	Transforming Conceptions Of Professional Learning 
The conventional view of staff development as a transferable package of knowledge to be distributed to teachers in bite-sized pieces needs radical rethinking, according to Ms. Lieberman, who presents a new conception. 
THE CURRENT effort to reform the nation's schools seeks to develop not only new (or reframed) conceptions of teaching, learning, and schooling, but also a wide variety of practices that support teacher learning. These practices run counter to some deeply held notions about staff development and inservice education that have long influenced educators' and the public's views of teachers. 

Although sophistication about the process of restructuring schools and the problems of changing school cultures is growing, it is still widely accepted that staff learning takes place primarily at a series of workshops, at a conference, or with the help of a long-term consultant.1 What everyone appears to want for students -- a wide array of learning opportunities that engage students in experiencing, creating, and solving real problems, using their own experiences, and working with others -- is for some reason denied to teachers when they are the learners. In the traditional view of staff development, workshops and conferences conducted outside the school count, but authentic opportunities to learn from and with colleagues inside the school do not. 

The conventional view of staff development as a transferable package of knowledge to be distributed to teachers in bite-sized pieces needs radical rethinking. It implies a limited conception of teacher learning that is out of step with current research and practice.2 

Learning from History: Questioning Assumptions 
In 1957 the National Society for the Study of Education published Inservice Education for Teachers, Supervisors, and Administrators.3 The book was important not only because it was comprehensive, but also because it challenged the narrow assumptions about inservice education that had been dominant during the early 20th century. It proposed that schools and entire staffs should become collaborators in providing inservice education. This view was suggested by the growing knowledge of group dynamics that linked larger ideas of change to school problems.4 Because the status of teachers was rising at the time, the idea that teachers should share the work of their own professional improvement gained credibility in education circles. 

The two conflicting assumptions about the best way for teachers to learn -- either through direct instruction by outsiders or through their own involvement in defining and shaping the problems of practice -- stem from deep-rooted philosophical notions about learning, competence, and trust, and these issues are again at the heart of discussions of professional development today.5 

Teachers have been told often enough (or it has been taken for granted) that other people's understandings of teaching and learning are more important than their own and that their knowledge -- gained from the dailiness of work with students -- is of far less value. Outside experts have often viewed teaching as technical, learning as packaged, and teachers as passive recipients of the findings of "objectiveresearch." 

Because the contemporary school reform movement is concerned with such fundamental issues of schooling as conceptions of knowledge building and teacher learning, today's approach to professional development goes far beyond the technical tinkering that has often characterized inservice training.6 The process of restructuring schools places demands on the whole organization that make it imperative that individuals redefine their work in relation to the way the entire school works. 

Transforming schools into learning organizations, in which people work together to solve problems collectively, is more than a question of inserting a new curriculum or a new program. It also involves thinking through how the content and processes of learning can be redefined in ways that engage students and teachers in the active pursuit of learning goals; it involves a joining of experiential learning and content knowledge. Teaching as telling, the model that has dominated pedagogy and the consequent organization of schooling to date, is being called into question as professional learning for teachers increasingly connects to this reconsidered view of schools. 

The ways teachers learn may be more like the ways students learn than we have previously recognized. Learning theorists and organizational theorists are teaching us that people learn best through active involvement and through thinking about and becoming articulate about what they have learned.7 Processes, practices, and policies that are built on this view of learning are at the heart of a more expand-ed view of teacher development that encourages teachers to involve themselves as learners -- in much the same way as they wish their students would. But what does this actually look like in the pedagogical practice of schools? How can we understand the connections between teacher development and school development? 

Learning by Changing: Teacher And School Development 
This expanded view of professional learning is, of necessity, both personal and professional, both individual and collective, both inquiry-based and technical.8 While no definitive road maps exist that will lead us directly to our goal, we do have a growing body of evidence from some schools that have discovered the powerof professional development when it is viewed as an integral part of the life of the school. By studying these schools we can deepen our understanding of how teachers acquire the experience that encourages them to grow and change in the context of school reform.9 

For example, some organizational and pedagogical changes in these schools (e.g., common planning periods) put new and experienced teachers together to learn from one another, to make connections across subject areas, to use staff expertise to provide leadership for "in-house" workshops or meetings, to form self-contained teams in which the organizational structure (a team) encourages constant staff learning, or to develop curricular changes that encourage interdisciplinary studies for short periods of time.10 

Numerous curricular, pedagogical, and assessment approaches to student learning also provide powerful professional learning for teachers, involving them in rethinking their role with students, even as they work to expand the way students interact with content and the problems of learning. Many instances of professional learning begin with meetings about subject-matter content, pedagogical approaches, new means of assessment, or simply discussions about learning. What makes the difference for teachers is that the content of the curriculum, the context of each classroom within the school, and the broader context of the school itself all consider teacher participation to be central to any changes in the functioning of the school. 

From Direct Teaching To Learning in School 
Most of the inservice training or staff development that teachers are now exposed to is of a formal nature. Unconnected to classroom life, it is often a melange of abstract ideas that pays little attention to the ongoing support of continuous learning and changed practices. 

By contrast, the conception of teacher development that yokes student-centered pedagogy and opportunities for teacher learning, supported by favorable and durable organizational conditions, is now being tried in many locales.11 By constructing a continuum of the actual practices that encourage teacher growth, we see that such a continuum moves from "direct teaching" (the dominant mode of inservice training) to practices that involve "learning in school" to a variety of kinds of "learning out of school." The change from "teaching" to "learning" is significant because it implies that teacher development opportunities must become integral to the restructuring of schools. This will necessarily involve strategies and mechanisms that are more long-range, that are more concerned with interactions among teachers, and that are often unique to a particular context. 

This broader approach moves teachers beyond simply hearing about new ideas or about frameworks for understanding teaching practice to being actively involved in decisions about the substance, the process, and the organizational supports for learning in school -- and thence to locating broader support mechanisms, such as networks or partnerships, that provide opportunities for learning and innovation that involve groups outside the school. 

Because "direct teaching" currently dominates much of what the public and many districts consider to be staff development, it is important that teachers, administrators, and policy makers become aware of new and broader conceptionsof professional development. At present school districts have as many as seven days of inservice education scheduled during the school year. On these days teachers are introduced to new ideas (e.g., new math standards, new forms of assessment). Some districts run workshops dealing with specific themes or particular subjects, often hiring consultants to help with the "implementation" of these ideas in the schools. Although learning about new ideas that affect both the content and the processes of teaching is important, ideas that are unrelated to the organization and context of one's own classroom have a hard time competing with the dailiness of work -- even when teachers are excited about and committed to them. 

If reform plans are to be made operational -- thus enabling teachers to really change the way they work -- then teachers must have opportunities to discuss, think about, try out, and hone new practices. This means that they must be involved in learning about, developing, and using new ideas with their students. They can do this in a number of ways: 

· by building new roles (e.g., teacher leader, peer coach, teacher researcher);12 

· by creating new structures (e.g., problem-solving groups, decision-making teams); 

· by working on new tasks (e.g., journal and proposal writing, learning about assessment, creating standards, analyzing or writing case studies of practice);13 and 

· by creating a culture of inquiry, wherein professional learning is expected, sought after, and an ongoing part of teaching and school life.14 

What characterizes these examples of professional learning is that their lifespan is not one or two days. Instead, they become part of the expectations for teachers' roles and form an integral part of the culture of a school. Learning and development become as varied and engaging for teachers as they are supposed to be for students. Drawing on experience and helping to produce new knowledge becomeas compelling as consuming preexisting knowledge. In fact, one process feeds the other. Being involved as a learner and a participant provides openings to new knowledge and broadens the agenda for thought and action. In important ways, such activities link individual professional learning to collegial and communal learning. 

Several examples will help illustrate the kinds of connections that are possible between teacher learning and the mechanisms to support these "in-school" efforts. 

Learning by observing children. The Primary Language Record (PLR), a guide for collecting evidence to aid teachers' understanding of how students become literate in the primary grades, encourages teachers to observe students' habits and choices as they are involved in learning tasks. As part of this process, teachers interview parents and students concerning students' study habits and interests both at home and in school. The PLR provides teachers with greater breadth of information about their students and helps teachers become aware of and plan for student differences in learning styles. Most important, by observing children closely (with the help of a guide), teachers see that students learn differently, think differently, and engage with their fellow students in a variety of ways. 

The PLR does not tell teachers what to do, but it does expand their understandings of what is possible. By focusing attention on student strengths, the "record" enables teachers to make better use of their own professional judgment to build more effective teaching programs. Networks of teachers from New York to California use this tool to support one another in their efforts to integrate knowledge of child development with observations of their students.15 

Adopting new approaches to subject matter. Some innovative approaches to subject-matter teaching have involved teachers in pedagogical as well as curricular changes. These include the process approach to writing, which engages teachers in writing, revising, and polishing their own work; whole-language approachesto integrating language arts that involve teachers and students in planning blocks of time for students to read, write, listen, and speak; and the Foxfire approach, which encourages teachers to use students' interests and choices to involve them in planning and carrying out their own learning -- gaining skills and knowledge as they seek information, write, edit, and produce work in a variety of subject areas. These new pedagogical approaches encourage teachers to be learners and to experience for themselves the struggle for personal and intellectual growth that is an essential part of learning. Teachers who use these approaches become sensitized to the nuances of learning and to the needs of individuals and groups. 

These approaches to student learning do not downgrade the learning of basic knowledge; rather, they use the interests and abilities of students and teachers to invigorate such learning. Instead of requiring students simply to memorize facts from lectures or textbooks, these approaches involve teachers and their students in identifying and posing problems and in seeking perspectives and methodologies to help find answers. Inevitably this means increasing students' content knowledge, because solutions to problems depend on such knowledge and on the skills and analytical tools developed in the problem-solving process. 

Using strategies for learning together. The "descriptive review" process brings teachers together in a group to talk about particular students whom individual teachers find difficult to reach. In the process of understanding these difficulties, a teacher will tell what he or she knows about the child, while the other teachers suggest strategies that they have found successful in similar situations. In the process, teachers share their knowledge, learn from one another, and -- by extension -- take responsibility for the growth and development of all children in the school.16 

Learning by integrating assessment and curriculum. Through their involvement in new patterns of student assessment, teachers organize the curriculum in ways that reflect their rethinking of what students should know and what they should be able to do in order to demonstrate the breadth and depth of their learning. Portfolios -- collections of a student's work that demonstrate knowledge and skills -- embrace diverse forms of expression, including science and social science research reports, constructions, multimedia presentations, original works of art, and dramatic presentations. 

An important example of this integrative process is the approach taken at the Central Park East Secondary School (CPESS), where "habits of mind" are linked with portfolio assessment.17 "Habits of mind" are defined as a set of five principles that involve examining evidence critically, looking at multiple viewpoints, making connections, seeking alternatives, and looking for meaning. These principles serve as a foundation on which to build a pedagogy that teaches students to use their minds well so that they can live social-ly useful and personally satisfying lives. The principles form the basis for ongoing discussions about breadth versus depth, and they serve to guide the development of the kinds of courses and educational experiences that will achieve these ideals. The assessment process uses portfolios as a means to involve teachers as "coaches" who serve as critics and supporters of student work, who guide students toward the completion of graduation requirements, and who help them build "habits of mind" that will last beyond graduation. 

The organic relationship between portfolios and "habits of mind" forms the basis for learning for teachers as well as for students. At CPESS, faculty members are continually reflecting on and redefining the boundaries of core subjects; portfolio content and measures of competence; what it means to be a coach, advisor, and supporter of student work; students' responsibilities for creating, revising, and completing academic work; and the kind of social responsibility for learning that is shared by teachers, students, and families. Although this is a particularly ambitious example, it shows how a change in the method of assessment can affect teacher learning and development in important ways. 

Learning Outside of School 
Although so far I have been dealing with professional learning for teachers that takes place inside the school, there is growing evidence that important and potential-ly powerful organizational arrangements exist outside the school as well. These net-works, collaboratives, coalitions, and partnerships offer teachers professional development opportunities that differ in quality and kind from those that have been available inside the school or in traditional professional development programs.18 

Unlike most professional development strategies with their "one size fits all" orientation, networks, coalitions, and partnerships provide opportunities for teachers to commit themselves to topics that are of intrinsic interest to them or that develop out of their work.19 By joining informal groups, teachers can develop stronger voices to represent their perspectives, learn to exercise leadership with their peers, use their firsthand experience to create new possibilities for students through collaborative work, and develop a community of shared understanding that enriches their teaching and provides intellectual and emotional stimulation.20 These important opportunities for teacher development exist more readily in environments that provide a level of flexibility and collaborative work not usually possible in existing organizations. 

The following examples offer a sampling of the variety of contexts, content, and collaborative arrangements possible when teachers are "learning outside of school." 

The Southern Maine Partnership. Much can be learned from looking at this nine-year-old school/university partnership between the University of Southern Maine and a group of school districts. The partnership has deep roots in both the schools and the university. 

Initially, the partnership brought teachers together at monthly meetings to discuss research and educational practice. The partnership justified its claim on teachers' time by serving as a neutral forum in which teachers learned, asked questions, and talked about their teaching practices and problems in a safe and nonjudgmental environment.21 The impetus for organizing these initial dialogues came from a university professor who believed that both the schools and the university should collectively shape the agenda of the partnership.22 Eventually, teachers noted that what they believed and valued and what they practiced were not always in sync. As the partnership grew, it also helped to establish a core of committed teachers (as well as superintendents and principals) who were energized by the discussions, by the participants' seriousness of purpose, and by the growing egalitarianism that permeated the group. 

Both the substance and the spirit of the partnership were brought back by the participants to their home schools to serve as catalysts for staff learning. The partnership has gone through several different phases, moving from discussions, to reflections on the discussions, to serious work by its members in restructuring schools, to making major changes in the teacher education programs through the creation of professional development schools.23 Discussions, conversations, consultancies, networking on particular topics, and teacher-led conferences have all developed and changed over time. This progression indicates that a major strength of the partnership is its recognition that it must keep changing the kinds of forums it creates to match the growing and deepening needs of its constituents. 

The Foxfire Teacher Outreach Network. While the Southern Maine Partnership began as a consciously created partnership between schools and a university, the Foxfire Teacher Outreach Network grew out of a teacher's discovery that, in order to interest students in learning in his English class, he had to involve them in areas of their own interest and choice. The dramatic story of how this happened has been recorded elsewhere.24 What concerns us here, however, is how one teacher's struggle was transformed into a strategy for the creation of teacher networks to provide professional learning beyond the boundaries of one classroom, one school, or one locale. 

Initially, teachers were invited to a "teacher outreach" program, where they participated in classes during the summer. Because they were teachers themselves, the original Foxfire group modeled the techniques that teachers might try with their students during the school year: from encouraging students to choose their own topics to research and to write about to involving them in identifying their own learning needs, with teachers serving as guides. Understanding that meaningful learning needed to be supported over time, they started networks in a few places where a Foxfire course had been offered and where there were growing relationships within groups of teachers. Meeting throughout the school year, these teacher groups became a formal part of the Foxfire Teacher Outreach Network, which has grown from five initial teacher groups to 20. These groups now exist across the country, and they continue to be centers for professional learning created by teachers, for teachers.25 

The Four Seasons Network. This network was organized by the National Center for Restructuring Education, Schools, and Teaching (NCREST) to bring together teachers from three reform networks: the Coalition of Essential Schools, the Foxfire Network, and Harvard University's Project Zero. The purpose of the Four Seasons Network was to support and encourage teacher participation and leadership in the area of assessment. It brings teachers together to learn about authentic assessment by learning from experts, by learning from one another, and by creating new modes of assessment in their own classrooms and schools. 

Initially, teachers from 10 different states were brought together during two summer workshops, while year-round support was provided through the use of an electronic network. This electronic network enabled teachers to share current stories of practice, discuss their struggles related to the creation of portfolios and exhibitions of student work, and give each other support and encouragement for taking risks.26 Since issues of assessment are crucial to all teaching and learning, the Four Seasons Network, by involving teachers from previously existing networks, has helped them all to expand the breadth of their reform work. 

These three collaborative efforts are examples of the kinds of networks and partnerships created to deal with complex educational problems that defy simplistic solutions and pat answers. By bringing groups of teachers together -- whether to work on particular subject areas, to articulate principles for reforming schools, to acquire new pedagogical techniques, or to change teacher education programs in schools and universities -- these networks provide access to new ideas and a supportive community in which to begin translating these ideas into meaningful action in schools and classrooms. In the process, teachers have helped to build an agenda that is sensitive to their contexts and concerns, they have had opportunities to be leaders as well as learners, and they have been able to commit themselves to goals that are broader and more inclusive than their initial concerns. 

Breaking the Mold 
My concerns here have been the limitations of traditional approaches to teacher development and the new kinds of learning that are informing the field. These ideas could be summarized as follows. 

· Teachers' professional development has been limited by lack of knowledge about how teachers learn. 

· Teachers' definitions of the problems of practice have often been ignored. 

· The agenda for reform involves teachers in practices that have not been part of the accepted view of teachers' professional learning. 

· Teaching has been described as a set of technical skills, leaving little room for invention and the building of craft knowledge. 

· Professional development opportunities have often ignored the critical importance of the context within which teachers work. 

· Strategies for change have often not considered the importance of support mechanisms and the necessity of learning over time. 

· Time and the necessary mechanisms for inventing, as well as consuming, new knowledge have often been absent from schools. 

· The move from "direct teaching" to facilitating "in-school learning" is connected to longer-term strategies aimed not only at changing teaching practice, but at changing the school culture as well. 

· Networks, collaboratives, and partnerships provide teachers with professional learning communities that support changes in teaching practices. 

As opportunities increase for professional learning that moves away from the traditional inservice training mode and toward long-term, continuous learning in the context of school and classroom and with the support of colleagues, the idea of professional development takes on even greater importance. For if teacher learning takes place within the context of a professional community that is nurtured and developed both within and outside the school, then the effects may be more than just an expanded conception of teacher development. Indeed, such teacher learning can bring about significant and lasting school change. 
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