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The Faces of
Professional

Development in
Education

Multiple Intelligences at Work

I’d like to find a one best way, but that’s just not the way it is.

—our reflective observer

Organizations—Models—Environments—Professional Growth

F orty years ago Bob Schaefer (1967) had it right inThe School as a Center
of Inquiry. He portrayed the school as a place where both students

and educators are inquirers, where attention to learning by teachers and
administrators has a place side by side with learning by students.

Schools are designed to teach students how to learn. Primarily,
this is accomplished by healthy and growing educators. Our best and
most exciting schools are places where the adult educators are in a
high state of growth and give each other energy, knowledge, and
skill. A high-growth environment for the adults infects the students.



Staff development is about learning—the belief that we are never
finished. Our need for learning does not put us down but rather
opens a better quality of professional and personal life. Also, students
learn in proportion to the amount of learning that we do. Our learn-
ing propels their learning.

Professional development comes into being through deliberate
actions by the organization—usually the district or school, sometimes
the state or province—to generate learning by educators, to make the
school a learning laboratory for teachers and administrators. These
actions result in the various forms of staff development that are practiced
today. These forms are directed toward several purposes, including

• Enhancing the school as a good place for learning by educators
• Enhancing the school as an organization, one that generates a

high quality of life for students and staff alike
• Providing opportunities for professional learning by staff, from

basic knowledge and skill to new approaches to curriculum and
instruction, including tools for inquiring into student learning

• Enhancing the collaborative dimension of the school and
reducing isolation, enabling the faculty to work together to
help the students reach high states of growth

Note that several of these purposes deal simultaneously with
improving the organizational climate of schools and the states of
growth of the educators. Helping educators have a better quality of
experience in the workplace and helping the school become a more
positive and warm institution are worthwhile in themselves. These
become the focus of the first level of evaluation in staff development
and school renewal. Also, a generative social climate will lead to
efforts to better curriculum and instruction for students, but as a
derivative of educators’ growth. However, in the models where cur-
ricular and instructional initiatives are central, the growth of the edu-
cators needs to lead directly to increased student learning.

Importantly, an approach to professional development can legitimately be
used before there is solid evidence that student learning will change or increase.
In fact, the most common forms of professional development do not
have clear evidence of the student learning that will come from them. In
the future, the evaluation of all approaches needs to generate docu-
mented educator learning, and the evaluation of initiatives in curriculum
and instruction needs always to include the study of student learning.

Now, let’s look at the most common ways that professional devel-
opment services are provided to educators. Then, let’s look at the
processes by which they are nested in school and state organizations.
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Variations on a Professional
Development Theme

We imposed a definition of staff/professional development as formal pro-
visions by organizations of ways of helping teachers and administra-
tors develop a better workplace and enhance their knowledge and
competence in their assigned roles. Formal, as used here, means the
deliberate arrangement of organizational processes and structures to
facilitate the development of competence of teachers and school-level
administrators. Clearly, there are myriad ways that four million-plus
teachers and administrators can generate growth opportunities on
their own. However, our central focus here is on the opportunities for
learning that are purposely created by states, districts, or schools (the
organizational entities of the educational system), including the
creation of opportunities for individual educators and small groups
to generate initiatives. (The formal can generate the informal.)

Varieties of Current and Common Practice in
Staff Development: A List in Random Order

To get going, let’s think about the following ways that education
organizations generate learning opportunities for their personnel.

• Individual inquiry—Individuals are supported with time and
money in their personal study efforts. Stipends (grants) and brief
leaves offer opportunities. Teachers apply for the opportunity. In
some rare but interesting cases, modest resources are made avail-
able to all teachers. Bruce is currently consulting in a pair of
schools where $2,000 is set aside each year for learning projects
by each of the teachers. That is a rare practice, but exemplary.

• Personal/professional services by peers—Teachers disseminate
instructional improvement, usually to novices but to other expe-
rienced teachers as well. Mentoring programs directed at new
teachers is a prominent example. In recent years, there has been
a marked increase of services both for broad areas of teaching
and for specific curriculum areas. These are usually called
“coaching” programs, as in the much-promoted practice of
connecting literacy coaches to schools. Nationally, about 6,000
coaches were supported by No Child Left Behind (Reading
First) resources last year. The National Council of Teachers of
English is lobbying for 10,000 “literacy coaches” (see Hall, 2004).

• Personal/professional services by supervisors—For many years, school
districts emphasized structured instructional improvement
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through supervision, where ideas about instruction are dissemi-
nated by supervisors, including principals (seen as instructional
leaders). Over the last 50 years, districts have probably invested
more resources in supervision than any other form of staff devel-
opment. Supervision began when the typical school reached the
size where it had a full-time principal (although teaching princi-
pals had supervisory duties as well). In addition to adding princi-
pals, districts added full-time supervisory personnel to their
central offices, as well as coordinators in the core curriculum areas.

� Some mentoring and coaching programs utilize procedures
(as in the “preconference–observation–postconference”
pattern) adopted directly from supervision (see, especially,
the work of Madeline Hunter, 1980, which dominated staff
development for 20 years, and Goldhammer, Anderson, &
Krajewski, 1980, on clinical supervision). Today collegial
interchange is emphasized, and there is greater equality in
relationships, at least on the surface.

• Action research—This is disciplined inquiry by faculties who study
curriculum, instruction, and the social climate of their schools and
make decisions about school improvement initiatives. An inquiry
paradigm is followed, leading staffs to study student learning,
local community conditions, and the literature in one or more of
the core curriculum areas. Action research can result from open-
ended learning community activity or begin with the formal intro-
duction of the inquiry paradigm. Action research itself has been a
long line of inquiry, including luminaries from Lewin, Corey, and
Deming to the present scholars of the process (see Emily’s Action
Research in the Self-Renewing School [Calhoun, 1994]).

• Open-ended local learning community activity—School-based teams
come together to assess their situation and make decisions about
needed improvements. In some districts, all teachers are
members of learning community teams. In others, the practice is
voluntary. In some, the whole staff is organized as a single learn-
ing community (see Schmoker, 2004).

• Curriculum and instructional initiatives—These are usually
focused on one or another of the core curriculum areas. Again,
there are many current examples in the literacy area, as fresh
curriculums and models of teaching are developed and dissem-
inated. Initiatives of this sort are complex and require consider-
able effort throughout the organization (see Joyce & Showers,
2002; Joyce, Weil, & Calhoun, 2009).

• Workshops on generic instructional techniques—Examples are types of
questioning, classroom management devices, simple cooperative
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strategies, and the like (see Marzano, 2003). These make up a fairly
large portion of the menus of workshops offered on “staff develop-
ment days.” They are directly relevant to practice but are less pow-
erful than either full-blown models of teaching or curriculums in
the core subject areas (see Joyce et al., 2009).

• Sets of workshops scheduled during paid “staff development days”—
The core purpose here is to bring people together for study.
Essentially, arrangements are made for menus of workshops on
various topics presented on a small number of days each year
when teachers and principals are paid to participate. Currently,
these are heavily criticized by national organizations.

Distance learning is an approach not quite parallel to those above.
It is on the rise, with online courses and a host of workshops mediated
by e-books, DVDs, and streaming. Distance learning technologies
might spawn a variety of innovative forms of professional develop-
ment and just might ignite a wide-reaching revolution in the field. PBS
has recently pulled together an enormous library of interviews, videos
of scenes, and so on that represent this emerging revolution.

What Do We Have Here?

The approaches described just above are different from one another but are
not completely so. Their processes and purposes overlap, and what begins
in one area can generate an event or program in another. Some, like the des-
ignatedprofessionaldayworkshops andcourses andworkshopsongeneric
teaching methods, are centered on the formal delivery of services, but they
can includemanymodes of instruction.Direct personal service cangenerate
curriculum implementation. When curriculums and models of teaching are
developed and disseminated, learning communities can be developed.

Families of Models

We have collapsed the approaches into several categories, or families,
of models that will form much of the structure of the book.

Supporting the Individual

Although all of staff development intends to support individuals,
some types focus on the individual as a person and provide avenues
for people to grow according to their own lights. Vastly underused,
this family has tremendous promise.
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Personal/Professional Service

Here, some teachers and administrators are designated to provide
help to others. In some ways, this type of staff development has
evolved from supervision, but some forms of coaching are new on the
scene and are markedly different from the supervisory mode.
Personal service can be either open-ended or structured.

Social Construction of Knowledge and Action

The school as an organization is on stage, with the development
of learning communities. This family can be very open-ended or take
the form of disciplined action research.

Curricular/Instructional Initiatives

The course and workshop are prominent; developed ways of
teaching or the dissemination of curriculums are the content of formal
workshops and courses.

The Infamous Menus of Brief Workshops

No treatise on staff development would be complete without con-
templation of the currently most criticized and most common way of
organizing people for study—the menus of brief workshops on desig-
nated staff development days. Despite the critiques, when properly
executed, this mode can be effective, and staff development organiz-
ers should not dismiss it out of hand.

In all our categories, inquiry and self-development are central to
high-quality programs. Also, emerging media can carry many kinds of
content—distance education can instigate and support processes as well.

We need to start by thinking about the processes that give any of
these families—in fact any good idea—a niche within the organization.

Organizational/Implementation Layers:
Making Nests Within the Cultural System

Staff development models take place in organizations.Anumber of orga-
nizational processes have to be engaged in if an idea is to become an
active practice. The following set of processes is probably a minimum.

As we introduce them, we will illustrate how they apply when an
individual generates a personal program of study, a small group
engages in an inquiry, and a district of some size begins the study of
a curriculum area.
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Three Parallel Examples

At the individual level, we are thinking of a woman we will call
Nancy. Nancy is trying to learn how to assess her sixth-grade stu-
dents’ writing more effectively. She has read about a system for
studying quality of writing, has looked at a copy of the manual, and
has decided that she would like to go to a three-day workshop to
examine it more closely and work with others who are trying to learn
to use it. She needs some resources and will have to communicate
those needs to folks who hold some of the purse strings.

Even when a small group develops a plan, a surprising amount of
decision making is involved about not only what to do but who will
carry out essential tasks. As we write this, we are thinking of a small
group of teachers from one school (let’s call them the Synergy Team)
who are planning to go to the annual conference of a national organi-
zation in their field. Primarily they want to study procedures for
increasing reading and writing vocabulary, the focus of a two-day
preconference session and several special sessions during the four
day conference. Right now they have realized that their group com-
prises the entire primary faculty of that school. Providing substitutes
for a week will be costly and entail ensuring that the substitute teach-
ers are both competent and well-prepped. They also did not expect
that parents might raise objections, but some are doing so. A public
relations effort has to be organized posthaste.

Let’s also think about the superintendent of a 50-school district
and his chief planners, whom we will call the School Improvement
Group (SIG). The literacy curriculum has been on the front of their
plate for some time. They have made a decision to begin by increasing
the capacity of the school staffs to assess student learning in reading.
Next, they need to examine measurement instruments, decide how to
begin, and start communicating their intentions to the considerable
number of teachers and administrators who form their faculties.

Creating an Action Plan

Creating an action plan is not analogous to planning the Battle of
Normandy. That said, however, the steps to getting things going have
to be spelled out in sufficient detail that implementation is possible.

Nancy has the easiest time making her action plan because she
does not intend to involve anyone else. She knows she wants to
explore the scale for studying writing and doesn’t need to make
further plans until she decides how well it works.

Our Synergy Team has to plan travel, conference registration,
accommodations, tickets to special events, and so on. They also have to
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find and prepare substitutes and plan events to communicate what
they are doing to parents, not to mention possibly nervous administra-
tors. Further, the group will need to get together when they get back,
evaluate what they have learned, and prepare to practice and imple-
ment the strategies they find useful. That means restructuring time
considerably

The District SIG group needs to identify potential instruments
and make decisions about whether to select the same instrument to
use throughout the district or present a set of instruments to the
school faculties for their deliberation. They decide to select the
Gunning (1998) procedures in their K–1 classes and the Gray Oral
Reading Test (Wiederholt & Bryant, 2001) in the Grade 2 to 6 class-
rooms. They will have to communicate the basis for their selections to
school personnel. And they will need to prepare a good-sized team to
administer the tests and interpret the results from all schools. The SIG
group decides to organize an assessment cadre made up of two teach-
ers from each school and a number of central office personnel. The
superintendent decides that he and his chief deputies and all SIG
members will be part of the cadre.

Assembling Adequate Resources and Arrangements

The action plan generates needs for human and monetary
resources. A school faculty that wants to add a technology or teach-
ing model to its repertoire may have to find and pay a consultant.
They may have to find time for teachers to plan and debrief together.

Nancy has to approach her principal and, more than likely, a dis-
trict committee. Her budget for the three-day conference, including
airfare, hotel, meals, and tuition, is about $2,000. Two days for a sub-
stitute teacher are additional. Her district doesn’t have the formal
provisions for individual stipends and short leaves that we describe
and recommend in Chapter 2. So she has to ask for what amounts to
a grant from the district. Because she works with many children from
low socioeconomic status (SES) households, the district can tap into
its Title I funds for school renewal and does so. If she worked largely
with children from middle-class families, finding money for her
would be much more complicated.

Our Synergy Team scrounges for travel money: airfare, accommo-
dations, food. They can make all necessary arrangements themselves
but might use a travel agent to help find best fares and such.

The District SIG group has a complex job, but its members are
close to the policy-making apparatus. Finding experts to help them
will take energy, study, and know-how.
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Implementation: Putting the Plan Into
Action and Activating the Resources

This is where the rubber meets the road. And implementation is
vital. Implementation bridges the planning and budgeting process
to create the envisioned actions. Worthwhile goals require real
changes.

Nancy has the simplest job. At one of her regular meetings with
the parents of her students, she explains what she wants to do: try out
the new scale with her students and network with teachers in other
schools, mostly in other states, whom she will meet at the conference.
She will use e-mail, fax, and telephone.

Our Synergy Team will probably find that communication with
the parents is one of its trickiest tasks. Meetings and personal confer-
ences need to be planned. Second, getting together to consolidate
what is learned will be more complicated than usual. Teachers in the
primary grades have very little discretionary time. Classes may have
to be “covered” to create time when they can all get together.

The SIG has a daunting task. Just organizing a cadre and provid-
ing adequate training are demanding. And as data are collected, the
results have to be intelligibly communicated to the staffs of all the
schools.

Formative Evaluation and Revision of Procedures

Most planned activities of any length and complexity need to be
improved during implementation. Many promising staff develop-
ment programs have had flaws that have been repeated year after
year because procedures for taking stock and fixing problems with
the initiative have not been in place. Let’s not make that mistake!

Again, Nancy just does it. She examines the information she gets
from the new scale, discussing her reactions with her new e-mail col-
leagues and the folks who conducted the workshops.

The Synergy Team needs to focus on making progress toward
arrangements to get together and follow up on the conference experi-
ence. That, we believe, will be their most difficult task, one requiring
close monitoring. Their first attempts to schedule times to meet may
or may not work out well.

The District SIG will need to track the effects of the professional
development offerings that will prepare its large cadre to make accu-
rate assessments of the students’ capacity to read. If reliability is not
established, further training will have to be provided.
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Periodic Summative Evaluation

Implementation takes first place in the evaluation scheme. We
need to estimate when a good level of implementation can reasonably
be expected to have been achieved. Then, we need to verify whether
that level has been achieved.

Effects on Student Learning Is Next

Estimates are needed of when implementation could reasonably
affect aspects of student learning. (Evaluating too soon is useless.)
When effects can be reasonably expected, then assessments should be
made to develop a picture of whether student achievement occurred
as a consequence of implementation.

Nancy decides to use the scale in the next academic year to deter-
mine the effects of a new model of teaching she will be implementing.

Our Synergy Team needs to look carefully at the implementation
of the conditions enabling follow-up on the conference experience.
And they need to examine the product of their experience—asking
whether they are better able to think about vocabulary development
in their students and whether their teaching practice needs to change
in any way. At that point, they may enter a new phase of decision mak-
ing, determining whether to embark on a stage of studying curricular
and instructional strategies in the vocabulary area.

The District SIG, beginning with the development of an assess-
ment cadre, is positioning itself very well to examine student learn-
ing. However, no intervention is planned, and the planners can’t
select an intervention until they develop a reliable picture of the state
of achievement in reading in their schools.

Not all organization development specialists would describe
these processes in these terms, and some would believe that the
sequence, as presented, is too linear. The important thing is the recog-
nition that staff development initiatives, large and small, take place as
organizational activity. You don’t make significant changes without
dealing very seriously with the organizational necessities (see
Schmuck & Runkel, 1985; Seashore-Lewis & Miles, 1990).

Interactions Between Varieties of Professional
Development and Organizational Processes

By now, you are surely thinking about how easily an initiative can
slip through the organizational cracks. You can devise a promising
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initiative that seems to fit the bill of needs in the school or district. You
find support for that variety in studies—research or well-designed
evaluations—and in credible clinical experience. Then you begin to
work your way through the organizational process layers. Too great a
degree of failure in any one of them can stymie the actualization of a
fine idea.

Note that you have the same types of technical and organizational
problems whether you are planning to make an initiative centered on
teacher learning communities or, like our SIG, you are charged with
making a sweeping assessment and reflecting on whether the area (in
their case, reading) needs serious intervention.

Goals and Organization of the Book

Our goals are to locate transportable models of staff development and
find ways of making the varieties strong and successful.

Order of Presentation

We begin with the models that support the educator as an indi-
vidual, because the central clients of professional development are
the people who staff the schools and who, for the most part, are
asked, as individuals, to carry out their duties. Beginning there also
enables us to consider the characteristics of educators as learners and
the kinds of organizational cultures that enable them to thrive. Next,
we look at the models where individuals are asked to give service to
other individuals in mentoring and coaching assignments. Third, we
look at the models that are centered on collaboration as members of
faculties and groups within faculties. The collaborative process
becomes prominent, along with ways of conducting inquiries into
teaching and learning and how to make them better. Fourth, we
examine initiatives in curriculum and instruction that can be focused
on schools or districts, small and large, and even states. Finally, we
inquire into how to improve one of the most common and most criti-
cized organizations of professional development—the menus that are
offered on designated days or parts of days to the personnel of the
school districts who organize them.

Thus, we move the focus from individuals to pairs, then to groups
and school staffs, and thence to districts and states. Initiatives at all
these levels can succeed. The richness of the array of models and the
fine capacity of teachers combine to produce our optimistic state.
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