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For some time educators have been 
concerned about the quality and 
effectiveness of staff development 

programs provided to school personnel. 
Unfortunately, until recently, there 
have been few comprehensive models 
that offer a systematic approach to de 
signing staff development. However, the 
RPTIM Model described in Chapter 4 
of the 1981 ASCD Yearbook 1 is one 
approach that seems to hold promise for 
planning and implementing effective in- 
service for professional educators. It is a 
definite attempt to describe a research- 
based process for designing inservice 
education that is systematic and com 
prehensive. This model identifies what 
happens before, after, and during the- 
planning and training, and specifies the 
practices that should be used in design 
ing staff development programs.

The following is a brief description of 
five stages in the RPTIM Model and the 
practices advocated in that process. We 
will also examine the results of a nation 
al study conducted in early 1981 to 
determine the extent to which practi 
tioners and professors of education with 
expertise in staff development believed 
those practices should be u sed to design 
inservice programs

Trie Staff Development Model
The RPTIM Model is based on ten 
basic beliefs or assumptions. They in 
clude the beliefs that:

1. All school personnel need inser 
vice throughout their careers.

2. Significant improvement in edu 
cational practice takes considerable time 
and long-term inservice programs

3. Inservice education should focus 
on improving the quality of school pro 
grams.

4. Educators are motivated to learn 
new things when they have some con 
trol over their learning and are free from 
threat.

5. Educators vary widely in their 
competencies and readiness to learn.

6. Professional growth requires com 
mitment to new performance norms.

7. School climate influences the suc 
cess of professional development.

8. The school is the most appropriate 
unit or target of change in education.
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9. School districts have the primary 
responsibility for providing the resources 
for inservicc training.

10. The principal is the key element 
for adoption and continued use of new 
practices and programs in a school. 2

I he five stages that grew out of these 
assumptions and the research literature 
include Readiness, Planning, Training. 
Implementation, and Maintenance 
(RPTIM).

Stage I, Readiness. cmphasi/es selection 
and understanding of, ana commitment to, 
new behaviors by a school staff or group of 
educators In Stage II, Planning, the specific 
plans for an inscrvice program (to be imple 
mented over three to five years) are devel 
oped to achieve the desired changes or pro 
fessional practice selected in Stage I. In the 
Training Stage. Stage III. the plans are 
translated into practice. The Implementa 
tion Stage, Stage IV, focuses on insuring 
that the training becomes part of the ongoing 
professional behavior of teachers and admin 
istrators in their own work setting Stage V. 
Maintenance, begins as new behaviors are 
integrated into daily practice. The aim of 
this final stage is to ensure that once a 
change in performance is operational, it will 
continue over time. 1

Each stage is defined by a set of 
practices that identify specific tasks that 
are to be completed in the stage and the 
personnel who make key decisions. The 
38 practices that are included in the 
RPTIM Model arc noted in Figure 1. A 
more detailed explanation of the prac 
tices with examples of how they have 
been implemented in schools is present 
ed in the 1981 ASCD Yearbook.

Appropriateness of Model Practices
In an effort to determine the extent to 
which the practices included in this 
five-stage process for designing inservicc 
actually represented what should be op 
erational practice, a national study was 
conducted in spring of 1981. To collect 
expert opinions concerning the appro 
priateness of the 38 practices and ten 
underlying assumptions, a question 
naire—"The Survey of Effective Staff 
Development Practices"^—was mailed 
to the regular membership of the Coun 
cil of Professors of Instructional Super 
vision (COPIS) and the National Staff 
Development Council (NSDC). S The 
response options for indicating the ex 
tent to which the practices should be 
used included "almost never," "somc-
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Figure 1. RPTIM Model Practices.

Stage I: Readiness
1. A positive school climate is developed 

before other staff development efforts are 
attempted.

2. Coals for school improvement are writ 
ten collaboratively by teachers, parents, 
building administrators, and central office 
administrators.

3. The school has a written list of goals for 
the improvement of .school programs dur 
ing the next three to five years.

4. The school staff adopts and supports 
goals for the improvement of school pro 
grams.

5. Current school practices are examined 
to determine which ones are congruent 
with the school's goals for improvement 
before staff development activities are 
planned.

6. Current educational practices not yet 
found in the school are examined to deter 
mine which ones are congruent With the 
school's goals for improvement before staff 
development activities are planned.

7. The school staff identifies specific 
plans to achieve the school's goals for im 
provement.

8. Leadership and support during the ini 
tial stage of staff development activity are 
the responsibility of the principal and cen 
tral office staff.

Stage II: Planning
9. Differences between desired and actu 

al practices in the school are examined to 
identify the inservice needs of the staff.

10. Planning of staff development activi 
ties relies, in part, on information gathered 
directly from school staff members.

11. Inservice planners use information 
about the learning styles of participants 
when planning staff development activities.

12. Staff development programs include 
objectives for inservice activities covering as 
much as five years.

13. The resources available for use in staff 
development are identified prior to plan 
ning inservice activities.

14. Staff development programs include 
plans for activities to be conducted during 
the following three to five years.

15. Specific objectives are written for staff 
development activities.

16. Staff development objectives include 
objectives for attitude development (new 
outlooks and feelings).

17. Staff development objectives include 
objectives for increased knowledge (new 
information and understanding).

18. Staff development objectives include 
objectives for skill development (new work 
behaviors).

19. Leadership during the planning of in- 
service programs is shared among teachers 
and administrators.

Stage III: Training
20. Staff development activities include 

the use of learning teams in which two to 
seven participants share and discuss learn 
ing experiences.

21. Individual school staff members 
choose objectives for their own profession 
al learning.

22. Individual school staff members 
choose the staff development activities in 
which they participate.

23. Staff development activities include 
experiential activities in which participants 
try out new behaviors and techniques.

24. Peers help to teach one another by 
serving as inservice leaders.

25. School principals participate in staff 
development activities with their staffs.

26. Leaders of staff development activities 
are selected according to their expertise 
rather than their position.

27. As participants in staff development 
activities become increasingly competent, 
leadership behavior becomes less directive 
or task-oriented.

28. As participants in staff development 
activities become increasingly confident in 
their abilities, the leader transfers increas 
ing responsibility to the participants.

Stage IV: Implementation
29. After participating in inservice activi 

ties, participants have access to support 
services to help implement new behaviors 
as part of their regular work.

30. School staff members who attempt to 
implement new learnings are recognized for 
their efforts.

31. The leaders of staff development ac 
tivities visit the job setting, when needed, to 
help the inservice participants refine or re 
view previous learning.

32. School staff members use peer super 
vision to assist one another in implementing 
new work behaviors.

33. Resources are allocated to support 
the implementation of new practices follow 
ing staff development activities (funds to 
purchase new instructional materials, time 
for planning, and so forth).

34. The school principal actively supports 
efforts to implement changes in profession 
al behavior.

Stage V: Maintenance
35. A systematic program of instructional 

supervision is used to monitor new work 
behavior.

36. School staff members utilize system 
atic techniques of self-monitoring to main 
tain new work behaviors.

37. Student feedback is used to monitor 
new practices.

38. Responsibility for the maintenance of 
rew school practices is shared by both 
teachers and administrators.
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times," "often," and "almost always"; 
for the assumptions, the traditional 
"strongly disagree," "disagree," "agree," 
and "strongly agree" options were used. 
The professors responded to all 48 
items, while each practitioner respond 
ed to half, or 24, items. All reported the 
extent of their training, knowledge 
about, and interest and direct involve 
ment in inservice education. Eighty-six 
percent of the professors and 81 percent 
of the practitioners reported their per 
ceptions.

Commitment to the RPTIM Model
The results of this national survey 
showed strong support for all practices 
in the model. Ninety percent or more of 
both the practitioners (NSDC) and pro 
fessors (COP1S) believed that 32 of the 
38 practices that define the Readiness, 
Planning, Training, Implementation, 
and Maintenance Stages should be used 
"often" or "almost always" when inser 
vice programs were designed. Over 70 
percent reported sirriilar support for the 
remaining six practices.

Nine practices were viewed as essen 
tial by both practitioners and professors; 
that is, at least 70 percent of a sample 
group indicated that the practice should 
be employed in the design of almost 
every inservice program. These prac 
tices were items 1, 4, 7, 9, 19, 29, 34, 
and 38. Practitioners reported seven ad 
ditional essential practices: items 3, 5, 
13, 15, 25, 26, and 30.

Strong positive support was also 
found for 'the ten assumptions the 
RPTIM Model is based on. Well over 
90 percent of both the practitioners and 
professors agreed or strongly agreed with 
all of the assumptions except that "the 
school is the most appropriate unit of 
change, not the district or the individ 
ual." While about three-fourths of the 
professors agreed or strongly agreed with 
this assumption, only a little more than 
half of the practitioners agreed with it.

Since there appears, with limited ex 
ception, to be such strong support for 
these assumptions and practices among 
practitioners (NSDC) and the professors 
(COPIS), and since there were some 
differences in the proportion of each 
group reporting varying degrees of sup- 

\ port, the mean differences between

?0

these two groups were tested on all 
assumptions and practices to determine 
whether either group reported stronger 
support for this model. Using simple t- 
tests and a significance level of .01, only 
two items revealed a statistically signifi 
cant difference in support between prac 
titioners and professors. These items 
showed that practitioners were signifi 
cantly more supportive than professors 
of (1) having staff development programs 
include plans for activities to be con 
ducted over a three- to five-year period, 
and (2) providing an opportunity for 
individual staff members to choose ob 
jectives for their professional learning. It 
should be remembered, however, that 
over 70 percent of the professors had 
supported the first practice and over 90 
percent had supported the second prac 
tice. The differences were in degree of 
support given by each group.

Factors Related to Commitment to 
the RPTIM Model
While the primary concern for the sur 
vey was to determine the face validity of 
the RPTIM Model practices, a second 
ary concern was to determine whether 
experiences, training, knowledge, and 
interests were related to commitment to 
these practices. To assess these relation 
ships, Pearson-Product Moment Corre 
lations were run between each of the 
practices and the respondents' number 
of years in their current position; esti 
mated percentage of time spent design 
ing, delivering, and evaluating staff de 
velopment programs; extent of interest 
in staff development; current knowledge 
of inservice practices in schools; extent 
of interacting with school personnel 
who plan, deliver, and evaluate inser 
vice programs; extent of interacting with 
school personnel who plan, deliver, and 
evaluate inservice programs; extent of 
personal work in schools, planning, de 
livering, and evaluating inservice pro 
grams; extent of interaction with central 
office personnel, building administra 
tion, teachers, and so on to plan, deliv 
er, and evaluate inservice; and extent of 
formal and informal training in staff 
development.

It would appear that the more practi 
tioners were interested in and worked 
with inservice, especially in collabora 

tion with principals and teachers, the 
more positive they were about the mod 
el. An examination of the significant 
correlations (.05 level or above) suggests 
that practitioners' commitment to the 
practices was related to the percentage of 
work time they gave to the design, 
delivery, and evaluation of inservice 
(significant correlations with Practices 
9, 15, 22, 24, 28, 30, 32); extent of their 
interest in inservice (Practices 7, 11, 15, 
17, 19, 21, 25, 29); and extent of their 
work with principals (Practices 3, 5, 7, 
9, 12, 28, 32, 35, 36) and teachers 
(Practices 2, 4, 5, 10, 11, 22, 24, 26, 
28, 35, 36) to plan, deliver, and evalu 
ate inservice programs.

For professors, the more they worked 
with personnel who plan, deliver, and 
evaluate inservice, carried out similar 
activities themselves, and perceived 
themselves as knowledgeable about in- 
service practices in schools, the more 
positive they were about the model. 
Professors' commitment to the 38 prac 
tices was related to their current knowl 
edge about inservice practices in schools 
(Practices 1, 3, 19, 20, 21, 23, 33, 37, 
38); the extent to which they interact 
with school personnel who plan, deliv 
er, and evaluate inservice programs, 
(Practices 8, 15, 16, 20, 21,22, 25, 26, 
33, 34, 37); and the extent to which they 
personally work in schools planning, 
conducting, and evaluating inservice 
programs (Practices 8, 14, 15, 16, 20, 
21, 22, 25, 26, 27, 30, 32, 33, 34, 37, 
38).

Some Closing Thoughts
Based on the high degree of support for 
the practices and assumptions of the 
RPTIM Model, we can conclude that 
this five-stage approach to staff develop 
ment does have face validity. It de 
scribes what a group of experts in the 
area of staff development believe ought 
to be operational practice when plan 
ning, delivering, and institutionalizing 
the results of inservice programs. Thus, 
we now have a framework that addresses 
the problems, recommends guidelines 
and characteristics of effective inservice 
programs, and provides us with what we 
needed so badly, a comprehensive, sys 
tematic process for staff development.

Those of us concerned with designing 
effective staff development need to begin 
to use this mode! to move beyond opin-
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ions; to determine what really does work 
in school settings. We need to find out 
what is required to implement the five 
stages (such as personnel, time, and 
funds) Only through direet application 
of the RPTIM Model will we he able to 
determine its effectiveness.' 1 EL

'Fred H. Wood, Stcvcn R Thompson, 
and Sister Francis Russell. "Designing Effec 
tive Staff Development Programs." in S taff 
Development/Organization Development, 
cd. Betty Dillon-Pcterson (Alexandria, Va.: 
Association for Supervision and Curriculum 
Development. 1981).

; ll)id
'Ibid

'"The Survey of Effective Staff Develop 
ment Practices" is an instrument developed 
and validated as part of a dissertation con 
ducted by Steven R. Thompson in the spring 
and summer of 1981 It is available upon 
request from the author.

'These two professional organizations rep 
resented a national sample of professors 
(COPIS) and practitioners (NSDC) with ex 
pertise in the area" of staff development. The 
50 COPIS members had a major commit 
ment to research, teaching, and service in 
the area of supervision and professional de 
velopment The ?78 NSDC full members 
were all actively engaged in planning and 
conducting staff development programs for 
school personnel as part of their current job 
responsibilities.

'"l/D/E/A/'s Secondary School Improve 
ment Project is currently field-testing a 
school improvement project using an ap 
proach very similar to the RPTIM Model; 
with the results of their work, and that of 
other educational institutions, \ve hope to 
begin seeing more effective staff development 
practices in education

What Is Staff Development?
More and more, authors use the terms 
staff development and inservice educa 
tion interchangeably. They either 
equate the terms or fail to note the 
distinctions between the two. 

I would like to suggest that:
Staff Development is the totality of 

educational and personal experiences 
that contribute toward an individual's 
being more competent and satisfied in 
an assigned professional role.

Inservice education is but one of the 
several functions of staff development.

Based on these definitions, the func 
tions of a staff development program 
should be:

• Inservice education—improving 
skills; implementing curricula, proce 
dures; expanding subject matter 
knowledge; planning and organizing 
instruction; and increasing personal ef 
fectiveness

• Organization development—build 
ing program climate; solving prob 
lems; increasing communication 
among staff members

• Consultation—conducting work 
shops; assisting with building staff de 

velopment, implementation, and eval 
uation; assisting with administrative 
planning

• Communication and coordina 
tion—assisting with inter-building 
communication; organizing and pro 
viding information about resources; 
assisting with communication between 
administration and staff; providing 
central coordinating service

• Leadership—providing sugges 
tions for new curricular, instructional 
approaches; informing about innova 
tive approaches; identifying problems 
and suggesting solutions; researching 
ideas for evaluating practices and pro 
cedures; providing assistance with in 
novation processes

• Evaluation—conducting needs as 
sessments; evaluating resources; eval 
uating staff development efforts.

—E. LAWRENCE DALE
Director of Personnel
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New? THE SCHOOL PRIN 
CIPAL AND SCHOOL DESEGREGA 
TION edited by George W. NoWH and 
Bill (ohnston. Contributors analyze 
situations faced by school principals 
involved in school desegregation. Ar 
ticles cover, among other topics, the 
establishment of a magnet school, 
reassignment of principals and staff, 
management of student desegrega 
tion, and how classroom spatial envi 
ronments affect social interaction. "62, 
about $21.75

New! THE ELEMENTARY PRIN 
CIPAL'S ROLE IN SPECIAL EDUCA 
TION by (eremy |on Lfetz and Marine 
Towle. This text is designed to help the 
school administrator not trained in ex 
ceptional education to understand, 
supervise, and improve special educa 
tion programs. Chapters cover long- 
term policies and objectives; transpor 
tation; staff selection; supervision and 
evaluation of staff, students, and pro 
grams; record maintenance; budget; 
and other topics. 32, about $73.95

New! L EGAL CONSIDERA 
TIONS IN THE ADMINISTRATION 
OF PUBLIC SCHOOL PHYSICAL 
EDUCATION AND ATHLETIC PRO 
GRAMS by Don E. Arnold. This legal 
reference will enable school ad 
ministrators and physical education 
staff to better understand their legal 
rights, privileges, and responsibilities 
in administering physical education 
and athletic programs. Chapters ex 
amine, among other subjects, the law 
related to physical education, fun 
damental concepts of liability and 
negligence, tort liability, and protec 
tion from severe financial losses. "82, 
about $28.50

CURRICULUM PLANNING ON THE 
LOCAL SCHOOL OR DISTRICT 
LEVEL: A Guide for Committees or 
Individuals by Paul Westmeyer. The
content of this curriculum develop 
ment guide encompasses theory but 
emphasizes practical matters. It is ap 
plicable to all educational levels. 
Establishment of the rationale, analysis 
of needs, setting goals and objectives, 
content preparation, activity design 
and presentation, individualization, 
and evaluation all are detailed. "81, 
$24.75
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