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| ntroduction

These are changing times in education systems around the world. With the
start of the new millennium, many societies are engaging in serious and
promising educational reforms. One of the key elements in most of these
reforms is the professional development of teachers; societies are finally
acknowledging that teachers are not only one of the ‘variables' that need to
be changed in order to improvetheir education systems, but they are also the
most significant change agentsin thesereforms. Thisdoublerole of teachers
in educational reforms— being both subjects and objects of change — makes
thefield of teacher professional development agrowing and challenging area,
and one that has received mgjor attention during the past few years.

This new emphasis has been welcomed by teachers and educators in
general as it represents a much needed appreciation of teachers' work, and
also promotes the concept of teaching as a profession. Unfortunately, others
have taken this new emphasis to be a sign that teachers are not providing
adequate teaching standards. Guskey and Huberman (1995) reflect on this
paradox and also report that their work with teachers worldwide offerslittle
evidence to support this belief. “The vast majority of teachers and school
administrators we have encountered are dedicated professionals who work
hard under demanding conditions’ (Guskey and Huberman, 1995, p. 1). Itis
for these hard-working teachers and educatorsthat professional development
opportunities are needed, not only because they promote the recognition of
their work asprofessionals, but also because—asisthecasefor al professionas
in any field — new opportunities for growth, exploration, learning, and
development are alwayswelcome.
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In order to contribute to the knowledge base of educators, policy-makers,
teacher-educators, and administratorswho are engaged in the process of teacher
education and devel opment and who are committed to planning, implementing
and assessing sensible educational reforms, thisbook presentsareview of the
recent international literature published on models, factors and case studies of
teacher professional devel opment.

Thisbook supportstheideathat good teaching methods have asignificant
positive impact on how and what students|earn. L earning how to teach, and
working to become an excellent teacher, isalong-term process that requires
not only the devel opment of very practical and complex skillsunder the guidance
and supervision of experts, but also the acquisition of specific knowledge and
the promotion of certain ethical valuesand attitudes. Inthewords of Calderhead
and Shorrock (1997), in addition to ‘knowing what’ and ‘knowing how’,
teachers must al so be competent in ‘knowing why’ and ‘knowing when’.

This book also supports the idea that the professional development of
teachersis alifelong process which begins with the initial preparation that
teachers receive (whether at an institute of teacher education or actually on
the job) and continues until retirement. Therefore, the book reviews models
of teachers' initial preparation, aswell asmodels of in-service‘training’ and
other learning experiencesthat enhanceteachers practicesand professionalism
throughout their lives.

Becauseteacher professiona development ischanging so rapidly and so
frequently all around the world, we are aware that even the ‘most recent’
literature may already present models or experiencesthat are no longer being
implemented in a particular country. Therefore, the purpose of presenting
specific examples of modelsin particular countriesistoillustrate optionsthat
have been developed to promote teachers' professional development, rather
than to describe how the processis being realized at this particular timein a
specific country intheworld.
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In addition, even though many models and experiences of teacher
professional development are planned and implemented on alarge scalein
many countries (sometimes they are even national efforts), there are many
experiences, also reported here, that have been implemented on amuch smaller
scale (e.g. in only one school or one school system). Once again, as the
purpose of this presentation isto offer information on options and possibilities
to thosein charge of teacher education, the presentation of small-scale projects
may be asvaluable asthat of large-scaleinitiatives.

Finally, thereview of the literature was completed in the United States
of America, and even though special emphasis was placed on searching as
many international databases and publications as possible, | am aware that
my geographical location may havelimited theliteratureto which | had access.
| did find an over-representation of cases, models and experiences in the
USA, Canada, Australia and many European countries, compared to that
which | found concerning countriesin Asia, Africa, theMiddle East and Latin
America. | was also restricted by the language of the publications, as | was
only ableto review documentswritten in English and in Spanish.

Despitetheserestrictions, thisbook presentsan informative and detailed
review of the most current information on the professional development of
teachers, and as such it should be ahelpful guideto educational leadersat all
levelsand in avariety of national settings.

The book is organized in six chapters. The first is an overview of the
processof teachers' professional development, itsdefinitionsand significance.
The second chapter presentsinformation on theimpact of teachers professional
devel opment on education systems and students’ learning, and reflectson the
relation between teachers' professional devel opment and effective school and
education-system reforms. The third chapter is devoted to reflecting on the
teaching profession: when and how it begins, and how it devel ops throughout
aperson’sprofessional career. It discussesin some detail the process of pre-
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service education, and describesthe traditional form of in-service education.
Thisisfollowed by the fourth chapter which describes model s of professional
development in detail, and —whenever possible—illustrates each model with
adescription of experiencesand initiativesthat have used that particular model
in avariety of countries and societies. The fifth chapter explores the factors
that must be taken into account when designing and implementing model s of
professional development. Finally, the sixth chapter offersconclusions, policy
implications and recommendations.

10
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Chapter |
What isteacher professional development?

Background information

Professional development, in a broad sense, refers to the development
of a person in his or her professional role. More specifically, “Teacher
development isthe professiona growth ateacher achievesasaresult of gaining
increased experience and examining his or her teaching systematically”
(Glatthorn, 1995, p. 41). Professional development includesformal experiences
(such as attending workshops and professional meetings, mentoring, etc.) and
informal experiences (such as reading professional publications, watching
television documentariesrelated to an academic discipline, etc.) (Ganser, 2000).
Thisconception of professiona development is, therefore, broader than career
development, which is defined as “the growth that occurs as the teacher
moves through the professional career cycle’ (Glatthorn, 1995, p. 41), and
broader than staff devel opment, whichis*“theprovision of organized in-service
programmes designed to foster the growth of groups of teachers; it is only
one of the systematic interventionsthat can be used for teacher devel opment”
(Glatthorn, 1995, p. 41). When looking at professional development, one
must examine the content of the experiences, the processes by which the
professional development will occur, and the contexts in which it will take
place (Ganser, 2000; Fielding and Schalock, 1985).

This perspectiveis, in away, new to teaching. For years the only form
of ‘ professional development’ availableto teacherswas ' staff development’
or ‘in-servicetraining’, usually consisting of workshops or short-term courses
that would offer teachers new information on a particular aspect of their
work. This was often the only type of training teachers would receive and

11

International Institute for Educational Planning www.unesco.org/iiep



Teacher professional development: an international review of the literature

was usually unrelated to the teachers' work. Only in the past few years has
the professional development of teachers been considered along-term process
that includes regular opportunities and experiences planned systematically
to promote growth and devel opment in the profession. This shift has been so
dramatic that many havereferredtoit asa‘new image’ of teacher learning, a
‘new model’ of teacher education, a ‘revolution’ in education, and even a
‘new paradigm’ of professional development (Cochran-Smith and Lytle, 2001,
Walling and Lewis, 2000).

There hasrecently been asignificant increasein thelevel of interest and
support that teachersthroughout theworld arereceiving in their professional
development. Evidence of thisincludethefollowing:

e Theextensveliterature whichisavailable; including documents, essays
and research reports on model sand practices of professional development.
Thelong reference list at the end of this document is only a sample of
the many studies that have been published since the beginning of the
1990salone.

e International and national donor agencies have acknowledged the
importance of teachers professiona development and have commissioned
studies (many of which are reported in this document) with the purpose
of learning how to support such efforts more effectively.

e Many national and international organizations have supported the
implementation of initiativeswhich aim toimprovethe professiona skills
and knowledge of teachers. One good exampleisthe effortsof the Asia-
Pacific Economic Cooperative (APEC) to improve teacher education,
asthe economy of these 18 countriesthat border the Pacific Ocean have
Identified teacher education asbeing akey issuein economic devel opment
(Cobb, 1999).

12
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What is teacher professional development?

M ost educational reforms currently being designed and/or implemented
include acomponent of teacher professional development asone of the
key elementsin the change process.

This new perspective of professional development has several

characteristics:

1.

It is based on constructivism rather than on a ‘transmission-oriented
model’. As a consequence, teachers are treated as active learners
(Lieberman, 1994; McL aughlin and Zarrow, 2001) who are engaged in
the concrete tasks of teaching, assessment, observation and reflection
(Dadds, 2001; Darling-Hammond and McLaughlin, 1995; King and
Newmann, 2000).

It is perceived as along-term process as it acknowledges the fact that
teachers learn over time. As a result, a series of related experiences
(rather than one-off presentations) is seen to be the most effective as it
allows teachers to relate prior knowledge to new experiences (Cohen,
1990; Ganser, 2000; Lieberman, 1994; Dudzinski et al., 2000). Regular
follow-up support isregarded asan “indispensabl e catal yst of the change
process’ (Schifter, Russell, and Bastable, 1999, p. 30).

It isperceived asa processthat takes place within a particular context.
Contrary to the traditional staff development opportunitiesthat did not
relate‘training’ to actual classroom experiences, the most effectiveform
of professional development is that which is based in schools and is
related tothe daily activities of teachersand learners (Abdal-Hagqg, 1996;
Ancess, 2001; Baker and Smith, 1999; Darling-Hammond, 1998;
Dudzinski et al., 2000; Ganser, 2000; McLaughlin and Zarrow, 2001).
Schools are transformed into communities of learners, communities of
inquiry (McLaughlinand Zarrow, 2001), professional communities (King
and Newmann, 2000) and caring communities (Jenlink and Kinnucan-

13
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Welsch, 1999) because teachers are engaged in professional devel opment
activities (Lieberman, 1994). The most successful teacher devel opment
opportunities are ‘on-the-job learning’ activities such as study groups,
action research and portfolios (Wood and McQuarrie, 1999).

Many identify this process as one that is intimately linked to school
reform (Guskey, 1995b; Loucks-Horsley, 1998), as professional
development isaprocessof culture building and not of mereskill training
(Cochran-Smith and Lytle, 2001) which is affected by the coherence of
the school programme (King and Newmann, 2000). Inthiscase, teachers
are empowered as professional s, and therefore should receive the same
treatment that they themselves are expected to give their students
(McLaughlin and Zarrow, 2001). A teacher professional development
programme that is not supported by the school or curricular reform is
not effective (Guzman, 1995; Schifter, Russell, and Bastable, 1999).

A teacher is conceived of as a reflective practitioner, someone who
entersthe profession with acertain knowledge base, and who will acquire
new knowledge and experiencesbased on that prior knowledge (Cochran-
Smith and Lytle, 2001; Jenlink and Kinnucan-Welsch, 1999; Lieberman,
1994). In so doing, therole of professional development isto aid teachers
in building new pedagogical theoriesand practices (Darling-Hammond
and McLaughlin, 1995; Schifter, Russell, and Bastable, 1999), and to
help them devel op their expertisein thefield (Dadds, 2001).

Professional development is concelved of as a collaborative process
(Darling-Hammond and M cL aughlin, 1995). Even though there may be
some opportunities for isolated work and reflection, most effective
professional development occurswhen there are meaningful interactions
(Clement and Vanderberghe, 2000), not only among teachersthemsel ves,
but al so between teachers, administrators, parents and other community
members (Grace, 1999).
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Professional development may look and be very different in diverse
settings, and even within a single setting, it can have a variety of
dimensions (Scribner, 1999). There is not one form or model of
professional development better than all others and which can be
implemented in any institution, area or context. Schools and educators
must evaluatetheir needs, cultural beliefsand practicesin order to decide
which professional development model would be most beneficial to their
particular situation. Itisclear intheliteraturethat different factorswithin
aworkplace (one significant variable of ‘the context’), such as school
structure and school culture, can influencetheteachers sense of efficacy
and professional motivation (Scribner, 1999). Apparent contradictory
resultsreported in theliterature (such asthefact that some studiesconclude
that the best professional development isthat designed and implemented
on a smaller scale, while others say that it is more effective when
Implemented on alarger, system-approach scale) may be explained, not
by deciding that one study ismore accurate than another, but by examining
the contexts in which the different studies were completed. Guskey
(1995hb) argues strongly theimportance of paying attention to context so
that the* optimal mix” (p. 3) of professional development processes can
beidentified and planned. In other words, professional development has
to be considered within aframework of social, economic and political
trends and events (Woods, 1994). “The uniqueness of the individual
setting will always be a critical factor in education. What worksin one
situation may not work in another... Because of the enormousvariability
in educational contexts, therewill never be‘ oneright answer’. Instead,
there will be a collection of answers, each specific to a context. Our
search must focus, therefore, on finding the optimal mix—that assortment
of professional devel opment processes and technol ogiesthat work best
inaparticular setting” (Guskey, 19953, p. 117).

15
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Systems and/or models of professional development?

It is important to bear in mind the difference between a professional
devel opment system and aprofessional development model (Ingvarson, 1998).
Models are specific processes and opportunities that are planned to provide
professional devel opment to teachersfrom the beginning of their preparation.
(Chapter 1V of thisbook describes a number of models that have been used
in different parts of the world to promote the professional development of
teachers, and also briefly refers to some national systems of professional
development.)

However, a system requires a wider perspective that includes the
| nterconnections between:

e thegoals, objectivesand purposes of professional devel opment;

e thecontextinwhich professional development isto take place;

the personal and professional characteristics of the participants of the
system;

the model s, techniques, and proceduresto be implemented,;

the costs and benefits of professional development;

adetermination of who isto make which decisions;

a process to evaluate and assess the effectiveness of professional
development on different constituencies,

e adetermination of infrastructure support for professional development.

Ingvarson (1998) compares the ‘traditional system of professional
development’, usually identified as‘in-servicetraining' (wherethe employers
have control; the governments establish the goal s; the actors can be universities,
employersor consultants; and the modelsused are usually short-term courses
or workshops, which are not necessarily related to practical issues), with the
‘standard-base system’ (where the professional bodies have control when
deciding on goals and helping to implement the models, and where the

16

International Institute for Educational Planning www.unesco.org/iiep



What is teacher professional development?

opportunities are designed based on real needs identified by the teachersin
their daily activities). He concludesthat even though thetraditional systemis
essential, itisno longer sufficient.

A similar classification is offered by Cochran-Smith and Lytle (2001).
They describe three approaches, or systems of professional development,
that “ co-exist intheworld of educational policy, research and practiceand are
invoked by differently positioned peoplein order to explain and justify quite
different ideas and approaches to improving teaching and learning” (p. 47).
They are:

1. Knowledge-for-practice: Assumes that university-based researchers
generate formal knowledge and theory for teachers to use in order to
Improve practice.

2. Knowledge-in-practice: Some of the most essential knowledge for
teaching is perceived as ‘practical’ knowledge, or knowledge that is
embedded in practice.

3.  Knowledge-of-practice: Knowledge is not divided into formal and
practical knowledge. Teachers gain knowledge for teaching when they
have the opportunity to reflect on their practice and use a process of
inquiry intheir own environmentsto learn more about effective teaching.

Variables that contribute to the success of teachers
professional devel opment.

According to Guskey (1995a), there are some ‘ guidelines for success
that must be followed when planning and implementing professional
devel opment opportunitiesfor teachers. They are:

17
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to recognize change as being both an individual and an organizational
process;

to think big, but start small;

to work in teamsto maintain support;

to include proceduresfor feedback on results;

to provide continuousfollow-up, support, and pressure;

to integrate programmes.

Corcoran (1995) has proposed thefollowing guiding principlesfor experts

and organizationsthat are designing and implementing professiona development
programmes. These programmes must:

stimulate and support site-based initiatives (schools', districts’ and
teachers' initiatives);

be grounded in knowledge about teaching;

model constructivist teaching;

offer intellectual, social and emotional engagement with ideas, materials
and colleagues;

demonstrate respect for teachers as professionals and as adult learners;

provide sufficient time and follow-up;

be accessibleandinclusive.

Finaly, Fullan (1987) believestherearefour crucial factorsfor successful

teacher development. They are:

redefinition of staff development asaprocess of learning;

therole of leadership at the school level;

the organizational culture at the school level; and

therole of external agencies, especially at thelocal and regional level.

Many of these, and other factorsthat help make professional development

successful, are explored and described in Chapter V of thisbook.

18
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Chapter 11
Why isteachers professiond
development important?

Aside from the individual satisfaction or financial gain that teachers may
obtain asaresult of participating in professional-devel opment opportunities,
the process of professional devel opment has a significant positiveimpact on
teachers' beliefsand practices, students' learning, and on theimplementation
of educational reforms. These three aspects are described in this section.

Does professional development have an impact
on teachers? Does it have an impact on student learning?

Successful professional-development experiences have a noticeable
impact on teachers work, both in and out of the classroom, especially
considering that a significant number of teachers throughout the world are
under-prepared for their profession.t

1 For example, according to a 1996 report of the US National Commission on Teaching and
America’s Future, at least 25 per cent of teachers hired in the country fall under the
category of under-prepared teachers. In Latin America, the numbers are much higher
(Villegas-Reimers, 1998). According to Ball (2000), this percentage is even higher in
countriessuch as South Africa. Infact, South Africansusetheterm ‘ barefoot teacher’ to
refer to unlicenced educational practitioners (Henning, 2000) who are of a significant
number in the country. “ These teachers have been performing educational ‘first aid’ for
more than nine years in schools where masses of otherwise ‘ school-less' children and
youth are accommodated” (Henning, 2000, p. 3).

19
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Evidence shows that professional development has an impact on
teachers' beliefs and behaviour. Evidence also indicatesthat the relationship
between teachers' beliefsand their practiceis not straightforward or ssmple;
on the contrary, it is dialectic, “moving back and forth between change in
belief and change in classroom practice” (Cobb, Wood and Yackel, 1990;
Frankeet al., 1997; Thompson, 1992, in Nelson, 1999, p. 6). Wood and Bennett
(2000) support this statement with the results of a study, in which agroup of
early childhood educatorsin England were hel ping to collect data concerning
their own theories of play and their relationship to practice. Asaresult, these
educators changed their own theories or teaching practices, or even both.

Similar resultsarereported by Kettleand Sellars (1996) in astudy of the
development of the ‘practical theory’ of student-teachersin Australia; by
Kallestad and Olweus (1998) in astudy involving Norwegian teachers, which
showsthat teachers’ professional preparation and development have alarge
impact on defining teachers' goalsfor their students, and these goalsin turn
affect the teachers' behaviour in the classrooms and schools; and also by
Youngs (2001). Following the examination of data assessing the effects of
four different models of professional development (teachers networks, the
use of consultants and inter-visitations, students’ assessments and school
Improvement plans) onteachers professional devel opment and school capacity
in different parts of the USA, Youngs found that all models generally
strengthened teachers' knowledge, skillsand dispositions, and they had varied
effects on other aspects of school capacity (the constructing of acommunity,
the gradual development of coherent programmes, the quality of technical
resources, etc.). Yet, thereis still aneed for more research to be donein this
area (see Tatto, 1999).

Back in 1997, Guskey argued that more research was needed on the
specific aspects of teachers' professiona devel opment that created asignificant
effect on teachers’ practices, measured by achangein students' learning. He
proposed examining multiple caseswhere there was anoticeabl e improvement

20
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in students' performance, and to ‘work backwards' to identify which specific
characteristics of professional development the teachers had experienced.
According to the latest literature, some studies have been carried out as a
result of thisinitiative. For example, research reported by Baker and Smith
(1999) identified thefollowing characteristics of professional development as
being the most effective in sustaining changein teachers:

A heavy emphasison providing concrete, redlistic and challenging goals;
Activitiesthat include both technical and conceptual aspectsof instruction;
Support from colleagues;

Frequent opportunities for teachers to witness the effects that their
efforts have on students' learning.

With regard to the effect of teachers’ professional development on
students’ learning, a number of studies report that the more professional
knowledgeteachershave, the higher thelevel sof student achievement (National
Commission on Teaching and America’'s Future, 1996, 1997; Falk, 2001,
Educational Testing Service, 1998; Grosso de Leon, 2001; Guzman, 1995;
McGinn and Borden, 1995; Tatto, 1999). In fact, the report of the National
Commission on Teaching and America sFuture citesevidence that “investments
inteachers knowledge and skillsnet greater increasesin students' achievement
[in the United States] than other uses of an education dollar” (Darling-
Hammond, 1999, p. 32). At the sametime, many believethat student learning
Is not measured frequently enough when evaluating the impact of teachers
professional development (Loucks-Horsely and Matsumoto, 1999).

Borko and Putnam (1995) offer evidence to support the fact that
professiona devel opment playsanimportant rolein changing teachers teaching
methods, and that these changes have a positive impact on students' learning.
Data collected during the ‘ Cognitively Guided Instruction Project’ (CGI) —a
multi-year and multi-phase programme of curriculum devel opment, professional
development and research — show “powerful evidence that experienced

21
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teachers' pedagogical content knowledge and pedagogical content beliefs
can be affected by professional-development programmes and that such
changes are associated with changesin their classroom instruction and student
achievement” (Borko and Putnam, 1995, p. 55). Similar resultswere obtained
in Pakistan (Warwick and Reimers, 1995), where the formal education of
teacherswas closely associated with the level s of students’ achievement. Itis
Interesting to note that the same data showed that students' achievement was
not significantly related to whether or not teachers had ateacher certification
in that country.

Another study which supports the strong relationship that links the
improvement of teachers practices and the increasing levels of students
achievement is that reported by Cohen and Hill (1997). This large study of
mathematics teachers in California (USA) discovered that: “ Teachers who
participated in sustained curriculum-based professional development reported
changes in practice that, in turn, were associated with significantly higher
student achievement scores on state assessment” (Darling-Hammond, 1999,
p. 32).

Supovitz and Turner (2000) report that datafrom the US National Science
Foundation Teacher Enhancement programme show that the degree of
professional development to which teachersare exposedisstrongly linked to
both inquiry-based teaching practice and investigative classroom culture.
Supovitz, Mayer and Kahle (2000) in aseparate study involving datacollected
in Ohio, USA, found that as a result of teachers involvement in intensive
professional development activities. “Teachers' attitudes, preparation, and
practices all showed strong, positive, and significant growth from pre-
professional development to the following spring. Furthermore, these gains
were sustained over several years following [the teachers'] involvement”
(p. 331).

22
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In a recent review of the few studies quoted in the literature which
examine the impact of the professional development of science and
mathematics teachers on students’ learning, Mary Kennedy, aresearcher at
the USNational Ingtitutefor Science Education, madethefollowing discoveries
(asreported by Baker, 1999):

e  When comparing programmesfocused on subject matter, or how students
|earn the subject, with programmeswhich focus on pedagogy, theformer
had the greatest impact on students’' learning.

e In-classvigtationsasavariable offersdiverseresults. In somecases, in-
classvisitations (as part of profess onal-devel opment opportunities) had
apositive effect on students’ learning, and in other casesit did not.

e  When school-wide programmes were compared with teacher-specific
programmes, the former had the |east effect on students’ |earning.

e Thetotal contact time with teachers was not an important predictor of
the effect on students' achievement.

e The effect of concentrated or distributed time for professional-
development experience varied according to subject matter. In most
studies, concentrated time was more effective for mathematics, while
distributed timewas more beneficial to scienceteachers.

Finally, avariablethat must be considered when assessing the impact of
professional development on teacher practices, and thus on students’
achievement, iswhether teachers are teaching a subject for which they were
prepared to teach. AsIngersoll (2001) reports: “ Requiring teachersto teach
classesfor which they have not been trained or educated harmsteachers and
students” (p. 42). Ingersoll refers to data that show that most ‘ out-of-field’
teachers are more commonly found among first-timeteachers, inlow-income
schools, small schools, and lower-achieving classes. Classes with * out-of-
field’ teachers usually generate lower student achievement. Inthe USA, for
example, 56 per cent of public secondary-school studentsin physical sciences
aretaught by teacherswho havereceived no training in that field, even when

23

International Institute for Educational Planning www.unesco.org/iiep



Teacher professional development: an international review of the literature

they may be certified teachers in another field and who, more than likely,
have abachelor’sor even amaster’sdegree (Loucks-Hord ey and M atsumoto,
1999).

Does professional development have an impact
on the success of educational reform?

Currently in the world, most societies are engaged in some form of
educational reform. Some of thesereformsare at the national level (Namibia,
South Africa, Australia, England, the United States, Paraguay, the Netherlands,
to mention afew), while others areimplemented at thelocal level (at state or
district level, or even in only one school). Regardless of the scope of the
reform, the rel ationship between educational reform and teachers' professional
development isatwo-way, or reciprocal, relationship. Aswill beillustrated in
this section, educational reforms that do not include teachers and their
professiona devel opment have not been successful. Professional-devel opment
initiativesthat have not been embedded in some form of reform of structures
and policies have not been successful either. There are several cases that
support thesefindings.

For example, Morris, Chan and Ling (2000) report on the Target Oriented
Curriculum (TOC), an educational reform of primary schoolsin Hong Kong
which was introduced in the 1990s, and which the authors consider
unsuccessful, even though the third stage of the reform is just beginning.
According to their account, and that of Walker and Cheong (1996), the
curriculum reform was designed by policy-makers with little, if any, input
from theteachers. The schoolsand the public in general responded negatively
to the proposed changes as they were complex, impractical, and not flexible
to accommodate to the needs of certain schools. Even though some
modifications were madein response to the requests of teachers and schools
in general, the reform was clearly imposed on teachers who felt they were
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being told what to do without any regard to their knowledge and day-to-day
practice.

Reforms such asthis are common around the world, asthey are usually
designed with the notion that teachers act as mere obstaclesrather than being
the most important agents of educational reform and, thus, their opinionsare
not considered when planning reforms or programmes of professional
development (Villegas-Reimers and Reimers, 1996; Pierce and Hunsaker,
1996). As aresult of this common predicament, the problems reported by
Morris, Chang and Ling (2000) have also been reported in other countries.
For example, extensive literature exists about the educational reform that took
place in England and Wales in the 1990s, and still 10 years on there are
research studies testifying to how teachers felt omitted from such reforms
and thus resented them, as they perceived the changes as being a hindrance,
creating confusion, aheavier workload and alack of respect for their work as
professionas(Day, 2000). Similar resultsare found among Norwegian teachers,
who arereported to feel that a new policy on work-time agreement (part of a
major educational reform) has become “an instrument of control which could
transform Norwegian teachers into mere obedient and loyal civil servants’
(Klette, 2000, p. 146). Also, in Australia, when a Federal Discussion Paper
proposed the introduction of the model of teacher preparation aready existing
in England and Australia(Chadbourne, 1995), teachersinitially felt that their
work and professional preparation were under attack and that they were not
included intheinitia planning of such asignificant reform. Chadbourne (1995)
also reports that even though university programmes began to implement
more school-based training on atrial basis, student- teacherswerereluctant to
participate as they were of the view that such programmes required more
work, offering lessflexibility, and limiting interactions between themselves
and the university community. Van Driel et al. (2001) also mention that the
disappointing results of some scienceteaching reformsinanumber of countries
areduetothefailuretotaketeachers existing knowledge, beliefsand attitudes
into account when planning changes.
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As mentioned previoudly, reforms that have centred around teachers
professional development have been extremely successful in transforming
even national education systems. Such isthe casein Namibia, for example,
where the education system was transformed into amore democratic system
after the country gained independence, and this transformation wasled by a
reform of its teacher preparation systems and institutions (Dahlstrom et al.,
1999). This reform was designed and implemented by national |eaders,
administrators and teachers, with some support from foreign institutions that
joined apartnership of national institutions. A similar trend can currently be
seen in someteacher preparation institutionsin South Africathat aretrying to
impact educational and social reforms by transforming the programmes and
practicesthey offer (Robinson, 1999; Samuel, 1998).

On the other hand, professional-development experiences and
opportunitiesthat are not embedded in someform of major reform of structures,
policies, and organizations have not been successful, as changing teachers
without changing contexts, beliefs, and structuresrarely createsasignificant
change (Darling-Hammond and McLaughlin, 1995; Futrell et al., 1995). In
fact, unless there is some school-wide commitment and collaboration (or
national commitment and collaboration in national reforms), most attempts at
promoting trueteachers professional development are non-effective (Futrell
et al., 1995; Schifter, Russell, and Bastable, 1999; Wideen, 1992). In other
words, educational reforms and teacher professional development must go
hand in hand for either or both to work well, as they share a symbiotic
relationship (McLaughlin and Obermanin Scribner, 1999).

In an attempt to understand the factors that affect the relationship
between educational reform and teachers’ professional development, Futrell
et al. (1995) conducted research in nine school districts in the USA and
identified thefollowing factors:
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1. Local focus: Truly effective reforms result from local recognition of
needsand local solutions. Thispermitsboth teachersand administrators
to establish apersonal commitment to the reform.

2. Significant funding: Superintendentsand principaswho wereinterviewed
agreed that if schoolsaoneareresponsiblefor professiona devel opment,
then the latter may suffer as cuts have been known to be made at the
district level inthat particular line of the budget.

3. Local leadership: Thisiscrucial if the reform isto gain the support of
|eaders both of the school and of the district.

4. Long-rangeplanning: Thisisone of the activitiesmost likely to promote
reforminitiativesthat will includeteachers professiona development.

5. Including teachers and their professional development as part of the
reform: This is one of the variables that appears to predict a higher
likelihood that the reform will be successful.

6. Collegiaity: Inall successful professional development and reformthere
IS apeer component.

7.  Time: Timefor teachers professional development. Providing avariety
of opportunitiesfor professiona development isanother significant factor.

Their report concludes with a number of recommendations to school
district administrators, to collegesand universities, and to communities, school
districtsand schools.

In order to allow professional development to play an effective part in
educational reform, policies must be supportive of the changes that teachers
are asked to make (Darling-Hammond and McL aughlin, 1995). These policies
must address, for example, the need to create new structures and institutional
arrangementsthat support therole of teachersaslifelong learners; they must
also help to create new structures and opportunities, both outside of schools
(for example, teachers' networks, inter-professional partnerships, etc.) and
within schools; they must a so support new systems of eval uation, accountability
and promotion. A good example of the positive effects of these supportive
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policiesisthat of areform of secondary teachers’ professional development
in Ireland. According to Garavan (1998), the country paid very detailed and
special attention to the new policies that drove these initiatives at the local
level with positive results; there was a need for a formalized policy at the
national level, and at thetime of hiswriting these national policieswerealready
under consideration.

Unfortunately, this is not the case in most reforms. In her research,
Little (2001) discovered that in restructuring schools, most of the ‘official
time’ devoted to professional development is based on the conception that
professional development is a process of inspiration and goal setting where
administrators have already set goals and objectives of change, and
professional -devel opment activities are used to motivate teachersto striveto
meet them.

In her research carried out in diverse school settings engaged in reform,
Ancess (2001) has identified nine conditions that facilitate changes which
improve students' learning. Policiesthat support these conditions are essential.
They are: incentivesfor teacher inquiry, opportunity for teacher inquiry, teacher
capacity for leadershipininnovation and inquiry, respect for teacher authority,
flexible school structure, responsive and supportive administration, time,
resources and regul atory flexibility.

While assessing successful reforms, Little (2001) identified at |east three
factorsthat help to explain teachers' behaviour and willingnessto participate
inreform efforts:

1. “Reformshavethe potential to enhance or threaten theintellectual, moral
and emotional satisfactionsof classroom teaching” (p. 26), asthey may
Impose additional out-of-classroom responsibilities, and yet may offer
very welcome changesin the classroom.
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2. “Reformshavethepotential to uniteor divide colleagues, or to generate
or interrupt friendships and other bonds of professional community”
(p. 27).

3. “Reforms have the potential to consume teachers private lives and
strain family relationships’ (p. 27) as there is an increased personal
commitment of time, emotional and intellectual energy, and real work
such asdevel oping curricula, writing reports, etc.

Little (2001) reportsthat when teachersfind a‘happy’ fit between these
variablesandtheir own lives, they become quite enthusiastic about educational
reforms. Also, according to Little (2001), when assessing areform teachers
evaluate the benefits it can offer to themselves and to their students, the
scope of thereform, thefeasibility of the reform and the authority behind the
reform.

In summary, the professional development of teachersisakey factor in
ensuring that reforms at any level are effective. Successful professional-
development opportunities for teachers have a significant positive effect on
students' performance and learning. Thus, whenthegoal istoincrease students
|learning and to improve their performance, the professional development of
teachers should be considered a key factor, and this at the same time must
feature asan element in alarger reform.
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Chapter 111
Theteaching profession

Thevarying perceptionswhich societies, policy-makers, and teacher educators
have of teachers is an influential factor on how teachers are prepared and
how their professional development is promoted (Calderhead and Shorrock,
1997; OECD, 1990). Therefore, this chapter explores teaching and teachers
indetail.

Viewsontherole of teachersare culturally and socially embedded, and
teachers' own perspectivesof their roleand profession affect, and are affected
by, the conception of teaching that is prevalent in their societies. Goodson
(2000) has said that even the mere fact that we observe and study teachers
reflects how highly we esteem them. For example, Spanish teachers who
work in a‘democratic management system’ in which headteachersare elected
from among teachersin the schools, most often tend to think of teaching asa
collaborative activity and have a greater sense of responsibility towards the
local community; while French teacherstend to think of their roleasrelating
to expertise in their subject area of specialization and do not consider their
responsi bility to encompassthe pastoral carethat English teachersvalue more
highly (Calderhead and Shorrock, 1997).

Some of the metaphorsthat have been used to define the profession and
theroles of teacherswith their implicationsfor professional development are
presented below.

31

International Institute for Educational Planning www.unesco.org/iiep



Teacher professional development: an international review of the literature

Teachers as artists

Teachers have been likened to artists, particularly when the literature
refers to the process of teaching as being an art rather than a science. This
ideawas presented in 1891 by William Jamesin hisbook Talksto Teachersin
Psychology and still exists over a century later, despite the fact that little
evidence has been gathered to support the concept of teaching being an art
and that “little theoretical work [has been] devoted to analyzing what ‘art’
meansin thiswidely used metaphor” (Delamont, 1995, p. 6). There are two
pointsof interest raised by thismetaphor: one being that it isusually employed
by writers other than educational researchers (Trumbull, 1986); the other is
that usually when the metaphor is used, there is no clarification as to what
kind of artist the teacher is, whether he or she is executing his or her own
production, or interpreting someone else’'s. Jamous and Pelloille (1970), two
French sociologists, carried out studies focusing on each of the professions
location in atwo-dimensional space of ‘indeterminacy’ and ‘technicality’. It
appearsto these authorsthat the origin of this metaphor of teaching being an
art isrelated to the indeterminate skills that are usually associated with the
process of teaching. Some of the research carried out to test the validity of
thismetaphor hasfocused on theindeterminate variables of theart of teaching,
the hidden curriculum, and the “tacit, implicit, and unexamined facets’ of the
profession (Delamont, 1995, p. 7). When policy-makersthink of teaching as
an art, littleis done to promote the professional development of teachers, as,
usually, those who believe that teaching isan art also believe that people are
‘born’ teachers (as opposed to trained asteachers) and that their devel opment
asteachersis‘natural’ (asopposed to planned and systematically promoted).
Even now in the twenty-first century, when so much isknown about the skills
and knowledge that teachers need to learn and practisein order to be effective
teachers, many, in and outside of teaching, still believethat teachersare born
withaspecid gift, and thus professiona development isnot of great importance.
Clement and Vanderberghe (2000) offer many examples of comments made
by teachersthat illustrate this point.
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If not artists, workers or professionals?

There have been debates over the years and throughout nations as to
whether teachers are professional s as opposed to mere‘ workers', and whether
teaching isaprofession and not just an ‘ occupation’ (Hoyle, 1995). In Latin
America, for example, there was a transition in the 1960s and 1970s in the
termsused to refer to teachers; from “ profesionalesdelaensenanza’ [teaching
professionals] theterm waschanged to “ trabg adores delaensenanza’ [teaching
workers] (Villegas-Reimers, 1998). Al so, the Japanese Teachers Union defines
teachersas‘workers' or ‘proletarians’, and, asmost Unions, it hasdonevery
little to help teachers achieve professional status, astheir main concern has
been to increase teachers salaries (Sato, 1992). In addition, the Japanese
Government regardsteachersas’ servantsof the state’ and not asprofessionals
(Shimahara, 1995). This debate represents more than a disagreement over
semantics, asit hasanumber of implicationsfor theway inwhichwe perceive
teachersand their professional development.

In 1990, the Organisation for Economic Cooperation and Devel opment
(OECD, 1990) presented an analysis of the factors that affect teachers
professiona status and discussed why teacherswere more commonly identified
asworkers. Thesefactorsinclude:

(@ Size: “Inmost OECD countries, there are simply too many teachersfor
high status to be automatically accorded in the public mind” (p. 49).

(b) Educationa qudlification levels. Theselevelsarehigher than ever before,
and yet the professional status is low. This paradox has created great
disruptionsamong teacherswho feel frustrated by their low status despite
thefact that their preparationissimilar to that of many other professionals
who have a much higher status.

(c) Feminization: “ Therewardsand status of teachersdecline, it iscommonly
asserted, in direct proportion to the growing number and predominant
place of women among their ranks’ (OECD, 1990, p. 50). Of courseit
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isalmost impossibleto establish acausal relationship, and yet thisfinding
has significant implications. For example, in France, acampaign created
to boost the image of the teaching profession chose only men to be
portrayed as teachers, asif to indicate that masculinity in a profession
rendersit more attractive (OECD, 1990).

Hoyle (1995) presentsahel pful analysisof teaching based onfivecriteria
usedto definea'profession’. Theseare: social function, knowledge, practitioner
autonomy, collective autonomy and professional values. Hoyle showsthat, in
fact, teaching does not match all the criteria necessary to be treated as a
profession, as can be seen in thefollowing paragraphs.

From asocial function point of view, teaching isof paramount importance
to thewell-being of society and of theindividual, and thusreceivesthe status
of profession. On the other hand, in regard to knowledge, the knowledge base
of ateacher is a cause for debate, as some emphasize content and others
pedagogy (Jackson, 1987). In order for teaching to be considered as a
profession, the fact that this knowledge is crucial and can only be acquired
through specific training and education must be commonly recognized.
However, if theassumptionisthat just about anyone can acquirethisknowledge
through experience, then teaching is no different from craft-oriented
occupations (e.g. mechanics, gardening, etc.). Teacher educatorsin genera
have shown that practice does make adifferencein the preparation of teachers,
but only practice that is founded on theoretical models and reflective ideas.
Thisisan important fact that needsto be disseminated asit isstrong evidence
supporting theimportance of teacher professional-devel opment programmes
at any level of the system.

In regard to practitioner autonomy, teachers have little autonomy in
their jobs, especially when compared to other professions such as medicine
and law. Teachers autonomy can be, and usually is, limited by the state,
administrators and principals, local communities, etc. In countries where
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teachers have more autonomy to define their jobs and their practices (such
asin France, the UK and the USA), they are able to perceive their job as a
profession (Hoyle, 1995). Thisis not the case in countries where teachers
have very little or no autonomy (such as Venezuela, Paraguay, Pakistan)
(Villegas-Reimers and Reimers, 1996). In these countries, principals,
supervisors, inspectors and other administrators are constantly determining
the role of teachers, constraining the communication between teachers and
parents, and even dictating the content of day-to-day classroom activities.
The state also regularizesteachers’ activities by ordering teacherstofollow a
prescribed curriculum prepared by specific educators, known as ‘ experts’,
who are not teachers themselves. The professional development of teachers
isunequivocally affected by thelevel of autonomy granted in the profession.

In regard to collective autonomy, “teaching has been less successful
than the major professions achieving self-governing status and independence
fromthe state. In perhapsthe mgjority of countries, teachersare state employees
expected to carry out the educational policies laid down by the central
government. The degreeto which the organized professionisconsulted in the
shaping of these policiesvaries over countriesand over time”’ (Hoyle, 1995,
p. 14). In most countries, teachersare morelikely to be organized into unions
rather than into professional organizations, and this, of course, has an effect
on the perception of teaching as a profession.? In addition, during the late
1990sin many countries, the state has been gaining increasingly more control
over teaching practices and the preparation of teachers, as can be seeninthe
number of countries that are now asking teachers to complete state testsin
order to be certified (UK, USA etc.), and in the number of countries where
the curriculaof teacher-preparation programmes are dictated by the state (as
isthe casein most African and Latin American countries).

2. Although, aswill bepresentedin Chapter V, Teacher Unionsare beginning to betransformed
into professional organizationsthat have astrong focus on the professional devel opment
of teachers.
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Finally, in regard to professional values, it is very hard to identify any
particular set of valuesin the teaching profession comparableto those common
in professions such as medicine and law. In most professions, professional
values can be derived by making the professional accountable to the client.
Yet, thisis nearly impossible to do with regard to teachers, as they have a
multitude of clients. Also, in many professionsthereis acode of ethics that
guidesthe practicesof these professionals. Only afew countrieshave devel oped
acode of ethicsfor teachers.

Giventhesecriteria, itisclear to seewhy it is so often argued whether or
not teaching is a profession, and whether or not teachers can do anything to
improve their statusin society (Bull, 1990; Burbules and Densmore, 1991).
Yet, asprevioudly discussed, most people agreethat the professionalization of
teachers is prerequisite to the successful improvement of the quality of
education (Holmes Group, 1986; Darling-Hammond, 1999) and is, thus, of
great interest to policy-makers and educators. Fortunately, the tendency over
the last few years has been to begin to accept teaching as a profession and,
consequently, the transformation from teacher-training to teacher professional
devel opment.

What kind of professionals? Clinicians, researchers,
educators?

Even when most of theliterature nowadaysisfocusing on the perception
of teachers as professionals, thereis still some disagreement asto what kind
of professionalsthey are. In the conception of teachersasclinicians, teaching
Isregarded as a process of problem-solving and decision-making similar to
the processes followed by physicians (Calderhead, 1995). Usually this body
of research has led to studies of the processes that teachers follow when
planning their work, and of their thinking processes whilein the classroom.
One of the main tributaries to this metaphor is the keen interest educators
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takein understanding the processthat medical studentsfollow intheir training
to become physicians, and their ideathat teachers must follow asimilar process.
Studies inspired by this metaphor have focused on how teachers make
judgements and decisions about particular cases and difficult situations (see,
for example, Rohrkemper and Brophy, 1983; and Morine-Dershimer, 1989),
and also on their typical classroom practices and what kind of variablesthey
pay attention to during lessons (see for example, Bromme, 1987; and
Lundgren, 1972). Teacher-education programmes and professional-
development programmes inspired by this metaphor have focused on
developing teachers knowledge (of children, the curriculum, teaching strategies,
school facilities and educational objectives) and of particular skills. These
skillswill dlow teachersto construct learning activitiesthat can beimplemented
withinthe classroom that will allow themto help each student, bothindividually
and in a group context, and that will give them the necessary tools to make
informed decisionsin their practice (Yinger, 1980; M cCutcheon, 1980). Other
researchersin thisfield have focused on the differences between novice and
expert teachers, particularly in the way that they plan and reflect on their
work. Thisresearch hashad animpact on teacher preparation and professional
development, as educators have been trying to find means by which the
knowledge and skills of the experienced teachers can become more accessible
to the novice (Clark, 1988; McAlpine et al., 1988); ways in which teachers
(both pre-service and in-service) can devel op the skillsand abilities necessary
to bereflective practitioners (Clift et al., 1990); and the waysin which schools
can be organized to provide time and space for teachersto be ableto analyze
their reflectionsand improvetheir practicesasaresult (Merseth, 1991). These
concerns have had an impact on the professional development of teachers,
particularly asit relatesto in-service devel opment both for the novice and for
the mentor teacher, who can then achieve ahigher level of professionalism.

Teachers have also been considered as researchers. According to
Hollingsworth (1995), “teacher researchersare concerned simultaneoudly with
(a) waysto improve their practices, (b) change the situations in which they
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work, and (c) understand their practices within the larger society” (p. 16).
The idea of regarding teachers as researchers was popularized by the
curriculum reform movement in the United Kingdom in the 1980s and was
soon accepted in the USA (Holligsworth, 1995). At the end of the twentieth
century, learning about and devel oping the necessary skillsand knowledgeto
complete teacher research is considered an important factor in the
professionalization of teachers and the improvement of teaching standards.
Thisis not the case in the USA only, but in other countries as well (Posch,
1992; Sockett, 1989), although it is still not a widespread notion. Action
research is certainly gaining acceptance in classrooms and is approximating
the status of teachers to the status of other educators and professionals as
they do now generate knowledge. Thiswill be discussed in moredetail inthe
section on models, as action research has been presented as a model of
professional devel opment.

It should be noted, however, that the recognition of teachers as
researchers is not supported by all educators. In fact, Goodson (2000) has
said that the conceptualization of teachersasresearchershasinitiated adetailed
examination of pedagogical practicewhileneglecting any reflection onteachers
livesasprofessionals.

In summary, while it is accepted that good teaching reflects artistry as
much as technique, the fact remains that there is little that policy can do to
develop artistry. Regarding teachers asworkerslimits our view of thekind of
educational opportunities that can encourage the development of teachers
and the kind of education that they need to cater to the multiple demands of
preparing the younger generationsto live as contributing members of society.
Thelanguage of ‘teacher training’ (as opposed to teacher education or teacher
preparation) is the inevitable companion of the ‘teacher-worker’ metaphor.
These metaphors are inadequate to meet the new demands which teachers
arefacing, the demandsto make high levelsof learning accessibleto adiverse
student body, the demandsto create school Iearning organi zationsthat recognize
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and welcome new opportunitiesto devel op students' judgementsand abilities
to deal with changes within their context. By definition, professionals can
introduce highly specialized expertise to solve complex problems, and yet
historically “teaching hasfallen short of the status of profession” (Walling and
Lewis, 2000). Professionals are at the top of a hierarchical pyramid of
occupations, they are the experts in a particular field, and they rationally
employ advanced knowledge for common good (Weiler, 1995). Attracting
new talent to theteaching field calls, in part, for an increased status of teachers
and teaching, the same status that modern societies accord to professionals,
symbolic analysts, and those who are employed in the ‘knowledge’ sector of
the service economy. In order for schoolsto meet the demands of our times,
teachers need to be prepared, perceived and treated as professionals.

What do teachers need to know?

Different authors (for example, Grosso de Leon, 2001; Reynolds, 1992;
Jegede, Taplin and Chan, 2000; Borko and Putnam, 1995; Glaser, 1987)
have proposed different kinds of skills, knowledge, dispositions, and valuesin
which effective teachers must be proficient. They include:

e  Genera pedagogical knowledge: this includes knowledge of learning
environments and instructional strategies; classroom management; and
knowledge of learnersand learning.

e  Subject-matter knowledge: this includes knowledge of content and
substantive structures; and syntactic structures (equivalent to knowledge
of adiscipline).

e Pedagogical content-knowledge: a conceptual map of how to teach a
subject; knowledge of instructional strategies and representations;
knowledge of students’ understanding and potential misunderstandings;
and knowledge of curriculum and curricular materials.
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Knowledge of student context and a disposition to find out more about
students, their families and their schools. Knowledge and disposition
towardsfamiliesinvolvedin the day-to-day work of the schools(Morales,
1998).

A repertoire of metaphors (to be able to bridge theory and practice).
External evaluation of learning.

Clinicd training.

Knowledge of strategies, techniques and tools to create and sustain a
|earning environment/community, and the ability to usethem effectively.
Knowledge, skills and dispositions to work with children of diverse
cultural, socia and linguistic backgrounds (Alidou, 2000; Gay and Howard,
2000; Weisman, 2001). There is a need, particularly in societies with
diverse populations and in societies where there are regular influxes of
immigrants into the schools, to prepare teachers to teach each child
effectively (see Norberg, 2000 for adetailed presentation of thisissue as
it relatesto Sweden). A multicultural perspectiveinteacher preparation
Is crucial if a programme of teacher education and professional
development isto be effective (Gorski et al., 2000; Norberg, 2000).
Knowledge and attitudesthat support political and socia justice, associd
realities maketeachersvery important agents of social change. In some
extreme situations (such asthat of South Africafollowing the apartheid
regime, and Namibiaafter it gained itsindependence), great emphasisis
placed on this aspect of a teacher’s professional work, and therefore
Institutions of teacher preparation have adopted thisto be arequirement
intheir programmes (Samuel, 1998). Samuel (1998), and Norberg (2000),
among others, arguethat the devel opment of thiscritical awarenessshould
be integrated as part of teacher preparation, not only in extreme cases,
but in all countriesand contexts.

Knowledge and skillson how to implement technology in the curriculum.
Pianfetti (2001) listsanumber of “virtual opportunitiesfor professional
development,” aswell asanumber of web sites containing information
about grant providers who support professional -devel opment effortsto
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educate teachers in the new technologies used in the classroom. (For
moreinformation onthistopic, pleaserefer to final chapter of thisbook.)

A candidate already having a high degree of knowledge in the subject
matter will be ableto spend moretime performing and practising what Anne
Reynoldsdefinesas* pre-active, interactive, and post-activetasks’ of teaching
(Reynolds, 1992, p. 9). The pre-active tasks include creating lessons which
foster greater student understanding of the subject, using curricular materials
effectively, and understanding and adapting their teaching methodsto students
individual needs. Interactivetasksinvolve classroom management, maintaining
respect for rules, and modelling appropriate behaviour. Reynoldsrefersto the
ability to reflect on and refine their teaching practices as post-active teaching
tasks.

According to Glaser (1987), the following criteria describe the
characteristics of an expert teacher, and thus the elements that professional -
devel opment programmes should target arelisted below:

e Domain and contexts. Experts excel mostly in their own domain of
expertiseandin particular contexts.

e Automaticity: Expertsusually learnto respond automatically to certain
Incidentsthat arerecurrent in their profession.

e  Task demands and social situations. Experts are more sensitive to task
demands (given who their students are and their backgrounds), and also
more sensitive to the social contexts where those tasks will be carried
out.

e  Opportunities and flexibility: Experts use their opportunities more
effectively, and are moreflexiblein implementing teaching strategiesand
responding to their students.

e  Approach to problems: Experts have aqualitatively different approach
to dealing with problems compared to that of novices. Experts seem to
understand problemsdifferently.
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e Interpreting patternsin meaningful ways. Expertsare better than novices
at recognizing patternsin situations.

e  Problem-solving characteristics: Expertstend to begin solving problems
dower than novicesdo, and yet they bring in more significant and relevant
information that allowsthem to be more effective at problem solving.

How do teachers learn to be teachers?
Teacher initial education and training
asthefirst step in teacher professional development

Thefirst step in any process of developing aprofessional inany fieldis
theinitial professional preparation of that person. Inteaching, this preparation
takes very different shapes and forms and varies dramatically from country
to country. Yet it isagreed that learning to teach is personal (asit dependson
the students' personal learning history, their pre-conceptions and beliefs about
learning and teaching), complex (because of the variety of skills and
competencesthat have to be learned) and context-specific (Hauge, 2000).

Asdescribed previoudly, different conceptual orientations about therole
of teachers and their preparation have shaped the nature of the initial
preparation of teachers. Calderhead and Shorrock (1997), for example, describe
thefollowing orientations:

(@ The academic orientation emphasizes teachers’ subject expertise and
sees the quality of the teachers own education as their professional
strength. Inthisorientation, asolid liberal artseducationisthe key factor.

(b) The practical orientation, emphasizes the artistry and classroom
technigue of the teacher. The key ingredient in this orientation is the
practical experiencesin the classroom, and the apprenticeship model of
preparation.
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(c) Thetechnical orientation emphasizes the knowledge and behavioural
skills that teachers require. It is associated with micro-teaching and
competence-based approaches, and issolidly inspired by the behaviourist
model of teaching.

(d) The personal orientation emphasizes the importance of interpersonal
relationshipsin the classroom and considers|earning to teach asaprocess
of becoming inspired in the humanistic approach to psychology
(represented by Carl Rogers). The key element in teaching preparation
IS, therefore, experimentation and discovery of personal strengths.

(e) Thecritical inquiry orientation views schooling as a process of social
reform, and the role of schools as promoting democratic values and
reducing socia inequities. A key element of thisperspectiveisto promote
the development of critical and reflective practices in teachers so that
they can become agents of social change.

These orientations are not necessarily mutually exclusive. However,
depending on the culture and values of aparticular society, the historical time,
and the society’s perception of teachers and teaching, whichever orientation
is decided upon will have a great effect on which type of education and
professional-devel opment opportunities are avail able to teachers.

Regardless of the prevailing orientation towards teaching which asociety
may choose, teacher preparation is usually separated into two very broad
categories. pre-service and in-service teacher preparation. Asaresult of the
current trangition from ‘ teacher training’ to ‘ teacher professiona devel opment’,
these two categories are adopting new meanings. Both are described bel ow.

Pre-service education

Pre-service teacher education varies dramatically around the world in
such aspectsasinstitutional context, content areas, time allocation and forms
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of practical experiencesfor the students (Ben-Peretz, 1995). It also variesin
how societies perceive its purpose. Although many societies consider this
preparation to be the only professional preparation teachers will receive
throughout their careers, the current tendency isto acknowledge that thisis
merely the first step in alonger process of professional development. It is
well-documented that “during initial training and their first few yearsin the
classroom many teachers, perhaps even the majority, experience difficulties
in learning to teach” (Calderhead and Shorrock, 1997, p. 8), and, thus, most
educators are advocating for more support to expand the conception of teacher
preparation and professional development, which does not necessarily imply
moreyearsof ‘pre-service' or initial education.

Models of pre-service education

Calderhead and Shorrock (1997) present the following three model s of
early professional development found in different countries around the world.
Each model placesadifferent emphasison specific aspectsof |earning how to
teach and isbased on avariety of different approachesto thelearning process.

1. Theenculturation, or socialization into the professional culture, model
emphasizes the socializing processes in professional development.
Teaching is perceived as ademanding task that takes placein amaterial
and ideological context. The organization, physical resourcesof schools,
and valuesembedded ininstitutional practicesexert apowerful influence
on the teachers, and may often overrule the practices acquired in the
Institutions of teacher preparation. Thisis, infact, acomplex model, as
schools generally have multipleideol ogies. Research hasfound that the
pressures experienced by first-time teachers when trying to integrate a
new school usually explain how they can, in a manner of speaking,
abandon what they learned in their initial preparation as teachers, or
their own exploration of their personal teaching style.
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The technical, or knowledge and skills model emphasizes the
knowledge and skills teachers need to acquire in order to contribute to
classroom practices. In the 1960s and 1970s, the model focused on
classroom behaviour, for example micro-teaching, questioning techniques
or behaviour control during times of transition. Morerecently, an effort
has been made to conceptualize these skills, not only in terms of
behavioural practices, but also interms of thinking processes. |n addition,
this model also focuses on pedagogical content knowledge; that is, the
kind of knowledge that expert teachers usually have and which novice
teachers need to acquire. Thisincludesknowledge of children, teaching
strategies, curricula, school rules, the availability of materials, subject
matter, how to facilitate understanding in others, etc.

The teaching as a moral endeavour model focuses on a method of
teaching whichinvolvescaring for young children, taking into consideration
their interests, preparing them to be a part of a future society, and
influencing the way in which they live and relate to each other. It has
been claimed that this constitutes an important aspect of teaching, which
ishighly valued by teachers, parentsand children, but isusually ignored
in discussions on the professional development of teachers. According
to Hargreaves (1995), it isthe moral dimension of teaching that makes
thisprofession unique.

After reviewing the teacher-preparation programmes existing in most

Western European countries, Vonk (1995) concludesthat there aretwo models:
oneisteacher professionalism, “whichisbased on the principles of mastering
the academic or subject knowledge and professional competence. Inthismodd,
teacher education provides future teachers with instructional skills and
knowledge of pupils’ learning processes and of child development” (p. 291).
The second model, the personal growth model, assumes that “if teachers
have greater self-understanding, are more reflective, more sensitive, more
empathic, and more fully self-actualized, they would inevitably be better
teachers’ (p. 291).
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Where does pre-service education take place?

All around the world, teacher-preparation programmes are offered in
colleges or universitiesand in special institutions, which may or may not be
connected to auniversity system. For example, inthe United Kingdom, India
and Isradl thereare specia institutionswhich specifically train primary teachers
(McNamara, 1990; Govinda and Buch, 1990; Ben-Peretz, 1990; Tisher and
Wideen, 1990). In other countries, teacher preparationisofferedin universities,
somein the form of short programmes of around two years' duration, others
over aperiod of four or five years. Thisisthe case in Chile, Venezuela, the
USA, Japan, the Netherlands, and Germany, for example (Ben-Peretz, 1995;
Villegas-Reimers, 1998). Yet in other countries, teacher preparationis offered
in the actual school settings (usually under the guidance of a university or
college). Suchisthe case, for example, in the United Kingdom (MacL ennan
and Seadon, 1988). In some developing countries, teachers are prepared in
secondary, post-primary and post-secondary education programmesthat last
anything between six to nine months and afew years.

In a majority of countries, the initial or pre-service preparation varies
depending on what level the teacher will teach after graduation. Thetraditional
format is to have secondary teachers be prepared in institutions of post-
secondary education, whileteachersbeing prepared for primary schoolsrequire
alower level of education. However, there is a new trend in a majority of
countries to impose the same level of preparation on all teachers, regardless
of the level they will teach. Recent examples are the cases of Venezuela
(Villegas-Reimers, 1998) and France (Bourdoncle and Robert, 2000), where
the reformswere implemented with some unrest among educators.

Length of initial preparation programmes

Despitevariability, theworldwidetrend seemsto beto requireaminimum
of abachelor’sdegreefor entry into teacher-preparation programmes (Cobb,
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1999). Ghani (1990) summarized data collected in the 1980s on teacher
preparation in devel oping countriesin four regions of theworld. Hefound the
total number of years of education (primary/elementary, secondary, post-
secondary) for primary/elementary teachersin 24 countries to range from 8
in Nigeria, to 16 in Sri Lanka. For secondary teachersin these 24 countries,
thetotal years spent in education ranged from 14 in Nepal and Afghanistan,
to18inMalaysia(for ‘ upper-level secondary’) (Gimmestad and Hall, 1995).

Asmentioned earlier, many proposalsto enhance teachers professional
devel opment focus on extending the duration of initial education. For example,
the US National Commission on Teaching and America’s Future proposed an
additional year of professional schooling. Thiskind of recommendation should
be assessed critically, given that in many casesthe need liesin restructuring
the initial education rather than in extending the duration of a somewhat
ineffective preparation programme. In addition, given the constraints to
attracting asufficient number of qualified candidatesto the profession, providing
longer initial education may further discourage candidates and increase the
shortage of teachers, aproblem which most countriesin theworld arefacing
today. The shortage of qualified teacherswith specific backgroundsthe world
over covers the scale from a lack of female teachers in the province of
Balochistan in Pakistan, to alack of Latino-American teachersto serve the
growing Hispanic populationinthe USA. Inthe USA, the growth ratein the
number of Language Minority Students (LM Ss) outweighs that of teachers
with the necessary skillsto serve them. Following studies on teacher supply
carried out in the 1990s, it was noted that there was aneed for an additional
170,000 LM Steachersto be recruited by 2000 (Macias, 1989). While more
than 15 per cent of the teachersin the USA have one or more LM Ssin their
classes, only 10 per cent of all teachers are certified in bilingual education,
and only 8 per cent are certified in teaching English as a second language.
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Content of initial teacher-preparation programmes

In terms of the content of teacher-preparation programmes, different
countries emphasi ze different componentsin the curriculum or the amount of
time devoted to each one. But in general, most include courses and experiences
that address subject matter, the foundation of education courses, professional
studies (such as pedagogy and method courses), child development and
practicum (Ben-Peretz, 1995; Cobb, 1999).

Intheliterature, the debate over whether to emphasi ze content or pedagogy
Is clear and abundant. The tendency in most countries in the 1990s is to
emphasize the teaching of content in theinitial preparation and the pedagogy
in the practicum and in the induction programmesfor new teachers, aswell as
in other professional-devel opment opportunities. Until very recently, however,
the issue of content was not addressed by the majority of professional-
development experiences, as most focused exclusively or primarily on the
format, structure and organizational arrangements of education and teaching
(Baker, 1999). This tendency to focus more on content can be seen, for
example, in the new emphasis that professional organizations in different
disciplinesand professional studiesdepartmentsin universitiesare placing on
joining effortswith school s of education and teacher-preparation institutions
in the preparation of both new and experienced teachers. For example, the
National Science Foundation in the USA has placed a new emphasis on
persuading scientists, science departments, and science, mathematics and
engineering schools to adopt a more active role in the preparation of future
teachersand to form better partnershipswith their colleaguesin the colleges
of education. One example of such a partnership can be seenintheLouisiana
Collaborative for Excellencein the Preparation of Teachers Project.

At the sametime, many countries still focus on content without pedagogy
and/or practice. For example in Ethiopia, asin many other African (Bekalo
and Welford, 1999) and L atin American countries (Villegas-Reimers, 1998),
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many of the teacher-preparation institutions (including universities and
colleges) which offer acertification programme do not offer to undergraduates
the opportunity to experience aperiod of classroom teaching under supervision.
(If they do, this period is very short.) Bekalo and Welford (1999) focused
specifically on the preparation of science teachersin Africaand report that
few, if any, opportunities for practical work are offered in their pre-service
preparation. As a result, once these teachers are hired in schools to teach,
scienceistaught inlectureformat with little, if any, emphasison the practical
applicationsof such knowledge.

Another trend observed around the world is to increase the amount of
time that pre-service teachers spend on practicum sites. Pre-service
programmes that provide opportunities for supervised practice teaching
throughout the duration of the course are the most effective (Jackson and
Leroy, 1998). The length of this practical experience period varies quite
dramatically in different countriesthroughout the world. For example, Cobb
(1999) reportsthat among the 18 APEC countries (those in the Asian-Pacific
Economic Cooperative organization), student teachers may be in practicum
for aslittleastwo weeks (e.g. in Japan for secondary-school student-teachers)
or four weeks (Japan and New Zealand for elementary-school student-teachers,
for example), or for as much asafull year (e.g. Belgium, France, Germany,
L uxembourg, and Chinese Taipei). The trend on an international level isto
increase the amount of time spent in the classroom in aformal professional
practicum. This would be, in most cases, during the initial preparation. In
some countries where the practicum is short, teachers are required to have
extensive in-service opportunity to practise under strict supervision. Suchis
the case of Japan, for example, where beginning teachers must complete 90
daysof in-servicetraining where practical skillsareimproved; continuewith
professional devel opment on an ongoing basis, and aso undergo intensetraining
after 5, 10 and 20 years of service (Hawley and Hawley, 1997). Studies
assessing the effectiveness of the teaching practicum have concluded that an
increase in the number of hours a student-teacher spendsin the classroomis
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very beneficial. Studies conducted in Japan, in which both primary and
secondary teachers evaluated their pre-service and induction experiences,
highlight the importance of being in the classroom for the development of
teaching skillsand pedagogical knowledge (San, 1999). Also, in Professional
Development Schools (amodel of which will be described in the following
sections), student-teachers usually spend afull academic year inthe classroom
(see, for example, Grisham, Laguardiaand Brink, 2000). Thisfield experience,
when carefully planned and supervised, isavery strong variablein the effective
preparation of teachers.

Financing of initial teacher-education programmes

Thefinancial support given to these programmes variesfrom country to
country. In some countries the government underwrites part of, or even the
entire cost of education for teacher candidates (e.g. France and Venezuela).
In other countries, student-teachers must fund their preparation themselves
(e.g. Canada and the United States).

Who aretheteacher candidates?

In many developing countries, and in some devel oped countriesaswell,
there are a number of teachers who begin to teach without having had any
prior training or preparation inthefield. Some have recelved a post-secondary
education degree in afield other than teaching or education; some have only
completed secondary education; others have only completed primary education
(Marcondes, 1999; Villegas-Reimers, 1998). In all of these cases, the mgority
of the candidates entering the teaching profession areamong theleast qualified
of al the studentswho are entering the professional workforce (Schiefelbein
and Tedesco, 1995). One of the reasonsfor the poor academic preparation of
candidates entering the field isthat there are not enough qualified teachersin
the profession to satisfy demand. In order to attract more teachers into the
field, thequality of the programmes has decreased, and the criteriafor selecting
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candidates of teacher education are almost non-existent. For example, afew
years ago in Spain, the Ministry of Education mandated the elimination of
any admission requirements for teacher education (Bengam and Espinet,
1992). The same hasbeen reported in many Latin American countries (Villegas-
Reimers, 1998). Also in Malawi, with the Universalization of Primary
Education, alarge number of untrained teacherswere hired in order to meet
the large demands created by the expansion of access to schools. The same
happened in Eritrea, where unqualified teachers were deployed to fill the
positions of teachers needed to instruct very large classes (Andrews, Housego
and Thomas, 1990). In Pakistan, in effortsto expand accessto education for
girlsinrural areas of Balochistan, untrained local women have been hired as
teachers and then trained on the job using distance-education approaches.
Another major problem isthat many teachersleavetheir jobsafter only afew
years. Gregorian (2001) reports that in the USA, 30 per cent of all teachers,
and 50 per cent of teachersin urban communities, resign withinthefirst five
yearsof teaching.

Thisisatroubling reality, asit isknown that the efficiency of teachersis
related to their general education and their experiences. In many contexts, as
has been described previously in thisbook, teachers have few years of formal
education and weak academic backgrounds. As aresult, in many countries,
teacher education has tended to become remedial. Thisis an expensive way
to replicate what high schools are able to do more efficiently. This is the
reason why some policy advisers have suggested that a compl ete secondary
education be required of candidates for primary-school teaching (L ockheed
and Verspoor, 1991).

These unqualified teachers will receive in-service preparation (rather
than pre-service), not because they want to keep themselvesinformed of the
newest trends or techniques, but because they need to learn the most basic
aspects of teaching, literally on the job. Thistendency is also quite common
among teachers of vocational education, and although the focus of this book
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is on elementary and secondary teachers, the issues raised by those who
educate vocational educators mirror those presented by other teacher educators
and teachers. (See Attwell, 1997 for a review of programmes to prepare
vocational-education teachersin different European countries, and also Young
and Guile, 1997.)

Challengesand limitationsof initial teacher-preparation programmes

Regardless of the length of aprogramme or thelevel of preparation, pre-
service teacher education has received strong criticism everywhere. For
example, inareview of theliterature, Villegas-Reimers (1998) presentsalist
of problemsthat exist in teacher preparation in Latin America. Among these
problems sheincludes: theless-than-ideal characteristics of most candidates
who enter the profession; curricula of poor quality; too much emphasis on
theory and little or none on practice; programmes that are too short; a weak
relationship between programmes and school practices; the poor preparation
of teacher educators; and lack of attractive characteristics of the teaching
profession (such aslow status and low salaries), which, in turn, affects who
enters the profession, who stays and for how long.

Programmes in other parts of the world receive similar criticism. In
Pakistan the quality of teacher-training programmes is low. Students and
facultiesarelacking motivation, thefacilitiesarein disrepair, and thereisan
overall lack of leadership (Warwick and Reimers, 1995). In India, pre-service
programmes are generally of oneyear’sduration and do not adequately prepare
teachersfor classroom responsibilities. Most individualsleavetheseinstitutions
lacking in basic knowledge of subject matter, are deficient in pedagogical
training and ill-equipped to work in schools and communities (Sharma, 1992).
Thesamefindingsarereported with regard to Brazilian teachers (Marcondes,
1999).
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Thesecriticismsare also found in devel oped countries. For example, in
the USA, Goodlad (1990) identified the following problems concerning teacher
preparationinamajority of theinstitutionsthroughout the country: education
courses are increasingly taught by adjunct faculty, as the education faculty
distance themsel vesfrom teacher education; teacher-education programmes
and curriculaare set by external agencies, thus not allowing any autonomy;
programmes havelittle coherence; teacher-preparation universitiesand colleges
have weak relations with schools and co-operating teachersin thefield. He
also mentions that there is little socialization of students into the teaching
profession, its professional-ethical ideals, and the moral issuesthat teachers
usually faceintheir jobs. Thislonglist of problems, inaway, explainswhy it
isbelieved that in-serviceteacher preparation doeslittlein terms of improving
education and the professional development of teachers, and why thereisa
call for changein teacher education. Infact, in hispresidential addressto the
American Association of Colleges for Teacher Education, Fenstermacher
(1992) urged teacher educators to reduce their involvement in pre-service
teacher education and increasetheir involvement inin-serviceteacher education.

In an attempt to solve similar problems in the United Kingdom, major
responsibility for teacher education has been transferred from universitiesto
schools; and the central government has set policies and gained greater control
of the curriculum (McNamara, 1993). The problem with this approach,
however, is that co-operating teachers are being asked to keep the same
respong bilitiesinregard to teaching children, whileadding thisnew responsibility
of teaching and mentoring student-teachers as mandated by the government.
This has created new problems as university-based teacher educators are on
the defensive, feeling that the responsibility of preparing teachers has been
taken away from them, and teachers are also on the defensive as they feel
they are being given too many responsibilities. In the meantime, teacher-
preparation programmes continue to be acause for concern.
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The model of initial teacher preparation has also caused confusion in
Australia, where “government policy initiatives are directed at transforming
education and teacher education into wings of industrial training on a
competency-based platformto facilitate career and award restructuring” (Nance
and Fawns, 1993, p. 159). Bullough, (1997) concludesthat, “There[Australial
and el sewhere, thejudgement isthat education cannot be left in the hands of
educators’ (p. 106). Thisideathat education reforms should be planned, |ed
and implemented by ‘ experts’ other than teachersisa so presented by Villegas-
Reimers and Reimers (1997) in an article entitled “Where are 60 million
teachers? The missing voicein education reformsaround theworld.” Reforms
of in-serviceteacher-education programmes are abundant as everyone seems
to recognize the tremendousimpact that thisfirst step into the profession has
on professionals in the field. Yet, more efforts need to be made to involve
teachersin the planning and design stages and to promote their roles as both
subjects and objects of reforms.

Trendsin initial teacher education

In a study completed by The Asia-Pacific Economic Co-operation
organization (APEC, 1999), which examined the teacher-preparation
programmes of 12 countries (Australia, Brunei Darussalam, Canada, People’'s
Republic of China, Hong Kong, Japan, Korea, Malaysia, New Zealand,
Singapore, Chinese Taipel and the USA), thefollowing trends are reported:

e Thereisanincreaseinthe duration of teacher-preparation programmes
throughout the countries and throughout the levels that teachers are
being prepared to teach. However, it isalso noted that in many countries,
elementary teacherstrained in teacher-preparation institutionsare usually
expected to hold acertificate of alevel below that of abachelor’sdegree,
while secondary teachers are usually required to have successfully
completed acollege or university-level course.
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e Most primary teachers are prepared as generalists (with the exception
of Albertain Canada and Chinese Taipel, where teachers are expected
to have at least one specialization).

e Thereisanincreaseintheamount of time spent in apracticum, although
thereisalso diversity inthisaspect of preparation. In Chinese Taipel the
practicum lasts a whole year, while other members report that a few
weeks spent inthefield issufficient.

e Thereisanincreasein therelationships established between the teacher-
preparation institutions and the schools (APEC, 1999).

| n-service education

The meaning of ‘in-service’ education is changing, and it varies from
country to country depending on the level of preparation teachers receive
prior to their entering the profession.

For most (if not all) devel oped countriesworldwide, in-service education
and training includes “those education and training activities engaged in by
primary and secondary-school teachersand principals, following their initial
professional certification, and intended mainly or exclusively toimprovetheir
professional knowledge, skills, and attitudes in order that they can educate
children moreeffectively” (Bolam, 1982, p. 3). However, asmentioned above,
In most devel oping nations and many devel oped countries, in-servicetraining
is the only preparation teachers receive when they are hired while not yet
having qualified (or certified) teacher status. Because of thisdiversity, some
authors have suggested making a distinction within the broad category of
‘ post-appointment’ preparation. For example, Gardner (1995) has suggested
acontinuum. “At one end isaform of training that takes place wholly away
from the school, possibly in some specifically designed training environment.
At the other end of the continuum are practices where all the training takes
place in the schoolsin which the teachers normally work. We might call the
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oneend ‘in-service’ (INSET) and the other, ‘on-service’ (ONSET). Between
the two poles of the continuum might be a series of practices that provide
training to greater or lesser degreesin or out of school” (p. 628).

Greenland (1983) has described thefollowing four categoriesof in-service
education and training:

for unqualified teachers (mainly certification courses);

to upgradeteachers;

to prepareteachersfor new roles, such asteacher educatorsor principals;
curriculum related, particularly when thereare curricular changesinthe
system, or when teachers require some form of refresher course.

A similar classificationisfoundin most L atin American countries, where
different namesare given to in-service education depending on the profile of
the beneficiary. When in-service training constitutes a part of some form of
aninitial teacher-preparation process, itisidentified as* profesionalizacion’. If
it is offering an ongoing development of the teacher who is already a
‘professiona’, itisidentified as‘ capacitacion’ [training], ‘ perfeccionamiento’
[improvement], ‘ actualizacion’ [getting up to date or updating], or ‘formacion
continua [continuous education] (Villegas-Reimers, 1998). Similar attempts
have been made in other areas of the world. For example, Edelfelt (1985), in
astudy of Indonesian teachers, used theterm ‘ on-service’ training to refer to
the‘in-service' on-the-job preparation of unqualified teachers (although the
word on-service has also been used to refer to a different, more advanced
kind of in-servicetraining for truly expert teachers[see, for example, Gardner,
1995)). Itisclear that, in devel oping countries, pre-serviceteacher preparation
is not universally imposed on all teachers, and in-service professional
development takes on very different forms depending on the needs of the
teaching ‘ professional s’ in that country. In most devel oped countries, however,
the experiences are more homogeneous and not asvaried.
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Despite the fact that most educators and policy-makers agree on the
importance of in-service training, the motives behind their interest vary.
According to Eraut (1995b), three complementary rational es have been used
to explain theimportance of in-serviceteacher training and education. Oneis
human resource development, the second is the management of planned
change, and the third is based on self-devel opment by schools and teachers.
In regard to human resource development, there are two main concerns. to
have enough personnel who are adequately prepared; and to maximize the
preparation of anyoneworking inthe system. Inregard to the second rationale,
itisintheinterest of the system to prepare the personnel who will implement
any planned change. In other words, to enable education systems to be
reformed, teachers act not only as subjects, but also as objects of that reform.
Finally, therationale of self-development isbased on threefactors: itisbelieved
that schoolsand teacherswill be morelikely to commit themselvesto change
when they haveinitiated the change themsel ves; thischangeismorelikely to
become institutionalized when teachers are better prepared to plan and
implement it; and needsand prioritieswill beidentified more effectively at the
local level, and thusthe plan to change will respond to readlistic rather than to
perceived needs.

Alternative programmes of teacher education as‘in-service’ training

In anumber of developed and devel oping countries, the need for more
teachers and the lack of candidates entering the profession have been fertile
ground for the creation of a number of alternative teacher certification
programmes. These programmes usually include a heavy component of in-
service training, and usually begin with a ‘crash course’ on pedagogical
knowledgethat iscompleted within avery short period of time (Berry, 2001).
The creation and proliferation of such programmesin countries such as the
USA has generated great controversy. On the one hand, such programmes
are supported as they mitigate the initial serious shortage of teachers, and
usually attract professionals from other fields who are knowledgeable in a
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particular content area, who are much morereflective, anaytical, self-initiating
and mature (Restaet al., 2001; Rodriguez and Sjostrom, 1998; Wilson et al .,
2001). In addition, these model shave been very successful in attracting people
of different races, and even nationalities, to the teaching profession, asisthe
case particularly inthe USA. Haselkorn and Fideler (1996) review anumber
of these programmes existing in the USA that have been quite successful as
an alternative form of teacher preparation. Finn and Madigan (2001) and
Miller et al. (1998) report the results of several studies that lend support to
such aternative certification programmes, showing that teacherswith dternative
certification produce similar results in the classroom to those having a
conventional certification (both in terms of their practice and their students
learning). Wash et al. (2000) report the same resultswith regard to technol ogy
teachers.

On the other hand, there are anumber of criticsthat consider thismodel
a‘short cut’ to preparing teachers (Berry, 2001). They point out that effective
teachers must know more than the subject matter, and these programmes do
not provide sufficient time or opportunities to develop other kinds of skills,
attitudes and knowledge necessary for effectiveteaching. They also point out
that the belief that such programmes attract excellent professionalsfrom other
fields into teaching is a mere myth. A national study in the USA involving
14,000 teachersfound that alternatively certified teachershad lower level s of
educational accomplishment (Berry, 2001). In another study, it wasalso found
that “more emergency permits are granted in special education than in any
other area of education nationwide” (O’ Sheaet al., 2000). This, of course,
represents a problem, as students in need of special education tend to be
among the most vul nerablein the population, and thus need effective teachers.

The sameauthorswho have been critical of these alternative programmes,
however, usually conclude that given the shortage of teachersand the need to
prepare them effectively, alternative effective programmes should be
devel oped. These programmes should include strong academic and pedagogica
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coursework, intensivefield experience, and an obligation that candidates meet
state/national requirements beforethey are allowed to enter the classroom. A
good exampl e of such acomprehensive effort to prepare unqualified teachers
in-service is under way in Dallas, Texas (USA), in which faculty from a
number of national universities come to Dallas to offer intensive coursesto
teachers, who are employed in the system but are not certified by the state.
These teachers undergo 90 hours of training per semester, obtain the
certification and receive credits toward a master’s degree. In addition,
administratorsalso receivein-sarvicetraining intheir own schools. Aninformal
evaluation of such efforts showsthat teachers are satisfied with the education
they arereceiving, that they are bringing their newly acquired knowledge and
skillsinto the classroom, and are creating supportive networks of teachersin
avariety of settings (Ferguson, 2000). Another excellent example of an in-
service programme of this kind was developed in South Africain 1991 by
Rand Afrikaans University in Johannesburg, and continues to be effective a
decadelater (Henning, 2000). Thisprogramme offersacombination of contact/
presence education, distance education, school-based training, and the
systematic assessment of prior learning. Teachers who graduate from this
programme are given the opportunity to qualify for further-education diplomas
offered by South African institutions. Based on an ethnographic study of a
small group of teachers, Henning (2000) reports this programme to be
successful.

Finally, aninnovative programmereported in theliterature (Ross, 2001)
Isthe ‘Newcomers Entering Teaching’ programme. Thisinitiative located in
the State of Maine (USA) prepares and supports immigrants who wish to
enter a local teacher-preparation programme. Many of those entering the
programme hold university degreesintheir country of origin and areteachers,
principals, superintendents, etc., and yet their credentials are not recognized
inthe USA.. Thisprogrammeallowstheseimmigrantsto be prepared asteachers
within ashort period of time. The State of Maine evaluates this as apositive
initiative, as these immigrant teachers are better prepared to respond to the
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needs of many immigrant children who are now attending schools in that
state (Ross, 2001).

I nduction programmes as in-service education

Thereis another category of in-service education that is often referred
to in the literature: the support that new teachers receive in the form of
‘induction programmes'. Induction programmes are planned as systematic
programmes of sustained assistance to beginning teachers (Jarvinen and
Kohonen, 1995). New Zeal and, Finland and Japan offer examples of excellent
induction programmes for their beginning and recently graduated teachers
(APEC, 1999; Hawley and Hawley, 1997; Jarvinen and Kohonen, 1995). In
New Zealand, teachers are not fully registered until they have acquired two
years of classroom experience, during which time they can participatein a
programme of ‘ advice and guidance’ which includes: mentoring; discussion
groups; observation of other, more experienced teachers; and awritten record
of the induction programme. In addition, schools receive resources from the
district in order to support not only the work of the new teacher, but also that
of hisor her mentor. In Japan, beginning teachersare given alighter workload.
Thisallowsthem to attend in-school training sessionstwice aweek, and out-
of-school training once aweek, and a so offersthem the guidance and support
of ‘guidanceteachers . Asin New Zeaand, schoolswhich hirenewly graduated
teachersreceive more funding to support agreater number of mentor teachers,
and provide enough time for the induction activities (APEC, 1999; Hawley
and Hawley, 1997). It isinteresting to point out that this heavy emphasison
in-service training in Japan, which takes place in the schools and aims at
strengthening the teachers’ practical knowledge and teaching skills, leaves
universitiesand other institutions of higher learning with nothing to be desired,
as the in-service training is offered by the schools and not the universities.
Thisisnot the casein amajority of countries where the teacher-preparation
institution isin charge of in-service courses and opportunities.
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Another effective programme of induction that places heavy emphasis
on mentoring is the ‘Beginning Teachers’ Induction Programme’ in New
Brunswick, Canada, which was developed by a partnership between the
University of New Brunswick, the province's department of education, and
the teachers' association (Holloway, 2001). In his article, Holloway reports
that 96 per cent of beginning teachers, and 98 per cent of experienced teachers,
felt that they had benefited from the programme. Finally, a study in Finland
(Jarvinen and Kohonen, 1995) reports very positive results of an induction
programmethat included: workshops, homework assignments, journa writings,
didactic seminars, school experiences such as observing and giving lessons,
project work and assigning experienced teachersto mentor beginning teachers.
In addition, the mentor teachers were also able to participate in workshops
and receive other forms of support during the programme. Similar results
were obtained in the USA, where first-year special-education teachers
underwent anintensiveinduction programmein aparticular district. Theresults
proved very positive and were supported by the observation that asignificant
number of teachers in the same district who did not follow the programme
resigned from their jobs at the end of thefirst year, while none resigned who
had foll owed the programme (Whitaker, 2000).

Content of in-service programmes

The content of in-servicetraining and education isasubject which gives
rise to much debate which has been fuelled partially by the fact that more
research is still needed, firstly in order to understand the nature of teachers
professional knowledge and how itisused (Eraut,1995a) and, secondly, due
to our lack of knowledge about how to provide in-service education and
training in an efficient and effective way (Kieviet, 1990). In many countries,
in-service education includestraditional courses on subject matter, pedagogy
and teaching methods. The new trend, however, particularly in developed
countries, where most teachersare certified and, thus, in-service educationis
additional to their initial teacher preparation, isto go beyond the stetic, one-
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shot in-service training and offer a variety of opportunities for professional
development. Thus, the dividing line between professional development and
In-servicetraining isunclear. For example, inthe United Kingdom and Spain,
in-service teacher preparation has begun to focus on such things as action-
research, problem-solving, group interactions, etc. (Benejam and Espinet,
1992), and they are described as different model s of professional devel opment.
Yet, the strong focus on ‘ process' rather than on content, which is placed on
professional development versusin-servicetraining isbeing questioned now,
as more research shows that “when professional development activities are
heavily procedural, the superficial features of instruction may change, but the
fundamental character of teaching and learning isunlikely to bealtered” (Baker
and Smith, 1999). Infact, ameta-analysis of research concerning professiona
development (Showers et al., 1987) found that programmes that included a
cognitive-conceptual component tended to triple the effect of programmes
that merely trained practitioners in new techniques. At the same time,
programmes that were too theoretical or conceptual in nature, and that did
not present any teaching techniques as models, were those which were |east
effective asthey were unlikely to persuade teachersto embrace new methods.

Challenges and limitations of in-service programmes

In-serviceteacher preparation, initsmost strict definition of coursesfor
on-the-job learning, has aso received anumber of criticismsin theliterature.
For example, Castro (1991) and Davini (1995) have said that in Latin America,
the content of in-service courses does not cater to the needs of teachers, and
teachers do not have a systematic way of communicating to administrators
(who arein charge of devel oping these courses) that which they need. Other
criticisms made regarding programmesof in-servicetrainingin Latin America
arethat: educatorsin charge of in-service coursesare poorly prepared (Castro,
1991); courses are theory-oriented and do not address practical concerns
(Subirats and Nogales, 1989); courses are offered in locations difficult to
reach, particularly by those teachers who need the courses the most (Tovar,
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1989); and there are few reading materials related to the field available to
teachers(Davini, 1995; Schiefelbein et al., 1994). Programmesin other parts
of the world also face such criticisms, be they argued to a lesser or greater
extent.

|n Western Europefor example, Vonk (1995) hasidentified thefollowing
limitations of in-serviceteacher-preparation programmes.

e thereisalack of clarity on the part of the participants, concerning the
aimsand objectives of thiskind of training;

e many in-service activities do not target the main goal of improving the
professional competence of teachers;

e |t istoo often the case that in-service training providers transmit the
knowledge and skills they have, regardless of their relevance to the
recipients,

e thereisa“lack of insight into the processes of teachers' professional
development and of teachers' professional learning” (p. 298).

Thesecriticismsarea so mirrored by other authors asthey have compl eted
evaluationsof in-service programmesin other countries (for example, Kieviet,
1990; Sato and Ushiwata, 1990).

In most parts of the world, the mgjority of in-service programmes are
too short, too unrel ated to the needs of teachers, and too ineffectiveto upgrade
teaching knowledge. Inasurvey of 700 teachersinIndia, 86 per cent reported
that they had received professional training at ateacher-education institution.
The quality of the teacher education received was not up to par. In-service
training and ongoing professional development for practising teachers is
minimal in India. In 1992, in-service training did not reach the majority of
teachers. Only 13.6 per cent of primary-school teachers and 20 per cent of
secondary-school teachers said that they had received in-servicetraining over
a period of two years, most of the teachers who attended these training
programmes said that they did not learn much (Sharma, 1992).
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Despite all these criticisms, it is clear that thereisan increased interest
inimproving teacher education in most countries around the world today, for
examplein many European countrieswherethe budget for in-service education
has increased over recent years, asisthe case in France, Italy, Spain and the
United Kingdom (Vonk, 1995). However, many other countries are just
beginning to offer in-service education programmes, asisthe casein Portugal
where, prior to the 1980s, there was no in-service programme, and when one
was created it only offered asmall variety of coursesto afew selected teachers
(Novoa, 1993).

Where doesin-service education take place?

There is a recent tendency to consider the needs of schools and
communities when planning in-service education programmes. For example,
INn many countriesin-service programmes are being designed and offered by
the school s (Germany, Japan, Spain, United Kingdom etc.) asaway to train
their own staff and teachers. Each school can therefore decide on the content
of their in-service programme (Benejam and Espinet, 1992).

In addition, in many countries new structures have been created to co-
ordinate thiskind of training, and now avariety of institutions (both new and
pre-existing) offer different and improved in-service programmes. For example
in Spain, in-service programmes can be offered at very different levels:
university levels (either educationa institutions (ICE), educational departments
and teachers’ colleges); institutions controlled by the state or the autonomous
governments (teachers centers, resource centers, and Ministry of Education);
institutions controlled by the local administration (local education institutes
and local councils); teacher-based groups (teachers unions, teachers
associations, and pedagogical reform movements); and private institutions.

A similar level of diversity existsin Japan. In-service educationisoffered
on aformal and on an informal level. “The formal resources comprise (1)
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Ministry of Education, National Education centre: intensivein-servicetraining
coursesfor principals, vice-principals, and experienced teachers; (2) prefectura
educational boardsand local teacher-training centres: in-servicetraining lecture
coursesfor teachers and study meetings of each subject; and (3) universities:
master’s degree coursesfor teachersin-service and workshops. Theinformal
resources comprise (1) teachers union: national and local annual study
meetings; (2) voluntary study groups. case-study monthly meetings and
journals; (3) schools: in-house study workshops based on classroom
observation; and (4) self-study: reflective report of teacher’s own teaching”
(Sato, 1992, p. 163).

In China, in-service educationisdiverseaswell. Itisoffered by: teacher-
preparation institutions at tertiary and secondary levels; educational institutes;
televidon-universties; correspondence coursesin universities, teachers colleges
and educational institutes; self-education programmes from the National
Commission of Examinations of Self-Taught Students; and special institutional
teams (Wu and Chang, 1990).

In France, ‘missions’ have been created in all administrative regionsto
support the work that pre-existing institutions were aready doing. In Italy,
institutesto improve education and teaching (Instituti Regionali per laRicerza,
|a Sperimentazione e |’ Aggiornamento Educativo) have been established in
different regions of the country. In other countries, existing institutions have
been given more responsibility and power in the development of in-service
training. That is the case, for example, in the United Kingdom, where local
education authoritiesare now responsiblefor co-ordinating in-service activities,
and in Denmark, the Netherlands, Portugal, and Switzerland, teacher-
preparation institutions have been invited to contribute significantly to in-
service programmes. In Finland and Sweden, universitiesarein charge of in-
service preparation. Schoolsare a so responsiblefor devel oping, implementing
and co-ordinating in-service preparation programmes in countries such as
England and the Netherlands (particularly in the latter, where schools are
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given abudget in order to devel op in-service projectsfor their own staff and
faculty. They may contract other institutions to support their efforts, but
schools havethe ultimate responsibility).

To summarize, in-service education playsanimportant role in teachers
professional development, and although its traditional conception is still
necessary for those many unqualified or non-certified teacherswho areinthe
classrooms, there is now a much broader and appropriate way to respond to
the professional development needs of teachersthroughout their careers. This
will bediscussed in the next chapter.
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Chapter 1V
Beyond traditional pre-service
and in-servicetraining: modelsand cases
of teachers professiona development

With the new conception of teachersas professional's, and of their preparation
as being a lifelong learning process, where they are active participants in
their own growth and development as teachers, the concept of teacher
‘training’, whether pre-service or in-service, isnolonger fitting. Asmentioned
previously, professional development begins at the initial preparation stage
(whether pre-service or in-service), and continues throughout the professional
lives of teachers; in this continuum, courses and workshops (the ‘ traditional
In-service' perspective) are two of many elements of growth and learning.
This chapter describes in depth the many alternatives that exist today in the
field of education to enhance teachers' professional development.

What should teachers' professional-devel opment
programmes promote?

Promoting teachers' professional development involves enhancing
teaching effectiveness (to teach all studentsin increasingly diverse contexts
and at high levels), and supporting professional growth —that is, permitting
the transition to roles of higher status and responsibility within the teaching
profession (mentor teacher, experienced teacher). It isimportant to evaluate
in each country the possibilities for promotion that exist within the teaching
profession, asone of the criticismsthat isusually mentioned among teachers
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in different regions of the world is that the only possibility ateacher has of
being promoted is to leave the classroom and move into an administrative
role. This confirms, for many, the belief that classroom teaching is the first
rung on the educator’s career ladder (Bengam and Espinet, 1992; Villegas-
Reimers, 1998).

Different authors have presented anumber of criteriathat should guide
programmesthat promoteteachers professional development. For example,
accordingto Little (1992), teacher professional development requiresgrowth
in knowledge, skills, judgement (classroom-related), and the contribution
teachers maketo a professional community.

Leithwood (1992), on the other hand, recommends that programmes
which promote professional devel opment should focus on thefollowing:

developing surviva skills;

becoming competent in the basic skills of teaching;
expanding one' sinstructional flexibility;
acquiringinstructional expertise;

contributing to the professional growth of colleagues; and
exercising leadership and participating in decision-making.

The models described in this chapter have been designed to address
these needs, and educators are encouraged to plan their use and implementation
with care. It isalso important to recognize that professional development can
(and usually does) occur during many activitiesthat are not intended primarily
for that purpose. However, if these opportunities are identified in advance
and are conscioudy used for learning purposes, their usewill be more effective,
similar to what isknown in constructivist literature asa‘ teachable’” moment.
The following factors are necessary to help recognize these opportunitiesin
advance (Eraut, 19953, p. 625):
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e  prior recognition of aprofessional-development need, perhapsasaresult
of appraisal;

e  agreement that engaging in aparticular activity will provide alearning
opportunity relevant to that need;

e planning for an experiential learning cycle of setting targets, providing
support, self-evaluation, and feedback from others.

Professional -devel opment opportunities can be created together by
teachers and support people, either by choosing to focus on anew task which
theteacher isinterested in learning about, or by focusing on a practice which
the teachers implement regularly but would like to change. This can be
accomplished in anumber of different waysusing any of the models described
below. All of these must be compl eted with appropriate support and feedback.

Models and types of teacher professional development

Thereareanumber of modelsthat have been devel oped and implemented
in different countries to promote and support teachers' professional
development from the beginning of their career until they retire. Thischapter
includes adescription of each model and —whenever possible — experiences
of countries where the model has been implemented. It isimportant to point
out that the models are described separately for clarity and distinction, but
that most professional-devel opment initiatives use a combination of models
simultaneously, and the combinations vary from setting to setting.

For clarity of presentation, the modelsare grouped in two sections. The
first describes modelsthat require and imply certain organizational or inter-
institutional partnershipsin order to be effective. The second group describes
those that can be implemented on a smaller scale (a school, a classroom,
etc.). Many of those in the second group have been identified as techniques
rather than models of professional development. In fact, many of the models
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in the first group use the ‘techniques’ listed in the second group. The chart
bel ow summarizesthe model sincluded in each category. The chartisfollowed

by detailed descriptions of each model/technique.

Organizational partnership models

Small group or individual models

Prof essional-devel opment schools

Supervision: traditional and clinical

Other university-school partnerships

Students’ performance assessment

Other inter-institutional collaborations

Workshops, seminars, courses, €etc.

Schools' networks

Case-based study

Teachers' networks

Self-directed devel opment

Distance education

Co-operativeor collegial development

Observation of excellent practice

Teachers' participation in new roles

Skills-development model

Reflective models

Project-based models

Portfolios

Action research

Use of teachers narratives

Generational or cascade model

Coaching/mentoring
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First group: Organizational partnership models
Professional-Development Schools

Professional-Devel opment Schools (or PDSs) are partnerships between
teachers, administrators and university faculty members created in order to
improve teaching and learning on the part of their respective students, and
alsoinorder to unite educational theory and practice.

The professional-development school model involves and requires
institutional support (Wise, 2000), and it isone of the modelsthat doeswaork
to provide opportunities for teachers professional development from the
beginning to the end of their career (Koehnecke, 2001). The model of
professional-devel opment schools varies from setting to setting. However,
they all share the common goal of providing professional-development
experiences for both pre-service and in-service teachers in school settings
(Frankes et al., 1998), and raising the standards of education and schools
(see, for example, Chance, 2000; and Levine and Churins, 1999).

Professional-devel opment schoolsfind their origininlaboratory schools,
which were common in teacher-preparation institutionsin the USA during the
first part of the twentieth century (Stallings, et al., 1995). However, these
|aboratory school s began to slowly disappear following much criticism dueto
the atypical experiences of both the children and the teachersin these schools.
Therewas aso aneed on the part of teacher-preparation institutionsto make
use of public schools for student-teacher practicum experiences (given the
number of studentsin the programmesat that time). In the 1980s, however, a
new call for reform generated the idea of professional -devel opment schools.
These were created on the initiatives of the Holmes Group and the Carnegie
Task Force. These groups independently proposed creating partnerships
between schoolsand universities (Cobb, 2000). Support immediately followed
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from the American Federation of Teachers, John Goodlad, and other prominent
groups and educators throughout the country.

There are a number of recurrent themes found in professional-
development schoolsdespitetheir differencesin focus, goalsand organization.
Oneisthe consideration of the need for dual restructuring; the school will not
be transformed unless the university is also transformed. The second is that
teachers both in the schools and in the university are of equal value to the
partnership and to the process of professional development. Inthe USA, asin
most soci etiesthroughout theworld, university faculty members are sometimes
thought of as being more important, or having higher status, than
schoolteachers. In this model, both are of equal importance and play equal
roles. Thethird themeisthat of acommon goal: all professional-devel opment
schoolswork to restructure the preparation and induction of teachersinto the
teaching profession, improve the teachers' working conditions, increase the
quality of education for students, and offer teachers and administrators
opportunities for professional development (Darling-Hammond, 1994b).
Successful professional-devel opment schools have transformed the roles of
al concerned (Metcalf-Turner and Smith, 1998).

The evaluations of professional-development schools, until now, have
been very positive:

The children in schools benefit from the experiences of the mentor
teachers and the university faculty, as well as from the new knowledge and
energy that student-teachers bring into the classrooms. For example, in a
study that measured the impact of student-teachers’ activities on students’
learning of mathematics and writing skills, Knight et al. (2000) found that
“elementary students increased achievement in writing and mathematics
problem solving after implementation of theinterventions devised by teachers
in the elementary school and implemented by pre-serviceteacherswithin the
PDS’ (p. 35).
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The experienced teachers keep themselves informed of the latest
research and theories in teaching because of their connections with the
universities. In addition, their own professional development is supported as
they learn to become mentor teachers and faculty members in university-
based programmes. There are also reports that teachers and administrators
in professional-development schools have a very positive attitude towards
the schools and their work (Cobb, 2000; Kostin, 1998; Castleman, 1996).
Little research has been doneto assessthe effects of PDS on mentor teachers
work, but al werefairly positive (Nihlen, 1992; Wimsatt, 1996).

The student-teachers are introduced to the profession in the setting
where they will implement their knowledge and skills, and have the support
of experienced teachers and theory-based knowledge. Many authors have
argued that the professional-development schools model has drastically
changed therole of student-teachers asthey form partnerships with teachers
and faculty from the very beginning of their preparation for, and socialization
into the profession (Kimball, 1999). In fact, a recent study completed by
Walling and Lewis (2000) comparing the devel opment of teacher professional
identity in pre-serviceteachers, bothinaPDSand in adifferent programme,
found that the teachers from the PDS had a more realistic identity, a more
systematic and balanced view of therealities of teaching, and a perception of
teaching as a ‘career’ rather than just a ‘job’. Many other research studies
have shown that PDS interns outperform their non-PDS counterparts (Cobb,
2000; Long and Morrow, 1995; Tusin, 1992; Macy Research Associates,
1996; Hecht et al., 1996; Sandholtz and Dadlez, 2000).

The university/college faculty a so benefit from this collaborative model
(seeLarkin, 2000), asthey devel op partnershipswith practitionersinthefield
which alow them to be moreinformed about the daily practices and situations
encountered in classrooms, feel supported intheir work with student-teachers,
and also have the opportunity to link theory and practice more naturally and
frequently (for acasedescription, seeLemlech et al., 1994). Thereareonly a
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few studiesin the literature that have examined the impact of professional-
development schoolson university faculty, and moreresearchisclearly needed
inthisarea.

However, not all reports have been positive. For example, Cambone et
al. (1996) report that in one particular PDS, the mentoring and practicum
components were less effective than expected; Long and Morrow (1995)
found that there were no significant differences in the National Teacher
Examination scores of PDS and non-PDS student-teachers. Cobb (2000)
also reports that although the PDS model does have a significant effect on
teachers perceptions, beliefs, and practices, aswell as on student-teachers
and students’ learning, these changes take time, first and foremost to build
trust and a good relationship between the faculty and the teachers, a crucial
factor for the success of a PDS (Danaet al., 2001). Finally, Sandholtz and
Dadlez (2000) report a number of trade-offs that are necessary when using
the professional-devel opment school model. These include the fact that the
student-teachers are exposed to alimited number of schools (usually just one
during their initial preparation programme); that the college supervisor is not
necessarily a subject specialist given that he or she must supervise student-
teachersin the same school but who are of different disciplines; and, finally,
that the number of co-operating teachers may be small, given that all of them
must be members of the same school, and some may not be interested in
supervising students.

New developments with regard to professional-development schools
include the implementation of the model in itstraditional form, but with the
added use of technology (Burley et al., 2001). Thismodel, labelled ‘ePDS ,
has been quite successful asit hasall the advantages of theregular partnerships
and professional -devel opment schools, but with asupplementary * cyberspace’
dimension, which allows even closer and more frequent communication
between all the members of the partnership. For more information about the
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use of technology, see the section on technology in the next chapter, and the
section on distance education in the current chapter.

Other university-school partnerships

In addition to the Professional-Development School model described
earlier in thischapter, other forms of partnerships exist between universities
and schools. These partnerships are like networks “in that they connect
practitioners who share common interests and concerns about education”
(Miller, 2001, p. 102), and are found in schools and in institutions of higher
education.

Accordingto Miller (2001, p. 105), school-university partnershipshave
four coreams:

to establish firm basesin two distinct cultures, school and university;
to crossinstitutional boundariesin order to respond to needsinthefield;
to ensureinclusive decision-making;

to create new venues for educator devel opment.

A number of university-school partnerships have been successful in
promoting teachers’ professional development. In most casesreported inthe
literature, the schools and universities that have a partnership are located in
the same geographical area, but there are also some that cross national
boundaries. For example, asmall project in South Africahas brought together
science advisers at the Western Cape Education Department, and science
teacher-educators both at King's College in London, and at the Peninsula
Technikon in Bellville. In this project, described in detail by Johnson et al.
(2000), groups of science teachersin South Africawho have worked in very
poor conditions for many years, have come together for different forms of
professional development: coaching, group discussions, group-work based on
Curriculum 2005, etc. Johnson, Monk and Hodges (2000) have described
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thisproject as*small steps’ and ‘modest’, but quite effectiveinimproving the
teachers' knowledge and skillsin scienceteaching.

Another example is the ‘Learning Consortium’, which is a teacher-
development partnership formed by four school boardsin the Toronto (Canada)
area, together with the faculty of education at the University of Toronto and
the Ontario Institutefor Studiesin Education. It was established in 1988 with
theaim of “improv[ing] the quality of education in schoolsand universities
by focusing on teacher development” (Watson and Fullan, 1992, p. 222).
Initially, each institution made a commitment of three years, and each
contributed money, time and personnel to support theinitiatives. The primary
decision-making body was a planning group, which was composed of one
representative from each of the six member organizations. The Chair was
the Consortium co-ordinator, hired by the partnership. Among the activities
offered were summer institutes on co-operative learning and peer coaching,
In-service and pre-service programmes, conferences on mentoring, induction
and peer coaching. In addition to these formal activities, there were also a
number of lessformal practices, such asnetworking, reflective and monitoring
strategies, linking activitieswith schools, etc. (Watson and Fullan, 1992).

Another successful partnership is the Southern Maine Partnership (in
the USA), which has worked for the past 15 years in creating changes in
schools and universities in the State of Maine. It currently includes three
institutions of higher education and 34 public-school districts. According to
Miller (2001) the Partnership does not have afixed vision. “Rather, itsvision
evolves over time, as the work evolves, responding to the emergent issues,
concerns and needs of the membersaswell asto the demands of the context”
(p. 104). When aschool district or auniversity joinsthe Partnership, it makes
thefollowing commitments:

“To participate in Partnership conversations, activities and projects; to
contributeto the professional knowledge of K-12 and university educators; to

76

International Institute for Educational Planning www.unesco.org/iiep



Beyond traditional pre-service and in-service training:
models and cases of teachers' professional development

shareinformation, practices and insights about teaching, learning, assessment,
schooling, and the education of educators; to contribute to and distribute
Partnership communications to staff and to a broader community audience;
to make appropriate financial and human resource contributions; to maintain
connections to member institutions through shared work; to incorporate
Partnership work into local improvement efforts and to incorporate local
improvement effortsinto Partnershipswork” (Miller, 2001, pp. 104-105).

Another such model is the Teacher Apprenticeship Programme (TAP)
that was developed by a consortium of the University of Toronto (Canada)
together with afew public schoolsto provide necessary teaching practicefor
students who wanted to be admitted into a teacher-preparation programme
but did not have the required years of experience (Adams et al., 1996). As
the programme was designed, those in charge realized that this would be an
excellent model of teacher professional development, not only for those new
tothefield, but also for those whose rolewas to mentor the apprentices. Each
apprenticewasin aclassroom on adaily basis between September and March
under the supervision of a mentor teacher. Both mentors and apprentices
participated in regularly scheduled workshops and discussion groups. At the
end of the experience, both novices and mentors eval uated their experience
as being very positive. In addition, the apprentices were identified as being
among the strongest students to join the ‘regular’ teacher-preparation
programme at the end of their apprenti ceship experience.

Another interesting case is that of a partnership which was developed
between auniversity inthe USA, auniversity in Chile, and aschool districtin
Chile (Crosby and Crosby, 1998). In this programme, university faculty from
both countries prepared and implemented a course on how to improve the
knowledge and skillsof scienceteachersin Chile. All thoseinvolved (teachers
and university faculty) reported the experience as successful and felt that it
had effectively promoted their professional development.
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Another strategy for professional development based on university-school
partnershipsisthe practice (quite common inthe USA) that some universities
and colleges have of offering vouchersto co-operating or mentor teachersto
come to the universities for more course work and experiences as a reward
for their work with student-teachers in a particular institute. In such an
arrangement, experienced teacherswho arewilling to participatein educating
and supervising student-teachers can al so attend courses and experiencesin
institutions of higher education, thus keeping themsel vesinformed of thelatest
theories, practices and research studiesin their field. University faculty also
benefit from sharing their knowledge and research with experienced
practitioners.

Many colleges and universities that prepare teachers in the USA and
elsawhere a so offer professional-development ‘ days’ to their dlumni. Teachers
attend these presentations and experiences, and receive certificates and
professional-development points (which may affect their salary level). In
addition, alumni keep in contact with the faculty members at the university,
and faculty membersdevel op stronger rel ationshipswith school sand teachers.

Creating partnerships between schoolsand institutions of higher education
IS, at times, difficult as there seems to be a natural tension and sense of
competition among members of both institutions (McBride, 1996). The key
to success seems to be to find a balance where all those involved in the
partnership consider their roleimportant and their contributionsrelevant, and
wherelearningispromoted in all thoseimplicated.

Other inter-institutional collaborations

In a variety of countries around the world, many programmes of in-
service education and professional development for teachersexist asaresult
of collaboration between different institutions (furthering the work of the
previously discussed university-school partnership projects). For example, in
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Canada, there are afew projects which involve school districts, universities,
and ministries of education. More specificaly, the University of Toronto
initiated a Centre for Teacher Development which works alongside school
boardsto provide ongoing in-service programmesin specific target areas. In
British Columbia, all universities that prepare teachers are working closely
withthe Ministry of Education and local school districtsto deliver regionalized
summer institutes and ongoing workshops focusing on curriculum
implementation (Wideen and Holborn, 1990). In South Africa aprogramme
was devel oped in which graduate pre-service teachers from a South African
university were sent into different industrial, commercial and socia enterprises
aspart of their one-year diplomacourse (Penny and Harley, 1995). Themain
goal was to familiarize student-teachers with the kinds of skills required in
those settings so that teachers could learn which aspectsthey needed to develop
in their own students. Penny and Harley (1995) report that the programme
wasonly partially successful, as even though the student-teachersdid devel op
useful insights about the specific enterprisesthey visited, they did not appear
to have been ableto theorize their experiences.

Another interesting form of inter-institutional collaborationisthat between
schools and other professional organizations outside of the formal system of
education. Bainer, Cantrell, and Barron (2000) describe along-term partnership
(of at least one year and no more than five) between teachers/schools and
natural resource professionalswho usually fulfil theroleof ‘informal’ teachers
in educating the public, and yet have no formal teacher preparation. The
purpose of the partnership was to help the natural resource professionals to
acquirevariousteaching skillsand practices, and for teachersto develop more
skills and knowledge about science education. Even though Bainer et al.’s
analysis focused on identifying the effect of this partnership on the natural
resource professionals, the authorsreport that the project also had apositive
impact on theteachersinvolved intheinitiative.
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School networks

There have been several projects which have included the creation of
school networksto support teachers' professional development, school change,
and educational reform at ahigher level.

Two examples of such networks are reported by Sachs (2000) as
successful innovationsthat aretaking placein Audtralia. One of theseinnovations
isthe National Schools Network (NSN), whose primary purpose was to act
as atool for system reform. It was conceived as a national action research
project, as policy-makers were interested in identifying the obstacles that
were preventing schools from implementing their own ideas on improving
teaching and learning. The NSN has provided support for over 400 Australian
schoolsand haslinked professional devel opment with ongoing school-based
research initiatives. Teachers report a positive response to the fact that their
professiona development isbeing designed and isgaining responsefromwithin
the schools, rather than from external sources.

The second innovation isthe Innovative Links Project. ThisAustralian
nationwide initiative complements (by design) the activitiesof theNSN. This
project involves aformal partnership between schoolsand universitiesinan
attempt to carry out research and implement practices that promote the
professiona development of teachersbothin schoolsand universities. Teachers
associated with this project have devel oped skills and competencesthat have
enhanced their professional development, such as learning, participation,
collaboration, co-operation, activism and research (Sachs, 2000).

Teachers networks

Teachers networks bring teacherstogether to addressthe problemswhich
they experience in their work, and thus promote their own professional
development as individuals and as groups. These networks can be created
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either relatively informally, through regular meetings between teachers; or
formally, by institutionalizing the relationships, communication and dialogue
(Lieberman, 1999). Huberman (2001) detailsthe importance of using teacher
networks asameans of providing support. He presentsamodel that involves
teachers, both in the same and in different schools, who share a common
gradelevel in disciplines, subject matter or activity to beworked on. Heaso
presents strong arguments for the importance of having these networks
managed by teachersthemselves, and a so that the network generate aprocess
by which teachers can communicate, address issues, observe each other’s
work, bring in peoplewho are expertsin other fields, etc.

Most teacher networks existing in the world today receive no funding
or support from the schools or the state. However, there are some cases in
the literature (see, for example, Pennell and Firestone, 1998) which report
cases Where the state has supported the teachers' networks, but has done so
without interfering in the activities of the latter.

There are many examples of effective teacher networks in different
partsof theworld. Lauriala(1998) reports on new teacher groups and networks
created within many Finnish schoolsto support the professional development
of teachers. Thismodel has also been successfully developed and implemented
by Japanese teachers as an alternative to government-created and sponsored
programmes of in-service devel opment. These associations col laborate with
the Japanese Teachers Union, but do not participatein Union activities. Their
main purposeisto “promot[e] teaching, independent of government control,
and ademocratic education” (Shimahara, 1995, p. 183). The many networks
that exist are co-ordinated by the Co-ordinating Council for Voluntary
Educational Study Associations, which was created in 1959. These networks
regularly hold conferences, publish magazines which are sold at commercial
bookstores, and hold approximately 200 summer workshopsevery year. They
also organize projects such asthe ‘research lesson’, amodel of professional
devel opment where groups of teachers work together for a period of weeks,
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sometimes months, to prepare a master |esson to be presented to many other
teachersinthe school, or evenin other schoolsand districts (a*“ public research
lesson’) (Newcomb, 1998). Theseteachers networks may beorganized by a
discipline (for example, the Council of History Educators, the Association of
Mathematics Education), or by schools. Almost every school hasanin-house
study group that organizes study activities, such as curriculum devel opment,
demonstration classes, observation and discussion of teaching, etc. (Shimahara,
1995). A system which isvery similar to the Japanese teachers networksis
that of the Colombian networks (see Schmidt, no date, for adescription).

Another very impressive exampleof thismodel isacross-nationa network
of teachers which includes a collaboration of national networks from Spain
(IRES: Investigacion y Renovacion Escolar) (Garciaet al., 2001); Colombia
(Red de Cudlificacion de Profesoresen Ejercicio delaUniversidad Pedagogica
Nacional de Colombia) (Unda et al., 2001); and Mexico (TEBES:
Transformacion dela Educacion Basicadesde laEscuela) (Ariasand Flores,
2001). Each of these national networksis quite activeinitsown country, and
their members have come together in this cross-national network to share
experiences, learning opportunitiesand work activities (Floresand Arias, 2001).

Another example of teachers networksiswhat Palincsar et al. (1998)
describe as‘ communities of practice’ . In one particular case, they tell of how
18 teachers from 14 schools came together in this community of practice to
improvethelr science teaching by joining reflection groups, bringing together
professional swith different expertise, and emphasizing theintellectua activities
necessary for excellent teaching (including planning, enacting and reflecting
on one'steaching).

The creation of Inquiry Groups of Teachers, who cometogether regularly
to critically examinetheir own and each others' pedagogical knowledge, beliefs
and practices as they work together to make changes, is another form of
implementing this model, as illustrated by the project ‘Mathematics for
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Tomorrow’ (Hammerman, 1999). An Inquiry Group of Teachers has been
meeting over recent yearsto discussissues related to teaching mathematics;
the focus has shifted over time, and so far they have discussed issuesrelated
to content knowledge, pedagogical knowledge and practice. Teachers'
evaluations of this project have been positive.

A similar example is presented by Zorfass (1999) with one significant
difference. Theteachers' group haspurposely involved teachersfrom multiple
disciplines, asone of the main objectives of thisgroup has been that teachers
reflect on and develop a multi-disciplinary perspective of their professional
role, so that they can be more helpful to students who must learn how to
integratetheir knowledgeindifferent fields. Also, inthisparticular case, teachers
used the process of devel oping an inter-disciplinary curriculum as aform of
professional devel opment.

Finally, there are anumber of teachers’ networksin the USA associated
with the National Writing Project. For a description of this project, see the
description of the model ‘ Teachers' Narratives' later in this chapter.

Distance education

Perraton (1995) defines distance education as “an educational process
in which a significant proportion of the teaching is conducted by someone
removed in spaceand/or timefromthelearner” (p. 25). Inthisbroad definition,
the key words are ‘significant proportion’, as they imply that not all of the
teaching will occur at a distance. However, different countries have
Implemented distance-educati on programmesto support teachers' professional
development using a variety of means, such as radio, television, telephone,
written and recorded material and el ectronic communications (Miller, Smith
and Tilstone, 1998).
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In Australia, distance education has allowed teachers, particularly
women, to acquire further qualifications so that they can be promoted to
higher levelswhich are, more often than not, occupied by men. In Brazil, on
the other hand, both men and women have benefited from distance education
in their teacher preparation in the aim of acquiring some social mobility
(Perraton, 1995). The Commonwealth of Learning, an international
organization of all country members of the Commonwealth, also supports
distance-education projectsin a number of countries. Thereis, for example
in Jamaica, aprogrammeto prepare primary teachers; in The Gambia, Ghana,
Nigeria and Sierra Leone, a project of teacher education in collaboration
withthe National Teachersingtitute of Nigeria; in Uganda, aB.Ed. programme
using materials developed at the University of Nairobi, Kenya; and in
Zimbabwe a plan is under development to support the preparation of in-
service secondary-school teachers (the Commonwealth of Learning, 2001).
UNESCO, another international organization, also offersanumber of distance-
education programmes for teachers. A programme was recently developed
for special-education teachers on differentiated curricula. The programme
includes six unitsthat teachers can study individually or in groups, and it also
includes activities that must be completed by groups of teachers
collaboratively. Weinberger (2000) reports that more than half of the
universities in the United Kingdom are involved in distance education by
offering postgraduate courses in that format. After studying the process
undertaken by 14 studentsto complete afull masters of education programme
by means of distance education, Weinberger reports very positive effects of
such an experience on their professional development. She also emphasizes
that library accessibility has been a key factor in these programmes, which
explainstheir success. Similar resultsarereported by Miller, Smithand Tilstone
(1998).

Yet, the literature offers few research studies that assess the
effectiveness of the use of distance education to support teachers' professiona
development. For example, thereisvery little evidence to support the claim
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that teacher education at adistance leadsto improved classroom practice. In
England, for example, the Department of Educati on and Science commissioned
the British Open University to provide secondary schools with training
equipment, and yet no data were collected to assess the effectiveness of
such an effort (Perraton, 1995). A few studies conducted in developing
countries show mixed results. Thegenera complaint isthat distance education
does not address practice, and that student-teachers, of course, must still
complete a practicum before they can graduate. On the positive side, case
studiesin devel oped countries (see, for example, Broady, 1995) have shown
that studentswho realizetheir teacher preparation at least partialy at adistance
develop self-confidence and the ability to learn on their own, a skill that is
certainly beneficial in their roles as teachers.

Traditionally, distance education has relied on self-study guides and
readings, and the use of radio and television. The use of radio asan instrument
of distance education has been mostly proposed in developing countries to
satisfy the need to reach avast mgjority of teacherswho are unprepared and/
or unqualified, and to help them receive someform of training at alower cost
than most other forms of technol ogy (tel evision, computers, interactive video-
disks, etc.). In 1990, Teas reported that “at least 20 radio-based programs
provide[d] in-servicetraining to unqualified and under-qualified teachersin
19 developing countries. Theliterature, however, isextremely limited in scope”
(Teas, 1990, p. 2).

Thereareat least two types of radio instruction: traditional lecture-type
instruction, and interactiveradio instruction. Thereissignificant evidenceto
support theideathat the latter model is as effective as conventional teaching,
that the cost per person is likely to be less than that of classroom teaching,
particularly inrural areas, and that teachers can continuetheir training during
theregular school year, asthey do not need to be absent from their classesto
participate (Teas, 1990).
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Teas (1990) reports a number of specific programmes that have been
successful in devel oping countriesin many regions of theworld. For example
in Korea, the national Educational Development Institute broadcast a 15-
minute programme every week-day for 22 weeks during the school year. Its
main purpose was to improve teaching methods. In the Philippines, the
University of Mindanao ‘ On-the-Air’ project offered radio lecturesand forums
to help teachers in remote areas to obtain a master’s degree. These teachers
had to sit the mid-term and final examinations on the university campus, but
al their classes were followed by radio. Thereis also auniversity in Israel
which offers radio programmes to help teachers improve their practice,
knowledge and skillsindifferent areas.

With the development of new technologies — particularly the use of
computers — for educational purposes, distance education has been
transformed dramatically. Computers and accessto the Internet are certainly
having aseriousimpact on the structure of teacher professional -devel opment
courses and experiences. For example, on-line professional devel opment,
the delivery of course content via the Internet or CD-ROM, is becoming
more common and ishaving an increased impact throughout theworld (Owston,
1998; Mather, 2000). In some places, thismodel isreplacing the use of television
asthe most common form of distance-education learning (Killion, 2000), but
not necessarily the use of the radio, as it has the distinct advantage of only
requiring batteriesto be operational. In most cases, the use of new technologies
has created many new opportunities for teachers by offering the possibility
of having on-line discussions, the use of on-line bulletin boards, frequent
assessments, participation in newsgroups and teleconferencing, ongoing
documentation of processes and facts, and the creation of what Owston (1998)
refersto as‘virtual professional communities'.

Such modelsof professional devel opment have been found to have many

advantages, for example, they increase accessibility and flexibility in scheduling;
they facilitate collaboration; and they are more cost-effective than anumber
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of alternatives (Killion, 2000). However, there are also some drawbacks:
sometimes on-line programmes can lack quality of content and structure;
they do not take into account the learner’s prior education or background, as
the programmes are designed with the *average’ educator in mind; and they
can also involve some hidden costs (Killion, 2000).

There are a number of examples in many countries where teachers
have created computer conferences, computer tutorial experiences, teachers
study groups, web-based professional development activities, etc. (Rodes, et
al., 2000; Lincoln, 2001; McKay and McGrath, 2000; Maor, 1999; and Marx
et al., 1998). Also, there are a number of internet-based resources easily
accessible to teachers and other educators, and which offer information of
al kinds: articles, activities, reading listsfor particul ar classes, examplesand
suggestions on how to approach a particular topic, etc. Some good samples
of such resources are given by Gorski et al. (2000), Mather (2000a, 2000b),
Mather and Poftak (2000), and McKay and McGrath, (2000). In addition,
there are also courses and workshops devel oped by International Agencies
to support the work of teachers on-line. Such isthe case, for example, of the
UNESCO project “Learning and teaching for a sustainable future — a
multimedia professional development programme” (UNESCO, 2001).

Jackson (1999) has noticed a change from professional-development
workshops for teachers, where they can learn how to use specific soft and
hardware (in the traditional format of ‘in-service' training), to web-based
professional development, wherethe computersand the programmesare mere
instrumentswhich facilitate the sharing of information and engaging in dialogue.
In fact, many teacher-education institutions are regularly using computersin
their classes as a way of maintaining the flow of communication between
members of the group, the instructor, and even experienced teachersin the
field who can comment and participate in conversations from their own
workplace or from home. A good exampleisthat reported by the Curriculum
Administrator (2001) of asix-week on-line coursefor social studiesteachers,
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offered jointly by Social Studies School Services and Classroom Connect’s
Connected University. As part of the course, students complete on-line
assignmentsand readings, have on-line discuss onswith colleagues and faculty,
and learn how to use a number of search strategies and web sites. A similar
programme of on-line professional development is being successfully
implemented by the Virtual University of the Tecnologico de Monterrey in
Mexico. It currently offers 18 graduate programmes, many of which are
addressed particularly to teachers, educators and administratorsin a number
of Latin American countries (Tecnologico de Monterrey, 2001).

Another excellent exampleisreported by Odasz (1999) concerning the
effortsthat Alaskan educational institutionsare making to i ntroduce computers
into the classrooms. Odasz reports on the devel opment and implementation
of three on-line graduate-level courses for teachers which allow teachersto
learn at their own pace —about the creation of teachers’ networks and al so of
students' networks where they mentor each other — and now teachers are
integrating the use of the Internet and other new technologiesinto their daily
work. Several more cases are reported by Glenn (1997), who describes a
variety of continuing technology education programmes such as technology
workshops, school-based technology teacher programmes (based on theidea
of ‘trainthe trainers’), district technology support (districts hire technology
staff who visit schoolsto offer workshops and ongoing support), and district
resource centres (lending materials, offering on-line accessto libraries, etc.).
There is no doubt that making professional development accessible on the
web allows more flexibility and freedom for teachers who can access the
information, participatein discussion groups and work on specific projectsat
their own paceand intheir owntime (Jackson, 1999). Infact, astudy completed
in Australiacomparing thelevel of detail and reflection between a section of
the coursedelivered inthetraditional presenceformat and a section delivered
on-line, showed that the | atter produced more reflection and deeper thoughts
on teaching practices and experiences on student-teachers (Rodrigues, 1999).
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Asidefrom the use of computers, other new technologies, such asdigital
cameras, area so being usedinthe classroom asan “ anytime/anywhere ddivery
of content without any barriers’ (Patterson, 2000, p. 35). Digital cameras
have had an effect on professional development, as teachers can now bring
into the classroom material that was difficult to present to students previously,
and also because it has transformed the way in which they assess students
and their own teaching practices. Some teachers are creating electronic
portfolios of themselvesand of individual students, capturing images of their
work ondigital cameras, for example, and showingindividual students progress
over time with images of their work (Murphy, 2001).

Second group: Individual or small group models
Supervision in the classroom: traditional and clinical supervision

In its most traditional format, this process (the ‘inspectional’ model
according to Bourke, 2001) is typically completed by an administrator who
comes into a classroom, either takes notes or checks according to alist of
criteriawhether the teacher is achieving all the necessary requirements, and
then leaves the classroom, giving no feedback (immediate or otherwise) to
the teacher. Based on this brief evaluation, the teacher may receive or be
denied promotion, tenure, or even arenewed contract for thefollowing year.
An example of such a process is reported by Bourke (2001) about teacher
supervision in some schoolsin Brunei, and Villegas-Reimers (1998) about
schools in Latin America. The effect of these evaluations on teachers
professional development has been negative, as they offer no feedback or
support to the teacher who is being evaluated (Wilson, 1994a). In addition,
these eval uationsfocus exclusively on classroom practice, but show nothing
about the teachers' preparation and planning, thinking processes, interests,
motivation, communication with parents, colleagues, participation in school
and community activities, etc. (Hickcox and Musella, 1992; Stodolsky, 1990),
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al of which are important aspects of the teaching profession. As a resullt,
teachersdevel op resentment, and negative feelings and attitudestowards being
observed.

Today, most professional-devel opment programmes practise classroom
evaluation as an element in the programme, but not exclusively. In this new
perception, supervisionisconsidered asameans of offering helpful feedback
and suggestions on ways to improve aparticular aspect of one’steaching. In
many respects, the traditional method of supervision has been slowly
transformed into clinical supervision. A casethat illustratesthispoint well is
that reported by Wang and Seth (1998), which describes the reluctance of
Chineseteachersto being observed by one English and one Chinese researcher
and how, with specific intervention, teachers changed their attitudestowards
being supervised in the classroom. According to the study, observationswere
conducted in such a‘gentle’ way, and feedback was given in such arespectful
manner, that teachers' attitudes changed. At the end of the intervention,
teacherswere able to regard observations and assessment of their work asan
opportunity to grow and develop in their career, rather than as something to
be fearful about.

“Clinical supervision wasoriginally conceived at the Harvard-Newton
summer school as a means of fostering teacher development through
discussion, observation and analysisof teaching ‘intheclinic of the classroom’
(Grimmett and Crehan, 1992, p. 68). Today, clinical supervisionisperceived
asan effective model of professional growth and development (Wanzare and
daCosta, 2000), and it isone of the most common elements of initial teacher
education.

One of the commonest ways of implementing clinical supervisionishby
including a pre-observation conference, an observation of classroom
performance, the analysis of the data collected during the observation, and a
post-observation conference. Studieswhich have eval uated this approach offer
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contradictory results. Pavan (1983) saysthe impact of clinical supervisionis
inconclusive; while Adams and Glickman (1984) claim that the clinical model
has a positive effect on teachers' performance and attitudes. This apparent
contradiction may be dueto theway inwhichtheclinical supervision model is
implemented. If the supervision does not differentiate between the expert
teachers and the novices needs, and if it isapplied in asuperficial way, the
goal of promoting professional development may not be reached. In addition,
thiskind of supervision requiresacollaborative perspective between supervisor
and teacher, which isarare occurrence (Smyth, 1989).

There are several cases which illustrate the positive aspects of clinical
supervision. For example, thefield-based teacher training in Pakistan is based
on on-sitedevel opment with classroom evauation. Small groupsof lessqudified
teachers work alongside experienced teachers, who observe their teaching
and work with themtoimprovetheir skills(Gardner, 1995, p. 641). InNigeria,
asite-based training programme has effectively combined individua and group
instruction with evaluation in small groups of schools (Tatto, 1997). This
model hasa so been implemented by afew institutionsin the United Kingdom,
primarily during an induction period designed for new teachers in schools
(Shaw, 1992). In Israel, astudy in 17 high schools showed supervision to be
an effective tool in professional development when it was accompanied by
group discussions, lectures, and individual conferences, and was also matched
with the teacher’sown conceptual level (Barak et al., 1997). A similar finding
isreported by Bourke (2001) concerning teachersin Brunei.

Performance assessment of students

With arenewed interest in, and arecent tendency to focus on, standard-
based assessment and performance-based assessment, many researchers are
proposing a new perception of students' assessment as a form of teachers
professional |earning and development, and the creation of anew evaluation
system which would contribute significantly to the quality of teaching. In
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developing this new system, quality assurance would be merged with
professional devel opment (Danielson, 2001).

For example, Falk (2001, p. 120) reports that “a growing number of
studies are documenting [the] relationship between teacher-learning and
classroom-based performance assessments.” In the same document, she
identifiesthreetypes of assessment initiativesthat impact on teacher learning:

e teachers assessing students' learning by observing, documenting, and
collecting students’ work over time with classroom-based assessment
frameworks;

e teachersscoring student responses according to externally administered
standard-based performancetests; and

e teachersexamining and validating their own practice by participating in
the National Board of Professional Teaching Standards certification
process.

The literature reports afew cases where assessment has been the core
activity of the professional development of teachers. Driscoll (1999) describes
aproject where he participated with some colleagues to create a community
of teachersdedicated to transforming their approachesto classroom assessment.
“We saw assessment as a fertile ground for teacher development because,
when structured appropriately, assessment activities can engage teachersin
exactly the kind of active observation and reflection characteristics of
constructivist pedagogy” (Driscoll, 1999, pp. 81-82). Driscoll argues that
assessment should be perceived as “a process of gathering evidence about
students' knowledge, skills, and dispositions[...] and of making inferences
based on that evidencefor avariety of purposes, including better understanding
of students' needs and more appropriate instructional goals and curriculum
design” (Driscoll, 1999, p. 82). The* Classroom Assessment in Mathematics
Network Project’ required collaboration between teachers, district supervisors
and staff at the Education Development Center in the USA. The project
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included: coaching time, regular peer interactions, collegial networks, teachers
control of time and resources, and flexibility to allow teachers to adapt
Innovationsto meet the characteristics of their contexts. It a so included national
assessment workshops and action research projects.

Itisclear that in order for assessment to be used asaform of professional
devel opment, the foll owing elements must be addressed: eval uation must be
designed and implemented as a process, an ongoing system of support and
feedback to the teachers (Danielson, 2001); a commitment from the
management is vital to the successful implementation of such a process; a
commitment from teachers’ unions and other professional organizationsis
also needed; a significant amount of time must be allocated to the process
(Annunziata, 1997); an understanding that teachers must have an activerole
to play in the process; and the inclusion of a variety of perspectivesin the
process (students, administrators and other teachers) (Beall, 1999; Danielson,
2001).

Workshops, seminars, institutes, conferences and courses

Perhaps the most traditional form of professional development is the
typical ‘in-service staff training’ that includes the use of workshops, short
seminars and courses. Major criticismsabound in theliterature about offering
thisform of in-service education asthe only form of professional development,
as traditionally most of these workshops and seminars are ‘one-shot’
experiences, completely unrelated to the needs of teachers and providing no
follow-up. As Jesness (2000), aspecia educator in Texas, USA, says. “Anyone
who thinks education can be substantially improved with workshops probably
hasn’t ever attended one” (p. 37).

However, given the new understanding of professional development as
an ongoing process of growth and learning, there are some cases that show
that offering workshops, seminars and courses, when accompanied by other
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types of professional-devel opment opportunities, can be quite successful. An
example of such an approach is that reported by Zeegers (1995), based on a
series of three one-day workshops offered to teachersin New Zealand as a
first phase of a professional-development programme designed to prepare
teachersto teach under the new national science curriculum. Theseworkshops
were followed up by supplementary supportive and informative visits from
In-servicefacilitators, the results of which were positive. Another exampleis
found inthe North CarolinaTeacher Academy (USA) which, for many years,
has offered over 40 one-week summer seminarsfor teachers, and hastrained
over 200 teachers, who have themselves become trainers. The topics of the
workshops are proposed and decided upon by the teachers based on their
experiences, visionsand needs.

Workshops/institute training that is devel opment-oriented can be equally
as helpful as more modern forms of professional development (Tillemaand
Imants, 1995). Cutler and Ruopp (1999) explain how the staff at the Education
Development Center inthe USA designed and implemented a programme of
professional development entitled ‘ Middle School Mathematicsproject’. As
part of this project, 32 middle-school mathematics teachers from the Boston
areainthe USA cametogether twice amonth for two yearsto attend half-day
workshopsthat addressed issuesrel ated to teaching mathematics, somewere
content-based, othersfocused on pedagogical knowledge and practice. Teachers
were al so encouraged to do someresearch in their own classroomsto identify
variablesthat could help explainthelow level of achievement of some of their
students. Teachers evaluated the workshops as being very valuable, and this
resulted in their changing their practicesin the classroom. They also appreciated
the benefits both of creating of a network of colleagues, and of their newly
learned skills which included time management, resource management, and
risk-taking abilities. Cutler and Ruopp (1999), however, do not report whether
thisproject had asignificant effect on students’ learning.
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Another interesting case, although unrelated to schoolteachers, is
reported by Papai et al. (1999). The project involved a six-day workshop
developed in China with the support of the Canadian International
Devel opment Association, to help Chinese nurse-educators reflect on their
practices as clinical teachers. The results of the experience were positive.

Two other cases of this type of professional development are reported
by Borko and Putnam (1995). The Summer Mathematics for Teachers
programme, and the Institute for Chemical Education workshop offered in-
service teachers the opportunity to come together for seminars, workshops,
demonstrations, lectures and discussion groups over a short period of time
(four weeks during the summer months). The former focused on helping
teachers to improve their mathematics teaching skills, and the latter on
improving their chemistry-teaching skills. Both also offered ongoing support
to participants following termination of the seminar or institute, and also
provided opportunitiesto continue discussions and use of the materials. Both
were evaluated quite positively.

A similar project is described by Eror (2001). The Chautauqua
Programmeincluded aseries of workshops, coursesand ahands-on laboratory,
which was offered by scholarsin different sciences and engineering to science
teachersin colleges. The goal was “to enable undergraduate teachersin the
sciencesto keep their teaching current and relevant” (Eror, 2001, p. 290).

Another interesting model is reported by Allen-Chabot (2001). The
Nutrition Science I nstitute was anine-day programme, which was conducted
with the collaboration of the public-school system, the Maryland State
Department of Education (USA) and the department of Nutrition and Interior
Design at Hood College. Theinstitute included workshops, classes, |aboratory
time, work-group time to design curricula, discussion groups, computerized
activitiesand training in internet usage. The evaluation of the programmewas
very positive, anditisnow implemented inindividual counties.
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Many examples are found in the literature of courses specifically
developed to train teachersin a particular technique or to help them acquire
certain knowledge. For example, Ball (2000) describesthe use of one course
in particular to teach South African and American teachers how to become
more aware of their discourse when teaching students of diverse cultural and
linguistic backgrounds. Also, Irving et al. (1999) describe asuccessful course
designed collaboratively by schoolsand auniversity to increasethe scientific
knowledge of secondary-school teachers, and to improve their pedagogical
skillsin scienceteaching.

Funding for this type of professional development isusually available
from school districts, ministries of education, and even international agencies
(see, for example, the list of UNESCO-funded workshops listed under
UNESCO/PROAP activitiesin Asia-Pacific, Project 2000+).

Case-based professional development

This model involves using “carefully chosen, real-world examples of
teaching to serve as springboards for discussions among small groups of
teachers [...]. Cases can help teachers discover ambiguity, conflict, and
complexity within adeceptively simple-looking teaching situation” (Barnett,
1999, p. 26). The case method is based “ on the conception that knowledgeis
constructed, built on prior knowledge, coupled with experience, transformable,
evolving, and consequential, and thereby, provides studentswith insight into
aternative solutionsrather than ‘ correct’ answers’ (Harrington, 1995, p. 203).
Using casesfor teachers professiona devel opment must be an ongoing process
(Merseth, 1994), where teachers have the opportunity to reflect on each
aspect of the situation, and frequently meet with the same group of colleagues
to discuss any issues raised.

There are several examples of the successful implementation of this
form of professional development, one being the Mathematics Case Method,
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which brought together between 6 and 15 teachers once a month, for atwo-
hour discussion on variousissues (Barnett, 1998, 1999), some of whichwere
written by theteachersthemselves. Theteachers assessment of the experience
was positive. Harrington (1995) also reports on a study in which dilemma-
based case methods were used with the intention of measuring whether they
had any effect on student-teachers’ reasoning development. Findings show
that some students were able to show a higher level of reasoning (although
not all), and that they were able to identify and approach conflict situations
appropriately. Harrington explainsthat the devel opment of students' reasoning
level is clearly also mediated by developmental characteristics that surpass
the scope of the dilemma-based cases. Shkedi (1998) also mentionsthe positive
results of the use of the case-based model for in-service teacher professional
development inIsrael, and yet addsthat not all teacherswere ableto grasp al
the reflective aspects of the cases presented. The author concludes by
recommending that one does not rely exclusively on cases to promote the
professional development of in-service or pre-serviceteachers.

Self-directed development

In thistype of professional development, teachersidentify onegoal which
they consider to be of importance to them — either individually or in small
groups, list the activities that they will implement to reach that goal, the
resources needed and the waysin which their progress and accomplishments
will be assessed. In such asituation, teacherstake responsibility for their own
development, and therole of the administrators and supervisorsisto facilitate,
guide and support that devel opment. Objective feedback is certainly needed
if thismodel isto be effective.

A good example of thiskind of professional development canbeseenin
Japan, whereasurvey of 3,987 teachersin 1981 indicated that more than half
of them had been activein somekind of voluntary study-group, aself-directed
process (Shimahara, 1995).
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Another exampleisthat of a project implemented in the late 1980s and
reported by Wideen (1992). Inthisproject, amember of school staff, supported
by the school district, created asetting in which teacher devel opment occurred
naturally withinthe school. The project showed how the model itself developed
throughout its implementation phase as it responded to external and
environmental forces and to internal interests and needs identified by the
teachers. The principal provided general conceptual direction, and also
supported an atmosphere where trial and experimentation were allowed.
Teachers and administrators came together regularly to talk, plan, discuss
innovations and assesstheir impact. These meetings generated ahigh level of
collegiality, communication and trust.

A specific form of self-directed professional devel opment iswhat Easton
(1999) describes as ‘tuning protocols'. In this model, developed by David
Allen and Joseph McDonald, “ateacher presents actual work before agroup
of thoughtful ‘critical friends' in a structured, reflective discourse aimed at
‘tuning’ the work to higher standards’ (Allen, 1995, p. 2 in Easton, 1999,
p. 54), and after discussing with the group of colleagues all the positive and
challenging aspects of thework, the presenter reflects on how thework could
beimproved.

Another example, described by Pierce and Hunsaker (1996) as a
model of “professional development for the teacher, of the teacher and by the
teacher”, isthe School Innovation Through Teacher Interaction (SITTI) modd.
The actionstaken by teachersin thismodel are:

e toagreeon how they would like the school to ook and be;

e tocomplete aneedsassessment involving administratorsin the process,

e to decide on who will be the experts (from within the school) on the
topics chosen to work on, and elect people as team members who will
participate in peer coaching;
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the team of experts develops a modul e to address the needs and topics
chosen by all thoseinvolved,;
to measure student outcome versus objectives.

There are no results reported concerning the implementation of this

model, or its effect on teachers professional development or on students
learning.

Co-operative or collegial development

Thisisaterm used by Glatthorn (1987) to describe hismodé of collegia

development. Inthismodel, teachers devel op their own plan for professional
development in small groups. Thiskind of co-operative model makesteachers
—asagroup — in each school continuously responsible for quality (Wilson,
1994). Thiscan beimplemented in thefollowing ways:

professional dialoguesto discuss professional issuesof personal interest;
curriculum development where teams of teachers develop curriculum
units,

peer supervision;

peer coaching/peer assistance;

action research to collaboratively inquire about areal problem in their
teaching (see description of action research below).

In order for this model to be effective, the following conditions are

necessary (Glatthorn, 1995):

that there be a true collaborative school context (and thus, this is not
imposed on teachers);

that administrators support the efforts;

that teachers have sufficient timeto complete al the taskslisted above;
that teachers receive some training on how to implement this model
effectively.
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Several projects have implemented the collegial model in such away
that it focuses on curriculum devel opment (training, specialization, practice)
as aform of promoting teachers' professional development. Teachers work
inteams (rather than independently during their own personal time) to develop
curriculum materia sand to eval uate theimplementation of particular curricula
and curricular practices. Results show that teachers feel a sense of
accomplishment intheir work and intheir development asteachers. See Frost
(1996) for an extensive and detail ed description of some projectswhich have
used curricular devel opment asaform of this professional-devel opment mode.

Another interesting way to implement the collegial model is through
inter-disciplinary team-teaching, that is either mixing teachers and student-
teachers, students-teachers alone, or teachers alone. Results of studies that
evaluate these experiences are quite positive (see Sandholtz, 2000, for example).

Three other examplesarefound in Japan, Colombiaand Spain. In Japan,
teachersreport to colleagues on their own personal case studies (where they
are the subjects of the case) using narrative documentation or video-tape
recordings of their teaching. The “cases are diagnosed, illuminated, and
criticized from multiple pointsof view by attendant teachers. Through reflection
and deliberation, teachers share their personal practical knowledge with each
other and devel op alternative approaches’ (Sato, 1992, p. 165). This model
appearsto have been successfully implemented in Japan for over two decades.
In 1981, 3,987 teachers were asked to name the most effective factors in
devel oping their teaching competence. Thefour most common answerswere;
advice from colleagues, school in-house workshops, |earning from students,
and excellent books and case reports (Sato, 1992).

In Colombia, the EscuelaNueva programme (New School Programme),
areformtoimprovethe quality of multi-gradeteachinginrural schoolsinthe
country, is another example. This programme relies heavily on teacher
education and professional development, particularly on peer-teaching, where
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groups of teachers at the local level take on the responsibility to help one
another learn about the new approach and come together periodically (inthe
‘microcentros rurales’) to reflect on the results of their initial attempts to
implement changein their classrooms (Rojas, 1994; Schiefelbein, 1991).

Finaly, in Spain, anumber of projectsusing thismodel have been created
and implemented successfully. Oneisthe School-Based In-Service Teacher
Education project (FOPI) that was implemented in the early 1980s, and the
other is the Education of Teacher Educators project, whose purpose was to
develop staff who would work in the new teacher centres and institutes
(Bengjam and Espinet, 1992).

Observations of excellent practice

A number of professional-devel opment programmes offer teachersthe
opportunity to observe colleagueswho have been recognized for their expertise
and excellencein teaching. In thisway, teachers have the opportunity to learn
and reflect on the knowledge, skills and attitudes that excellent teachers
implement in the classroom. On many occasions, these observations constitute
part of a larger professional-development effort, whereas in others, they
represent the core of the professional -devel opment opportunity. One example
of this model is the Teachers International Professional Development
Programme, implemented by the British Council. This programme sponsors
British teachersto visit different schoolsin avariety of countriesand settings,
so that they can observe first hand aspects of teaching and teachers work,
and so that they can later share their experiences with other teachersin their
schools and communities. Another programme that promotes professional
development by funding teachers' visits to other countries was initiated by
the Chilean Government in 1996 (Undurraga, no date). Chilean teachersusually
spend a period of two months in a country that, according to a selection
committee, offers an exemplary programme in the teachers area of
Specidization.
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A similar programmeisthat of the United Kingdom/AustraliaFellowship
Schemefor Teachersof Science. Thisprogramme, funded by the governments
of both the UK and Australia, providesfunding for ahandful of teachersfrom
one of these countries to spend a significant number of weeks in the other
country, observing excellent practice, participating in research projects, attending
workshops and joining in discussions with colleagues in the host country
(Robottom and Walker, 1995). The programme has been successful in
promoting teachers professional development.

At amore ‘informal’ level, there are a number of programmes — both
pre-service and in-service—that offer opportunitiesfor lessexperienced teachers
to shadow and observe master teachers doing their jobs, sometimes in the
same school, sometimesin different settings.

| ncreasing teacher participation in new roles

This model is based on the idea that the professional development of
teachersisimproved by increasing the participation of teachersin, and their
influence on, activities such as. management, organization, support and
monitoring (Conley, 1991). When teachers are responsible for their ownin-
service preparation, that preparation issignificantly more effective. For example,
In Spain, the creation of Teachers’ Centres has had avery positive impact on
teachers professional development. These centresare organized asinstitutions
for the extension and exchange of knowledge and experiences, and for the
development and diffusion of new didactic resources. They are managed as
corporate bodies, with representatives elected by teachers from different
educational levels, both in public and in private schools, and with delegates
from the administration (Morgenstern de Finkel, 1993).

An example of the implementation of thismodel isastudy reported by
Tisher (1990) in Australia, where participating teachers were asked to model
for 10 days ateacher, whose role characteristics were slightly different from
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their own ‘self-portraits’ which had been collected prior to this request. A
subsequent request for a ‘self-portrait’ showed that there had been some
changes, for example with respect to helping students and other classroom
routines, at the end of the 10-day period of modelling with discussions and
reflective activities.

Skills development model

This model, described by Joyce and Showers (1988), was designed to
devel op new teaching techniques and skills such as higher-order questioning,
inquiry teaching and group work. In order for this model to be effective, a
significant amount of ‘time off-the-job’ is necessary. Following that time,
teachersare dowly reintegrated into the classroomswith substantial coaching.
The five components of their model are:

e anexploration of theory through lectures, discussions and readings;

o thedemonstration of skillsthrough videosand lifetraining;

e  practice under simulated conditions (20 or 25 trialsin a period of 8 to
10 weeks);

o feedback provided by peersunder guidance (audio and video recordings
areencouraged);

e  coaching duringthetransition from training to actual classroom teaching.

An effective implementation of this model is reported by Baker and
Smith (1999). In their study, teachers of two kindergarten programmesin the
USA underwent a programme of professional development using the skills
model, in order to learn more about new instructional approaches critical to
early reading success.
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Reflective model: teacher as reflective practitioner

This model builds on teachers' personal classroom experiences. It
requires that the teacher pay attention to daily routine and the events of a
regular day, and to reflect on their meaning and effectiveness.

Themajor assumptionsupon which thismodel isbased include: teachers
commitment to servetheinterest of students by reflecting on their well-being
and on which aspects are most beneficial to them; aprofessional obligationto
review one’spracticein order to improvethe quality of one'steaching; and a
professional obligation to continue improving one’s practical knowledge.

Thismodel of teachersasreflective practitionersisinspired by Schon’'s
model (see Clarke, 1995) which explainsthat apractitioner isreflective when
he or she:

IS curious about, or intrigued by, some aspect of the practice setting;
framesthat aspect in terms of the particulars of the setting;
reframesthat aspect inthelight of past knowledge or previous experience;
developsaplan for future action.

More recently, as the implication of the teacher as researcher and as
reflective practitioner has begun to appear asa‘must’ in any programme of
professional development for teachers, educators haveidentified anumber of
unanswered questionsin relation to this model. The most commonis: ‘What
should teachers reflect on? Three documents have answered this question.
Potter and Badiali (2001) have said that three forms of reflection should be
encouraged:

e technical reflection, which refers to considering the curriculum and
adjusting teaching according to the situation presented at a particular
time;
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practical reflection, whereteachersthink and deliberate about the means
and the purposes of particular actions;

critical reflection, whereteachersraiseissuesrelated to moral and ethical
situations faced in the profession, and where teachers may ask the
questions: “What should children belearning?’, and “Why should they
belearning them?’.

Zeichner and Tabachnick (2001) have identified four ‘traditions’ of

reflective thinking, each with adifferent focus on reflection:

the Academic tradition focuses on the representation of subject matter
to studentsin order to promote understanding;

the Social Efficiency tradition focuses on the intelligent use of generic
teaching strategies proposed asaresult of research undertaken on teaching;
the Developmentalist tradition focuses on the process of learning,
devel opment and understanding of the students;

the Social Reconstructionalist tradition focuses onissuesof equality and
justice, and the social conditions of schooling.

Finally, according to Glazer et al. (2000), amodel which isbased on the

ideas of the reflective practitioner requires that teachers reflect on the daily
experiences in the classroom, the changes or experiments that may be
implemented in the classroom, and their effect. Once this information is
collected, thefollowing steps should be taken:

adiscussion concerning theinformation, possibly guided by pre-selected
guestions,

action planning for amodified practice or experiment;

readingsthat can contribute to reflection and discussion;

the use of an external facilitator in the reflection process.
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Results of studies show that programmes designed to promote teachers’
reflection on their practices do result in teachers devel oping amore compl ex
view of beliefs and teaching practices, both in in-service teachers
(Adabjarnardottir and Selman, 1997; Clarke, 1995; Geddis, Lynch and Speir,
1998) and in pre-service teachers (Freese, 1999; Robinson, 1999; Morey et
al., 1997), and thus they produce an improvement in their teaching. For
example, Easton (1999) describesthe use of * Tuning Protocols' (describedin
thischapter under self-directed professional development) asapositive model,
which requires that teachers reflect on their daily activities and share their
reflectionswith colleagueswho will, in turn, give them feedback.

Programmes that have been successful in promoting reflective practice
among student-teachers have some common variables (Clarke, 1995):

e they offer amultiplicity of perspectives,

e they offer an intense examination of a student’s practice over anumber
of days;

e they offer student-teachers the opportunity to theorize about practice,
and encourage them to do it often;

e they offer students an opportunity to entertain uncertainty.

An example of the implementation of such a model is reported by
Adalbjarnardottir and Selman (1997). They designed and implemented an
intervention programmethat had two goals. to promote students' interpersonal
competence and skills; and to provide support for teachers professional
development by encouraging them “to reflect on their pedagogical ideas, ams,
teaching practices, and professional development asthey relate to theissues
of children’s social behaviour and development of children” (p. 413). The
programme promoted two kinds of reflection: individual and group. It was
observed that teachers became morereflective of their practices, and provided
significant opportunitiesfor children to do the same.
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Project-based models

The primary goal of these modelsis “to develop the student-[teachers
and teachers'] capacity to work independently and collaboratively asreflective
professionals, agoal that is supported not only by their own project experience
but by accompanying discussion, comparison, and contrast with accountsin
the literature and the work of their fellow-students. A secondary goal isto
make a positive contribution to students’ own institutions, which helps to
sustain their support for the course” (Eraut, 1995, p. 625). These models
prepare teachers for leadership roles in the classroom and the school, and
improvethe general quality of their professional development (Vulliamy and
Webb, 1991).

An example of such amodel isreported by Kieviet (1990). Secondary-
school teachersin the Netherlandswereinvolved in aproject which included
an in-depth service courseto learn how to devel op thematic learning materials.
The course was offered in several formats, which varied in the amount of
timethat was allocated to explanation and to practice. Teacherswereinvolved
in discussions, evaluations, reflections, development of materials, etc., and
then did an evaluation, together with the researcher, of the aspects of the
programme that were most effective. It was noted that they learned more
when agreater proportion of the course was dedicated to practical activities.
This learning became more effective when they were coached by a tutor
following completion of the course. Thesefindingsthen influenced theteachers
and the school-administrators' practices.

Portfolios

A portfolioisacollection of items gathered over acertain period of time
toillustrate different aspect of aperson’swork, professiona growth and abilities
(Riggs and Sandlin, 2000). In teaching, a portfolio is usually atool used to
engage teachers and students in discussions about topics related to teaching
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and learning. There are three forms of portfolios usually used by educators:
an employment portfolio; an assessment portfolio (as a way of showing
attainment of prescribed competences and outcomes); and alearning portfolio
(acollection of itemsthat hel ps teachers think about, and describe, learning
outcomes) (Dietz, 1999). Teaching portfolios can accomplish formative
assessment, summative assessment, and self-assessment (Riggsand Sandlin,
2000).

Several studies (for example, Bush, 1999) report the successful use of
portfoliosto support teachers professional development, asthey providean
opportunity for teachersto reflect on their ownwork, goals, activitiesin and
out of the classroom, etc. Jarvinen and K ohonen (1995) completed astudy in
Finland to support first-year teachersthrough an induction programme, which
included the use of portfoliosto help theteachersto reflect and monitor their
own professional development. Results show, among other things, that the
level of reflectiveness was high among the teachers who had participated in
the study.

Action research

Actionresearch“isaprocessof investigation, reflection and action which
deliberately aims to improve, or make an impact on, the quality of the real
situation which forms the focus of the investigation. It is aform of inquiry
whichinvolves self-evaluation, critical awarenessand contributesto theexisting
knowledge of the educational community” (O’ Hanlon, 1996, p. 181). Three
reasons explain why action research can be an effective model for teachers
professiona development: itisinquiry-based, and allowsteacherstoinvestigate
their ownworlds; it isaimed at the improvement of teaching and learning in
schools; and it leads to deliberate and planned action to improve conditions
for teaching and learning (O’ Hanlon, 1996).
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The impact that action research has had on teacher preparation and
professional development is so significant that the image of teacher-as-
researcher isincreasingly common in the literature. As aresult, teachers are
now beginning to be considered not only as professionals who consume the
knowledge created by ‘ expert researchers', but as creators of that knowledge
(Stokes, 2001). Many other model s of professiona development (for example,
themodel of professional-devel opment schools and the many models of inter-
institutional collaboration) emphasize the importance of promoting therole of
teachersasresearchersand reflective practitioners (Stokes, 2001).

|mplementing amodel of action research for professional development
doesnot imply aprocessof individual inquiry or researchinisolation. Infact,
most initiatives that have promoted action research have used at | east one of
thefollowing collaborative formats. whole-school projects, small-group action
research projects; and individual reflection with small-group support. These
forms of collaborative action research have been evaluated as being a very
effectiveform of professional development (Day, 1998).

Freedman (2001) reports on three teachers networks that have been
created in the past 10 years or so to promote teacher research as a way of
supporting teacher professional development. Thesethree networksinclude:
firstly, the Multicultural Collaborative for Literacy and Secondary Schools
(M-CLASYS). Thisincluded teachers (from several large citiesin the USA),
university-based site co-ordinatorsin each of the large cities, and ateam from
Berkeley University (in California). Itsgoal was*to complete acollaborative
research project that would generate and synthesize knowledge from the
academy and knowledge from teacher researchers’ (p. 191). Secondly, The
M-CLASS Site Based Network, which was an extension of thefirst network.
Thiswas much smaller (involving teachersfrom only one of theregionsand a
few university professors). The main goal of this network wasto implement
some actions on the research sites, and al so to contribute by generating some
knowledge about the practice of teaching. The third network was explicitly
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designed asaprofessional -devel opment network. It was created as Freedman,
auniversity professor, devel oped ateacher research seminar for newly certified
teachers who had just graduated the previous year. In addition to all the
regular activitiesusually presented in aresearch seminar, it required that teachers
complete aresearch project based on their own teaching during their first year
working in a school setting. This project was designed as a teacher-as-
researcher experience.

Another case of collaborative action research is described by Watt and
Watt (1999). In 1986, the Logo Action Research Collaborative (LARC) was
created “asan exploratory effort to support teachersusing Logo (acomputer
language) in building professional culturesfor studying and assessing L ogo
learning in order to deepen their understanding and improve their practice”
(Watt and Watt, 1999, p. 53). It was created because teachers needed to
proveto their administratorsthat it waslogical to use Logo in the classroom.
The implementation of thisaction-research project was asuccess.

Many other projectsreported in theliterature support action research as
an effective model of professional development. For example, see Adams
and Chisholm (1999) who report on action-research projects that linked not
only many institutions (schools, teacher preparation, and universities), but
also disciplines (arts, designers, and teachers). See also Dockendorf (1997),
who reports on groups of teachers in British Columbia who formed action-
research groupsthat |obbied the district administration and received funding
to support the work of the teachers in the group. Finally, see Ebbutt and
Elliott (no date) for an interesting description of a national project of action
researchin Namibia. These authors describe how anational plan for Teachers
Professiona Devel opment, conceived by the Namibian Ingtitutefor Educational
Development, wasidentified as‘ Practice-based Inquiry’, and how it followed
the same principles of the teacher-as-researcher movement or classroom action
research. In addition, they describetheir own involvement in the devel opment
of materials to be used in educating in-service teachers for practice-based
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inquiry using distance education. It is important to note that the use of this
model played amajor rolein the national social reform that was initiated by
the transformation of education after Namibia gained independence. For
teachers who were used to submitting to the government, having no voice
whatsoever intheir daily practice, thereisno doubt that |earning to use action
research asamodel to improvetheir teaching required amajor changeintheir
preconceived ideas of what education, teaching and |earning are about.

Thisdifficulty encountered by teachersin Namibiahasbeen reportedin
other areasaswell. On some occasions, even when teachersand their societies
have theintention of promoting therole of teachers asresearchers, the long-
existing perception of teachers as being mere interpreters of the knowledge
handed down to them by experts is atough barrier to overcome before it is
possible to revolutionize the expectations and practices related to teachers
and teaching. Hancock (2001) mentionsthat alarge number of teachersinthe
United Kingdom “ shy away from seeing themselves as researchers and they
arereluctant to write about their teaching practice” (p. 119). In other countries,
it goes beyond ‘shying away’ from the challenge. As a participant from an
African country at a Teacher Professional Devel opment Conferenceat Harvard
University expressed to me so eloguently in September of 2001, “You are
telling me that | must ask my teachers, who teach up to 100 students in any
one class, in aroom with no windows, that they must also find the time and
energy toreflect on their teaching and do research in the classroom?’ Clearly
thismodel of professional development —asdo almost all others—requiresa
particular structure and support. Hancock (2001) summarizes the areas of
difficulty that prevent teachersfrom getting invol ved in action-research projects.

e “Lack of expectations that teachers should research and write about
their professional practice;

e thedemanding nature of teaching which leaveslittletime and energy for
research;
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e the current lack of professional confidence and marginalization of
teachers from government change agendas,

e the mismatch between many available research methodologies and
teachers' professional ways of workingin classrooms’ (p. 127).

Teachers narratives

Some authors have reported on the tremendous impact that teachers
own narratives (or ‘autobiographical research’) on their experiencesin the
classroom can have on their professiona devel opment (Clements, 2001; Wood,
2000). AsErshler (2001) explains, oneimportant learning model isto reflect
on one’'s own experiences; one way of collecting ‘data’ about one’s own
experiencesis by writing about daily experiencesin the classroom.® Ershler
(2001) reportsthat using novice teachers’ own storiesis an ‘extraordinarily
powerful’ (p. 163) tool to promoteteachers’ growth and development intheir
career. She describes the steps of this methodology as follows:. First, the
teacherswrite narrativesthat describe different eventsor instances of teaching
practice. These are distributed to other teachers who are part of alearning
group for reading and review. The narratives are discussed at length. Usually
teachersfocusfirst on the specific event that isbeing reported, and then go a
step further and begin to establish connections and observe theisolated event
within a larger context. Teachers' responses to this experience have been
positive. By listening to others' narratives, teachers can live some experiences
vicariously; those who are the authors of the narratives are able to ‘step
outside’ of their own personal experiences and perceive/analyze themselves
asany other teacher in aparticular learning and teaching instance.

Onerelated form of professional development isthe use of journals or
‘journaling’ (Killion, 1999). Writing journal entriescould also be classified as

3. Another istovideo-tapearegular day; however, video-taping usually createsdistraction
and a stressful atmosphere.
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a means of promoting reflective practice, as “Journal writing becomes a
placefor learnersto record observations, toy with various perspectives, analyze
their own practice, interpret their understanding of topics, keep records, make
comments, or reconstruct experiences. Journals can be kept private or shared
with colleaguesfor response, feedback, interpretation or comment” (Killion,
1999, p. 36).

A very significant case reported in theliterature which focuses on writing
as atool for professional development isthe US National Writing Project
(Lieberman and Wood, 2001), which hasbeenin existence since 1975 (Kdlly,
1999). Thisproject asksteachersto “articul ate their own dilemmas and pursue
means to resolve them” (Lieberman and Wood, 2001, p. 175) by writing
about them. Thisproject also “ encourages professional collaborationtoinquire
into the considerable ‘inside’ knowledge that teachers have accrued from
years of classroom practice. To accomplish these tasks, the National Writing
Project established regional and national networks of teachers who, in the
process of working on their own local problems, transcend the barriers of
school walls by reaching out to other teachers — to give and receive ideas,
support and critique” (Lieberman and Wood, 2001, p. 175). In this way,
teachersarethe actorsin their own professional devel opment.

Teacherswho jointhe National Writing Project attend afive-week ingtitute
whichisofferedin different regionsof the USA. Thisinstituteisdescribed by
many participants as being the ‘heart’ of the project. In addition, teachers
participatein discussion groups, model lessons, writing groups, mini-lessons,
workshops, etc. Many powerful teacher networks have been created and are
supported by the National Writing Project throughout the USA (Kelly, 1999),
and teachers have been successful in their work with very diverse studentsas
aresult of thisproject.

The National Writing Project is guided by a number of principles
(Lieberman and Wood, 2001):

113

International Institute for Educational Planning www.unesco.org/iiep



Teacher professional development: an international review of the literature

=

Teachers learn by teaching other teachers;

2. Teacherslearn from making their work public and having it discussed
and critiqued by agroup of peers;

3. Learningtowriteand learning to teach have agreat deal in common; in
order to learn how to teach or how to write, teachers must teach/write,
publicly exposetheir work, be critiqued and revise;

4. There are strong value commitments, but methods and means are non-

ideologicdl;

5. Teachingisaccepted as being messy, uncertain and unfinished;

6. Teacherslearn by taking on different roles and seeing the world from
different perspectives;

7. Teacherstake away with them leadership learning techniques;

8. Networks provide powerful contexts for teacher learning, community,
and enhancement of teachers' confidence and self-esteem.

A similar effective project isreported by Schmidt (no date) in Colombia,
whereteachersare engaged inlearning how to usetheir narrativesand writings
in their own professional development. In this particular case, the use of
narrativesis combined with the reflective model, as teachersreflect on their
own and on others' practicesthrough the use of writing.

This same model has also been used to assist the professional
development of teacher educatorsin Europe. Kiely (1996) describesamodel
used in the United Kingdom and Denmark to ‘train’ teacher educators from
Poland who work in English teacher-training institutions in Poland. These
teacher-educatorstravelled from Poland to the UK or Denmark to take courses
for a period of five weeks. During this time, they were asked to write and
prepare material sthat they would usein their classeson their return to Poland.
Thetopicswere selected by the teacher-educators, and usually reflected some
difficulty they were having with a particular aspect of the curriculum. This
description, offered by Kiely, constitutes at the same time part of two larger
programmes: the‘ Teacher Training’ Devel opment specialist course at Thames
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Valley University in London; and TEMPUS, alarger Joint European project
that aims to improve the preparation of teachers. Other partners include
Warsaw University in Poland and Danmarks L aererhojskole Copenhagen.

Thegenerational model, the cascade model, or thetraining-of-trainers
model

In this model, afirst generation of teachersistrained or educated in a
particular topic or aspect of teaching or subject matter, and after a certain
amount of time become the educators of asecond generation (Griffin, 1999).
Careful attention must be paid to the planning of such a programme and
process, and to the selection of thefirst generation. Thiscan continue effectively
for up to three generations.

Thismodel has been successfully implemented in anumber of settings.
For example, Caverly et al. (1997) report on its use to educate teachersin a
school district of Texas (USA) in how to infuse the use of technology into the
curriculum. Prescott (2000) describesthe School Attuned project, inwhicha
small number of teachers are taught, through case studies, how to identify
and diagnose eight areas of brain functioning. These teachers, in turn, teach
their colleaguesto do the same assessment. This project showed very positive
effects on the teachers, the children and the children’sfamilies.

Other successful results are reported in Chile, where Institutes of
Teacher Preparation using this model have been implemented (free of cost
to teachers) in 15 per cent of public schools in the poorest areas of the
country. These institutes focus on improving the teachers' knowledge and
skills in teaching mathematics, reading and writing to elementary-school
children from poor and rural areas of the country. Thefirst step in the process
IS that supervisors attend an intensive one-week institute on how to teach
mathematics, reading and writing, and how to help teachers improve their
teaching in these areas. Following thisintensive week’ straining, supervisors

115

International Institute for Educational Planning www.unesco.org/iiep



Teacher professional development: an international review of the literature

travel back to their home districts, where they implement weekly workshops
with asmall group of teachers (approximately eight) in their own schools.
This project (P-900) has been successfully implemented since 1990, and has
received financia support not only from the Chilean Government, but also
from the Governments of Sweden and Denmark (Condemarin, no date).

Coaching/mentoring

Coaching isthe process by which acolleaguewhois“acritical listener/
observer, asks questions, makes observations and offers suggestionsthat help
a teacher grow and reflect and produce different decisions’ (Harwell-Kee,
1999, p. 28). This process provides opportunities and structuresfor teachers
professional development. Mentoring isaform of coaching that tends to be
short-term (for a beginning teacher or for someone new to a school or a
system, for example). Other forms of coaching can be ongoing and long-
term. Coachingisalearned skill, therefore coaches and mentorsneed training
(Holloway, 2001).

“A mentor provides the newcomer with support, guidance, feedback,
problem-solving guidance, and anetwork of colleagueswho share resources,
insights, practices and materials’ (Robbins, 1999, p. 40). As a form of
professional development, mentoring affects both the new teachers who are
being mentored, and the experienced teachers who will serve as mentors
(Shaw, 1992). Mentoring has become one of the most common responses of
school leaders to the needs of new teachers, and research shows that as a
model, it is popular with both mentors and beginning teachers (Ballantyne
and Hansford, 1995). According to these authors, mentors have many roles
to fulfil; sharing information, providing access to resources, role modelling,
counselling, coaching, encouraging reflection, advising in career movesand
supporting new teachers. Intheir research carried out in Australia, Ballantyne
and Hansford (1995) also report that the effects of ‘ buddy mentoring’ (having
acompanion teacher) are very positive, but not sufficient. New teachersalso
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need to have access to other mentoring resources, such as specialists or
consultant teachers, faculty from the teacher-preparation institution where
they completed their initial education, and other resources.

In an analysis of the role of mentorsin both England and Germany, and
based on research previously reported by Maynard and Furlong in 1993,
Jones (2001, p.76) describesthree possible model s of mentoring:

e The apprenticeship model: the mentor is the master teacher to be
emul ated;

e  The competence model: the mentor relates training and assessment to
pre-determined standards of practice;

e  Thereflective model: the mentor adoptstherole of ‘critical friend” who
assistsin the evaluation of teaching.

Jones found that in both countries, the conception of mentoring most
commonly mentioned by mentors is that of an adviser, one who offers
constructivecriticism. Yet, she also reportsfinding atension among the English
mentors, asthey are also expected to be ‘ assessors’ of the students, whilethis
tension isless marked in German advisers, whoserole is expected to be of a
more collaborative nature. The existing policy in England that expects the
assessment of student-teachersto be one of the main aspects of the mentor’s
roleiscertainly avariablethat createstension and, thus, affectstherelationship
between student and mentor, and the professional development of both parties.

There are several studies that report the effectiveness of mentoring as
aform of professional development. For example, Holloway (2001) reports
on two effective mentoring programmes in the USA. Also, Hawkey (1998)
examined how two different mentoring styles (onethat focuses on providing
multiple opportunities for the student-teachers to learn from, and one that
focuses on the particular teaching experience of the student-teacher in that
specific place and at that particular time) affected the learning process of their
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students. Both were found to be effective, and when the style matched that
of the student-teacher, the experience was positivefor both membersinvolved
intherelationship. At the sametime, Holloway (2001) reportson some studies
that show that mentors who have received some form of mentoring-training
aremore effectiveintheir roles.

With the developments of new technologies, a model called
‘telementoring’ has been proposed by Eisenman and Thornton (1999) to be
practised on first-year teachers. Thisisamodel of mentoring implemented
through electronic mail. In the beginning, the mentoring could be done by the
same university faculty that guided the new teacher through hisor her teacher-
preparation programme, and ayear later the teacher could become the mentor
of a new first-year teacher. This type of mentoring is already taking place
informally in many institutionsthat have accessto e-mail. A more systematic
and formal process could be developed in the future.

Conclusions

Given the number of modelsreported in the literature, and the multiple
possible combinations, those interested in promoting, designing and
implementing teacher professional development certainly havealargevariety
of options and opportunities. It is of paramount importance, however, to pay
attention to the characteristics of the context in which these professional
development modelswill be implemented, as well as other factors that may
support these efforts. Some of these factors are examined in the following
chapter.
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Chapter V
Factorsto consider when planning,
Implementing and assessing
the professional development of teachers

There areanumber of factorsto consider when planning, implementing and/
or assessing teachers' professional-development models and systems. The
following brief presentation of each factor is not intended to be exhaustive;
rather it is an initial contribution for policy-makers, administrators, and
educatorsin general.

A culture of support: the role of school
and education leaders

In order for professional development to be successful, a ‘culture of
support” must be established. Lieberman (1994) describesin detail fivefactors
that are necessary to build such a culture in schools and education systems.
They are:

developing normsof collegiality, opennessand trust;

creating opportunitiesand timefor disciplined inquiry;

providing opportunitiesfor teachers' learning content in context;
re-thinking thefunctionsof leadership, and redefining leadershipin schools
toincludeteachers;

e  creating and supporting networks, collaborationsand coalitions.
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Bush (1999) adds a sixth factor: preparing teachers to become leaders
of their own professional development. Knowing how to design, implement
and assess professional-devel opment opportunitiesis alearned process, and
teachers need time and opportunity to learn the necessary skillsand knowledge
in order to become effective promoters of their own professiona devel opment.

Building an effective collaborative school culturerequirestheinvolvement
of teachers, administrators and other professionalsworking in schools, asall
merit, and can benefit from, professional-devel opment opportunities. In the
‘Principals as Leaders in Science project’ initiated by the Education
Development Center inthe USA,, teams of teachersand principal swere created
to support the school reform intended in the project. Both teachers and
principalsreported on how significant this collaboration had been in the success
of the project and in supporting theteachers' changesin beliefs, attitudesand
practices in science teaching (Matsumoto, 1999). The NEA Foundation for
the Improvement of Education (2000) goes one step further again by
emphasizing the need for support. According to a report made by the
Foundation, it isimportant to engage not only educators and administrators,
but al so the public in supporting professional development for teachers. This
report offersalong list of actual projectsimplemented in different locations
of the USA to engage the public and gain their support.

When focusing on the teachers’ needs alone, severa studies (Bush,
1999; Clement and Vandenberghe, 2001; Fernandez, 2000; Moore, 2000;
Marshall et al., 2001) report that the leadership of principals is crucial to
support their professional development in schools. In a study of Canadian
schoolteachersand principals, Fernandez (2000) identified certain characteristics
that are common in all supportive principals (even though the principals had
quite different personalities and work styles). These common characteristics
were“visibility, modelling, support, high expectations, and decisiveness and
courage” (Fernandez, 2000, p. 241). Also, inastudy involving school |eaders,
Clement and Vandenberghe (2001) discovered that of all actions in which
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school leaders could beinvolved, the most effective in promoting professiona
devel opment was providing working conditionsthat offer learning opportunities
and learning spaces. If these two variables are in force, teachers can get
organized, design and implement many forms of professional devel opment.

Moore (2000) offers several suggestions for principals and directors of
school programmesto support the professional development of the teachers.
They include; planning ahead, starting early, establishing aroutine, tapping
internal resources, establishing amentoring programme, holding staff meetings
for professional devel opment and observing and guiding change.

Aside from the leadership and support of principals, successful
professional development requiresaculture of support that involvesnot only
teachers, other educators and the public, but also national and international
associations, leadersin thefield of education and students. The more support,
the better (Burget, 2000).

Theroleof context: Multiple settings/multiple professional
communities

The contextswhereinteachersteach and professional development occurs
areusually varied, and they have aseriousimpact on teachers, their work and
their professional development. “Multiple professional communitiesexistin
any teachers professional ‘map’” (McLaughlin, 1994, p. 47). Therefore,
there should be multiple strategic sites for professional growth within the
education-policy system: district, department, school and professional
organization. Each of these can make a particular contribution that may take
different formsand involvevarious strategies, but all are equally asimportant
(McLaughlin, 1994).
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As discussed in Chapter 1, it is not possible to choose one form of
professional development whichisbetter than any other, asone of thevariables
that may render one format more effective than the next is its compatibility
with the culture, the society, and the contextsin which teachers and schools
coexist. The socio-economic status of the school isacontextual el ement which
has an impact on the kind of professional-devel opment opportunities made
availabletoteachers, and thekinds of practicesthey implement. Datacollected
by the National Science Foundation in the USA show that “at the school
level, school socio-economic status was found to influence practice more
substantially than either principal supportiveness or available resources’
(Supovitz and Turner, 2000, p. 963).

Another example of the impact of context on teacher professional
development isillustrated by the difficulty usually encountered when amodel
of professional development successful in one context, failswhen transferred
to another context. This is particularly evident when models of teacher
professional devel opment designed in one country have been appliedin societies
that havedifferent historical, social, economic and cultural contexts. Suchis
the case, for example, in Brazil (Marcondes, 1999), South Africa and other
African countries (Johnson, Monk and Hodges, 2000), where models
developed in the USA, Australia or Europe have been introduced into the
countries to help the newly democratized societies. According to Johnson,
Monk and Hodges (2000) “Northern/western ideas about teacher changeand
development are poorly suited to modelling practices and challengesfor those
who were historically disadvantaged. The environments in which teachers
work —physical, social and political —act to select amorelimited repertoire of
behaviour than those providing in-service might imagine” (p. 179). Thesame
authorsreport on successful projectsin South Africaand other southern African
countrieswhich areusing indigenoudy devel oped models. Most of thesemodels
fall under one of the categories described in the previous chapter, such as
action research, study groups and teachers' networks, and in all cases the
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models were initiated and designed by the teachers themselves rather than
by an ‘international consultant’ or some other external agent.

A similar argument is presented by Johnson, Monk and Swain (2000),
who extracted evidence from data concerning Egyptian in-service science
teachers who received professional development in London (in the form of
12-week programmesat different universities). The programmeinwhich these
teachershad participated consisted of coursework, visitsto secondary schools
to observe experienced teachersin the classrooms, recording their reflections
inthe form of ajournal, study groups, discussion groups, the compilation of
portfolios and assessment opportunities. Following these experiences, the
teachers returned to Egypt where they were unable to implement their new
and improved teaching style despitetheir intentionsto do so. Thiswasdueto
the fact that the systems, the schools, the curriculum and the expectations of
colleagues, administrators and parents had not evolved to accommodate the
new teaching stylesand the new content of their teaching. Thisstudy certainly
sheds light on the very strong influence that context has on teachers
professional development and change, and underlinesthe fact that effective
professional development and change can only take place when linked to a
significant reform of the structures, policies and systems.

Stage of development of a school system

Another element of context is the stage of development of a school or
education system. Johnson, Monk and Hodges (2000), and Johnson, Monk
and Swain (2000) argue that the stage of devel opment of aschool system, or
even of a national education system, must be taken into account when
devel oping professional -devel opment strategies and opportunities, asthetwo
elements must be compatible with each other. Based oninternational studies
conducted by Beeby in 1966, Verspoor and Wu (1990) (in Johnson, Monk
and Hodges, 2000) describe four stages of development of education systems:

123

International Institute for Educational Planning www.unesco.org/iiep



Teacher professional development: an international review of the literature

First is the ‘unskilled fashion’, where schools are staffed mainly by
unprepared and/or unqualified teachers. In thisstage, in-service programmes
for teachers should focus on structured teachers’ guides, training in content
and pedagogy, and strengthening school supervision and support. Projects
have been implemented in this stage and were reported to be successful in
Ghana, Kenyaand Zambia.

The second stage is the mechanical stage, where most teachers have
received limited training and education, and as aresult they complete their
work in a mechanical manner, following the textbooks and the national
curriculumwithout giving any personal input. Inthisstage, the most appropriate
system of professional development isonethat offersteachersadiversity of
guides and textbooks, information and modelling of new teaching techniques,
and continuous support to improve their content knowledge through courses
and workshops in schools. Administrators and heads of department should
alsoreceive professional development in thisstage.

The third and fourth stages are ‘teaching in a routine way’ (teachers
have repertoiresto select from) and ‘ professionals’ (teachers are autonomous
in changing their own repertoire) respectively. In both of these stages, teachers
arereflective practitioners, and thisshould be taken into account when designing
activitiesto support their development. These activitiesmay include abroader
set of experiencesthat allow theteachersto improvetheir teaching knowledge,
skillsand practicesin avariety of ways.

Professional-development activities and opportunities, which are
appropriate for education systems at one stage, may not be appropriate or
effectivefor systemsat another stage. Thiscontextual variableiscrucial when
planning and implementing professional development.
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Time

Teachers need time both to make professional development an ongoing
part of their work on adaily basis (Bush, 1999) and to see the results of their
efforts (Dorph and Holtz, 2000). According to Morocco and Solomon (1999),
“the National Staff Development Council (NSDC) Board has determined that
adequatetimefor staff learning and collaborative work should be 20 per cent
of an educator’sweek” (p. 262). The depth of knowledge and practice expected
of ateacher hasincreased over the past few years. Consequently, “ Teachers,
researchers and policy-makers consistently indicate the greatest challengeto
implementing effective professiona development islack of time” (Abdal-Haqg,
1996, p. 1). Thisseemsto bethe casein avariety of societies, particularly in
developing countries, where most schools do not allow sufficient time for
professional development. In such cases, teachers complete workshops and
seminars either during the summer or after school, providing, that is, they do
not have a second, or even athird job to support themselves, asisthecasein
many devel oping countries (Villegas-Reimers, 1998). There are anumber of
countries (for example, China, Germany, and Japan) where teachers have a
significant amount of time to engage in their professional development. In
these countries, teachers teach fewer classes and spend an average of 30 to
40 per cent of their day out of the classroom, conferring with students and
colleagues and engaged in other professional activities (Abdal-Haqgg, 1996;
Darling-Hammond, 1996). APEC (1999) also reports that Japanese schools
provide teachers with 20 or more hours each week for collegial work and
planning, visitations of other classrooms and schools, and other such
professional-development activities. In most European and many Asian
countries, “teachers spend between 15 and 20 hours per week inthelir classroom,
and the remaining time with colleagues devel oping | essons, visiting parents,
counselling students, pursuing research, attending study groupsand seminars,
and visiting other schools. By contrast most US elementary teachers have
three or fewer hoursfor preparation activities per week (or only eight minutes
for every hour in the classroom), while secondary teachers generally have
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five preparation periods per week (or 13 minutesfor every hour of classroom
instruction)” (Darling-Hammond, 1996, p. 8).

These differences in the amount of time allotted to professional
development are related to differences in salary and the hiring practices in
those countries. According to Darling-Hammond (1996), fewer than half of
al public education employees in the USA actually work in the classroom
(the rest have administrative or support positions); in contrast, more than
three-quartersof all public education employeesin Australiaand Japan have
classroom teaching jobs, compared to 80 per cent in Belgium, Germany, the
Netherlands, and Spain.

In addition to making timeto participatein particul ar activities, teachers
also need atime of ‘ mental space’ for their professional development (Burget,
2000). Infact, thereare several initiativesin the USA, where specific schools
havere-structured theway inwhichteachers timeisdivided (see, for example,
Troen and Bolles, 1994), and results have shown that the more time given to
teachersfor planning, discussi onsand other profess onal-devel opment activities,
themore effectively the teachersteach and, consequently, the morethe students
learn (Darling-Hammond, 1999).

Financial resources

Funding for school improvement and for teachers professional
development is another major challenge faced by teachers and educators
worldwide. It is clear that funding is essential in any reform or effective
professional development, but at the sametime, asreported by Bush (1999),
funding alone is not enough to provide effective professional-devel opment
opportunitiesfor teachers.
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Inthe USA, funding for professional development isusually quite low,
asitisone of thefirst itemsto be eliminated from a school or district budget
when resources are scarce. However, schools and districts have been quite
creative in dealing with this challenge. A successful case isthat reported by
Applewhite (1999) of ahigh school in Colorado, which setitself up asasite-
based management school and created a Professional Development fund
through the initiative of a group of teachers. The fund is administered by a
L eadership Council, composed of staff members, parents, students and
community members. Thisgroup decideswhich initiatives are to be funded.
The fund has expanded since its creation, and many teachers who have
recelved grantsreturn to the school to sharetheir learning with colleagues.

|n addition, anumber of professional-devel opment projects may befunded
by privateinstitutions, donor agencies, foundations, etc. One good exampleis
the Library Power Programme, aninitiative of the DeWitt Wallace-Reader’s
Digest Fund, which gave $65 million to 700 schools in 19 school districts
throughout the USA in order to support school libraries (including providing
more space, new collections, new librarians, and professional-devel opment
opportunitiesfor teacherstointegratethe use of thelibrary into their curriculum)
(Haycock, 1999). Another good example is the number of projects funded
annually by the United States National Science Foundation (Lewis, 1998).

Also, Geiger (1996) offers a few suggestions on some forms of
professional development that can help keep the cost down. He describesthe
following strategies: to develop research teams or study groups within the
school; to have teachers teach an additional class, either inthe sameor ina
different school; to have teachers and administrators change places for a
limited amount of time; to offer lunch-box discussion groups; to ask vendors
toincludetraining with the product that they are selling; to assign teachersas
coaches; to haveteacherstrain other teachersin particular aspects of teaching;
to look for competitive contracts from consultants or organizations when
needed.
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It isvery difficult to estimate the cost of implementing a professional-
development programme, and there is very little information offered in the
literature concerning thisissue. However, somefigures have been published
by NEA Today. According to itsreport (NEA, 2000), the cost of launching a
PDS amountsto around $25,000 to $50,000 per school. Yet, the report adds,
“a PDS doesn’'t cost significantly more to operate than traditional teacher
education programmes’ (p. 10).

In the USA, “most states and districts have no idea of what they are
actually spending on professional development” (Corcoran, 1995, p. 1).
Districtstend to bear the cost of professional development themselves, with
some supplemental funds from the state. But when there is abudget crunch,
thefunding for professional devel opment isoneof thefirst linesto beeiminated
and, thus, it isup to the individual teacher to absorb the cost.

At the same time, with the increased interest in the improvement of
education and, consequently, theimprovement inteachers performance, many
governments and organizations at the local, national and even international
levelsare providing significant amountsof fundsto support initiativesin schools
and other related institutions. For example, it isestimated that inthe USA, the
federal government spent $ 369 million in the fiscal year 1993 on the
professional development of mathematics, science and technology teachers
(Corcoran, 1995), while Darling-Hammond and McLaughlin (1995) report
that, when compared to other countries, “the US has invested in a smaller
number of lower-paid teacherswho are directed, supervised, and supplemented
by larger numbers of administrative staff members and non-teaching
speciaists’ (p. 603). In fact, according to these authors, in 1986, school
systemsin the USA employed one administrative staff person per two-and-a-
half teachers and spent only 38 per cent of their funds on teacher salaries, and
less than 1 per cent on professional development. Many corporations and
schoolsin other countries spend many timesthat amount (Darling-Hammond,
1996). These statisticsareimproving, but the ratio of administratorsto teachers
remains|ow.
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Stagesin professional development

Teachers traverse different ‘stages’ of their development at different

timesintheir career. If professional-devel opment opportunities and systems
are to be effective, these stages must be taken into consideration, as the
teachers' needs and dispositions may vary between one stage and the next.
Thereareanumber of modelsthat describe the various stages of professional
development. Huberman (1989), for example, identifies and defines five of
these stages.

1.

2.

Career entry (onetothreeyearsintheprofession): A timeof both survival
and discovery.

Stabilization (four to six yearsin the profession): Teachersusually make
acommitment to teaching asacareer and achieve asense of instructional
mastery.

Divergent period (7 tol8 years): Someteachersdescribethisasaperiod
of experimentation and activism asthey develop their own courses, try
out new approachesto teaching, and confront institutional barriers. Yet,
others seeit asaperiod of self-doubt and reassessment; many teachers
|leave the profession at this stage as their level of frustration with the
system reachesits peak.

Second divergent period (19 to 30 years): For someitisatime of self-
assessment, relaxation and a new awareness of a ‘greater relational
distance’ from their students. Other teachers, however, enter a stage
wherethey criticize the system, the administration, their colleaguesand
even the profession.

Disengagement (41 to 50 years of experience): Gradual separation from
the profession. For someit isatime of reflection and serenity, for others
atime of bitterness.

A moredetailed mode isthat presented by Dreyfusand Dreyfus (1986),

who describe the stages that teachers traverse as they mature from being
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novices to becoming experts. This is a helpful model, as it describes the
professional and personal needs teachers have asthey progress through this
cycle. Their model isasfollows:

Stage One: Novice level (student teachers and first-year teachers). In
this stage, teachers feel that practical persona experience is more valuable
than information transmitted verbally. Teachersin thisnovice stage are taught
the meaning of certain common terms and concepts, the rules of the school
culture, and objective facts and features of situations.

Stage Two: Advanced beginner level (second and third-year teachers).
Oncethe novice has acquired some experience, he or she becomesan advanced
beginner. Experience beginsto affect behaviour in ameaningful way, asthe
teachers begin to combine their textbook knowledge with their experience
knowledge. Inthisstage, however, theteachersare still submittingto hierarchical
superiors and are not feeling a sense of autonomy regarding their jobs. This
lack of ‘ personal agency’ also meansthat teachersdo not takefull responsibility
for their actions.

Stage Three: Competent level (third and fourth year). Most advanced
beginners move into this stage once they have enough experience and
motivation to succeed. However, there is evidence that shows that some
teachersremain at aless-than-competent level of performance (Eisenhart and
Jones, 1992). Thetwo most important characteristics of teachersat thisstage
are: that they make conscious decisions about what they are going to do
(plan, objectives, etc.), and that as they implement their plans, they can
determine what is and is not important. In away, teachers have much more
control over the Situation, asthey can organizethemselvestheir daily activities
and teaching practices.
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Stage Four: Proficient level (fifth year). Yet asmaller number of teachers
move on to this stage, where intuition or know-how becomes prominent.
Teachers begin to recognize patterns and similaritiesin aholistic way.

Stage Five: Expert level. Experts demonstrate fluid performance and
Intuitive decision-making. They perform in a qualitatively different way to
other teachers. Plansusually work out, but when they do not, experts adopt a
reflective method of figuring out what needs to be changed. (Thisreflective
method is not used when practices are successful.) In the same way that the
novice is teacher-centred, the expert is student-centred.

Clearly, thedifferent stages of teachers professional development have
been well documented and studied in detail, as can be seen by the number of
models that describe the process. In addition to those listed above, Fessler
and Christensen (1992) have compiled alist of models presented by Burden
in 1982, Feimen and Floden in 1983, Gregorc in 1973, and Unruh and Turner
in 1970 which, inturn, were developed asaresult of empirical studiesinvolving
teachers between 1970 and 1992. Yet, it isimportant to emphasi ze that these
models are only useful to acertain extent, as each individual teacher new to
the profession enterswith different characteristics and may be presented with
different opportunities within the first few years of working. This, indeed,
would affect how they progressthrough these stages, whether they stay longer
at one, skip another, etc. Individual differencesare numerousamong teachers
throughout the world, and these model s only represent the experiences of the
majority. Their limitations are abundant (Bullough, 1997).

A good example of the implementation of teacher professional
development that takes these stagesinto consideration is offered by Keiffer-
Barone and Ware (2001), who describe amodel of professional devel opment
currently being implemented in Cincinnati, Ohio (USA). In this model, the
stages of development of the teachers are used as guiding principles to
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determine their rank and salary. The Cincinnati Career-in-Teaching
programme addresses the development of teachers as a stage process:

e Intern (usualy students who are on a part-time salary).

e Apprentice (first year of full employment, receiving support from an
Induction programme).

e  Novice(teacherstake core coursesand receive apay rise when completed
successfully. Teachers may be nominated for an evaluation of their third,
fourth or fifth year to discern their level of teaching. If excellent, they
moveto the next level. If outstanding, they may skip the next level and
movetothefinal level).

e  Career (anumber of professional-development opportunitiesareavailable
to the student at thislevel).

e  Advanced and accomplished (may apply to becomelead teachersinthe
district and take on new responsibilities and leadership positionsin the
system).

Another interesting case that illustrates the importance of these phases
of career development when planning and implementing professional-
development opportunities is reported by Barak et al. (1997). Their study
reports on theimplementation of adevelopmental supervision model inlsragl,
which called for “adapting the supervision approach to each teacher’s
conceptual level” (p. 367). They report that by doing so, theteachersintheir
study felt their supervision helped them effectively in their professional
development.

Steps of professiona devel opment

The process of |earning, and the transformation of teaching practicesas
aresult of aprofess onal-devel opment experience, istime consuming. Mevarech
(1995) presents a ‘ u-shaped’ model to explain the slow and steady process
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that teachers undergo between the compl etion of a professional-devel opment
experience (particularly afocused activity, such asaworkshop, seminar, etc.)
and the time when the newly learned information is incorporated into their
classroom practice. The stagesincluded inthe model are:

e survival: when expert teachers become novices temporarily, as they
attempt to incorporate something new into their repertoire;

exploration and bridging;

adaptation: from technical application to reflectiveimplementation;
conceptual change;

Invention and experimentation.

The use of technology for teaching purposes

The recent implementation of technology in the classroom is probably
one of the most challenging innovations that many teachers are having to
confront in the world today. For teachers and schools that do have accessto
new technology, especially computers, the challengeisto learn how to useit
effectively. For schools and teachers who have no access to computers, the
challengeiseven greater: How can the next generation of citizensand |eaders
be prepared to function in atechnology-driven world, when teachers have no
accessto that technology and the context in which the school islocated isnot
ableto provideit?

Technology isaccessibleamost everywhereintheworld; theareaswhere
thisis not the case are becoming moreisolated than ever before. However, it
isbeyond the scope of this study to analyze the reasons behind such isolation
or to provide possible solutionsto this problem. The purpose of thissectionis
to explore new technol ogy asafactor in devel oping, designing and implementing
professional -devel opment opportunities.
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In societieswhere amajority of the population has accessto computers
and other technologies (such asinthe USA, Canada, European countriesand
other devel oped nations), teacher-preparation institutions are lagging behind
inthe content and skillsthey are ableto devel op in student-teachers. In addition,
agrowing number of studies are discovering that both new and experienced
teachers feel inadequately prepared to use computers and other forms of
technology in their classrooms (Abdal-Haqgqg, 1995). This can be seenin the
fact that relatively few teachersregularly use computer-based technology in
their classrooms; whenthey areused, itisusually for drillsand word-processing,
or for ‘throwing lecture notes’ into the computer (Gallant, 2000). It can also
be seen in the fact that some schools are introducing computers into their
classrooms, but are offering no training to their teachersin how to use them
effectively (Breuleux, et al., 1998). But thisscenario isbecoming lesscommon,
with societies’ expectationsof integrating technology into the classroomforcing
many teachersto seek training in the use of specific techniques. For example,
several schoolsand universities are establishing partnershipswith afocuson
technology (Breuleux, Baker and Pagliaroli, 1998). Schools have provided
more equipment, and grant money has been made available to help teachers
and schoolsto keep in step with the younger generation; for example, Microsoft
Corporation launched an Academic Professional Development Center
programme to enable teachers, school administratorsand I T co-ordinatorsto
be trained and become Microsoft Certified Trainers (Branch, 2000).
Increasingly, teacher-preparation ingtitutionsand school sareinfusing technol ogy
into the content and methods of their programmes and are offering specific
training for teachers (Seamon, 2001). Also, the amount of books, articles,
and web-related resources available to teachersisrapidly increasing almost
from one day to the next (see Glazer et al., 2000; and Owston, 1998, for
specific examples).

With technology rapidly changing, teachers, administrators, educators
and school communities need to focus on the following (Bybee and L oucks-
Horsley, 2000):

134

International Institute for Educational Planning www.unesco.org/iiep



Factors to consider when planning, implementing
and assessing the professional development of teachers

e |earning about and devel oping skillsrelated to technology, and deepening
their content knowledge;

e  creating opportunitiesto learn how to teach technol ogy;

e acquiring toolsthat will allow them to continue their own learning;

e  being provided with long-term process-oriented opportunities, so that
teachers are at ease using technology and are ableto use it effectively.

Aswith all teacher-preparation programmes, | earning about technology
must beincludedintheteachers’ education (not only intheir training) so that,
in addition to knowing how to usethe tools, they also know how to integrate
technology in the classroom in a thoughtful way (Caverly et al., 1997).
Otherwise, teacherswill ssmply continue to use the same teaching techniques
(lecturing, for example), but now with the added use of computers(e.g. teachers
who, instead of distributing handoutsin class, now present it on a computer
screen).

Until recent years, teachers have tried to find excuses why not to
incorporate the use of computers in the classroom, although this trend is
rapidly becoming less common. Revenaugh (2000) encourages leaders to
support thischange of attitudein four smple‘ steps'. They areto: put someone
in charge, diversify the approach taken, demand technological proficiency,
and become amodel for teachers.

A successful case of such education is presented by Caverly et al.
(1997) where a partnership between a school system and a university was
created in order for teachers to learn more about computers. Using a
‘generational model’ (described previoudly), agroup of teacherslearned basic
principles of computer usage and its integration into the curriculum; they
attended an intensive summer institute to do so, and continued to receive
support and attend workshops throughout the year. During that school year,
they also educated a group of their colleagues (a second generation), who
then became the educators of athird generation ayear later. The infusion of
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technology in the daily work of teachersin and out of the classroom proved
to beeffective. A similar case, the University of Washington Catalyst Project,
IS reported by Gallant (2000). This project emphasized primarily the
transformation of teaching practices, followed by ways in which computers
could aid in the new method adopted by the teachers.

New models of professional devel opment that rely heavily on the use of
new technology are emerging in the field as well as in the literature. One
example is the ePDS, or Professional Development School, which was
established to emphasi ze the use of technology in professional development
in Texas (USA), and is reported by Burley et al. (2001) and described in
Chapter IV of this book.

Another interesting case is that of the Learning Collaborative, a
“technol ogically-based resource for advanced placement teachers around the
world” (Padilla, 2000, p. 61). Itincludesaweb site that offersteachersresources
for teaching, professional development, mentoring, and establishing and
mai ntai ning standards of excellence.

Therole of Unionsin teachers professional development

Despite the common belief that Unions are more concerned with the
salary, compensation and benefits of its members than with their growth in
the profession, several National and Local Teachers' Unions are working to
changethisperspective. For example, in Canadaand the USA, many teacher
unions professional-development strategies focus on helping teachers to
respond to policy demands, especially when these demands have been given
by policy-makerswho do not offer specific technical explanationsor support
to implement them (Bascia, 2000).
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Over the years, Teacher Unions have provided three different types of
professional development for their members. One is traditional staff
development, that is, Unions provide resourcesfor national conferences, local
speakers and workshops. The second iswhat Bascia (2000) identifiesas‘the
new unionism’. Thisconsistsof the devel opment and support of new initiatives
inorder to help teachersto copewith new socia and political realities. Examples
of such initiatives are projects that allow teachers to be more involved in
educational decision-making, aswell asin programmesof induction, mentoring
and action research. New committees have been created to examinetherole
of the Unions in teachers' professional development, and to help transform
that role. A good example of this is the American Federation of Teachers
(AFT), which recently published “areport of the AFT Task Force on Union-
sponsored Professional Development” (AFT, 2001). Inthisreport, the Union
emphasizesitsrole of promoting all aspects of the growth and development
of teachers, and their well-being as professionals. Thistask force was created
in the summer of 2000, and was given the responsibility of responding to the
growing professional needs of AFT members (American Teacher, 2000). The
third type of professional development offered by Teacher Unions is
‘organizational involvement as professional development’. Thistypeismore
individualized and teacher initiated. Teachers who identify a need of a
professional nature usually contact their Union for help and support. They
tend to beinformal opportunitiesto learn something about the administrative/
political dimension of teaching and teachersand are usually of an organizational
nature rather than classroom oriented (e.g. a teacher who develops a peer
mediation programmein hisor her school and would liketo seeit implemented
in other schoolsinthedistrict) (Bascia, 2000).

The role of teacher-educators

The professional development of teacher-educators is an aspect of
professional development that has been neglected, despite many reportsthat
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show itsimportance in theimprovement of the professional development of
al teachers (Beaty, 1998; Clarke, 2000). In fact, research involving teacher-
educatorsisscarce, especially concerning practicum adviserswho work with
student-teachers in school settings. With the exception of the Professional
Development Schools model, which has examined their rolein detall, littleis
known about who they are and how they are prepared, and little, if any,
attention has been paid to their professional development.

The professional development of teacher-educators and other educators
in higher-education institutions does not differ greatly from that of elementary
and high-school teachers. They need to acquire professional knowledge —
not only of subject matter, but also of pedagogy (and it isthe latter whichis
usually weak among higher-education teachers); they must devel op skillsand
techniques for teaching (something that cannot be ‘taught’ directly, but that
can be promoted and devel oped with guided practice. See Alvarez (1999) for
examples); and they must develop attitudes and understanding of ethical
principles that underlie teaching (Beaty, 1998). These can be accomplished
with theaid of similar modelsto those described above, including mentoring,
workshops and seminars, observation of experienced teachers, group
discussions, journals, etc.

Hernandez (1998) listsafew principlesthat should guide the education
of teacher-educators. They are:

e Asthework of teacher-educators has a strong influence on the work of
teachers, they should model and illustrate avariety of teaching methods,
techniques, and processes; therefore, they need to be educated in
pedagogy.

e  Processesto prepareteacher-educators must be based on practical issues
related to the day-to-day work in the classroom.

e  Thework of teacher-educators must include not only teaching, but also
research directly related to their area of expertise.
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e  Teacher-educators must know and understand the institutions where
they work and wheretheir studentswill work.

e  Teacher-educators must know the national education system in depth,
and must understand the context in which it isimplemented.

e  Teacher-educators must know how to work in teams and collaboratein
their work.

e  Teacher-educators must enjoy teaching. Thisdisposition will generatea
positive attitude towards teaching in their students.

An interesting model to prepare teacher-educators who function as
practicum advisers wasimplemented in the University of British Columbia,
Canada (Clarke, 2000). For 15 years, this university has offered a course for
classroom teachers who want to serve as practicum advisers. A few years
ago, Clarke devel oped an * advisory practicum’ to figure asamain component
of the course, and he reports on afollow-up study which assessed the impact
that such a course and practicum had on the professional development of the
teacher-educators. Theresultswere very encouraging, as practicum advisers
became more reflective of their work with students, began to realize the
opportunitiesfor action research they had in their daily interactions and thus
produced moreresearch, and felt that their role as practicum advisers up until
that point had not been considered as a daily opportunity for professional
growth and development (Clarke, 2000).

Another successful model of the education of teacher-educatorsisreported
by Hernandez (1998). This model, developed and used in a university in
CostaRica, includes several courses of higher-education pedagogy and other
topicsrelated to education that must be completed by all newly hired faculty.
In addition, the model includes ongoing support to academic departmentsand
some projects of social action. As part of thisprogramme, teacher-educators
usereflection, study groups, discussions, and other techniques and model s of
professional development. The coursesare offered in threeformats:. presence-
education, distance-education, and tutorials. Hernandez (1998) doesnot include
information about the effectiveness of this programme.
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Yet another caseisthat reported by Pierce (1998) about a professional -
development programme offered at Montclair State University in New Jersey
for all new tenure-track faculty. It focuses on the devel opment of their teaching
skills, their research and scholarly work, and also orients them towards
university. Assessments of the programme are positive. A similar programme
of professional development for University faculty (not only teacher-educators)
reported by Kreber (1999) included one course (36 hours of classtime over
12 weeks) where faculty were given opportunities to acquire pedagogical,
instructional and curricular knowledge. At the end of the course, participants
thinking and knowledge about teaching was transformed as they were now
ableto integrate their knowledgein more efficient ways, they had learned to
perceivetheir teaching asaform of scholarship, and thus became much more
reflective of their practices. Data about whether these types of knowledge
affected their actual teaching practice are not provided.

In addition, a collection of chapters written by teacher-educators (and
edited by Cole, Elijah and Knowles, 1998) presents significant evidence of
the importance of teacher-educators self-study (both individually and
collaboratively) for the improvement of their own practice and their rolein
the preparation of new teachers (Chin and Russell, 1998; Cole and Knowles,
1998; Abt-Perkinset al., 1998; Garciaand Litton, 1998). Inthe samecollection,
many authors also reflect on the relationships between the professional
development of teacher-educators, of teachers, and of educational reforms
(McCall, 1998; Chinand Russdll, 1998; ArizonaGroup, 1998). Thiscollection
certainly underscores the importance of teacher-educators’ role in the
improvement of effective and successful teacher professional devel opment.
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Chapter VI
Policy implicationsand recommendations

There are a number of recommendations that emerge from this review of
the literature.

1.

Teachers professional development must be thought of as along-term
process, which begins with initial preparation and only ends when the
teacher retiresfrom the profession. This new approach to the education
and devel opment of teachersrequires atransformation of processesand
policiesthat support teachers, their education, their work and their growth
inthe profession.

Teachers professiona devel opment hasasignificant impact on the success
of educational reformsand on students' |earning. The more opportunities
the teachers have to be both subjects and objects of educational reform,
the more effective the reform and the teachers work is.

Teachers' professional development must be systematically planned,
supported, funded and researched to guarantee the effectiveness of this
process.

Teachers must be encouraged to participatein programmes designed for
their development. In addition, teachers must be given the time and the
financial support to be active designers, implementers and participants
of professional-devel opment opportunities.

Teachers must be encouraged to design and implement experiencesand
opportunitiesthat help in their growth asteachersand professionals.
The kinds of professional-development programmes and activities
designed by and for teachers must respond to: their professional needs,
their personal and professional interests, the stage of professional
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10.

11.

12.
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devel opment attained at that particular time, and the stage of the education
systeminforcein their place of work.

Schools, teacher-preparation institutions, and other related institutions
must work collaboratively in order to ensure the devel opment of teachers
from the very beginning of their careers.

External agenciescan and must support teacher professional-devel opment
programmes, both financially and by offering particular activities and
programmes that address the needs of teachers.

A variety of models and techniques of professional development must
beregularly availableto teachers. It isimportant to recognizethat not all
aspects of teacher professional development can be (or should be)
addressed in courses. There are many other models of professional
devel opment which support teachers’ development on aregular basisin
theworkplace.

Technol ogy and distance education should be used as means of supporting
teachers professiona development. However, thosein charge of planning
and organi zing these experiences must be aware of thelimitationsteachers
may have. For example, not all teachers have access to computers or
telephone lines, not all teachers know how to use particular forms of
technology, not all teachers can attend courses given in very distant
locations, etc.

Programmes of professional development must be co-ordinated so that
unnecessary repetitionisavoided, and alogical sequence of experiences
can befollowed.

Proposalsto expand the duration of pre-serviceteacher education should
follow acareful examination of the structure of the programmesinforce.
It is often the case that the need liesin restructuring these programmes,
rather than extending the duration of acurrently ineffective programme.,
Pre-service programmes should be pedagogically and practically oriented,
and should enabl e teachers to teach in multiple contexts and to diverse
groupsof children, and al so help them understand how to build effective
school/community partnerships.
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13.

14.

15.

Policy implications and recommendations

The goalsof ateacher professional-devel opment programme should be
in alignment with those of the curriculum. Many systemic reforms
emphasi ze high-stake tests for students while advocating constructivist
teaching approaches to develop specific skills required in particular
contexts.

Alignment is needed also between the content of teacher professional-
development programmes and their delivery. Inteaching education, ‘the
medium isthe message’ . Traditional teaching methods have been proved
to belesssuccessful inteaching children. Memorization, lectures, teacher-
centred classes, etc. are less effective than teaching for understanding,
focusing instruction on the students, making students learn from each
other, etc. Nevertheless, most in-service teacher-training programmes
aretaught in atraditional way, without obliging teachersto participatein
the classroom and learn through group discussions, new pedagogy, etc.
“ Staff development must model constructivist practices for teachers if
those teachers are expected to be convinced of the validity of those
practices and to understand them sufficiently well to make anintegrative
part of their classroom repertoires’ (Sparksand Hirsh, 1997).

Teacher education cannot be a substitute for high-quality beginning
teachersor other basic conditionsfor teaching in schools. It continuesto
be of great importanceto attract talented peopleto the profession, and it
IS necessary to equip schools with resources that make high-quality
instruction possible.
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