A Framework for Professional Development - CELA
Based on both our conceptual framework and review of the literature on teacher learning and professional development, we arrived at the following framework for professional development in English language arts: 

Effective professional development is problem based and involves teachers in activity that has authentic educational change as its goal.
First, if we wish to engage teachers as active, participatory, and thoroughly professional learners, we need to involve them in meaningful problem-defining and problem-solving activity, in our case, instructional development. Thus, instead of offering "professional development" as our mode of implementation (predetermining and setting what teachers don’t know and need to know), our focus is on engaging them as reflective practitioners examining learning and performance – their students’ and their own. This activity of instructional development provides teachers with not only a sense of purpose, but also with agency, where their efforts can make real change in curriculum as well as instruction – and in how students do. It provides the best context for professional learning as well as a supportive environment within which to take the risks necessary for growth and change. 

A direct focus on improving student achievement has been an important element in recent models for successful professional development (Hawley & Valli, 1999; Sykes, 1999). It serves several important functions: 1) It provides a common, shared goal that can be addressed from different perspectives by all participants in the Partnership; 2) It provides the "dissonance" (Thompson & Zeuli, 1999) necessary to motivate change, by highlighting problems in student achievement; and 3) It provides a continuing reference point against which all participants can monitor progress.

Effective professional development is also practice based, focusing on the goals, materials, curriculum and students that are part of the teachers’ daily professional realities.
If we wish teachers to become engaged in and remain active participants in their own professional learning, the problems that are considered should be based in their most critical concerns and built on and into the day-to-day work of teaching. Thus, instead of offering teachers workshops and talk about what works elsewhere and why, we will engage them in locating their own major problems regarding curriculum, instruction and student learning, use videotapes and written accounts of other teachers as cases (similar to what Schoenbach and Greenleaf [2000] call literacy learning cases) – as objects of study to help them analyze ways others have approached similar problems (with similar students), and use meetings as times for teachers to reflect upon their own as well as others’ practices. The use of case materials documenting both classroom activities and student learning has played an important part in recent professional development initiatives (cf. Schoenbach & Greenleaf, 2000; Putnam & Borko, 2000; Merseth, 1996) because such cases are rooted in teachers’ practice but provide an opportunity for the reflection, analysis, and alternative perspectives that are necessary if teachers are to reconceive the possibilities of practice. 

A professional discourse community involving diverse groups of professionals provides a dialogic context within which debate, examination of assumptions, exploration of existing practice, and formulation of new possibilities moves the group toward greater coherence.
Thus, instead of focusing on teachers as individuals, we need to help develop a professional community, both within the school and at greater distance. The community will be made up of: 1) colleagues within the school who work as partners in learning; 2) expert teachers and administrators from around the country who have worked successfully with similar students in similar localities, who could serve as more distant colleagues; 3) university-based colleagues who have done research in related areas; and 4) facilitators who know the work of the Center and the field of English language arts. The community will be built on the notion of mixed expertise, where members of the community with particular knowledge and experience can be called upon to provide guidance and support when relevant. In our study, teachers’ knowledge as well as consultant knowledge are perceived to be different, but equally essential, in solving the problem of improving student performance in particular schools. Opportunities will be provided for participants in the local and more distant communities to interact face-to-face, electronically, and by video conferences. 

A dual focus on both conceptual and pedagogical tools enables teachers to deepen their own understandings of the ways they teach while also broadening their repertoire of successful classroom techniques.
The Center is in a position to provide relevant knowledge for the teachers to use to help them reflect on their practice and their students’ learning – frameworks for thinking about the various domains within the English language arts and the varieties of approaches to teaching them. Based on Center research findings and supported by much related research in the field of English and literacy, we distilled the list of 6 areas of emphasis reviewed in the section on the Knowledge Base for Instructional Development (above). Each of these has a supporting theoretical and research base (conceptual tools that can be drawn upon in reflection and analysis of practice), and a wide variety of ways in which they can be enacted (pedagogical tools). We will use videotapes and other case materials from classrooms we have studied (schools with similar student bodies, economically as well as in terms of race and ethnicity) to help the teachers examine a variety of ways in which the emphases are carried out, as well as things that may prevent them from occurring. These materials will be available as resources for the teachers to draw upon in their instructional development activities. They will serve as discussion starters, for the teachers to talk about and reflect upon, to relate to activities in their own classes, to adapt and improve upon, and to try in their own classrooms. Examination of the standards and curriculum, in light of the English language arts skills and knowledge underlying the various high stakes tests and the content features (Appendix A) included across states as middle grade content goals, will provide ways to focus on and rethink the conceptual tools knowledge and skills the students need. Further, the various case materials will be used to stimulate discussion and reflection on effective (and ineffective) ways to teach and assess this content learning. 

Successful professional development provides teachers with ongoing opportunities to reflect on their own practices.
While a two-week Summer Institute will mark a beginning of the instructional development activity, teachers will have opportunities to reflect on their ongoing practice both with their colleagues throughout the year at bi-weekly instructional development meetings and with an instructional facilitator who will visit their school twice a week to meet with individuals and groups of teachers, visit classrooms, and support the reflective enterprise. We see the Partnership activities as supporting a continuous process of growth through reflection and self-examination. Such reflection will be nourished by helping teachers develop a wide variety of sources of information on ways they can gain greater insight into what is going on in their classrooms. Some of this will be offered directly and through discussion, in group meetings among the teachers and facilitator. Some will be offered by various members of the larger community in the form of new conceptual tools teachers can use to look at their classrooms in specific ways – providing new "lenses" for thinking about curriculum, instruction, and assessment. (For example, specific frameworks for thinking about the conceptual demands of student writing assignments can be used by the teachers to think about the assignments they are giving, as well as to think about the strengths and weaknesses of their students’ performance. Profiles and patterns of instruction generated by the CLASS [Classroom Language Assessment System] program will serve as unique points of reference, particularly in facilitators’ individual work with teachers.) Some will come from systematic looks at student performance on the range of classroom activities as well as on the periodic Partnership assessments. Teachers will be encouraged to focus not only on the skills and knowledge related to the high stakes tests but also the skills and knowledge to perform more highly literate reading and writing tasks. The teachers will be encouraged to reflect not only on what they know and are learning, but on the kinds of professional information they need.

Successful professional development provides teachers with ways to assess their own progress in instructional development activities.
If Partnership teachers have legitimate agency for the instructional development activities they undertake, they must also have responsibility for assessing their own progress. The Partnership will include a number of activities to support such assessment. First, teachers will be encouraged to keep journals in which they reflect on the choices they have made and the problems and opportunities they encounter. Such journals are an important vehicle for supporting what Schon (1983) calls reflection on as well as in action. Second, they will also be encouraged to focus on different dimensions of student achievement as another way to assess needed areas of instructional development: what are the range of skills that students are developing in each of the content areas of the language arts (reading, writing, and language), including in particular the extent to which lower-achieving students are learning to participate effectively along with their higher-achieving peers. Third, Partnership teachers will be encouraged to consider the implications of various external assessments – the results of the achievement batteries that all students will take to monitor their achievement, as well as school- or state-based external examinations. Finally, the Partnership facilitators will engage in regular discussion of their observations of curriculum and instruction, including the patterns that emerge from the systematic analysis of patterns of classroom interaction (the CLASS program), in order to provide another set of lenses through which teachers can examine their instruction. Throughout the Partnership, teachers will be supported to reflect on their own practice and to use their reflections on their progress as guides for setting new needs, goals, and plans – a process of reflection and renewal that should continue even after the project has ended.
Pedagogical and Conceptual Tools
Our approach to professional development is further influenced by CELA’s own research on professional development (e.g., Grossman, Smagorinsky, & Valencia, 1999) that stresses the importance of both conceptual tools (e.g., theories of teaching and learning) and pedagogical tools (particular approaches, activities, and ways of understanding student performance). Tracing the development of beginning teachers, CELA researchers found a variety of levels of appropriation of the tools (concepts and practices) to which the beginning teachers had been introduced, ranging from no appropriation (rejection or complete lack of understanding) through use of surface features to mastery. In order to reach mastery, teachers must develop both sets of tools, as well as thoroughly explore the relationships between them. Such knowledge and exploration is conditioned by the settings within which teachers work and learn: each setting carries with it its own norms and expectations that guide action within the setting, "channels" that encourage and discourage particular ways of thinking and acting for teachers and students alike. Elmore, Peterson, and McCarthy (1996), studying teachers committed to teaching for thoughtfulness, reinforce the importance of both conceptual and pedagogical tools: the most effective teachers in their study had a thorough understanding of the guiding theory combined with rich exposure to contexts in which the theory was put effectively into practice, either as an institutional norm or through modeling and guided reflection on their own practice. These findings are consistent with a larger literature that suggests that both current teaching practice and responses to suggestions for change are mediated by the depth and content of teachers’ conceptions of both subject matter and learning (e.g., Peterson, Fennema, Carpenter, & Loef, 1989; Knapp & Peterson, 1991; Anderson, Raphael, Englert, & Stevens, 1991; Wilcox, Lanier, Schram, & Lappan, 1992; Richardson, Anders, Tidwell, & Lloyd, 1991; McCarthey, 1992). 

This conceptualization of pedagogical and conceptual tools grows from the sociohistorical work of Vygotsky (1962, 1978) and his followers and is also related to Shulman’s (1986, 1987) influential work on the kinds of knowledge that teachers call upon, knowledge that is essential for teaching well. Shulman makes a critical distinction between content knowledge and pedagogical content knowledge – both of which are necessary in effective teaching. His arguments moved the field to consider more explicitly the essential content that is at the heart of each discipline as well as the pedagogy related to the teaching and learning of that content. Building on Shulman’s analyses, Grossman (1990) contrasted the initial teaching experiences of English majors whose teacher education program emphasized pedagogical content knowledge with the experiences of beginning teachers who lacked such preparation. She found that those teachers with strong preparation in their subject and in the teaching of their subject were considerably more successful than those who only had a strong subject preparation.

Cohen and Ball (1999), writing from the perspective of large-scale reform, offer another useful perspective on the knowledge that teachers need. They argue that improving instructional capacity involves an interaction among three elements, all of which must be considered; these include the teachers, the students, and the materials. Real change depends on teacher knowledge of students and of materials, as well as on instructional routines. In Shulman’s terms, pedagogical content knowledge includes knowledge of student capabilities and the course of development, as well as knowledge of how available instructional materials can be used in new and perhaps more effective ways. The knowledge base upon which the Partnership for Literacy draws includes attention to each of these components: ways of teaching, ways of using materials, and ways of understanding student learning. 

From our perspective, the conceptual framework described above provides us with a way to organize a professional development program that is based upon the founding of active learning contexts where professionals at the implementation schools will be interacting as members of a diverse and growing professional community in ways that will help them gain the pedagogical and content knowledge that may be needed to attain their goal of improved student performance in English and literacy. As Putnam and Borko (2000) remind us, teacher educators have traditionally focused first on the teaching of general principles, followed by ways to help teachers apply this knowledge. Instead, they suggest that "what appear as general principles are actually intertwined collections of more specific patterns that hold across a variety of situations." Professional knowledge is learned in the context of specific activities and linked with characteristic features of classrooms, organized around tasks that are part of the teachers’ workday interaction with students and recalled for use in similar situations. 

A warning however comes from Stein, Silver, and Silver (1999), who remind us that just as teachers need to relearn their instructional approaches and practices, so too will experienced professional developers need to relearn their craft, which has traditionally been defined as providing courses, workshops, and seminars. Their (and our) next horizon will be to support the transformation of teachers, including learning how to work with groups of teachers on practice-based problems, moving beyond workshops to embrace collaborative professional community, and balancing individual histories and voices with the need to move beyond prevailing practices and beliefs.

