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Teachingis an art which draws notjus on an eductor@ knowledgeof subject
matter, pedagogical repertoire, and skill, butalso on his or her ethical and professiond
judgment, critical perspective, indght, empathy, interpersond acumen, creativity, and
commitment; and it mugt be suppoted by professiond development that acknowedges
and fogersall tha the educator mug bring to this complex enterprise we call education.
Y et current emphases in professiond development for educators on content knowledge
and prescribed curricula and on specified indructiond approaches, driven by the No
Child Left Behind Act and its provisionsfor highly qudified teachers and by a
postivistic approach to professiond knowledgeand compeency, have attempted to
reduce a highly complex, multi-faceted and nuanced field to a body of information to be
learned, a set of skillsto be mastered. And mog regrettably, the current emphases and
even punitive context have undemined teachersOsense of their autonory, professiond

judgment, and creativity, silenced educators with much to contribute, and driven



thoughtul, creative professionds fromthefield. AsW. Ayers (1992 saysin hisarticle,
On the County of the Blind OQeaching,E avoluntary, intelligent, collective

activity,E occursin contexts that are often coercive, ignorantE .Y et teaching remains
intellectud and ethical work, person-specific and situaiondly groundel.O

Wha schools mug honor, and wha professiond development mug suppot, are
wha Conndly and Clandinin (1988)refer to as theethical, aesthetic, and emotiond
dimensonsof teaching if we are to foger educatorsO ongoing development and growth,
induding ther increased knowedgeand skill and thar heghtened awareness, creativity,
and commitment. As P. Palmer (1998)has putso well, GGoodteaching cannotbe
reduced to goodtechnique goodteaching comes from theidentity and integrity of the
teacher.O Thusschools and professiond development modds must notjug offer new
ingructiond strategies but also providefor educatorsCrenewal, and suppot their sense of
thar potential contributionand agency. They mug hdp to develop atruelearning
community in which educators can openly share their chdlenges, wrestle with thar
dilemmas, and bring al of ther collective indghtand experience to bear in suppot of
their studentsOlearning, well bang, and growth.

Based on these tendts, agroup of teachersand | developed a year-longseminar
(Professiond Development in Schools: Teachers as Learne's, Researchers, Colleagues,
and L eaders,Owhich was onepiece of a pilot program, O eacher Professiond
Development: A Whole School Modd,Odeveloped by faculty in the Master of Education
Program at Vermont College of Union Inditute & University and funded by an
Eisenhower grant. Our aims for this program induded suppoting new teachers facing

the chdlenges and demandsof ther first years of teaching, suppoting experienced



educatorsin furthering thar professiond development and taking on enhanced rolesin
thar setting, and, throughaddressing the needs and chdlenges of both beginning and
expeienced educators, suppoting thedevelopment of a schoolwide culture of inqury, all
of which would serve to contribute to improved student learning.

Toward these ends we developed athree pronged approach, which induded a
seminar for beginning teachers, Orhe Teaching Journey,Oa seminar for experienced
teachers, QProfessiond Development in Schools: Teachers as Learners, Researchers,
Colleagues, and L eaders,0and a mentoring component which pared paticipants fromthe
two seminars, an experienced and beginning teacher in each pair, in amentoring
relationship. This paper will focusonthe seminar for experienced teachers, first
outlining the gods and design of the seminar and then discussing the experience and
outcomes for the seminar participants.

Theseminar (Professiond Development in Schools: Teachers as Learners,
Researchers, Colleagues, and L eaders,Owas aimed at experienced educators interested in
furtheringther professiond development throughboth reflecting on ther practice and
taking on new rolesin thar setting. Participants spanned el ementary, middle, and high
school levels and subject areas ranging from art to family sciences to socia studies and
gpecia eduaation. Itsfour primary pumposes were tha participants (1) examineand
develop thar own teaching practice; (2) develop skill in hdping colleagues develop their
practice; (3) examine and evaluate variousapproaches to professiond development; and
(4) acquire knowedgeand develop skill to lead similar professiond development groups
for ther colleagues at ther school. Within these broad purposes, paticular gods

induded: greater awareness of one own views and values as an educator; knowedgeof



arangeof approaches to examining one3 practice; increased skill in usng these
approaches for oneself and with others; undestanding of the many possible fod of
examinaion; increased capacity for critical examination of curriculum, pedagogy,and the
organization; increased undestanding of essential elements of professiond development;
and haghtened sense of one3 voice and agency within theschool. In suppot of these
gods, | hopal tha participants would gan knowledgeof adult development, reflective
practice, and change would build trug throughdidogueand gain awareness of the
importance of trug and community to honest exchangeand hdpful communication with
oneanother; would gain awareness of chdlenges in and obgaclesto thar effective
teaching; and would increase ther undestanding of spheaes of influence as they
congdered ther agency within the organization.

Drawing ontheliterature of critical reflection (Clift, 1990;Conndly & Clandinin,
1988;Jalongo,1995;Newman, 1990;Ritchie, 2000; Schon,1982) professiond
development (Palmer, 1988;Portner, 1998; Witheaell & Noddings 1991;Newton et
al.,1994) and autobiographical narative (Ayers, 1993; Intrator, 2000;Keizer, 1988;
Schubeat & Ayers, 1992, we used a numbe of approaches to focusonissuesrelated to
students, curriculum, pedagogy, the teacher@ Qpedagogical persondity, O(Millies, 1992)
and the school asawhole.

After confirming our undestanding of thegods of the seminar, broadly
conceived, we used ourfirst session to identify participantsOparticular interests,
guestions and needsregarding thar teaching and ther professiond development and to
talk togehe aboutwha would hdp them not jug to be a better teacher tomorrow but to

continueto grow as educators. Thisfirst step was fundamenta asit laid the groundwork



for our inquiry and work togeher and gave me thebasis for developing our syllabusand
designing the seminar in response to ther perceived needs key to meaningful and
effective professiond development.

Wha these teachers shared on that first day as they came togeher fromther
isolated classrooms to talk aboutther professiond development was fascinating, first as
they outlined current professiond development practicesin ther district, then as they
identified so readily needsthey had in common and, findly, asthey saw clearly the stark
dispaities between approaches to professiond development in thar district and thar felt
needs Spanningthethree different levels, all housd on a campusof adjoining buldings
and, as noted above teaching widdy varying subjects, these educators rarely saw one
another, much less shared thar gods for thar teaching, therr students, or thar school, or
discussed their views regarding professiond development. Y et the needsthey voiced
mog emphaically, ranging from more time with colleagues to discuss practice, to more
freedomto develop curriculum, to, simply, encouragement, they all had in common.
What they needed, they said, was time to come togetherN to confer regarding students, to
solve problems, to learn from oneanother.

Theseminar design then, which emerged in pat from these gods and needs
encompassed five segments:

. Oreachers as Learners and Researchers,Oin which we devel oped

undestanding and skill in reflective practice and progressed fromfocusng
ononeself as educator to focusng on curriculum, pedagogy, and our

students.



1. Oreachers as Colleagues: Working Togeher,Oin which we focused on
mentoring the beginning teacher and serving as peer coaches and
conalltants to our colleagues.

IIl.  (reachesas Leaders; Focusng on thelngitution Oin which we looked at
both curriculum and policy development and strategies for changein the
organization.

IV.  Btructuresfor Professiond Development in Schools,Oin which we
examined and evaluated the variousobijects of ourinquiry, tools, and
strategies that we had employed for our own development and then
developad amodd to propos for professiond development at the school.

V.  Ondividud Professiond Development,Oin which participants shared ther
individud project, designed to further ther practice and professiond
development.

To explore these issues, topics, and questions participants, drawing on both
readingsand thar experience, tried a variety of approaches to examining and developing
thar practice, which induded for example reflecting on critical inddentsin thar
expeience; examining dilemmas related to ther curriculum, pedagogy, or students; and
trying areflective practice cycle, which induded first observation and andysis, and then
innovdion and evaluation. We employed avariety of tods or structures for reflection,
such asindividud reflectionin journds, pared sharing, group conaultation, observation
of a colleague teaching, mentoring new teachers, and action research. And participants
wrote four brief pgpers. (1) identifying acritical dilemmain thar practice, usng the

reflective cycle noted aboveto identify thar gods, develop an innovdion, and evaluae



theresults; (2) reflecting onthar identity as an educator, induding wha shaped them,
views and values they hold, wha issues or chdlenges they wrestle with, and oneway
they would like to changeor grow; (3) describing thar individud project and discussing
its outcomes; and (4) identifying a chdlengeor obstacle with which they contend in ther
organization and, usng thereflective practice cycle, setting agod, identifying an action
they could take, and stating how they will evaluae theresults of thar action. Thus
participants were able to focuson arangeof objects of inquiry and to try outawide
variety of toolsin reflecting on and developing thar practice.

When we embarked on this piece of our whole school modd for professiond
development, our primary pumpose, as noted above had been to suppot experienced
educatorsin furthering thar professiond development and taking on enhanced rolesin
thar setting. Wha we foundhowever, throughseveral meansof evaluation of this
dialogue were outcomes which in many ways surpassed our origind gods and hopes.
Attesting to the power of the experience for them individudly and collectively,
paticipantsin the semina reported: decreased isolation; increased comfort in expressing
struggles, dilemmas, and views in this setting; increased confidence and sense of ther
own voice; increased undeastanding of thevalue of peer coaching; a variety of self-
discoveries regarding strengths and talents; and a new sense of thar shared perspectives
andvision for ther learning community.

During the evaluaion phase of our seminar, first, in regard to changes or growth
in thar teaching, statements made by participants induded, for example:

Q have learned how to examine my own teaching and improve uponit.O

QWhat | feel mog goodaboutis how | have grown as ateache.O



Qe spokeaboutschool issues tha stretched my comffort level, andtherefore,
taughtme to stretch my comfort level in my teaching also.O

Now that | have labeed [this] dilemma, | feel asthoughl am morein control of
theproblem andthat | can design solutionsto deal with this obgacle.O

Q used onestudent as a case study and am now in the process of trying outsome
thingswith thelarger groupO

Q have coordinaed with other students aroundalternative teaching approaches
regarding students to help them find successin ther learning (induding
behavior plans teaching strategies, and refocusng activities).O

Q can [now] see obdacles as something to learn from, notto run fromO

Second, concerning changes observed in ther studentsOlearning and behavior,

participants reported, for example:

QWith [the student | focused on] there hes been adrastic increase in his learning
and grades.O

CBtudents pay more attentionin classes [in which] | have tried new materials.O
Q! perceive] more focusand greater attention.O
Q! see] better problem solving skills.O

CBtudents were suppotive of our obsrvationsof each other and were glad to see
we do want to be better teacherslO

In addition, from ther experiences with peer coaching each other and observing
and mentoring beginning teachers, they reported a number of equdly postive outcomes,
induding, for example, Qhereward of helping,OQearning to ask better questionsO
Geeing how much | had grown,Oringing backEe nthugasm to teaching.O And they
wrote:

Ot [serving as a peer coach] allowed me to see the postivesin my struggles.O

Q have learned new skillsin regard to mentoring and peer coaching tha will help
me to focuson my patner@ needsO



Q learned tha a hedlthy mentoring program would benefit both new teachers and
veteran teaches.O

Ot [focuson my professiond development] hes always been throughevaluaion;
thisistheonly time | haven®been threatened.O

Beyond, however, inareased skill and effectiveness, these educators al so talked
aboutthdr increased awareness of thar own identity as teachers, aboutthear increased
confidence and voice, and, too, aboutther heghtened sense of thar capacity to make
change Referringto thevaue of focusng onthenselves and ther identity as educators,
participants made comments such as:

QWVe are so often dictated to, we lose ourselves.O

Q am amazed asto wha | learned aboutmyself asateacher.O

Q didn®knowwho| wastill I wrote that paper,E [or] how much my values affect
my teaching.O

QIt] wasrefreshing to focus on myself; [it] will improve my teaching.O
Taking aswell aboutther increased confidence, they noted becoming] more
comfortable asking questions speaking up,Oand (becoming] more assertive,Oas
they also wrote:
Orhemore listened and shared my thoughsin and out of class, themore |
redlized that | am an experienced teacher and what | say and do does have
validity.O

Q learned tha | do have a voice on schoolissues and tha other teeche(s shaethe
same voice. Thereishopefor abeter climate here at school O

Q have been more vocal aboutmy thoughs and more sharing of my approaches.O
And threading throughall of these outcomes, they noted the importance of
coming togethe and discovering shared concernsas major factors in thar learning and

growth:
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Q have also learned tha we all have areas we struggle with in teaching, and that
we all feel somewha alonein our profession; by sharing ourthoughs and
ideas with others, it hdpsto connect us andto find tha we are notaone
in our daly struggles.O

(Here| felt comfortable. All opinionswere welcomed and people would be
listened to. Severa times we gotinto problem solving. REAL problem
solving. Thiswas something unique Asagroupwe gave ourinputin
hopetha we would be of same aid.O

Q think in this time of teaching, when we are al searching for answers, it is )
impeative tha thefaculty have time on aregular basisto spend shaing.O

Ot [has] he ped me as a veteran educator realize that much of what | see and feel
onadaly basisisthe same with my colleagues.O

Q feel more apart of thisfaculty dueto the course and the openness of our
discussion.O

Ingpired and emboldened by their own and othersQlearning and growth, in
addition to articulating thar increased sense of thar identity and voice, participants also
identified their shared priorities for the school as awhole, asthey framed a set of
recommendaionsfor structures and approaches that would hdp to build thetrug and
community necessary to developing true culture of inquiry for the entire school. These
recommendaions they based on extensve evaluaion of thelenses, techniques and
structures they had tried in the seminar in suppot of ther own professiond development.
Foremog amongther priorities were faculty designed, job-embedded professiond
development and restructuring time. Rejecting the prepondeance of the @utside
expert,0Gcatter shotOapproach to On-serviceOdays, participants elected to develop a
propos to ther school and district administration articulating some of their gods and
recommended structures for ther professiond development. Thefollowing passagefrom

the proposl we developed (with theteachersidentifying gods and approaches and me
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serving as scribe and composng the proposl for thar approva) gives some sense of the
priorities, ideas, and gods informing thar recommendaions
First, we want to clarify that we are defining professiond development

broadly as those activities which hdp usto peform ourjob better, tha is, to
become better teachers. As such, we are saying that our professiond development
should not be limited solely to taking courses or to focusng on our subject area.
Rather it should providefor faculty coming together to share issues, concerns, and
questionsN whether aboutour students, our teaching, the curriculum, or the
schoolN tha we have in common and tha we could examinetogeher bath to gain
undestanding and to build our skill.

In reaching these condusons we are strongly aligned with theliterature
on professiond development which recommendsthat it bejob-embedded and site-
based, that it condder teachers as condituting alearning community, and that it
foger thedevelopment of a culture of inquiry for the entire school. (Jelly, 2002
Specificaly, to develop this culture of inquiry, they first recommended two

course offerings Saying that GComing togeher, across disciplines and age groupsthat
we teach, to examineour practiceN induding both our teaching and our roles in the
schoolN has allowed usto re-evaluate wha we do, to work onreal problems, to andyze
issuesin order to deal with them more effectively, and to gan suggestionsand idess for
our teaching Opaticipants urged offering again GProfessiond Development in SchoolsO
to anew group of experienced teachers. And they recommended offering a kind of
CProfessiond Development |1 Ofor participants Qvho would like to learn more about
mentoring, peer coaching, and reflective practice, in order both to take onthese roles and
to be able to lead O’eaching and Learning GroupOmuch like this seminar.O They then
recommended, On regard to job-embedded professiond development, tha these
(reaching and Learning Groupbe set up for all faculty to be able to come together in

group<Es imply to share and work on the dilemmas and questionswe al deal with in our

teaching.O Those having completed GProfessiond Development 11Ocould serve as
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facilitators of these convesations with thegod that all faculty beinvolved in ongoing
groups

Second,in regard to job-embedded, professiond development, the proposl
recommended tha, in order to beresponsve to faculty@ needsand gods, certain
professiond development activities be concelived by faculty, who would solicit ideas
fromthefull faculty, identify thefoci, frame the gods, and plan portionsof both regular
faculty meetings and designated On-serviceOdays. In suppot of these recommendaions
the proposl stated, GDur god, throughboth these forums, isthat facultyN often in small
groups sometimes as awholeN could share common issues, gan ideas for ther own
teaching, and work togeher to solve problems, and, overal, paticipae in aculture of
inquiry in our school.O

Thirdly, to introduce ther specific recommendaions regarding therestructuring
of timein thar school, the proposl read:

In regard to time, we al knowwe do nothave enoughN enoughtime to
plan, enoughtime to attend well to every student, enoughtime to gradeall that
should be assigned, and enoughtime to refud ourselves. We want to suggest the
importance of re-looking at time to find ways to suppot thefaculty@ professiond
development, our studentsOearning, and our school community. We bdieve tha
school climate and faculty well being are important to faculty@ effectiveness; tha
communication among facultyN whether to learn more aboutwha oneanother
does or to share concerns abouta student or solutionsto a problemN is essential;
and tha a strongcommunityN amongfaculty, students, and administrationN
bendits not jug those of uswho work here but ultimately the studentsQOearning
andwell beng.

And ther recommendaionsinduded:
1) restructuring the school day to:

- providecommon time for informal exchange for example during a

longe lundch period

- provideahdf day amonth for professond development, induding

for example reflective practice groupsand discussion of faculty
identified topics
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2) restructuring thebeginning and end of the school year to providefor:

- community building, induding faculty, students, and administration
- welcoming new students, faculty, and staff
In sum, the proposl conduded,

What we are proposng is putting into place structures and approaches thet
will allow much of [our] professiond developmentEt o be systemic and self--
aufficient, that, throughour frequent interactionN across grades and subjectsN
will suppot our continuing development as educators, and tha will have a
postive impact on school climate and our studentsOlearning.

Asthis proposl to administration indicates clearly, wha had hgppened for these
educators went well beyondour origindly framed gods. They had indeed gained greater
awareness of thar views and values as educators, ganed knowledgeof arangeof
approaches to examining one3 practice, and increased their skill in usng these
approaches for themselves and with others; they had increased their undestanding of the
many possible fod of examinaion and increased ther capacity for critical examination of
curriculum, pedagogy, and the organization. And having examined their own practice,
they had not only ganed awareness of thar teaching identity; they had also strengthened
thar sense of inquiry and learned to identify and conceptudize critical dilemmasin thear
practice, which allowed them to reframe ther questionsand develop new approaches;
they had ganed a greater sense of the complexities of teaching and new skill as peer
coaches and mentors. Astheprindpd putit in our meeting evaluaing the experiment
(persond communication, 2002) while these teachers had not begunthe seminar
necessarily thinking of themselves as learne's, by theend that is howthey saw
themselves. And the school® mentoring coordinaor, who was aso oneof the seminar

paticipants, stated tha throughthar dialoguethey had learned something about

themselves, they had built a sense of community, and they now felt they had avoice
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(persond communication, 2002) Throughindividud and shared reflection, these
teachers had mog assuredly furthered ther knowledge undestanding, and skill as
teachers.

Y et they had also discovered that othe's, across awiderangeof disciplines and
grades, shared similar issues and concerns and they had achieved alevel of trug tha
allowed them to share ther struggles and vulnerabilities, as well as thar successes, idess,
andingghts with oneanother. In short, they had experienced the potential and valueN to
themselves and ther teaching, to thar students, and to the school as awholeN of coming
togaher. In addition, throughthat dialogue and the suppot and encouragement it
yielded, they gained as well an increased sense of both ther voice and ther own agency,
of thar potential to effect postive change and of theimportance of developing areal
learning community in ther school. It was out of this sense of agency that thar vision
and propos for change for developing a culture of inquiry and alearning community in
thar schoolemerged. They had come fromther separate classroons to articulate ther
shared vison. Thusthey had renewed, invigorated, and taken forward notjug thar own
teaching, which would be of direct ben€fit to ther students, but also ther vison for the
school community as awhole, induding parents, students, faculty, staff, and
administration.

Wha then, did we condudein regard to professiond development? Out of this
expeiment, participants conduded, in accord with theliterature (Barth, 1990;Darling-
Hammond,1994;Meier, 1995, tha, indeed, professiond development for educators
mug be job-embedded, part of theculture, aregular part of the school day, intrindcto a

learning community, in which alIN teachers, students, administration, staff, and parentsN
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are learning all thetime, fromand with oneanother. Professiond development mugt
occur in a context of a culture of inquiry. Professiond development mug be based on
educatorsCreal needs It mug be grounded in undelying prindples and tenets of critical
reflection (Ritchie, 2000;Schubet & Ayers, 1992;Brookfield, 1987) adult development
(Kegan, 1982;Mezirow, 1991)and trandormative learning (Daloz, 1986;Freire, 1970;
Mezirow, 1991) And, for meaningful professiond development to occur, educators must
be provided with time and spaceN for dialogue for identifying thereal questions for
sharing expertise and experience, for looking at nat jug the successes but the struggles as
well, for getting to therich, messy, complex, endlessly chdlenging questionsinhaent to
teaching and learning, for getting to the heart of the matter, and for allowing educatorsto
bring ther heart to the matter.

If we are to keep intelligent, thoughtul, creative and talented people in thefield
of education, then we mug treat these educators as the professionds tha they are; we
mug create meaningful professiond development, which provides for stimulation and
suppot, for new learning and validation, for chdlengeand encouragement. Andingead
of working conditionswhich serve to suppress and undemine educatorsCereativity,
contributions and commitment, we mug create learning communities that tap and allow
tha creativity to grow, tha suppot our teachersCthoughtul contribution andinnovaion,
and tha fud ther commitment to thar students, their development, and thar field.
Given thetime and space to acknowledgeand build on ther professiond knowledge
ingght, skill, and talent, to come together to hdp each other in thar shared enterprise,

and to strengthen ther learning community, professionds in dialoguecan make a
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profounddifferenceN to oneanother® growth and ther school and, throughthese, ther

studentsQlearning.
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