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ABSTRACT

Using ethnographic research methods, this study examined a group of elementary
teachers’ immediate and past perspectives on professional development based on their
personal experiences. The study explored the teachers’ conceptions of education and
professional development. It analyzed the teachers’ specific professional development
needs and situations and attempted to provide some insights into what they bélievéd is

occurring in one British Columbia school district.

The guiding research question was: Does professional development enhance
teacher education? All of the teachers interviewed firmly believed that their professional
development endeavors did enhance their education. The guiding research question was
followed by interviews which centered upon four sets of thematic questions dealing with

education and professional development.

The results of these interviews provided the ﬁndings that: education was defined
on a personal level, separate from the teachers’ jobs, and professional development was
defined as inservice or training. The teachers seemed to equate professional development
with workshops / courses and thus, failed té realize the scope and options which ‘were
possible to them as various forms of professional development such as: networks,
collaboratives, district / university partnerships, teacher as researcher and practical inquiry.
Teachers seemed unaware of the latest professional development innovations which may

signify that they may not be accessing educational journals or professional libraries.
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Overall, it was evident that the teachers interviewed needed and wanted to engage in
collective experiences that would reflect in their practice and would not be limited to

curricular inservice.

This study provides insights about teachers’ professional development and in turn
their conceptions of education. Building on the study, researchers might explore a number
of research questions, including: Are there any criteria as to what counts as “good”
professional development? How can dialogues be established between the researchers and
the teachers? What needs to occur in order for a change to happen whereby the teachers’

visions become a reality so that they will be able to reflect on varied viewpoints which may

in turn change, enhance or validate their classroom practice?
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CHAPTER 1

INTRODUCTION TO THE STUDY

THE PROBLEM

The field of education is a dynamic one that is constantly being reevaluated both
internally and externally. Though some of the recent changes seemed politically rather
than educationally motivated, the individual teacher must remain current with the
innovations and incorporate them into his / her practice in a personalized manner in order
to improve their classroom for the students. Thus, teachers must have the opportunity to
choose and design their professional development in order to intemélize the innovations
and learn to adapt them in a style that is most effective. Though education involves
enabling the students to function within society it is up to the teachers to interpret what
this means. Though learning outcomes are, more and more, being mandated, the vehicles
through which they are delivered are not. Therefore, professional development should

provide teachers with the opportunity to reflect on their practice in a way that is consistent

with their beliefs about education.

Continuous development of all teachers is the cornerstone for improvement and
reform (Fullan, 1991, p. 315). Professional development and school development are
inextricably linked. Teachers’ professional development has been conceptualized as an on-

going, life-long endeavor, as “the sum total of formal and informal learning experiences

throughout one’s career from preservice teacher education to retirement” ( Fullan, 1991,



p. 326). Teachers’ professional development has been examined from different
perspectives, some looking at its relationship to teaching quality, school improvement and
student achievement, others at its policies and practicesl, yet others focusing on factors
that constrain and factors that enhance the opportunities for professional development (for
example, Hargreaves & Fullan, 1992; Joyce & Showers, 1995; Hammond & McLaughlin,
1995; Lieberman, 1995, Richardson, 1994; Cohen & Ball, 1990; Lieberman & Miller,

1990; Zeichner, 1991).

The above mentioned studies examine teacher professional development in a
context of educational change. They acknowledge the fact that professional development
for teachers must be reformed along with other educational reforms. They analyze those
factors that provide new and alternate means of successful teacher professional
development, and those factors which confine them. However, there is a need for a study
which will delve into teacher’s thoughts in order to determine their conceptions, attitudes
and idealizations of education through professional development. This short term study
examines teachers’ immediate, and past, perspectives on professional development based
on their personal experiences. It is important to note that most of the teachers interviewed
seemed to view professional development as a set of programs / workshops rather than as
an ongoing process. TAhus, workshops, conferences, self directed inquiries etc. became
synonymous with professional development whether or not it developed the participant
professionally. This study analyzes teachers’ specific professional development needs and

situations and provides some insights into what is indeed occurring in the educational

system.




THE STUDY

The following sections describe the study under the headings: the purpose,

background, research questions, significance, method, and analysis of the study.

A. The Purpose of the Study

Professional development is referred to as “one of the most promising and
powerful routes to growth on the job, to combating boredom and alienation, to school
improvement, and to satisfaction , [which] has gotten a bad name due to poor experiences
of past inservice which were not relevant to meet all of the changes”(Fullan, 1991, p.
318). However, people still seem to pin their faith on its potential, probably because it
makes such obvious, intuitive sensé (Fullan, 1991). Yet, after any professional
development there never seems to be any kind of follow through as to its effectiveness.
Do teachers tend to return to their familiar ways of doing things, or to practice the new
ways privately so as not to expose their own inadequacies to peers and supervisors? Are
teachers more satisfied with their efforts and attempts to put ideas into practice when
there is a convenient source of help or when they are able to share in the event that
problems are encountered? Do teachers feel that they are lone innovators? Does
professional development contribute to accomplishing the t.eacher’s educational

intentions?

It seems ironic that a profe>ssion that is geared to major innovations in
methodology, to encourage students to learn material and to develop to their fullest

potential cannot seem to utilize these same principles to educate themselves. Basically,




professional development as it is now is mostly based on “do as I say” rather than “do
what I do”; whereas, optimum learning takes place through modeling, sharing of
experiences and through reinforcements within a time frame that varies from individual to
individual. For this thesis, the ideal model of professional development of teachers is
defined as ways to enhance and enable change through innovation in educational skills,

practices, and understandings.

The purpose of the study is to understand elementary teachers’ conceptions and
ideals about education and the role that professional development plays within it. It is a
short term project involving interviews with seven elementary teachers and discusses their
experiences, attitudes and beliefs on this topic. This study has implications for the
literature on teacher development and for the literature on educational reform. Its
significance is in enriching the knowledge about professional development practices of
elementary teachers, their perceptions of ideal models of professional development and

whether current research is evident in the manner of its delivery.

B. Background of the Study

British Columbia’s teachers have been faced with constant change within their
profession over the last few years. The Year 2000 ( B.C. Ministry of Education, 1990) was
a major change in education whose implementation began in the late 1980s. It altered

basic concepts that dealt with the learner and learning, curriculum, assessment and

evaluation. Before this program could be fully implemented a provincial election changed




the direction of the educational reforms. The Year 2000 name was dropped and aspects
of it were replaced with other modifications, especially those that dealt with evaluation.
Aspects dealing with curriculum were also reevaluated and the Integrated Resource
Packages, known as IRPs, were mandated in 1995. The IRP is a functional overview
document that provides some of the basic information that teachers require in order to
implement a course such as Science, Math and Personal Planning (B.C. Ministry of
Education, 1995). A common feeling amongst teachers was that just when they felt
comfortable with a new policy, the ministry made another change. The expectations for
reform became confused with conflicting expectations, mixed messages and chaos
(Wideen, 1994, p. 1). Teachers have to find Ways to personalize the changes and interpret
them in a manner that will enhance their abilities as teachers in their classrooms. This
study tries to understand the degree to which this is accomplished through professional

development.

C. The Research Question

The purpose of this study is to understand teachers’ conceptions and idealizations
about education and the role that professional development plays within it. The research
questions focus on the complex and significant concept of teachers’ professional
development. The following question will guide the research: How does professional
development enhance teacher education? This research question will be addressed by

examining the form and content of the responses from the interviews. The interviews are

centered around the following thematic questions:




1. What does education mean to you? What does professional development
mean to you? How are they connected?

2. What is the purpose of professional development? Do you feel that the
professional development available to you today addresses your
concerns and interests in education? Explain.

3. Describe your best and worst professional development experience. Why
do you think it was effective or ineffective?

4. Do you agree with this statement, “studies show that most professional

development activities do not lead to change in practice.” Why or why
not?

D. Significance of the Study

Many of the studies about change processes or reform within schools tend to refer
to the need for teachers to rethink their own practice and for teachers to move away from
the conventional, unconnected way of learning through direct teaching to learning bdth
inside and outside of schools by being involved in individual, collegial and communal
learning (Hammond & McLaughlin, 1995; Lieberman, 1995). Moreover, many existing
studies describe the difficulties and complexities of bringing about change within the
school and end up by summarizing the factors that need to be taken into account
(Hargreaves & Fullan, 1992; Fullan, 1991; Joyce & Showers, 1995; Richardson, 1990,
Lieberman, 1992; Hammond, 1993). However, because these factors are intercbnnected,
simply identifying these factors and attempting to take them into account has not always
resulted in effective changes. The focus of the research pertaining to change has moved
from viewing teachers as recalcitrant and resistant to change to examining the structure of

the organization and personal attributes of teachers that affect whether or not they

implement new practices.




This study has implications for the literature pertaining to teachers’ conceptions of
professional development and education, since it identifies the teacher’s conceptions of
professional development and the role they play in contributing to the teacher’s
educational intentions. Studies make reference to clashing policies, layered dictates,
competing paradigms and the shortchanging of resources (Hammond, 1992; Wideen,
1994). Other studies promise models for connecting school renewal and the reform of
teacher education through teacher as researcher, school / university partnerships and
| collaboratives / networks (Lieberman & Miller, 1990; Lieberman, 1992; Lieberman and
McLaughlin, 1992). Based on seven teacher’s conceptions, perspectives and attitudes
about professional development, the analysis of the data extends the above mentioned
notions further by trying to understand the degree to which actual teachers’ are or are not
showing evidence that the current research is being actualized within the classroom in a

manner which effects the students.

E. Research Methods

This case study describes elementary teachers’ conceptions, issues and concerns
about professional development. This qualitative research consists of one primary method
of data collection - interviews. The participants were interviewed once and the interviews

were tape recorded. In this study, the researcher was the interviewer.



The site of the study was the School District #75 (Mission), which is located in a
small rural area of British Columbia, Canada. Actual interviews took place at the

teachers’ preference of time and location.

F. Data Analysis

The tapes from the interviews were transcribed and analyzed. The analysis of the
data were based on grouping and coding the transcripts according to common themes.
Groupings may change as new categories emerge. Decisions about the coding ahd
grouping were made on the basis of the literature about teachers’ professional
development. To avoid bias and misinterpretation of the data and to verify the categories

and themes the participants were asked to respond to early drafts of the thesis.

ORGANIZATION OF THE CHAPTERS

There are five chapters in this study. The first three chapters lay out the
foundation upon which the study was based. They include the introduction (Chapter
One), literature review (Chapter Two), and methodology (Chapter Three). Chapter Four
focuses on the teacher interviews. It examines and analyses the personal perspectives of
the participants. Lastly, Chapter Five discusses the conclusions and recommendations of
this study, and suggests implications for further research‘ about teachers’ professional

development.



CHAPTER 2

LITERATURE REVIEW

This chapter examines three bodies of literature which pertain to teachers and
learning. The first deals with why teachers have to learn. It focuses on a background of
understanding education through professional development, the Year 2000, shifts in
education and establishing provincial goals through IRPs. The second deals with how
teachers learn. It focuses on established models of teacher development and includes the
following sections: effective vs. ineffective education efforts, supports for teacher
learning, opposing school reform theories, funding cutbacks, teacher knowledge and skill
development models, understanding how professional development occurs and what
affects it. Finally, the third section deals with changes that would enhance the ways that
teachers could, and some feel should, learn. This section redefines the structure of teacher
learning into two general models - the teacher as researcher and networks. The teacher
as researcher model also includes practical inquiry. The network model also includes peer

coaching and mentoring, collaboratives and partnerships.
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WHY TEACHERS LEARN: EDUCATIONAL CHANGE AND CHALLENGE

A. Background

Education is not a static discipline, rather it is a normative concept dependent on a
particular society. Education
. is concerned with the sort of learning that a person
requires qua person and not just in some specific capacity.
It will consist in the development of those forms of
awareness and skills which he/she will require generally in
facing the various facets of the human condition in the
natural, interpersonal, and socio-economic worlds which he
has to inhabit.
(Peters, 1983, p. 42-43)
Thus, the purpose of educating children involves “initiating the young into sharing the
norms, values, and commitments that govern social life and determine both the distinctive
identity of the group and of the individual within it” (Egan, 1992, p. 642). Furthermore,
“education is really about how best to live in our society and therefore, is inevitably
concerned with questions of worth and value” (M.A.S.S. Discussion Paper, 1991, p. 3).
Society sets the expected norms and educators interpret them. Moreover, the concept of
education can also be viewed as
... the provision of means to fellow human beings enabling
them to structure their experience in ways that continually
enlarge knowledge, reasonable belief, understanding,
autonomy, authenticity, and sense of place in the past,
present, and future of the human race.
(Fenstermacher, 1986)
Basically, as Kieran Egan (1992, p. 642) so succinctly puts it, “education is ... a rather

messy concept.” This “messy concept” is what teachers are expected to deal with on a

daily basis and thus, they must be able to define and redefine, for themselves, what
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education means. This study focuses on one manner in which to do this - professional

development.

To fulﬁll the notion of education, teachers are constantly learning. According to
theorists, in order to educate students, teachers need to: (a) socialize students to
prevailing social norms and values (Durkheim, 1956), (b) énsure that students accumulate
significant knowledge to attain a truer view of the world and experience (in Egan, 1992)
and (c) fulfill the potential of each stage of life in accord with ones natural development (in
Egan, 1992). Further, in order to be effective, teachers need to keep themselves current
in the many different educational practices that occur simultaneously with change. In order
to personalize the manner in which the changes occur within their own classrooms,
teachers also need to choose and design their professional development. Educational
changes may be mandated by the ministry of education and the school board, but the
manner in which they are delivered is not. Thus, professional development provides
teachers with the choice, and that choice is based on the teacher’s notion of education

both of their students and of themselves.

The province of British Columbia has undergone tremendous educational changes
in the last few years which teachers have had to adapt to with varying degrees of success.
Between 1987 and 1988, Sullivan (B.C. Ministry of Education and Sullivan, 1988)
conducted the Royal Commission study and The Report of the Royal Commission on

Education was published. This report, based on information gathered from students,

parents, teachers, administrators and ministry officials, presented a mission statement:
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“the purpose of the British Columbia school system is to enable learners to develop their
individual potential and to acquire the knowledge, skills, and attitudes needed to
contribute to a healthy society and a prosperous and sustainable economy” (B.C. Ministry
of Education, 1989, p. 6). This report contained 83 recommendations on how the
education system could be improved and provided the impetus towards the changes which
are still being made in the educational system in British Columbia today. The response to

the Sullivan report is the Year 2000.

B. The Year 2000

Wideen (1994) states that the Year 2000: A Curriculum and Assessment
Framework for the Future was a program based on a progressive philosophy of student-
centered learning based upon the Sullivan Report (which became a ministry directive in
1988). Though some would argue that the Year 2000 was not entirely reflective of the
Sullivan Report, the argument became moot with a change of government in the spring of
1994. The Premier of the province, Mike Harcourt, called for a ‘back to the basics’ move.
This was yet another. shift in government notions of wha‘tbeducation is. Though the whole
premise of the Year 2000 was not totally ignored, many changes occurred when the name
was dropped. For instance, instead of just reporting to parents through detailed anecdotal
accounts of student progress in a report card, letter grades were also added for grades 4-7
in the elementary program. Thus, the extensive feedback from teachers, parents and
ministry officials, which had been “diluted” from the Sullivan Report by the Year 2000,

was now further altered in order to appease the voters. The changes which many districts
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~ had begun to implement were canceled and new changes emerged. Just as the notions of

education varied, so did the curriculum changes. Wideen (1994) makes reference to one
Coquitlam teacher who took the time to document 26 proposed éurriculum changes
coming from the Ministry and the district in a single year. Wideen states that Ministries of
Education change their perspective on reform to suit the politics of the day; an emphasis is
placed on progressive education one year and back to the basics the next. Consequently,
teachers are unsure of what educational changes to implement since any upcoming
elections may once again be followed by educational changes. Thus, teachers also feel the

need, more so than ever, for training to keep current with the educational directives.

C. Shifts in Education

Today in British Columbia, shifts in education and conflicting pressures are
occurring simultaneously. These contradictory messages may be confusing to teachers
due to the different notions of education. According to Wideen, teachers and principals
may be left frustrated and angry; however, this does not deter outsiders from attempting
to reform schools again and again (p. 2). Today, pressures for change have taken on more
serious overtones as nations struggle with difficult social and economic problems. Wideen
argues that in the 1960s there was a perceived need for more scientists for the space race.
Just as the ‘curriculum reformers’, who based their reforms on political grounds did in the
1950s and 1960s, governments and the corporate sector today in the 1990s express the
concern that Canada is in economic crisis and that the solution lies in better education

(National, 1991). The curriculum packages that emerged in the ‘50s and ‘60s provided
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new ways and new models of teaching in selected curriculum areas;, however, they did not
solve problems that faced teachers (Wideen, 1994, p. 12). Today, ‘curriculum reformers’
perceive a need to make our nation competitive by producing skilled workers to run the
economic machine and high paying workers who will consume the products produced.
Wideen claims that Western countries need to compete in a global market place and

schools must provide the work force to fuel it (p. 6).

Hence, school improvement had to occur which valued having teachers ‘own’ the
process of reform. Wideen (1994, p. 7) asserts that “schools would improve from within
as those within them began to undersfand the milieu in which they worked, identified
problems within it, and began to solve those problems.” These changes are predicated on
a shift in power from those at the top to principals and teachers on the bottom. Yet, the
changes proposed by the B.C. Ministry of Education occurred without any such

ownership.

D. Establishing Provincial Goals Through IRPs

To try to once again involve teachers in the educational reform process numerous
draft versions of IRPs for field-testing and discussion were distributed to B.C. teachers by
the Ministry.. Teachers were “invited” to respond to the documents by sending in their
ideas and suggestions for improving B.C.’s education system based on their personal
notions of education. Some examples of these documents, which came out between 1990

and 1994, are: a handbook for educators entitled Criterion-referenced Evaluation:
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Getting Started, two volumes of f hinking in the Classroom: Resources for Teachers,
Evaluation handbooks and Reference Sets for Reading and Writing, Guidelines for
Student Reporting, Guidelines for The K-12 Fducational Plan, etc. In June of 1995, the
Integrated Resource Packages known as IRPs for Mathematics, Personal Planning and
Science were distributed to every teacher in British Columbia. The IRP is a “functional
overview document that provides some of the basic information that teachers will require
in order to implement the course” (Ministry of Education, 1995). The documents consist
of
1) provincially prescribed learning outcomes, 2) suggested instructional strategies for
achieving the outcomes, 3) suggested assessment strategies for determining how wéll
students are achieving the outcomes, and 4) provincially recommended learning resources.
.
In 1996, the province will distribute Integrated Resource Packages for the remaining
school subjects. This new concept of education is followed with provincially - mandated
curriculum and methods of instruction which are designed for British Columbia’s teachers
to implement in their classrooms within a defined timeline. One of the purposes of the
IRPs is to “set” a curriculum that will standardize learning outcomes throughout the
province, whereas before, much of the curriculum was left to the teachers’ discretion.
Now, the choice had become mandated and many teachers past curriculums had to be
totally revised. Teachers had been expected to comment and collaborate on these
directives yet when the final documents were distributed, very little revision had been
done. These contrasting expectations, which are often proposed simultaneously, provide

very mixed messages. Wideen (1994, p. 12) states that “most reforms have been

unmanageable [and] most have not worked.” His advice is to not take proposals for
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reform that come from high places too seriously; rather, to take seriously personal notions
of reform and build on that. Before the implementation of any reform there is a need to

establish provincial goals.

One of the rationales for establishing provincial goals, such as the IRP directives,
was the belief that “schools can be made to improve if standards are set and incentives
established that force school employees to pay attention to them” (Hammond, 1990). This
line of thinking assumes that problems exist either because educators don’t have precise
enough targets to aim for, because they aren’t trying hard enough, or both. Hammond
claims that the problem is not that educators lack direction and will, but ... “that they work
within a dysfunctional organizational structure that has made inadequate investments in

the knowledge and tools they need to address students’ needs” (p. 287).

Furthermore, Hammond (1993) proposes that this century’s movement into a high-
technology Information Age demands a new kind of education and new forms of school
organization. Since the world is changing, B.C. students need to be trained in the area of
high technology, such as computers and robotics, in order for our country to be able to
compete with global markets. Hammond points out that the teacher’s job is no longer to
“cover the curriculum” but to enable diverse learners to construct their own knowledge
and to develop their talents in effective and powerful ways (p. 754). Hammond notes that
policy makers are devising efforts to develop the capacity of schools and teachers to be
responsible for student learning and responsive to student and community needs, interests,

and concerns. Even though the philosophy behind the new educational changes was based
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on those of the Year 2000 which support Hammond’s beliefs, the structure of the IRPs

shift the teacher’s responsibility to, once again, “cover the curriculum.”

In order to meet both the philosophical and practical sides of British Columbia’s
trends in education teacﬁers must have available the edﬁcational opportunities that will
provide them with the understanding and tools so that they can adopt a more complex
approach to teaching, one which “requires that feachers combine deep knowledge of
subject matter and a wide repertoire of teaching strategies with intimate knowledge of
student’s growth, experience and development” (Shulman, 1987). Furthermore, this on-
going education of teachers must model the methods that they themselves will use to teach

others.
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HOW TEACHERS LLEARN:

ESTABLISHED MODELS OF TEACHER DEVELOPMENT

The purpose of maintaining professional development for teachers is to provide an
avenue for teachers to develop their notion of education. Some may argue that
professional development is solely to keep the teachers current with the training which
focus on how students’ needs must be met. The student as a learner is the key, according
to Joyce and Showers (1995). They see the teacher’s work as “interacting with students
so that learning and development occur, and student learning is at the heart of professional
interaction” (p. 68). Professional development should help teachers understand the notion
of education that they are using. This is one of the most important reasons for

professional development.

Lieberman and Miller (1990) define what they mean by professional development;
they see the teacher as a “reflective practitioner” about education, someone who has a
tacit and formal knowledge base and who then builds on that knowledge base through on-
going inquiry and analysis, continually rethinking and reevaluating values and practices.
By teacher development they mean “coﬁtinuous inquiry into practice” about education,
the renewal of schools and in effect, culture building (p. 107). Thus, teacher development
is an on-going process, not one scheduled and resolved in a single workshop. Hammond
(1993) defines professional development as a type of practitioner knowledge that can
inform teacher’s judgments in complex situations. She claims that such knowledge can be

sustained by investing in on-going professional development. Fullan (1991, p. 326)
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defines professional development as “the sum total of formal and informal learning

experiences throughout one’s career from preservice teacher education to retirement.” He
states that professional development is change - in learning materials, in skills and
practices, in thinking and understandings - development, and improvement. The impact of
professional development depends on a combination of motivation and opportunity to
learn. In addition, Fullan claims that “there is no single strategy that can contribute more
to meaning and improvement than on-going professional development” (p. 318). All of
these definitions express a need for the teacher’s on-going professional development to be

one of thinking about what they mean by education.

A. Effective / Ineffective Education Efforts

District policy makers seemed to believe that somehow, without training, teachers
and administrators will have developed a wide range of strategies to accommodate
students’ learning styles (Joyce and Showers, 1995). Continuous development of all
teachers is the cornerstone for meaning, improvement and reform. Yet, if the professional
deveiopment of teachers is the key to school improvement then why do most programs fail
(Fullan, 1991)? According to Fullan (1991), the general endorsement of in-service
education means nothing without an accompanying understanding of the characteristics of
effective, as compared with ineffective, in-service education efforts. Lieberman and Miller
(1990, p.106) state that the term in-service education has come to be synonymous with
training and implies a deficit model of teacher training. “Nothing has promised so much

and has been so frustratingly wasteful as the thousands of workshops and conferences that
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led to no significant change in practice when teachers returned to their classrooms”
(Fullan, 1991, p. 315). 4This was evident within British Columbia during the years
previous to the implementation of some of the aspects of the Year 2000. Fullan
summarizes the reasons for in-service failure: ineffective one-shot workshops, topics
which are not teacher selected, little follow-up support for ideas and practices, infrequent
evaluation, rarely addressing individual needs and concerns and a profound lack of any
conceptual basis in the planning and implementing of in-service programs that would
ensure their effectiveness (p. 316). Fullan’s findings could be easily applied to the

inservice provided currently within the B.C. school system to address the many changes.

B. Support for Teacher Learning

Nelson and Hammerman (1995) and Hammond and McLaughlin (1995) propose
that “teachers are required to teach in ways that they may have never taught before and
perhaps may never have experienced as students,” as well as having “to rethink their own
practice” in areas such as student evaluation and reporting to parents in order to match
their notion of education. Implementing the changes successfully depends on the teacher
“accomplishing the serious and difficult tasks of learning the skills and perspectives
assumed by new visions of practice and unlearning the practices and beliefs about
students and instruction that have dominated their professional lives to date” (Hammond
and McLaughlin, 1995, p. 597). Hammond and McLaughlin feel that despite the facf that
teachers need to: (1) have support in acquiring new skills or ‘knowledge, (2) reflect

critically on their practice and (3) “fashion new knowledge and beliefs about content,
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pedagogy and learners” (Prawat, 1992) few occasions and little support exist in the
teachér’s environments for such professional development. By having support, reflecting
on practice and fashioning new knowledge / beliefs teachers are better able to understand
the notion of education that they are using. Unfortunately, there is no convenient source
of help or sharing when problems are encountered (Fullan, 1991). These needs are not at
all met through set workshops and training sessions which are the traditional cornerstones
of professional development. The three listed needs are crucial, yet missing from the

system.

The effort to reform British Columbia’s schools requires a variety of practices that
would support teacher learning. Hammond (1993) makes two assumptions about the best
way that teachers learn, either thrdugh direct instruction by outsiders or through their own
invo]vément in defining and shaping the problems of their practice through their notions of
education. Teachers learn in the same manner that students learn. For instance, we need
to model the ways that we understand about how students learn, meaning that students
learn by: seeing, hearing, discussing and doing. Resnick (1991) provides evidence that
learning theorists and organizational theorists are teaching us that people learn best
through active involvement and through thinking about and becoming articulate about
what they have learned. If this is the case, then what about high school students who are
still being taught through a lecture format? Also, why is this not occurring in most
professional development? In order to learn in this way, more time must be incorporated

into professional development for the various learning styles to be utilized collectively.
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C. Opposing School Reform Theories

Hammond (1992) acknowledges that there are different school reform theories
which are working simultaneously. One theory focuses on tightening the control of the
system by adding more direction through courses, tests, directive curriculum, standards
and sanctions. This approach assumes that there is a lack of focus, direction and effort on
the part of school personnel, rather than a lack of knowledge, capacity, or organizational
support for developing alternatives (Hammond, 1992, p. 22). Standardized grading and
standardized tests are developed to match the curriculum. This theory reflects the changes
which are currently occurring in British Columbia regarding the new IRPs (Instructional
Resource Packages). Yet, another theory proposed by Hammond states that “effective
teaching techniques will vary for students with different learning styles, with differently
developed intelligence’s, or at different stages of cognitive and psychological
development; for different subject areas; and for different instructional goals” (p. 757-
758). She notes that far from following standardized instructional packages, “teachers
must base their judgments on knowledge of leaming theory and pedagogy, of child
development and cognition, and of curriculum and assessment” (Hammond, 1993, p. 758).
What is missing from her proposal is the fact that te'.achers base their judgments on their

notions of education. Thus, professional development must reflect these areas.
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D. Funding Cutbacks

Meanwhile, capacity building mechanisms such as staff development programs,
professional development, support for school innovation and networks are experiencing
funding cutbacks. Hammond (1992) provides evidence of state budget cutbacks when she
describes the teacher centers of New York state’s professional development capacity
which were nearly eliminated. A similar situation exists in British Columbia where
“ambitious and well-intentioned reforms are under way while programs that provide the
capacity for people to learn new practices are cut back” (Hammond, 1992, p. 22). For
instance, budget cuts have eliminated the Mission School District’s teachers’ Resource
Center and reduced the availability of a mentor program in 1994. How are B.C. teachers
supposed to remain current with the continuous educational changes when funding for

professional development is not a priority?

Funding for professional development in B.C. schools has also come from site-
based grants; however, site-based management and decision making require highly
educated and well-prepared teachers who can make sound decisions about curriculum,
teaching and school policy (Hammond, 1992, p. 754). Teachers must be given the
opportunity to examine their notions of education and to discuss their educational
intentions with their colleagues. This will enable them to make sound decisions. Thus,

professional development must come from the teachers themselves. Top-down directives
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are based on the presumption that teachers cannot be trusted to make sound decisions
about curriculum and teaching (p. 755). Thus, if Hammond’s view of the learning process
is to come about, the model of professional development that is in place in British
Columbia must change. Currently, teachers are expected to change their beliefs,
knowledge, and actions as a resuit of a change process that consists primarily of the
issuance of a statement and the adoption of new regulations (p. 756). Bﬁt does this

actually happen?

E. Teacher Knowledge and Skill Development Models

Teacher knowledge and skill development was the focus in most of the established
models because they are training models. Hargreaves and Fullan (1992) claim that “in
some people’s eyes these are not part of the solution to improving our schools, they are a
part of the problem.” They provide four criticisms of this approach. (1) knowledge and
skills are usually imposed on teachers on a top-down basis by ‘experts’ from outside their
own school. Hargreaves and Fullan maintain that (2) teachers view top-down reform as a
problem of undue confidence and certainty that is often invested in the ﬁﬁdings of
education research. Furthermore, (3) overconfidence in the research / skill based training
approach to teacher development forecloses teacher’s disagreement on the methods to
which they are exposed and (4) they tend to overemphasize particular aspects of teacher
development (p. 3-6). Yet, Hargreaves and Fullan do not discount the knowledge and
skills approach to professional development as being totally ineffective because they feel

that it is an important component of the teacher development process. They propose three
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components to promote the knowledge and skills approach. The first component would
see that resources are invested more in skill development than in personal growth. They
do not mention the fact that resources should be invested in helping teachers understand
the notion of education that they are currently using which, in turn, leads to growth and
personal development. The second would ensure that staff development resources are not
disproportionately allocated to trainers rather than learners. The third would see that
knowledge / skills based training would tend to concentrate staff development on school
subject and curriculum areas. Professional development is not teacher training, it is giving
teachers the opportunity to develop and reflect on a practice that is consistent with their
‘beliefs about education. Hargreaves and Fullan note that critical reflection takes time and
encouragement. Creative experimentation with instruction and improvement may be
unlikely if changes are implemented from the outside by a heavy-handed administrator.
Richardson (1992) reminds us that most teachers have been participating in top-down
educational processes for most of their lives. Thus, some have become jaded and view
professional development as a waste of time. Hargreaves and Fullan (1992) summarize by
stating that skills-based, top-down directed staff development “consumes too much time,
energy and resources within teacher development as a ‘whole” (p. 6) and that other

solutions must be sought.




26

F. Understanding How Professional Development Occurs and What Affects It

Raymond, Butt and Townsend (1992) argue that in order to begin to facilitate
teacher development it first must be understood as to how it already occurs. This involves
addressing a number of value questions that deal with education, such as:

* What are the major substantive sources of teacher development?

* What helps or hinders changes and growth in teachers?

* What events, contexts, conditions and relationships have a telling impact on
teachers professional knowledge and practice?

* How can we foster teacher development in a way that allows for healthy
individuality as well as collegiality?
(Raymond, Butt and Townsend, 1992, p. 150).
Raymond, Butt and Townsend fail to explain what they mean by some of the concepts that

they use, such as: “development”, “growth”, “impact” and “healthy.” These terms need

to be further clarified.

Jackson (1992, p. 64) also provides for ways in which professional development
occurs. The first he calls “the way of know-how.” This is when someone tells teachers
how to teach or teach better than they’re presently doing, advice that says ‘do this’, ‘don’t
do that’, ‘do this rather than that’, with a lot of good advice coming from other teachers in
the form of tips and suggestions. The second he calls “the way of independence”
(empowerment). This is where freeing teachers to function as relatively autonomous
professionals increases independence (p. 65). The third he calls “the way of role
accommodation.” This is an area which many teachers deem important, but very 1itt1¢ is

done about it. This method focuses on relieving teachers of psychological discomfort by
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helping them come to terms with the demands of their work and allows them to handle the
psychological stresses of their work. It involves giving teachers encouragement, support,
sympathy, respect and, in extreme cases, therapy (p. 65). Upon talking with teachers they
mentioned that they very rarely receive encouragement or support. Many felt that they
were on their own. The fourth strategy of teacher development he leaves unnamed
because he has difficulty coming up with an exact term. He describes this one as helping
teachers transform their visions so that they can see more than they did. It is an attempt to
deepen and broaden their insights (p. 66). That is what some would call ‘education’ or
perhaps informed learning, which is an important reason for professional development.
These strategies are sound and appear to be ideal in order to facilitate a teacher’s
individual development. However, professional development continues to be “workshops
and in-service” with little or no time given for teachers to develop their personal notions
of education. These strategies may also be impractical due to the province’s on-going
cuts in educational spending. In order to facilitate teacher growth, it is evident that there
must be an environment for people to share the understanding for the importance of

developing ones notion of education through professional development.

Hargreaves and Fullan (1992) also acknowledge that any implementation of
effective professional development cannot happen in isolation; there are various factors
that affect individual teacher development. These factors include items such as: shortage
of planning time, being away from class (which is difficult for peer coaches), meager
resources and supplies, restricted access to release time, the investment of money in expert

trainers rather than on those being trained and the provision for effective leadership to
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support and promote teacher development (p. 13-14). Hammond (1993) states that time
is rarely available for lesson / unit planning, for working with other colleagues on changes
in the school organization, for meeting individually with students or parents, for clarifying
personal notions of education and for working on the development of curriculum or
assessment measures - activities not coﬁsidered part of the teacher’s main job. Hammond
fails to mention that teachers also need time for other activities such as: marking, coaching
teams, running clubs, counseling students, resolving student conflicts, and fund raising.
Most importantly, teachers need time for talking and thinking about. education. In
informal discussions with teachers it was evident that they felt time constraints. From nine
to three o’clock teachers are teaching students in the classroom, so the only other times
available for other activities are early mornings, lunches or after school. Teachers often
feel overburdened with the many varied tasks that they are to accomplish in a given day.
Yet, in most cases the professional development that is offered to help teachers deal with

the factors stated above occurs in “one shot” workshops, workshops which many teachers

feel are inadequate.




29

ENHANCING TEACHER LEARNING:

REDEFINING THE STRUCTURE

Though individual teacher development can be considered a traditional form of
professional development, the current literature definitely changes the focus of how
personal teacher development should occur. No longer can effective professional
development occur with only a prescribed curriculum-based, ministry-mandated outcome.
This is due to the fact that past methods for enhancing teacher learning have proven to be
inadequate and unproductive. Rather, the literature concurs that the teachers themselves

must guide the development based on their notions of education.

According to Hammond and McLaughlin (1995, p. 598), professional development
has shifted from the old models of preservice or inservice training to creating new images
of what, when and how teachers learn. They feel that these new images require a
corresponding shift from policies that seek to control or direct the work of teachers to
strategies intended to develop schools’ and teachers’ capacity to be responsible for student
learning. Teachers need to work together, take ownership and reflect on their practice,
but most importantly teachers need to discuss their notions of education with their peers.
Hammond and McLaughlin (1995) state that the old notion of inservice training or.
dissemination (the top down models) should be replaced by possibilities for knowledge-
sharing and problem-solving amongst teachers in their daily practice. To serve teachers’
needs effectively, professional development must allow teachers to engage in cooperative

experiences in addition to provide teachers with the opportunity to “share what they
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know, what they want to learn and to connect their learning to the contexts of their
teaching” (Hammond and McLaughlin 1995, p. 599). Sharing their understandings of
education and working cooperatively will enable teachers to enhance their learning
through growth and improvement. Talbert and McLaughlin (1994) point out that teachers
are learning from “belonging to professional communities that extend beyond classrooms
and school buildings” such as: school / university collaborations engaged in curriculum
development, change efforts, or research, teacher-to-teacher and school-to-school
networks; partnerships with neighborhood-based youth organizations; and teacher
involvement in district, regional or national activities (Hammond and McLaughlin, 1995,

p. 599).

Teachers must be given the time and resources to participate in the various non-
instructional activities that are increasingly open to them. According to Zeichner (1991),
one way to do this is to provide teachers with time during the school day to engage in
non-instructional tasks. The non-instructional tasks would help teachers understand their
notion of education and assist them in accomplishing their educational intentions. All
efforts to develop professional development should; therefore, be judged by whether they
contribute to accomplishing teachers’ educational intentions. “Time is required for
teachers to undertake professional development as part of their normal responsibilities.
Time for teachers can only be bought by rethinking the ways in which schools are staffed,
funded and managed” (Hammond and McLaughlin, 1995, p. 603). Another way is to
educate the teachers who work in the schools for what will be educative for the students.

Zeichner (1991, p. 372) states that teachers “need to be provided with training that will
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enable them to assert their views in the face of claims of professional expertise.” Barth
(1990) notes that the relationships among the adults in a school are critical in determining
the character and quality of education for students in a school and have called for the
creation of collaborative work environments in public elementary and secondary schools

that encourage continued learning for adults as well as students.

Lieberman (1995) claims that by constructing a continuum of the actual practices
that encourage teacher growth and enhance teacher lee;rning, it can be seen that such a
continuum moves from “direct teaching” (i.e., district run workshops, districts hiring
consultants to help with “implementation”) to practices that involve “learning in school”,
to a variety of kinds of “learning out of school” at other settings. This change from
“teaching” to “learning” is significant because it implies that teacher development
opportunities must become integral to the restructuring of schools. Lieberman (1995,
p. 592) states that “the process of restructuring schools places demands on the whole
organization that make it imperative that individuals redefine their work in relation to the
way the entire school works, thus the system of professional development must also be

el

redefined to parallel education reform.” However, is B.C.’s professional development
being redefined and restructured to reflect these ideas? This study examines this question,
since Hammond, Ancess and Falk (1995) state that studying individual teachers deepens
the understanding of how teachers acquire the experience that encourages them to grow

and change in the context of school reform. The following sections outline techniques for

getting teachers to work together and to converse: teacher as researcher, practical

inquiry, networks, peer coaching / mentoring, collaboratives and partnerships.
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A. Teacher as a Researcher

The teacher as a researcher model of enhancing teacher learning is defined by
Wideen (1994) as a practicing professional who identifies her or his own problems and
seeks ways of solving them. The teacher can improve some aspect of his/her own
teaching and grow professionally in the process. “The interest in teacher as researcher
comes from a simple desire to improve schools and teaching” (p. 11) by increasing
dialogue and conversation amongst teachers. Yet how can an elementary classroom
teacher become an effective researcher? Lieberman and Miller make the case that there
are five essential elements of building a culture of support for teacher inquiry; these
include:

(1) norms of colleagueship, openness, and trust,
(2) opportunities and time for disciplined inquiry;
(3) teacher learning of content in context;
(4) reconstruction of leadership roles; and
(5) networks, collaborations and coalitions.
(Lieberman and Miller, 1990, p. 107)

Joyce and Showers (1995) in writing the chapter entitled “The Individual
Practitioner as the Source of School Renewal” claim that the teacher’s role is to “deliver”
education. They completely miss the fact that in order for teachers to convey education,
they need to understand what their notion of education is. Their notion of education
seems to be as a “commodity” that can be conveyed or delivered. Their notion is implicit
in their language. They go on to say:

...teachers have had to teach themselves most of what they

know borrowing ideas from their colleagues as they can.
Time to study is not built into their paid duties and in most
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settings they get very little help from sources external to the
school, though they are the most knowledgeable people
about the problems they face. Providing them with the
resources and opportunities to strengthen their skills and
help them carry our their work in a reflective, inquiring
mode makes very good sense.

(Joyce and Showers, 1995, p. 4)

Self understanding is a criterion for the teacher as researcher approach. For
writers like Nias and Leithwood (1989), the process of personal development that
underpins teacher development has three important dimensions: (1) one’s development as
a person progresses through different stages (for instance a young teacher to maturity),

(2) human life cycle comprises characteristic phases of development that embody typical
concerns, and (3) professional development issues specific to the teachers’ career of
promotion (Hargreaves and Fullan, 1992, p. 7,8). Teachers at different points in their life
cycle have characteristically different orientations to change and improvement as well as
different needs in terms of professional development (p. 8). Hargreaves and Fullan fail to
mention that teachers at different points in their lifecycles also have different notions of

education. By encouraging individual professional development through the model of the

teacher as researcher, these dimensions can be considered.

i, Practical Inquiry

Richardson (1994) adds to the understanding of professional development by
discussing a form of research on practice known as practical inquiry. Practical inquiry is
a way of getting to self understanding since it focuses on helping teachers reflect on their

own beliefs, personal practical knowledge, and on their own practices. In addition, it
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gives people a chance to think and talk about what education is. Practical inquiry is
conducted by practitioners to help them understand their contexts, practices, and, in thé
case of teachers, their students. Richardson claims that it is more likely than formal
research (at the graduate level) to lead to immediate classroom change. The focus of the
research in this field is to understand how teachers make sense of teaching and learning the
material provided within professional development. She claims that research conducted by
teachers may be more useful to teachers for improvement of practice; rather than,
teaching activities, practices, and curricula that are'suggested or mandated by those who
are external to the setting (i.e., administrators, school district officials, policy makers,

and/or staff developers).

B. Networks: Forming Professional Communities

The aspect of teachers helping teachers think and talk about education can be
furthered through networking. The most important change within the literature on
enhancing teacher learning through professional development deals with the manner in
which new knowledge is exchanged and supported. Ann Lieberman and Milbrey
McLaughlin, writing in the May 1992 Phi Delta Kappan, add to our understanding of
networks. They claim that networks create professional communities by inspiring
teachers’ problem-solving, risk-taking, ownership and leadérship. In this period of
intensive school reform, authors McLaughlin and Lieberman (1992) point out that when
traditional inservice training and staff development have been shown to be inadequate,

networks can provide fresh ways of thinking about teacher learning. They claim that “the
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popularity of networks suggest that teachers stay away from conventional staff
development activities -or attend only if required- not because of a lack of interest in
professional growth but because the inservice training formats fail to meet their needs” (p.
673). Traditional inservice programs may provi(ie practical and innovative ideas that
excite teachers and inspire them to attempt to implement what they have learned within

the classroom, yet without support of a network the attempts may tend to be unsuccessful.

McLaughlin and Lieberman (1992) describe the Foxfire Teacher Outreach
Network which was introduced to teachers in a one week summer workshop in the United
States. During this time teachers became “active learners, participating the way students
do: choosing a project, planning, doing the work, assessing the outcomes” (p. 674).
Teachers experienced shared activities and tried the Foxfire approach in their classrooms
and then sought professional affiliation within the network. According to McLaughlin and
Lieberman, Foxfire teachers kept in touch with one another and with the mission of their
educational collaboration through publications, correspondence and electronic
communication (p. 674). The strength of such networking is that it provides constant,
accessible reinforcement to the teachers who are attempting new innovations, the same

way that students find support with their peers when learning new things.

McLaughlin and Lieberman (1992) claim that successful networks share the
following common features: focus (a sense of identity), variety (of activities), discourse

communities (that encourage exchange among teachers) and leadership opportunities. In

addition, they state that networks provide the support, knowledge, and encouragement
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necessary for teachers to implement innovative ideas. Yet, some of the networks greatest
strengths may turn out to be their biggest difficulties. Some difficulties may occur in the
areas of :
e Quality: It is difficult to test and review the quality of teachers’ new ideas and
innovations.
e Stability: Foundations that fund networks see their role as providing seed money
or risk capital - not indefinite maintenance. .
e Overextension: As more and more people join, networks soon find themselves
overextended.
e QGoals: Goals of networks must be to the teachers themselves - not to some
outside agents.
(McLaughlin and Lieberman, 1992, p. 675-676 )

However, simply by becoming aware of such difficulties networking teachers can guard

against them.

McLaughlin and Lieberman (1992, p. 677) argue that contrary to cynical
generalizations about teachers’ lack of enthusiasm for staff development efforts, teachers
are willing and eager to be involved in activities that challenge them and that promote
their professional growth. Professional growth means moving towards a certain direction.
What is not known is whether the direction is good or bad. By being given the chance to
discuss one’s notions of education with other teachers, one can share and compare ideas.
Sharing ideas helps to understand oneself and the degree of one’s personal growth. Given
the network opportunity, the authors say that teachers can and will make significant
changes in their practices and perspectives on teaching and learning.  Networks

concentrate on building communities of teacher/ learners, and building these from the

ground up.
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In short, McLaughlin and Lieberman (1992) note that teacher networks can
transform practice and create professional communities by inspiring teachers to solve
problems, take risks, assume ownership of their teaching, and exercise leadership in their
schools. They emphasize the fact that conventional professional development is not as

effective without the opportunity to follow through within a network.

McLaughlin and Lieberman (1992) claim that by joining informal groups, teachers
can develop stronger voices to represent théir perspectives, learn to exercise leadership
with their peers, use their firsthand experience to create new possibilities for students
through collaborative .work, and develop a community of shared understanding of their
notions of education that enriches their teaching and provides intellectual and emotional
stimulation. As opportunities increase for professional learning that moves away from the
traditional inservice training mode and toward long-term, continuous learning in the
context of school and classroom and with the support of colleagues, the idea of

professional development takes on even greater importance (Lieberman, 1995, p. 596).

Through the development of a strong network, a strong learning enriched school
can develop. A learning enriched school is one that helps teachers understand the notions
of education that they are using. Susan Rosenholtz (1989), in her study of the school as a
workplace, distinguished between schools that are learning-enriched and learning-
impoverished. Learning-enriched schools had “collaborative goals at the building level,
minimum uncertainty, positive teacher attitudes, principal support of teachers to the point

of removing barriers, and support for collaboration [read networking] rather than
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competition.” Whereas, learning-impoverished schools had “no clear or shared values,
were places where teachers rarely talked to each other, where work was perceived as
routine, and where self-reliance and isolation flourished” (Rosenholtz, 1989, p. 80-81).
However, the reality of the situation for most teachers suggests that collaborative efforts
often get squeezed out by the press of daily classroom reality, lack of time and the culture

of the school (Hargreaves, 1990).

i. Peer Coaching / Mentoring

Peer coaching is one aspect of limited networking. It is an innovation that can
combat the problems of isolation which occur in a learning impoverished school. In
addition, peer coaching is helpful in enhancing teacher learning daily. Hargreaves and
Fullan (1992) acknowledge that training teachers to train other teachers, coach and
support each other is good. Such coaching requires a radical change in relationships
between teachers, and teachers and administrators (Joyce and Showers, 1995, p. 125).
There are many benefits of peer coaching. For instance, peer coaching is quick and
immediate. If a teacher requires assistance on a particular problem or some form of
advice, that teacher can seek out another teacher, whereby, a response can be obtained
instantaneously. In addition, peer coaching is convenient; the teacher who has a question
can ask the teacher next door, or another down the hall. Peer coaching is going on in alli
B.C. schools in an informal manner, since most teachers at one time or another seek
advice from their colleagues. Its effectiveness can be greatly enhanced if teachers are

trained in this manner of networking.
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Another facet of peer coaching is mentoring. Mentoring refers to classroom
teachers working with student teachers, and/or to classroom teachers working with
beginning teachers. Thus, professional development stops being a “one-shot workshop
event” and becomes on-going, immediate and relevant. Anderson and Shannon (1988)
trace the concept of mentoring and offer the following definition:

[Mentoring is] a nurturing process in which a more skilled

or more experienced person, serving as a role model,

teaches, sponsors, encourages, counsels and befriends a less

skilled or less experienced person for the purpose of

promoting the latter’s professional and/or personal

development (p. 40).
Through the program, teachers are involved with the process of planning instruction,
watching each other work with students and thinking toward the impact of their behavior
on the learning of their students. Fullan (1991, p. 308) states that “behind mentoring is
the goal of developing and retaining skillful teacher-leaders close to the classroom, and
generally providing opportunities for teachers to have more fulfilling and impactful careers
- possibilities that remain underdeveloped or lost in the traditional individualism of
teaching [professional development] and schools.” The main difference between peer
coaching and mentoring is that peer coaching is of short duration and can occur between
numerous teachers; whereas, mentoring is an on-going, caring relationship between a
teacher and one assigned mentor that occurs over the course of one year. Upon speaking
with several teachers, many stated (during the interview) that mentoring is extremely
helpful and useful - it is a beginning teachers’ lifeline. The mentor program enhances

professional development since it is concerned with helping teachers deal with current

issues of classroom teaching. The teacher mentor program is being applied in many states
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and provinces; however, it is unfortunately being cut in many jurisdictions (such as

Mission) due to budget restraints.

ii. Collaboratives

Lieberman (1992) discuses the concept of dialogues at another level. She presents
a new organizational form for teacher learning which, though similar to networking, takes
on a greater scope. These are called collaboratives. She defines collaboratives as
teachers (from cities across the country) who come together to work on a particular
subject. What Lieberman does not mention is the fact that when teachers come together
to discuss subject matter their notions of education may be inadvertently revealed as the
participants in the discussion utilize the information they bring in and receive from other
participants. Thus, their notions of education may become clearer through different
perspectives. She argues that collaboratives provide greater technical and personal
support than that provided by either universities or districts. She identifies the Urban
Math Collaborative as an example. She states that collaboratives help encourage
innovative norms even as they are closely connected to classroom work. In addition,
teachers, often reluctant to lead in their own schools, find that the collaboratives are places
where they are more willing to take leadership roles as teachers of others, as workshop
leaders or informally, as teachers who have experimented with new ways of teaching and
want to share them (p. 721). Collaboratives focus on subject matter, decentralize staff
development, and encourage teachers to construct knowledge about subject matter based

on their notions of education. This is an alternative to traditional staff development

models delivered to teachers by districts or through university course work.
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Collaboratives involve university and educators in building new knowledge, as well as in
teaching and supporting each other. Changing teaching practice is not only the invention
of powerful teaching ideas but the engagement of teachers in their own learning as adults,

on their turf, where both universities and schools have opportunities to lead and learn (p.

721).

iii. Partnerships

New approaches, such as district-university partnerships, attempt to refocus
teacher development so that it becomes part of an overall strategy for professional and
institutional reform. School / university partnerships have strengths and weaknesses.
According to Lieberman (1992, p. 152) the strength may be that they can build bridges
between organizations that differ appreciably in structure, function, and ways of thinking
and working. The weakness stems from the fact that these new groups and structures
grow from activities which are not necessarily an integral part of teacher’s daily working
lives. Collaboration puts pressure on both groups to listen, negotiate, and create together
- this méy cause discomfort. In the Greater Toronto area school districts and universities
have formed a partnership. Fullan' (1991, p. 321) states that “the goal is to design and
carry out a variety of activities that ‘make the professional and staff development
continuum a reality, and that link classroom and teacher development with school
development by coordinating and focusing the efforts of the district and the universities.”
This brings together the ideas of many disciplines, methodologies, and ways of working

with school people that expand the notion of educational research and practice and

enhance teacher learning. Lieberman (1992) claims that partnerships put the practical
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work of teachers, students, and community at the center of our work as researchers:
involving them as colleagues and researchers, collaborators and describers, observers and

activists.




43

SUMMARY OF CHAPTER TWO

The literature indicates that there is a strong need for enhancing teacher learning
due to the constantly changing nature of educational reform, especially pertaining to
British Columbia. Teachers need the opportunity to think about and discuss their notions
of education. This can be done through professional development. The effect of teachers_
distancing behavior, which is evident in many schools, can be detrimental to a teacher’s
practice; hence, professional development is a valuable means of getting teachers together
to increase their dialogue. Furthermore, the literature outlines top-down directives and
traditional teacher development. Researchers presented the varying methods available to
ensure quality professional development, such as networks / collaboratives, and teachers’
development through becoming “teachers as researchers.” By understanding one’s
personal notions of education one can then begin to deal with the magnitude of changes

within the current educational system.

What are B.C. teacher’s educational intentions? What are teachers’ conceptions of
professional development, both currently practiced and idealized? How is professional
development linked with teachers accomplishing their intentions? Is professional
development meeting the needs of B.C. teachers, especially during these times of
educational reform? These questions are examined in the study by focusing on a group of
elementary teachers who are involved in the on-going process of understanding their

notions of education. The next chapter focuses on the methodology used in this study.
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CHAPTER 3

RESEARCH METHODS

The purpose of the study was to investigate current conceptions, attitudes and
idealizations on professional development for seven elementary teachers currently working
in the Mission School District of British Columbia. Through the use of taped personal
interviews, the study tfies to understand whether current theories on professional
development were in evidence in any manner in the daily life of teachers “in the trenches.”
The following eight sections of site, time and length of study, participants, methods of
data collection, data analysis, reliability, validity and limitations of the design provide the

details of the research methods used.

SOURCES, SETTING AND METHODS FOR DATA COLLECTION

A. Site

The general site for the study was a rural, public school district which is located in
the heart of the Fraser River Valley of British Columbia, Canada. It is within commuting
distance to a major urban area. The District site has 7002 students of mixed socio-

economic backgrounds (including Native Indian), of which sixty per cent (4264) are
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elementary.! English as the first language spoken is predominant; however, there is a

growing population of ESL students, primarily East Indian.

The specific interview sites were varied for each participant, depending on

convenience. The participants were asked, by the researcher, to give their preference for a

meeting location, date and time.

B. Time and Length of the Interviews

The length of the interview varied depending on how much information each
participant offered. A pilot interview was conducted to get some sense of the amount of
time it would take to cover the questions. The interviews were conducted over the course
of two weeks, with no more than two days between interviews, in order to keep the

information current.

C. Participants

An ad in the Mission Teacher’s Union newsletter was used as the basis for
obtaining participants. The ad asked for elementary school teachers to voluntarily
participate in the study. This strategy was used to obtain genuine volunteers, teachers
who were willing to talk about professional development, rather than pressured

volunteers.

' Figures obtained from School District #75, Mission School Board Office, February 14,
1996.
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The elementary school teachers were currently teaching full time and thus, had the
opportunity to engage in personal, staff, district, provincial, national or international
professional development depending on their pérsonal ciloice and on the same allocated
professional development funding of $155.00 per teacher / per year (part time teachers
and teachers on call are allocated less, thus they were not included in the study). If a
teacher chose not to spend their allocated funds each year they could accumulate their
money for up to three years enabling them to attend a more costly workshop (i.e. three
day out of province conference). Each of the subjects had the opportunity, in the 1995-
1996 school year, to attend five days of professional development of which two were
designated for community interaction days, one was designated for a provincial event, and
the remaining two were for local or school based activities. Furthermore, each teacher
was able to get a teacher on call paid for by the district for one full teaching day in order

to take part in additional professional development.

Seven elementary school teachers were involved in the study. Six of the teachers
were female and one was a male. Their teaching experience encompassed from five to
thirty seven years. There was one teacher librarian and six generalist teachers who taught

all of the subjects from grades one to seven.

The participants are briefly introduced at this point so that it is easier for the reader
to follow the Research Findings chapter that refers to the participants and their statements

from the transcribed interviews. Their names have been altered to keep their anonymity.
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e Ana has been teaching for ten years. She has taught in a total of eight schools.
Throughout her career she has taught primary students from kindergarten to grade three
as well as being a librarian. She has four undergraduate degrees in Hiétory and English, as
well as library apprenticeship training through college. Ana is continuously taking

additional courses because she is interested in post secondary studies.

e Jim has been teaching for five years. He has taught all of the curriculum subjects for
grade six, seven and a split six/seven. He has taught in a total of three B.C. schools
throughout his career. He holds three bachelor’s degrees in Arts, Business Administration
and Education. Jim is not planning to further his education at this time because he
cufrently holds a category 5+ oﬁ the Teacher Qualification Salary (TQS) pay scale, and
the difference in pay between a category 5+ and a Masters degree, category 6 at the top of

the scale, is quite small, so he says that it would not make any sense to him financially.

e Sam has been teaching for six years. She has taught in four schools throughout her
career. Currently, she is a teacher librarian who teaches all grades from kindergarten to
grade seven. She relieves teachers for their preparation time. She has also taught high
school English. Sam has a Masters degree in Education and plans to take more courses in
the specialty areas of information / technology and history because she feels that this is an

integral part of her job; whereby, she needs to “keep on top of'it.”
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e Kate has been teaching for twenty five years. She has taught in six schools throughout
her career. She was once a kindergarten teacher and once an intermediate teacher. The
last few years she has taught mostly lower intermediate. She has a Bachelor of Education
degree which took her fourteen years to acquire because when she started teaching one
could teach with grade 13 and a professional year. Kate is not interested in taking any

more courses because she likes her time off and her freedom.

e Dana has been teaching in one school for six years. She has taught grades five and six.
She has a Bachelor of Education'and a Bachelor of Science. Dana is not planning on
taking any more university courses because there is no incentive for her to do so. It would
cost her more money and there would be not much of a difference in her salary. Like Jim,

she is currently near the top (category 5+) of the TQS pay scale.

e Jill has been teaching for fifteen years. She has taught in seven schools throughout her
career. She was trained in Europe where she started her teaching. She then moved to
Canada where she taught in Alberta and B.C. Usually, she taught grade four; however,
she also taught primary grades two and three, in addition to intermediate grades five and
seven. She has an English Teacher’s Certificate and, by Canadian standards, three years of
university after high school. Jill is presently on category 4 of the pay scale and will not

bother to further her education because she has other interesting things to do with her life.

e Finally, Sue has been teaching for thirty seven years and is retiring this year. She has

taught in eight schools throughout her teaching career, located both in Alberta and British




49

Columbia. She has taught all grades over the years; however, she has recently taught
grades three and four. Sue holds a Bachelor of Education degree (which she obtained last
year) and is not planning to further her education because she feels that she would not

benefit from that at this point in time.

The teachers taught all kinds of students in the public school system: “whomever
came along” (Kate); “students with learning disabilities, regular students, designated and
non-designated” students (Sam). Throughout their careers, the teachers had taught in a
number of schools, some at only one, and others as many as eight schools. It is interesting
to note that:

e the junior teachers had moved more frequently than the older teachers. This may be
due to personal reasons or because their positions were changed due to district job
restructuring,

e the more experienced teachers seemed to have less formal edqcation which may be
linked to the standards of the past and the educational opportunities for women at the
time,

e the junior teachers may not have considered careers in education as their primary
educational goal, but rather, took courses in fields that they first considered for their
careers,

e this group also was composed mostly of females. Though things are changing in the
field of education with more males entering elementary, both in intermediate and
primary areas, the fact remains that the majority of teachers at these levels are mostly

predominately female.



50

Given these points it can be surmised that the group of participants in this study represents
a diversity of the elementary teaching population and; therefore, bring in different

experiences and viewpoints when answering the questions.

D. Methods of Data Collection

In this study, the interview was the primary data collection source. Interviews,
which are widely used in qualitative research, can be defined as a unilaterally-led
conversation with a purpose. Ethnographic interviews are based on open-response
questions to obtain data of participant meanings - how individuals conceive of their world
and how they explain or “make sense” ‘of the important events in their lives (Schumacher
& McMillan, 1993, p. 423-426) especially those dealing with professional development.
The interview allowed the participants to take the time to reflect upon the issues discussed

in the study.

The questions covered three areas: why teachers learn, how teachers learn and
how to enhance teacher learning. The questions were open-ended and were phrased to
allow for individual responses. Having unstructured questions allowed the interviewer
greater latitude in asking broad questions in whatever order seemed appropriate
(Schumacher & McMillan, 1993). The combination of questions was decided upon to
obtain their perception of the world, yet they allowed scope for probing and clarification.

1. What does education mean to you? What does professional development
mean to you? How are they connected?
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2. What is the purpose of professional development? Do you feel that the
professional development available to you today addresses your
concerns and interests in education? Explain.

3. Describe your best and worst professional development experience. Why
do you think it was effective or ineffective?

4. Do you agree with this statement, “studies show that most professional

development activities do not lead to change in practice.” Why or why
not?

E. Data Analysis

Inductive data analysis is a synthetic process which allows categories and patterns
to emerge from the data rather than being imposed on the data prior to data collection
(Schumagher & McMillan, 1993, p. 592). The analysis entailed four levels of
transformation of the data. The first level of transformation was producing transcripts of
the interviews from the recorded tapes. The second level of transformation entailed
identifying categories for coding the data. The focus of these coded units was to establish
specific reoccurring qualities, characteristics, subjects of discourse, or concerns expressed.
The third level of transformation was a close examination of the coded categories to
discover and analyze themes dealing with professional development that emerged.
Themes were defined as topics or stories that participants referred back to during the
interview. The fourth level of transformation was examining the themes beyond one
interview, analyzing the ways reéurring stories were represented amongst several of the
participants. This analysis identified the themes, dealing with education and professional
development, within the individual interviews and then synthesized these themes in order

to provide some explanation of how teachers view professional development and
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education. This type of study enables others to anticipate, but not predict, what may

occur in similar situations (Schumacher & McMillan, 1993, p. 508).

F. Reliability

The main question of reliability in this study dealt with the consistency of the
researcher’s interactive style, data recording, data analysis and interpretation of participant
meanings from the data. Schumacher and McMillan (1993, p. 387) list strategies to
minimize threats to reliability within this study. The threats include: researcher role,
informant selection, social context, data collection strategies, data analysis strategies and
analytical premises. In addition, Schumacher and McMillan (1993) list the following data
collection strategies to increase the reliability between the researcher and the participants:
verbatim accounts, low-inference descriptors, multiple researchers, mechanically recorded
data, member checking, participant review and negative cases or discrepant data. Three of
these strategies, verbatim accounts, mechanically recorded data and participant review,
were used by the researcher while completing the interviews and the analysis in order to
attempt to maintain the reliability of the study. First, literal statements of the participants
and quotations from the interview documents were used as verbatim accounts in the
Research Findings, Chapter 4. Second, the verbatim accounts were obtained by the use of

a tape recorder. Third, the respondents were given the opportunity to view a copy of the

transcripts, however, they declined.
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G. Validity

Validity refers to the degree to which the explanations of phenomena matches the
realities of the real World. The construct validity is grounded in the teacher’s notions of
professional development as they experienced it. In this case the internal validity of this
qualitative study depends upon the degree to which the interpretations and concepts have
mutual meanings between the participants and the researcher including such points as the
participants’ language and the subjectivity of the researcher. Since the researcher is also a
teacher within the district and has glso been involved in the activities described by the
participants the mutual meanings and language are shared. The subjectivity of the

researcher was constantly considered and self monitored.

H. Limitations of the Design

Though the study was designed to fulfill its purpose, there were certain limitations
within its framework. As in all interview situations, the biases of the interviewer may
influence the data. The interviewer in this study was a full time working elementary
teacher in the Mission district, and as such, may have had personal biases. The interviewer
may have asked leading, biased duestions to support a particular point of view; or the
interpretations may have been inaccurate. By being aware of the situation the interviewer

took precautions to minimize this situation.

Other limitations to this study could have been due to the response effects by the
respondent, interviewer and procedure. Possible respondent effects may be the following:

suspicion, indifference, not motivated to cooperate, hostile to the research, wants to
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please the interviewer, wants to present him/herself in favorable terms or simply does not
have the information being sought. Potential interviewer effects may be: uncomfortable
with the person he/she is interviewing or with the environment of the interview, allowing
own opinions to influence whaf one hears, unable to establish rapport and having
stereotypes about what people are like and what they will say. Conceivable procedural
effects can be the following: the manner in which the study is explained, the method for
gaining respondent’s cooperation, the place where the interview is held, presence of other
people during the interview and the length of the interview (Schumachér & McMillan,

1993).
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SUMMARY OF CHAPTER THREE

This chapter laid out the research methods used in the study both to collect data
and to interpret it in order to investigate current conceptions, attitudes and idealizations
on professional development for seven elementary teachers, and to examine whether or
not professional development is, or can be, a useful aid in coping with the current
onslaught of educational changes. The study was primarily concerned with the present,
which is defined through the teachers’ past experiences with professional development.
Thus, to gather the data, 'a‘ qualitative research method was used to access the
understandings of professional development by seven teachers. Such ethnographic,
qualitative research may also be valuable for developing future professional development

models (Schumacher & McMillan, 1993).

In addition to being descriptive, the study was a grounded study dealing with the
teachers’ conceptions of professional development. The teachers’ descriptions and
interpretations were portrayed anecdotally, rather than through statistical analysis, in order
to understand the social phenomenon of personal professional development from the
participants’ perspective. The results were acquired by taking the verbal accounts of the
participants and by analyzing the participants’ meanings ( their feelings, beliefs, ideals and

thoughts) for these situations, events and experiences.
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CHAPTER 4

RESEARCH FINDINGS

This chapter focuses on the findings of the study. The research findings were
examined through six sections. The first section describes the interview. It addresses the
context: when and where the interview took place and the interactions between the
participants and the researcher. The second section outlines the teachers’ answers to the
questions dealing with definitions - of education and professional development. There
appeared to be contradictions within the definitions given by the teachers themselves and
the literature, these contradictions are pointed out. The third section deals with how
teachers conceptualize their learning; it focuses on how teachers viewed professional
development, how they perceived their needs in order to learn, and how they judged the
professional development system currently in place. The fourth section discusses elements
| that teachers perceive would enhance their learning; it focuses on the elements other than
workshop formats. The fifth section discusses elements that teachers perceive hinder their
learning, such as the amount of government change and a lack of teacher focus while
working towards unclear goals. The final section deals with changes that the teachers

would like to see in order to enhance how they learn.
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THE INTERVIEW

Before one engages in the specifics of the research findings, it seems useful to
report on observations made during the interviews, regarding the participants and the
effects of their responses, in a holistié sense. Upon the participants’ request, the
interviews took place either in the teacher’s classroom or in the school’s conference room
which ensured their comfort with the environment of the interview location. All of the
teachers seemed fatigued and a few stated that they felt “burned out.” This could possibly
be attributed to two circumstances: first, the time of the interviews, which occurred after
a full day of teaching, and second, the time of the school year which included the last week
in May and the first week in June, traditionally when the teachers are “wrapping up” the
school year. The interviews took twenty minutes to fifty mi;\utes. The participants
- indicated that the interview questions seemed difficult, often saying “these are hard
questions” and “I have never really thought about it.” All of the participants took their
time in 'answering the questions which may have signified that they really had to think
about the answers or that they were trying to formulate “professional” answers. Some
participants seemed not to know the reply to a particular question and said so, while
others gave an answer and asked the interviewer if their answers were acceptable or
correct, even though the questions required personal responses and there were no correct
or incorrect answers. This may signify that the participants wanted to present him/herself
in favorable terms or perhaps that they thought that the interviewer had the answers to the

responses and they were checking to see if the interviewer agreed with their statements.

The interviewer; however, neither agreed nor disagreed with their statements. The
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teachers were willing to talk openly and freely which may be due to the fact that, besides
the participant and the interviewer, there were no other people present during the
interview. Furthermore, it may have been due to the fact that they were talking to a peer
rather than an administrator or someone they perceived as “out of the system.” Many of
the teachers were nervous about the tape recorder and waﬁted assurance of their
anonymity. For this reason pseudonyms were used in their quotes. Nevertheless, it was
felt that the teachers had made an honest effort to do their best in the interview which may
be attributed to the fact that rapport was established at the onset. They were motivated to
cooperate and were pleasant to the interviewer. All of the teachers felt comfortable at the

end of the interview and many had stated that they enjoyed their reflection on professional

development based on their personal experiences.
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WHY TEACHERS HAVE TO LEARN

As previously mentioned, in order to know why teachers have to learn one needs
to understand the teacher’s conceptions of education and professional development. The
teachers had varying definitions of what the concepts meant to them, yet most were

similar.

The teachers interviewed defined or explained education as:

e a well rounded person... open minded [person]... with [all the] social things in place,
[and] willing to carry on learning... Education is not something that just happens at
school... it is on-going and never-ending. (Jill)

e the taking in of knowledge, learning, like almost through osmosis... [Not only is it]
educating other students, but for me... it is educating myself... [Education] is learning
through a life time process... educating oneself to be a better person. (Ana)

e learning things that we will need for life... [so that] you can improve your way of life;
(Sue)

e changing your behavior, learning to think about things in a different way... I mean if
you are uneducated you will never get to the point where you can read between the
lines and ask questions; (Kate)

e freedom on all different levels... freedom to have choices, to do what you want to do...
it helps you gain confidence... gain a better chance of getting work or finding work...
making more money... It is something no one can ever take away from you, you have
it and it’s yours; (Sam) '

o the general process by which we gain the tools to function as a useful member in our
culture... like the three R’s... getting along and working with people in our society;
(Dana) and

e preparing children to cope with society... it [also] means that I continue to grow and
develop and become a better person and a better teacher... [opening] my mind to new
ways of thinking, to new ways of teaching; (Dana)

Basically, the definitions given by most teachers did not concur with the literature
(Egan 1992, Peters 1983, Fenstermacher 1986) which surmises that education deals with

norms, ideas and values of society while constantly expanding oneself in order to make

even better sense of the changes that occur. Most of the teachers seemed to have
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difficulty expressing their viewpoints on education as succinctly as they might have like to,
thus reinforcing Egan’s definition that “education is... a rather messy concept.” The

teachers just skimmed the surface of the meaning of the concept in the literature.

It is interesting to note that most teachers answered the question, “What does
education mean to you?” on a personal level rather than on a professional one. Only one,
Dana, focused her answer to the question on children and on teaching. The other six
made more general comments which focused on themselves as individuals and on their
lives outside the academic community. Thus, education was not something they produced
as part of a job, rather, they viewed it as an on-going, essential part of everyone’s life in

society.

It seems that teachers viewed education not as something they produced per se,
but rather as something all inclusive, to the extent that it included their development as
well. Generally, the teachers answered the questions on education not as “professional
educators” but in a private capacity. Hence, when most of the seven teachers talked about
education they separated it from their jobs as teachers. This may be due to the fact that
these teachers regarded their work as a “job” and not as a profession. They saw
themselves as teachers rather than as educators because education is all encompassing and
the teachers may feel that they are only responsible for a certain aspect of it, and should

not be responsible for the whole scope of education as defined by Egan (1992), Peters

(1983) and Fenstermacher (1986).
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However, when asked what professional development meant, most of the answers
focused on teaching, students and the implementation of the new, mandated IRPs. Thus,
when asked “What does professional development mean to you?” the replies included:

e any way in which a teacher tries to keep up with new techniques or just tries to learn
something new or improve how they do things; (Jim)

¢ learning to do my job better... learning and practicing a variety of teaching techniques,
learning about the resources that are available and how to integrate them [to] help kids
learn... (and when asked to expand their answer:) Personal development, confidence
building that is part of your personal growth... [and] feeling good about what you do;
(Sam)

e any new growth that would occur that has to do with teaching... learning about
teaching, learning about students, learning about myself.. expanding my ideas,
expanding on my knowledge and trying new things or seeing things in a different way
[in regards to teaching]; (Dana)

e educating yourself to improve your skills in teaching... improving your teaching so
that you become a better teacher or a better person; (Sue)

e any opportunity to grow, to learn new ways of doing things that will benefit you, but
of course, as you teach... At a workshop you are also thinking: How will this fit in
with what I am doing, How can I integrate this? Does it match up with my philosophy?
Does it fit my ideas of what education is? ...And so, you are always being critical and
analytical of what the professional development activity is going to do for you. ... it is
important to realize that what one person sees as valuable [professional development],
another person may not; (Kate)

e being given the opportunity to go spend the day with another teacher discussing a
discipline I am interested in... being able to leave the classroom and become a student
yourself and take in knowledge in some shape or form; (Ana)

¢ a multitude of things... besides workshops and working with colleagues... taking the
time to do professional development that’s at a different level and nothing to do with
what you are teaching, but it just helps to refocus you to get things into perspective.
(i)

The teachers’ definitions were about the technique of teaching, focusing on how teachers

could be trained to do their teaching better.

Over all, professional development was not really seen as being “educational” as
most defined the term previously, but rather, it was viewed almost as a form of inservice

or training. When the teachers were asked to expand on their answers, the concept of
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professional development being tied to personal growth did begin to be somewhat
considered.  Yet, when the teachers were specifically asked whether professional
development and education were connected, they all answered yes, the two were
connected. When asked how they were connected, the answers became short and quite
vague: “yes, there was always a time where teachers were expected to go and study, take
short courses and that kind of thing... so I think it has always been part of education;”
(Kate) and “Education [referring to curriculum] is changing constantly because students
are changing, there’s new research about education coming out all of the time, society is
changing... so that means that we need to develop professionally in order to keep up with
those changes”(Dana). Obviously, though the teachers seemed to feel that education and
professional development were connected in some theoretical way, their experiences with
professional development in the past belied this. Most teachers felt that professional
development and education were intertwined, but they considered professional
development as a form of training that dealt with their careers rather than something that
dealt with personal growth. Lieberman and Miller (1990) mirrored these findings when
they stated that the term in-service education or professional development had become
synonymous with training. It was also interesting to note that the teachers’ definitions of
professional development did not include any of the approaches which appeared in the
literature (such as networking, peer coaching and mentoring). Yet, these concepts were
mentioned repeatedly when answering the question dealing with their description of their
ideal professional development, thus showing a knowledge of some of the more current

educational trends. These trends were then included in the ways in which teachers saw as

being the way things had to change in order to enhance learning.
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It seems that teachers view their practice as unconnected to “education.” They
may separate the two due to the pressure of all the new IRPs and the new forms of
assessment which they are expected to implement. Therefore, education now becomes
synonymous with narrow conceptions of curriculum and training for the “new” curriculum
becomes of foremost importance. The teachers interviewed seemed to have a good
understanding of education, yet this understanding did not seem to connect to their
concepts of professional development. Thus, it seems that the answer to why teachers
have to learn, according to those teachers being interviewed, is not so much to be
“educated” but rather to be technically more proficient teachers for their students. Joyce
and Showers (1995) also mentioned this viewpoint when they argued that professional
development kept the teachers current with the training proposed by studies which

focused on how students’ needs must be met.

One of the reasons that teachers are more concerned with the “training” aspect of
professional development rather that with the “educational” aspect of professional
development may be that most teachers are too busy doing the “job” of teaching rather
than to the “profession” of teaching. Teachers may feel they are functionaries in large
organizations rather than educators. Though some may argue that professionalism should
be the focus of educators, there is currently no incentive for teachers to change within the

district studied. Education has become a “job” for many teachers and not a profession,

thus training for the job appears to be more important.
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Professional development is not teacher training, according to Hammond (1993),
yet most of the teachers interviewed thought of it as so and often used the three words
simultaneously “professional development training” when describing their experiences.
According to Coulter (1995) professional development should provide teachers with the
opportunity to reflect on their practice in a way that is consistent with their beliefs on
education; yet many of the teachers interviewed had not made that connection. Lieberman
and Miller (1990) see the teacher as a reflective practitioner, though the teachers
interviewed did not regard “reflective practice” as part of their professional development
definition. What could this mean? Perhaps teachers need to critically reflect on what it is
they are doing. Teachers need to become involved in a wider dialogue about their
practice, a dialogue that goes beyond their realm of experience. Having access to
professional journals in the schools, for example, might prove to be extremely helpful wifh

this.

All teachers acknowledged the importance for them to continue learning
throughout their careers and their lifetime; hence, the importance for professional
development. All felt that continued learning was absolutely essential. Their reasoning
was as follows:

e “if I don’t do some kind of professional development or extra training I don’t really
think I will be able to teach. I think I need to learn for the rest of my life, not
necessarily in education [but also in] interests that I might have” (Ana);

e “if we don’t grow then we have nothing new to offer our kids... we would not be a

good model for the students because they’re expected to learn and to grow
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continually. [Without further education] we become stagnant and bored, and that rubs
off in the classroom” (Dana);,
e “things are changing all of the time so you have to try and keep on top of the stuff the

best way you can” (Sam).

With perceptions that society, technology, and the work industry is changing (Wideen,
1994) and that new research continually appears on the latest educational practices,
teachers seemed to feel that they needed to continue developing professionally in order to
keep up. Yet, all teachers failed to be specific as far as what it is that they needed to
continue learning. In addition, they did not mention any criteria for “good” professional
development that they used to assist them in continuing learning. Each teacher had his or
her own notion of what continued learning meant. For example, going back to school to
do masters studies (Ana); taking more courses in specialty areas (Dana); post secondary

studies (Sam); more training in the form of workshops (Sue); and mentoring (Jim).

Fullan (1991) claims that most teachers do not benefit as much as they would like
to given the way most professional development presently is developed. This seems to be
confirmed by the teachers interviewed. In order for relevant learning to take place, most
of the teachers interviewed stated that definite changes had to occur within the current
professional development system in order to best facilitate how teachers learn. Changes

such as: an increase in hands on activities at workshops (Jill); topics that are relevant to

teachers and the students that they are currently teaching (Kate); positive, organized,
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prepared, informed and approaéhable speakers (Sue); and increased time for networking

with their peers and funding to professional development activities (Sam).

HoOWw TEACHERS PERCEIVED THEIR LEARNING

This section deals with how the interviewed teachers judged the way that the
professional development they experienced either helped or hindered their learning
process. It focuses on the perceived methods that the teachers said they needed in order
to learn and whether the teachers believed that existing professional development changed
their practice. Again, many contradictions arose dealing with the individual opinions
about professional development.

i

When the teachers were asked whether or not they agreed with Fullan’s statement
that most professional development does not lead to change in practice five out of seven
hesitantly agreed. The reason for the hesitancy may be based on the fact that the
possibility of professional development changing practice exists for them; but they believe
that the amount they receive and the sometimes overwhelming work load may prevent
teachers from synthesizing the information and encompassing it within their teaching
styles. They believe that professional development could change teachers practices if
intensified. Teachers stated the following: “I can’t say that professional development
training really changes a teacher’s life... I don’t believe there is enough of it going on

where it would change... [for] two days a year, they can’t expect teachers to totally

change” (Ana); “if it is something where someone says, ‘you have to go, you have to do
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this’ it is less likely that people will do it... if you come away with some really fantastic
idea, you probably want to take it and implement it... I have a long list of business that has
to be done... so I haven’t got to that yet, mind you, I will” (Kate). Kate feels that it is
more likely that teachers will implement something if it is done within their school where
they can network and move it into practice. This obviously involves a longer period of
time whereby the teachers, attempting to change, receive support from their colleagues
who are also “in the same boat.” Thus, Kate knows that in order for professional
development to be a positive influence a change must occur that will go beyond the one
day workshop and extend the professional development to encompass weeks, months or
even the full year. Hargreaves (1990) points out that the reality of the situation for most
teachers is that collaborative efforts such as those yearned for by Kate often get squeezed
out by the press of daily classroom reality, lack of time, and the culture of the school.
Hammond and McLaughlin (1995) also pointed out that time for teachers can only be
bought by rethinking the ways in which schools are staffed, funded and managed. The
teachers found that they had little opportunity for collaborative efforts, yet they yearned

for them. Perhaps then professional development would lead to a change in practice.

Based on the teachers’ statements, through the years professional development
consisted primarily of workshops which highlighted a guest speaker. The teachers
interviewed found this style ofépresentation usually unacceptable as it did very little to
motivate them or to provide an opportunity to learn methods that would change their

practice. Fullan (1991) agrees stating that the impact of professional development

depends on a combination of motivation and an opportunity to learn. One teacher spoke
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of an American speaker who was “a little too sure that she had all the answers and in a
way that made me feel that [the speaker] thought [the teachers present] did not have any
answers... she did not really have a sense of what schools are and she did not really know
the culture of the school.” (Kate) The other mentioned an expensive speaker who was
“very slick, very polished, [and said] nothing” that she could relate to. (Jill) Jill talked of
professional development as a big industry that. was too glitsy and too perfect with -
speakers who stood up and said, “...you do it my way, and I think the best way” and she
said that she would rather talk to her colleagues. It is obvious that these teachers resent
various attributes that the speakers such as: the way they talk, the way they look and
what they say. For instance, an example of a professional speaker may be a person from
the Bureau of Education or SkillPath Seminars, to name just two. These speakers, who
were once educators themselves, are paid to travel the country and are trained to present
numerous “quality” workshops. They present an organized “talk” that is well planned,
usually informative, scheduled like clockwork and appear to “know it all.” The confident
speakers have a “professional” aura about them that goes from their well spoken, “higher-
level” language, to their perfect hair, to the suits they wear, and to the manner in which
they address public questions. According to Jill professional development has become a
“big business”, with speakers and presenters becoming professional facilitators. How this
impacts on professional development is a gray area in the literature. Jim said that, “I think
I have been to a couple [of workshops] where I kind of turned off part way through and
didn’t really pay attention too much because I was bored of it, probably too much talking

and not enough doing.” All teachers agreed that they did not want to go to a session and

“sit there all day listening to a pile of theory... on how to do this and how to do that...
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similar to what the government does” (Ana). They found that this existing form of

professional development led to very little, if any, change in their classroom.

This manner of professional development where an “expert” presented findings
was one thing that teachers were certain they did not want - “a pile of theory” (Jim). It is
apparent that Jim would like a practical ;clpplication of whatever it is that was presented to
him. The worst professionét development experience was “too much talking and not
enough doing” (Jim); when “it was just a bureaucracy and not something that I wanted to
be involved in” (Sam). Yet, teachers also said that they did not want to be told how to do
things, instead they wanted, “a sort of a benchmark to guide my behavior and to recognize
behavior in my students that I thought was positive. I wanted [someone] to help me
understand what my philosophy [of education] was and why it was, and how was I going
to work that into what I was doing in my day to day work” (Kate). It is quite evident that
there are contradictions in the teachers’ statements. On the one hand, teéchers state that
they do not want theory and they do not want to be told how to do things; however, on
the other hand some say that they would like someone to help them understand their
philosophy of education to provide guidelines for practice. But, in order to understand
one’s philosophy one has to uncover his/her theory of education. Teachers need to be
involved in discussions of what professional development is about so that they can begin
to identify some of their contradictions. If the expectations of what the professional

development training workshops will deliver is stated and met then the teachers will not be

surprised. Perhaps they will be more open to the information and will not “tune out.”
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Hargreaves and Fullan (1992) concur that teachers viewed top-down reform by
experts as part of the problem in established professional development models and that
undue confidence and certainty that is often invested in the findings of educational
research further “turn teachers off” these forms of professional development. Two of
those interviewed stressed this point by giving the following statements:

e “.I've been down to those Bureau of Eduéation things, a couple of those in
Vancouver, too slick, just too, I don’t know, even down to the toothpaste smile. I’ll
be there the whole day and spend $150... and that was one of the poorest ones I have
been to” (Jill);

e “... she was a little too sure that she had all the answers, and in a way that made me
feel that we didn’t have any answers... she was demeaning and humiliating to teachers”

(Kate).

The teachers had such a negative reaction to these types of speakers. It appears as though
a power relationship might be occurring because the teachers are reacting to being
demeaned. But, were they? Perhaps the teachers were confusing their relationship with
the speaker and professional development. Also, Richardson (1992) pointed out that with
the top-down educational process teachers have become jaded and view professional
development as a waste of time. For instance, if the teachers attend a workshop with a
guest speaker presenting through a lecture format and the information that is presented is
not presented “well” or if the teacher cannot apply what was said to his/her own class,

then the workshop could be seen as a waste of time for that particular teacher. Ana

clearly remembers her worst professional development, a workshop that was so bad that it
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“was just an absolute, total waste of money.” She felt that she might as well have “walked

in there and walked out” because the guest speakers were neither prepared nor organized.

Though the top-down model of professional development was not one from which
most of the teachers interviewed felt that they benefited, they did comment on the types of
workshops that they did feel helped their learning process. All of the teachers stated that
they were motivated to learn best when they had a combination of the four learning styles:
listening, seeing, doing and discussing. They referred to these learning styles as “hands

on” workshops:

e “.Real learning takes place when you’re doing... [and] learning with other people”
(Jim);

e “._.Ilearn best through hands on experiences” (Ana);

o “ I found the group I was with... very interactive in terms of the way we discussed...

a lot of things, I felt I gained a lot of understanding” (Sam).
McLaughlin and Lieberman (1992) claim that teachers need to be provided with fresh
ways of learning - one way is by allowing teachers to be “active learners, participating the
way students do: choosing a project, planning, doing the work, assessing the outcomes”
(p. 674). The teachers unanimously preferred learning through a “hands on” tangible

activity that could later be replicated in classroom teaching.

What they seemed to mean by hands-on was being actively involved. For example,

during a science workshop the teachers preferred to complete the experiments that were

being proposed as if they were the students. Thus, by taking an active part in the process
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they were better able to discuss the concepts presented. Since the teachers had witnessed
and experienced the activity they now knew what to expect when they would repeat that
activity with their students. Therefore, once the teachers were presented with concepts or
ideas at a workshop or through inservice, they then wanted to be given the opportunity to
try them out so as to see how they worked, in other words, they wanted to be actively

involved.

Hammond and McLaughlin (1995) provide the literature that supports the manner
in which the teachers stated that they learned. They claim that “teachers learn by doing,
reading, and reflecting (just as students do); by collaborating with other teachers; by
looking closely at students and their work; and by sharing what they see” (p. 598). Most
elementary teachers implied that it is the active, rather than the passive, learner who
retains the information and gains confidence in their ability to utilize the material
presented. However, learning is not generic. There is no one best way of learning
because learning is very individualistic and contextual. Even though all of the teachers
interviewed stated that they found this type of professional deQelopment most beneﬁ‘cial,
this may not always be the case for all teachers. Some may be doing hands on activities
who come back and say that, yes they were involved; however, they found that the “make
and take” was a waste of time. Once again a contradiction is evident and the teachers’

individuality comes forth.

One method of learning for one teacher may not be the same for the next. Also,

the purpose of learning depends on what exactly it is that is being learnt. Some things




73

need to be learned through theory. The teachers interviewed preferred a more “practical”
way of learning (does it allow for classroom contingencies? and does it fit my classroom
situation?) stating that it motivates them more. They weren’t clear about what “practical”
meant. The teachers who were provided with the chance to try out the activities being
presented stated that they benefited the most from this opportunity. As Prawat (1992)
stated, by having support, reflecting on practice and fashioning new knowledge or beliefs,
teachers are better able to understand the notion of education they are using.. However,
teachers should not be so quick to discount theory because it can be a valuable component

of teaching.

Thus, the teachers interviewed suggested that certain formats that they had
experienced within their professional development, such as “expert” speakers presenting
non applicable findings attempting to instigate top down reform, hindered their learning.
Furthermore, they perceived that the most beneficial professional development involved a
combination of the four learning styles of listening, seeing, doing and discussing. Though

these were the points that most of the teachers interviewed presented, it should be noted

that individuality must be considered and that contradictory viewpoints occurred.
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ELEMENTS THAT TEACHERS PERCEIVE

WoULD ENHANCE THEIR LEARNING

Even though they frequently referred to this method of learning, professional
development through workshop formats was not the only vehicle in which the interviewed
teachers saw their professional growth develop. This section will deal with other elements

that the teachers perceived would help enhance their learning.

Within the workshop format teachers stated that in addition to doing the activity,
the teachers stated that they wanted to be able to discuss the activity. This was one of the
aspects that teachers felt increased their learning. Most teachers preferred learning with
their peers (in partners or in groups), but stated that they rarely had the opportunity to do
this because, more often than not, they worked in isolation. When given the opportunity
to discuss the activity they were doing with others, they were more able to clarify
uncertainties. Teachers want £he opportunity to work with their peers. They would like

the opportunity to work together, share, discuss and plan.

Some stated that they would like the opportunity to observe other teachers in their
field. One teacher stated that she preferred “working together cooperatively... with a
buddy... [because] working with teachers is the best way to learn, better than books”
(Sue). She also stated that, “...if you are allowed to visit other classrooms... a picture is

worth a thousand words... if you actually see other people working you learn a lot by

watching” (Sue). The available literature often fails to mention the observation of other
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teachers as a means for helping teachers grow and develop; though aspects of this may be
connected to mentoring or peer teaching programs. Most teachers teach in isolation and

they rarely get the opportunity to see their peers “in action.”

One element that would enhance how teachers learn would be in the way the
school’s staff is encouraged to interact. A supportive role from people on staff was
essential for Sam. She felt that:

I think most people will put [professional development] into

practice in some form, whether it’s just in doing one little

thing different, or if it’s just taking a whole new approach to

teaching... or whatever it may be. I think most people

change somehow. I think it is only a few who may not

change at all. The amount of change... will be very slow

and very little, unless there is more support in terms of

practical support... peer coaches. (Sam)
Hargreaves and Fullan (1992) acknowledge many benefits of peer coaching including the
immediacy of the feedback. Joyce and Showers (1995) point out that if a teacher required
assistance on a particular problem or some form of advice, that that teacher could seek out
another teacher whereby a response could be obtained instantaneously. The convenience
of peer coaching would help teachers to implement changes resulting from professional
development more successfully since the professional development stops becoming “a one

shot workshop event” and becomes on-going, immediate and relevant (Anderson and

Shannon, 1988).

One teacher described his best professional development as being the teacher

mentor program where “a brand new teacher gets [paired with] an experienced teacher
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that helps them out. It was just tons of help; it was like real world- what am I going to do
tomorrow- kind of help... which I thought for new teachers was extremely useful and
really worthwhile” (Jim). Teachers felt that beginning teachers should work in
partnerships with another teacher. Somc; suggested reinstating the mentor program while
others suggested a provision which allowed for a beginning teacher to work with an
experienced teacher, their buddy, for a year before they went into the classroom on their
own. “I think it’s a real shame the district has gotten rid of the mentor program, but it’s
understandable considering the financial times we are in” (Jim). In addition, teachers
were concerned about the number of teachers that quit teaching after a couple of years;
those teachers worked in isolation, felt discouraged and felt that they were no good.
Working with a buddy would provide the beginning teacher with on-going professional
development in the form of someone to talk to, who would help them when they felt
unsure as to how to handle a certain situation. One teacher put it nicely, “I know people
who have lost their jobs and other teachers who were not aware that they were even
having difficulties, and by the time we found out, they had gone under, and it was too late
to help them... so I think that is very important” (Sue). Anderson and Shannon (1988)
pointed out the benefit of mentoring for the purpose of promoting professional and
personal development. Fullan (1991) proposed that mentoring was an on-going process.
The mentor‘ program enhances professional development since it was concerned with
assisting teachers deal with current issues of classroom teaching. Again, the teachers
interviewed believed that they knew what changes were needed in order for effective,
practice-changing professional development to occur. Unfortunately, the system which

the teachers suggested i.e. mentoring, was deemed too expensive to be run by the school



77

district. Whereas before, both new teachers and their mentors were given time off during
school hours to meet and discuss any pertaining issues on a monthly basis, but with the
budget restraints this entire program was canceled.

Besides observing other teachers, another teacher mentioned that one thing that
really helps teachers change their practice and grow as individuals is “just teachers talking
to each other, and bringing their new ideas, networking and just talking about it... so I
think those little interactions really help, small steps, you know, towards professional
development” (Sam). In addition to networking with their peers, it is essential for
teachers to network with other people such as administrators, professors, other
professionals and other people in the community. If teachers only network with other
teachers within the same school then they will focus on and reinforce the same viewpoints,

thus possibly being prejudiced.

A missing element is the broadening of the teachers’ horizon. What needé to occur
is for teachers to confront other views of the situation by talking to other people about
what counts as legitimate. The idea of collaboratives (Lieberman, 1992) plays a small role
within the teachers’ realm of experience; however, many teachers feel that they would like
to join groups, “that’s a way of networking with people who are teaching the same kind of
things that you are, by joinipg groups... with people that are doing the same thing that you
are... and having the same interests, and attending the conferences, you know just having

the networking again, but in a broader sense” (Sam). Another teacher stated that ...

what we need to do now is get together with teachers in the same grade levels and look at
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a particular topic and look at how we’re going to teach it” (Dana). All teachers stressed
the importance of being with their colleagues for professional support. What is important
is that “it’s not just learning a new strategy or listening to a lecture, but the association
with other professionals”(Dana). In order for teachers to be involved in a wider dialogue
about their practice and gain new perspectives, they need to engage in conversation with

other individuals that are beyond the teachers’ realm of experience.

One way proposed by Lieberman (1992) involved district-university partnerships.
One teacher interviewed stated that her best professional development experience was
gained through doing her masters study because that is where she gained her confidence
(Sam). She liked: her studies were interactive through numerous mind opening
discussions with peers; she gained a good rapport with her peers and her experienced
professors; her studies had practical applications of theories and ideas; she was able to
implement what she had learned; and that she gained an understanding and knew which
areas she needed to develop in and continue té work on. Though in the past, some school
districts financially encouraged their staff to work towards their masters, but this became
unfeasible due to budget cuts. However, the areas which Sam found most beneficial to
her professional growth (i.e., experienced professors, practical applications of theories and
ideas, studies etc.) can still occur if district-university partnerships (as proposed by
Lieberman, 1992) are developed. Such collaborations may carry out a variety of activities

that make professional and staff development continuum a reality (Fullan, 1991). Such

partnerships would put the practical work of teachers along side researchers involving
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them as colleagues (Lieberman, 1992). Thus, Sam can continue interacting at the same

‘level which she found stimulating while in the elementary classroom setting.

Support is another significant aspect of helping teachers grow and change.
Teachers feel powerless to implement something which they do not understand, yet for
which they will be accountable. One teacher stated that, “what would help me right now
is if I could be given some time, in-school time, to read over the IRPs and then to discuss
them with my colleagues... that right now is at the top of my wish list, to read all of the
new upcoming IRPs then discuss them with my colleagues, then maybe come up with a
plan...” (Jill). What they would need is support from someone who is knowledgeable,
about the IRPs for example, to help the teachers work through their many questions and
uncertainties. All teachers feel anxious about this imposition since they know that they
will be responsible, but they are unsure for what they are responsible. The teachers stated
that they would like support from their peers, support from administration and support
from the government. By support from their peers they meant, “working with other
teachers and everybody getting together and supporting one another to try these new
things [IRPs] and see what happens” (Kate). In addition, having a positive staff was
found to be very helpful. By support from administration they meant, “a lot of positive
input by the administrators” (Sue). By support from the government they meant an
increase in the amount of time and money they are given for professional development
specifically to work with the IRPs. Support is essential in all aspects of practice;

however, specifically what kind of support? There have to be some guidelines as to what

situations and outcomes are to be supported, because support is not possible in all cases.
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For instance, the teachers did not stipulate what they would specifically need support in
and how this support would come about. Perhaps their claims are generally based because
they have worked in isolation, in their classrooms, for so long, that they would appreciate
any “support” from anybody. According to the teachers interviewed and Rosenholtz
(1989), teachers usually work in isolation; however, opportunities must be made for
teachers to engage in discussion with their peers, because through discussion support can
occur. Teachers are often contacted by administration or parents in “difficult” times;
however, how often does anybody come to a teacher and say “I like the way you did this”
or “You are doing a great job.” When it comes to government support in the form of time
and money, those are scarce commodities to come by with the province’s growing debt.
Will there ever be enough time or money for teachers to do all of the things that they want
to do? How much is enough? Even the teachers themselves had a hard time answering
this question. Furthermore, it was difficult to get the teachers to pinpoint exactly what
they would use the time for. Again, individuals would utilize the time in many different

ways, not all of them as “effective” as others.

Overall, teachers mentioned the tremendous need, and lack of opportunity, for
working together with their peers either in partners or in grade level groupings, within and
out of the district, with administrators, researchers, or other individuals within their

community in order to begin to pursue different ways of enhancing their learning

especially through professional development.




81

ELEMENTS THAT TEACHERS PERCEIVE

WOULD HINDER THEIR LEARNING

Teachers found that the amount of government change was a major hindrance in
their personal growth. One teacher stated that:
you get a lot of demands from administration and the
government is constantly demanding change... you feel
boxed in, you have to do this, or you have to do that... its
very difficult to become a good teacher. I think allowing
the teacher to make decisions with regard to the amount of
work for the classroom, some classes... work ahead, and
others slow down and you have to be allowed to do that,
otherwise you have a lot of difficulties, children are stressed
and teachers are stressed. (Sue)
Thus, the teacher seemed to assume that the new IRP outcomes would be used to judge
her performance as an effective teacher. The focus of her professional development would
then be on finding ways to implement the government mandated materials rather than on
other professional growth. Another teacher stated “our job is so busy, and particularly
nowadays with all the changes happening and funding cutbacks and everyone is expected
to do more, we’re really struggling to get a handle on what should [the] focus be” (Sam).
While still another noted, “I think at the moment what hinders change, growth and
development is too many things [meaning the new Instructional Resource Packages and
evaluation documents] coming down from the ministry too quickly I think the biggest
problem we’re facing is too much too quickly ...there’s always change coming at us but

not as fast and as heavy as it is now” (Jill). In short, teachers feel that they are “being

given piles and piles and piles of ‘stuff’ from the government, that [they] have to

implement, and not having the resources to do it. The government was constantly coming
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up with things we should do and shouldn’t do and coming up with all these binders [such
as binders for the Year 2000 previously and for the new Instructional Resource Packages
currently]” (Ana). Wideen (1994) noted that expectations for reform became confused
with conflicting expectations and mixed messages. The teachers interviewed supported
his findings. All of them needed the time to personalize the changes and interpret them in
the manner that will enhance their ability to further education in their classrooms. This
time would not necessarily be outside of their teaching schedule as learning takes place in
the classroom for the teacher as well as the students. But the time they need is basically a
buffer before the administrators expect a mastery of the mandated government materials.
Nevertheless, time is not the only solution, teachers need to think of other things that
could help them deal with the mandated change to their practice, such as accessing
research journals and professional libraries or working with teachers who have piloted the

programs.

Dana felt that teachers needed to “have a particular focus and work together with
other teachers in the district or within other districts, who are all focused on the same
goal.” Dana speaks of a goal, yet she does not state what it is. Perhaps she and her staff
do not have common goals; then, on the other hand, perhaps the district does, but she and
others like her may not be aware of it. This seems a weakness; one cannot dispute the fact
that focusing towards goal setting, implementing and reviewing is important, yet in so
many cases, the teachers interviewed discussed working toward an ambiguous, non-

specific, all encompassing goal of “education.” Thus, since the goal or outcome to be

reached is not definite, it is hard to get the teachers to provide input in developing
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effective professional development in order to reach that goal. Education is an unclear
journey; therefore, it is hard to decide what counts as professional development. Before
teachers can set their goals with other district teachers and other professionals, they have
to arrive at some conception and that comes from their journey, their journey being their
education. Therefore, not only was time needed to personalize the changes, but also some
teachers felt they needed to find a focus or goal in order to clearly define their needs for
professional development; a focus so that they could feel that they were furthering their
education and improving their teaching abilities by “keeping on top” of things:

I know that it is a struggle I’'m having right now... some

people, I think, are more focused and are able to wade their

way through and be clear about their focus. I think others

who find it more difficult to focus may find it harder to find

the time to do clear professional development in terms of

focusing, understanding and having a clear direction and

knowing what you need to know. It’s just all the things that

you need to do in you job, trying to put them into

perspective, particularly now [with] all of the different ideas

turning around [are making it difficult to focus]. (Sam)
Sam also stated that she was saddened by the fact that she thought “a lot of people don’t
understand what it is that we’re supposed to be doing and it’s difficult to get that message
out, amongst all the other changes that are happening.” Wideen (1994) stated that
teachers have to find ways to personalize the changes and interpret them, yet without first

making a concrete focus, or a defined goal, Sam, and other teachers like her, will continue

to be frustrated and saddened about their situation.

The ways that teachers’ learning can be enhanced is very individualistic. Yet,

according to the teachers interviewed, teachers do not change their practices quickly no
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matter what the government changes. They may feel the pressure of the mandates, but in

reality, they do not change instantaneously, if they change at all. Perhaps many teachers

do what they have always done once their classroom door is closed.
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CHANGES TO ENHANCE HOW TEACHERS LEARN

ABOUT EDUCATION AND TEACHING

So how can this be altered? How can teachers be encouraged to further their
learning through professional development? Some interviewees suggested that these
questions can be partially answered by being given the opportunity to choose from a
variety of workshops, by examining past professional development, by examining the
validity of workshops and by examining the amount of time and funding provided to

teachers.

The teachers interviewed stated that one change could be for the teachers to have
access to a greater variety of workshops and courses that addressed their concerns and
interests. Generally, teachers felt that the professional development by which they meant .
workshops available to them, within their district this year, had been one of the best
because it was well organized and had a wide variety of programs and curricular topics
that teachers could decide on to fit their personal interest. What teachers meant by “well
organized” was a scheduled day with a key note speaker, snack breaks, pre-ordered
luncheons, a meeting place with their peers, book displays in the gym for perusal or
purchase and student ushers to lead teachers to their next workshops (for teachers that
were unfamiliar with the building). Teachers stated unanimously that it was those
workshops, which catered to the teacher’s personal interests, that would “fall over into the

way you are when you teach” and be taken to the students (Kate). Even if the workshop

was self defense or financial planning, and totally unrelated to the curriculum, it would be
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of benefit because the teacher would “come away with a positive attitude towards
[themselves] and that reflects as to who you are as a teacher [and] bringing that positive
demeanor to the classroom is important” (Kate). When some of the teachers mentioned
that even workshops that are not related to the curriculum are valid, they made some
interesting statements. Perhaps what they are doing is justifying what they like and find
enjoyable versus what is educationally sound. Is a self defense workshop or a walk
around a lake relevant to the actual students? Could this type of activity not be done on a
day off? Is this time well spent? Do all workshops or teacher activities have to be
relevant solely for the students or could they just benefit the personal interests of teachers?
Where does one draw the line and who is responsible for setting it? Most teachers would
argue that as they are the ones who determine whether the activity was a benefit to them
most immediately, that they should be the ones who judge. Should there be established
criteria as to what constitutes good professional development versus enjoyable activities?
If there are to be such criteria - who should set them? Researchers? The district?
Administrators? Teachers? Or a combination? again, this is a question that this study

does not answer.

In addition to having access the teachers expressed the importance of choice,
choosing workshops in their areas of interest. Some of the areas of interest included:
information and technology, language, reading, math, science, report writing, and art, in
addition to personal topics such as money management and self defense. As mentioned,
teachers felt that this year there was a better selection of topics, that they were pleased

with the fact that they could choose their sessions and the fact that even the key note
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speaker was good. Some teachers mentioned the lack of workshops on the topics that
they were interested in such as: social studies, physical and outdoor education, library and
music. Whereas, other teachers found this year’s professional day to be one of the best
because there was a greater variety of workshops available. There was a discrepancy in
their statements, some said that there was not enough variety and choice, “it would be
great to see more happening in our district” (Ana) while others were happy with the
number and choices that were available “there is quite a choice in professional
development days... so there is no reason not to get something you’re interested in” (Jim).
Sue said that “even if you don’t have enough choices, you can [inform the professional
development committee] next year and ask them for the choices you would like on there...

»

and often they send notices around asking if people have any suggestions.” One teacher
admitted that plenty was available but that they just had to have the initiative to go.
Another teacher stated that, “professional development days should be based on our needs
rather than having a bunch of topics available for us to choose from, just random topics
that they have” (Dana). But all teachers recognized that “it’s just healthy for everybody to
get out of the classroom for a day, say hello, spend some time together in these
workshops. They are good because you learn things that are worthwhile and can use in
your classroom” (Jim). Over all, they statgd that the professional development available
addressed most of their concerns and interests; however, there was not enough of it. The
teachers stated that they needed choice in selecting their professional development;

however, they do not mention in any form how they actually judge it. They seem to be

talking about their likes and dislikes though they do not appéar to be judging the

professional development on its educational value. There is no clear correlation between
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liking a workshop and “improving” practice. A one day inservice is not likely to change
one’s practice. What is important is for professional development to assist teachers in

changing their practice on an educationally sound basis.

By understanding some of the teachers worst and ineffective past professional
development experiences changes can be made to avoid them in the future. It is important
to know that some teachers had difficulty in pinpointing their worst professional
development. They seemed to be speaking of professional development as events rather
than as a process. When the teachers interviewed did mention some things that bothered
them they all spoke exclusively of workshops - not personal development. For instance,
Dana stated that, “I don’t know if I’ve really had a bad experience because I’ve always
learned something from the workshops.” Dana then went on to describe a workshop
where she had learned nothing new, the topic wasn’t one that she was covering and where
she did not have the same resources in her classroom to implement the material being
presented. She took that workshop simply because she could not get the district
workshop that she had signed up for due to the popularity of the topic and the limited
space. Since her interest level was not ther§, the workshop was not that useful for her.
Yet, before Dana had sta_ted that she always found something beneficial from her
professional development experiences. The reasons for this contradiction may be that a
teacher does not have to be interested in order for the material to be useful. Dana
obviously learned more from workshops that she was interested in, but she did realize that

she had learned something. Even if the thing she learned was that “...you can take a day

off for a workshop, and enjoy it, [so] it will be less stressful for your health, so I don’t
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think there’s a worst one” (Sue). Here the teacher is indicating that there is no “bad”
‘professional development because as long as she gets her enjoyable day off it is of benefit
to her because it gives her a break from the classroom, and allows her a full day to interact
with her peers in a “teacher” based setting. But does it count as being educational? Does
not a weekend or a holiday do the same thing? Obviously both can be educational, yet
McLaughlin and Lieberman (1992) do endorse peer interaction as an important tactic in

legitimizing the activity.

One reason for all of these contradictions about the validity of workshops could be
that while teachers realize a strong need for some sort of professional development, the
only type that they are generally familiar with is the one or two day workshop format.
Teachers equate these days as professional development and thus fail to realize the scope
and options which are possible to them as forms of professional development; hence, the
ambivalent and contradictory responses. Lieberman and Miller (1990) implied that
workshops were based on a deficit model of professional development. Fullan (1991) also
pointed out the frustrating waste of workshops. In order to change the workshop format,
teachers need to be exposed to the various professional development models found in the
literature (e.g., Hargreaves and Fullan 1992, Anderson and Shannon 1988, Rosenholtz
1989). In order for this to happen the district would have to reevaluate its professional
development system and make a shift from the “delivery” process to reflection on practice.
Lieberman (1995) claimed that teachers should be able to grow and move away from

workshops that involve direct teaching to practices in professional development that

involve learning. This change from teaching to learning, she goes on to say, is significant
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because it implies that teacher development opportunities must become integral to the

restructuring of schools.

One aspect of this reconstruction would be to provide time for professional
development, regardless of the model of delivery, since a lack of time was a major concern
for all of the teachers. Teachers felt that somehow they should be given “ a little more
time to do the vthings that they need to do to change” (Jim). It always seems to come
down to time. How much time is necessary? Time for what specifically? Even if extra
time is
given does that guarantee change? Teachers perhaps need to think about their practice in
other terms besides strictly time. They felt that what happened to many teachers was that
by the time they had carried out their daily classroom duties, little time and energy was left
for reflection. Jim stated that “...you get so carried away with the day to day business, and
the job, and the kids, and the classroom, by the time you’ve done your marking, and your
planning, going out to read a book on how to teach better is not necessarily your first
choice.” In addition, one teacher claimed that she would like to have time to:

...be able to sit down, look [the IRPs] over, and discuss
[them] and say gee, I like that bit, ’'m gonna try that or
that’s a load of garbage, I’'m not going to try that. So, just
time to read and reflect and discuss [is needed. Time to] go
with the things that you’re happy with and leave the things
alone that you aren’t. Whatever you do, things in this job
[are] a juggling act, you have to use some of your time and
you certainly expect that the powers at be would allow you

some time within your job, and paid for professional
development as well. (Jill)
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When asked how much time they would need a teacher responded, “any time at all that
you put into growth is going to be helpful and positive, so it can be from a very smail
amount of time to years” (Dana). This teacher finds it difficult to define “any time” or
“growth.” Could that mean that she does not know how much time she needs or that she
does not know what it is that would measure her growth? Even if ﬁhe was given
numerous hours of time that would not guarantee that she experienced growth. Time is
symbolic, it can not be quantified because it is difficult to measure or predict how long it
will take an individual to learn something. It all comes down to the teacher’s notion of
education as well as the district’s notion of education. Again, individualism is apparent
rather than collectivism. Teachers found it quite difficult to state an exact amount of time
or to put a measure on it; however, all felt that they should be allocated school time,
during the day. Many stated that before school was very difficult and that right after
school they had so many other things to do or meetings to attend. Most were too tired to
do anything after school and all preferred to spend time with their family. According to
Zeichner (1991) teachers must be provided with time during the school day to participate
in the various non-instructional activities that are increasingly open to them to assist them
in accomplishing their educational intentions. What is evident is that teachers want to
engage in their professional development during the school day rather than “on their own
time.” Is this always possible? A power relationship may be occurring here whereby the
teachers want recognition that what they are doing is important; hence, some school time

will be given for it. Some teachers even feel that they have put in many years of university

and anything extra that they now do they should be paid for. Are people in other

professions expected to train or develop on their own time? Is professional development
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the teachers’ responsibility, the districts or both? The teachers realized that the district
could not afford too much time and that as professionals they could be expected to do “a
lot of this stuff” in the summer, but where does one draw the line? They preferred not to
use up their summer time; however, some teachers used their summers to take courses for
personal interest. Jill was able to pinpoint the amount of time that she needed so she
stated that she would require one half day of release time for each IRP. No justification
for this figure was given. One teacher summed it up nicely by saying, “support is really
saying that what we want you to do is important and we will help, therefore, allow you to
take time during the school day to work on this...” (Kate). Hammond and McLaughlin
(1995) also pointed out that time for teachers can only be bought by rethinking the ways

in which schools are staffed, funded and managed.

Unfortunately, in order to give teachers the time they need, and want, an increase
in government funding becomes a major issue. Today, the governments’ ability to “pay” is
limited due to cutbacks of many of its programs which are a direct result of the growing
provincial debt. Teachers did not mind doing the odd thing in their own time (meaning
after school, weekends and holidays), even at their own expense, if it was something that
they were really interested in; however, they felt that if the Ministry of Education was
imposing a new program on them (meaning the new IRPs), then the government should
provide and pay for their training. Jill stated, “Victoria is telling us you have to do this,
this, this and this... I don’t see that I should be expected to pay my money and to give up

my time to do my own inservice. But, if they are willing to go half way and say well gee,

we’ll pay for your sub, you pay for the course, then maybe we can meet half way.”
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Another teacher stated that teachers received $150 a year and a teacher on call to cover
their class while they went to a workshop and “it’s not as though you can’t afford to go or
can’t find a sub...” (Sue). Again, variations were evident in the interviewees statements.
Some teachers said that they could not afford to go because the professional development
funds were low, while other teachers stated that they could. Why the discrepancy?
Obviously what is adequate for some is inadequate for others. Some teachers are happy as
long as they get some money while others will never have the amount of money that they

feel they need.

Teachers agreed that they are given money for professional development;
however, it is a small amount that only pays for one local workshop or conference. They
felt that this was limiting compared to the numerous, more expensive conferences that
they will never have the opportunity to attend, unlike the administrators who receive more
money for professional development and get to travel to other cities and other countries to
attend conferences. Once again teachers are referring to professional development as
conferences which signifies the limited conceptionl of professional development. How will
more money make a difference within their practice? It seems as though there is a power
issue occurring. Many teachers stated that they would like to attend at least two or three
workshops / conferences a year. Though the majority of the teachers stated that they
would need an increase in funding, one teacher stated that the funding was there, but that
it just had to be used. Jim admitted that he should have spent his allocated professional

development funds these last few years, but he hadn’t. His reasoning was, “...all I would

have to do is sit down and find something really good to go to and use my money and
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organize for a sub, but I think what happens is I just get wrapped up with stuff and it just
ends up not happening, at the end of the year I go, Ho, I haven’t used my professional
development money” (Jim). As already mentioned, some teachers need more money and
may complain about its lack, while others do not even spend what they are allocated. Why
the variation within this group of professionals? Perhaps what is important for some is
less so for others. Besides workshops, teachers would also like to have some funding
available for networking, mentoring, peer coaching and basically working with their peers.
Currently there is no funding available for this. As long as teachers remain autonomous
within their own classrooms, these contradictions will exist. Again, this study does not
examine how the above mentioned questions can be decided. Rather, all that the study

can do is to itemize these variations and show their existence.

What should be considered, is the collective experience that the seven participants
had with professional development, the individualistic statements and the contradicting
visions that the teachers carried. They felt that they knew what “worked” or did not
“work” when it came to enhancing their own performance both within the classroom and
as “educated” individuals. They often had complaints, yet they did not take any initiatiye
themselves. They continued to envision professional development as being workshop

based, yet they still brought out many concepts that concurred with the literature and

explored many ideas which may, in turn, cause changes to occur.
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SUMMARY OF CHAPTER FOUR

Teachers seem willing to be involved in activities that challenge them and that
promote professional growth. The teachers interviewed have made various claims and
statements as to why they should learn, how they learn, and what changes are necessary to
enhance how teachers learn yet, many of their statements contradicted one another and the
literature. Théy expressed various views on the current professional development system
and their conceptions of how it enhances and hinders their learning. The teachers
interviewed worked mostly in isolation; however, all of them expressed an interest and a
need to get together with one another and other professionals to expand their notions of
education. The teachers also wanted to discuss their issues of concern and what they
themselves could do about it. The overall theme amongst the teachers was that if they
“liked” something, such as a workshop, they then equated it with being “relevant” for

them, but the two cannot necessarily be correlated. Chapter 5 will focus on concluding

the research study and on recommending directions for further research.
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CHAPTER §

CONCLUSIONS, RECOMMENDATIONS AND

DIRECTIONS FOR FURTHER RESEARCH

Teaching is a career that requires a great deal of on-going reflection on practice.
Professional development aims to provide teachers with the opportunity to reflect on their
practice consistent with their beliefs about education. Since what counts as “eduéation” is
not fixed, so must professional development be continuously reformed. This study
examined seven teachers’ thoughts, conceptions, attitudes and idealizations of education
and professional development. The teachers’ perspectives on professional development
were examined based on their personal experiences. The intent of this study was to enrich
the knowledge of:

(1) What is occurring in the school system today with regards to professional

development practices of elementary teachers,

(2) The teachers’ perceptions of ideal models of professional development and

(3) Whether current research is evident in practice.

An analysis of the literature pertaining to teachers’ professional development
served as the background perspective used in this study. Transcripts from the teacher

interviews were analyzed in light of this literature. The conclusions and possibilities for

further research that are described in this chapter are based upon the analysis of transcripts
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of the interviews of seven elementary teachers. “Does professional development enhance
teacher education?” was the question that guided the research. All of the teachers
interviewed firmly believed that their professional development endeavors did enhance
their practice which, in turn, was transferred on to their students and benefited them in
“some way.” The teachers found the interview questions thought provoking and took

their time in formulating replies.

This chapter is divided into two sections: a statement of the conclusions /
recommendations emerging from the research questions and a suggestion of the possible
directions for further research stemming from this project. The first section is subdivided

into four sections dealing with each of the four research questions.

RECOMMENDATIONS

A. Does Professional Development Enhance Teacher Education?

In order to obtain an understanding of the guiding research question, “Does
professional development enhance teacher education?” thematic questions within four
areas were asked in the interviews. The first area dealt with defining education and
professional development and if the two were connected and if so how. The teachers had
varying definitions, yet all contained similarities. Education was defined on a personal
level, that was separated from the job of teaching, rather than on a professional level.

Meanwhile, when defining professional development the teachers interviewed spoke of

inservices which focused of the instruction students and the implementation of the new,
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mandated IRPs. The teachers interviewed often restricted professional development to
meaning workshops and had various ideas about what constitutes professional
development. In general, professional development was seen as a form of training that
dealt with their careers rather than something that dealt with reflection on practice. The
teachers interviewed felt that somehow professional development and education were
intertwined and connected, but were not clear about how. The teachers’ definitions of
professional development did not include some of the significant strategies ;Vhich appeared
in the literature such as networking, peer coaching and mentoring, but they did appear
when the teachers discussed their ideal professional development. Generally, the teachers
were more concerned with the “training” aspect of professional development rather than

with the “educational” aspect.

The teachers interviewed mentioned numerous changes that needed to occur
within the professional development system that is currently in place, in order for them to
enhance their learning. Their main options for what helped them change and grow were
being given the opportunity, variety,. choice, support, time, and funding to engage in
professional development activities. What the teachers seemed to mean was that they
would choose to have more professional development opportunities available to them for
working collaboratively with their peers (by discussing, planning, examining, implementing
new educational practices, evaluating) and for training in various areas by attending more
“well organized” workshops both in and out of the district. In addition, the teachers

interviewed stated that they would have liked to have access to a greater variety of

workshops with numerous topics to choose from. The teachers expressed a need for
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support from their peers (through working with one another), administration (through
positive input) and the government (through an increase in time and funding for
professional development activities). Generally, teachers wanted support to help them
implement the new IRPs for which they are responsible. Yet, how much support is
adequate for the teachers to change their practice and grow as professionals? What was
missing from their claims was what counted as being “good”’ opportunity, variety, choice,
support, time, and funding. However, even if teachers were “given” these items, it is
unknown whether it would guarantee that teachers would develop their notions of

education.

i. “Good” Professional Development

It is evident that the teachers’ responses were individualistic. Teachers mainly
spoke of what they, themselves, wanted and needed in order to enhance their
performances both within the classroom and as “educated” individuals. But, each teacher
had his/her own, personal view of what was “good” professional development for them,
ranging from taking workshops, courses, graduate studies to nature walks, sports and
traveling. What is meant by “good” professional development? What may be “good”
professional development for one teacher may not necessarily count as being
“educational.” For instance, one teacher considered “good” professional development as
walking around a lake, looking at the flora and fauna in order to “charge one’s batteries”,; |
whereas, an administrator or the general public may have a different view as to what is

“good”, educationally sound professional development. Perhaps what is needed is for the

various involved groups to get together and discuss the perameters of what constitutes
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professional development. Such discussions may then develop criteria for “good”
professional development within districts, so that there is a coordination in the schools of

teachers who continue learning.

Yet, these discussions must focus on a variety of questions. Are there any
guidelines as to what counts as educational professional development? On what basis are
those judgments made? Should guidelines be set or should teachers continue doing their
own “thing” for professional development? Who should set the criteria or guideiines?
Should teachers be able to decide on their notion of education individually or should
“good” professional development be decided on collectively as a school district? If so,
who defines “good” professional development? By what and whose standards is the
definition made? The whole question of how professional development days are set and
outlined on a district level, or even a school level may be the issue with establishing more
“effective” professional development. This is an area which needs to be re-evaluated and

was not discussed within this study.

ii, Directions for Professional Development

One way of developing criteria for what counts as educationally sound professional
development that was discussed was the concept of having teachers develop a common
focus and work towards implementing their goal by using professional development as a

means to an end. This was an area of importance for the teachers and came up in their

interviews, yet was not examined in this study and was lacking in the literature reviewed.
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In terms of a focus, teachers stated that there was a lack of a point of convergence
by the government and the teachers themselves due to the constantly changing educational
directions. The teachers viewed their practice as unconnected to “education” and
separated the two because of the pressure from the new IRPs from the ministry ar;d from
the new forms of assessment. The teachers connected education with curriculum, rather
than viewing education as professional development, and felt that training for the new
curriculum was the most important aspect because they were accountable for
implementing it. Yet, they were unsure of this responsibility. Due to their uncertainties,
the frustrated teachers could not find a focus as a consequence the direction of their
professional development often became finding ways to implement the government
mandated materials rather than on professional growth. Hence, they used their
professional development for the purposes of teacher training when in fact, according to
Coulter (1995) professional development should be used for providing teachers with the
opportunity to reflect on their practice. How can‘this process be reversed so that teachers
are using their professional development for what it was intended for- reflecting on

practice?

It is interesting to note that the teachers themselves mentioned a need to “have a
particular focus and work together with other teachers in the district and within other
districts, who are all focused on the same goal” (Dana). Yet, she and other teachers did
not state what the goal was. This may be due to the fact that they did not know what their

focus should be. Instead, the teachers expressed the need for time to personalize the

changes that they are dealing with. If the focus is unclear, then why do the teachers not
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develop it themselves? There are influential teachers on many staffs that show leadership,
whether it be positive or negative. So why are these teachers not initiating / influencing

their schools to achieve this focus and direction?

One may argue that they do not take responsibility for themselves because they are
too busy with their increase in workload due to overwhelming educational reforms
through the application of new programs and the introduction of new curriculums.
However, there is always an issue of workload, not only in teaching, but also in all other
professions. bThere will always be some complaint by someone about the amount of work.
The question is, what can be done about it? What is the ideal workload that will solve all
of the problems? How can the teacher’s workload be restructured or reexamined so that it
is manageable to the point where teachers feel that they are doing a “good” job for their
students? How can the stresses of teaching be decreased so as to reduce teacher
“burnout”? In many cases, the managing of the workload, which is a stress factor of
teaching, can be addressed through professional development if this is a goal that the

teachers want to work towards.

B. Teachers Concerns and Interests

The second section of questions which were discussed dealt with the purpose of
professional development and whether or not today’s professional development addressed

the teachers’ concerns and interests in education. All teachers stressed the significance of

professional development and talked about the importance for them to continue learning
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throughout their lifetime and their careers in the form of “keeping up” with the latest
e‘ducational practices. Yet, none of the teachers were specific as far as what it was that
they needed to continue learning. It was evident that teachers were not accessing the
current educational literature. Most of the teachers felt that the type of professional
development that was mostly available (workshops which highlighted a guest speaker) did
not provide motivation or an opportunity to learn in a manner in which they could learn
best. Instead, they preferred content that was placed in a listening, seeing, doingb and
discussing context through “hands on” tangible activities. Variations were evident in their
statements because not all hands on activities could be applied by all teachers due to
diverse teaching styles or the materials presented being unrelated to the subjects that were
currently taught. Moreover, some teachers were quick to discount educational theory
because it was not seen as practical / useful whereas, others desired more theory. At the
top of the list for teacher concerns and interests were: training for the latest educational
reforms known as IRPs, a need/ interest in working with their peers, as well as associating

with other professionals including researchers.

C. The Teachers’ Perspectives on Effective / Ineffective Professional Development

The third area of research dealt with teachers describing their best / worst
professional development and why it was effective / ineffective. Teachers easily spoke of
their best professional development experiences which they considered as inservice in the

form of workshops. Yet, the interviewed teachers did not mention any criteria for “good”

professional development that they used to assist them in continuing learning; instead,
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when asked, they continued to equate good professional development with good
workshops. Most of the interviewed teachers felt that they did not engage in a really
“poor” professional development (meaning workshops that did_ not enhance their practice
in some way) because they always found that they learned sorhething in a workshop,
especially when they were given the opportunity to interact with their peers in a “teacher”
based setting. But does that “something” count as being educational? Teachers had their
own notions of education and independently decided what was “good’ professional
development. Variatiohs were evident and the teacher’s individuality came forth. It
appeared as though no collective standards were agreed upon about what constituted
“good” professional development. The interviewed teachers described which factors they
thought lead to successful professional development and which factors limited their
professional development. The teachers justified what they “liked” and found enjoyable as
being educationally sound when describing their ideal professional development. They
justified the time they used as being valid since they felt that their own well being
influenced their interactions within their classroom thus benefiting their students. This
justification seemed more like a rationale for the teachers to take a valid mental health day
rather than professional development. Teacher development opportunities must become
integral to learning about teaching thus ﬁirthering the education of students. Thus, as

mentioned previously, deciding on effective and ineffective professional development (best

/ worst) should not be the sole property of the teachers, but should include others.
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1. Dialogue and Community

This would seem welcomed by the teachers who themselves stated that they did
not want to work in isolation when it comes to professional development. The teachers
interviewed wanted to continue learning because they were in the field of education and
they wanted to be able to share what they have learned with their students and with their
staff. Sharing through discussions was viewed as an important form of learning for three
reasons: it would provide alternate viewpoints, it would reinforce beliefs and/or actions
and it could clarify uncertainties. Yet, what the teachers seemed to want (the opportunity
to work with their peers) and what actually occurred (isolation within classrooms) were
two different issues. Teachers mostly work in isolation (Rosenholtz, 1989). Yet, this
contradicts what the teachers envisioned for their growth. What is it that needs to occur
in order for a change to happen whereby the teachers’ vision becomes a reality? To what
extent is teacher dialogue occurring presently? The teachers interviewed wanted to work,
plan and discuss certain issues together. The teachers were not specific about which
issues, but they did mention, in general terms, things like problems, questions, concerns or
simply thoughts that would come up daily or over the course of the school year. Teachers
need to be given the opportunity to discuss and come to an agreement as to what they
need to learn, what would in turn help them define professional development. Thus, the
professional development days would be developed from a consensus and would fill a

defined need. How can schools provide opportunities for such teacher dialogue?
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The teachers interviewed stated that they wanted an opportunify to network and
work with other teachers because that would allow them to be more focused toward goal
settiﬁg, implementing and reviewing. This they judged would prove to be the most
valuable professional development for them. They stated that peer coaching and
mentoring were excellent ways of engaging in teacher dialogue. These forms of
networking would engage teachers in dialogue which might help them to implement
changes resulting from professional development more successfully. If so, then why do
these strategies play such a small role within the teachers’ realm of experience? The
teachers interviewed mentioned that this was due to government cutbacks of previously
funded programs. Anderson and Shannon, (1988) point out that professional development
should stop becoming a “one shot workshop” and should become ongoing, immediate and
relevant. How can schools be restructured to provide teachers with these professional
development opportunities? Which opportunities would provide optimum conditions to

build communities of teacher / learners?

Such communities do not seem to exist at the schools. Both the literature, and this
study, confirm the fact that teachers work in isolation. Many teachers did not know what
was happening in other classrooms in their own school, let alone in other schools. Many
of their questions / concerns about their practice and their needs could be dealt with if
there was an increase in teacher interaction through critical dialogue. What fs meant by
critical dialogue is not a conversation about who is going to coach volleyball this season,

but rather, a conversation about pertinent issues that affect the teachers’ practice, such as

innovations in assessment. - In order for this to occur, ways must be sought to break down
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the isolation and build valuable relationships with other professionals. How does a school
increase teacher dialogue? How can schools be restructured so that the teachers within

them engage in dialogue that contributes to their conversation about education?

ii. Expanding the Dialogue

Another important facet of teacher dialogue is the fact that teachers need to be
involved in a wider dialogue that goes beyond their realm of experience (Coulter, 1994).
Professional growth requires dialogue with people who have different perspectives and
ideas (Coulter, 1995). The reason for this is that if teachers only network with other
teachers within the same school then they may focus on and reinforce the same
viewpoints.  Therefore, it is important for teachers to network with their peers,
administrators, professors, other professionals and individuals within the community in an
attempt to broaden the teachers’ networking horizon. By broadening teacher dialégué to
encompass the larger community, the purposes of schooling and the values that underlie
‘education can be discussed. What needs to occur in order for teachers to confront other
people’s views of the situation? Participation in professional communities through school
and teacher networks deepens teachers’ understanding of education by assisting teachers
in gaining new perspectives about their practice. One such collaboration amongst two

professional communities is known as district - university partnerships.

It has been claimed that in order for teachers to develop and advance their notions

of education, through continued learning, they need to engage in critical dialogue,

particularly a dialogue that connects the information that is being researched at the
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universities to the school staffs that should be wsing this information. Establishing a
connection and communication with the local university is one way for the district and for
teachers to gain access to professional literature. Researchers could and possibly should
take part in a wider dialogue with teachers, perhaps by connecting with a school and
sharing their discoveries with the teachers on a regular, scheduled basis. How can schools
be restructured to allow for these types of district - university partnerships to .occur? Are
researchers sharing their findings with teachers or is their work ending up in professional
libraries? In fact, are district - university partnerships currently occurring in British

Columbia? If so, where and to what extent? If not, why not?

This is along the lines of what Lieberman (1992) proposes where some
universities in the United States are forming partnerships with various districts within
communities. She claims that this brings together the ideas of many disciplines,
methodologies, and ways of working with school people that expand their notion of
education and practice. In addition, she states that the practical work of teachers, students
and community involves them as colleagues and researchers, collaborators and describers,
observers and activists. Unfortunately, the cost of bringing in such researchers is usually
too high for most schools to succeed in such an endeavor and if the researcher is brought

in for the whole district, by the district, the effect is too broad.

In order to make changes that will enhance how teachers learn, teachers must

restructure their perception of what counts as education to include the innovations to

education being presented by researchers through being able to easily and conveniently
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access this information through professional journals. The teachers interviewed mostly
spoke of traditional staff development models such as workshops, conferences, or
university course work. This may be due to the fact that these are the only types of
professional development with which the teachers are familiar. However, the teachers did
not speak of the newer models of professional development which are explained in the
latest literature, such as: teacher as researcher, practical inquiry, collaboratives, district -
university partnerships and professional libraries. These forms of learning were not
referred to by any of the teachers, and thus they may be unaware of these innovations, that
is, that teachers may not be accessing the current literature which proposes these and
other professional development strategies. This may be because the reading of
professional journals ranks low on the teachers’ list of priorities. Yet, professional
libraries cannot be discounted because they are indeed a valuable resource for learning.
Therefore, many questions arise which could be examined in future studies, such as: What
needs to occur in order for professional reading to come to the top of the teachers’ list of
priorities? Is professional literature available for teachers and to what degree? Are
teachers aware of its existence? Where are these professional libraries and how much are

they used by teachers? How are teachers to gain access to professional libraries and

journals? Which teachers are accessing professional literature and to what extent?

In order to encourage this aide to professional growth, staffs must schedule it into
their scheduled events. For example, one staff meeting a month could focus on new

literature. Teachers need to be immersed in a wide variety of reading to inform their

educational theory. By doing so they will obtain ideas of many disciplines and
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methodologies which will, in turn, broaden their notions of education and expand their

practice.

iii. Time for Professional Development

Reading the latest literature, developing criteria for “good’ professional
development, developing a focus, engaging in dialogue, networking and learning about
educational issues takes time. Learning about teaching (what it is I value / believe and
how I want to act) is a complex and time-consuming process that is made more successful
by reflection that comes about for oneself, other colleagues and with students. The lack of
time for professional development was a major concern for teachers. They felt that by the
time they had carried out their daily classroom duties, little time and energy was left for
reflection. The teachers stated that additional time was essential for them to plan, think,
and examine their practice. However, when the teachers were asked how much time they
needed they were vague. This may be attributed to the fact that the rate of learning and
personal growth varies from individual to individual. Time for professional development
cannot be rigidly quantified because it is difficult to measure or predict how long it will
take an individual to learn something. Therefore, the questions become how much time is
adequate for teachers to learn? How much time is adequate for teachers to engage in on-

going professional development? Will there ever be enough time for teachers to do all of

the things that they would like to do and who is to decide what is enough?
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Time is a necessary factor, and its availability for professional development is often
considered insufficient. Hammond (1993) claims that “released time” is rarely available
for activities that are not considered part of the teacher’s main job. Lieberman and Miller
(1990) urge that opportunities and time be made available for teachers to be involved in
continuous inquiry into their practice. How would one go about providing these
opportunities for teachers? How does one organize time to benefit teachers so that they

could accomplish their goals and intentions?

In addition to time for reflection, the teachers interviewed expressed a need for
school time to be provided for thg implementation of ministry directives. The teachers
constantly mentioned that they felt that they did not have a good understanding of the new
curriculum, now called instructional resource packages (IRPs) in addition to the new
evaluation methods. The teachers were confused and had diﬁ'lculty personalizing the
changes. Thus, they wanted some time during the school day to read, discuss, share ideas,
plan, implement and evaluate their efforts. Hammond and McLaughlin (1995) propose
that time should be bought by rethinking the ways that schools are staffed, funded and
managed. How can more time be provided to allow teachers to implement the new

curriculum and to reflect on their educational practices? How is this time to be paid for?

Unfortunately, time requires money. Besides the “teaching” of students, the

developing of individualized educational student plans, coaching and counseling, teachers

state that they need to be given the time for other aspects of their “job” such as those

already mentioned: developing criteria for “good’ professional development, developing



112

a focus, engaging in dialogue, networking, mentoring, peer coaching, engaging in
partnerships, learning about educational issues through professional libraries,
implementing government mandates and learning through professional development
endeavors. Already, one can see that the teacher’s “job” has become enormous. How are
teachers dealing with these numerous facets of their job? One thing is certain, all teachers
want and need more school time; however, this would require an increase in government
funding. Once again another major issue is raised - money. In these times of budget
restraints, where is the money to come from? How much money would be required to
give teachers release time? How much release time is necessary? What may be adequate
release time for one teacher may not be for another, so how can the differences be

accounted for?

D. Changes in Practice

These questions dealing with the adequacies of time and money become crucial
especially in lieu of the fourth section which deals with whether or not the teachers agreed
with the following statement, “studies show that most professional development activities
do not lead to change in practice.” Teachers tended to agree with this statement because
they felt that the one or two workshops a year format made no significant change in their
practice. Again, the teachers considered workshops as synonymous with professiohal
development.  They preferred ongoing inservice. Teachefs equated workshops,
conferences, and courses as professional development and thus, failed to realize the scope

and options which were possible to them as various forms of professional development.

Other models of professional development found in the literature included teacher as
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researcher, practical inquiry, collaboratives and district-university partnerships. It is
evident that teachers were unaware of these innovations and that they may not be
accessing educational journals and professional' libraries. Overall, the teachers were
optimistic and felt that the possibility of professional development changing practice
existed for them; but the limited opportunities they had and their sometimes overwhelming
lworklos.td may prevent them from taking advantage of existing professional development
and integrating what they learn with their teaching practice. Teachers felt that they would
benefit by being involved in peer coaching, mentoring and networking with their peers and
the teachers interviewed wanted to engage in collective experiences that would
amalgamate their individualistic statements and share th’eir varying visions. This is
desirable because it allows for teachers to: reach some form of commonality, expand their
knowledge base, produce food for thought with regards to their practice and focus on
their professional growth. In order to make changes that will enhance how teachers learn,

teachers must restructure their perception of what counts as education.

There was one important gap between the literature and what the teachers
discussed. The literature states that teachers need to become researchers to open up the
possibility for them to take a closer look at relationships and the school and to provide an
understanding of their work as teachers and learners (Wideen, 1994, Lieberman and
Miller, 1990; Joyce and Showers, 1995; Hargreaves and Fullan, 1992). Yet, the teachers
did not find a need for this and did not even mention it in their interviews. It would seem

that teachers who are involved in asking questions, will be more inclined to get answers

and make better decisions to improve education for their students.
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“What am 1 trying to accomplish?” is a question for all teachers. In order for
teachers to know what kinds of professional development they will need to be engaged in
to develop their practices, they need to come to a better understanding of their practice,

including their concepts of education.

i. Reform and Practice

Many of the issues previously mentioned can be tied to the Ministry of Education’s
numerous / massive attempts at educational reform over the years. Wideen (1994) states
that the shifts in education and the conflicting pressures have sent contradictory messages
to teachers who have become confused, frustrated and angry. The teachers were
struggling to implement mandated programs, such as the IRPs, yet they did not know
exactly what it is that they were responsible for. Therefore, the teachers’ focus for
professional development changed. For instance, at the time of the interview teachers
were more concerned with getting assistance with understanding.and implementing the
new curriculum than they were with individual professional growth. The teachers
interviewed were having a difficult time in dealing with continuous educational reform.
Some were trying to implement the IRPs while others chose not to commit to
implementing the changes until the mandated times. However, all of the interviewed
teachers commented on the fact that they did not receive adequate inservice for the IRPs
and that they needed more in order for them to fully implement the IRPs successfully.

Based on the discussions with the teachers it appeared as though the amount of inservice

support for change did not match the degree of policy change. Currently, professional




115

development is not personal professional growth; instead it has become a means of finding
ways of implementing government programs. How can teachers implement new programs
while continuing their personal professional growth? Will the line between “tratning” ever
be separated from professional growth by teachers? If so, how? What needs to occur for
teachers to have the opportunity for both training and professional development? What

support is available for teachers?

Hargreaves (1989) claims that for reform to be effective, teachers should be
encouraged to consider and discuss educational theory by holding regularly scheduled
meetings with their colleagues in other classrooms and schools. Based on the interviewed
teachers statements, it was evident that they rarely discussed educational theory and that
there was neither mention of any scheduled meetings within schools which allowed for
dialogue about educational issues, nor mention of any reading / accessing of professional
literature. How can the teachers get past their “survival mode” that they find necessary in
order cope with the changes, and move into the area of professional development where
they network and form partnerships in an attempt to discuss educational theory? As part
of reform, regularly scheduled time should be allowed for the teachers to: (1) work
collectively whether it be with their peers through coaching / mentoring or with other
members of community through partnerships / collaboratives, (2) personalize and interpret
government changes in order to enhance their ability to further education in their
classrooms and (3) engagé in conversations about education which provide a chance to

examine issues in new ways by supporting teacher growth. Along with the time that is

necessary for this to occur needs to come a provision within the reform for funding.
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ii. Professional Responsibility

Throughout this study teachers have stated various concerns and have had
numerous complaints which precluded them from seeing that professional development
activities should lead to change in practice; yet, they have not taken the responsibility
themselves to make the changes that they view as necessary within their schools. Instead
they had “wish lists” or wanted “government” to give them this, that and tﬁe other.
McLaughlin and Lieberman (1992) state that teacher practice can be transformed and
professional communities can be created by inspiring teachers to solve problems, take
risks, assume ownership of their teaching, and exercise leadership roles in their schools.
Yet, they do not mention the need for teachers to use professional development as a
means for developing their notions of education. This is a missing element from both the
authors and the teachers interviewed. It appears as though teachers have not made the
broader connection that goes beyond the teaching of curriculum and into the developing of

oneself as a professional through continued learning about teaching.

In short, the main factors that hindered teachers’ growth and personal change were
their perception of the amount of mandafed educational change, a lack of focus and an
increase in their workload. Yet, the teachers interviewed stated that their practices did not
change quickly no matter what the government mandated. They may have felt the
pressure of the mandates, but in reality, they did not change instantaneously, if they

changed at all. Perhaps many teachers do what they have always done once their

classroom door is closed.
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DIRECTIONS FOR FURTHER RESEARCH

This study has brought out some questions about teacher professional development
in a context of educational change. There were three areas which emerged from the study
that require further investigation and research. The first is to explore what is “good”
professional development; the second is to explore the ways in which teachers can be
encouraged to exercise leadership in their schools in order to assist themselves and their
peers in working towards developing their own notions of education; and the third is to

explore various connections between district / university partnerships.

This study focused upon seven teachers conceptions, attitudes and idealizations of
education and professional development. When asked what the teachers felt was their best
professional development experience, many varied answers ensued. One recommended
direction for further research would be to examine how to determine criteria for “good”
professional development and by whom this criteria should be set, since the definition of
“good” professional development can vary tremendously, including by which group is
consulted (i.e. parents, teachers, tax payers, government officials, administrators,
researchers, unions etc.). Furthermore, research might also consider who is to determine
how the criteria will be met or whether it is being met. Researchers should also consider
how the whole process of determining “good” professional development should evolve
and whether a teacher’s professional autonomy is enough to determine the criteria for

personal professional development. All of these are important issues that require: both

philosophical and empirical work.
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Another factor to consider is ihe finding that teachers did not assume any
ownership in developing their own professional development. It was beyond the scope of
this study to examine ways in which teachers can be empowered to make changes and
innovations so as to engage in critical dialogue about education. Further research might
examine different models which would assist teachers in taking on the responsibility of
making changes that would affect their practice within their schools. What would inspire
teachers to take risks, solve problems and assume ownership of their own teaching? Do
teachers view their careers simply as jobs or as professions? Does the answer to this last
question affect whether professional responsibility will even be considered to be assumed?
Do téachers fully understand how to discern between professional development and
inservicing? How do you develop personal responsibility for professional responsibility?
Furthermore, this line of research can examine who is responsible for educating teachers
on how to be able to effectively differentiate on whether or not their professional

development reflects on their practice.

This last statement generates questions in regards to various connections between
teachers, districts and university partnerships. Because a masters degree was being
pursued, this researcher spent many hours reading and reflecting on findings presented in
the éurrent research dealing with education. However, before being involved in this
research very little time was spent reviewing educational material due to every day

teaching requirements. The teachers interviewed did not even consider education journals

as a source for personal professional development in order to assist in formulating the
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practice within their classroom. Further research might examine ways in which
information can be shared with those that it should affect by developing partnerships in
education between the researchers and teachers. In order for district / university
partnerships to succeed, both researchers and teachers must volunteer their time and
services to each other. Yet, where does the impulse for this change begin? With the
researchers? The teachers? The university? The school districts? Does the effectiveness
of the partnership change depending on who initiates it? Who should be responsible for
funding such endeavors? Research would also be necessary to determine the success and
effectiveness of such partnerships. What criteria would be used to measure the “success”

of such partnerships? Would the partnership benefit all parties equally or not?

Such questions ought to be addressed but are beyond the scope of this study.

Studies that address such questions may further enhance teacher education and

professional development.
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CONCLUSION

The professional development system serves the needs of many teachers, both by
nourishing the professional growth of individual teachers and by directly addressing
student learning. However, it is how the teachers conceive their professional
development, and how they define education, that determines whether these
understandings affect their practice. Professional development can allow teachers to begin
to understand their educational aims and grow professionally in order to help educate

children.

A number of research questions were developed: Why do teachers have to learn?
How do teachers learn? and What are the changes that would enhance how teachers
learn? The answers from the seven teachers interviewed provided evidence that may help
educators and district officials better understand why teachers engage in the types of
professional development that they do and what other possibilities might be explored. An
attempt was made to clarify the teachers’ stances that drive their various conceptions of
professional development and education. Awareness of teachers’ conceptions of
professional development and the forms of professional development in which they are
involved might enable researchers to further their efforts in bringing other models of

professional development to the attention of the teachers “in the trenches.”

A strong link was posited between education and professional development.

Readers are invited to examine their own beliefs on education and to search for ways to
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design and conduct effective professional development in the future. Thus, the major goal

for all educators is to increase student learning and this can be done by supporting the

educators as they work together for their students.
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APPENDIX 1

INTERVIEW SCHEDULE

Practices in Professional Development:
Does Professional Development Enhance Teacher Education?

Interview Date: Time: Start End
Location: Male or Female:
Tape Number:

I. Background Questions:

How long have you been teaching?

In how many schools have you taught altogether?

What grade or subject do you teach?

What types of students do you teach?

What level of education do you presently have? Are you planning to go further?
Why or why not? '

How do you learn best?

. What helps or hinders changes and growth in teachers?

kW -

~ o

II. General Questions:

1. Do you feel that the professional development available to you today addresses your
concerns and interests? Explain.

2. Describe your best professional development experience. Why do you think it was
effective? Describe your worst professional development experience. Why do you think
it was ineffective?

3. Do you agree with the statement “studies show that most professional development
activities do not lead to change in practice”. Why or why not?

4. What does education mean to you? What does professional development mean to you?
Are they connected? Do you think that professional development is a necessity? Why or
why not?

5. Is there anything else that you wish to add such as any comments or concerns about
professional development that you feel are important and have not already been
addressed?

*  Would like a copy of the transcribed interview. Yes No
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APPENDIX II

INFORMED CONSENT

Practices in Professional Development:
Does Professional Development Enhance Teacher Education?

Does Professional Development Enhance Teacher Learning?” in the letter from Dalila
Vroom dated , I agree to a thirty to forty minute taped interview
by her about professional development. I understand that I can refuse to answer any
questions and may withdraw my participation at any time. I also understand that she will
keep my identity in confidence in any work that stems from this project.

I acknowledge that I have received a copy of this consent form as well as the initial
contact letter.

\
Having read the description of the project “Practices in Professional Development:
Signature

Date



