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ABSTRACT 

In recent years 1 staf f development has recei ved general 

recogni t lon as aval uable method for improving the quali ty of 

education. Teacher centres constitute a significant forum tor 

facilitating staff development. The purpose of this qualitative 

case study is to examine one such teacher centre in Montreal. 

Examination of the literature on effective staff development 

and teacher centres resul ted in an analytical framework 

comp:dsing: (1) Contexti (2) Organizational Structure; (3) 

Planning; (4) Processj and, (5) Content. This was used to 

organize data collected from observation, interviews, documents 

and a client survey. 

The case stud} provided insight into the philosophy, purpose 

and organization of the centre and its staff development 

programmes. Additionally, the study identified methods employed 

by the centre to combat problems which currently face many staff 

development fora; namely, continued funding and maintaining 

cl lent support. 

The study revealed a strong relationship between the 

characteristics of the centre and those identified by research as 

effective staff development . 
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RESUME 

Ces dernières années, le développement professional du 

personnel enseignant a été reconnu comme une méthode sér leuse 

d'amélioration de la qualité de l'éducation. 

Les centres pour enseignants sont des lleux propices au 

développement professional du personnel enseignant. En vUe' de' 

l'étude qualitative de ce cas, le centre pour enseignant de 

Montréal a été retenu pour examen. 

La lecture des textes concernant le développement 

professional du personnel enseignant et les centres pour 

enseignants, nous a fourni un cadre d'analyse se composant de: 

(1) le Contexte, (2) la Structure de l'organisation, (3) Jo 

Planification, (4) les Procédés, et (5) le Contenu. Celte' 

méthode a été utilisée pour organiser des données recuf-~11111~H cl 

partir d'observations, d'interviews, de documents el d'UIlf" 

enquete auprès d'un client. 

L'étude de ce cas a permis de mieux comprendre la 

philosophie, le but et l'organisation du centre et de 8011 

programme de d~veloppement professional enseignant. De plus, 

l'étude a permis d'identificl les méthodes employées pal l~ 

centre pour résoudre les problèmes auxquels doivent fêllre i éJe" 

ces programmes de développement professional du personn~l 

enseignant qui sont notamment le financement et Je soul]~n d~A 

clients. 

L'étude a révélé une relation très forte entre les 

caractéristiques du centre et celles identifiées lors des 

recherches concernant le développen,ent efficace du personne] 

enseignant . 

~I 
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TEACHER CENTRES AS A MEANS OF 

FACILITATING STAFF DEVELOPMENT: A CASE STUDY 

1.0 INTRODUCTION 

The purpose of this thesis is to examine a teacher centre 

as a means of facilitating staff development within an 

educational context. The study is grounded in research on 

effective staff development and teacher centres. 

This chapter outlines the theoretical background for the 

study. The first section provides a brief overview of 

literature on the purpose and value of staff development. 

Next, the link between staff development and teacher centres 

is established: teecher centres are defined, and a case is 

made for their importance in the process of facilitating staff 

development. Also in this chapter, the origins, types and 

purposes of teacher centres are delineated. The final two 

sections provide the profile of the centre which is the focus 

of the study, and the rationale for undertaking the study. 

1.1 STAFF DEVELOPMENT 

Over the pasL few decades, staff development has come to 

be recognized as a vital component of the successful 

continuation of most professions or trades. The fact that 

individuals need and desire life-Iong learning is supported by 

studies of the internaI hierarchy of needs (Maslow, 1971), of 

ego states (Loveinger, 1976), and of leisure-time choices and 

career changes for personal growth (Uris and Tarrant, 1983) 

In addition to the personal benefits that individuals 

derive in developing their full potential, life-Iong learning 

makes sound economlC sense. Thirty years ago, the Nobel 

Laureate for Economics, T.W. Schultz (1961; 1963) emphasized 
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the critical nature of developing the potential for human 

capltal throu0h continued education in order for countries to 

remain economically competitive. This idea is reiterated by 

The Conference Board of Canada (1992) in its Employability 

Skills Profile. In today's world of rapid technological 

development and political and social change, the need for 

individuals to improve old ski Ils and to master new ones has 

become an imperative, for economic reasons as weIl as for 

reasons of personal growth. 

Staff development constitutes an important form of 

continued education. One area where the need for continued 

education in the form of staff development is particularly 

acute is within the school system. Orlich (198B) writes, 

"With a rapid acceleration in knowledge, changing demographic 

trends, and a calI for more effective schooling, school 

districts must develop aIl human and material resources to do 

the best job possible" (p. viii). DeJarnette Caldwell (1989) 

endorses this opinion, and is unequivocal about the method for 

achieving the desired outcome: 

School improvement results from staff development. 
We are not talking about improving schools with 
bricks, mortar and bulletin boards. The kind of 
school improvement that effects changes in student 
outcomes -- achievement, attitude and skill -- cornes 
about by affecting change in the personnel of a 
school. When we consider that 85% of most school 
budgets are in personnel costs, developing the 
people of the system seems a wise protection of that 
investment. . .. School improvement results directly 
and primarily from personal and professional growth 
(pp. 9 -10) . 

The results of a survey presented by Saslaw (1985) 

demonstrate that staff development is gaining increased 

acceptance amonsst state and provincial departments of 

education as a powerful tool for improving the quality of 

education. In rpcent years, many state education departments 

and provincial ministries of education have begun to develop 

2 
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plans for staff development. Sorne of these plans are mandated 

by law, others are simply guides for local districts. Despite 

variations in legal status, they share a common purpose: 

improving the quality of education. 

1.1. 2 Definition of Staff Development in a School Context 

Many educational researchers use terms such as 

'professional development', 

education' interchangeably. 

'staff de'relopment' and 'inservice 

Clarification of staff 

development terminology is therefore necessary. Lawrence Dale 

(1982) uses 'staff development' as a generic term, defining it 

as "the totality of educational and personal experiences that 

contribute towards an individual's being more competent and 

satisfied in an assigned professional role" (p. 31). 

According to Lawrence DaIe's definition, inservice education 

and organizational development are components of an over-all 

staff development program. In this context, inservice 

education, or inservice training as it is also known, is 

understood to encompass the improving of skills, the 

implementation of curricula, the expansion of subject matter 

knowledge, instruction in planning and organization, and 

increasing personal effectiveness. In contrast, 

organizational development is understood to encompass the 

promotion of the effectiveness of the organization, and is 

concerned with leadership, decision-making, problem-solving, 

conflict resolution, team building and communication (Schmuck, 

Runkel, Arends and Arends, 1977). 

Goodlad (1983) proposes a slightly simpler definition, 

clas8ifying staff development and organizational development 

as two complementary aspects of educational developmen~ as a 

whole. Goodlad argues persuasively that if staff development 

is viewed exclusively as a tool for developing individuals in 

a school or district, it is 'half a Ioaf' at best. Staff 

development must be balanced by organizational development to 

3 
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en~ance the 'ecology' of the entire system. Goodlad's 

definition of staff development and organizational development 

as two dependent correlates provides a use fuI starting point 

for cIa~ifying the terminology; so, too, does that of Rourke 

and Davis (1981): IIStaff development attempts to achieve its 

goals primariIy through an increase in individual competence 

while organizational development concentrates on 

organi zational competence Il (p. 56). Whilst acknowledging the 

lmportant role of organizational development in bringing about 

educational change and improvement, the focus of this thesis 

is on the other complementary aspect, staff development. 

Unless otherwise noted, for the purposes of this study, the 

term 'staff development' is used specificaIIy to denote the 

pr0fessional development 0f teachers through (i) fine-tuning 

of exist ing skills to consolidate competence, (ii) increasing 

teacher effectiveness as a means of improving stud~nt 

achievement, (iii) mastering new teaching theories, strategies 

and curricuIa, and (iv) promoting teacher development and 

growth on a personal as weIl as professional Ievel. Inservice 

training, or inservice education, is defined as the method for 

implementing staff development. 

l. .1. 3 Rationale for Staff Development 

An emphasis on personal and professional growth for 

teachers is a relatively new feature of their staff 

development. Joyce (1981) expresses the majority view when he 

argues that Il Substantial, continuous staff development is 

essential to the improvement of schooling and, equally 

important, to the development of the capability for the 

continuous renewal of education ll (p. 117). This argument is 

corroborated by Mohlman Sparks (1983), who writes, "Staff 

development offers one of the most promising roads to the 

improvement of instruction Il (p. 65). This perception of staff 

development as a positive, reviving force illustrates a shift 

4 
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in staff development approaches. As Arin-Krupp (1989) writes, 

"Traditionally, staff development has focused on defects. The 

assumption was that teachers had 80mething wrong with them 

chat inservice training would correct. Research on adult 

learning and development mandates a switch to a growth 

orientation" (p. 45). DeJarnette Caldwell (1989) maintains 

that this "growing body of research in teaching, learning, 

adult learning and organizational development has key 

impl ications for staff development planners" (p. 10). 

An increasingly broad research base and a corresponding 

growth in awareness of the need for staff development 

opportunities for teachers have rejuvenated existing stdff 

development programme structures (Barker, 1985), such as 

summer schools and part-time university programmes, and has 

generated a variety of new approaches -- teacher institutes, 

teacher mentors, district-wide schoel netwerks or 

partnerships, school-board sponsored workshops, advisory 

teachers and teacher centres, to name but a few. The success 

of these various staff develcpment programme structures has 

been mixed, often depending on a particular context or on the 

particular personalities involved. One approach to staff 

development that continues to be regarded as particular]y 

promising is the teacher centre (Devaney, 1979; Albert y, 

Neujahr and Weber, 1981; Hering and Howey, 1982; Barker, 1985; 

Loucks-Horsleyet al., 1987). 

1.2 TEACHER CENTRES 

Loucks-Horsley et al. (1987) define teacher centres as 

professional development structures operating within 
a school or district, or between collaborating 
organiz~tions such as schools, colleges, teachers' 
associations, and businesses ... They can be 
distinguished from other inservice delivery 
structures by their emphasis on individual concerns, 
their use of teachers as decision-makers, their 

5 



• 

• 

pragmatism and their accessibility. They answer 
teachers' needs for local, practical solutions to 
everyday teaching challenges and provide ccntinuity 
of assistance in space and time (pp. 94-95). 

Hering and Howey (1982) concur, stating that "the most 

important contribution of teacher cent ers is their emphasis 

upon working with individual teachers over time. It is this 

emphasis that most distinguishes teacher centers' work from 

other quality inservice education programs" (p. 73). The 

perception of a teacher centre as a valuable and distinct form 

of staff development is promoted by Levin and Horwitz (1976), 

who aRsert that "the teacher center is a unique vehicle for 

inservice training. It can respond to the needs of teachers 

and enhance their professional growth in a positive and 

constructi ve way" (p. 434). A teacher centre is both a place 

and a concept (Levin and Horwitz, 1976): a place where skills 

are improved and innovations shared; and a concept of 

professional growth which values the integrity of each 

teacher' s work. 

These centres are known by a variety of names -- teacher 

centres, teaching centres, educational resource centres, 

professional development centres, and teacher education 

centres, to list a few. For the purpose of this thesis, 

unless stated otherwise, 'teacher centre' will be used as a 

generic term to encompass this spectrum of names, since this 

is the term that i8 most commonly used in the literature. 

1.:2 .1 Background 

The emergence of the teacher centre is a comparatively 

recent phenomenon. Teacher centres in Britain preceded their 

North American counterparts. On a general level, the creation 

of the teacher centre owed much to the prevailing educational 

climate in Rritain in the early 19608. At that time, recent 

developments in curriculum and instruction led to a new 

6 
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perception of education as child-centred and 'open'. Teachers 

were regarded as "professional decision-makers", "the sina qua 

non of meanln:rful, lasting change!! (Rogers, 1976, p. 407). 

This general recognition of the value of active, 'hands-on' 

teacher involvement in the evolution of the educational 

process was harnessed by the Nuffield Foundation which 

fostered the establishment of teacher groups across the 

country, the purpose of which was to develop and master the 

Nuffield Science and Mathematics Curriculum Projects. These 

teacher groups were the prototypes of the teacher centre. 

The first official British teacher centre was created in 

1964, and the idea swiftly gained country-wide support. Most 

were started as the result of local initiatives by groups of 

teachers who met on a voluntary basis to share ideas and to 

lear'l about educational ini tiat ives. In time, many such 

independent centres were placed under the auspices of the 

Local Education Authorities, which were able to provide these 

centres with regular funding and a more formaI basis on which 

to operate. 

The creation of teacher centres was a more graduaI 

process in the U.S. than in Britain. Rogers (1976) cites 

various reasons for this. First, because education in the 

u.s. is the responsibility of each state, the majority of 

educational decisions had ta be made on a state-wide basis, 

rather than at a district level, leaving less scope for the 

type of local initiative that had fostered teacher centres in 

the U.K. Second, a vast educatianal bureaucracy had led to 

the development of a subject-centred, atomized approach ta 

education, and to a largely authoritarian approach ta the 

running of schools in most communities, thus effectively 

exclJding teachers from the decision-making process. 

By the late 1960s it was becoming increasingly clear that 

major changes were needed in the U.S. education system. The 

open-education movement and major curriculum developments 

brought forth new curricula but did little to prepare teachers 

7 
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to teach them. Equally, there was a corresponding growth in 

information and in technology relating to its recording, 

transmission and use, which few school districts could afford 

to provide for each individual school. The logical solution 

was ta combine resaurces, personnel and services in one 

central location, to which aIl surrounding schools could have 

access. 

Simultaneously, existing inservice education was 

criticized for lack of teache~ involvement in course design 

and for instruction that was irrelevant ta teachers' daily 

needs. Teachers' unions were becoming increasingly 

influential, and these supported the view that teachers should 

be actively involved in planning their own inservice 

education. Thus, the focus was shifting from preservice 

education to include inservice education. "AlI of these 

factors interacted and contributed to an increase in teacher

designed or teacher-responsive inservice education. Teacher 

centres are one important example of this change in inservice 

education" (Hering and Howey, 1982, p. 1). 

During the early 1970s, approximately fort y teacher 

centres were established across the United States as 

independent work areas where teachers came to exchange ideas, 

sometimes with the involvement or sponsorship of colleges and 

school districts (Loucks-Horsley et al., 1987, p. 95). 

Florida was one of the first states to initiate a state-wide 

teacher centre programme. The Florida Teacher Center Act of 

1973 (FS231.600-231.610) was based on the premise that the 

most effective way for teachers ta assist in improving 

education was to participate in identifying needed changes and 

in designjng, developing, implementing and evaluating 

solutions to meet the identified needs. This Act represented 

one of the earliest attempts ta change the role of the teacher 

in inservice education from that of passive recipient to 

active participant . 

8 
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In 1976, the D.S. Government passed Public Law 94-482, 

which established financial support for teacher centres for a 

three-year period. This led to the creation of 110 additional 

teacher centres. Direct federal financial support for teacher 

centres in the United States ended in 1981, when the Federal 

Teacher Center program was subsumed within the Education 

Consolidation and Improvement Act (1981). Consequently, 

teacher centres would n()w compete with other educational 

programmes for a proportion of the federal block grant money 

which was distributed to local districts through state 

education agencies. Inevitably, subsequent stringent 

education budgets led to the closure of a number of teach~r 

centres, but the remainder successfully sought 3lternative 

funding, and teacher centres are now an established component 

of the staff development programme in many American states. 

In Canada, the situation regarding staff development in 

general and teacher centres in particular differs slightly 

from that in the D.S. and the U.K. As in the United States, 

the fact that each Canadian province has jurisdiction over its 

education system precludes federal initiatives on teacher 

professional development or teacher centres. In Quebec, as in 

other provinces, staff development is instead covered by a 

provincial agreement between the teacher unions and the 

provincial ministry, in this case the Ministère de j'Education 

du Québec (MEQ). In addition, sorne arrangements are 

negotiated locally between school boards and their local 

teacher associations. In Montreal, for example, teachers 

employed by the Protestant School Board of Greater Montreal 

(PSBGM) have access to staff development through two channels: 

(i) teachers may apply for funding for a course or programme 

from the Professional Improvement Committee (PIC), which 

allocates annually a certain sum of money per teacher for the 

purpose of staff developmenti and (ii) teachers may attend 

workshops organized by the Instructional Services Department 

of the PSBGM. 

9 
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In Quebec, although teacher centres do not exist in the 

public sector, various teacher centres are run by private 

foundations, by teacher unions (such as that of the Lakeshore 

School Board), OY operate within university faculties of 

education. These exhibit strong similarities to teacher 

centres in the United States and Britain. 

1.2.2. Types of Teacher Centres 

Attempts at categorizing teacher centres have proved 

problematic due to their diversity in origin and evolution. 

No two centres are exactly alike, and yet aIl are va~iations 

on a theme. The dilemma facing researchers is summarized by 

Albert y, Neujahr and Weber (1981): 

The experience and history of every center is 
particular to that center. Centers have different 
roots locally, different contexts for their 
beginnings. Over time, differences in history, use 
and participation res~lt in great individuality 
among centers. Neverthe1ess, there are enough 
commonalities among centers to make the experience 
of one relevant to another (p. 7). 

Taking these commonalities as a starting point, sorne 

researchers have formed loose categories for the purpose~ of 

defining teacher centres. For example, Collier (1982) 

ldentified three basic types of centre: 

1. the infor.mal centre, formed by groups of teachers, 

teachers' organizations, private foundations or 

school districts, in which teachers gather on a 

voluntary basis to construct classroom materials and 

to share ideas, meet.ing for the dual purpose of 

fellowship and professional development; 

2. the professional teacher centre, also a single

agency centre, formed primarily according to subject 

matter, where members exchange ideas, participate in 

10 
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workshop activities and, Occdslonally, formulate 

policy recommendations for their state or national 

affiliates; and 

3. the collaborative teacher centre, a multi-agency 

centre designed to deliver consortium-based teacher 

programmes which are planned, implemented and 

evaluated by school districts, community 

representatives, institutions of higher learning, 

and classroom teachers. 

Hart y (1984) uses similar criteria for categorizing 

teacher certres, although he substitutes the phrase 

'autonomous center' for 'informaI centre'. The professional 

teacher centre, ",rhich focuse3 on a single subj ect area, is the 

least common of these three categories. InformaI, or 

autonomous teacher centres, serving the needs of teachers in 

one district, are more common (Collier, 1982) Collaboratjve 

centres are rapidly increasing in popularity, due largely to 

increasingly stringent budgetary requirements This 

organizational structure generally takes the form of a 

consortium which joins school systems -- and, often, colleges 

and universities -- in a common effort to provide places [or 

their teachers to engage in inservice training and staff 

development activities. The consortium of teacher centres in 

New York City is a prime example of this method (Wenz, 1987). 

Devaney (1976) categorizes teacher centres according to 

affiliation rather than by organizational structure. She 

divides various types of centres in three groups: 

1. Centres which are independent, formed by groups of 

teachers or curriculum developers as non-profit 

corporations which operate on foundation grants, 

scheol district contracts and participation fees. 

2. Centres which are fully incorporated within a school 

district inservice department, staffed by employees 

11 
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of the schoGl district and receiving line-item 

funding supplemented with foundation grants and 

state and federal categorical moneys. The system of 

teacher centres in Florida is an example of this 

type of centre. 

3. Centres which operate within a university, in which 

space, one or more staff positions, and sorne 

operating costs may be contributed by the 

university, with the remaining support coming from 

foundation grants, participant fees, and state and 

federal categorical moneys (e.g. the Centre for 

Educational Leadership at McGill University) Sorne 

university-based teacher centres operate as 

partnerships between the university and one or more 

school districts (e.g. Minnesota. Syracuse, 

Connecticut, and SUNY College at Cortland) . 

In contrast, Feiman (19,7) argues that basic differences 

amOng teacher centres stem not so much from their affiliations 

or organizational forms as from the assumptions on which these 

[orms are built. Feiman identifies three philosophical 

orientations undergirding centres: 

1. The behavioral-type teacher centre, which is 

designed to improve specifie teaching behavioursi 

2. The humanistic centre, which focuses on creating a 

learning environment where teachers feel psycho

logically supported within a neutral arenai and, 

3. The developmental centre, which encourages teachers 

to reflect on their teaching methods and to assess 

the philosophy on which these methods are based. 

Feiman emphasizes that the developmentally oriented 

approach requires a systematic, long-term participation by 

teaehers, sinee it involves qualitative changes in teacher 

12 
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perceptions of the education process. This contrasts wi th lht'" 

one-off, shorter encounters characteristlc of humanistic, 

behaviour-type centres. While these classifications are 

helpful in understanding the var iety of teachers cent l'es .1 n 

existence, they are not mutually exclusive, and it shouJd b0 

understood that the majority of teacher centres exhiblt aIl 

three orientations to a greater or lesser extent. Whclher 

teacher centres are categorized along organizational linos, 01 

according to their philosophical orientations, aIl appeal tn 

share sorne common characteristics (Loucks-Horsley el al., 

1987, p. 96): (i) a central location where teachers mect, 

plan, and implement new educational practices; (ii) a variely 

of training activities conducted by resident and external 

staff; (iii) material for personal and professional growlhi 

(iv) focused resources relating to teachers' specl[jed needs, 

e.g. research on serving special-needs studpnts, and matpl-ials 

related to effective teaching; and (v) organizational 

arrangements allowing for teacher development to take plac0 

within a school context, e.g. workshops conducted al lhe 

school site. 

1.2.3. Purpose of Teacher Centres 

Looking at centers across the country, one finds s() 
many different combinations of programming, leélct10r 
participation, decision-maklng, sponsorship and 
financing that no widely applicable 'models' for 
building a new center can be delineated. If on~ 
seeks a model, it seems more use fuI to dwell on th~ 
purposes for which centers have been started ... 
(Devaney, 1976, p. 413). 

According to Devaney, the common purpose which stands out as a 

bond linking widely dissimilar teacher centres is the aim lü 

help teachers individualize, enrich, reorganize or 

reconceptualize the teaching within their own classrooms. 

Burrell (1976) enlarges on thlS 'common purpose', malntal11111g 

13 



• 

• 

that, in general, teacher centres fulfil four major functions: 

1. to provide a base for curriculum development and 

inservice education, both practical and concept~al 

in nature, which vary according to the local 

situation; 

2. to act as an information centre for schools and 

teachers within a certain geographical area; 

3. to provide a range of services and facilities to 

complement school resources (e.g. reprographie and 

laminating services, and library and material 

collections); and, 

4. to act as a social centre and meeting place for 

local teachers. 

In the mid-197Gs when Devaney and Burrell proposed these 

definitions of the purposes of teacher centres, such centres 

were regarded primarily as support structures, where teachers 

came to develop curriculum materials in an informaI 

environment, and where they could receive emotional and 

professional support from other educators. As Levin and 

Horwitz (1976) wrote, "One of the basic realizations 

underlying the teacher centre is that teaching ... is a lonely 

profession" (p. 434). However, as teacher centres evolved, 

the emphasis appears to have shifted from that of informaI 

support service towards a more organized, professional 

orientation, with a greater focus on inservice education and 

the professional development of the teacher. This shift in 

emphasis was already evident in 1979, when Devaney redefined 

the common purposes of teacher centres: (i) to respond to 

teachers' own definitions of their continuing learning needs 

with assistance and instruction that helps teachers to enrich 

and activate the learning experiences of the children in their 

own classrooms; (ii) to provide an environment where teachers 

may come to work on materials or projects for their 

14 
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classrooms, receive instruction individually and together, and 

teach and encourage each other; and, (iii) to advise and 

assist teachers in their own schools, working to find the 

teachers' own starting points for improvemellt. 

The work of Sykes (1980) corroborates the notion of a 

shift in emphasis away from that of informaI support service 

and resource centre towards a greater inservice training 

orientation. He identifies a combination of fi ve functions 

performed by teacher centres: (i) reducing the gap between the 

growth of knowledge and the availability of that knowledge to 

teachers; (ii) promoting social change by assisting teachers 

in meeting the various educational goals assigned by schools; 

(iii) improving teaching practice by providing opportunities 

to develop greater teaching skills and remedy identif ied 

weaknesses; (i v) promot ing the personal growth of teachers; 

and (v) assisting in school improvement efforts. 

The 1985-86 Final Evaluation Report for the Washington, 

D. C. Teachers' Center further demonstrates this shift in 

emphasis. The purposes of the centre are defined as the 

provision of inservice training in a non- threatening 

environment, designed for and by teachers, to help them rneet 

the educational needs of students, and to assist teachers in 

self - improvement, skill development and career advancement. 

While provision of resources and educational materials remain 

an important aspect of the centre' s work, staff development lS 

instead emphasized as i ts primary purpose. 

Thus, the evolution of teacher centres in North America 

over the last twenty years has led not to a change in 

purposes, but rather to a shift in the emphasis placed on 

these purposes. A fundamental premise underlying the f irst 

North American teacher centres in the 1970s is still 

applicable today: 
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Teachers must be more than technicians, must 
continue to be learners. Long-lasting improvements 
in education will come tnrough inservice programs 
that identify starting points for learning in each 
teacheri build on teachers' motivation to take more, 
not less, responsibility for curriculum and 
instruction decisions in the school and the 
classroomi and welcome teachers to participate in 
the design of professional development programs 
(Devaney, 1979, p. 16). 

Another constant premise is the conviction that the purposes 

of each teacher centre should be tailored towards local needs 

(Devaney, 1976), so as to ensure that the work of the centre 

is relevant to the specifie situation of potential clients. 

Thus, the literature suggests that teacher centres today 

share the follovdng common purposes: 

1. to respond to teachers' own perceptions of their 

inservice training and professlonal needs; 

2. to provide a variety of activities to refine and 

expand teachers' instructional skills, which would 

take place either at the teacher centre or at the 

school site; 

3. to update teachers' knowledge of new pedagogical 

developments and educational research, and to 

present theoretical concepts in a practical, 

relevant manner i 

4. to further the professional development of teachers, 

both as individuals and as a faculty, and to prevent 

intellectual stagnation; 

S. to provide educational resources and mat.erial for 

instructioG which supplement those avajlable in 

sChOO~Si 

6. to provide immedia te, practical assif.tance for 

teachers (e.g. consultations, single ~orkshops) and 

to facilitate professional growth over a period of 

cime (e.g. throush l0I1g-tertl1 courses) i and, 
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7. 

1.3 

to provide a supportive, non-judgemental environment 

for the development of educational ideas and 

collaborative planning by teacher centre staff, 

teachers, principals and supervisors. 

PROFILE OF THE EDUCATION RESOURCE CENTRE 

The Education Resource Centre (ERCl, the subject of this 

case study, i8 the educational services department of the 

Jewish Education Council (JEC) of Montreal. Central to the 

mission of both the ERC and the JEC is the belief that Jewish 

education is the primary means of achieving commitment to 

JJdaism. Since it opened in 1974, the purpose of the ERC has 

been to act as a catalyst for professional development of 

Jewish educators and to provide a support service to Jewish 

education, both in formaI and informaI settings. Each of the 

schools or organizations that the ERC serves is a private, 

independent corporation, entirely responsible for its own 

operation and using the ERC as an educational support servjce. 

The ERC's five staff members offer pedagogical and technical 

consultation and services, and provide a variety of 

professional development activities to a broad cross-section 

of clients ranging from teachers and principals to camp 

counsellors, parents, and community group workers. 

The ERC occupies an area on one floor of the Jewish 

Federation building. In the centre's foyer, clients are met 

by a receptionist who can direct them to the appropriate staff 

member or area. The foyer contains a comfortable seating 

space, and a table bearing general education literature, 

teaching aids, and information about centre services and 

forthcoming staff development activities. Clients then 

proceed down a corridor which is lined with administrative 

offices, including that of the ERC Director. One wall of the 

corridor i8 decorated with a lively display of children's work 

stemming from centre activities, and with newspaper clippings 
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about centre events. The office windows open onto the 

corridor, and the fact that clients are channelled past these 

offices ensures open communication between staff and clients, 

with the result that the corridor is the scene of almost 

constant interaction. This interaction is furthered by the 

location of the coffee machine and photocopier in the same 

area. The main body of the ERC consists of a Board Room 

containing large conference tables, and a substantial library 

area incorporating educational books and instructional 

materials, records, videos, cassettes, posters and filmstrips. 

Within the library are tables and chairs for independent study 

and a curd catalogue for use by the clientele. The ERC also 

houses an audio-visual centre, containing audio-visual 

equipment, a dark room, and machines for laminating, sign

making and binding. Opposite the audio-visual storage room is 

a fully-equipped audio centre control room, video editing 

equip~ent and, beyond, a glass window, a sound studio. Part 

of the audio-visual area serves as an arts and games centre 

where clients come to make games, visual projects and activity 

kits under the direction of a staff member. This area is 

decorated with the work of teachers and students, and is the 

scene of perpetuaI activity. Each staff member has an office 

open:ng off their main work spaces so that they are accessible 

to centre clients. Workshops take place in the Library, in 

the Board Room and the Audio-Visual Room. Occasional 

workshops are also held in the Federation board rooms and off

premises. 

1.4 STUDY RATIONALE 

Teacher centres constitute a relatively new aspect of 

staff development, and conceptions of these centres are still 

evolving. Efforts to study centres have been disparate and 

have been complicated by a number of factors. As Hering and 

Howey indicate, 
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These include limited monies to supoort research in 
the centers, the limitations in methodology needed 
te study centers, the fact that researchers in 
universities and research centers have been 
minimally involved in teache1s' center efforts and 
an understandable complex of legal/political issues 
attendant to the evolution of these centers which 
has preempted empirical study (1982, p. 10). 

A substantial proportion of Iiterature about teacher centres 

takes the form ofaxiologiral knowledge, with reference to one 

particular setting. Existing research studies tend to focus 

on either internaI or external evaluations of teacher centre 

programmes, and quantitative surveys of participant usage. To 

the researcher's knowledge, no thorough case studies have been 

conducted to examine the implementation and evolution of a 

staff development programme in a specifie teacher centre. 

EquaIly, despite an increasingly broad research base on staff 

development in general, few attempts have been made to 

integrate established knowledge about effective staff 

development with the literature of teacher centres; as Hering 

and Howey (1982) maintain, "The literature on inservice 

education needs to be interwoven with and related to the 

Iiterature on teacher centres" (p. 10). These two facts 

indicate a gap in the research on teacher c~ntres and their 

staff development role; together, they provide the rationale 

for undertaking this study . 
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- CHAPTER 2 -

UNDERSTANDING THE RELATIONSHIP BETWEEN 
EFFECTIVE STAFF DEVELOPMENT AND TEACHER CENTRES: 

A REVIEW OF THE LITERATURE 

2.0 INTRODUCTION 

This chapter reviews the literature on effective staff 

development programmes and on teacher centres as a component 

of effective staff development. It also presents the 

conceptual framework for the case study. The purpose of the 

ljteratur~ review is two-fold: first, to identify the 

characteristics of effective staff development; second, to 

examine research on teacher centres in light of these 

characteristics in order to ascertain how teacher centres are 

organized, why they are organized in this way, and the nature 

of the staff development these centres offer. 

2.1 CONCEPTUAL FRAMEWORK 

Although still relatively limited, the literature and 

research ~ase for staff development has expallded substantially 

during the past few decddes, and a general consensus about the 

characteristics of effectiv~ staff development programmes is 

beginning to emerge (Hering and Howey, 1982; Loucks-Horsley 

et al., 1987; DeJarnet te Caldwell, 1989). At the same time, a 

strong correlation exists between literature on effective 

staff development and research on the implementation of 

educational change, adult learning theory (androgogy), and 

effective schools. This research has had important 

implications for the design of suc cess fuI staff development 

programmes (Berman and McLaughlin, 1975, 1978; Little, 1981; 

Hering and Howey, 1982; Lieberman al' Miller, 1984). 

A similar correlation has been identified between 

effective staff development and teacher centres. According to 

Hering and Howey (1982), research findings "suggest a 
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confluence of general principles undergirding successful 

inservice education, effective schools, and exemplary 

teachers' centers. The confluence can be carried further by 

including accepted principles of adu1 t learning" (p. 17) . 

This statement corroborates Devaney's (1976) conclusions: 

Begun primarily with purposes for individualistic 
curriculum development -- certainly with no 
intention to design a blueprint for inservice 
education - - tr~achers' centers appear ta be 
practicing sorne principles of staff development that 
inservice theorists underline as Imperative (pp. 
415-16) . 

In an attempt to identify the elements of successful 

staff development programmes, Mohlman Sparks (1983) devised a 

'nested' rnodel of staff development (see Figure 1, below) 

which is organized in three components: (i) context, (ii) 

training process, and (ii i) goals and content. 

Figure l 

Context 

Training Process 

Goals and Content 

G. Mohlman Sparks (1983). Synthesis of Research on Staff 
Development for Effective Teaching. Educational Leadership, 
41: 2, p. 65 . 
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Mohlman Sparks's (1983) model has served as a basis for 

the development of the conceptual framework for this thesis, 

and, for this purpose, has been augmented with additional 

literature on both effective staff development and teacher 

centres. Consequently, this model has been modified by the 

researcher to incorporate the organizational structure and 

planning process of both effective staff development 

programmes and teacher centres. As a result, the setting of 

goals is viewed as part of the overall staff development 

planning process, rather than simply as an aspect of 

'content'. Similarly, the word 'process' has been substituted 

for the phrase 'training process' (see Figure 2). 

Figure 2 

MODELS FOR UNDERSTANDING THE STAFF DEVELOPMENT PROCESS 

Raybould 

Context 

Organizational Structure 

Planning 

Process 

Content 

Mohlman Sparks (1983) 

Context 

Training Process 

Goals and Content 

The components of both effective staff development and 

teacher centres as a strategy for staff development, 

extrapolated from Mohlman Sparks's model and from a review of 

the literature, have been organized in a compari:30n chart (see 

Figure 3, next page) which indicates that the components of 

teacher centres as a strategy for staff development largely 

reflect those of effective staff development in general. The 

inclusion ot additional information on funding, client 
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Figure 3 

COMPARISON CHART OF 
EFFECTIVE STAFF DEVELOPMENT AND TEACHER CENTRES 

COMPONENTS 

CONTEXT 
2.2 

ORGANIZATIONAL 
STRUCTURE 
2.3 

PLANNING 
2.4 

PROCESS 
2.5 

CONTENT 
2.6 

EFFECTIVE 
STAFF DEVEI,OPMENT 

-administrative support 

-teacher support 

-coordinating/ 
planning committees 

-composition of 
committees 

-planning effective 
staff development 

-needs assessment 
-statement of goals 
and beliefs 

-timeframe 

-evaluation 

-adult learning theory 
-types of effective 
staff development 
programmes 

-scheduling of effective 
staff development 
programmés 

-content of effective 
staff development 
programmes 
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TEACHER CENTRES AS A 
STRATEGY FOR 
STAFF DEVELOPMENT 

-administrative 
support 

-teacher support 
-physical setting 

-management 
-staffing 

-planning teacher 
centre programmes 

-needs assessment 
-purpose and 
philosophy 

-funding 
-client profiles and 
patterns of usage 

-evaluation 

-types of teacher 
centre programmes 

-scheduling of teacher 
centre programmes 

-content of teacher 
centre programmes 
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profiles and patterns of usage, and the physical setting was 

necessitated by the fact that teacher centres are distinct 

entities, often s~parate from local schools, and that 

participation in teacher centre activities is usually 

voluntary. Figure 3 provides the organizational framework for 

chapter two. 

2.2 CONTEXT OF STAFF DEVELOPMENT 

In recent years, a substantial amount of research has 

been conducted to identify the context, or environment, which 

facilitates the success of staff development programmes 

(Berman and McLaughlin, 1975, 1978; Little, 1981; Mohlman 

Sparks, 1981; Lieberman and Miller, 1984; Arin-Krupp, 1989). 

This research demonstrates a significant link between 

successful staff development programmes, effective schools and 

the implementation of educational ~ange. Common elements in 

the research are strong administrative support, whole staff 

participation and commitment, a belief amongst faculty that 

the acquisition of knowledge and skill is a continuous 

endeavour, and an atmosphere of collegiality and collaboration 

(Little, 1981; Cohen, 1982). 

This section examines the context of teacher centre 

programmes in the light of research on effective staff 

development. Three contextual factors are considered: 

administrative support; teacher support; and the physical 

setting. 

2.2.1 Administrative Support as a Component of Effective 
Staff Development 

The first research to highlight the importance of the 

context of staff development efforts was the RAND Study of 

Educational Innovations (Berman and McLaughlin, 1975; 1978) 

After exhaustive research, the study concluded that the 
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decisive factor affecting the success of programmes was strong 

administrative support both from principals and from district 

and regional administrators. The general consensus that has 

emerged from subsequent studies is that administrative support 

plays a crucial role in legitimizing and maintaining staff 

development efforts (Behling, 1981; Stallin~s, 1981; Crandall 

and Loucks, 1983; Corbett, Dawson and Firestone, 1984; Loucks

Horsley and Hergert, 1985; Sparks, 1991). Tangible 

administrative support may be demonstrated in numerous ways. 

Clear direction and a statement of expectations, the 

maintenance of good communication channels with the facullY, 

and a willingness to plan collaboratively with staff members 

projects a powerful message of administrative commitment to 

staff development, which in turn lS likely to generate 

reciprocal support amongst participants. Equally, 

administrators can be instrumental in ensuring the momentum of 

a staff development programme by incorporating new or revised 

practices into existing school and district policy. 

Incorporation of an innovation into established practice has 

three benefits. First, it can diminish anxiety amongst staff 

development participants by demonstrating how an innovation 

complements and blends with existing practice. Second, a 

strategy of incorporation prevents over-reliance on a few 

enthusiastic individuals for the survival of a staff devel

opment programme. Third, successful incorporation promotes 

the belief amongst participants that the acquisition of 

knowledge and skill is a career-Iong process (Little, 1981). 

2.2.2 Administrative Support as a Component of Teacher 
Centres 

The importance of strong administrative support for 

teacher centre programmes and the need for administrators to 

work coll~boratively with teacher centre staff is evident in 

the literature on teacher centres (Hering and Jlowey, 1982; 
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Wenz, 1987; Ellis, 1990). The benefit of strong admini

strative support for these centres is consistent with research 

on ef fecti ve staff developrnent and on suc cess fuI change in 

schools (Berman and McLaughlin, 1975; Mertens and Yarger, 

1981; Mertens, 1982; Corbett, Dawson and Firestone, 1984). 

There appear ta have been sorne initial concerns among admini

strators that teacher centres might undermine established 

administrative patterns and policies, and facilitate change 

beyond administrative control (Zigarmi and Zigarmi, 1979). 

The task of gaining and maintaining administrative support is 

an ongoing issue for aIl teacher centres. However, most of 

the earlier administrative concern has now dissipated (Salley, 

1982). This development is summarized by Wenz (1987), who 

wri tes, "As successes have been documented and collaboration 

between teachers and administrators has grown stronger, much 

of the early resistance to the centres has disappeared. 

Districts are now seeing them as avenues for growth and 

development for teachers rather than threats or monuments to 

teacher power" (p. 7). Research on teacher centres contains 

many examples of direct administrative collaboration with, and 

participation in teacher centre programmes (Drumm, 1976; Wenz, 

1987; Gould and Letven, 1987; Ellis, 1990). Administrators 

are usually involved in selecting the content of teacher 

centre staff development programmes, and their input is often 

sought for initial needs assessments and programme 

evaluations. Further administrative support for teacher 

centre programmes is demonstrated by the provision of release

time for their staff to attend staff development activities 

during the school day. Drumm (1976) cites one example of 

administrative collaboration in Connecticut where schools were 

invited to join a centre-school partnership programme. After 

an "overwhelming" response (p. 441), centre staff were 

assigned to schools in consultantship roles and entire 

faculties, including principals, were involved in planning and 

implementlng centre-related activities. 
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2.2.3 Teacher Support as a Component of Effective Staff 
Development 

Research shows that teacher support is also a crucial 

factor in ensuring the success of a staff development 

programme (Berman and McLaughlin, 1975; Fullan, 1982). 

Effective staff development occurs where there is a shared 

culture of collegiality and collaboration, and a firm 

commitment to professional growth. This includes connectillg 

on a professional level with other school staff experimenting 

with new ideas, mutual problem-solving, and increasing 

collective understanding through discussion about the practice 

of teaching in a secure, non-evaluative environment. 

Professional interaction of this nature leading to the 

development of shared values constitutes another integral 

element in both effective schools and successful staff 

development programmes (Clark, Lotto and Astuto, 1984). 

An atmosphere of collegiality and collaboralion is not 

necessarilyan automatic feature in aIl schools. A school 

context that is support ive towards staff development sometimes 

has to be created through the efforts of administrators and 

faculty (see section 2.2.1). Often, faculty members may only 

become f'llly support ive of staff development programmes wh en 

they have concretc evidence of their efficacy. According ta 

Guskey's (1985) model of teacher change, significant and 

lasting change in the beliefs and attitudes 0: teachers is 

contingent upon their seeing evidence of change in the 

learning outcomes of their students as a result of alterations 

in teachers' classroom practices. Verbal affirmation and 

recognition of staff effort by administrators is often as 

effective as extrinsic incentives in generating teacher 

support (Loucks-Horsley et al., 1987). Equally, the mastering 

of a new skill or teaching strategy is itself a reward 

(Crandall, 1983) and can, in turn, provide what is arguably 

the most effective motivator for participants in a staff 
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development programme: a sense of efficacy (Berman and 

McLaughlin, 1978). 

2.2.4 Teacher Support as a Component of Teacher Centres 

Teacher supporl appears if anything to be even more 

crucial for the success of teacher centres than administrative 

support. First, teachers account for a substantial majority 

of centre participants (Hering and Howey, 1982; Barker, 1985). 

Secor.d, as particlpation in teacher centre programmes may 

often be voluntary, teachers are able to withhold support and 

thereby deprive the centres of a critical link with the 

schools. Whilst voluntary participation meets the criteria of 

choice and self-direction which are emphasized in the 

literature on both adult learning theory and effective staff 

development (Knowles, 1978; Wood and Thompson, 1980), it also 

means that teachers centre programmes must be of a high 

calibre and have a direct relevance for teacher needs in order 

to at tract participants (Devaney, 1979). This is summarized 

by Sparks (1982): "Because participation in teacher centre 

activitles is usually voluntary, it is important that centres 

provide high quality services that fill educators' perceived 

needs and offer practical assistance for day-to-day problems" 

(p. 395). 

According to Levin and Horwitz (1976), "Fundamental to 

the Teacher Center approach is a belief that the kind of 

learning teachers want to do can occur in an atmosphere which 

is inviting, hospitable, support ive and non-evaluative" (p. 

434). This type of collegial environment is regarded as a 

fundamentaL ~equirement for effective staff development (see 

section 2.2.3). Equally, the benefits of teachers learning 

from other téachers, which are recognized in staff development 

li terature (Knowles, 1978) is promoted in teacher centres by 

three methods iWenz, 1987) 
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2.2.5 

1. Teacher centres provide a recognized forum for 

teachers to share the wealth of experience and 

expertise accumulated after many years in 

isolated classrooms; 

2. They provide new roles (as staff in teacher 

centres) for teachers; and, 

3. They provide a form~l structure for teachers to 

direct their professional growth, something 

other professions take for granted. 

Physical Setting of Teacher Centres 

The provision of a forma] structure and a recognized 

forum for staff development activities i8 a fundamental 

principle of teacher centres. According to a qualitative 

survey conducted by Albert y, Neujahr and Weber (19B1), the 

fact that most teacher centres are characterized by permanent 

work spaces, physical continuity and centralization of 

resources and experience is what distinguishes them from other 

forms of teacher support and staff development. As Albert y, 

Neujahr and Weber (1981) note: 

Centralization and continuity of place and staff 
meant that a rich assortment of materials, books, 
films, work in progress, work completed and 
organized for sharing, could be gathered in one 
place. These resources could be thoughtfully 
juxtaposed, emphasizing their connections and 
possibilities in conjunction with one another, in 
visible, accessible arrangements for use (p. 33). 

The centralized and permanent setting characterized by a 

teacher centre is also conducive to the type of collaboration 

and culture of continuous growth which researchers regard as 

imperative for staff development (McLaughlin and Marsh, 1978; 

Loucks-Horsleyet al., 19B7). According to Gould and Letven 

(19B7), teacher centre activities "reflect the belief that 

collegial interaction facilitates growth" (p. 50). Further-
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more, these informaI, collegial activities appear to nfulfil 

teachers' need for social interaction and personal validation" 

(Herir.g and Howey, 1982. p. 15), a need which parallels the 

research findings of effective staff development and of adult 

learning theory (Knowles, 1978; Berman and McLaughlin, 1978; 

Crandall, 1983). Thus, many teacher centres participate in a 

web, or network, linl:ing persons, resources and institutions 

with the mutual aim of promoting staff development (Branscombe 

and Newsom, 1977; Saslaw, 1985; Wcnz, 1987). Examples of this 

type of collaboration include academic alliances t or study 

groups of school, teacher centre t and local university 

personnel (Gould and Letven t 1987), collaborative staff 

development planning and funding between centres, schools, 

school boards, universities and/or state departments of 

education (Ellis, 1989; Holt, 1989), and reciprocal 

presentation of courses and workshops by teacher centre staff 

and university or college personnel (Weiler, 1983; Hart y, 

1984). At the same time, networks of teacher centres have 

developed in order to pool resources, personnel and ideas more 

effectively, a form of collaboration which is increasingly 

vital in an era of rapid technological change and diminishing 

resources for education (Weiler, 1983; Wenz, 1987). 

The teacher centre is in a position to act as a catalyst 

for communication, and in order to facilitate this, effective 

verbal and written communication between centre staff and 

teachers, administrators, school boards, community groups and 

higher education personnel is vital (Allen and Allen, 1973; 

Weiler, 1983). According to research, good communication 

requires constant face-to-face contact betwp.en centre staff 

and participants, listening skills and frank discussion, the 

presentation of research by teachers at area conferences, and 

telephone calls. Hering and Howey (1982) cite examples of the 

use of teacher centre advocates, or representatives, in a 

school building as ~nother effective means of communication . 

This person may be a teacher or an administrator. The role is 
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a voluntary one, and responsibilities include distributing 

newsletters, answering te~chers' questions about teacher 

centre services, and providing a direct communication channel 

between the schools and the teacher centre. 

2.3 ORGANIZATIONAL STRUCTURES FOR STAFF DEVELOPMENT 

Research indicates that effective staff development 

programmes are formally embedded in both the philosophy and 

the organizational structure of schools and school boards 

(Metzdorf, 1989) and, as one element of a larger organization, 

merely require a planning and coordinating committee rather 

than a separate governing structure. The composition of an 

effec~ive staff development committeè should be fully 

representative of Lhe constituency it is to serve (Orlich, 

1988). However, lack of collaborative planning involving 

those constituencies constitutes a major criticism of many 

staff development programmes (KorineK, Schmid and McAdams, 

1985). Traditionally, administrators have comprised the vast 

majority of staff development committee ~embers. Both Fullan 

(1982) and Orlich (1988) emphasize the importance of adequate 

teacher participation in such committees. This emphasis on a 

balance between teachers and administrators is consistent with 

three primary criteria that should be considered when 

selecting staff development committee members (OrJich, 1988): 

relevance to those who will be most affected by decisions made 

in the programme; expertise in the area of staff development 

programming; and, jurisdiction -- that is, authority to carry 

out decisions made by the committee. 

2.3.1 Management of Teacher Centres 

In contrast to general staff development programmes, 

which operate as one element of a larger organization (such as 

a school board), teacher centres often exist as distinct, 
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independent entities. As such, they require formaI management 

structures. Hart y (1984) maintains that the management of a 

teacher centre varies according to the major source of 

funding, the reasons for the centre's existence and the part 

of the district superstructure to which the centre is 

attached. In this sense, a distinction has to be made between 

those teacher centres which are funded predominantly by the 

federal government, and those which receive funding from 

other sources, such as district school boards, universities or 

educational foundations. 

In the United States, the Federal Teacher Center Act 

(1976) recognizeJ the value of collaborative planning of staff 

development activities by making federal funding contingent 

upon teachers constituting a majority of the governing board 

of a teacher centre. It was also mandated that the remaining 

board members should represent teachcr centre staff, local 

and/or regional education departments, admjnistrators, special 

and vocational education teachers and the local institution of 

higher education. Although direct federal funding of teacher 

centres ~nder the Act has now ceased, there is no evidence 

that the composition of governing boards of formerly 

federally-funded teacher centres has altered. 

Typically, a teacher centre board that originally 

received federal funding consists of 10-20 members who meet 

approximately once each month. Participation is voluntary 

(except for key individuals such as the centre director), and 

terms last for specifie lengths of time. Collier (1982) has 

identified four general areas of responsibility which typify 

these boards: (il recornmending policy and procedures for the 

teacher c~ntrei (ii) developing goals and objectives for the 

centre within the policies determined by the local school 

board; (iii) recommending the employment of appropriate 

teacher centre staff; and (ivl making recommendations on an 

appropriate budget . 
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The basic responsibility for translating these policy 

decisions into programmatic terms is left to each centre's 

director and staff. Inevitably, there is a delicate balance 

of control between the teacher centre director and the policy 

board (Edelfelt, 1982). Clear definition of roles and areas 

of responsibility is therefore necessary from the ourset 

(Devaney, 1976). This kind of role delineation is also 

strongly recommended in the literature on effective staff 

development (Loucks-Horsley et al., 1987). 

To the author's knowledge, no systematic study of the 

management structure of non-federally-funded teacher centres 

in the U.S. and Canada has been conducted. However, a review 

of existing literature suggests that there is, by and large, a 

correlation between the composition of most teacher centre 

governing boards, regardless of funding sources or origins 

(Devaney, 1976; Levin and Horwitz, 1976; Hart y, 1984). There 

appear to be only two differences. First, in addition to 

representatives of the same constituencies required by 

federally-funded teacher centres, non-federally-funded teacher 

centres sometimes include representatives of local community 

groups on the governing board. Second, although well

represented, teachers do not always constitute a majority on 

the board of non-federally-funded centres. This is not 

necessarily detrimental to teacher interests. According to a 

Detroit study (Hering and Howey (1982), p. 49), a board 

containing a minority of teachers may be just as effective in 

responding to teacher interests as one with a majority, so 

long as the board is attentive to the needs of centre clients. 

This emphasis on teacher participation in governing 

boards is one factor which differentiates teacher centres from 

other forms of staff development. Orlich (1988) identlfies a 

typology of power bases utilized in the governance 

arrangements of various forms of inservice training. The 

types of power bases he identifies include those that are 

coercive, those that are referent and those based on reward. 
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Teacher centres would generally fall under the referent form 

of governance, which suggests that needs must emerge from the 

clients and that cooperative decision-making should be 

employed. Teacher representatives act as catalysts for 

communicating teacher needs, interests, and problems directly 

to the teacher centre board; in turn, they disseminate 

information about centre services and programmes to their 

colleagues in the schools. 

The links between the composition of teacher centre 

governing boards and effective staff development are evident. 

The literature on both teacher centre governing boards and on 

the organizational structures required for effective staff 

development emphasizes the importance of collaborative 

decision-making and adequate representation of aIl 

constituencies (Fullan, 1982; Hering and Howey, 1982; Orlich, 

1988). The composition of teacher centre governing boards 

replicates the kind of administrative support and active 

involvement demonstrated by successful staff development 

(Berman and McLaughlin, 1975, 1978; Stallings, 1981), and 

likewise fosters a shared culture of collegiality and 

collaboration (Little, 1981; Cohen, 1987). Teacher input and 

a collaborative approach to management also fulfil criteria 

drawn from adult learning theory (androgogy) -- that is, using 

assessed needs as relevant starting points for staff 

development activities, and enabling adults to be self

directing (Knowles, 1978; Wood and Thompson, 1980; Andrews, 

Houston and Bryant, 1981). The high level of teacher 

involvement lnd sense of 'shared ownership' advocated in the 

effective staff development literature (Lawrence, 1974; Howey, 

1980) appears to be the essence of teacher centre management 

(Hering and Howey, 1982) . 
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2.3.2 Staffing of Teacher Centres 

The subject of teacher centre personnel consists of three 

element.s: (i) composition i (ii) competencies; and (iii) the 

extent to which centre staff identify with, and reflect, 

teacher concerns. 

Staff composition in each centre will vary according to 

local needs, the scope of the centre's jurisdiction, and 

available funding. A small centre may comprise Olle full-time 

director, and a part-time secretary, media teacher and/or 

resource teacher (Yeatts, 1975) _ Larger centres, such as 

those in Florida, may consist of a full-time director, several 

facilitators, a media specialist and clerical staff. The vast 

majority of teacher centre staff have teaching experience. 

While many are permanent, others may be experienced classroom 

teachers on leave to ~ork full-time at the centre (GouJd and 

Letven, 1987). An alternative staffing model is that of th~ 

Center for Open Education at the University of Connecticut. 

The Center staff decentralized their operations in 1973 to 

become on-site consultants in area schools (Drumm, 1976). 

Whether the teacher centre staff is composed of one 

person or a dozen, research indicates that certain 

professional competencies are required for a teacher centre 

programme to be effective (Branscombe and Newsom, 1977). 

These competencies, or qualifications, provide what Branscombe 

and Newsom describe as "the dynamic for the whole programme" 

(p. 41). Drawing on the Human Resources Development 

Practitioner Role/Activity Model (Nadler, 1980), Castle (1989) 

has identified three major areas in which a staff developer 

should be competent, whether he or she works for a school 

board or a teacher centre. He or she should be: (i) a 

learning specialist, focusing on the design, development and 

delivery of bath formaI programmes and informaI, on-the-job 

learning experiences; (ii) an administrator, managing 

educatianal staff and programmes, focusing on the acquisition, 
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allocation and control of resources dedicated to the staff 

development function, and aligning this function with the 

school district's strategic mission; and, (iii) a consultant, 

facilitating the professional development of individuals, 

groups or organizations, and helping to translate research 

into practice. 

Branscombe and Newsom (1977) suggest that four similar 

kinds of professional competency are necessary among centre 

staff: (i) the skills of an educator, with successful 

experience in teaching; (ii) the skills of a specialist in 

learning materials (e.g. librarian, audio-visual technician, 

and education technologist) i (iii) the skills of an 

administrator who can moti vate personnel; and, (i:) the skills 

of a producer of learning materials and a manager of technical 

processes and operations. Wenz (1987) includes a fifth type 

of competency: knowledge of adult learning theory. 

The role of the teacher centre director is a critical 

element of centre effectiveness. It is a relatively new 

position and, as such, is still evolving. In addition to the 

competencies listed above, a teacher centre direct or requires 

leadership skills (Edelfelt, 1982) and the capacity to work 

collaboratively with teacher centre staff, governing board and 

clientele (Branscombe and Newsom, 1977). 

The involvement of teachers in both the staffing of a 

teacher centre and ln the planning of staff development 

activities is a fundamental aspect of teacher centre 

philosophy (Collier, 1982; Hering and Howey, 1982). This 

factor is consistent with the literature on adult learning 

theory and on effective staff development (Lawrence, 1974; 

Fullan, 1982; Loucks-Horsley et al., 1987; DeJarnette 

Caldwell, 1989). The use of experienced educators to staff a 

teacher centre suggests that they "are uniquely sensitive to 

the needs of teachers, and uniquely committed to responding to 

those needs" (Levin and Horwitz, 1976, p. 438). Wenz (1987) 

asserts that "current research finds that teach~rs learn best 
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from other teachers and nowhere is this model stronger than in 

teacher centres" (p. 5). 

2.4 PLANNING STAFF DEVELOPMENT 

Both effective staff development in general and teacher 

centres in particular utilize a planning process for 

establishing staff development programme objectives. 

2.4.1 Planning Effective Staff Development 

Systematic planning is perceived to be a fundamental 

element of effective otaff development programmes (Mertens, 

1982; Orlich, 1988). The nature of this planning may be 

decided by local needs, or may be mandated by provincial or 

federal governments (Loucks-Horsley et al., 1987). Research 

shows that, in general, a staff development plan should 

encompass the following components: 

1. a needs assessmenti 

2. a statement of goals and beliefs; 

3. a general time-frame for the programme; and, 

4. an evaluation model that is congruent with both 

goals and needs assessment. 

In addition, three other components, as se en ln Mohlman 

Sparks's (1983) model (see Section 2.1), are often considered 

to be essential to the staff development planning process: the 

programme context, its process and its content. Owing to the 

considerable importance of these three elements, the author 

has considered them separately (see sections 2.2, 2.5 and 

2.6) 

The four components of a staff development plan will now 

be discussed: 
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1. Needs Assessment: In order to identify the goals of the 

various participants in a systematic fashion, and to establish 

the general focus of a staff development programme, it is 

necessary to conduct sorne form of needs assessment (King, 

Hayes and Newman, 1977; Orlich, 1988). The purpose of a needs 

assessment is not to highlight deficiencies in the educational 

system but rather to identify differences between desired and 

actual outcomes, and to indicate a capacity, or standard, to 

be achieved. In short, the needs assessment process "helps to 

establish a consensus for direction" (Orlich, 1988, p. 38). 

An effective needs assessment has a participatory emphasis and 

aims to integrate the views of the participants in the 

proposed staff development programme. Research by Lieberman 

(1986) and studies cited by Waxman (1985) indicate that the 

conduct of a needs assessment and the inclusion of 

participants' views are often crucial to the ultimate success 

of staff development programmes. 

2. Statement of Goals and Beliefs: Once needs have been 

assessed, a statement of goals and beliefs is the second 

important component of a staff development plan. Goals serve 

three purposes: (i) as a source of legitimacy, (ii) as a 

source for direction, and (iii) as a basis for evaluation 

(Dornbush and Scott, 1975). Clark (1981) advocates caution 

when establishing goals, suggesting that they should be 

flexible rather than concrete, and procedural rather than 

substantive, so that the staff development process is not 

inhibited. One method for promoting flexibility is to 

accommodate goals for individuals within the mission 

statement, in addition to school and district goals. Loucks

Horsley et al. (1987) observe that, "Good staff development 

recognizes the validity of the individual as weIl as the 

community to which that person belongs" (p. Il). By 

integrating district, school and individual goals, staff 

developers ensure the necessary 'ecological balance' required 

for an effective staff development programme (Vaughn, 1981) . 
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3. Time-Frame: A third component of effective staff 

development planning is the general time-frame within which 

the progYamme is to operate. As with the establishment of 

staff development goals, research reiterates a need for 

flexibility when setting an overall time-frame, and for 

recognition on the part of planning corrmittees of staff 

development as a pracess rather than a single event (Metzdorf, 

1989) . 

4. Evaluation: As for the fourth component, an evaluation of 

programmes, educators agree that the outcomes of successful 

staff develapment programmes are positive changes in (i) 

teachers' instructional practices, (ii) students' learning 

outcomes, and (iii) teachers' beliefs and attitudes (Griffin, 

1983; Guskey, 1985) An evaluation can verify that these 

positive outcomes have occurred, and can register participant 

reactions about the process. Those reactions may then be 

synthesized and fed into the design of future programmes (Duke 

and Corno, 1981; Crosby, 1982; DeJarnette Caldwell, 1989) 

2.4.2 Planning Teacher Centre Programmes 

The planning of teacher centre programmes is usually a 

collaborative process, undertaken by the governing board, the 

centre director and centre staff in order ta establish centre 

objectives. According to research, planning in teacher 

centres includes similar components to general staff 

development plans, such as those drawn up at a district or 

provincial level (Devaney, 1979; Collier, 1982; Hering and 

Howey, 1982). There are five key components to planning in a 

teacher centre: 

1. needs assessment (see section 2.4.3); 

2. purpose and philosophy (see section 2.4.4) i 

3. funding (see section 2.4.5) i 
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4. 

5. 

client profiles and patterns of usage (see 
section 2.4.6); and, 

evaluation (see section 2.4.7). 

These five components provide the structure for the ensuing 

examination of the planning of teacher centre programmes. 

2.4.3 Planning Teacher Centre Programmes: Needs Assessment 

The value of an accurate, collaborative and up-to-date 

needs assessment as part of the planning process is emphasized 

in the literature on teacher centres (Hering and Howey, 1982; 

Barker, 1985). Indeed, Saslaw (1985) suggests that a lack of 

collaborative planning and a paucity of teacher input during 

the planning process contributed to the closure of sorne 

teacher centres in the U.S. after the cessation of direct 

federal funding in 1981. 

A needs assessment may be informaI (usually through 

person-to-person conversation), or formaI, using statistical 

analysis of systematically-gathered data. Bath methods have 

benefits and drawbacks. Researchers concur that sorne 

combination of formaI and informaI solicitation of views is 

most effective, in arder ta generalize results as weIl as to 

tap teachers' deeper concerns (King, Hayes and Newman, 1977; 

Hering and Howey, 1982). The value of combining various forms 

of needs assessments is viewed by Hering and Howey (1982) as a 

means of identifying the needs of individuals as weIl as those 

of the faculty as a whole. According to Mertens and Yarger 

(1981), teacher centres may be most clearly distinguished from 

other approaches ta inservice education by the priority that 

is placed on addressing the needs of individual teachers. 

This fa ct is consonant with the importance of addressing 

individual needs in addition ta those of faculty as emphasized 

in the literature on effective staff development (Loucks-
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Horsley et al., 1987; Ellis, 1989) and on adult learning 

theory (Knowles, 1978; Wilsey and Killion, 1982). 

2.4.4 Planning Teacher Centre Programmes: 
The Purpose and Philosophy of Teacher Centres 

Two integral components of the planning process for staff 

development in a teacher centre context are the purposes and 

the philosophy of such centres. Both elemencs have a profound 

influence on the nature of teacher centre staff development 

programmes (Levine, 1985; DeJarnette Caldwell, 1989). 

The purposes of teacher centres have been considered 

earlier in the thesis (see section 1.2.3), and the links 

between these purposes and those of effective staff 

development have been established. The idea that teacher 

centres should respond to teachers' own perceptions of their 

inservice training and professional needs, and should provide 

a variety of activities and services to facilitate this 

response ls supported by research on adult learning theory 

(Knowles, 1978; Andrews, Ho~ston and Bryant, 198]; Levine, 

1985). So, too, are the purposes of providing immediate, 

practical assistance for teachers, as well as longer term 

professional growth. The purposes of providing a supportive, 

non-judgemental environment, and collaborative planning 

between administrators and staff are also regarded as 

essential elements of effective staff development (Little, 

1981; Korinek, Schmid and McAdams, 1985; Cohen, 1987). 

Teacher centre philosophy emerges from these purposes. 

Burrell (1976) summarises the central notion of this 

philosophy as the concept that classroom teachers are experts 

and professionals in their own right, able and willing to take 

on the responsibility for much, if not aIl, of their own 

reeducation and development. Teacher centre philosophy thus 

reflects that of effective staff development (Rourke and 

Davis, 1981; DeJarnette Caldwell, 1989). The concept of 
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teacher empowerment that is demonstrated by teacher centres 

has progressed considerably from the early days of the deficit 

model of staff development (Arin-Krupp, 1989). 

2.4.5. Planning Teacher Centre Programmes: Funding 

The issue of funding during the planning stage of staff 

development programmes is a major concern of teacher centre 

staff and governing boards. The financial situation of many 

teacher centres appears to be chronically precarious, and 

Edelfelt (1982) regards a search for continued funding as 

"critical to the survival of teacher centres" (p. 393). 

According to Hart y (1984), there appears to be no standard 

method of funding teacher centre operations, and a variety of 

centre budget plans are discussed by Andrews (1980) and 

Friedman and AIley (1980). The cessation of direct federal 

funding for teacher centres in the United States in 1981, and 

the incorporation of this money into block grants meant that 

those centres which formerly relied on federal funds now had 

to compet€: with other educational services for a share of the 

educational dollar. In addition to applying for general 

federal financial support, these teacher centres have been 

compelled to turn to the same alternative funding sources that 

were already being approached by independent teacher centres 

el sewhere, incl uding those in Canada. Al ten_:: Î..i ve types of 

funding include foundation grant.s, school district contracts 1 

state (or provincial) and local school board categorical 

moneys, teacher union funds, participant fees and university 

funding. Another method for coping with Inadequate funding is 

for several small school boards to pool their resources and 

establish a regional teacher centre (Branscombe and Newsom, 

1977; Wenz, 1987). 

Once funding sources have been established by a teacher 

centre, the staff and the governing board must allocate these 

funds. There appear to be sorne commonalities amongst the 
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budyetary procedures of teacher centres (Branscombe and 

Newsom, 1977). Allen and Allen (1973) suggest that teacher 

centres should aim to incorporate three levels of budget 

planning: 

1. Continuous budgeting for the maintenance and 

continuation of the existing programme; 

2. IncrementaI budgeting to bring an establ ished 

programme up to sorne norm of adequacy i and, 

3. Expansion, or creative budgeting to support new 

goals and expand centre functions. 

Steinaker (1976) also recommends that a teacher centre budget 

should make provisions for changes in education technology in 

order to keep the teacher centre up- to-date wi th new 

developments in the education field. 

2.4.6 Planning Teacher Centre Programmes: 
Client Profiles and Patterns of Usage 

When planning staff development programmes for a teacher 

centre, the staff and governing body need to take into account 

the type of client who uses the centre, and the actual 

patterns of use. Data indicate that participants who utilize 

teacher centres derive from a wide spectrum of constituencies. 

For example, a survey by Barker (1985) reveals that teacher 

centre participants represent five basic affiliations: city 

schools, county schools, speci f ic-membership schools, 

university students, and a group composed of diverse 

indi viduals (adminlstrators, supervi sors, parents, para

professionals, higher education personnel, and indi viduals 

from the business and industrial communities). Whilst this 

survey refers to a single teacher centre, research indicates 

that a similar cross-section of participants is common to most 

centres (Yeatts, 1976; Albert y, Neujahr and Weber, 1981) . 

Su ch broad-based invol vement in staf f development const i tutes 
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a major recommendation in the Ijterature on effective staff 

dévelopment programmes (Berman and McLaughlin, 1978; Mohlman 

Spaz-ks, 1983). 

Data show that elementary teachers account for a 3izeable 

majority of centre visitors, as do what Barker (1985) referred 

to as "diverse individuals". One interesting fact is that 

high school teachers often represent a very low frequency of 

utilization. A survey of a teacher centre in Oakland (1982) 

indicates that the ratio of elementary ta high school teachers 

who use the centre is approximately 3:1. Further research is 

needed to ascertain why this is so. One possibility is that 

high school teachers prefer more subject-specific programmes 

than are currently offered by many teacher ce~tres. 

The perce~tage of potential clients who utilize teacher 

centres varies considerably from one individual situation ta 

another. In 1982, for example, Edelfelt estimated that 

approximately 30 percent of teachers participated in the 

acti vi ties of teacher centres. However, Yeatts (1976) 

estimated that at one teacher centre in Virginia, more than 85 

percent of a school system's staff utilized their teacher 

centre. Similar high statistics for participation at a 

teacher centre in Florida are calculated by Gomez (1988). 

With the exception of staff development activities at 

centres that have been organized for the entire district, no 

consistent patterns of usage emerge from the data on teacher 

centres (Albert y, Neujahr and Weber, 1981; Hering and Howey, 

1982). According to Albert y, Neujahr and Weber (1981), 

"Pat terns of use cut across su ch variables as group of user, 

teaching experience, length of contact, context of first 

contact, and orientation to teaching and learning. They were 

inàividuall1 (p. 41). This notion of heterogeneous usage is 

corroborated by a survey of research by Hering and Howey 

(1982), who maintain that this finding l1underscores the 

responsive and individually-oriented nature of many teacher 

centres" (p. 34). They further maintain that effective 
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teacher centres often demonstrate how experienced centre staff 

can engage in 'active staffing' which involves moving from a 

responsive posture, in which they attend to immediate needs, 

to a longer-term developmental type of interaction with 

teachers, thereby illustrating "how a center can be more than 

an ad hoc collection of individually oriented activities" (p. 

35). This concern with individual and immediate needs as weIl 

as with longer-term participant development corresponds with 

the literature on effective staff development (King, Hayes and 

Newman, 1977; Joyce and Showers, 1980; Ellis, 1989) and on 

adult learning theory (Wilseyand Killion, 1982; Levine, 

1985). Above aIl, evidence of individual patlerns of usage in 

teacher centres is validated by Knowles (1978), who claims 

that, since individual differences increase with time, adult 

education must make optimal provision for differences in 

style, time, place, and pace of learning (see section 2.5.1). 

Research reviewed here would suggest that teacher centres 

fulfil these criteria. 

2.4.7 Planning Teacher Centre Programmes: Evaluation 

Evaluation of teacher centre programmes is a necessary 

planning component in order to ascertain programme 

effectiveness, to validate the hypotheses UpOD which the 

centre is based, and to clarify purposes and directions. An 

evaluation also indicates where modifications and improvements 

may be necessary in a specific programme (Duke and Corno, 

1981). Feiman (1977), Baden (1980), Caldwell (1980) and 

Guilkey (l980) have discussed the complexities involved in 

evaluating teacher centres, including ideological variations 

which lead to questions about effectiveness and expected 

outcomes being posed and answered in different ways. 

Despite these complexities, certain general principles 

for the evaluation of teacher centres emerge from the 

Iiterature. First, the chosen evaluatlon model should be 
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congruent with the goals and objectives formulated by a needs 

assessment during the planning process (Barker, 1985). The 

data collection involved in formulating these needs and goals 

facilitates a formative, ongoing evaluation of a teacher 

centre and its programme and allows for modification of the 

programme (Branscombe and Newsom, 1977). 

Second, summative evaluations should be conducted 

periodically in order to assess the extent to which outcomes 

of teacher centre programmes are consistent with goals. In 

Florida, contin\led state funding is contingent upon the 

outcome of this type of evaluation (Collier, 1982; Hering and 

Howey, 1982; Holt, 1989). Crosby (1982) stresses the benefits 

of involving programme participants in the evaluation of staff 

development activities; this in turn has direct relevance for 

teacher centres. Holt (1989) recommends that the evaluation 

design for a teacher centre be developed and conducted 

collaboratively by teacher centre staff, and school and 

university personnel. 

2.5 PROCESS OF STAFF DEVELOPMENT 

This section considers the process of, or delivery 

systems for, effective staff development, and examines teacher 

centre programmes in the light of research. Three components 

of the staff development process are considered: 

1. Adult learning theory (androgogy); 

2. Types of staff development programmes; and, 

3. Scheduling of staff development programmes. 

2.5.1 Adult Learning Theory 

Adult learning theory provides an essential theoretical 

basis for effective staff development programmes (Oja, 1980; 

Krupp, 1981; Fonzi, 198~; Thompson and Wood, 1982; Sprinthall 
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and Sprinthall, J983). The common message of research is that 

adult developmental levels are not static, but rather part of 

a continuing growth process (Bertani and Tafel, 1989). 

According to Joyce and Showers (1980), as the individual 

learner becomes more complex, his environment needs to change 

with him if growth is to occur at an optimal rate. Wilsey and 

Killion (1982) concur, arguing that because, in any given 

training session, learners are at various stages of 

development, instructors must integrate structured, concrete 

procedures with more flexible, conceptual and open-ended 

approaches. 

Knowles' (1978) analysis of research on adult learning 

theory resulted in five recommendations for staff development 

which were subsequently endorsed by Wood and Thompson (1980), 

Andrews, Houston and Bryant (1981) and Levine (1985): 

1. Adults are motivated to learn as they 

experience needs and interests that learning 

will satisfYi therefore, these needs are 

appropriate starting points for adult learning 

activities. 

2. Adult orientation to learning is life-centred, 

rather than subject-centred. 

3. The analysis of experience is the richest 

resource for adult learning. 

4. Adults have a deep need to be self-directing, 

necessitating the inclusion of sorne 

unstructured or independent learning in a staff 

development programme. 

5. Individual differences among people increase 

with timei therefore, staff development 

programmes must make optimal provision for 

differences in style, time, place, and pace of 

learning . 
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2.5.2 Types of Effective Staff Development Programmes 

Effective staff developrnent activities reflect research 

on adult learning theory (Knowles, 1978; Andrews, Houston and 

Bryant, 1981; Levine, 1985). The work of Joyce and Showers 

(1980) in this area has gained widespread acceptance among 

staff developers in the past decade. After a two-year 

examination of research on the ability of teachers to acquire 

new teaching skills and strategies, Joyce and Showers 

identified several key components for staff developrnent 

activities. When combined with the work of Mohlman Sparks 

(1983) on the importance of providing adequate time for 

discussion of staff developrnent activities amongst 

participants. there emerges a typology of five training 

components for effective staff development programmes which 

can be applied following a needs assessment: 

l. Study of the theory of the skill or strategy. 

2. Observation of modelling, or demonstration of 

practice by the staff developer. 

3. Discussion of application. (Although implicit 

in the research of Joyce and Showers (1980; 

1981; 1982), it is Mohlman Sparks (1983) who 

emphasizes the importance of the inclusion of 

guided discussion as a specifie component of a 

staff development programme. This view is 

endorsed by research on adult learning theory 

(Knowles, 1978) and reiterates earlier studies 

(Bentzen, 1974; Evertson et al., 1982; Holly, 

1982) . 

4. practice and feedback. Practice under 

sirnulated conditions or within a classroom 

setting provides the type of experiential 

learning that is regarded as an important 

cornponent of any adult learning programme 
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(Arends, Hersh and Turner, 1980; Roy, 1987). 

Feedback may be informaI or formaI, t0110wing 

observation by a staff developer. 

5. Coaching for application in the classroom 

setting. Direct, intensive coaching on how to 

apply new skills may be given by peers, 

administrators or staff developers. 

Research shows that aIl, or a combination, of these five 

components are effective as a process for helping teachers to 

acquire new skills and strategies and to improve existing 

techniques (Borg, 1975; Edwards, 1975; Feldens and Duncan, 

1978; Joyce and Showers, 1980; Mohlman Sparks, 1983). 

Staff development can take many forms: individual 

consultations between clients and staff developers, 

conferences, special projects relating to a specifie school or 

curriculum area, individual study for an advanced degree, or 

action research (Glatthorn, ]987). However, by far the most 

common format is that of the workshop or mini-course. Wood et 

al. (1981) define a workshop as a group of people 

participating in structured activities during a specified 

period of time to accomplish predetermined goals and tasks 

which lead to new understandings and changes in professional 

behaviour. Whilst the typology or training components devised 

by Joyce and Showers (1980) and Mohlman Sparks (1983) is most 

appropriate in a workshop context, it also has relevance for 

other staff development formats. 

The combination of components selected for a particular 

staff development activity will depend on the purpose of the 

training (Levine and Broude, 1989). Joyce and Showers (1980) 

argue that if the purpose is 'fine-tuning' of existing skills, 

then modelling, practice under simulated conditions, practice 

in the classroom, and feedback will probably be sufficient. 

However, when the purpose is the mastering of new teaching 

skills or curricula, then presentation and discussion of 

49 



• 

• 

theory and coaching for application are probably necessary as 

weIl. This is to ensure that the outcome of a staff 

development programme takes participants beyond the awareness 

and conceptual stages to the application stage, when the new 

learning is integrated into the teachers' repertoire. 

However, despite widespread support amongst researchers for 

the benefits of coaching (Joyce and Showers, 1980), this 

training component remains controversial (Wade, 1985), and is 

not yet regarded as an established panacea for staff 

development. 

Whether coaching for application is employed, or w~ether 

structured or unstructured feedback is sufficient, sorne sort 

of follow-up support in order to ensure the transfer o~ the 

programme content into the classroom is generally regarded as 

a crucial component of an effective staff development 

programme (Wood, Thompson and Russell, 1981; Guskey, 1986; 

Loucks-Horsley et al., 1987). 

2.5.3 Types of Teacher Centre Programmes 

The process of staff development is a critical issue for 

teacher centres. According to Edelfelt (1982), a teacher 

centre justifies its existence through the programmes it 

offers. Centres can only be sustained by continued provision 

of carefully planned, high quality programmes. Research shows 

that a wide variety of programme delivery systems are offered 

by most teachers centres (Devaney, 1976; McLaren, 1976; 

Mertens and Yarger, 1981; Collier, 1982; Mohlman Sparks, 1982; 

Barker, 1985; Holt, 1989). These delivery systems include the 

following: 

1. Individual consultations and advisory support 

between centre staff and participants; 

2. InformaI, 'drop-in' programme for immediate 
practical advice; 
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3. Centre staff acting as brokers: if they are not able 

to fulfil teachers' requests themselves, they find 

other teachers who cani 

4. Special projects organized collaboratively between 

centre staff and participants, 3nd relating to a 

particular school or curriculum areai 

5. Workshops, both at the centre and at individual 

schools, and usually a single-session activitYi 

6. Mini-courses a series of workshops over a longer 

period of time; 

7. Conferences, organized collaboratively by the centre 

and the district schools, and involving local and 

national guest speakersi 

8. Individual study, often for a further degree; and, 

9. Summer scholarships or conference attendance fees 

provided for participants, who subsequently provide 

feedback workshops on their return. 

For reasons of budget and time, it is rare for a teacher 

centre to engage in aIl these activities (Hart y, 1984). 

However, most centres offer a wide cross-sectjon of staff 

development programmes, which vary according to the interests 

and needs of the community served by the centre, the 

philosophy of the centre, and the instructional talent and 

teaching resources that are available. 

Edelfelt (1382) criticises teacher centres for employing 

standard inservice approaches, rather than providing an 

innovative alternative. A review of literature on teacher 

centres suggests that this criticjsm is unfounded. In 

addition to providing tried and tested staff development 

formats, such as workshops and mini-courses (Joyce and 

Showers, 1980; Mohlman Sparks, 1983), teacher centres appear 

to of fer a greate~ variety of delivery system choices than do 

many other staff development contexts and, consequently, a 

greater flexibility of use for participants (Albert y, Neujahr 
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and Weber, 1981). Choice, variety and programme flexibility 

are three criteria which are ccnsonant with effective staff 

development Iiterature (Lawrence, 1974; Yarger et al., 1980), 

and with research on adult Iearning theory (Knowles, 1978; 

Levine, 1985). The attempt to accommodate both individual and 

faculty needs in teacher centre programmes is also consonant 

with effective staff development literature (Howey, 1980). 

So, too, is the actual staff development process employed in 

teacher centre programmes. Research by Ellis (1990) indicates 

that teacher centres often adapt the typology of five training 

components devised by Joyce and Showers (1980) and Mohlman 

Sparks (1983) (see section 2.5.2). Hering and Howey (1982) 

agree with these findings, writing: 

It would appear ... that in exemplary centers there is 
an emphasis not only on theory but on theory 
grounded in practice, and related specifically to 
individual teacher behaviors. Similarly, it would 
appear that there is a modelling of behaviors in 
teachers' centers that is not apparent in most other 
inservice education activitjès !p. 14). 

Use of this typology of training components as a 

guide for programmes indicates that teacher centres employ 

methods that are also validated by adult learning theory 

IKnowles, 1978; Levine, 1985). However, it should be noted 

that two of the training components validated by adult 

learning theory -- the provision of follow-up support and of 

coaching for application -- are less common aspects of teacher 

centre programmes (Edelfelt, 1982; Hering and Howey, 1982). 

In general, this is due to budget and time constraints, and to 

restrieted mandates -- for exampIe, where sehool 

administrators are responsible for follow-up. A few teacher 

centres cireumvent this problem by training pairs, or groups, 

of participants to provide their own follow-up support and 

coaching when they return to the school setting (Ellis, 1990) 
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2.5.4 Scheduling Effective Staff Development Programmes 

The issue of the length and frequency of staff 

development programmes is debated in the literature. Wade 

(1985) conducted a meta-analysis of research on the length of 

various staff development programmes, and concluded that there 

was no statistically significant effect of length of training 

on the efficacy of a programme. However, the majority opinion 

amongst researchers is that staff development is a process 

rather than an event (Loucks-Horsley et al., 1987) and that 

effective staff development programmes are spaced over many 

months or even years (Lawrence, 1974; Berman and McLaughlin, 

1978; Crandall, 1983) In the case of short-term programming, 

one staff development schedule that has demonstrated 

effectiveness is a series of four to six three-hour workshops 

spaced one or two weeks apart (Stallings, Needels and 

Stayrook, 1978; Anderson, Evertson and Brophy, 1979). The 

prevailing perception of staff development as a developmental 

process is consistent with research on adult learning theory. 

There appear to be two explanations for this sugge8ted 

time-span. First i8 the concept of mutual adaptation (Berman 

and McLaughlin, 1975), whereby adequate time i8 required for 

teachers to adapt and modify new practices to fit their unique 

situation. Second, Mohlman Sparks (1983) su~gests that 

another rationale for the effectiveness of long-term change 

efforts is provided by the Concerns-Based Adoption Model 

(CBAM), proposed by Hall and Loucks (1978). CBAM acknowledges 

that teachers' concerns will vary at different stages in the 

staff development process, and that programme activities will 

need to adapt to accommodate these concerns over a period of 

time. Clearly, if one accepts the hypothesis on which CBAM is 

based, then a 'one-shot' staff development activity is not as 

effective as a longer time-span, which also makes allowances 

for an Inevitable trial and error period of 'creative 

floundering' (Hunter, 1985). Certainly, much depends on the 
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complexity of the programme content. If the purpose is simply 

to raise awareness about an issue, then a single session may 

be adequate. However, when dealing with topics of a greater 

complexity, a single session 

2.5.5 

does not allow for the graduaI change inherent in 
the concerns-based approach and in the notion of 
mutual adaptation. Further, in such settings there 
is no opportunity for ongoing discussion of problems 
and concerns related to implementation, which is 
critical (Mohlman Sparks, 1983, pp. 66-7). 

Scheduling Teacher Centre Programmes 

Scheduling of activities in teacher centres appears to 

corroborate the findings of effective staff development 

literature (Lawrence, 1974; Berman and McLaughlin, 1978; 

Mohlman Sparks, 1983; Loucks-Horsley et al., 1987). Teacher 

centres typically provide a variety of schedules, both during 

and after school hours, which can range from a single session 

to a Dumber of sessions spread over the course of several 

months (Ellis, 1990). Central to the purpose of teacher 

centres is the notion that staff development is an ongoing, 

incremental process, which should provide opportunities for 

reElection as weIl as practice. Devaney (1976) suggests that 

the value of a teacher centre is that IIthe center elicits from 

teachers over time -- one, two, three years -- serious 

professional inquiry and creati vityll (p. 416). Opportunity 

for reflection and the need for staff development continuity 

are two attributes that are reiterated in the literature on 

effective staff development in general, and in a survey by 

Howey (1980) in particular. In a subsequent survey of 

effective staff development literature, Hering and Howey 

(1982) assessed Howey's (1980) review and concluded that IIthe 

implications for and congruence with activities in teacher 

centres is obvious Il (p. 15). 
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2.6 CONTENT OF STAFF DEVELOPMENT 

2.6.1 Content of Effective Staff Development Programmes 

In the past, the content of staff development programmes 

was an ill-defined area, often relying on assumptions about 

education rather than on a solid research base. In such 

cases, staff development consisted of a generic, large-group 

presentation which dealt with a general curriculum area or 

teaching strategy. It was hoped that teachers would absorb 

sorne key ideas and somehow transfer them into classroom 

practice (Lewin, 1935; Bertani and Tafel, 1989). In addition, 

the deficit theory of staff development has been a traditional 

determinant of programme content (Arin-Krupp, 1989). 

However, in the past decade, an increasing number of 

researchers have stressed the need for the content of staff 

development programmes to be guided by educational research 

(Vaughn, 1981; Loucks-Horsley et al., 1987). Studies on 

teacher effectiveness have identified specifie classroom 

management practices, instructional techniques and 

expectations that appear to help raise student test scores 

(Slavin, 1980; Aspy and Roebuck, 1982; Brophy, 1982). Shulman 

(1987) analyzed the major sources of teaching knowledge, and 

the resulting framework has provided staff developers with new 

guidelines for determining programme content which may be 

matched to the local needs of participants (King, Hayes and 

Newman, 1977). Shulman (1987) identifies four general 

information sources: 

1. Scholarship in content disciplines; 

2. The materials, practices and setting of the 

institutionalized education process; 

3. Research on schooling, social organizations, 

human learning, teaching and development, and 
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2.6.2 

4. 

the other social and cultural phenomena that 

affect what teachers do; and, 

The wisdom of practice (p. 8) 

Content of Teacher Centre Programmes 

The emphasis on teacher empowerment and an orientation 

towards growth which characterize teacher centre philosophy 

ensure that most centres avoid deficit theories or generic 

group presentations as determinants of the content of staff 

development programmes (Arin-Krupp, 1986; Bertani and Tafel, 

1989). The need to base the content of staff development 

programmes on educational research which is emphasized in the 

literature of effective staff development (Vaughn, 1981; 

Loucks-Horsley et al., 1987) is also consistent with research 

on teacher centres (Devaney, 1979; Hering and Howey, 1982). 

In Swiniarski's (1982) view, responsibility for the final 

selection of content lies with the teacher centre staff, whose 

role it is to blend the desires of the classroom teacher with 

the broader view of a district's or school board's assessed 

needs of the schools and with current educational research. 

The blending of educational research with local needs is 

complicated by the fact that perceptions of these needs will 

occasionally differ among the various participant groups. A 

survey conducted by Byrd (1981) revealed that administrators 

and teacher educators tended to perceive the need for greater 

skill development and awareness on the part of teachers in a 

greater variety of areas than teachers tended to acknowledge. 

In view of these data, Herlng and Howey (1982) recommend that 

teacher centres blend teacher perceptions of needs and 

interests with input from other key constituencies when 

planning content of staff development programmes. Research on 

the collaborative nature of teacher centre planning (see 

section 2.4.2) would suggest that most teacher centres put 

this recommendation into practice (Mertens and Yarger, 1981; 
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Collier, 1982; Orlich, 1988) . 

A review of the literature indicates that many teacher 

centres do employ the four major sources of teaching knowledge 

employed in Shulman's (1987) framework when deciding on the 

content of their staff development programmes (see section 

2.6.1). First, the updating and expansion of curricular and 

instructional knowledge is an integral part of the content of 

many teacher centre programmes (Mertens and Yarger, 1981; 

Barker, 1985). The materials and setting of the institution

alized educational process are far less common (Mertens and 

Yarger, 1981), but teacher reflection on and reconsideration 

of research on the social and cultural phenomena of the 

educational process is a major element of teacher centre 

programme content, and one which is often interwoven with 

programmes on curriculum and instruction (Hering and Howey, 

1982; Could and Letven, 1987). Finally, the wisdom of 

practice, and input from skilled educators is an essential 

component of the content of teacher centre programmes (Hering 

and Howey, 1982; Wenz, 1987). The use of experienced teachers 

as teacher centre staff and workshop presenters, and the 

beneficial effects of discussion between participants during 

3~aff development activities are weIl documented aspects of 

both the literature on effective staff development and on 

teacher centres (Knowles, 1978; Devaney, 1979; Wood and 

Thompson, 1980; Levine, 1985; Bertani and Tatel, 1989). 

2.7 CONCEPTUAL FRAMEWORK FOR A CASE STUDY OF THE EDUCATION 
RESOURCE CENTRE (ERC) IN MONTREAL 

The conceptual framework for the case study is derived 

from the organizational framework for the review of literature 

(see Figure 3). Figure 4 (next page) is based on a review of 

literature on effective staff development and teacher centres, 

and on an examination of the case study data. It outlines the 

proposed conceptual framework for the case study . 
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Figure 4 

CONCEPTUAL FRAMEWORK FOR THE CASE STUDY OF 
THE EDUCATION RESOURCE CENTRE CERC) IN MONTREAL 

COMPONENTS 

CONTEXT 
4.1 

ORGANIZATIONAL 
STRUCTURE 
4.2 

PLANNING 
4.3 

PROCESS 
4.4 

CONTENT 
4.5 

THE ERC AS A STRATEGY FOR STAFF DEVELOPMENT 

-Community Support 

-Administrative Support 

- Teacher Support 

-The Physical Setting 

-The role of the ERC in the Jewish Education 
Council (JEC) of Montreal 

-Management 

-Staffing 

- Philosophy 

-Needs Assessment 

-Goals 

-punding 

-Client Profiles and Patterns of Usage 

-Evaluation 

-Types of Staff Development Programme 
at the ERC 

-Scheduling of Staff Development Programmes at 
the ERC 

-Content of ERC Programmes 
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- CHAPTER 3 -

METHODOLOGY 

3.0 INTRODUCTION 

This chapter delineates the use of the case study method 

and describes the process of gaining initial access to the 

setting, and of collecting and analyzing the data. The 

limitations of the study are also considered. 

3.1 CASE STUDY METHODOLOGY 

The purpose of the study is to analyze a teacher centre 

as an approach to facilitating staff development: how does the 

teacher centre operate, and why does it operate in that way? 

A case-study methodology was deemed appropriate as the purpose 

of this study was to understand teacher centres as an approach 

to staff development, rather than to evaluate them (Merriam, 

1988). Understanding is facilitated by the type of 'thick 

description' which is one of the characteristics of a case 

study (Marshall, 1989). Hering ~nd Howey (1982) describe case 

studies as fine-grained portraits and recognize that 

"Certainly there is a need at this time for ... descriptive 

analyses of teachers' centers' practice and characteristics" 

(p. 33). 

This choice of methodology is further validated by two 

cri teria for case study research as def ined by Yin (1984): 

(i) they should investigate a contemporary phenomenon within 

its real-life context when (ii) the boundaries between 

phenomenon and context are not evident. Teacher centres 

fulfil these criteria since the phenomenon of staff 

development operates within the context of a teacher centre 

and, because the two elements are inextricably linked, the 

boundaries between them are unclear . 

The object of analysis for qualitative research methods 

such as the case study is the notion of reality as a social 
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construct (Merriam, 1988). According to Lincoln and Guba 

(1985), reality is lia multiple set of mental construc-

tions ... made by humans" (p. 296). The case study researcher 

is constantly attempting to capture and portray the world as 

i t appears to the people in it (Walker, 1980). In Merriam' s 

opinion (1988), reality is holistic, multidimensional and 

ever-changing, rather than a fixed, objective phenomenon, and 

in order to portray reality accurately, case study researchers 

need to achieve 3n adequate representation of these multiple 

constructions (or perspectives). For this study, adequate 

representation was sought by the use of multiple methods of 

data collection and analysis, the results of which were fed 

back to the participants for perceptual checks and 

verification. Observation at the research site was conducted 

over a period of time in order to ensure the validity of the 

findings, and to allow synthesis and an evolving 

interpretation of the evidence. The ulcimate intention was to 

understand accurately how the teacher centre operates, and how 

its staff and clients perceive its function. 

3.2 

3.2.1. 

PROCESS 

Identifying the Case and Gaining Consent to 
Undertake the Study 

An interest in the process of staff development led the 

researcher to focus on teacher centres as staff development 

structures. The ERC was chosen because it was actively 

implementing staff development and because it was accessible 

to the researcher. At a preliminary meeting, the Director of 

the ERC and the researcher discussed the possibility and 

feasibility of conducting a study of the Centre and assessed a 

preliminary case study proposaI. Provisional approved was 

granted by the ERC Director on condition that the JEC Director 

and the Centre 1 s staff also approve. An initial misconception 
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amongst sorne participants that the researcher was planning to 

conduct an evaluation of the Centre, rather than a case study, 

was clarified, and formaI, written permission was subsequently 

provided (see Appendix A) . 

3.2.2. Da ta Collection 

Data were collected over the course of five months, from 

June to October, 1991, during nine site visits each of which 

lasted from one-half-day to five days in length (see Appendix 

B). As recommended by Yin (1984), multiple sources of data 

and evidence were collected. Data collection methods included 

(a) observation, (b) participant observation, (c) interviews, 

(d) review of documents and file data, and (e) complet ion of a 

client survey, as described more fully below. 

(a) Observation 

This method of data collection was used relatively 

extensively, in light both of the open-plan nature of the 

physical setting and the willingness of centre staff to be 

observed. The researcher observed the main work areas, the 

corridors and the entrance hall in arder to ascertain the 

climate of the centre and to try to gain an understanding of 

the types of verbal and non-verbal interaction and 

communication that were constantly taking place between staff 

and clients. This provided a useful means of verifying the 

perceptions of staff expressed through the interview process. 

Direct observation provided a means of testing emerging 

hypotheses against the observable reality. In addition, the 

researcher also observed a governors' meeting, a mini-course, 

a one-day district-wide workshop, formaI consultations between 

staff and clients, and a meeting between the ERC Director and 

the head of another department of the JEC . 
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(h) Participant Observation 

The researcher employed this second method of data 

collection on the occasion of a district-wide workshop, 

participating in a two-hour workshop on cooperative learning. 

The objective was to gain direct experience of the process of 

staff development in a teacher centre, and to try to perceive 

this experience from the viewpoint of a centre client. 

However, despite being a valuable, one-off experience, the 

researcher avoided use of participant observation on 

subsequent site visits for fear of jeopardizing her neutral 

stance towards the data (Becker, 1958) and diverting too much 

attention away from the direct observation role. 

Cc) Interviews 

Interviews provided the major source of data for the 

study. The centre's four staff members and Director were 

interviewed, as was the Director of the JEC and his 

Administrative Assistant. The Coordinator of Professional 

Development at McGill University's Centre for Educational 

Leadership was interviewed to provide perspectives from a 

similar staff development forum. In addition, informaI 

discussions were condurted with Centre clientele representing 

a number of constituencies, and with members of the Governing 

Board. Those interviewed represented a cross-section of ages, 

genders, levels of seniority, experience and roles. 

The interview protocol was developed after a number of 

preliminary site visits, and after discussions with the ERC 

Director and staff (see Appendix C). The intention 

endorsed by Yin (1984), Measor (1985), and Merriam (1988) 

was to allow the setting and the perceptions of the 

participants to determine the focus of the questions. 

Questions were also raised through an ongoing review of 

relevant literature. The result was a flexible, open-ended 
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interview format, centred around certain core subjects and 

themes, such as the interviewees' perceptions of the staff 

development process at the centre and their role within that 

process. The open-ended nature of the questions enabled the 

researcher to ask those interviewed for facts pertaining to 

the ERC, as weIl as for their perceptions and insights, an 

approach recommended by Yin (1984). With one exception, those 

interviewed appeared to be at ease during the interview 

process, and willingly provided extra tillle when necessary. 

The majority of interviews lasted between one-and-one-half and 

two hours. The researcher attempted to maintain a neutral 

position throughout the interview process, and those 

interviewed were assured of anonymity -- two approaches to 

interviews which appear to aid the free expression of opinion 

(Measor, 1985). The maj ori ty of those intArviewed were very 

open about the ERC as a staff development structure, 

expressing opinions and discussing problems and successes in a 

frank manner. 

Throughout each interview, a tape recorder was used in 

order to provide an accurate account of the proceedings. Use 

of the tape recorder is a controversial interviewing practice 

(Measor, 1985) as sorne researchers maintain that it inhibits 

free expression of opinion. However, others, su ch as Lofland 

and Lofland (1971), believe it is imperative that an interview 

be taped if accuracy is to be ensured. In this instance, the 

researcher asked each pers on interviewed for permission ta use 

the tape recorder in advance of the interview, and tapes were 

subsequently erased following the transcribing of the 

contents. Full transcripts were provided to those interviewed 

for verification, and as a means of fostering cooperation and 

trust . 
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Cd) Documents and File Data 

Data on the ERC were collected in the form of 

newsletters, memos, minutes of meetings, newspaper articles, 

the mission statements, the budget proposaI, the JEC 

constitution, evaluation sheets, fliers, and various pamphlets 

advertising ERC services and resources. These provided 

useful verification of evidence collected through interviews, 

and presented a comprehensive picture of how the ERC operates. 

(e) Client Survey 

The researcher conducted a survey of centre clientele 

during a one-week period (see Appendix D). Clients were 

approached as they entered the centre, and most were willing 

to answer questions. The survey was conducted in order to 

ascertain the various constituencies represented by the 

clientele, their purposes in coming to the centre, and their 

perceptions of the centre as a staff development structure. 

Eighty percent of the clients who visited the centre during 

the course of that week took part in the survey. The 

remaining 20 percent declined to participate or visited the 

centre while an interview was already in progress. The survey 

represented a random sample of potential centre clients, and 

data from it provided a useful indication of constituencies, 

client profiles, patterns of usage, and basic perceptions of 

the ERC (see Appendix E) . 

3.3 DATA ANALYSIS 

As the various sources of evidence were being collected, 

the researcher fed the data into a data base. The initial 

themes and subject headings for the data base were derived 

from those suggested during preliminary interviews and 

observation at the ERC. The researcher then categorized the 
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results of both interviews and observations under subject 

headings. Data subsequently were synthesized with a review of 

literature and with research on staff development and teacher 

centres. The resulting framework provided the conceptual 

basis for the case study. 

3.4 LIMITATIONS 

There were two main limitations to this study. First, 

because she did not live near the ERC, the researcher was 

unable to visit the site on a daily basis. An accurate 

port rayaI of centre operations was consequently more 

difficult, though by no means impossible ta obtain. Related 

to this was the fact that research took place during a five

month period. In order to gain a precise picture of the 

centre's activities as an ongoing process of staff 

development, the researcher would have liked ta have been able 

to conduct the study for a longer period of time. The study 

could then have been enlarged ta include a greater emphasis on 

the perceptions of the centre clientele and of its staff. 

Second, the relatively limited number of potential 

interviewees meant that, while participants were guaranteed 

anonymity, there may nave been sorne concern on their part that 

those interviewed might be identified by the content of the 

final text. Thus , while most of those interviewed were falrly 

candid about their role in the ERC, sorne may have held back 

from fully expressing their opinions . 
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-CHAPTER 4-

CASE STUDY: FINDINGS AND DATA ANALYSIS 

4.0 INTRODUCTION 

In this chapter, data gathered during a case study of the 

Education Resource Centre in Montreal have been analyzed by 

the researcher according ta the framework outlined at the end 

of chapter 2 (see Figure 4). This framework, in turn, is 

based on Mohlman Sparks' (1983) model of staff development 

(see Chapter 2, Figure 1), which has been augmented with 

literature on effective staff development and teacher centres 

(see Chapter 2, Figures 2 and 3) . 

Quoted sections taken from the transcripts of interviews 

with staff members have been given the letters "SM" and a code 

number, to ensure anonymity. No distinction has been made 

between Education Resource Centre (ERC) and Jewish Education 

Council (JEC) staff members because of the close nature of 

their collaboration in fulfilling their respective functions, 

and because the staffs of each are relatively small and the 

identity of individuals interviewed could be more easily 

determined if such a distinction were made. 

4.1 CONTEXT 

This section examines the context of staff development 

programmes at the ERC. Four contextual factors are 

considered: community support; administrative support; teacher 

support; and the physical setting. 

4.1.1 Community Support 

The Education Resource Centre is one of several 

educational resources and services that are available to the 

Montreal Jewish Community. Other resources include the Jewish 
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Public Library, the YM-YWHA, the Canadian Jewish Congress and 

the Programme in Judaic Studies at McGill University. Like 

the ERC , one of the purposes of these various organizations i8 

to foster the cultural maintenance of the local Jewish 

community. 

In contrast to teacher centres that are connected to a 

school board , and thus formally embedded within the staff 

development policy of that board, the ERC, like the schools 

and organizations it serves, is a separate entity. The 

relat{onship between the ERC and its various clients is 

voluntary, with the ERC acting primarily as a support service. 

In the words of one staff member: 

Our relationship with the schools and with the other 
organizations is a voluntary one. Our mandate is to 
provide them with educational services, but they 
have no obligation to use our services. It is only 
through establishing worthwhile services which they 
value that we can attract them (SM 7) . 

Consequently, the ERC is arguably more dependent on the 

goodwill of lts clientele than are teacher centres that 

operate as a formal department of a school board. Because 

funding for the ERC cornes from the Montreal Jewish Community 

(AJCS) (see Section 4.3.4), continued support from the 

constituency is vital to the maintenance of the ERC. Staff 

members are acutely aware that if the ERC does not provide 

staff development programmes of a high enough calibre to 

attract adequate numbers of clients, then AJCS may question 

the value of continuing to fund it, especially during times of 

budget restriction. A staff member summarized this 

correlation between community support and continued funding 

for the centre in the following way: 

The agency is funded by the Jewish Community, and as 
that budget gets tight, if they see that the agency 
is not serving that many people, they could 
justifiably reach the conclusion that the money 
could be better spent elsewhere (SM 1) . 
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In addition to providing high quality staff development 

programmes in order to maintain the support of ERC clientele 

and, consequently, the support of the wider Jewish community, 

ERC staff work hard to establish links within that community. 

positive relationships and strong links are forged in a 

variety of ways in order to familiarize the widest possible 

audience with ERC activities, and to foster a broad-based 

network of support for the ERC and its objectives. A staff 

member summarized these links thus: 

4.1.2 

Contact is established through outreach to the 
various groups of clientele. Word of mouth, as high 
a profile as possible, newsletters, associations 
su ch as the Association of Principals of Jewish 
Schools, or the Federation of Teachers, with which 
we try to work ... and then l think we can also de pend 
to sorne extent on an established reputatio~ (SM 7) . 

Administrative Support 

The importance of ad~inistrative support for legitimizing 

and maintaining staff development efforts is well-documented 

in the literature on effective staff development and teacher 

centres (Berman and McLaughlin, 1975, 1978; Crandall and 

Loucks, 1983; Wenz, 1987; Sparks, 1991). At the ERC, 

administrative support at the school level for centre 

programmes appears to be important for three reasons: 

1 . 

2 . 

Due to the voluntary nature of the relationship 
between the ERC and the schools within the Jewish 
school system, administrative approval of ERC 
activities constitutes a persuasive force for 
encouraging and facilitating teacher attendance at 
these activitiesi 

Because the ERC is not mandated to provide coaching 
or formaI follow-up support with a school following 
a staff development programme, incorporation of new 
or revised practices into existing school policy 
remains within the jurisdiction of each school 
principal; and, 
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3 . Principals' approval of ERC programmes represents a 
powerful justification for continued funding of the 
ERC by the Jewish Community. 

Administrative support is sought in a variety of ways. 

Regular needs assessments are carried out through periodic 

interviews with principals, the results of which are used as 

the basis for planning future staff development programmes 

(see Section 4.3.2). This necessitates regular contact by 

telephone between ERC staff and principals, as observed during 

site visits by the author. Since the inception of the ERC, 

ongoing attempts have been made to establish and maintain 

trust and cooperation between the ERC and administrators. ln 

collaboration with the Association of Principals of Jewish 

Schools, the ERC provides programmes and facilities that are 

of direct relevance to the needs of principals, as weIl as to 

the needs of their staff. Additionally, the ERC Director 

serves as the staff person for the Professional Development 

Committee of the Association of Principals. One staff member 

described these activities and facilities as follows: 

We also have an informaI principals' centre here in 
the ERC and we buy books that principals would find 
interesting. We have sessions for principals and 
they themselves decide what it is they want ta 
do .... Last year, we had a study group on current 
educational issues, and each principal would read 
articles and present a case study to the rest of the 
group (SM 5) . 

In addition to the principals of the Jewish day schools, 

the principals of the supplementary schools are also served by 

the ERC. A staff member commented: 

l organized a supplementary school principals' 
network .... They have never got together, these 
schools. They were aIl in their individual niches, 
reinventing the wheel. So l called them aIl 
together for a ~eeting (and they) ... recognized 
immediately that they had common interests, common 
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concerns. . .. Basically, the group decides what it 
would like to focus on. l lead it, but everybody 
really owns it (SM 4) • 

One staff member reported sorne initial reservations on 

the part of sorne principals with regard to certain staff 

development activities: "For Many of the principals, whereas 

they were very sceptical in the beginning, now l will be 

invited to come into their schools and work with their 

teachers .... l'm given a very free reign" (SM 6). Another 

member of staff acknowledged that trust has to be built up 

over a period of time, and stated that as links between the 

ERC staff and principals have strengthened over the years, the 

ERC has been able to move from a reactive stance to a more 

pr0acti ve stance wi th regard to staff development: "We have 

also started doing more projects with schools, and l think in 

that sense the trust has changed from staff just being 

available to going into a school and working with a principal 

and his or her teachers" (SM 5) . 

Much of the trust appears to be fostered by the mutual 

recognition of a common agenda, by the attitudes exemplified 

by ERC staff, and by the rranner in which they approach the 

principals. A revealing insight was provided by one staff 

member when she characterized her relationship with principals 

as: 

informaI (and) friendly. We share problems. l'm on 
their side and l make that clear .. " l think that 
Most of the principals l work with are driven 
people. They really believe in what they do .... 
They have an emotional commitment to their work and 
they recognize that l feel similarly (SM 4). 

During a random survey of centre clientele, similar 

positive perceptionF of the supportive nature of the 

relationship between administrators and the ERC were expressed 

by the four principals who were interviewed. One principal 

voiced the opinion of the others when he remarked: "Whenever l 
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come here l feel like we' re working as a team, a team wi th 

common needs and common goals. Tt' s also a great place to 

come whenever you need a powerful dose of enthusiasm and 

motivation" . 

Analysis 

The task of maintaining administrative trust and support 

is an ongoing issue for the ERC. In common with other teacher 

centres, there appear te have been some reservations amongst 

certain principals about the role of the ERC and its 

activities (Zigarmi and Zigarmi. 1979). However, these 

reservations havf':! dissipated, according to ERC staft, and the 

ERC has clearly attempted to cater to specifie needs of 

principals through the use of an informaI principals' centre 

within the ERC, through the establishment of principals' study 

groups and through the staffing of the Professional 

Development Commi t tee of the Association of Principals, and 

through the creation of a supplementary school principals' 

network. Several staff members emphasized that the principal s 

themsel ves choose the issues on which they would like their 

professional development study groups to focus, thus 

fulfilling the need for self-direction and choice that i8 

specified in adult learning theory (Knowles, 1978). Tangible 

administrative support for ERC staff development activities i8 

demonstrated by their willing participation in needs 

assessments and the planning of staff development programmes 

(see section 4.3.2), by their presence at these programmes, by 

the high level of written, telephone and face-ta-face contact 

that is evident between ERC staff and the principals, and by 

the release time they provide for teachers to at tend numerous 

staff development activi ties during the course of the school 

day. According to the ERC Di rector, the vast maj ori ty of 

principals within the Jewish school system utilize the 

services of the ERC. The two or three pr incipal s who choos"-.:! 
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not to utiliz~ these services tend to make their decisions for 

religious reasons, and are generally in charge of the most 

ultra-orthodox schools within the community. 

4.1. 3 Teacher Support 

Although the ERC serves a wide variety of consticuencies , 

teachers constitute the majority of ERC clients (see Section 

4.3.5) and 1 as su ch 1 are the focus of much of the planning for 

staff development activities at the ERC. In the words of one 

staff member, "The thing l always have my eye on is the 

teacher and to get the best possible situation for him or her" 

(SM 5) . 
\" 

Great care is taken by ERC staff mernbers to avoid the so

called deficiency model of staff deveIoprnent (see Section 

1.1.3) 1 so that teachers feel that the centre represents a 

non-evaluative, supportive environrnent. As an example of a 

staff development method that is diarnetrically opposed to 

methods favoured at the ERC, one staff mernber recalled, "We 

once had a persan who specializes in Iinguistics [and who gave 

a seminar on teaching a second language], and within the first 

five minutes they [the teachers] could have killed him. The 

first thing that he informed them was they knew nothing" 

(SM 5) • 

As awareness of the need to avoid the adoption of a 

judgemental, evaluative stance with centre clients was 

reiterated by two other members of staff: 

Teachers don't want to be judged. 50 l don/t want 
to be seen as a judgemental element. [Because of 
this) teachers very often tell me things that no one 
else hears (SM 6). 

It's also a question of how much 'meddling' teachers 
want. l was really surprised the first time l 
offered to provide feedback. A teacher came in for 
sorne new techniques. l said, "You know 1 l' d be 
happy to come and watch you teach and give you sorne 
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feedback" . The guy nearly passed out. And l 
realized that it's not a comfortable situation for a 
lot of teachers. l have to be careful not to come 
on too strong (SM 4). 

The voluntary nature of the relationship between the ERC 

and its clientele means that teachers need to be motivated to 

participate in centre activities. One motivatlng factor 

appears ta be the adoption of a supportive, non-judgemental 

stance on the part of the ERC. Another motivating factor 

seems to be the enthusiasm that is kindled in centre clients 

by a new idea or by a skilled staff. One member of staff 

commented on this re-energizing process: "The people who come 

here get fired up. If l'm invited, or principals send é1 group 

of teachers to me, it will be with that aim in mind. GeL them 

enthused, get them fired up, get them to feel valued" (SM 6). 

Similarly, when asked about teacher motivation for 

participation in the week-long staff development programme 

during the summer vacation, another staff member contended: 

The motivation there was that they really wanted to 
learn something new. They wanted to have sorne time 
to themselves to grow as a professional, as a 
person. They said now it's my time. It's about 
renewal (SM 5). 

In order to ensure relevance of centre staff developmenl 

programmes for teacher needs, which in turn heightens 

motivation for participation in these programmes, these needs 

are regularly assessed by ERC staf f (see Sect ion 4.3.2) . 

During a client survey taken at the ERC in October, 1991, 

teachers were asked to rate their level of satisfaction with 

ERC staff development programmes and services on a four-point 

scale, with one representing "Totally Satisfied" and four 

representing "Dissatisfied". Eight percent of respondents 

claimed ta be Totally Satisfied, 72 percent claimed to be V~ry 

Satisfied, 19 percent sa id that they were Satisfied, and one 

perr.ent of respondents claimed to be Dissatisfied, cltjng a 
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relative lack of staff development materials in French as the 

main reason for their dissatisfaction. However, despite su ch 

favourable ratings from the teachers they serve, there was no 

evidence of complacency amongst ERC staff. Indeed, two staff 

members expressed concern about the number of teachers who 

utilized the ERC: 

l would like to see every teacher in this community 
come in two or three times during the year .... l 
would like to put sorne of the responsibility for 
this on ourselves. We have not proved use fuI enough 
and it is our role to impress on those teachers that 
it's worthwhile coming (SM 7). 

Many of the teachers will come in and say, "1 don't 
understand why more of our teachers don't come 
here". That's a dilemma, and a concern that we aIl 
have (SM 1) . 

Various steps have been taken to enhance teacher utilization 

of the ERC. An outreach programme, consisting of a library 

'caravan' visiting schools to increase awareness of ERC 

materials and facilities, began in the autumn of 1991. Centre 

activities and lists of services are advertised on colourful 

fliers, and a periodic newssheet, called the JEC Memo, 

containing dates and times of staff development programmes, is 

distributed through the schools to every teacher in the Jewish 

school system. Principals are telephoned by the ERC Director 

prior to a staff development programme to ask them to 

encourage their staff to participate, and the expression of 

teacher opinion about ERC programmes is encouraged through 

formaI and informaI needs assessments. Other attempts at 

outreach are somewha r constrained by budgetary requirements. 

According to the JEC Director, in an Ideal world, "A paid, 

official liaison pers on would be established in each school. 

We would then have someone to represent us in the schools, not 

just voluntarily, but in a way that he or she is obligated to 

do something". In the absence of a paid ERC representative, 

the Centre continues to rely on administrators to distribute 
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JEC materials to their faculty, and to encourage and 

facilitate the attendance of teachers at ERC staff development 

activities. 

Analysis 

The fact that teachers constitute the majority of ERC 

clientele is consistent with the findings of research on 

teacher centres (Hering and Howey, 1982; Barker, 1985). 

Because of this, teacher support for ERC staff development 

programmes is crucial to the continued existence of the ERC. 

ERC staff expressed awareness of the need to attract teachers 

with staff development programmes of a high quality and 

possessing direct relevance to teacher needs. The emphasis on 

a collegial environment and the adoption of a supportive, non

evaluative stance by ERC staff is consonant with 

recommendations in the literature on effective staff 

development and teacher centres (Levin and Horwitz, 1976; 

Fullan, 1982). At the same time, the ERC promotes the 

benefits of teachers learning from other teachers through the 

three methods identified by Wenz (1987): by providing a 

recognized forum for teachers to share their experience and 

expertise; by providing new roles for teachers as presenters 

of sorne staff development programmes; and by providing a 

formaI structure for teachers to direct their professional 

growth. 

According to the results of the client survey, 80 percent 

of teachers utilizing ERC services claim to be totally or vely 

satisfied with those services. In the absence of a more in

depth survey, it was difficult to determine precisely the 

specifie motivation of teachers who participated in centre 

activities. In particular, it was difficult to ascertain 

whether the ERC staff development programme provided what is 

arguably the most effective motivator to participation, that 

of a sense of efficacy (Berman and McLaughlin, 1978) . 
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Nevertheless, from the high level of satisfaction with ERC 

programmes expressed by clients, and the regularity with which 

the se clients use the ERC (see Section 4.3.5), it could be 

surmised that teachers perceive that they derive various 

benefits from the ERC, and one of these may weIl be an 

enhanced sense of efficacy within the classroom setting. 

4.1.4 The Physical Setting 

According to a review of litera ture (see Section 2.2.5) , 

the physical setting should: 

1. provide a centralized and permanent setting 
conducive to collaboration and to a culture of 
continuous growth; and, 

2. Establish a network, or web, with other teacher 
centres and staff development fora in order to pool 
resources, personnel and ideas more effectively. 

The ERC, in common wi th most teacher centres, is 

characterized by permanent work-spaces, physical continuity, 

and centralizatlon of resources and expertise (Albert y, 

Neujahr and Weber, 1981). The centre facilities have been 

described in detail (see Section 1.3), and the physical 

layout, consisting of staff offices opening off the main 

corridor and the open-plan work-spaces, is conducive to 

informaI, collegial interaction between centre staff and their 

clients. A wide range of audio-visual and library resources 

are centralized within the ERC, presenting an array of choices 

that few schools could afford to provide for themselves. 

Lack of space was a unanimous complaint amongst ERC 

staff, but the existing space appears to be utilized 

effectively and creatively. One of the advantages of having 

the various work-spaces in such close proximity to each other 

is that it facilitates input and collaboration amongst ERC 

departments, allowing for an easy flow of ideas and opinions . 
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Participation in a network, or web, with other teacher 

centres and staff development fora is exempli f ied by the ERC. 

Letters, newsletters and minutes of meetings demonstrate that 

both the ERC Director and the JEC Director communicate 

verbally and in written form with other teacher centres, such 

as those based in New York City, and wi th other staf f 

development fora, such as schoolboard personnel and the 

McGill, Concordia and University of Toronto Education 

Departments, pooling information, advice and resources. 

According to one staff member, "Cooperation and networking 

form tHe key to providing the best possible staff development 

opportunities for our clients" (SM 7). 

Analysis 

During site visits the author was abh' to observe at 

first hand the high level of collabordtion and collegial 

interaction at the ERC that is promoted by the physical layout 

of the set ting and by the efforts of ERC staff. Social 

interaction amongst centre clients occurs informally (during 

conversations wi th other clients and with centre staff) and 

formally (as a planned component of staff development 

activities) (see Section 4.4.1). Collegial and social 

interaction of this type is advocated in literature on 

effective staff development and adult learning theory 

(Knowles, 1978; Hering and Howey, 1982; Crandall, 1983; Gould 

and Letven, 1987). Similar parallels wit:h the literature ure 

demonstrated by ERC collaboration with networks of other staff 

development fora (Wenz, 1987; Ellis, 1989; Holt, 1989) and by 

the position of the ERC as a catalyst for communicat ion 

(Weiler, 1983), providing information about these various 

staff development fora for ERC clients . 
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4.2 ORGANIZATIONAL STRUCTURE 

As shown in Section 2.3, research indicates that, while 

general staff development programmes, existing as one element 

of a larger organizational structure (such as a school board) 

often require only a planning and coordinating committee, 

teacher centres, which usually operate as distinct, 

independent entities, require their own formaI management 

structures. 

4.2.1 The Relationship Between the Education Resource 
Centre and the Jewish Education Council 

The ERC is unusual in that it resembles both staff 

development programmes which are part of a larger 

organizational structure as weIl as independent teacher 

cenlres. Existing as a cohesive, distinct organization in its 

own right, the ERC also falls within the jurisdiction of its 

parent body, the JEC. The JEC, in turn, is a division of the 

Allied Jewish Community Services of Montreal (since renamed 

Federation -- Combined Jewish Appeal), and is the community's 

coordinating and planning agency for Jewish education. 

Meeting approximately six times per year, the JEC comprises 27 

voting members representing various constituent organizations, 

and the term of office is one year. Within the JEC, there 

exists an Executive Committee comprised of 12 members who meet 

bi-monthly (see Figure 5). The purpose of the JEC is to 

advocate Jewish education and to support Jewish schools and 

other educational programmes "through enhancement of the 

quality of learning experiences, increased instructional and 

educational effectiveness, increased enrolment and improved 

facilities" ("JEC Objectives", Budget Submission 1991/92, p. 

1). The JEC is responsible for educational planning and 

coordination through cooperation and in consultation with 

various educational organizations, ranging from daycare to 
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Jewish Day Schools, supplementary schools and golden age 

programmes. In order to fulfil these responsibilities, the 

Board of the JEC has six standing committees which are in 

charge of different departments or specifie educational areas 

(see Figure 5). One of these departments is the ERC, which 

constitutes the educational services arm of the JEC. 

4.2.2 Management of the ERC 

The ERC is managed by the ERC Committee, which meets 

approximately four times per year. According to one staff 

member, 

The ERC Committee manages on an ongoing basis the 
operations of the ERC. It tries to implement 
policies set up by the Board of the JEC, receives 
the reports on the Implementation and oversees staff 
and its achievements. This committee works with 
[the Director of the ERC] , who is the staff person 
in charge of that committee (SM 7). 

This perception of the role of the ERC Committee is 

consistent with the specifications of the JEC constitution (as 

revised in December, 1990), which describes the mandate of the 

Committee in articles 6.2.1 through 6.2.7: 

to implement JEC policy according to 
established procedure (6.2.1). 
to develop new policies and procedures and 
recommend them for adoption by the board 
(6.2.2) . 
to monitor implementation and evaluation 
pertinent to programs and activities (6.2.3) 
to assess needs and recommend appropriate plans 
(6.2.4) . 
to provide guidance to professional staff 
assigned to the Committee (6.2.5). 
to oversee the budget allocated to the 
Committee and make recommendations for future 
budget years (6.2.6). 
to recruit members from the community as per 
art icle 6.3.1 (6.2.7) . 
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The President of the JEC appoints the Chair of the ERC 

Committee from among the members of the Board, who in turn 

appoints the Vice-Chair and other Committee members, in 

consultation with the President, the Executive Director, and 

the staff person assigned to the Commit tee. Approximately 

twenty committee members are invited to join the ERC Standing 

Committeej these consist of administrators, community leaders, 

ERC clients and a representative from the Teachers' 

Federation. In addition, the Director of the JEC is a 

permanent member of the ERC Committee, as is the ERC Director, 

and other ERC staff members are often present at meetings, in 

order to answer questions and to make presentations about the 

activities of the various ERC departments. 

The ERC's day-to-day management is the responsibility of 

the ERC Director, who coordinates and facilitates centre 

programmes and activities. Of staff supervision the Director 

said, 

A typical day, l would begin first of aIl with 
checking in with the staff. l always know what eùch 
of the staff people is doing and what they are 
working on ... so you get the good news and the bad 
news at the same time. l also check in with [the 
Director of the JEC] , who is my supervisor. 

In addition, there is a weekly meeting of the senior 

management staff of the JEC, consisting of the JEC and ERC 

Directors, and each of the JEC department heads. The 

collaborative nature of this weekly meeting was evident from 

interviews with staff members: 

This staff meeting might handle inter-departmentaJ 
things, or l might say that l have a particular 
problem and they will help me solve it. We will 
each try to help each other's department (SM 5). 

Obviously there's a lot of interchange and 
networking and suggestions and group thinking, 
planning and problem-solving. " We help each other, 
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not only in terms of ideas, but [because] it's a 
clearing house for dates, too. It' s a coordinating 
and thinking body. It's on a higher level than the 
nitty-gritty (SM 3). 

The ERC Director is the only member of the ERC staff to 

attend this weekly meeting. The reason given for this was 

that the intensive nature of the ERC programme schedule does 

not allow for aIl staff members to meet simultaneously. 

Instead, the ERC Director meets on a daily basis with 

particular groups of staff: 

It is never possible to get everyone together at the 
same time, because then we'd have to close the place 
down. So what happens is that l will meet [various 
ERC staff members] in groups depending on what it 
is, and that is an ongoing process. Occasionally, 
if there's something big coming up, we might convene 
and do something together. So there is no formaI 
meeting, but every day there are ongoing meetings 
with staff. 

When staff members were asked specifically about their 

degree of satisfaction with this level of input, every staff 

member but one said that they were happy with the existing 

system, and each stressed the collaborative nature of their 

work at the ERC. In the words of one person, "Communication 

is kept open. l think that there is a good level of 

collaboration and consultation. There is mutual respect" (SM 

7). The one dissatisfied staff member expressed regret about 

a lack of involvement in decisions about the organization and 

activities of the ERC: 

What l would like to see would be a meeting, perhaps 
once a mon th, of the staff of both the ERC and the 
JEC, to say what we did this month, what may be 
coming up, rather than meeting only with [the 
Director of the ERCl, or only with another person 
who says, okay, this has been planned, what are you 
doing, how do you fit in. l would rather it be more 
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as a very large team which plans way in advance and 
gives reports on what everybody is doing so that one 
can plug into these different areas (SM 6). 

However, despite sorne frustration with the day-to-day 

management of the ERC, this particular staff member, in common 

with every other member of the ERC staff, expressed 

satisfaction with the degree of autonomy they had in carrying 

out their own job: "I have a very free reign here. .. [In] most 

of my programming, planning, designing, l can do literally 

what l want. There' s trust II (SM 6) . 

Analysis 

There appears to be congruence between the mandate of the 

ERC Committee (articles 6.2.1 through 6.2.7) and the four 

areas of responsibility which typify most teacher centre 

boards (Collier, 1982; section 2.3.1): namely, (i) 

recommending policy and procedures for the teacher centre, 

(ii) developing goals and objectives for the centre within the 

policies determined by the local school board, (iii) 

recommending the employment of appropriate teacher centre 

staff, and (iv) making recommendations on an appropriate 

budget. Two other similarities between the composition of the 

ERC Committee and those of non-federally-funded centres emerge 

from the data. First, representatives of local community , 
groups and organizations are included in the ERC Committee, 

and second, teachers constitute a minority of Committee 

members. The composition of the various groups represented on 

the ERC Committee has remained unchanged for many years, 

suggesting that this system has proved effective. However, 

the discrepançy between the number of teacher representatives 

on the Committee and the proportion of teachers who utilize 

ERC services may have implications for the nature of the staff 

development programmes at the ERC, and would provide an 

interesting topic for further study (see section 5.2) . 
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4-:2 .3 Staffing 

In section 2.3.2, three elements of teachel' centre 

personnel were discussed: (i) composition; (il) competenci es; 

and (iii) the extent to which centre staff identify with, and 

reflect, teacher concerns. 

The composition of staff at the ERC is consonant with 

that of larger teacher centres, such as those in Florida 

(Yeatts, 1975; Hering and Howey, 1982; Gould and Letven, 

1987). Led by the Director of Educational Services, the ERC 

staff consists of a part-time consultant for the arts, games 

and visual proj ects i a full- t ime consul tant for supplementa l'y 

education and family education; a librarian and programme 

assistant; and a full-time audio-visual technician. In 

addition, JEC staff associated with the ERC include the 

Director of the JEC, the JEC Director' s Administrative 

Assistant, the Director of the Department of Curricul um 

Development, and the Director of the Department of Living 

Judaism. The ERC shares a receptionist and clerical staff 

with the JEC, which occupies the same floor of the Jewish 

Federation CJA Building in Montreal. 

The background and training of ERC staff and associaced 

JEC personnel reflect the competencies detailed in section 

2.3 .2, which research has identif ied as important for staf f 

developers (Branscombe and Newsom, 1977; Nadler, 1980; Wenz, 

1987; Castle, 1989). The diverse backgrounds of the ERC and 

JEC staff bring a breadth of expertise and experi.ence to the 

centre. With only two exceptions, aIl ERC staff and 

associated JEC personnel have recei ved formaI teacher 

training, ranging from early childhood education through to 

high school and university, and have worked as teachers in 

var ious school systems, whether in Canada, the U. S. or Israel. 

Two staff members have graduate degrees in educational 

technology, two others have graduate diplomas in library 

technology, one has wide experience as an artist, formr::r]y 
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teaching art education at university level, and one has 

considerable expertise as an audio-visual technician, skilled 

in audic-visual production and the various technological 

resources that the ERC makes available to the schools and 

organization it serves. In addition, three staff members have 

degrees in Judaic studies, and two others have taught 

university courses. 

The various quaI ifica t ions include lhe skills of a 

specialist in, and producer of, learning materials, and a 

,l1anager of technical processes anj operations, two of the 

competencies emphasized by Branscombe and Newsom (1.977). A 

third competency, that of an administrator manasing education 

staff and programmes and aligning the staff development 

function with the school district' s strategie mission, is also 

reflected in the job description of va:rious ERC and JEC staff 

members. Both the ERC Director and the JEC Directors are 

responsible tor moti vating and managing educational staff and 

programmes, whether within the ERC or the wider community. 

The consultant for supplementary education manages the 

supplementary schools programme, collaborating closely with 

the principals of these schools. Finally, aIl staff members 

to a greater or lesser extent appear to be involved in the 

acquisition, allocation and control of resources dedicated lo 

the staff development function. Alignment of the ERC' s staff 

development function with the school district' s mission is 

achieved through ongoing consultation and collaboration with 

members of the school boards and with school administrators 

(see sections 4.1.1 and 4.1.2) . 

The fourth type of staff developer competency included by 

Wenz (1987) is knowledge of adult learning theory. Although 

none of the ERC or JEC staf f appears to have recei ved formaI 

tralning in this area, it became clear during the interview 

process that most staff members are acutely aware of adul t 

learning needs through attending conferences and professional 

readings, and these needs are taken into account when planning 
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the context, process, and content of staff development 

programmes at the ERC (see sections 2.5.1, 4.1,4.4, and 4.5) 

Edelfelt (1982) maintains that the l'ole of a teacher 

centre director is a critical element of centre effectiveness. 

In addi tion to the competencies of staff development in 

general, teacher centre directors require leadership ski Ils 

and the capacity to work collaboratively with centre seaff, 

governing board and clientele (Branscombe and Newsom, 1977). 

The image of the ERC Director gleaned from the inte~view 

transcripts was that of a motivated, competent leader: 

l work wi th [herJ very closely i we are colleagues 
and there is a close relationship. A collegial 
uIlderstanding [and] mutual respect (SI'" 7) . 

She' s super. l' m happy wi th my level of inpu t. She 
is always open to suggestions (SM 1). 

[She] is a good coach and an excellent facilitator. 
There' s an easy consul tation back and forth (SM 3) . 

Observation of 1 and discussion with, the ERC Director herse} f 

indicated that she works collaboratively with both centre 

clientele and ERC staff: 

(On centre clientele): Because l'm working with 
people who have differ,::nt work styles, l' m 
constantly 'dancing' to a di fferent time - frame, and 
differently with different people .... The thing J'm 
aiming for is collaboration, cooperation. 

(On centre staff): l as a supervisor am here sa that 
l can facilitate ... and l can work with them so that 
they can do their best. Management by .. "!alking 
about. 

We' re a team - - the staff developer, the princ ipal 
and the teacher toget her. 

Use of experienced educators to staff a teacher centre is 

well-supported by research (Fullan, 1982; Loucks-Horsley et 

al., 1987; DeJarnette Caldwell, 1989) The general consensus 
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appears to be that teachers learn best from other teachers, 

and that teacher centres are an effective vehicle for this 

process (Levin and Horwitz, 1976i Wenz, 1987). An ability on 

the part of the ERC staff to reflect on and identify with 

teacher needs and concerns is apparent in these extracts f~om 

interview transcripts: 

Analysis 

To be a gold medalist, you can't do it without a 
coach, you can't do it without watching your own 
performance. Teachers don't get enough feedback (SM 
5) . 

[Staff development takes the form] ... of developing 
the person, getting them to think of themselves as a 
decision-maker, getting them to figure out what else 
they need to know in order to make better decisions 
tSM 5). 

[Our purpose is] ... to help [teachers] meet their 
needs as they perceive them, to respect their 
various educational, political and religious 
philosophies, and to act as leaders to help 
schools ... to aspire to greater achievements (SM 3). 

We want to respect the individuality of the teacher 
and to try to respond to the specific needs of 
individual schools (SM 7) . 

There appear to be strong parallels between the staffing 

of-the ERC and the staffing of teacher centres as described in 

the literature. The composition of the ERC staff reflects the 

diversity of roles and job descriptions recommended for larger 

teacher centres (Hering and Howey, 1982i Gould and Letven, 

1987), and the varied experience and training of ERC staff 

incorp0~ates the necessary competencies for staff developers 

that were identified by Branscombe and Newsom (1977), Wenz 

(1987) and Castle (1989). In addition, ~vidence from site 

visits and interview transcripts demonstrates that the ERC 

Director possesses the required leadership skills and the 
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capacity to work collaboratively wlth centre staff, governing 

board and clientele, competencies described by Branscombe and 

Newsom (1977) and Edelfelt (1982) as vital to the efficient 

functioning of a teacher centre. Finally, the fact that the 

majority of ERC staff originally trained and worked as 

teachers suggests that they are both sensitive and responsive 

to the needs of the teachers served by the ERC (Levin and 

Horwitz, 1976; Wenz, 1987). This perception was corroborated 

through observation during site visits, by statements made by 

ERC staff during their interviews, and through discussion with 

centre clients. 

4.3 PLANNING 

The planning process utilized by both effective staff 

development programmes and teacher centres for establishing 

and facilitating staff development objectives has been 

discussed in section 2.4. This section compares the planning 

process used at the ERC with that of teacher centres in 

aeneral. 

4.3.1 The Philosophy of the ERC 

A philosophy of staff development constitutes an integraJ 

element of the planning process in teacher centres (see 

section 2.4.4). The ERC has published a document entitled Our 

policies on Professional Development (see Appendix F) which 

specifies the premises and assumptions on which the centre 

operates -- that is, the bellef that professional growth is a 

dynamic process, and that ~ach professional can continuously 

develop, and more successfully facilitate, the learning 

process (p. 4). According to this document, the role of the 

ERC in providing staff development is to revitalize 

educational professionals, encouraging them Il to develop the 

optimum use of their initiative and skills ll (p. 2). One of 
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the basic tenets of the ERC philosophy is to have a positive 

impact on students through providing staff development for 

their teachers. 

During their individual interviews, each staff member was 

aE'lçed to summarize the philosophy of the ERC as he or she 

perceived it to be. With one exception, :111 respond::mts were 

comfortable expressing their views OIl the subject. The 

reluctance of 8M2 to express an opinion about the philosophy 

of the ERC was consistent with SM 2' s perceptions of this 

individual' s own role within the centre. During the course of 

the inLerview, i t became evident that the p'. eference of this 

indjvidual was to operate 8M2's department as a largely 

independent entity, taking care not to encroach on the 

responsibilities and activities of other departments within 

the ERC. Hence: 

If you want to talk about philosophy, you' d have to 
talk about the various departments of the ERC. l 
really don' t know what [the] ... philosophy is in 
Supplementary Education, and l really don't know 
what [theJ philosophy is in the library ... , There 
is nothing, as far as l know, written down in terms 
of an ERC philosophy, but l have a very general one 
which is that we do anything that is necessary to 
satisfy our customers (SM 2) . 

Al though aIl other interviewees appeared to view the ERC 

in less compartmentalized terms than SM 2, a similar 

perception of each department providing service to the 

community was expressed by another staff member when asked 

about the philosophy of the ERC: 

The way 1 see it -- and l think that Most people on 
the staff do -- is as being of service to the people 
who come in here. l see ourselves, for instance, as 
being different from ... any other public library. 
You don't tend to get the same kind of tailor-made 
service or relationship there as you would have here 
(SM 1) . 

89 



• 

• 

However, as the interviews progressed, it became clear 

that the maj ority of staff members viewed their philosc:?hy in 

terms of the ERC as a whole, identifying 'higher' pUl"pOSeS for 

the centre beyond that of a service agency. One staff member 

summarized it thus: 

On one level [our purposel is ta pro"ide technical 
services to schools and organizations in a way t.hat 
is cost -effect ive for them, and ... also advice and 
expertise. . .. [However, 1 We are !lot j~lst a service. 
We are also in the business of marketing excellence. 
\'le want ta inspire as well as serve (SM 3). 

This view of a more encompassing purpose for the ERC was 

reiterated by two other staff members, who sa id of the ERC's 

philosophy: 

l think there' s a real st ri ving for excellence, a 
high-quali ty, intellectual approach to learning. In 
our work we recognize that there are sorne very fine 
educational leaders out there. [Nevertheless, ] 
Lhere is a sense that two heads are bet ter than one 
(SM 4). 

We try not to make professional development into a 
def iciency model, but rather as vi tamin enrichment. 
l look on it as an ongoing development that each 
person needs in order to do their job better. It is 
a positive way of saying that even Olympic champions 
need coaches (SM 5) . 

The idea that the quality of education for students would 

be improved thrQugh developing and inspiring teachers proved 

to be a recurring theme amongst ERC staff: 

The philosophy of the ERC as l perceive it, and l'm, 
sure that everyone else will giv~ you a different 
kind of philosophy, is to make teaching and learning 
a satisfying experience for both the teacher and the 
child (SM 6). 

The ERC is a support system to the Jewish 
educational cnmmunity in Montreal, attempting to 
enable the front-line educator to do a bett8r job . 
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ùltimately, the role of the ERC is to reach the 
students through the individu&ls who work in the 
educational field (SM 7) . 

[Our] philosophy is that, by the care and 
development o~ the staff, we can reach the students, 
and let them have a better learning experience in 
school (SM 5) . 

Another common theme which emerged during discussion was 

the notion of the ERC as an instrument of educational change. 

Two staff members made the following comments: 

Analysis 

We are fine-tuning the existing repertoire [of 
teachersJ and adding new pieces. And the reason for 
the new pieces, for updating them, is because things 
dre changing (SM 5) . 

[Our purpose is] to open avenues for innovation and 
new programming to these people. .. l think that 
this notion of change is one in which we want to be 
involved. The permanent in education i8 change 
(SM 7) . 

There uppear to be three themes to the response of staff 

members when questioned about their perceptions of the 

philosophy of the ERC: 

1. Although aIl staff members perceived the ERC as 

having a philosophy based on service to the Jewish 

community, opinion was also divided, with the 

majority seeing the ERC from a broader perspective, 

as part of an ongoing drive towards educational 

excellence, and the remainder viewing the raIe of 

the ERC solely in the concrete, practical terms of a 

service agency; 

2. Several staff members based their philosophy and 

sense of purpose on the idea that, by inspiring and 

energizing teachers through professional 
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3 . 

development, they could have a positive influence on 

the quality of education for the students. 

Two staff members also viewea the ERC as a catalyst 

for change, keeping clients up-to-date with 

developments in educational research, and 

demonstrating the practieal applications of this 

research in light of their needs. 

These three themes are consistent with literature of 

effective staff development and teacher centres in general 

(see sections 1.2.3 and 2.4.4). Amongst ERC staff members an 

awareness of the need to provide immediate, practical 

assistance to educators in the short-term is complemented by 

an understanding thot long-term professional growth is a 

pro cess rather than an event. The majority opinion among 

staff members is that the ERC is more than just a support 

service; it also provides opportunities for professional 

development, for keeping abreast of educational innovations, 

and for striving for educational excellence -- three factors 

that are corroborated by Sykes (1980) when he identifies the 

funetions performed by teacher centres. 

Another theme which emerged from discussion about the 

philosophy of the ERC was the notion that staff members are 

oriented towards individual and local needs of educators. In 

the words of one staff member, "We want to respect the 

individuality of the teachers and to try to respond to the 

specifie needs of individual schools" (SM 7). This notion is 

consistent with the work of Devaney (1976) and Loucks-Horsley 

et al. (1987), who maintain that teacher centres can be 

distinguished from other forms of staff development by the 

emphasis they place on the individual requirements of 

educators and 011 an area's local needs, thus ensuring that the 

work of a teacher centre is relevant to the specifie situation 

of its potential clients . 
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4.3.2 Needs Assessment 

The focus and direction of ERC staff development 

programmes is achieved through two types of needs assessment: 

formaI and informaI. The vast majority of ERC needs 

assessments appear to be informaI, conducted through 

dlScussion with the various constituencies that are served by 

the centre. In the course of interviews with the staff, six 

specifie groups with which the ERC conducts needs assessments 

were identified: teachers, principals, ERC staff, other 

administrators, workshop presenters, and experts in a 

particular field. The results of these interviews are 

presented in the following table (Figure 6), which indicates 

which of the seven staff members used which categories of 

needs assessment: 

Staff 
Membel-

SM 1 

S!>l ~ 

SM 3 

Sf\l 4 

Sf\l 5 

Sr-l 6 

Sf\l 7 

(Figure 6) 

CATEGORIES OF NEEDS ASSESSMENT UTILIZED BY ERC STAFF 

Teachers 

1 

0 

0 

0 

l 

1 

1 

Princ~pals ERC Other 
Staff Adm~n~strators 

1 1 0 

1 1 0 

1 1 0 

1 1 0 

1 1 1 

1 1 1 

1 1 1 
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Workshop 
Presenters 

1 

0 

0 

1 

1 

1 
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Principals and other ERC staff represented the most utilized 

categories when conducting needs assessment s, \Vi th teacht'l-s 

also strongly represented. 

During staff interviews there emerged a consensus on the 

importance of catering to the needs of indj vidt.al cJ jents: 

We want to respect the indi vidual i ly of the teacho l
and to try to respond lo the specific needs of 
individual schools (SM 7) . 

l will observe teachers and l will be in the 
classroom for a few minutes and write a note ta lhp 
teacher; the note will be very warm. The whole 
purpose is to let them kno~ that you are not a 
threatening person. [The note may read] , "Your 
teaching was so interesting and it made me think o[ 
sorne great ideas .... Why don't yeu make an 
appointment to come and see me?" (SM 4) . 

Needs assessments are also conducted with the principals 

who use the services of the ERC. The perceived needs of 

principals and their staff will sometimes differ (see Section 

2.6.2). Hence 1 the ERC staff are aware of the need to sol i ci t 

needs from both constituencies in order to ensure programme 

relevance: 

l usually discuss with the principals and 1 try lu 
tailor-make the session. l'Il discuss with them my 
ideas of w~at l'd like to do and l'Il see what they 
think (SM 4). 

Needs assessments not only help ascertain general needs 

and areas of interest for cJients; they aIse identi[y specifie 

topics within these general a~ea3. As an example, the ERC 

Director mentioned a workshop on the subject of disci~line 

with dignity which was given at the ERC by Dr. Alan MendIer. 

Prior to the workshop, thé Director distributed Dr. Mendler'G 

book amongst school principals and asked them to specify the 

sections on which they wished him to focus. The Director then 

contacted Dr. Mendle~ and he was able to give a workshop that 

was tailor-made ta client needs: 
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The thlng l always have my eye on is the teacher and 
how ta get the best possible situation for him or 
her, and ta do tha t l need to program and direct the 
expert who is coming in. So part of my work is with 
the clients, and part of my work is with the people 
who are going to be presenting. 

The beneficial outcomes of paying such close attention to 

needs that have direct relevance for centre clients are 

evident in another example, which involves so-called ' Idea 

Exchanges'. This is a staff development format and a type of 

needs assessment whereby educators in similar fields (e. g. 

mat h teachers, principals or librarians) meet to discuss needs 

and ideas. After one such idea exchange which resul ted in the 

identification of two specific needs on the part of a group of 

special education teachers, the Director was asked to find a 

presenter to gi ve a workshop on learning skills. liAs a 

resul t ", the Director commented, "1 went out on my hunt ta 

find a person to bring in. We had 80 people for that workshop 

- - a lot f or us, becau:=e usually there are 20 ta 25". 

Even before a needs assessment is conducted amongst 

centre clients, sorne ERC staff will consult experts in a 

particular field ta ascertain the focus of needs assessment 

quest ions, and the potential direction of a staff development 

act l vit y : 

Before the math course, l consulted three people who 
teach mathematics, including at the university 
level, ta f ind out where math is going, what skills 
peopl e don' t have, :lTId sa on. . . . Then when l' m 
talking to the perso:1 who is actually doing the 
workshop, l can say that this is the part that is 
missing. Even before l conduct a needs assessment 
witb the teachers, therefore, l need to know what 
gt.:estions are worth asking (SM 5). 

Once needs have been assessed for a particular workshop, 

ERC staff work to tailor-make that staff development acti vi ty 

so that it accurately reflects these needs, and they will 

often l efer back to cl ients during the planning stage. Thus 
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one commented, "l'Il always check with [clIents]. l ck~Il'L do 

it in a vacuum. l'Il always try to get some feedback" (81\11) 

Another observed, "[Cl ients] will tell me whêlt they nped ... 

[and] l will work within their needs and provlde somethlng fOl 

them" (SM 6). 

The dearth of relevant documentation suggests that form~l 

needs assess~ents using statistical analysis of 

systematically-gathered data are much less commo~ thêln 

informaI needs assessments at the ERC. Nevertheless, ~ [ew 

examples do exist. In 1984, for instance, êl needs él.ssessmE'nt 

was conducted with aIl high school teachers in the school 

system. In 1989, aIl Hebrew principals were interviewed Lü 

assess their perceived needs, and in January 1990, a 

structured needs assessment questionnaire was sent out to ~ll 

math teachers in the school system. This was followed up hy 

math mini-courses on identified needs the following October. 

Analysis 

Data show that, even though the majority of ne cds 

assessments conducted by the ERC are informaI in nature, tltr

centre nevertheless does conduct a combination of forma] and 

informaI needs assessments. This is consistent with the 

conclusions in the literature on the most effective m(~thodf; 

for teacher centres to identify needs (King, Hayes and tlF~wrnan, 

1977; Hering and Howey, 1982). Needs assessments at lh0 ERC 

are conducted across a wide spectrum of constituencies that 

are consistent with the varied clientele they serve, and th~y 

aim to incorporate specific, relevant needs within the 

resulting staff development activities. This co]laborative 

approach is also advocated in the Jiterature as a valuable 

Element of the teacher centr~ planning process (Barker, 198~; 

Saslaw, 1985). 

Because principals and teachers tend to V18W their needn 

differently (Byrd, 1981), the lite~lture recommends achievIng 
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a balanc8 when solicitlng these views (Hering and Howey, 1982; 

Orlich, 1988). Use of a broad spectrum of constituencies when 

conducting needs assessments suggests that the ERC achieves 

su ch a balance. 

The close attention paid by ERC staff to the needs of 

individual educators, in addition to the needs of faculties as 

a whole, is consonant with the importance of addressing 

lndividual needs which is advocated by research on effective 

staff development (Loucks-Horsleyet al., 1987; Ellis, 1989). 

Simllarly, attention to individual needs on the part of the 

ERC is consistent with research on teacher centres in general 

(Mertens and Yarger, 1981) which identified attention to the 

needs of individuals as one of the most distinctive features 

of these centres. 

Where the ERC differs from the literature on teacher 

centres in general is in the importance it places on 

consulting with experts in a particular field and on feeding 

the results of a needs assessment back to a presenter prior to 

a workshop. This approach is not specifically mentioned in 

teacher centre literature, although it may weIl fall within 

the general recommendation for collaborative planning and for 

staff development activities that are of relevance to clients. 

4.3.3 Goals 

Once a general philosophy on staff development has been 

articulated and the initial needs of clients have been 

assessed it is possible for a teacher centre to establish a 

statement of goals. According to Dornbush and Scott (1975), 

goals serve three purposes: (i) as a source of legitimacy, 

(ii) as a source of direction, and (iii) as a basis for 

eva]uation. 

At the ERC, the centre's goals have been drawn up by the 

ERC Committee of the JEC, and originate from the ERC's staff 

development philosophy and from an ongoing assessment of 

97 



• 

• 

client needs (sections 4.3.1 and 4.3.2) . In the JEC Budget 

Submission 1991/92, five goals an-l objectlves are specified 

for the ERC: 

1. To encourage educators to develop the optimum use of 
their initiatives and skills, and to respond to 
their inservice training needs on an ongoing basis; 

2. To of fer opportunities for educators to renew their 
vitality and update their skills for working with 
their learners; 

3. To explore ways and means for professional 
development; 

4. Together with individuals, schools and 
organizations, to assess their educational needs in 
order to plan for new developments and requirements; 
and, 

5. To offer consultations, guidance and support in 
planning and implementing professional development 
(p. 11). 

In addition, each separate department of the ERC has a 

statement of goals and objectives that are relevant to the 

function of that particular department. 

Analysis 

The first purpose of a statement of goals, in the opinion 

of Dornbush and Scott (1975), i8 to serve as a sourct:: of 

legitimacy. In this context, the word 'legitimacy' is used to 

denote 'justification'. Thus, the ERC justifies and clarifies 

its role as an avenue for staff development by its statement 

of goals and objectives. This statement, in turn, provides a 

source of direction for the ERC, providing general guidelines 

for staf f development programmes and oth~r ERC acti vi t tes. In 

addition, the ERC's statement of goals and objectives 

establishes a useful framework for evaluating centre staff 

development programmes (section 4.3.6). Therefore, the 
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purposes of ERC goals and obj~ctives can be said to 

corroborate the three purposes identified by Dornbush and 

Scott (1975). 

ERC goals and objectives are consistent with the 

literature on effective staff development in two additional 

ways. First, the ERC's goals are very general in nature and 

are procedural rather than substantive two methods of 

promoting a necessary flexibility in staff development 

programmes which are recommended in the literature (Clark, 

1981). Second, the fourth ERC goal emphasizes the centre's 

practice of working with individual schools and organizations, 

rather than focusing on a single constituency, thus ensuring 

the necessary 'ecological balance' required for an effective 

staff development programme (Vaughn, 1981). 

4.3.4 Funding 

As is the case with most teacher centres, the ERC follows 

its own particular funding procedure. Budget forecasts and 

requests are submitted annually to the JEC, which then submits 

the overall JEC priorities to the Budget Review Committee of 

the Allied Jewish Community Services of Montreal (since 

renamed Federation CJA). Subsequently, the Budget Review 

Committee allocates funds to its respective organizations, 

attempting to balance the needs and budg2ts of aIl its 

constituent agencies. One of these agencies is the JEC which, 

in turn, distributes funds through various budget lines to its 

constituent departments, including the ERC. 

Total budgets are decided a year in advance in arder to 

facilitate the ERC planning process. The ERC is accountable 

to the JEC for i ts b'ldget. Budgetary responsibility rests 

with the ERC and JEC Directo~s, who monitor expenses on a 

monthly basis to get a realisrjc overview of the flow of these 

expenses . 
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Another commonality between the ERC and teacher centres 

in general is a reliance on various funding sources. When the 

ERC opened in 1974, approximately 75 percent of its budget 

came via the JEC from the Combined Jewish Appeal, a fund

raising drive that is organized each year by the AJCS. A 

further 25 percent came from the Canadian Zionist Federation 

(CZF) , but this source of funding has subsequently ceased. At 

present, accordipg to the JEC Director, the AJCS is the major 

source of JEC funding, with additional financial support 

coming from the federal mul ticul tural i sm budget, and from the 

provincial government for the supplementary schools of the 

Jewish community. The JEC Director is also instrumental in 

obtaining funds from various foundations in Israel, such as 

the Pinchus Fund, and North America, such as the Jewish 

Community Foundation. Finally, the ERC generates a small 

amount of income for other JEC departments from the provision 

and renting of audio-visual equipment, from ERC publications, 

and from charging nominal amounts for professional development 

activities, already subsidized by the ERC. 

Operating on an annual budget of approximately $550,000, 

the JEC has been subjected to incre~3ingly stringent budget 

cuts since the late 1980s, when the national recession began 

to have a noticeable impact on the amount of money raised by 

the Combined Jewish Appeal. These cuts are inevitably a 

source of concern to ERC and JEC staff, and have manifested 

themselves in various ways, such as a reduction in the hours 

of the arts and games consultant in 1991 from 70 percent ta 50 

percent, a 20 percent reduction in the library budget in the 

same year, and the elimination of aIl out-of-town professional 

development subsidies for educators to attend conferences. 

Budget cuts have also generated an ongoing debate about th~ 

cost of professional development programmes at the ERC. At 

the present time, the ERC subsidizes the cost of its 

professional develcpment activities for schools, and makes a 

concerted effort to keep their cost significantly below the 
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market rate. For examp~e, an all-day seminar with Gordon 

Elhard at McGill in 1991 cost individuals $107, whereas the 

identical seminar at the ERC cost $50. Inflation and higher 

priees have generated a continuing debate as to whether the 

number of ERC staff development programmes should be reduced 

to offset increased costs, or whether these programmes should 

be maintained in their present number, but at a greater cost 

to client schools, who themselves are experiencing budgetary 

constraints. 

An acute awareness uf funding problems and concern about 

the implications of future budgetary cuts permeated the 

interviews with aIl JEC and ERC staff members. Without 

exception, insufficient funding was mentioned as a major 

constraint in carrying out their job. The words of this staff 

member reflect the general feeling of frustration caused by an 

inevitable gap between what staff feel they can actually 

acnieve given current funding levels, and what they could 

potentially achieve: 

It's going to be really tough. We're in the 
business of being creative and optimistic and upbeat 
and we're being told to stop having good ideas! 
There's no money to carry them out. It's very 
frustrating, because you know how much you could be 
doing (SM 4) . 

Another staff member expressed concern about the ability 

of the ERC to maintair. the high quality of its services and 

programmes if budget cuts continue indefinitely: "If you don't 

have the resources to carry out programmes and provide 

materials, then the quality goes. At the moment, it's not an 

immediate problem, but if it keeps up ... " (SM 1). 

Analysis 

In common with aIl teacher centres (Edelfelt, 1982) 1 

funding constitutes a critical issue for the ERC in terms of 
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the quantity and quality of the staff development programmes 

that it can provide. When the three levels of budget planning 

recommended for teacher centres by Allen and Allen (1973) are 

used to assess the budget planning of the ERC (see Section 

2.4.5), then the impact of stringent budget cuts on ERC 

programmes and services is increasingly clear. Levels of both 

continuous budgeting and incremental budgeting have been 

reduced by approximately 10-20 percent. According ta the ERC 

Director, the centre to date has been able to absorb the 

impact of these cuts and maintain current levels of services 

and programmes without any reduction in terms of quality or 

quantity. However, four staff members expressed doubts that 

ex~sting levels could be maintained indefinitely if cuts 

continue. 

The ERC has suffered most in the area of expansion, or 

creative budgeting, with seant money available to support new 

goals and expand centre functions. For a dynamic and evolving 

centre such as the ERC, an inability to put new ideas into 

practice is a particular source Jf frustration. This was 

evidenced by the unanimous views of staff members who spoke 

about the dichotomy between what they would like to do, and 

what they are actually capable of doing given existing 

budgetary constraints. One exception to this is in the sphere 

of education technology, an additional element of a teacher 

centre budget recommended by Steinaker (1976) in order to keep 

a centre up-to-date with technological developments in the 

educational field. Operating within their budgetary 

constraints, ERC staff members are making a concerted effort 

to keep abreast of new developments in this area. For 

example, the ERC Director and libr~rian have learnt how to 

operate Geshernet, a computer tele-conferencing network 

service which links Canada with Israel, and which has 

interesting possibilities for educational activities in 

schools . 
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4.3.5 Client Profiles and Patterns of Usage 

Data from interview transcripts with staff members and 

t'le results of a client survey conducted over a week-Iong 

period indicate that clients who utilize the ERC derive from a 

wide spectrum of constituencies. One staff member summarized 

this diversity in the following way: 

First of aIl, we serve anybody who cornes in. The 
most obvious group are the teachers and 
administrators. In addition to that [thereJ could 
be recreational workers, camp counsellors, clergymen 
[whether Jewish or non-JewishJ, university 
professors, university students .... We've had 
people from prisons who are involved in sorne kind of 
Judaic programme, we've had people from museums, 
we've had publishers who've come for sorne help with 
preparation of books (S~ 1). 

The directory of organizations who use ERC services 

corroborates the notion of a broad clientele, ranging from the 

B'nai B'rith Hillel Foundation, the Canadian Jewish News and 

the Israeli Consulate to the Jewish General Hospital, the 

Golden Age Association, the Jewish Public Library and various 

branches of the YM-YWHA. In terms of schools, the Jewish 

School Directory 1992-93 lists thirty-three schools as 

potential users of ERC services (see Appendix G). Of thcse, 

23 are day school and ten are supplementary schools, ranging 

from preschool to high-school-age students. In addition, the 

directory lists 13 separate day-cares and pre-schools who are 

potential users of the ERC. 

According to the Director of the ERC, aIl schools, 

including the orthodox Yeshivot and Hassidic Schools utilize 

the ERC. The faculty at a few ultra-orthodox schools do not 

come formally as a staff, but will often visit the centre in 

an individual capacity. This percepti0n on the part of the 

Director was born out by the results of the client survey 

conducted by the author, which demonstrated tr.at, over the 
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course of one week, teachers from all segments of thv Jewish 

school system visited the ERC. Of these, 68 percent were 

elementary school teachers, and 32 percent were high school 

teachers. It proved impossible to obtain an exact percent age 

breakdown of ERC clientele over a longer course of time as few 

records, if any, are kept of those who use the centre, other 

than information that can be obtained from records of workshop 

attendance. According to one staff member: 

l think statistics have been our weakest point. 
We've never kept proper statistics about anything. 
We have made a number of half-hearted attempts to 
keep statistics in various ways. We had a book 
where everybody had to slgn it, [and] every once in 
a while we'd come up with a new way to keep 
statistics of who cornes in here and so on. But it 
has not really wcrked out (SM 5) . 

The week-long client survey was used to identify patterns 

of usage among ERC clients. Those interviewed were asked to 

estimate how many times they would visit the ERC during the 

course of a year. The results of the survey are as follows: 

Daily 4 percent 

Every Week 18 percent 

Once per Fortnight 4 perrent 

Once per Month 20 percent 

Every Two or Three Months 38 percent 

Infrequentlyl 16 percent 
Once or Twice per Annum 

Clients come to use a broad range of ERC services: audio

visual, laminating, books, educational materials, workshops 

and individual consultation or advice. Numbers were evenly 

divided amongst these six categories. Of those who 

participated in the survey, 69.5 percent were teachers, with 

the remaining 30.5 percent representing diverse categories of 

individuals, including counsellors, JEC and AJCS staff, Golden 
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Age workers, and one Ph.D. student. A significant statistic 

that emerged from the survey was that an overwhelming majority 

of ERC clients were women (87.5 percent), with men 

constituting only 12.5 percent of ERC clients during this 

particular week. 

Analysis 

An analysis of the data suggests that the broad spectrum 

of ERC clients is consistent with the breadth and diversity of 

participants who use teacher centres in general (Yeatts, 1976; 

Albert y, Neujahr and Weber, 1981; Barker, 1985). Furthermore, 

the fact that a sizeable majority of visitors to teacher 

centres comprise elementary school teachers (Barker, 1985) 

corroborates the findings of the client survey conducted at 

the ERC. This could explain the fact that 87.5 percent of ERC 

clients during the week of the survey were women, since it is 

generally the case that a eubstantial majority of elementary 

school teachers are female. 

Due to the absence of documentation it is impossible to 

obtain conc~ete information about the percentage of potential 

schools who officially use the services of the ERC over the 

course of a year. However, based on the results of the week

long survey, it can be inferred that the percentage of 

utilization is very high and probably exceeds 90 percent of 

aIl the schools within the Jewish school system. 

No consistent patterns of usage of teacher centre 

services is evident in the literature (Albert y, Neujahr and 

Weber, 1981; Hering and Howey, 1982), and this reflects the 

situation at the ERC, where usage varies in terms of the 

category of client, the frequency with which the ERC is 

visited, and the nature of the ERC service that each client 

requires. This is consistent with adult learning theory 

(Knowles, 1978), which is based on the idea that, since 

individual differences amongst people increase with time, 
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adult education must make optimal provision for differences in 

style, time, place and pace of learning and needs. Data 

reviewed here and in sections 4.4 and 4.5 suggests that the 

ERC fulfils these criteria. 

4.3.6 Evaluation 

According to data gathered from ERC documents, interview 

transcripts and a client survey, ERC staff use various methods 

to evaluate their staff development programmes. The most 

conventional method is that of an evaluation sheet which is 

distributed to participants at the end of a staff development 

activity. At the ERC, the one-page evaluation she~t contains 

specifie questions about a participant's level of 

satisfaction, the extent to which the course addressed their 

needs, and tte degree to which they felt that they could 

transfer what they had learnt back to the classroom. Each 

component is rated on a simple, Likert-type scale, with one 

denoting the highest level of satisfaction and five the 

lowest. At the end of the form, participants are invited to 

make suggestions to improve the content of that particular 

course, to suggest follow-up activities and to recommend 

future ERC professional development activities (see 

Appendix H) . 

A similar evaluation form is used in the ERC library. 

The form is intended to identify the type of service sought by 

a client, and their level of satisfaction with the quality of 

the service and content of the library materials. Spa ce is 

also provided for suggestions and recommendations for 

additional materials and services (see Appendix 1). The 

library evaluation form also employs a simple, Likert-type 

scale for clients to rate their Ievel of satisfaction, but in 

contrast to the ERC course evaluation form, five denotes the 

highest level of satisfaction and one the lowest . 
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Summative eValuation, as it is defined in literature on 

staff development and teacher centres (Collier, 1982i Hering 

and Howey, 1982; Holt, 1989) is used to assess the extent to 

which the goals of a staff development programme are matched 

by the outcomes of that programme. This type of evaluation is 

conducted through two methods: (i) by the use of evaluation 

forms immediately following the conclusion of a staff 

development programme or activitYi and, (ii) by assessing the 

degree of carry-over of new ski Ils and strategies into 

participants' classrooms. 

While the ERC conducts summative evaluations in the form 

of the distribution of evaluation sheets to programme 

participants, longer-term summative evaluation, where centre 

staff assess the degree of carry-over in a classroom setting, 

is not conducted. As the ERC Director explained, "1 don't 

~now if they've gone to the classroom and done anything with 

what they've learned. That's a definite limitation. But we 

are not constituted to do more, because that's on a school 

level". 

The Director elaborated on this situation by exp~aining 

that the relatjonship between the ERC and the schools within 

the Jewish school system is a voluntary one, and any formaI 

assessment by centre staff of the degree of carry-over in a 

participant's classroom would be exceeding the ERC's mandate 

and would constitute an encroachment on the autonomy of the 

schools. Thus, once a staff development programme has been 

provided by the ERC, it becomes the responsibility of the 

principal and his or her faculty to ensure that new skills and 

strategies are incorporated into the teaching repertoire. 

In addition to the use of evaluation forms, two types of 

formative evaluation are used at the ERC. The first method 

involves face-to-face meetings and telephone conversations 

between centre staff and administrators. Regular telephone 

contact is maintained between the ERC Director, for example, 

and the various principals of the Jewish school system, and 
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their evaluations of ERC programmes are sought in the same 

active and direct manner as their assessed needs (see Section 

4.3.2). At the same time, evaluation of ERC staff development 

programmes is achieved through the presence of centre staff 

when an activity is taking place. In this way, feedback is 

immediate and spontaneous, and ERC staff appear to be skilled 

at sensing the overall mood of those participating. One staff 

member echoed the opinion of her col]eagues when she stresscd 

the importance she placed on being present during an activity: 

"1 always try to sit in on the workshop. l make a point of 

asking the participants how they feel about the presentation" 

(SM 1). 

This evaluation method was observed by the author during 

a one-day workshop at the ERC. Throughout the programme, ERC 

staff members could be seen interacting with cllents, 

soliciting their opinions, and generating frank exchanges 

which provided an overall impression of their level of 

satisfaction with the quality of the workshop. As with other 

staff development programmes at the ERC, these views are 

subsequently taken into account wh2n offering follow-up 

courses and when planning future workshops on a similar therne. 

Analysis 

Evaluation is conducted on an ongoing basis at the ERC in 

order to ascertain the effectiveness of its staff developmenl 

programmes and services, and to clarify centre purposes and 

directions. Evaluation is both formative in nature, 

consisting of regular dialogue between ERr. staff and their 

clients during and after an activity, and summative, 

consisting of the distribution and complet ion of evaluation 

forms at the conclusion of a staff development programme. 

However, there appear to be two drawbacks to the summative 

evaluation methods used by the ERC: 
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1. According to certain staff members, evaluution forms 
are not necessarily distributed after every single 
staff development activity, an inconsistent approach 
which may provide an incomplete overview of the 
effectiveness of ERC programmes; and, 

2. Different formats of evaluation forms are used for 
various ERC activities and services, and the forms 
do not use a consiscent rating scale. This may 
confuse clients when completing these forms. 

In addition, longer-term summative evaluations, where 

centre staff go into schools to assess the degree of carry

over of new skills and strategies into participants' class

rooms, do not occur at the ERC for the reasons explained 

above. The ERC Director is aware of the limitations posed by 

the absence of this type of summative evaluation. 

consequently, tentative plans have been formed to develop and 

pilot-test ê coaching model to facilitate transfer of 

programme content, which in turn would provide the teachers 

with support in implementation an~ the ERC with a useful 

impression of the degree to which teachers use new strategies 

and skills following a staff development programme. 

Although the current lack of long-term summative 

evaluation at the ERC is inconsistent with the recommendations 

for teacher centres found in the literature (Holt, 1989), two 

other elements of the evaluation process at the ERC do reflect 

these general recommendations: 

1. 

2. 

Sporadic use of evaluation forms and a continuous 
dialogue between ERC staff and clients facilitates 
an ongoing evaluation of ERC programmes and allows 
for modificatic'n of these programmes (Branscombe and 
Newsom, 1977); and, 

Evaluation methods at the ERC are congruent with the 
goals and objectives formulated by their needs 
assessments (Barker, 1985) (see Section 4.2.3). For 
example, requests on the evaluation form for clients 
to express their views on how a given staff 
development activity may be improved and to make 
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suggestions for future programmes is consistent with 
goals (1) and (3) that are specified in the JEC 
Budget Submission 1991/92. 

Despite the fact that the process of evaluation at the 

ERC is not an exact science, it would appear from interviews 

with staff memhers that they do have an accurate sense of tllC 

level of client satisfaction with the quality and quantity of 

the centres's programmes and services. In short, the ongoing 

dialogue and frank exchange of views that is fostered by ERC 

staff would seem to provide a sensitive, detailed and honest 

evaluation of centre activities despite the absence of 

analysis of systematically gathered data from evaluation 

forms. 

4.4 PROCESS 

This section discusses the process of, or delivery 

systems for, staff development programmes at the ERC. Two 

elements of the staff development process are considered: 

1. Types of staff development programmes al the ERe; 

and, 

2. Scheduling of staff development programmes at the 

ERC. 

A third element in the process of staff development -- that of 

adult learning theory (see Section 2.5.1) -- is incorporated 

in the analysis of elements 1 and 2. 

4.4.1 Types of Staff Development Programmes at the ERC 

Data indicate that a wide variety of programme delivery 

systems are employed by the ERC to facilitate staff 

development. A review of programmes offered by the ERC during 

an eighteen-month period (May 1990-0ctober 1991) demonstral8S 
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that the centre has employed aIl nine delivery systems 

identified in the literature on teacher centres (see Section 

2.5.3). In addition, the ERC employs a tenth type, rarely 

referred to in the literature, known as an 'idea exchange'. 

The first two delivery systems identified in the 

literature consist of formal and informaI consultations. 

While observing at the ERC the author noted a consistent flow 

of clients who sought out staff members for individual 

consultations or advisory support. These consultations were 

both formal in nature, where an appointment had been made 

beforehand, or informaI, where a client would simply 'drop-in' 

for immediate, practical advice. 

A third delivery system, that of centre staff acting as 

brokers whereby they find another staff member to assist a 

client if they are unable to do so themselves, is also 

utilized by ERC staff. In the words of one staff member: 

If l feel that the person needs more than l can 
of fer, l say that l think you' d better make an 
appointment with [the supplementary schools 
consultant, the arts and games consultant, or the 
Director of the ERC] It' s another form of 
collaboration (SM 1) 

A fourth delivery system -- special projects -- appears 

to be an increasingly popular staff development format at the 

ERC. According to one staff member: 

The format of the professional day has changed 
drastically over the past few years. Instead of the 
format where everyone meets together on a city-wide 
basis, we are now more likely to cater to the 
specifie needs of schools (SM 7) . 

Special projects constitute one important method employed 

by the ERC to meet these specifie needs. For example, a 

school may identify a need to update and revitalize its social 

studies curriculum. Subsequently, the school faculty would 

approach the ERC for advice and assistance, and the ERC s~aff 
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would then work collaboratively with them to review and revise 

the curriculum and rekindle the enthusiasm of the faculty, 

perhaps culminating in the organization of a special event, 

such as a festival or performance connected to tl1at curriculum 

area. 

Workshops represent another popular staf f development 

delivery system at the ERC. Usuallya single-session 

activity, the majority of these workshops take place at the 

centre (such as the workshop on Individualized and Small-Group 

Instruction, given by Shoshona Glatzer on 10 Octooer 1991), 

but can also be presented at indi vidual schools (such as the 

prôfessional day for teachers of all schools given by the ERC 

at the Solomon Schechter Academy on 28 November 1990). 

ERC mini-courses are a series of workshops Si ven over a 

longer period of time (such as the six- session Language 

Enrichment mini-course for teachers of grades 2-6, given 

during October and November, 1990). According to the JEC 

Budget Submission 1991-92, 32 workshops and mini-courses were 

offered at the ERC during the course of t!".c 1990-91 academic 

year. However, the official statistics obscure the larger 

picture, in that during the same time-span the arts and games 

consultant alone provided 112 ' sub-workshops' and small-group 

consul ta t ions wi thin, or in addi t ion to, these 32 workshops 

and mini - courses. Thus, while the off ic ial s tatist ic for 

staff development activities at the ERC in 1990-91 may be 32 

workshops and mini-courses, the actual number of sub-sessions 

and acti vi ties that occur wi thin, or as a result of, these 

workshops and mini-courses suggests that the total number of 

staff development activities of this type is actually much 

higher. 

Conf erences, organized collaboratl vely by the ERC and 

schools are common. However, conferences organized by the ERC 

and other educational insti tutions are a less common del i very 

system. On occasion, these conferences will be a cooperative 

effort in sharing resource persons between the ERC and an 
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organization s~ch as the McGill Centre for Educational 

Leadership. Another example was the N;:ttional Conference on 

Jewish Education in December, 1991, organized for Jewish 

educ"ltors across Canada by the Canadian Jewish Congress, and 

the ERC was directly invol ved in planning the conference 

programme. 

Indi vidual study, usually for an advanced degree, 

constitutes another less common type of staff delivery system 

at the ERC. Nevertheless, individual study is facilitated 

through ease of access to the library collection, and the 

author interviewed a Swedish Ph. D. student who was studying 

cul tural maintenance patterns in the Montreal Jewish Community 

and who was utilizing the ERC ] ibrary for her research. 

Summer scholarships, or conference attendance fees, are 

the ninth staff development delivery system identified in the 

li terat ure on teacher centres. In November, 1990, the ERC 

launched an ini tiati ve to provide teachers and administrators 

wi th subsidies of up to $3 00 to attend out-of -town 

professional development activities, such as conferences. The 

intention was that these subsidies would be matched by 

subsidies from the indi vidual' s schools. In return, 

appl icants were required to provide feedback for other 

educators on what they had learnt, either in the form of a 

wri t ten summary or an oral presentation. Unfortunately, 

increasingly stringent budgetary constraints led to the 

cancellation of this initiative the following year (April 

1991), and it has been suspended indefinitely until such time 

as the ERC budget increases. 

The final staff development delivery system employed by 

the ERC is that of ' idea exchanges' (sometimes referred to in 

the literature as job-alike groups). The ERC Director defined 

idea exchanges as providing an open forum for staff from 

various schools who work with the same age groups, subject 

area or special proj ect, to share ideas and concerns and to 

foster mutual learning and growth. One such idea exchange 
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considered 'how to plan a math event' and was organized by the 

ERC in February, 1990, for principals, math teachers and 

administrators. During her interview, the ERC Director 

emphasized the value of an idea exchange as a staff delivery 

system, stating: 

That's a format of staff development thnt l've 
worked on a lot .... This is actually a very good 
kind of staff development because it doesn't just 
relyon the outside experts .... On one level, it's a 
needs assessment, and on another, it's a sharing, 
and the sharing is peer-to-peer. 

Although a review of the literature on ERC activities 

between May 1990 and October 1991, together with data from 

interview transcripts, indicate that certain staff development 

delivery systems (such as individual consultations, workshops 

and mini-courses) are more common at the ERC than others, ERC 

staff nevertheless demonstrated an awareness of the need to 

provide as broad a range of staff development activities as 

possible. One staff member, when asked ~bout the numerous 

staff development systems employed at the ERC, explained it 

thus: 

We're dealing with a wide variety of different needs 
here. Needs of students, needs of individual 
teachers, needs of administrdtors, needs of 
schools ... and in order to try to meet aIl these 
needs, we have to be flexible, and that means 
providing a broad ranse of options so that people 
can find the one that suits them (SM 3) . 

Despite the increasing popularity of idea exchanges at 

the ERC, workshops and mini-courses constitute the commonest 

forms of staff development delivery systems. ln arder to 

ascertain whether the typology of five training components for 

effective staff development delivery systems, identified by 

Joyce and Showers (1980) and Mohlman Sparks (1983) {see Section 

2.S.2}, were present in ERC workshops and mini-courses, staff 

members were asked to identify which components they generally 
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utilized . In addition, the author observed a day-long co-

operative learning workshop at the ERC in order to see how 

these components were put into practice. 

Each staff member stressed the importance of 

incorporating sorne element of the theory underlying the skill 

or teaching strategy forming the focus of the staff 

development activity. In the words of one staff member, 

"Every single session that 1 give would have an element of 

theory in it, well-researched by myself" (SM 6) . 

Similar emphasis was placed by all staff members on the 

inclusion of modelling, or demonstration of a new practice or 

skill by the staff developer or workshop presenter. Although 

most modelling, or demonstration, of a skill or strategy takes 

place during workshops at the ERC site, one staff member has 

been able to demonstrate in a classroom setting: "If 

necessary, 1 will go into the classroom and start a project 

with the children, so the teacher can see how l'm working with 

the class. If I do that, more than one teacher is usually 

present' (SM 6). 

Staff members were also unanimous about the need for 

informaI group discussion within a staff development activity. 

One staff member expressed the views of several colleagues 

when she said: 

There should be group discussion in all workshops, 
as far as l'm concerned. Usually when l'm 
organizing it, 1 stress to the workshop leader that 
this is very valuable. That's an essential aspect 
of any workshop because not only do you get input 
from the person giving the workahop, but it is also 
very valuable to get feedback in exchange from the 
other participants (SM 1) . 

For various reasons, practice of a new skill under 

simulated conditions or within a classroom setting is utilized 

infrequently at the ERC. Only one staff member i~~orporated 

the practice of a new skill under simulated conditlons within 

a staff development activity, often bringing a small group of 
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children into the ERC to work on the new skill or strategy 

with course participants. Reasons given by other staff 

members for the lack of practice of a new skill under 

simulated conditions or within a classroom were the same as 

those given for the absence of coaching for application in the 

classr00m setting: lack of time, and lack of human and 

financial resources. In addition, such actions within a 

classroom setting would exceed the BRe's mandate (see section 

4.3.6). The ERC Director summarized it this way: 

We don' t have the nlanpower or the resources to 
incorporate those cOTIlpOnellts. That 1 s where the 
supervision of the prlncip~l has to come in. 
Basically, we are a central agency, and that is not 
what we are mandated to do. That's the weakness of 
the programme .... There are limitations. 

At the same time, it should be emphasized that the ERC 

staff do provide informaI feedback for workshop and mini

course participants, frequently advising and soliciting verbal 

progress reports from these participants when they utilize the 

centre in the days and weeks following a staff development 

activity. A staff member described the nature of that 

feedback when she said: 

More often than not, what will happen is that a 
teacher will he here again, and l'Il sit down with 
that teacher and find out what they've done, and 
perhaps they've even brought sorne examples back to 
show me. So l usually know what's happened after a 
course. It's a more open-ended feedback (SM 6). 

In conclusion, ERC staff members were largely in 

agreement about the importance of incorporating as broad a 

selection of training components within a staff development 

activity as possible. This staff member voiced a consensus 

when she said: 
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Analysis 

AlI the elements are important ... It's also 
important to find out what the needs are and ta find 
out the relevant theory. The key to a successful 
staff development act i vit y is tO find the right 
balance between the various elements (SM 5). 

The provision of a wide selection of staff development 

delivery systems at the ERC is consistent with research 

findings on teacher centres in general (Collier, 1982; Barker, 

1985; HaIt, 1989), which suggest that programmes should vary 

according to the interests and needs of the community served 

by the centre, the philosophy of the centre, and the 

instructional talent and teaching resources that are 

available. The broad selection of ERC programmes facilitates 

choice, variety and flexibility, three criteria that are 

consonant with effective staff development literature 

(Lawrence, 1974; Yarger et al, 1980). Equally, these criteria 

are consonant with the findings of a survey by Christiansen 

(1981) which established that teachers prefer a variety of 

instructional formats. The wide varietyof delivery systems 

employed at the ERC also makes optimal provision for 

di fferences in style, time, place and pace of learning, 

factors that are considered crucial by adult learning 

theorist s in arder ta accommodate indi vidual differences among 

people (Knowles 1 1978; Andrews, Houston and Bryant, 1981; 

Levine, 1985). Similarly, the development of idea exchanges 

and the inclusion of informaI group discussion in a staff 

development activity at the ERC facilitates the analysis of 

experience and the adult need to be self -directing, two other 

factors considered ta be of importance by adult learning 

theorists (Knowles, 1978). 

Infrequency of practice under simulated conditions or 

wi tl:in a classroom, and an absence l- coaching for application 

are two characteristics that the ERC has in common with most 
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teacher centres (Hering and Howey, 1982). Nevertheless, ERC 

staff do provide informaI follow-up and feedback after a staff 

development programme, usually in the form of individual 

consul tations that take place at the ERC. To a certain 

extent, this fulfils the criterion of providing sorne sort of 

follow-up support in order to ensure the transfer of programme 

content into a teacher' s repertoire, generally regarded as a 

vital component of effective staff development programmes 

(Wood, Thompson and Russell, 1981 i Guskey, 1986; Loucks

Horsley et al., 1987). 

4.4.2 Scheduling Staff Del/'elopment Programmes at the ERC 

As is the case with most teacher centres (see sect ion 

2.5.5), the ERC provides a varied staff development programme 

schedule, 1.<'ith activities taking place during the day, in the 

evening, dnd sometimes at the weekend. In addition, the ERC 

provides certain staff development activities during the 

summer vacation in the form of an intensive, week-Iong 

programme. ERC staff development programmes are evenly 

di vided between single- session acti vi ties (lasting a half -day 

or a whole day) and acti vities spread over a longer per iod of 

time (a few consecutive days, a number of weeks or a number of 

months). During an eighteen-month period (May 1990-0ctober 

1991) 54 percent of scheduled ERC staff development act i vities 

consisted of a single session, and 46 percent took place over 

a longer period of time. 

In general, single-session ERC actjyities tend ta raise 

awareness of an issue, or to 'fine-tune' existing teaching 

skills and techniques, such as a three-hour workshop on the 

subject of gifted children in the classroom, held on 8 May 

1990, and a two-hour workshop on integrating grammar wi thin a 

whole language programme, which took place on 11 May 1991. 

Issues of a greater complexity, requiring a deeper cognitive 

understanding or involving curricula innovations, naturally 
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need a longer per iod of time, such as the twenty-hour math 

mini - course for grades one to three, consisting of eight 

sessions between 16 October and 11 Deceir,ber 1991. To broaden 

programme appeal, courses are regularly offered in both French 

and English, and activities can also be scheduled at a school 

site, instead of at the ERC. One example of this is the so

called ERC , Library Caravan', which will travel to schools on 

request to show examples of the types of library resources 

that are available to the clientele. 

Analysis 

Consistent wi th research on teacher centres in general, 

the ERC varies the scheduling of its staff development 

programmes according to the content of the programme. Single 

session acti vities are used ta raise awareness, or to fine

tune an issue or topic. Multiple sessions spread over a 

period of weeks or months are used to examine complex issues 

in greater detail. Use of multiple sessions reflects a notion 

prevalent in teacher centres that staff development is an 

ongoing, incremental process. This parallels the research of 

Bertani and Tafel (1989), which demonstrated that adult 

learning levels are not static but rather part of a continuing 

growth process. A series of four to six three-hour workshops 

spaced one or two weeks apart is a format frequently used at 

the ERC, and one that has demonstrated effectiveness 

(Stallings, Needels and Stayrook, 1978). This also allows for 

a necessary period of 'creative floundering' (Hunter, 1985) 

while teachers adapt and modify new practices ta fit their 

particular sltuation (Berman and McLaughlin, 1975) . 
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In response to an increased awareness amongst researchers 

of the need for the content of staff development programmes to 

be guided by educational research (Vaughn, 1981; Loucks

Horsley et al., 1987), Shulman (1987) analyzed the major 

sources of teaching knowledge and identified a framework of 

four components for determining staff development programme 

content (see section 2.6.1). A review of literature on the 

content of teacher centre programmes (see section 2.6.2) 

indicates that these four major sources of teacher knowledge 

are indeed utilized in the content of teacher centre staff 

development programmes (Devaney, 1979; Hering and Howey, 1982; 

Bertani and Tafel, 1989). 

According to a JEC/ERC document entitled Our Policies on 

Professional Development, the content of ERC programmes aims 

to "Reflect a balance between current trends in subject matter 

(disciplines); variety of resources and methodologies; aspects 

of planning and evaluation; and better understanding of 

learning" (p. 5) (see Appendix F). 

Shulman's framework was used by the researcher to analyze 

the content of staff development programmes at the ERC during 

an eighteen month period (May 1990-November 1991). Data on 

these programmes were gathered from Memo, the periodic JEC 

calendar of events, and from other publications. The first 

component of Shulman's framework -- scholarship ln content 

disciplines and the updating and expansion of curricular 

knowledge - - constituted 24 percent of the 62 staff 

development activities that took place during that eighteen 

month period. As specified in the projected plans paragraph 

of the 1991-92 JEC Budget Submission (p. Il), a slight 

majority of these activities focused on mathematics as a 

curricular area, ranging from a mathematics mini-course for 

teachers of grades 1-3 and 4-6, a math course in French, and a 

math study session for elementary and high school teachers 
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entitled 'Turning Theory into Practice: An Overview of the 

National Council of Teachers of Mathematics'. Other 

curricular areas included an English Language Arts Ideas 

Exchange (grades 4-6), Science Experiences for the Younger . 
Learner (grades 3-6), How to Promote Grammar within a Whole 

Language Programme, and Art Experiences for Younger Children 

(pre-school to grade 1). 

The materials, practices and setting of the institutional 

educational process constituted 27 percent of staff 

development activities during this period. These included an 

ERC Library C~ravan, which exhibited books and audio-visual 

materials t~ enable staff at different schools to become 

familiar with the scope of ERC materials; a mini-course on 

making big books; a question-and-answer session entitled 

'Everything You've Ever Wanted to Know about Jewish Day 

Schools'; and a workshop on gai~ ng access to the archives of 

the Jewish Public Library. 

By far the most prevalent element in the content of ERC 

programmes was that of research on schooling, social 

This organizations, human learning, teaching and development. 

element comprised 49 percent of aIl staff development 

activities during the eighteen month period. Topics were 

diverse, and included workshops on gifted children wi~hin the 

classroom, a study approach to cognitive learning strategies, 

discipline with dignity, and elements of effective instruction 

and supervision. Mini-courses included 'What We Can Learn 

from Child Development Research' and 'Skills Enhancement for 

Learning Disabilities'. 

The fourth element of Shulman's framework is the wisdom 

of practice, which refers to the importance of input into 

staff development programme~ from skilled and experienced 

educators (Hering and Howey, 1982; Wenz, 1987). The inclusion 

of the wlsdom of practice in the content of teacher centre 

staff development programmes generally takes two forms: the 

use of experienced educators, such as university lecturers, 
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consul tants or teachers, to plan and conduct the staff 

development activitYi and the provision of a discussion period 

within a staff development activity to enable participants ta 

reflect on the content of the programme in light of their own 

professional experience. 

At the ERC, input i s gained from a variety of experienced 

educators, including EF~C personnel, education consultants, 

university personnel, acknowledged experts in a particular 

field, priva te practitioners (such as psychologists), commu

nit y leaders, teachers and administrators. These experienced 

educators play a direct role in the planning and presentation 

of most ERC staff development activities (section 4.3.2). 

During interviews with ERC staff, it became clear that 

opportunity for discussion and for the ~Jharing of experience 

by programme participants is deliberately incorporated into 

aIl staff development activities at the ERC. As one staff 

member put it, 

We always make it part of a programme, if possible, 
and our clients list the discussion period, whether 
formaI or informai, as the most productive and 
informative element of a staff development 
activity. .. On a day-to-day basis teac-hers rarely 
get the chance to talk on a professional level with 
their colleagues (SM 4). 

Question-and-answer sessions and informaI group 
discussions between the participants and workshop 
leaders ... are essent ial (SM 1). 

Thus, the wisdom of practice, or input from experienced, 

skilled educators and the inclusion of a discussion period 

during a staff development act i vit y , appears to permea te the 

content of aIl staff development programmes at the ERC. As 

such, in this context it cannot be treated as a separate 

content are a but rather constitutes an integral element of the 

other three sources of teaching knowledge identified in 

Shulman's (1987) framework . 
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Analysis 

A .ceview of ERC literature on the content of the centre's 

staff development programmes demonstrates a strong correlation 

between these programmes and those of other teacher centres 

(Devaney, 1979; Hering and Howey, 1982), and of effective 

staff development programmes in general (VRughn, 1981; Loucks

Horsley et al., 1987). The content of ERC programmes is 

firmly based in educational research, and the four major 

sources of teaching knowledge employed in Shulman's (1987) 

framework are much in evidence. The one discrepancy between 

the programmes of the ERC and those reviewed in the literature 

i8 that the materials, practices and setting of the 

inst i tutionalized education proce8S form a substantial 

component of the content of ERC programmes, whereas in teacher 

centre literature this topie is described as lIuncommon Il 

(Mertens and Yarger, 1981). This may be due to the 

comprehensive and inclusive approach to staff development 

pursued by the ERC, which appears ta regard the tools and 

environment of teaching to be of a similar importance as 

practical applications of educational research in the overall 

staff development process . 
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- CHAPTER 5 -

CONCLUSIONS AND RECOMMENDATIONS FOR FURTHER STUDY 

5.0 INTRODUCTION 

Three primary questions, outlined in sections 1.4 and 

3.1, provided the motivation for this study: 

i. What purposes do teacher centres serve? 

ii. How do teacher centres operate? 

iii. Why do they operate in the way that they do? 

In order to seek answers to quest ions (i) and (i i), the 

researcher conducted a study of the origins, evolutlon and 

purposes of teacher centres, and of the manner in which theso 

centres operate. Section 1.2.3 of the thesis identlfied seven 

common purposes for teacher centres that are commonly found in 

teacher centre literature (Devanel', 1976, 1979; Burrell, 1976; 

Levin and Horwitz, 1976; Sykes, 1980; F~nal Evaluation Report 

for the Washington, D.C. Teachers' Centre, 1985-86): 

i. to respond to teachers' own perceptions of their 
inservice training and professional needs; 

ii. to refine and expand teachers' instructional skj]ls; 

iii. to update teachers' knowledge of pedagogicaJ 
developments and educational research; 

LV. to further teacher professional development, both rtS 

individuals and as a faculty; 

v. ta provide supplementary educational resources and 
instrùctional materials; 

vi. ta provide immediate, practical assistance, as we]] 
as to facilitate langer-term professional grawth; 
and, 

vii. to provide a supportive, non-judgemental and 
collaborative environment. 
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These seven purposes provide a use fuI yardstick for comparing 

the ERC with other centres. Data analysis conducted in 

chapter 4 demonstrates a strong similarity between the 

purposes of the ERC and those of teacher centres in general. 

In order to understand why teacher centres operate in the 

way that they do, the researcher found it necessary to combine 

research on teacher centres with research on effective staff 

development in genera~ \see Chapter 2), an approach 

corroborated by Hering and Howey's (1982) assertion that 

"literature on ~nservice education needs to be interwoven with 

and related to the literature on teacher centres" (p. 10). 

Once this research had been undertaken, it was organized into 

a comparison chart (see Figure 3, section 2.1) which indicates 

that the elements of teacher centres as a strategy for staff 

development largely reflect those for effective staff 

development programmes in general. Using this review of 

literature and comparison chart of teacher centres and staff 

development as a frame of reference, the researcher 

subsequently conducted a case study of one specifie teacher 

centre: the Education Resource Centre (ERC) of Montreal (see 

Figure 4, section 2.7). The intention was to provide a 

detailed portrait of a teacher centre in order to further 

understanding of teacher centres as a means of facilitating 

staff development. 

Inherent in every case study is the question of 

generallzability: in this particular case, can research 

findings on the ERC be generalized to other teacher centres? 

Accordlng ta Anderson (1990), it is very difficult to 

generalize on the basis of one case, and the extent to which 

generallzability is possible relates to the extent to which a 

case is typical or involves typical phenomena. While the ERC, 

like aIl teacher centres, possesses certain unique 

characteristlcs, it is the view of the researcher that there 

are definite commonalities between the ERC and other centres. 

Khen data gathered at the ERC are compared with literature on 
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teacher centres and on effective staff development programmes 

in general, it becomes evident that aIl three -- the ERC, 

other teacher centres, and effective staff development 

programmes -- are underpinned by broader theoretical issues 

such as adult learning theory and the role of context, 

planning, process and content in the staff development 

process. Yin (1984) argues that, in a case study, the 

investigator is striving to generalize a particular set of 

results or findings to sorne broader theory. If one accepts 

Yin's argument, then the findings of this particular case 

study are generalizable to teacher centres as a whole because 

both are underpinned by the same theoretical lssues mentioned 

above. However, generalizability of case study findings 

remains a grey area in the field of research: thus, it is 

probably more appropriate to conclude that, because teacher 

centres appear to be linked by certain common purposes and 

practices, the findings of this case study will have relevance 

for, and be of interest to, other such centres. With this 

conclusion in mind, the purpose of this chapter is to provide 

a synthesis of the salient points which emerged from a study 

of the Education Resources Centre in Montreal. 

5.1 CONCLUSIONS 

In this section, the main conclusions drawn from the case 

study are discussed within the context of research on teacher 

centres in general. The 'nested' model of staff development 

devised by Mohlman Sparks (1983) and later modified by 

Raybould (see Chapter 2, Figures 1 and 2) is used as a 

framework for presenting these conclusions. The following 

aspects of the ERC are considered: 
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i. Contexti 

ii. Organizational Structure; 

iii. Planning; 

iv. Processi and, 

v. Content. 

For each of these five aspects, the researcher first 

refers back to the findings in Figure 3, so that ERC data may 

be considered within the context of other teacher centres and 

staff development programmes in general. 

5.1.1 CONTEXT 

As shown in Figure 3, research indicates two contextual 

elements for effective staff development in general: 

administrative support and teacher support. Research on 

teacher centres includes a third contextual element: that of 

the physical setting. In addition to these three contextual 

elements, research conducted at the ERC revealed community 

support as a fourth element. 

A. Community Support 

The ERC contrasts with most teacher centres in te~ms of 

the extent to which it requires the support of the community 

for its continued existence. Three main issues emerged from 

this research: 

1. Unlike those teacher centres which are connected to 
school boards, the relationship between the ERC and 
its various clients is a voluntary one. Schools, 
which comprise the majority of the centre's 
clients, are under no obligation to utilize ERC 
services. 

2 . Because the vast majority of ERC funding cornes 
through the JEC from the Montreal Jewish community 
(AJCS, or Pederation-CJA), continued support from 
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3. 

the community is vital to the continued existence of 
the ERC. 

Staff members demonstrated acute awareness of the 
need to provide staff development programmes of a 
consjstently high quality in order to attract an 
adequate cliente le and to ensure continued financial 
support from the wider Jewish co~munity. 

To date, this support has been forthcoming due partly ta 

the efforts of ERC and JEC staff to forge strong links with 

other community organizations. Another less tangible l'eason 

for this continued community support for the ERC appears to be 

its established reputation, and perceptions within the 

community of the ERC as an invaluable vehicle for the 

maintenance of excellence in educational services offered to 

Jewish schools. 

B. Administrative Support 

The importance of administrative support from individual 

school principals for legitimizing and maintaining staff 

development efforts ls well-documented in the literature on 

effective staff development and teacher centres (see section 

2.1.2). The ERC is no exception. Research indicates three 

factors which make such support of importance to the ERC: 

1. The voluntary relationship between the ERC and the 
schools within the Jewish school system -- each of 
which is a private school -- means that 
administrative support is crucial for encouraging 
and facilitating teacher use of the ERC. 

2. Without a mandate to provide coaching or formaI 
follow-up support after a staff development 
programme, the ERC relies heavily on administrators 
to take over the incorporation of revised practices 
into existing school policy. 

3. Administrative approval of ERC programmes represents 
a compel}ing justification for continued funding of 
the ERC by the Jewish community . 
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Although the importance of administrative support for the 

ERC appears to be more acute than for many teacher centres due 

to reliance on community funding and to the voluntary nature 

of the centre's relationship with the schools of the Jewish 

community, the question of ongoing administrative support 

nevertheless is clearly a key issue for aIl teacher centres. 

There is ~ direct correlation between the methods utilized by 

the ERC to establish and maintain this support, and the 

methods advocated in the literature (see section 2.2.2); that 

is, by way of an informaI principals' centre within the ERC, 

through staffing the Professional Development Committee of the 

Association of Principals, by creating a supplementary school 

principals' network and by providing useful and relevant staff 

development programmes for school faculties. 

c. Teacher Support 

Research indicates that the ERC actively pursues a policy 

of providing high-quality, relevant staff development in a 

non-judgemen~al, collegial and hospitable environment (see 

section 4.1.3). Such a policy is recommended in staff 

development and teacher centre licerature as the method most 

likely to obtain teacher support. At the ERe, as in aIl 

teacher centres, teachers comprise the majority of centre 

clients. A survey undertaken in October, 1991, demonstrated 

that 80 percent of teachers who utilized the ERC claimed to be 

IItotally satisfied ll or "very satisfied ll with the service 

provided by the centre. In addition, the majority of those 

surveyed visited the ERC on d regular basis, with 18 percent 

rating their frequency of use as once per week, and 58 percent 

rating their frequency oi use between once a month and once 

every two to three months. While the intention here is not to 

evaluate the ERC, the results of this survey nevertheless 

indicate strong support among those teachers who use the 

centre. This issue would provide an interesting avenue for 
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further research (see section 5.2). Attempts by ERC staff to 

reach every teacher in the Jewish school system have met with 

mixed success. ERC staff expressed concern about this, and 

are employing various strategies to encourage use of ERC 

services by the widest possible clientele. 

D. The Physical Setting 

Evidence collected from observation and site visits 

during a five month period (June-October, 1991) suggests that 

the ERC exemplifies the type of physical setting advocated in 

the literature (see sections 2.2.5 and 4.1.4) as a means of 

facilitating staff development. To summarize: 

1. 

2. 

3. 

5.1.2. 

The ERC is characterized by a centralized and 
permanent setting that is conducive to collaboration 
and to a culture of continuous growth. 

The ERC participates in a network, or web, linking 
persons, resources and institutions with the mutual 
aim of promoting staff development; and, 

The ERC acts as a catalyst foy communication, 
communicating verbally and ln writing with centre 
staff, clients, community groups, higher education 
personnel and other teacher centres. 

ORGANIZATIONAL STRUCTURE 

The organizational structure of effective staff 

development programmes in general comprises two Elements: the 

position of the programme within a larger organization, su ch 

as a school board, and the composition of the programme 

committee. Most teacher centres also comprise two 

organizational elements: management and staffing. At the ERC, 

management and staffing must be examined in the context of the 

relationship of the ERC to the JEC and to the AJCS, or 

Federation CJA (see section 4.2.1) . 
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A . Management 

The ERC Commit tee, which manages the operations of the 

ERC on an ongoing basis, constitutes one component of a 

complex, highly organized system (see section 4.2.1) wbich 

culminates in the Allied Jewish Community Services of Montreal 

(AJCS, or Federation CJA). The mandate specified for the ERC 

Commtttee (see section 4.2.2) is consistent with the four 

areas of responsibility for teacher centre boards identified 

by Collier (1982) (see section 2.3.1). As is the case with 

non-federally funded teacher centres in the United States, 

representatives of local community groups are included in the 

ERC Committee, and teachers, although represented on the 

Committee, do not constitute a majority of Committee members. 

Two main issues emerge from the research: 

1. While studies show that teacher centre boards, or 
committees, such as the ERC Committee, which contain 
a minority of teachers, are not necessarily 
detrimental to teacher interests (see section 
2.3.1), a case could weIl be made for the inclusion 
of a greater number of teachers than at present. It 
is not the p~rpose of this case study to determine 
whether inclusion of a minority of teachers on the 
ERC Committee is detrimental to teacher interests, 
or note However, this question could furnish the 
basis of further study (see section 5.2) . 

2. The composition of the ERC Committee is such that 
every constituency who utilizes th~ ERC is 
represented, thus ensuring the collaborative 
approach to management recommended in the literature 
(see section 2.3.1). 

B. Staffing 

During the data collection process, strong parallels 

emerged betwecn the composition, training and competencies of 

ERC staff, and those recommended in the literature for larger 

teacher centres (see sections 2.3.2 and 4.2.3). A synthesis 

of research conducted by Branscombe and Newsom (1977), Wenz 
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(1987) and Castle (1989) reveals five key competencies which 

staff developers require: (i) skill as an educator, (i i) ski Il 

as a specialist in learning materials, (iii) skill as an 

administrator, (iv) skill as a producer of learning materials 

and manager of technical processes, and (v) ~nowledge of adult 

learning theory. As demonstrated in section 4.2.3, the se 

competencies reflect to a remarkable extent the competencies 

found amongst staff at the ERC, thus indicating Lhe high 

calibre of ERC staff members. 

5.1.3. PLANNING 

Effective staff development programmes generally 

incorporate four components when planning staff development: 

needs assessment, statement of goals and beliefs, time-frame 

and evaluation. Teacher centres, on the other hand, tend to 

incorporate five slightly different components in the planning 

stage: needs assessment, purpose and philosophy, funding, 

client profiles and patterns of usage, and evaluation. 

Planning at the ERC reflects that of teacher centres in 

general, although at the centre, 'purposes' are referred to as 

'goals', and these goals are considered separately from the 

philosophy of the ERC. 

A. Philosophy of the ERC 

Discussion of ERC philosophy with staff members furnished 

valuable insights into the development of the centre. Without 

exception, every staff me~ber spoke of the ERC as being of 

service to the community. However, while two members of staff 

appeared to view the ERC simply in practical terms of a 

service agency, the majority ascribed 'higher' purposes to the 

centre, seeing it in terms of an ongoing drive towards 

educational excellence. In addition, the majority saw 

themselves functioning as a team, with the whole being greater 
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than the sum of the parts. This perception corresponds with 

the findings of Hering and Howey (1982), demonstrating "how a 

centre can be more than an ad hoc collection of individually 

oriented activities" (p. 35). This belief in the pursuit of 

educational excellence, and in the importance of collaborative 

action appeared to underscore much of the dialogue between 

staff and clients and most staff development activities which 

occurred at the ERC during data gathering by the researcher. 

Finally, staff members emphasized the need to respond to the 

ind~vidual needs of teachers and of specifie schools, thus 

fulfilling the criterion identified in literature on teacher 

centres, in which it is maintained that teacher centrps can be 

distinguished from other forms of staff development by the 

emphasis they place on the individual requirements of 

educators and on an area's local needs (Devaney, 1976; Loucks

Horsleyet al., 1987). 

B. Needs Assessment 

Needs assessments conducted at the ERC are both formaI 

and informaI in nature, and incarporate aIl constituencies 

which utilize the ERC. This approach ls consistent with that 

advocated in the literature as a valuable element of the 

teacher centre planning process. According to available 

literature, the ERC appears ta differ from literature on 

teacher centres in two ways: (i) in terms of the importance 

the ERC places on consulting with experts in a particular 

field in order to incorporate this knowledge in the planning 

proceSSj and, (ii) in terms of feeding the results of a needs 

assessment back to a presenter prior ta a workshop in order to 

facilitate a closer match between the presenter and the 

teachers' requirements. To the author's knowledge, no 

specifj: mention is made of this approach in teacher centre 

literature . 
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c. Goals 

Five goals and objectives have been specified for the ERC 

(see section 4.3.3). A review of data demonstrates that these 

goals and objectives serve to justify and clarify the role of 

the ERC, and that there is congruence between the ERC's stated 

goals and current practice at the centre. The ERC's goals are 

very general in nature and are procedural rather than 

substantive, thus allowing for the degree of flexibility in 

staff development programming which is recommended in the 

literature (Clark, 1981). 

D. Funding 

Four main issues emerged from data about ERC funding: 

1. Widespread concern among ERC staff about the impact 
of increasingly stringent budgets and the 
maintenance of funding levels demonstrates that 
funding, in common with most teacher centres, 
constitutes a critical issue for the ERC (see 
sections 2.4.5 and 4.3.4). 

2. The ERC is unusual in terms of the degree to which 
it relies on funding from the community it serves in 
order to survive. In contrast, most teacher centres 
derive their funding from school boards, provincial 
governments or the federal government, rather than 
from a centre's constituency. 

3. However, like many independent teacher centres, the 
ERC seeks alternative funding sources, applying for 
funding from foundations and organizations both in 
North America and in Israel. 

4. Staff members expressed frustration about the 
growing gap between what they could potentially 
achieve and what they could actually achieve, in 
view of budget cuts. While the general consensus 
was that the ERC, as of the date when research was 
completed, had been able to absorb the impact of 
these cuts and maintain current levels of service, 
the situation nevertheless raised crucial questions 
about expansion or creative budgeting, the number of 
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E. 

hours officially worked by various staff members and 
the continuing ability of the ERC to subsidize the 
staff development programmes that it offers to 
schools. 

Client Profiles and Patterns of Usage 

Despite the absence of statistics relating to centre 

clientele and patterns of usage, the researcher gained a 

relatively accurate impression of the nature of the clientele 

from interviews with ERC staff members. The consLituencies 

and approximate percentages identified in these interviews 

were born out by a client survey conducted by the researcher 

over a week-Iong period. Several issues emerged from the 

data, notably that the ERC data were consistent with data on 

teacher centres in general in terms of: 

a. the broad range of organizations who utilize ERC 
services, 

b. the fact that schools outnumber other organizations 
in terms of ERC usage by a ratio of 7:3, 

c. the absence of any consistent patterns of usage of 
ERC services by clients, 

d. the fact that 69.5 percent of centre clients during 
the week-Iong survey were teachers (with the 
majorityof these comprising elementary teachers), 
and 

e. the fact that the overwhelming majority of clients 
surveyed were female. 

The ERC Director cited the priority placed on a 'people 

first' approach as the reason for the lack of statistics on 

centre clients. However, while the gathering of such data on 

a consistent, day-to-day basis might prove arduous and 

cumbersome to administer, sporadic, short-term surveys of 

centre clients and their patterns of usage may weIl enhance or 

corroborate staff perceptions of the breakdown of the 

clientele, and might also identify any changes in usage, 

information which could then be fed into the planning process . 
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Similarly, a longer-term, in-depth examination of centre 

clientele could prove to be an interesting topie for further 

study (see section 5.2). 

F. Evaluation 

In common with most teacher centres, evaluation of centre 

programmes and services is conducted on an ongoing basis at 

the ERC, through dialogue between staff and centre clients, 

and through distribution of evaluation forms at the conclusion 

of most staff development activities. The ERC is unusual, 

however, in that the centre's mandate precludes summative 

evaluations of the degree of carry-over of new skills and 

strategies into participants' classrooms (see section 4.3.6) 

ERC staff are aware of this limitation, and existing plans to 

develop and pilot-test a coaching model to facilitate transfer 

of programme content in a classroom context may weIl enable 

the ERC staff to circumvent this by providing vaIuabIe 

information about the degree to which new strategies and 

skiIIs are utilized following a staff development programme. 

Clearly, the pilot-test of su ch a coaching model would provide 

a valuable topic for further study (see section 5.2). 

5.1.4 PROCESS 

The process of both effective staff development 

programmes and teacher centres involves two main components: 

types of staff development programmes, and the scheduling of 

these programmes. A third component -- that of adult leùrning 

theory -- appears to permeate current staff development 

research and practice. The ERe, in common with effective 

staff àevelopment programmes and other teacher centres, also 

incorporates these components in the staff development 

process . 
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A. Types of Staff Development Programmes at the ERC 

Nine programme delivery systems are identified in the 

literature on teacher centres (see section 2.5.3), namely: 

individual consultations, informaI 'drop-in' programmes, 

centre staff acting as brokers, special projects, workshops, 

mini-courses, conferences, individual study, and the provision 

of summer scholarships or conference atter.dance fees. 

Although most centres offer a wide cross-section of staff 

development programmes, it appears to be rare for a teacher 

centre to utilize aIl nine delivery systems (Hart y, 1984). 

The ERC would seem to be unusual, therefore, in that it has 

employed aIl nine delivery systems, and in addition 

incorporates a tenth -- the idea exchange. As is the case 

with many centres, individual consultations, workshops and 

mini-courses constitute a large proportion of these ERC 

activities. The fact that the ERC has employed every delivery 

system recommended in teacher centre literature, despite an 

increasingly stringent budget, is testament to the high 

quality of service maintained by the ERC. Similarly, this 

wide spectrum of delivery systems accommodates differences in 

style, time, place and pace of learning by the clientele, 

which is advocated by adult learning theorists (Knowles, 1978; 

Andrews, Houston and Bryant, 1981; Levine, 1985). 

B. Scheduling of Staff Development Programmes at the ERC 

Scheduling of staff development programmes at the ERC 

appears to be fairly evenly divided between single-session 

activities and activities taking place over a IOtlger period of 

time (see section 4.4.2). Scheduling varies according to the 

content of thA programme, and is based on whether the aim is 

to raise awareness of, or 'fine-tune' a topic, or to examine 

complex issues and changes in greater depth. Data indicate 

that ERC scheduling accurately reflects recommendations in 
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literature on staff development and teacher centres (see 

section 2.5.4, 2.5.5, and 4.4.2), and reflects the widely-held 

notion that staff development is an ongoing, IncrementaI 

process (Devaney, 1976; Ellis, 1990). 

5.~.S CONTENT OF ERC PROGRAMMES 

In recent years, researchers have emphasized the 

importance of basing the content of staff development 

programmes on educational research (see section 2.6.1). 

Shulman (1987) identified the four major sources of teaching 

knowledge, namely: (i) scholarship in content discIplines; 

(ii) the materials, practices and setting of the 

institutionalized education process; (iii) research on 

process, schooling, social organization, human learning, 

teaching and development; and, (iv) the wisdom of practice. 

In common with effective staff development programmes jn 

general and other teacher centres, Shulman's (1987) analysis 

provides a use fuI framework for analyzing the content of ERC 

staff development programmes and the researcher found that 

there is a strong correlation between the content of ERC 

programmes and that which is recommended in the literature 

(Devaney, 1979; Hering and Howey, 1982; Shulman, 1987; Bertani 

and Tafel, 1989). This finding is consistent with the stated 

aims of the ERC laid out in the ERC document Our Policies on 

Professional Development (see Appendix P) . 

5.2 RECOMMENDATIONS FOR FURTHER STUDY 

Five recommendations for further study emerged from 

research at the ERC: 

i. Multiple case studies of teacher centres could be 
conducted to verify the findings and to improve the 
generalizability of a single case study . 
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il. A comparison of the composition of the governing 
bodies of various teachers' centres: how do they 
differ? What are the implications of these 
differences for the purposes of these centres, and 
for the way in which each centre operates? 

iii. An in-depth, long-term survey of the clientele of 
the ERC in terms of the gender and occupation of 
client, type of school or organization they work 
for, frequency of centre use, and type of use. What 
would be the implications of the results of such a 
study in terms of the planning process at the ERC? 

iv. A study of the development and pilot test of a 
coaching model to facilitate transfer of ERC 
programme content into a classroom context. 

v. An evaluation of ERC staff development programmes 
and the subsequent degree of carry-over of new 
skills and strategies into participants' classrooms . 

139 



• 

• 

Appendix A 

Letter of Introduction to ERC Staff 

Education Resource Centre 
5151 Cote St-Catherine Road, Suite 200 
Montreal, Quebec H3W 1M6 

Dear ... 

June 3, 1991 

l am conducting a ease study of the Jewish Education 
Resouree Centre in Montreal for my Master' s thesis at MeGill 
University. The foeus of the study will be on the 
organization of the Jewish Education Resouree Centre. l am 
partieularly interested in the role of the Centre as an 
instrument for the professional development of educa tors. The 
purpose of this research is to document what is happenjng at 
the Jewish Education Resource Centre, so that educationalists, 
provincial boards of education and cultural groups who are 
interested in establishing or developing such a centre can 
refer to and learn from your experiences. These are the 
questions l am hoping to address: what are the goals and 
philosophy of the Centre, how is the Centre organized to 
fuI fil these goals, why is i t organized in Ua s manner, and 
what, if any, are the diHiculties encountered in this 
process. 

This study has been endorsed by the Director of the 
Jewish Education Council, the Director of Education Services 
and by the Chairman of the Education Resources Centre. In 
order to gain a full understanding of the Centre, l would like 
to talk ta you informally during the tlaleS when l vi si t the 
ERC (June to August 1991). l would also like your help in 
participating in an interview (of approxlmately 1/2 hour in 
length) . l appreciat:e that there are many calls on your time, 
so the timing of the interview would take place at your 
eonvenience. 

l look forward ta meeting you during my visits to the 
Jewish Education Resouree Centre. 

Yours sincerely, 

Kate Raybould 
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Appendix B 

Visi ts to the ERC 

The following table indicates the number of visits the 
researcher made to the Centre and the dates they were made: 

Visits Dates Number of Days 

1 Jun 20-21. 2 

2 Jun 27 1. 

3 Jul 04- 05 2 

4 Jul 08- 09 2 

5 Jul 11-1.2 2 

6 Jul 29-31. 3 

7 Aug 01- 02 2 

8 Aug 15-1.6 2 

9 Oct 07-1.1. 5 

TOTAL: 21 
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Appendix C 

ERC Staf f Interview Protocol 

l. What was the nature of your previous tra; ning and work 
experience? 

2 . How long have you worked a t t~le ERC? 

3 . What does your current job at the ERC entail? 

4. Please cOl.Jld you provide a breakàown of the services and 
resources that you provide? 

5. What do you perceive ta be your area of expertise? 

6. How would you summarize the philosophy of the ERC? 

7 . What aspects of your previous training do you ~ind most 
useful for your present job? 

8 . Has your role changed during your time at the ERC? 

9 . What groups of people do you serve? 

lO. Could you give me two or three examples of activities ln 

a typical date for you at the ERC? 

ll. What part of your job do you most/least enjoy? 

l2. What, if any, are the obstacles to carrying out your job? 

l3. In theory, do you feel that you could be useful in 
additional are as of the ERC, apart from your own job? 

l4. To what extent are you involved in decisions about the 
organization and acti"ities of (i) your own job, and (ii) 
the ERC as a whole? 

l5. To what degree do you collaborate with other staff 
mernbers a t the ERC? 

l6. Are you satisfied with this level of collaboration? 

l7. What form do staff developrnent activities take? 

a. 
b. 
c. 
d. 
e. 
f. 

informally, on a one-to-one basis? 
formally, on a one-to-one basis? 
at a workshop? 
at a mini-course? 
at a seminar? 
other? 
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18. Where do these activities take place? 

a. at the ERC? 
b. in the field? 

19. How many workshops do you conduct/organize in a year? 

20. What is the length of most of the workshops that you 
give? 

21. When planning staff development activities, do you 
conduct any formaI or informaI needs assessment of 
prospective clients? 

22. In general, do these staff development activities aim to: 

a. introduce new concepts and skills? 
b. develop and improve existing skills? 
c. develop and produce curricula? 
d. othe:;:-? 

23. How do you advertise these activities? 

24. Which of the following elements do you include in a staff 
development activity? 

a. presentation of theory? 
b. modelling or demonstration? 
c. informaI group discussion and idea sharing? 
d. practice under simulated conditions? 
e. structured feedback? 
f. informaI feedback? 
g. coaching for application? 
h. video/audio feedback? 
i. course evaluation? 
j . other? 

25. What do you regard as the most important elements of a 
staff development activity? 

26. How do you decide what your goals are for each staff 
development activity? 

27. How do you know if you have achieved these goals? 

28. Following a staff development activity, do you provide 
any type of follow-up support or on-site supervision? 

29. As far as schools are concerned, what sort of contact do 
you have with principals and other administrators? 
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30. What do you perce ive ta be the motivation for client 
participation in your staff development activities? 

31. A certain amount of staff development is done in the form 
of consultations. What happens when a client cornes ta 
see you? 

32. How do you determine the short-term/long-term needs of 
that client? 

33. Are the clients usually clear about their requirements? 

34. In your view, what degree of satisfaction does the client 
receive? 

35. If you were given the task of creating a teacher centre, 
to what extent would you create it along the lines of the 
ERC? 

36 . What changes, if any, would you make? 
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Appendix D 

ERC Client Survey 

1. Are you here on business [or: 

a. a school? 
b. an organization? 
c. a private business? 

2. What is your occupation? 

3. Where do you teach? 

4 . What grades do you teach? 

5. When were you last at the ERC? 

6. What services do you normally use at the ERC? 

7. }low would you rate your level of satisfaction with the 
service you receive at the ERC? 

a. Totally Satisfied? 
b. Very Satisfied? 
c. Satisf ied? 
d. Dissatisfied? 

8. Approximately how many times do you visit the ERC each 
year? 
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Appendix E 

Data From Week-Long ERC C1ient Survey 

1. . The Percentage of cl ients who were at the centre on 
business for: 

(a) a school: 69.5% 
(b) other organization: 30. 5% 

2 . The percentage of cl ients who worked in a school as: 

(a) 

(b) 

elementary school 
teachers: 
high school 
teachers: 

68% 

32% 

3 . The percentage of cl ients who were: 

(a) 
(b) 

female: 
male: 

87.5% 
12.5% 

4. The degree of satisfaction with ERC services expressed by 
centre clients: 

(a) 
(b) 
(c) 
(d) 

Totally Sa tisfied: 
Very Satisfied: 
Satisfied: 
Dissatisf ied: 

08% 
72% 
19% 
01% 

5. Patterns of client usage of the ERC during the course of 
a year: 

(a) daily: 04% 
(b) every week: 18% 
(c) once per fortnight: 04% 
(d) once per month: 20% 
(e) once every 

2-3 months: 38% 
(f) infrequent ly lonce or 

twice per annum: 14 % 
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Appendix F 

'7~J1n~ '11i1'iI 11mil '111 
'7HlI1\,)lHD 11!) ",n-OmH'~'lI' 'W',,, 
Le Conseil de l'éducation JUive de Montréal 

Jewish Education Council of Montreal 
f:.dlflŒ Cummrngs House. 5151 Cole SI Cathenne Rd . 
Montreal, Quebec H3W 1 M6 (514) 735·3541 Exi 355 

OUR POLICIES 
on 

PROFESSION AL DEVELOPi-1Eiff 

PRESIDENT IIA8I1 DA MOROEeAI ZEITZ. VICE PRESIDENTS STEPHEN BIIATT, STANLEY K PlOTNICK ROSE IIUCKENSTEIN DR LINDA SHOHET 
EXECUTIVE DIRECTOR SHLOYO SHIMON. ASSISTANT TO EXECUTIVE DIRECTOR LOIS IIESSNER 
DIREClOR OF EOUCATIONAL SERVICES UTiA IIETTMAN, lAL SElA DIREClOR TOVA SHIMOt: 

_ ' .. ~,.J ........ , ....... 
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PREFACE 

i\PPROACIlES 1'0 PIWFESSIONAL DEVr:LOP~1E~T IN CURRE~T EDllCATIONAL LITE~ATUIŒ 
T0 HHICli \~E SUBSCRInE 

_" ••• the extenslOn of professional t.:ompetencc 
situation. Il 
-"To cre>ate behaviour changes in teachers and 

and its nppllcntlon 111 n corlplC'x 
(Joyce and Sho\1crs, ] 984) 
eventually stlldents." 
(Hade, lLJS4) 

-"Staff rlevelopment should be justifled on Hs potentinl 111lparL on student 
learninp,." (Vaughn, 1<)82) 
-"Staff development 15 ••• an attitude, a conmitment ta hel p ind l v ldualf. grow 
personally and professionaUy in a supportive climate>.11 

(J. Rogus and L Shm .. , 1983) 

Dehnl tlOns of Terms .!}sed 

-Ive use the terms "Professional Development", "S tn ff Dcvelopment" and/or 
"In SerVIce EducatIon" Interchangably. 

-"Program(s)" - event(s) that Implement professlonal dpvelopment. This can be a 
single seSSIon, workshop, seminar, mini-cours(', series, etc. 

-"Professionals", "ClIents"! "Participants" are the teacllers or group leaders, t.hey 
may be in a formal or Informal educatlonal settlng (salaned or volllntecrs). 

-"Lcarners ~ Sturlents" regardless of age are thosc wlth whom the "(lrofeSSlonals" 
work • 
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1 S f/WlJUCTI 0: J 

~rofC5S10nal Uevelopment 15 one of the ways to Implemcnt the goals Qf JEC/ERC and i5 
an integral part of our overall activlties. By providlng Professlonal Development, 
wc act as a support system to Jewish education in aIl its forms and contribute to 
"the enhancement of the quality of Jewish educat ion and instructlOn" as well ns hel p 
"devclop cooperation, coordlnation and consultatIon arlOng the schools, and 
addrc.ss communal educatlonal concerns" (JEC Constitution, 1964). 

1ne ovcrall Jo~l of Professlonal Development is to provide a wlde variety of quallty 
programs to educators that wll1 enhance and further develop thelr multiple skills in 
worklng wlth thelr learners. 

The L~C provldes a central, neutral place where educators may neet in a 
non-Judgmcntal atmospherc, to focus on educational concerns and receive support for 
thclr educational needs as professlonals. 

l'he Ej.!C in proVlding Professlonal Devel op:nent, .... hlch is Vlewed as a lifelong, ongoir. 
proccss - REVITALIZES the professional, glves hlm/her the tools for practice, 
insplres and stlmulates new ldeas. Therefore every VlSlt ta the CRC contributes 
to our cllents professlonai development. 

Wc Implement Professl0nal Uevelopment in two dlstinct forms: 

A) InformaI - via consultations with our staff re:planni~g, pedagogie methods, 
selection and use of A/V and Ilbrary resources, arts, crafts and games. 

B) Formal - VIa orgünlzed Professional Uays, i~orkshops, ~Iini-collrses, etc. 
ThIS aspec t lS the foeus of tr11s policy paper. 

Pro[esslOnal Development brings about a "change process". It 15 therefore 
viewed ln the larger school/organlzatl0nal context i.e. tne goals, policies, 
currlculum, supervision, staff evaluation, the collective agreement etc. Links 
bet'veen a 11 these componen ts as well as the lmpl icatl0ns of the "change processIf 
are consldered I ... hen pl<mnl.ng professlollal developnent. 

The ultlm~Le goal is ta encourage particlpants to develop the optimum use of 
their InItiatIves and skills • 
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JEC/ERC POLICIES O~ PIWFESSIOML DEVELOPHE~T 

1. Overall Directives 
-EstabJIsh professlOna1 development as a major pnonty of the ERC. 
-ùffer consultatlon, gllldance and support to schoo1s, organI7ntlolls and 
agenc~es for planning professionai development Wl th thelr slai f. 

-Represent JEC/ERC comilutment to protesslOna1 developmcnt on communal 1,'\,('1 
Ce.g. FederatIon of Teachers, National Conferences, ctc.) 

2. Quality in Programs 
-Provlde the highest qllahty of programs that are theory-u3secl, in tllJ}(' 

\Hth current research and nave practical applicnt Ion to the 
partICIpant 1 s sltuati0n. 

3. Planning 
-Consult \nth potentinl groups (or samples) lo identlfy tlletr n('cds and 

IntcresLs. 
-Involve those who are duectly concerned \0/1 th professional dev~ll)pm('nl 

(e.g. prlT1Clpal, teachers, group workers, etc.) in the planlllng proccss. 
-Plan strategies to address clarified needs. 
-Establlsh guidel1nes and standards, e. g. tninil'lum and maxirmm at tendance, 

etc. 
-Implement plans wIthln a dcfined tIme frame. 

4. Format (s)/Model (s) 
-Explore alternatIve models and approaches ta professlOnal devclopmenl 

appropnate to the needs of our clients and plan strategies ta é1ehieve them. 
-Prov1de variety and fleXlbili ty in programs offered (e. g. durat 1011, 

organization, etc.) 
-Faci11tate "shanng" and interactlon among professionals and lay leaders 111 

educatIon with Simllar needs and interests (e.g. [dea Exchanges) 
-Plan and implement professional development programs within a sehou!, 

interschool, city-wide as weIl as open workshops, UniversIty cours0s, 
: Iinl-courses, etc. 

-lnvolve the partICIpants actively. 
-Encourage the discuSSIon of diverse Vlews in a constructive neutral 

a tmos phere. 

5. Content 
-Re[lect a balance between current trends in: 

subJec t matter (disciplines) 
varlet y of re~ources and methorlolo~ics 
aspects of plannIng and evaluation 
better understanding of learners 
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6. Resource People 
-Engage l1lghly quaI ified persons in theu field that can relate theory and 
5ug~est prac tical a pphCél tlans. 

-Utll ize JEe/ERC staff when appropriate, supplementlng with local or out of 
tm.1n resource people 

-Engage VlSl ting guest lecturers. 
-Provlde an honorarlum on a per session basis in accordance with designated 

hudget when required. 
-Relmburse expenses on a pre-arranged basls. 

7. Scheduhng 
-Provlde/facilitate professional development on school' s/agency' s time, 
profcssional'sown time, or shared time. 

-Schedule programs at the most effectlve and appropriate times of year. 

8. Location 
-llost seSSlons on JEC/ERC premises. 
-Facilltate or partlclpate in sessions on school' s/organization' s premises 

when more appropria te. 
-Seek other locations when necessary. 

9. Physi cal Set-Up 
-Provide a pleasant atmosphere and comfortable setting conducive to 

professIona1 development. 

lO.Clirnate and Atmosphere 
-Fae Illtate an atmosphere that i5 conduci ve to professional growth. 
-Respect each Individual, accommodatlng the unique educational philosphy and 

tCélching style that he/she represents. 
-Encourage neutrali ty, trust and conhdentiahty. 
-Promote the belief that professional growth i5 a dynamic process, and 

eacll profess10nal ~ continuously develop and be more successful in 
ÜIC 1] itntln~ learning. 

-Encourage open and honest lnteraction among p,'lrticipants. 

Il. Role of Our Staff 
R) \H th ëïle;tS': 

-Respond to the needs and interests, balancing perceptions with current 
cducatlonal theory and practice within our available resources. 

-N.llntaln open, ongolng communication. 
-Assume a c;upporti ve role as a follOlv-up to professional development • 
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b) \h thin JEC/ERC 
-Ivork in a cooperatl ve manner, consul t and support (,3(h other regardl ng 

professlona1 development. 
-Implement these pohcl.es as set by the ERC Comm1ttee. 
-Present periodic reports, evaluations and budget recornl'H'ndiltlOns to tIlt' 

E!{C Comm ttee • 

c) \'!lth guest resource oersons: 
-Search for and "screen" poten\ial sesswn leaders. 
-Act as 11alson between our clients and resource person(s). 
-Consul t wlth him/her about the potentlal audIence, organ17i1tlon of the 

sessl.on(s) manner of presentatlon and asslst in preparatIon of C'glll pl'lClIl 

and materlal(s) as needed. 
-ùrganlze the lOglstlCS of the program(s). 

12.PubliClty and Public Kelatlons 
Implement Public Relatlons strategles that will encourage partlcipalloll 01 our 
clients and bnng JEC/LRC professional development prograrns to tlle ;1t tellLioll 
of the communlty. 

13.fees 
-Charge el.t.her the school/organization or partIclpants for speClllC 

sessLOn(s) or courses, .... ·hen expenses are incurred. 
-Keep charges to a mInl.mUm, to caver expenses, when prnctiCéd. 
-Apply surplus Incarne from professional developrnent actIvitles solcly to 

professlonal development budget lines. 

14.~ole of the ERC Committee 
-:~ece~e7nddiscuss reports and plans of professlonal deve lopmenL 
activitles. 

-Be accountable ta the JI:.C for professional development. 
-Establ1sh and per10dlcall y review the pnori tles for professlomtl neve 1 opmcll t, 

\ .. hl1e maintaimng a balance for a11 whom '~e serve. 
-Balance and Integrate professionaldevclopment \\'lth other Jl~r./EI!C [unction~,. 
-Explore ways and means ta promote and expand the statu,> ol professlonai 
develo~ment which WIll hopefully result ln schools/organlzatlcns alotlln:~ 
increased time and incentlves for inserVlce eÙuc3tion. 

-Establish gUIdell.nes for fees and charges. 

15. The I~olc of the JEC 
The ,JrJC shou~c~ey the need for professlona 1 deve 1 opmenl as il pr lOrI t Y 
ta school lay leaders, the Fedpratlon of 'l'eachers and other relnter! 
angcIes, so as ta effect particl.patlon and [innncial support to implem0nl 
the goals outlined in this paper • 
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Appendix G 

1992-93 List of Montre&1 Jewish Schools and Daycare Centres 

Day Schools 

Bialik High School 

Ecole Maimonide (Cote St. Luc) 

Hebrew Academy, Inc. 

Jewish People's Schools and Peretz Schools (Cote St. Luc) 

Sclomon Schechter Academy 

Hebrew Foundation School 

Beth Rivkah Academy for Girls 

College Rabbinique-Lubavitch 

Herzeliah High School (Snowdon) 

Jewish People's Schools and Peretz Schools (Snowdon) 

United Talmud Torahs (Snowdon) 

Belz Boys School 

Belz Girls School 

Skver Boys School 

Skver Girls School 

Beth Jacob 

Yeshiva Gedola Merkaz Hatorah 

Jewish Association for Special Education 

Ecole Maimonide (Ville St. Laurent) 

Ecole Sepharade de Montreal 

Herzelia High Schools (Ville St. Laurent) 

United Talmud Toras (Ville St. Laurent) 

Akiva School 
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Supplementary Schools 

Adat Rei'im Hebrew School 

Atid Jewish Youth Learning Centre 

Pree Hebrew for Juniors 

Hebrew Academy of Congregation Beth Tikvah 

House of Israel Congregation 

A. Reisen School 

Shaar Hashomayim Pals 

Temple Emanu-el-Beth-Sholom Religious School 

TMR private Hebrew School 

Tikvah program for Children with Learning Disabilities 

Daycares and Preschools 

Adath Israel Kiddie Korner 

Gan Malka 

Ganeynou 

Garderie du Centre communautaire Juif 

Garderie Shalom 

Garderie Toch 

Gyly 

Hebrew Day School 

Kan Tsippor 

Laval Nursery ("YU) 

Snowdon Nursery 

TBDJ Nursery School 

West Island Service of Laval 1Iy" Nursery 
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Cour::.: '!'.l. tlc: 

Plear.c. complete this form 
!UlU!"ê. (CJ.rclc the nu:nber 

." l"'uU.A °"11' .. ,U"I.' 'VI 
~)(l'lll)Pln II~ \))(,.O))I/I':nV1 '1)11/)"" 
Le Conseil do l'éducallon Juive de Monlré~1 

Jcwish Education Counci! of Montreal 
Edr",. Cumn" .... ' Hou~. $I~I (A'. Sio C:ln>t,~. MQf~lhl. 0IAl>t" m.v l'''G 
1/1. (~I~) '4HUO • Fnl 1~1.17J~217$ 

Appendix H 

EVl,LUT,TIOlI OF JEC 11Itl! COURSE 

In5tructor: 

te help us assess the mini-course 
that you choose) 

Date: 

and plan for 

t1Qll Least 
1. O'/c::all. how satlsf icd were you 

\:;. th tlus mJ.nJ.-course? 2 3 4 5 

2. :::"~ent ta ... :hJ.ch the content 
ë.::~ressed your needs. 2 3 '1 5 

~ . C-::.;=ee ta \1h~ch yeu can transfer 
.:-at you learned. 2 3 4 5 

::- '::':e~t that J.nstn.:ctor was helpful 
\._~n your J.nèl. v lèual necds and/or 
:..:- ':.e:. ests. 2 3 4 c: 

.J 

5. ~. ;;.re there suffJ.cl.ent support 
".é..:: er l.als (e. ç. , handouts)? 2 3 ~ 5 

6. :::'~:ent of relationshJ.p between 
\.o •• :;: content and r.:aterJ.als. 2 3 ~ 5 

7. =-;.:::e~t ta ... ·hJ.ch you would recommend 
~ ..... 1:"': 
'- ...... .:J ~ to your colleagues. 1 2 3 .; S 

6. ::;~:: 1::1 t to ..... h~ch yeu would recommend 
.. - .. c. 
"" •• _.;::1 instructor to oifcr thl.s/other course (s) .1 2 3 4 5 

9. C:--:.:ents: 

- , Th.l5 m:l.nl.-course could have been better J.f: "" 

t) SuqgestJ.ons for follow-up to this mini-course: 

cl SuggcstJ.O:1S for futurc JEC mini-courses: 

the 
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Le Conseil de l'éducation juive de Montréal 

Jewish Education Council of Montreal B(mU'IC1.ll'f 0' ( j A 
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Appendix l 

Please take d few minute& tu help us: 

EVALlJATE OUR LTBRARY SERVlCE~, 

Date TilTlp 
CHECK THOSE THAT APPLY: 

]. l (\ve) came primaril: to: 
- BorrO\,/returll libr<iry book-;/a/v rnateri;:)] s 
- Consu1t méJtf'rials in the library 
- COllsult the librarian about :i specifie topie: 
- Othpr (sppcify) 

2. Plea<;e note the overall levcl of satisfar.tion nf this visit: 

1 _______ 4 _____ _ 3 _______ '>, __ _ J ___ _ 

Excellt:llll Very 
Good 

Acceptable Fair 

3. Degree th<it: staff \'ll'l" helpful to you: 5 __ 4 __ 3 __ 2 __ ) 

4. The streneth of our sp.rv~ce was in: 

- materials available 
- expertise available 
- staff readines& to assist 
- cooperative atmosphere 

Most 
Helpful 

- other ______________________________ ___ 

5. What kind of difficulties did you encounter? (specify) 

Le~~t 

Helpful 

6. Suggestions for additional materials/service& you would l~~p to 5pe. 

7. Other comments you care to add: 

Thank you for your cooperation! 

L'Agence communautaire de coordmatlon el de plamflcatlon pour l'education JUive 
PRESIDENT STANLEY K PLOTWCK VICE PRESIDENTS OR LINDA SHOHET, TERRY TRAGER, ROBERT ZITTRER 

EXECUTIVE DIRECTOR SHLOMO SHIMON ASSISTAt~~ TO EXECUTIVE v: P (1:; rOI LOIZ lIEFF BESS/jER 
DIPECTOR OF EDUCI. TIO"AI. SEF J,:;ES e"nA BETTrAAN D,HEC TOf< OF C-'J"PI:'~. 'vII :Jl> l. 0PIHN' TO'lA SHII~OPf 

The Commumly Coordmatmg and Plannmg Agency for Jewish Ed' ;atlOn 

1 \.1.& 
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