




























































































































































































































































































1 3 7 

the reading of the articles, the portfolio. . . . I simply don't 
have time for that. 
(Interview-Shari. 6/8/93) 

It seems that those "external voices" were particularly loud for 

Shari so that her resistance was in response to the other priorities in her 

life. This sense of other more important things to do resulted in 

frustration and maybe even a bit of animosity toward the person or the 

situation that presented yet another competing responsibility. 

Short And I think that's part of where my frustration came. 
You see I'm saying, holy crow, I've got. . . I could be marking, 
I could be doing that and I'm not saying that was your fault 
or anybody's fault. It's just sort of. . . and that's when I 
began to think, this is artificial, this is like, you know, we're 
lumbering off to this meeting again, wondering is it going to 
be worthwhile, is there going to be something there. 
(Interview-Shari, 6/8/93) 

So Shari's resistance may have been no different from that which 

occurred with the other participants. It could be that her voice was just 

more articulate and forceful so that it was more noticeable. After 

reading the whole analysis. Shari herself noted that it was she who 

provided the conflict for this story. She jokingly suggested that I owed 

her a box of chocolates for adding spice to the study. However, her 

explanation of why she found the sessions "artificial" suggests another 

interesting layer of understanding. 

Shari: I tell you Bryan, what I have felt is wrong with this 
situation, okay. And you know me, I'm going to be totally 
honest about this. I think this could be a very valuable 
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situation. But what I think is wrong with it, is that it seems 
like an artificially imposed situation to me. And here's what 
I mean by that. It's sort of like—I think if I'm professional 
enough and I think I've done it all through my teaching 
career. I know I have a sense of when something is not going 
over well in the classroom, or when I've run up against a 
brick wall or when I'm having trouble getting a concept 
across or I want to create more excitement about a certain 
subject or theme. And when I do that, 1 go to journals, I go 
to teachers that IVe known who have taught for a long time. 
I'll phone up and ask what do you do in a situation, or I'm 
having trouble with this, or it's just someone on staff. Or I 
listen and I'm observing all the time. Things that are going 
on around and thinking where I can incorporate it into a 
teaching plan, etc. And so it's a sort of organic sort of thing. 
It grows and it grows. In the situation that 1 think IVe been 
placed, it's sort of like forcing a group of people together and 
saying let's find a common need.. . . 

Bryan: Or it seems to be what you're saying is that, when I 
have a concern, I will determine with whom I talk, and when 
I want to talk with them. 
Shari: Okay. 
(Interview-Shari, 6/8/93) 

It seems possible that the premises upon which this whole project 

was based conflicted with Shari's way of thinking. She may have felt 

independent and self-sufficient regarding professional development. To 

her, being a professional could mean to be in control of one's own 

development, identifying and solving specific problems. It could have 

been that being put into a group to collaborate and reflect on teaching 

went against the grain. This experience may have been artificial to her 

because it was not the way she had operated in the past, and the way 

she had operated in the past had worked quite well for her. 
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Gordon 

Gordon, alone among all the participants, expressed very little 

concern with the technical aspects of teaching as the focus of his 

professional growth. He wanted to continue with the project as initially 

planned because he saw a value in the reflective process and the 

opportunity to examine personal theory and practice in a supportive, 

collaborative environment. During the project, he began to realize that 

his understanding of professional development was quite different from 

that of the others and it caused him some concern. 

Gordon: Yeah, because quite frankly I was shocked at the 
attitude of some of the other teachers who said I don't want 
to do this and then my question would be, "But gosh why 
wouldn't you want to do this? This is great, this is good, 
there are no risks here, there are no costs, there are only 
benefits." Yet there is an attitude that says professional 
development is difficult, it's painful, it's consuming and it 
won't help me. That sort of an attitude I found quite. . . I 
found it to be quite shocking. You know it bothers me. And 
I say to myself, "That's not a good attitude for teachers to 
have. They're getting into a rut that they're not going to get 
out of if that's how they feel about this whole business." 
Yeah, so that's. . . I was quite surprised that I was hearing 
that. And I didn't like to hear it. 
(Interview-Gordon, 6/7/93) 

What he didn't like to hear was that some of his colleagues had 

limited their expectations for professional growth while he could see a 

more promising potential for his own professional development. 
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Cordon: You see what I'm trying to do right now is compare 
myself to some other teachers and say we have a distinctly 
different attitude towards professional development here and 
I didn't really think that I was an individual or different 
when it came to this particular area before. You know, 
maybe it's a positive thing. Maybe I actually feel personally 
that I'm beyond the survival level and I'm really reaching at 
kind of a growth level as far as my profession goes. And I 
think that that might be true and if that's the case then 
that's good. 
(Interview-Gordon. 6/7/93) 

Gordon's growth level was certainly different from what the other 

participants expected from a professional development activity. Gordon 

was confident in the craft of his teaching and had begun to examine the 

very foundations of his teaching. He was less concerned with what he 

would do Monday morning than with who he would be Monday morning. 

Gordon: But the other thing that I've really started to focus 
on in recent years is the relationship of me as a teacher and 
each individual student and IVe started to ask myself the 
question. "What effect am I having on this particular 
student in the context of what is going on in this classroom 
right now or what just finished going on." And being able to 
look at that and to start to analyze some of those 
interactions and what those interactions really mean has 
really made a difference to me in teaching. And some of 
those effects, some of those interactions when you really 
look at them closely are extremely positive and some of them 
are things that make you say to yourself. "Wait a minute I 
don't know if what I've done here is so positive and what we 
really needed to happen." And when you're able to look at it 
at that level—how did I effect that individual—oft times 
you're agenda changes. You know often in the past, my 
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agenda has been what's expedient, what's easiest, what's the 
least painful to me and how can I manage things so that 
everybody remains relatively happy. But on the other hand 
this way makes things sometimes more difficult, but it also 
makes it more rewarding. Because you really start to 
understand what kind of effect you're having on an 
individual person. 
(Interview-Gordon. 6/7/93] 

Gordon seems to have found ways of examining his professional 

life in such a way that it has brought about important changes in how 

he views his practice. He has been critically assessing his performance 

in the classroom to discover and rediscover what is rewarding about his 

job. Instead of looking at this process as the curing of ills, he looked at 

it as growth—a natural process of change. Instead of looking at teaching 

as separate from himself, he saw the teaching act as an extension of 

himself as a person. 



CHAPTER 5 
CONCLUSIONS AND RECOMMENDATIONS 

The results of this examination of the voices of professional 

development are neither clear nor absolute. Not only are the voices 

incomplete, but even within what has been revealed, the one common 

feature is that contradictions exist in each voice. The voice of the leader 

seems, at one time, both authoritative and collegial. There was a 

collective voice, but it seemed to emerge from the common feelings of 

isolation that each teacher felt. The collective voice seemed to want 

professional growth beyond the rational technical, but did not pursue it. 

Similarly, what was considered the voice of legitimate professional 

development spoke simultaneously of being in-serviced and engaging in 

professional growth. The administration seemed to be supportive of 

authentic professional development while sending unintentional 

messages against change and experimentation. Finally, these teachers 

seemed to have the contradictory responsibility of being innovative while 

still satisfying the conservative expectations of some stakeholders in 

education. The multiple and contradictory nature of the voices make it 

difficult to clearly define them; however, the dialogue among them does 

inform our understanding of professional development. 

The Participants* Experience 

Out of this cacophony of voices a professional development 

experience did occur. The products of the project are not as tangible as 

measurable changes in practice or even usable packages of materials to 
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evidence a new level of collaboration and trust, but the weeks of 

interaction with each other were not without positive results. The last 

theme that emerged from the initial analysis of the data stated that 

there were indications that conditions conducive to change occurred: 

collegial relations were enhanced, innovative practices were examined, a 

degree of self-disclosure occurred, and a collaborative project was 

undertaken. Although more might have been hoped for. one should not 

underestimate these gains. 

Collegial relations were, for the most part, enhanced at least in the 

sense that we came to a better understanding of each other. Gordon 

agreed in his response to the validity questionnaire. 

Gordon: Collegial relations: yes these were enhanced. As well, 
I have a greater understanding of those with whom I work. 
This will be useful in future dealings with these individuals. 

Part of this greater understanding came from the limited self-

disclosure that took place. As the researcher who had access to all the 

various data sources. I got more insight into the participants; 

nevertheless, each of the participants made tentative steps toward 

revealing themselves to one another. 

Innovative practices were examined and, although only one teacher 

reported having tried any of these practices, it might be that some of the 

others at least arrived at Hall's (1979) awareness or even informational 

stage of concern. Again Gordon confirmed this perception. 

Gordon: Innovations examined: They may have been 
examined, but they were just as quickly discarded by most of 
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us. If the most innovative thing we actually worked on was a 
unit on gender, that isn't all that innovative. 

Sean indicated that in some respects he was experiencing Hall's 

(1979) third stage of concern, personal uncertainty about adequacy and 

role regarding innovations. In answer to the question "Has there been 

any change to your professional life that might be connected to the 

project?". Sean responded: "Possibly, more questions, more 

introspection—more headaches." However, there is little indication that 

much progress was made toward understanding and experimenting with 

current language learning theory. 

Finally, we did attempt to collaboratively plan a thematic unit. A 

common unit did not result from our work. Indeed, no one left the room 

with a written unit in hand, but we did share some literature and some 

ideas; at least one of the participants eventually did some planning 

based on our discussions. 

Informing Professional Development 

The interplay of the voices and their inherent contradictions serve 

to give form to this particular professional development experience. It 

cannot be concluded that given similar circumstances, another 

professional development activity will be authored in the same way. 

Similarly, it cannot be concluded that the description of these voices as 

they occurred in this situation is complete or definitive. It is only clear 

that to approach an understanding and to begin enhancing teacher 

change and growth, the voices that direct it must be heard; and, one of 

the ways by which this can occur is by altering the influence of the 
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traditional sources of authority. Although, none of these facets has been 

extensively explicated by this small study, a little can be said about each 

of them. I will address them one at a time and demonstrate how each 

contributes to understanding professional development. 

Function 

Because there was an absence of traditional authority determining 

purpose, this study has much to say about the function or purposes of 

professional development. When these teachers expressed a preference 

for professional development activities related to the technical 

implementation and application of skills (Showers et al.. 1987) rather 

than on broader educative goals (Smylie & Conyers. 1991). it may not 

have been the result of an informed decision based on interest and need. 

The voices of the individual teachers also expressed professional needs 

beyond the technical level—needs that were unique and complex. This 

study suggests three factors other than the teachers' need that might 

have influenced their preference for focussing on teaching strategies and 

skills. 

First, the teachers' preference may have been an expression of their 

perception of their subjective reality (Knowles. 1984), especially as it 

relates to time available for professional development. In this study, the 

teachers seemed willing to fit the practical teaching strategy into their 

lives, but seemed unable to find space for intense reflection and analysis. 

This may have been an expression of what these teachers knew to be 

true: there might be time to do justice to a technical matter, but there 

would not be time to do justice to a more educative endeavor. 
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Second, the predilection toward practical helps and hints might be 

a consequence of learned expectations of professional development. All 

but one of these teachers came to this project framing professional 

development as transmission from an authority rather than transaction. 

They also saw professional development as remedial rather than 

developmental (Smylie & Conyers, 1991). This may have prevented a 

willingness to engage in the educative process. 

Third, the preference for the practical may be a product of a 

familiar top-down model of professional development. There have been 

few studies that alter the traditional authority relationships in 

professional development. It is, therefore, questionable whether teacher 

preferences would be the same given different professional development 

authority models. In this study, the participants showed little interest in 

pursuing the strategies that were presented to them. So the question 

remains, would these teachers have made more of an effort to try 

innovative ideas if they had been presented by an authority? 

Governance 

If there is a treatment in this study in the traditional sense, it is 

the manipulation of the governance or executive decision making 

function of professional development. It was moved from administrators 

or professional development planners and invested with teachers. In 

this study there is some indication that teacher-directed or bottom-up 

professional development can occur. However, attempting this by merely 

removing the existing authority structure seems to offer limited potential 

for success. This group made some significant progress, but there were 

many factors inherent in the collective voice and the external voices that 
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impeded a complete realization of the project's potential. Official 

authority might have lessened the impact of the external effects on these 

teachers' professional development. The tendency to maintain the status 

quo might have been stronger when the governance of professional 

development was shifted to a bottom-up model. Involvement by 

administrators in this project might have modified the perceptions that 

administrators, evaluation procedures, the public, the curriculum and 

post-secondary institutions inhibited change. If a senior administrator 

had been able to allay fears of censure from these sources, the security 

needed for change may have been present. 

Cultural Milieu 

The cultural milieu or the environment in which professional 

development took place was not conducive to change. First, these 

teachers seemed to perceive their school and community culture as 

reinforcing the status quo and discouraging change and innovation. 

Without exception, the voices that emerged as those of external 

pressures were understood by these teachers as extremely conservative. 

There was little, if any, indication that these teachers felt encouragement 

to be current or up to date while there were numerous indications that 

they felt pressure to maintain or return to traditional practices. Second, 

the whole concept of time pervaded almost all aspects of this project. 

The teachers in this study saw time as a reason for becoming involved or 

not becoming involved. They saw it as an indicator of priority. They^lso 

saw it as a commodity to be traded, hoarded and parcelled out. This 

study does not fully explore the role that time played, but it does reveal 

its importance and its complexity as an element of teachers' lives. 
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Leadership 

In this study, it was intended that authorship of professional 

development be shared as much as possible with the participants, but as 

with most such activities, someone must be the implementer of the 

professional development activity and take on the role of leader. As the 

leader or facilitator of this professional development program, regardless 

of official status, I needed to continually define and redefine, discover 

and rediscover my role in terms of collegiality and authority. In this 

study, I wanted to enter into a dialogue with teachers so that their voices 

could be heard; however, my agenda or biases tended to become central 

to the process. The problematic nature of this role emerged only through 

a close examination of the nature of the situation. 

Reflection 

This group of teachers chose not to participate in the avenues of 

reflection presented to them in the form of journals and portfolios so 

limited insight can be provided here. But, this study indicates that 

teachers would be more inclined to independently engage in professional 

development and personal growth through reflection if they had prior 

opportunity to learn approaches to reflection and experience the benefits 

of reflection. In this study, two of the participants who had the 

opportunity through graduate studies to explore different models of 

reflection on and in practice (Schon, 1983) wanted to be involved with 

the project as planned. The other participants had no prior experience 

and seemed to have little confidence in the worth of this type of pursuit. 
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Language Learning 

This study focused on high school English teachers because of the 

major changes that are taking place in curriculum directions and in the 

way we understand language learning. These high school teachers 

seemed to perceive current language learning theory as being 

incompatible with their instructional context. The teachers in this study 

were reluctant to explore such strategies as readers' workshop, writers' 

workshop and portfolio assessment. It seemed that this was the case, at 

least in part, because they perceived that they were inhibited from doing 

so by the reality of external examinations, curriculum prescriptions, and 

stake-holder expectations. 
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Guidelines 

The guidelines for effective professional development suggested in 

the literature are preconditions for change projects. These guidelines 

cannot be seen as ingredients that can be assembled to create a 

successful professional development project, rather they must be seen as 

goals in an of themselves that once achieved will provide the basis for 

professional development. Therefore those involved in the professional 

development of teachers must move to understand the long-term nature 

of professional development, the complexity of identifying or establishing 

need, the nature of the teacher as a learner, the role of collegiality and 

collaboration, the capabilities of the teacher as decision maker, and the 

role of reflection in change. 

Establishing understanding in all of these areas seems to be 

especially true when a bottom-up model is desired. In this study, there 

was an attempt to implement the guidelines with the whole population 

of the jurisdiction's high school English teachers. The participants did 

not volunteer to participate out of a common commitment to this 

approach to professional development so that the degree to which they 

were able to animate the professional development guidelines varied 

considerably. It would seem that without the traditional power to 

authorize these guidelines, the leader or facilitator must function 

through consensus. This is possible only to the degree to which the 

participants share a common discourse. A more successful professional 

development experience may have been enjoyed had the participants 

concurred on their understanding of such issues as the function of 
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professional development, the governance of professional development, 

the role of reflection, and the teacher as learner. 

Recommendations 

The literature on change and professional development has sent us 

on a journey in a direction where teachers must take more ownership of 

their professional growth. This study shows that, not only is such a 

journey possible, but it is an important journey to undertake. The 

contradictory and incomplete nature of the voices of professional 

development clearly problematize professional development so that any 

recommendations to improve the conditions for teachers' professional 

growth cannot pretend to be a final solution. They can only provide 

insight into ways of negotiating within the tensionality of the 

professional development experience. 

It is therefore appropriate that the first recommendation should be 

directed toward further research. There are a number of exploratory trips 

within the journey that researchers should take using the methodology 

of educative research. This methodology holds much promise in the area 

of professional development since it has as its goal giving voice to the 

voiceless. As the voices of those most immediately affected by 

professional development are no longer silenced, new insights into the 

nature of professional growth can be explored. 

Self-directed professional development should be explored in a 

variety of cultural contexts. Some variations to study would be urban 

schools, elementary schools, and teachers in other subject areas. It 

would also be important to investigate what institutional factors would 

facilitate teacher empowerment for professional development. Of special 
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interest would be how various levels of administrative involvement 

affected the results of such a project. 

For those actually involved in the journey, it would be important 

to discover what kinds of education equip teachers to take ownership of 

professional development. Researchers must attempt to identify both the 

pre-service and in-service experiences that encourage teachers to become 

self-directed and to independently sustain professional growth. It would 

then be incumbent upon universities at the graduate and under graduate 

levels to see the development of independent professionals as important 

as the development of skilled practitioners. This would include doing 

more work to identify and develop the traits and the skills needed by the 

leaders or facilitators of a group of teachers that would enable them to 

join in the journey, but not control it. 

The second recommendation is directed to school administrators. 

They should move to contextualize various elements of school culture so 

that teachers can become more aware of the degree to which these 

elements inhibit change and professional growth. They should join with 

researchers to identify professional development through reflective 

practice as an important priority in a teacher's professional life. 

Third, professional development planners must reassess the goals 

of professional development and the manner in which these goals are 

addressed. When these goals include meeting the needs of individual 

teachers, planners should not assume that traditional methods of 

determining professional needs adequately describe the professional 

development requirements of teachers. For instance, teachers 

completing questionnaires without adequate opportunity to reflect will 

not likely provide the necessary insight into their needs. 
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However, once these needs are determined, it is recommended that 

planners do not expend their efforts trying to meet the vast range of 

specific possibilities identified. It would seem that it would be much 

more effective if professional development initiatives focussed on 

providing teachers with the tools to become more independent. This 

could be done by attempting to establish two very important 

preconditions for self-directed professional development. Planners need 

to routinely provide opportunities for teachers to develop the necessary 

skills for reflection through experience with any number of promising 

approaches to professional reflection. They should also plan programs 

that would the opportunity for teachers to work in collegial and 

collaborative ways. 

Fourth, all the recommendations to this point have others doing 

something to correct the professional development ills for teachers. This 

would contradict the basic premise of this study; teachers must author 

their own professional development. The last recommendation is that we 

teachers should not assume nor expect any other educational 

stakeholder to take responsibility for our professional development. As 

professionals, we must take responsibility for our personal journey so 

that the educational experience can be enriching and gratifying for us 

and for our students. Therefore, we should come to see ourselves as 

researcher, administrator, and professional development planner charged 

with all of the above responsibilities. Once we accept these roles, we can 

begin to author our own professional development. We cannot be 

empowered unless we apprehend our personal authority; we cannot be 

liberated unless we apprehend personal freedom. 
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Appendix A 
Volunteer Consent Form 

University of Lethbridge 
329-2443 
January 24, 1993 

Dear (Teacher's Name): 
Within the last ten to twenty years, the knowledge base regarding 

language learning has expanded significantly. Indeed what it tells us 
may require a significant shift in the assumptions, values, skills and 
behaviors that teachers bring to the classroom. In addition, the 
literature on teacher change informs us that traditional approaches to 
professional development are ineffective in making a real difference in 
classroom instruction. I would, therefore, invite you to collaborate with 
me in investigating some of the issues that emerge from these two areas 
of research. This study will be the basis for my thesis in the M.Ed 
program at the University of Lethbridge. 

Generally. I am interested in discovering whether a s.. ill group of 
teachers can collaboratively initiate and control their own professional 
development. More specifically, I would like to identify some of the 
factors that facilitate or impede professional development in this 
situation. 

Participation in this study is completely voluntary and you may 
withdraw from some or all of the activities involved in the study at any 
time without prejudice. Names and other identifying information of 
individuals wUl not be used in any papers, products or conversations 
related to the study. Information developed in the course of the study 
will not be used or discussed in other contexts. Furthermore, upon 
request, there will be complete disclosure of all observations that relate 
to your participation. 

If you are willing to join with me in exploring the factors related to 
teacher professional development, please sign the form on the back of 
this page. Please note that your participation will involve meeting 
togetiier for one Wednesday afternoon a month from February to June, 
1993. The Superintendent of the County of Lethbridge, John Bolton, has 
approved the use of this time for this project. 

Your cooperation and participation are truly appreciated. 

Yours truly. 

Bryan Ellefson 
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Further enquiries may be made to myself or to either: 
Jane O'Dea. Chair or Pamela Winsor 
Faculty of Education Language Education 
Centre 
University of Lethbridge University of Lethbridge 
Human Subjects Research Committee Thesis Supervisor 

329-2456 

I. , am willing tc participate in a study of 
professional development with Bryan Ellefson. I understand that if my 
comments are quoted or my materials used in sharing this study, it will 
be done anonymously unless I give my express permission for authorship. 

(Signature) (Date) 



Appendix B 

First Session Agenda 

1. Briefly review why I'm here. 

2. Ask teachers to comment on why they are here. 

3. Discuss what we consider to be professional development. 

4. Outline the guidelines and the way the process works. 

Talk about disclosure. 

5. Discuss procedural things: meeting times, finances, 

agenda. 
6. Show available resources, invite them to choose. 

7. Begin writing first reflection. 
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Appendix C 

Topics for Reflection 

Between now and our next meeting, please reflect on the following 

two topics. You may wish to use some of the questions to guide you. Do 

not feel that you have to give a definitive response for these questions 

since opportunities will arise during the course of our meetings to deal 

with them again. This will serve to clarify where we are in terms of this 

project. 

Comment on Professional Development for your district: 

1. What is the history of curriculum reform in your district? 

Do you feel that there is support for teacher-initiated 

innovations? Do you feel comfortable in taking risks? 

2. Are teachers involved in making curricular decisions? 

3. Is the system/school staff collegial in its interactions or 

are teachers isolated? 

4. To what extent does the teaching staff accept the concept 

of "whole language" as responding to teacher and student 

needs? 

Comment on yourself as an English Teacher: 

1. How would you describe your writing instruction? Your 

literature instruction? 

2. How do you structure your units (by genera, theme, form, 

topics, etc.)? 

3. Do you assign writing topics? Do you assign readings? 
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4 . Do students write/read alone? Do they write/read in or 

out of class? 

5. What do you think reading comprehension is? 

6. How would you describe your role in the classroom? 

7. How would you describe yourself as a reader? as a writer? 
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Appendix D 

Informal Interview Schedule 

1. Why are you continuing with this? 

2. What are your thoughts on the group meetings so far? 

3. What thoughts have you had about your teaching in the past 

three months? Had you thought about your teaching in this 

way before? (Are they becoming more reflective) 

4. What is your degree of comfort about your teaching? (Boyd-Inner 

discomfort) 

5. If there is discomfort, what do you think is at the root of it? 

(Boyd-Identification or clarification of the concern.) 

6. What do you think about such things as portfolio assessment, 

writer's workshop, student control over choice in what is read 

and what is written? (Boyd-Openness to new information) 

7. Following are social skills suggested as being necessary for 

collaborative inquiry. Based on these, do you think we are 

ready to collaborate? 

•self disclosing 

•developing and maintaining trust 

•communicating with others 

•listening and responding 

•accepting yourself and others 

•resolving interpersonal conflicts 

•confronting and negotiating 

•managing anger and stress 
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Appendix E 

Coding Definitions 

Following are descriptions of the codes and exemplars of passages for 

each code: 

Concerns: This code attempts to identify personal motives and 

impediments for participating in this project as well as more general 

motives for professional growth and development. The following sub­

categories identify the personal agendas for this project and possibly for 

professional development as a whole. 

Help: Identifies statements that indicate that a reason for 

participating in this project was to help me with my thesis. (n=ll) 

Bryan: I would like to know why did you two agree to participate: 

Sharon: To help you Bryan. 

Shirley: That was the primary reason. 

Personal: Identifies statements that express concerns of a personal 

nature - concerns that had to do with the teacher as a person: 

efficacy, need for support, self-esteem. (n=33) 

Erika: Well, you know what motivates me. Bryan. Like I have to know how to do 

this. And so I always figure if we're together, all these English teachers together, 

that I'm going to absorb something and so 1 should be there. Call it guilt, call it 

whatever, (laughter) You know me, I'm motivated by what I should be doing, and 

trying to find the time to do it. 
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Professional: Identifies issues of a professional nature: the "what's 

and "how's" of teaching. Identifies statements which reveal issues 

and questions related to personal theories of English instruction 

and learning. (n=231) 

Sharon: And what I think is really interesting, if grammar came up last time, 

then what is obviously happening already is that we are sharing common 

concerns... I mean that would be a wonderful common ground to start with at 

least it would give us some direction. 

Shirley: Yup. 

Culture: This code identifies statements that identify issues external to 

the individual that are perceived as effecting professional development 

and change. 

Time: Identifies statements referring to the absence of adequate 

time in one's professional life as a factor in participating in the 

project or professional development generally. (n=54) 

Glenn: I have as little time as anyone does right now. Things will start to loosen 

up after this weekend but you know that for the last two months IVe had not 

one spare evening at home at all but . . . 

Authority: Identifies statements that deal with issues regarding 

who authors professional development. These statements deal 

with the source of decision making power in this project as well as 

with professional development in general. (n=60) 
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Glenn: If we were getting course credit for this then everybody would say alright. 

I'm expected to do something. I'll get something in return. If this were a directive 

from the superintendent of schools that said 1 want this done with these English 

teachers, you do this, they would do it. But... 

Pressures: Identifies statements which refer to societal 

expectations that are perceived to affect professional development 

and change. (n=47) 

Shirley: You and I were both, our hands were slapped last year for grammar 

content, for having it and yet my 33 kids are coming back to me and saying "Hey I 

went to the college and I failed that exam because I didn't know what parallelism 

is." And yet don't you dare, and so therefore you don't dare and when you don't 

dare, you are failing these kids. 

Professional Development: Identifies statements which reveal the 

beliefs and preconceptions about professional development and 

professional development activities that the participants brought 

to the project. (n=87) 

Scott* I mean for me. almost anything that comes out of there. I can use. With 

me ranging from grade nine to grade twelve and the other people discussing how 

it would be multi-level, multi-genera. I thought it would be something practical. I 

know a couple units in some of my classes could use some brushing up. I'm 

looking for things to replace. Also it's kind of nice to find out the views of the 

other people and what other people are using and what works with them. 
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Collegiality: Identifies statements which identifies the nature of 

collegial relationships within the jurisdiction. (n=41) 

Shirley: The way it was going, no. And I think if the group was comfortable with 

one another then it could have. yes. But I think that we're still, there's no 

cohesiveness there. We're all individuals and we don't know one another well 

enough to be really willing to share what's going on in our classrooms and what 

we think about something. 

Administration: Identifies statements which relate to the 

influence of the school administration in professional 

development. (n=24) 

Bryan: Look. IVe already proven this par t if we want it John will give it to us. If 

we want some time he'll find the time for us but we've got to want the time. I'll 

bet that if I went to him and said we want a whole day. he'd give us a whole day. 

I would even suggest if we said we wanted two days he would give us two days. 

But you know... 

Process: This code identifies statements that identify issues that relate 

to the way in which this project unfolded. 

Facilitator's Attitude: Identifies statements which reveal my 

attitude toward what is happening in the sessions. (n=93) 

Erika: So did you feel better after that last get together we had. 
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Shirley: They've been a waste of time. There didn't seem to be any focus. You had 

an idea and even though I think that maybe ... even though we are all English 

teachers we need to know... we need some direction... And I think we've gone to 

the meetings because we felt okay, let's go and see what we can get done. Let's 

see what we can do for Bryan now... 

Decisions: Identifies points where process decisions are made. 

(n=87) 

We finally agreed on April 7 as near to three as possible. (Wayne will not be able 

to make ft because they have parent interviews on that day but we felt that it 

was plain not everyone was going to be able to make every meeUng...Flexibllity is 

the name of the game) We also scheduled April 28 in order to squeeze in two 

meetings for the month. 1 felt relief that we were able to stretch to accommodate 

people. I know it would be better if everyone could do everything together but 

this is reality! This is what I want to know about! 

Bryan: Umh. 

Erika: More panicky because it wasn't going in your direction? 

Bryan: No. no. The only panic I had was the one prior to this when I thought the 

whole thing... that there was going to be no common ground that we could find. 

Participant's Attitude: Identifies statements which reveal the 

participants attitude toward what is happening in the sessions. 

(n=169) 
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Relationships: Identifies interactions and relationships that 

emerge during the process. These would include specific group 

roles and functions adopted by group members. (n=88) 

We had a great lunch. The day was sunny and warm and everyone came with 

what seemed to be an upbeat attitude. We joked and gossiped and teased each 

other. Related the teasing that went on via fax nominating Scott for ATA 

president. Teased Erika about her dedication/seriousness. Scott about his eating 

habits. Gossiped about administrative appointments. Generally seemed to enjoy 

each other's company. Shirley was very quiet here and throughout the meeting. 

Change: Identifies statements which suggest participazit's 

willingness to change or unwillingness to change attitude or 

practice. (n=184) 

Erika: How do you give a real mark though. Cause I'm thinking of some of the 

kids I have that get right down there and they start writing and then they come 

up to you and you say Ugh. yuk, yuk... you know and you have a real good writer 

sitting there struggling, right. And I can see some kids handing in all ten things, 

it's all done. A hundred percent? And then how do I translate that to a valid 

report card grade when you know the kid. you know the kid is writing at a 60% 

or 70%. That means a lot of playing around with marks to get a valid... 

N.B.: Is a way statements within categories which are especially telling or 

significant are highlighted. 
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Appendix F 
Validity Check 

Dear : (Participant) 
As I indicated last Spring. I would like to do some follow-up to our 
meetings. I appreciate the time you have already committed to this 
project but I need to prevail upon you just one more time. 

It would suit my purposes best if you would answer these questions in 
writing. However, if that does not suit you. we can make arrangements 
for me to interview you again and tape the conversation. Either way 1 
would expect that it will require at least an hour to complete. I will call 
in a few days to see what your preference is. 

I have read and reread the transcripts of our meetings and interviews in 
an attempt to find some common messages coming through. I have made 
a number of generalizations and I would like you to examine them to: (a) 
see whether you agree that these generalizations describe your 
experience, (b) provide further information about some of these 
generalizations. 

The answers to both of these questions should be about you and not 
your assessment of the group: your answers should be from the point 
of view of T think..." or "I felt...": rather than. "The group..." or "They..." 

Theme 1: There occurred a continual search for authority. The group recognized the 
absence of an official authority figure and in its absence deferred to me as the 
ostensible decision-maker; and spent considerable time trying to discover authority 
within themselves and within the group. 

Does this statement accurately describe your experience? What qualification or 
clarification could you make? 

Would your participation have differed: or. do you think the group would have taken 
other forms or directions had the process been initiated and/or managed by a senior 
administrator? 

Theme 2 : The organizer (Bryan) was not a fully collaborative partner in the process. 
Due to his quasi-teadershlp role and special interest in the outcome of the project, he 
was able to be more collaborative and flexible in regard to the professional Interests 
addressed than in regard to the general purpose and process of the project. 

Does this statement accurately describe your experience? What qualification or 
clarification could you make? 
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Arc you aware of any other factors that may have contributed the kind of role that 
Bryan played in the project? 

Theme 3 : in the busy lives of teachers, there is the perception that there is little time 
for professional development that involves intensive reflection, analysis and action on 
personal theory and practice. 

Does this statement accurately describe your experience? What qualification or 
clarification could you make? 

To perceive that one does not have time for something could indicate that it is not a 
high priority or that there are other reasons not to be involved. Why did or didn't you 
feel you had time for this project? 

Theme 4: The participants have had little experience in working collaboratively with 
each other. 

Does this statement accurately describe your experience? What qualification or 
clarification could you make? 

To what extent have you collaborated with other teachers? To what extent have you 
been able to examine important elements of your teaching with the help and support 

, of another teacher? 

Theme 5 : Participants perceived the expectations of the administration, the students 
and the public as limitations to the possibility of changing their practice. This was 
most notable in regard to the evaluation of student performance. 

Does this statement accurately describe your experience? What qualification or 
clarification could you make? 

Are there innovations that you are reluctant to adopt because you feel they are 
inconsistent with the expectations of administrators and the public? Explain. 

Theme 6: Participants chose not to explore innovations on the basis of personal 
theory derived from experience. 

Does this statement accurately describe your experience? What qualification or 
clarification could you make? 

Are there current innovations that you are reluctant to try because you know from 
experience that they likely won't work? 

Theme 7 : Most of the participants expect professional development to involve the 
provision of practical teaching strategies and ideas that have Immediate application to 
the classroom, rather than the provision for a more general personal/professional 
growth. 

Does this statement accurate*/ describe your experience? What qualification or 
clarification could you mak'// 
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Theme 8: There were indications that conditions conducive to change occurred: 
collegial relations were enhanced; innovative practices were examined: a degree of self-
dtsclosure occurred: a collaborative project was undertaken. 

Does this statement accurately describe your experience? What qualification or 
clarification could you make? 

If you essentially agree, what factorfs) do you see as having contributed to these 
changes? 

General Questions 

1. Have you introduced or are you considering any changes in your instructional 
repertoire since last Spring? If so. did this project have anything to do with these 
changes. 

2. Have there been any other changes in your professional life that might be connected 
to the project? 

3. Would you be interested in continuing with this project. Why or why not? 




