10 1lIEM VERY 
subsequent sdY:n1- D.F. - 16 Mnl 
focused activities? 3 2 (25.0) 2 (16.7) 1 (10.0) 1 (4.3) 5 (11 .9) SIOOFICAla 2 - trn' r.rocIN:; FCI20JARD 10 1lIEM 

4 1 (12. 5) - - 2 (8.7) 6 (14.3) - p> 0.7375 AT AlL 
=~ t 3 - till 3.lRE 

aJ..l}fl 4 - ANY CJl'fIffi 
'lUfAL 8 (8.4) 12 (12.6) 10 (10.5) 23 (24.2) 42 (44.2) 
Ini% 
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~ 
'iFARS <F 'lFJ{]1Jl{; ~ 

QUESTION S IURIC \ME{ 
2-5 YEARS 2 'iFARS 

19. \,haL is tI'e general 1 - -
orientatioo of tlele 2 - 2 (16.7) 
courses? 

3 1 (12 .5) 2 (16.7) 

4 6 (75.0) 8 (f£J .7) 

5 1 (12 .5) -
<IlJ}tI 

1UI'AL 8 (8.4) U (12.6) 
aMI 

2). !hi IoOOld you 1 - -
describe a school 2 - -withwt 9.J:h school-
focused activ:i ties? 3 1 (12 .5) 1 (8.3) 

4 5 (62 .5) 9 (75.0) 

5 2 (25.0) 2 (16.7) 

6 - -
<IlJ}tI 

1UI'AL 8 (8.4) U (12.6) 
aMI 

21 . Fran yoor 1 7 (87 .5) 11 (91.7) 
experiences ..nat IoOOld 2 - 1 (8.3) 
you say alxlut trese 
school-focused 3 - -
activities in general? 4 1 (12 .5) -

<IlJ}tI 

1UI'AL 8 (8.4) U (U.6) 
aMI 

KEr: D.F • • tegrees of Freedan 
t • Not Significant at tI'e 5% level 
• • Significant at tI'e 5% level 

Numers are expressed frequerc.ies of response . 
Numers in !D1"fYltl'eses are expressed as percentages. 

5 YFARS S-10 YFAR) 

- -
I (10.0) 2 (8.7) 

- 3 (13.0) 

9 (<Xl.0) 17 (73.9) 

- 1 (4 .3) 

10 (10.5) Z3 (24.2) 

- -

- -
1 (10.0) 2 (8.7) 

4 (l,O .O) 11 (47.8) 

5 (50.0) 10 (43.5) 

- -

10 (10.5) Z3 (24.2) 

9 (<Xl .0) 23(lCD.O) 

- -
1 (10.0) -

- -

10 (l0.5) Z3 (24.2) 

RESULTS KEY 
CMR 

10 YFAR) 

1 (2 .4) Prr~ (X') RESIUSE ruFRIC 

5 (11.9) - 7.72.561 1 = 1HEIllEI1CAlLY amNI'ED IN\U..VllC 
D.F. ~ 16 lIDURES , RFADDG ETC. 

5 (11.9) SlrnIFICAtn: 2 = PRACI'ICAlLY amNI'ED IN\U.VllC 

:n (71.4) - p> O.9566 \ornK9IFS, mIllTICN CF 
- 9~ t aJRRIaJIlM MAnRIALS ETC. 

1 (2 .4) 3 - DI!nSSICN lVISED 
4 = A (ll1BlNATICN CF 'THE TIlREE AffJIE 

42 (44.2) 
5 ~ ANY arnrn 

2 (4.8) arr~ (X') RESIUSE rumrc 
3 (7.1) = 12.97375 1 = HFALIHY 

D.F. - 2!) 2 = VIAIi.E 
2 (4 .8) SIOOFICAtn: 3=~ 

19 (45.9) - p> O.8785 4 = STAlE 
= 87% t 5=~IVE 

15 (35.7) 6 = ANY arnrn 
1 (2 .4) 

42 (44.2) 

37 (88.1) arr~ (X') RESRNSE RlJlJUC 

I (2.4) - 12.45738 1 - EVERY g}IXL SDJIll HAVE g}1E 
D.F. = 16 R»I CF 3JlXL-RXl.SED 

1 (2.4) SIOOTICAtn: ACI'IVI'I1E3 • 

3 (7 .1 ) = p>0.7119 2 = g}{XIrFOJEED ACIlVlTIES 
~71% t CINIRIHJIE LITllE (R tlJIHll{; 

10 'THE I'I{HSSICNAL IEVEl.!JMENI' 
42 (44.2) <F 'THE 'ITAQIER. 

3 = g}{XIrFOJEED ACIlVlTIES ARE 
mr uvrn:; UP 10 TIlE 
EXPB:l'ATIOO THEY HAVE AHlEED. 

4 = ANY 0llIER 
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APPENDIX 4 

SELECTED EXAMPLES O~ INSET 

ACTIVITIES IN CASE STUDY 

SCHOOLS AND TEACHERS ' CENTRES 
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APPENDIX 4A 

SCHOOL A THE ORGANISATION OF INSET EXA!vIPLES 

INSET STANDING COMMITTEE 
Held on Tuesday 17th February 1987 

4.00 pm in A3 

t-1embers Fresent: Mr K . Druce , tvlr P . Williams, tvlrs S. Carstairs, 
Mrs A. Paulls , Mr J. Stones, Mrs L. Smaje, 
t-lr J. Franzen . 

Apologies: t-lrs t-I . Waight , Mrs E . Crook, tvlr J. tvtunson , 
Mr M. Williams , Mr B. Barnes. 

1. Review of in-school functions to date (15 participants). 

1 . 1 . t-leeti ng Needs in tvlain Stream Schoo 1 f\1r M. Wright . 

Members felt that the session had been useful in the 
sense that research findings indicated that special 
needs children benefited more from a wider curriculum 
exposure than 'massed practice' in the 3Rs. Mrs Paulls 
suggested, however, that fuxure sessions on this topic 
should be more interactive. 

1.2. True Reasoning Dr D. I. Williams (25 participants). 

f\lembers of the Committee felt that the main value of 
this session was Dr Williams insistence that counselling 
was part of a continuum of interpersonal skills often 
successfully accomplished without any specific 
training in classical non-directive techniques. 
(16 participants) . 

1.3. First Aid . The Committee felt that this course had been 
particularly successful - offering plenty of practical 
activities . Mrs Paulls proposed that this course should 
be offered to a wider audience during the Summer Term 
in school hours. Mr Druce suggested that full use could 
be made of a resuscitation model if the school could 
purchase one of its own. 

Mr Williams suggested that courses of this nature could 
well be offered in future on a consortium basis involving 
other schools . 

The Committee expressed its thanks to all the staff 
and visiting speakers who had contributed to the above 
events. 
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2. Planning for the Spring Term 

1rs faulls agreed to assume responsibility for the 
sessions on assessments and Mrs Car stairs volunteered 
to organise the 13+ options course. The Committee 
agreed that members with responsibilities for events 
should also undertake the publicity. 

After some discussion it was decided to re-schedule 
this term's programme in the following manner: 

a) Record Keeping and Assessments - Mr Druce - 11.3.87. 

b) Assessing Individuals and Groups - Mr Williams - 18.3.87. 

c) Assessments and the Examination Boards - Miss Ward . 

d) ~ublicity and Coordination - Mrs Faulls . 

Mrs Carstairs proposed that the 13+ Options session be 
run on Tuesday 24th March 1987 during TCC time. 

3 . The Commi ttee felt that there were a significant number 
of Scale I teachers in the school without any experience 
of other Hull schools who would benefit from the 
experiences of Scale II, III and IV who had attended 
meetings at their new designate 1988 schools. Mr Druce 
Suggested that organised support counselling on this 
basis would be of considerable help as many Scale I 
staff felt that they were applying in the dark. 

4. After some discussion about school based INSET in 1987-88, 
the Commi ttee agreed that a full programme of events would 
probably not be well supported next year, bearing in 
mind the increased pressure on staff time with both 
current and designate school meetings being held. Never
theless, it was proposed that in general terms INSET 
should be aimed at enhancing old - new 1988 staff 
communications . Mr Druce pointed out that for many staff 
1987-88 would be a two term year, with the Summer Term 
being directed to new school planning. Other members of 
the Committee supported this view and suggested that in 
general schoolbased INSET should adopt a low profiie 
during the winter of 1987 and spring of 1988, reopening 
with new members on the Committee for one 1988 Summer Term. 

5 . There was no further business and the meeting closed at 
4.55 pm . 

J. Pranzen 
26th Pebruary, 1987. 
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fROPOSED INSET PROGRAMME 1986 - 87 

TITLE AND SPEAKERS 

't-leeting Needs in Main Stream Schoo 1 ing' 
t--lr F .Riches, Education Psychologist , H.C.C. 
Mr M. Wright , Adviser Special Educational Needs , 

H.C. C . 
(School wide interest) 

QUER IES TO: Mr M.Williams 

'15+ Counselling Understanding exam entry 
decisions ' • 

Mr T.Buttery, Bransholme High School. 
( Aimed at 15+ tutors, Heads of House, other 
interested staff). 

QUER I ES TO: Mrs M.A.Waight 

'True Reasoning . Squaring Yourselves and 
Others with the Real World'. A common sense 
approach to counselling interviews. 

Dr D.I.Williams , Psychology Department, 
University of Hull. (Aimed at all staff who 
have to deal with children with difficulties). 

QUER IES TO: Mr J.Franzen 

fvlr ~l.Wright. Specia 1 Needs. Fostponed from 
19th November, 1986. 

'FIRST AID - the Basics'. 
Messrs K.Druce and P .Wilkinson, Bransholme 

High School. 
A 2/3 hour course on the fundamentals of 
first aid. This course can be extended to 
certification level (9 hours) if there are 
enough interested staff. 

QUERIES TO: Mr K.Druce and MR P.Wilkinson 

SSESStvlENTS (3 x 1 hours) 
1. Assessing Individuals and Groups -

Elementary Statistics. 
Mr t-l.Williams, Bransholme High School. 
( imed at staff without a mathematical 
background) 

2 . Assessments and the Examination Boards. 
Miss A.Ward, Bransholme High S~hool. 
(School wide interest) 

3 . Record Keeping and Assessments 
C • D • C . Pan e 1 • 
(School wide interest) 

QUERIES TO: Mrs Car stairs 
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MARCH 1987 Guidance for the 13+ OPTIONS. 
Mr T.Buttery, Bransholme High School. 

QUERI ES TO: Mr A. Pattison 

Sur-~t--1ER TERM 1987 ( Dates to be arranged) 
1. Problem Solving for Middle Management (3x1 hOUl 

(i) The Overview - Management Responsibilities 
in Schools. 

(ii) 

(iii) 

Mr Cooling/Mrs Waight 
QUERIES TO: Mrs t--1.A.Waight 

Group Work -Simulated Exercises 
A workshop~ session in which course 
participants attempt to 'cope' with real 
life problems unassociated with the 
present school. 

QUERIE$ TO: Mr J.Franzen 
P lenary Session - Heads of Faculty give 
individual perspectives on the solution 
of hypothetical problems using school 
policy as an overall guide. 

QUERIES TO: Mrs M.A.Waight 

2 . Preparing Good Quality A.V. As 
Messrs Deyes and Holland 
'Good layout and design in the preparation 
of worksheets, posters and overhead 
transparencies etc.' 

( Aimed at all staff) 
QUERIES TO: Mrs E.Crook 

3. Computer Assisted Learning 
Messrs Berry and Symes 
A short course to show that the computer 
and the appropriate software can be more 
than an electronic blackboard. 
( Aimed at staff with little computer 
knowledge) 

QUERIES TO: Mr J.Franzen 

4. Computers in Administration 
Mr Richard Green, Sydney Smith High School. 
A short course designed to show that infor
ma tion such as examination results can be 
properly codified and analysed with the 
minimum of effort. 
(Of special interest to Heads of Faculty's 
etc. ) 

QUERIES TO: Mr J.Franzen 

8th December 1986 
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APPENDIX 4B 

SCHOOL B : OUTLINE OF' THE PROGR.L\Mt-1E OF' 

SCHOOL-F'OCUSED INSET 1984 - 85 

COURSE 

G.G.S. Weekend 
Conference 
The Role of the Tutor 

Special Needs 

Equal Opportunities 

Solvent Abuse 

Word Processing 

The Group Tutor: 
Good Fractice 

PROVIDER 

School-based with 
C.C.D.U. trainers 

School-based with 
S.E.N. Adviser 

School-based with 
C.C.D.U. 
Working Groups 

Teacher led seminar 

Staff trainers 

School-based with 
C.C.D.U./officer/ 
Adviser/Teacher 

DATE 

t-1arch 1984 

June/July 1984 

Jan. /F'eb. 1985 

Summer Term '85 

March 1985 

June 1985 

July 1985 

I have established an Induction Period for the probationers 

which includes their lessons being visited , lesson reports being 

written, interviews with the individuals , the probationers 

visiting lessons within their own school and to other schools 

within the L.E.A., negotiated reports for the L.E.A ., liaison 

with the Advisory Service and the creation of an Induction 

Course. This course has grown to encompass all the probationers 

within the Goole area. The purpose of the course is to 

encourage the probationers to look beyond their own classroom . 

The meetings are held in different locations to further this 

end. The 1984/85 programme was as follows: 
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The Role of the E . W. O. 

Social Services and the Schools 

Survival in the Classroom 

The Psychological Service and the Schools 

Intermediate Treatment 

1981 Education Act 

Visits to Special Schools 

Special Educational Needs 

Nov . 1984 

[Gec . 1984 

Feb . 1985 

March 1985 

March 1985 

May 1985 

April/May 1985 

June 1985 
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APPENDIX 4C 

SCHOOL C: EXAMPLE OF A LETTER OF INVITATION 

TO POTE TI L VISITING SPEAKER FOR INSET 

A. V. Kelly, 
Dean of School of Education, 
Goldsmith's College , 
Lewisham Way , 
London SE14 6N\'; 

Dear tr Kelly , 

21st October 1982 

I am writing to you in connection with an INSET Course 
we are planning to run at this School entitled "Mixed Ability 
Teaching: In Service Training for Staff" . We are a large 
11 - 18 co-educational comprehensive school (approximately 
1,600 on roll) on the outskirts of Cottingham, approximately 
five miles west of Hull . The School is pledged to go mixed 
ability in registration and first year groups from September 
1983. At present the School operates a three-tier banded 
system. 

In preparation for this change, we proposed running 
approximately ten sessions between November and March, 
including one whole day conference at the Hull College of 
Higher Education on February 5th . Some anticipated areas of 
discussion are:-

Theory and methodology 
Transition to mixed ability registration groups 
Curriculum development 
Remedial provision 
Resources. 

I would like to invite you to be a speaker . I have read 
your books with enjoyment and interest. Your Secretary was 
kind enough to suggest that, if you felt able to talk to our 
staff, the week of January 17th might be a possibility, and 
that you preferred mornings. Any day would suit us and I 
would make necessary arrangements to free particularly those 
senior staff and heads of department who would be most 
instrumental in bringing about the transition to mixed 
ability. 
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A. V. Kelly . - 2- 21.10. 1982 

It would be impertinent of me to specify a particular 
subject as the basis of an address to the staff. However, 
expert advice is sought in the following areas:-

a) Why mixed ability groups? 
b) Mixed abili ty classes and the subject teacher. 
c) Jreparing for de-streaming . 
d) What about the remedials? 
e) larking , assessi ng, reporting. 
f) Implicrttions for the curriculum . 
g) ~rovision of resources . 

It might help if I say that after school sessions are 
also planned with subject areas in mind and that the one day 
conference, including the Centre for the Study of Comprehensive 
School from York University , will be angled towards Good 
lractice in Schools . I feel we would benefit most from some 
underst anding of the theory of mixed ability and its 
implications for departments in terms of grouping, resources 
and assessment. 

If you are able to come, would you please indicate on 
which date(s) you would prefer to attend and which time during 
the day would most suit you. We would be happy to agree a 
title if you were able to indicate a preferred area of 
discussion . Fees, travel and other expenses would be paid 
by the Humberside Education Authority. 

We look forward to hearing from you. 

Yours sincerely, 

J. Fawcett. 
Head of English 



10·20 
V,;..d;c 1-,1) 
G~ 

\ 

540 

APPENDIX 4D 

CASE STUDY CENTRE 3 t AN EXAMPLE 

OF A WEEKLY PROGRAMME OF EVENTS 

• 

SEPT' 

!DATE TIME MEETING 

21 - q . '"*' ~v£l~-, 

IJ,.. 

- ~·~O -r Iv.ACu.. ""-- £0{ \0 
- L' <r> - '", '" b Ien f:/(, ., ".I , I , ~ - u·30 ~(""""'-o f!I'c:YV>. .C I () 

_~ 'lI- . sO b b C C, A- - ~!v\L ).-~"" \.",."A~ ~ \"-'> ~. ''" 
{;' /~ k', .N> ..... d.o o?. PIc)- ~~V . ~ . 

v 

- M .O? t-."O _ \;)~" , .... Al...tr \..,.,..k, 1 ~, h '2D 
'\ rud (V'o(' . .s ~ ?\ "" ...... <. eX:: .. ~ 

d 

, ... @ 

2~ ~ 3:). h C1') '7 t c t= -r .[)!l.A .... u .s..c. ~ f ---. 1V.:d. L,) 
1 ~'" ~ i1 DO Q9 - Po",-=-~ , . P':. ~ /,,, t c:v..., ~ : t13) 

.x -, 00 - I :' 0;. 1<'0 1' ,./"'7 (..,;':',,;= (;';, • .:..A ... L .. ' ~.i) (8) 
~eo f'p ,...J.. ..rrl f'lcvv. . Nt:)~u.... ffi 

~ fI 

1 I 15- ~ 1~7(1::~*, !;(.. MAI~~ SD. 2ll-
, 21'\ III 1--J~t..., .... CII • 
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APPENDIX 4E 

CASE STUDY CENTRE 2 I AN EXAMPLE OF 

A PR<XiRAMt-1E FOR A ONE WEEK COUR SE 

• 

11111 Re~r8anfsation INSEr. Scales 1. 2 & 3 

PROGRAMMB 

During these two days the group will examine the aims of education of 
individual institutions and of specific departments or faculties. The course is 
participative in nature. using small groupwork teChniques to look at issues in
cluding Identifying desired learning outcomes. assessment techniques and recording 
of achi evaoen t • 

DAY 1 

DAY 2 

9.00 a.m. 

12.45 p.m. 

4.00 p.m. 

9.00 a.m. 

12.45 p.m. 

1.30 p.m. 

3.20 p.lD. 

4.00 p.m. 

Introductions 
Aims of education - school aims 

"Record of Achievaoent· 

COFFBB 

Aims of education - departmental aims 

LUNCH 
Assessment - Raising the issues 

TEA 

AsSesSlllmt continued 

Day 1 erxis 

M:tthodology 
A series of participative sessions 
1) CI 1mB te bulldlna 
2) Main activity 
3) Debrief (sllJlD8I"Y) 

(Coffee available) 

LUNCH 

Reviewing for assessment and recording 
achievammt 

TEA 

Personal and social development. a Whole 
school philosophy 

Day 2 ends 
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SECONDARY 'GENERAL' COURSE 

DAY 3 
" 

9.00 Issues of continuity between Primary and Secondary 
Phases 

10.15 Video on Primary Curriculum: 

"What are you doing that for?" 

10.50 Coffee 

11.20 "The Primary School Curriculum" 

Some Examples of current practice in Humberside 
Primary Schools, led by Primary Headteachers 

12.45 Lunch 

1.30 Aspects of Curriculum Planning and Practice 
in the early years of the 11 -16 School I 

2.30 Tea 

3.00 Aspects of curriculum Planning and Practice 
in the early years of the 11 - 16 School II 

DAY 4 

9.00 The Common Curriculum with particular 
reference to Year 4 

- Humberside Document 

- 'Better Schools' 

-'National Curriculum' 

10.30 Coffee 

11.00 'Aspects of Curriculum Organisation' 

- Modular approaches and unit accreditation 

12.45 Lunch 

1.30 Meeting Special Educational needs in the 
Secondary School 

2.30 Tea 

3.00 Special Educational Needs Cont. 
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PIGURES -ORGANISATIONAL CHARTS 
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APPENDIX SA 

ORGANISATIONAL CHART OF THE FEDERAL t-lINISTRY 

OF EDUCATION, NIGERIA 

ORGANIZATIONAL CHART OF THE FEDERAL MINISTRY OF EDUCATION,NIGERIA 

STUDENT """lkS 
IURSAlUES 

POREIGN "ID • 
SCHOLARSHIPS 

PIU.D INSPECTOk 

TEACHIJl !.Due" nON 
TECHNICAL muc. 
TRADE CENnES 

YOC" TlONAL !.DUC. 

mJDENf ""AIM 
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APPENDIX 5B 

THE STRUCTURE OF THE SCHOOL SYSTEM 

IN NIGERIA 

THE STRUCTURE OF THE 
SCHOOL SYSTEM 

IN NIGERIA 
XG.C.E (01 OR EQUJ\,. 

I G.C.E. (AIOR EQUI\,. 
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AFPENDIX ~ 

THE RELATIONSHIP BETh/ERN THE FEDERAL, STATE AND LOCAL GOVERm.1ENTS 

IN THE MANAGEMENT OF THE DIFFERENT LEVELS OF' EDUCATION 

THE REU TIONSHIP BETWEEN THE FEDERAL, STATE 
A.ND LOCAL GOYERNMENTS IN THE MANAGEMENT OF 

THE DIFFERENT LEYELS OF EDUCA TION. 

GOVERNMENTAL AGENCY 
LEVEL 

FEDERAL 
GOYERNMENT 

STATE 
GOVERNMENT 

FEDERAL 
MINISTRY OF 
EDUCATION 

STATE 
SCHOOLS 
BOARD 

EDUCA TlONAL 
LEVEL 

Universitie!' and. 
Research Inlltitutes 

Post-Serondary 
Institution!' 

Secondary 
STATE MIN. Institutions 

LOf:AL 
GOVERNMENT 

OF EDUCATION 

Fed. 
INSPECTORATE 
IN STATES 

LOCAL 
GOVERNMENT 
(Local Authority) 
SCHOOLS 
BOARD 

Primary Schools 

I Nu...." School> 
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APPENDIX 5D 

THE STRUCTURE OF' THE SCHOOL SYSTEM IN ENGLAND AND WALES 

.' 

Jp 
GCI' A' lenl 

~RI~HBi lIDOOATlOX ___ - __________ _ 

r------~-~~----__ 
UKIVERSmIS COIJ,1I&BS or , 

!lDUCA1'ION 

(tor teacher 

~al.IJ1ns) 

~0Ll:B GES 0' fOLYTlCHHICS foLUGES 

~GHER ~d acme PI' 
BDUCA1'ION , .B. tua'Jm:R 

~ol1.e. troucmON 
• 

18"~---' --

l~ 

• 
1) 

12 

U 

3D i 
, i 
8 iii 

: I 
~ 

GlWOLUl SBQ)NnARY 

SCJI)()LS IKoDmm 
(mel SCHOOLS 

!eohDioaJ 

AU ~ 
through tie 

Sixth 
:tom 
. college. -

and 00 ___ .SIU SCHOOLS 

I 
S 

IilateraJ 
Soboola) 

lUddle 
~ohoola 

§ 1-__ .... JtJ'RI:;,;,;::_O .. R ________ --=nHS1' 

~ IHl'Am' SCJI)OLS 

• 

1 
JIJRSIRY SCHOOLS AND CLASSES 1 
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APP END IX !iE 

THE STRUCTURE OF THE INITIAL EDUCATION AND 

TRAINING OF TEACHERS IN ENGLAND AND WALES 

, -,
I.IVELS 

2 ',&-

" or 2 -, ' 
~ 

INIT1A.L J:[)tx:ATllm 1ND 'l!V.INll«O at TEACHKRS 

AN EVOLVll'IG PATmU: 19V-78 

... , 

3 ,ear 
I.A or I.Se. 

coune 

POLY'lEC li!;I(; 

1,ear 
PGCE 
; 

COLLEGE OF HIGHeR lIDUCATIClH 

DEGREE • PGCI 

3 or 4 year 
:!I.M 

2 ye&r Dip. H.Ed. 
B.Ed. 

IiCIlOTECHI:IC COLIBGE OF EDUCATllm 

3 or 4 year 
,) II.Ed .m 10---..... Teachers C.rt1t~ate (till 19811) 

sse ClHD:.;;y 

l:CHOOLS 

Vali4atiOD at 4a,ree and professional qualif1cation by university or C.K.A.A. 
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CORRESPONDENCES 
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AI I)ENPIX 6A 
A S ,l\~1I'r ~E (IF '\ r F.TTER Of<~ I;--.JTRnDUCTIOr-; nF THE R~SE,\RCH STUJ)E:"1T rn THE UNIVERSITY OF HULL 
~ INTERNATIONAL EDUCATION UNIT 

~ 
Institute of Education. 

Tel. 0482 -463 1 1 

Professor V A McClelland (Ext 74(1) 
Director 01 the InslItute of Eduuhon 

Mr , C Brock, MA, M Ed (Ext 74(7) 
Chlirmln of the Intem.hon.1 Eduutoon Unit 

173 Cottingham Road . Hull. HUS 2EH 

~?s vrGIORI A TEKENAH B A(Ed) }lEd 

s, I , [" b 

I am writing to introduce l!rs Victoria TeI~enah, who comes from the 

F.ivel-s state of Nigeria and is currently researching for the writing of 

a. doctora.1 thesis late:- in the year. She is 0. bone. fide full time 

rese arch stuc.ent, anc. a pe:'son of g :", eat rell abili ty and intee;ri ty.. 

Urs 'fe!:er.ah' 6 fi eld. of ir.terest is in the in-service educc.tion and 

traininf, ' of teache:'s, anc. ir. Particular the role and operation of school-

besed in-service provi sion . It is likely thc.t when she return s to Nigeri a 

Ehe will plaY a signifiCant part in the developr:er.t of in-service 
.. 

o?portunitie s fo:' teachers, and. given the proble~s of pro,,"iding ' teache:-s' 

centres in t::any Parts of that country it , would seer. that school- based 

operations If.C .. Y be particularly desirable, HOl'iever, at thi B stage she i E 

lr:terestec. to vir;.tt 6Pver=.J. sch~~ls: rlth ~ rec~~=- cf '!':~=!:. c,'f -t.:-...!.s ~:r~..:., 

. and colle .... gues in thl E Department/ Inctitute heve recoT',oended yo~r Echool 

to me i n thi s r e sp ec t . 

I an writing to ~S}: , therefore, whether you would be w.illlnG to receive 

such e. request from ~:rs Tekenah , and if your response is in the 

a.f:irr.a.tive I shall put her in touch with you in order to make ~ illitial 

dc..te . lLeall time , maY I thank you ve~~-7ch in anticipation of your reply, 

and for &lYing this request .your J0,9-'Si er'e,tion. 
~// // 

V \ .11 •. 0 ,/. Y J;7 
j,rJ---' (~ ~ ~ 

COLIN BROCK 'M). ~Ed Chairman, International Education Unit and Supervi Eor 

o f rrs 'feI~enah ' 6 f.tudieE. 
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APPENDIX 68 

A SAMPLE OF to. LETTER PROM A SCHOOL 

GRA~TING }'ER~lISSION TO THE RESEARCH STUDENT 

EM/RGC 

Mr. C. Brock, 
Chairperson of the International Unit, 
Institute of Education, 
University of Hull, 
173 Cottingham Road, 
HULL. 

Dear Mr. Brock, 

Mrs. Victoria Tekenah 

13th January, 1986 

Thank you for your letter of 8th January. We would be willing to 
receive a request from Mrs. Tekenah to visit this school and would supply her 
with the information she requires on school-based INSET. She will not see any 
in operation at present because of Industrial Action. There are, however, 
other forms of Staff Development continuing. 

Yours sincerely, 

Deputy Headteacher 

--~---
---.~ 

..-' 
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APPENDIX 6C 

LETTER OF' INTRODUCTION TO RESPONDENTS 

IN RIVERS STATE 

THE UNIVERSITY OF HUll 
INTERNATIONAL EDUCATION UNIT 

T .. OIIID .... " 
"'-wA~tl.IO_, 

~.-- .. -
.. C ..... II"' ....... -. 

~ oiE.clucll11Clft. 
In eaa..-..-. "'*'-Hull. HUfI 2EH 

o...-. ___ ~ 

~§ .V!9t;Qr;V* .I5If!(W.§§9 ,~FiQl.tftg • . 

Th1:s is to certify that Mrs Victoria Tekenah is a 
~ngs'!1l' full-time student of this Institute and 

vers Y t reading for the Degree of Doctor of 
P~losophy. ~e survey she is undertak.1ng is a 
central part. of her research and will form a 
s1gn1.f1cant section in her Thesis. Consequently t 
I should be IIDSt grateful for any support and co
operation you may be able to give to Mrs Tekenah 
if and when she approaches you. 

Hay I thank you most sincerely in anticipation of . 
your assistance to Mrs Tekenah. 
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