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INTRODUCTION 

With the coming to independence of many 
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 key to 
future progress and a better way of life for a l l , 
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 h a s , nevertheless , been an 

Educational 
expansion 
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eve r -g rowing demand for more school p l a c e s , 
if only as a r e s u l t of populat ion growth; and it 
has to be remembered that many coun t r i e s can 
s t i l l p rovide even a basic educat ion for no more 
than half of t h e i r p r i m a r y school -age c h i l d r e n . 
Here t o o , t hen , the demand for more t e a c h e r s 
has been urgent and has in p a r t been met by 
i n - s e r v i c e and emergency t r a in ing p r o g r a m m e s , 
more e spec ia l ly for the l a r g e numbers of un-
qualified and under-qual i f ied t e a c h e r s in the 
f ield. 

New thinking 
on schools 
and the 
cur r icu lum 

As educat ional expansion has gone ahead , 
however , t he re has been a growing and wide-
sp read conce rn amongst those p rofess iona l ly 
involved as to the na tu re and qual i ty of the 
education provided at all l e v e l s . The p u r p o s e s , 
content and methods of exis t ing school c u r r i -
cula have been ques t ioned , both in t e rms of 
t he i r r e l evance to the r equ i r emen t s of rap id ly 
developing modern economies and to the no l e s s 
important cu l tu re s of the soc ie ty o r soc ie t i e s 
involved. Concern that the s t r i c t l y limited 
financial and human r e s o u r c e s avai lable should 
be used to the best poss ib le effect has been 
another element in this re -examina t ion of edu-
cat ional aims and p r a c t i c e s . All this has taken 
place at a time when the sum of knowledge has 
been growing at an e v e r - i n c r e a s i n g pace and 
when our fuller unders tanding of the psychology 
of l ea rn ing has led to r ad ica l ly new emphasis 
in the teaching of many a r e a s of the c u r r i c u l u m , 
notably in mathematics and the s c i e n c e s . 

New modes One of the major outcomes of the re - th ink ing 
and methods stimulated by such fac tors a s t hese is to be 
of t ra in ing seen in the efforts of many coun t r i e s - by no 
for t e a c h e r s means uniformly successful - at cur r icu lum 

reform and development . It has become all too 
c l e a r that changes in the con ten t , and even 
more in the methods , of teaching and l e a r n i n g , 
can only become a r ea l i t y if the t e a c h e r s -
and th is means the ve ry l a r g e numbers of 
exis t ing t e a c h e r s , e spec ia l ly in the p r i m a r y 
schools - a r e adequately p r e p a r e d for change 
by a p r o c e s s of r e - t r a i n i n g . Curr icu lum 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 y e a r s . 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 ski l ls . Fur ther , 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. 

The need 
for in-service 
teacher 
training 

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 p re -
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. 

About this It is against this background of widespread and 
handbook varied work in the field of in-service training 

that this handbook is offered. It sets out to do 
two main things: f i rs t , in Par t 1, to consider, 
in the light of experience, the many problems 
involved in the planning and carrying out of 
in-service programmes; second, in Par t 2 , 
to provide a number of Case Studies of recent 
significant in-service programmes of varied 
types and from a variety of situations and 
countr ies . These provide illustrations of the 
different ways in which the problems 
discussed in Par t 1 have been, and are being, 
tackled in the field. In Par t 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 
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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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Part 1 

Planning and Organising 

In-Service Teacher Training 
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MATTERS FOR CONSIDERATION 
IN PLANNING IN-SERVICE 
TEACHER TRAINING 

National In recent years many developing countries 
educational have taken a fresh and more critical look at 
objectives 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 te rms, setting the 
goals for all - t eachers , 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. 

(c) 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 personali t ies . 
(d) Education must assist in the 
promotion of social equality and train 
in social obligations and responsi-
bil i t ies. 
(e) The educational system must 
respect , foster and develop our rich 
and varied cul tures . 

New national goals such as these cannot be 
achieved by an educational system that has 
grown up in response to other objectives. 
Consequently, action 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 universit ies. 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 pract ice , 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 i t . 

New tasks The aims of the school system, as indicated 
for schools ea r l i e r , have been stated in general terms; 

less frequently in more specific operational 
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t e r m s . The impor tance of a c l e a r definition of 
object ives i s obvious in that it points to the 
kind of educat ion d e s i r e d and so to the know-
l e d g e , sk i l l s and a t t i tudes the t e a c h e r will need 
in o r d e r to be fully ef fec t ive . In such a s i tua -
tion the planning of an i n - s e r v i c e programme 
becomes more meaningful and i t s execut ion 
more l ikely to be frui t ful . 

A good example of th i s p r o c e s s i s to be seen in 
the c a s e of Niger ia in C a s e Study 8 . Here the 
national educat ional ob j ec t i ve s , at both p r i m a r y 
and seconda ry l e v e l s , we re la id down at the 
1969 National Cur r icu lum C o n f e r e n c e . Then , 
within the framework provided by th is docu-
ment , the 1971 P r i m a r y workshop at Ibadan 
worked to p roduce de t a i l ed , specific objec t ives 
and syl labus guidel ines in six subject a r e a s . 
It was then left to the Regions to take the next 
s tep and to t r a n s l a t e these guidel ines into 
exper imental sy l l abuses with suppor t ing 
ma te r i a l s for t e a c h e r s and p u p i l s . 

New The innovat ions that have been in t roduced as 
c u r r i c u l a a r e s u l t of cu r r i cu lum development have left 

many t e a c h e r s i l l -equipped to implement them 
without fur ther t r a i n i n g . But whe the r new o r 
o ld , t h e r e a r e ques t ions about the cu r r i cu lum 
that will influence the na tu re of any t r a in ing 
g iven . 

Is it c e n t r a l l y devised and c o n t r o l l e d , o r i s 
t h e r e some deg ree of loca l va r i a t ion and in i t i a -
t ive al lowed o r encouraged? Is it c lose ly g e a r e d 
to p r e s c r i b e d pupi ls ' and t e a c h e r s ' books? Is 
it in a s tage of r e l a t i ve s tabi l i ty o r one of major 
change and innovation? The a n s w e r s to such 
ques t ions will de termine the content and methods 
of i n - s e r v i c e t r a in ing c o u r s e s . 

Phys i ca l 
fac i l i t i es 

The school bu i ld ings : Are they wea the r -p roo f? 
S e c u r e ? Is t h e r e s t o r age 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 e tc .? How large are the classes? 
Is group work practicable? Are the schools 
difficult of access - or inaccessible at times? 
These and many other matters 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. 

Competence Professionally competent and experienced 
of training staff for in-service courses are an obvious 
staff prerequisite to success . But such people are 

in very short supply and, almost without 
exception, have full time jobs to do as teachers ' 
college tu tors , inspectors and the l ike. 
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. 

Support from 
educational 
authorities 

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 s tage. 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 carr ied 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 th is , 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 Par t 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" . 

Finance 
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NEEDS AND PRIORITIES IN 
IN-SERVICE TRAINING 

Determining A realistic assessment of the educational 
needs situation having been made , the most urgent 

development needs, both quantitative and quali-
tat ive, become c lea r . 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 
activit ies. The remedies may well be varied, 
such as smaller c l a s ses , 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 o r , in the case of un-
qualified staff, on their initial training. 

Thus, if a policy decision were to be taken 
that the first priori ty 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 ser ies 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 cr i ter ia for evaluating the 

Formulating 
objectives 
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effectiveness of the courses both in the shorter 
and longer term. 

Planning In his study of "In-Service Teacher Training 
appropriate in English-Speaking Africa", carr ied out in 
kinds of 1967-1968, Graham Trevaskis notes that, in 
courses 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) Implementing curriculum change. 

(d) Developing and evaluating 
curriculum materials . 

(e) Developing professional ski l ls . 
(f) Improving administration and 
supervision. 

(g) Orienting participants to new 
responsibil i t ies. 

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 countr ies . 

It i s , however, clear that the first two of the 
major objectives are in a rather different 
category from the o thers , and in two respec t s . 
The objectives themselves are very broad and 
in practice must include, as suggested ea r l i e r , 
a number of more limited specific objectives; 
and consequently the courses developed to 
achieve those broad objectives are usually 
long-term, rare ly less than one year and often 
stretching over three years or more. Whereas 
in ear l ier y e a r s , such courses have often been 
full-time and residential , and extravagant in 
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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 
re t rospect , seen to have been inappropriate. 
It might, therefore , be advisable , wherever 
pract icable, 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. 
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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 mater ials , 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 r e su l t s , more particularly if a 
ser ies 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 res is ted . 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 y e a r s , 
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 overal l , 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 r e sources . Integration and co-
ordination, together with realism and 
continuity have thus become the guiding princi-
ples for those who plan in-service teacher 
training. 

Foreign and The number and nature of the various agencies 
national involved varies considerably from country to 
agencies country, but may include any from the 

following sources : 
Foreign 

- International agencies e . g . 
Commonwealth Secretar ia t , 
UNESCO, UNICEF 

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

The need for 
co-ordinating 
support 
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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 

- Examination councils 

The role of Whatever the body, or bodies, involved in any 
the national particular programme, the national ministry of 
ministry of education, through its central inspectorate or 
education 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 ca r ry out their task from day to day. 

The role of A further point that may be made under the 
national heading of planning is the desirability of having 
teaching a national body, perhaps a "National Council 
councils for Teacher Education" which has responsibility 

over the whole field of teacher education, 
including pre-serv ice and in-service training. 
Lack of co-ordination between pre-serv ice and 
in-service programmes has not been unknown 
in the pas t . The two should clearly be planned 
as inter-related par ts of a continuing p roces s . 
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 t raining. 
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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 y e a r s , 
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 
lec turers 

- Inspectors and advisers 

- Headteachers 

- Selected class or subject teachers 

- Specialists employed in national 
curriculum development cen t res , 
resource cent res , media production 
cen t res , e tc . 

- 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 t eachers , 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 pract ice , 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. 

Full-time These are needed for the longer projects of 
in-service one to three year or more as when the object 
staff is to upgrade or re t ra in major categories of 

serving t eachers . A number of countries have 
now set up full-time in-service colleges or 
centres for this purpose with appropriate 

Sources of 
recruitment for 
training staff 
used in 
in-service 
courses 
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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 ser ies 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 ser ies of "repeat" courses . The good, 
effective, in-service tutor is thus likely to be 
a fairly r a re 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-
tora te . 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 . 

Part-t ime By far the majority of those involved in teaching 
in-service on in-service courses do so in addition to their 
staff normal duties and are therefore available for 

only brief periods - a few days to a few weeks 
at a time - usually in school holiday per iods . 
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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, l is ts of books and 
materials e tc . At a time of widespread in-
service activity and pressure on staff such 
guidelines could be very useful without being 
at all res t r ic t ive . 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. Pract ice and opinions 
on this vary from country to country. Certainly 
tu tors , as well as t eachers , are human and 
react favourably to a reasonable incentive. 

Finance 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 
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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 
ca se s , 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 la ter 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 a r e , 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 ' 
s a l a r i e s . Any Ministry of Education must thus 
look carefully at its future commitments arising 
from in-service courses . 

Accommodation 
for in-service 
training 

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 
per iods . 

In theory, therefore, there ought to be no 
shortage of accommodation for in-service 
courses , either residential or non-residential . 
In pract ice , however, the demand for courses , 
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especially residential , tends to be concen-
trated in one or two favoured periods a s , for 
example, shortly before the new school yea r . 
Further , long courses requi re , 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 ser ies 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 re la-
tion to national and local conditions and with 
the need for economy always in mind. 
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TEACHERS' SUPPORT 
SERVICES 

The needs of 
lifelong 
education for 
teachers 

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 th is , 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. 

Intellectual Teachers are accused, sometimes justifiably, 
needs of not reading educational research and not 

keeping in touch with trends through educations 
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 l i te ra ture . 

Educational Textbooks are for study and do not come into 
publications the category of resources for lifelong educa-

tion considered h e r e . 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 . 

Correspondence The economics of education is such that 
education 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 c a r e e r s . 
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 in teres ts ; 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 Secretar iat 
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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 r ep re -
sent only a part of this service and so teachers 
can derive benefit from the many other pro-
grammes that ca r ry information about educa-
tional developments or which discuss educa-
tional i s sues . 

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 l ike, 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, s t icher , and guillotine for 
producing materials which teachers or their 
classes have devised; and it does so at cost 
p r i ce . 

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 wri ters double as school 
advisers to devise and implement new cur r i -
cula in the schools. A rather similar relation-
ship exists between the Jomo Kenyatta 
Foundation and the Kenya Institute of Education 
where the lat ter 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 l ibrar ies with 
low priority given to production. At regional 
and national levels , the priori t ies are 
reversed because of communication difficulties 
so that in place of lending, greater emphasis 
is paid to production. 

Teachers ' In recent years the rapid development of 
centres Teachers ' Centres * in Britain has attracted 

widespread in teres t , not least in a number of 
developing countr ies . 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 l ibrary 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 e tc . ) for teachers ; 

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

The variety Teachers ' Centres vary in s ize , facilities and 
of teachers ' function. Some are l a rge , with lavish acco-
centre 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 a ids . Some also have printing equip-
ment that r ivals 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 Cent res , and so forth. But, 
where they have to serve an extensive geogra-
phical a r ea , they have generally tended to be 
comprehensive in the service they offer. 
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The permanent 
staff of a 
teachers ' 
centre 

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 i t . 
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 ca r ry 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 manage-
ment committee 
of a teachers ' 
centre 

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 
a rea . 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 
activit ies. 

The 
programme of 
a teachers ' 
centre 

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. 
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(c) Workshops covering a ser ies 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 curr icula . 

(f) Exhibitions or demonstrations of 
local teachers ' bright ideas and 
innovations to stimulate and inspire 
other t eachers . 

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

Teachers ' Maintenance of effective communication links 
centres and between teachers and the Centre are vital. 
communication 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 
representat ive. 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 activit ies. In 
addition, however, most Centres ' have found 
it useful to publish a regular newsletter giving 
information about the programme, l ists of 
recent acquisitions of books, materials or 
equipment, and any educational news of local 
in teres t . 

The location The whole concept of a Teachers ' Centre is 
of a teachers ' based on the necessity for its being a place to 
centre which the teachers it serves have easy acces s . 

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 t he re . 

Alternative If no site fulfills this requirement of access , it 
forms of is best to think of alternatives such as 
teachers ' motorized mobile units containing film projec-
centre tion and exhibition materials together with some 

of the technical equipment that a Teachers ' 
Centre would normally posses s . 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 s i t e s . 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 resul ts 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 uni ts . 
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PARTICIPANTS FOR 
IN-SERVICE TRAINING 

Categories of In the conditions of educational change and 
in-service development obtaining in almost all developing 
training need 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) Inspectorate 

- New recruits to the Inspectorate 
- Experienced inspectors 

(d) Educational administration 

- Provincial/regional and district 
education officers 

Choosing the Decisions on priori t ies at national level will 
participants determine which categories of staff will, in any 

given period of time, receive major attention 
in the in-service programme. In pract ice , 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 a s : 

(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 tu tors . 

(c) 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 
tu tors . 

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? 

In-service The main problem here would seem to be the 
training for sheer size of the teaching force, unqualified 
primary school and qualified, in need of in-service training, 
teachers 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 cr i ter ia to be used in the selection process , 
more 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 i t , and vice 
ve r sa . And yet the teacher supply situation 
usually makes it necessary to continue to 
employ a l l , 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 r e s i -
dential, with participants on full sa lary, 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-s tretched. 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 . 

In-service The crucial role of the primary school head-
training for teacher in building up sound educational 
headteachers 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 ski l ls . 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 s tage. 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 r ea l , 
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particularly in two a r e a s . F i r s t , 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 
c a r ee r . Professional qualification can then be 
obtained either by full-time attendance for a 
year at a university education department or by 
a ser ies of shorter courses during vacations 
of the kind recently introduced at the Institute 
of Education, Zar ia , Nigeria. 

Second, the demands being made by curriculum 
developments, particularly in science and 
mathematics, are requiring the re-training of 
many existing secondary school teachers . 
Problems here are lack of enough qualified and 
suitably experienced staff for the needed 
courses and the relatively high costs both of 
bringing teachers from far afield to the centres 
(often the university) and of providing the 
apparatus and materials required by the new 
curr icula . 

In-service Higher minimum entry levels into teacher 
training for training have not only meant that many primary 
teachers ' school teachers have found themselves under-
college tutors qualified. Many college tutors have also been 

in much the same position. Upgrading pro-
grammes for such members of college staffs, 
together sometimes with newly appointed or 
potential tu tors , have thus been a feature of 
in-service work at this level . The National 
Institute of Education in Uganda has provided 
one and two year courses of this kind since 
1966. Increasingly, too, graduate-level 
education courses have made special provision 
for the entry and further education of 
experienced teachers ' college tu tors . 
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Additionally many, usually shor ter , in-service 
courses have been organized to bring the 
experienced tutor abreast of recent develop-
ments in his own subject field, particularly in 
science and mathematics. 

All such programmes aim to increase the 
tutors ' effectiveness both in his pre-service 
and in-service ro le . The problem for the well 
qualified and experienced tutor has therefore 
been to find time for the varied activities in 
which he is called upon to engage. 

In-service The participation of members of the inspecto-
training for rate in in-service training seems likely to be 
inspectors evident at two main levels: 
and 
supervisors (a) Orientation-type courses for newly 

appointed inspectors . Both the rapid 
growth of numbers in the inspectorate 
and re-definition of their role have 
made courses of this nature essential . 

(b) Curriculum courses associated with 
new developments. These usually involve 
inspectors' active involvement in an in-
service role such a s , for example, the 
primary science programme referred 
to ea r l i e r . 

The main problem faced by inspectors , as 
Trevaskis points out, is to find time amongst 
their many duties to attend courses and 
conferences aimed at improving their own 
competence. Yet in the changing conditions of 
today, it is essential that inspectors , or 
advisers as they might be better called, should 
be professionally well equipped and abreast of 
educational developments. 

In-service The importance of an efficient and well-informed 
training for educational administration not only in supporting 
educational in-service teacher training but also in educa-
administrators tional development generally is unquestioned. 

With the recent rapid educational expansion in 
many countries both the range and complexity 
of the administrators' task have increased 

35 



considerably. So have the number of adminis-
t r a t o r s . As with the inspectorate, therefore, 
orientation and regular training courses have 
become a feature of in-service work, limited 
only by the time and finance that can be 
devoted to them. 
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MODES OF TRAINING 

The variety In recent years a large variety of types of in-
of patterns service courses have been devised in many 

countries to meet a wide range of needs and 
conditions as economically as possible. It is 
therefore difficult to suggest any simple classi-
fication of in-service courses . How does one 
define a "short" course? And may not an in-
service "project" or "programme" be made up 
of a variety of different elements - "short" and 
"long" courses ; weekend conferences; radio 
study groups; correspondence assignments and 
so on? 

It is therefore only for the purpose of conve-
nience of discussion that the following main 
types are suggested: 

(a) Short courses 
(i) One off 
(ii) Serial 

(b) Long courses or projects 
(i) Continuous 
(ii) Serial 

These courses tend to be the most numerous, 
being brief in duration, relatively cheap to run, 
and requiring no complicated organization. 
They may last anything from half a day to 3 or 
4- weeks and may be residential or not according 
to local circumstances. The main feature of 
this type of course , as indicated by its "one-
off" label, is that it is intended to be complete 
in itself and does not necessarily lead on to 
any further training for those concerned. 

One off 
short courses 

37 



Such courses in ear l ie r years were commonly 
referred to as "refresher" or "improvement" 
courses , intended to "brush-up" teachers ' 
knowledge or techniques in particular subject 
areas . More recently they have been devoted 
very largely to introducing fairly large groups 
to new subject syllabuses and materials as part 
of major curriculum development programmes. 
In either case such courses must set them-
selves strictly limited and practical objectives 
if they are to have any outcome in terms of 
better classroom performance. This point 
emerges clearly from the Montserrat case 
study. 

Serial short The essential feature of the serial-type course 
courses is that it is broken up into a number of usually 

fairly short segments and spread over as long 
as a term or even a yea r . The segments need 
not be of the same length. For example, a 
course for a group of teachers concerned with 
introductory science in the first year of the 
secondary school, might begin, in a holiday 
period, with a 3-day block, go on to a ser ies 
of 10 weekly half-day sessions during the term, 
and finish with another 3-day block during the 
next holiday period. A similar purpose might 
be met by a ser ies of 10 Saturday morning 
sessions, in this case not involving any 
release of the teachers during school time. 

The main advantage of this kind of arrangement 
is the close and continuing relationship which 
is possible between the course and the 
teaching/learning situation in the schools, thus 
giving the project clear purpose and relevance. 
Such "courses" are likely to develop a strong 
"workshop" approach with a good deal of 
teacher participation and feed-back from the 
classroom. 

In pract ice, however, serial-type courses are 
only practicable where it is possible for a 
sufficient number of teachers to get regularly 
to the chosen centre without having to spend a 
lot of time in t ravel . One teacher in Uganda, 
however, known to the author, travelled fifty 
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miles each way at his own expense every 
Saturday morning during term time to attend a 
course at the Institute of Education. Day 
release programmes can thus be effective in 
fairly large urban cent res ; and Saturday or 
weekend courses in compact rural areas and 
where transport is available. It is in such 
situations that the local Teachers ' Centre -
even when it is only a spare room in a centrally 
located school - comes into its own as a focus 
for a variety of activities aimed at promoting 
teachers ' professional understanding and ski l ls . 

Continuous The longer type of continuous course , lasting 
long courses for one or two years was an early feature of 

the in-service training scene in a number of 
countries and is still by no means uncommon. 

Courses of this nature have as their purpose 
the upgrading to qualified status of untrained 
teachers , or the further education and training 
of already qualified teachers . In Uganda, for 
example, between 1953 and 1960 some 400 
"vernacular grade" teachers were upgraded to 
full primary teacher status as a result of one-
year courses in which particular emphasis 
was given to the teachers ' own competence in 
the English language and the teaching of this 
subject. During the same period some 200 
specially selected and fully qualified primary 
teachers also followed upgrading courses of the 
same length which were aimed at helping them 
to teach in the junior secondary schools. The 
Uganda Education Commission, reporting in 
1963, condemned this lat ter type of course as 
depriving the primary schools of their most 
skilled and experienced teachers . At a later 
date, with the growth of secondary-level 
teacher training, this course was discontinued. 

Long courses of this type generally display 
some of the following character is t ics : 

(a) Their objectives are broad ra ther 
than limited and specific. The teacher 's 
personal education as well as his p ro-
fessional ability is included in the 

Chief 
characteris t ics 
of continuous 
long courses 
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course and the whole school curriculum 
is studied, discussed and tested in 
practical exerc i ses . 

(b) They require full-time staff, either 
in a designated in-service college or 
centre or in a teachers ' college which 
is taking on such an in-service commit-
ment in addition to its normal p r e -
service work. 

(c) They are residential . 
(d) The teachers concerned have to be 
replaced in their schools, very possibly 
by temporary, untrained staff. 

(e) They are expensive, for the 
reasons already indicated and also 
because the teachers probably continue 
to receive their normal salaries during 
the period of the course . 

Courses of this kind, whilst probably continuing 
to have a part to play in a national in-service 
training programme, can only cater for re la-
tively small numbers of teachers at a time and 
are tending to be replaced by the more econo-
mical "ser ial" type in-service project . 

Chief Further accounts of this type of in-service 
characterist ics programmes are to be found in the case studies 
of long serial on Uganda and Swaziland. 
and project 
courses It will thus suffice here to suggest what are 

likely to be the main features of such projects . 

(a) There is usually a full-time, face-
to-face training period (normally r e s i -
dential) broken up into a ser ies of 
three or more fairly short periods of 
three to six weeks each. These may be 
in the school holidays only or continued 
throughout the yea r . If they are con-
tinued beyond holidays, full-time staff 
and accommodation are required, thus 
adding considerably to the cost . 
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(b) In between their residential courses , 
the teachers may continue with their 
normal teaching duties but, at the same 
time, work on a set of correspondence 
assignments to which they have already 
been introduced on their course , 

(c) They may listen to regular radio 
broadcasts directed to them and intended 
to keep alive their interest in the on-
going programme. 

(d) They may also receive from time 
to time a project "Newsletter" to which 
they themselves are invited to contribute. 

(e) They are visited in their schools 
by their project tutors whose task is 
to advise and help them in all possible 
ways to apply their training in the 
realit ies of the classroom situation. Such 
visits from project tutors are really 
possible only if they are full-time in-
service staff for enormous practical 
problems develop if they are only part-
time staff. 

(f) Both during and at the end of the 
training period, the teachers are 
assessed by written tests (including 
assignment grades) and in practical 
teaching. If successful, they then 
receive the appropriate qualification. 
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METHODS OF WORK 

The need for 
teaching 
methods 
similar to 
those the 
candidates 
will use 

It is a commonplace that young teachers , when 
in doubt, tend to revert to the methods which 
they themselves experienced as pupils and 
students. For this reason, careful thought 
needs to be given to the methods of teaching 
and learning to be employed on in-service 
courses . No course concerned to encourage a 
more active, enquiry-based, approach to 
learning is likely to be effective if it is 
conducted very largely through a ser ies of 
formal lec tures . 

Most in-service courses aim at bringing about 
some change in what the teacher does and how 
he does i t . For this to happen, teachers need 
not only to know about the suggested new 
materials or approaches, but also to have the 
experience of seeing and using them in such a 
way that they will feel a personal commitment 
to trying them in their own school situation in 
face of the inevitable difficulties. 

Characteristics 
of suitable 
methods for 
in-service 
training 

What then, can be said about the most suitable 
methods of work to be employed over a widening 
range of types and levels of in-service training? 

Perhaps the following main points might 
be made : 

Varied 1. The methods used should be var ied. This 
variety should be evident not only in the course 
as a whole but in the daily sess ions . This 
hardly needs arguing. A week's course con-
sisting of a daily morning round of four lectures 
followed by an afternoon session devoted to a 
ser ies of routine exercises is not very likely 
to provide the desired stimulus to fresh thinking 
and improved performance. 
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Related to the 
nature and 
purpose of 
each course 

2 . The methods should be suited to the 
nature and purpose of the course . The short 
environmental studies course for primary 
school teachers referred to at the end of the 
section on Needs and Prior i t ies in In-service 
Training should obviously take a very practical 
and professional form, and might well include: 

(a) Introductory discussion with the 
whole group on the new school syllabus 
and the purpose and plan of the course • 

(b) Planning the project to be under-
taken, including map study and dis-
cussion of techniques and resources . 

(c) Small group investigations in the 
local environment. 

(d) Recording findings in a variety of 
forms - in writing, diagrams, graphs, 
maps , photographs , tape recordings etc. 

(e) Display and presentation of work 
done to the whole group with discussion 
of difficulties encountered and those 
likely to be encountered in the primary 
school. 

(f) Individual, or small group, prepa-
ration of schemes of work for use in 
teachers ' own schools. 

In such a situation, the methods chosen would 
thus hopefully provide the teachers with both 
an experience of, and preparation for, an 
environmental studies project in their own 
school a r e a s . 

In contrast , a long-term upgrading programme 
which is concerned to improve both the personal 
education as well as the professional compe-
tence of those involved, is likely to make use of 
a very wide range of methods including those of 
a more formal kind. 
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3 . The methods used should also be suited 
to the teachers taking part in the course . They 
should take account of their education, what-
ever professional training they may have 
received and their teaching experience; also 
to the circumstances in which they ca r ry out 
their work in the schools. 

A project like the Uganda Grade 1 upgrading 
course described in Case Study 5 found it 
necessary, for example, to concentrate effort 
in its first year of operation almost entirely on 
improving the teachers ' own English. Conse-
quently, and because of the particular needs of 
this group of teachers , much time and attention 
was given to practise in correct spoken English. 

Courses in modern mathematics for teachers 
have to take account of the fact that almost all 
those concerned have themselves been taught 
through a very traditional approach to the 
subject. The same is true in the case of 
courses aimed at introducing teachers to social 
studies through an integrated approach. In both 
cases the situation demands methods which will 
give teachers themselves a first-hand and vivid 
experience of the new approach. 

The more active, enquiry based, methods used 
on in-service courses may, however, run into 
the difficulty that the teachers ' pre-service 
professional training was of a very formal kind; 
one in which little was done to develop the 
student's personal study ski l ls , with the result 
that their conception of education as something 
to be "received" was re-inforced ra ther than 
the concept of it as something to be developed 
by a process of personal enquiry. Thus the 
teacher 's whole academic and professional 
background may be such as to make a more 
modern, student-centred, approach on in-
service courses not at all easy of achievement, 
at least at f i rs t . 
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It must also be the case that the actual condi-
tions in which teachers often work in their 
schools are constraints which cannot be 
ignored. The pattern of school organization 
and authority may be such that it will be very 
difficult for one teacher , however keen and 
able, emerging from an in-service programme, 
to put his ideas into pract ice . This supports 
the argument for priority for in-service work 
to be with headteachers or indeed with whole 
school staffs as suggested in Case Study 1. 
The physical facilities of the schools such as 
furniture , equipment, teaching and learning 
materials and the size of the classes teachers 
have to manage, must be very much in the 
minds of in-service staff when planning their 
courses . How much individual attention or 
group work is possible with classes of over 
50 which are a far from uncommon experience 
in the primary schools of many countries? Can 
the preparation, perhaps on a course , of sets 
of graded work-cards in mathematics, science 
or language help the teacher in such a 
situation? 

Workshop 4 . The methods used should aim at maximum 
type courses participation by the teachers themselves. This 

is implicit in much that has been suggested 
already and is in line with accepted principles 
of learning at any level . It is even more to the 
point in the case of serving teachers as they 
often have as much to give as to receive in an 
in-service situation. The practical experience, 
even of the untrained teacher , is something to 
be drawn on and made maximum use of at every 
opportunity. Ideally the approach should be a 
"problem-centred" * rather than a "solution-
centred" one in which it is assumed that the 
tutor has all the answers and it only remains 
for the teachers to learn , accept and apply. 

* Eraut , M. 
In-Service Education for Innovation. 
National Council for Educational 
Technology, 1972. 

Related to the 
working 
conditions of 
the participants 
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Dr Beeby warned of the danger of this latter 
approach when he wrote, "the average teacher 
has a very great capacity for going on doing 
the same thing under a different name". Case 
Study 3 , which describes the Caribbean 
Mathematics Project was one in which "teacher 
development" and curriculum development 
were approached as but two sides of the same 
coin and it i l lustrates very well how productive 
and educative a "problem-centred" or 
"workshop" type approach can be . 

Appropriate The task of the in-service staff, then, is to 
training select and devise methods of work appropriate 
activities to the aims and circumstances of their course 

or project . The following l i s t , by no means 
exhaustive, may be helpful: 

Formal lectures 

Research suggests that they have very 
limited value in the learning process ; 
perhaps their best use is as an introduc-
tory stimulus or concluding summing-up. 

Lecture-discussions 

Because of their greater informality 
and greater opportunity for questions 
and comments by part icipants, these are 
superior to l ec tu res . 

Discussion groups 

These are best if the groups are 
composed of six to twelve participants 
and are used to discuss specific 
questions raised in the course . 

Study/work groups 

These ca r ry out specific tasks such as 
planning a project, making work c a r d s , 
designing an experiment, planning an 
exhibition, or producing a play and 
offer collaborative involvement for all 
part icipants . 
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Individual work 

This might include demonstrations by 
staff, practice by teachers , (including 
micro-teaching), correspondence 
assignments, researching from reference 
books and materials , craft work, or 
child study. 

Apart from formal lectures these approaches 
are flexible in that they can be used for a 
variety of purposes , in and out of c l a s s , and 
allow for the maximum of participation by those 
concerned. In all cases the use of suitable 
audio-visual aids to learning and teaching 
should be standard practice and wherever 
possible teachers should be involved in 
preparing and using such aids , especially 
those relevant to their own classroom work. It 
may often be an important course objective that 
teachers should return to their schools with a 
package of materials which they themselves 
have prepared and which they plan to use with 
their pupils . 

The need Methods of work requiring teachers to be 
for services active in practical tasks need services which 
and resource must be carefully planned well in advance to 
materials allow time for arrangements to be made. Where 

course tutors are brought together from their 
different places of normal duty, it is helpful to 
have an "on-the-spot" course organizer, often 
a member of the staff of a Teachers ' College 
where this is the location for a course . He can 
co-ordinate the requirements of the tu tors , 
order mater ia ls , and be responsible during the 
course for their issue and for all the regular 
services needed such as accommodation, food, 
transport and welfare. An efficient course 
organizer , preferably with no teaching duties, 
can be a great help and support to the tutors 
and indeed contribute considerably to the 
success of the course . 

A college, or in-service cent re , has the advan-
tage of a l ibrary which can usually be made 
available for teachers ' u se , as can craft rooms 

47 



and equipment of different kinds . Materials , 
however, such as paper , card , paint, wood, 
clay, fabrics and so on, have to be assembled 
in sufficient quantities and paid for from 
course funds. In some cases , teachers may be 
required to bring certain materials with them, 
or alternatively, schools may be charged for 
the materials teachers use and take back with 
them for use . 

A short course should be a busy one. When 
motivation is good, teachers will often be found 
working away in their spare time to make sure 
they get the most out of i t . Nevertheless, there 
should be time set aside for recreat ion, 
arranged by the teachers themselves and using 
such facilities as the course centre can offer. 
Where possible also, one or two educational 
visits to local places of interest may be well 
worthwhile, particularly where teachers come 
from widely scattered and often remote rural 
a r e a s . Here again is an activity that the course 
organizer can plan and arrange in advance in 
consultation with any people in the locality who 
may be concerned. 
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FOLLOW-UP 

The case "The provision for in-service training may be 
for follow- excellent and the arrangements beyond 
up reproach, but it can still be ineffective if the 

opportunities for teachers to apply the training 
in their school work are very limited or non-
existent. Staff may soon forget the new methods 
or the alternative approaches if difficult 
circumstances, lack of equipment, or lack of 
encouragement prevent them from putting the 
training into p rac t i ce . " * 

This comment, written in the context of Britain 
in the late 1960s, could be just as true - even 
more so - for those countries with less highly 
developed educational systems and therefore 
less chance of providing the conditions 
necessary for effective follow-through from 
in-service courses to the classroom situation. 
A Jamaican primary school headmaster wri tes: 
"The successes on the courses are only super-
ficial. Very little or nothing is done to ensure 
that the teachers ' experiences are conveyed to 
the classroom situation . . . . the courses are 
a temporary break from the classroom and 
materials to rever t to his old, often irrelevant 
experiences." It is perhaps unnecessary to 
state the obvious: that in-service training is 
only a means to an end - better teaching, and 
thus better learning. In this connection it would 
seem clear that the less well educated and 
professionally qualified a teacher is the more 
help and encouragement he is likely to need 

* Cane, B . 
In-Service Training. 
National Foundation for 
Educational Research, 1969. 
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"on-the-job" after - or in the process of -
involvement in an in-service training 
programme. 

The first purpose of any follow-up exercise is 
thus to achieve the maximum possible "carry-
over" from course to classroom; helping the 
teacher to apply what he has learnt and 
experienced in the particular circumstances 
of his school. 

The second is to provide reliable "feedback" 
on the adequacy of the course programme itself, 
leading to re-examination and revision as 
suggested by experience in his schools. 

In the context of many developing countries the 
follow-up phase of an in-service programme 
frequently presents many intractable problems. 
The need is clearly seen, but the means are 
rarely available in any adequate measure. 

The main problems and difficulties, varying in 
nature and degree from country to country, and 
from urban to rural a r e a s , are likely to be: 

(a) Poor physical conditions in the 
schools - especially primary schools: 
excessive size of c lasses ; temporary 
and insecure buildings ; lack of storage 
facilities; shortages of furniture, 
equipment and school mater ials , 
including books. 

(b) The physical and thus the pro-
fessional isolation of many teachers 
in rural a r e a s . 

(c) Difficulties of communication 
between school and the main educational 
cent res , either in personal contacts 
or through the printed word or mass 
media. 

(d) Shortages of supervisory staff, 
transport and finance. 
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Ideally specific provision for the follow-up 
element of an in-service teacher training 
project should be built in at the planning s tage. 
In pract ice , however, it is rarely possible to 
do this except in the case of major long-term 
programmes, particularly where these are 
made up of a ser ies of unit courses . More 
commonly ad hoc efforts to make a course 
effective have to be resorted to . In general the 
methods of follow-up which may be available 
fall into two main categories: those external 
to the school itself and those located "in-
school" . 

Follow-up Advisory help may come to a school from out-
at the side in a variety of ways. At the personal 
personal level this will usually take the form of advisory 
level visits by inspectors as part of their regular 

programme of work. However, the inspectors 
may not always be familiar with the objectives 
and nature of an in-service project, especially 
if it lies outside their own particular subject 
in teres t . In any case , time is a limiting factor 
and inspectors have a variety of duties to 
perform, and usually more schools to super-
vise than they can easily give full attention to . 
(It is not uncommon for an inspector to have 
100 or more primary schools in his charge). 

There may be circumstances - as with the 
"New Primary Approach" in Kenya in the 
1960s or the early years of the "Zambia 
English Medium Programme" - in which a 
special corps of supervisors is considered 
essential to the effective implementation of a 
new educational programme. The difficulty is 
usually to find, and make available , suitable 
staff for such a purpose, and to retain them 
for a sufficiently long period. 

Ideally, the people who should provide the 
follow-up advisory support are the members of 
the in-service course staff, but this is not 
always possible. Expatriate tutors frequently 
employed on short Teachers ' Vacation Courses 
have extremely limited opportunity for any 
follow-up of their work although even a little 
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may be helpful as mentioned in Case Study 1. 
Where campaigns or programmes are staffed by 
teachers or college tutors during their vaca-
tions, it is equally clear that they will be too 
fully occupied with their other duties during 
term time to visit schools and help teachers . 
Full-time in-service staff a r e , of course , in 
a much better position to ca r ry out this 
essential task, provided that provision for it 
in time and money is built into the programme 
as was the case in Case Study 6. 

Follow-up It may be asked just how a teacher can be 
by advisory helped by visits from supervisory staff. Much 
personnel will depend on individual circumstances and on 

the degree to which the teacher is aware of the 
kind of help he needs. In general , the adviser 
- so long as he is not acting in a traditional 
inspectorial capacity - can discuss his prob-
lems with the teacher; see him at work; 
remove misunderstanding; advise on prepara-
tion of lesson units , learning and teaching aids 
and suitable class organization; clarify his 
suggestions by demonstration; seek the under-
standing and support of the headmaster for the 
teacher 's work and in many other ways. What 
matters most, perhaps, is the quality of the 
relationship established in such a way as to 
give the teacher positive help, encouragement 
and confidence. 

Follow-up In addition to - or sometimes instead of -
meetings individual school advisory vis i t s , local groups 

of teachers from a number of schools may be 
brought together at a convenient centre such 
as a teacher 's centre for a half or one-day 
follow-up meeting. Depending on need, this 
may have the characterist ics of a short course 
with demonstrations, a workshop, conference, 
discussion group or a combination of these . 
The particular advantage of such an arrange-
ment is clearly the opportunity for teachers to 
meet and exchange experiences and ideas in 
the setting of their own locality and preferably 
in one of their own schools. 
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Follow-up Outside help for the teacher cannot always be 
within the relied on. Travel may be difficult or impossi-
school ble; postal services e r r a t i c . What can the 

school do to help itself? Often, it must be 
confessed, in the deprived situation in which 
it finds itself, not very much. And yet a start 
can often be made, even if only in a small way. 

The role of 
the headteacher 
in follow-up 

Much depends on the headteacher and his capa-
city to fulfil an in-service function in his 
school. The key importance of the headteacher 
was noted in the study of primary education 
made in Sukumaland, Tanzania in the mid-
1960s.* It is reflected also in the increasing 
provision made for primary headteachers in 
in-service courses , for example in Kenya, 
Nigeria, Botswana, Lesotho and elsewhere. 
Such further training can help the head to 
consider how he can assist his staff to make 
the best use of their own in-service training 
experiences. Interest , encouragement, and 
help with materials are the more obvious ways . 
Some supervision, suggestion and perhaps 
demonstration may also be appropriate . And, 
if he is to be really helpful, the headteacher 
must take the trouble to familiarize himself 
with the aims and content of the courses his 
teachers have attended. Where major new 
curriculum developments are in progress the 
head himself should be personally involved in 
the re-training process - perhaps with the 
whole of his staff as in the case of the most 
recent phase of the Durham-Lesotho in-
service training programme described in Case 
Study 1. 

The needs of 
the headteacher 
as a 
professional 
adviser 

In this context the headteacher becomes a pro-
fessional adviser . But if he is to be effective, 
he not only needs further training, his status 
needs to be more explicitly recognized. He 
needs some release from what is often a full-

* Primary Education in Sukumaland, Tanzania, 
Wolters-Noordhoff Publishing, 
Groningen, 1969. 
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time teaching commitment, and more continuity 
in his post than is frequently the ca se . In addi-
tion he will need the full support and help of 
his local inspector and education officer. 
Nothing is likely to do more to improve the 
quality of education, especially in the primary 
schools, than the building up of a corps of 
professionally competent and dedicated head-
teachers accorded the status that is their due. 
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EVALUATION 

It has already been suggested that one of the 
main purposes of following-up an in-service 
programme is to provide reliable feed-back on 
the adequacy of the programme itself, thus 
providing guidelines for future course planning. 
It would seem that, in pract ice , evaluation is 
frequently no more than an incidental by-
product of an informal process of follow-up, 
often carr ied out by staff who have not 
necessari ly had first-hand experience of the 
in-service programme itself. 

However, where countries are committing 
themselves to a growing involvement in in-
service training as a major element in educa-
tional strategy, it would seem only sensible to 
ensure , by all practicable means, that "value 
for money" is obtained. This necessarily 
implies more attention to appropriate means of 
evaluation, as was done, for example in the 
Bombay Science Improvement Project described 
in Case Study 7. 

Methods and These may be roughtly classified as formal or 
timing of in-formal and may be applied at one or more of 
evaluation four main stages: 

(a) before the course 
(b) during and immediately after the 
course 
(c) at intervals during a long-term 
campaign 

(d) some time after the conclusion of 
a course programme 

Evaluation by 
participants 

Evaluation may be carr ied out by participants 
at the end of an in-service course , when 
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teachers may be asked to indicate, usually by 
completion of a questionnaire, their views on 
the usefulness to themselves of the main ele-
ments in the course: content; methods of work; 
materials used or produced e tc . This method 
is an easy one to use; but its value will depend 
very largely on the frankness of the response 
and part icularly, on the level of sophistication 
of the course members. 

It is possible for teachers to engage, at a later 
date, in a process of self-evaluation in which 
they are asked to assess the extent to which 
they have benefited from the course and the 
ways in which they have been able to apply the 
knowledge or skills gained to their own teaching 
situation. The same limitations apply here as 
to the first method. 

Evaluation by 
In-service 
staff 

In-service staff often make a useful contribu-
tion to evaluation for it is common practice for 
course d i rec tors , after informal consultation 
with course tu tors , to submit a report on the 
conclusion of a course . This is usually likely 
to take the form of a factual statement of the 
content of the course , with comments on the 
response of the teachers concerned and the 
professional and practical problems encoun-
tered. Suggestions may also be made as to the 
nature of future courses of a similar kind in 
the light of experience gained. Such reports 
can often be most useful, although, as with 
evaluation by course members, they are 
necessarily subjective, and cannot by their 
nature evaluate the longer-term effects of an 
in-service course . 

Where in-service staff are full-time, as in the 
case of the Northern Nigerian mobile teacher 
t rainers programme described in Case Study 8, 
then an on-going process of informal evaluation 
is practicable, and leads to continuous revision 
of the programme. 

Evaluation by 
inspectors 

Inspectors can also contribute positively to 
evaluation for, as part of their normal school 
visiting programmes, they often make a 
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particular point of seeing something of the work 
of teachers who have recently attended in-
service courses . As the inspector will usually 
be familiar with the work of those concerned 
from his ear l ier visits , he may thus be in a 
good position to judge the extent to which the 
new techniques, ski l ls , mater ials , e t c . have 
been incorporated into the teachers ' work and 
to note any changes in teachers ' attitudes to 
their task. He will, therefore, be evaluating, 
as far as he can, the professional growth of 
individual teachers and will, incidentally, be 
able to comment on the worthwhileness of the 
in-service programme. 

In the case of short , "one-off" courses , this 
is as much evaluation as is likely to be pract i -
cable, although even he re , there are limitations 
consequent on the time an inspector is likely to 
be able to devote to any one teacher . Fur ther , 
he himself may not always be wholly familiar 
with the objectives and nature of the in-service 
courses which his teachers have attended. 

Formal Evaluation of a more formal and objective kind 
methods of becomes a matter of considerable importance in 
evaluation the case of major, long-term in-service 

programmes; and for two main reasons . The 
f i r s t , referred to ea r l i e r , is the need to ensure 
that programmes of this kind, involving re la-
tively large commitments of men, materials and 
money, do in fact achieve their intended objec-
t ives . Misdirected or faultily executed 
programmes can be unacceptably wasteful of 
r e sources . The second reason applies more 
particularly to in-service programme of the 
upgrading type, that is those leading to the 
award of basic , or higher, teaching qualifica-
t ions. In such ca se s , it is necessary to ensure 
that the successful participants reach a level 
of competence roughly equivalent to that 
expected of those who have reached the same 
grade by a more conventional route . 
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Evaluation by 
results in 
examinations 

Written examinations to test academic attain-
ment, and often also professional knowledge, 
tend to be a feature of upgrading in-service 
programmes. Such examinations are likely to 
be closely geared in standard if not wholly in 
content to the comparable examinations taken 
at the end of pre-service courses . In addition 
in-service trainees are likely to be tested at 
appropriate intervals during their programmes 
both in a conventional way and through the 
grading of correspondence assignments, wher 
these are an element in the programme. Where 
an examination is also used as a means of 
selection for in-service training an additional 
check on progress can be provided. 

Evaluation by 
results in the 
classroom 

This is a notoriously difficult exerc ise , even 
under favourable circumstances. No rel iable, 
objective measures of teacher effectiveness 
have yet been devised, and such as have been 
produced, mainly in the USA, tend to be 
complex and usable only by highly trained 
special is ts . And yet , whatever the objectives 
of a major in-service programme, some attemp 
needs to be made to assess its effectiveness 
through assessing the teacher 's performance 
possibly through his pupils' response and 
learning. 

Requirements 
for success 
in evaluating 
by results in 
the classroom 

The necessary requirements for success in 
evaluating the effectiveness of training by the 
results observed in the classroom a r e : 

A clear definition of course objectives 

The more clearly and precisely such 
objectives can be stated, the more 
effective is evaluation likely to be 
since the necessary cr i ter ia are thereby 
provided. The evaluator needs to know 
what is to be expected of the teacher , 
in terms of the organization of his work 
the methods and materials he uses and 
his relationship with his pupils. 
Curriculum-type courses obviously lend 
themselves more easily to such 
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evaluation than those of a more general 
upgrading nature . 

The integration of evaluation as part 
of the planning process 

If provision for evaluation is made from 
the outset, particularly in the case of 
major in-service programmes, it is 
more likely to be effective. P r e -
programme testing and assessment can 
be carr ied out and the course staff 
involved as far as possible in the 
evaluation p rocess . 

The use of qualified and experienced 
staff 

The evaluation team should be familiar 
with the objectives of the in-service 
programme and, as far as possible, have 
first-hand experience of i t . Even so, 
they may well require training in the 
use of the proposed techniques. 

The preparation and tr ial of a realistic 
evaluation process related to the course 
objectives 

The instruments used may consist of 
observation/assessment schedules ; 
questionnaires; interviews with teachers 
and headteachers e tc . In the case of 
courses designed to implement curriculum 
change , it may be appropriate in certain 
circumstances to test pupils' performance 
on an experimental/control bas i s . An 
evaluation exercise of this kind has 
recently been carr ied out in connection 
with the Zambia English Medium 
Programme. 

The use of p re - and post-course tests 

Where the main objective of a programme 
is to upgrade professional ski l ls , it is 
clearly desirable that some assessment 
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be made of teachers ' competence before 
embarking on in-service training. (see 
Case Study 8). 

With such major professional and pract i -
cal problems likely to be faced, it is not 
surprising that more time and energy is 
often used in arguing the need for 
evaluation than in carrying it out, even if 
only on a modest scale , and using re la-
tively unsophisticated techniques. The 
lesson would seem to be that, where 
ser ious , formal evaluation of an in-
service programme is essential , provision 
for it must be built into the overall 
planning and it must be carr ied out by 
means which are within the capacity and 
resources of the organization. 
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Part 2 

Case Studies 
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1. THE LESOTHO 
PRIMARY TEACHERS' IN-SERVICE 
PROGRAMME 1966-1974 

Background The Lesotho programme, whilst retaining the 
same overall purpose and organization since 
1966, has varied its emphasis from time to time 
in the light of growing experience. 

Three phases can be identified in which the 
main emphasis has , in turn, been on: 

(a) the up-grading to qualified status 
of a considerable number of unqualified 
primary teachers • 

(b) the further education and training of 
selected primary school headteachers. 

(c) the "up-grading" of the whole staffs 
of 12 selected primary schools. 

Aims There were two major aims : 

(a) to improve the competence of the 
body of primary school teachers , about 
one-third of whom were untrained, in 
such a way that they could play a 
constructive role in implementing a 
modernized primary school syllabus • 

(b) to develop the understanding, skills 
and teacher-training expertise of the 
field inspectorate staff. 

Needs and Educational resources at all levels are very 
priori t ies inadequate to meet the country's needs. At 

primary level there is a high rate of wastage, 
due to poor physical conditions, lack of educa-
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tional materials; children's malnourishment ; 
parental poverty; large c lasses ; and unquali-
fied or under-qualified teaching staff. 

The priority need was identified (1966) as 
up-grading the competence of primary teachers , 
at first by concentrating on unqualified staff. 
Later (1969 and 1971) there were shifts of 
pr ior i ty , first to headteachers and then to 
whole school staffs. 

The consequent in-service programme was 
planned to be carr ied out in the context of a 
revised and modernized primary school 
curriculum. 

Resources The resources on which the programme drew 
included: 

(a) Agencies such as the Lesotho 
Ministry of Education; the University 
School of Education; The British Council; 
the British Ministry of Overseas 
Development sponsoring the team of 
British tutors ; the Canadian Teachers ' 
Federation (1969); UNICEF - financial 
assistance to local cos t s . 

(b) Nine tutors recruited for the first 
and lat ter phases of the programme from 
Colleges in the Durham Institute of 
Education a r ea . These worked with local 
counterparts - members of the 
Inspectorate . Staff preparation was 
helped by advance visits to Lesotho by 
the leader of the Durham team and by 
short attachments by Lesotho inspectors 
and teachers to S t . Hilda's College of 
Education, Durham. 

A group of five Canadian teachers helped 
to initiate the Headteachers' course in 
1969. 
(c) Financial assistance was supplied by 
the Lesotho Government in respect of 
local costs and by foreign agencies for 
the remainder. 
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Participants A major problem was the selection of: 

(a) suitable unqualified teachers , with 
an adequate command of English. 

(b) the schools in the latter phase -
"schools capable of acting as models for 
visiting teachers and as teachers' 
c en t r e s . " 

The motivation of the teachers concerned was 
generally of a high level and there was no 
shortage of applicants. 

Content of The courses were concerned both to increase 
the course the teachers ' knowledge of subject content, 

related to the school syllabus, and to improve 
their classroom practice by re-orientating 
their professional attitudes. In the case of the 
headteachers there was concern also to develop 
administrative ski l ls . 

Modes and The residential courses were usually for two 
methods of weeks with a further two weeks for planning 
training and working with teachers in their schools. 

The unqualified teachers attended three such 
residential courses - one per year - and 
carr ied out a number of assignments in the form 
of practical activities in their schools. 

In the latter phase of the programme the 
selected school staffs attended for two 
consecutive years • 

The methods were very largely of a practical 
nature, involving the teachers (with groups of 
children when appropriate) in active practice 
of more modern approaches to the teaching of 
such subjects as mathematics, English, science 
and a r t . 

Personal experience through involvement was 
considered to be more beneficial than a 
lecture-dominated programme. The latter phase 
of the programme was "firmly based on the 
study of child development." 
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The following is a description of a typical 
day's programme, taken from the 1972 Report: 

"Work began at 8.30 a.m. with 30 minutes of 
games. This "warming up session" was 
followed by practical teaching activities until 
noon but with a 30-minute break (10 a.m. to 
10.30 a .m.) . During this period, pairs of 
schools worked together spending two mornings 
with each pair of tutors in turn. In this way 
every school had an opportunity of working 
with each of the four pairs of tutors during 
the fortnight. An inspector linked with the 
school assisted by providing a degree of 
continuity in the work of its staff and by 
becoming familiar with the ideas and specialized 
knowledge of every tutor. The tu tors , in these 
sessions , demonstrated a child-centred 
approach to various aspects of the primary 
school curriculum. (In some cases children 
from a local school were supplied for demonstra-
tion purposes). Lunch was from noon until 
2.00 p .m. , after which lectures were given by 
individual tu tors . Two lectures were given 
daily; one to the four "first year" school staffs 
and one to the second y e a r s . In 1971 of course , 
only one lecture was given during this period 
since there were no second year students. The 
object of this part of the timetable was to enable 
each tutor to lecture on his or her special 
interest , not only to the students but also to 
inspectors and colleagues. Attendance at these 
lectures was so arranged that one tutor from 
each pair attended each lecture so as to be 
better prepared to answer students' queries 
during tutorial sess ions . Tutorials followed 
the lecture period, here the students and their 
"own" tutors discussed the day's work and made 
plans for its application to their own school 
situation. 

Finally there was a period of discussions 
between schools. Schools of the 1971 intake met 
schools of the 1972 intake (changing daily) and 
discussion was supervised by the local 
inspectors . Voluntary sessions were provided 
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in 1972 for those interested in games coaching 
and drama; on other evenings educational 
films were shown," 

Follow-up and This was the work of the members of the 
evaluation Inspectorate during their visits to schools. 

Because of their participation in the programme, 
the Inspectors were , from a professional point 
of view, in a good position to perform this 
function. However, in the case of the unquali-
fied teachers , the numbers involved and the 
problems of travel made this very difficult to 
achieve. (The Lesotho Ministry of Education 
Report for 1968 states that only about one 
quarter of the primary schools were visited 
during that yea r . ) 

In the lat ter phase an Inspector was assigned 
to follow-up work in the 12 selected schools, 
in what came to be known as the "Experimental 
Primary Schools Pro jec t" . 

There was no formal kind of evaluation, but 
reports were made by Inspectors following 
their school v i s i t s . Such evaluation was seen 
as serving the purpose of improving the 
programme and, indeed, provided the informa-
tion on which decisions were made to change 
the emphasis of the programme from one phase 
to another. 

Of special note were: 

(a) The integration and co-ordination of 
resources : a poor country like Lesotho 
could only ca r ry out an in-service 
programme of the kind and scale described 
by identifying and co-ordinating all 
possible resources , both local and 
external . 

(b) The continuity in staffing, achieved 
by the partnership between the Lesotho 
Inspectorate and the Durham team over 
a period of several years thus building 
up an esprit de corps as well as 
accumulating experience and expert ise: 
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the fullest involvement of the inspectors, 
both in the courses and in the follow-up 
process were an element essential to 
success . 

(c) The changes of emphasis from one 
phase to another as a result of the field 
observations of the inspectorate: the 
headteachers were brought more fully 
into the programme when it became 
apparent that their understanding and 
support was essential to the success of 
the unqualified teachers involved in the 
project. 

(d) The conviction that a more modern 
approach to the work of the primary 
school could not be fully achieved by the 
in-service training of only one or two 
members of its staff. Also, that a 
national in-service programme needed to 
develop a number of strategically located 
schools which could serve as local 
demonstration and resource cen t res . It 
was possible to maintain the essential 
continuity of staffing in the "experimental" 
schools for the duration of the project 
but these schools needed additional 
provision of the basic materials necessary 
for an active, child-centred approach to 
education. 

(e) The considerable advantage of 
correlating in-service training of this 
kind with the production of curriculum 
materials for pupils and teachers , as has 
been done in the primary education 
improvement project in Northern Nigeria 
(Case Study o): the cost per pupil was 
very modest, and within the limits of what 
could reasonably be expected to be 
afforded for the programme's next stage. 

(f) The proposals made for the moder-
nizing of the Primary Leaving Examina-
tions for the 12 experimental schools: 
this would involve, in addition to two 
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objective attainment tests in English and 
mathematics, the assessment of pupils' 
individual project work and a process of 
continuous assessment based on the 
keeping of individual pupils' r ecords . 

1. TURNER, J .D. - Continuity and Integra-
tion in in-service teacher education in 
Lesotho. Teacher Education, February 1968. 

2 . JOACHIN, N. - In-service courses for 
teachers in Africa. Education for Teaching, 
Spring 1969. 

3 . Lesotho in-service teacher education 
programmes - Commonwealth Education 
Liaison Committee Newsletter Vol. 2 No. 11 . 
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2. THE MONTSERRAT 
TEACHER VACATION COURSE IN 
MATHEMATICS, 1973 

Background The 1973 Montserrat Teacher Vacation Course 
in Mathematics was organized on a model 
developed using the planning and execution of 
three similar courses for teachers in Grenada 
and Carr iacou. The course model was based 
on the following assumptions: 

(a) that in-service training of teachers 
is an ongoing p rocess , 

(b) that the nature of such courses 
should reflect a fusion of relevant content 
and methodology. 

(c) that specific courses should 
recognise specific needs of the part ici-
pants , both as a group and as 
individuals. 

(d) that in-service courses acknowledge 
their limitations, and focus attention on 
the implementation in the classroom of 
the ideas and suggestions passed on to 
part icipants. 

Aims The course aimed at providing training for a 
group of teachers responsible for junior 
classes of all-age primary schools, in the 
teaching of mathematics. 

The specific objectives were: 

(a) to discuss the main features of 
"New Mathematics" . 

(b) to describe the mathematics needs of 
junior pupils. 
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(c) to define in broad outline the Scope 
and Sequence of Mathematics for Juniors 
I to IV. 

(d) to design instructional strategies 
which will facilitate the teaching and 
learning of mathematics , at the Junior 
level . 

Participants Twenty teachers were selected by the Ministry 
of Education to attend the course . Eighteen 
attended, though the attendance varied each 
day from 17 to 15. 

The lectures and discussions were based on the 
following topics: 

(a) broad aims and objectives of new 
mathematics. 

(b) the nature of the Junior school child, 
and the nature of mathematics. 

(c) learning and teaching mathematics. 
(d) organizing a mathematics programme. 

(e) evaluating the mathematics programme. 

The main content areas covered were: 

(a) whole numbers 
(b) fractions and decimals 
(c) shapes 
(d) measurement 

(e) graphs 

The course was non-residential and lasted for 
13 days. Classes commenced each day at 
9.00 a . m . , and ended at 1.00 p .m. There was 
a 15 minute recess at 10.30 to 10.45 a .m. 

Four sessions were conducted each day and a 
total of fifty were completed for the period. 
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Teachers ' assignments included: 
(a) writing units of work, based on the 
main content areas 

(b) writing lesson plans 

(c) writing pupil work sheets 

(d) writing test items 

(e) developing enrichment activities 

(f) making teaching aids . 

Generally the teachers showed very keen 
interest in all aspects of the work attempted. 
A rather businesslike atmosphere prevailed 
throughout, and on several occasions they 
worked beyond the stipulated t imes. 

However it was felt that too much was done in 
too little time, and that the follow-up sessions 
were essent ial . 

Training was provided by means of: 
(a) lectures supplemented by resource 
materials . 

(b) group discussions based on the 
lec tures . 

(c) group assignments. 

(d) content lessons sess ions . 
(e) content review assignments. 
(f) l i terature review assignments. 

(g) practical work sess ions . 

Follow-up and 
evaluation 

Plans were made for immediate and frequent 
follow-up by: 

(a) the teachers in their teaching. 
(b) some responsible person, assisting 
the teachers in their efforts. 
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Most of the teachers , in the questionnaire 
given to them at the end, indicated that the 
course had helped them most with the planning 
of their mathematics lessons . 

No micro-teaching was done, as it was 
difficult to get pupils from the schools as the 
course was conducted during vacation time. 

Special This was a carefully planned, short , "one-off" 
features course for a small group of teachers from one 

island. It was non-residential, as indicated 
by the timetable and held during the school 
holidays. 

A commonly experienced consequence of the 
last point was that practical work with 
children was seldom possible. 

Although the organizers were clearly aware 
of the danger of attempting too much in the 
time available, in fact this appears to have 
happened. Consequently it was decided to 
have follow-up sess ions . 

The supervision of the teachers in their 
school work was the responsibility of the 
appropriate Ministry officer. Fortunately, 
this officer was also the Course Director -
assisted by a local primary school head-
mistress and a visiting college of education 
tutor. 

Reference 1. Course Report - kindly made available 
by Isaiah Thomas Esq. , Grenada Teachers ' 
College. 
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3 . THE CARIBBEAN 
MATHEMATICS PROJECT 1971-1975 

Background The Caribbean Mathematics Project (CMP) 
was, as its name indicates, a curriculum 
development project, but one in which teacher 
development went hand in hand with the develop-
ment of teaching and learning mater ia ls . 

As a close observer of the project wrote, 
while the project was still in action: "In any 
curriculum development project , one looks 
for outcomes in at least two fields, namely, 
new teaching materials and new skills in the 
teachers . The former is the eas ie r , and many 
projects understandbly concentrate on i t ; the 
lat ter is the harder , and much the more 
significant in the long term. Ideally the two 
aspects can go together, and even be seen as 
two sides of the same coin. That is the philo-
sophy espoused by the CMP , and to which its 
way of working is steadily approximating" . 

Aims The project aimed to ra ise the quality of 
mathematical education at Junior Secondary 
level by producing new materials for c lass -
room use by a process in which a paramount 
role was played by the teachers concerned. 
The production of materials was thus seen as 
a by-product of a strategy whose main purpose 
was to generate skills and confidence in the 
teachers themselves. This , it was hoped, 
would be the most enduring outcome of the 
project . 

Needs and The overall need and priori ty was to develop 
pr ior i t ies a realist ic and relevant curriculum for the 

new 3-year Junior Secondary schools of the 
Eastern Caribbean that had taken over from 
the old all-age elementary schools. A teacher-
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centred developmental p rocess , which was in 
effect, in-service training "on-the-job", had 
been identified as the first priority in the 
execution of this programme • 

Resources The main agencies involved were the eight 
Ministries of Education of the participating 
islands; the "University School of Education; 
UNESCO; the British Ministry of Overseas 
Development; the Peace Corps and the Centre 
for Educational Development Overseas (now 
part of the British Council). 

The teaching staff comprised one Project 
Co-ordinator (University School of Education); 
three full-time consultants (expatriate); and 
a number of local island co-ordinators. The 
consultants each had responsibility for certain 
islands but operated as a team and worked 
together on teachers ' courses and workshops. 

In each island a number of "Project teachers" 
were nominated and in the early days of the 
Project they met with their consultant for one 
day each month, island by island. There were 
also longer in-service courses held in the 
school holidays with teachers coming from 
four different i s lands . In a later phase a 
pattern of "mini-workshops" was developed 
involving all the Project teachers in the 
preparation, t r ial and revision of teaching and 
learning mater ials . Each workshop lasted for 
a week and took place at one of the Project 
schools. 

The procedure followed in these mini-workshops 
were generally as follows : 

F i r s t , in a pre-workshop period, a small group 
of Project t eachers , with their consultant, 
would work on a theme on which it was planned 
to develop a unit, drafting materials and 
carrying out initial classroom testing. 

Second, the workshop proper with all the 
Project teachers (usually about 20) from the 
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island, would use these materials to prepare 
lessons which were taught to classes of 
children, discussed and amended as desired. 

Third, immediately following on the full 
workshop, a small group of the teachers with 
the consultants would meet for a 3-day writing 
session. On the basis of the previous week's 
work the materials would be revised and 
supplemented and take the form of a Unit. This 
was followed by systematic school t r ia ls over 
a period of a few months. 

Fourth, the consultant and teachers ' writing-
group would meet again to consider the feed 
back from the t r ia ls and make any necessary 
further amendments. This latest draft of the 
Unit might again be further tes ted. 

Finally, the Unit material would be presented 
to a central editing workshop of all Project 
staff with Key Project teachers and College 
tu tors . The material was then prepared for 
publication. 

"Measurement of Area" can be regarded as a 
typical Unit. It consisted of: 

(a) A statement of 29 detailed objectives 
of the Unit, in terms of what pupils should 
be able to do as a result of working 
through the Unit. 

(b) An initial evaluation which consisted 
of a set of exercises on the theme of the 
Unit to assess the pupils' readiness to 
learn new concepts and to acquire new 
ski l l s . 
(c) Remedial work to be carr ied out 
individually or in small groups before 
work on the Unit if necessary . 

(c) A set of 22 worksheets on the theme 
of the Unit involving a variety of practical 
exercises under the teacher 's guidance. 

(d) A final evaluation to assess the 
extent to which the original objectives had 
been achieved. 
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(e) A teachers ' guide in the form of a 
110 page booklet in duplicated form, the 
main par ts of which were : 

(i) Background notes for the 
teacher on the topic. 

(ii) A glossary of terms . 

(iii) Resource material for 
supplementary work. 

(iv) The objectives of the Unit. 

(v) Teachers' notes on the 
worksheets. 
(vi) Lesson notes in a uniform 
pat tern, for each worksheet. 

(vii) Notes on preparation of 
apparatus, including assignment 
cards and cha r t s . 

Follow-up and In 1973-1974 the Project involved about 
evaluation 9,000 pupils and their t eachers . The main goal 

was to produce materials for the second year 
of the programme in which a mathematics 
"laboratory" approach was used in which 
teachers and pupils used cheap, locally 
available materials collected in a box. The 
"box" provided pupils with essential activities 
for building mathematical concepts in a way 
which was not possible with a textbook. 

A mini-workshop in 1974 developed materials 
for a laboratory approach to the teaching of 
geometry. 

A major concern was to maintain the balance 
between, on the one hand, keeping the 
responsibility on the teachers for deciding on 
and producing the teaching materials , and on 
the other ensuring that these materials were 
in all respects sound and suitable for the 
children with whom they were to be used. 

Since the Project as such - and with it the 
external assistance - came to an end in 1975, 
it has been of the greatest importance to 
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ensure that the development process begun 
should continue under local direction. This 
has meant that even more responsibility has 
devolved on the teachers though probably on 
a national ra ther than a regional bas i s . 

Special 
features 

Several interesting features emerged: 
(a) the very close relationship between 
the process of curriculum development 
and that of "teacher development" - the 
lat ter being regarded as the more 
important long-term goal. 

(b) the fact that even untrained teachers 
had participated usefully in the mini-
workshops as staff members of the 
project schools. 
(c) the close and effective working 
relationship between the various agencies 
involved. 

(d) the key role of the three full-time 
consultants with responsibility both for 
materials production and teacher involve-
ment through the workshops. 

(e) the extended schools t r i a l s , by the 
teachers , of the draft uni ts , leading to 
revision and further t r ials as necessary . 

Reference 1. Caribbean Mathematics Project materials 
and reports - CMP, c/o University of the 
West Indies, Bridgetown, Barbados. 
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4. THE KENYA 
HEADMASTERS' IN-SERVICE 
PROGRAMME 1968-1972 

Background In the early 1960s Kenya initiated a major 
effort to modernize its primary education - the 
so-called "New Primary Approach" (NPA). As 
this movement became more widespread, with 
large numbers of schools involved, the need 
for an in-service teacher training programme 
became a matter or urgency. In 1966, there-
fore, two major in-service courses were 
launched, one for primary headmasters, of 
whom there were about 5,000 in Kenya, and 
the other for unqualified teachers - about 
8,000 in all. A new, comprehensive primary 
school syllabus was introduced in 1967. 

Aims As the Tutors ' Handbook for the course puts 
it: "Too often the Headmaster of a Primary 
School considers that his responsibilities do 
not go beyond teaching a senior c l a s s , 
collecting school fees and distributing 
supplies. This In-Service Course is designed 
to challenge him to accept responsibility for 
the total programme in his school, and to 
provide the leadership required to make that 
programme an effective one . . . and to work 
with determination towards becoming an 
enlightened leader in the educational affairs 
of his school and his community." 

As plans were developed to improve the quality 
of primary education, the key role of the 
headmaster as a professional leader , especially 
in a period of curriculum change, was 
increasingly recognized. Thus the need was 
clear to upgrade his professional expertise to 
meet the challenge of a modernized educational 
system. 

Needs and 
priori t ies 
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An in-service training programme for head-
masters thus became a matter of high pr ior i ty . 
The need, however, was on such a scale that 
a long-term plan with external assistance was 
essent ia l . Further it had to be such that there 
was a minimum of disruption of normal school 
activit ies. 

Resources The agencies involved included the Ministry of 
Education and the Canadian Government through 
the provision and funding of an in-service 
training "team", 1966-1972. 

The staff involved formed two main groups: 

(a) a Canadian team of five who 
organized and designed the course 
including the preparation c f course 
syllabuses and radio broadcasts in 
consultation with the Ministry of 
Education and tutors at Teachers ' 
Colleges. 

(b) a selected group of college tutors 
(local and expatriate) who were respon-
sible for conducting the course , with 
one of their number at each of the 
eight colleges used, acting as Course 
Director . 

In addition, contributions to the course 
teaching were made by Education 
Officers and Inspectors, whilst the 
Canadian team acted in a general advisory 
and consultative ro le . 

The costs were shared by the Kenya Govern-
ment (all local costs) and the Canadian Govern-
ment. 

Participants The two courses were designed for primary 
school headmasters and unqualified t eachers . 

Content of This comprised work in supervision, adminis-
the course trat ion, and school management: also child 

study, and methods of teaching English, mathe-
matics, science, history and geography. A daily 
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20 minutes radio broadcast supported the 
programme. 

Modes and Each tutor was provided with a detailed Hand-
methods of book with timetable, course outlines, sugges-
training tions for methods of work in each subject, l is ts 

of useful reference books, audio-visual a ids , 
e tc . The course , as conducted in each of the 
8 colleges, was thus fairly closely structured, 
although clearly in practice much depended on 
the competence and experience of the tutors 
involved. 

Detailed suggestions were made in the Handbook 
for the tutor 's guidance, both in general terms 
and also specifically in each subject a r ea . 

Tutors were advised to interpret their "lecture" 
periods as situations in which they demonstrated 
methods, and provided opportunities for the 
teachers attending the course to ca r ry out 
practical exerc ises , to engage in discussion, 
make things and learn through experience. The 
principles explicitly emphasized were: 

(a) for tutors 

- having a clear purpose 
- organizing carefully 
- demonstrating practical processes 

(b) for teachers 
- learning by discovery 
- participating actively in discussion 

and in other ways 

The Headmasters' course was one of profe-
ssional training spread over one year and 
comprising two residential periods at the 
selected Teachers ' Colleges: one week during 
the April school holiday and two weeks during 
the August holiday. Additionally, each head-
master was required to complete a written 
assignment between the two residential periods 
and in this he was assisted by a ser ies of 
sixteen radio broadcasts of 15 minutes duration 
each geared to the course . At the end of the 
August session each participant wrote a 
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"culminating exerc ise" , which was graded. If 
successful, he was awarded a "Certificate of 
Attendance". By the end of 1971 over 4,400 
headmasters had successfully completed the 
course . 

There was emphasis, too, on the production of 
teaching aids and the fullest possible use of 
such college facilities as the Library and the 
Art and Craft rooms. The teachers were 
encouraged to make use of their extra-
curr icular time by organizing debates and 
discussion groups and inviting local government 
and community leaders to the college. 

Follow-up and There has been no formal follow-up as such to 
evaluation these courses . However, Education Officers 

and Inspectors regularly visit schools in their 
areas and there appears to be general agree-
ment that the programme has been valuable in 
raising the professional competence of the 
headmasters and giving them a heightened sense 
of vocation. Meetings of headteachers with 
supervisory staff have also been held at local, 
district and divisional level . 

Special By the end of 1972 very nearly all Kenya's 
features primary school heads had completed the in-

service courses and during this period some 
8,000 unqualified teachers had also followed 
a somewhat similar programme, but extending 
over 2 years in all and including both profe-
ssional and academic work, leading to the award 
of a teacher 's certif icate. 

From 1973 the course was offered to deputy 
headteachers as well as to newly appointed 
heads, but continued in much the same form. 

The courses for heads and unqualified teachers , 
held during two of the three annual school holi-
days , placed a considerable burden on the staffs 
of the teacher 's colleges. On the other hand the 
involvement of college tutors in the courses 
brought them into closer contact with school 
staffs than would otherwise have been the ca se . 
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They were also considerably helped by the 
provision of the detailed Tutors' Handbooks 
and the availability of members of the 
Canadian in-service team in an advisory 
capacity. 

The large-scale nature of the programme 
(without any disruption of school staffing) and 
thus the necessari ly fairly brief residential 
training per iods , argue for a continuing follow-
up effort, especially as the numbers of field 
supervisory staff increase . Individual advisory 
school visits and locally-based short courses/ 
conferences would seem to be a necessary 
extension of the 1966-1972 programme. 

1. RITTER, A . C . E . - Kenya's Teacher 
Training Programme. Commonwealth Education 
Newsletter Vol, 2 No. 11 November 1970. 

2 . Kenya Institute of Education - Tutors' 
Handbook for Headmasters' In-service 
Course. Revised edition 1972. 
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5. THE UGANDA/UNICEF 
TEACHER UP-GRADING 
PROGRAMME 1967-1970 

Background There was a considerable development of in-
service teacher training work in "Uganda 
following independence in 1962, notably in 
relation to a new primary school English cu r r i -
culum. Such work was boosted by the setting 
up in 1964 of the first full-time In-service 
College and in 1965 by the advent of the 
National Institute of Education. 

However, most of the courses planned were of 
short duration and some, perhaps, of rather 
doubtful value. In 1967, however, with the 
offer of external financial aid, a much l a rge r , 
longer-term programme was planned, of which 
the Grade I up-grading scheme was the biggest 
single element. 

Aims The main aim was to up-grade to Grade II 
status as many as possible of the 4,000 Grade I 
("Vernacular Grade") teachers in the primary 
schools in a phased (9 year) plan, the first 
3-year period of which would provide for about 
1,000 t eachers . 

Needs and A new, modernized, primary school syllabus 
priori t ies was introduced, on a phased basis , beginning 

in 1967. The new syllabus placed great 
emphasis on the teaching of English (the 
national language) from the first year of school 
and this put the Grade I ("Vernacular Grade") 
teachers at a disadvantage. However, many of 
these teachers were very experienced and 
competent within their limits and could, it was 
felt, benefit from further professional and 
academic education, and so play an essential 
par t in a developing, changing, educational 
system. 
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Resources The two agencies involved in the programme 
were the Ministry of Education and UNICEF; 
the latter providing printing machines and 
paper , teachers ' textbooks and reference 
books, costs of the residential courses and 
payments to course tu tors . 

The personnel involved included the staff of 
the correspondence unit which consisted of a 
full-time head of unit, and part-time writers 
and markers . They also included teacher 
training tutors who were engaged for teaching 
on residential courses during holiday periods 
and members of the Ministry Inspectorate who 
visited teachers in their schools during the 
programme. 

Participants As the programme was specifically designed for 
Grade I ("Vernacular Grade") t eachers , the 
only participants were from that group. 

Content of Both the need to improve the Grade I teachers ' 
the course own English and the priori ty being given to 

the teaching of English in the schools meant 
that priority had to be given to this on the 
course . In fact, the first year was devoted 
almost entirely to intensive English study with 
emphasis on teaching method during the r e s i -
dential periods and on subject content in the 
correspondence s e t s . 

During the second and third years the other 
subjects of the Grade II pre-serv ice teacher 
training syllabus were studied, the intention 
being to ensure as far as possible that the up-
graded teachers would be recognized as in all 
respects equivalent to those who had followed 
the normal pre-serv ice training course . 

Modes and The 1,000 teachers in the first group selected 
methods of by written examination, followed a 3-year 
training programme during which, in eight Teachers ' 

Colleges, they spent 2 to 3 weeks in each 
vacation period on residential cour ses . Each 
selected College thus provided places for about 
120 teachers from its region, usually working 
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in 4 groups. 

Each teacher was also required during term 
time - while doing his normal teaching job -
to study by correspondence, sending in written 
work for marking each month and receiving in 
return printed answer guides. Regular weekly 
radio broadcasts supported the correspondence 
lessons . 

The residential courses were conducted along 
fairly traditional l ines , with the lecture/ 
discussion approach generally used, but with 
opportunity also for some group and individual 
work. 

In order to provide individual assessment, 
cumulative records were kept for each teacher, 
showing results achieved in correspondence 
work and also in the tests given at the end of 
each residential course . A final examination 
was set and marked by the National Institute of 
Education, the body which administers all 
teachers ' examinations in Uganda, 

Of the 1,000 teachers who began the courses in 
August 1967, 876 finally completed the course 
and passed the final examination in December 
1970. 

Follow-up and This was informal, with members of the 
evaluation Ministry's Central and Regional Inspectorate 

seeing in the time available what they could of 
the teachers in their schools during the 3 years 
of the course . 

The weekly radio broadcasts helped to keep 
teachers in touch, and it was sometimes 
possible for visiting inspectors to arrange 
short local group meetings with the teachers 
involved in the programme • 

A major evaluation exercise was undertaken 
with UNICEF ass is tance . The plan was for 
small teams of evaluators, after a period of 
training, and of working to a carefully prepared 
observation schedule, to visit the teachers in 
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their schools at different stages of the pro-
gramme observing their teaching performance. 

The programme called for very considerable 
sustained effort on the part of the teachers , 
giving up the greater part of their holidays for 
3 years and continuing correspondence studies 
whilst doing their normal teaching duties. 
Nevertheless morale was high and the fall-out 
very low for a course of this kind. Clearly the 
incentive of being up-graded to a higher status 
and so better pay was effective. 

Work in the teachers ' schools was not disrupted 
in any way as all the residential courses took 
place in school holidays. 

Very few full-time staff were needed specifi-
cally for the project or for the correspondence 
unit. All the teaching on the vacation courses 
was done by existing training college tutors 
who, for the first time on in-service work, 
received payment for their extra duties. 

This economical staffing arrangement meant, 
however, that those directly responsible for 
the course teaching were unable, because of 
their normal term-time duties, to follow up the 
teachers in their schools. This responsibility 
had to be undertaken by the Ministry of 
Education's inspectors as part of their normal 
field supervisory work. 

The major evaluation project undertaken with 
UNICEF assistance ran into a number of 
serious difficulties and the report was delayed. 
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6. THE SWAZILAND 
IN-SERVICE TEACHER TRAINING 
PROJECT 1973-1978 

Background A UNESCO-aided up-grading programme for 
over 500 untrained teachers in Botswana was 
conducted in the period 1968-1972. This 
project, consisting of a ser ies of residential 
courses together with correspondence study 
and the use of radio (on similar lines to the 
Uganda programme) attracted a good deal of 
attention in neighbouring countries. In 1971 a 
group of senior education officials from 
Swaziland visited the Botswana project, located 
at the Francistown College, made a study of the 
work being done, and, as a resul t , a similar 
project came into existence in Swaziland in 
1972, on the campus of a teachers ' college. 
Several months were occupied in recruiting 
staff and materials , planning courses and 
writing the first yea r s ' correspondence assign-
ments . The first group of students took up 
residence in July 1973. 

Aims These were to up-grade to full Primary School 
Teachers ' Certificate level some 600 serving 
teachers who were either untrained or held 
only the Elementary Vernacular Certificate. 
These represented about one third of the total 
primary school teaching force. The full pro-
gramme was to be phased over a 5 year period 
(see figure 2). 

Needs and Pr ior i ty was given to this up-grading project 
pr ior i t ies in order to ra ise the general academic and 

professional level of the least qualified third of 
the teaching force. At the same time, it provided 
a more pract ical , child-centred approach to the 
education of the younger children for whom 
these teachers were mainly responsible. 
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Whilst curriculum change was not envisaged as 
a function of the project, change did result 
from the involvement of in-service staff with 
teachers and their schools. 

Resources The agencies involved were the Ministry of 
Education; UNESCO (some staff members); 
UNICEF (correspondence unit equipment and 
materials; transport); and the British 
Ministry of Overseas Development (some staff 
and buildings). 

The staff required included: Project Manager; 
Head of Correspondence Unit; ten tutors; 
clerical staff. At present (1974) there is only 
one Swazi national on the teaching staff. The 
Correspondence Unit works under considerable 
pressure and employs eight typing and anci-
llary staff. Part-time assignment markers are 
also employed. 

Participants These were the 600 serving teachers either 
without training or with only vernacular 
training. 

Content of The curriculum is in two pa r t s : five 'core 
the course  subjects' - education, English, mathematics, 

science 8c social studies; and a number of 
'supplementary' subjects - teaching aids , 
Si Swati, music, home economics and physical 
education. About four-fifths of the time in the 
in-college course is spent on the core subjects, 
which are followed up by correspondence. The 
supplementary subjects are not included in the 
correspondence studies. (see figure 2) 

Modes and The syllabus in each subject is devised by the 
methods of tutorial staff and takes into account both the 
training academic and the professional needs of the 

teachers . 
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studies, and engage in discussions, demonstra-
t ions, laboratory and l ibrary work. In the 
second and third residential sessions, the 
previous year ' s work is examined and the 
correspondence work for the following year is 
introduced. Course members each complete a 
total of 40 assignments during the year which 
are returned to the College, marked and graded, 
and returned to the teachers . 

There is considerable emphasis on practical 
activities during the course and their applica-
tion is studied by regular visits to the local 
primary school which is used for demonstration 
and practice purposes . 

The following summary of the Science Syllabus 
for the second year of the course provicies a 
useful illustration of the kind of work being 
done: 

" 1 . In-College Course 

The acquisition of the necessary ski l ls , 
techniques and organizational ability 
must be a major part of the ln-College 
work. The emphasis in the second year 
In-College course is on the selection, 
interpretation and use of simple science 
activities for classroom application. 
The teachers have been introduced to 
selections of suitable activities in 
various topics, e . g . water, animals, 
plants in the first year , and they have 
been encouraged to attempt these with 
their c l a s ses . A large part of the 
second year six week course is given 
to: 
(a) planning ordered ser ies of activi-
ties on a yearly or termly bas i s . 
(b) gleaning the materials for these 
activities from the already prepared 
activity sheets and assignments and 
from others to be written this yea r . 
(c) preparing and using materials and 
equipment to go with these class 
activit ies. 
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(d) learning to organize the classroom 
to best advantage when handling such 
science activities with children. 

At least a session will be given to the 
proper use of simple carpentry tools . 
Such skills are very necessary, given 
the situation in most schools at present . 
We have found that the teachers , both 
men and women, tackle tasks involving 
the use of tools with enthusiasm. 

Attention will also be given to the contents 
of the second year assignments, where 
difficulties might be anticipated. 

" 2 . The Work in the Practising School 

Throughout the year , the teachers in the 
school will be given plans of work in 
various topics, along the lines mentioned 
in the ln-College Section above. They 
will be helped with the organization of 
the activities, and the preparation of 
materials for use with the children, so 
that our students can see the science 
activity programme in action on their 
weekly visits to the school. 

"3. Assignment Titles 

Assignment 9 Magnetism 
Assignment 10 More about Plants 
Assignment 11 Machines 
Assignment 12 More about Animals 
Assignment 13 Electricity 
Assignment 14- Human Body II 
Assignment 15 Earth 's place in the 

Universe 
Assignment 16 Travel above the Earth 

School visits 

During the science staff visits to our 
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teachers in the schools, special 
attention will be given to second year 
teachers who should be putting into 
pract ice , activity programmes planned 
on a term bas is . 

The organization of the classroom, 
involving placing of interest tables, 
storing of materials and equipment, 
planning rotating group activities for 
the class and integrating across t radi-
tional subject boundaries, are important 
areas with which the teachers will be 
given ass is tance. Lists of locally 
available materials have been issued to 
all teachers and schools and the staff 
will try to ensure that the headmasters 
supply the teachers with these . 

" 5 . Radio and Newsletter 

Up to the present time, ideas for the 
broadcasts and newsletter articles stem 
from points which ar ise during the course 
of the work. For example, articles 
presented for the Newsletter's previous 
issues have been: 

(a) Activity Science in the Primary 
School. 
(b) Primary School "Activity" Mater ials . 
(c) The Discovery table. 

and radio broadcast titles transmitted in 
term 1 1974 a r e : 

(a) The Activity Approach to Science. 

(b) Using our Senses . 

In future issues and programmes, ideas 
for class activit ies, limits on how to 
tackle certain topics with children, 
making and finding materials and equip-
ment, and such practical issues will be 
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dealt with. It is important to maintain 
the relevance of such items by preparing 
them when they are needed." 

Follow-up and The follow-up element in the project is given 
evaluation considerable pr ior i ty , as already indicated in 

previous paragraphs . 

It is considered essential that the in-college 
courses of six weeks each, and the assignment 
work done by teachers in addition to their 
normal term-time teaching duties, should be 
supported by a variety of personal contacts. 
These include the twice-weekly radio broad-
casts ; the regular project newsletters ; 
personal correspondence between tutors and 
teachers and, most important, the advisory 
visits by tutors to teachers in their own 
schools. As a recent project report puts i t : 
"Practical help for and encouragement of the 
student in h i s , or he r , own environment is the 
most successful way to ensure that real pro-
gress is made. The impact upon the schools and 
communities has been remarkable." During the 
first year of the project, tutors were able to 
spend an average of two days each week on 
such advisory v is i t s . As the teaching load on 
in-college courses increases in the second and 
subsequent y e a r s , it is likely that this will be 
no more than one day per week - and th is , of 
course , with a growing number of teachers in 
the project. 

No strictly objective means of evaluating the 
project are envisaged as yet . More importantly, 
it is considered that a process of on-going 
evaluation through regular visits to schools, 
the checking of teachers ' correspondence work 
and their work on the in-college courses will 
provide the means whereby progress can be 
assessed and any necessary modifications to 
the project programme can be made. 

Special Most of these have already been referred to , or 
features implied, but it may be useful to s t ress the 

following : 
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(a) the extent of the pre-course 
planning and assignment writing, with 
most of the staff available several 
months ahead of the first course . 

(b) the location, with additional 
buildings, on a College campus with 
consequent mutual benefits-and problems. 

(c) the complexity of organization of 
the correspondence unit and the need 
for good supporting staff. 

(d) arising from the opportunity for the 
staff to meet and plan together before-
hand, there developed a "team" effort 
amongst all staff purusing a commonly 
agreed objective. 

(e) the very practical nature of the 
in-college course , including the 
extensive use of a local school for 
demonstration and pract ice . 

(f) the extent and thoroughness of the 
"follow-up" activities leading naturally 
to classroom trial of limited curriculum 
innovations. 
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7. INDIA 
THE BOMBAY SCIENCE 
IMPROVEMENT PROJECT 1970-1974 

Background India is committed to a programme of scientific 
advancement as a major means to national 
development and thus to raising the standards 
of living of its people. Consequently the impro-
vement of science education at all levels is a 
matter of high priori ty. 

In Greater Bombay, the Education Department 
of the Municipal Corporation set out in 1970 
to prepare and implement an enriched, child-
centred, science curriculum for its 1,100 
primary schools catering for some 600,000 
children in the 5-11 age range. Inevitably, a 
major element in such a programme was a 
massive re-training exercise for the 15,000 
teachers concerned. (A roughly equal number 
of children existed in private schools). 

Such a programme, had of necessity to be a 
long-term one requiring both professional 
expertise and very considerable administrative 
and financial support. 

Aims The overall aim of the project was to prepare 
a suitable primary science curriculum with 
supporting teachers ' and pupils' materials , 
including science k i t s , and to try it out under 
classroom conditions with a view to eventual 
implementation in all the city's schools. 

The particular objectives of the in-service 
training programme were stated as : 

(a) to acquaint the teachers with the 
methodology and philosophy associated 

96 



(b) to train the teachers in the c lass -
room use of materials produced by the 
project. 

(c) to help teachers in preparing 
audio-visual aids and models. 

(d) to ra ise the teachers ' level of 
understanding of basic scientific and 
mathematical concepts and skills by 
stressing logical reasoning, patterns 
and relationships , and by involving 
them in activities through the use of 
enquiry methods. 

Needs and In terms of teacher training the first priority 
priori t ies was seen to be the changing of teachers ' 

attitudes to the whole business of learning and 
teaching at the same time as deepening their 
own scientific knowledge. As a project report 
put it: "The traditional method . . . is "chalk 
and talk". Very often there are no facilities 
for teachers even to demonstrate phenomena, 
let alone allow the children to have the oppor-
tunity of finding out things for themselves. The 
idea that children can make their own observa-
t ions, form their own hypotheses, then test 
them and so discover many of the laws of 
nature, has been completely alien to the 
t eachers" . 

The immensity of the re-training problem 
necessarily meant a carefully phased long-
term programme with concern in the ear l ier 
years to develop both practicable curriculum 
materials and effective forms of in-service 
training. 

Resources The agencies involved included the Municipal 
Council of Greater Bombay, the National 
Council for Science Education, the Government 
of India, the British Council and the National 
Science Foundation of the USA providing 
consultants. 

The teaching staff of 24 included an equal 
number of full-time and part-time members. 
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The full-time members comprised selected 
teachers who had received special training in 
1971 and 1972 to enable them to work as 
supervisors in the Project . 

Participants Those who shared in the project were the 
15,000 teachers and 600,000 pupils in 
Bombay's municipally governed primary 
schools. 

Content of Teachers and children were introduced to and 
the course exercised in fundamental scientific skills such 

as observation, classification, inference, 
hypothesizing, e tc . 

Modes and In 1971 one hundred and twenty teachers from 
methods of the five major language groups were trained in 
training the use of the materials for Standards I and II. 

In 1972 a further 250 teachers received similar 
training, plus an additional 40 who concentra-
ted on the new materials that had been produced 
for Standards III and IV. Each session con-
sisted of a three-week intensive workshop 
followed immediately by a one-week workshop 
for the production of teaching a ids . These 
workshops were held during the school summer 
holidays, and finally, half way through the 
school year , short follow-up workshops were 
held for discussion of problems encountered. 
Also, all the teachers involved met once a 
month in their own language groups to sort out 
difficulties • 

La ter , the workshops were extended to six 
weeks in order to prepare teachers for work 
in the whole Standard I to Standard IV range. 

To reach the objectives of the workshops work 
was carr ied out at two different but related 
leve ls . F i r s t , materials in the processes of 
science were given at the teachers ' level and 
secondly these were related to the classroom 
situation. 
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e . g . Observation 

(a) looking at a sugar cube coated 
with alum powder. 

(b) describing a R s . 5 / - note, from 
memory. 
(c) observing copper chloride and 
aluminium foil, followed by the action 
of one on the other. 
(all designed to illustrate the use of 
the five senses) 
(d) the many activities included in 
the teachers ' guide I and pupils' 
book I -  "Using our Senses" . 

Using this idea of the various processes 
involved in scientific method, further activi-
t i es , with teachers working in small groups, 
were carried out in classifying, inferring, 
and hypothesizing at their own level followed 
by experiences using activities contained in 
the teachers ' guides that could be done with 
primary school children. 

A part of each day was devoted to mathematics 
- mainly new ways of teaching addition, sub-
traction, s e t s , a rea , time e tc . The reason for 
including mathematics was because it was found 
that the science course needed the support of 
a practically orientated course in mathematics. 

In addition to making their own teaching aids 
the teachers also made a number of local edu-
cational visits - to the zoo, seashore , factory 
e tc . - to help them look at their environment. 
Materials collected during these visits were 
used afterwards in the workshop. 

The whole programme was thus a very practical 
and functional one, designed to enable the 
teachers to implement in their own classrooms 
a more child-centred, enquiry-based, approach 
to science education. 

Follow-up and A great deal of effort was made by the project 
evaluation team in visiting, in their own classrooms, 
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teachers who had attended the workshops. With 
so many schools in a densely populated urban 
a rea , this was not such a physical, time-
consuming, problem as is often the ca se . Nor 
was the cost of travel too great . 

The purpose of the follow-up visits was: 

(a) to help the teachers over diffi-
culties they encountered in implementing 
the new curriculum materials . 

(b) to evaluate the suitability and 
effectiveness both of the curriculum 
materials themselves and of the in-
service training which the teachers had 
undergone. 

A process of continuous evaluation was con-
ducted throughout the life of the project. 

In order to observe and measure the attainment 
of the objectives of the in-service training 
programme outlined above, two different 
evaluations were used; one relating to the first 
three objectives, and the other to the fourth. 

The first evaluation exercise was conducted by 
means of two instruments: a structured perso-
nal interview with each participating teacher 
and an observation schedule completed during 
a lesson taken by the teacher . The main con-
clusions reached as a result of this evaluation 
were: 

(a) most teachers and pupils found 
the new methods more enjoyable and 
meaningful. 

(b) the teachers also found them more 
demanding and time-consuming, 
especially at f i rs t . 

(c) the change to activity-oriented 
group teaching was difficult, but worth-
while . 
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(d) there was, however, little evidence 
that these new methods had affected 
work in other subjects, even in 
Standards I and II. 

(e) one third of the teachers were 
teaching the class as a whole; the rest 
were attempting group and individual 
work, but most were keeping rigidly 
to the experiences suggested in the 
guides and were not attempting to 
devise activities of their own or to 
allow children to play with and explore 
materials in their own way. 

(f) most teachers were taking more 
pride in the appearance of their c lass-
rooms and making more use of visual 
a ids . 

This preliminary evaluation was followed by a 
later evaluation of the same group to provide 
firmer evidence of the project 's effectiveness. 

This second evaluation exercise took the form 
of an objective-type test of 32 questions for 
280 participants administered at the beginning 
and end of two six-week workshops in 1973 and 
1974. Its purpose was to discover if there was 
any significant change in the level of basic 
scientific and mathematical concepts and skills 
as a result of the workshops. 

The general conclusion from this evaluation 
was that, on statistical evidence, there was a 
significant difference between pre- tes t s and 
pos t - tes t s , so that the workshop appeared to 
be achieving the objective aimed a t . It i s , 
perhaps , fair to comment that this might well 
be expected from an intensive 6 week workshop • 
It would be interesting to be able to compare 
the gain made with those from a shorter in-
service course of only 1 or 2 weeks - the kind 
very commonly available. 

Special One such feature was the very close inter-
features relationship between in-service training and 

curriculum development (of the Caribbean 
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Mathematics Project); but materials in Bombay 
were written only by the Project team, who 
were mainly local t eachers . 

Also there was the essentially practical 
nature of the in-service programme though 
aiming at a change of approach and attitude 
on the part of the teachers . The organizers' 
difficulty, in view of the teachers ' background, 
was "what to leave out" . 

Another feature was the intensity of the follow-
up and evaluation exerc ises , helped by the 
urban location of the schools . 

By June 1973 about 1,000 out of a total of 
15,000 teachers had received some in-service 
training. Clearly a long-term programme was 
called for. In addition, in July 1974, the State 
the Maharashtra, with its 60 million people 
and 55,000 primary schools, decided to adopt 
the new science programme for Standards I 
to IV. This necessitated a massive in-service 
training project . 

In a personal communication, the consultant 
s tressed the vital importance of follow-up 
activity without which courses and workshops, 
however good in themselves, could be a waste 
of time. "Schools and headteachers can be 
cruel p laces , but at least they are the real 
situation, not the confines of the workshop." 
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Gilder Tank, Bombay, April 1974. 

2 . BROOKES, John H. - Bombay Science 
Improvement Project . Science Education 
Newsletter, April 1973. 

3 . Project Profile - Educational Develop-
ment International, July 1973. 
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8. NIGERIA 
A PRIMARY EDUCATION 
IMPROVEMENT PROJECT 
BEGUN 1969 

Background In recent years Nigeria has been much con-
cerned to improve the quality of the education 
offered in its schools, and more especially in 
its primary schools where, as an observer has 
put it: "what is now taught . . . is often poor by 
any educational standards; at its best formal 
and unimaginative; at its worst inefficient, 
irrelevant and dull ." 

To this end a National Curriculum Conference 
met in 1969 and produced an agreed statement 
of national educational objectives, with speci-
fic objectives for each level of education. This 
was followed by the convening of workshops to 
translate these general objectives into detailed 
specific objectives for each subject and c lass , 
and also to produce outline syllabuses. 

The primary workshop took place in 1971 and 
produced syllabus guidelines in six subject 
a r e a s , as the basis for curricula to be devised 
and used experimentally at State level . 

In the case of the northern states in Nigeria, 
work had, in fact, already begun in 1969, 
centred on the Institute of Education, Ahmadu 
Bello University, Zar ia . 

Aims The overall aim was to produce a full experi-
mental, child-centred primary school cur r i -
culum for pilot use in all the northern states 
and eventual large-scale adoption. But as 
"curriculum change depends on people, not 
paper" a major in-service programme was 
developed to ensure the effective implementation 
of the new curriculum materials in the schools. 
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In the ear l ier years of the project, this was 
concentrated on 66 project schools, 11 in each 
of the then six northern s ta tes , with a 
Teachers College acting as the local centre in 
each ca se . 

Needs and Fi rs t priority in this in-service programme 
priorit ies was given to maintaining close and sympathetic 

supervision of the teachers in the project 
schools. The key people in this process were 
a group of "mobile teacher t r a ine r s" , one 
based at each of the centres and responsible 
for the experimental schools in his a rea . 

Resources The main agencies involved were the six State 
Ministries of Education who were responsible 
for the payment of teachers and supervisors; 
the Institute of Education who undertook the 
preparation and tr ial of materials and their 
distribution together with in-service training; 
and UNICEF who provided the financial support 
for the Institute's work and for the transport 
of field supervisors . 

The full-time staff employed consisted of one 
mobile teacher t rainer for each centre and 
sometimes a full-time assistant as well. In 
addition, there were part-time-project co-
ordinators at the Institute of Education, subject 
panel members, college tutors and inspectors . 

Participants The key to the project was the selected group 
of mobile teacher t ra iners entrusted with the 
task of implementing the new curricula and 
teaching materials with the teachers in the 
66 project schools. 

Content of The courses , both central and local, were very 
the course closely geared to the curriculum materials -

that is to the schemes of work, teachers ' notes 
and pupils' materials including locally 
purchased materials such as cassava pas te , 
market dyes e tc . - for language, mathematics, 
social studies, science and health education. 
Clearly all concerned, t ra iners and project 
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t e a c h e r s a l i k e , had to be familiar with the 
na tu re and purpose of these m a t e r i a l s . The 
c o u r s e s , t h e r e f o r e , provided oppor tuni t ies 
for s tudy , d i s c u s s i o n , demonst ra t ion and 
p r a c t i c e in such a way t h a t , on t h e i r r e t u r n 
to t he i r s c h o o l s , the p ro jec t t e a c h e r s were 
p r e p a r e d to apply what they had l e a r n e d in 
t he i r own c l a s s r o o m s . Even s o , i t was felt 
that these shor t c o u r s e s had attempted to do 
too much in cover ing the whole cur r icu lum for 
any one school y e a r and , consequen t ly , local 
supplementary c o u r s e s had sometimes to be 
run to remedy w e a k n e s s e s . 

The programme was so a r r a n g e d that the new 
c u r r i c u l a were in t roduced exper imenta l ly y e a r 
by y e a r i . e . C l a s s 1 in 1971; C l a s s 2 in 1972 
e t c . , with ma te r i a l s for each y e a r p r e p a r e d 
in advance and d i s t r ibu ted to the schools in 
time for the new school y e a r . 

Modes and I n - s e r v i c e c o u r s e work was c a r r i e d out at 
methods of two l e v e l s ; f i r s t at the In s t i t u t e , for the 
t r a in ing t r a i n e r s i . e . col lege t u t o r s , mobile t e a c h e r 

t r a i n e r s and i n s p e c t o r s ; then at the 11 loca l 
c e n t r e s for the t e a c h e r s in the p ro jec t s c h o o l s . 
These shor t c o u r s e s were held each y e a r 
during the school holidays in December and 
January and we re followed immediately by the 
t r i a l use of the new ma te r i a l s in the s c h o o l s . 
During each y e a r a workshop was held for the 
mobile t e a c h e r t r a i n e r s who r e p o r t e d back on 
the use and sui tabi l i ty of the p ro jec t ma te r i a l s 
in the s c h o o l s . 

A r e p o r t on the P r o j e c t , said that it was when 
the exper imenta l ma te r i a l got into the c l a s s -
room that the most c r u c i a l work took p lace 
and the most unpred ic tab le problems were 
encoun te red . This was where the work of the 
"mobile t e a c h e r t r a i n e r s " who w e r e most ly 
N i g e r i a n s , though t h e r e were some Br i t i sh 
t e a c h e r s , was so impor tan t . With some p a r t -
time a s s i s t a n c e from local col lege t u to r s o r 
i n s p e c t o r s , they had the task not only of 
superv is ing the new m a t e r i a l , but of 

Fol low-up and 
evaluat ion 
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distributing i t , explaining i t , and sometimes 
translating i t ; of running local courses for 
teachers , demonstrating in the classroom and 
proving informal evaluation of its effectiveness. 

The mobile teacher t ra iners in other words, 
provided the constant help and reassurance in 
the field that was essential if the teachers 
were to be able to revise their whole outlook 
towards primary teaching in the manner that 
the new curriculum materials required. 
Teachers needed much help and confidence to 
forsake the safety of the formal routines which 
had been their whole experience of education 
and to embark on the uncertain waters of 
creative activities, group work, environmental 
studies and discovery science. 

As already indicated, a process of continuous 
evaluation of the project was carr ied out, very 
largely by the mobile teacher t ra iners during 
their visits to the project schools. This 
informal evaluation sought to assess the 
suitability and effectiveness of the experimen-
tal curriculum materials . At the same time it 
was necessari ly concerned with the in-service 
training programme mounted to prepare the 
teachers for their work. 

The feed-back came during the annual work-
shops for the field staff and as a result of 
which the experimental materials were revised 
in the light of experience in the schools. 

Special The Project was an example of the way in which 
features centralized initiative (often the only practicable 

one) can gradually be devolved and modified to 
suit local conditions while retaining i ts funda-
mental charac ter . 

It provided a good example of working par tner-
ship between a University Institute of 
Education, Ministries of Education, schools 
and an international agency. 

The mobile teacher t ra iners had a key role in 
ensuring close follow-up and supervision of the 
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project teachers in their schools . In a similar 
project in Tanzania, such staff based at 
teachers ' colleges, had a limited pre-service 
as well as an in-service training ro l e . Such 
an arrangement does much to keep the 
colleges in close touch with the reali t ies of 
the school situation. 

A matter for continuing concern is the adequacy 
of the administrative and financial support 
which a developing programme of this kind 
requires if it is to be fully effective, as also 
is the question of whether the rate of diffusion 
of the new curriculum materials to la rger 
numbers of schools may not prove to be too fast 
in relation to in-service training capacity. 

Reference 1. HAWES , H.W.R. - New Curricula for 
Nigerian Primary Schools. Overseas 
Challenge, No. 23 , 1972. 
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Part 3 

Conclusions 

109 



SOME CONCLUSIONS 

The needs With needs and resources varying so much 
the case from country to country it might seem presump-
studies tuous to attempt to formulate any general 
reveal conclusions on the organization and execution 

of in-service teacher training in the developing 
nations. Yet certain problems recur over and 
over; the basic issues would seem to be 
common to all in-service programmes and so 
it may well be that a brief summing up of the 
main lessons to be learnt thus far might serve 
a useful purpose. These may be stated under 
the following two main headings : 

Coherent 
policies 
incorporating 
all aspects of 
teacher 
education 

(1) Planning and organization 

In-service teacher training should be 
thought of and planned as an integral 
part of the whole business of teacher 
education and training. This implies 
recognition of it as a permanent, 
continuing feature of the educational 
scene ra ther than a number of limited 
"ad hoc" exerc i ses . 

Agreed 
priori t ies 

As this involves a considerable commit-
ment, both of finance and staff, pr ior i -
ties have to be clearly determined and 
acted on. Everything cannot be done at 
once. 

Adequate 
support and 
back-up 

Any major in-service programme 
requires an adequate administrative 
back-up . Requirements , such as 
accommodation, staffing, materials and 
so forth must be identified in detail well 
in advance and provided at the appro-
priate time. Professional staff should 
not find themselves having to car ry out 
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time-consuming administrative tasks at 
the expense of their proper jobs. 

Realistic 
planning 

Planning of in-service training must 
be rea l i s t ic , both in relation to 
resources and participants . Educa-
tional planners , administrators and 
those professionally involved should 
be jointly concerned in such planning. 

Co-ordination 
of agencies 
and resources 

In-service planning should ensure the 
co-ordination of all available agencies 
and resources (including external aid) 
and avoid duplication of effort. 

Adequate time 
for 
preparation 

Major in-service training projects 
require a reasonable pre-course 
period of time for staff planning and 
preparation of materials . 

Suitable 
staffing 

The staffing of in-service programmes 
is of the greatest importance. Suitable 
staff, full or part- t ime, must be 
identified and made available for 
sufficiently long per iods . 

Controlled 
extension of 
pilot 
projects 

The extension of pilot projects to 
large numbers of schools should only 
be undertaken as both materials and 
teachers are properly prepared and 
the means of adequate continuing 
supervision are available. This is 
vital in the case of any project 
concerned with curriculum change. 

Participation 
by groups of 
staff in an 
institution 
rather than by 
individuals 

The involvement of headteachers, 
heads and members of subject depart-
ments (in secondary schools), or whole 
school staffs (in primary schools) 
should be considered as potentially 
more effective modes of in-service 
training than the participation of indi-
vidual teachers . 
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(2) Execution of in-service training 
programmes 

Realistic In any in-service programme the 
objectives objectives should be: 

- carefully considered 

- realistic 

- stated clearly and precisely 

- reflected in the course programme 
- capable of modification in the light 

of experience 

A common though understandable 
weakness, especially in short courses , 
is the tendency to attempt too much 
in the time available. It is a temptation 
to be resisted if the course is to be 
effective at classroom level . 

Availability of 
materials 

Part icularly in courses or programmes 
concerned with curriculum change, it 
is essential that new materials for 
teachers and pupils be available when 
required (both on courses and in the 
schools). Delays can and do occur, 
but can be destructive of morale. 

Varied and Methods of work should be varied and 
practical should be such as to provide teachers 
methods with the requisite experience, as well 

as the knowledge, for successful 
application in their own teaching 
situations. This is especially so where, 
as is often the case , they are being 
asked, in effect, not simply to adopt 
a new technique but to change their 
whole conception of the nature and 
purpose of education. The change from 
Dr Beeby's Stage II to Stage III or IV 
is unlikely to be made without an 
extended period of training and super-
vision, and is in any case at first not 
likely to be applied in teaching 
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situations other than those for which 
training has been given. 

Supervised Close and helpful follow-up supervision 
follow-up is thus a "must" for almost all in-service 

projects , particularly those concerned 
with primary teachers and with curr icu-
lum change. Whenever possible this 
should be the responsibility of those , who 
have themselves participated in the 
course work as in the case of the 
Nigerian mobile teacher t r a ine r s . Such 
supervision, together with more formal 
methods, will provide the feed-back on 
the suitability and effectiveness of the 
in-service programmes and thus help in 
the process of revision as necessary . 
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Note 

Project 
materials 
and 
information 

The published l i terature on in-service 
teacher training, especially in the developing 
countries, is very scanty. It is also not easy 
to come by as most of it has appeared in the 
form of art icles in such journals a s : 

Teacher Education in New Countries 
(OUP - no longer published) 

English Language Teaching (OUP) 

Overseas Challenge (ODM, London) 

Educational Development International 
(British Council) 

Science Education Newsletter 
(British Council) 

A good deal also is available only in unpub-
lished project r epor t s , some of which have 
been invaluable in the compilation of certain 
of the Case Studies in Par t 2 . 

Printed and audio-visual materials relating to 
particular in-service projects are normally 
only available direct from the Agency 
(Ministry, University etc . ) concerned in the 
country of origin. 

A Curriculum Information Centre (for overseas) 
now operates, however, in the British Council 
at Tavistock House South, Tavistock Square , 
London, WC1. Here materials from many 
countries can be examined and information 
supplied by post in response to specific 
inquir ies . 
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