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INTRODUCTION

Educational With the coming to independence of many

expansion formerly dependent countries in the past two
decades or so there have been striking deve-
lopments in the field of education. The widely
held conviction that in education lies the keyv to
future progress and a better way of life for all,
has led governments to give educational deve-
lopment top priority in their planning and con-
sequently to devote to it a major share of
scarce resources, financial and human,

The problem There has thus been a remarkable and very
of teacher rapid physical expansion of educational facili-
supply ties at all levels, but more especially in the

field of secondary and higher education, in
response to the need for educated and trained
manpower in all sectors of national development.
The need to staff the new and expanded schools,
colleges and universities has been a major
problem, met in part by recruitment from
external sources, but increasingly dependent
on the establishment and rapid expansion of
national facilities to provide both pre and in-
service teacher training. The latter has fre-
quently taken the form at secondary school
level of intensive upgrading type courses for
selected primary or intermediate teachers,
enhancing the status of those concerned but
having the unfortunate effect of depriving the
primary schools of some of their best and most
experienced staff. The rapid increase in the
numbers of ‘secondary school leavers has,
however, made it possible increasingly to con-
centrate on the initial training of academically
better qualified students.

Although the primary education sector has not
usually grown in size as rapidly as the
secondary there has, nevertheless, been an
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ever-growing demand for more school places,
if only as a result of population growth; and it
has to be remembered that many countries can
still provide even a basic education for no more
than half of their primary school-age children.
Here too, then, the demand for more teachers
has been urgent and has in part been met by
in-service and emergency training programmes,
more especially for the large numbers of un-
qualified and under-qualified teachers in the
field,

As educational expansion has gone ahead,
however, there has been a growing and wide-
spread concern amongst those professionally
involved as to the nature and quality of the
education provided at all levels. The purposes,
content and methods of existing school curri-
cula have been questioned, both in terms of
their relevance to the requirements of rapidly
developing modern economies and to the no less
important cultures of the society or societies
involved, Concern that the strictly limited
financial and human resources available should
be used to the best possible effect has been
another element in this re-examination of edu-
cational aims and practices. All this has taken
place at a time when the sum of knowledge has
been growing at an ever-increasing pace and
when our fuller understanding of the psychology
of learning has led to radically new emphasis
in the teaching of many areas of the curriculum,
notably in mathematics and the sciences.

One of the major outcomes of the re-thinking
stimulated by such factors as these is to be
seen in the efforts of many countries - by no
means uniformly successful - at curriculum
reform and development. 1t has become all too
clear that changes in the content, and even
more in the methods, of teaching and learning,
can only become a reality il the teachers -
and this means the very large numbers of
existing teachers, especially in the primary
schools - are adeguately prepared for change
by a process of re-training, Curriculum reform
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has thus provided a major impetus to the very
considerable in-service training programmes
which have been launched in developing
countries in recent years. This applies
equally to those long-term upgrading pro-
grammes for unqualified and under-qualified
teachers and to the shorter courses aimed at
introducing new materials and developing
specific skills. Further, what is involved, as
Dr Beeby points out in his "The Quality of
Education in Developing Countries", is not
merely the acquisition by the teacher of a new
method or technique but the understanding and
acceptance of a new purpose in education.,

Both the rapid growth of educational systems
and at the same time the need to devise and
implement a more suitable kind of education
have thus presented those concerned with a
major challenge, Whilst more and better pre-
service education and training has been seen
to be needed and has indeed often been pro-
vided, the speed of growth and change has, in
addition demanded large-scale efforts to
provide re-training and further training for
the mass of serving teachers who will continue
to set the educational standards for a good
many years to come,

It is against this background of widespread and
varied work in the field of in-service training
that this handbook is offered. 1t sets out to do
two main things: first, in Part 1, to consider,
in the light of experience, the many problems
involved in the planning and carrying out of
in-service programmes; second, in Part 2,

to provide a number of Case Studies of recent
significant in-service programmes of varied
types and from a variety of situations and
countries., These provide illustrations of the
different ways in which the problems
discussed in Part 1 have been, and are being,
tackled in the field. In Part 3 we include
certain observations and conclusions which we
feel can be drawn from the Case Studies cited
and from other general experience in the field

3



of in-service teacher education. The biblio-
graphy will assist the reader who wishes to
go further.

It should be emphasized that in no sense does
this handbook pretend to be a complete "how-
to-do-it" manual, Simple and easy answers do
not exist for what are difficult and complex
problems. Circumstances vary widely from
country to country, and even within countries,
and must obviously be the base on which plans
are built for the further education and training
of the teaching profession., We have not,
however, in the past been as ready as we
might have been to learn from relevant
experience - including failures where publi-
cized - elsewhere. It is this sharing of
experience in a major area of educational
concern that it is hoped to assist and
encourage by the production of this handbook.
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MATTERS FOR CONSIDERATION
IN PLANNING IN-SERVICE
TEACHER TRAINING

In recent years many developing countries
have taken a fresh and more critical look at
the role of education within the context of
overall national development. New concepts
of education have evolved, both formal and
non-formal, and these have often been
formulated in forthright terms, setting the
goals for all - teachers, parents and others -
concerned in education.

To take but one example, Kenya has stated its
educational aims as being that

(a) Education must serve the needs
of national development,

(b) Education must assist in fostering
and promoting national unity.

(¢) Education must prepare and
equip the youth of the country so that
they play an effective role in the

life of the nation, whilst ensuring
that opportunities are provided for
the full development of individual
talents and personalities.

(d) Education must assist in the
promotion of social equality and train
in social obligations and responsi-
bilities.

(e) The educational system must
respect, foster and develop our rich
and varied cultures.

New national goals such as these cannot be
achieved by an educational system that has
. >Wn up in response to other objectives.

Consequently, acticn is urgently needed to
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help teachers adjust to the new directions that
education is being asked to take.

It is immediately apparent that the quality of the
teaching profession is a factor vital to the
achievement of such aims, and further, that
any plan for its upgrading cannot wait for the
production of new and better qualified teachers
from the colleges and the universities., The
existing teaching force, which will set the
standards for some years to come, must be
helped to adapt to their new roles without
delay for they will be the backbone of the
teaching profession for the rest of this
century,

Dr Beeby in his "The Quality of Education in
Developing Countries" has suggested that there
are four main stages through which most
school systems have to pass and that it is very
difficult, and even dangerous, to attempt to
force a school system directly from, for
example, Stage 2 ("Formalism") to Stage 4
("Meaning"). In this situation the state of the
teaching profession is crucial as indicated by
the general level of teachers' education and
training and thus their capacity for improve-
ment; their status in the community; their
morale; their stability within the profession
and their continuity of service within the
schools. In practice, at any one time a number
of levels of education and professional compe-
tence is likely to exist and this will be
reflected both in the provision for in-service
training and in the priority given to any single
aspect of it,

The aims of the school system, as indicated
earlier, have been stated in general terms;
less frequently in more specific operational
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terms. The importance of a clear definition of
objectives is obvious in that it points to the
kind of education desired and so to the know-
ledge, skills and attitudes the teacher will need
in order to be fully effective. In such a situa-
tion the planning of an in-service programme
becomes more meaningful and its execution
more likely to be fruitful,

A good example of this process is to be seen in
the case of Nigeria in Case Study 8. Here the
national educational objectives, at both primary
and secondary levels, were laid down at the
1969 National Curriculum Conference, Then,
within the framework provided by this docu-
ment, the 1971 Primary workshop at lbadan
worked to produce detailed, specific objectives
and syllabus guidelines in six subject areas.

It was then left to the Regions to take the next
step and to translate these guidelines into
experimental syllabuses with supporting
materials for teachers and pupils.

The innovations that have been introduced as
a result of curriculum development have left
many teachers ill-equipped to implement them
without further training. But whether new or
old, there are questions about the curriculum
that will influence the nature of any training
given,

Is it centrally devised and controlled, or is
there some degree of local variation and initia-
tive allowed or encouraged? Is it closely geared
to prescribed pupils' and teachers' books? Is

it in a stage of relative stability or one of major
change and innovation? The answers to such
questions will determine the content and methods
of in-service training courses.

The school buildings: Are they weather-proof?
Secure? ls there storage space? What school
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furniture is provided? Are there lockable
cupboards for materials? Can children's work
be displayed? Is there a reasonable supply of
learning materials - number apparatus, card,
paper, paint etc.? How large are the classes?
Is group work practicable? Are the schools
difficult of access - or inaccessible at times?
These and many other matiers vitally affect

the ability of teachers to make good use of what
they may learn on an in-service course, and
will in some degree determine the nature of the
course itself,

Professionally competent and experienced

staff for in-service courses are an obvious
prerequisite to success. But such people are

in very short supply and, almost without
exception, have full time jobs to do as teachers'
college tutors, inspectors and the like.
Planning must therefore take account of the
staff resources likely to be available, which
should not be over-stretched, and might
consider the advisability of building up a
nucleus of staff with full time in-service
responsibility - whether as organizers or as
the staff of specially created in-service
centres or "extension" departments of teachers'
colleges. (see Case Studies 6,7 and 8). What-
ever the means employed, it is vital that the
staffing aspect of any development be planned
most carefully and that maximum use be made

of all available talent,

Few countries anywhere have yet built up an
administrative support adequate to the develop-
ment of a national in-service teacher training
effort. And yet a programme well conceived
and conducted professionally may fall down if
it lacks the understanding and support of the
educational administrators. This is particularly
so at the post-course stage. Consequently in-
service training for educational administrators
is now seen as a vital element in educational
development.
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There was a time when in-service training of
a limited kind could be carried out at no great
expense by providing modest supplements to
the budgets of local education officers and
inspectors, This is no longer so in the condi-
tions of today. Considerable provision on a
national basis is necessary and even this, in
the case of major programmes, has now often
to be supplemented by outside, frequently
international, agencies; as in the case, in
varying degrees, of all the programmes
described in the Case Studies in Part 2,
Account also has to be taken of the longer-term
financial implications of any major in-service
training programme, where this includes an
element of "upgrading".
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NEEDS AND PRIORITIES IN
IN-SERVICE TRAINING

A realistic assessment of the educational
situation having been made, the most urgent
development needs, both quantitative and quali-
tative, become clear. It may, for example, be
that the education provided for children in the
lower primary grades is of a very formal and
authoritarian type allowing little scope for
young children's creative and imaginative
activities. The remedies may well be varied,
such as smaller classes, more and better
reading texts, materials for creative play,
number apparatus and so on - but all depending
for their effective use on the re-training of
the teachers concerned or, in the case of un-
qualified staff, on their initial training.

Thus, if a policy decision were to be taken
that the first priority in in-service training for
the next three years should be the upgrading of
the professional competence of all teachers of
the first three primary grades, a detailed
planning exercise would then have to be under-
taken to translate this major aim into a pract-
cal programme within the resources likely to
be available. (Factors to be taken into account
in such planning are considered later under
"resources").

From a professional viewpoint the general aim
already decided on must be broken down into a
number of specific and clearly stated objectives
for the course, or series of courses, to be
undertaken. In this way the various elements
which go to make up the desired improved
professional expertise can be identified. This
will be of great assistance to those called on to
organize and teach on in-service courses and
will also provide criteria for evaluating the

11
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effectiveness of the courses both in the shorter
and longer term,

In his study of "In-Service Teacher Training
in English-Speaking Africa", carried out in
1967-1968, Graham Trevaskis notes that, in
the 13 countries surveyed, it is possible to
identify courses initiated to achieve 7 major
objectives, as follows:

(a) Initial training for unqualified
teachers,

(b) Upgrading professional quali-
fications.

(c) lmplementing curriculum change.

(d) Developing and evaluating
curriculum materials.

(e) Developing professional skills,

(f) lmproving administration and
supervision,

(g) Orienting participants to new
responsibilities.

Trevaskis' detailed analysis makes clear that
a wide variety of course patterns have been
developed in pursuit of these major objectives.
This is to be expected bearing in mind the
varying local conditions and the absence of any
established structure for in-service teacher
training comparable to that which exists for
pre-service training in most countries,

It is, however, clear that the first two of the
major objectives are in a rather different
category from the others, and in two respects,
The objectives themselves are very broad and
in practice must include, as suggested earlier,
a number of more limited specific objectives;
and consequently the courses developed to
achieve those broad objectives are usually
long-term, rarely less than one year and often
stretching over three years or more. Whereas
in earlier years, such courses have often been
full-time and residential, and extravagant in



money and staff, more recently, with the much
larger number of teachers involved, they have
tended to take on the pattern of a series of
short residential vacation courses together
with correspondence assignments and some -
times radio broadcasts. (See "Modes of
training"). The importance of clear and
realistic definitions of objectives for such
courses is well illustrated in the case of the
Nigerian "Teachers' In-Service Programme"
of recent years ¥ where, not only would it
appear that the capacity of the majority of the
teachers involved to profit from the planned
programme had been over-estimated, but, more
important, the goals set and the means used to
assess the work of the teachers were, in
retrospect, seen to have been inappropriate.

It might, therefore, be advisable, wherever
practicable, for a large-scale in-service pro-
gramme, even when carefully planned, as in
the Nigerian case, to be preceded by a smaller-
scale "trial run". In this way unforeseen
difficulties might be brought to light and
appropriate action taken. Staff would also have
the opportunity of trying out and revising their
programmes as necessary.

Courses geared to the other five objectives
noted by Trevaskis would seem for the most
part to have been likely to be much shorter in
duration, ranging from one half-day to about
a month, although not always taken in one
block. Where this has been the case,
experience suggests that it is essential for
the objectives to be both strictly limited and
closely related to the current work of the
teachers in their schools.

Consider, for example, the need to introduce
primary school teachers for the first time to

* Aleyideino, S.C. and Hawes, H.W R,
"TISEP: A well planned in-service
programme that didn't quite work".
Teacher Education in New Countries.
Vol, 12 No. 1, May 1971.

13
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an environmental studies approach through a
new curriculum. The objective, stated in such
broad terms, for one five-day course for 50
teachers of different primary grades, might all
too well result in a generalized programme of
lectures illustrated by reference to the new
curriculum and to the materials, such as
teachers' guides which, one would hope, had
already been prepared and tried out in a sample
of the schools. How effective such a course
would be in terms of the teacher's approach in
his classroom is open to doubt.

On the other hand the objective stated in such
terms as "to give teachers of primary grade 4
first-hand experience of a local environmental
study in such a way as to prepare them for
similar work with their pupils as part of the
new curriculum" might well produce interesting
and useful results, more particularly if a
series of short local follow-up courses were
possible so as to provide the essential inter-
action between course and classroom,

The temptation, for worthy enough reasons, to
attempt too much, on too broad a front, in a
short period must be resisted. The principle of
limitation certainly should apply in the case of
our objectives c-g, more especially where, as
is so often the case, time, staff and money are
themselves limited.
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RESOURCES FOR
IN-SERVICE TRAINING

As the tempo of in-service teacher training in
many countries has speeded up in recent years,
it has often led to situations lacking any over-
all pattern or planned development. Local,
regional, national and international bodies of
many kinds have become interested and

anxious to make their contribution. Thus over-
lapping and duplication of effort have been
common and the need for some order and
control has become urgent.

On the one hand the size of the task has made
assistance from all sources welcome, On the
other hand such help from a variety of
quarters has needed to be welded together into
a choherent overall, planned and progressive
programme, Thus, national councils and co-
ordinating committees representative of the
main agencies have often had to be set up to
plan and to ensure the fullest co-ordination of
all available resources. Integration and co-
ordination, together with realism and
continuity have thus become the guiding princi-
ples for those who plan in-service teacher
training,

The number and nature of the various agencies
involved varies considerably from country to
country, but may include any from the
following sources:

Foreign

- International agencies e.g.
Commonwealth Secretariat,
UNESCO, UNICEF

- Foreign government agencies e.g.,
USAID, ODM, SIDA

15
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- Foundations e.g.
Ford, Carnegie

- Cultural organizations e.g.
British Council

National

- Central ministry of education

~ Local education authorities

- Teachers' associations

- University institutes of education
- Religious organizations

Correspondence institutions

Radio and television authorities

t

Examination councils

Whatever the body, or bodies, involved in any
particular programme, the national ministry of
education, through its central inspectorate or
other appropriate arm, will almost certainly
have the final responsibility for ensuring that
it is properly organized and conducted in line
with its overall plan and policy. This should
not, however, imply any undue interference
with the way in which the course director and
his staff carry out their task from day to day.

A further point that may be made under the
heading of planning is the desirability of having
a national body, perhaps a "National Council
for Teacher Education" which has responsibility
over the whole field of teacher education,
including pre-service and in-service training.
Lack of co-ordination between pre-service and
in-service programmes has not been unknown
in the past. The two should clearly be planned
as inter-related parts of a continuing process.
Teachers' experiences during their initial
training must, for example, determine the
extent to which they are likely to benefit from
particular kinds of in-service training.
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Full-time
in-service
staff

As with the schools so with any in-service
training programme, the numbers and quality
of the staff available are obviously of the first
importance to the achievement of the objectives
that have been set, Only in very recent years,
however, - and for good enough reasons - has
much attention been given to this matter.

The sources of recruitment for either full-time
or short-term in-service staff are likely to
come from;

- University and teachers' college
lecturers

- Inspectors and advisers
- Headteachers
- Selected class or subject teachers

- Specialists employed in national
curriculum development centres,
resource centres, media production
centres, etc,

- Specially recruited expatriate staff

In each case the main requirement will be that
the person concerned is both knowledgeable
and experienced in the area of education
concerned. Also, as far as possible, that he,
or she, is able to follow the in-service course
work through, with teachers, into the school
and classroom situation. One might add, too,
the ability to establish, at an adult level, the
right sort of relationship with experienced
teachers, both qualified and unqualified.

In practice, however, the field of recruitment
is usually not a very wide one and a great deal
of use may have to be made of a relatively
small number of suitable staff.

These are needed for the longer projects of
one to three year or more as when the object
is to upgrade or retrain major categories of
serving teachers. A number of countries have
now set up full-time in-service colleges or
centres for this purpose with appropriate

17
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staffing. An example is the National In-Service
Teachers' College (NISTCOL) near Lusaka,
Zambia; another the In-Service Training
Centre at Kano, Nigeria.

Such centres may, in addition to long courses,
also provide a series of shorter residential
courses for anything from three weeks to three
months duration. Since the range of work
covered may be very wide, the permanent
tutorial staff need to be supplemented for
varying periods by others with particular
qualifications or experience,

In any case it should be recognized that the job
of the full-time in-service tutor is a particu-
larly demanding one requiring, as already
suggested, a combination of qualities not very
commonly found. The situation, too, may be
one in which different courses, or courses at
different levels, are run simultaneously, or
alternatively, where a large number of
teachers are put through the same programme
in a series of "repeat" courses. The good,
effective, in-service tutor is thus likely to be
a fairly rare bird and consequently needs
incentive and status to enable him to give of his
best under frequently difficult and taxing
conditions, It is arguable that a job of this
nature should be undertaken for not longer than
two or perhaps three years at a time, at the
end of which the tutor would return to his
substantive post in school, college or inspec-
torate, Full time staff may also be required as
in-service -organizers, at national or regional
level, in which case their duties are primarily
administrative and their function to make all
necessary arrangements to ensure the smooth
running of the planned courses.

By far the majority of those involved in teaching
on in-service courses do so in addition to their
normal duties and are therefore available for
only brief periods - a few days to a few weeks
at a time - usually in school holiday periods.



Finance

The main problem here is likely to be the
heavy demand on the time of the more
experienced tutors for frequent participation
in in-service courses on top of their regular
work in school, college or elsewhere. A good
course requires time for adequate preparation
by the staff of course programmes and
materials - a task which can be assisted by the
production of "course guidelines" over a wide
area of the school curriculum. Such guidelines,
or "suggestions for in-service course tutors",
could be prepared centrally by small subject
panels at various levels and might include
sample course outlines, lists of books and
materials etc, At a time of widespread in-
service activity and pressure on staff such
guidelines could be very useful without being
at all restrictive. Examples of such guidelines
are to be found in the tutors' handbooks for the
"Headmasters' and Unqualified Teachers'
In-Service courses in Kenya" described in
Case Study 4.

One strictly practical question is whether such
short-course tutors should receive additional
payment for their work. Practice and opinions
on this vary from country to country. Certainly
tutors, as well as teachers, are human and
react favourably to a reasonable incentive,

No country can afford to enter on a major
programme of development in in-service teacher
training without first making detailed estimates
of the financial implications, both short-term
and long-term.

The annual budget for in-service teacher
training must take account of a number of major
items, including:

- Transport for staff and participants

- Catering for residential courses
(less any payments made)

- Staff allowances

19
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- Teachers' replacements in their
schools (necessary in the case of
long courses)

- Equipment and materterials

- Electricity and fuel etc.

In the case of major projects there may also
be capital and/or maintenance costs for
buildings including staff housing. In such
cases, however, there may be an element of
international aid which could extend also to
the provision of staff and materials.

Inevitably the funds available may fall short of
requirements, in which case economies will
have to be made in the programme even to the
extent of some courses being postponed until
a later date.

An accurate check on the real expenditure on
courses must also be kept and this could
usefully be worked out in terms of a unit cost
such as the cost per teacher per day. Such a
costing exercise would enable more realistic
future budget estimates to be made.

There are, in addition, significant long-term
financial consequences of any major in-service
programme which is concerned to upgrade
unqualified or under-qualified teachers. This
is especially so as a very large proportion of
any education budget is taken up by teachers’
salaries. Any Ministry of Education must thus
look carefully at its future commitments arising
from in-service courses.

Most countries under-use their schools and
colleges which often lie empty for several
hours in the day and at weekends, as well as
for up to 12 weeks in the year during holiday
periods.

In theory, therefore, there ought to be no
shortage of accommodation for in-service
courses, either residential or non-residential.
In practice, however, the demand for courses,



especially residential, tends to be concen-
trated in one or two favoured periods as, for
example, shortly before the new school year.
Further, long courses require, as already
noted, their own accommodation in special in-
service centres or colleges, or alternatively
they take up teaching and accommodation space
in existing teachers' colleges.

The extent to which in-service courses can be
run on a non-residential basis (desirable for
reasons of economy) clearly depends almost
entirely on local geography. In a large town or
a rural area with many schools and reasonable
transport facilities, there need be no major
difficulties, either during holiday periods or
during term time at weekends. One in-service
programme for teachers of young children used
local schools during term time in a series of
5-day courses drawing teachers in from near-
by schools. A room was set aside for the
teachers' use in each school and children were
brought in from time to time for demonstration
and practice purposes. The programme proved
to be very economical to run and enabled
continuing and close contact to be maintained
with children under normal school conditions.

As with other aspects of in-service organiza-
tion accommodation for courses is a matter
requiring careful long-term planning in rela-
tion to national and local conditions and with
the need for economy always in mind.

21
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TEACHERS' SUPPORT
SERVICES

The courses and short term attachments that
are able to meet the specific objectives of in-
service teacher training are not well suited to
the continuous process of renewal that is
implicit in lifelong education. For this, addi-
tional resources are required, so that the
teacher can be supplied with:

(a) Intellectual nourishment and
stimulation,

(b) Practical and material support
for his day to day teaching.

Long established resources cater for some
aspects of these needs and it is a matter of
encouraging teachers to make the fullest use
of them. For other aspects, the resources are
still under development and teachers have an
opportunity of influencing and shaping them,

Teachers are accused, sometimes justifiably,
of not reading educational research and not
keeping in touch with trends through educationa
publications. The problem is understandable in
that teaching can be an absorbing occupation in
itself and completely satisfying. Nevertheless,
a valuable dimension in teaching is lost by those
who choose to ignore the literature.

Textbooks are for study and do not come into
the category of resources for lifelong educa-
tion considered here. Teachers' journals and
educational research publications, on the other
hand, provide the kind of news and information
of which each teacher should be aware if he is
to make the claim to be professional. Such
publications can help to stimulate new ideas
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and bring about positive change in the way the
teacher does his work, They can also
encourage him to reflect upon what he is
trying to do, so leading to that rewarding
experience of inspiration in which new ideas
are born and new experiments attempted.
Teachers should therefore discipline them-
selves to the inclusion of such resources in
their intellectual diet.

The economics of education is such that
governments can afford only a very small
proportion of their teachers to be involved in
courses of in-service training at any one time
if that training should take them out of the
classroom and make their replacement
necessary. But they look more favourably on
systems such as correspondence education
that enable teachers to further their education
while remaining on the job.

Correspondence courses, aimed simply at the
intellectual enrichment of teachers do not at
present exist. As yet, all courses are
designed to help teachers pass specific exami-
nations in the furtherance of their careers.
But the growing number of institutions which
offer correspondence courses and the
increasing variety of subjects covered by these
courses, make correspondence education a
resource that the teacher should not ignore. It
offers a means of advancing his knowledge,
deepening his understanding and broadening
his interests; and the Commonwealth
Secretariat has brought out a publication *
giving details of correspondence institutions
and the courses they offer in order to provide
precise information to people in all walks of
life who want to further their education by
correspondence.

* Correspondence Institutions in the
Commonwealth 1976
Commonwealth Secretariat
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Broadcasting organizations in developing
countries regard education as a major element
in their total schedule of programmes. Broad-
casts to schools and teachers' colleges repre-
sent only a part of this service and so teachers
can derive benefit from the many other pro-
grammes that carry information about educa-
tional developments or which discuss educa-
tional issues.

Today, teachers in a number of countries are
being invited to share in programme production
so that matters that really concern the pro-
fession can be tackled in ways that are relevant
to them, Also, outside broadcasting performed
in schools together with phone-in techniques
and such like, are offering teachers the oppor-
tunity to share constructively in their own
continuing education.

New dimensions of communication have been
demonstrated in the Pacific region by the use
of the artificial satellite PEACESAT. This has
been used by educationists and others in the
island communities to converse with each other
on professional matters and to hold radio
conferences. The full potential of educational
broadcasting in all its varied aspects is yet to
be fully grasped by teachers.

Teachers often complain of the lack in their
schools of adequate resources for learning and
teaching, and how this lack hinders lesson
preparation and innovation., The cost of
providing such resources, at least in the case
of primary schools in developing countries, has
been prohibitive. Consequently, in the normal
course of events, teachers have been denied
any share in devising and producing teaching
materials other than those which they could
make by hand from local materials.

As a counter to this problem, countries have
been taking up the idea of resource centres
and media production units. For example, the
Tivoli resource centre in Grenada was
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developed as part of the Caribbean Mathematics
Projects to help with the production of teaching
materials, today offers teachers the services
of a small staff of skilled personnel and a
certain amount of technical equipment such as
typewriters, photocopier, offset litho printing
machine, collator, sticher, and guillotine for
producing materials which teachers or their
classes have devised; and it does so at cost
price,

In Fiji, a rather different support service for
teachers is provided by a Ministry of Education
textbook production unit at Nasinu Teachers
College. This unit works closely with the
country's curriculum unit where its staff of
forty five curriculum writers double as school
advisers to devise and implement new curri-
cula in the schools. A rather similar relation-
ship exists between the Jomo Kenyatta
Foundation and the Kenya Institute of Education
where the latter acts as the developer and
distributor of new curricula while the former
provides all the technical resources for
printing and publishing.

Resource centres at institutional level, are
essentially multi-media lending libraries with
low priority given to production. At regional
and national levels, the priorities are
reversed because of communication difficulties
so that in place of lending, greater emphasis
is paid to production.

In recent years the rapid development of
Teachers' Centres * in Britain has attracted
widespread interest, not least in a number of
developing countries, Initially these Centres
were established to provide in-service and
study facilities for teachers involved in new

* Teachers' Centres
Edited by R.E. Thornbury, Darton,
Longman and Todd, 1973.
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curriculum work, particularly in mathematics.
In more recent years they have widened the
range of their activities and facilities con-
siderably and provide not only a variety of in-
service courses to meet local needs, but also

- cater for teachers' curriculum study
groups (for the production of materials
for use in local schools);

- provide a library service, usually of
a reference nature;

- have a range of educational equipment
and apparatus (including films and
tapes) for demonstration, practice
and often loan to schools;

- provide workshop facilities (wood,
metal, clay etc.) for teachers;

- act as a meeting place and social
centre for teachers with a common
room and limited catering facilities,

Teachers' Centres vary in size, facilities and
function, Some are large, with lavish acco-
mmodation., Others are merely a room or two
within some institution, Some offer first class
photographic, recording and reprographic
facilities and a good range of basic materials
from which teachers can produce their own
teaching aids. Some also have printing equip-
ment that rivals that of commercial firms., At
the other end of the scale, there are teachers
centres that can boast little but a friendly and
willing part-time warden,

In areas with a high density of schools, there
has been a tendency for teachers' centres to
specialize in particular fields of education,
Some have become Mathematics Centres, others
Social Studies Centres, and so forth. But,
where they have to serve an extensive geogra-
phical area, they have generally tended to be
comprehensive in the service they offer.
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The staffing and management of a teachers'
centre is important if it is to function effec-
tively., Usually a Warden is put in charge of

the Centre and he is given secretarial and
possibly technician help to assist in running it,
The Warden is generally an experienced
teacher with good organizing ability and a
pleasant welcoming manner, for public relations
play an important part in his job., He must also
be a person who understands the need for and
the techniques of curriculum development.
Additional staff members consisting of
experienced teachers, may be seconded for
limited periods to help build up resource
materials and carry out in-service training,

but every effort is made to keep the permanent
staff as small as possible so that the programme
can be kept flexible,

The management committee usually consists of
a representative of the Ministry of Education
or Local Education Authority, depending on
which of these is responsible for the Centre,
together with representatives of local primary
and secondary schools, teachers colleges and
any Institute of Education that may be in the
area, This committee plans the programme of
courses and other activities held at the Centre,
The school teachers' representatives ensure
that the programme responds to local teachers'
needs while the higher institutional representa-
tives are able, through their knowledge of
experts, to suggest suitable people to lead the
activities.,

The pattern of the programme that emerges
from such a committee will naturally vary, but
the options are not unlimited, and so there are
usually elements of the following:

(a) Lectures and very short seminars
held after school.

(b) Conferences lasting a whole day
or even a weekend.

27



Teachers!
centres and
communication

The location
of a teachers"
centre

28

(¢) Workshops covering a series of
after school sessions either on
successive days or on the same week-
day for several weeks.

(d) Exhibitions of new books, teaching
materials and technical equipment,

(e) Exhibitions of children's work in
local schools to illustrate the imple-
mentation of new curricula.

() Exhibitions or demonstrations of
local teachers' bright ideas and
innovations to stimulate and inspire
other teachers.

In addition, the Teachers' Centre will provide
teachers with information on current events
likely to be of interest and relevance to them,

Maintenance of effective communication links
between teachers and the Centre are vital.
This is only partly achieved by the teacher
representatives on the management committee,
Better links result if a teacher in each local
school is appointed as the Teachers' Centre
representative, This teacher can keep the
Warden informed of the wishes and reactions
of his colleagues with regard to the Centre's
programme and, at the same time, keep his
school informed of its current activities. In
addition, however, most Centres' have found
it useful to publish a regular newsletter giving
information about the programme, lists of
recent acquisitions of books, materials or
equipment, and any educational news of local
interest.

The whole concept of a Teachers' Centre is
based on the necessity for its being a place to
which the teachers it serves have easy access,
Consequently great care has to be given to the
choice of location, As a rough guide, no
school should be said to be served by the
Centre if the form of transport normally used
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by teachers involves more than two hours
travel to get there,

1f no site fulfills this requirement of access, it
is best to think of alternatives such as
motorized mobile units containing film projec-
tion and exhibition materials together with some
of the technical equipment that a Teachers'
Centre would normally possess. Units of this
kind already exist and are generally staffed by
crews of two or three trained personnel who
travel from place to place within the area
served and "camp'" at school sites. Teachers
are invited to make intensive use of a unit
while it is with them, Another alternative is

to make temporary Teachers' Centres by
providing and equipping a room or two in a
school for a term or so at a time. Such
centres can achieve greater results because
of the longer time they are open to teachers,
but it is difficult to find staff willing to keep
up the nomadic life imposed by either these or
the mobile units,
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PARTICIPANTS FOR
IN-SERVICE TRAINING

In the conditions of educational change and
development obtaining in almost all developing
countries today the need for in-service
training appears limitless and ranges across
all levels and types of staff. These may be
briefly summarized as follows:

(a) Primary and secondary levels
- Unqualified teachers
- Qualified teachers

- Headteachers

(b) Teachers' college level

- Potential and recently appointed
tutors

- Experienced tutors

(c) lnspectorate
- New recruits to the Inspectorate

- Experienced inspectors

(d) Educational administration

- Provincial/regional and district
education officers

Decisions on priorities at national level will
determine which categories of staff will, in any
given period of time, receive major attention

in the in-service programme,. In practice, the
need is likely to be such that few, if any, major
groups will be entirely excluded. Further,
since it is clear that the implementation of
curriculum change is a main purpose of many
in-service programmes, a new development at
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one level will automatically involve staff at
other levels. For example, in order to imple-
ment a newly devised and tested primary
science curriculum, with its materials, it may
be decided to mount an in-service training pro-
gramme on such lines as:

(a) A national-level course for key
staff - senior inspectors and heads of
science departments in-teachers'
colleges,

(b) Regional-level courses for district
inspectors, assistant inspectors and
other college tutors,

(¢) District-level courses for head-
teachers and teachers from selected
schools, timed to correlate with the
progressive implementation of the new
curriculum in the schools.

(d) A series of local school-based
one-day courses to follow up the
district-level courses, and staffed by
the district inspectorate and college
tutors.

The carrying out of a programme of this nature
is a complex operation. There will be numerous
practical problems to be tackled and difficult
decisions to be made. What are these likely to
be, as far as the various participants are
concerned?

The main problem here would seem to be the
sheer size of the teaching force, unqualified
and qualified, in need of in-service training.
Ghana had in 1971 some 33,000 primary school
teachers, of whom about 42% were unqualified.
In 1970, in Kenya, the comparable figures
were 45,000 and 27%; in 1973 in Jamaica
10,000 and 47%; in Malaysia in 1971 the
figures were 45,000 and 21%. Such situations
pose considerable problems of selection, and
the criteria to be used in the selection process,
. ~re particularly in the case of major pro-
grammes for unqualified teachers. Their
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academic standards and capacity to benefit
from in-service training have to be assessed,
possibly by some form of written examination,

Even in the case of qualified teachers it cannot
be assumed that their previous education and
training, especially in the case of older
teachers, has been such as to enable them at
all easily to profit from further training. In
Kenya, 63% of the qualified primary teachers
in 1970 had no more than a primary education
themselves; in Malawi 86%; in Sierra Leone
54% . Paradoxically, therefore, it may well be
that those selected for in-service training are
those who are least in need of it, and vice
versa. And yet the teacher supply situation
usually makes it necessary to continue to
employ all, qualified and unqualified, who are
willing to offer their service,

Deciding on Increasingly, too, the provision of incentives

incentives for professional advancement is seen as a
major problem in in-service training, With the
numbers involved at the primary level Govern-
ments clearly have to approach this matter with
considerable care in view of the likely financial
implications. The keen competition for places
on upgrading courses at various levels is
sufficient evidence of the effectiveness of the
incentive i.e. upward movement to a higher
salary scale. Such courses however, tend to
be relatively long, residential, or partly resi-
dential, with participants on full salary, and
so very expensive in themselves, particularly
when the teachers concerned are away from
their schools for considerable periods and
replacements have to be found, The award of
one, or perhaps more, increments is thus an
alternative form of incentive for certain types
of courses and this may well be geared to
"a credit" system for in-service courses along
the lines proposed in Papua New Guinea. For
most shorter in-service courses, however, no
direct financial incentives are likely to be
available; and at primary level the opportuni-
ties for promotion in any meaningful sense are
so limited that this prospect is hardly calculated
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to provide an effective substitute for financial
reward, It may, very well be agreed however,
that a teacher may reasonably be expected

from time to time to devote a weekend in term
time or a week or two in a school holiday
period to activities which aim at helping him,

in a period of change, to do his job more
effectively. He should not, however, be out-of-
pocket as a result of fulfilling such an obliga-
tion. In many countries it may be the in-service
staff, especially college tutors and inspectors
rather than the participating teachers who may
justifiably feel over-stretched. It has not been
unknown for such men and women to be required
to serve at one and the same time both as
course tutors and as members of staff training
courses,

The crucial role of the primary school head-
teacher in building up sound educational
standards-has long been recognized. However,
many good heads of former years have been
overtaken by more recent educational develop-
ments and the number of schools, and thus of
heads, has greatly increased. Thus head-
teachers, as in Kenya, now figure increasingly
in in-service courses, particularly those
concerned with improving administration and
supervisory skills. Where new curriculum
developments have been to the fore, the need
for headteachers, as well as members of their
staffs, to be fully aware of, and sympathetic to
such changes, has frequently led to their
personal involvement in curriculum courses
from an early stage. The realization that
change involves the whole school and its orga-
nization has led in some cases to the whole
school staff, rather than individual teachers,
being regarded as the proper unit for further
education and training; such is the case in the
current phase of Lesotho's in-service pro-
gramme, (see Case Study 1)

Here the problems have been less acute
because of the much smaller numbers. The
needs, however, have often been very real,
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particularly in two areas. First, many secon-
dary schools have been staffed in part by
professionally unqualified staff, mainly young
graduates straight from university. For many
of these, teaching may only be a temporary
measure before moving on to a better paid job
elsewhere, Others, however, may not find this
possible or may wish to make teaching their
career. Professional qualification can then be
obtained either by full-time attendance for a
year at a university education department or by
a series of shorter courses during vacations
of the kind recently introduced at the Institute
of Education, Zaria, Nigeria.

Second, the demands being made by curriculum
developments, particularly in science and
mathematics, are requiring the re-training of
