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Abstract
This thesis is an interpretation of the meaning of a professional
development project for six high school English teachers in a small, rura
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jurisdiction. The project design attempts to incorporate guidelines for
effective professional development, especially in regard to the way in
which authority influences the experience. This study is a case study
from a naturalistic inquiry perspective using ethnographic techniques.
Further, the methodology is educative in the sense that the study was
Intended to change the situation studied.
The analysis attempts to articulate the voices of various
authorities in this professional development activity: the voice of
leadership, the voice of the collective, the voice of external influences,
and the voice of the individual participant.
As a professional development activity, this study indicates that,
for the participating teachers, self-directed professional development
created conditions conducive to change.

Although the voices of

professional development authority are incomplete and contradictory,
this study provides a view of the landscape of teacher change and growth
that is shaped by professional development guidelines concerning
function, governance, cultural milieu, leadership, and reflection. These
conclusions suggest ways for researchers, administrators, teacher leaders
and teachers.to enhance professional development
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CHAPTER 1
INTRODUCTION
Rationale
In spite of the long recognized interdependent of the quality of
instruction and the overall quality of education in our schools, much of
the research related to the professional development of teachers has been
accumulated only in the last twenty years. Especially in the last ten
years, the knowledge base regarding professional development has
expanded rapidly (Showers, Joyce, & Bennett, 1987).

Whether the

research speaks of professional development, staff development,
professional growth, or teacher learning, essentially what is being
addressed is change within teachers and their practice. Although the
terms have different implications in some contexts, in this study they
will be used interchangeably to discuss this common element of teacher
change.
The professional development literature provides substantial data
that allow the formulation of hypotheses concerning how to change
teachers. More recently, there seems to be a shift in focus. The most
recent literature suggests that this process should not be thought of as
how to change teachers; it is better to think of it as how teachers
change. It marks another way of looking at teacher development, a way
that is more educative and less related to skills and strategy training
than earlier work (Richardson, 1990). This shift is further articulated by
Smylie and Conyers (1991) who identify four important changes in our
conception of staff development: (a) from deficit-based to competencybased approaches, (b) from replication to reflection, (c) from learning

separately to learning together, and (d) frcm centralization to
decentralization.
This shift in understanding professional development is a
consequence of. or at least, concurrent with a shift in the understanding
of teaching itself. Traditionally, the teacher's role has been seen as one
of transmitting information and knowledge as a commodity in a factory
model: "if the appropriate quantity and quality of inputs are provided,
effective teaching will occur and desired outputs—student learning—will
result" (Smylie & Conyers. 1991. p. 13). However, as more is understood
about learning, it becomes apparent that teaching is a dynamic,
interactive, intellectual activity and not a collection of mechanical,
trained behaviors (Smylie & Conyers. 1991).

It therefore stands to

reason that efforts in professional development that have traditionally
relied on the transmission model for educating teachers have little
chance of success.

Programs for change that are initiated by school

administrators or external experts to manipulate teachers into
replicating preferred instructional strategies are not appropriate for
enhancing the performance of the type of autonomous, decision makers
that new trends in education seem to demand (Smylie & Conyers, 1991).
These trends, and hence the need for sound professional
development, are readily apparent in the area of literacy instruction.
Knowledge about language learning has grown tremendously in the last
decade (Wollman-Bonilla, 1991). Literacy is understood as an emerging
social process that enables one to explore the world, construct meaning
and communicate ideas. Control and authority of literacy reside not
with the teacher and the curriculum but with the student (Willinsky,
1990). The new understandings about literacy, which appear under such
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rubrics as whole language and language learning, are soundly supported
by a knowledge base derived from research conducted over the past 20
years (Henk & Moore. 1992). The effect promises to go well beyond
particular teaching strategies to affect the very nature of curriculum,
instruction and student learning, changing traditional beliefs about
teaching and learning (Pahl & Monson, 1392). Sound research has
identified practices that clearly enhance literacy development. Now the
means must be identified to allow teachers to incorporate these new
perceptions into their practices. The implication seems to be that failure
to do so might be the only thing that prohibits language learning theory
from permanently changing the face of education.
The expansion in theory and research concerning teacher change
has not. unfortunately been reflected in practice.

Professional

development approaches continue to be generally short, one or two day
sessions dealing with disconnected topics determined by administrators
or teacher groups based on relatively inaccurate assessments of need.
Nor has research into language learning been particularly well received,
especially by secondary English teachers. Vacca and Manna (1985), for
instance discovered that 76% of the 314 teachers they surveyed tended
toward a heritage or traditional view of the English curriculum, leaving
only 24% who supported the process or student-centered model. These
figures might be in part explained by the demographics of the current
teaching population.

Teachers remain in their positions for longer

periods of time and there is less demand for new teachers (Guskey, 1986)
resulting in a large proportion of teachers who are 35 to 55 years old
(Howser, 1989). Enhancing the performance of practicing teachers is
becoming crucial to effecting change in teaching practices since fewer
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teachers are likely to have recent exposure to developments in research
except as they come to them through on-the-job professional
development activities.
The accumulation of new knowledge about teacher change, a
reconceptualization of teaching and professional development, new
understandings about how language is learned, and the slowness of
putting this new knowledge into practice make it imperative to conduct
further research into effective and practical ways of applying existing
research to understand how to bring about change in teaching practice.
Further, an examination of change as it relates to literacy can have
important implications for other areas of instruction as teachers begin to
embrace new conceptions of the learning process. There have been large,
system-wide initiatives, such as the Bay Area Writing Projects, that have
focused on introducing new assumptions about the writing process
(Courtland, Luke, & Letourneau, 1989), but inquiry should be made in
small, rural jurisdictions as well.
These areas present somewhat unique circumstances. The usual
problems are exacerbated by teacher isolation, limited funds for
professional development, and scarcity of support personnel and
curriculum leaders. As well, more attention must be given to secondary
school instruction that has been relatively untouched by recent language
learning theory and where average ages and limited staff tum-over offer
few opportunities for change to occur. It is the particular challenge of
rural professional development that is the focus of this study.
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Purpose of the Study
The purpose of this study was to explore one form of professional
development opportunity for secondary teachers of English as they
initially addressed concerns related to their practice and language
learning theory. The opportunity under study was one designed in light
of recent research findings concerning effective professional development
and specifically those findings that concern teacher change.

The

opportunity was participant (teacher) directed and educative as opposed
to prescribed and skills-based. In particular, this study attempted to
carefully document the development of this opportunity. It focussed
attention on the nature of the participants' interactions and the
surrounding, resultant climate of those interactions. The primary intent
was to determine the factors that contributed to or hindered the
development of a climate for professional growth and ultimately to
provide a window on the influences of change, particularly change in
practice. In other words, the goal was, as stated by Courtland (1989), "to
document and illuminate teachers' perceptions in a holistic portrayal of
persons and their experiences with change in the context of the school
setting."

Research Questions
The nature of the study suggested that the potential value would
not be limited to specific issues; however, the study initially was framed
by the questions that emerged out of the professional development
situation that was created.
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When seven teachers who share common curricular and teaching
responsibilities in a small rural jurisdiction direct their own professional
development activity: (a) What is the nature of their interaction? (b)
Does a climate for change develop? (c) What factors contribute to or
hinder the development of a climate for professional growth? (d) What
concerns do the participants individually and collectively bring to the
group, especially as they relate to language learning theory?

Limitations of the Study
The primary limitation is the time constraints of the project both
in the planned duration and in the actual time the participants spent on
the project. Change in professional practice is known to take time, and
five sessions over a four month period is not enough time to bring about
significant change. Within this planned time frame, the participants
attended only 64% of the sessions further diminishing the possible
effects of the study. In spite of the limitations of time, some light was
shed on self-directed professional development, but there was little
opportunity to illuminate the paradigm shift faced by high school
English teachers.
The sample selection is another limitation. The participants of the
study constituted virtually the entire high school English faculty of this
jurisdiction. The participants all volunteered, but there is a good deal to
indicate that they volunteered out of friendship and obligation to the
researcher and not out of commitment to the principles of self-directed
professional development. If the participants were invited from a larger
potential sample and they volunteered on the basis of interest or need,
the results might have been significantly different
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This study occurred in a small,

rural jurisdiction so that the

results reported may not be applicable to larger, urban settings. The
teaching reality in a rural school, especially as it relates to collegia!
relations and curriculum support, might be considerably different from
that in an urban school.

Value of the Study
The value of this study may not be the unique insights into
professional development that it provides: rather, the value may be in the
platform from which the observations are made. That is. this study is
somewhat unique in that the governance and leadership functions move
further toward a bottom-up structure of professional development than
that found in many other studies. What is said about professional
development is important in as much as it confirms or questions existing
understandings accumulated through the study of traditional top-down
models.
This study contributes descriptive data to the research concerning
professional development initiatives by building upon what is known
about teacher professional development.

Specifically, it provides a

window on professional development for these six teachers revealing how
needs may be determined, and how conditions for change might be
created in a way that presents an alternative to top-down, resource
intensive professional development projects that are presently the norm.
In a time when the demand on educational institutions to adapt to new
conditions far exceeds the resources to meet the demand, there is a need
to explore creative and cost-effective alternatives to meet the professional
development needs of teachers.
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This study focusses on the needs of secondary English teachers as
they try to address the sometimes divergent expectations of the public
and educational theorists.

It identifies issues of concern for these

teachers as they address these and the myriad of other concerns that
demand the attention of today's teacher.
Finally, it has been a stimulating experience for the six
participants. They had an opportunity to learn language theory, develop
peer support, reflect upon and assess their own teaching, and move
toward self-actualization in a supportive and collegia! environment.

CHAPTER 2
REVIEW OP THE LITERATURE
Much of what is understood to be professional development
involves teacher change.

The literature on teacher change brings

together extensive research and discussion from a wide range of areas
including teacher effectiveness, educational leadership, adult learners,
reflection, and teacher education, to name but a few. This literature
reveals the concept of teacher change as being extremely complex. Many
variables interact when professional development and teacher change
occur. To make some sense of the influencing factors, the literature will
be discussed as it concerns the definition, function, governance, and
cultural milieu of teacher change, as well as. teachers as learners,
reflection and language learning.
Examination of some of the variables leads to an evolution in the
understanding of change from the traditional view of teacher
development and growth as being defined and directed by experts outside
of the classroom to a view that empowers teachers to take more
responsibility for their professional lives.

Defining Teacher Change
What constitutes teacher change? Change is generally discussed
as a process resulting in change in practice, change in attitude or belief
and change in learning outcomes of students. Guskey (1986) points out
that previous assumptions regarding the sequence of events in the
process may be inaccurate so that attempts of staff developers to change
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attitudes and beliefs about certain practices to effect specific changes in
classroom behaviors were misguided. Crandall (1983) also maintains that
change begins with a staff development initiative that creates a change
in classroom practice. Apparently when student learning outcomes
change, the result is a change in teachers' beliefs and attitudes. This
sequence is supported by the seven stages of concern about an
innovation established by Hall (1979): (0) Awareness, little concern about
or involvement with the innovation; (1) Informational, a general
awareness and interest in the innovation; (2) Personal, uncertainty
about adequacy and role regarding the innovation; (3) Management,
issues related to efficiency, organization, management, and scheduling;
(4) Consequence,

impact of the innovation on students; (5)

Collaboration, coordination and cooperation with others regarding the
innovation; (6) Refocusing. examination of major changes or alternatives
to the innovation.

Each of these stages suggests further personal

commitment to a specific change based on practical experience with the
innovation. After teachers are somehow persuaded to try the innovation
and are able to see a positive impact on students, they become more
involved.
Although moving through this type of process and exhibiting these
stages of concern might result in an attitude change, positive attitudes
can exist without a change in practice. Wilson (1988) noted in her study
of writing projects that while teachers' stated beliefs generally changed
during and after writing project workshops, the same could not be said
about their practices. And as Duffy and Roehler (1986) discovered,
teachers endorsed certain training but this did not mean that their
practice changed. Further ambiguity arises regarding change when we
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consider that teacher change is not only concerned with teacher
performance but ultimately with improved student performance. It is in
this area that the least conclusive results have been recognized. "Few
attempts have been made, however, to evaluate the effectiveness of staff
development using measures of change in actual teacher penormance or
student learning both in the short term or over time" (Smylie, 1988, p.
3). So it is questionable whether significant change, in fact, originates
in practice as described by these models.
The problem is not that Guskey (1986) and Hall (1979) are
inaccurately describing the process of traditional

professional

development models; rather, the problem lies in traditional professional
development. The issues of stages of concern and the effect of positive
attitude on change in practice, discussed above, arise when a
predetermined innovation is introduced to teachers either from
researchers or from school administration.

In other words, the

innovation is introduced or imposed from outside.
It is important, however, to note that change, research
based or otherwise, is defined in [change literature) as
teachers doing something that others are suggesting they do.
Thus, the change is deemed as good and appropriate, and
resistance as bad or inappropriate. . . . Further, the
constant changes that teachers make when meeting the
changing needs of the students in the classroom or trying
out ideas they hear from other teachers is not recognized in
these formulations (Richardson, 1990, p. 11) (Emphasis in
original).
To say that change in practice or student performance did not
occur as a result of a professional development activity often means only
that the change desired by some outside authority did not come to
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fruition. These models do not address situations where teachers engage
in change of their own volition—where teachers control the direction and
process of their own professional development. It may become less
important whether attitude or practice comes first when a degree of
autonomy is involved in change. It may only be important to be aware
that true change has occurred if there is a shift in attitude and practice.

Functions of Teacher Change
It must be understood that change cannot be considered in only
the traditional context as having the function of moving teachers to
behaviors consistent with the goals of administrative or academic
experts. Change through professional development activities can have
significantly different functions. Smylie (1988) has identified these
functions.
First, they can serve an "establishing" function to promote
organizational change through the introduction of new
programs, new technologies, and new procedures in schools
and school districts. Second, staff development can serve a
"maintenance" function to change practice to ensure
compliance with preferred administrative routines and to
support organizationally preferred modes of operation. Third,
staff development can serve an "enhancement" function to
improve the individual teacher's performance in the
classroom (p. 2).
All of these are functions that serve an authority other than the
teacher.

Only the enhancement function named by Smylie seems

compatible with a teacher directed, autonomous pursuit of change
through a partnership between expert and practitioner. However, to
identify enhancement as the goal of a professional development activity
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does not guarantee that the result will be an educative, autonomous
process. If enhancement is considered as a remediation of a deficiency
rather than the improvement of a competency, teachers are still
pathologized by an outside authority (Smylie & Conyers. 1991). But it is
not the case that the autonomous and educative qualities of the process
are lost just because establishing and maintenance functions serve
institutional needs.
Nevertheless, the goals of professional development have usually
been interpreted in terms of skills and observable methods leaving some
of the higher order cognitive and affective aspects of teaching relatively
untouched. Teaching has often been seen in professional development
contexts as the technical implementation and application of skills rather
than in broader educative terms.
First, relatively simple teaching skills and behaviors (such as
questioning and giving feedback) have received much more
attention than have teaching strategies and curriculum
implementation. Teaching skills have much more often been
the objectives of training than have academic content and
its role as a component of teaching competence. Second,
manifestations of visible behavior have been studied much
more than the intellectual aspects of teaching, such as the
appropriate use of a skill or strategy. In addition, only a
dozen or so studies have included transfer, or incorporation
of skills, strategies, and curriculum patterns into
participants active repertoires. Nearly all of these have been
done in the last ten y e a r s . . . (Showers et al., 1987, p. 84)
Even with this acknowledgement of a need for expanded horizons
in teacher change, there is still the suggestion of teacher training rather
than teacher education. For instance. Cook (1985) suggests that one
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aim of staff development should be to enable teachers to analyze their
own teaching to identify genuine needs and interests. Possibly more
attention should be given to change that prepares teachers to become
researchers in practice. Teachers should be provided with a problem
solving orientation (Valencia & Killion. 1988) so that they can become
teacher-learners rather than masters of a repertoire of skills.

Governance of Teacher Change
To a large degree, the question of who professional development
and change serve determines who makes the executive decisions about
what direction and in what manner change should be pursued.
Fenstermacher (1987) describes four approaches that have been
and are being used to bring about teacher change and which are based
upon who controls the desired change.

He gives the approaches

humorous and revealing names: (a) Make them eat cake. This is an
authoritarian, mandated change directed from the upper levels of the
education bureaucracy, (b) Where's the cake? This is a more subtle
approach that first exposes a problem for which teachers are held
accountable and then offers predetermined solutions. The teachers are
unaware of the administrative agenda until the process is almost over,
(c) Let them eat cake.

Here, more teacher involvement is invited,

especially in designing the program, but the desired outcome or direction
of change is out of their control. Finally, (d) You can have your cake and
eat it too. This type of in-service approach is deemed a more educative
approach. Here teacher and the researcher become partners so that the
researcher's knowledge is used by teachers to meet the goals that they
desire.

15
The implication here is that teachers should be more involved in
the governance of professional development processes. Vacca and Manna
(1985) concluded that the "exclusion of teachers from the initial
planning stages underrnines and lessens the impact of the in-service." A
review of the literature to date indicates that this has not been the case
for most professional development activities since usually someone
outside the classroom has decided what kinds of changes are needed
(Richardson, 1990). Valencia and Killion (1989) suggest that teachers
should be involved in designing staff development programs. Some of the
more recent attempts at teacher change are beginning to take this issue
into account. For example, in their study regarding the implementation
of a new approach to reading instruction. Anders and Richardson (1991)
took extensive care to ensure that their process was neither top-down
nor bottom-up by attempting to place equivalent value on the practical
knowledge of teachers and the theoretical knowledge of researchers.
The emphasis of teachers as decision makers seems to be modified
by Crandall (1983) who found that strong administrative direction and
support could facilitate change even if the change did not originate with
teachers. Writing about the same study, Loucks (1983) points out that
teachers must be involved in training and support capacities. Indeed, in
Boiarsky's (1985) review of the literature, she found evidence that
teachers need the help of experts and direction from school and district
administration. Further clarification is required regarding the nature of
the direction, support and expertise that is seen to be needed.

Do

teachers need direction about the kind of changes they are expected to
make and the process in which they are to engage, or do they need
direction and support so that institutional impediments to change are
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removed and the trauma of change is lessened? Does expertise only
come from outside the classroom or can teachers themselves be
recognized as possessing much of the important expertise required to
make desirable changes?
The questions regarding governance do not suggest that merely
shifting decision making responsibilities to teacher groups will result in
more effective change processes since both teachers and administrators
are likely to make similar, and often wrong, decisions: "(federally funded]
teacher centers generally produced the same type of programs that were
sponsored by education agencies. They ran into the same problems of
participation (generally already active teachers) and 'follow-up' (nearly all
their offerings lacked provision for coaching or other arrangements to
facilitate transfer)" (Showers et al.. 1987. p.76).

Even attempts to

identify perceived needs from individual teachers are fraught with
pitfalls. Both administrators and teachers concerned with professional
development have used the standard survey or open-ended questionnaire
to determine need which, though they are better than someone
autocratically determining directions, have three problems: they are
addressed to the majority, conditions may change by the time the inservice is implemented, and teachers may not have sufficient insight into
what their real needs are (Cook, 1985).
It might be impossible to reach a definitive answer regarding who
should make the executive decisions about staff development.

It is

probably clear that merely shifting the power structure of change will not
guarantee success, and that an appropriate environment should be
established so that the individual teacher is empowered when it comes to
determining the goals and processes of change.
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The Cultural Milieu of Change
The nature of the educational environment has varying degrees of
impact on teachers' ability to engage in change. Apart from the systemic
aspects of the educational organization, researchers have identified
informal cultural traits that can inhibit change. Rogus (1988) discovered
that there is a sense among teachers that change is restricted by the
expectations of the curriculum and the expectations of the school and
community that are often in conflict with educational goals, especially
in regards to the importance placed on standardized test scores. Other
inhibiting aspects of school culture that he identified included: the norm
of problem denial rather than problem identification: teacher isolation in
most of their work: lack of support services, and the inherent busyness of
a school that tends to inhibit reflection so that schools tend to be antiintellectual places. If these factors are endemic in most schools, and
indeed they would seem to be, it would seem that there would be other
factors that could support change.
In his study Smylie (1988) isolated the following interactive
contexts that are part of the school organization: principals' emphasis
on goals, principals' supervision and facilitation of teachers' work,
teachers' interpersonal relationships, openness of expression,
participative decision making, encouragement of experimentation,
collegial interaction about instruction, and principals' facilitation of
collegial interaction.

Surprisingly, Smylie found, in this particular

study, that these school-level factors made little difference directly or
indirectly on teacher change.

He points out that these findings are

inconsistent with other studies and that these factors could not be
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dismissed on the basis of his data. He also stated that this study differs
from most in that no system-level innovation was at stake, no new
program was introduced to provide a common objective and that
participation was voluntary (Smylie. 1988). In other words, a program
that is not mandated from the top may reduce the impact, positive or
negative, that institutional factors may have on teacher change.
A study that differed in scope and design to Smylie's (1988) study,
examined a state-wide initiative to bring about large scale changes in
language related instructional curricula. Henk & Moore (1992. pp. 561562) concluded that the factors influencing change rest with the
institution and include: (a) A district-wide commitment to the initiative,
(b) administrative support, (c) observation opportunities and support
systems, (d) reasonable time frames, (e) establishment of a professional
library, (f) abundant instructional resources, (g) realistic number of
simultaneous initiatives, and (h) parent communication.
The factors identified here are related to administrative or system
concerns of finances and personnel and not with the individual teacher.
But, in some other studies concerning change and language learning
that involved relatively small numbers of teachers at the school or local
level (Courtland et al., 1989: Perl & Wilson, 1986), the change factors
that emerged rested with the individual learner.

The somewhat

contrasting conclusions of these two studies suggest that as the
institutional investment in the proposed change diminishes, the
potential positive or negative influence of the institution's formal and
informal cultural milieu diminishes. This is not to say that either of
these research perspectives is better than the other, rather it may be that
depending upon the scale of the change and the source of the change
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mandate, different factors will come into play and hence alter the issues
that planners of change must address. This is a fairly tenuous inference
to draw from a comparison of these studies; however, it is congruent
with other trends that point towards the importance of empowerment
and autonomy for individual teachers over their professional lives.

Leaders of Teacher Change
The question of governance as it relates to executive decisions
about what issues are addressed and how they are to be addressed, and
the question of what factors in the school culture affect change requires
further exploration. However, there seems to be considerable consensus
concerning who should make the educative decisions and provide support
when staff development programs are actually presented.
From a review of the research. Showers concluded that the effects
of training do not seem to be influenced by who gives the training,
teacher or outside expert (Showers et al., 1987). In addition, in a very
strong experimental design. Stringfield and Schaffer (1986) noted no
difference in change of behavior in teachers who were instructed by a
teacher, a principal and an outside consultant. This might indicate that
the external expert is not necessary, but this is not to say that the
involvement of practicing teachers is dispensable. Quite the contrary is
the case.
If one conclusion can be safely drawn from the research, it is that
collegiality, collaboration and peer support are essential for teacher
change (Boiarsky, 1985; Guskey, 1986; Joyce & Showers. 1983; Valencia
& Killion, 1989). The interaction between teachers serves to encourage
and support change, facilitate risk-taking and experimentation, and
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combat teacher isolation—all of which are pre-conditions to change. In
fact, when no other school-level variable seemed to make a significant
difference to change, Smylie (1988) found that the interactions that
teachers have with their colleagues did. A similar weight of support can
be found for peer coaching and modelling in which the teacher becomes
even more significant by providing instruction, feedback, and follow-up.
Joyce and Showers (1988) discuss the value of coaching under two
different categories. First, coaching contributes to transfer of training in
five different ways: (a) more frequent practice to develop a greater skill
with a strategy: (b) more appropriate use of a strategy; (c) greater long
term retention; (d) more likely to explain the strategy to their students,
and (e) clearer cognitions with regard to the purposes and uses of the
new strategy.

Second, coaching also appears to facilitate the

professional and collegial relationships including the development of a
shared language and norms of experimentation.
While much research has been done to establish the effectiveness
of professional development activities in which teachers have an
important role as collaborators and coaches, they have been almost
entirely confined to implementing and enhancing processes that are
initiated by others. Even in some of the more educative projects there
has been a tendency for administrators and external experts to be the
prime movers.

Courtland (1989) adopted an inductive model for

implementation of the writing process, but the project was presented to
the teachers by a new administration in a top down manner. Both the
objective and the process were predetermined though teachers had a
great deal of input into the content of the sessions. Courtland notes
that: "In retrospect, greater input from teachers in the planning stages

21
might have allayed suspicions and heightened teacher ownership" (p. 99).
There have been few researchers who have made a special effort to
minimize the effect of external authority. Anders and Richardson (1991)
opted for a constructivist orientation that used the analytical framework
of the practical argument (Fenstermacher. 1987) that allowed teachers to
investigate their cognitions about their practice and current research
without a predetermined agenda of what strategies or ways of thinking
were desired. To this end. they were sensitive to the degree to which
their own specialized knowledge would inhibit a bottom-up process
(Anders & Richardson, 1991).
There seems to be little doubt about the effectiveness of teachers
teaching teachers in a collaborative atmosphere. However, the success of
empowering teachers in this role has not been adequately explored with
the intent of expanding that degree of control to other influencing
factors of change. An understanding and respect for teachers as learners
will be necessary before teachers can become more self-directing.

Teachers as Learners
Until recently, what is known about learners, and especially adult
learners, has been ignored by planners of professional development.
Richardson's (1990) review of the literature on teacher change reveals a
progression in research from viewing teachers as resistant, conceptually
simplistic and intuitive to viewing teachers as having personal attributes
that affect whether or not they implement new programs.
This growing appreciation of teachers as learners in an educative
process rather than objects of external manipulation has made research
in adult learning increasingly more important.

The research and theory on adult developmental stages and
adults as learners indicate all adults, even middle-aged
reluctant teachers, can learn and grow.
Creating
dissonance, looking at individual needs, allowing teachers to
control their own learning, and providing evidence as
reasons for change challenge teachers to move into more
productive career and life stages (Howser, 1989. p. 16).
An appreciation of age theories and stage theories of adult development
indicates that planners of staff development programs must take into
account the different needs and interests of the people they intend to
serve (Cook, 1985).
One such attribute, which is slowly being recognized, as indicated
by the above discussions of governance and leadership, is that the adult
learner is one who is self-directing. Teachers, as much if not more than
other professionals, make innumerable independent decisions daily. On
their own, they control much of the education of others. As adults, they
direct the personal and financial lives for themselves and their own
children, but when they enter into a professional development activity,
they are often expected to be passive and dependent (Knowles. 1984).
Second, adults are oriented to life-centered, task-centered, or
problem-centered learning (Knowles, 1984). Teachers are, after all.
professionals who. for much of their day, must deal with the job at
hand—the one they are paid and trained to do. It follows that a
professional development curriculum should be grounded in life
situations and incorporate a process based on problem solving and
inquiry.
Third, readiness to learn occurs when there is a need to know
something in order to perform more effectively (Knowles, 1984). Teachers
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constantly change to meet the every day challenges that come to their
attention in their classrooms. Professional development programs can
facilitate learning readiness or capitalize on the existing facility for
change by creating cognitive dissonance through role models, career
planning, and reflection so that teachers can analyze and set directions
for change

themselves.

This cognitive dissonance can be further

facilitated by teachers' innate desire to know the theoretical
underpinnings of innovations as they relate to their classrooms (Aber,
1988).
Fourth, adults are motivated by some external motivators, but
more potent motivators are internal: self-esteem, recognition, better
quality of life, greater self-confidence and self-actualization (Knowles,
1984).

Teachers find motivation in student performance and personal

engagement rather than external rewards (Richardson, 1990; Vacca &
Manna. 1985).

One of the strongest qualities that seems to affect

change is teacher efficacy.

Smylie (1988) constructed a path model

explaining change in teacher practice. His conclusion was that:
The direct relationship between personal teaching efficacy
and change suggests that teachers are more likely to change
their behavior in directions that may improve their
classroom effectiveness if they believe that they themselves
are instrumental to the learning of their students (p. 23).
The leap of faith required to adopt a change (Wilson, 1988) would
certainly be facilitated by a strong sense of efficacy as would conceptual
flexibility that is a personal attribute that also has been shown to affect
the ease with which teachers acquire new strategies for teaching
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(Showers et al., 1987). And although the impact of self-concept on
change has not been studied extensively, where it has been, it seems to
be a very strong influence on the ability to implement new teaching
strategies (Showers et al.. 1987).
Fifth, growth is also influenced by teachers' subjective reality. The
role of the learner's experience is twofold: adults are themselves the
richest resource for themselves and others, and their experience is a
source of their self identity (Knowles. 1984). To ignore what a teacher
brings to a professional development program is not only to ignore an
important source of knowledge but to ignore the identity of the
individual. Failure to value the teacher's practical knowledge when
introducing change results in the kind of frustration expressed by Duffy
and Roehler (1986).

There are at least four sets of "filters" that constrain teacher
decision-making. Teachers restructure new information in
terms of their conceptual understandings of curricular
content, their concept of instruction, their perception of the
demands of the working environment, and their desire to
achieve a smoothly flowing school day. As the information
is processed through these filters, teachers' thinking changes
relative to the innovation. Hence, an innovation that is
sensible when discussed in a course or an in-service session
is modified by the filters; sometimes, the modification is so
great that what seemed sensible in the teacher education
situation cannot be implemented on a regular basis in the
classroom (p. 57).
Here, the filters of practical knowledge are viewed as inhibitions to
change—something to overcome. Rather than attempting to understand
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the subjective reality of teachers in order to overcome or circumvent what
experience has shown to be valuable practice in the classroom, those
interested in encouraging change should bring teachers to value and
understand their own practical knowledge so that through it they can
enhance their teaching.
The learning-to-teach literature suggests that classroom
actions are of less importance as a focus of change than the
practical knowledge that drives or is a part of those
classroom actions. Practical knowledge allows a teacher to
quickly judge a situation or context and take action on the
basis of knowledge gained from similar situations in the
past. Reflecting on the action and its results adds to the
teacher's practical knowledge. . . . Thus a strong focus
should be placed on teachers' cognitions and practical
knowledge in a teaching change project, and these should be
considered in relation to actual or potential classroom
activities (Richardson, 1990, p. 13).
The opportunity to analyze and reflect upon current practice seems
an essential factor in providing conditions in which teachers can
themselves bring about change. Unfortunately, it is often forgotten that
teachers are reflective, self-directing, life-centered learners with
idiosyncratic needs and drives functioning in circumstances as unique as
each of the students in their classrooms. This appreciation of the learner
as an individual that most educators bring into their classrooms as a
matter of course is often forgotten when the objective is to bring about
development and change in teachers.
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Reflection and Change
It would, therefore, seem impossible to affect change in adult
learners without considering the significant role played by reflection
(Mezirow. 1990). Reflection in itself does not create change, but it is a
process by which experience and knowledge can be critically examined in
the context of the individual. Without reflective learning a person would
never change but would repeat the same behaviors (Boyd & Fales. 1983).
If teachers are to expand their perceptions so that they see what is
possible, they must engage in reflection.
As we begin to understand change in teachers in more educative
terms, as involving more than the inclusion of certain behaviors into a
repertoire of strategies, it becomes apparent that real change requires the
kind of shift in thinking that is described in the reflective process. Boyd
and Fales (1983) define reflection as:
The process
of creating and clarifying the meaning of
experience (present or past) in terms of self (self in relation
to self and self in relating to the world). The outcome of the
process is changed conceptual perspective. The experience
that is explored and examined to create meaning focuses
around or embodies a concern of central importance to self
(p. 101). (Emphasis in original)
Reflection, then, occurs as the second of three stages of the
learning process that begins with experience involving the learner's
behavior, ideas and feelings.

It then moves through reflection, a

conscious mental return to experience, and proceeds to the outcome,
which is the developing of new perspectives on the experience and its
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significance to the learner (Boud. Keogh. & Walker. 1985). Boyd and
Fales (1983) elaborate on this three stage process by identifying the
following components: (a) A sense of inner discomfort, (b) identification
or clarification of the concern, (c) openness to new information from
internal and external sources with the ability to observe and take in from
a variety of perspectives, (d) resolution, expressed as "integration."
"coming together." "acceptance of self-reality," and "creative synthesis,"
(e) establishing continuity of self with past, present and future, and (f)
deciding whether to act on the outcome of the reflective process (p. 106).
The reflective process, then, moves toward change—a change that
is based upon experience and moves forward in a way that is also
consistent with the experience of teachers who know that teaching is by
nature problematic having no final, irrefutable solution. The outcome of
reflection is not an absolute resolution of a problem, rather a tentative
conclusion open to many revisions as experience is framed and refrained
through different perspectives as the learner converses with the
experience and "the situation talks back, the practitioner listens, and as
he [sic] appreciates what he hears, he reframes the situation once again"
(Schon,

1983. pp.

131-132).

Learning is a hermeneutic or

phenomenological event that pursues making sense of the experience
over the pursuit of truth or fact (Grimmett, 1988).
Apart from having its origin in experience, the conception that
reflection is a process that begins as perplexity (Grimmett, 1988)
coincides with the nature of the adult learner who is oriented toward
problem solving. As such, whatever change or action that results is
internally motivated and totally owned by the individual. Reflection, as
it relates to educational change, is concerned with the self making sense
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of innovative practices as they relate to the self. Understanding change
in this way acknowledges that change is not something that is done to
and individual, but something that occurs within the individual.
This understanding of reflection as the process of making meaning
of experience is not the only conception of reflection, but it is the most
useful in respect to change.

Grimmett (1988) identifies three broad

categories of reflection, the last of which is the one based upon
experience.

The first category of reflection is a thoughtfulness that

allows one to apply educational theory to direct and control practice.
The controlling information originates with authorities and not with the
practitioner. The second category presents reflection as a deliberation or
choice between alternatives, taking into account the particular context.
Reflection, then, informs practice.

The third category has the

practitioner making meaning by examining practice through different
perceptions, structuring and restructuring practical knowledge, or
reconstructing experience and conceptions about teaching.

Here,

reflection allows a teacher to apprehend or appreciate practice.
Each of these categories of reflection has their place in
professional practice, but the third is most important here because it is
most consistent with what is known about adult learning. It advocates
reflective practice as opposed to technical rationality (Schon, 1983)
refuting "the idea that a science-like corpus of propositional knowledge
can 'drive' practice" (Grimmett, 1988, p. 9). The self and the experiences
of self become an important source for professional knowledge-in-action,
which is generated by experimentation that occurs in the midst of
practice, and knowledge-on-action, which is practice modified by
deliberation on past experience (Schon, 1983). Reflective practice has
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historically been neglected in favor of scientific rationality (Zeichner &
Liston. 1987).
This neglect requires that reflection on experience requires a
certain amount of support and assistance. The technical rationality
background of many teachers requires a re-education in modes of
thinking that do not control or inform practice, but allow one to
apprehend or appreciate practice. Also, teachers need to become more
comfortable with collaborating as reflective practitioners because
reflection is not entirely the domain of self. It has a social dimension.
Zellermayer (1991) suggests that thinking may be a function of social
interaction and reframing begins as one member of a group problematizes
common experience causing a weakening in the structure of events for
other participants that makes them more open to reframing that
experience. Boyd and Fales (1983) were able to improve the abilities of
teachers to utilize reflection.

For instance, they found that the mere

naming of the natural process of reflection can enhance reflective
learning and can motivate individuals to attempt to control the process
to gain more from their experience.
There are a number of ways by which the reflective process can be
facilitated. Kottkamp (1990) presents a catalogue of such means as:
journals in a variety of forms, case records of problematic situations,
contrived situations including role plays, instrument feedback like the
Myers-Briggs Type Indicator (Myers & Briggs, 1977), and electronic feed
back through video and audio tapes. Providing an appreciation of the
process of reflection and facilitating that process seems a necessary
element in providing the opportunity for teachers to change.
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The importance of reflection in learning of any kind becomes
critical to teachers who must acquire professional knowledge as they
engage in their practice. They must teach to discover what needs to be
known and then reflect to assemble the knowledge upon which to make
decisions in the complex culture of the classroom. These choices, which
appear to be intuitive, are, in fact, a result of reflection in and on
practice.

In order to encourage change, it is not enough to present

current theory to teachers as articulated by authoritative experts.
Rather, change involves a shift in paradigm that can only be realized
through reflection.

And although anyone who learns engages in

reflection, the process can be enhanced and made a more powerful tool
for learning.

Teacher Change and Language Learning
The application of teacher change theory to change in literacy
education is at once formidable and extremely appropriate. Change in
literacy education is formidable because for teachers to embrace what
research tells about how children learn language requires no less than a
paradigm shift from a transmission model of education to a
transactional model. In order to make this shift, teachers are not merely
required to adopt different teaching strategies and instructional
behaviors, they must redefine their identity as a teacher and embrace a
distinctly different philosophy of the role and the process of education.
Pahl and Monson (1992) graphically illustrate the profound changes
involved in a shift from transmission to transaction as shown in Table 1
and Table 2.
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Tabic 1
The changing role of the classroom teacher:
A new orientation toward Instruction
Transaction Model

Transmission model

Construction of meaning

Acquisition of knowledge

(PURPOSE)

Defining what we know

(OBJECTIVE)

Interacting with the
unknown

Fact orientation

(OUTCOME)

Process orientation

WHAT IS LEARNED
HOW IT IS LEARNED
Teacher-centered instruction

(METHODOLOGY)

Student-centered
learning

Disseminator of Information

(TEACHER ROLE)

Catalyst for problem
solving

Receptive learning

(LEARNER ROLE)

Active learning

Part to whole

(INSTRUCTIONAL
STRATEGY)

Whole to Part

(CONTEND

Concept-based

Skills-based
One dimensional
Homogeneous groups
Testing

(CLASSROOM DYNAMIC)
(EVALUATION)

Multidimensional Flexible
groups
Assessment

of Reading. 35. p. 520. Copyright 1992 by the International Reading Association.
Reprinted by permission.

Table 1 clearly shows that there is very little of a teacher's
professional life that is not affected by moving from one paradigm to the
other. And, as Pahl and Monson (1992) also illustrate, a transactional
view of learning creates a shift in the perception of curriculum (see Table
2).

Table 2
From implementation to innovation:
A new orientation toward curriculum
Curriculum implementer
"Musician in the orchestra"

Curriculum Innovator
(METAPHOR)

Transmission (TeacherDirected)

(INSTRUCTIONAL
ORIENTATION)

External Source (Guide)

(CURRICULUM ORIGIN)

'Conductor in the orchestra"
Transaction (Studentcentered)
Intrinsic source (Students)

Maintenance

(OBJECTIVE)

Experimentation

Static

(PERCEPTION)

Dynamic

Prescribed

(STRATEGY)

Review
Accept

Choice
Question
Construct

Adopt
Prepare
Deliver
Reinforce
Administer
Score

(METHODOLOGICAL
PREFERENCES)
(EVALUATION)

Adapt
Modify
Design
Refine
Assess
Interpret

Divergent
Convergent
(THINKING STYLE)
Note: From "in search of whole language" bv M.M. Pahl and R.J. Monson. 1992. Journal
of Reading. $5. p. 521. Copyright 1992 by the International Reading Association.
Reprinted by permission.

This paradigm shift requires that educators become more than
implementers of curricula with a repertoire of pre-packaged strategies:
they must become innovators who are able to occupy a Zone of Between.
"guided by a sense of the pedagogic good . . . alert to the possibilities of
our pedagogic touch, pedagogic tact, pedagogic attunement" (Aoki. 1991.
pp. 7-10).

A shift to whole language instruction "requires, of most

teachers, a redefining and an improved understanding of the professional
self' (Ohlhausen, Meyerson, & Sexton, 1992, pp. 538-539). This new role
can only be realized a'> teachers take on more and more decision making
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power and increased autonomy to follow up on their decisions. They
must be able to take ownership of the curriculum so that they can share
that ownership with their students. The transactional model sees the
learning experience being negotiated by teacher/learners

and

learner/teachers (Freire. 1970). A model for teacher change in language
learning instruction must be a transactional, empowering model. A
model that focuses on the top down dissemination of knowledge and
performance-based skill development would certainly be at cross
purposes to this type of change. It is here that language learning theory
and teacher change theory become congruent, which makes efforts that
allow teachers to move toward proven practice in literacy in a educative,
transactional way particularly important and may provide insight to
similar changes in other curricular areas.
Courtland (1992) draws the parallel between what is known about
effective models of teacher change and the principles that underlie new
approaches to literacy. She notes the similarity in tension that exists
between meeting curricular goals of a writing program and meeting the
developmental needs of each individual writer as compared to the tension
that exists between the goals of a staff development program (the desired
shift in knowledge, skill and reflective practice) and the individual needs
of the each teacher. Another parallel exists where strategies consistent
with the theoretical framework of literacy find expression in the form of
writers workshops while strategies consistent with the theoretical
framework of teacher change occur when sessions are based upon
emerging concerns of the participants.
Drawing a parallel between change related to language instruction
and the personal nature of literacy learning suggests an aspect of change
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specific to teachers of language arts. So that teachers can begin to
embrace new perceptions of their role and the curriculum, they must
rediscover and nurture their own literacy (Courtland. 1992). One's own
literacy should be included in the change process (Valencia & Killion.
1988). One might speculate, however, that an exploration of a teacher's
personal relationship with a discipline of study would be no less
important in other curricular areas. For instance, change in science
teachers would probably be facilitated by the nurturing of the science
teacher's own sense of inquiry and exploration and by understanding
change in ways consistent with this process.

Guidelines for Facilitating Change
The research into the many variables influencing teacher change
posits a number fairly strong principles to guide planners of professional
development programs. There is a great deal of agreement on most of the
guidelines. The differences appear to originate from differing views about
who is in control of the direction and purpose of professional
development.

For instance. Henk (1992) cited guidelines that were

primarily directed at administrative conditions.

A different list of

guidelines was assembled by Showers, Joyce and Bennett (1987) in a
summary of the meta-analysis of nearly 200 research studies that
included all kinds of perspectives on change. They found that research
suggests:
1. What teachers think about teaching determines what they
do.
2. Almost all teachers change practice when training
includes theory, demonstration, practice, and feedback.
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3. Expert or peer coaching is effective.
4. Competent teachers with high self-esteem benefit more
from training.
5. Flexibility in thinking helps teachers leam new skills.
6. Individual teaching styles and values have relatively little
effect on change.
7. Some knowledge or skill is necessary before a teacher
"buys into" an innovation.
8. Training design is more important than who presents or
where it presented.
9. Initial enthusiasm has little effect on learning.
10. Cohesion and shared understanding facilitate a
willingness to experiment (p. 81).
Although many of these highlights are generally accepted as
necessary for change to take place, some of them suggest that either
much of the research up to this time has been primarily concerned with
training teachers in specific skills, strategies and behaviors that the
researcher or theorist have determined necessary; or. the guidelines were
formulated with this kind of professional development in mind.

For

instance, the importance of reflection, decision making, inquiry, and
experience would seem to contradict the notion that individual teaching
style and values have little effect on change beyond the mechanical
adoption of teaching skills as indicated in point six above. In number
seven, "buying into" an innovation implies that the teacher must be sold
on an idea rather than being given the opportunity to detennine whether
the idea has merit for the teacher's own situation and philosophy. This
approach adheres to the subject/object relationship between expert and
teacher and incorrectly assumes authority.
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It is important, however, to note that change, research-based
or otherwise is defined in this literature as teachers doing
something that others are suggesting they do. Thus, the
change is deemed as good or appropriate, and resistance is
viewed as bad or inappropriate. Even the recent work that is
more sensitive to teachers' norms and beliefs fails to
question the reforms themselves. . . . A critical feature in
this literature is that someone outside the classroom decides
what changes teachers will make (Richardson. 1990, p. 11).
(Emphasis in original)
Therefore, by combining the principles already established by
research with the recent, more educative trends, a set of guidelines for
designers of staff development has been proposed by Valencia & Killion
(1988).
1. Long-term in-service or teacher training programs that
incorporate application activities and include follow-up
have longer lasting effects on teachers.
2. Establishing a need, including teachers in the design of
the program, and communicating that the status quo is
unacceptable, stimulate commitment to change.
3. Addressing the needs of teachers as learners, through the
instructional program and interventions, promotes a safe
climate for them to take risks.
4. Providing opportunities for increased collegiality and
collaboration enables those responsible for implementing
change to feel part of a professional community. By
reducing teacher isolation, teachers have more access to
the support they need for change.
5. Program designers must view teachers as decision-makers.
They must build in room for flexibility, personalization
and adaptation. When given encouragement to make a
new program fit their needs, rather than adhering strictly
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to a prescriptive approach, teachers are more effective and
more willing to implement change (p. 7).

These last guidelines are comprehensive and consistent with adult
learning and change theory. The literature suggests that three revisions
would make these guidelines more comprehensive. First, number two
above still implies a top down model for to assume that teachers must
reject the status quo is to assume that an innovation is better for every
teacher in every situation. It would seem more appropriate that teachers
be educated to be questioners who do not reject the status quo because
they are told to do so, but challenge it as well as the innovation,
continually pursuing evidence that tests the desirability of all practice
and theory. Second, reflection must be a part of any serious attempt at
change. In order for present practice and experience to inform directions
for change in future practice, teachers must be reflective. "Experience is
educative only with reflection. This suggests that the improvement of
the teacher-learning process requires acknowledging and building upon
teachers' experiences, and promoting reflection on those experiences"
(Richardson. 1990, p. 12).

And finally, in the case of language

instruction, teachers' own literacy must be nurtured (Courtland, 1992).
Insufficient research has been done to establish academic content as a
general factor for change in any discipline or content areas (Showers,
Joyce. & Bennett, 1987); however, attention to the rediscovery of the
teacher as learner seems to be implicit in the changing role the teacher.

Summary
This review of the literature on professional development and
change indicates a shift in understanding about the meaning and
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process of change. Existing models that confine the scope of change to
the technical aspect of practice and view the decisions concerning goals
and process of change as the purvey of outside experts show little
promise for providing the necessary climate for development.

The

function of professional development initiatives is moving from the
inculcation of skills and behaviors to the development of inquirers in
practice. The governance or decision making process being designed to
recognize the importance of empowering teachers rather than treating
them as passive learners to be in-serviced. The influence of the school
culture, which is often seen as being a major factor in change, may be
lessened as the power of teachers as self-directed learners is appreciated.
Educational leadership is being recognized as coming from the teacher as
expert as well as from the traditional outside experts.

The

understanding of the teacher has moved to teacher as an autonomous
learner who constructs professional knowledge from experience rather
than teacher as an object of manipulation. From this paradigm shift in
teacher change comes some promising guidelines for supporting teacher
growth and development that require extensive inquiry using research
methods that respect the educative nature of the process.

CHAPTER 3
METHOD
Research Design
This study is a case study from a naturalistic inquiry perspective
using ethnographic techniques to study a small group of senior high
school English teachers who engaged in designing and implementing
professional development activities over approximately three months.
Although I had been temporarily away from the public school
classroom in my temporary position at the university, it was not my
intention to separate myself from the participants. To the contrary, I
attempted to enter into a dialogical relationship as a colleague with the
other participants in what Gitlin (1989, p. 248) refers to as educative
research which "pushes all those involved to see the world differently and
to act on these new insights." We attempted to understand ourselves
and the change process so that our common interests could be worked
out within our particular context and thereby affect our own
professional development.
Just as it is appropriate to address changes in language learning
theory that are characterized as educative using an educative model of
professional development, so it is that the study design used to examine
this project was educative in nature. The educative approach shares the
characteristics of qualitative research as described by Bogdan and Biklan
(1982).
First, qualitative research has the natural setting as the direct
source of data and the researcher is the key instrument. The study
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involved practicing teachers as we engaged in actual professional
development. All the factors that affect teacher change were involved.
As a participant observer, I gathered the qualitative data using the three
data gathering devices of observation, interview, and document analysis.
Furthermore, objectivity was not pursued, rather there was an attempt to
gain an appreciation and understanding of the subjectivity of all involved
(Gitlin. 1989). Group members were invited to provide interpretations of
the meanings that emerged from their experience in dialogue with the
researcher.
Second, qualitative research is descriptive. Because, as stated in
the rationale of this study, there seems to be a shift from

teacher

change as training to teacher change as education, there is a need to
examine the established variables under a more open research design. As
well, since new variables may emerge, it is appropriate to explore teacher
change using qualitative methodology.
Third, qualitative researchers are concerned with process rather
than simply with outcomes or products. This study is concerned with
how a group of teachers negotiated their own professional development.
The failures were as important as the successes in defining significant
patterns in this process.
Fourth, qualitative researchers tend to analyze their data
inductively. It is not the intent of this study to prove or disprove an
hypothesis already held. Rather it is an attempt to establish grounded
theory as it applies to this particular group. So though the research
questions could be worded as hypotheses to be tested, they are, rather,
questions to be answered.

41
Fifth, meaning is of essential concern to the qualitative approach.
The way in which individual teachers incorporate the demands of their
daily lives, in and out of school, with the expectations of often difficult
and time consuming professional development is at the core of what
research has shown to be some of the most significant variables in
teacher change.

Participants
The participants in this study were six teachers from a small rural
jurisdiction who teach one or more high school English courses. As the
researcher, I included myself in this count although I was on leave as a
Faculty Associate at the University of Lethbridge. The five other teachers
volunteered to participate having given informed consent as required by
the Human Subjects Guidelines of the University of Lethbridge (Appendix
A). Our teaching accounts for approximately 85% of the high school
English classes taught in this jurisdiction. To preserve anonymity, the
participants' names and the place names have been changed.
I contacted each teacher in person to invite them to participate. I
made my first contact near the end of January 1993 with Shari and
Shelly at Greenwood High School. Their response was reserved but
positive. At North Fork, I asked Gordon and Edith both of whom readily
agreed to participate. With at least a few participants confirmed, I went
to the superintendent, outlined my proposed study and requested
permission to proceed. I then contacted the two remaining high schools
and asked Sean and Jim in Hillside and Wesley in Naylonville if they
would like to participate. All but Jim agreed to participate and signed

the consent form; however, Wesley withdrew from the study very shortly
after it began.
A summary of the personal information for all participants is
presented in Table 3.
Table 3
Profile of Participating Teachers
Teacher

Age

Years
Experience

Sean
(male)
Wesley
(male)
Edith
(female)
Gordon
(male)
Bryan
(male)
Shari
(female)
Shelly
(female)
Mean

26

Education

Major

3

Years
English
Instruction
2

B.Ed.

English

38

11

11

English

41

14

2

B.Ed. & Grad
Study
B.Ed.

43

20

20

44

23

23

46

22

22

47

27

15

40.7

17.1

13.6

Mod. Lang

B.Ed. & Grad
Study
B.Ed. & Grad
Study
B.Ed

English

B.Ed&
B.MfiL

Social
Studies

English
English

Organizational Setting
There are four secondary schools in the jurisdiction—three are
junior/senior high schools and one is a high school. The schools are all
in rural communities; each one is at least fifteen miles from its nearest
neighboring school. There are as few as one English teacher and as
many as three in one school.
The support personnel for curriculum and instruction are a
superintendent and an assistant superintendent.

There are no

department heads or consultants in the employ of the school
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jurisdiction, although the University of Lethbridge and the Alberta
Education Regional Office are near.
There are two regular professional development activities for this
jurisdiction. One is a one half-day workshop organized by the Local
Alberta Teachers Association (A.T-A.) and supported by the School Board
that addresses topics of general interest by a speaker or presenter. The
second is a two-day A.TJV. Convention also organized by A.T.A. Locals in
the area and supported by the respective boards under provisions in the
School Act.

Many of the convention sessions are subject based and

usually of fairly broad appeal. Apart from these two regular activities,
other ad hoc sessions are held on Lhe basis of need as determined by the
senior administration. Teachers also have access to limited funds for
attendance at other professional development activities. These funds are
usually sufficient to assist, but not fully cover, the expenses for a
teacher to attend a conference once every two years.

Preliminary Considerations
Change Guidelines
As the review of the literature suggests, there seems to be no
shortage of suggestions regarding principles that should be employed to
create conditions for change. The literature is so consistent that it
seems sure that the application of any one of these lists would bring
about many predictable, and some unforeseen, successes in professional
development (Smylie & Conyers. 1991).

My synthesis of the many

suggestions for effective professional development yields six guidelines
that I attempted to incorporate into the process of this study.
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First, change must be understood as a long-term process involving
a shift in attitude and a shift in practice. Whether one of these is a
consequence of the other is unclear, but. what is clear is that movement
in both must be present if professional development efforts are to have a
lasting effect. In addition, as teaching comes to be seen as an extremely
complex process and not as the mere replication of pre-packaged
strategies, it is ever more apparent that change takes time.
Second, the function of professional development must be seen in
broad educative terms rather than in terms of training teachers in the
mastery of certain skills or behaviors.

The function of the change

process must be seen as building on already established competencies to
enhance practice in an ongoing manner rather than as a one-shot
remedy for perceived deficiencies. Teachers cannot be in-serviced as
passive patients; they must be active participants in a continuous
educative process.
Third, the governance of change programs must be largely in the
hands of teachers. They must have the power to make decisions not only
about the way to arrive at a particular goal, but whether or not the goal
is, in fact, worth pursuing. The subjective reality for each teacher at any
particular time is idiosyncratic so that the direction, speed and
suitability of any change in practice must be contingent upon the
teacher's professional judgement.

It is then imperative that this

judgement and this power are grounded in being familiar with the
research and theories upon which sound pedagogical decisions are made.
Fourth, teachers are learners and as such require peer support in a
collaborative, collegial environment.

It may well be that if a school

system can provide a climate for this to occur, its major function has
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been fulfilled.

There are numerous other contributions that

administration could provide (Henk, 1992) that would contribute to the
consistency of system-wide changes, but these may not be essential for
significant growth among individual groups of teachers (Smylie, 1988).
Fifth, reflection is essential in order that experience can become a
part of the curriculum for change. As teachers take control of their own
experience, analyzing for success and failure, and experimenting in a
supportive environment, feelings of efficacy will be enhanced.
Furthermore, as they identify themselves as important factors in their
student's learning, they will be further motivated not by promises of
promotion or increased pay but by their involvement in their students'
performance.
Finally, teachers must be considered as learners of content area as
well as learners of pedagogy. It seems clear that, in the case of language
arts instruction, if teachers are to expect their students to become
writers and readers, they too must rediscover themselves as writers and
readers.

It would follow that teachers must also see themselves as

mathematicians, scientists, and historians in order to be motivated in
enhancing their ability to teach this content.
Implementation of the Guidelines
Although, as expected, the process changed, it was planned that
these guidelines would be implemented as six teachers of secondary
English met five times between March and June of 1993. The purpose of
these meetings would be to: (a) examine language learning theory, (b)
reflect upon individual teaching practice, (c) identify common and
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individual needs, and (d) collaboratively plan and initiate appropriate
professional development responses to needs.
The initial focus of the sessions would be to develop awareness of
current language learning theory and insights into personal teaching
practice. Participants would be asked to select journal articles dealing
with issues related to language learning from either their own sources or
a bibliography provided by me. It was intended that time would be
provided in each session to discuss these issues. Participants would also
be asked to reflect upon their own practice through reflective journals
and each session would include an opportunity for disclosure of journal
writing, either to the group or with a peer. Courtland (1990) describes
this process as follows:
. . . implementers must be assisted in raising to a conscious
level their implicit theories. They must have opportunities
to gain knowledge about language teaching and learning,
test new teaching strategies, receive feedback, dialogue with
peers, and reflect on their practice (p. 49).

It was intended that attempts would be made to examine or
consider, as a group, the agendas of each individual. Through reflection
and discussion, participants would be encouraged to identify common
and personal, long and short term needs for professional development.
Points where the group could provide collaboration and support would be
identified, especially where these needs involved language instruction.
In summary, the participants would be asked to keep a journal,
prepare a portfolio, do some professional reading and attend sessions.
Each session would involve three activities.
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1. Question Time: Investigating issues and concerns raised by the
professional readings.

The focus will be considering how the ideas

presented relate to the present practice of each member of the group.
2. Reflection Time: Disclosure of journals and portfolios. Talking
about the emerging issues and determining ways to address them.
3. Writing Time: Time to write in journals and reflect on the
process and other considerations.

Researcher's Role
Just as I had included plans for the overall process, so it was that
I had given some thought to my place in this study. My role would be to
collaborate with teachers to find appropriate processes for professional
growth and change. I would provide resources that articulate theory and
practices supported by research, vehicles for reflection, and a forum for
collaboratively examining our own practices. We would attempt to find
to what extent we could or wished to implement strategies consistent
with current language learning theory in a high school setting. Specific
issues and plans for addressing these issues would emerge from the
group.
It should be pointed out that as the designer and a participant in
the process. I had objectives for my own professional development that
dealt specifically with (a) improving my own understanding of the extent
to which current theory is practically applicable to a secondary school
setting and (b) developing ways of incorporating strategies based on
current language learning theory into my practice. I wanted to do this in
a collaborative and supportive environment. However, it was understood
that the emergent agendas of the other participants might be so diverse
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that attempts would have to be made to find a way to incorporate these
differing goals into the group process and follow the direction of the
group consensus- Gitlin (1989) explains this process in this way:
What this means is that the educative researcher mutst take
an openly political stance in considering what projects to
approach. However, the projects must be approached and
developed such that decisions made with those studied and
others reflect the power of persuasion, not the entrenched
position of individuals or the legitimized status of particular
types of knowledge (p. 249).

If, through the power of persuasion to maintain consensus, the
group could not accommodate or support an individual's goals, the
participant could define the extent to which he or she wished to be
involved even to the extent of withdrawing from the group.
As a teaching colleague with some specialized knowledge in teacher
change, but no greater expertise in the instruction of high school
English, only more access and opportunity to provide some resources. I
felt I would be able to achieve what Anders and Richardson (1991) call
the desired violation of staff development norms: the expectation of a
top-down process with an expert giving the answers, the resistance to
revealing one's practice to colleagues, and the location of authority and
expertise as coming from someone else. It would be my task to find a
balance between support and empowerment (Courtland et al., 1989) by
encouraging participants to share in providing resources and determining
the direction of the process, even to the point of deciding which if any of
the mechanisms for reflection and collaboration I have suggested should
be continued.
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These were all initial considerations—a general map to follow, but,
as many aspects of the project as possible were open to negotiation. We
had general agreement that we would meet a number of times between
March and June and I had outlined some activities for us.

The Process
The process had to be allowed to evolve and the narrative of the
events as they occurred reveals the modifications in process and research
design that were made to accommodate the directions set by the group.
First Session
March 17. 1993
The first session turned out to be an indication of things to come
since only three out of the five participants were in attendance: Gordon,
Edith, and Wesley.

Shelly and Shari were sick and through some

miscommunication. Sean had gone to the wrong place and by the time
he realized it. it was too late to get to the session.
We were able to move through the agenda, as displayed in
Appendix B, quite satisfactorily except for setting the date for the next
meeting. The most appropriate time would be a Wednesday afternoon
when we had early dismissal and if we wished we could be released at
noon. However, it seemed that there were numerous impediments to this
plan. Edith had one of her two preparation periods of the week after
lunch on Wednesday and she didn't want to lose that time. Gordon was
concerned about missing too many of his English 30 classes.

As

principal, Wesley had conflicts with staff meetings on some of the
Wednesdays. As we discussed session schedules, concerns were raised
about the amount of homework expected by the project. Wesley indicated

50
that he wouldn't be doing any journal writing since he was under
pressure to finish his graduate program and any writing he did at home
would be on that.

Edith was also concerned about her family

commitments inhibiting her reading and writing. Gordon felt he would
have no problem with the joumaling task since through his graduate
program, he had much reflective writing that he could bring. At the end
of the session most of the concerns seemed to have been aired and if not
satisfied, at least made tolerable.

We agreed to meet every third

Wednesday beginning on April 7, then April 28, and so on. Everyone
chose a journal article to read and I gave them a list of issues to consider
in their journal writing (see Appendix C).
At this point, my agenda was complete, but Gordon raised a
question about the teaching of grammar. The group seemed to frequently
come back to this issue throughout the sessions. The question was,
"Should grammar be taught directly or in context?" Most of the group
seemed to feel that the public hue and cry for a return to the basics and
the apparent expectations of some standardized testing made it clear
that students should have a traditional knowledge of grammar that
could only be acquired through direct instruction. This discussion went
on for almost a half hour with no resolution.

Second Session
April 7. 1993
Almost as if by some plan, none of those who was at the first
session was able to attend the session on April 7. The only participants
who came were Shelly and Shari, who, along with Sean, had been absent
from the first session. Sean was unable to attend this second session
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because he had to supervise the badminton team at a tournament.
Gordon had to attend a funeral; Wesley had parent/teacher interviews,
and Edith forgot abou* the session.
As it was. things worked out all right since I was able to repeat the
introductory agenda with the newcomers so that everyone but Sean
would be beginning from the same point at the next session. When I
described the guidelines for professional development, specifically the
importance of collegial support. Shelly and Shari spent a great deal of
time talking about the absence of collegial relationships in the
jurisdiction.

When the guideline regarding reflection came up. the

discussion about reflection led them to consider the effects of whole
language on standards of correctness that inevitably led to another
protracted discussion about issues related to the teaching of grammar.
They felt that language learning theory and practices in elementary and
junior high school were in direct conflict with post-secondary
requirements that apparently included a more traditional knowledge of
grammar.

Third Session
Mav 5. 1993
On Tuesday, April 27, I learned from Shelly and Shari that they
wouldn't be able to attend the session the next day. The short notice
was a problem since I had arranged with the Superintendent to allow the
participants to be released at noon. To postpone, substitute teachers
would have to be cancelled and plans changed.

When I called the

participants, it seemed that postponement would not be difficult and so I
set the next Wednesday, May 5 as the session date. It was probable that
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there would be conflicts, but it was readily becoming apparent that they
couldn't be avoided.
At the May 5 session only Sean. Shelly and Edith were present.
Gordon was coaching baseball. Wesley had a Principal's session and
Shari had a doctor's appointment. This, of course, was Sean's first time
at a session, but I had sent him information about the journals, the
readings and the portfolios. The first few minutes were spent firming up
the next session date, deciding whether it would be a lunch session, and
reviewing the litany of things that would

interfere—personal

appointments, baseball games, grad ceremonies and staff meetings. As
planned, we proceded through a question time in which we addressed
issues raised by the professional readings. From their reading. Shelly
and Edith talked about authentic learning activities and student
involvement that came about when poetry, in particular, addressed
concepts that are important to students. They talked about student
ownership when students are given structures to help them express their
feelings in real literary forms. The discussion was purposeful and lively.
I was excited because it looked as though the process would work as long
as people could attend.
This optimism was short lived for when we moved to the next
phase in the process, reflection on journals and portfolios, only Sean
had written anything and he bravely agreed to share some of it. I read an
example of a poem that I would be including in my portfolio. After that
there was an awkward silence and then Shelly. Shari and Sean told me
that they just couldn't do what I had asked them to do. Journals and
portfolios were out of the question. They didn't possibly have the time to
do them.
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It appeared that the study, as it had been conceived, was history.
The process that I had presented was unsatisfactory, but they decided
that they would still like to get together if the result of session would be
something practical, like a thematic unit or a novel study that they
could take back to their classrooms.
Between May 6 and May 18. I made a decision that if the sessions
were going to continue at all. the group's wishes would have to take
priority over the requirements of my study. I would have to alter the
study to suit the evolving events. As I was making this decision. Wesley
T. had made a decision as well. Because of his work load, it would be
impossible for him to participate. It became clear that we couldn't limp
along in this manner so I decided that we would meet at least one more
time. The session would be a lunch session where the teachers would
have an opportunity to either commit to a collaborative project or
withdraw.

I couldn't get permission for release time since the

Superintendent and the principals of the schools were away at a
conference, but when I explained the situation to the vice-principals of
the schools, they were able to make arrangements. I either phoned or
visited each participant and requested that we meet one more time under
these terms.

Fourth Session
Mav 19. 1993

Everyone but Wesley was at the May 19 session. Lunch was a
congenial affair. There seemed to be a feeling of camaraderie and we all
seemed to enjoy each other's company.

We made a decision that

developing a collaborative thematic unit would be a worthwhile endeavor.
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I then invited those who wished to work on the unit to go to the school
board office to begin work and those who didn't wish to continue were
welcome to leave. All five decided to continue and so we decided that we
would develop a unit on gender issues and began to discuss how we
would go about meeting our objective.
As I considered the desire of the teachers to come away with
something tangible from these sessions, it became obvious that we would
need more than a half-day. 1 asked the Superintendent if this would be
possible. He agreed. The teachers were not so agreeable. Those who
were teaching English 30 were particularly hesitant to give up a class
this close to final exams. In fact. Sean decided that he couldn't be away
from his classroom.

Individual Interviews
June 7-11. 1993
It seemed that we had just passed through a critical period in the
process. I felt that it would be important to find out what had been
happening with the participants, so I decided to conduct interviews with
each of the participants. I used an informal interview schedule (Appendix
D) and taped the interviews. I went to the participants' schools and
interviewed each person individually. I was unable to talk to Sean until
after the final session.

Fifth Session
June 10. 1993
The culmination of this process occurred on June 10. We met at
the school board office bringing arm loads of textbooks and anthologies.
•A.
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I attempted to provide a structure for our planning by webbing various
elements that the unit could include. That didn't seem to be much use
or of much interest. Instead the group began sharing examples of
literature related to the theme. After a good deal of enthusiastic sharing,
it was decided that we should take the opportunity to read some of the
literature.

We read and to save time while we read, we had lunch

delivered to the meeting room. Participants ate, read, and talked. I
asked about the possibility of doing a novel study in connection with the
theme but this didn't seem feasible. I suggested that we determine the
extent to which we wanted to collaborate. We could collaborate to the
extent of a resource unit, resources and suggested strategies, or a fully
developed unit. The group was unprepared to commit beyond the second
level and so that when I presented a plan for using a writers workshop
strategy for the unit, there seemed to be little interest in pursuing it.
When the day was done, the participants left with a short list of
materials that would provide an opportunity to address gender issues
that would be the only tangible product of the project as summarized in
Table 4.

Data Sources and Collection
Ethnographic methodology was selected for this study because the
essential nature of the study required that, as researcher, I could not be
an external force implementing a treatment on subjects. The
methodology had to be sufficiently flexible to respond to events as they
unfolded since, in essence, I was interested in making it possible for the
voices of the participants to be heard which meant adapting to the
participants (Gitlin, 1990). Every aspect of the process had to continue
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by consensus even though some broad, initial directions were set in the
research design.
Table 4
Summary of Sessions
Date

Present

March 17

Edith
Gordon
Wesley
Shelly
Shari

April 7

Reasons
Away
2-tllness
1-communi
cation
1- luneral
1-parent
teacher
interviews
1- coaching
1-coaching
1-medical
1-meeting
X -withdrew
from
program

Edith
Sean
Shelly
Edith
May 19
Gordon
Sean
Shari
Shelly
June 7. 8 Interview
& 11
Edith
1- commit
June 10
Gordon
ment to
Shari
class
Shelly
•Planned items that did not occur in
May 6

Planned Agenda

Emerging Agenda

Review Goals.
Procedures,

Time commitments
Public expectations
about grammar
Absence ol collcgiality
Public expectations
about grammar

Review Goals,
Procedures.

Professional readings
Rejection of Journal and
Journal sharing*
portfolio
Reflecting*
Determine theme
Agenda as planned
Confirm participation
Prepare for next meeting
Interview Schedule
Plan unit Including
Sharing of literature
resources, strategies*,
resources
novel study*,
assessment procedures*
the meetings

Two data collection procedures, portfolios and journals, were part
of the initial plan. As the group made decisions on the process, they
chose not to produce these collection instruments. It was therefore
necessary to modify the methodology to adapt to the circumstances. The
result was three sources of data collection procedures.
Participant observer notes. These were recorded post hoc in a field
journal. They consisted of records of procedures, impressions of events
observed, and personal reactions to events.
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Verbatim Records of Meetings. These were transcriptions of audio
tapes of meeting sessions that took place in the school board office in
one of two conference rooms.
Interviews. These were individual interviews conducted once with
each participant. They took place just before the final session using an
informal interview schedule.

The interviews were conducted in the

participants' school, recorded on audio tape, and transcribed.

Data Interpretation
Theoretical Framework
Occasionally throughout the data collection stages, I made
analytical notes in my journal regarding some of the themes I was seeing.
During the summer months after the data collection was complete. I
transcribed the tapes which provided an opportunity to reflect upon the
overall data. I left the data alone during the latter part of the summer
and while I began the fall semester of instruction. When I came to
analyze the data after it was all gathered and transcribed. I began with
the session transcripts. The data in the session transcripts were more
diverse and would likely yield a wider variety of themes whereas the
interview was guided by the ongoing analysis during data collection so
that it already was focussing on issues and possible themes and would
therefore limit the possibilities for interpretation.
I read the session transcripts and began coding statements
according to the ideas or issues that they seemed to raise using what
Van Manen (1990) calls "Interpretation through Conversation."

He

describes a conversation as a triad consisting of the two speakers and
the notion or phenomenon that drives and keeps the conversation intact.
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The conversation is by nature, then, a hermeneutic process of making
sense of the notion or theme. The researcher's task in analysis is one of
entering into the conversation with the text or data to allow the themes
to emerge. The participants in the study participate in this analysis as
they engage in the conversation and provide direct statements regarding
the notion or theme. Each new conversation with the text can provide
opportunities for the discovery of new notions or themes.
I entered the conversation with the text, or analysis process, using
a form of analytic induction (Goetz & LeCompte, 1984) which involves
reviewing the data for categories of phenomena or emerging themes. The
data were reviewed using approaches suggested by Van Manen (1990). The
wholistic or sententious approach was used as field notes were made and
tapes were transcribed.

I formulated and recorded statements that

expressed my impressions of the significance of the text as a whole.
After all the data were transcribed. I used a more detailed approach by
placing each cluster of sentences in a database record. I then coded them
depending upon what they seemed to reveal about teacher-directed
professional development. For instance, the following excerpt from my
field journal was coded with the label "professional concern" and
"professional development" because it seemed to have something to say
about both of these concepts.
There was silence. Then Shari began to talk about the
difficulties with finding something that would be useful to
all because each person had different interests and concerns.
Even she and Shelly had talked about collaborating, but
they teach different subjects so how could they do anything
together. She suggested that there wasn't much room to be
flexible with the 30's and that the curriculum dictated what
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she had to do and that she taught by genre because she had
to be sure that the students were getting the skills.

Once the text was grouped into categories, I reviewed the text
using the selective or highlighting approach to identify particularly
revealing statements (Van Manen. 1990).

This passage was also

highlighted since I thought it was significant in understanding a skills
orientation to teaching and professional development.

Coding Categories
All the data were divided into meaning "chunks" mostly consisting
of a statement made by one individual; however, where an interchange
between two or more people carried the meaning, the dialogue was
grouped together as one piece of data. There were 727 such pieces of
data from the combination of the three data sources: transcripts of
sessions, transcripts of interviews, and my field journal. The majority of
the pieces of data were coded using more than one category.

The

multiple coding occurred when the meaning chunks were fairly large
containing more than one idea; or. where two categories could be
connected by a preposition as in "participant's attitude about pressures"
or "Change in professional concerns."
At this point in the process, I wasn't concerned about pieces of
data having multiple codes because, for one thing, I did not consider the
codes to be themes. Furthermore, I was not. at this time, concerned
with the theoretical antecedents of these categories. They were merely
large bins into which I could sort the data so that I could access different
sets of data in some way to allow it to speak without preconceived
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notions of the kinds of things it should be saying. For instance. I could
have approached the analysis using the factors that the literature
indicates influences professional development as my categories. Rather.
I chose to work back to the theoretical antecedents after I had
articulated themes that seemed to be emerging. All pieces of data were
described using the codes listed in Table 5 and defined in Appendix E.
Table 5
Analysis Codes
Concerns
Help
Personal
Professional

Culture
Time
Authority
Pressures
Professional Dev.
Collegiality
Administration

Process
Leader's Attitude
Participant's Attitude
Decision Making
Relationship
Change

I read and reread the data by sorting it into different sets and sub
sets to see what the data were saying about each of these conceptual
bins. I examined each of the sets of data that were coded by the fourteen
sub-categories and then I examined a sub-set of each of those categories
by adding another coding category to my search criteria. For example. 1
read all data pieces that were coded as "Administration" and then I read
only that sub-set that carried the code "Administration" and
"Professional Concerns." I wanted to see if different ways of looking at
the data might lead to different understandings, but I did not examine
all possible combinations.

Some issues came up frequently, were

addressed by most, if not all, of the participants, or were identified by the
participants or me as affecting the professional development process.

6I

Reliability

Internal reliability is concerned with whether multiple observers
within a particular study would agree upon what is being observed. I
used two inter-rater reliability procedures to specifically assess internal
reliability. I first had a teacher of language arts not involved with the
study, but who had some familiarity with research techniques read a set
of data that I had coded as relating to collegiality. Without informing her
of my coding. I asked her what themes she could identify in the data.
She confirmed that the data were concerned with collegiality and further
that it seemed to be speaking of the importance of support and
validation that comes from one's colleagues, but that this was absent in
the experience of the speakers. Her analysis concurred with mine both
in the application of the general code and in the statement of theme.
In addition, I had a teacher involved in graduate studies code a
part of the session transcripts using the coding categories and the
descriptions I provided. There was less than 15% disagreement in the
codes applied to the data chunks. Most of these differences could be
attributed to the fact that whereas I coded the data according to the few
major ideas present, the second reader applied the codes wherever there
was a nuance of the idea present.

Another source of disagreement

occurred as a result of ambiguity in code definitions; thesewere revised
accordingly. Finally, there were a few instances where the context or
tone of the speaker's voice, with which I was familiar but the second
reader was not, resulted in different codes being applied.
There are two other aspects of the research design that contribute
to the reliability of this study.

One is the presence of low-inference
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descriptors-two of the data sources are verbatim accounts of participant
conversations. The other is the extensive supply of raw data in the report
that should assist readers to assess the validity and reliability of the
interpretations (Goetz & LeCompte. 1984).
External reliability is provided for. as recommended by Goetz and
LeCompte (1984), by a detailed description of the following: researcher
status and position, choices of participants, social situation and
conditions of the treatment and data collection, analytic constructs and
premises, and methods of data collection and analysis.

Validity
Internal validity is concerned with whether what is reported as
being observed or measured is actually what is being observed or
measured. Although this is one of the strengths of ethnographic studies,
it is important to include in the study design allowances for establishing
internal validity. In this case. I presented the eight thematic statements
(Table 6) to the participants and asked them if those statements
accurately described their experience (Appendix F). I also asked the
participants to provide alternative interpretations or to expand upon the
ones presented if they desired.
Four of the five questionnaires were returned. Of the responses
received, there was only one instance in which a participant disagreed
with the perceptions as stated.

One participant responded that he

agreed that there were limitations to change due to the influence of
administration, students and the public, but these weren't the real
reasons for the reluctance to change.

He feit that some of the
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participants were using these expectations as excuses for not changing
their practice.
The comments made in the spaces available for elaboration and
qualification generally supported the interpretations of the events as
presented in the discussion and analysis.
Further internal validity was provided by inviting each of the
participants to read the final draft of this analysis. At this writing two
of the participants responded concurring with the events and the
interpretations of these events as presented.

CHAPTER 4
INTERPRETATION AND DISCUSSION
From Themes to Voices
The aspect of professional

development that was being

manipulated, almost as an independent variable, was the element of
authority. The central focus of the study was around teachers having
authority over their own professional development. Therefore, it is not
surprising that the strongest theme that emerged from the initial
analysis had to do with the source of professional developir~nt
authority. This became the first of eight issues described in Table 6 that
would be my initial themes. However, it soon became apparent that
these initial themes constituted only one level of understanding.
As 1 examined these themes, it was clear that the central idea of
authority was present in each of the eight statements. This led me to
examine the themes from the point of view of who was authoring, giving
voice or directing the course of professional development. Therefore, just
as this study moved from traditional interpretive-qualitative approach to
the methodology of educative research (Gitlin, 1990) to adapt to the
needs of the participants, so it was that the analysis of the data shifted.
The analysis began as a search for generalizations from which guidelines
for facilitating growth and change in teachers could be drawn. It evolved
into an attempt to facilitate the articulation of the various voices that
shaped this professional development experience.
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Table 6
Initial Themes
•The Search lor
Authority

The group recognized the absence of an official authority figure
and in its absence deferred to organizer as the ostensible
decision-maker, and spent considerable time trying to discover
authority.

•The Role of the
Organizer

The quasi-leadership role and the special interest in the
outcome of the project seemed to inhibit the degree to which the
organizer could be a fully collaborative partner In the process.

•The Role of Time

In the busy lives of teachers, there seems tc be the perception
that there is little time for professional development that
involves intensive reflection, analysis and action on personal
theory and practice.

•Participants'
Experience with
Collaboration
•External
Expectations

The participants reported having had very little experience in
working collaboratively with each other.

•Personal Theories

Personal theories derived from experience limited the receptivity
to change.

•Conditions of
Change

There were Indications that conditions conducive to change
occurred: collegial relations were enhanced: innovative practices
were examined: a degree of self-disclosure occurred: a
collaborative project was undertaken.

Participants perceived the expectations of the administration,
the students and the public as limitations to the possibility of
changing their practice.

This perspective yielded an understanding of the events of the
study through four voices that seemed to have shaped the process in
which we were engaged: the voice of a professional development leader;
the voice of external influences on one's professional life; the collective
voice of teachers_oollaborating in professional development, and the
individual teacher's voice.
As the interpretation moved from the themes to the voices, a
further validity check was needed to confirm that the concept of voices
was grounded in the data as well as in the theoretical antecedents
established in the literature.

Table 7 illustrates the relationships

between the theoretical antecedents revealed by the literature, the initial

66

coding categories, the thematic statements and the final conceptual
framework of authority.
The voices logically evolved from the thematic statements which in
turn emerged from the data grouped by the topical codes. In addition,
the interpretations made are consistent with the aspects of change
identified in the literature. To say that the voices exist seems to be
logically validated, but validating what the voices say becomes quite
difficult.
When I moved my analysis from theme identification to voice
identification, a whole new layer of complications was introduced to the
analysis. These problems were invited but were not fully appreciated by
my basic research design. For as I indicated in my earlier discussion of
the initial focus and the researcher's role, the process acknowledged that
I had a particular professional purpose for engaging in this project and it
was expected that the participants also had their agendas. It was the
purpose of the project design to allow these agendas or voices to emerge.
This seemed to be fairly straight forward and it was—as long as the
analysis was done from the stance of the objective researcher passing
judgement on the anonymous participants—as long as a subject/object
relationship was maintained between the researcher and those being
researched.
However, as soon as I attempted to explicate the voices of others, I
came up against the hypocrisy of speaking in my voice and presenting it
as the voice of someone else—especially when these others were friends
and colleagues. This problematic is one shared by critical pedagogy
theorists in all aspects of education. Power imbalances are unavoidable
and attempts to empower those who seem oppressed often only give the
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illusion of equality (Ellsworth. 1989). The situation between student
and teacher discussed here can be applied equally to researcher and
researched. As the one conducting the research, I was in an unavoidable
position of authority so that if the voices of others were to be heard at
all. I, as the researcher, had to be open to the dialogical process with the
participants in the study so as not to "silence and objectify those
studied" (Gitlin. 1990. p. 448).
Table 7
Logical Validity of Voices
voices of
Authority
The
1. There occurred a continual search
for authority within the group and with collective
voice
the individual. The group recognized
the absence of an official authority
The
figure and in Its absence deferred to
individual
organizer as the ostensible decision
voice
maker, and spent considerable time
trying to discover authority.
Thematic Statement

Code Origin
Authority

Leader's
Attitude

Theoretical
Antecedent
Governance

Leaders of
Teacher
Change

2. The quasMeadershtp role and the
special interest in the outcome of the
project inhibited the degree to which
the organizer could be a fully
collaborative partner in the process.

The
leadership
voice

3. In the busy lives of teachers, there is
the perception that there Is little time
for professional development that
involves intensive reflection, analysts
and action on personal theory and
practice.

The external Time
voices

Functions of
Change
and
Reflection and
Change

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

The
collective
voice

Collegiality

Teachers a s
Learners

Pressures

Cultural
Milieu

The external
5. Participants perceived the
expectations of the administration, the voices
students and the public as limitations
to the possibility of changing their
practice.

(Continued next page)
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Table 7 Continued
Logical Validity of Voices
Thematic Statement

Voices of
Code Origin
Authority
The external Professional
voices
Development

Theoretical
Antecedent
Functions of
teacher
Change
and
Reflection and
Change

7. Personal theories derived from
experience limited the receptivity to
change.

The
individual
voice

Professional
Concerns

8. There were indications that
conditions conducive to change
occurred: collegia] relations were
enhanced; innovative practices were
examined: a degree of self-disclosure
occurred: a collaborative project was
undertaken.

All Voices

Change
and
Relationship

Teacher
Change and
Language
Learning
Guidelines lor
Teacher
Change

6. For most of the participants,
professional development involves 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.

Searching for Authority
When I embarked on this project, I invited my colleagues to join
me in the journey. We would explore new territory together, and I would
be just one of the travellers. The intention was that we should direct our
own professional development—that we should discover and speak our
voices, that we should author our own professional development.
However, the initial and persistent response from the participants
seemed to be a search for another authority that would determine the
course the process would take.
The first place they looked was to me, the organizer of the project.
For instance, when I contacted Shelly in January and asked her to
participate, she said she would participate if I made it interesting for her.
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She assumed my authority and my responsibility for making the project
happen.
My authority was assumed by Edith as well.

She was

uncomfortable with defining the reflective journal herself. Instead, she
felt that her responses to the journal questions had to be in accordance
with my expectations.
Edith: Well, I find that while I was writing this, I was just
answering the questions. But I thought this isn't really what
he wants here. . .
Bryan: First of all don't think you're writing for me. You're
writing for the question or the issue. For yourself, and that's
it.
(Session Transcripts. 5/6/93)
Even after most of the meetings had taken place, there were still
indications that the participants were confused about the source of
authority. Shari felt that, as the initiator of the project, my agenda had
to take precedence. When I asked her in the final interview why she
didn't offer an opinion on the direction we should take, she indicated
that she felt that she should follow my lead.
Bryan: Why didn't you suggest that? Why didn't y o u . . .
Shari: I wasn't sure what direction you were going. . . I
wasn't sure of what you wanted from us and I wasn't sure of
your direction so I didn't want to interfere.
(Interview-Shari, 6/8/93)

In spite of my intention to empower the participants to author this
project, they felt that since it was my project, my authority should
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prevail. This, of course, is understandable since it would be normal for
the organizer of an activity to take the leadership role.
Similarly, the group seemed to look to other usual sources of
authority in an attempt to understand the direction they should take.
Here Edith wonders about the superintendent's role and attempts to
understand what his motives might be:
Well. I admit to being a bit confused before our last meeting.
I couldn't quite figure out what we were doing. I guess it is
unclear to me what information you needed and how [the
superintendent] would give us release time that would
benefit merely you and not us. And how what we were doing
for you benefitted the group. Like all of that was kind of
confusing in my mind. Like I was trying to figure that out.
(Interview-Edith, 6/7/93)

Here Edith seemed unable to accept that the participants could be
in control so she seemed to suggest that somebody other than them
must be pulling the strings and detennining direction. This feeling that
authority lay somewhere outside the individual teacher occasionally
caused me to try to convince the participants otherwise. Here. I try to
convince Shelly of the validity of our collective expert judgements:
Bryan: Again, I think that if we as a group of English
teachers said that we know this to be right or we feel that
whatever it is that we are doing is right and good, who could
argue with us. You know what I mean? That if we said, for
this section we are going to use portfolio assessment. We're
going to give you some marks, don't worry about it, but for
this period of time it's going to be just this. Or we're going to
do multiple novels and open reading or whatever. If we
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committed ourselves to experimenting, honestly, who could
argue with us? Especially if all six of us were doing it. If we
said, we have considered this, we want to give it a try, we
think it's good, let's go for it.
(Interview-Shelly. 6/8/93)
When I interviewed Gordon, he offered his insights on this search
for authority.

He felt the questionable success of the project was

attributable to the inability of the group to discover the authority within.
Cordon: . . .1 think the way to [be successful] would be to
somehow work mere closely with the administration of the
jurisdiction and set this aside as a professional activity that
teachers are required to attend. Do it during school time so
you would have control over whether or not the teacher
attends. And. all right. "This is going to be a half-day thing;
or. it's going to be a full-day thing and these three half-days
as well. And everyone will attend this." That's one way to do
it. The other way to do it would be through the locally
developed course type of activity. . . But I think there has to
be some kind of—I would like to use your agenda—but there
had to some kind of planning take place where we really
didn't have that much choice and then once you get started,
I think it becomes very, very valuable very quickly.
(Interview-Gordon. 6/7/93)
As Gordon says, this project may have enjoyed more success as a
professional development activity had there been sufficient external
authority exercised over the participants to get them familiar with the
process to help them buy into it. However, the absence of authority and
the subsequent search for it provided and opportunity for the research
project to meet some success by allowing other voices to emerge. So it is
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that the function of this analysis is one of exploring the partial, multiple
and contradictory voices to get a deeper understanding of the problematic
nature of professional growth. The leadership voice, the collective voice,
the external voices and the individual voices are all examined, especially
in terms of their contradictions, in hopes of understanding the way the
voices heard and the voices silenced shape a professional development
activity.

The Voices Speak
The Leadership Voice
The literature on change clearly indicates that the most promising
conception of professional development leader is one of collegiality rather
than one of authority. This conception recognizes that the leader has
personal interests and biases that require attention but does not see
them as the only legitimate ones. The leader's voice is just one voice
among the participants engaged in any professional development activity.
I enthusiastically embraced this stance in the planning stages of the
project, but the reality of the experience reveals it to be a complex and
difficult stance to maintain. The difficulty comes as the contradictions
inherent in one's voice become clear. As the project leader or facilitator.
I found my voice to be one of both authority and collegiality.

Leader as Authority
The authoritative nature of my voice became particularly
noticeable concerning when and how the other voices would be heard.
When it came to matters of time commitment and matters of process, I
attempted to control the group. However, in the formative stages of this
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project, I thought I would be quite comfortable with an egalitarian
stance, and expressed this at our first meeting.
And as I told you earlier, people have already asked me why
are these people doing this. In fact way back when I had this
idea. Ia friend] said, well "What happens if these guys don't
want to play with you?" I said. "Well I guess I don't do it
then." And fortunately you've agreed to do it so far. And I
suppose if things fizzle that's part of my thesis. That's part
of the conclusion. . . things just don't pan out in this
situation. So I would like to find out why you people want
to play with me.
(Session transcript, 3/17/93)

I felt that if the others saw no benefit in it they could easily refuse
since neither they nor I were obligated to the project. This assumption
proved to be fallacious. As the project progressed, my commitment quite
naturally increased to the point where I began to feel ownership. As I
waited for the participants to arrive at the first session. I worried that
they would not show up. My field journal records the feelings I had as I
waited.
I'm sitting here all alone in the board room hoping that the
fears that kept me awake last night have not come true. . . .
Basically if they were registered in Graduate studies it would
constitute a complete course and here I'm expecting them to
do it totally voluntarily.
(Journal. 3/17/93)

It is apparent that by this time that I had begun to appreciate that
I had a vested interest in seeing the project through so that the degree to

74

which the participants could or could not participate would significantly
affect me. This being the case, it was difficult to be attentive to the
group's directions regarding when and how their voices were heard.
With some difficulty. I was able to attend to the directions about
when the participant's voices would be heard although in the beginning
it was even difficult to let go of authority concerning this. When Edith
showed some early misgivings about what was expected of her and how it
would infringe upon the time that she had available. I attempted to
accept her concerns.
Bryan: So it's pretty free floating and I don't want you
[EdithJ to feel obligated as if you're committing yourself to
something. . . like if you're feeling that already. . . You know
maybe it's not the time for you. Maybe you don't have the
time to do it. period. And don't feel like you're obligated to
me or anyone else to do it. I mean the reality of our
professional lives is that sometimes it just isn't the time. So
when I put that in the letter. 1 meant that if you don't have
the time to do it. . . . Anyway let's just say we'll meet on
some Wednesdays at about three o'clock and we'll try to
finish the business by four or four-thirty. And like you said
Gordon, if we could negotiate a noon meeting and go until
three or three thirty we would have lots of time. I know that
takes up your [Edith's] spare, but if you could stay until two
and had something pressing you could leave and take your
spare afterward. Or not.
(Session transcript. 3/17/93)

I had more misgivings than the words indicate. I recall that I did
not feel that magnanimous and flexible. On one hand. I was sincere
that she should feel no obligation, but on the other hand I did not want
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to lose her from the study. I presented a compromise and left an opening
so that the decision concerning time would be postponed until later.
Edith seemed somewhat placated and I became more comfortable with
the possibilities.
She seemed relieved. In fact, I was relieved because I realized
that we could be flexible. We could be there for each other
when we needed it and not at the beck and call of someone
else.
(Journal, 3/17/93)

Then Wesley indicated that he too would not be able to promise
much since he was under some pressure to finish his own Masters
program. Any writing he would be doing at home would be for his
program.

I began to worry that this might be the beginning of a trend

that would eventually result in everyone abandoning the ship.
I felt a little uneasy at this point. . . I wondered if the whole
thing was coming unravelled before it got started. (Journal,
3/17/93)

But by the end of this first meeting, we finally negotiated our way
through the obstacles of staff meetings, teaching commitments, coaching
responsibilities and valuable spare time to find an acceptable meeting
time. I had accepted the necessity of modifying the schedule to find the
time for the voices to be heard. In my journal, I expressed comfort with
the give and take on this issue.
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I 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! Besides there is still the possibility that stuff
will catch on and people will make the time. As Gordon said
at one point "Hey we might get so carried away that we'll
just go for supper and carry on." Secretly that's my hope. . .
that we'll just carry on.
(Journal. 3/17/93)

I was optimistic that the busy lives of high school teachers would
not be a major impediment to the process. I wanted to believe that if it
did become an impossible obstacle then the study would be complete and
I would be able to draw some very simple conclusions: however, more
than a month later I was still attempting to exercise authority over and
taking responsibility for what happened.
Depression! I have arranged to have all the teachers released
from class at noon. The superintendent was very cooperative
and cleared it with very short notice. It was to be the first
time we all met. The date was set months ago. I sent a fax
to all participants last week with the agenda and reminders.
Tonight I began phoning everyone to inform them that I had
applied for PD money for us and that we could go to lunch
tomorrow. My second phone call was to Shelly who informed
me that she and Shari have r. budget meeting tomorrow and
couldn't attend. She had left me a message today! Now I
have to phone everyone to see if they can postpone until
next week. I only hope that they have not arranged for subs
etcetera. If they have, we will have to go ahead. I was really
hoping to get everyone together. . . It's difficult to keep
chipping away at this wall. I'm sure that if a thesis wasn't in
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the balance I would give up. Beware anyone who thinks this
can happen easily.
(Journal. 4/27/93)
As difficult as it was to relinquish authority regarding when the
voices would be heard. I found it more difficult to accommodate trade
offs when it came to how the voices would be heard. I thought that
changes here would threaten the viability of my research by eliminating
important sources of data.

These changes, it seemed, would also

threaten the essence of the professional development process as I
conceived it because the journals, the readings, and the portfolios were
not just sources of data, they were the research treatment. I tried to be
flexible as participants challenged my expectations but it wasn't easy.
I had taken ownership and responsibility. I had authored some
parameters regarding process that were very broad, but it is important to
note that they were parameters—a preset script that I found extremely
difficult to negotiate.

The strength of my voice concerning process

inhibited a truly dialogical relationship in the group and it took a crisis
to reveal the situation. That crisis occurred at the third meeting after all
the participants had been briefed on their responsibilities in the program
and they had a chance to consider the implications.
Between each meeting the participants were to do some'
professional reading, Jo some reflecting in a journal and begin collecting
material for a portfolio. There were only three of the participants in
attendance at the third meeting and their preparation for the session
was minimal. Shelly and Edith had done some reading and Sean had
hurriedly scribbled a short response to one of the reflection questions.
When I inquired about the possibility of more engagement occurring.
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they were all definite in their rejection of the degree of involvement I
expected. Those present (Shari even sent her vote by proxy) stated very
clearly that not only was it going to be difficult to attend meetings, but
that it would be difficult to find the time for the process of joumaling,
reading and assembling a portfolio. When I outlined what I expected. I
found it difficult to accept what they were telling about the process.
Edith: It's going to be tough. You know, in May and June. I
think, to find time for that kind of thing. Bryan, (silence)
Bryan: I'm more in a panic now. You've just told me that
this isn't going to work.
Edith: Oh I don't know if. . . I hope I didn't say that but for
me it's going to be tough. Cause I have revisions to make to
exams and all kinds of things.
Shelly: I think we came initially with good intentions, but I
guess we're looking at our battlefield, to use (Sean'sl words. .
. and then time allowing and life allowing, we'll make room
for you. So I guess the question I would ask of you is how
much do you expect in the journals, the portfolios? Do you
expect an odd piece or. . . how much would you like?
Bryan: Obviously although I said it at the beginning and I
think I can say it now, whatever happens, happens—that's
true—it has to be. But it would be nice at this point in time
that if this is an impossibility—that it's just not going to
happen—it would be nice for me to know because I'm going
to have to make.. . find out what's happening then.
And don't think I'm laying a guilt trip on you here. I
mean I hope I'm not. The reality is your reality, then. There
is nothing I can do about that. I'm just saying that if that is
your reality right now saying that I can't do that, I can't do
this. I won't be able to do this, it would be nice to know
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that. Just like it would be nice to know whether or not
people could make it today.
(Session transcript. 5/6/93)

At this point it seemed to me that what was required was not just
accommodation, but a total reconceptualization of the process that
would seriously limit the extent to which I could reach my goals: the
exploration of change and language learning theory, and the completion
of a legitimate study on the process. I seemed to ignore the fact that the
group had cooperated with the project to some extent. The discussion
related to the readings that were done were fruitful and Sean had bravely
shared his journal entry. However, they couldn't see a possibility for
being involved with all aspects of the process and I couldn't see the
possibility for the hit-and-miss approach that seemed to be emerging.
Throughout this conversation I was trying to persuade them to buy in
totally by putting the effort I expected into context.

But. more

insidiously. I was resorting to appealing to their guilt, and when I asked
that they let me know what their position was, I was not so much asking
for information as I was presenting an ultimatum with the intention of
getting an iron-clad commitment to the process to which I felt bound.
What was important at this time was not the professional development
experience but the viability of my study. I realized the dilemma I was
facing and tried to come to grips with it in my own reflection on this
meeting.

I was feeling desperate. I wanted to get angry and say things
like 'You promised" or 'You agreed," but I tried to keep my
disappointment under control but I expect they could tell. I
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wrestled with what to do. On one hand I wanted to do
whatever I could to force them to do what I had set out, but
on the other hand, the whoie purpose of this was that it was
to be a consentual arrangement. I couldn't use whatever
force or authority I had (as a friend, colleague in need of help
appealing to their compassion, or as a teacher-leader with
some knowledge or expertise that they didn't have) without
compromising the basic premise of my study: that teachers
could and would direct their own professional development if
given the chance.
(Journal. 5/6/93)

We had arrived at a critical point and my difficulty with tolerating
the needs of the participants threatened to destroy the essence of the
process. For the most part, the group wanted to spend the time together
working on practical projects that they alone had not had the time to
pursue. This was not in contradiction to what I wanted to do. I had
suggested collaborating on a thematic unit or novel study, but the way in
which they saw us arriving at these practical outcomes was considerably
different from the way I saw it. They wanted to do only the practical
planning whereas I wanted our planning to be grounded in research
theory and the knowledge gleaned from reflection on our present practice.
My attempt to exercise authority because of my commitment to the
process was becoming extremely divisive.
I was devastated as we left the meeting room. My isolation
was emphasized as Shelly left from one door, Sean and Edith
left ahead of me chatting together in the parking lot while I
walked alone to my car. I did not feel like a colleague.
(Journal, 5/6/93)
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As a result of this difference. I was beginning to be seen as the
other—as the authority dictating a path that for these practicing
teachers seemed to be unworkable. My effectiveness as a facilitator that
may have existed because I was a colleague was being jeopardized and
the potential of the project for creating conditions of real change was
becoming questionable.
Over the next number of days. I attempted to deal with the crisis.
I discussed the situation with friends and colleagues and tried to sort
out my own involvement and interests.
I have decided that a decision has to be made—that this is a
watershed point or turning point of some kind. If I am to
keep the group or part of the group going. I have to address
their specific and practical needs. I cannot, nor will they let
me. insist on the reflection and self analysis elements of the
meetings. We have time for only two more sessions. It
seems I have one of two choices, given the fact that my
subjects have basically rejected my plan: (a) call them all ask
them what they want to work on for the next meetingthematic unit or a novel study. If neither, they are free of
commitment to the project, (b) Meet as planned on May 19
and decide what project we will embark upon and who will
participate. The advantage of (a) is that we would have two
days to get something done. The disadvantage is that it
wouldn't be a group decision, consensus would really not
have been created, I would be unilaterally ending the group
process with no data being gathered (what if nobody came).
The advantage of (b) is that the group would be allowed to
make the decisions about direction even if it meant
discontinuing and the mandate of self-direction will be
fulfilled, but. this would be inefficient use of time since there
then would be little time to actually accomplish anything
before the end of the term. (Journal. 6/6/93)
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I made the decision to combine these two alternatives. I would
invite the participants to at least one more meeting. I would ask them to
come to the next meeting with their suggestions of something they would
like to address in our group. It could be a thematic unit or a novel study
or any other issue that was relevant to them so that whatever we did
would not be extra to the things they had to do anyway. Within the first
half hour, we would decide what it was that we would address and with
whom it would be addressed. At the end of that half hour, if there was
nothing that any one of them could comfortably buy into, he/she could
end his/her participation immediately. Essentially this decision was a
very pragmatic one, but it was based upon a realization and an
acceptance of a shift in paradigm.
What has become apparent is that I have to turn things
around in prio.*ity. That is, the group process, the
professional development experience, has to come first and
my study second. I have to allow the process to unfold and
devise appropriate methodology to document and study what
happens. I have decided to free them from the journal and
portfolio "assignments" or, rather, not fight the decision they
have already made. I have also decided to give them an
opportunity to leave or stay. I do not want them to feel
obligated to stay. I only hope one or two of them will.
(Journal. 5/10/93)

As the initiator of the project and ersatz leader. I had gone through
a process of unpacking my attitudes of ownership so that the voice of the
group could be heard. Different aspects of the project posed different
degrees of trauma depending upon my perception of how intrinsic they
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were to the overall thrust of the project. The inability of the participants
to attend the meetings on a regular basis was relatively easy to
accommodate, but the rejection of the process that would provide me
with the necessary data for my study and that I saw as necessary for
significant change in practice was extremely difficult for me to negotiate.
This difficulty did not exist in all aspects of the project. If my
voice as leader was one of differing degrees of authority as it dealt with
when and how other voices were heard, it was a voice of collegiality as it
dealt with what these other voices of professional development said.

Leader as Colleague
My voice as leader did emerged differently concerning issues of
professional practice.

In the case of introducing language learning

innovations and issues of professional practice. I was more flexible. My
voice was more dialogical. I invited, consulted and volunteered so that
we might explore possibilities for change in practice. I persisted. I did
not insist. I accommodated. I did not polarize.
I provided explanation and support from language learning theory
when we broached reader response as a necessary ingredient for the study
of multiple novels:
Bryan: This article . . . is based on that sort of thing where,
when they talk novel study it doesn't mean that they all
have to read the same novel or groups of novels. . . . Like
how do you read novels? Why do we expect students to read
them differently: "Hey Shelly! I read this great novel, you
ought to read it. It's about such and such. . . great
description, great action. . . super." Why would we
necessarily always want our novel studies to be an academic
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analysis of the book? Why can't they read it and respond to
it?
(Session transcript, 5/6/93)

I also shared my personal goals and plans that did not necessarily
involve them or require them to conform or change.
Bryan: You see that's my personal agenda. I will teach, I will
continue to teach one novel but I also want kids just to
read. . . to have multiple novels, to do some reading, I would
like to set up in a reader response sort of setting with reader
response journals being a key factor, with some creative
writing ideas sort of thrown in there.
(Session transcript. 5/6/93)

I volunteered to participate in the work of change and make an
offering of my time and energy.
Bryan: OK. What I would have to offer would be. . . I would
be interested in designing a portfolio assessment package. I
mean something that would work as a portfolio assessment.
Like you're concerned about the marking. Like something in
that area where the marking is at a different. . . you know. .
. I'll look at evaluation and put together something that
would work as a writing evaluation tool: peer assessment,
checklist, portfolios. That sort of line. And you may or may
not want to buy into that, but that would be something that
I would put together. Here's how to put together a portfolio
and non-teacher directed sort of marking. (Pause)
(Session transcript 5/19/93)
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I shared my experience, illustrated here as I explain how presenting
literature for response often results in students making their own
connections if I allow them.
Bryan: They say "Oh yeah like this is like Chris in 'Horses of
the Night.' And you just have to say. Here are some poems.
Read the poems and see how they relate to the story." And
students start sparking back and forth like crazy.
(Session transcript, 5/6/93)

I entered into the debate equally when such things as the issue of
reader response evoked a voice that was somewhat more forceful. Here,
two opinions on the validity of student response to other students'
writing is openly debated.
Bryan: Ok then my second argument is. are you the only
person in that room that has. . . that is capable of giving an
intelligent response, to someone's writing?
Shari: Some days, (laughter) Yes.
Bryan: Yes? Are you saying that you are the only person. . .
Shari: No, I'm saying that. . . What I'm suggesting to you is
that if it is in fact a personal response then, many times
students do not want to share that with everybody in the
classroom.
Shelly: That's right.
Bryan: But that's another argument.
(5/19/93)
I spoke with the authority of conviction, but for the most part, the
tone of my voice as I presented professional issues was more invitational
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than directional.

I wanted to explore different strategies so I invited

them to consider alternatives.
Bryan: OK. What about activities. Does anyone want to
explore alternative activities. Like Gordon, could you for
instance think of how we could tie in your interpretive
inquiry process into this?
Gordon: HmmHmm. Some of this stuff, some of these songs
and stuff I'll pull that in. (pause)
Bryan: Like Edith, you might like to think about how this
group activity you did from that article you read and this
group activity you did. . .
Edith: And novel. . .
Bryan: And see how that kind of works in. Shelly, do you
want try and find some stuff in that Bridging English book?
(Session transcripts. 5/19/93)

I was able to compromise so that the contributions of the
participants did not involve a power struggle.
Shari: Oh I understand what you are saying (7s she
perplexed? See my next comment Did I read nonverbal
disapproval?}
Bryan: Or maybe you can do a test. I don't know. But I'd like
to do a portfolio type of thing.

I felt that we should move away from the

traditional

understandings of evaluation, but when I read some skepticism In
Shari's voice, as indicated by the comment made in transcription, I
conceded that we could individually exercise options in any collaborative
project.
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I also tried to be sensitive to the need to voice support and
encouragement for some of the participants as they made tentative steps
into new terrain. At the third meeting, Sean indicated that he had done
some reflective writing. (He was the only one to try the reflective writing
part of the process.) He brought a short piece to the meeting and shared
it with the others. He was understandably uncomfortable with this kind
of sharing as indicated by .his hesitancy.
Sean: I got this in my journal. I thought of myself as an
English teacher and . . . wrote to that, (pause) Now you want
to know what it is? Well. . . you're sure we're on this part—
this journal?
(Session transcript. 5/6/93)

This is difficult for anyone to do in front of colleagues and for
Sean, being the youngest and most inexperienced of the group, it must
have been especially threatening.

But, he did it and I indicated my

support initially by encouraging him to read it and then later in my
interview by acknowledging the discomfort that he experienced.
Bryan: Well that would be an interesting point to develop a
little bit. Like you said, there was trust among the group.
And I think you demonstrated some of that trust by reading
that piece. It wasn't particularly easy, was it?
(Interview-Sean. 6/11/93)

Similarly. Edith read the beginning of a poem that she had written
as a result of some of the reading she had done for the sessions. When I
interviewed her. I expressed understanding for her situation.
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Bryan: Well, you know. . . when you think about the trauma
that you went through when deciding to read those two lines
to us, you start to understand that when these kids give you
something to read, they are sharing a big part of themselves.
Especially if you've asked them to write something that's
important to them. I mean, they're taking a lot of risks to
have that paper read. And say if you put yourself in the same
situation. I'm risking, you're risking. I have to trust you. you
have to trust me. I mean it has to develop more openness
i.oout writing.
(Interview-Edith. 6/7/93)

I demonstrated, through the issues that I raised, that I wanted
examine my own practice in terms of language learning theory.

At

various times. I asked the group to experiment with the teacher's role in
language learning, reader response, assessment, writer's workshop, young
adult literature and thematic planning. These ideas were presented to
the group not as prescriptions from a leader, but as offerings from just
another voice. As the group dealt with issues of professional concern,
the "what" of the project, the leadership voice was much more collegial
than it was when the issues were related to the "when" and the "how" of
professional development.

This collegiality was manifested as I

explained, volunteered, debated, invited, compromised and supported.
The simultaneous and contradictory leadership voices of authority
and collegiality seemed to emerge as a result of what I, as leader, was
prepared to negotiate. My consideration of the methodology of the study
had prepared me to be somewhat flexible in the process of the project—
the time and work involved. However, as I began to claim ownership of
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the project, I was less prepared to negotiate changes here and found it
quite difficult to let go.
The relative flexibility when it came to the professional issues
addressed may have been a consequence of my early stance as a full
participant in the exploration of improving practice as revealed to the
group in the first session.
Bryan: I can't speak for you people, but personally I feel that
I would like to have a lot more to do with people that are
doing the same thing. I would like to have a lot more to do
with Edith, Wesley and Gordon to find out more of what's
going on.
(Session transcript. 3/17/93).

The significant difference between issues of process and issues of
content is that, with the latter. I considered my voice as one of the six
because I had my own interests for professional growth.

With the

former, I was unable to mute the voice of leadership and be just another
person on the journey.

The Collective Voice
Though hardly audible, throughout the exploration of my voice as
leader, there is assumed another voice in this dialogue: the voice of the
collective other. It was this entity, the group of teachers exclusive of me.
with whom the conversation in the sessions took place. It seemed that
there wasn't a great deal except this separation from me that was the
primary factor that defined these teachers as a group.
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The Emergence of the Group
The overwhelming pattern of talk was participant-me-participantme-participant.

The conversation was not equally shared among all

individuals. As a result, rather than a multiplicity of voices, it seemed
that the sessions were dialogues between the leader and the others.
There was very little cross-talk between other participants. A typical
sample of these transcripts looks like this:
Bryan: Have you ever done that before with translating from
prose to poetry?
Shelly: Just from the [Poetry in Focus] text.
Bryan: Anything else in there that you liked?
Shelly: I think I have something else marked. Yeah again
became I am dealing with poetry.
Bryan: Do you guys, do you have your kids write poetry?
Edith: HmmHmm
Sean: Yeah more so with my nines as opposed to my high
school.
Bryan: Why not?
Sean: A little bit with my tens and twenties and thirties but.
(Session transcript, 5/6/93)

The emergence of the participants as an entity separate from me
was not only implied, it was stated. Here, when Shari and I were arguing
about accountability in relationship to evaluation, she clearly sees a
difference in her and the other participants' experience and my
experience:
Short- No. no, no, you can argue it all you want Bryan, but
we are on the firing line of parents, administrators...
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Bryam I know that. I know that, but I have not been "out"
that long. . . (laughter)
Short' Oh I know that. I know that.
(Session transcripts. 5/19/93)
Saying that "we" but not "you" are on the firing line and the
laughter after I protested that 1 was not that different from them
identifies the participants as being separate from me. Certainly, the year
and a half that I had spent out of the high school classroom on
sabbatical and instructing at the university necessarily contributed to
the sense of "we" opposed to "you." But the strength of my voice
concerning language learning innovations, and my authority as leader
further contributed to my separation.

The participants showed the

distance and distrust inherent in this of relationship when I followed up
my suggestion of doing some work on young adult literature with the
announcement of a workshop on the topic.

Bryan: The Annual General Meeting of ELAC [English
Language Arts Council] at which time we're going to be
having some people to talk about some of the novels they are
familiar with (sighs from Edith). So if you're interested in
that, it will probably be a wine and cheese or maybe even a
meal. . . . (group was smirking, indicating that they felt that
they were being manipulated)~does this seem like a master
plan . . . it's n o t . . . it just so happened that this is
something that we just decided upon, (laughter).
(Sessions transcript, 5/6/93)
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My recollection of the incident, Edith's sigh, the tone of my
protestation and the tone of the laughter prompted me to make the
parenthetical remark while transcribing the tapes. Their responses to my
suggestions were guarded as if they were coming from a source that could
not be altogether trusted.

Articulating Isolation
Interestingly, it may well have been that the separateness from me
as the leader was one of the few things that identified these individuals
as a group. Their experience in the jurisdiction had been such that they
had very little opportunity to develop an understanding and appreciation
of each other. Some of the participants only knew each other by name
and face after fifteen to twenty years of teaching in a system that has
fewer than one hundred and fifty teachers.
Shelly: Yeah, cause we are very lucky if we know the name of
someone else in the other high schools.
Short: That's right.
Shelly: Our people just do not get together.
Shari: No, No, and I do not know why that is. I often
wonder. It can't be distance. . . although I don't really know.
(Session transcript. 4/7/93)
It wasn't distance that has kept these teachers apart, but
geography did seem to have some effect. There was a sense that there
was competition between schools that had lead to feelings of mistrust
and inadequacy.

;
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Shelly: Somehow you have to sort of overcome this feeling of
"He's from. . . Am I going to be good enough for him."
Shari: That's right and I think that's. . . a very big part of the
feelings that are brought into this room. "Oh he's from such
and such a school and they feel such and such a way." You
know it's all these sort of prejudices that have to be broken
down.
(Session transcript. 4/7/93)
Even though there have been attempts to bring teachers together
system-wide, the absence of collegial respect and trust has short
circuited any real professional growth.
Shelly: I mean even just look at our professional development
days we have tried to do that. . . to bring a lesson that you
put together, and how well has that gone over? That should
be an excellent way of sharing ideas, but it isn't something
that's done readily.
Short- No
Shelly: It's almost a case of I have an idea and I have to
guard this idea and t h e n . . .
Shark And I think it's more. . . It might be that and it might
also be a fear. You know what I mean.
Shelly: Of that it might be wrong.
Short- Yeah, is my idea even worthwhile even sharing with
anyone else. You know are they going to scoff at what I'm
doing or say, "My gosh, I wouldn't do that in my classroom."
(Session transcript. 4/7/93)

All but one of these teachers has been teaching successfully for
over twenty years as neighbors in the same system and they felt
uncomfortable with sharing a simple lesson plan. What makes the
situation more disturbing is that all the participants understood the
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value of peer support and collaboration for their own personal growth
and job satisfaction, but could not seem to surmount the barriers of
inadequacy and mistrust. Shelly expressed a desire shared by all the
participants beginning this project:
Shelly: I would hope that the barrier. . . that if that barrier
that we just talked about is broken down or even if there's
been a rock thrown out of it. I think that that would just be
fantastic. Because you know, if it just started or if we were
so lucky to have it broken down then we could begin the
sharing. . . . I think the fact that we recognize the tact that
we are all professionals, we all have these insecurities and
that you're very good in one area and I am in another. If we
could recognize that fact rather than go to our school, close
our school door and then close our room door...
(Session transcript. 4/7/93)

This was Shelly's hope, but she knew early in the sessions that the
prospect of the group coming together in a meaningful fashion was not
very likely. There had been too much history of isolation and not enough
opportunity to develop a relationship among these individuals making it
difficult for a common voice to be found.
Shelly: And so therefore, I'm not sure that how and what are
you doing is going to work because of the insecurity because
of the competition that's there.
(Sessions- Transcripts. 4/7/93)
Shelly reaffirmed this opinion during her interview two months
later. I asked her if she thought, in retrospect, whether we should have
engaged in the journal writing.
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Shelly: 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.
(Interview-Shelly.6/8/93)

Even as we approached the final meeting when we had agreed to
collaborate on the development of a thematic unit, the conversation
indicated that true collegiality had not been established.
Gordon: Well, 1 think one thing that has really stepped
forward for me. that I really didn't think about before, is my
relationship with other teachers and how. you know, I feel
there are other things I can share with teachers, and 1 think
these other people have an awful lot of things that they can
help me with too and that I can learn from. But. there are
just huge obstacles there to prevent that. And I have become
concerned that this collegial, this collegial relationship that
I had with other English teachers in the jurisdiction isn't
really a collegial relationship at all. It's merely a certain set
of formalities. We can joke around and we can kid around,
we can give each other certain courtesies, we can say hello,
but that's all it really is. It's not a collegial relationship and
it is not a professional relationship at all. I found that very
problematic and a bit frustrating. Oh and if you were to say
to another teacher. Gee why don't you come into my
classroom and observe for an hour and just watch what's
happening and tell me what you think (I laugh in sympathy
and the impossibility of it all) and the reaction would be,
"What? Why would I want to do that?"
(Interview-Gordon, 6/7/93)
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Even though at any one time there would be fewer than ten
teachers in this jurisdiction teaching high school English, these teachers
did not identify with each other, they did not know each other, they did
not trust each other. There was little potential for entering into truly
collegia! interactions although even in this short time small steps were
made. Possibly by being named as a group and brought together for this
project, or by their identification as separate from me as leader, the
assembly of participants began to identify themselves as a group. As a
group, they began to become articulate and to find a collective voice.
They found this voice partly in the recognition that they didn't have one.
The first thing that this voice did was to speak of the group's
isolation. There have been few forums in which this kind of conversation
could have taken place so that it may have well been the first time that
these participants were able to speak of their feelings of mistrust,
competition, and insecurities. It may well have been the first time that
these participants, like Shelly, began to speak their vision of the barriers
that exist between teachers. It may well have been the first time that the
participants, like Gordon, began to articulate the degree to which
collegiality was absent from their professional lives.

Articulating Priority
It is at this point that a contradiction seems to occur.

The

participants had, by their willingness to volunteer, stated a desire to
become involved with this project as a favor to me as a colleague and to
have the opportunity to interact with each other and yet, they seemed to
be reluctant to buy into the process. For instance, of the five meetings.
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there was only one that all five participants were able to attend. Overall,
there was only a 64% attendance rate with everyone missing at least one
meeting. Furthermore, there was an unwillingness to participate in the
project as it was presented. The group chose not to be involved with
either the reflective processes of journals and portfolios or the
discussions of research and theory.
One way of understanding this contradiction might be that as the
group began to discover its voice, it began to exercise that authority to
declare priorities. After the May 6 meeting, I noted in my field journal:
Something had been accomplished by the meetings to date
and that is, the group did feel comfortable with taking
charge. They did not passively follow the direction I set for
them because of friendship or whatever. They identified their
own needs at this particular time and stated them.
(Journal, 5/10/93)

The optimism expressed here was somewhat misplaced. The group
was taking charge, but not necessarily in the way I first thought. At this
time. I assumed that they were making an informed decision choosing
one kind of professional development over another: they were rejecting
the reflective, educative kind of program I had planned for something
more focused and practical. This was not entirely the case. The choice
was not solely made on the basis of need; rather, the choice was made on
the basis of time. Making this choice was a statement of priority and
reflective, educative professional development competed fairly poorly.
When I proposed that the journal writing wouldn't necessarily be
all that time consuming, Sean's reply was facetious, but within his
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humorous comment is an indication of the relative priority of this kind
of professional development.
Sean: Even though it is just that fifteen minutes or
whatever, but it does seem to me to be more work. More work
as opposed to just a sharing of ideas. And some of these
things like the portfolio kind of threw me probably because I
didn't necessarily know what you wanted because I missed
the meeting so—It kind of threw a little panic at me so I—Not
that it is extremely difficult or anything. I'll admit that I did
have a bit of apprehension when this [today's agenda] came
over the fax. . .definitely. And it is—to sit here and discuss it
is one thing—even though it is being taped—that's one thing,
but then spending the time just sitting down and putting it
on paper. Well—every game seems to go into overtime [hockey
play-offs are on] (laughter). It does make it a little difficult.
(Sessions- Transcripts, 5/6/93)

One could find the time to sit down and talk about teaching
issues, but if a greater time commitment was required, then professional
development had to compete with all kinds of priorities. Sean, in his
humorous fashion, was pointing out that teachers lives are busy and
that there are always pressing matters with which one must deal.
As early as the second meeting, Shari made a statement about the
kind of commitments she had to sort into her day.
Shari came first and immediately took out some marking to
do while she waited. I gave her the reflection questions and
she began to jot things in the spaces and margins. I
suggested that she should take them home because I would
like some considerable thought and discussions in writing.
She seemed surprised. (Journal, 4/7/93)
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The way that Shari attempted to squeeze her marking into the ten
or fifteen minute interstice between her arrival and the beginning of the
session and the way she pushed aside her marking to quickly complete
the questions in the margins of the page seemed to be symbolic of how
teachers must deal with demands upon their time: each new thing must
displace something else. Professional development becomes another item
that must be juggled into one's schedule.
There may have been many reasons for the apparent reluctance to
buy into the process, but it seemed that the practical consideration of
available time was first and foremost. During the interview with Shari. 1
explored the sources of her reluctance and she replied:
Shari: No. I'm not reluctant to commit. What I was reluctant
to do was~I don't have time to do all the extra things that
seem to be coming up. The journal writing, the reading of the
articles, the portfolio. I simply don't have time for that.
(Interview-Shari, 6/8/93)
The group tiptoed around the fringes of the process, declining the
invitation to reflect and analyze their practices not through informed
judgment regarding quality professional development, but through their
survival instinct that kicked in to preserve the valuable commodity of
time. Sean explained the relationship between the resistance he felt in
the group and the idea of priorities.
Sean: I sensed rather similar things. That everybody had. you
know, certain priorities and it seems like at that time of year
there's that stress level that everybody has to get certain
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marking done and tests written and trying to finalize marks.
Then to take some time—although it may be helpful—
whether it be as a coping strategy or planning for next yearit's just to take that time out. . .
(Interview-Sean. 6/11/93)
Regardless of what the frame of reference or benefits of a
professional development activity might be. the time factor alone could
be enough to prevent teachers from committing to a professional
development process if they have the authority not to commit. TTiis
group did not feel compelled to supplant other important aspects of their
professional lives with this project and as such found a voice to
articulate priorities.

Articulating Direction
The group found a voice to speak of isolation and to resist further
claims on their time, but the voice to author their own professional
growth was a little less articulate.

Ostensibly they preferred activities

that were more practical, but there didn't seem to fce a strong impetus to
move in that or any other direction. Direction was eventually found, but
it was often through a time consuming process. It is not remarkable
that the decision making was inefficient given the ambiguity of
leadership and group purpose; however, there seemed to be an attitude
within the group that contributed to the ineffectiveness of the group in
shaping the events of the sessions.
The following discussion to fix the time of a meeting illustrates
the difficulty the participants experienced in finding compromise and
consensus. It took approximately fifteen minutes of a ninety minute
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meeting. The comments in italics were inserted during transcription in
an attempt to capture the message sent through tone of voice.
Bryan: The next session we have planned is for let's see. May
18 I believe. No. it's three weeks from last week whatever
that is.
Shelly. Edith: It's the 19
Bryan: Yeah May 19. What does that look like for everyone?
Edith: Were you thinking of like the same time as now?
Bryan: Well actually I wouldn't mind trying for one longer
session, like one o'clock. John agreed last time to give us a
one o'clock time so I was thinking of that for either the next
one or the one after that There is only two more left. What
do you think about that?
Edith: Well. I've got to be gone by four. I have a hair
appointment. (Tone: definite, bottom Une)
Bryan: Today.
Edith: No. no the 19th. That's the only reason I knew it was
a Wednesday.
Bryan: What about one o'clock?
Edith: I don't know, it depends. (Tone: noncommittal not
inviting compromise or solution)
Shelly: It should be okay with us I think, (wienthusiastic)
Bryan: Sean?
Sean: One o'clock . . . Wednesday? . . . I would imagine
probably.
Edith: You guys have set staff meeting days and we don't.
Shelly: Hmhm and that's next week.
Sean: We get grad on Friday. I think our staff meeting is next
week too.
Shelly: Yeah ours is the second Wednesday and that's next
week.
Sean: Yeah probably. Depending on . . . I don't know how
long I would be able to stay depending on . . . my baseball
schedule. But at one o'clock I'd probably be free.
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Bryan: Three weeks from that date. Which is June 9.
(silence)
(Session Transcript. 5/6/93)
It would seem that it shouldn't have been very difficult to arrive at
a consensus for the next meeting date since the dates had been
established and I was just attempting to get confirmation for the date,
but the decision wasn't easy.

Part of what made it difficult was the

concern about staff meeting and graduation days. These dates posed no
direct conflict with the proposed meeting date, but the participants
seemed to find some significance in them and their mention interfered
with the decision making process. Furthermore, it seemed that each
participant stated his/her individual position that was followed by long
silences as each participant waited for someone to make sense of the
situation. It seemed that there was no group will to find consensus.
Getting consensus on the projects to undertake was characterized
by similar hesitancy. This is best illustrated by the way we finally decided
that we would collaborate on the development of a thematic unit related
to gender issues. Shelly suggested this project as early as the second
session and again at the third session, but no action was taken until the
second to last session. I had asked the participants to come to this
meeting with a specific idea about what they wanted to do.
After socializing over lunch. I asked the participants to tell the
group what they would like to pursue. Shari began to talk about the
difficulties in finding something that would be useful to all, due to the
fact each person had different interests and concerns. She said that she
and Shelly had talked about collaborating, but couldn't because they
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teach different subjects. Furthermore, she suggested that there wasn't
much room to try different things with the senior academic classes
because the curriculum dictated what had to be done. The focus seemed
to be on the impossibilities of collaboration rather than the possibilities.
I suggested that we confine our comments to "I" statements so that
rather than anticipating the barriers, we would focus on what we would
like to accomplish. I asked them to make statements like "I want to do
this" or "I don't have anything I'm interested in doing."
Then, among other things including writing instruction. Shari and
Shelly said they would be interested in working on some thematic
planning since they currently organize by genre. Gordon said he was
interested in developing critical reflection where the students wrote and
then reflected on their own writing as literature. Sean and Edith said as
the novice English teachers, anything would be all right for them, but
writing was a definite concern. I said I was interested in developing a
young adult novel study.
After each person stated an interest, there was silence.

They

expressed their needs, but there didn't seem to be a collective or
individual authority to extend the individual statements to a group
dialogue. At this point, I said that it looked like doing a thematic unit
could meet everyone's needs. There was silent agreement and it seemed
that the big decision was made: we would do a thematic unit likely on
gender issues. We left the restaurant and went to the meeting room to
discuss the next steps, but a clear consensus had not as yet been
established.
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Gordon: I can come up with some, an essay and I can come
up with some stories on a thematic unit on gender issues for
sure.
Bryan: OK
Gordon: And I might be able to come up with something else
too that might be different from what we got in curriculum.
Bryan: So essays.. . . Sc what's the way to go?
Shari: Well. I sort of want to know like this next meeting,
what are we supposed to come up with?
Bryan: That's what we want to find out.
Shari: That's what we want to find out. And I think it's
important for all of us to know so that we know whether we
can allocate the time necessary to . . . do this.
Gordon: Well, I can come up with a collection of five or six
pieces of literature that will be new. And I can come up with
a number of different activities that the students can
participate in related to that same literature. I mean that's a
start.
Shari: Gender issues?
Bryan: Is that an issue? . . -Maybe that's the place to start.
From your knowledge. . . like Gordon is obviously speaking
because he knows he has some literature in mind for gender.
Gordon: Hmhm
Bryan: You know are there other themes that you guys can
say Gee, I know this novel or this poem that I really like and
it's on this theme.
Shari: On gender issues?
Bryan: On any . . .
Shari: On any issue.
Bryan: Any issue or any theme. Like is there a theme. . . I
think if we start off from the theme we're going to build on,
then we can start plugging in the literature.
Short- Hmm (pause)
(Session transcript, 5/19/93)
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Gordon's willingness to contribute and get on with the project was
counter-balanced by Shari's questions to clarify goals and expectations.
She seemed to be asking, "Why take a step in any direction unless one is
sure that there is time to complete the journey?" The necessity of
declaring priorities in the context of time available and an apparent
absence of the trust and the desire seemed to muffle the collective voice
so that a clear direction was slow in being articulated.
Interestingly, when I interviewed Shari after the above session, she
recalled the decision about thematic units as being quite efficient and
direct. She felt that the group seized authority when it was offered.
Shari: Do you know how [decision-making] was done [at the
last meeting]? By simply asking what would you like to see
done? And all of a sudden people said well I'd like this. I'd
like that, we found a common thread and boom we were
away. That's how it could have been—I guess. . . and I. . . my
personal feeling, probably because I'm just that kind of
personality: get on with it. If that had been done at the first
meeting then it would have been a far more valuable
experience because I think in whole we could have gotten not
only one unit based on genders, but it's quite possible that
we could have investigated other things that could have led
other things and so on.
(Interview-Shari, 6/8/93)
There is clearly a contradiction between my understanding of this
situation and Shari's. If both perceptions are in some way accurate then
this decision was efficient only relative to the other decisions made by
the group; therefore, if this decision was inefficient, the other decisions
were even more inefficient. On the other hand, it may have been that

106

this judgement was being made from two entirely different premises. I
understood the process to this point as part of this decision. That is,
the major function of all the sessions was to identify concerns and
decide direction. If Shari didn't see all the sessions as leading up to this
decision—if she didn't understand that the opportunity to claim
authority was there from the beginning—then it would be understandable
that she would perceive this decision, made over lunch and clarified in
thirty minutes, as being quite efficient.
If making decisions on what direction to take was characterized by
an apparent absence of collective will, this did not seem to be the case
when it came to the directions the group did not want to take. There
seemed to be a consensus to withhold commitment when it came to
innovative practices in language learning.

During the course of the

sessions, a number of innovative ideas were presented either through
some of the readings or by me. These included such concepts as using
multiple young adult novels, portfolio assessment of performance, reader
response, and peer editing. The group did not seem to be inspired to
pursue any of these practices. At times there would be vocal resistance
as when I proposed we explore portfolio assessment:
Bryan: Yeah. You could basically give an anecdotal response
to it.
Shelly: You mean a written response?
Bryan: Yeah, that doesn't involve. . .
Edith: And just not use it at all in terms of marks that you
use to calculate report card grades?
Shari: How long could you.. .
Edith: I wonder if you could motivate kids to work and do
their best?
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Bryan: I don't know. That's something I would like to
experiment with. Because I really do think that feedback
comes in a lot of forms. IVe had. . . . Don't look at me like
I'm from an outer planet (laughter). . .
Shari: You've been out at that university too long Bryan,
(laughter) I'm kidding.
Bryan: I know what you mean. I know what you mean. But
I've had kids do things that had no marks attached to them
and they do a wonderful job at it.
Shari: Oh I'm not suggesting that that might not possibly
happen but. . . Okay, I think if I look at the nature of the
student today, it's unusually. . .
(Session transcript, 5/19/93)
At other times, proposals would be met with no response by the
group so that they would just slide by the wayside. This seemed to be
the case as we planned what we would do for the thematic unit and our
last collaborative session.
Bryan: OK. What I would have to offer would be . . . I would
be interested in designing a portfolio assessment package. I
mean something that would work as a portfolio assessment,
like you're concerned about the marking. like something in
that area where the marking is at a different. . . you know. .
. I'll look at evaluation. Put together something that would
work as a writing evaluation tool: peer assessment,
checklist, portfolios, that sort of line. And you may or may
not want to buy into that, but that would be something that
I would put together. Here's how to put together a portfolio
and non-teacher directed sort of marking. (Pause)
Shari: Should we decide on a couple [themes) now?
Edith: You know many of these are so interrelated.
(Session transcripts, 5/19/93)
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The pause after my offer and Shari and Edith's return to
discussing the choice of the theme seems to suggest that they were not
interested in my suggestion.
This kind of response to my suggestions for change in practice
struck at the root of the study in that it indicated the degree to which
these high school teachers were willing to embrace the paradigm shift
that has occurred in language learning and instruction. Therefore, I
decided to explore individual attitudes towards innovative language
learning practices by interviewing (Appendix D) each participant to get an
opinion on some of the practices associated with current language
learning theory. Examples of their responses are presented in Table 8.
Table 8
Representative Responses to Language Learning Issues
Name
Edith

Gordon

Student Control
Reading/Writing
. . .that would really
The only problem is what
stimulate writing. I really
happens If a kid comes in.
can see that But what do let's say with a short story,
you do when somebody
and really has thought
comes to you and says how about this short story and 1
do you Justify this mark.
haven't read 1L And
sometimes I may not even
have time to read It within
even the next week.
I think (hat it is an
I'm pretty traditional when it
evaluation process that
comes to student control
can be valuable, but which over what they read In
could never be relied on to class. I don't even use
carry the grading Tor an
multiple novel approach.
entire course. I would
And a lot of my teaching Is
probably be concerned
teacher directed. Student
about that
control over what they write.
. . I try to get students to do
a certain amount of
Interpretive inquiry In their
personal writing so there Is
a tremendous amount of
student control there. On
the other hand we have the
constraints of curriculum..

Portfolio Assessment

Writers/Readers
Workshop
I'm not that lamlUar with
1L IVe taken a look at
some of the printed stuff
that I have seen, but I
think that that was more
geared to elementary and
Junior high.
I've never participated in
that sort of thing and tend
to be probably negative
on it Probably for selfish
reasons. I probably have
the opinion that I can
help a student writer
better In a one-on-one
situation than to try and
do a workshop kind of
thing where we are
publishing a collection of
writing.

IContinued next page)
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Table 8 Continued
Representative Responses to Language Learning Issues

1 think It's a good Idea, but
I think... you would have
to assign more than
anecdotal comments.
Because I think students—
1 would like to think you
wouldn't have to. but I've
done some portfolio work
with kids and initially
their first comments are
how much Is this worth?

Student Control
Reading/Writing
Okay, again I don't do that
because usually I give them
a form. The topic, they'll
spend too much time— time
to think of a topic as
opposed to okay this Is the
topic I wanted. In the last
little while again IVe
realized that I almost give
them an outline when 1 give
them an assignment
. . .whenever we're doing a
form of personal writing, I
try to give them as much
leeway as 1 possibly can—
with free writing, personal
responses.
With reading I guess they
have very Utile In terms of
what we cover In the class
simply because most of It Is
based on the curriculum.

Writers/Readers
Workshop
I have never used It IVe
thought about It But IVe
never used It 1 suppose
because It takes a lot of
time organizing It on my
part so as a result I have
not taken the time maybe
because I haven't said
okay this is what I want to
do and this Is what I want
to try.
We share some ol what we
write. At times we write as
groups rather than
Individually, but very
little. I tell you. I used to
do a lot more of the group
writing with sort of focus
on an end product,
strangely enough, when I
taught when the course
ran for a year (rather than
a semester].

I think it has its merits.
We talked about cutting
down marking time. I think
If you have some sort of
evaluation. . . I always feel
secure, whether It be a
checklist or some sort of
set form rather than
holistic marking. Then I
would feel a little more
comfortable with it

1 have been giving a lot
more choices In the past
little while. I think there Is
a lot of benefit In It It's
tougher to mark. You have
to have certain criteria. I
mean It stands to reason
that If a student enjoys or
wants to write something
the chances are that they
will write something better.

As lar as the workshops
for the students to get
together. I think that's.. I
use a lot of group work. I
try to Integrate most of the
different things as
opposed to separating
them. I can see there's
some merit In that.

Name

Portfolio Assessment

Shelly

1 haven't done It because
[students ask] Is this going
to be marked—Is this for
marks. That being a
question that is asked so
regularly, that IVe been
afraid to use it because
they won't write It They
won't do It

Shari

Sean

The collective voice of these high school teachers generally
expressed an unfamiliarity with the practices presented. This voice
indicated some interest or experience with them, but overall, there was
reluctance about implementing this type of practice in their own
classrooms. This message seemed to be consistent from the first to the
final session so there is little reason to believe that the degree of
openness to innovations changed. The collective voice was quite clear in
withholding commitment regarding these teaching practices.
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Whether the decision making process was efficient or not. the
collective voice was a weak voice when tested against the final product
that it shaped. The final sharing session may well have fallen short of
the kind of collaboration possible where more than resource ideas are
shared, where teaching strategies, evaluative techniques and even other
concerns that come closer to the essence of a person as teacher are laid
on the table for scrutiny. However, this voice was heard even though a
collective identity was just emerging and a collective will was yet to be
discovered.

It was heard even though this group found itself in a

situation that amounted to a whole new game with unfamiliar rules of
leadership and purpose. Although the final product of collaboration may
not have brought about lasting change to teaching practice, probably for
the first time as a group, these teachers were able to articulate their
feelings of isolation and declare priorities for their own professional lives.

The External Voices
To describe this collective voice as weak may be an injustice,
especially as one considers the cacophony of competing voices external to
the immediate participants in a professional development endeavor.
Many of these were not really voices, but noises that served to obfuscate
and confuse.

Professional Development
The first among these voices is the authorized voice of professional
development—the kind of professional development that the participants
considered legitimate. In my interview with Gordon, he describes some of
the common perceptions of professional development held by teachers.

] 1]

Gordon: But, as it is now. it's a, "Ah gee. you want me to
write something, you want me to do something?'' That
becomes difficult because of the attitude that says
professional development is feeding me something. It's not
that I take some activity and initiative on my own. It's that
you give me something. That's not professional development,
but that's the image of professional development that most
teachers—many, many teachers have. That is I'll go to the
workshop and if I can carry out a package that I can use in
my classroom tomorrow morning then that's good. Otherwise
IVe wasted my time. (Interview-Gordon. 6/7/93)

Not only is professional development described as passive activity
for teachers, professional knowledge is described in terms of technical
rationality so that professional development is limited to the collection
and accumulation of strategies, ideas and resources. Two metaphors
emerged that add further dimension to this perception of professional
development. The first was that the role of professional development was
to add to the teacher's "arsenal" in the educational battle.
Sean: [The purpose of professional development is] to find
out that other people are having similar problems, or other
people have had those problems before and they can tell me
how they dealt with it. And you deal with a lot of trial and
error and a lot of individuality in this profession and I think
the more weaponry you can go in with, the better.
(Interview-Sean, 6/11/93)
The second is not quite as clearly stated, but is more widely held.
That is that professional development is a response to a pathology or, as
the word "in-serviced suggests, a response to a mechanical deficiency.
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Shari: Like well I'm talking about my own needs here. okay.
So what I'm saying is that, okay if I'm having difficulty with
a certain idea, and if this was when I was at [my previous
school]. I would sit down with [my friend] and say. "I don't
know I'm having a heck of a time with this. Have you ever
dealt with a situation like this?" And there would be
sharing.
(Interview - Shari)
Understanding professional development in this way interferes with
open exploration of professional growth. If a professional development
activity is going to add to a teacher's arsenal, then it must be a
meaningful addition that will meet the very specific needs of that
teacher. This dooms most professional development activities to failure
since who can diagnose the varied requirements of a group of teachers.
I then asked each person to say what it was that they would
be interested in doing. Shari began to talk about the
difficulties of finding something that would be useful to all
because each person had different interests and concerns.
Even she and Shelly, who teach in the same school, had
talked about collaborating, but they teach different subjects
so how could they do anything together.
(Journal. 5/19/93)
If a professional development activity addresses a pathology or
failure, then to admit a desire to engage in professional development is
to admit failure; but, if there is an acceptable reason for this need, there
is no problem. Early in the project, I asked these teachers why they
chose to participate. It might be that Edith admitted her need because.
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as a Modern Languages major, she was comfortable in not being an
expert in language arts.
Edith: I feel that I should be a sponge when it comes to this
because being a Modern Languages teacher. I feel a little
incompetent every now and then in this area and like I'm
hoping to get something out of it in terms of expertise. Just
to start to think along the lines of an English teacher or
something. . . .
(Sessions-Transcripts. 3/17/93)
Teaching high school English was a relatively new assignment for
Edith as it was for the youngest member of the group.

Sean felt

intimidated by the whole situation because he saw his need for help to
be great and the experienced teachers' needs to be small.
Sean: I don't know maybe for some of the teachers that have
a pretty good handle or grasp on what on what they're doing,
or feel confident on what they're doing, maybe [professional
development] isn't always important to them. I know for me.
because I'm always struggling with whether or not I could do
better or I could improve or try something else. Maybe for
me, it seems like a little more of a benefit.
(Interview-Sean, 6/11/93)
To admit that one has need for professional development is to
admit a degree of weakness. This might be the reason that when asked
at the first session why they agreed to participate in this project, all the
participants, including Sean and Edith, said that the primary reason was
to help me. There is no doubt that the participants did feel an obligation
to help out of friendship or collegial commitment, but it is significant
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that they saw my need for subjects greater than their need for
professional development.
Shari: Hmm. I think probably the main reason, Bryan, is to
help you with your thesis.
Bryan: Okay. But, you remember that I said. . . at that point
in time that that didn't matter
Shari: Well, it mattered it to me because you're a fellow
professional and, you know, I would say that would be the
main reason. I think, I'm hoping, to get something out of
this. To get some sharing, and some good ideas. That would
be the second reason. Because I think as a professional,
you're always looking for ideas that you can use in your
classroom so I would say that would be the second reason.
(Interview-Shari. 6/8/93)
So the prevailing voice of professional development said that since
professional development consists of adding to or fixing the equipment,
one only needs professional development if there is a deficiency or to pick
up the odd accessory to embellish the good work one is already doing.
All but one of the participants basically shared this view of professional
development which for the reasons stated would tend to inhibit open and
positive engagement with any professional development activity. The
exception was Gordon.
Gordon did not conform to what the others saw as the authorized
version of professional development. When asked in the interview if
there was any particular needs he was attempting to meet by continuing
with the project, he expressed his differing views.
Gordon: Not necessarily, no. Because I don't have a new
teaching assignment that I'm worried about that I need to
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get at. I don't have a new textbook that I have to get some
help with. I feel very capable and competent with my
teaching assignment and with what I'm asked to do. but the
thing that I'm looking at is that there are a number of things
that I can still continue to do that are really pretty exciting
and in the last two or three years I've found a lot of
approaches to what I've been doing in the classroom that
really make it interesting for me and better for the kids.
That's probably one of my main motivations.
(Interview-Gordon, 6/7/93)
Gordon views professional development enhancing an already
healthy teaching situation. He also was most supportive and positive
about participating in this project as a reflective, educative endeavor.
Gordon gave the following reasons for his participation:
Gordon: I think that any kind of activity that makes you a
better teacher is worthwhile. And even if I can only
participate up to a certain level. I'm also going to benefit
from what the other people do. And I guess my question is
why not? Why not? I mean the problem with teachers period
is that we lock ourselves up in our classrooms, we stay there
and then we go home and come back and we do the same
thing the next day. And anything you can do outside the
classroom is good for you. Anything that will give you a
different kind of look. But. all people don't feel that way and
I think that is part of the problem.
(Interview-Gordon, 6/7/93)
Part of the problem encountered by this project, and possibly other
professional development activities, was the contradictory nature of the
voice of professional development. Whether the function of professional
development is to remediate or whether it is to enhance personal
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professional growth will clearly affect the way in which teachers engage
in it. This engagement was also affected by other voices external to the
teacher, including that of the school administration.

Administration
The voice of the administration of the jurisdiction, primarily in the
form of the superintendent, seemed to be in contradiction as well. On
one hand during this project, the superintendent was extremely
empowering: but on the other hand, the participants had a sense that he
restricted exploration and change.
The superintendent provided support throughout the project. He
gave moral support right from the beginning expressing hope that the
project would catch on with the high school English teachers. He
followed up on this approval and agreed to provide release time for our
meetings that included a cost factor for substitute teachers.

His

cooperation in this regard was so complete for the first three meetings
that as we were trying to plan for our next working session. I was able to
boast about his support.
Bryan: Look. I've already proven this part, if we want time
[the superintendent] 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. Ill
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.
(Session transcript. 5/6/93)
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This confidence in his commitment to the project was born out
when I did ask him for a whole day to meet and work on a collaborative
unit. I noted his response in my journal.
He agreed, but suggested we take a day other than
Wednesday so the teachers would get the full benefit of a sub
rather than leaving on an early dismissal day. I thought this
was a super idea and thanked him for the suggestion. I told
him we had gotten funding from the A.T.A. and asked if he
felt there was a need to see if we could get sub funding from
them. He said there should be no problem for the board to
cover it this time.
(Journal. 6/1/93)
Not so significant, but nevertheless important was support
provided for meeting space in the school board office, often complete with
refreshments, and secretarial help.

This cooperation was even

encountered quite by accident in the schools. When I was finally ready
to seek approval for our second to last meeting on May 19, I discovered
that the superintendent and the principals were all away at a retreat so I
contacted the vice-principals at each school.
I explained that [the superintendent] had given u s
permission to take a period off previously and we didn't use
it so I would assume this would be all right. He checked his
schedule and said there would be no problem. He would
cover the class since he wouldn't like to pay a sub for a half
day just to teach one period. I went back to the University
and called North Fork. The vice principal there did the same
thing and quickly volunteered to cover Gordon's class (Edith
had a prep). I then called Hillside and when I explained the
situation, he asked what the others were doing. When I told
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him that they were covering classes, he agreed. All is set for
possibly my last meeting with the whole group.
(Journal. 5/18/93)
Specific support was provided for the project by all levels of
administration. I communicated that support to the participants, and
they had concrete material proof of this support, yet there was a vague
sense that administrative authority would somehow restrict independent
decision making. One participant noted that it might be difficult to look
at portfolio assessment because when the superintendent last visited, he
had expressed concern that the number of grades collected on the
students was insufficient. Another expressed concern about how the
administration would view spending money on multiple novels.
Administrative involvement was not pro-active, but this was by
design. The administration was not asked to provide initiative or
leadership, only some space and time. I wanted to examine teachers
directing themselves, but it seemed that the teachers were reluctant to
seize the authority available to them and it seemed that in fact, this
could be partly traced to the relationship between administration and
teacher—whether it was by study design or not. It was not what the
administration said: rather, it was messages interpreted from the past.
It seemed that the participants were looking for some official external
authorization. They seemed to need the administration to direct them to
author their own professional growth which of course is another
paradox.

Bryan: Yeah, and Shari mentioned in my conversation with
her that she felt almost that somebody has to be there to tell
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you to be there. You know like the principal saying. This is
priority one. The afternoon is yours, you be at the county
office." Where you don't have to make up your mind. "Do I
stay with my class and prepare them for the exam. My
principal told me to get out of here." Do you think that's. . .
Sean: I suppose. I mean if it was more of a priority and they
said get here. Because I suppose that everybody feels a little
guilty. I know for myself. I leave here—not that I'm going to
do anything great and astounding that I couldn't get a sub
to do—but you feel that you have to be here and you should
be here. If you feel there isn't anything with a big title or a
big name or something that is all important, you don't want
to leave here. Death bed or whatever, you don't want to leave
here. And whether that's dedication to the job or. . .
(Interview-Sean. 6/11/93)
To be present to their students seemed such a priority that only
direction from an administrator could cause it to be displaced. It seemed
that these teachers needed authorization to engage in personal
professional development in the face of numerous other voices that
demanded their attention. They were aware of the other facets of their
lives to which they were accountable and which competed for priority.

Accountability
Student achievement and hence teacher performance is understood
by education stakeholders in terms of student grades. When asked to
consider portfolio assessment procedures, the group may have seen the
educational value, but perceived it as having a negative impact on their
ability to be accountable.
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Edith: See I can see if you just had one report card you could
get away with [portfolio assessment], but you see every six
weeks IVe got to crank out a mark. And I can remember
when [the superintendent] came to see me the second time
so I could get my permanent contract. He counted the
number of marks i-iat I had for that round.
Shari: That's what I mean by being accountable. Now I'm not
suggesting that we have to mark everything, Bryan, I'm going
to be honest with you. I have the kids do free writing, but 111
say hand it in. I'll do it every time, hand in, and you know
what I do, I don't even read it. I look at it and go 5 / 5 . 5 / 5 .
4 / 5 . OK that's all I do and that's their participation mark.
But I tell you something, if I didn't do that and I said, "Okay
we're going to do some free writing now." There are some who
are mature enough to say, "Oh this is going to be good for
me. I can't wait." But the majority are taking English 30
because they are expected to take it and they want a mark.
(Session transcript. 5/19/93)

Very much of what seemed to drive these high school teachers was
the necessity of generating numbers. This seemed to determine the
nature of their evaluation procedures which in turn affected their
teaching strategies and their ability to change these strategies. Whatever
is done has a connection to numbers. These numbers must be seen to be
valid and reliable. Therefore, making significant changes would threaten
the reliability of evaluation procedures developed over time.
The ultimate incarnation of accountability is the English 30
external provincial exam, which, more than the curriculum, dictates
what can and can not be done in the high school English class. Even
when considering varying writing assignments, these teachers were aware
of the impact of the grades that a student would eventually earn.
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Shari: There is a tremendous focus on that [Diploma Exam]
essay. And it would be easy to say don't do it. do other kinds
of writing just as much. But at the same time, it's not just
parents pressuring and it's not just administrators
pressuring, it is pressure from the kids who say look Mr. O,
my mark in English 30 may determine whether or not I get
into that program in university or that program in college.
And if I don't make it then I hold you responsible because
you're the one who's giving us the assignments. You are the
one who is actually defining, in a sense, the program.
(Session transcript. 5/19/93)
The accountability to the stakeholders in high school education
most often finds expression in the numbers, but these high school
teachers were also challenged about what is taught. Apart from numbers
are the expectations of some post-secondary institutions and the public
at large who seem to be demanding retrogressive shifts in instruction.
Gordon noted that he had some concern about the poor performance on
the S.A.T.'s by some of our students wishing to go to U.S. universities.
Shelly lamented the dilemma she faces trying to teach skills in a more
holistic fashion when her students are faced with the examinations of
the local college.
Shelly: These kids go in and write and half or three quarters
of their exam is on grammar. You know—parallelism, choose
the correct pronoun, that kind of thing. And then they come
back and say they failed that test because they didn't know
any grammar. So on one hand. I think the problem is—on
one hand we're told no direct teaching of it and on the other
hand, the college does expect that.
(Session transcripts, 5/6/93)
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Parents, students, post-secondary institutions and the public at
large all voice their expectations of the educational system so that to the
teachers, it sometimed seems risky just to maintain the status quo let
alone change in more progressive directions.
Awareness of the expectations of others did not only become
manifest in negative terms. The accountability to those most likely to
benefit by a teacher's professional growth, the students, impeded that
growth. When I tried to arrange a full day in June for the final workshop
so that we could get something concrete done, Shari, Sean and Gordon
all expressed concern about missing their English 30 classes at this time
of year. Edith worried that getting a uni-lingual substitute teacher for
her two French classes would essentially mean that they would get
nothing done. Sean decided that he couldn't possibly attend and gave
his reasons.
Sean: I lost a few classes and I only had Thursday and Friday
to prepare English 30's for that exam and we went over a
bunch of past exams—different things they needed tc d o thesis statements and things like that. And I thought I could
miss a lot of days in the year and it probably wouldn't
matter, but that day it probably would have mattered.
(Interview-Sean, 6/11/93)
Besides accountability to students, other school related voices
also took their toll. Wesley, of course, dropped out early because of his
duties as principal and' the necessity of committing his time to
completing his own graduate program. Gordon coached baseball and
this occupied many of his afternoons.

Edith was involved with a
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professional development consortium as the Modern Languages
representative.
Voices unrelated to professional commitments and that relate to
the one's personal life were also heard.
Shelly: I think we come across and we came initially with
good intentions, but I guess we're looking at our battlefield,
to use [Sean'sl words. . . and then time allowing and life
allowing, we'll make room for you.
(Session transcript, 5/6/93)
In this professional context, personal concerns were not addressed
specifically, but they did become a factor. Whether it was the family
wanting supper, the local slow-pitch team wanting a shortstop, or a
child needing attention, these teachers found it necessary to listen to the
growing din competing for their attention. One of the consequences was
the confusion of conflicting messages. Another consequence was that
time was seen as the legal tender for this bidding war for the
participants' attention.
Whatever the voice of professional development being heard, there
seemed to be an implication of time. Professional development days are
negotiated into contracts and professional development time is
purchased with substitute pay.

An often used tool for the

administration to support professional development is to allow time for
it to occur, as did our superintendent. All the other competing voices
are essentially asking for time. The issue raised at almost every meeting
and affecting almost every decision was a concern for where does one find
the time. Almost one quarter of the chunks of data from all sources
contained within them the word "time." From the very first meeting, it
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became apparent that each of the participants was dogged by the same
concern for how to partition out the available time.
The next thing caused considerable problem. We tried to
find out when we should meet again. This was the problem
that I had feared. I asked if they would be interested in
negotiating a noon release so we would have more time. I
told them that I didn't commit us to it because I knew that
it would mean preparing for a substitute though I had
mentioned it as a possibility to the superintendent and he
seemed receptive to the possibility. Edith pointed out that
she only had two spares and one of them was after dinner on
Wednesday so if we negotiated a release from class, she
would miss her spare and she said.she needed it to get
caught up on the weeks work. Wesley, as an administrator,
had trouble working around staff meetings that were held
the second Wednesday of each month. Gordon felt that he
had no problem with staff meetings, but he couldn't miss too
many English 30 classes that were scheduled at that time. If
it was only one a month he could probably live with it.
Edith seemed particularly agitated so I asked her if she felt
really uptight about the situation. She said she really did
because of all the things I was asking her to do and the time
commitment. She pointed out the home responsibilities of
suppers, kids involved in sports, husband (a teacher too)
involved in coaching, etc.
(Journal. 3/17/93)

So the concept of time became one of the major ways that all the
voices of external factors affected the participants. And as the voices of
professional development, administration, and innumerable other
responsibilities were added to the voice of the professional development
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leader, it is of little surprise that the voice of the participants was hardly
audible.

The Individual Voice
The participants had little opportunity to make sense out of what
was happening because so much of the time together was spent filtering
the noise. There was little opportunity to author one's own professional
growth. The individual voices of the teachers participating in the project
may have been only a whisper in comparison to the many other voices,
but as their voices addressed the other issues presented here, the nature
of the individual voices began to emerge as well. The extent and nature
of the data available does not allow conclusive observations about the
individuals involved in the project; however, in more or less explicit
ways, the participants did speak of their personal professional
development needs.

Edith
Edith spoke of her feelings of inadequacy at being assigned to
teach English, but not being a graduate in English.

Her expressed

reason for participating in the project was that she felt she had so much
to learn that any kind of help would be useful to her. She felt that there
was some inherent quality that she was missing that made her presence
in an English classroom a masquerade.
Edith: But the whole idea of teaching English and you're not
an English major. Yeah that's made me pretty darn
introspective in the l a s t . . .
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Bryan: What are some other thoughts about your teaching
in the last three months or so? like is there anything else,
are there any other issues or concerns that have emerged?
Edith: Well, the more I think about English, the more
panicky I get. The more I think about it, there just seem to
be so many areas that you should be covering. And things
you could be doing for the kids. In English there's explore
the ideas and think about it and there's a hundred ways to
think about it and how do you get them to that stage where
they can explore. It just scares the hell out of me. It just
scares me because it's such a tremendous responsibility,
(h-erview-Edith, 6/7/93)
Edith had probably addressed her feelings of inadequacy when it
came to teaching English many times before, but these sessions seemed
to allow her to revisit these concerns. What she found was somewhat
overwhelming so, initially, she seemed interested in coping strategies. As
with the group as a whole, she was concerned with practical assistance
for her instruction, including a repertoire of strategies and methods. At
the first meeting. Edith outlined her purposes for volunteering.
Edith: Well, I just wonder when I'm standing there and going
about teaching. I wonder if "experts" would go about it in a
different way. And if I went about it that way if it would be
much more effective. I ask myself that question a lot of
times. You know I'm getting more confident, but that's sort
of I guess, hoping t h a t . . . maybe not so much expertise, but
. . . what's the word . . . method of attack or something will
rub off on me so "Oh yeah right so this is the way it should
be in English as opposed to French."
(Session transcripts, 3/17/93)
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This interest in methodology was born out when she alone among
the participants experimented with changing her instruction. She tried a
strategy suggested in one of the professional readings provided for the
group.
Edith: It was a three stage thing. Stage one the students read
and responded to the story. They made notes pertaining to
any questions, reactions, confusions, predictions and so on.
Then they wrote a preliminary response essay. I tried it. Hey
just out of curiosity. I tried it. We had just finished the
novel. I said. "OK guys let's get into groups. When you get
back write down everything that you think. . . . " And then I
wondered around. Well, anyway, stage two. then you have to
be prepared for class discussion based on the student
responses. The teacher skims them and says. "Janey. Joey
you did a good job. This was a good thought, what a
wonderful question." Then the teacher adds some thoughts
that the students may not have thought of. And then stage
three is they construct interpretive essays. I'm trying it. I'm
going to be really curious to see what my grade nines come
up with.
(Sessions- Transcripts. 5/6/93)
Edith didn't have much faith in the effectiveness of this procedure
and she couldn't imagine that her grade nine students would be able to
come up with the mature responses reported in the article, but she did
try it.
Later in the interview, when asked why she chose to continue with
the sessions, Edith talked of another situation where she decided to try a
new strategy.
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Edith: And actually, I'll tell you, Bryan, some of it [the
project] actually did do me some good. . . I told you, I sat
down and wrote poetry with the kids. And I might have
eventually done that, or I might never have done that. But
we got to talking and I went home and talked to [my
husband] about some of things we had discussed and I
thought. "Gee tomorrow, maybe I will sit down and try to
write with these guys. I wonder what that would do to the
whole process." You know it really made a big difference to
them that I sat down with them. And I suppose that that
came out of this. . . these discussions that weVe had. And if
you look at it. from that regard then I guess it's worthwhile.
(Interview-Edith. 6/7/93)

She had examined some significant practical and philosophical
facets of her teaching and had attempted to change.

Later in the

interviews she revealed some of the other aspects of professional
development that might be of interest. For Edith, this acceptance of
what she had to offer and the resulting increased confidence also had a
social element because the contributions of her colleagues were also
important.
Edith: You know whenever we get together, and I hear what
other people are doing and some are having the same
problems or thinking about the same things. Yeah, it helps
me to accept myself more. "Oh, Geez. I'm not the only one
that has been worried about this." Yeah, I think that's
probably an important part of professional development,
don't you think?
(Interview-Edith. 6/7/93)
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She seemed to find satisfaction in having the opportunity to reflect
on her own abilities and coming to understand her strengths and
limitations:
Edith: Yeah. Okay, to me, IVe gone through a lot of [feelingsl
since we've started, you know, feeling stressed, feeling
whatever, thinking about what we were going to do. and okay
saying to myself. "Holy mackerel, what are you doing
teaching English. This is more than you can handle." And
then like I told you, "Wait a minute, maybe this is okay,
maybe this is better than someone who's not enthusiastic
and doesn't sit down and read every. . . thinks about every
nuance that you can teach and bring out to the kids, or look
for in the kids' responses. Maybe that's better than someone
who knows all the literature, but can't do that.
(Interview-Edith. 6/7/93)
The exposure to innovative strategies, the support and
feedback from peers, the opportunity to reflect on her own practice all
were very important parts of professional development for Edith. So that
even though Edith concurred with the general group consensus that
these sessions should conform to the practical approach to professional
development her needs were more complex than what could be addressed
by an isolated workshop on some strategy or teaching activity. Even if
they were not addressed in a completely satisfactory manner, these
concerns did emerge in this circumstance.

Sean
Sean's expressed needs in professional development were less
complex. As a relatively inexperienced teacher, he saw his needs in very
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specific terms. He stated his reasons for continuing with the project
when there was a promise of developing a collaborative unit.
Sean: I mean for me, almost anything that comes out of
there, I can use. With my assignment ranging from grade
nine to grade twelve and the other people discussing how it
would be multi-level, multi-genre, I thought it would be
something practical.
(Interview-Sean. 6/11/93)
He had identified certain parts of his program that needed
improvement. He felt that he needed to critically assess the literature he
was using in his classes and he needed to develop some strategies for
teaching writing that would yield more consistent results.
Sean: A few concerns I've had. . . Some of the literature IVe
used~I think I would like to branch out and try some
different literature. I do have a lot of things built around
that literature so I feel that's a lot more work. But maybe it's
just certain classes that don't enjoy certain pieces of
literature and other ones will relate a little bit better to it. I
think that is always an ongoing problem. Plus, like I think
we talked about before, the whole idea about becoming a
better writer. I've got some top-notch writers. From grade
nine to grade twelve. I've got some excellent writers and on
the other hand IVe got a couple groups that are very weak. . .
IVe been thinking about different strategies to make them
better writers.
(Interview-Sean. 6/11/93)
At this point in his career. Sean was primarily concerned with
developing his technical effectiveness. He was open to learning tried and
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true strategies from more experienced colleagues, and he was open to
experimenting with more innovative strategies.

Sean responded

positively when he was asked what he thought of some of innovative
strategies. Here he talks about portfolio assessment:
Sean: I think it has its merits. We talked about cutting down
marking time. I think if you have some sort of evaluation~I
know for me. I always feel secure, even though it doesn't
mean anything, if I have a checklist or some sort of set form
rather than holistic marking. Then I would feel a little more
comfortable with it.
(Interview-Sean. 6/11/93)
He sees this innovation as having some possibilities in his
program and has begun to consider the practical factors that would make
implementation possible. This willingness to consider change seems to
be partly connected with Sean's easy acceptance of his position as a
novice who probably shouldn't be expected to possess all the desirable
competencies. To the query about whether he would share his weakness
with the rest of the group, Sean responded:
Seam Yeah I'd tell them. What's going to happen? They
gonna fire me (laughter) and then—hey? I haven't put in that
many years, it's not a big thing. Sell shoes at Sears. I don't
know. I can wear a paper hat again. I don't know. I'm not
that confident in my teaching and at this point I don't think
I have a reputation that's going to stand up to the great. I
just come out and this is. . . you know. I'm still learning and
hopefully still improving.
(Interview-Sean, 6/11/93)
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He is willing to take risks he seems to feel that he has little to lose
and a great deal to gain by being open to change. This attitude seems to
have continued since Sean reported in the follow up validity check that
he has made some changes to his program as a result of our sessions
and reported that his professional life has changed in that there are
"possibly more questions, more introspection, more headaches."

Shelly

Shelly spoke too of her practical professional development needs
which involved not only sharing ideas but collaborating in creating
something new that could be implemented by each participant.
Shelly: I would love to be able to teach in a thematic way,
but I really struggle with that. So would it be possible to get
together and structure a unit. You know that you could use
in grade nine and someone else could use in grade six or
someone could use in 30. In such a way that if you are
dealing with the various aspects of short story or poem—
those elements—that could be used across the board rather
than just 20 or 10 or 9 or whatever. In your expertise, do you
see that as a possibility. Can that type of thing be done.
(Sessions- Transcripts. 5/6/93)
This type of pursuit would indeed be challenging and beneficial,
but it seemed that these needs were part of a more significant need for
collegial affirmation and support.
When I first asked Shelly to participate in this project in January
of 1993. she said that she would really like to be involved because over
the past two years some questions had been raised about her approach
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to teaching. At the first meeting she attended she stated her reasons for
agreeing to participate.
Shelly: Well yeah, an exchange of ideas would be really
helpful and I also wanted to be able to see what. . . IVe done
a lot of soul searching in the last couple of years and
therefore would like to see if it was worthwhile, if it was
going in the right direction. Am I going in the right
direction. So therefore your idea of taking a look at what I
am doing and what others are doing in the classroom . . . I
wanted to see if I am in the right direction or am I off base
completely. You know because I don't think there has been a
whole lot of sharing. I think like you said, even within our
own little school we go to school, to our room and a sharing
of a book is incidental, the sharing of an idea is incidental
rather than planned. And there's a wall to be broken down
before the sharing feelings get out there.
(Sessions transcript. 4/7/93)

Shelly indicated an interest in exchanging teaching ideas and
strategies, but seemingly more important to her at this time was the
feedback from trusted colleagues that would affirm the soul searching
she had done. It seems that compassion and understanding are pre
requisites for sharing even at this level. She indicated a sensitivity to
the conditions that have prevented her from finding the support that she
needed.

Primary among these was the feeling that teachers were

measured against other teachers in a competitive fashion.
Shelly: Somehow you have to sort of overcome this feeling of
"He's from (another school]. Am I going to be good enough
for him?" And the exams that the kids write, like now they
just add to the competition because you look at what North
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Fork did. what Naylonville did—but it shouldn't be that way .
(Sessions transcript, 4/7/93)

Her need was for open and honest interaction with colleagues in a
supportive, nurturing environment.

She wanted to be free of

interpersonal politics and competition and so she suggested that
whatever project the group embarked upon should be new and
exploratory for everyone so that true sharing would take place rather
than a show and tell session. She wanted a level of collaboration and
involvement that went well beyond the passing around of pre-packaged
ideas.

Shari
Shari, too, expressed her interest in practical professional
development; however, she seemed to define practical in terms of her own
very specific subjective reality. As a result, it often seemed that Shari
rejected activities because they didn't fit into her understanding of the
possibilities.

In fact, the data related to examining innovations in

practice—from the process of reflection to the use of portfolio
assessment—suggests that Shari often found reasons to be skeptical
about most of the ideas suggested.
I had used the example of a teacher that I had observed using
response journals to illustrate that there is room for other kinds of
assessment other than grading each paper. Shari presents arguments
against that type of assessment referring to the teacher in my example.
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Shari: No [she] responds. She writes. But I can't see how
that's going to cut down on my marking load. That still
means that I'm reading every blasted thing.
Bryan: That's, that's, but you're shifting the argument now.
All I was arguing was that you don't need the number.
Shari: Oh. OK. All right. But for. . .
Bryan: They need a response.
Shari: But they do need some numbers.
Bryan: Oh yeah. SOME numbers you say. But I'm saying
they don't need numbers on everything they do.
Shari: But Bryan, you use the argument when you are
complaining about your marking load. I'm saying responding
is going to take just as much time. . .
Bryan: OK then my second argument is. are you the only
person in that room that has. . . that is capable of having an
intelligent response, to someone's writing?
Shari- Some days, (laughter) Yes.
Bryan: Yes? Are you saying that you are the only person. . .
Shari: No. I'm saying that. . . What I'm suggesting to you is
that if it is in fact a personal response then, many times
students do not want to share that with everybody in the
classroom.
Shelly: That's right.
Bryan: But that's another argument.
Shari: But it's a valid argument.
Bryan: Yeah it is. but I'm saying you do not have to be the
person....
Short No, I don't
Bryan: (a) you don't have to..
Shari: But how do I find an appropriate avenue for that
student's assignment
Bryan: OK (a) You don't have to put a number on everything,
(b) you don't have to read everything, (c) You don't have to. .
Short I don't read everything.
Bryan: (c) You don't have to respond to everything.
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Shari: HmmHmrn
Bryan: OK
Short HmmHmrn
Bryan: So that in itself should remove some of the pressure
on the marking.
Short Absolutely.
(Session transcript, 5/19/93)
Of course, as I've already shown, the group as a whole was
resistant, but Shari was particularly so. Often she seemed more intent
on finding reasons why things wouldn't work rather than appreciating
why they would. I had had this sense throughout the sessions so that
after I called her to arrange a time for the last meeting, I noted in my
field journal:
She had the attitude that it was my call whether we had a
full day and what day it should be. In other words, it
seemed that both of these actions involved her doing me a
favor and she would comply but had no particular desire to
do either. I tried but apparently to no avail to shift the
choice to her, but she seemed to maintain an attitude of
reluctant compliance. I think I will explore this in my
interview with her since as I noted earlier she seems to be
one of the more resistant.
(Journal, 6/1/93)
In the course of the interview I asked. "I sense a bit of reluctance
on your part to commit." To this she responded:
Short; No. I'm not reluctant to commit. What I was—What I
was reluctant to do was. . . I don't have time to do all the
extra things that seem to be coming up. The journal writing.
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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 selfdisclosure 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

162

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)

169

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 p a r t if we want it John will give it to us. If
we want some time he'll find the time for u s 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 u s a whole day.
I would even suggest if we said we wanted two days he would give u s 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.

171
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)

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!
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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 a s 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 selfdtsclosure 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?

