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o E The Regional Laboratory

for Educational Improvement of the Northeast & Islands

Fall 1989

Dear Small School Leader:

We are pleased to send you Rffective Staff Development In Rural
and Small Schools, the Small Schools Network Information Exchange
Packet Number 8, It is the first of two packets to be developed
for Small Schools Network member districts during the 1989-90
school year. As always, the topic was determined by Small
Schools Network members in response to our annual evaluation
survevy.

This packet is divided into four sections. Section 1 presents a
gencral overview of current research on staff deve)opment;
Section 2 focuses on successful staff development practices at
the district and school levels. Section 3 explores collabora-
tions and partnerships for staff development. and Section 4
contains additional resources and a bibliograpky that you may
find useful.

We have enclosed an evaluation card so you can let us know how
useful you hgve found this information. If you wish further
information about any of the articles, topics or organizations
covered in this packet or if you have knowledge of successful
staff development programs that you wish to share with other
Smell Schools Network members, please feel free to contact us at
the Small Schcols Network, 83 Boston Post Road, Sudbury, MA
01776, (508) 443-7991.

We urge you to share the contents of this packet. Please feel
free to make phroicocopies for your individual schools, or you may
order additional copies at a cost of $15.00, plus $2.50 postage
and handling. Please ser:. orders directly to the publications
department of The Regional Laboratory at 290 South Main Street,
Andover, MA 01810, und cite order number 9066-09.

Thank you for your snggestions for this packet.

Sincerely,
/}7.1 (’? z . M
, (\ i
John R. Sullivan, Jr., Ed.D. Carolyn J. Burke
Program Director Associate Program Director
Small Schoole Network Small Schools Network
Sowatl! Scnoofs Mook, N3 Bosion Post Roaut, Sudbiry MA 01776 150.8) 443-799)

Serving New England. New York. Puerto Rico, and the TS Virom (Skinds

290 South Main Street, Andover, Masésachusettr 01810 (508)470-0098
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SECTION 1

GENERAL OVERVIEW OF CURRENT RESEARCH
ON STAFF DEVELOPMENT
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Reprinted with permission from:

Journal of Staff Development.

OTHER TCPICS

(Characteristics of Effective
Statt Development Programs

he effectiveness or starf develop-

i ment 1n faciliating the continuing
protessional and personai growth

in school personnet has been disputed
Howey & Vaugnn. [983. McLaughlin &
Berman. 1977: Wood & Thomuson. 1580).
Whiie chere 1s support for the eifectiveness
of staff deveiopment rauming that enables
change and improvement 1n teaching be-
haviors (Coladarct & Gage, 198+: Cooper
& Jones. 1984: Sparks. 1985). skepucism
sull exists (Daresh. 1987 Kor:nek.
Scnmid. & McAdams, 1985; Wade. 1985).

What the Literature Says

Among the commonly cited reasons tor
statf development’s inetfectiveness are
lack of sincere commitment and parucipa-
«on by bo:h teachers and adminustracors,
insensiuvity of planners to the ndividual
needs of schools and staff members, and
the inability to link program content to
actual school situatons. Concern for the
erficacy of starf development acuvities has
‘ed 10 an increased interest in cifect, ve
starf development practices. Recommen-
dauons from the literature can be grouped
into four general categories: (a) planning
and management concerns. (b} program
content, (c) trarning componenis and (d)
method of delivery of the recommended
Jctivites.
Planning and Management Concerns

Whiie there are. of course. many factors
nvolved 1n the planming and management

Plenners and deliverers of staff I
development should make use of
the information base in this
area so thar programs will be
producnive and credible.

STEPHANIE HINSON
MICHAEL S. CALDWELL
MARY LANDRUM

Stephamie Hinson is Project Admimistraior in
Educanion. Universuy of Delaware. 103 Hall
Buiiding. Newark. Defaware (9711 Michae! S.
Caldweil 15 Director. Bureax of £ “wanonal
Research. Deoartment of Educanon  wdies.
and Marv Landrum s a graauare itude : in
caucanonal psvcnoiogy: both ut the Umiversiy
of Virginwa. 275 Rugfner Hal 05 Emmet
Streer. Chariortesvule, Virquma 32903

funcuion. the literature tends to focus on (a)
wher and how often. (b) where. (c) starf
parucipation. and (d) statf incenuves.

When and how often. Star? develop-
ment should be provided in an ongoing,
coherent manner extending. at [east.
through a full schiool year. Not cur-
prisingly, “one-shot” activities are viewed
as relauvely ineffeciive. Services shovid
retlect the needs of the parucipants over
ume and proviae for contnuous growth
and learming (Collins. 1981; Daresn. 1987:
Firth. 1977; Korinek. Schmid. &
McAdams. {985: Mayfield & Krajewski,
1978: Miller. 1977. Mohiman, Kierstead.
& Gundlach. 1982: Oliver. 1980).

Wood. McQuarrie. and Thompson
(1982) suggested that all personnel need
staff duvelopment throughout their careers
but thac it takes ime. Sparks (1983) recor-
mended presenung traiming in ‘‘small
chunks™ over ume and Little (1981) viewed
“continuous improvement’” as a pre-
scribed norm for all inservice programs. [n
cther words. staff developmenu must be
viewed as anincremental process requiring
reinforcement through continuing foilow-
wp and feedback (Howey & Vaughn. 1983),

Where. Statf development should se
placed as close to the actual stte of teaching
as possible: that 1s. acuviues should be
held atthe school of the participants wnea-
ever appropriate (Cellins. 1981: Korinek.
Schmud. & McAdams. 1985, Swenson.
1981: Wood. McQuarrie. & Thompson.

) —
E lk\[‘c 43 Journai of Sta¥ Development
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19%2, “wu. [987). Moving the pianning and
t nprementatonof statf developmentto the
butiding level has been esfective in encour-
aging awareness and parucipation in all
teacners and admumstrators at the local
scnooi {Wood. Thompson. & Russell.
1981

Participation. Cliver (1980) found that
paruic:patien in decision making may
serve 10 mouvate statf members. Such
partcipation has included decisions about
goals. objectives. content. and organiza-
tion «Collins. 1981: Firth. 1977: Lutle.
1981 Mayfield & Krajewski. 1978. Miller.
1977. Oliver. 1980: Trohams & Jackson.
1980: Wood. McQuarrie. & Thompson.
198.2: Wood. Thompson. & Russeil. [981).

Responsibility and accountability for
pianning should be shared by all partict-
paung and interested parties — classroom
teachers. principals. and central office ad-
munistrators. Wood. Thompson. and
Russell (1981) even advocate parent in-
volvement to promote understanding and
support for program changes. Some writ-
ers. nowever. suggest that shared under-
standing is more mportant than direct
teacner involvement in the organization of
staff develooment (Showers. Joyce. &
Bennert. 1987. Wade. 1985).

Incentives. Parucipation in staff devel-
opmeat activities should be percetved by
teachers as non-threatening and non-
judgmental. perhaps even informal and
relaxing (Firth. 1977; Garmston. 1987: Lit-
tle. 1981: Showers. 1985; Trohams & Jack-
son. 1980: Wood. McQuarrie. &
Thompson. 1982: Wood & Thompson.
1980: Wood. Thompson, & Russell. 1981).
Saiary increases. advanced acadermuc de-
grees. supends. or dther extrinsic means of
reward have not aiways proven to be effec-
tve tncentves.

Opportunities for leadership assign-
ments. released time. and the personal
sausfacuon gamned from actual instruc-
tional improvement have often been more
successful mouvators (Firth. 1977 Ko-
rinek. Schmid. & McAdams. 1985:
McLaugtlin & Berman. 1977: Swenson.
1981: Wood. Thompson. & Russell. 1981).
Providing released ume indicates (o partir-
ipants that the school district is serious
aoout professional development
tMcLaughlin & Berman. 1977).
Program Content

The starf development literature ad-

Staff development should
be provided in an
ongoing, coherent manner
extending, at least,
through a full school year.

Responsibilitv and
accountability for
planning should be shared
by all participating and
interested parties —
classroom teachers,
principals, and central
office administrators.

dresses several isaues related to the content
of statf devetopment activities. The most
prominent of these involve the researcn
base in teaching and job relatedness.

Research base in teaching. There is
increasing interest 10 providing teachers
with intormation about the growing body
of knowledge on teaching etfectiveness
{Smuth. 1980). This research base has been
suggested as one source for first-year
teachers to learn about classroom etfec-
uveness (Fitzpatrick. 1982: Sparks. 1983).
Joyce & Showers (1982) and Showers
(1984) found that providing a presentation
of the theoreucal base which undergirds a
recommended teaching strategy facilitates
conceptual understanding, skill develop-
ment. and subsequent transfer when used
with other training components.

Job relatedness. Several writers sug-
gested thac staff development acuvites
should prepare partictpants to apply nfor-
mation from research and *best practice™
in their jobs (Leggewr & Hoyle. 1987:
Wood, Thompson. & Russell. 1981: Wu.
1987). Transter to the work setting should
be the objective of staff developmentactiv-
wies. and the testof training is the abulity of
the teacher to exhibit the newly-acquired
skill 1n the classroom (Glerssman. 1981:
Joyce & Showers. 1982).

Effecuve programs include learnings
that are closely related to the classroom.
Parucipants must view the skills they are
taught as veiag realistic. tmportant. rele-
vant and pracucal to their specific job-
related needs. The learning tasks should be
structured to effect visible change and 1m-
provement 1n job performance (Firth.
1977. Howey & Vaughn. 1983: Little. 1981:
McLaughlin & Berman. 1977: Miller.
1977; Oliver. 1980: Sparks. 1985: Swen-
son. 1981: Wood & Thompson. 1980:
Wood. Thompson. & Russell. 1981).

The individual needs and differences of
the teachers ond schools should dictate
what 1s to be learned and how 1t is to be
|learned (Collins. 1981: Cook. 1985:
' Garmston. 1987; Grant & Zechner. 1981
'Manughlin & Berman. 1977: Miller.
. 1977; Wood & Thompson. 1980. Wood.
Thompson. & Russell. 1981: Wu. 1987).

" Training Components

Effective training programs include sev-
eral design components that con be dis-
cussed i1n two categories, acuvity
orentation and support mechanisms.

Journal of Staff Development 49




Activity orientation. Staff develop-
ment should be acuvity-oriented. provid-
ing hands-on experiences aimed at specific
teaching skills (Daresh, 1987. Litde. 1981.
McLaughlin & Berman. 1977: Miller.
1977: Wood & Thompson. 1980: Wood.
Thompson. & Russell. 1981. Wu. 1987).
Examples ot actvitv-oriented components
which are highlighted in the literature are
pec: discussion. peer observation. support
personnel. and role playing.

Pcer observaton has been successfully
emploved 1» non-threatening. learner-
center=d sitvations (Liccle. 1981: Mohi-
man. Kierstead. & Gundlach. 1982:
Sparks. 1986). Both peer observaton and
peer discussion use small groups. In sever-
ai studies. prograin parucipants worked 1n
groups of four to eight members toencour-
age collaboraton and reciprocal learning
{McLaughlin & Berman. 1977: Mohiman.
Kierstead. & Gundlach. 1982: Wood &
Thompson. 1540

Several authors advocate the use of
demonstration. pracuce. and feedback.
Demonstration enhanced achievement ot
mastery while supervised practice and
consistent. regular feedback aided 1n the
development of instructional competence
(Garmston. 1987. Howey & Vaughn. 1983:
Joyce & Clift. 1984: Joyce & Showers.
{980 Wade. 1985: Wood & Thompson.
1980: Wood. Thompson. & Russell. 1981).
While these components may be .phed
separately, the greatest impact was found
when they were used 1n combsrnation (Joy-
ce & Chft. 1984. Joyce & Showers. 1980:
Leggett & Hoyle. 1987: Showers. Joyce. &
Bennett. 1987. Wade. 1985).

Joyce and Showers (1980. 1.82. 1987)
and Showers. Joyce. and Bennett (1987)
described the use of coaching to comple-
ment 2 demonstraton/pracuce/feedback
format. After a presentation of the theo-
retcal basis of a targeted teaching skill and
a demonstration by experts. teachers dis-
cussed the presentation aad demonstration
and how they might apply it. Pairs of
teachers then observed one another in
classroom applications. provided feed-
back. and then exchanged |oles.

Support mechanisms. To effect
change. schools should provide appropri-
ate support to counteract the isolation and
programmatic fragmentation that otien ex-
18ts (Garmston. 1987, Howey & Vaughn.
1983). School improvement can be

Effective staff

deveiopment activities are
tied to long-range
organizational or
individual teacher goals
and are ongoing and
incremental in nature.

10

achieved when the sense of shared protes-
sional involvement occurs n four typey of
interaction: (a) peer problem solvinz and
discussion about teaching. (b) peer obser-
vaton and fteedback. (c) joinc planmng.
and (d) role exchange

Mavhield and Krajewsk: (1978) recom-
mended the: formation of & support team to
otfer help to teachers — beginming teach-
ers in parucular. Such teams mightinclude
1 veteran colleague. a school principal. a
state department specialist. and a clinician
from a local university {McQuarrie.
Wood. & Thompson. 1984). Mentcrs who
are veteran teachers and/or other interested
school personnel have been uced to boost
morale as well as 1o assist teachers individ-
ually or in small or large groups in the
transter of training. analysis of lesson con-
tent and teuching strategy. and planning
(Fitzpatrick. 1982: Joyce & Showers.
1980. 1982: Lactle. 1981: Mayfield & Kra-
jewski. 1978. Swenson. 1981 Wood. Mc-
Quarrie. & Thompson. 1982).

Staff Development Guidelines
While the evidence 1s certainiy notall in
regarding statf development programs and
practices, there 1s sutficient agreement in
the literature to suggestseven guidelines in
the planning and implementation of statf
development acuvities.

l. Involve participants in planning.
Effecuve seaff development acuviues are
ued o long-range orgamizational or indi-
vidual reacher goals and are ongoing and
incremental in nature. Therefore. pianning
should address organizauonal issues such
as when. how often. and where staff devei-
onment should occur. as weli as decis:ons
about steff development content. [t seems
clear that the “one shot — hit and run”
approach to staff development 15 not only
inetfective but also produces negative arti-
tudes about the uality of staff development
acavities in general. Staff development
parucipants need to be able to piace a given
acuvity in a larger context that 1s directdy
relevant to their experiences.

There are at least two mayor aspects of
statf development planming 1n which par-
ucipants should be invelved. First. they
should have a voice in decisions about the
content and focus of the activiues. i.¢.. the
problems or teaching skills that are to be
addressed. Second. parucipants should be
involved 1n decisions about the programs

30 Journal of Staff Development
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. Plan for transier of trawning. The
1E2r20Ure SuYg=sts (wo wavs to increase ne
arcoanuity at the parucipant wiil use
‘~¥nat1s iezrred in searf develooment activ-
'tes. First. ine statf zeveiooment should
atemot to tncrezse the theory or | oowi-
euge Hase of Jurucipants. An indindual
'¥ N0 ungerstanas wvay 1s muca more !ike:v
‘0 0¢ 01e £o transter a given skili or piece
or knowieadge 10 setungs otner than the one
(in wvmea e skiil or :nowleage was ac-
Jutred. Second. starf deveiopment must be
'00 reiatea. To the degres chat knowieage
and sKiils are directly associated with what
‘ne teacaer or administrator 1§ curreatly
qotng on the ;v0. :ne iike.ahood 1 1ncreas-
22 {nat the Knowledge and skills will be
used.

3. Promote positive participant atti-
tudes. Whiie atteation to the planning sug-
Zesuons meauoneaezariier wiil assist in the
Jevelooment of positive teacner attudes
oward staff Jevelooment activies. tnere
re several auditional ways to deve:oo ap-
Jruonare atttuces. Sirst. provide incen-
lves {or participants. Provide retexsed
‘lme ‘or jeacners 0 engage in statf devei-
ooment and 2ncourags administrator par-
lIcivauon 1n siarf dcvelopment sessions.
“nis wiil serve to convince reacners that
2rfort soent tn starf develooment 1s valued
oy tne aistrict and scaool leadersnun.

[n aadition. make :t clear to participants
thac staff deveiopmeat acuvites are in-
tenged (0 be supportive and nonjudgmen-
tal. One way to get this point across is o
stress that the probiems o be addressed are
school or district problems. not the teach-
ers proolems.

<. Provide support mechanisms. The
concedr of nonjudgmental support is con-
sistently advocated in the starf deveiop-
ment literature. This support may take
many forms (¢.g.. peer teacher “buddy
systems.” mentors. small group support
and assistance. and instrucuionai super-
V1SOCS L

5. Develop activity-oriented compo-
nents. Emonasize nands-on activites for
particioants. The most commoniy sug-
Jested series of acuivities in the litecature
invoives demonstration. practice. and
iezdbuck. In tnis series. the parucioants
observe a demonstration or 3 cotleague
sacmng. have an ooportunity (o (ry :ne
sKitl in question. and are then provicea

Make it clear to
participants that staff
development acrivities are
intended to be supportive
and nonjudgmental. One
way 10 get this point
across is to swress that the
problems to be addressed
are school or district
problems, not the
teacher’s problems.

11

VIR 1 Inegue O fhe racic® sesy.on
These arrangements provide sarticioan:s
Wit 000vrtuiiies 10 le2ra. Hotn 3y :ne
J0serveoroviuer of {a2dback and 315 ;
aractione nresstver of fescbacy. '

6. Focus initaily on results. Socus Int-
“tatly on results that are tang:cie to partic:-
pants. Munv staf deveiooment 2ctiviqes
begin oy trying to cnange tezcner attituges
before caanging tnewr venavior. A numoer
of exoerts. however, argue that caanges in
artitude come after teacners ses tnat 3 naw
pracuce succssstullv improves student
iezrning (Guskey, 1985; Showers. Joves, &
Bennext. 1987, Sparks. (985).

[n 2adition. 1n many cases. it s necss-
sary to neio teacners acquire 2 heigntened
sense of seif-etficacy early in starf deve:-
oomen. acuvines. Self-conceot hus dezn
tound to oe a very strong nfluencs on ne
abdiey for reacners to imoiement new
teacning skiils (Showers. Jovce. & Ben-
nett. 1987). Teacners with nign seif-estesm
usually benerit more trom trairing nan |
less contigent coileaguas. The deveioo-
ment ot htgn self-estezm ¢2n be promoted
by easuring early success i craining oy
starting wan less ditficuic tasks. thereoy

increasing the probaotlity of suce
(Soarks. 1983).

7. Provide for specificity and con-
creteness. There 1s sirong agresment In
the literature that the <ontentof starf deve:-
ooment acuvities snould possess a hign
degree of specificity and concreteness. For
¢xamople. acuvities should not deal watn the
generad area of. »ay. structionai proolem
solving but ratner with he soiution 0 a
particuiar nstructional revolem. [n adai-
ton. examples of hew o do something
should be developed to the pownt tnat a
teacner can. with a mimmum of alteration.
use the approach 1n his or her own class-
room. Obviously. this will also produce
better transter of trawning. =

x.
13!
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FUTURE NSDC
CONFERENCES

The dates shown here include
the preconference sessions
and the conference itself.

1989
Nov. 27-Dec. 1
Anaheim

1990
Dec. 1-5
Toronto

1991
Dec. 11-15
St. Louis

1992
Dec. 5-9
Washington

Detauls about the call for pro-
posals, registration, hotels.
the conference program. and
related information for each
conference will be 1n The De-
veloper.
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Chapter 3

Ideas That Work

Stfldevelopmentis a system notasingle idearor onc insernvice
program. Stall development is ongoing and occurs at many dit
ferent levels, “The following are offective eximples of building
blocks that can he used to build a comprehensive progriam ol
stafl develpment.

Individualized Staff Development Programs

Indiviaualized programs are ideat for smallZraal school dis
tricts “Lhacy capitalize on the stall members” selt dinectad poals
“nd theivereativity tnaddition, they have the advantage of heing
very inexpensive,

Teachers Write Their Own LEP (Individnalized Education Plan)

In School Administeative District No 54, Skowhegan, Mamne,
the stall development connnittee provides a0 wide vinicty ol
activities (o address identificd district necds One that has heen
very successlul according to e disteict, is having the teachier
write hiszhier own individuatized st development plan much
like handicapped students receive in special education Duing
the summer, the superintendont and the board develop the
district’s goals and objectives for the school year Prindipals and
the special education directorn then incorporate those dinec tions
into their objectives for the conling ycar.

“Jsing these objectives as a basis, individtal teachers niy
develop their own 1EPs Teachers® plans aswually go beyond the
district and building, level objectives to thein own goals tor
persomal and prolessional improvement A teacher’s 11 miptu
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include such items as visitations, piloting cxperimental pro-
grams, developing new materials for special students, attendance
at workshops, and writing or reading articles or books. Other
options include working with other teachers on curriculum
improvement, developing ir<ormation excunges, tiking courses,
working on schoolwidc or districtwide projects, being a mentor
for a less-experienced teacher, serving ondistrict or school level
committees or developing models or programs which can be
shared with other schools or nearby districts. Programs which
have been developed and shared include assertive discipline,
handicapped awareness, the teacher and schooi taw, improving
communicition, and substance abusc.

Madonna College, Offers “Improve Your School Program
and Farn Credits”

Madonna College, Michigan, has attempted to reach out to rural
teachers through this innovative program. Applicants <clect their
own course title, formulite objectives and propose at outline to
be approved by college faculty ‘The course can include commiittee
work, individualized programs and on-the-job rescarch or activity.
Consultation with experts is available cither through telephone
conferences or onsite visitations from college stal

School Union No. 98's Answer

School Union No 98 is located on Mount Desert Ishand, Maine
For years, teachers had heen traveling over a dillicult and at
times dangerous 6O-mile stretch of road to attend courses at the
University of Maine to receive their state mandated recetifi-
cation credits. The state education department offered (o SU
No 98 the option of piloting an experimental program through
which teachers and administrators could develop guidcelines for
recertifying their teachers locally througlha locally designed and
approved plan. A commiittee of 13 teachers, administrators and
community representatives worked for one year on a siaff de-
velopment plan which was approved by the local school board,
the faculty and the state.

Teachers and administrators still must carn recertification
credits, but the plan is locally devised and accepted Options
for professional improvement and recertification credit might
include attendance at workshops and conferences, work on study
committees, development of improved teaching methods and
materials, authorship of programs, purposcful travel, rescarch
and experimentation, participation on accreditation teams, par-
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ticipation in experimental programs and traditional um -ersity
work Needs assessments are conducted regularly. Teachers and
administrators present their plan, project or course to the lected
teachers and community members who serve as the lo o stall
development committee The commiittee is empowered by the
state to approve re-certification locally

Programs from State Departments

State education departments (SEAs) can provide leadership
and resources to help rural/small districts develop quality statl
development programs The following are examples of the SFAs
at v rork.

Vermont's RAP (Resource Agent Program) Workshops

These workshops illustrare an innovative approach to state
department service in a rural state. A catalog of 30 workshops
is available to local Vermont districts Resource agents, sclecied
from the ranks of highly skilled practitioners, serve as workshop
leaders. One or more teachers may select a desired workshop
and arrange topics, times and locations directly with the re-
source agents. The workshop's activities exposce teachers to new
techniques in various subjects. The workshops stress active par-
ticipant involvement through practice, simulation exercises,
construction of learning games and the development ol instiuc-
tional objectives

Maryland Professional Development Academy

Sponsored by the Maryknd State Department ol Education,
the academy provides principals a live-in institute aimed atan-
swering their most pressing needs and theeeby improving in-
struction. 'The academy offers a wide range ol activities, includ-
ing a pre-institute planning workstiop, a -veck-long live ininstitute
and two overnight follow-up conlerences held three and six
months after the institute itsell Partic pants agree to design and
inmplement a building tevel action plan as a part of the institite
‘The academy offers programs in assessing teacher cllectiveness
and implementing special educational prograius

Maine Comprehensive System of Personncel Development

Under the leadership of Margarct Arbuckle of the Maine De-
partment of Educational and Cualtural Scrvices, Maine's Com-
prehensive System of Personnel Development focuses not on
the topics of staff development, hut on the process iisell Rather
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than impose a state-created plan, the emphasis of the Maine SEA
is to assist school districts to devise local stal development
systems. To start, several districts were identificd that wanted
to he part of a system of stll development. Six to ciglit persons
from cach district trained for approximately cight days, returned
to their districts and helped to develop a local plan for seall
development ‘The stite departiment provided the coordination,
tritining and identification of resources districts could use to
promote their work “back home.”

Often a new approach to scheduling is required o conduct
clfective staff development ‘This kind of flexibility is more casily
arranged in a small school sctting,

Extended Year Program

From a larger suburben school district comes tns idea tat
could work very swell in small/eura!’ {ocations Conmunity Con-
solidated School District No, 16 in Finley Park, Hlinois gives
one-fourth of the district teachers and all of the district admin-
istrators from 15 to 18 consccutive days of inservice training
immediately following the close of school cach summer Feach-
ers are paid a daily training stipend which is equivalent to cach
participant’s regular daily teaching salary. The board of educa-
tion allocates more than 1 percent of th cducational fund cach
yoar to inservice taining in the district. Based upon a necds
assessment, the program focuses on three major topics: inter-
personal relationships, teaclag strategices snd specific content
arcas of the curriculum The extended year program was de-
signed with the assumption that fime is a critical factor in suc-
cessful inservice training CCSD No 10 helieves that the ua-
ditional approach to inservice education does not allow the
concentrated time needed for creative dumge Some of the
advantages of an extended progriun are:
* Ihe program is designed and carried ont locally.
o Follow-up adls continuity during the school year,
o Teachers have time to work together without closing school

during the school year.,

Stafl Development: Technology at Work

As part of their creativity and inventiveness, many districts
are using media and other technology to promote stall devei-
opment and enrichment The following e examples of inno-

Elillcfullvc usce of technology:
1 7

18

Telephone Inservice

The Kansas Statewide Continuing Education Network con-
ducts classroom instruction via two-way (elephone lines into
23 Kansas communitics. Yoices are amplificd so that the instiug -
tor and the student can converse freely. Verbal insttuction is
supplemented by hand-out matcerials.

Tralning by Satellite

‘The Appalachian Education Satellite Project attempts to buing
inservice training to rural teachers in isolated areas. The Ap-
palachian project provides four graduate level courses to teich-
crs using NASA's ATS-6 communication atellite, at 15 sites
throughout the Appalachian region, from New Vork to Alibama
‘The courses use videotaped lessons or pretaped television pro-
grams, in assocition with audio-transmitted review sep nents,
laboratory sessions, unit tests and libraries of related materials
‘The satellite transmits the pretaped television programs and the
audio-review segments. Live interaction seminars are inter-
spersed throughout the course.

Radio Transmission

Saicllite radio is used to promote teacher-to teacher profes-
sional communication and continuing cducation oppottunitics
for teacners in remote areas. In Alaska, there is a National Fd-
ucation Association-sponsorcd experiment in satellite commu
nication. ‘this 13-weck course is accredited for thiee hours by
the University of Alaska especially for teachers in small Aliskan
villages who may have no access to other professional dovel
opment activities, The National Education Association also int-
plements the Sateltite Alaska-1Lawaii Association Hour (NEASAT),
abi-weekly teacher center of the air which includes sucvtopies
as “What Works for Mc in the Classroom™ and “Native Land
Claims " Discussion questions and support material on cach
topic are mailed to participants in the villages well in advance
of the broadeast.

Professional Development on the Road

Rural Pennsy lvania, working with Pennsylvania State Univer:
sity, has cquipped a mobile van for computer-assisted instiue-
tion. ‘The van brings a course in special education to weachers
in Pennsylvania who are unable to retunn to the college campus
‘The course, called CARE (Computer Assisted Remedial Educa-
tion), cnables a teacher to recognize and help childven in the
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regular class who have handicaps that might go undetected. The
vin contains a cenral IBM computer with 15 student terminals
It is parked at a particular school where teachers have private
tutoring at a time convenient for them.

Mobile Teaching Unit

The University of towa Center for Educational Experimen-
tation, Development and Evaluation sponsors a similar mobile
teaching unit. ‘The van expands into a 17x40-foot classroom
accommodating 20 students. It contains computer terminals,
videotape players, other audiovisual equipment, and 400 picces
of instructional material. Materials are organized for sclf-directed
learning. Stalf members check their level of knowledge with the
computers and sclect appropriate steps in the learning process.
Course materials include information on the educational abilities
of various exceptional children and on the mainstreaming pro-
cess, strategics and techniques for assisting handicapped chil-
dren and a review of the Education for All i lndicapped Children
Act, PL. 94-142.

Peer Teaching s a Technique

Another creative stafl development technique is peer teach-
ing The expert from out-of-town may not be the right resource
for smallrural school districts. As an altermative, small districts
might look first to individuals from their own locale who are
capable of providing staff development expertise.

Training the District Tcam

Hastings-on-Hudson, New York, for example, trained five
teachers from two schools and a high school principal as pro
gram leaders in a pilot project. In the second and third year of
the project, the five teachers became trainers of other staf
members in the district Inservice training in the district is vol-
untary, but teachers are cligible for inservice credit Teachers
who complete the course Iearn: 1) to group students hetero-
geneously so they can teach each other; 2) to observe and be
observed by their trainers and their peers; and 3) to develop
units on vocabulary, reading comprehension and patterns of
organization In addition to improving students’ reading in the
content arcas, the teachers will gain personal skills to enhance
communication among faculty members within the school dis-

lricl..
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Local Communication Leaders

Lauproved communication was the greatest need identificd by
teachers and administrators in Maine’s school district No S
during a staff development needs assessment. Instead of calling
in an outside expert, the committee decided to train ateam of
the district's teachers in group dynamics, problem identification
and brainstorming techniques ‘The trained teachers then re-
turncd to their local schools to work with fellew teachers on
defining their communication concerns Ona stafl development
day the participants drew up plans to improve their commu-
nication. As the year progressed, the stff development com-
mittee sponsored many activities to facilitite communication
on adistrict level. As a culminating event, all staff members were
invited to atend a districtwide ficld day and barbecue The
superintendent cooked breakfast. A districtwide dinner-dance
was held, Teachers made a concerted cffort to send positive
notes home to parents,

Cooperation Among Districts

Joint cfforts among districts aiso can solve staff development
problems in rural and small systems w here the individual district
stafls are small.

15 Rural Districts Establish Inservice Center

Southceastern Colorado is a sparscly scttled agricultural and
ranching arca. ‘Feachers and administrators in the arca felt that
they had to find a better way to provide for the professional
growth of stafl members Not only were the classes offered at
the closest University not suitable for their needs, but the 200
miic drive to the institution was burdensome as well, Therclote,
15 districts formed the Southeastern Colorado Educational Re-
newal Center to serve the 400 teachers and administrators in
the area. ‘The center was approved by the Colorado Depart nent
of Education to olfer recertification credit The center rums a
onc-week summer session in June and a sccond in Augnus

"Ihe offerings fall into two categoties: 1) horizon expa.uding
courses such as history of the area, adnumnistrative renewal and
arts and crafts in the classroom; and 2) skill building comscs
such as reading, clissroom managenient and discipline 1wo
hasic requirements of all courses taught by the conter are that
the courses be practical and authontative
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Potential course instructors must conduct a onc-hour trial
lesson in front of other instructors. Several of the center’s in-
structors are not cducators. For example, a district court judge
who handles juvenile cases teaches a course on Colorado’s child
abuse law. Courses taken during the summer lead to staff de-
velopment activities during the school year. Inaddition, a course
is offcred during the winter. Activitics range from .. physical
fitness course to discussions by a minister on the power of
positive thinking,

Some National Attention

Small and rural districts also can take advantage of tried and
tested programs that work. Some are known nationally, while
others may be less well known,

A Natlonal Network

‘The National Diffusion Network (NDN) is a federilly funded
program that cnables schools to improve thar educational of-
ferings by helping them “adopt™ more than 160 exemplary NDN
projects NDN nuakes it possible to select programs that scem
appropriate and meet a district’s identificd needs. NDN projects
appeal to teachers because most of them were developed by
classroom teachers who had o good idea about how to solve a
classroom problem The most important aspects of the project
adoption are teacher and administrative commitment and the
inscrvice training that is provided with cach adoption For more
information about the NDN or a listing of NDN facilitators and
projects, contact the Division of Educational Replication, U'S.
Department of Eduacation, Room 3616, 7th and 1) Succets, SW,
Washington, DC 20201 (Phone: 202/245-22:i3)

Do
=3

Resources for Staft
Development

Margaret Arbuckle and Daryl Habn, Maine Stafl Development
Network, State Department of Education and Cultural Services,
Augusta, Maine 04333, have written a very practicl "how (o™
hooklet entitled, Guidde to School Improvement and Staff De-
velopment. (Phone: 207/289-3451)

The National Academy for School lixecutives (NASF). The
Amierican Association of School Administrantors, 1801 North Moore
Street, Arlington, VA, 22209, olfers workshops and seminars and
custom training programs to administrators and teachers Sem-
inar schedules and information on contract progms are il
able on request, (Phone: 703/528-0700 )

Hampshire Educational Collaborative of Massachusetts, 137
Russcll, Hadley, MA 01035, has published o guide entitled eljs
ing Teachers Become Inservice Facilitators {(Phone i1 3/586-
4590.)

National Council of States on Inservice ducation, Syracuse
University, 123 Huntington Hall, Syracuse, NY 13210, is a good
resource, particularly in relation to questions of staff devclop
ment policy. (Phone: 315/423-1161)

National Inservice Netiwork, Indiana University, 2853 1 10th
St., Bloomington, IN. 47405, has over 30 publications coveting
a wide varicty of stalf desclopment topics (Phone 812/337-
2734)

The National Staff Development Council, 5198 Westgate Diive,
Oxford, O 45056, published an excellent newsletter contun-
ing practical ideas and guidance in stall development (Phone

513/523 6029)
’ 22
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Summary

Stafl development is the small school district's key to survival
in the 1980's. Although small and rural districts may face prob-
lems like isolation and limited resources, they have distinet
advantages too, Small and rural districts often provide for close
contact hetween teachers and administrators, have strong tics
to the local community, and are able to set stafl development
goals that cffectively meet community expectations and student
and teacher needs. Stafl development should he viewed as a
planned system for educational and personal expericnces, which
can occur on the district level, at the building tevel, or on an
individual basis. In order to be successful, stafll development
program designers must understand that when adulis learn, they
prefer 1o prescribe their own objectives and activitics; bring
diverse knowledge and skills to the stafi development situation;
are generally seif motivated; and work best in an informal en-
vironment where respect and trust are evident. A good stalf
development program for small and rural schools involves the
participants in the planning, scts clear objectives, is supported
by the administration and school board members, is based on
assessed needs, and accommodates individual differences Some
steps for getting started in small and rural districts include: 1)
identifying several stal members to design a districtwide needs
assessment; 2) developing a plan that includes objectives, ac-
tivities, a timeline, and cevaluation criteria; and, 3) sharing the
plan with the staff for their suggestions before beginning Some
of the common pitfalls to avoid are one-time activities without
follow-up, the use of outside experts when tocal people might
be entirted, emphasizing theory rather than practice, and in-
suflicient administrator commitment. Many small school <is-
tricts have designed creative stafl development programs that
can serve as models. These include plans where staff members
write their own stafl development “individual education plans;”
innovative assistance from state departments of education, cre-
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ative scheduling, spectal uses of technology such as satellite
broadcasting and mobile training vans, peer teaching, and jomt
cfforts among several small school districts.

Small and rural school districts have proven that outstanding,
stafl development can be provided A number of resourses are
available, including the National Academy of School Executives
at the American Association of School Administrators, the Na-
tional Council of States on Inservice Education at Syracuse Ui
versity, the National Inservice Network at Indiana University,
and the National Staff Development Council in Oxtord, Ohio
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Your Staff Must Learn Decision Processes

BY THOMAS E. PERSING

Superintendent. Upper Perkiomen $chool District. East Greenville, Pennasyivalua

he abihtv to decide wiselyv

makes or breaks leaders. Of

equai or even greater impor:
tance 1s the abilitv to choose the cor
rect decision-making process.

Virtuallv all decisions fall into
four categories. An organmizauon’s
Integrity rests on evervones under:
standing of these four types and
their uses.

The first tvpe of decision 1s made
at the level of organizauonal impact.
If a school 1s being renovated. for
example, the facultv committee
should deciae in which building
wing each grade or department will
be located. This tvpe of decision
should be arrived at democraucally
bv majority vote.

The leader. as the facilitator. pro-
vides resources and data and raises
questions to clanfy 1ssues and deter-
mine conflicung alternauves. The
leader. will accept. without modifica-
tion. the results of the decision. Fur-
thermore. the leader must support
the decision both privately and pub-
hclv

In the second tvpe of decision, the
leader will ask for input and discuss
its rauonale and consequences. The
leader will help shape and form con-
sensus.

In this type of decision making,
the leader encourages discussion
and parucipative management. A
principal might lead the facultv in
Jeciaing how to arrange effectvelv
the teaching dav into blocks of ume
for instruction and extracurnicular
acuviues. for example.

Finallv, the princaipal will make
the decision. communicate che ra-

ttonale to the faculty. and assume re-
.spumxbihuz
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The third decision-making cate.
gorv s one in which the leader will
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make the decisions based on what
he or she perceives to be in the orga-
nizauon’s best interest. Input is re.
quested, but orgamizational mem.
bers must understand that therr
input may not affect the decision.

An example might be a superin.
tendent determining the budget for
the coming fiscal vear. The new
budget might favorablv or adverselyv
affect the programming requests of
the director of curriculum, the 4
rector of personnel. principals,
teachers. and maintenance person.
nel. The leader should shoulder full
responsibility for the outcome.

The last type of decision 1sa com-
mand decision. When a building 1s
on fire or a bus accident occurs, the
leader 1ssues orders that are not dis-
cussed, thev are simply obeved. Dec-
sions are made and orders are 1s-
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sued instantaneouslv Unfortunately,
someumes this type of decision
process 1s used in the wrong situa.
uon with serious consequences.

Verv serious morale, credibility.
and trust problems can occur if the
ieader and orgamizauonal members
do notknow what tvpe of decision 1s
being made and what role each per-
son must play 1n the deasion-mak-
Ing process.

All have heard the ubiquirous
complaint, “Thev asked for mv input
but 1t wasn't even considered when
the decision was made.” or. “I'm not
serving on anv other committee. we
gave our recommendation and 1t
was 1ignored.”

If ali orgamizational members re-
ahize how their input will be used in
making a decision. pioblems could
verv well be prevented.
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Critical Attributes of
Effective Teacher
Development Programs

Teacher development is a complex process whose success depends upon
both a favorable context for learning and practical, engaging activites.
Availability of resources, flexible working conditions, support, and
recognition can make all the difference in the desire of teachers to refine
their practice. Stmilarly, staff development experiences that build on
collegiality, collaboration, discovery, and solving real problems of
teaching and learning summon the strength within a staff, instead of just
challenging them to measure u= to somebody else’s standard. The focal
point for staff development is the individual, working with others, trying
to do the best possible job of educating childrer.. When staff development
emphasizes an idea or an approac without considering the person(s)
who will implement it, the design and results are weakened.

Since staff development and schoal improvement efforts are personal
experiences shaped by the players and circumstances involved, they belie
tidy recipes for success. They are more than just training designs; they
are the net result of planning, trial and error, assessing results, and sus-
taining commitment to improvements. Yet we can idenufy certain
characteristics that underlie most, if not all, successful change cfforts.
These relate to both the climate for growth in a school and the activities
pursued in the name of professional development. Figure 1 hists these
characteristics, and the following elaboration shows how e.ch plays out
in staff development programs.

These attributes of successful seaff developmant consider the learaer(s),
the challenge, the reward, and the differ=nce a PrOTIam or process can
make. They are not ordered or ughtly meegrated as factors, but the
absence of any Hne of them has the power to sink the ship. Together
they support and sustain a community of learners.

In talking about staff development as a collective set of expericnces
mvolving both indwviduals and the context i w hich they work, the
i



Congannmg to ] earn

Q

ERIC

Aruitoxt provided by Eic:

notion of collegiality and collaboration is a good place to start.

Collegiality and Collaboration

Pointing to the need for collaborative staff devel(:pmem in scllu‘)n’ls; (u::l
Ghickman (1986) refers to the “one room school syqdrome. tsl.(l 5 '
tion of isolationism creat=d long ago when }euchers literally wor ,e -
alone in one room schools. While we have increased per.so.nnel, V\Cll.le\e
not always connected staff in schools for purposes of. sharnilig ex;)::)rr ncsoi,-
solving problems, and pursuing improvement. Creanpg godgglj or ol
laborative relationships is a vital strategy {or supporting individual an
organizational change.

Collegiality is more than congeniality; it means connecting (:jn a profes-
sional level with other school staff, looking for new.ldeas, a ve.el,lab .
forum to test models of teaching (Little, 1982; Lortie, 1975). Collabor:

Figure 1 )

Characteristics of Successful Staff
Development Programs

Collegiality and collzboration
Experimentation and risk taking
Incorporation of available knowledge bases

Appropriate participant involvement in goal setting, implementation,
evaluation, and decision making

Time to work on staff development and assimilate new learnings
l.eadership and sustained admuistrative support

Appropriate incentives and rewards

Designs built on principles of adult learning and the change process
Integration of mdividual goals with school and district goals

Formal placement of the program within the philosophy and

()rgm‘mml structure of the school and district
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tion relates to mutual problem solving, assunung that muluple perspec-
tives are better than single ones. It can increase collective understanding,
strengthen a sense of common mission, and buoy individuals who nugh:
otherwise be swaniped by the demands of facing children alone in the
classroomn.

In a1 school where collegiality and collaboration are norms, the staff
recognizes its resourcefulness. Teachers and administrators understand
teaching to be a craft, actively learned on the job and eminently worth
talking about. They buiid a common language about teaching, with the
focus on practice rather than on teachers or students (Lieberman, 1986).
In such settings, teachers as well as administrators are actively involved
in planning as well as participating in staff development experiences.
The principal models collegiality by engaging in activities rather than
just sanctioning them. The collective ente rprise of staff development
removes the stigma from an individual’s improvement activities. Every-

one has something to learn, and everyone can benefit from another’s
experience.

Experimentation and Risk Taking

A recent article on professional growth notes that one of the major mis-
conceptions about teaching, found both inside and outside the profession,
is that teaching is a relatively commonplace, easy-to-learn task (Wildman
& Niles, 1987). This attitude leads people to believe that teachers are either
born mysteriously into the profession or hatched in teacher education
programs. What this perspective ignores is the complexity of learming 1o
teach real kids in imperfect environments.

Methods may be starting points, but they don’t cover the tremendous
range of classroom situations and responses from students. Teachers
constantly adjust their techniques and goals as they work. The class-
room is a living laboratory, requiring experimentation and risks, moving
from comfortable frames of reference to breaking new ground.

The ability to take these risks necessary to teach well, and to find sup-
port in tailure as well as in success, demands a trusting environment for
learning. For teachers as well as for students, trying something new
often means initially experiencing discomfort. It may mean getting worse
before getting better. The perseverance necded to get beyond adequate
performance to efficient, graceful form can be staggering T ammbers need

29
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1o feel comfortable with their discomfort, knowang that they are sup-
ported in their growth.

Incorporation of Available Knowledge Bases
Saphicr and King (1985) write:

There are generic knowledge bases about teaching skills and ihow
students learn; about teaching methods in particular nrea.’s;l about
young people’s cognitive and affective devclopment; and a mut’ }
each of the academic disciplines. These knowledge bqses are prac
tical, accessible, and very largz. Teachers and supervisors Sre con-
tinuaily reaching out to them to improve their teaching an

supervision (p. 2).

While most agree that there are indeed subst.am‘ial knowledge bases from
which teachers can draw, we have seen few indications that m()s't |
teachers do, as Saphier and King claim. For whatever rc‘asons—.u;(

there are many that are not the fault of teachers—what is known from ‘
research and sound practice is not fed continuously into classroom pmcn’cle
(Huberman, 1983). But it is an important element of strolng professiona
development programs. While curiosity and eagerness to c.xrnl?.w:-e .
effective ways of teaching characterize the openness lln. tl{e teac m'[., 5
fession, good staff development takes advantage of this L;H?I()Slly(.;n
promotes disciplined inquiry 1nto important areas of teaching an

learning.

Knowledge useful to teachers may be documented m research :)r “;'nh-'
dated in model programs and practices; both sources mfornll ‘u.u n'n[,.
The strongest position sees teachers cmnr‘lbunng to as wcl'll 1’:. usm;,’
knowledge bases. If knowledge is something somebodyI e. se has anc :
there's no bridging to o1 extendng beyond it, then the learner remam

removed and passive.

and model pracuces can stimu‘lme reflection, dn‘scu‘asi(ml, .m('I a '
desire to improve. They can provide guidance and direction for Ic mn‘l.,m;,
practice in ways that increase student learning. They shopld not, ’10\w.ver.
be used as a defmi.ion of how all teachers must behaye in thg FI.ISSI’()(.)III
(Good & Weinst.in, 1986) or as a cure-all for perceived deficiencies in

o o 9 Be profession (Zumwalt, 1986). As Zumwalt says, “the potential of

) E lC research to improve education does not come by generating rules of

s practice but rather from informing the deliberations of teachers and
PAFulText provided by ERIC. € . X . "
from enceuraging similar inquiry from them (p. 2).

Research

Critscal Attribute

Appropriate Participant Involvement in Gual Setting, Implementation,
Evaluation, and Decision Making

Teachers are always involved in their own development, but the degree
to which they are invested in their own and their system’s improvement
is often limited. Many times teachers are enrolled m workshops that
supervisors deem necessary. They neither engage in the question of need
nor the search for viable solutions. When the time comes to evaluate a
training workshop, it is the content they are asked to evaluate; rarely are
they given an opportunity to validate the appropriateness of the program
given their knowledge, their experience, and their questions about stu-
dent learning. Furthermore, they contribute little to the application of
the practice in their classrooms—the tailoring that is so necessary if such
practices are to foster improvements.

This is staff development in spite of the participants rather than for
them. It also misses an opportunity 1o enlist teachers in the development
of the school and district.

Good staff development recognizes the validity of the individual as well
as the community to which that person belongs. It seeks to engage
participants in as many decision points as possible. Yet it acknowledges
that the teacher’s major purpose is to teach students, not to serve on
committees and respond to questionnaires and surveys seeking input and
involvement in every decision being made. Thus effective professional
development programs vary the kinds of involvement they seek from
individual teachers, depending on the goals and the approaches taken.

Sometimes teachers share responsibulity for planning, implementing, and
evaluating staff development activities. Other times individuals assess
their own needs, identify goals, arrange activities, evaluate their
learning, and plan for another cycle of development. Still other tmes
teachers participate in training arranged by a commuttee or a concerned
administrator. While such training may be voluntary, there are also
cases where participation is mandatory. In such case, st:ceess relies on
the care with which the particular training was chosen (1.e., that it fits
the improvement needs of teachers), the ability of the tramer or presenter
to relate to the classroom realities of the participants and allow for
reflection on the best applications, the sounduess of the content being
presented, and the amount of heip and support available to teachers 1o
implement the new practices.

Research and practice have shown that, even when teachers are not
involved in decisions leading up to a tr.aning program, they can develop
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strong commitment to use of the new ideas when there are clear, obser-
vable benefits to their students (Crandall, 1983; Guskey, 1986). l!ere,
teacher involvement in tailoring a new practice to their own situations
gives themn an opportunity to establish a relevance for themselves and the
context in which they work.

Any time staff development opportunities ignore the importance of
involvement by pariicipants, one can expect only hit-or-miss results.

Time to Work on Staff Development and Assimilate New Learnings

Time s both a necessity and a limitation to teacher development. As we
have said, learning to teach continues throughout a person’s career and
requires constant analysis, reflection, experimentation, and support
from coileagues. Unfortunately, most school schedulesland calendars do
not leave time for individual or collective reflection. Without such e,
schools cannot encourage investigation or disciplined inquiry into
teaching. Neither do they reward those exemplary few who research,
write, coach, or collaborate.

Good professional development prograns support the necessity of reflec-
tive teaching, believing that teachers will be more professional if they
keep striving to know their craft better. Doctors land lawyers are expected
to stay current and learn new ways of approaching problems; Ilkewm?
teachers should be supported in their expansion of knowledge and skill.
If we want teachers to impart children with powers to tlyink and evaluate
information, we must sanction the same inquiry on their part.

If teachers are not engaged in learning, then the price we pay f(l)r their
imited knowledge is higher than most people realize. It takes time to
learn—time to watch, practice, commit to ch;mge§, apd work them
smoothly into one's routine. Time buys new org;‘lmlz;‘monal arrangements
that can support teacher developmeut, such as llmlthg the difficulty ()f
teaching assigninents for new teachers, reducing tethlllg loads of advising
teachers, hiring more staff or teaming the staff available to cover the
classes of teachers released from teaching, and allocating inore time for
staff development during the ~chonl year or beyond the current ten-
month year. “Finding more time for teacher growth obviously involves
increased costs, bu, time-et ‘icient staff development efforts that do not
produce teacher learning are clearly not cost-effective (Wildman &

Niles, 1987, p. 2).”

hunilt into a staff de velorment program, Constant introduction of new

h‘ue rela ¢ to time is the need for stability and continuity to be ‘

Critial Attrrde

programs, change for the sake of change, mstability in goals, staff, or
furding—all of these are apt to create a chmate in which new ideas come
and go, nothing takes root, and teachers experience continual frustration.
A good staff development program balances the infusion of the new with
time to effectively implement approaches that have already been
mtroduced.

Leadership and Sustained Administrative Support

Leadership and support from key school leaders, usually adnunistrators,
is critical to the success of staff development efforts (Loucks-1 lorsley &
Hergert, 1985). Traditional leaders such as superinter:dents and princi-
pals have an important role in legitimizing and mantaining these efforts.
They can choose to orchestrate ard direct staff development themselves
or delegate leadership to curriculum supervisors, department heads,
team leaders, or staff development teams.

When admmistrators delegate operational functions of staff development
to teams or supervisors, they still can support staff development by
promoting the actwvities, focusing the work, helping with the selection of
players, providing time and resources, and incorporating the resuits of
staff development nto teacher and school evaluation. Beyond these
indirect support strategies, administrators can show they value s:aff
development by participating in meetings and helping to select traning
acuvities. They can show moral support by verbal praise and encourage-
ment, publication of teacher accomplisliments, and bringing coffee and
muffins to plinning meetings.

It is important to note that new leaders emerge from improvement
activities. Those who gam a new perspective on teaching can become
vital players in the school improvement game. They may assume
leadership roles in training others in new techniques or assising a pecer
in adapting a strategy; or they may help a superintendent explain
program change to the community or school board. The roles of mstruc-
uonal leadership are not exclusive, and the more people in the educaticn
community who can take on leadership roles, the more likely their sense
of commitment and responsibility will lead to real school nuproveient.

' e
. . )
Appropriate Incentives and Rewards

People can be rewarded in many different ways. Good staff dgaglopment
systems pay attention to incentives and rewards; they have f
reward structures in place, with options and opportunities avi®ble s
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wiat an individual can deaide what is rewarding. Extrinsic rewards such
as pay increases or workiug in a nice facility count with teachers, but
intrinsic rewards count more. Teachers are motivated by opportunities
to meet new people, share ideas and work together, increase knowledge
and competence, and take time to think, ialk, and figure out alternative

teaching stratcgies.

Mastery of a new skill is a strong reward as well as a motivator for con-
tinuing to use and refine a new approach. Domg something new well
can greatly increase teachers’ commitment to new approaches, whether
or not they were committed when the new approach was first mtroduced

(Crandall, 1983).

All of these rewards assume recogattion, respect, and remforcement—
the three Rs of job satisfaction that are particularly important mcentives
for teachers (Jacullo-Noto, 1986). If problems such as inconvement
times and locations and forced participation are avoided, such extiinsic
incentives as money, credit. or materials, while certainly appreciated,
are not necessary for teacher involvemen: in and commitment to im-
provement activities. Professional growth is itself a reward. And prob-
ably the most powerful motivator is simply a sense of efficacy—a belef
that what one does makes a difference (Berman & Mcl.aughlin, 1978).

Designs Built on Principles of Adult Learning and the Change Process

Solid professional development programs take into account what is
known about adult learning. They acknowledge that adults learn dif-
ferently than children. Thus, an understanding of andragogy, the
teaching of adults, is needed.

Studies of adult development (Krupp, 1981; Oja, 1980) and of how
adults learn best indicate several conditions necessary for adult growth.

These include
e opportunities to try out new practices;
o careful and continuous guided reflection and discussion about the
proposed changes;
o continuity of programs and ume for significant change; and

e personal support as well as challenge during this change process

Q
EMC (Sprinthall & Sprinthall, 1983).
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Training designs that reflect these conditions include the following;

L]
study of the theory or rationale for the desired teaching method or
change;

* observation of demonstrations of the practice;
* discussion of application;
* practice and feedback; and

* coaching for application in the work setting (Joyce & Show
1982; Sparks, 1983). BJoee & Showers

If most staff development programs aim to change the behavior of
teachers, as we believe they do, then attention to what is known about
the change process can also make staff development more successful. A
uscful frame of reference is provided by the Concerns-Based Ad()pn(;n
Model (CBAM), which describes how individuals develop in their feclings
and skills as they are introduced to and implement something new.
When staff developers know “where people are” i the change process
they can taslor their help and support to teachers’ developmental Icvcls’
(Hall & Loucks, 1978).

For example, when eachers (and others) engage in a new practice, their
c'(mcerns.alm.ut the practice change, as does their skill in using it. When
first considering a change, the most donunant concerns are self-
oricmed-—“Wh.jt 15 it, and how will ir affect me?” Later, concerns
change to wantng to master the new practice, to getting coordinated
and organized to use it comfortably. Finally, when the practice has been
nmstc.'red, concerns are focused more on how 1t is affecting students and
how it can be changed to have greater impact.

Good planners keep the notion of changing concerns m mmnd as they
design sm'ff development activities. They make sure teachers have the
opportunity to resolve their concerns as they emerge, providing answers
to the questions teachers are asking when they are most salient. For
example, early in the process teachers are more hikely to want to know
what a new pr:lctice.wﬂi look like in their classrooms and what the
expectations ().f administrators are, rather than wanting focused tramng
in’ how-to-do-it or in evaluating student cutcomes. A common mistake
of staff developers is to design acuvities related to their concerns, rather
than the concerns of teachers, and their concerns are often quite
different.
-
35
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If change is a process, then another application of change process
research is providing su ficrent time, attention, and assistance for new
ideas and skills to take hold. Hunter (1985) has aptly labelled as “cre-
ative floundering” the unstable period of trial and error durng which
participants in staff development are practicing, receiving feedback,
adjusting, and practicing again. Getting through this peniod successhilly
requires considerable time. As Loucks-Horsley and Hergert (1985) obscrve,
implementing and mastzring any new practice requires more than a onc
or two day “hit and run” workshop and a cheerful, “God bless you.”
Learning and applying new concepts and skills do not occur overnight.
One-time training sessions—regardless of the length—are rarcly

sufficient.

Staff developmen: is most influential when it is conducted often enough
and lung enough to ensure progressive gains in knowledge, skill, and
confidence (Little, 1986). If, as Crandall (1983) and Guskey (1986)
claim, change in teacher attitudes and beliefs occurs after teachers have
had a chance to practice strategies with their students and sece the results,
then follow-up after training is even more crucial than the traming,
activity itself. Such s_pport over time builds the commitment, shared
understanding, and collegiality characteristic of successfui staff

development efforts.

Integration of Individuai Goals with School and District Goals

A good staft development program is like an umbrella: it takes nto
account all that is under its protection. It considers the goals of indidual

teachers as well as those of the school and the district, and it works hard
to integrate these into a whole.

Demands on schools and teachers come in many forms and from many
places. Responding to these can be precemeal or planned. In places
where staff developmei:t works to support growth and developinent, the
needs stimulated by these demands are incorporated into an overall
plan. As with all professionals, when it comes to their own development,
teachers have both privileges and responsitulities. They can choose ways
of satisfying their growth needs, as well as participate in activitics to
furiher the improvement of their school and district. A good staff devel-
opmient program maximizes the extent to which these two are integrated
and the extent to which teachers have influence over their integration.

. 36
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Forma! l’l;_accmcm of the Program Within the Philosophy and
Organizational Structure of the School and District

Formal estabhshment of defined mechanisms that promoie staff develop-
ment, such as district-level inservice coordinating commltlccé and sch()()l[-)
lmscd planning teams, protects collaborative planning and u.creases the
likelihood that improvement activities will continue over time I;l dis-
tricts or schools that do not develop such structures, plannmg.nnd ‘
management of improvement are dependent upon a few energctic indi-
vnduals; they often cease altogether if those individuals move on to other
things or districts. Different activitics and strategies come and go, with
no glue to hold them togeiher and ensure continuity. Only |f seaff '
development is embedded in the philosophy and organization‘al structu
of schools and districts can a cultuze of continuous grewth thrive. *

:::)\%tlns cafn happen, and how such a system can incorporate the other
attributes of successful professional development programs, 1s discussed
atlength in the next chapter

References

Barth, R.S. Run School Run. Cambridge, MA: ‘
Press, 1980. \bridge, : Harvard University

Berman P. and McLaughlin, M. Federal Programs Supporting Educational
Chat{ge. Vol. VIII: Implementing and Sustaimng Innovations. Santa
Monica, CA: Rand Corporation, 1978.

Crandall, D.P. “The Teacher’s Role in School Improvement.”
Educational Leadership, 1983, 41(3), pp- 6-9.

Glickman, C.D. “Developing Teacher Tliought.” l
Development, Spring 1986, 7(1), pp. 6-2'1. ghe." Journal of Stalf

(’“"fi' T.1. am! Weinstein, R.S. “Teacher Expectatons: A Framework
Kyr [:)fpl()rmg Classrooms.” In Improving Teaching, the Yearbook of the
ssociation for Supervisi urri
: pervision and Curriculum Develi.pment. Alexandria,

VA: ASCD, 1986.

Educational Researcher, 1986, 15(5), pp. 5-12. d
17

Guskey, T.R. “Staff Development and the Process of 'l‘mch‘fhgs?n




Contoniang to ] cam "
Crotical Al
Hall, G. and Loucks, S. “Teacher Concerns as a Basis for Faahtating Owens, G. O)
» ’ . N S, L. Ovgamzational Beb, S .
and Personalizing Staff Development.” Teachers College Record, 1978, } Prentice-Hall, 1970 ot Behavior in Schools. Englewaod Chff, NJ:

80(1), pp. 36-53.

Saphier, J. and King “G ; . »
I uberman, M. “Recipes for Busy Kitchens.” Knowledge: Creation, l.(’d([('fs,ﬂlp Mmlll:gl’;;idi s Zr((é‘;v oeeds m Strong Culures.™ duuational
Diffusion, Uthzation, June 1983, 4(4), pp. 478-510. ' B PP 6774,

Sparks, G.M. “Synthesi S L . "
Hunter, M. Keynote Address. National Staff Development Counail Educational l_oa()[’:,l,-s};,;:g (l);;(;sillrg‘) o St(.:if Development.
Conference, Denver, December 1985. ‘ 3. pp. 63-72.

Sprinthall, N.A. and Sprinthall, L.T. “The Teacher as an Adult | carner:

Jacullo-Noto, . “Interactive Research and Development—Partners In A Cognitive-Devel . e
Cralt.” In Rethinking School mprovement: Research, Craft and of thl”,N:lIi()ll.lluél():;)irc,:l;t;(l:r Y}:chg.tmll" ‘:’r"{! Il Z‘_'”"l“/""'(’l’”t the Yearbook
Concepi. Ann Lieberman (Ed.). New York: Teachers College Press, of Chicago Press, 1983 y ol ducaon. Chicago: University
1986. oo

Wildman, T.U. and Niles “Pose . S .
Joyce, B. and Showers, B. “The Coaching of Teaching.” Educational Edwcational l.:'mll:j:sln/l;l,c;-"c{)‘r/l\,:.r)l,“}s;;g‘;'lll;;(()g)pr;,);u;l;:l;'ll Crowth.”

Leadership, 1982, 40(1), pp. 410,

Krupp, J.A. Adult Development: Imphcations for Staff Development
Colchester, CT: Project RISE, 1981.

Lieberman, A. “School Improvement: Themes and Variations.” In
Rethinking School Improvement: Research, Craft and Concept. Ann
Lieberman (Ed.). New York: Teachers College Press, 1986.

Little, J.W. “Norms of Collegrality and Experimentauon: Workplace
Conditions of School Success.” American Educational Research Journal,

Fall 1982, 19(3), pp. 325-340.

Little, J.W. “Seductive Images and Organizational Realities in Professional
Development.” In Rethinking School mprovement: Research, Craft and
Concept. Ann Lieberman (Ed.). New York: Teachers College Press,

1986.

Lortie, D.C. School Teacher: A Sociological Study. Chicago: University
of Chicago Press, 1975,

Loucks-Horsley, S. and Hergert, L.F. An Action Gude to School ‘
3 8 Improvement. Alexandria, VA: Association for Supervision and Cur- ? )
riculum Development, Andover, MA: The NETWORK, Inc., 1985. Wi

EI{IC Oja. S.M. “Adult Development Is Implicit in Staff Developrment.”
s Journal of Staff Development, October 1980, 1(2), pp. 7-56.
18
19




Linda Lambert, "The End of an
Era; of Staff Development,"
Educationa gaderchip, September 1989:
78-81. Reprinted with permis-
sion of the Association for
ervision and Curriculum
élopment and Linda Lambert.
yright @ 1989 by tte
Asgsociation for Supervision and
Curriculum Development. All
rights reserved.

The End of an Era of Staff
Development

LINDA LAMBERT

Staff development should not place teachers in a
passive learning role but should encompass a
broad range of professional growth opportunities.

e have come to the end of an

\ x / era. Suff development as we
have known ut has proven
ineffecuve and himiung. To usher 1n a
new era, we need a new wvision of staf
development—one that challenges
and involves teachers 1n the honoring
and creauon of their own knowledge

The Beginning of the Era

The present era of staff development
began more than 15 vears ag> when
we began to see the teacher as an adult
learner This "revolutionary” insight
coincided with an increase 1n know!
edge about adult learming (Lambert
1983). We learned that cogni:-e de-
velopment does not peak 1n late ado-
lescence, plate~ ~nd then dechne
Indeed. cogni mplexity conun-
ues to devele,  ur has the potenual
to do so—throughout one s life, even
into iate adulthood (Sprinthall and
Thies-Sprinthall 1983)

"¢ realized then that teachers had
not necessanly given the best vears of
their lives to proservice. There was
hope for a liferime of learning on the
job. Therefore. our modest atempis at
inservice—one-shot inspirauo-al speak-
ers or an occasional conference 1n sut

2t maner—fell far short of addressing
our needs for 5\ 3iemauc learning about
teaching.

So inservice gave way to staff devel-
opment, As excellent teachers, we
sought this challenge We became ex-

pert in skills we could teach to o
colleagues. We became the new breed
of rainers: staff developers Lacking an
aruculated knowledge base of our
own, we turned to -esearch for an-
swers to our quesuons What - good
teaching? What does it look like? How
do we k..Dow when we're doing 1t? Can
we teach it to others? Can we model 1t
for others?

Enter stage left. Madeline Hunter
(1979). followed by David Berline~
(1984) We listened. What we heard
rang true: there are effecuve elements
of good instrucuon. As teachers, we
had known that. Now we had our
knowledge base—at least our first im-

By the l2te ")s we
were defining staff
development as
learning about a
new skill and
transferring that
skill to the
classroom.

portant piece of it Qur new know:-
edge also gave us direcuon 1n how to
deliver this informauon o adults. After
all, good instrucuon 1s good instruc-
uon. Armed with our discrete skills
and training manuals, we forged
ahead

Enter stage night, Bruce Jovce and
this thing called "coaching” (jovce ang”
Showers 1983). Jovce told us thar if
skills are to be tranferred to the class-
roorm,, there must be more than telling
and showing We needed modeling,
pracuce, and ‘edback. Again, this
made sense

By the late '70s we were defining
staff development as learning abourt a
new skill and transfecring that skill to
the classroom. Thus we had our pre-
miere model for s:aff development
(Jovce and Showers 1980)

¢ presentauon of theory,

® demonstrauon of skill,

¢ protected pracuce,

® pracuce, :

® feedback,

® coaching
In most quarters. this definuon sull
stands today (Califormia Studv of Staff
Development 1987, ASCD 198%)

Direct Instruction Drawbacks

Meanwhile, our invesugauon of “ef-
fecuve schools"—elemenwary schools
successful with low-abilitv students s
measured bv sandardized tests—con-
firmed the work of Hunter and Berliner
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e most successful schools used more
direct instruction.

In the more-than-10 vears since the
efecuve scnools movement began,
however. we hav. leamned some dis-
turbing things about this model of
instrucuon:

® With direct nstrucuon. students
tend to do slightly beuer on achieve-
ment tests innally but do slightdy
worse on tests of abstract thinking,
creauvity,  and  problem  solving
(Peterson 1979. Glickman 1979).

® Students with an internal locus of
control who take responsibilitv for
th*ir own learning do worse wuh di-

* rectinstrucuon. while students with an

external locus of conwol do better
(Wright and DeCetter 1976).

® Hign-achieving, task-oriented stu-
dents do worse in dire. instruction
than 1n less direct approaches
(Ebmeter ana Good 1979. Solomon
and Kendall 1976)

® After three years of predominaat
use of direct instrucuon, achievement
scores plateau and begin o decline
(Robbins and Wolfe 1987).

Simular findings have been reported
around the country (Rcbbins 1987,
Stallings 1987). These findings raise
serious doubts about direct instruc-
uon for children. Of course. direct
nstrucuon sull has an importane role
to plav in the classroom; but if it is the
cemerpiece of the learnin' expen-
€nce, 1w gets in the way o1 human
development.

Yet. despite our knowledge of the
drawbacks of direct instruction, the
premiere model of staff development
for adults 15 1n manv wavs parallel to
the atrect instruction model Sfor stu-
dents (see fig 1).

This preferred staf development ap-
proach reflects many misconcepr:ons
about adult learning.

® Adult learning is an outs.de-mn
rather than an miside »ue process.

® Teachers as learners are conduis,
they do not perceve, teanslare. or con-
struct know ledge.

® Changes 1n discrete behaviors
Ml improve decsion making and

Fig. 1. Darailels Between Starf Development and Direct Instruction

Direct Insiruction Model
‘nput

modeling

guided practice
independent practice
more gurded practice

Staif Development Model
Fesentation of theory
demonstration

protected practice
pracuce

feedback and coaching

thereby enable teachers o make con-
unuous and informed decisions as
they teach.

® Craft knowledge d expenence
are not necessanily valid.

¢ Chorce 1s limited by indispurable
research about “nght” pracuce.

® Growth and development occur
solely as functions of pedagogical
pracuces.

“‘hv have these false assumpuons
endured” so long? If we eagerly ac-
cepted the new knowledge about
adult learming, whv did we adopr a
model whose assumptions denv the
most basic tenets of adult learning?
The reason. I believe, is that scaff de-
velopment has been nestled 1n the
promuse of collegality.

The Lure of Collegiality

The ments of collegiality have peen
well established (Bird aad Litle 1983,
Licle 1982. Lieberman 1982, Kent
1985, McNergney and Carmer 1981,
Zaborik 1987). Collegial pracuce ex-
pands cogniuve complexity, leads o
thoughtful planning and reflecuve
pracuce. and increases teachers' saus-
facuon with their work.

Teachers consistentlv report that the
power and - «-acuon of staff develop-
ment Lies 1n .2 opporrunity o ralk to
owher teachers (George 1986). “Colle-
guahev” was seducuve and sausfving to
teachers. the more we could make it
aappen. the more pleased we were
with our staf development acuwvities.
We conspired with our colleagues in
the passive process of receiving
knowledge Technical coaching be-

-model for students.

came a collegial pracuce for “oiling *
the pipeline of passivitv. if the new
learning wasn't a “ake.” we potnted
the finger ar the lack of oracuce and
coaching (Robbins an.. wWolfe 1987).
We began to speculate about the vast
number of tr.als needed for transfer of
a new skl to occur. If we would just
tell teachers more and longer, we be-
lieved, theyd finally learn the new
skill. We didn't quesuon the “telling.”

In plaving a passive cole 1n saf
development. teachers failed to rake
charge of their own profession. And
we saff developers unwittingly col-
luded with arthnuc bureaucracies o
keep teachers from quesuoning and
demanding more of the system. We
have not challenged teachers to in-
quire, criucize. parucipate, or creare.
Instead. we have perpetuated the pa-
ternalistic svstem that reinforces school-
Ing-as-usual: we have taught eachers o
accept the system as « is, concede that

The premiere model
of staff development
for adults is in many
ways parallel to the
direct instruction

" MPTFAHER [98Y
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valid knowledge hes outside their dayv-
to-dav world. and focus exclusively on
the students (withcut balanced atenuon
to developing oneself, one’s colleagues,
and the profession)

Involving the Learner
If we acknowledge the 1nadequacies of
the era of staff development 1n which
the learner 1s the recipient of expert
knowledge. what must we do to usher
in a new era? We must redesign staff
development to 1nvolve and empower
the learner Because we have insisted
on “telling” teachers how to improve,
the staff development community has
had limited influence on the profes-
sion. Instead of persisting in this error,
we should encourage teache:s to do
what thev have not done:

® 1alk about their own thinking and
teaching, instead of just about maten-
als, discipline. actvities. and 1ndividu-
alizauon for students.

® jninate change 1n the school
environment.

® contribute to the knowledge base
of the profession.

® enculturate new teachers in the
posiive-pracice  and  self-directing
norms of teaching,

If we would just tell
teachers more and
longer, we believed,
they'd finally learn
the new skill. We
didn’t question the
“telling.”

® share n the
schools.

® foster teachers’ union commit-
ment to improving the profession. es-
pecially art the local level.

® help to desigr .he restructuning
of schooling;

® design new or expanded roles for
themselves,

® acuvelv and cooperauvelv im-
prove the societal image of teaching as
a profession.

leadership of

Ogpportunities to Learn

When teachers engage in reflecuve
pracuce. collegiality, and shared lead-
ership. they come to understand them-
selves and their work differently This
new understanding causes a shift 1n
their behefs and norms. This shift. 1n
turn, creates new Oopporwunities, new
visions of what can be done The new
professional development s a cultural,
not a delivery, concept.

This cvcle of professional develop-
ment requires taking advantage of the
rich and vaned opportunities to learn
that are available in schools. These
opportunities are aumerous when
teachers parucipate in decisions. rede-
fine their roles, reflect on their own
competence, converse with peers, ad-
vocate new progr.ms or schedules.
pose quesuions about their work, or
give guidance to new teachers.
thereby eliciung and aruculating their
own knowledge.

Such a view incorporates the di-
mensions of empowerment. options,
choice, authonty, and re~ponsibility
(Freire 1970, Champoux 1984. Lam-
bert 1983. Lightfoot 1987. Benveniste
1987, Marshall 1985). These emancipa-
tory elements are described below

Options. Awareness that options ex-
15t—1n roles. tasks. career. use of ume.
rejauonships. strategies. curriculum—
unleashes a sense of hiberauon or per-
sonal power in the individual

Choice Awareness of options must
be accompanied by the freedom to
choose among them: a teacher has no
options without the power of choice
Bv exercising choice. teachers move
from a passive to an acuve role How-
ever. one choice mav be the conscious

decisiun not to exercise an option

Autisonty Teachers who take an ac-
nve role need authoriv both 1nside
and outside the classroom. They need
to share 1n power and leadership The
shanng of authority means the shanng
of responsibthty It also means rede-
fining the role of the teacher

Responsibility Professional develop-
ment means developing the profes-
s1on as well as oneself. Each teacher 1s
responsible for contribuung to the re-
design of schooling to better meet the
needs of all concerned, sharing in the
enculturation of new teachers. and
contributing to the knowledge base of
the profession.

District Actions

in a professional environment that
highly values these empowenng ele-
ments, teachers engage in a broad
range of professional growth opportu-
mues. Manyv school districis in Manin
County, California, for example, are
dedicated to developing inquiring svs-
tems. Over the past four vears. these
distnnicts  have refocused decision-
making authonty and the source of
knowledge about teaching by:

® working with schools and staffs to
schedule ume for teachers to work
together.

e providing clencal. para-profes-
sional. and technological support for
teachers,

® providing discretionary funds for
innovauion, expenimentauon. and re-
sea:ch—and providing teachers with
authonity over the use of those funds,

® supporung teacher-designed and
district-designed  roles—researcher,
adwisor, university liaison, curriculum
spec-alist. leadership team member—
to expand arcas of experuse and ex-
tend authortv;

e chiminaung =xclusive rehiance on
administrative judgments and assisting
and promoung teacher self-evaluation.

® seeking and 1nsisting on noncon-
frontatonal bargaining 10 engender
“win-win" working relatsonships.

e shanng decisions at all levels with
staff—wirtuallv eliminaung distrust and
incapacity 10 act.
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We have not
challenged teachers
to inquire, criticize,
participate, or
create.

® providing ombudsman sevices by
teacher leaders to other distnicts, untver-
siues, professional organizauons, the
state department. and businass:

® removing unnecessary bureau-
crauc rules such as policies that cen-
tralize all decisions on resources

A New Role for Staff
Developers
If teachers become proacuve paruci-
pants who assume responsibility for
professionalizing teaching, will the
staff developer—as well as staff devel-
opment—become obsolete? Abso-
lutely not! In this new wision of staff
development, the suaf developer and
the principal become “systems facilica-
tors.” with addiuonal skills and addi-
uonal funcuons. The new suf devel-
oper will assist professionals to:

¢ inquire into and reflect upon
pracuce,

® ehicit and share craft knowledge,

® idenufy and create opuons for
learning,

® lead and work collaboratively,

¢ learn about new developments in
the profession.

¢ design school and district systems
that open opportunites and encour-
age parucipaton.

A New Social Con:ract

Can e as staf develope:s encer into a
new social contract wath our profes-
sional peers? [ believe we can. because
of the changes we have already made.
We have created roles for ourselves,
we have assumed authoritv over a2 new
realm, we have taken respons:bulity for
in ever-widening arena of agult learn-

i 1Ing acuviies, we have talked among

ourselves and  sought informauon

when 1nd where we needed @ We
have beccme smarter and wiser
From the vantage of our own engage.
ment with muluple opputtunities for
learning, can we now do less with
others?’Q
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Staff Development on Saturdays in Hibbing, Minnesota

n staff development, as in other areas of life, adver-
sity often spawns creative inventions. In this article
we will des_ribe how one school system overcame
the problems of geographic remoteness and limited
resources through the implementation of a Saturday staff
development program.

The Problem

The Hibbing Public Schools is a small, but staff
development-consciousschool district, in a remote part of
northern Minnesota. The nearest universities are more
than 75 miles away. Minneapolis/St. Paul, with all that
such a major metropolitan area has to offer in the way of
professional stimulation and renewal for teachers, is 200
milesaway. We are close to hunting, fishing and canoeing,
but, like many smaller districts, we are far removed from
the mainstream when it comes to opportunities for pro-
fessional growth.

The Hibbing Public Schools are not a particularly
affluent district either. School districts with larger
budgets can overcome their geographic isolation by sim-
ply committing more resources to enable their teachers
and administrators to attend workshops and conferences.
Even paying for substitutes in order to free our staff for in-
district released-time programs is prohibitively expensive
for us. This is occasionally done, but no more often than is
absolutely necessary. Besides being expensive, it removes
our teachers from their classrooms, and no one, including
the teachers who are being freed for training, wants
that.

Our master contract adds to the difficulty of schedul-
ing meaningful staff development activities by limiting us
to 3 paid non-student contact days throughout the year.
Included in this meager allotment must be the superin-
tendent’s opening day “win one for the Gipper" talk, the
usual discussion of changes in medical, dental, and other
insurance coverages, and the like. This leaves only a few
hours for providing awareness sessions about new teach-
ing materials and techniques.

In desperation, we considered short inservice sessions
before or after the teaching day. A couple of afternoon
workshops were avtually tried — with predictable results.
The staff was tired arter school and their a*tention span
was non-existent The sessions had to be limited to only 20
to 30 minutes because the contract day ends at 3:00 and
time after that must be at xtra pay.

Before school sessions were even werse. Every teacher
has importaist things to do te get ready for the schocl day.

L TR

Robert W. Richturg is Director of Curriculum and Staff
Development and John M. Drazenovich is Director of
Elementary Education. both in the Hibbing Public Schools,
37th St. & 3rd Ave. East, Hihbing, MN 55746.
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by Robert W. Richburg and John M. Drazenovich

Anything but very low-level informational sessions were
out of the question with no time at all for reflection or
interaction.

The Solution

In 1985, at one of the regularly-scheduled adminis-
trator brainstorming sessions, the idea of an elective
Saturday inservice program was very tentatively sugges-
ted. At first the idea did not seem to have merit. After all,
who would come on Saturday after a long week of teach-
ing? As the discussion continued, however, some possi-
bilities began to emerge. If staff could be lured out on
Saturday through somesort of attractive incentives, there
certainly would be more time to explore topics in depth.
Obviously, subs are not r.eeded for Saturdays, so costs
could be lessened. Also, teachers don't have to spend
extra time making detailed plans for substitutes. Finally,
teachers are fresher and more able to be reflective on a
Saturday morning than after a long school day.

But what kind of incentives would motivate atten-
danceon a Saturday, especially in a region where outdoor
recreation presents such strong competition for staff
weekends? Clearly there are many arguments against
paying teachers for Saturday staff development — not the
least of which would be prohibitive cost. A combination of
incentives involving “lane change” credits on the salary
schedule, possible graduate credit from one of the state
universities, and recertification units were suggested as
possibilities,

Some of the more respected teachers
on our staff who have special
expertise would conduct some of the
workshops. These teachers would
certainly grow from reflecting on
and sharing with their peers the
good things they were doing in their
classrooms.

Asthe discussion continued, the idea began to gel. The
district might sponsor a practical, teaching methods-
oriented, elective Saturday institute. The staff would be
surveyed for the workshop topics they wanted. The
administration would also be asked to suggest topics.
Some of the more respected teachers on our staff who have
special expertise would conduct some of the workshops.
These teachers would cert-inly grow from reflecting on
and sharing with their peers the good things they were

cont. on page 4
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doing in their classrooms. Outside consultants with
strong reputations would also be sought if their fees
were affordable.

A major concern was voiced as this Saturday program
took form: How do you increase the likelihood that the
things learned would actually be implemented in
teachers’ classrooms? A decision was made that teachers
wno participated would be asked to do a significant
appiication project. To receive credit, a teacher would
develop and teach a unit which focused on the technique
or teaching procedure taught in the workshop. This pro-
ject would have to be verified by another teacher or
administrato;.

To receive credit, a teacher would
develop ana teach a unit which
focused on the technique or teaching
procedure taught in the workshop.

The first Professional Development Academy (PDA)
Saturday workshops were scheduled during the months
from January through April 1986. With ice fishing and
curling as the only major competing recreational
activities, it was felt that there would be a greater
likelihood of teacher attendance. Teachers registered for
the workshops in advance and made a $5.00 d=posit to
hold their place. This deposit was returned when they
appeared on Saturday morning. All together, 13 4-hour
workshops were slated over five Saturday mornings. A
total of 190 teachers registered for these sessions. Regis-
tration for each workshop was limited to 20 persons so
that the sessions would be small enough to encourage
interaction. These initial Saturday sessions included
topics suggested by teachers as well as those recom-
mended by administrators. For example, Madeline
Hunter’s model of effective teaching was a topic sug-
gested by the staff. Cooperative learning, on the other
hand, was a topic about which staff had little knowledge
but which was offered at the request of administration to
create some initial awareness.

The Professional Development Academy is now in its
second year. It is jointly sponsored by two local public
school systems, with additional participation by a third
district and two parochial scheals. It is still scheduled
over five Saturdays during the coldest part of the Minnesota
winter, but increased interest from the staf’ has led to
scheduling 23 sessions, 10 more than in its first year. In
two cases, topics have been scheduied which require more
intensive training than is possible in tk ~ 4 hours available
on Saturday morning. These longer workshops have been
weilattended even though they require a Friday night and
an all-day Saturday commitment.

Benefits

The broadened sponsorship of the PDA has had
several benerits. Enrollment has nearly doubled. There -
now the opportunity to bring in more expensive presen-’
ters as well as to use a broader base of local talent. More
importautly, however, is the opportunity for cross district
sharing between teachers of similar grade levels and sub-
ject areas.

Cost and cost effectiveness are among the principal
benefits in i:nplementing a PDA-like concept. The total
cost for the 23 workshops offered in the PDA’s second year
was about $8,000, shared among three districts. There is
no charge to participants unless they want university
credit, which they pay directly to the university. If a per
participant cost is calcutated however, it turns out to be
less than $18.00 per workshop participant. These costs are
particularly surprising when it is noted that this figure
includes all honoraria and travel expenses for many
outstanding presenters that came from places as far away
as Baltimore, Maryland and Anchorage, Alaska.

Costs were kept down in several ways. Any staff
developer knows that there is a top echelon of woritshop
presenters whose fame earns them high fees. There is,
however, a secona level of high-quality presenters who
may eventually draw a thousand or more dollars a day but
whose reputation is not yet at that level. These individ-
uals will often work for $200-$400 a day plus expenses in
order to develop their reputation. For instance, we were
able to bring a top notch language arts consultant all the
way from Denver for a total cost that was several hundred
dollars less than the honorarium alone for someone from
an in-state university with similar expertise.

Another way our costs are minimized is to share pre-
senters with other districts and educational cooperatives
in the general region. When contracting to bring a top pre-
senter from some distance, we would ‘always negotiate for
at Jeast 1 day in addition to the time we actually planned.
If they were going todo a Saturday morning workshop, we
would negotiate for Friday too. Usually the costs for the
seconc' day are significantly lower than ‘or the first,
especially if they know they will be presenting a second
workshop on the same topic as the one they will present
for us on Saturday. We then contact larger school systems
or cooperatives within 50 miles that are not participating
in the PDA. Invariably there will be interest in the
availability of the presenter. Fees and travel costs are
then shared to everyone’s benefit.

A third, and possibly the smartest way, to keep pre-
senters’ costs low is to use key members of one's own
teaching staff. This cannot be done for every workshop,
but using talented local teachers or administrators.
interspersed with outside experts, works well for us. The
local individual, who is expert in some innovative techni-
que and who is willing to stretch professionally by pre-
senting to his or her peers, puts enormous effort into that
presentation. The quality of the workshop will generally

cont. on page 6
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be as high as the ones presented by outside “experts” and
the costs wiil be significantly less. The act of prepaing
and putting on the workshop wiil also develop a new level
of professionalism in that teacher. They aiso tend to wo. k
harder to live up to the enhanced image that their peers
have of them as a result of their workshop presentation.

The cost effectiveness of the Saturday Professional
Development Academy concept can be se:n most vividly
when contrasted to some of the alternative means avail-
able to us to heighten staff awareness of naw teaching
methods or to upgrade instructional skills. Workshops
and conferences are certainly readily available in Minne. ta
as eisewhere. Sometimes they are only 25 to 75 miles
away, sometimes in the Min.ieapolis/St. Paul area which
is 200 miles distant. When you caiculate the registration
fee of 350 - $200, plus travel, lodging, and a substitute
teacher at $50 per day, the cost per participant is astro-
nomically higher that with the PDA approach.

While the quality and cost effectiveness issues favor
the PDA concept - it is not without its flaws. One of these
is that it is an elective program. Teachers who attend cer-
tainly benefit, but they are arguably the ones who need it
least. The staff members most in need of renewal are those
least likely to invest a Saturday morning to learn a new
teaching technique. The incentive of credits orlthe salary
schedule or graduate university credit often has no appeal
because veteran teachers may not be able to move any
further on the schedule. Many veterans attended simply
out of their love for learning, but many did not.

There were some patterns of participation that were
somewhat surprising and which represent another flaw in
this approach. Though every effort was made to balance
the workshops so that all of the K-12 levels and subjects
would have equal interest in participating, far more par-
ticipants came from the elementary level. Every work-
shop for primary-level staff was fully subscribed. Those
offered for intermediate level were popular, but not as
popular as the workshops for primary teachers. Participa-
tion dropped off dramatically at the junior high level, and
was almost non-existent at the high school level. Qut of
over 130 high school teachers in the participating dis-
tricts, less than a dozen enrolled.

In times like these when there are so many quality
instruciional approaches, the problem of how to find the
time and resources to update and train a teaching staff
iooms ever larger. For smaller, less affluent, and more
isolated school systems, these problems may seem insur-
mountable. With the right kind of incentives, th» Saturday
Professional Development Academy concept can provide
an inexpensive and creative answer to an important staff
development need. Jij
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® Staff Development
Through Professional
Reading and
Discussion

Reading groups for profess:onal pub-
lications are used to provide learning
opportununes, overcome teacher iso-
lation, and to strengthen com-
munucation links with the community.

MAUREEN A. SULLIVAN
unmque professional reading
and discussion program in the

A East Lansing (MI) Public Schools
has improved faculty morale. posiively
atfected instruction. and helped establish
positive contacts with community mem-
bers. The program involved professional
journal subscripnons for parucipants.
regularly scheduled discussion sessions
with the teachers’ classes being covered
duning these umes. and discussion par-
ucipanon by college faculty, school boaid
members. and other ccamunity members.

The program was . sposed to the dis-
mct’s Director of Instrucuion in the spning
of 1985. and funding was approved for a
pilot program in one elementary school for
fall 1985. The features of the program are

descnbed here. along with a discussion of
the etfecuveness of the program.

Maureen A. Sullivan s a teacher and reading
consul:ant 1n the East Lansing (MI) Public
Schools and resides ar 600 Dunbar Ct . East
Lansing, MI 43823.

Features of the Program
Program Objectives

The pnimary purpose of the program
was [0 ncrease the professional reading
and discussion of current educational
issues among the teaching staff and
combar the cellular structure of the seif-
cuitmined classroom. Normally, elemen-
tary teaci.crs have limieed ume 1n the day
to engage in producuve dialogue of edu-
canonal issues. A secondary purpose of
the program was to build cecmmunication
bndges with the communuty. In this case.
artempts were made to involve East Lan-
sing’s educauonal ieaders. the faculty of
Michigan State Umversuty (locarted in East
Lansing). and state officials concerned
with educanon.

The project was grounded in the admin-
istrative theory that suggests the nee 1is of
the insutution are met 1f the needs of the
statf are served (Getzels. Lipham. & Ca-
mpbell. 1968). If the '2arming needs of the
staff are served. then 1t would follow that
the needs of the students would be served.
The program was an applicaucn of Cun-
ningham’s (1977) theory that "‘great
teachers are great learners and great leam-
ers are greac teachers.’” Thus. a vehicle
was sought that would provide iearning,
combat 1solanon. and strengthen com-
munication links within the community.

Teacher Part cipants

Participation by teachers in the pilot
school was voluntary. An overview of the
proposed plan was given to the statf in the
spning of 1985. and input was sought con-

cerming specific needs and purposes that
such a orogram might address. Additonal
meeun; Orinterested teachers were held
before the school year ended. Thirteen of
the 25 teachers in the butlding agreed to
parucipate. Members of the voluntary
group ranged from teachers just entenng
the profession to those neanng retrement.

Community Participants
and Class Coverage

Discussions of the professional journals
were heid dunng te regular school hours.
This was a marked change from the n-
servce sessions that began at 4:30 p.m.
with ured teachers. As a means of ob-
tumng class coverage and bnnging um-
versity people 1nto the sessions. university
faculty were invited to cover a teacher’s
class one month while the teacher was ata
discussion. and then sut in on a discussion
session during another moath.

The response was enthusiastic from
both children and facuity. Invitanons were
also sent to school board members. Michi-
gan Department of Educarion personnel.
and local professionals involved with edu-
cauon. Although the original proposal in-
cluded money for substitute teachers. 1t
was rarely used because regular substitutes
volunteered their services. The school
admumstrators and instructional Support
staff of the distnct also covered classes and
jotned discussion groups. As a result. dis-
cussion sessions had a mix of teaching
staff. administrators. comriumey leaders.
and umversity taculty.
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Professional Jonrnal Subscriptions

In Spring 198S. the teacher participants
chose joumals that would serve as the
basis for the discussion sessions that were
to begin in the fall. The subscniptions were
paid by the school district. Since a vanety
of reading materials were desired. 12
different penodicals were selected. They
included Educational Leadership, Phi
Delta Kappan. American Educational Re-
search Journal, Psychology Today,
Childhood Education. The Elementary
School Journal. Reading Teacher, En-
glish Journal. Arithmetic Teacher, and
American Journal of Educanon. It was
interesung to note the “"how to’’ maga-
zines were avoided and journals that dealt

The primary purpose of the
program was to increase the
professional reading and
discussion of current
educational issues among
the teaching staff and to
combat the cellular
structure of the self-

- contained classroom.

with topics in depth were selecied. This
was consistent with research thatindicated
that the pracucal is not always mind lifting
to a teaching staff (Baird. 1984).

Aside from the seminar, the readings
formed the basis for many discussions in
the halis and teachers’ room throughout
the year. The selection of the arucles and
topics was the choice of the person who
would serve as discussion leader for that
session. Approximately 2 weeks pnior to a
semunar. jounal articles that pertained to
the topic or topics to be discussed were
duplicated and sent to all participants.
Coordination of the Program

Two people were needed to run the
program: a program coordinator and a
discussion leader. The program coordi-
nator was responsible for arranging for the
joumal subscnptions. class coverage for
those teachers participaung tn the dis-
cussions. participation of individuals out-
side the school. and recommendations for
the topics to be discussed in the monthly

sessions. As the building read:ng con-
sultant. I served as the program
coordinator.

A discussion leader was also needed for
each session. Since the research also had

- Discussions of the
professional journals were
held during the regular
school hours.

suggested that elementary teachers lacked
opportunities to practice participatory
management skilis (Glickman. 1985). it
was decided that the leadership would
rotate monthly. The discussion leader was
responsible for choosing the topic for dis-
cussion at each session. with the assistance
of the program coordinator, selecting ap-
propnate articles related to the topic.
duplicaung and distributing the arucles
about 2 weeks before the scheduled dis-
cussion session. and beginning the
discussion.

Effectiveness of tiie Program

After one year of implementanon, the
program has received good rarks from all
the participants. The Michigan Education
Department staff has publicized the dis!
cussion seminars as an option for small f
districts with limited funds for staff de”
velopment} The Department of Education
also awarded the project a certificate of
meﬁg'fpr' linkage with the commu_nity'.
While we were able to tap the Gniversity
for participants, a small towas could co'n-'
ceivably use retired professionals, the
town banker, doctor, or others. As p_l!o-
gram coordinator, [ will share my obser:
vations in the following sections. =~
Morale '

Collegiality within tte tuilding
received a definite boost. Teachers began
visiting one another 1n classrooms, and
talk 1n the teachers’ lounge was notexclus-
ively about golf scores. While collegiality
1s seldom menaoned in effective schools
research. adult alienation musc be ad-
dressed if we are concemed with making
teaching a sausfying profession. Teachers
who imually had declined to enter the pilot
program began to ask how they could join

the discussion seminars. Arrangements
were made for these teachers to attend a
session or two.

Teachers 1n the onginal group have :.
quested the discussion sermnars be con-
ducted twice a month instead of justonce a
month. A greatdeal of branching out from
the discussion topics has also occurred.
For instance. if the monthly topic had been
early childhood educanon. then someone
might mennion a related article ac a later
seminar. In regular staff meeungs, the
level of professional interest 1n larger edu-
caticnal issues increased noticeably, with
less ume being spent discussing things
such as recess schedules. In general. the °
whole atmosphere of the school became’
more professional in tone and interest. The
pilot program met the intellectual needs of
the staff. and the institution has been the
benefactor. High morale was also main-
tained because the discussion seminars
could be held during regular school hours.
rather than in the late aftemoon when
teachers tend to b~ ured and have a =
dency to be mor  gauve.

Instructional Benefits

For beginming teachers. the discu
seminars seemed to bndge the gar
tween undergraduate university tra. 9
and the realisuc world of school. Th
ciseussion seminars provided an outlet for
the newer teachers. and the mature teach-
ers in the group gained from that. Begin-
ning teachers were able to discuss the

Adult alienation must be
addressed if we are -
concerned with making-
teaching a satisfying
profession.

application of theory in the practical sense
with their current colleagues. and the ma-
ture teachers were reminded of theory.
The university participants ap,  ciated the
seminars as a meaas of information
exchange.

The combination of joumal reading and
discussion w .h faculty enhanced edu-
canional pracuces in the classroom.
teaching approaches and msrrucnonab

uvites were tried and laier discussed in the
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seminars. When assigned to cover a class.
the umversity professors rose to the occa-
sioa and brought interesting expenences to
the voungsters. The class-covenng task
also brought the administrators close to the
children in the classroom.

Community Benefits

Scnool board members reported that the
discussion groups provided valuable con-
necttons between building stasf and um-
versity people involved with current edu-
cational theones. After several monthly
discussion serminars. the program coordi-
nator was receiving calls from additional
interested people throughe.¢ the area.
Admunistrators tn other buildings asked
for a presentation on the project and sent
teacners to observe the discussion seix'n-
ars. The Professionai Development Office
within the Michigan Department of Edu-
cation sent a representative who satin ona
seminar and later covered a :lass for us.
The Ingham Intermediate School Distnct
also asked to parucipate. They later fun-

neled information to us that would prove
valuable in acquinng a grant. Clearly, the
key factor here was interaction between
school and community.

Implications for Staff Developers

While the plan presented here s not
meant 0 be the entire staff development
etfort for a distnct. 1t may provide support
for a larger, perhaps more techmical, pro-
gram. As suggested by Reinhartz and Van
Cleaf (1984), many short-term programs
fail because they provide little opportunity
for staff to have a dialogue of any depth. If

staff development 1s seen by teachers as a,

process to meet distmnct instructional and
curriculum needs and neglects the per-
sonal and protessional growth needs of the
teaching staff. then 1t wall miss the mark
for both veteran and novice teachers.
Academc discussions such as descnbed
here shouid be a routine part of ail staff
development programs as a means for pro-
viding support for teachers as they con-
sider research, theory, and practice. While

professional assoctations publish journais
and orgamze conferences, they are seidom
in 2 posit:on to provide more spect‘ic sup-
port. This d1scussion seminar concept 1s a
stmple plan that would enaole ail the re-
search findings. conference proceedings.
and posttton papers to find the audience for
which they were intended. A

—
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SCHOOL-FOCUSED

Teacher-Conducted Brown Bag
Lunch Seminars: One Solution

to Staft Development

in Isolated Schools

he American Embassy Schooi
I (AES) n New Delhi. India. serves
700 stdents from 45 countries
with 82 full- and part-ume faculty. the
majority being non-Indian. Like many pri-
vate overseas schools. AES 1s 1soiated
from scurces of potenual staff develop-
ment. Visits to the schood by consultants
are few. university-sponsored seminars
and evening classes do not exist. and pro-
tessional orgamizations tend to be interna-
tional. rather than local.

The staff development efforts which
take place are typically workshops con-
ducted prior to the opening of school each
year. Topics are usually determined by
administrators or department heads, who
also conduct the sessions. In addition,
money 1s set aside in the school’s annual
budget for staff development through cur-
riculum workshops and independent work.
attendance at the sub-regional internauon-
al schools teachers™ conference. summer
study an1 sabbatical grants. and for var:-
ous consuitants hired in conjunction with
other schools. Workshop days and profes-
sional leave days are included in ,aculty
contracts.

Puul W Juhnson s a graduate st 'ent in educa-
wondal admuseranon ar Washingion State Uni-
versity and can be contacted ar 8o~ 2883 CS.
Pulbinan. Wushington 99165. He formerly was
the principul of the Middle School. American
Embassy School. New Delhi, India.

How can teachers in isolated settings develop awareness of
current topics and issues in education? Through the use of a
series of surveys, teachers in a private, overseas scnool
identified priority topics for building-bcsed staff development
and developed lunchtime seminars for their colleagues based

upon these findings.

PAUL W. JOHNSON

In spite of these efforts. teachers conain-
ued to feel 1solated from the profession.
Litde formal opportunuty existed for dis-
cussion of current topics and ideas in edu-
cation and the sharing of new techniques or
programs. To remedy this situation and to
increase communication between teachers
about their teaching, the middle school
teachers at AES proposed a series of vol-
untary. monthly lunchtinie seminars to be
pl~nned and impler.ented by the faculty
members themselves.

Identifying Topics and
Resource Perzons
Toptcs and resource persons were 1den-
ufied at the beginning of the 1937-88
school year using a Delphi process. as
discussed by Orlich 1989:. The Delphi

technique ‘s a needs assessment process
w. .ch nvolves teache:s 1n a series of sur-
vevs meant to progressively detine and
nurrow the range of topics for staff devel-
opment p;ograms. As each round of sur-
veys 1s completed. the list of topics
becomes smaller unul teachers have cho-
sen their most desired romics.

The process used at AES zntauled three
rounds of surveys. as each round was
completed. the principal tallied responses
and sent the nextround of surveys to teach-
ers. In round one f the Delphi process.
teachers ware asked to brainstorm a hist of
topizs. The purpose was to generate us
complete a {1st of potential topics as possi-
ble. The survey inciuded some suggestions
for staff development proerains and asked
teach: s (0 add topics to tt : list. “eachers
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were 2iso to check their preferred modes of
delivery ond the trequency of the pro-
grams.

For round two of the Delphi process.
teachers were given a second question-

naire 10 complete. based on the hist of

topics generated from the first round.
From the list ot 19 topics. teachers were
asked to idenufy therr five most destred
topics. as well as to list possible resource
persons on the taculty tor any of the sub-
Jects. Topics on the survey included ques-
tioning strategies. cooperative learning.
motivating underachievers. tme manage-
ment. student self-concept. and others.
The 1denaficaton of resource nersons was
acntical step since outside resources (€.g .
consultants, universities) were not readtly
avatlable to the school.

In round three of the Delphi process.
teachers were asked to prionttize their top
five choices from the hist of 0. The top
five topics idenutied were: cooperative
learning. learming styles. mouvation of
underachievers. manipuianve and hands-
onactivites. and L+ 'letin boards. Teachers
indicated a pre.erence for one topic to be
covered per month. For the next 6 montt; ..
the top five topics were to be addressed.
with learning styles taking twe of the
monthly sesstons.

Each lunchume seminar was planned
and taught by teachers identified dunng
round two and/or schoo: administrators. In
some Cu.cS. two or more people condusted
the workshops. Matenials and ume for
preparation were provided to presentars.
The typical format for each session was
20-30 muinutes of presentauon followed by
15-20 minutes of discusston.

Results of the Project

While the workshops were largely wfor-
mauonal and were meant toincrease teach-
<rs’ awareness. they had positive effects in
other ways us weii. Durlug teacher evalua-
tion conferznces conducted ai the end of
the ;chool year. teachers reported incre2s-
ed communication betweencolleagues and
more use of protessional materials in the
Teacher Resource Center. Two pairs of
math teachers formed mentor relauonships
to learn about and incorporate nto their
teaching the hand<-on acuvities presented
10 the serunar. The mentor relationship
Was described in writing, presented to the
¢hool director and board. and received

—————

financial and reteased tme support for
planning, observation. and feedback ses-
stons.

Participation n the workshops was
highest (80% of the middie school faculty)
during the 1mual session and for more
general topics such as cooperative learning

The Delphi'technique is a
needs assessment process
“which involves teachers in .
-a series of surveys meant
to progressively define' und
narrow the range of topics
for staff development -
programs..As each round - :
-of surveys is.completed,
- the list of topics becomes
smallerunnl teachers: *
have clzosen thetr vnost

and learning styles. Participation was low-
er (20% mintmum) for more spectfic fop-
1cs such 13 mampulat.ves, which focused
primart’y on math. However. *eachers re-
mained positive 1 their overall percep-
uons of the seminar.. Teachers supported
~ontinuaton of the lunchume semunars as
a forum for discussion and as a possible
starting pont for other staff development

Recommendations

Based on our expenience with lunchrime
semunars at AES 1n New Delhi. | otfer
several recommendations to others consid-
ering a similar senes of seminars.

l. Involve facuity in the Wdenutication of
topics through a process which encourages
brainstorming followed by a means of par-
ing the list. The process of narrowing the
list of topics must 1nvolve teachers. This
can be dc ~¢ through a sertes of surveys. as
outmed 1n the Delphi process.

2. Don’t overlook the resources avail-
able within the faculty. In many 1solated
setnings. the main resource 1s the facuity
members themselves. and many have ex-
perience and training which can be shared.

3. Once resource persons have been
idenufied for each topic. provide them
with planning support such as released
time. matertals, and assistance 1n prepara-
uon of activites.

4 Encourage ongoing discussion of the
topics presented and support potential
spin-off «tforts as a result of the semunars.

5 Cons:der cther possible formats for
the sessions. such as basing discussion on
readings when resource people are not
available (Sullivan. 1987).

6. As long as participation is voluntary.
realize that participation will vary. Avoud
seminars duning such periods as the end of
academic terms. end of the year. and the
week prior to a vacaton.

Conclusion

While this format was parucularly help-
fulin New Delht. 1t might also be useful for
rural and isolated schools in the United
States withort direct access to conanuing
education etrorts of local umversittes. It
could also serve as well as a forum for 1dea
exchange and informaton dissemination
about current trends or 1ssues in education
for less i1solated settings. This model rec-
ogmzes the human resources that are avail-
able in any school. In thts case. the
American Embassy School just happened
to be 1n India!
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Development: A Personal
Account of A Peer
Helping Peers

Building-level staff developers are a
relatvely new idea. This article
outlines the history of one person’s
pioneer experiences filling such a
position through a description of
tasks. experiences, personal insights,
and recommendations.

KATHRYN M. TALLERICO

building-level statf developer 1s
A a change agent. resource person,

coach. and mentor. When [ be-
came a part-time statf developer in my
school. I didn’t know any of this simply
because no one I know had ever heard of a
building-level staff developer. Eventu-
ally. however. I defired the position in a
manner which is typical for such nno-
vanve ventures - through tnal and error.
Thus. for those of vou thinking of placing
staff developers in yonr schools or of ac-
cepting such a position. [ would like to
discuss somie of the results of my tnal-and-
error process and offer suggestions from
the lessons I [eamed.

Kathryn M. Tallerico 1s a building-level swaff
developer. teacher trainer. and classroom
teucher in Pecos Jumior High School. Adams

Counrv, 9450 Pecos St.., Denver, Colorado
80221,

First-Year Experience

When I took the job in 1985 as teacher
and part-ume staff developer. neither my
principal nor I had seen a job description.
though the posinon was being introduced
simultaneously at four other buildings 1n
the distnct. Therefore. our imual plans
were admuctedly rather vague. en-
compassing only two rather broad goals:
(a) :o help teachers focus on instrucuonal
improvement. and (b) to contnbute to the
teachers’ professional well-being. Even
with 13 years in educauon. training in
chniec mervision. and a nearlv com-
pleted master's degree 1n communication.
[ was not truly certain where to begin to
meet these goals.

In order to introduce the concept of a
school-level staff developer. we sentout a
notice to our staff in the previous spring
stating our goals and asking them for sug-
gest:ons. In the semester that [ began my
d.ies as a school-level staff developer.
the school had a fairly large staff turnover.
resulting 1n 10 new teachers. Conse-
quently. before school began. my prin-
cipai and I decided to work with 1nex-
penenced reachers first. Therefore. I was
to observe and hold conferences will all
new teachers using the clinical supervision
model. My day would consist of 4 honrs of
these observations and confersnces and
two hours of instruction in 2 minth-grade
English classes. In their pre-hinng inter-
views. the pnincipal had explained o the
new teachers that | would be observing

them on a regular basis and that. in ad-
dinon o the department head. [ was a
person to see for questions. support. and
advice. Therefore. the new teachers were
prepared to have me visit their classrooms.

Because of the many needs of the new
teachers. the 1985-86 school year began at
fu.l ult. While I was concerned that the
pace would slow down dramatically once
the new teachers felt **settled in.”” my fear
was never realized. Instead of boredom. |
soon found challenge around every corner.

Tasks of the Job

The rasks and projects that I tackled
duning my ‘“‘rookie’* year as a building-
level staff developer can be divided into
three categones (a) formal instructic..al
tasks. (b} informal instructional tasks. and
(c) attitude/change tasks. These are out-
lined below.

Formal instructional tasks included
the following:

® Conducting ongoing observauons
and conferences with all new teachers for
growthand reinforcement. While this took
much ume. it was judged exxemely valu-
able by all new teachers.

® Leading informal meetings. mini-
inservices. and discussion sessions with
all new teachers or other groups of
teachers.

¢ Planning and conducting two separate
10-week sessions (held after school) of
peer observation. This was an excuting.
voluntary class 1n which expenienced
teachers leamed to observe and provide
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. pusitive reinforcement to each other dur-
wny the course of 3 normal school day
‘Informal instructional tasks included:
® Encuuraging teachers to observe each
other for any reason. and often coverng
classes while they did so.
' » Cunsulting wuth the principal regu-
jarly and ac length abo ¢ vanous school-
related matter.

o Gathenng information and dissem:-
nating appropriate marenals (o teachers
and other statf members.

o Holding informal questionsatswer
sesstons and discusstons in the teachers’
lounge on ar aimost daily basts with many
swtf members.

Attitude: Change tasks included:

® Promoting an atmosphare of open-
ness. interdependence. and mutal sup-
port among all starf members.

® Listening to teachers who simply
needed to talk.

® Acting, intenuionaily and unin-
tenuowc''v. as a change agent. This in-
clufed g1ving encouragement. assistance.
and moral support to any teacher who
showed even the slightest interest in trying
anything new. Topics iacluded instruc-
ttonal improvement. planning, cur-
riculum. classroom management. and
=vtra-curricular maners.

Retrospective View of My First Year

After "his exciung yet somewhat scary
first year. | was able to idenufy some
mMzJOr s>uccesses and tA0 main problems.
L2t me first deal with the probiems.

Obstacles to Initial Success. First. as
with any innovauon. there was some in-
itial skepticism amorg the teachers. This
was only to be expected. ard there was
actually less of it than I huu antictnated.

Most teacners were openly
and actively supportive.
With any such venture,
only time, the spread of
enthusiasm, and the news
of success can and will
change the attitudes held by
skeptics.

No one openly thwarted my e*forts. and
many expressed approval to the imeliness
ot a building-level statf developer Actu-

ily. most teachers were openly and ac-
tvely supporuve. With anv such venture.
only ume. the spread of enthusiasm. and
the news of success can and will cnange
the attitudes heid by skeptics.

Another cbstacle was imued resources.
Spectficallv. [ needed more ume and
money. First. one part-ume building-level
statf developer s not enough to provide
support for change and give specific as-
sistance to ail staff members in one build-
ing. More tume could be provided by mak-
ing the assignment of the starf developer
full-time or by adding addition2! part-tuime
statf develo ers. Next. mare money 1S
needed to cover the expensc ~7 occasional
subsutute teachers so that .ichers can
observe and/or confer with oae another.
Third. 1t takes time for the change process
to take its natural course. Lastly, 1t t-«es
time (o learn the job of 2 t..aing-level
staff deve'-er.

Successes. The accomplishments of my
first year. on the other hand. were exciting
ar- tangible. [ look back on six areas of
success.

First. the new \eachers reported feeliugs
of great improvement in their teaching
effectiveness and of a major reduction tn
stress. Because of this. [ believe many of
them entered their second year with far
supenior skills and more cenfidence tnan s
typical. The:r selt-awareness and therr
posttuve attitudes are also noteworthy.
Typically, first-ycar teachers undergo two
or three observanons/+valuations by an
overloaded administrator. Because of the
frequent observauons and immediate
feedback I was able to provide them. [
believe they became better teachers.

Next. peer observation was a phenom-
enal sucvess. especially with expenenced
texchers n the program. For them. it was
oren harder to change old “ehav:ors than
tn Jearn new ones. The parncrpants were
mach happter with the process than [ had
ever dreamed possible. The increase n
trust. <olleziality. and the practice of new
learnings was dramactec.

Third. all teachers who used my ser-
vices expressed consistently high saustac-
tion. The admunistrators were also en-
thustastic and supporuve. As a result.
teachers began to ask questions about nier

ohservation. new teaching techmques. or
other educauon-related topics For many
teachers. this was the fiest step toward
change.

Fourth. students have been positively
affected. Students observed inter-
dependence and shared goai-set:ng when
teachers frequently vistted each other’s
classrooms. Seeing their teachers leam

Peer observation was a
phenomenal success.
Participants were much
happier with the process
than I had ever creamed
possible. The increa.e in
trust, collegiality, and the
practice of new learnings
was dramatic.

served 4s a modr:l for students that learning
is a lifelong nrucess. When students asked
visiting teachers **Why are you here '’ the
response most often was *‘to learn some-
thing from vour teacher.”" or *to show her.
what she s doing night.”* Students often
shared what they were doing wuh the
visitung teachers or asked quesuions of
them. Thus. students obrained the prac-
cal benefits of two experts in U, .ir class-
room at the same me. Furthermore. the
classrooms with two teachers present were
better managed.

Fifth. some of :he staff members
icarned the theory and the techmques n-
volved in team learning. a cooperative
grouping strategy which the peer obser-
vaton classes studied. Several other
teachers expressed tnterest in team learn-
1ng arter hearing much talk about 1t 1n the
teachers™ lounge among pesr observauon
class members. This s especially mean-
ingrul. since cooparation among reachers
was one of my main goals as a start
developer.

Last. but possibly most imporant. it
seems that change wself may now be less
threatening to many staff members. The
practice of teachers visiung classes or
taking opportunities to ry ou! New 1nsrus-

tional approaches has becor ¢ less 1nnrn10
daung. or at least less shorxing. Of coutse
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more time 1s needed 0 get everybody
involved n sharing this sense of joint
expenmentation and learming. but [ am
confident that the change process s in full
swing.

Second-Year Experience
In my second vear as building staff
developer. [ am performing many of the
same functions as the first vear as well as
some additional ones. Some of the
changes [ am witnessing this year include:
® Getting more teachers involved 1n
teaching each other. formally via
mini-inservices.
® Having many more eachers actively
participate in such inservices and
other staff developmeni activiiics.
® Receiving and responding to more
individual requests for help and/or
suggesnoas.
® Feelin< less reluctance on the part of
several reluctant teachers to “*use™
me.
® Hearing those who have participated
in peer obscrvation and similar peer
assistance efforts spread an enthusi-
astic word for such efforts. thereby
making ttrides tow rd my goal of
eventually having the entire staff be-
‘ome muni-staff dzvelopers.

The experiences I have had
as a building staff developer
have given me greater joy
than I have known in my
entire career.

Personal Thoughts

The expenences [ have had over the past
vear and a half as a building staff de-
veloper have given me greater joy than |
have known in my entire career. Looking
back. [ see that [ have grown immensely
from this expenence. The growth occurred
within and without: it involved seeing suc-
cess formyself and success forothers. too.

Having always considered myself an
adventuresome and innovative person. |
found 1t thrilling. albeit somewhat fear-
some. to prove that [ could indeed take on
such an unknown challenge. It was even
more sausfying to realize that. given the

opportunity. most teachers are excep-
tonally adventuresome an! r.aovative
too. It was a plzasure. therefore. to help
facilitate the growth of such traits in
others.

Sharing goals. successes. and frus-
trations with teachers on a very close basis
brought us closer. both personally and
professionally. We saw that we do not
have to be alone tn our classrooms and that
we have much to gain from leaning on and
learming from each other.

[ also leamed 1n my heart what [ knew
all along in my head. that change comes
through hard work and through dealing
witn some discomfort and resistance. For-
tunately. I had the support and advice of
other buiiding-level staff developers 1n
other schools 1n the distnct. We all had the
same problems and chalienges.

In addition. I had the thnll of seeing
good teachers take risks to become better.
asking only for a little encouragement and
a little praise along the way. The oppor-
tunity to help them in this manner provided
a great sense of purpot e tomy job. For me.
that was the bottom line.

Recommendations for Other
Building Staff Developers

Others who wish to become building-
level staff developers need to keep several
suggestions in mind.

® Get the support of the buildina
pr.ncipal. This 1s indispensable for the
success of building-level staff de* ciop-
ment. Without it. you are doomed.

® Get training in clinical supervision.
You wil. need to give specific. fair. accu-
rate feedback to many teachers based on
observauons of their classrooms. Leam
how to do this weli. and vour judgment
will be respected and your advice heeded.

® Suggest and begin a pec+ obser-
vation class. When teachers ses that they
can also observe others nd. 1n etfect. do
what vou are doing oo. they will change
more rapidly and more readily accep: the
premise that teachers can help teachers.

® Focus on new and inexperienced
teachers first. These people wart vour
help most and will accept 1t most
willingly.

® Take cne thing at a time. Tackling
too many projects and not finishing any of
them will jeopardize vour chances of truly
helping anyone. and 1t will prove the skep-

ucs nghi.

® Read everything vou can get vour
hands on. A person who s up o date on
the latest educational research has more
credibility and more tools for helping
others.

® Find a support group for yourself
Seek out supportive friends. admin-
1strators. and other building-level staff de-
velopers. They are invaluable sources of
feedback. suggestions. and
encouragement.

® Refer to vourself by your title. This
helps you act like a staff developer. think
like a <taff developer. and perform like a
staff developer.

I had the thrill of seeing
good teachers take risks to
become better, asking only
Jor a little encouragement
and a little praise along the
way. The opportunity to
help them in this manner
provided a great sense of
purpose to my job.

Conclusion

[ remind my staff penodically that they
only need to ask for my help and I will
provide it. or least do my best to discover
where it might be found. I believe that
most school, have vast untapped resources
n the energy and expert:<= ~f their statfs.
Teachers need only a little uwip to uncover
such resources and a little raiming to use
them effecuvely. The job of the building-
level statf developer 1s to make thes
things possible. =
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Association of Secondary School Principals,
NASSP Bulletin , March 1987, Vol. 71, No. 497.

Staff Development: Fight
Leadership Behaviors for
Principals

School adminisirators must do me:e than read the recent reponts
on excellence in educalior to improve their schools, They should
adopt the eight leadeiship behaviors outlined here, says ihis

author.

By Maman DoGeeErr

HE CURRENT QUEST for excel-
lence in education has ignited pub-
lic interest and set in motion a revo-
luion to improve schooling. ‘Two ciit-
ical factors supporied by practically all
major educational rescarch on school
excellence e the instiuctional leader-
ship of the principal' and ongoing,
schoel-based stafl developnem.?
These Tactonrs are loscly related. The
best indicator that principals e cliec-
tive instructional leaders is thie existence

I Geoe Hwddie, “How Complex Is the Prnci-
pal’s Job? Wha Actions Can Principals Take lo
lic Mare L:ffective? * NASSP Bullesin, December
1984, pp 62 61.

2 Jon ¢ Mashall and Sarab 1 Caklwell,
“How Vald Are Foomal, Informal Needs As-
sessnent Mathuuds for Plamming 514l Dev .
meal 'rograms *° NASSP tulletin, November
TR, pp 24-30

FRIC Maesw Docwart i principat - Bear Creck
High Schoed, Denver, Colo

of an ongoing, school-based stall devel-
opiment progran within thie school.

To become a productive inshinctional
leader, the secondary principal nust
translate the wealth ol reseach on
school excellence into an ongoing,
school-based developiment prograam that
will help teaches deliver classioom in-
straction that incieases student aca-
demie achievement,

The following are eight leadership
behaviors for secondary principals that
promote st development at the buld-
ing level.

I. Encourage Tearher Discuvsion
About Good Teaching Praciic ey’

Faculty mectings, inservice pro-

3 Theadote RO Sweer, A Review und omnoant
en the Nodonal Roports (Reston, Va o NASSE,
198 p 13

grams, memos o stall, ene-to one con-
ferences, e depintiment mectmgs all
oller excellent opportunities tor the
puncipal 0 encomage teachers 1o dis-
cuss cunend reseincl on elledtive teach-
mg

Results of local school surveys on
homework, studemt lailue 1ates, and
obstacles preventing teachers hom mo-
tivining and instincting their studemts
ae alse important issues that should he
discassed  Raising teachers” awineness
ol these prablens is au importint step
townd unifying a stall to work together
o projedts 1o improve classioom -
strnchion,

Teachers must participate in a dinlog
about school ellectiveness il change 1s
1o occur, and the prindipal must be the
ane to lacilitte the shop talk® and
prompt teachers o examine their teach-

ing.

2. Involve Teachers i Developing and
Lvalucang Yearly Staff Objectives®

‘Lhe principal shonkl whe the initia-
tive to wark with teachers, parents, and
stiddents in ussessing the stiengihs and
needs ol the school’s instiuctional pro-
grams.,

Once these strengihs and needs have
been delmed, they shioubd be tmslated
into wiiten objectives in which the
teachers have an investinent and, theie-
e, see i need to accomphsh, Listed
below are some ol the obyectives o stalf
al 90 high schoal teachers helped 10
lormnlate.
¢ Ruduce sticdent tudiness by setting a

gaad example, Qe stating insine-

4 Ronald Edmeads, 1 Heaive Schoals for the
hban Ponn,”" L ducanondl §oadonstup, Ol
19 pp SN

tonal activities promptly, stating ex-
pectations ceanly, holiding stindents
consistently accaantable, and lol
lowing up with an adungistraton ie-
gavdhg pessistent uncxensed Ladies

o Waik to nnprove stalt manale by en-
COULAGING OPCn COmmMunicinions
among stall miembers and woiking
together to prevent and solve prob-
lems that hindler goodd stabl monale

@ Mike it least one positive phone call
1o panents cach week.,

® Recognize posilive conhibnhions ol
lellow stall mebers,

o Buld schiool spirit by supporting co-
cunenlar activiies,

¢ Monnor students who have tape 1e-
corders and who take loods o1 bev-
erages into the halls or classtooms

® Rely on duect commumeations as
e as possible to prevent problems
hon lestening.

¢ Promote an atmaosphere for acadeanne
leinning thioughont the school

® Lquip students with better shills m
note-taking, outhuing, test taking,
and personal organization shalls
During the tnst semester ol the cur-

rend school year, the prmdipal mom-

tared stall success i accomphshing the

objectives by giving writien feedback an

issties sach as attendance and disapline

problems, schobnslips, student perdon-

numee on homewark, teachen mpat on |

progress mucde on stall objectives, par-

ent eviluations ol the school’s cai-

peuhin, results ol student atiitude sw-

veys, and student aduie rates,
Tie swrvey results pravided “local

dati” it the statt wsed o detenne

stiengihs el needs ol the instiocnonal

prageant lor the conent yein, 7
Fhoas Jacal data also was the basi$ g




fovchpige statl obgeciives ton the lol-

aw gy

Cioadlad ' Tound little evidence 1o
uppest any open miceting ol the winds
m the pant of principals, teaches, siu-
Ionts, amd pruents aeganding school
veaknesses, problems, and suungllls."s
NMhien the assessment ol the school’s
usttuctional progiun cesters on the
wople closest to the school, the dima
e mone vital sad there s less dis-
grecment anwmg stall, studeats, awd
sents about s vahdity.

Even more important, as Boyer's ie-
e suggests: the school commu-
uty teachers, stidents, and prin-
ipd -sees leaming as the primary
wal I st a community, the principal
weonies not just the top anthonty bt

he hey educatan, oo,

Vo Evubee Kuowledge of Learning
Phear v, I noud Methods, and Re-
u’alllll’

Bloom's Taxonomy, Higad's Pin-
ciples of Leaming, Hunter™s Lesson
an Analysis, Maslow’s Thermdhy of
Needs, Piaget's Stages of Development,
Mastery | einning, amd Direet lnstone-
ton e just i few theories and methods
b fearning that the principal can appply
m worthiig with teachers to improve
Lasstoom instiuction

Cunrent 1esearch on school ellec-
nveness stich as the Camegie Study
(Buyer), A Natton at Resk, All Ow Clal-

5 8 Jobu | Gowdlal, A Place Catled Se hool INcw
Yoh MG Bl B8, p W
o bost U byer, Hhgh School A Repont on
Q v Hduconpg i Amerna $New Yok,
E MC]-I Ruw, p 22
s 21 W ann b lucatisimal Rescanh

Toabornnnd Bolure ssbaonnal TR teee 7 Pt D Bta Kvepypem,
’ [ ETIN1 trr &y

dren Leanung (Blosm), and A Sunly ol
Schooling (Goodlady can be converied
by the principal into practical stall de-
velopment activities I improving
<lasstoom instruction,

Without & working knowledge of
leaming theory and reseach, the princi-
pal will be limited in generating discus-
sion among teachers about the act of
good teaching, the st administiator
behavior listed above.

One example of translating theory
and research wto a practical instrue-
tional method for improving clissioom
teaching biings Maslow’s theory of mo-
tivition together with Rosenshine  and
Furst’s rescarcl on effective class  om
instiiction® o form a teaching stialegy
called **premotivation.”*?

1z applying this shitegy, the tcacher
miahes a special elfort o help shwlents
lully realize the puipose and value be-
hind the leaming before engaging them
in the instnctional activity.

Maslow delined motivition as a ycam-
ing or desire 1o lean on the part ol the
learers, and even though the leamers
way not do anything substantive to real-
ire their desire, this would not alter the
Lact that they were motivated 1o lean,

Rosenshine’s and Furst's researely, on
the othe hand, suggests that teachers
who pn, cue, and cmphasize good
questioning teehniques with their stu-
dents are wore apt to generate thinking
and leaming in their students

Getting teachess to help their stndents

8 B Ruseashne and N Tarst, The Appransal of
tewhang Concepiy and Process (Reading,
Mass 1 Adidisan Wesley Publaslong Ca, 1911,
pp N

9 Macan Doggen, " Aiding the Serionly Defi-
cicnt ) eanner in Compotation,”* e Mathemeans
Feanher Sephembes VTR pp KR RO

-

appreciate the teal value and i pose
behind thein leamimg belare they leamot
will inciease the leammg’s iclevanee 1o
the needs of the students. This will gen-
crate a lngher level ol student mo-
tivation to become achively involved i
the pursuit of teachers” leaming objec-
tives.

4. Ser Nigh Priovity on Swdent Diy-
ciplme Attendance™

Good student discipline and atien-
dance are prerequisites to good instiue-
tion. Unless the principal woiks with
stall members to set and enforce work-
able policies and procedures Tor student
conduet and attendance, the principal
will be hindered as an instiuctional
leader.

In Maslow’s hicrarchy ol needs,
safely amd security should be sitisficd
before the person can concentiale on
higher needs such as sell-actalization
amd an appreciation ol the acsthetics
For sccondary teachers, student dis-
cipline and attendance needs mnst be
satishied in order for teachers to be e-
ceptive 1o stalfl development activities
that center on improving classroom in-
struction.

A wiilten step-by-step discipline pro-
cedure for teachiers W Tollow whei the
nced arises is a commerstoae W the futue
suceess of i@ school’s instiuctional pro-
gram. The same is e for student at-
tendance; the principal must show con-
cern for attendiace and discipline by
taking the lead in developing, imple-
menting, and evaluating practical
policies that work for teachers.

10 Ihe Natiosad Conmission on Excelicace
1 ducanun, A Noaon ot Rk Lhe Impennne fon
aponal Reforne, Apib 1983, pp 29 1)

Thie proncapals’ stiecess as an qostith
twonal leader 1y lagely datcimmed by
thien success i promating gooud stadew
disciplme and 1egubar stadent atten
danee.

S Muake Epectanons of Self, Teach
ers, and Stdents High bt Avamable!!

Many sccondary principals teel that a
good teacher sets high expeciatie o
students

igh expectations are important. bul
almost any teacher can establish higls
leaning expectations tor stdents, The
shilllul classroom teacher hnows the
more imporiant challenge 1s e mo
tivating and helping youngsters 1o
aclueve the high expeciations

“The situation is sinida Jon e puna
pal as a stall developer Usmg shalls,
knowledge. and creanviy . the prinapal
must ser high but anamable standard-
for the stall wewbers, otlcnng sugges-
tions on how the stalf canaclaeve these
stamchandds,

Puncipals should also shaie Vien
vision ol the instructional progeum with
teachiers, students, i parents, detal
ing what their role will be w helping to
achicve the vision by madeling be
haviors that show their commitiment 1o
excellence,

For example, if prmcipils expeat
teachers 1o listen 1w students, they
should histea to st 11 they expedt
teachiers to suggest 0 students low they
can nupove therr leanng, they should
otler teachers suggestions for nuprovuayy
their teahing Prmcipals sl.('uln{)hc "

t

[}

11 Gesalbl P Bade v, “Lacnhy lecdback o
Adduanstiaton A I\y o Dingrean e 1 cader dage
B, NASSE Danetaty N pp
5Y
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posteve with teachers as they want
teaciions o be with studeats,

Mecungs and inscivice programs
comlucted by prineipads should demon-
sate good teachig behavior. Prnci-
pals shiould sk eachars probing gues-
aons abont their mstictional activitics,
i eachers should lave the oppor-
ity to evaliate the principals, since
die statt members we enconaged 1o so-
hent teedback Trom thear students.,

‘Hnough these behavios, principals
will be more apt o convinee then stalf
members that they tahe the issue of aca-
Jdemie excellence seuously, and the st f
will be more 1esponsive 1o ideas, sug-
gostions, and stategies Tor ampoving
ihen mstruction.

‘Hus shoukd bz the focal point of on-
g g schoal-hased staff development.

What is the puncipal’s vision of the
mstincnonal program? What aic the be-
haviors hie or she ciooses o model in
actieving this vision? A Paucipal’s
Grade Repot, below, gives teachas a
dance o hnow what principats expect

ot themselves and the opportunity to
give teedback to principals about their
retlonnance.

6. Observe Classes and Be Visible'?

One ol the most important adminis-
trator behaviors for promating school-
based stalf development among teachers
is the guality and quantity of classroom
visttations, yet it may be the Jeast prac-
ticed hehavior.

Too much paperwork, too many
meetings, too many teachers, not
cnough time are reasons often cited by
pincipals lor not visiting and evaluating
teachers. But the two maia obstacles are
poor nmagement of tme and the lack
ot confidence in one's own skills and
hnowledge about teacher observation-
amalysis.

In the final analysis, only the super-

12 Malbrey W McLaughha and David
Marsh, *Stalf Development and School
Change," 1eacher Callege Reamnd, Vol 80, No
L, Scptenber, pp 69 94

Areas ol Evaluation

Ropport wilh Stoff

. lhnovaliveness
Flexibilty When Appropriote

. Approochalniily

. Knowledge of Concepts ond Skills
hnporiant in Vonous Conlent Areos

. Observation and Evoluation of Stoff
. Oryonizationol Manogement Skills
Inshuchonal Leadership in General
Studerd Discipline
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imtendent can solve this problem by pro-
viding adeguate taning o prncipals or
by not promoting admimistiators (o the
postion o principal unul they have
demonstrated competency in cvaluating
classroom teachers and ie making
teacher observation-analysis a lngh pi-
ority.

Wihcther principals use a lorm of clin-
ical supervision, some sort of cheek hist,
or an evaluation format ol thewr own
mahmg, the critical issue in teacher
cvaluation is providmg teachers with
specilic, positive, and counstructive
feedback about their instruction that will
cause them 10 examme dicir teaching
and their students” learning.

Written feedback by itsell will npot
suflice and should be followed by dislog
between the teacher and principal about
the act of taching and leaining,.

Teachier evaluation cnables the prin-
cipal o make the comiection between
what 1escarch says is good instluction
and what is actually takwg place in the
classroom,

For instance, if the teacher ashs
probing questions, gives positive 1e-
infotcement to students, 1s tash-
oriented, and scts a aice tone Jor leam-
mg with a businesslike style, the
principal should recognize these produc-
tive aching behaviors by reintorcmg or
clarilying them,

1 these bebaviors are not evident, the
principal should note their absence and
help the teacher 1o understaml how they
can be used 1o enhance stdents” learn-
ing.

Principals whe do a good job of
evaluating teachers are vizible prnci-
pals. This visibnlity bolsters statl morale
and increases school spiiit.

7. Lacluate Posttive Keroforcomen
Among leachers and Studonts'

Lvery school needs a program o
recognzng eacher excellence, and o'
though tunds may not e available b
tancial iewards, the prncipal can s
do muchi o provide this needed 1ccogn

tion.

During the 1983-84 school year th
pemeapal -t Bear Creekh ihgh School v,
Denver, Colo,, imtiated o program
which teachers weie enee ed o e
ogze tellow teachers t gh whitte
“Teacher Commiendations. !

In nme months, teachers gave th
principal 250 writien commendations t
present to their dellow teachers St
denis were also invited 1o look o goo
teaching behaviors i then teachers an
then commend them by completing
*“leacher Tubute *° Dunng the las
year of the program, 500 tbutes were
given o teachers.

Praisig people i an honest, conciet
fastion cant be contagions, and giving
pranse can be as Tulliiling as recaving it
pariculaly when the reaptent thanks .
tellow teacher who took the time 1o give
the praise

The groundwork jor increasing stu
dent cecognmitior was lad ealy moth
sthool yeur when stall members agiee
(0 mahe one elephone call por week to.
parent ef a student who was excelling i
theis classes

One dicmistry teacher, intending L
mahe only one call lor the week, was s
pleased wath the positive teaction of th.

Tast parent he called that he weat on
-

1V Ray Crose, “Whot Makes an Fltccive
apal,’ Prancapal, Mach (981, g 19 22




dE 2y other parents duisng the st
vl ol the project.

five of the pinents hie called, in tum,
cie so clated with the teacher’s posi-
ve attitude that they called the princi-
o 10 commend the teacher for taking
W time 1o ginve them good news abont
e Childien,

More than 1,300 stmlent recopnition
dis weie nade by the stall dwing the
it yem of the projedt.

Advocate Clange Thiough School-
wle Proge nt

Studemt and teacher recognition proj-
tn. schoulwide cmphisis on hoe-
arh, cgula and Tiequent monitorng
1 stdent progress, quility ol academie
aning time on task, well-coondinated
ad entoreed policies e student atten-
anee, and discipline are examples of
wporlant issties o be addiessed within
school's stall development progian,
he principal’s responsibility is 1o woik
il stall menibers o assess needs and
Wi lo propase projects aimed al meet-
i the needs

But wuless the teachers are mide
ware of the problems husdering instiee-
antand sense the advantages ol a new
roject. they probably will not e sup-
artive Practically any isue, ranging
one stidents Lnhing 10 complete their
mneworh 1o linering halls sind class-
wits with trash, can be wrned into a
accessiul sclomlwide project. When
achers have evidence that o clange is
ceded, they will wsually support the
inused solution,

Q
ERIC
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Linpatient as they aay be to bang
about changes wathm the school, prnci-
pals shoubd tesist unpulsive changes un-
1l most statl members hiave becmne in-
volved in helping o determine il the
changes would be benelicial o the
school.

Involving the stafl in the change
process is eritical do gaod principal -stalf
relations and is also essendial 1o school-
based stafl development.

Fonr sequential steps should guide
principals in working with their stalf
members as they usher in change:
® Siep Oue: Raise Staff Awe: s

about importani issues and prob, -~
by cnconraging open discussion
among teachers based on stafl and
stdent smveys that speak to the con-
cans. Also ash teachers to investi-
gate the issues themselves and o dis-
cuss their observations with each
ather. Olten teachers do not reahize
thit their colleagues feel as strongly
about an issue as they do, and by
coopdinating stall comnumicitions,
the principal can loster a positive
st attinnde towind change.

When the teachers are well-
informed about issues and wnderstand
how others feel, they will he more
receptive 1o a proposal intended 1o
solve the problem

® Step Two. Elevate Staff Awareness 1o

a lughes level of concern by bringing

the stall together 1o eximine the ex-

tent 1o which they feel the problem
should he addiessed.

Il there s consensus among stall
members o if o substantial maponity
suppoits the need lor change, then a
plan ol action is needed fo solve the
problem.

. . ]

-

then suppoit for a change, the -
pal has only to woik with o small
oup of teachers m deling @ po-
pusal that the rall would probably
avcept, since they hid ahendy been
consulted and voiced tei suppoit lor
the change.

» Step Three: Meeting the Need
through 2n action plan and piving the
stal{ the vpportunity to eviliite wog-
ress v.ill only increase their suppois,
so fong as the principal is guided by
the stall's inpur and is willing to
mahe the necessiny revisions in order
for the project 1o succeed,

® Siep Four: The stall's success in any
new undertaking should not be taken
for gramted by the principal or the
stadl. The principal, therelore, should
Monuor and Report Progr ess to Staff
members so they can see if their in-
vestient is paymg oll.

This feedbach will encourage
teachers 1o madntain their suppont of
wotlthwhile projects which wiglht
olhicrwise die due to apathy. i the
project is not successtul, the principal
should propose revisions o aban-
donment in favor of another action
plan.

‘These sequential steps have been used
in many secondiny schools 1o establish
wrilten procedunes lor diseipline, atten-
dance, homework, school cleanup poj-
ects, as well as programs for equipping
students with matenals and study shalls.

I hrough this four-step chimge process
the stall members at these schools ie-
fined their teaching and management
shills, whicliin tusn had it posative elledt
on students’ leaming. tiproving cliss-
room imstiuction is the essence ol school
hased, onpoing stall developmest, awud

the actne leaderstap ol the prmapal 1>
cruceal.

Duting the last school year thiee sig-
nihicant changes were nrade e B
Ciceh Thgh Schonl’s academie leaming
chnate becanse the prncipal amd stall
members saw the need 1o give moe
recognition 1o students who excelled
acidemically.

The lour-step change process wab

uscd to bring about these changes.
. Bach quater, deputiments selected
outstanding students e every content
arcit. Photographs were displaye:l ol the
stidents, cestiheates of mend weie pre-
sented 1o them, and Jettens of com
mendation were sent to their paents

This projeet, hnown as U Scholastic
Achievers,”” helped 1o renew the interest
of stidents i academics; 250 students
received special recogmtion Last year as
Scholastic Achievers. ‘The project ae-
ceved an entlinsiastie endorscinent from
teachers and is now in s seeomd yea
2. No longer would the stndent carming
the highest grade point average avio
matically become valedictorian becise
resictions were placed on candidates
busteaed, only those complehng 10 -
Jdemie credhis, two years ol loreign lan-
guage, and two Advanced Placemen
courses would be endorsed a candidates
for valedictonan of the senion class

Upou sitislying these restictions, the
student with the highest geade pont
average would care the title of valedie-
toran. This change encomaged the wp
stimlents to tahe the moe rgotons
comses and added prestge ad equiy 1o
the valedictory awand, without resonting:
W a policy of werphted prades ™
1. Stadents prade level who

completed min of thice .u'.uén);
counses cichsemesion, alonp with 8w
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three clecuives, and carned a 4 O lor the
entue year were awinded an acadenne
medal.

Eighty-six students were awarded
acadenme medals at **Spinit Assembly’*
in which 1,900 ol thein lellow smdents
cheered these young scholars.

Recognition ol studeats’ academic
excellence has long been overdue in high
school, and this project was enthusi-
astically endmsed by teachers, parents,
and students and will prohably become o
hadution at our school.

Conclusiun

Smee A Nation at Risk was published
in 1983, mare than 30 1epoits and books

and a plethora ol articles have been pub-
lished onhe opie ol school excellence.
Principals minst tahe the rems ol leader-
slup and move lorward.

Eiest Boyer siid it best: **In schools
where sclievement was agh and whee
there was & clear sense of conunity,
we found, invariably, that the principal
made the dillerence."**?

Through the application of these cight
performance behaviors, principals can
strengthen their leadership and make
sigmficant contributions toward helping
students to achieve excellence in ther
learning.

-

(5 Boyer,p 219,

How To Disagree, Yet Be Agreeable

The art of public relations includes more than news releases and meetings with
community gioups, says Ronald Green, admunistiative intern at South Jr. Hign
School, Nampa, Idaho. Public relations also means hnnan relations.

Although most interactions with patents, teachers, and students are pleasant,
sometimes the admnistrator linds himself or herself disagreeing ‘To disagree withowt
being disagiceable, Gieen offers the following suggestions:

® Accept the other person’s feelings. 1t is of litle value to say, *“You shouldn't
feel that way."* ‘The person already has those feclings. Your tash is not nec-
essanly (o agree with those feelings but (o recognize and accept them,

® Accept the other person's ideas, By accepting the ideas, you are not necessarily
agreeing but leting the person know that you hear what he or she is sa, ing.

Repeat what yeu believe he or she is saying, and indicate that you will look into

itar get some other lacts or epinions. Most of the tme the attach ers Just want to

be head and are sanishicd by having a receptive, captive listener.

fd
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A Building Level Staff Development Model That

Catalyst for Change, East Texas

School Study Council.

Works

Burnis Hall, Jr.

Inrecent years, great strides have been made in
identify.uag characteristics of pedagodically
effective schools. Schools considered “effective”
share the following common elements: (1) high
staff expectations. (2) high morale, (3) a
considerable degree of control by the staff over
instructional and staff development decisions, (4)
support and leadership from the principal. (3)
clear goals for the school, and (6) a sense of order
in the school (Purkev & Smith, 1982). Although
much work has been done on describing the
common elements of effective schools. little
research is available as to the question. “*How are
schools to be made more effective™?

In the early 1980°s we have seen several efforts
w use staff development activities to improve
schools (e.g., Stallings, Robbins & Russell. in
progress). Because such prog:ams typicallyextend
Over two or three vears, the evajuations of those
activities are beginning to emerge in the literature
(Eubanksand Levine. 1983). At present, however.
there are very few such evaluations.

Regrettably, little research 1s available to <hed
light on the process of school improvement. While
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much discussed. littie 1s actually known about the
efficacy of building-level staff development
models. MacKenzie's (1983) review of research
for school improvement. asserts that *“the
question of what is important in school
effectiveness may now be less significant than the
question of what can be changed for the least cost
and the most results.” MacKenzie concludes that
the greatest contemporary need is for studies that
record the process of school improvement in
detail.

This article describes the experiences of two
schools in a period of three years in which they
participated in a school improvement project.
Both schools were highlv successful in raising their
lest scores. and both attributed these
improvements 1o the staff development program.
Anmportant outcome is that the process has been
Institutionalized in the dynamics of the schools.
Both school's improvement efforts are being
continued even through the physical presence of
the University and 1ts assistance has ended. Before
going into detail about each school, the school
improvement model will be descnbed.




THE SIX-STFP STAFF DEVELOPMENT
MODEL
TOR SCHOOL IMPROVEMENT

Historicr! Background

In 1981. the Coilege of Education at Wavne
Stae University (WSU) received a grant from the
State of Michigan to initiate a building-level star”
Jevelopment program that would comowne the
resources of the umiversity with those of local
scnoois to 2ncourage teacher-directed school
improvement.  Nineteen elementary  and
secondary  schools nstituted the Staff
Development for Schonl Improvement (SDSI)
Model in 1981. 11 others joined in {982. and six
more started in 1983. At the present time, 15
districts ace parucipating in the project. Each
school received approximately $3.000 dunng the
‘st vear. $1.500 durning the second year, and $500
in the final vear, all t0o be used for staff
development acuviues. In addition to funds, the
Umiversity provided each school with a facilitator
to guide the school through the six-step process.
Description of the Model

The six steps in the SDSI Modei are (1)
Readiness. Awareness, and Commitment, (2)
Needs  Assessment.  (3)  Planming, (4)
Imoplementation.  (5) Evaluation, and (6)
Reassessmenr and Continuation (Hough & Unck.
1981).
Step I. Readiness

To attain readiness, the facilitator meets with-

the pnncipal and the staff untl they understand
the purpose and the steps in the process.
Subsequently, questions are answered, and
concerns are addressed. Finally, ihe staff decides
by vote whether to participate in the process or
not. A vote of 70 percent of the staff was required
to begin a project in that building. If the staff voted
10 participate, a follow-up meeting was scheduled
10 move on (0 the next step.
Step II. Neeas Assessment

Step Two sought to establish a building needs
assessment. Dunng the Needs Assessment
Process, the facilitatcr leads the staff through (a)
diagnosis, (b) brainstorming, and (c) pnonuzing
activities to select school goals. After consensus 1s
obtamned on the one or two main goals. five or
more planning team members (hereafter referred
t0 as Building Level Team or BLT) are elected to
work on the school's SDSI plan for that vear.
Step III. Writing the Plan

The Third Step, Writing ke Plan. is
accomplished with extensive guidance from the
university facilitator and support from the
building principal. The plan includes (2) specific
objectives related to the goal. (b) activities to be
completed. (c) persons responsible for each

s:uvity, evaluauon plans for each objective. and
(d) the cost of each activity. The ymitial draft of the
plan was then discussed. modified. and approved
by the school staff. Finally, WSU project staff
members exam.ned the plans. modified them as
necessary, discussec them. and finally approved
them.
Step I'V. Implemen:ation

The Fourth Step. Implementatuor f'the Plan. is
executed and coordinated by a ouilding level team
made up of staff members. including the principal.
The staff development activities usually included
school visitations, workshops, classroom obser-
vauons, student reward systems, curnculum
development by commuttees, conferences, and
materials preparation.
Step V. Evaluati>n

The Fifth Step in the SDSI process is
Evaluation, where formative (including im-
plementation evalyation) and summative data
collected to monitor progress toward the school
goal.
Step VI. Reassessment and Ccatinuation

The final step, Reassessment and Continuation,
involved the facilitator and school staff in an
examination of accomplishments dunng the vear.
Following that, attention was given to what they
would like to focus on the following year — in
essence, a more precise needs assessment for year
two. In this step, one or two members of the
building level team are often replaced by newly
elected statf members to provide opportunity to
develop their leadership skills. Finally, a revised
or new pian is developed for the next year and
s:ibmitted to the statfand WSU for approval. The
following year begins with ti.c implenientation of
the new plan.

DOES THE MODEL WORK?

The evaluations of the first two years of the
SDSI precess found that 82% or more of the
teachersin each school observed im provementsin
knowledge.  skills.  communication. and
participation in decision making. The two most
commonly mentioned strengths of the program
were (a) intensive involvement and responsibility
for the planning of school acuvities. and (b)
improved staff morale. SDSI P ams were most
successful when (a) acuvities werz conducted
duing released-time. (b) when tliere were little
staff tumover, and (c) when there were active
distnict ond pnncipal support of the team's
leadership role.

CASE STUDIES

o
™M




SDSI at Holbrook Elementary School

At Holbrook School. a staff of 14 work with
approximately 270 Black. White. Albanian. and
Arab children. 95% of whom parucipate 1n the
government sponsored free lunch program. The
school serves a deteriorating urban neighborhood
where unemployment and single-parent families
are common.

After 85% of the staff voted to participate 1n the
project. a needs assessment was conducted by the
facilitator. The staff chose to review the reading
curriculum and investigate instructional methods
that would improve student achievement on the
Michigan Educational Assessment Test. With the
assistance of the university facilitator and the
building principal. the team wrote a proposal that
incorporated many of the ideas generated by the
staffl. The plan included three phases: (1) the
examinztion of the MEAP objectives and an
analysis of the reading curriculum, (?) learning
more effective teaching techniques and (3)
individually-designed  professional growth
activities.

The plan was implemented during the second
half of the first year and the entire second vear of
the project (1981-1982). Grade-level teams
wu.ked dunng released time to examine the test
format and objectives io Jetermine the exact
learnings necessary to accomplish (hem. Next. the
staff received copies of this infcrmation and
discussed the impiicaiions for classroom
practice.

Effective teaching tech.iiques were introduced
and practiced at monthly sessions after school.
Areas of concentration were teaching to the
objective, active participation, motivation.
pracuice. and retention. Each method was
practiced in the ciassrooms between sessions and
discussed at the next workshop.

The third part of the Holbrook School Plan was
to provide a small amount of money to be us:d for
teachers’ self-selected professional growth
activites, conferences, workshops, seminars. and
visitations. Requests to participate in such
activities were submitted to the building level
team, and teachers were asked to share their new
learnings and materials at regularly scheduled
meetings.

After examining evaluation data from each
activity, adjustments were made 1n the planned
activities. During assessment. the staff chose to
use the same three-phase plan to focus on
matiematics during the third and final year of the
project, 1983-84.

Holbrook School was one of 19 schools in the
State of Michigan to receive an honor for s
increased tes: scores. On the reading portion of the
MEAP Test, the percentage of students
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performing above the average rose from 72% n
1981 10 100% 1n 1983. As revealed in nterviews,
the staff felt that this increase :esulted directly
from the SDSI Project. not from other factors.
There were no new programs or staff members 1n
Holbrook school during the three vears of the
project nor were there significant changes 1n the
makeup of the student population. Other positive
outcomes included improved communication
among staff members, higher staff morale, and
greater :nterest in trying new teaching
techniques.

As a final benefit, the project created a sense of
staff ownership of the school and its programs.
Although the Wayne State University’s SDSI
project has ended, the faculty of Holbrook School
will continue to use the six-step model for school
improvement.

SDSI at Orchard Hills Elementary School

The staff of 22 at Orchard Hills School serve
approximately 525 students in a suburb outside of
Detroit. The school is clean, well maintained and
1s located in an all-white middle-class
neighborhood.

In spring, 1981. Orchard Hills was nominated
by the supenntendent to participate in SDSL.
Major communication problems existed between
the principal and the staff, and student
achievement was below the distnct average. After
the staff voted to participate in the six-step
process. the university tacilitator conducted a
needs assessment, resuliing in two main goals,
IMproving communication and developing trust
among school stafT.

Next, the building level team worked with the
facilitator to plan activities 10 meet this goal. Six
half-day workshops were conducted. covering
team building, staff development as a
problem-solving tool. orgamizational structure.
effective communication, and conflict resolution.
The staff evaluations indicated that these
acuvities had helped build a more cohesive,
mutually supportive staff, and helped the
principal improve his maanagement and
communication styles.

At the end of the first vear, it was decided to
spend the next two vears focusing on improving
teacher productivity and student performance on
the MEAP Test. To reach these goals. committees
were formed to (1) revise the school's mission
statement, (2) evaluate the multi-basal reading
approach currently used. (3) to learn about
workshops on effective instruction and teacher
exnectations, and (4) to examine the MEAP Test.
As a result of the committee work. four half-day
workshops were devoted to learming about
Teacher Expectations for Student Achievement
(TESA) and Madeline Hunter’s Principles of




Eifective Instruction. All statff members also
worked together to write and modify practice test
umes for the MEAP.

As a result of these activities. the following
stratagies were accepted by the staff and put into
acuon: (1) a new reading series was adopted.
ehminaung the multi-basal approach. (2! the
\indergarten program was revised. nd (3) a
~ooklet was created that included practice test
:ems and etfecuve instructional practices for
improving student achievernent.

'n June 1984. the Orchard Hills Elementary
¢nool received  the district’s “Quistanding
School” Award. The percentage c” students
achieving tie reading objectives on the MEAP
Test increased from 77.6% in 1980 to 97.5% in
1983. Although 1t is possible that other factors
accounted for this dramatic increase, it seems
unlikely. The school staff and community have
remained relatively stable over the past few years,
and no program changes have occurred other than
the SDSI activities.

The program resulted in benefits for the staff.
too. Because of the deliberate attempt 1o
discourage “chques” from taking over. a
committee, teachers who had never really known
cach other. were secn standing in the cormnidors
discussingcommiitee activitiesand meetings were
held in living rooms and kitchens. The old social
nteraction patterns were broken and greater
coilegiality was experienced.

[t is interesting to note that the Orchard Hills
Staff began the six-step process with a great deal
of reluctance. due to the communication barriers
inth ;school. After one year in the program, many
teachers were still resistant to the idea: for some of
themm the workshops on school climate had ot
vielded a tangible product that they could feel
proud of. When the staff began to work together on
instructiona! i1ssues, things began to fall into place.
After three vears, the teachers and principal
appear to be proud of the fact that they have made
a visible difference in student learning.

WHY DOES THIS MODEL '+ ORK?

The Wayne State Unive-sity’s 50SI Program is
based on the piemise that .assroom teachers can
address their needs best by identifying their own
priorit.es and planning collaborauvely to meet
those needs. The process. however, does not occur
In a vacuum.

The university acilitator also plays a crucial
role. He or she helps the staff honest'y conside-
school needs, consider the available opuons for
staff development activities io meet those r=eds.
develop a realisuic plan. and implement th plan
In a umely and intezrated manner. Where this
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assistance has aot been provided in a consistent

and compr =nt manner. the six-step process has

been less effective. This is truc especially at the
beginni '3; often the external assistance becomes .
less necessary as the resources for guiding the
process are developed within the school and
distact.

Another criticar feature of the SDSI Model. of
course. was the munev. Many teachers in the
project have said tnat thev have never been given
the respons.tility to cesign and implement
anvthing, let alone. the money 10 do it with! *We
believe you can do something important. Go for
it!" The most frequent comment teachers made
about SDSI is that it enabled them to be involved
in school decisions. This involvement was
welcomed like a breath of fresh air.

The biggest lesson we can learn from the SDSI
Program 1s that teachers caa te a powerful force
for school change when they aire allowed to take
part in rational problem-solving and responsible,
widely shared decision making. Boyer (1984" .as
concluded that one of the most powerful forces for
*he improvement of American education is the
development of teachers’ skills and feelings of
power and professionalism. Staff Development
for School Improvement offers a promising
process for developing greater excellence in

American schools. '
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Everyday Acts: Staff Development through
Informal Supervision

Barbara McEvoy

Principals often complain that their effectiveness and ability to
launch innovative curriculum or major staff development programs are
hampered by their daily routine. Although principals spend the bulk of
their day communicating with teachers, parents, and students, that
communication is fragmented (Martin and Willower, 1981). Ten-minute
conversations are the exception, two-minute exchanges the rule. This
digest describes how the brief, broken and spontaneous nature of prin-
cipals' communications can, in fact, be used as a subtle and effective
means to promote staff development.

What Is Informal Supervision?

Informal supervision is any supervision that takes place spontane-
ously, without connection to evaluation or announced observations and
conferences. Principale and must watchful teachers informally supervise
the halls as they walk from ~ 2 place to the next; as they scan classes
while walking past them; wh. . actively teaching; or while they sit at
their desks marking papers. In these situations there is not an announced
intent to ''find something wrong" or to "evaluate the situation,” but if
the principal or teacher sees something that deserves comment, good or
bad, that comment will be made immediately, spontaneously.

How Does Informal Supervision Relate
to Staff Development?

Principals, because of the nature of their pcsition and job require-
ments, can move freely in and out ¢f classrooms, walk i1n the halls and
lunchrooms, and talk informally with students and staff before, during,
and after schoel. .lthough principals are not formally supervising during
these casual inte actions, they are observing and acting on their obser-
vations, If their demeanor ic casual at these times, their presence is
noticed but not intimidating. The quick exchanges that occur in these
info~mal situations can convey concern, support, and suggestions for
improvement in a less threatening manner than would be possible during
formal meetings and conferences. Because teachers are not iikely to be
defensive during these informal exchanges, they are more open to sugges—
tions and more likely to listen and learn than they would be in formal
meetings in which they would feel the need to explain and defend. And
because of their brevity, these informal exchanges can be mcre frequent
and more pervasive than formal exchanges. 7 iformal tupervision can be
consciously used to subtly and effectively improve instruction.

63



How Does I: Work?

An extensive research study of principals showed that effect.ve
principals used their casual interactions with teachers to make sugges-
tions and ask questions that ultimately affectea ~he classroom behaviors
of the teachers (McEvoy, 1987). Principals who were consciously aware of
their techniques said they were "planting seeds' or "pulling" their
tzachers. Whether these informal supervisory cor.ients and suggestions
were used intuitively or consciously, analy:is of literally thousands of
principals' conversations and teachers' reports showed that the comments
and suggestions fell into six categories of interactions. Many were
personally aimed at specific teachers, many were initially aimed at groups
of teachers, but all were ultimately pursued at a personal level.

What Are the Specific Categories
of Interactions'

In subtle and not so subttle ways, the principals in the study
encouraged teacher development by:

e Informing teachers of professional opportunities:

Prircipals routinely passed on to teachers items of intarest
regarding local and state workshops that teachers might be
interested in attending, contests that their students might
participate in, lectures that were relevant to teachers, or
school interests and probiems.

® Disseminating professicnal and curriculum materials:

Principals duplicated and distributed arricles, handed out cur-
riculum materials, lent books to individual teachers, and set up
displays for their faculties in central locations. They followed
through with questions and mini-discussions of the materials they
distributed.

e Focusing staff attention on a specific theme:

Principals chose curriculum themes (writing across the curriculum,
problem solving, pleasure reading) and slogans ("Help them feel
good about themselves," '"Are there better ways?") that they
emphasized in their conversations, in-service activities. and
handouts. One principal had his teachers vote on a new theme

each year. Such focused emphasis promoted awareness and teacher
participation.

e Soliciting teachers' opinions:

Principals sought to locate and solve instructional problems in
their schools by questioning teachers about their classroom .

70
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activities, their feelings concerning school and classroom issues, and
their views of certain materials. Soliciting teacher opinion not

only encouraged the teachers to face and respond to problems and

gain confidence in their own ability to find solutions, it also gave

the principals useful feedback.

e Encouraging experimentation:

Principals askeu teachers to invite them in to observe the
"different and unique" lessons they attempted. Essentially they
asked the teachers to "show off." One principal excused his
teachers from formal evaluation when they worked on learning new
techniques or developed new units, but he was present and suppor-
tive during his teachers’ learning and experimenting processes.
Teachers were willing to move out of their ''ruts' because they
knew they could count on their principal's support and appeared
to enjoy the attention that experimentation brought them.

e Recognizing individual teachers' achievements:

Principals went beyond support and encouragement for teacher
experimentation by actually facilitating teacher exchanges and
publicly recognizing individual teacher's achievements. Teachers
gave workshops on what they were doing we'l; they were publicized

in school and local newspapers for their innovative projects; and
other teachers were given the oppo:stunity to observe their
classes.

Why Does It Work?

Research shows that much good and relevant curriculum development is
incremental in nature (Walker and Hirst, 1975). Research on teacher
change shows that change is a slow process that requires time and is
dependent on principal support (Sarason, 1982; Miller and Wolf, 1979).

In particular, coaching has been noted as ¢ crucial element in promoting
new and improved instructional techniques (Joyce and Showers, 1980).
These subtle and brief communication techniques permit principals to
maintain meaningful superviscry contact with teachers while performing
their everyday routine.

For More Information

"Staff Development Through Craching." (Theme Issue). Educational
Leadership 44 (1987).

Joyce, Bruce, and Beverly Showers. "Improving In-service Trainin_: The
Messages of Research." Educational Leadership 37 (1980):379-385.




McEvoy, Barbara. "Everyday Acts: How Principals Influence Development
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and Practice."” In A. Lieberman and L. Miller, eds., New Demands, New
Realities, New Perspectives. New York: Columbia University, Teacners'
College Press, 1979.

Sarason, Seymour. The Culture of the 3chool and the Problem of Change.
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®A Principal’s Role In
Supporting Teachers As
Statf Developers

By finding ways to encourage and support professional growth, one new
principal fostered an atmosphere of collegiality in which teachers took
increased responsibility for their own staff development.

CAROL A. SARABUN

ow does a new pnncipal preserve
H astaff’s sense of sausfaction in its

v ork while ac the same time en-
sunng that the schocl. 1ts programs. and its
teachers conninue to grow in posiave. pro-
ducuve ways? This was my concern two
vears ago when [ walked into Ne Leb-
anon School for the firsc ume — new to the
building, staff. and to the job of principal.
[1nherted a well-managed building with a
competent staff. Teachers sought to pre-
serve the school’s current orgamzauon.
whih they credited with creating a positive
climate 1n w hich children worked hard and
progressed reasonably. | wanted to nurture
this climate while encouraging continued
profzssional growth. Speciicaily. | sought
to develop norms of collegiality and ex-
penmeniauon so that teachers would be-

come thewr own staff devetopers \Litdle.
1981).

Curol A. Surabun s principal of New Lebanon
School tn the Greenwich Public Schools.
Greenwach. CT 06830.

Encourage Involvement

My firse goal was to ensure that teachers
in my school valued. sought out. and be-
came involved in staff development ac-
tivities. Because [ believe that a sense of
excitement and renewal is created when
teachers find time away from their every-
day responsibilities to actend workshops
and conferences. I began by encouraging
teachers to attend staff development ac-
nvines outside of the school system. Since
the Greenwich (CT) Public Schools have
an extensive well-structured. and highly
successful system-sponsored staff de-
velopment program. most staff members
already recognized the value of such ac-
aviaes. Thus. it was easy to encourage all
teachers to wach for appropnate oppor-
tunities outside of the system as well. |
hoped parucipation in these acuvinues
would not only expose tzachers to a vanety
of viewpoints and new ideas. but world
also present the chance for teachers to
share ideas with newly mec colleagues 1
shared nouces of workshops and con-

ferences with individuals for whom the
programs would be especially suitable be-
cause of interests or personal goals for the
year.

To convey the value I placed on attend-
ing professional activities. 1 modeled this
behavior myself. actively seeking appro-
priate workshops or conferences and shar-
ing irformation afterward with my staff. I
also made connections between the work-
shops and conferences and my own per-
sonal goals for the year and shared these
connecuons with the staff.

Financial support for teachers to attend
out-of-system activities was provided
by several sources. including the school
budget. various school system accounts.
and the teachers themselves.  arranged the
necessary released ume by hinng sub-
stitute teachers. encouraging teachers o
take classes for each other. teaching
classes myself. or bnnging 1n appropnare
system—level coordinators to work with
students.

To convey the value I
placed on attending
professional activities, I
modeled this behavior
myself.

Building Cullegialiiy
[ attempred to build collegiality in two
ways. First. [encouraged teachers to share
theirstaff development expenences duning
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23C7 racuity mesung. At first. teacners
used these sessions simply to wenaufy what
thev were doing or what statf development
>e»310ns they had anended. Occasionally.
ma-enats were quplicaced and shacest The
sessions have gradually grown more sub-
stanuve. with teachers regularly shanng
both tdeas and matenals. Some faculty
mezungs have be=n butlt on the resuits of
teacners” s.arf development expenences.
Dunng the past two vears. virtually every
starf member has anended out-of-system
programs and shared something with
others on the satf.

The second way I aempted to build
colleziality was through the formacion of a
staff development commuttee. Dunng that
firstvear. [ began to encourage teachers to
become involved in desigming seaff de-
velopment programs for the school. By
forming 1 starf development commuttee. [
hoped to allow representauve teachers to
gather regularly to share ideas and plan
starf development acuvities w0 be con-
duc:ed dunng early-release afternoons. To
accommodate the 1ncreasing list of topics
of interest. [ allocated some of our regular
faculty mestings for seaff development
purposes. By the end of the first vear. in
response (o starf suggestions. we agreed
thatall faculty meetings would be devoted
to staif development acuvities. Regular
business would be conducted thror zh
memos and daily bulleuns as much as
possbie.

Today. the staff development com-
mittez is the major force in planning build-
‘g dcavines. monutonng and suggesting
otner staff development Opportunities. and
allocaung building funds, A survev con-
ducted at the end of the school vear s used
to evaluate generaf feelings about evenrs
held that vear, and another survey at the
cezinming of the new school vear helps
selzct the focus for the next 10 months. [
usuaily take the responsibulity for planmung
e first faculty meeung each month to
be=d the starf infyrmed of current topics in
educaunn and other marters of importance
‘0 tne toeal searf.

In the past vear, we have held meetings
on suc» topics as parenuteacher con-
fereacing. teaching children to think
m-rhemaucally. cooperatve learning. ed-
uc.« on from the learming disabled child's
point of view. und an overview of the
curreat literature in education. The scatf

development commuttee estaohisies tne
topIcs of its meaungs at the beginning of
the vear. waile [ plun throughov the vear
10 response o0 current needs and interests.
In this manner. we have been able to botn
respond to topics which may anse sud-
denly. as weil as stay informed on broauer
issues of importance or concern to the
starf. school system. or education in
general.

The staff development
committee is the major
force in planning building
activities, monutoring and
suggesting other staff
development opportunities,
and allocaning building
funds.

Creating Support
for Experimentation

Another development growing out of
the teachers’ increasing commument 10
staff development was the emergence of
support groups for various teacher inter-
ests. The most notable of these was a
support group on cooperative learming.
Several staff members had been trane in
and were quite enthus:astic about cooper-
atve learning techniques. As I observea
thetr different approaches to using cocper-
auve learming in their classrooms. [ be-
came enthusiasuic about finding ways te
encourage them (o share expenences. My
initial suggestion that they observe each
other or use videotapes tg share classes
was not accepted.

Instead. the teachers formed a support
group which mert penodically for acuviues
chosen by members. These acuvities in-
ciuded reading aad discussion Zroups,
mesung with David Johnson (one of the
leading authors in the area of cooperative
learning). and shanng approaches to les-
sons. At the end of the vear. [ invite 1 the
group to 2 working dinner at my home to
discuss the goals they hoped to accemplish
in the next vear. One example of such a
goal was (o idenufy the soctal skills which
would be empbasized at exch grade level

—
—

N (he cooperatve learming groups so thae
teachers each vear could burld on what had
been taughe the vear berore.

In its secord vear, this support group
Lecame more cohesive as staff memoers
looked forward to shanng concemns and
1deas ac s regular meetings. The group
included in 1ts agenda a wider range of
statf development acuvines. most notably
2 senes of observation days dunng which
members observed each other and dis-
cussed what they saw. One staff member
agreed (o serve as group leader. and. under
her direction. the group has now ventured
more regularly into peer observation and
anucipates establishing peer coaching
partnerships.

The collegality developed in the the
support group has been professionally and
personally rewarding for the teachers as
they share ideas. talk over problems, and
take the nsk of explonng new areas of
professional involvement. Two other stp-
port groups are also evolving in our
schoal: one in which expenences based on
the Madeline Hunter stratezies are shared.
and another compnsed of teachers who
have received special training 1n science.

A recent example of teacher-immnarted
stati development is our current ex-
ploratton of integrated language arts.
"Vhen [ onginally sought reachers inter-
ested in the topic. 2 small group respon-
ded. This g oup met to decide how to learn

The ceachers formed a
support group which met
periodically for activities
chosen by members.

about integrared language arts and to pin-
pont anticipated needs in pursuing thi,
interest durng the upcoming vear. From
one of tneir suggestions — the need for a
resource peison n the building to provide
some support — grew adifferenuated seaf-
fing position 1n language arts. This post-
ton was proposed to the administraton.
funded. and 1s now being more fully de-
veloped with the help of the commuttee. It
will become vet another s:arf developrient
opportuntry for a teacher. Under the 'ead-
ersnip provided by the teacher who obrains
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the position. interested teachers will spend
a vear learning about integrated language
arts programs. planning staff development
acuvites n support of these efforts. and
desigming a pilot program to expenment
with some of their ideas.

Benefits of Increased Collegiality
and Willingness to Experiment
As teachers 1n my school have become
tncreasingly acuve in seeking. planning,
and artending staff developmentacuviues.
addional benetits have resulted. One re-
sult has been increased leadership oppor-
tunities. in addiuon to the differennated
statfing posiuon already described. In
spue of berng a smal} statf whose members
are often overburdened by the need to
serve on numerous school- and distnce-
level commitees. many individuals have
agreed to assume responsibility for leading
the school’s vanous efforts Although
some teachers at first were reluctant to
play this new role. many have assumed
committee or support group leadership
roles and felt they have grown with the
expenence. This increasing willingness to
take nsks was described by one teacher
who said. **You have gently guided me
110 ‘reaching” and “stretching” myself.™

A second result 1s a reducuon in iso-
lation among teachers. This change 1s
demonstrated 1n part by the number of
people who are setng joint goals. Each
vear. as part of the school system's ap-

praisal program. all staff members estab-
lish personal goals. In New Lebanon
School. people have formalized the:r
cfforts to learm more about or expeniment
with vanous aspects of teaching by joimng
together in partnerships and establishing
mutual goals.

Other posiuve results of our staff de-
velopment emphasis are more predictable.
Morale is descnibed by teachers as high.
pnmanly because they are shanng with
each other in professional ways. Indi-
viduals are more willing to take nisks by
trying new ideas and are more open in
sharing and analvzing failures and suc-
cesses. Partnerships are being created for

Many teachers assumed
committee or support group
leadership roles and felt
they grew from the
experience.

specitic needs and around the special 1n-
teicsts and strengths of individual statf
members. These partnerships have grown
in some instances t0 more formalized
teaming of teachers — for some. a new
experience Other staff members have dis-
coversd a larger teacher network. 1n-
cluding people from other buildings and
other systems. A broader understanding
exists of the school as a whole and the part

each grade level plays in the toml K-6
education of children And. most import-
antly. there 1s constantly grow:ng
expertise

Conclusion

When | amved as the new pnncipal.
existing conditions 1n my school allowed
our staff development programs to build
and expand as teachers’ involvement
grew. The willingness of the staff to try
1deas and examune the results open!y and
honestly. their previous good expenences
with staff development acuviues. and the
secunty and competence present among
the personnel in this building made the
climate conducive to much of what has
happened duning the past two years.

As the principal. | made decisions and
provided administrauve support to en-
courage teacher involvement 1n staff de-
velopment acuviues. to build collegiality.
and to create support for expenmentation.
The res.'ts have been sizmficant. Fur-
thermore, the sease of excitement and
pnde in the constant professional growth
of our statf has become a major incentive
toward a conunuing demand for staff de-
velopment acaviues. 3]
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The staff development program developed by
the Wheeling, Iilinois Consolidated Public School
District was founded on the tenets outlined by
Madeline Hunter* 1n her model for clinical
supervision. This program was designed to enable
school principals to become more effective in
developing and refining their teachers’ instruc-
nonal skills. Principals were trained to recognize
ind apply theories and techniques which research
has shown promote increased student learning.
They also were trained to analyze and diagnose
teaching, to plan and execute instructional confer-
ences with teachers whose teaching was observed
and to further suggest options which mught
augment future lessons.

The program arose out of a need recognized by
the superintendent and principals that the current
supervisory system lacked structure and solid
research-based content. In an effort to move from
simply rating and ranking teaching, the adminis-
tration set out to work toward cortinually im-
proving the quality of instruction. Implementa-
ton of the program occurred in stages. First, the
administrators were trained in each facet of the
Hunter model, then, in turn, instructed their
faculues through school inservice sessions. The
model inciuded elements pertinent to effective
teaching, such as motivation theory, reinforcem-
ent theory, retention theory, transfer theory,
effective lesson designing, diagnostic and pres-
criptive teaching, hemisphericity, and extending
students’ thinking to higher levels of complexity.
Also included for principals were elements perti-
nent to effective communication and conference
planning.

Admuinistrators attended 10 full-day inservice
sessions spaced out over a ten mornth period in

‘hich they received initial instrucions and had
vpportunities for practice in apply:ng the teaching
and conferencing skills they were learning. Next,
administrators continued to receive half-day
inservice sessions on a moithly basis. In addition,
they began practicing their new skills in their own
school buildings, as they observed teaching, and
in collegial peer group meetngs. They were able
to refine their skills as they received individual
feedback from peers and from the trainer on their
caching and analysis skills and on their conferen-
cing techniques.

Once principals were able to apply the theories
and techniques they learned in their own practice
teaching lessons, they began to (l) conduct
Inservice sessions for their faculty members on
these topics and (2) conduct instructional confer-
ences with individual teachers.

Two years into the project, a survey was
conducted which asked for principals’ perceptions
2f changes they had experienced in their knowl-

edge and skills related to mstructional su~ervi-

greatly increased their knowledge in every cate-
gory in which they had received training, particu-
larly in those areas related to planning an
instructional conference and giving specific teed-
back to a teacher during a conterence. Principals
also reported a great increase ia the frequency of
their involvement in instructional supervision
acuvities: (1) over 75% of principals observed
teaching much more often and conducted follow-
up instructional conferences with teachers after
such visits. (2) over 75% of principals conducted
inservice sessions for their faculties from 3 to 8
times a year (which was an increase from just 2
to 4 umes a year before .mplementations of the
model).

Teachers were also asked for their perceptions
of those interactions which took place between
them and their teaching. The majority (74%) of
teachers rated highly the extent to which their
conference discussions with their principals dealt
with effective teaching methods or strategies.
Further, the extent to which teachers acquired new
information from their principal about positive.
effective aspects of their teaching was noted by
77%. The majority (60%) of teachers viewed their

sion. Over 75% of the principals reported they had .

ences.

The study also explored the impact of the
program on the way principals viewed and
reported on a teachers’ total performance. Com-
parisons were made of teachers summative
evaluation reports written by principals both
before and after training had occurred. Those
reports written by the same principal on the same
teachers’ performance both Yefore and after the
principal received training were analyzed for
content. A district-developed cniterion for judging
instructional effectiveness was used as the stan-
dard for comparing the two sets of reports. This
criterion listed 21 elements in three categories:
classroom climate. instructional planning and
performance. and classroom management. [t was
found that 10 out of a possible 24 pre-training
ratings were significantly different from post-
training ratings. Principals noted (either being
used appropnately or inappropriately) more
elements of effective teaching on evaruations they
wrote after they had received training in the
Hunter model.

f the three categories of criteria. the greatest
differences occurred in the area of instructional

instructional conferences as worthwhile experi- .

planning and performance where three out of a .

possible six compansion scores were significant.
This data substantiates the report that principals
made wherein they viewed themselves as being
more skilled at recognizing elements of effective
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teaching. The instrucuion in the Hunter model had
arded them 1n most areas. parucularly in the
elements related to planning for teaching and in
executing the teaching act uself.

This study revealed that a comprehensive staff
development program mmtiated oy the adminis-
tratuion and suppornted by the board of education
can positively influence principals’ benavior 1n
instructional leadership. Principals who are confi-
dent in then abiluty to aid teachers in the
improvement of teaching and learning are posi-
tive educauonal leaders.
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The Best
Investment
You'll Ever
Make!

One investment always pays
off. It's our investment in
people. . .our human re-
sources. How do we make
that investment? Primavily
through education.

Our schools have helped us
develop the people who have
created a great nation. The
continued greatness of our
nation depends on an edu-
cated citizenry. If we are to
maintain a viable defense, a
sound economy and a compet-
itive position among the
nations of the world, we must
invest in education. In fact, if
we hope to maintain our free
and democratic society, high
quality education, available to
all, is essential.

The cost of educational
neglect is high. When we
shortchange our schools, we
pay later.. .and much more

:n lost productivity,
welfare, full jails, and
personal frustration. We
simply can’'t afford the cost of
educational neglect.

What we spend for the edu-
cation of our people is rot an
expense. It is a.1 investment.
It is the best investment you'll
ever make.

Public Education
, ---asound
mvestment in

A “ubic service announcement prepared by tne
AmeiLan AsS0C1N0N Of ScnOOL AGMInIStraIors

N SONDeration witn the
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Introduction

In very amall school districts it is difficule to find time
to iapledent iaservice programs for teachers because of the many
demands nade on their tinme.

For, example, in a small district high school with fewar
than twenty teachers {(t is atili necessary that all the sports
teans be coached, the plays directed, the clubs sponaored, and
the curriculus developed, Nearly all teachers 1in such schools
serve dual and triple roles. Many of these functions are
performad both during and after the regular school day and often
cn weekends,

As a result of this loadiag of staff, only =he imnediate and
pressing functions are properly performed. Consequently, gtaff
development and curriculunm development activities are often left
undone or done in a cur'sory fashion 1f th.ey are done at all, .

At the same time, the students of small rural schools
require quality educational services equal to or Letter thsn
those of nonrural students, -Delivery of qualicy programs ia the
rural setting also requires equal planning and implementation
effort.

The development of teachérs to meet the challenges of

providing good instruction is also equally important, if not more

important, becsuse of the need for rursl school teachers to be

generalists rather :hgn speclalists vithin each area tacght,
Due to time and financial constraints, inservice in many

rursl achools is also neglected or at best 1s a series of "one

ghot" day-long sessions with an inported expert with little or neo

follow-up to the seasion, These are generally acknowledged to not .
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be very effective for long-term results, wWell-planned and
izplemented inservice programs are difficult to provide because

of the time commitments of the staff.
The Alterrative Scheduling Concept

In seeking an answer to the problem of h&v to provide
quality staff development activities, the author considered
8 variety of approaches and decided to use an alternative
schedule., The use of an alternative schedule provided several
benefits:

1. Time for inservice activities on a regular basis at no
additional cost to school district,

2. Time for staff "necessarv" absences, such as for medical
or business appointments, providing for more teacher contact time
with students,

3. Time for staff development and curriculum development
meetings without intruding on activity or private time,

4. Time for student "necessary” absences, such as for

medical or business appointments resulting in less student
absences,

S. Increased family time for students.

Several of these benefits 40 not relate directly to staff
development, but they do relate to improvement of instructional
effectiveness and were perceived as additional reasons
implementing this progranm,

There vere also several disbenefits that were perceived as
part of the alternative scheduling concept: )

i, Most inservice activities would have to fit into a narrow

time frame of approximately two hours or extend into activity and
private %ime.

2. The inservize programs would occur during the least

productive time of the day, late aiternoon, after a nearly full
day of teaching.




J, Unless the released time wvas used produc:xveiy, staf¢
vould resent the fact that they did not have a ashorr work dey
also.

4, VWorking parents would need additional child care on early
disaissal days,

Severa! alternative schedules were studied, These included
the four-day week, the four and a half day .eek, and the pertia)
alternatlve schedule. Because most of the alternatives had
pr marily been designed fc. other purposes than for the prov’ jon
of staff development vime, the criteria for selection were also
different, As a result of the study of the various alternativaes,
it was decided to implement a short schedule one day cer wveek
vhich approximated, but did not e.act!y equal a four and one-half
day week.

The schedu'e for a typical werek appears as Appendix A. Noie
that it delivers the amount of instructional time normall)y .
delivered in 175 six hour days each year, by lerngthening four
days and shortening:one. In one dfatric: in which the author

vorked, the shortened day vas Thursday. 1In tvc others, the

shortened day was Fr. iay.
Selling the Proposa

In Wyoming, alternative schedules of any type were declarad
te be unlawful by district courts in 1983, 1In the 198$
legislative session ulternative schedules vere made legal
provided they vere adopted after tvs local hearings and approved
by the State Board of Education. Renewal of the program i3 to

occur only after an exrensive cvaluation of the program and

another local hearing, .
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In Montana, the other state in which the author implenented
alternative schedules, local board approval was all that was

‘ necessary. Even so, adoption was a lengthy process designed to
ensure public support.

The principal concerns of faculty, patrons, and Board
members obaserved by the author were the following:

1. Lengthening of an already long school day for students
vho ride buses long distances (up to forty-five miles each way).
Part of the reasor for adopting a modified four and one-half day
week was to allow for no change in current bus sched;less. This
negated this objec=ion to a longer school dsay.

2. Classroom schedules at the secondary level were changed
to meet the new sciedule and faculty members sometimes had
difficulty adjusting to the different times. This problem took
care of itself ~“tar about six weeks under a new schedule.

. 3. 18 drivers, most of whom had other ;employment, had
difficulty meeting their shurt-day z2fternoon schedules due to
other work commitments, This problem required adjustments on the
part of the ‘rivers,

4, erking parents had to errange for addit:ounal daycare
for their children. This was not a major problem in any of the
ccmmunities in which the schedule was adopted, but in one of the
Montara communities the lncal Future Homemakers of America
Chapter provided daycare for socme o. the children as a club
noney-making proje:t.

The proposal required the approval of all the vcrious
publics involved. These included the teaching and support staff,

the Loard, parents, and the students, Informational meetings




vere held with "brainstormi- " sessiorns to refine the zoncept te
weet the nesds of the local district. A Ba jOor crmponent wvas h.
the released time would be used by each of the various groups
involved in the school. This is the stage at vhich the inservice
Component was introdiced to staff, Care vas taken at this point
to see that staff was (nvolved in the needs assessaent and the
designing of the inservice progsam to mect mpeucified school

district goals and priorities,
Plarning the laaervice Program

Once the program vas approved, ioplementation and planoing
of the inservice activities wvas undertaken, The companion
presentation to this one, by Dr, Susan Clark, outlines the

processes followed in the district to ascertain needs :nd design

the prograns, . .

.

The Inservic: Frogram

A “wo-y=ar nrog:raam of innervice‘actIVities‘vaa set up. The
first year objective wvans to introduce the elg;enta of inscruction
through the Madeline Hunter model and proQ{do a series of short
teacher velfare and special topics presentations for follow-up
the second year. T 4 wgecond year program vas designed to
implezent the elemanta of inatruction, Teacher Expectations and
Studenz Achievement (TESA), and thinking skills techniques,

It waa a gonl of *he project o offer at least two inservicae

programs per month and to have all 8t ff members receive gt least

thirty clock hours of inrtruction during the yenr. The tine va.
&4
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also to be used for curriculum study and i1nstructional problen

solving, as well. The following listing shows scheduling for the
. first year of the project:

9/20 Orientation meeting
9/27 Tort Law for Teachers
10/11 Curriculum meeting - General Plsnning Session
10/18 Special Education referrals and legal requirements
10/25 Computers in the Classroom - Introduction
11/1 Word Processing in the Classroom
11/8 Writing Activities for the Classrnon
11/22 Time management for teachers and students
12/6 Approaches to school diccipline
12/13 Teaching special stud=nts in the classroom
1/10 Understsnding Wyoming School Finance
1/17 Elements of Instruction I
1/24 Elements of Instructien TI
1/31 Elements of Inszructicen III
2/7 Teacher made tests I
2/14 Teacher made tests II
2/21 Teacher made teasts III
2/28 Learning Styles
3/7 Child Abuse aand the School
3/14 Effective School. I
3/21 Effective Schools II
4/4 Modality Bazad Instruction (Barbe)
4/11 Curriculum Wrap-up Meeting
. 4/18 Evaluation and Planning for Next Year

Because not all staff were in. erested or needed to
participate in all but a fev mandatory secssions (e.g. Elements of
Ingtruction). nearly ail sessions were voluntary. However,
whenever a session was oveing offered teachers vzre required to be
in the building working and not away from the building., This
kept attendance at a high level, but allowad teachers to do other
work if they felt the inservice was not appropriate.

Several of the programs (e.g. the writing and computer
sessions) were introductory sessjons appropriate for all staff
and followed by extension courses offered through an area
community college or the University of Wyoming. Using the

session as a recruitment device ensured the ability to bring
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college credit programs to our caapus.

Nearly all the inservices vere conducted uasing local, .
inexpensive resources, or in the case of one or two, local
persons were sent froam the district to be trained and then
returned to train the other staff. The total cost for the eatire

prog.am was approximacely $2000, including the training,
Results and Conclusions

’The alternate schedule proved to be a qualified success as
an inservice deice., The district had set an informal goal of
thirty clock hours of inservice for each ataff member. This was
met by 672 of the staff. All the staff had at least 25 hours of
inservice training during the Friday sessions.

The staff felt that the program, while intended to be
introductory the first year, wvas too fragmented and that the .
series all pertainixg to one topic‘(E.g. Teacher Made Tests) vere
most effective, Taey opted to be 1nvolvea in impleaenting
effective schools concepts and in the TESA workshops in the
ensuing year. It was also decided t? offer cgpedit clasaes dur_ng
the inservic. sessions in acience activities :;d thinking skills.

The vere otﬁer benefits ;f the program. Student stteadance
improved slightly, from 95.7% to 96.3%, but time lost due to
activity travel vas reduced from 706 student day equivalents
(SDE) tu 559 SDE. Teacher attendance also improved from 97.5% to
98.8% with a 25% reduction in lost activity days.

The major disbenefit of the program vas that a large nuaber
of staff membera also wanted the time off even though their wo
day wvas not lengthened Monauy through Thursday. Parents wvar: ‘

&6
q




overvhelmingly favoratle to the program, with the only complaints
being related rto daycare,

Aa a result of the evaluation of the project arnd the support
of the statf and patrons. the progran vas approved for an
additional two years by the local Board and the Wyoming Board of

Education.
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APPENDIX A

Trpical Weekly Schedule .
Monday 8:15-12:00 12:45-3:30 6:30
Tuesday 8:15-12:00 12:45-3:30 6:130
Vednesday 8:15-12:00 12:45-3:30 6:30
Thurszday 8:15-12:00 12:45-3:30 6:30
Friday 8:15-12:00 12:45-1:40 4:30
Total 39:30

6.9
GC
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SECTION 5

STAFF DEVELOPMENT THROUGH
COLLABORATIONS AND PARTNERSHIPS
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Networks

Forthe iast several years, a group of admunstrators and teachers
from northern Vermont has been focusing on school improvement
Effectve schools hterature and their own experiences led ths core
group to biald an mformal netivork for the gve and take of mformation
They beheved that by sharing hioman and fincncial resonrces,
especially for staff development, all would benefit. They s this
sharing as a way to improve education for all students m then
schools.

Thus informal netivork beccme knoron as the Northwest Outcomes-
Based Netiwork Mentber: of the netivork share a set of conmon
behefs regarding the Mastery Learmng model of ins!ruction and
outcomes-based instructional design. As the core group of
educationaileaders grew enthusiastic m theirr commutment to the
approach, they encouraged others to learn about it. Teachers and
admumstrators talked over beliefs, shared research, and 1:sited
Johnson City, New York, to see the design i action. School board
members, teacher amers, and researchers grew merested and
supportive. School boards took time to consider the behef system
of outcomes-based education, and some adopted 1t as pohcy
Teachers, charged wuh a belef that all students can learr what 1we
teach them, started to change classioom practices accordmng 1o then
needs and mclnations. Curricula were scrutimzed to deter yune
1what was absolutely necessary for advancement to the noxt grade, 1what
was appropnate enrchment for those who mastered objectives

Staff development 1was remtahzed as facu'nes grappled 1with challenges
posed by the equality of opportumty for all students Teachers and
admuoustrators jomntly planned and delwered professional develap-
meat expenences and opporiunities designed to encourage nmple-
mentation of outcomes-based educational practices. Admnmstrators
met frequently to share prog-ess and problems and to orgamze
jomt staff development expenences for ther weachers and them-
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Networks

For the last several years, a group of administrators and teachers
from northern Vermont has been focusing on school improvement.
Effectwve schools literature and their own experiences led this core

group to build an informal network for the give and take of information.

They believed that by sharing human and financial resources,
especially for staff development, all would benefit. They sav this
sharing as a way to improve education for all students in their
schools.

This iformal network became kno. n as the Northwest Outcomes-
Based Network. Members of the network share a set of common
beliefs regarding the Mastery Learning model of mstruction and
outcomes-based instructional design. As the core group of
educational leaders grer enthusiastic in their comnutment to the
9proach, they encouraged others to learn about it. Teachers and
administrators talked over beliefs, shared research, and visited
Johnson City, New York, to see the design in acticn. School board
members, teacher trainers, and researchers grew interested and
supportive. School boards took time to consider the belief system
of outcomes-based education, and some adopted it as policy.
Teachers, charged with a belief that all students can learn what we
teach them, started to change classroom practices according to their
needs and inclinations. Curricula were scrutinizea to determine
what was absolutely necessary for advancement to the next grade, what
was appropriate enrichment for those who mastered objactives.

Staff development was revitahzed as faculties grappled wnth challenges
posed by the equality of opportunity for all students. Teachers and
administrators jointly planned and de.ivered professional develop-
ment expenences and opportunities designed to éncourage imple-
mentation of outcomes-based rducational practices. Admutistrators
me! frequently to share progress and problers and to organize

jnml“ development experiences for their teachers and theni-
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selves. Many teachers participated as speakers, panel members,
and facilitators at joint inservice days for netwerk schools. They
talked shop wnth colleagues. Teachers coached teachers, shared
lesson plans, visiied each other’s classroomts, discussed and
probleni-solved in their efforts to imnleri:ont the new practices
(Denny ¢ Hood, 1986).

As the above portrayal illustrates, a network is a professional com-
munity that is organized around a common theme or purpose. R:ghard
Haight defines a network as “a pattern of inter~ction. . .charactenzed
by information exchange, usually leading to otner human interactions.”
Network members have something in common and communicate about
it (in McConkey & Crandall, 1985, p. 30). Hedin's {1984) research on
networks suggests that successful networks have members who are
committed to a new idea or philosophy and who feel commitment and
loyaity to each other. A sense of .quality and generosity developsr mani-
festing itself in .he sharing of personal and professional support given
voluiiarily. Members demonstrate spontaneity, flexibility, and informality
in cheir contacts with other network members. An atmosphere of open-
ness and sharing helps members to see each other as fellow problem
solvers from whom they are willing to ask for help.

Underlying Assumptions

Meanmgful improvement in educational programs occurs best when
members of an educational community share conimon behefs and werk
together as equals toward common goals.

A networking approach fosters the development of a professional com-
munity, developing norms of collegiality, continuous improvement, al}d
experimentation. Common interests, experiences, and frequent interaction
result in the development of a common language that encourages fre-
quent communication about improvement—shop talk. T.eachers.arc no
longer isolated in their classrooms struggling alone with instructional
decisions and problems. Active network members have access to a variety
of opportunities for peer support in their efforts to experiment with the
new ideas and practices that focus their professional community.

A networking approach builds the capacity of its members to ulentify
and solve their own problems.

Shared training and foilow-up activitics increase the knowledge pool
within the network. Network members become engaged with the Inguage
and practice of a particular approach. As they grapple with therr
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growing understanding, reflect anc discuss their experimentation and
implementation, they begin to take on educational leadership roles
themsel 'es. They participate in coaching and training one another. They
may deliver workshops or write newsletter articles in which they share
their learnings and successes. With every success and its recognition,
their professionalism is heightened. They continue to grapple with
improvements and implementation of the new practices, but with an
increasing sense of efficacy and confidence in their individual and collec-
tive ability to identify and solve their own problems and eff. ct improve-
mients that work within their contexr.

What They Look Like in Practice

Networks may emerge spontaneously, or they may be more consciously
created by one or two people. Hedin (1984) describes spontanenus net-
work formation as beginning with isolated innovators, change agents,
problem solvers who discover their shared interests and concerns usually
through contact at meetings or conferences. Eventually, they say “Why
don’t we have a meeting?” They form an informal network, coordinated
by one or two organizers. They develop some sort of name for them-
selves, clarify their purpose, designate facilitators, and arrangc .0 have
meetings with some regularity.

McConkey and Crandall (1984) describe the stages for more conscious
creation of a network as

1. the group determines a purpose;

2. they determine who might be contacted to hel p achieve that
purpose;

3. they make contact with others around the determined purpose; and

4. they recontact one another.

However networks are formed, once formed they are based on inter-
actions—exchanging information and providing moral/professional sup-
port. A common language and body of practices emerge as network
members continue to share their experiences and prokt’em-solve their
implementation attempts. Members engage in frequent formal and

{ 9 informal communication regarding their learnings, problems, and
uccesses. :

o A hallmark of a successful professio. al development network is the pro-
ERIC vision of a variety of ways to encourage information sharing, collegial
|
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problem solving, and recogmtion of progress and succzss toward networ
goals. Networks might include any or all of the following supportive

activities:
* a collaborative calendar, emphasizing joint inservice days
* a newsletter about accomplisnments and coming events

* classroom exchanges and visitation among network members

&

discussion groups that provide opportunities for problem sharing
and solution finding for members

frequent sharing of materials to further the application of the new
practices, e.g., units, books, articles, videos.

Conditions Necessary for Success

McConkey and Crandall (1984) suggest a set of five essentials for
effective networks:

1. Keeping a focus: Members should be wary of losing sight of the
purpose for the network. New interests and more complex rela-

tionships may emerge through networking, but as the principal

intent of its formation becomes less clear, the greater the chance
. ’

the network will cease to meet its members’ needs.

2. Staying in touch: A network 1s not a network without communica
tion. Members should make it a point to touch base every few
weeks or months with other members.

3. Keeping it small: A network needs to be‘smail in orcer to encourag,
frequent communication. Even very active networkers are more
sirccessful within multiple, smrall, focused networks than within
single, giant ones. Networks may overlap, but each should be
“bitesized and workable.”

4. Keeping it simple and cheap: The strength, endurance, and effec-
tiveness of a network is often Jlirectly related to its lack of
complexity and the low cost of active parucipation.

5. Recipyrocating: Networkers need to be able to count on each other.
A luck of commitment and loyalty, as well as a lack of frcquenf
communication, will result in dissolution of the network. Hedin
(1984) expands on the importance of reciprocaung. Shadenufies

e e
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the following critical conditions for successful networking:
® a commitment to the purpose
¢ a commitment to each other

® a sense of openness and caring

* information never used at the expense of another network member

¢ personal and psychological support
® voluntary participation

® equal treatment for everyone.

Benefits

Networking expands the boundaries of its n. smbers and reduces
isolation from peers. Networking results in increased communication
among/between levels of the system. Internal and external team building
are encouraged. Opportunities are provided for access to each other’s
experience and to authoritative practical knowledge. It lso provides
opportunities for the sharing of ideas on classroom and curriculum
practice.

Network training and information sharing activities create an expanded
pool of knowledgeable and skilled people who have confiderce in their
knowledge base, encouraging the development of a common language
aqd continued growth in practice. Norms of professionalism and collegi-
ality are supported. Active network participants experience a greater
sense of efficacy. As local human resources are developed, so is the local
capacity for identification ard resolution of local problems and needs.

Lastly, networking provides opportunities for recognition of progress
toward school improvement goals and for celebration of individual
accomplishments that further the vision and direction of network
members.

Commentary

Networks, by their nature, are informal structures whose members vary

the extent and intensity of their participation as they please. This has '

X both advantages and disadvantages from the point of view of the overall

Y _affdeve ent program. The advantages include the availability of a
f resources from a large number of sources. This serves the

Qn 11<

needs of proactive teachers, particularly ones with specific, well-defmed
needs and a good sense of what could meet those needs. However, while
networks surround the individual with possible resources, they work less
well for passive people—ones who are less clear of their needs and what
will help them. Even in a highly supportive network, less articulate
members are less likely to benefit. However, a network that has some
proactive components, such as inservice offerings and topical events, or
one that is part of an overall inservice program that includes more active,
engaging approaches, has the potential for meeting a wide range of pro-
fessional development needs.

Related to this issue is the need for some <trong glue for a network—
some one or some organization that takes a leadership and management
role in keeping the connections alive and feeding them with new knowl-
edge, information, and opportunities. While people often picture
networks as creating invisible bonds between individuals that are
activated only when someone needs something, those needs can be stim-
ulated and activity and energy generated quite beneficially. However, that
has to be a role somebody plays on purpose, or the potential of a network
may never be realized. In fact, it is essential if the people, the knowledge,
and the experiences that reside in network members are to be taken full
advantage of.
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Partnerships

A partnership is ke a marriage in which each partner complements '
the other in achieving what neither can achieve alone. In a partner-
ship as in a marriage, there are mutual rights and responsibilities
depending on each party's willingness to collaborate and to give up
a measure of independence. . . . They enter into a formal agreement
to engage in activity together—in other words, to get married
There is no need for them to get married if either one of them has
the whole ball game, but since neither of them does, they need to
collavorate (Goodlad, 1986).

The most startling thing about partnerships for teacher development is
how varied they are. These variations are quite evident in the following
examples, some of them school/university partnerships, and others,
school/business partnerships.

The University of Vermont has joined with schools to support staff
development through the formation of school improvement collabora-
tives. In the collaboratives, participants can earn master’s degrees
through course work directly tied to local school improvement projects. ‘
University personnel assist school personnel in identifying their needs,
developing a common vision for school improvement, and developing
the programs and skills necessaty to carry out that vision. Teachers and
administrators take courses and attend training institutes, most of which
are offered at the school. All courses “arry with them projects that are
directly relaced to previously identified school improveinent directions
and development goals. Technical assistance services for fine-tuming and
integrating locally designed improvement projects are made available as
nceded. 1" 1chers who have completed research and/or other technical
courses otten become consultants and trainers in their own oz neighbor-
g districts (Clark & Hood, 1986).

E MC The University of Alabama and the Regional Consortium for Professional l

Development (made up of 12 adinining school distriets) have inined in

partnership that provides in-aepth, voluntary weekend workshops in
which teachers can choose their courses and earn graduate credits. Based
upon an annual needs assessment, approximately 20 topics are offered
at any given time. The workshops are held at central locations through-
out the region. The university pays for the cost of conducting the
workshops, while teachers pay reguiar tustion or workshop fees (Condra,
1986).

School/ universi’ ; partnerships in 14 states have formed the National
Network for Educational Renewal, an effort led by John Goodlad. The
partnerships are tackling various aspects of school reform, many of
which invo.ve the professional development of teachers, such as new
roles for teachers in schools and developing curricular responses for
students at risk of failure (Olson, 1987).

During the summer of 1985, §5 Cleveland public school and college
teachers improved their teaching skills in science and mathematics anc
increased their awareness of business and technical occupations through
hands-cn experiences coordinated by Cleveland’s Teacher Internship
Program. A junior highschool math teacher, for example, earned a stipenc
as an intern with an aerospace and automotive conglomerate, while she
learned to use a computer to perform financial and tax system functions

(Gold, 1987).

The Lawrence (MA) School Industry Project experimented with a creativc
experiential approach to staff development, providing opportunities for
teachers to try out new roles such as colearner in the classroom, student
advisor, and industry-education liaison. This j.int project trained high schoo
students to use a basic statistical charting technique for improving
quality and productivity in business and industry and developed a corps
of teachers with the knowledge and skills necessary to integrate quality/
productivity theory into classroom curricula. Teachers and high school
students were first instructed together by the business trainers. Their co-
training was followed by high school student placement at :he business
site, where they practiced and applied the techniques under the guidance
of a business-mentor. Teachers made site visits and served as industry
liaisons and student advisors throughout the training program (Murray,

1984). Sq

The St. Louis Park (MN) Schools and Honeywell Industrics established
a partnership in which school and business personnel exchanged a
variety of professional development resources. They formed a team to
develop and conduct career development training sessions for industry
personnel. Honevwell invited schoal administrators to participate in a
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three-day management seminar and offered two seminars on creative problem
solving designed specifically for school administrators, community
education coordinators, staff specialists, and administrative s_cretarses,
Also, they made available on an as-needed basis their Corporate Conference
Center for off-site school meetings and seminars (Erickson & Bengston,
1984).

As these cxamples suggest, the range of professional development topics,
directions, and specifir. activities that may be supported by partnerships
is infinite. Partnerships are meeting many rieeds and are ideally suited to
providing effective professional development opportunities for teachers.
Teachers are gaining access to new professional perspectives, experi-
ences in and with other institutions, and additional resources for profes-
sional development. Colleges and universities are gaining new clients,
assistance in program modifications, and new clinical settings and teaching
staff. Businesses have the opportunity to influence the quality and effec-
tiveness of the institutions supplying workers, maintain community
health, and gain access to educational resources for use in their own
programs. '

Underlying Assumptions
Quality education 1s a community responsibility.

Partaerships for professional development are based on the assumption
that the quality and effectiveness of our educational system is the respon-
sibility of the entire community, not just the schools. School adiinistra-
tors, teachers, and university professors are discovering an identity as
members of a shared profession and are building a shared vision within
an entire community about what constitutes educational excellence.
Business and the private sector are recognizing the importance of public
education in preparing young people to be good citizens, to be economi-
cally independent, and to live fulfilling lives. All are discovering that
they have important goals in common and that many of the problems of
young people must be addressed by ail members of a community.

Partners are equal.

Partnerships, to be effective, must truly be a two-way exchange of
resources and knowledge. Partners have equal but different roles to play.
Their joint efforts are based on a mutual belief that each has son.ething
to share and each can make important contributions to the effort.

100

Partnerships assume that a primary goal is mutual satisfaction of sclf-
interest for each partner. Partners are, to some degree, dissimilar. Each
partner has an important need or interest that is met by the partnership.
Yet, in successful partnerships, each partner is selfless enough to assure
that other partnerr are able to satisfy their self-interests as well. By
contrast, unsuccersful partnerships tend to be characterized by too great
or too little simila. ity, little overlap of interests, and unwillingness to
change behavior or give up ground. As noted in our opening quote, suc-
cessful partnership is in large measure symbiotic, like marriage. It unites
partners rather intimately in mutually beneficial relationships (Goodlad,
1986).

What They Look Like in Practice

Partnerships for professional development may serve almost any purpose
and include any number of activities desired by the partners involved.
Rather than attempt to describe the infinite variety of specific partnership
projects, this section focuses on an interesting dimension in which
partnerships a7pear to vary their scope and ir.tensity with some
illustrations of each.

In looking across a wide array of partnerships, it is possible to differ-
entiate them into three clusters: those based on support for each parner;
those based on cooperation between partners; and those based on ¢ ol-
laboration (Zacchei & Mirman, 1986). There are two ways of viewing
these different clusters. Just as Rome was not built in a day, neither do
partnerships spring into full-blown collaborations overnight. Thus it
happens that many partnerships develop from fairly minimal relation-
ships between partners to much more robust ones. They pass throug
developmental stages of incieasingly miore involved and demanding
degrees of commitment. From this viewpoint, the three clusterings—
support, cooperation, collaboration--can characterize where a single
partnership is in its develcpment.

From unother point of view, some partnerships never intend to be more
than support between partners, and others work on cooperative
activities, with no plan for extensive collabozation. There is no develop-
ment from one kind of partnership to another. Whatever the point of
view, the three kinds of partnerships appear to be quite distinct one
from another, varying ia what partners attempt to accomplish for them-
selves, their commitment of resources, involvement ot ersonnel, and
range of specific activities. Each kind varies in wha' are set, which
activities are planned, who does what, as well as th. Wiesses orﬂll
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munication, decision making and implementation. In addition. the kinds
of professional development opportunities they offer teachers vary.

When a partnership is based on support, activities often involve short-
term, single events. The basic objective is to establish better ties, to open
communications, and to create 5ome awareness of each other. Partners
often plan activities that have a low level of risk, commitment, and
coordination requirements. Examples of such partnerships include busi-
nesses allowing school administrators to attend their management
training sessions; universities granting graduate credit for district-run
inservices; 2nd businesses assisting a school to conduct an annual com-
munitywide event.

While many relationships never intend to go beyond providing mutual
support, often it represents a natural starting place for more intensive
partnerships. A pool of “supportive contacts” develops, from which <an-
didates for further involvement are identified. A dialogue is begun that
can result in discovery of shared problems or goals important to both
partners. In time, a mutual vision and working style may be established.
Successfully executing small-scale activities often generates enthusiasm,
increases momentum, and solidifies commitments, all leading to more
extensive relationships.

Partnerships based on cooperation are characterized by greater degrees of
involvement, commitment, and mutuality. Partners focus on accom-
plishing tasks with significant input from all. It is not unusual for part-
ners in these kinds of relationships to be somewhat unequal. For
example, a school may find itself on the receiving end of some community
relations, marketing, or experimentral project of business or college.
Cooperation typically involves a small core of p ple serving as a man-
agement structure for identifying areas of mutual interest and planning
activities. Partners contribute more staff time than in support relationships,
thus requiring greater approval and commitment from upper manage-
raent. While there are mutual efforts and shared understanding of need,
activities are still relatively short-term in scope, with moderate and
uncqual lev:ls of resource commitment. The earlier descriptions of the
Cleveland a :d Lawrence projects may be examples of this kind of
partnership. ’

Collaborativ~ partnerships are symbiotic relationships in which partners
@ re not simply representatives from distinct organizations. They operate

E MC‘ equals, creating a group or wurking unit that functions across orga-
ez lizatiotal boundaries. While partners retain their self-interest, they are

) s Von + amermmmmnad inine and K gren yl.’-r‘r‘,' rinmes fana tnem

l Part

program activities, policies, and procedures. A full-fledged collaborative
partnership is an established entity with a legitimate mission, a solid
structure, and a definable program. Members and activities may change,
but the partnership structure and direction remains. The partnership is a
stable component of the professional development program within the |
school or district. Objectives ard activities allow full participation and
reciprocation of each partner. Over time, partners inay broaden the
scope of their activities, expanding programs and involving other organi-
zations. The Vermont project and raany of the partnerships in the National
Network for Educational Renewal are examples of such ongoing
commitment and collaboration. (For a more detailed description of this
partnership model, see Zacchei and Mirman, 1986.)

Conditiors Necessary for Success

Realistic Expectations. Partners need to have realistic expectations about
what kind of relationship they want to have, how long it will take to
develop, and what is required to be successful. They need to recognize
that it is natural for partnerships to evolve from supportive but short-
term and episodic interactions to longer-term programs requirirg signifi-
cani commitments. Initially, short-term activities rather than long-range
goals propel the partnership. Larger, superordinate goals for collabora-
tion become clearer after people have worked together a while. Partners
must develop a history of shared experic.ices that, over time, build the
trust and respect necessary for the high levels of involvement and com-
mitment required by full collaboration.

Involvement. Partners must feel an equal stake in the success of the joint
venture, and they must be invested in quality staff development. Levels

of participation must be at a depth that all participants feel an ownership
of the collaborative program. There must be a loss of terntoriaiity and a
inutual investment in the benefits that the collaborative program represents.

Successful collaborative partnerships need to identify and structure
opportunities for joint exploration and planning. Each person’s role and
expectations should be clarified, especially those that require significant
investment of time and cnergy. Partners must assume responsibility for
follow-up steps to assure that programs become more than short-term,
serving small groups of students or being supported by temporary
funding. To stay interested and committed, partners must see significant
results, some important benefits of being involved. When they do sce
results, they take credit as a team and publicize the process and products
of their joint efforts. §




Contunang to Learn

Commitment. A high level of commitment from each partner is necessary
to enable a partnership to be truly collaborative. Commitment involves
significant allotments of time and energy. People often underestimate the
amount of energy it takes to wo.k with other people, especially in activities
as complex as professional development. Thus, thers must be adminis-
trative support for the collaborators. If the school and its teachers are to
be more than the passive receivers of someone else’s professional devel-
opment program, then school personnel must commit significant time
anc‘i energy to planning, delivering, and following up on the joint
training activities.

Deep commitment to a collaborative venture grows from the trust tha:
develops over time among partners. Trust leads to a willingness to risk
the commitment of significant resources and energy. Trust develops
when collaborative programs operate within the spirit of collaboration,
rather than just within the mechanical arrangements of a plan and

a program,

Leadership. Partnerships do not form, nor do they thrive, without strong,
visionary leadership. Because partnerships often feel above and beyond
the call of duty to participants who already have a full worklife, the
motivating force of a leader (or leaders) is vital. Beyond motivation,
though, good leadership keeps activities moving, coordinating people,
timelines, and tasks so that everyone knows what is happening and
benefits are visible.

Benefits

The benefits of parterships are infinite, depending on the specific
efforts that are undertaken. No matter what the goals, partnerships with
businesses and institutions of higher education caa build local capacity for
school improvement. Partnerships can provide the opportunity to pool
resources and can bring in additional resources for comprehensive and
relevant staff development. Partnerships can encourage teachers to try on
new perspectives, protecting them from becoming too insular and from
depending solely on other educators for new techniques and training.
Partrerships for staff development can keep teachers in touch with a
br()a(‘]er knowledge base and the realities of our society. All parties are
enricned by the opportunity to become more familiar with the culture
and ways of doing things in different organizations.
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Commentary

The current wave of reform and heightened communitywide interest in the
quality of education provides us with a friendly climate for establishing
partnerships for staff development. Now is an ideal time to explore and
develop them. Yet there are some important considerations that need
thought before and during the establishment of a partnership and some
pitfalls -0 avoid.

As noted above, any kind of collaboration takes time and attention, far
more than anyone expects at the inception. This includes duration (i.e.,
the timeline will be longer), as well as time-on-task (1.e., each activity,
such as a planning session, will take longer). This is due to a number of
things: it takes time for trust to build; 0 learn to speak a common
language; to understand the world view of people whose daily lives,
including demands and activities, are far different from one’s own. Being
realistic about time demands is critical to establishing a workable part-
nership. It probably is a useful rule of thumb to double the time one
would expect the planning and execution of activities to take, rather
than underestimate and regret it later.

Another consideration is in choosing what to do in a partnership. Clearly,
it is often easier and more appropriate to do things unilaterally than in
concert with others. Thus, it is important to identify what activities can
best be accomplished through partnering, rather than jumping at the
first good idea. For example, collaborating with a university to provide
graduate courses to teachers may not be a good :dea if teachers don’t
need graduate credits and there are excellent in-district trainers avail-
able. Likcwise, placing a teacher intern with a local industry just because
the offer was made and the placement seemed remotely connected to the
teacher’s specialty may not be 4 ;,00d a use of teacher time as some
other kind of in-district opportunity. It is better to look for ways to solve
persistent problems or extend current directions through partnerships
than jump at the first, often easy, opportunity to collaborate.

Finally, although it seeins selfish, each partner needs to be clear that
they are getting something out of a partnership. Like the marriage
Goodlad talked about in our beginning quote, a relationship where one
party just gives and doesn’t receive can get old quickly, even if the nutial
giving was highly rewarding. Because they are hard work to keep alive
and weli, partnerships have to be in the self-interest of both partics, and
that self-interest and its achicvement need to be reflected on periodically
to ensure continued commitment.
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INTRODUCTION

The geve!opment of pactnersnip activities petveen the hignher egucalion
Ang public school community has received increasing interest angd empnasis
over tne past five years. Thls intercependence be.ween unlversit|es ang
thzir colleagues In the public school sector has received recognition as a
valuable activity that would lead to the enhancement of egucational eéfcr:s
in both s2ctors. From our perspective, developing partnerships i1n a rural
area has been profitable in developing new programs, erhancing faculty
sklils, and increasing community invoivement. In this symposium, we wil!
provide an overview of the pianning process that must take place In

estab! lshing successful partnerships 1n a qural area,

When launching a partnership, all concernec must be able to convince a
wide gector of the community that such programs ace poth cost effectlive anc
will lead to more successful eaucational programming. By providing such a

rationale early, the type of Suppor: needed from thz public and business

comunity Wwill be easier to secure.

As part of qeveloplng a partnership In a cural area, It |s important
that reglonal demographlics be fully reviewed and understood by all
participating groups. In the presentation an overview of the region, Which
will focus on demographics and unique regional characteristics, will De
provided. The forming of partnecships in the rural area must take Intc

Account jsolation, transportation lssues, and dlistance between schools anag
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ihe university. In particular, this two-county arza encompasses eleven
schoo! aistricts, two area vocational technical schools and one maJjor
Jniversity providing a variety of advanced programs for candidates pursuing

post-secongary study.

in response to President Reagan’s Prc=lamation of 1983 as the Na.ional
Year of Partnerships In Education, the President of Indiana University of
Pennsylvania, the Dean of the College of Education, the Execut;ve Director
of the Armstroi y and Indlana Counties’ Intermediate Unit %28 (ARIN), and the
eleven superintendents of the school districts in Armstrong/Indiana
counties met to discuss ways to develop and improve |inkages wth higher
education, basic educaticn, and the community. A §teering Conmittee <ey
Individuals, decison-makers) was formed in October 1983 and cnarged with the
identification of ways and means of pooling resources to improve the
equcational process. To date the Steering Committee has initiated over
forty projects involving IUP, the Intermediate Unit, and the sieven school
districts. The round-tabie discussion u;ll present the results of th:.
partnership from an acministrative, funding, and programmatic view.
DEVELOPING PARTNERSHIPS

AS cited earlier, planned collaboration among higher education, basic
education, and the community challenges all partles to share the benefits of
partnerships. Enlisting the active involvement of the community 1S a

rewarding and effect|ve way of gaining understanding and support for

elementary and secondary education. Also, working with schools provides

2
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higher ecucation W th practica! :nput for c2urse and curriculum cevelcpmer: .

[t permits faculty o tnteract with the:r col leagues in the pudlic sec:or

for the improvement of teaching.

[t 1s important |n geveloping partnerships that a Steering Camittee
work allligently to Involve ecucators fram both higher ecucation and dasic
eaucation (n planning, arganizing and delivering a program for the
impcovement of schooling tn the rural acea. Throughout the past three
years, the Steering Committaze has initiated over forty projects involving
IUP cepartments, the [ntermediate Unit, ana the eleven school daistrices.
Students at the primary, secondary, and college leveis, aault jearners,

teachers. 2chool aaministratcers, and the Dusiness communitly have Deen c.awn

tnto the partnership activities. The Committee has evaluated and revisec .
curcicula, ana deveioped‘neu programs. Teachers ana aanlnlsgrators have
recelved aavanced trainrng in clinical supervision, and the business

comunity has actively supported the educaixonal prograns for students,

It is not enougn to have cogent reasons for sch’pls and businesasss to
uorg together (n developxng‘partnershlpg and programﬁ tfor ihe improvement ot
scnooling. Maintaining the initiative and drive needed for continuation
calls for careful planning and marshalling of resoucces to support all
efforts. A partnership venture reqﬁlres strong committment ang leadership
from several zectors if it is to succeed. In pacticular, the School

Superintendent, thé Presigent of the University, ana the Dean of the Col lege

must be highly visible in providing Jupport to the efforts of those who
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volunteer their work. It ;s critical (0 acaress questions of neea for
partrerships And preparing in aavance for projects and the activities that
will take place. As well-documented by Susan Otterbogrg (1986), 1t will be
necessary to assess needs and resources, seciTe committments, form
committees, anad cetermine possible solutions as the work bagins.

Well-ceveloped partnersh:ps will include the tollowing:
Advisory Committee
Partnership Staff
Record-keeping Procecures
Program Activities
Evaluation and Reporting Procecures

The business community in particular will be be interested In how their
tunds are used and the resu!ts |n relation t> i1mpact on the number of

chilidren and adulits served by the partnership.

In summary, the historical background of prior university efforts In
participating in partnerships and thelr success in fostering work relations
vwith publlc school statf and administrators is critical. Professional
exchanges cver the past three years have been most rewarding for

participants in these partnership efforts and the committment for continued

gevelopment contlnues,




¥e recognize that gooa vill and a positive attlituoe tovara form:ng

ES N !

partnersnips are responsible for success. but Ais will not necessar!i:y
Quarantee achlevement. Each pirtner wi!l have to acdress political,
econamic A g aaministrative factors that exist within the local community,
The aavisory committee rust transiate the {ceals 4N vision that arise !n
partnerships Into concrete activities. FEach aaministrative unit within the
partnerships must manage the people involvea, acquile resources, oed! vitn
organizational palicies, ancd know how to change policies that hinger
tnnovative collaboration. The aaministrative team :n each unit must wvorx

alligently to secure internal committment and a positive viev towacd the

It 1s often alfflcult for aaministrators working in public schoo!s to

partnersh;p.

balance the neeas ang pressures of their own unique environment with the
pressures that occut In the un|versity sector.. Admxnlsirators tromaoach
Segment must be careful to balance thelr needs with the competing neecs of
the other institution in developing the partnersnip. Frank ana open
cammunication of speclfic concerns will |eag to vell-cesigned projects that
meet the needs of both parties. At a minimum. the Agvisory Cammittee Should
meet at |east once every six weeks for Sustalning the mamentum needed for
bringing partner;hlp activities to a successful conclusion. One cannot
Simply belleve in a partnership as a cause, but must be willing to make

commitiments ana convince nthery within thelr organization that It |s vitai

s o
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ter the 1natitutions to work together. It requires a .are combinaticn ot
vision. fortituoce, and patience to lead a partnership to a successful
conciusion. Many of the acministrative issues will focus on staffing,
funding, Securing community support, balancing scnool policies with reiease
time, and otner aaministrative issues. The aaministrative team must iearn
how to balance existing personnel needs and existing policy structures
effectively and zppropriately to bring the partnership to a successful
conclus;nn, In the model developed within our two-county area we have
managed to bridge the gap between rural disiance and the resource base of

the university to enrich the lives of many students i1n our partnersﬁ?b.

RESULTS ‘

.' AS mentioned earlier. we have 1nitiated over forty different
partnership activities curing the past three years and have begun to plan an
acacemic alliance for the fall of 1987 with the Geography Department at IUP
and the eleven participating public schools. A sampl ing of several of the
projects are as follows, and more complete details are available in the
report which will be distributed at the conference. Several of the major

projects are as follows:

1. ARIN-IUP Mentorship Project where [UP faculty in mathematics,
biology, physlcs, chemistry and computer programming act as mentors

for hlgﬁ ébll]ty tenth, eleventh and twelfth grade students.




The IUP Univers:ty Schoo! providec cpportuf:ty to S WET LESPY. .
Chilaren enrollec i1n ARIN Intermeciate Unit's Specia! Esucalion
Programs. Operatea by IUP, the faculty consists of botn public
Schoo! certified teacners anc University professcrs 4Nd has access
to [UP's Coliege of Eoucation anc Depar:iments of Specia! Eacation

ana Speech ana Language.

IUP-Inciana County Schocls Engish Ce-Teaching Pro.ect :s an
InsService training program tor Englisn teachers wnich pro..ices
oppcrtunity for teachers to incrrase their knovieoge s¢ current

teaching methooo!ogies. Teachers werx vith [UP facuitly on a wveexiy

bas:s.

TEAMS, Technology Enhanceg Act:viliew in Mathematics anc Scxen'
provides inservice traxnxﬁg to help teachers upgrace their teaching
programs, Illus;ratxng changes |n modern science, mathematics and
technology. Thls'program has receivea continuea tunding from the

National Science Foundation ana by an ECIA Q;\apter Il grant.

The Principal ‘s Assessme.t Center, a part of IUP s College ot
Equcation, 13 cesignea to odbjectively evajuate potential princxpc!
candicates and a:d schoo! districts in making hiring cecis:tons. |t
Is one of a network of 27 centers across the country oeveloped

through the efforts of the National Assoc:ation of Secongary Scnoal

Principals,
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FEDERAL AND STATE GRANTS

1
HS
SCHOOL DISTRICTS
ARIN
11% 12% 15% 62%

CHART 1 Financial Contributions To The Partnership
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SUMMARY

The focus c¢ thie partnership was the geve cpment C! rea.ist.c vent.res
that would invoive putlic schoo! protessicrals .n coliaberat.,ve pianning
with univers:ty anG community representat;ves. The practicza! tmpi.cas.a~
Ct 9uCh A partnership have Crought recognit:on arc revard tc a!'l These
invoivec., They have also impactea funoing, curr.cu,uM, agrinistrative
gecision maxing ard planning in the 1natiful,0"9 tha! have part:icipated to
cate. Wnhile we |i1ve ana work in a rural area, ve tee: that the gap hay peen
Dridged in Dringing the pudilC 3CheCi, COrMUNItY aNc un:versity much cicler
together. We are optimistic as we face the fLiure anc Ceg:a 19 :n.tiate new

endeavors to keep the partnership thriving.
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The Rural Educator,

A COLLABORATIVE STAFF DEVELOPMENT

PROGRAM

Larry Rainey

Introduction

An impending shortage of qualified
teachers is currently facing much of the
United States, particularly in such disci-
plines as science and mathematics, (Rot-
berg, 1984; Sigda, 1983). Guthrie and Zus-
man (1982) found that forty-three states
have reported teacher shortages in
mathematics, and forty-two in physics.

The outlook for the immediate future
remains bleak. Not only are insufficient
numbers of teachers being trained to fill
these vacancies, but mathematics and sci-
ence teachers are "‘being drawn to high-
zechnology industries like iron filings to an
eleciromagnet” (Guthrie & Zusman, 1982).

Rural areas are particularly impacted;
they are forced to hire inexperienced teach-
ers and to make extensive use of emergency
certificates. Due to a variety of factors such
as isolation, sparsity, poverty and inade-
quate facilities, rural systems experience ex-
ceptionally high attrition rates among staff,
often approaching 50% per year. Such high
rates cause numerous continuity problems
with the educational program, as well as
problems relating to professional staff
development (Helge, 1984).

Given this shortage of qualified staff,”

many systems rely heavily on in-service
training to upgrade the skills of current
staff members and to aid others in making
the transition into mathematics and science
disciplines.  Often, rural teachers must
teach 1n four to five subject are.s and are
rarelv, if ever, certified in all of them
Traugh (1984) found that approximately
one-third of the teachers in rural systems
teach in at least three different areas.

The in-service programs found in most
school systems are typically inadequate in
the face of such a challenge. Often, they
are “hasuly prepared, ineptly presented,
and educationally impractical with informa-
tion unrelated to the p.oblems in a school”
(Sportsman, 1981, p. 307). Goodlad (1984),

113

in a ten-year study of American schools,
found staff development programs to be
fragmented, trendy and without well-
conceived priorities. In another national
study involving science educators at gradu-
ate institutions, Gallagher and Yager (1981,
p- 313) found a major concern of faculty
members to be “inappropriate avenues for
continuing education of teachers.” Rural
systems suffer the same in-service maladies
as those experienced by the larger popula-
tion of all school systems, onlv to a greater
degree. Traugh (1984, p. 12) found rural
in-service experiences to be “‘irregular, un-
planned, limited, not memorable...quality
difficult to come by.”

Faced with the aforementioned staffing
shortages and inadequacies in science, and
cognizant of the mcunting pressures on
schoo! systems to strive for excellence, the
Hale County, Alabama, school system de-
cided to work collaboratively with the
University of Alabama to develop an in-
service program to address their needs.

Implementation

After several planning sessior., repre-
sentatives of the Hale County school system
and the Univérsity of Alabama agreed to a
long-range, collaborative relationship tar-
geted at meeting the identified needs of the
Hale County system. Major components of
the project included
® The lab facilities will be upgraded and
made functional at all schools;

® Appropriate instructional materials, sup-
plies, and equipment will be purchased
for all science laboratories;

® The University of Alabama will conduct
month-long professional development ac-
tivities for all secondary science teachers
and one staff person in Life Science,
Physical Science and Biology;

® Provision for follow-up activities, includ-
ing classroom visits by university person-
nel and local administrative staff.
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Evaluation
A critical phase of the project was

evaluatior. In order to accurately moni-
tor progress toward attainment of the
project’s objectives a battery of assess-
ment instruments and procedures was as-
sembled. The following three areas were
assessed:

1. Affective Domain. This area was as-

sessed using a modified form of the
“"Semantic Differentiai Instrument
for Science Teaching” by Sunal
(1973);

2. Cogmtive Domain. This dimension
was evaluated using subject martter
tests produced by Scott, Foresman
and Company (1980) and distribut-
ed by American Testronics, Coral-
ville. Iowa;

3. Teaching Competencies. Methodologi-
cal considerations of classroom per-
formance were assessed using a
modified form of “Assessing the
Teaching Competence of Science
Teachers” by Okev & Capie (1979).

Feedback from students, teachers and
administrators has been very favorable,
even effusive at times. Teachers report in-
creased interest and participation, particu-
larly in the laboratory and field activities.
One building principal remarked, “There
has been a revoluticn in our science pro-
gram.” A number of the teachers have re-
quested that the collaborative relationship
with the Universitv continue indefinitelv
and that new subjects be incorporated in
the future. The central administration of
the Hale County system is exploring, in
cooperation with the university, wavs to ex-
pand the relationship into other grade lev-
els and disciphnes.

Statistically  significant  gains  were
achieved in the science teachers’ mastery of
content, teaching methodology, and atti-
tudes toward themselves as science teachers.

]
.

Recommendations

As with anv significant effort, there are
benefits as well as costs o collaboration
between universities and secondary schools.
Benefits range from increased respect for
each other, the improvement of both col-
lege and high school courses. and high qual-
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ity in-service, to practical and basic

research. Costs include heavy investments

of time and resources and results may lack
generalizability to other populations.

The following factors seem to be cen-
tral to the success - such an effort:

1. Participants at both the college and
high school levels must recognize
common needs and focus on con-
crete. immediate problems:

- There must be meaningful rewards

for the participants:

3. Both parues must have an “invest-
ment” (i.e., time, money, facilities)
in the project;

4. Effective communication berween
all parties. including regular visits to
the schools by the universitv facilita-
tor. is extremely important:

5. Administrative support and. berter
vet. involvement. greatlv enhances
the chances for a successful relation-
ship:

6. The commitment must be an on-

going, long-term one.

As a result of this program. a number
of new avenues for inquirv were illuminat-
ed. In future efforts, the following areas are
suggested for consideration:
¢ A collaborative program should be ap-

plied to different teacher populations
(e.g.. large. urban svstems: different disci-
plines: different grade levels. etc.) to see
if the same or simiiar results occur:

® The effects on students should be as-
sessed: are there. corresponding increases
in student performance and attitudes:

® Reassessment should occur at appropriate
incervals to see if the gains are long term.
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Teacher Renewal Through A Consortium
Approach

Reprinted with permission from:
Catalyst for Change, East Texas
School Study Council.

By: Marilyn Miller

Staff development efforts in Pennsylvania have
been given a boost through a pool of funds
provided by the Pennsylvania Department of
Education. These monies, called School Im-
provement Funds, have been allocated to districts
based on student population. A large district
might receive several thousand dollars; small
districts might receive less than $500.00. A
sensibie cost-effective approach, especially for
small districts. involves combining funds to create
a quality staff development program. The Teacher
Renewal Institute is a staff development progran,
based on a consortium approach, provided by
~ombining this funding from twelve distacts.

The idea of a Teacher Renewal Institute is
hardly a modern one. There are reports from the
1840’s which describe teacher institutes:! this
1985-86 version was created by a commuttee of
teachers and administrators representing districts
within the service area of the Carbon Lehigh
Schnecksville,

14 Cauivsi'Spnng ‘36
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The committee decided that there was a strong
need to develop a program that recognized
teachers by inviting them to share their teaching
skills and knowledge. The Institute was created to
encourage collaboration between teaching and
administrative staffs and among concerned
individuals across district lines.

Teachers were surveyed in the spring of 1985 to
determine areas of interest; the two topics of most
concern of  teachers were  Classroom
Managemenv/Discipline and Motivation. Each
partcipating district was invited 10 send two
téams to participate in sessions nn these topics.
The sessions were conducted by local teachers anc
administrators who had expertise in the topics.
Each team was comprised of an administrator and
two teachers from the same building. Teams
developed action plans to share what they had
learned with the faculty in thewr home
buildings.

The teams participated in an introductorv
session conducted in the Summer of 1985. The
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session covered the area of teaching effectiveness,
to highlight the fact that participanis ar. involved
as instructional leaders. The concept of team
planning for action plans was introduced in
preparation for work in the Fall.

Participants attended two days of sessions in
October on the topics of their choice. They
~veloped action plans which they implemented
. their schools in November. All action plans
included goals, objectives, activities to
accomplish the objectives, target audience,
resources needed, budget recommendations, time
line, and evaluation. Figure 1 displays the
cpmponents of the Teacher Renewal Institute
program.

The plans varied by building, as there were

representatives from a variety of different.

stricts. Sample action plans included projects io
.2duce discipline problems and accidents in the
cafeteria and on the playground; develop
homework policies; provide teachers with
classroom management techniques that instll
studeat responsibility; motivare a selectea group
of tenth grade underachievers; increase the use of
sound mouivational techniques by classroom
teachers; help staff become familiai with the
Effecuve Teaching Strategy Model defined by
Aadeline Hunter.

EFFECTIVE TEACHING

The teams came together in January to sha
what they had done and make revisions to :h
plans. An outside consultant came in to give thex.
ideas about working effectively with their peers. In
addition to ideas from the consultant, they were
also able to gain ideas from each other, hearing
what worked successfully and what led to
problems in other plans.

Tbz whole process is now being evaluated to
ruake improvements for the 1986-87 school year.
Sixty-three participants completed evaluation
forms. In answer to the question, “Would you
recommend the continuation of the Teacher
Renewal Institute?,” fifty-nine said “yes,” three
said “‘wait and see,” and one said *no.” Even more
revealing questions asked, *‘What happened in
your district that would not have happened
without the Teacher Renewal Institute? Did tne
Institute make a difference?’ The answers were
most interesting, “An increased awareness into
several components of classroom management
and discipline - an opportuni., to share these with
theentire staffas ~ell as a small group who worked
more intensively. . The Topics renewed
teachers in their instructional skills. Teachers
completed the sessions feeling better about

Incorporate 1n their classrooms

themselves as teachers. having new ideas_r 1.

CLASSROOM MANAGEMENT/

_SE
!
TEACH

l
PRACTICE

l
CLOSE

" _—7 DISCIPLINE MOTIVATION
T

WV
ACTION PLANS

A%
13 BUILDINGS INVOLVED

122

Figure 1. Components of Teacher Renewal Insutute Program




Institute provided time for teachers to share,
communicate. and improve the progra.n in our
building. It reinforced the group decision-making
process . . . . A unit of teachers developeu who
cared enough to want to work in the area of

otivation . . .. | am more motivated and
interested. I have motivated others more than I
would have in a normal school year . . . . The
goals of the district were reinforced . . . . The
initiative from the Intermediate Unit has nurtured
some goals that have been germinating in our
district for some time.”

Teachers and administrators appear to be
responding positively to working collaboratively
on learning new content and sharing what they’ve
learned with the faculty in their buildings. They
seem to be saying that in addition to increasing
their - vn knowledge, they have had a chance to
reintc.ce goals from their own districts.

The experience of the Teacher Renewal
Institute would seem to indicate that districts can
work cooperatively to develop a quality staff
development program. Educators respond
favorably to a focus on professional growth and
effecave teaching; when they are treated as
professionals, they will respond as professionals.
Figure 2 is an example of one of the forms of
recognition given to program participants. The
institute does not replace individually-run district
staff development programs, but rather serves to

‘nhance provisions which arz offered at the
district jevel. By developing action plans, a
number of people can be involved in the program,
not just the participants who attend the
sessions.

Since the evaluation data are still being
analyzed, the 1986-87 program has not been
finalized. It is possible that new topics could be
presented, depending on the needs of the
participants. Some districts have requested s~me
help with assistance at the district level from
presenters, and this is being investigated.
Flexibility is a critical component of a program
that 1s designed for a variety of districts.

In summary, the Teacher Renewal Institute
model is composed of elements which research
indicates are essential to effective staff
development programs. These are:

— local funding and development

~— based on needs assessment

— building-based teams, with 50
participants/vear

— action plans which are implemented
at the building levei

— local presenters, teachers and

. administrators
— strong evaluation component.
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Figure II: Recognition Form

The Institute provides a model for other
districts who wish to work collaboratively in
developing a sta:f development program which 1s
of high quality, yet cost-effective for all districts
involved.
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in the 1840's.” Journal of Cumculum and Supervision. Vol. i
(1985): 56-65.
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Cross-Organizational
Collaboration: A Study of
Staff Development and School

Improvement Efforts in Oregon

Nerworks, consor. a, and coalitions among school districts are
cost-effective means to provide staff development, improve
instruction, and develop curriculum. They also promote the

exchange of ideas and resources.

VIDA S. TAYLOR
KIM THOMPSON
RICHARD A. SCHMUCK

ooperative learning, peer tuton-
‘ ng, collegial support groups, and

orgamzation development, among
other innovations, are being implemented
with enthusiasm in many American school
districts today. Some districts, particularly
the smaller bnesfﬁnd such practices diffi-
cult to implement due o resource con-
straints. Collaboration”with other school

Vida S. Tuvlor is assistant professor. Western
Oregon State College. Monmouth. Oregon
97361. Kim Thompson is Director of Curricu-
lum. Staff Development and PRIDE for Coos
Countv, Oregon Educational Service District,
1350 Teakwood. Coos Bav. Oregon 97420.
Richurd A. Schmuck 15 Associate Dean of Edu-
cational Policv and Management. Unwversuty of
Oregon. Eugene. Oregon 97403.
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districts and orgamzations can heip put
these 1nnovations within reach of all
schools.

School districts :n the State of Oregon
are involved 12 collaborative efforts with
institutions of kagher education and educa-
tional service districts to accomplish a
number of important school improvement
goals. This articie will summarize results
of two recent studies i Oregon that fo-
cused or. cross-orgamzziional coilabora-
uon for school improvement. The first
study was a state-wide survey that identi-
fied the types of collaborauive organiza-
tions and provided a picture of the extent,
purposes. and benefits of collaboration
(Taylor. 1986) The second was an exam-
ination of the factors that contribute to tne
effectiveness of these collaborative efforts
in improving schools (Thompcon, 1988).
The conclusions of these studies are re-
viewed (o provide guidelines for orgamiza-
tions and individuals working for school
improvement

Cross-Organizational Collaboration
in Oregon

Our two studies in Oregon uncovered
information on cross-orgamzational col-
faboration through the use of question-
naires, interviews, document analysis. and
observations of collaborative organiza-
uons. [n the first study, aquestionnaire was
sent (o ali school superintendents 1n the
state to obtain basic demographic and de-
scriptive data ¢ bout their district’s partici-
pation 1n collat oration for the purposes of
school improve.nent and/or staff develop-
ment (Taylcr. 1986). Responses to the
questionnaire in this study indicated that
collaborative organizations exist within a
reasonable aisiance of aimost every school
district 1n Oregon, although only about
two-thirds of districts participated.

A group of districts collaboranvely
working together 1n some form was con-
sidered a cluster. Whale the 41 clusters that
were dentified cover the state. the major-
ity reside within the highty populated cor-
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ndor of the Willamette Vailey between
Portland and Eugene. Many clusters are
comprised of two or three school districts.
but a substantial number have as many as
12 or more members. Most clusters are
made up of districis within a 50-mule ra-
Jius of one another ui.d include acoilege or
university or an Educational Service Dis-
trict as a facilitaiing agency.

In the second study. five clusters identi-
tied in the tirst study as the most successtul
collaborations were examined more close-
ly by interviewing key individuals. analyz-
ing documents. and observing meetings
{Thompson. 1983). We were particularly
interested 1n tracking the benefits and the
problems of orgamzational cotlaboration.
Details about the specitic methods em-
ployed can be found in Taylor (1986) and
Thompson (1988). The information that
follows is synthesized from both studies.

Ty pes of Collaborations

The questionnatre results revealed three
types of collaborative organ:zauons.
which we have clussified as nenvorks. con-
sorra. and coalinons. Thesz orgamzations
ditfer from each other in (erms of formality
of structure and in the membership and
purposes of the organization.

] Networks. About a third of responding
districis belong to networks. which we
; define as loosely coordinated clusters of
schools formed for the purpose of sharing
intormation and providing inter-
organizational support. Metworks are -
formal: they do not have bvlaws. constitu-
t1ions. administrauve personnel. or a
funding source outside of that provided by
the members. Throagh the shanng of re-
sources. networks help schools by facilitat-
ing (nformation exchange and promoting
covperative endeavors. Some typical pur-
poses of networks are sharing consultants.
coordinaning statf development etforis.
solving problems. and assising in instruc-
tional mprovement.

Lonsortia. Another third of responding
districts be'ong to what we cal’ consortia.
wiich we detine as formal clusters ot edu-
cational orgamzations that include one or
more institutions of higher education and
have a constitution. bylaws. an outside
funding source. and a formal leader. With
our terminology. Gdodiad’s ~Network of
Innovative Schools™ would be lubeled a
consortium because it was supported by a
grant. had a tormal structure. and was

Q

facilitated by personnel at UCLA. [n Ore-
gon. all of the state umversities and col-
leges and a handful of private and
community colleges participate in consor-
ta.

Consortia represent etforts 1o reach out
1o tastitutions different from one s own and
to exchange help in both directions. Dis-
tricts offer realisuc sies for expenmenta-
tion and change. while umversities and
colleges otfer consultauon and research

Consortia rep: . sent efforts
to reach’ out to institutions
different from one’s own
and to exchange help in
both directions. Districts
offer realistic sites for

" experimentation and .~
"change; while umversmes
and colleges offer ~: T
‘consultationis and - -
research knowledge. R,

PRpa—y

‘
e
t

knowledge. Some typrcal purposes of con-
scrtia are 1o build broad-based support tor
grant applications. curriculum develop-
ment. program evaiuation. and teacher ed-
ucation.

Coalitions. Another third of parucipat-
ing distnicts belong to coalitions. which we
define as orgamzanons that share financial
resources and expertise. Education service
districts (ESDs) typically join with dis-
tricts to torm coahitions. The ESDs™ in-

volvement is particularly relevant in areas
of Oregon far trom colleges and univer-
siies where access to consultation and
knowledge about research is hindered by
distance.

The ESDs often take the role of orga-
mzer and catalyst for the coalition. helping
provide low-cost consultation and evalua-
tion services to the schools. Typical pur-
poses are curriculum coordination. access
10 support and expertise beyond the means
of small districts. and assistance 1n meet-
ing state standards.

Examples of Collaborations

Each of the three types of collaborative
organizauons that we studied 1s ilustrated
below with a description of their purposes
and how they function.

Network. The Central Oregon Network

began informally through the imtiative ot

a few school adminustrators in the small.
rural school districts of Crook. Deschutes.
and Jetferson counties. Three supeninten-
dents and two curriculum directors would
gather together once a month for lunch to
giscuss their statf development efforts.
The sharing of informatron was so helpful
to the districts involved that this process
gradually became more formalized
through the imtiauive of a consultant with-
in the Deschutes County ESD. Otheractiv-
ities were undertaken collectively. such as
coordinating compliance with state stan-
dards and providing staff development for
teachers in the local area.

This organization s called a network
because the participants prefer to keep an
unstructured relationship with no by-laws,
no official admimstrator. 1nd no funds,
This type of orgamization seems {0 be
particularly long-lasting because 1ts infor-
mal nature allows the orgamization (o
change as the needs of the member dis-
tncts change and because lack of funds
does not interfere with 1ts operation.

School improvement acu-ities are un-
dertaken by the network members in 2
cooperative manner. An example 18 the
Artists 1n the Schools Program which pro-
vides arts education in all districts in the
network. Program coordination ts handled
by the Central Or=gon Aris Commussion. a
creation of the cooperauve etforts of the
curricutum directors in the network.

The network also provides intormation
to member districts about school impreve-
ment projects in the area. Orgamzations

E lC‘prmu (989, Val, 1 No. 2
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ltke the Central Oregon Network provide
vital help to small schoc: districts in sever-
al other regions of the state at this ume.
They are especially important in regions
where there 1s no college or university
nearby to provide information and assts-
tance.

Consortium. The Southern Oregon Re-
search and Development (SORD). one of
the oldest consortia in Cregon. has been in
existence for over 25 vears. [t grew out of
the imial collaboration of the Jackson
County Able and Gifted Study Committee
(estabiished 1n 1961 by five school dis-
tricts). the Jackson ESD. and Southern
Oregon State College.

Most of the early efforts of SORD fo-
cused on stimulating improvement in cur-
riculum and instruction of gifted students.
Having expanded both in size and scope.
SORD 1s now directed by four subcommut-
tees. each with membership from school
distnicts in Jackson and Josephine coun-
ties. Southern Oregon State College.
Rogue Community College. and Sacred
Heart School.

Each subcommittee. composed of
teachers and admumistrators. has its own
budget and sponsors its own activities.
These subcommittees include: (a) a Re-
search Commuttee. sponsoring research in
timely topics as suggested by educators 1n
the consorium (e.g.. test taking skills.
computers in schools. and the structure of
intebiect for curriculum development); (b)
a Professional Development Commuttee,
sponsoring seminars and workshops to
meet local school needs (e.g.. individualiz-
Ing Instruction. classroom management
strategies. and teaching science); (c) a Stu-
dent Enrichment Commuttee. sponsoring
activities for highly motvated and gifted
students. a throwback to the original pur-
pose of SORD (e.g. Jumior znd Senior
Brain Bowls. Project Prometheus. and the
Southern Oregon Science and Humanities
Symposium): and (d) Project Reviews,
providing funds for incentive grants to
schools for innovative projects (e.g.. Japan
Discovery Boxes. Increasing Indian Cul-
ture. and Community-Based Enrichment
Programs).

Coalition. Practical Research Ideas for
Developing Education, known as PRID™
was developed after two past chairmen of
SORD took superintendencies 1n Coos
County during the late 1970s and brought

with them the dream of a new R & D
orgamzation. which came to fruition n
1984 with the receipt of a planning grant
from the State Department of Education.

From the planning endeavor. the Coos
Superintendents’ Association accepted
PRIDE as an ESD Resolution Service.
PRIDE. as well as all school programs
offered through the ESD. must be ap-
proved by the ESD Resolution Service on
an annual basis. PRIDE has been approved
for the last 5 years. It 1s funded by the ESD
tax base. thus forming a solidly-funded

School administrators can '
be isolated and lonely, and
collegial relatlonsths
‘with those in similar
positions in other districts
can be helpfulin ... .
increasing jobr sattsfactwn
.and effectiveness. .. - P
~Teachers enjoy these ‘same |
beneﬁts and gam. new.w— ¥

"4

/
.
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worlang with: others 0? ]
c00peratlve projects.-5

caaliton for school improvement. Al-
though PRIDE includes representatives
from the University of Oregon and South-
western Oregon Community College. 1t
tends to be run by the teachers. school
admunistrators. and ESD consultants of the
region,

Like SORD. PRIDE 1s organized into
four subcommuttees: Professional Devel-
opment. Student Enrichment. Projects Re-
view. and Research. Each subcommuttee
has its own bucget. which it decides how
to spend. The Protessional Development

Commuttee plans seminars and workshops
which help meet district inservice needs
(e g.. stress reduction workshops. con-
ducting classroom writing groups. and
dealing with substance abuse probiams).
The Student Enrichment Commuttee plans
and supports activities for students in Coos
County(e.g., Knowledge Bowl for second-
ary students. Robotics and Dinosaurs for
elementary students. and a leadership
workshop for student body officers), The
Project Review Committee provides funds
forincentive grants to teachers and schools
for innovative projects te.g.. an individu-
ahzed French program. the Interdisciplin-
ary Approach to Career Education. and a
district Art Fair). Finally, the Research
Commuttee sponsors research projects on
major educational issues in the region
(e.g.. developing a policy for employvee
misconduct. assessing needs of senously
emotionally disturbed students. and as-
sessing the staff development needs of
teachers). PRIDE has deftly buiit a coali-
tion which capitalizes on the experience of
the SORD consortium.

Purposes, Benefits, and Probiems
in Collaboration

Our studies were designed to find out
what the purposes of these collaborative
organizations are. what benefits they reai-
1ze through their collective efforts. and
what problems they encounter in the pro-
cess. We examine each of these areas sep-
arately and then consider the assistance
needed to actualiv have the collaboration
occur.

Purposes

While networks, consortia, and coali-
tons sausfy a mynad of specific needs.
statf development and instructional im-
provement tend to be the pnmary purposes
of these collaboratives. Through collab-
oration it 1s possible to share expert assis-
tance for facilitating school improvement
efforts. training siaff. and desiguing statf
development programs to be within reach
of all member districts.

We discovered that collaboratives were
also establishea for developing curricu-
lum. sharing information. locating fund-
ing for common programs. and evaluating
programs Each of these areas will be
examined briefly.

Curriculum development 1s one of the
purposes of the Southern Oregon Research
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and Development {SORD) group. Teach-
ers serve on commttees with administra-
tors to collaboratively deveiop curriculum
for the distnicts within the consortium.
This shared expertise produces a sausty-
ing experience for those tnvolved and a
product that 1s comprehenstve and respon-
stve to local needs. The process 15 en-
hanced by the involvement of teachers who
bring commument and knowledge on the
classroom level with adminmistrators who
will eventuaily facilitate adoption of the
curniculum.

Sharing of information across district
lines 1y especially important to those in
decision-making posinons. For example.
admunistratoes in the Central Oregon Net-
work courdinate school schedules. curric-
ulum adoptions. and negotiations anmong
districts n the three counties. They albso
work together to find funding sources foz
such programs as Talented and Guited:
Studeats at Risk: and Dropout. retention.
and retnieval. Evaluation ot these and other
progrums often takes place on a coopera-
tive basts with assistance from the Educa-
tional Service Dustrict tn the area. These
Jacttvities can be very expensive and ume
consuming if tackled individuaily. but
when three or four districts work together
and share resources. much more can be
accomphished with the same amount of
etfort.

Benefits

Through our questionnaire (Taylor.
1986). we asked respondents what addi-
uional benetits were realized thrcugh their
oarticipation. The benetit most frequently
mentioned was increased effectiveness of
staft devefopment. When participants
from several districts get together for statf
Jevelopment projects. there 1s a cross-
ferulization of ideas.

Reduced cost of statf development 15
another benetit realized through the shar-
ing of resources whenever possible. Some-
times umversity or ESD personnel
pertorm these services. At other umes.
Jistricts may share personnel who have
special experuse. [n addition. ihere is the
benefit of being abie to share the cost of
more expensive outside experts.

Other benefits participants gain through
colfaboration are psvchological support.
protessional growth. and increased job ef-
tectiveness. School admimistrators can be
wolated and lonely. and cotlegial relation-

ships with those 1in sim lar posttions n
other districts can be helpful tn increasing
job satistaction and etfectivesess, Teach-
ers enjoy these same benetits and gatn new
perspectives and skiils from the process of
working with uthers on cooperative pro-
Jects.

Political benetits are realized both lo-
caily and statewide througn coilective
lobbying efforts and through sharing of
information. Locally. distnicts can join to-
gether to more ettectively resolve collec-
tive burgaining problems. On a state level.
small school district needs can someumes
be overlooked: collaboration can buiid a
power base through which common needs

Members must believe that
their goals can be better ~ -
achieved through joint -~ -
offort-as compared to -
" working independently. - -

:':. L ) .o J

can be made hnown. resuiting in more
effective resolution of problems.
Problems

Although our questionnaire brought up
a sigmficantly higher number of benefits
as compared {0 problems. some problems
with cross-school collaboration were men-
toned. The most trequentlv mentioned
problem was a jac\ of tunding for cotlab-
orative projects Resources tor school im-

provement projects are becoming
increasingly scarce in Oregon and across
the nation.

Another problem 1s conflicing work
prionittes, Collaborative efforts require
time commutments. and admnistrators in
small distrnicts often have many respon-
sibthues making wt ditficult for them to
find the ume for collaboration. Teachers
must be released from school to participate
in curnculum or staff development pro-
Jects. resulting tn costs that can be over-
wheiming to a smail district.

Conflicung goals among districts 1s a
problem that requires negouation and con-
sideratton of the needs of others. Those
who collaborate need to keep 1n mind that a
balance needs to be achieved between ge:-
ung and giving so that all members feci
that the benetits are «vGiin the costs.
Assistance

When asked whether they would like to
have assistance 1n cross-school collabora-
tion. over 60% of the superintendents re-
sponded in the atfirmanve. The most
frequently mentioned forms of assistance
were tunding for cotluborative etforts and
commumication linkages.

The need for funding does not seem
surpnising since dunng the last 8 vears the
federal government has significantly re-
duced funding for school improvement
projects. In this environment of reduced
financial support for schools. we are see-
ing in Oregon the gradual decrease of
financial support for consortia. There has
been a corresponding 1ncrease tn the num-
“er of networks and coalitions because
thesc i22< formal orgamizations can contin-
ue tooperaie during nimes ot tight funding.
1s they do not depend upon an outside
source of funds.

Communication linkages can be facili-
tated through computer networks. newslet-
ters. and conterences so that information
about statf development and school im-
provement would be available to orgamza-
tions that would benefit by coilaborating
with others with similar needs and goals.
The state of Oregon s actively facilitating
these linkages 1n the hopes of fostering the
development or expansion of collaborative
etforts wathin the state.

From our studies. there are several con-
clusions that should be kept in mind by
those who venture :nto collaborative
agreements

)
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. Collaboration is not easy.
It requires initiative,

" communication skills,
cooperative norms, and
perhaps most .

“:significantly, a

“considerable time. -

*.commitment from those -

. who participate in such
“efforts. - - -

LYy

l. There must be ashared vision of the
mission of the collaborative organization
and this mission must be consistent with
the goals of the individual organiza-
tions. Members must believe that their
goals can be better achieved through joint
effort as compared to working indepen-
dently. The three collaboratve organ:za-
tions studied here ail have common
purposes and goals. and they can share
experiences and ideas about future direc-
tions for growth.

2. Decision making must be shared.
Issues related to role expectauions, inter-
personal communications, leadership, and
funding should be resolved through collab-
orative problem solving and decision mak-
ing. In each of the organizauons we
studied. members articulated their needs
and dealt with these needs through group
action.

3. Those who are engaged in collective
work must recognize that collaboration
is a process, not an outcome. While 1t 1s
important that participants in these organi-
zauons find them intellectually sumulat-
Ing. collaborative. and enjoyable. these
collaborative efforts must accomplish
Jontly what could not be accomplished
individually.

+. Collaboration should be based on
mutual needs and benefits. Negouation
and balance shouid prevail in order to
satisfy the needs of various orgamizations.
Member agencies should be prepared to
give 1n some areas to get benefits 1n anoth-
er.

5. Diversity is heaithy and should be
encouraged. The rich pooling of human
resources from the ranks of teachers. ad-
ministrators. and university professors re-
sults in an interweaving of ideas. attitudes.
and skills that benefits the enure organiza-
tion.

Recommendations

Cross-school collaboration offers one
mechamsm for improving the staff devel-
opment etforts of our public schools. In
this period of dimimistang resources and
increasing public JYemands for better
schools. cross-organizational collabsra-
ton affords a way of pursuing school 1m-
provement wimle sharing and controlling
costs. How ever, collaboraticnis noteasy [t
requires initiative, communication skills.
cooperative norms. and perhaps most sig-

mficantly. a considerable ume commit-
ment from those who participate 1n such
efforts. Districts that are willing and able
to provide ume for such efforts wiil gain
the benefits of increased staff etfecuve-
ness. psychological support for their mem-
bers. and in the long run. cost savings 1n
statf development.

It1s our beliet. after studying coltabora-
tion 1n Oregon over the last 3 years. that
institutions of higher education and educa-
tion service agencies should become more
active in imtiating and developing formal
consortia and coalitions. This would result
1n increased effectuiveness of staff develop-
ment for all involved through the sharing
of resources. ideas. and information. 73
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n effective. unique. and cost effec-
A tive staff development con-

sortium began in Eastern Pen-
nsyivania in 1984 and has since
flourished. The goal of the consortium is
to train teachers and their buiding prin-
cipal in both teaching and content skills so
they might in turn train other colleagues
within their buldings. Thus. mining of
peers ultimately would lead to individual
renewal. better school climate. curniculum
updaung. and skiil building. which in wm
would ensure improvement of the instruc-
tional program. The development of the
Teacher Renewal Instutute. its organiza-
uonal structure. evaluation of the institute.
ard future pluns are discussed here.

Development of the Teacher
Renewal Institute
In the fall of 1984. the suff of the
Carbon-Lehigh Intermediate Unit 21 (a
regional service or:amization near Alle-
ntown. Pennsylvama) convened a plan-
ning commuttee of teachers and admun-
Istrators represenuing the 14 school digt

Kuchael Heath 1s the Assisant to the Super-
wendent for Curriculum und Instricign. Eust
Straudsburg School District, Eust Stroud-
acury P 8201, Marivn Miiler 1s District
Cuarncalum Coordinator (K-12) for the Puit-
Sudes Schoe' Districe, R D 2. Box 15, Kin-
tnersviile. Py 18903 Wanda M Dasel 1
Depun Superumtendent of Duston Ciry Sc houls
at 4280 N Western Avenue. Davion. OH
45427, Fern Munn 1s President of the Alle-
nrown Educanon Assoctation and un Enelish
teacher at Willium Allen High School. 17th and
Turner Streets. Allentown, Py 13104

A muludistrict staff development program provided traisun g for teams of starf
developers who, in turn. provided training Jor teachers in their respective

schools.

RACHAEL HEATH

MARILYN MILLER
WANDA McDANIEL
FERN MANN

tricts in uts service area to define the need
for.'explore the possibility of. and devise a
management plun for a program of teach-
ers helping teachers. The formation of this
commitiee was in response to district
supenintendents” directives that such a
program be explored.

Following general guidelines set by dis-
trict supenntendents, the intermediate unit
statf established a planming umeline. ar-
ranged for plunning assistance from “*Re-
search for Better Schools™™ and selected a
plunning commttee composed of teacher
representauses and school-based and cen-
tral office adminmistrators.

The plunning commuttee met eight umes
at 2-weeh intervals from February to mud-
May for the purpose of gathering and
analvzing needs assessment information.
recetving background ;nformation on ro-
tenual program topics. and selecting a
strucwre tor a teachers-helping-teachers

program. Meetings ranged trom formul
presentations to informal discussions.
with large and small group formats. On-
site visits to school districts were made to
gatnr first-hund information on other statf
development programs. Out-of-state pre-
senters and local experts were included in
the planming process. Literature on per-

The goal of the consortium is
to train teachers and their |
building principal in both
teaching and content skills so
they might in turn train other
colleagues within their
buildings.
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uncnt topics was provided as requested.

The planning commitiee determined
that 4 strong need existed to recogmize
teachers through a program that would
cnable them to share their teaching skills
and know ledge with coileagues. The plan-
mng committee believed this type ot pro-
gram would not only revitalize the en-
ergies and commitment ot individuai
teachers but also would enhance and
strengthen the nstructional program
within specific schools and throughout
entire school districts.

The planning committee de-
termined that a strong need
existed to recognize teachers
through a program that
would enable them to share
their teaching skills and
knowledge with colleagues.
The planning committee be-
lieved this type of program
would not only revitalize the
energies and commitment of
individual teachers but also
would enhance and
strengthen the irstructional
program within specific
schools and throughout en-
tire school districts.

Whle the Carbon-Lehigh [ntermediate
Unit. as well s individual districts and
chools. otfered a4 variety of inservice
courses and workshops designed to be
supportive and helptul to teachers. the
planming commutiee percerved 2 need tor
centrahized leadership in creating a single.
high quality program that Jrew upon ex-
pertine, personnel. and tinancial resources
from the 11 districts ~enved by the unit.

The pooling ot finances and. especially .
the abihity to share professional concerns
with peers. provided a unique opportunity
to create a program to help educators (2)
provide or creare opportunities for pro-
fessional growth: (b) refine the necessary

shiils to anafvze specific instructional
problems 1n their classrooms  grade le-
vels. butldings. or distnicis: (o) devise stra-
tegies to atleviate or eliminate such prob-
{ems: and (d) share these skills wath others.
With these opportumities. educators pre-
sumably would feel more contident \n
their roles. more 10 control of their teach-
'ng. and mor: aware of their professional
worth.

After considering the needs. objectives.
and program possibilities. the planmng
committee denutied six ditferent pro-
grams that would enable teachers to help
teachers. When matched against know I+
edge of the local umit’s strengths. interests.
and needs. a single plan. the Teacher Re-
newal Institute. was Jevised to renew
teachers and build on present instructional
concerns.

The staff development approaches
which were selected incorporated con-
clusions drawn from adult learming re-
search. such as offering knowledge the
participant percerves as being useful. em-
ploving presenters renowned for theirown
skilis and knowledge. involving par-
ucipants in a series of learming acuvities.
conducting courses at convenient hmes
and places. and providing periodic feed-
back and encouragement.

Organizational Structure
of the Institute

The udmimstrafive and governing siruc-
ture for the institute is described below.
along with a review of the ways that the
actual traiming was conducted.
Administrative and Governiag
Structure

Parucipating school districts were those
which were members of the Carbon-
Lehigh Intermediate Unit and were willing
to give a percentage of therr 1nstructional
improvement mones to tund the Teacher
Renewal [nstitute. Advisory commitiees
were created 'o oversee the operation ot
the program and to ossist 10 making rec-
ommendations for improvement. The
Carbon-Lehigh Intermediate Unit statt
would work with the Teacher Renewal
Institute to meet its objectses.

Delivery of Training

There were two levels of training: train-
ing for members of school-bused traiming
teams. and training these teams would
then provide in their respective schools.

Training Teams. The planmng com-
mittee decided to have one traiming team (N
each participating district for each pro-
gram topic dentified. This team was re-
spon.ible for traming teachers 10 their
home school. Based on needs assessment
data. the tw o topics addressed the first s ear
were motivauon and classroom manage-
.nent and discipbne. Since that ume. a
criucal thinking shill component has been
added.

Selection as a member of a
training team enabled par-
ticipants to renew their com-
mitment to teaching through
recognition of their pro-
fessional worth, to gain new
knowledge and skills to en-
hance current programs of
instruction, and to re-
invigorate their conjidence
as agents of change.

Each team consisted of two competent
teachers and an admimstrator. For the
most part. participants were outstanding
educators who were highly respected by
peers.

The planning commuttee recommended
that traiming team parucipants from each
district be selected from the same school
Research has indicated there 1s a greater
rate of success in shanng information if
there 1» professional and peer support.

All professional employees in the dis-
tncts were eligible to parucipate 1 the
truming teams However. the planming
commuttee believed the nstitute could best
succeed if team participants were selecied
from those who already demonstrated 4
keen 1nterest 1n personal and protessionel
growth, who could mihe a serious com-
mitment of time and energy 10 advancing
academic and professional progrums. and
whose colleagues held them in high 2s-
teem. Above all. the success of this ven-
ture depended heavily upon the atitude of
participants. Volunteers were first cl:cned.
from among identified top-notch
educators.
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Sclection as amember of a sraiming team
enabled participants 0 renew tneir com-
mument (o teaching through recogmition
of their protessional worth. to gain new
knowledge and skills to enhance current
programs of instruction. and to re-
invigorate their confidence as agents of
change. These skilled teams retumed o
their distncts or schools to nare these
skills in a vanety of ways with peers.

For each insutute topic. members of the
‘truning teams participated in a S-day
training program consisting of a {-day
onenration workshop. a 2-day skitls work-
shop. a I-day follow-up. and a I-day
evaluation session.

Each 5-day program incorporated con-
tent in the particular target topic as well as
information on effective teaching
methods. adult learning research, and stra-
tegies for devising action plans for shanng
skills within the home school. Follow-up
sessions provided opportumties for train-
Ing team members to share expenences
and resources, to evaluate changes made
10 their instructional programs. and to en-
courage adaptatton and constant as-
sessment to obtain the best possible pro-
gram for a class or schoo..

- 0nce~ the- trammg teams
‘received’ thezr training, they
returned. to their respective .
schools and shared the con- -

~ tent and skills they had ac-
quired with small groups of
colleagues. o

Training Teams Return to Their
Schools. Training teams were encouraged
to senve as staff developers in their build-
ings and share information and materials
with others.

Once the training teams received their

'xranmng. they returned to their respective

schools and shared the content and skilis

they had acquired with small groups ot
colleagues. In addinon. they added an
important component — therr tesimony
about what they had used successtully in
thetr classrooms. In addition. each ream
Kept a joumnal of the successes and con-
cems 1t expenienced duning the staff de-
velopment process. Each fraiming team
also outlined an action plan to ensure there
would be a shanng of ideas. information.
and matertals with other teachers in the
building. The in.ermediate unit personnel
assisted in the implementation of the ac-
uon plan and in the revision of content
training sessions. From these sessions.
suggestions of ways of using teachers to
train other teachers were idenufied (see
Figure 1).

Evaluation of the Institute
Evatuauon 1s a cntical ingred'=nt of any
staff development program. The project

=
represented the first starf development
project coordinated by the Intermediate
Unit and 1t was clear rrom the bezinmny
that the distnct supennterdents would be
looking for data to indicate the program
was having positive effects.

E: wlu.mon information came from four
sources: (2) members of the traimng
teams. (b) teachers. (c) students. and (d)
an external evaluator. All aspects were
important and provided different
information.

The Training Team

Based on the expenences of implemen-
ung therr acton plans with colleagues in
their schools. training eam members said
that:

l. Sessions designed for training team
members to share information with nther
teachers should take place with a small
group of positive people and should not
require a great deal of ext-a preparation

Figure 1
Ways Teachers Could Serve As
Staff Developers

® Develop a pool of ‘*hometown’” experts
capable of devising solutions to problems.
® Develop school-based projects through
which teacher sunport groups implement
content. )

® Form materials centess for school distrct
programs.

® Provide workshops or seminars for
credit. for enrichment. and for specific
concerns. such as new teacher orientauon.
® Provide inservice programs: either
grade-level. school-wide. district-wide. or
affinicv-based.

® Present materials to a small group of
teachers on how to improve classroom
management skills. mouvanon skills. and
cntical thinking skills. as the start of future
staff development programs 1n the distnct.
® Work togetherto develop and maintain a
relevant. consistent. and shared discipline
policy and pracuce.

® Assist new teachers to become effective
classroom managers. and thereby. ensure
standard uulizauon of building policies
and procedures.

® Renew teacher perspective on thé vari-
ous areas of classroom management by
reviewing background knowledge, per-
ceptions, and current practices, and pre-
senting research-based support
infortnauion.

® Affect student achievement and/or be-
havior through the use of positive re-

inforcement and'or consistent discipline.

® Share ideas with smail positive groups of
teachers on how to motivate pupils and
have the groups try the ideas in the
classroom.

® Mouvate teachers to want to improve
their teaching by using videoraped ses-
sions followed by positive fsedback. Also.
provide positive reinforcement to those
teachers who show extra effort on behalf
of the students. school. and faculty.

® Provide the means to insull motivation in
students and teachers. thereby promoting
increased student learming. teacher en-
thusiasm, and an iacreased self-concept
for both.

® Work together to improve the building
climate.

® Revise the curnculum to effectively link
the written, taught, and tested
componerts
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tume by the truining team.

2. Traimng team members should be-
he 1n the value of the sharing process tn
OIUET Lo Promote posittve Jhange 1a the
overall instructional prograni.

3. Small grants ¢S300) trom the Inter-
mediate Unit should continue to be used to
COVET cost for substitute teachers. overt-
ime hours. and materials.

4. The Intermediate Unitstaft and steer-
Ing committee members should continue
to be relicd on. as the need anses. to
provide assistance in developing action
plans. critiquing presentations. and other
services.

Teachers

Because participants came from several
different environments (from large. urban
districts to small. rural ones) it 15 difficult
to design a program that would be mean-
ingful and appropriate for all. Thus. pac-
ticipant feedback helped the program des-
1gners refine the program to better meet the
individual needs of school districts. They
found that:

I Teuchers need some trairing to be
effective in shartng information with
peers. As talented as teachers might be.
they often haven’t had much opportumty
to work as staff developers.

2. Teuchers need to be given time to be
effective staff developers as well as com-
petent teachers. Recommendations from
teachers included using substitute teach-
ers. payving for after school work. and
rearranging schedules.

3. Principals should continue to support
the teachers and make necessary
arrangements.

4. Teachers need opportunuties to talk
with peers about successes and problems
after attempnng to implement new stra-
tegies n their classroom. Shuring 1s a ey
cormponent of the institute.

Students

The classroom teachers who recened
training from the training team hept jour-
nals of student progress ang cited such
student outcomes as. ennanced learming
caused by a more povitive climate. more
“tudent aw areness of mutual responsibility
In the classroom. successes exoenenced
by individual students. and pride which
students expressed about their achieve-
ments. It could be very difficult to
prose’” that teachers as staff developers
ted 10 improved student outcomes. but

these comments by teachers indicated that
there were some positive results.
The External Evaluator

An external evaluator frem higher edu-
cation did a case study of tour eam pro-
jects. In three of the four. teachers were
able to share information with colleagues.
and 1t was positively recenved. In two
prejects. the evaluator obsened increased
dttempts by teachers to motivate students
to achieve at higher levels. Additionally.
posttive changes in classroom behavior
wers observed.

Evaluaton results have besn shared
periodically with all supenintendents ir. the
Intermediate Umit. [nitial fears about
overburdening good teachers seemed to
have been allayed by the positive results
from the partcipants. The program has
continued and expanded. Two additional
districts. two area vocational-techmical
schools. and special education staff from
the intermedia*e umit were involved duning
1986-87. There also will be a continuing
program for teachers who participated in
the Teache: Renewal [nstitute and who
would like continual support.

. . .- 2
. ) . L -
caeag ; g Teh
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Teachers need some trammg
to be e_ﬂ'ecuve in sharing in- "
formation with peers. As tal- ~
ented as teachers might be,
they often haven’t had much
opportunity to work as sta_ﬁ'
developers. ‘

Future Plans

The loca! business communmity have be-
come involved with the institute by hos-
i'ng workshops. providing space and
audio-visual equipment for the training
sessions. and. 1n some cases. lunches and
personnel. They have responded very
favorably to the educators® willingness to
grow and support each other in the
process.

A representative from higher education
will be involved again as an external
evaluator. This ycar the representative will
also give a keynote address at the fin
session shanng reflections of what h
been observed regarding the process o.
teachers helping teachers to grow. A rep-
resentative from industry will play a simi-
lar role.

Graduates of the Teacher Renewal Insti-
tute will have the opportunity to share
what they have learned. They wiil con-
tinue to share strategies and techniques
with staff in their buildings. Also some
will have the opportunity to teach an n-
service course through the intermediate
unit.

Summary

New Jersey Governor Thomas H. Kean
discussed the importance of ways to em-
power teachers to do their jobs more effec-
tively. He ¢'* ' .ue importance of getuing
teachers m . involved n professional
decisions wuain the school and the need to
help teachers better share their talents and
knowledge with colleagues.

Teachers as staff developers, such as
experienced in the Teacher Renewal Insu-
tute. gives credence to the beliefs that (
teachers caa serve in leadership roles, (
teachers must be active learners in order to
fully understand the learning environment
in their classrooms. and (c) the entire edu-
cational environment is improved for staff
members as well as for students when

teachers serve as staff developers. B
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SCHOOL-FOCUSED

Providing Regional Support
for School Improvement

A school improvement support service for 26 districts was
provided through a comprehensive plan for orientation,

implementation, and support.

BEATRICE E. ROCK

ow do rural .s'cho'_ol;districié‘mg?‘
tef énough financial and profed-

sional support for comprehensive
school improvement efforts¥ This 1s the
story of how one regional educauonal
agency incentral New York developed and
ts currently deltvering a school improve-
ment support service to educators n 26
schocl dustricts. This Case study provides a
detailed account of the support services
which have resulted tn a cadre of people
prepared and witling to move forward with
school-based collaborauve planning for
school improvement

Beutrice £. Ruck 1y Director of School Imprene-
ment Proyrams Wasne-Finger Lukey BOCES.
I301 County Roud 20. Stanlev. NY 14561

Background

In 1987 the Wayne-Finger Lakes Board
of Ccoperative Educational Services
(BOCES). an agency whose purpose 1s to
provide schools with economical educa-
uonal services, was asked by its compo-
nent districts to fund a comprehensive
school imyrovement support service that
would meet the needs of districts interested
tn engaging 1n a formal school improve-
ment process.

The districts requested that leadership
training regarding school tmprovement
concepts and strategies be provided as well
as school -tocused staff development activ-
1ies related to the development of collab-
orartve communication skills. A Dyrector
of Schooi Improvement Programs was
hired that soring w develop. implement.

and monitor the etfectiveness ot these statf
development efforts.

The school improvement support ser-
vice had three parts: an awareness compo-
nent designed to oriensr teachers,
administrators. and board of education
members to the basic language and con-
cepts of the school effectiveness research
(Brookover, 1982: Brookover. Beady,
Flood. Schweitzer. & Wisenbaker, 1979:
Edmonds. 1979: Lezotte. Edmonds, &
Ratner. 1974: Rutter. Maugham. Moru-
more, Ouston. & Smith. 1979); a work-
shop component aimed at helping districts
tmplement a school improvement planning
model based upon this research: and a
fupport component focused on providing
ongoing coordination and technical assis-
tance to educators engaged in the school
improvement process. The school-focused
statf development offered through the
Wayne-Finger Lakes BOCES School Im-
provement Support Service is illustrated in
Figure |.

Orientation

A first step n providing orientation
traiming occurred duning the summer of
1987 when a principals’ academy was ot-
fered to principals from the BOCES com-
ponent districts. The rationate for
orienting principals first was based on the
belief that. as the instructional leaders in
thetr bulldings.. principals could best dis-
seminate nformation and bwild locat sup-
port tor the school improvement process
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Seventy-five admimstrators attended
the ucademy held at Cornell University.
learning 2bout the school effectiveness re-
search from Larry Lezotte and Wilbur
Brookover. Other consultants provided in-
formation about improvement initiatives
related to curniculum and instruction: Fen-
wick English. William Spady, and Robert
Sudlow. Furthermore. Susan Loucks-
Horsley presented literature regarding the
change process.

As part of the acodemy program. a
4-day Leadership Communication Skilis
workshop was also offered. At this work-
shop. principals were taught the skills
needed for working collaboratively with
school improvement teams. Based on the
work of Bolton (1979). this workshop fo-
cused on developing each pningipal’s abili-
tv to listen effectively. build consensus and
collegiality among staff members. engage
tin conflict resolution. and facilitate coop-
erative prolem solving.

As a result of the academy expernience,
the principals weie prepared to assist the
Director of School Improvement Programs
in providing onentation programs to local
statf and boards of education. The content
ot these wtial programs centered on the
school etfectiveness research, with the for-
mat varying according to need from |-hour
overview sessions to whole-day programs
structured for presentation and discussion.

One school sponsored a program in
which the entire staff heard from a panel of
teachers and administrators from another
district regarding the school etfectiveness
research and how this research had trans-
lated to a school improvement process in
their own district. A question and answer
period was followed by small group reac-
tion meetings.

During the 1987-88 school year. almost
every district in the Wayne-Finger Lakes
BOCES region sponsored similar school

tume needed to apply what they had
tearned. A fourth workshop focused on
group process skills. These workshops are
descrnibed befow

This case study provides a
detailed account of the
support services which
have resulted in a cadre of
people prepared and
willing to move forward
with school-based
collaborative planning for
school improvement.

1. Developing the District Plan. Dis-
trict teams needed to know about the struc-
ture and possible content of the distnct
plans. Superintendents. principals. par-
ents. and teachers who served on district
teams atrended a 2-day workshop called

" Devetloping the District Plan.™
workshop was designed to heip them
velop the components of a district plan: the
mussion statement. project goals. defini-
tions of effectiveness. standards for mon-
toring mprovement. and guidelines for
structuring the work of building-levei
teams. To date. |7 distnict plans have been
developed as a resuit of participation in
this workshop.

2. Analyzing Data. The next step was
to form building-level school improvement
teams. Each team consisted of 8 to 10
members. including the principai. As these
teams were formed. they attended a I-day
workshop called “Analyzing Data.” This
session prepared 2ams to collect and an-
alyze student achievement and stat” per-
ceptions data.

At the end ot this workshop. parucipants
knew how to collect and analyze student
achievement data tor the purpose of as-
sessing whether subsets of the student pop-
ulation were being equitably served. They
also learned how to interpret the results of
a survey of statf perceptions. In 1988. 28
school improvement teams attended this
readiness workshop 1n preparation for the
development of their own building-based
school improvement plans.

3. Developing the School Improve-
ment Plan. This 5-day workshop helped
teams analyze data and formulate 1m-

-t

. - Figurel S S
o The Wayne-Finger Lakes BOCES & ¢ -
: - < School Improvement. . =~
. . * Support Services ™"

~ . -

~

SCHOOL IMPROVEMENT SUPPORT SERVICE

ORIEN? l

_—
" . . |IMPLEMENTI S [SUPPORTl L

improvement ornientation meetings leading LT B ~ RO CECER S . saT
to the formation ot district teams. At this : Teachers - Team Building . | Director-
point. it was necessary to develop the T L Princrpals : B 5,'",'09;,,3‘,,&“ - Suff -
implementation phase of the support ser- . | DiswmciPlan - [ Development
vices. -Supenmendent; ) | Analyzing Data |_Resource
Implementation Library

Four worksiops were developed to help | Boards of Developing ihe Suhool | Computcr
teams accomplish the specific tasks asso- Educanion ~ Improvement Plan Center
ciated with the school improvement plan- St
ning process. Three of these were designed | Educauon
to give teams in-depth information about Department
the research and 1o provide them with the
o .
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At the end of this
workshop, participants
knew how to collect and
analyze student
achievement data for the
purpose of assessing
whether subsets of the
Student population were
being equitably served.
They also learned how to
interpret the results of a

survey of staff
perceptions.

I

provement strategies based on the dawa.
Teams engaged n:
® [dentifying strengtns and areas of
concern.
® Setting goals and objectives.
¢ Establishing acuvines.
® Developing an implementanion
umehne.
¢ Designing evaluation procedures.

As evidence of success. every planning
team came away trom the workshop with a
school improvement plan based on local
needs. intangible rewards for participants
included teehings ot accomplishment. col-
legrality. and opumism. One enthusiastic
teacher remarked that tor the first ume
“the responsioiny and power for school
improvement 1s in the hands of teachers.”

By summer 1989. about 500 people rep-
resenting 50 butlding teams will have
:aken part tn this wor.shop. As a resuit. 50
school improvement plans will be imple-
mented 1n tall [989. Their plans range
trom developing sequentiai grade level ob-
Jectivas to creaning a schoolwide climate of
high expectations.

4. Collaborative Communication
Skills Workshop. Since collaborative
team planning 1s at the heart of the school
improvement mode! and since not every-
one possesses the collaborative skills
needed for successtul and effective team-
work. a 2-day Collaborative Communica-
tion Skills workshop was developed and 1s
currently being offered to teams. The skills
of the course include active listeming. as-
sertion. contlict resowution. and coopera-
uve problem solving. This workshop sets
the conditions tor successful collaborative
team planning by teaching people critical
group process skills that are needed for
true collaboraton to take place.

[n summary, the implementation phase
of these support services consists of struc-
tured workshops designed to help people
plan for the development and implementa-
uon ot their school improvement action
plans. The actual implementation process
occurs 1n individuai buildings and is 1mu-
ated. monitored. and evaluated by the peo-
ple who develop the plans.

Support

A well defined. fuilv-articulated school
improvement support service requires
tflexibility «f 1t 1 to remain vibrant and
responsive to local districts and their
needs Bes.des otfering a sequence ot es-

tabhshed workshops. the Director of
School [mprovement Programss provides
support by delivering or brokering
speciaily-designed statf development ac-
tivities as needed.

[f. for instance. a scnool improvement
team should indicate the need for an inser-
vice program related to rasing teacher
expectations. the Director would arrange
for them and their cotleagues o participate
tn a Teacher Expectacion Student Achieve-
ment (TESA) workshop Simularly. if a
team requested 1nformation about curricu-
lum alignment. the services of an appro-
priate consultant would be sought and
offered.

The development ot aresource library 15
another element of the support compo-
nent. Professional books. penodicals. au-
diotapes. and videotapes are made
available to teams as they engage in re-
searching particular school improvement
straceges. A bibliography 1s frequenttv
updated and circulated to team members.

Finally. the Regional Computer Center
and the New York State Educarton Depart-
ment play supportive roles. The Regional
Computer Center provides assistance by
scanning the statf perception survey in-
struments and by analyzing student
achievement data according to the subsets
of the population. The State Education
Department offers assistance vta the Effec-
tive Schools Consortia Network. a state-
wide organizauon whose purpose is to
dissemuinate information regarding effec-
tive pracuces and school improvemant ini-
natuves.

What We Have Learned

Collaborative team planning for school
improvement 1s a complicated process re-
quiring expert.se and ongoing support. We
have learned that many key pieces must be
put into place if a school improvement
support service 1s to etfecuvely assisi the
work 0i school improverent teams. 3ascd
on what we have learned. we offer the
following suggestions:

¢ Enlist the aid of excellent consul-
tants. In our case. expertise was provided
by nattonaily-knnwn consultants in the ar-
eas of curricufum and instruction. schonl
etfectiveness research. instrucuional lead-
ership. and the change process. These con-
sultants provided teachers and principals
with new intormation. makinga high-jevel
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dialogue posstbie rexarding school im-
provement strategies. )

® Designate a stafl' deveiajter to de-
sign and deliver team workshops. The
structure ‘provided by clearly-defined
workshops otfers teams a framework with-
i wnich to work. A starf developer who s
expenenced and knowledgeabie abeut re-
seuren. erfective practices. and group pro-
cess 15 needed to design and deliver team
workshops.

¢ Build a broad base of support. From
the very beginmng. teachers. administra-
tors. and boards or educaiion should have a
clear picture of what teams are attempting
to accomplish when they engage in the
schoul improvement process. This ensures
that the necessary resources will be avail-
aole at crincal points 1n the process and
alsv paves the way for acceptance ot school
improvement plans when they are pre-
sented to a statf. [n our region we have
built a buse of support through widespread
Jrientation and training, a

O

RIC

Aruitoxt provided by Eic:

The skills of the course
include active listening,
1ssertion, conflict
resolution, and
cooperative problem
solving. This workshop
sets the conditions for
successful collaborative
team planning by teaching
people critical group
process skills that are
needed for true
collaboration to take
place.
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Reprinted '+ith permission from: Edwards, Gouverneur a.d Harrisville Central School District
and St. Lawrence-Lewis BOCES.

INTRODUCTION

With today’s shrinking doilars and declining enrollment, Boards of Education are faced with very
difficult decisions on how to maintain or expand curriculum. Three school districts in Northern New
York State, in cooperation with St. Lawrence-Lewis BOCES, have implemented a microwave
information delivery system which provides two-way audio and visual instructional television
communication among the schools, as well as the sharing of other information such as computer data
and library resources. The three school districts are Edwards Central School, Gouverneur Central
School and Harrisville Central School, as weil as the St. Lawrence-Lewis BOCES in Cznton.

An interactive television network provides a method for the districts to maintain a high quality
curriculum without consolidation or exchanging students or teachers. Each school is equipped with a
tower and two dish antennas to receive and transmit microwave signais. The schools have a room
equipped with a color camera, live microphone, viewing monitors for students, and two televisions for
the instructor to view the classes in the other schools. The system provides full time visual and audio
communications between the instructor and students.

HOW AN INTERACTIVE TELEVISION SYSTEM WORKS

A. Microwave TV is similar to standard broadcast television except it has a short range and operates at
a much higher frequency. Microwave antennas and transceivers are combined with video cameras,
microphones and monitors to provide two-way communication links between schools.

B. Attheoriginating school,a microhone and TV camera are “irected towsrd the instructor to provide
audio: .a1d video signals to students in the other schools. In turn, a camera 2nd microphone are used
to provide return pictures and sound to the inst"uctor.

. C. The picture and sound signals are delivered between schools via microwave links. This couid also
be accomplished with cable links installed between schools in city and suburban areas, or a
combination of both.

D. Tre microwave TV system permits the instructor to interact with students at distant schools on a
direct and personal level. :

THE BENEFITS OF AN INTCRACTIVE TELEVISION SYSTEM

. Decreases or eliminates the need to consolidate school districts.
. Allows smaller school districts to anaintain curriculum offerings and/or increase course offerings.

A

B

C. Allow for greater flexibility in student scheduling.

D. Helps to breakdown barriers between neighboring communities.
E

. Allows for communication of computerized data to and among school districts without phone hinks
or bills.

F. Affords stud-ns the opportunity to work with sophisticated audio-visual equipment.
G. Teaching students the need to adapt to high technology in an ever changing society.

. H. Allows districts to specialize their library holdings, thus providing more information to the same
number of students at the same cost.

I.  Allows for teleconferencing among the Boards of Education and staffs of the school districts, thus
eliminating transportation costs. 1 37







TWO-WAY INTERACTIVE TELECOMMUNICATIONS

® — *_~B

N

‘ N
|
N\

RECEIVING CLASSROOM

1. Camera on Students

'ORIGINATING CLASSROOM
2. Monitor Positioned
for Scudent Viewing 1. Camera on Instructar

2. Monitor Positioned
for Instruction Viewing

. OBJECTIVES OF INTERACTIVE TELEVISION PROJECTS

A. To provide tw) channels of two-way interactive television between Edwards, Gouverneur and
Harrisville school district for the purpose.of sharing educational/instructionsl classroom

programming.
B. Toprovide facsimile and data links between the school< _nd the BOCES Central Office in Canton,
New York.
1986 - 87
SCHEDULE
PERIOD SUBJECT ORIGINATES FROM
1 Health Edwards
2 Shorthand Gouverneur
3 Psychology/Sociology Harrisville
4 Spanish 1 Edwards
. 5 AP English Gouverneur
6 Business Law Harrisville
Qo 7 AP Math 139 Gouverneur




SECTION 4

ADDITIONAL RESOURCES
and BIBLIOGRAPHY




ADDITIONAL RESOURCES TO CONSIDER

Continuing To Learn: A Guidebook for Teacher Development by
Susan Loucks-Horsley, Catherine Harding, Margaret Arbuckle, Lynn

Murray, Cynthia Dubea, and Martha Williams. Based on the latest
research and good practice, it defines the characteristics and
components of good staff development programs and recommends ways
to establish and improve them. This Information Packet,
Effective Staff Development In Rural and Small Schools, contains
reprints of Chapter Two and excerpts from Chapter Four of
Continuing To Learn. Available from The Regional Laboratory, 290
South Main Street, Andover, MA 01810 ($10.00 plus $2.50 postsge
and handling). Please cite order number 9033-99.

Building Systems For Professional Growth: An Action Guide by
Margaret A. Arbuckle and Lynn B, Murray is a comprehensive

resource guide for the staff developer. The GUIDE is comprised
of an introduction and eight chapters that coincide with the
steps in building a staff development system. Topics include
getting started, designing a collaborative structure, building a
team, educating decision makers, determining priority needs,
designing oppportunities for professional growth, maintaining a
system over time and conducting meaningful evaluations. Each
chapter presents an overview of the topic, complete C’rections
for group activities for a staff development team and much more.
For further information, contact The Regional Laboratory, 290
South Main Street, Andover, MA 01810, (508) 470-0098.

Encouraging Staff To Collaborate For Instructional Effectiveness
(Sept. 1989) by Stuart Smith and James Scott, published by the
Oregon Schoal Study Council. This bulletin has been adapted from
@ book, The Collaborative School: A Vork Environment for
Effective Instruction, that will be copublished by the ERIC
Clearirghouse on Educational Management at the University of
Oregon and the National Association of Secondary School
Principals. They summarize research pointing "to a strong
association between col laboraiive norms/practices and student
achievement, school renewal, and teachers' openness to learning."
Aveilable from the Oregon School Study Council, 1787 Agate
Street, University of Oregon, Eugene, OR 97403 ($6.00, ISSN 0095-
6694) .




Page Two - Additional Resources To Consider

In-Service Education for Staff Development (1989) by Ben Harris,

is a source book full of practical approaches to all aspects of
in-service education. The book provides a scholarly yet
comprehensive presentation of state-of-the-art in-service
education. Available from Allyn and Bacon, Inc., College
Division, Rockleigh, NJ 07647 ($36.95).

"The Journal of Staff Development" is must reading for any
educator respongible for staff development. This quarterly
magazine is published by the National Staff Development Council.
Tou will notice that & number of articles in this Information
Packet, Effective Staff Development In Rural and Smsll Schools,
are reprinted with permission from the journal. Previous issues
have focused on such issues as staff development for teaching
thinking (Fall 1987), enacting change through staff development
(Spring 1988), peer coaching and mentoring (Spring 1987), and
technology in staff development (Fall 1989). Membership in NSDC
(§50), includes the journal, a monthly newsletter, and other
services. For further information, please write P. 0. Box 240
Oxford, OH 45056-9981.
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