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Abstract

Professional Development is of paramount importance for any educational organisa​tion, since quite often efforts to create an awareness of need among staff are met with apathy by an unprepared and unwilling staff inviting defensive responses. It is my contention that the school is seen today as the site of professional development and that the link between professional development and the school site is an indicator of poten​tial success of change in schools. The professional development of individuals is inex​tricably linked with the professional development of the whole school. If teachers are working together through the development of professional relationships, schools can lay claim to the synergistic benefits of professional development - the school is greater than the sum of its parts. Professional Development (P.D.) could be seen however, as a means to open up opportunities for everyone and to acknowledge the fact that in order to be successful, one must be educated continuously. A number of P.D. models is pre​sented in this paper in an attempt to present an account of the very complex and diverse domain of teacher development and learning and to highlight the need for the intro​duction of a systemic contemporary model of P.D. that could be utilised for the profes​sional development and training of Greek teachers.

Περίληψη

Η επαγγελματική κατάρτιση και η επιμόρφωση των εκπαιδευτικών είναι μέγιστης ση​μασίας για κάθε εκπαιδευτικό σύστημα. Το σχολείο θεωρείται ως ο κατεξοχήν χώρος στον οποίο θα πρέπει να αναπτύσσονται και να υλοποιούνται προγράμματα επιμόρφω​σης των εκπαιδευτικών. Στην παρούσα εργασία παρουσιάζονται μερικά μοντέλα επι​μόρφωσης και επαγγελματικής κατάρτισης καθώς και πορίσματα σύγχρονων ερευνών,
σε μια προσπάθεια εμπλουτισμού της βιβλιογραφίας. Στόχος μας επίσης είναι να δια​φανεί η ανάγκη για μια συστηματική και καλά μελετημένη υλοποίηση ενός σύγχρονου μοντέλου επαγγελματικής κατάρτισης των εκπαιδευτικών.

Introduction

In order for an occupation to be recognised as a profession, it is crucial that it has a strong base of expert knowledge. This knowledge should be widely recognised as complex, extensive, esoteric, and possessed only by fully trained members of the pro​fession. School teachers can claim professional recognition on the basis of at least three sets of expertise. The first is their mastery of teaching methods and techniques of classroom management. The second is mastery over particular disciplinary specialties. The third is an emerging ability to do scientific or educational research, write or create new works, publish in Journals and make presentations in conferences. 


Teachers often find that their academic training does not prove to be helpful for solving classroom problems. Too much of the teachers’ work seems to be based on their individualistic adjustment to their classroom rather than on a collective body of established traditions or scientifically and pedagogically validated principles. In Vic​toria, Australia, a growing number of young teachers in describing some education pre-service courses as being of the «Mickey Mouse» variety, easy and devoid of substance. Their criticism was that these courses did not provide a realistic preparation for teach​ing duties, based on Utopian goals impossible to achieve in the average classroom.


Professional Development (P.D. henceforth) is of paramount importance for an or​ganisation (Ministry/Region/School Unit), since quite often efforts to create an aware​ness of need among staff are met with apathy by an unprepared and unwilling staff in​viting defensive responses. It is also believed that the school is seen today as the site of professional development and that the link between professional development and the school site is an indicator of potential success of change in schools. Maxwell and Newman (1991), pointed out that: 

«Now there are quite a few in-school people who necessarily must become familiar with successful planning for staff development in the new context. From the head teacher to the leading teacher to the principal there is urgency for this knowledge to be available as the evolution of power actually begins to take hold» (p. 6)


There exists an urgent need to create an awareness of the importance of a continu​ous and dynamic Professional Development Program (P.D.P. henceforth) at each school and Region, since a number of staff members experience serious class manage​ment, student behaviour and instructional delivery problems. Co-operation and cur​riculum development problems and more specifically assessment and reporting prob​lems reach the point of ignorance in some reported cases (Clarke, 1993; Lovitt and Clarke, 1988). I believe that people’s horizons are limited by their vision in conjunc​tion to the vision of the organisation. If a school’s vision is myopic and very ephem​eral, so too will be its aims. There is also a need for cross curriculum fertilisation. Teachers seeking a refuge in their isolated disciplines will be in danger of facing pre​mature death.


I therefore propose that the Ministry of Education should promote a policy that will encourage every school to implement a (P.D.P.) in conjunction with a staff appraisal system. Each school’s P.D.P. will need to ensure that staff keep abreast of new and in​novative curriculum developments; to inform new staff and beginning teachers of or​ganisational, decision making, curriculum and assessment practices, to support staff with curriculum planning and development and any difficulties arising from imple​mentation. 


There is an urgent need to encourage staff to view P.D. as a platform for developing co-operative, shared and innovative practices; to extend and broaden the knowledge of experienced teachers; to enable staff in managerial roles - including principal class per​sonnel - to realise that their training should be part of an overall strategy of change and development related to school development; and to encourage the incorporation of ex​emplary practice.


It is obvious from the previous discussion that such a program is of fundamental importance for the survival of an organisation, since each staff member will be re​quired to participate to at least 2 or 3 (preferably mandatory) P. D. activities each year, reporting back to the rest of the staff or department, thus enhancing co-operation, eliminating myopic visions and improving the provision of a modern day, rational edu​cation for our students. The P. D. P. will also create new links between each school and the wider educational community (Μπαρκάτσας, 1998b), enabling the school to oper​ate as part at the educational community and not in isolation.

Developing effective P.D. Programs, some proposals

Most educators would agree that professional development is a dynamic and continu​ous process and not an event. In the same way the P.D.P., must be a well -planned and evaluated process. Maxwell (1993), claimed that: 

«It is assumed that if the school is to be an effective center of staff development it needs to consider very carefully the models of in-service (used synonymously with staff development) that it uses and that these models need to be linked to an overall plan or guide such as the strategic (school renewal or five-year) plan which is ar​ticulated annually through its management plan. After the review of relevant litera​ture data are presented that indicate one region’s position in relation to staff devel​opment processes» (p.55)


In addition, Sellars (1990), argued that there is no adequate theoretical foundation of P. D. for teachers and that P. D. P. must proceed without such a theory. This is of course a weakness, which makes P. D. an interesting research issue, and Sellars (1990) presented evidence that the research community is moving in the right direction. Ef​forts have been made by Clarke (1993) and his collaborators to introduce such a model for the P. D. of mathematics teachers (Appendix I). 


This model differs from many other models of professional development in its rec​ognition of the possibility of Classroom Experimentation and on-going teacher profes​sional growth in the absence of in-service activity. Teaching is a creative activity, and some teachers will engage in classroom experimentation informed solely by their per​sonal «wisdom of practice». The role of in-service activity can then be seen as stimu​lating and supporting informed teacher experimentation.

Summary of main features of the model

Previous models of teacher change have given inadequate recognition to the com​plexity of the process of teacher professional growth, leading to inadequate and simplistic descriptions of the relationship between action and reflection.

Teachers are always experimenting, and the role of an in-service program is to in​form and stimulate their experimentation.

It is in the combination of the Personal Domain and the Domain of Practice that a complete description emerges of the individual teacher. This emergent picture sets out what the teacher knows, what the teacher believes, and what the teacher does.

Classroom experimentation should be seen as the contextual catalyst for profes​sional growth, and the outward evidence of teacher change.

Reflection is the key mediating process by which teacher experience changes teacher knowledge and beliefs.

Enaction is the mediating process by which change in knowledge or beliefs is translated into changed practice.

Changes in teacher beliefs regarding the efficacy of new practices are mediated by the teacher’s inferences linking the new practices to valued outcomes. These valued outcomes will inevitably reflect the teacher’s existing conception of the goals of in​struction, and of acceptable classroom practice; that is, the teacher’s knowledge and beliefs.

The structure of the Clarke-Peters model has two significant implications for future teacher Professional Development Programs:

Recognition of the complexity of professional growth in a form which models pos​sible growth pathways allows the developers of in-service programs and other pro​fessional development enterprises to anticipate and encourage all avenues to profes​sional growth. 

The location of key analytic domains and mediating processes within the model highlights the particular elements, which might most usefully form the components of an in-service program.

Despite the fact that there is no unified theory of Professional Development for teach​ers, there are however, several definitions of Professional Development that have been proposed by researchers. Winrow (1985), added to the definition of Professional De​velopment the terms synergistic, and interdependent. She stated that:

«Professional Development is a dynamic internal process, marshalling the collective energies of the whole school. Just as the dynamo transforms mechanical energy into electrical energy, so too professional development can transform individuals to re​spond energetically and collectively to new ideas, new knowledge and new experi​ences. It generates an individual and collective desire to improve expertise and ef​fectiveness as teachers and as an educational establishment. It is the discovery of individual and corporate strengths and weaknesses the recognition and utilisation of latent skills. It is mutual support; free discussion and commitment to common aims; the sharing of knowledge and experience; co-operative research into classroom processes; and self- evaluation. Above all, it is synergistic. The professional devel​opment of individuals is inextricably linked with the professional development of the whole school. They are not independent but interdependent. If teachers are working together through the development of professional relationships, schools can lay claim to the synergistic benefits of professional development - the school is greater than the sum of its parts» (pp.116 - 117).


It is obvious that all the definitions of Professional Development consider it to be a continuous learning process, necessary for the improvement and professionalisation of the teaching staff. The literature is full of reports on what constitutes an effective Pro​fessional Development process. Most studies point out that since teachers are the most important resource in the teaching service, they must be provided with adequate and well-planned Professional Development education in order to function effectively.


Davies (1990), conducted an evaluation of staff development models in New South Wales, Australia. The summary of the results follows: 

School development days were considered by the vast majority of both primary and secondary principals as the most important strategy in the implementation of their staff development program. In-service sources and the use of consultants were rated as slightly less important.

Meetings of various kinds (were) also an important strategy for in-school staff de​velopment. The majority of respondents found them to be effective, with the excep​tion of secondary teachers, who reported that whole school staff meetings were generally ineffective.

The substantial majority of primary teachers felt that the staff Development Pro​gram had been generally effective in developing their classroom teaching skills, helping them to prepare teaching programs and enhance understanding of curricu​lum issues, but only a minority of secondary teachers shared this view.

Year/grade and faculty discussions and professional reading were the most often used and most highly rated means of enhancing curriculum development.

Principals and executives used a variety of sources for their own professional de​velopment. School based activities were found to be most effective by primary ex​ecutives, but were the least effective for secondary executives, who rated out of school in-service most effective.

These case studies revealed that there was no single successful approach to staff de​velopment. Every school had developed structures and practices to suit their particular circumstances. What was evident in all the schools visited however, was that the prin​cipal or key executive staff member(s) were perceived by all in the school to have en​thuses, high visibility and were sympathetic, empathetic and able to provide a sound practical advice. They were aware of the importance of establishing open, sharing and trusting environment within their school and made considerable efforts to build a sup​portive climate. There was evidence of clear planning, attention to detail, resourceful and sometimes innovative management of time, and constant «fine-tuning» of their programs. 


Maxwell (1993), criticised the model of in-service away from the school by saying that only one or two members of staff were in attendance - a factor inhibiting effective and successful change in schools. He proposed a different model, one that could lay the foundations for successful changes:

The content needs to be relevant for teachers.

The strategy would best incorporate a series of activities over time.

The in-service would best be offered to all teachers and administrators in the school, rather than to only one or two teachers in the school and tactics invented to make sure that Participation is maximised.

Time needs to be made available for discussion during the staff development ses​sions.

Between sessions opportunities are needed for trying out new skills in the class​room.

Tutorial support is provided in the individual participants’ classrooms between ses​sions.

Follow-up tutorial support provided after the in-service program has been com​pleted.

Relevant professional readings are provided to supplement the staff development meetings.

(pp. 57 - 58)

Professionals are expected to be strongly committed to life-long careers in their chosen occupations. Ideally, their professional identifications / credentials are so strong that they rarely consider learning their profession, except for completion reasons. The commitment of teachers tends to emphasise that a number of primary and secondary teachers fail to live up to these ideals. Among teachers, aspirations for administrative careers in education are a major factor in comparison to their relatively low commit​ment to teaching. Administration offers a «career» in ways that teaching does not. In Victoria, Australia, this is still the case despite efforts by the Ministry to improve teachers’ career paths via the introduction of the Advanced Skills Teacher category in the state school system and the leading teacher (classroom or administrative) in the private sector. Higher salaries, promotions, prestige and power are all available to the administrator but not to the classroom teacher.


Professional Development can be seen however, as a means to open up opportuni​ties for everyone to acknowledge the fact that in order to be successful, one must be educated continuously, must sacrifice time and devote a lot of energy in improving his/her credentials, one way being a well planned P. D. P. The individual, career-ori​ented activity of Professional Development (short course, conference, higher degree etc.), should be part of a broader system - wide and long - term developmental program and not to be left to the individual teacher to be carried out as a solitary activity. 


Sellars (1990), cited ten Principles of Good Practice. These ten principles have been distilled from a review of successful practices and the study of research literature on adult learning. The ten principles follow:

Recognises that teachers are learners who need to relate new knowledge to their ca​reer and classroom experiences; who need to apply and critically evaluate new practices in their own contexts; and who require support and encouragement throughout the process.

Recognises the contribution that both innovation-focused and action research deliv​ery modes make to teachers’ learning and it balances and supports these modes over time.

Provides a conducive setting and uses the school as its principal focus because of its pivotal role in the development and application of ideas, the practice and sharpening of skills, and the critical appraisal of curriculum programs.

Is directly related to the commitment and support provided by principals in schools and is enhanced through collaborative leadership.

Provides teachers with an access to and the development of relevant internal and external support services.

Involves joint planning and collaborative control over program planning and im​plementation by stakeholders with a commitment to the outcomes of the activity.

Supports teacher commitment by creating deliberate opportunities and incentives for recurrent or career long participation in professional learning.

Critically applies the results of educational research in recognised disciplines and new knowledge fields.

Takes place when systems, in situation and individuals commit themselves and their resources to the pursuit of personal and collective professional learning.

Moves beyond justificatory evaluation to conscientiously assess its impact on stu​dents and their learning, on teachers and their teaching, and on the educational en​terprise itself.

Sellars (1990), went on to propose a model of professional development based on Clinical Supervision. The core of the clinical supervision process is based on cycles of planning, observation and analyses of data leading to action. The model has the fol​lowing attributes and strengths:

Only a teacher can change his or her own behaviour; professional development is about change in behaviour. Clinical Supervision has its objective the improvement of instruction by assisting a teacher to make desired (by the teacher, that is, not by the supervisor) changes. The essence of Clinical Supervision is working with teach​ers, not on teachers. This is very much in tune with the theme of the self-activated, autonomous professional, which the earlier analysis identified.

The starting-point for professional development is the teacher’s perceptions, needs, concerns, aspirations, and present level of competence. This is in accord with the nature of adult learning referred to in the earlier analysis.

The approach is analytical, based on observed data rather than on opinions and impressions. This enables teachers to make gradual, identifiable, achievable changes in their teaching. Behaviour change, it is acknowledged, is usually slow. There is evidence that the necessary observational skills required in the clinical su​pervisory process are relatively easy to learn.

There is an emphasis on self-evaluation, action and reflection. This emphasis on reflection by teachers is central to the clinical supervisory process, and it has been very strongly advocated by the reflective teaching movement. Critical evaluation and reflection by teachers on teaching is a recurring theme in the foregoing analysis of professional development literature (Kitchener, K. and King, P., 1981; Schon, D. A. 1983, 1987).

The influence of the clinical supervisory process on classroom practice is supported by the research on coaching. In the earlier analysis the importance of the coaching process in in-service training was referenced. The «coach» is essentially a clinical supervisor. 

It is widely accepted today that another important characteristic of a P. D. P. is the in​centives that should be offered to the teachers who participate in P. D. activities. Jones and Lowe (1990), proposed a number of incentives:

«There must also be incentives for participation. The best incentive for teachers, not surprisingly, is the potential to improve students’ learning. But teachers can do this more effectively (and with higher morale) if they are given release time (i.e. time out of the classroom) or participate in staff development activities. And, of course, recognition is important. Is there a tangible way to acknowledge participation? An increase in salary is always welcome, but less dramatic recognition might include a certification of participation or even an opportunity to demonstrate a new strategy or technique to others» (p. 9)

Managing staff development is in itself an important managerial task. My proposal would be the introduction of a School Professional Development Coordinator, a con​cept that has gained much ground in a number of countries (Australia, England, U.S.A.). 


The Professional Development Coordinator will be called upon to perform the fol​lowing roles: Counselor, Motivator, Innovator, Mentor, Monitor, Evaluator, Adminis​trator, and Facilitator. No Professional Development Program can be effectively planned, implemented and evaluated without the instructional leadership of the school principal and a supportive climate for such developmental. 

Winrow (1985), claimed that: 

«If the structural organisation does not provide the opportunity for personal, active, practical and tangible support, the process is frustrated. It degenerates into helpless sympathetic listening and eventually negative attitudes and values will re-emerge. Opportunities need to be provided or mutual professional support in a practical way» (p. 127)


Staff development programs should be grounded both on a theory and a research foundation and should be carried out by utilising active participation of the teachers involved instead of passive listening to a lecture type activity.


In summarising the Professional Development of the 1990s, it may be claimed, fol​lowing Tickell (1992), that Contemporary P.D. will be characterised by the following features:

1.
Planning

(a)
At system level, a strong emphasis on longer-term, system-wide P.D. to ensure im​plementation of:

(i)
Major government initiatives

(ii)
Award/career restricts:

(b)
At school level, Professional Development becoming an integral part of school im​provement or renewal planning and/or program budgeting.

2.
Integration

A movement away from the notion of Professional Development as an «add-on» to​wards integration of Professional Development into program/policy implementation and personnel management (possibly associated with the integration of Professional Development personnel into all operating units).

3.
Co-ordination

Tighter co-ordination of Professional Development resources to ensure efficient use of funds (from various sources), teacher-release time, study leave, consultancy services etc and more explicit and structured arrangements between schools and support serv​ices.

4.
Evaluation

A more comprehensive view of evaluation of Professional Development with emphasis shifting from the short-term success for individual activities as perceived by partici​pants at the time to the effectiveness of overall programs in bringing about changes in professional practice and organisational behaviour and with tighter monitoring and analysis of the use of resources, access to programs etc.

5.
Liaison

More effective liaison between schools/systems and post-secondary institutions, in​cluding contractual arrangements for the provision of specified programs and services.

6.
Training

A more systematic and structured approach to training needs analyses, skills audits and closely related to career structures.


To recapitulate I will cite Clarke’s (1994), ten key principles of Professional Devel​opment, that can be used to guide the planning and implementation of staff develop​ment programs. The ten principles are as follows:
1. Address issues of concern and interest, largely (but not exclusively) identified by the teachers themselves, and involve a degree of choice for participants.

2. Involve groups of teachers rather than individuals from a number of schools, and enlist the support of the school and district administration, student, parents, and the broader school community.

3. Recognise and address the many impediments to teacher growth (at the individual, school, and district level).

4. Model desired classroom approaches during in-service sessions, with teachers as participants in classroom activities, and/or real situations with students, to provide a clearer vision of the proposed changes.
5. Solicit teachers’ conscious commitment to be active participants in the profes​sional development sessions, and to undertake required readings and classroom tasks, appropriately adapted for their own classroom

6. Recognise that changes in teachers’ beliefs about teaching and learning are de​rived largely from classroom practice; as a result, such changes will follow the op​portunity to validate information provided by professional development programs, through observing positive student learning.

7. Provide time and opportunities for planning, reflection and feedback, in order to report successes and failures to the group, to share «the wisdom of practice», and to discuss problems and solutions regarding individual students and/or teaching matter.
8. Enable participating teachers to gain a substantial degree of ownership, by their involvement in decision-making and by being regarded as true partners in the change process.

9. Recognise that change is a gradual, difficult, and often painful process, and pro​vide opportunities for on-going support from peers and/or critical friends.

10. Encourage participants to set further goals for their professional growth. 

It is my contention that there are a number of issues concerning Professional Develop​ment that will need to be resolved during the 1990s:

To what extent will Professional Development are mandatory?

In whose time will it take place?

In whose interests?

What sort of a career structure will prevail?

What is the best way to appraise teachers’ work?

To this extent it seems that Professional Development is a very complex issue requir​ing a very well planned program, which will be implemented if and only if the school’s senior management team succeeds in creating a receptive environment conducive to change and constructive criticism.

Concluding remarks: Implementation of a professional development program

It is well known that individuals learn at different rates and go through various growth states during in-service. As mentioned earlier in this paper, the creation of a receptive environment is possibly the most important facilitator of change in Professional Devel​opment activities. We have claimed in, that successful transformation of organisations is heavily dependent on the transformation of culture. Μπαρκάτσας (1998b), has ex​tensively analysed the concept of culture transformation, along with many other im​portant concepts related to the transformation of schools’ organisational cultures. 


Taking under consideration all of the above, each school’s implementation program could constitute the following: 

Bring models into key positions those pushing for change.

Create new meetings where problems can be articulated and shared.

Alter the management process at the top.

Reinforce cultural shifts and publishing role models.

Carry the message deep.

Revamp the communication system.

Be patient and persistent.

Adopt practices relevant to the system’s vision and the needs of teachers, students and the wider community (Appendix II)

Utilise Teacher Appraisal Models and/or T.Q.M. as vehicles for effective P.D.

APPENTIX I   (The Clarke-Peters model)

APPPENDIX II


(A sample professional development policy)

1.
Purpose

The College Professional Development policy exists to ensure that staff keep abreast of new and innovative curriculum developments and directions to inform new staff and beginning teachers of organisation, decision making and curriculum practices, to support staff with curriculum planning and development and any diffi​culties of implementation; to extend and broaden knowledge of experienced teach​ers; and to encourage the incorporation of exemplary practice.

2.
Guidelines

The Professional Development program should:

Address whole school issues as well as the special needs of individuals and groups;

Be co-ordinated, planned and ongoing;

Be open to all staff both teaching and non-teaching;

Meet the specific needs of the college;

Provide opportunities for staff to upgrade knowledge and skills;

Be built into the development of new policy initiatives;

Encourage co-operation of staff and sharing of existing expertise of staff;

Should have an equal opportunity perspective.

3.
Implementation

The curriculum committee will determine priority areas for Professional Devel​opment in collaboration with the Professional Development Coordinator.

Staff will submit written reports of their participation in Professional Develop​ment to the Curriculum Committee through the Professional Development Coor​dinator.

Staff will report to Department and/or Welfare teams and staff as appropriate after returning from professional development activities.

Staff will not be precluded from participating in non-priority areas but the cur​riculum committee may refuse such requests.

Staff will be encouraged to develop individual programs for Professional Devel​opment.

Regular professional development staff meetings will be organised, including sessions on the issues of Equal Opportunity for women and girls.

Regional, state and international wide Professional Development Programs will be advertised.

Staff will be provided with information on study leave, work experience, leave and teacher exchanges and encourage and support to apply.

Staff will be alerted to career opportunities, e.g. promotion, regional consulting positions and other opportunities.

Eligible women staff will be given the opportunity to attend at least one profes​sional development program each year designed to encourage women to apply for and take up Principal Class positions.

4.
Evaluation

A minor evaluation should be conducted annually by the Professional Development Coordinator.
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