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Introduction

School and university connections should be as natural as those be-
tween schools of agriculture and farms or between medical schools
and hospitals. Unfortunately, the two institutions rarely collaborate.
Different goals, values, and governance systems often get in the way
of the best intentions. Educators may start collaborative ventures; but
soon the initial excitement wanes, and the collaborative effort fades
away.

These barriers can be overcome. I have visited schools where
teachers were excited about what they were doing, where discussions
in the teachers' lounge focused on pedagogy and issues of professional
concern. I saw teachers testing new cur.iculum materials and com-
municating their results to other schools via a modem and computer,
which a university helped purchase. I watcheL .1 teacher and univer-
sity professor struggle to assess what students had learned after be-
ing taught with experimental methods. I even learned about an
after-school science club for latchkey children, which was led by prac-
ticum students from a university.

I visited four sites where people from a university and K-12 schools
are collaborating in professional development schools (PDS). These
sites are Virginia Commonwealth University, Kansas State Univer-
sity, Michigan State University, and the University of Northern
Colorado. At these sites, I learned how people are overcoming the
barriers to collaboration.
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The first part of this fastback describes professional development
schools, gives a rationale for their existence, and shows how suc-
cessful ones have operated. This is followed by a discussion of the
history of professional development schools and the lessons those earli-

er efforts offer for current programs. Those factors that contribute
to the success of a collaborative effort are discussed, as are several
questions that schools and universities should answer at the begin-
ning of the collaborative process. The final section focuses on the
things that administrators can do to make a collaboration succeed.

This fastback is devoted to helping the reader understand and over-
come the various barriers that interfere with turning professional de-

velopment schools into reality. Building relationships between K-12
schools and universities is difficult, but it is worth the effort. It may

even be necessary.
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What Is a Professional Development School?

Aprofessional development school (PDS) is analogous to a teach-
ing hospital. It is designed not only to educate novice teachers, but
also to be a place where university and school faculty can collaborate
on research and development all within an administrative struc-
ture that encourages professional development and empowerment. In
a PDS pupils are rewarded with the best possible education we can
provide, just as patients get the best possible medical care in teach-
ing hospitals. The ideal PDS is a school where teachers and researchers
generate new knowledge about education, then put that knowledge
into practice as teachers are trained at the cutting-edge of their field.

Stallings and Kowalski (1990) identify six general purposes for a
PDS, and all professional development schools address some combi-
nation of them. The six purposes are:

1. educating pupils,
2. preparing new teachers,
3. developing innovative teaching practices,
4. conducting research,
5. providing inservice practice, and
6. disseminating educational innovations.

Amplification of these six purposes is provided in a Kansas State
University publication (Parker et al. 1992) describing its PDS.

9 9



I. A PDS is based on collaborative relationships between content
specialists, education specialists, and practitioners. Faculty from teach-
er education institutions work as partners with public school teachers
and administrators to improve teaching.

2. A PDS serves as a site to integrate theory and practice in a clini-
cal setting. Field work is aligned with course work.

3. A PDS can extend the knowledge base in teacher education
through collaborative inquiry into the teaching/leai,ling process. Site-
based research and action research are expected at a PDS.

4. A PDS encourages experimentation and risk taking. Staff are
involved in Inventing and trying out new practices. Experimentation
and sustained evaluation are integral components of a PDS.

5. A PDS is a center for long-term professional development. The
expectation is that students, student teachers, regular teachers, su-
pervising teachers, administrators, and university faculty are all learn-
ers. The PDS becomes a laboratory for observation, experimentation,
and extended practice, with the goal of producing reflective and ana-
lytical teachers.

6. A PDS is an integral component in the professionalization of
teaching. Teachers take on new roles and differentiated responsibili-
ties involving goal setting, problem solving, decision making, stu-
dent assessment, teacher preparation, scheduling, and staff
development.

The PDS ties schools and universities together. Universities are
traditionally charged with preparing new teachers and generating re-
search; schools are charged with educating pupils. An excellent school
needs teachers prepared by excellent university programs, using
knowledge generated by research in colleges of education. And the
university needs excellent schools in which to place preservice
teachers. The PDS, at its best, is a symbiotic relationship between
school and university.

Not surprisingly, a PDS looks much like any other public school.
However, parts of the school may appear a bit crowded due to the
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presence of extra people. Professors, university students, and other
"outsiders" are ubiquitous. Professors may be observing classes, teach-
ing classes, or talking to teachers. Perhaps they are meeting with sever-
al teachers at the same time. Or perhaps they are discussing upcoming
events with the principal.

Student teachers and practicum students also are present. In one
PDS, university students are responsible for an after-school science
club. In some schools, practicum students are responsible for jobs
normally done by teacher aides. In another PDS, a preservice teach-
er was in charge of a program where high school students worked
with elementary school children.

However, the main difference a visitor sees is that many more
teachers than usual are collaborating with each other. In formal meet-
ings, informal meetings, even in the teachers' lounge, teachers are
discussing issues of content and pedagogy. A fair number of PDS
teachers admit that they spend a lot more time discussing profession-
al issues since they became involved with PDS activities. Many PDS
teachers take on extra duties in addition to regular teaching. Thus
more teachers are present in the evenings and weekends than are found
in many schools.

Some of the differences between a PDS and regular schools can
be illustrated best by examples from schools I visited.

Every Wednesday morning at Holt (Michigan) High School, stu-
dents are not in attendance. The faculty use this time for meetings
and staff development. The day I visited, the morning was divided
into sessions in which staff discussed such issues as alternative stu-
dent assessment, teaching for conceptual change, and helping students
become more aware of the writing process. The sessions were led
by a teacher or a teacher and a professor; but other staff contributed
to a dialogue. Wednesdays also are days on which steering commit-
tees meet or teachers meet with administrators to discuss issues of
school governance.

At the Kansas PDS I visited, virtually every teacher in the school
seemed to have some special project or area of professional exper-



tise. Several had written grants or made presentations at professional
meetings. Many had field-tested new science materials acquired by
staff at the university.

Many PDS have at least one staff person who splits his or her time
between the school and university. Acting as a liaison between the
two groups, this person also coordinates preservice students as well
as teaching half a day.

I also learned of a preservice teacher who interviewed science stu-
dents to determine their preconceptions about a topic the supervising
teacher was about to discuss. The supervising teacher, with the as-
sistance of a university science education professor, waz. teaching for
conceptual change. Both used the information the preservice student
generated from the intervir.ws.

A PDS site is not necessarily limited to K-12 schools. Universities
also can be PDS sites. For example, at the University of Northern
Colorado many changes are occurring in the undergraduate curricu-
lum through collaboration between school of education and liberal
arts faculties. New teaching practices are tried in introductory-level
courses, using materials developed at the university; and education
research takes place in college classrooms.
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The History of Professional
Development Schools

The current PDS movement is associated with the Holmes Group's
Tomorrow's Schools (1986), with the Carnegie Foundation's call for
"clinical schools" (1986), and with John Goodlad's (1990) school of
pedagogy. These works describe similar kinds of partnerships between
public schools and colleges of education.

All of these works, in turn, were influenced by the ideas B.O. Smith
and his colleagues presented in A Design for a School of Pedagogy
(1980). Smith recommended that, after completing a bachelor's de-
gree program, preservice teachers spend two years in a special school

of pedagogy, for which they would receive a master of pedagogy de-
gree. In the school of pedagogy, the curriculum would focus on learn-

ing how to teach.
However, the history of the professional development school goes

back much further. The name "professional development School" may
be new, but the idea is as old as John Dewey's lab school at the Univer-
sity of Chicago. Dewey envisioned schools run jointly by colleges
of education and public schools. Like the PDS of today, they would
educate new teachers and serve as research sites. The lab school and
the short-lived portal school of the 1970s (see Stallings and Kowalski
1990) reflect almost all the characteristics envisioned for a PDS.

Lab schools flourished until about 20 years ago. They eventually
were condemned for being too different from the typ'. al public schools

and too expensive for many universities to ope- _ite. Critics argued

r)
13

fp



that if a lab school was radically different from the mainstream, then
teachers educated at them would be unprepared for regular schools
and the research generated there could not be generalized to public
schools.

These criticisms were justified. The student body at most lab schools
was not the same as that in most schools; most lab schools were over-
loaded with faculty children. Nor was funding received by most lab
schools equivalent to that of public schools. Today's PDS differs from
these earlier efforts because the PDS is an autonomously operated
public school receiving the same amount of government funding and
educating the same students as any other school.

The history of the lab school suggests the difficulty in integrating
teacher education the demonstration of exemplary teaching practice,
and research. Lab schools were more likely to focus either on teach-
er education or on the other two goals. Even Dewey's lab school had
little or no involvement with teacher education.

Moreover, collaboration between lab school faculty and school of
education faculty often was minimal. University faculty commonly
viewed the lab schools as research sites and places where student
teachers could experiment with the new ideas received from their edu-
cation professors. On the other hand, lab school teachers worked
primarily with students and emphasized best practice over experimen-
tation.

The experience with lab schools suggests several issues that must
be resolved for a PDS to be successful. Participants at both school
and university sites must have clear goals that are mutually agreed
on and that benefit both groups. In addition, 'e PDS should not try
to address too many goals, at least initially. Firally, it should be kept
in mind that teachers and university faculty may have very different
perceptions about their roles in a PDS.

14
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Advantages of a Professional
Development School

Pupils get a better education in a PDS, because teachers in these

schools are enthusiastic about what they are doing. In addition, the

pupils have access to computers and new instructional technology,

new curriculum materials, more instructors to help them (including
university professors, student teachers, and practicum students), ex-

posure to a larger variety of teaching techniques, and better assess-

ment strategies.
Almost everyone believes schools need reforming, and the PDS

is an efficient way to do that. If you take a staff-development pro-
gram that recognizes that teachers will change when the environment

of the school changes and then add the notion of teacher develop-

ment as a continuum that begins at the preservice level and continues

to retirement, you have a PDS!
Levine (1988) discusses several important reasons for having profes-

sional development schools. First, public schools were established

originally to educate many people in basic literacy skills and rote
knowledge. But current goals are different; they stress creative and

independent thinking and getting students to like classes and them-
selves enough simply to stay in school. Today's different goals re-

quire different school practices and instructional support. This point

was emphasized by several teachers and principals I talked to. They

pointed out that the children they are working with today are differ-

ent from those even 10 years ago. They added that since the country



is changing from an industrial base to a service and information base,
schools must change to reflect these societal changes. The PDS facili-
tates this change at the school site.

Second, collaboration will improve teaching practice. Levine (1988)
states that "the same environment which supports the development
of knowledge based, inquiry based professional practice is also one
which enhances student learning" (p. 4).

Third, teachers consider field experiences the most important part
of their preservice training. However, these experiences often are un-
structured and unguided. Better cooperation between school and
university increases the structure and guidance that prospective
teachers receive in the field, increasing the value of their field ex-
periences.

Fourth, to be a self-governing profession, teaching needs a struc-
tured induction experience conducted under the supervision of mas-
ter teachers, who can attest to the competence of new teachers. To
Levine, this implies the existence of standards of practice, developed
and upheld by experienced teachers and required of novices. The PDS
can provide this experience.

School-university collaboration can benefit everyone involved.
University staff get a laboratory. They get a place to help educate
new teachers. And they themselves learn more about teaching.
Teachers in a PDS get to be on the cutting edge of new methods and
materials. For example, at Kansas State University the PDS is a site
for testing new and updated curriculum materials. In addition, PDS
collaboration brings access to university resources. Special inservice
opportunities are available, and university grants pay for staff develop-
ment. Indeed, the PDS may take on the role of a staff-development
center, with teachers playing key roles. Teachers get a voice in how
future teachers are educated.

More important than special resources may be opportunities to col-
laborate with other teachers and education professionals from out-
side the school. Most teachers still tend to work in isolation, but they

16



can be invigorated by meeting regularly with other teachers to com-
pare notes on professional issues and practices. Counterparts at the
university or school provide alternative viewpoints. The teacher's job
is further professionalized by taking on new roles and responsibilities.

17



Starting a Professional Development School

Fullan (1991) recommends starting by considering several ques-
tions about readiness for change. Honestly answering these questions
can help a school decide if it is a good time to begin a PDS effort.

Dees the PDS effort address a perceived need? To answer yes, you
have to know what participants' t-eds are. Establishing goals for the
PDS (based on teachers' perceived needs) is one way to begin.

The professional development schools I visited usually conducted
their initial needs assessments through meetings between university
and school staff. Usually, the university initially was concerned with
finding out what the teachers' perceived needs were. The university
then determined what resources it could offer the school; and school
people decided if they wanted to work with the university.

The staff at Michigan State University, which works with more
professional development schools than any other university, see their
role at this point as people who listen and help others clarify their
goals. They recommend that schools establish clear, realistic expec-
tations. In other words, the schools must be sure that they are in-
terested in more than money and attention. The teachers need to realize
that establishing a PDS means more work and time, even if it is ulti-
mately more rewarding. Sample questions include: What do you hope
to get out of the PDS? What benefits do you think it will have for
students? What do you think are its drawbacks? What does profes-
sional development mean to you?

18



At the same time that staff at the school determine their needs,
university staff also should determine their needs and the extent to
which the school can help them. Both research and common sense
confirm that the best PDS collaboration is symbiotic, beneficial to
all the partners.

Does the PDS effort represent a reasonable change? Some schools
have tried to ensure this by having teachers and administrators first
create a reasonable plan for the PDS effort and then frequently re-
examine the plan as they learn from experience. This requires flexi-
bility because every PDS is unique.

Because every school is different, what works at one school may
fail at another. It is not always possible to adopt a successful model
wholesale. Specific ideas can be transported from one school to an-
other, and they may succeed; but one should not assume that these
ideas will be successful without modification.

The factors discussed above also apply to colleges and universi-
ties. Institutions of higher education can change; and, as with K-12
schools, success is more likely if the faculty and administration are
ready for the change. The faculty will be more ready if they see the
proposed innovations as reasonable and as addressing perceived needs.

Do participants have the requisite knowledge and skills? Do they
have the time? Consider, for example, a school that decides it is im-
portant to build a sense of community within classes and between
teachers. Teachers, administrators, and university people may decide
that cooperative learning and team teaching are two approaches to-
ward this goal. However, if no one knows anything about coopera-
tive learning or team teaching, the chance of success is very small.
The next step for the staff at this school would be to learn more about
these methods.

One prerequisite for success is learning about the change process
and how to work together. Teachers and professors generally agree
on this. However, the two groups seem to disagree about how much
time needs to be spent on learning about the change process. Profes-

19
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sors at Michigan State University and Kansas State University have
reported that teachers often object to all the time spent on these is-
sues. According to the professors, the teachers felt that the discus-
sions on the change process were too theoretical and filled with jargon
and that some of the time could have been better spent on other
matters.

Are facilities, equipment, and materials available? District mon-
ey, grants, or other sources of outside support almost always are neces-
sary in the creation of a PDS.

Are other crises or change efforts in progress? There are limits to
how much people can do.

Is the proposed change compatible with the culture of the school?
A school's culture consists of a complex mixture of people's percep-
tions. The people include everyone who is a part of the school and
its activities: students, teachers, administrators, parents, the local com-
munity, even state and federal education personnel. However, it is
probably enough to start with teachers and administrators. The pro-
posed changes in creating a PDS are more likely to succeed if they
are supported by the school's teachers and administrators. What is
needed is true support, beyond the level of mere lip service.

In the beginning, it is often difficult to gain support for significant
change from all teachers and administrators. Change efforts usually
begin with a small group of teachers and the principal, superinten-
dent, or other influential administrator. If these people succeed, more
people will join the effort and gradually the school's culture will
change.

There is no one best way to start a PDS. However, the Holt High
School PDS can serve as an example. First, there already was infor-
mal collaboration between some of the Holt teachers and Michigan
State University faculty before any formal collaboration began.

The projects that eventually became the Holt High School PDS be-
gan one summer with a few math teachers at the school concerned
about the small number of math classes taken by students and the stu-
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dents' lack of confidence in their math abilities. The teachers and a
university professor began to examine ways to increase students' math
confidence. The professor observed target classes one or two days
a week and met with teachers and a counselor one day a week. The
counselor and one teacher had one hour of released time for planning
(an intern from the university was hired to cover the teacher's class
for that time). A Ph.D. student documented what was happening in
the classrooms and interviewed students. Eventually, 14 teachers,
three college faculty, and six graduate students were involved in the
first year of activities.

This project started small. Teachers joined after seeing others suc-
ceed. The initial groups were people committed to trying new things.
Also, the initial collaboration was among people who knew each oth-
er previously; and all were volunteers.

21



Key Factors for Success

Although every PDS effort is unique, there are some problems that
occur in most of these efforts. This chapter presents :,uggestions that
can ease the way. Some of these involve deliberate actions. Others
are simply aspects of the process to be aware of.

Expect resistance. Blaming others for being resistant to change is
never helpful, even though resistance to change is normal and is to
be expected. Although some people will immediately be open to
change and will be willing to examine what they are doing critically,
others will change much more slowly. A few people at both school
and university levels will never change.

One principal recommends appointing those most open and least
open to change as members on a school restructuring committee,
where differences can be ironed out early. However, most people who
have been involved in a successful PDS recommend starting with the
volunteers most open to the planned changes. These volunteers often
include people who have collaborated on other projects before be-
ginning the PDS project.

After the initial "pioneers" succeed, more will follow when they
see the concrete success of the first group. These are the skeptics who
don't want to risk investing time and effort on the whim of someone
else's ideas about what will "work" at a school. Eventually, enough
of the skeptics will become involved to make the PDS a schoolwide
effort; a few may decide to leave the school. The process can take
several years.
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Fullan & Miles (1992) strongly caution against blaming other peo-
ple's "resistance" as the source of difficulty in establishing t.I.e PDS:

Things hardly ever go easily during change efforts. Since change
necessarily involves people, and people can commit willed actions,
it seems natural to attribute progress that is slower than we might wish
to their "resistance." . . .

But it is usually unproductive to label an attitude or action "resis-
tance." It diverts attention from real problems of implementation, such
as diffuse objectives, lack of technical skill, or insufficient resources
for change.

Change does involve individual attitudes and behaviors, but they need
to be framed as natural responses to transition, not misunderstood as
"resistance." During transitions from a fam:".ar to a new state of af-
fairs, individuals must normally confront the loss of the old and com-
mit themselves to the new, unlearn old beliefs and behm iors and learn
new ones, and move from anxiousness and uncertainty to stabilization
and coherence. Any significant change involves a period of intense
personal and organizational learning and problem solving. People need
supports for such work, not displays of impatience.

Blaming "resistance" for the slow pace of reform also keeps us from
understanding that individuals and groups faced with something new
need to assess the change for its genuine possibilities and for how it
bears on their self-interest. (p. 748)

Like the proverbial occupant of a glass house, all involved in a PDS

effort should look carefully at themselves before blaming others for
being resistant. For example, a Michigan State University professor
pointed out that it is common for professors to come to schools with
preconceived notions about research and to be highly resistant to sug-
gestions about what is or is not appropriate to do in a particular school.
However, the same professors do not understand why the teachers
reject their suggestions about changing their teaching!

Liaisons are critical. People accepted at both the university and
the school are critical to the success of a PDS effort. Energetic, com-
mitted, enthusiastic people who can cross the school-university bar-
rier are vital to sustaining the process.
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However, these people are difficult to find. For example, while
university professors may believe they are well suited to act as change
agents, Huberman (1973) points out that a person from the universi-
ty "has infrequent contact with teachers; he must first pass through
an administrative filter; he is usually not asked to come to the school,
and his advice is seldom valued unless he is or has been a school teach-
er" (p. 27).

Ideally, university faculty will spend a lot of time with teachers
and pupils in the PDS; and some PDS teachers should be familiar
with how the local university operates. This kind of exchange helps
break down the barriers between the institutions.

It is especially important for university faculty to spend a lot of
time in the schools. Teachers I interviewed frequently commented
on the misconceptions professors have about today's schools and their
pupils. The teachers said it was important for professors to at least
sit in on classes and perhaps occasionally teach some classes.

University faculty must first be accepted by the school's staff in
order to earn their respect. This takes time and energy, but it is criti-
cal. The literature on successful change, including creating profes-
sional development schools, repeatedly points to the influence of a
single individual who is accepted at both the school and university.
The importance of such a person becomes apparent when, as some-
times happens, the person leaves and the project falls apart.

Let's talk. Communication is important for breaking down barriers
and helping participants understand each other. Large-scale change
is more likely when participants have many opportunities to observe
and talk to each other about what they are doing. For communication
to happen, the school week must be structured so that teachers have
time to talk and collaborate. But time, by itself, does not guarantee
collaboration.

One problem is that some people will be ready to start before they
have established clear goals. Or they will be ready to start before they
fully understand what is involved in undertaking a project. Impatience

2 24



is human nature. Thus it is important that one of the first things that
participants do is establish worthwhile goals in planning the PDS.
In this way, those who are eager to do something can be guided in
doing things that accomplish project goals.

I'll scratch your back if you scratch mine. The PDS collaboration
should be symbiotic. Everyone involved must believe they are getting
something out of the effort. Teachers should know that they are getting
special resources and, most important, that they are treated like profes-
sionals. Professors should know that they are getting the opportunity
to try out innovative ideas and have a place to do research and send
preservice students. Administrators should know that they will receive
the recognition that comes from implementing something innovative.

There are many other ways in which collaboration between a univer-
sity and PDS is mutually beneficial. For example, at the University
of Northern Colorado, teacher mentors at the PDS help in the revi-

, sion and delivery of teacher education courses, thus keeping instruc-
tional practices in the university courses congruent with K-12 realities
by modeling effective teaching strategies for professors and students.
At Virginia Commonwealth University, K-12 teachers serve as in-
structors in both education and subject-matter courses. At Kansas State
University, they help coordinate. the preservice program. The practi-
cal approaches these teachers bring have resulted in changes in how
university classes are taught and in greater satisfaction among preser-
vice students.

Know whom to talk with. Open and clearly established lines of com-
munication are essential for successful collaboration. It is important
to establish these lines of communication both between the institu-
tions involved and within each institution. It is frustrating to call a
university and be unable to reach the person with whom you need
to speak or to be shuffled from person to person. This sort of ex-
perience alienates both university staff and K-12 teachers.

If a problem arises, participants should know whom to contact and
how to reach that person. That person could be the liaison discussed
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earlier, or it could be a coordinator at the university or school who
can get back to the caller if she or he cannot answer the question.
It is comforting for everyone to know whom to contact with a ques-
tion or problem.

The right kind of governance structure. Teacher involvement is
needed in every aspect of governance. Leadership positions can be
co-chaired by representatives from the university and the school. Im-
portant decisions are made by small committees representing the key
groups. Committee members must stay in close contact with those
they represent. For example, Holt High School essentially is run by
various committees. These committees usually include teachers,
professors, and administrators. Even the school principal sits on a
committee and has to abide by its decisions. He has one vote, just
as everyone else does.

A centralized, bureaucratic school system or university hinders col-
laboration. People find it harder to feel empowered within large or-
ganizations, where decisions must e cleared through layers of
bureaucracy and where suggested changes must be cleared through
superiors Thus the chance of success is higher if the PDS is part
of a small or decentralized school district.

Big-city professional development schools do exist. The Houston
Teaching Academy, jointly run by the city school district and the
University of Houston, is an excellent example. However, this school
has been freed from some bureaucratic control.

Try something new. Establishing a successful PDS means more than
just doing better what already is being done. Doing a better job is
an admirable goal, but doing something different is much harder to
accomplish. Perhaps the best way to encourage people to try some-
thing new is to talk to the teachers implementing an innovation.

But this one is different. legative experiences in the past often in-
terfere with collaboration. Such experiences are one reason K-12
teachers dislike or distrust professors. The PDS's I studied indicate
clearly that K-12 teachers' negative feelings toward university profes-
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sors can be changed over time by sincere professors who demonstrate
their commitment to collaborate with K-12 teachers as equals. Profes-
sors need to come to the schools regularly, get to know the teachers,
and spend time in classrooms as observers or perhaps teaching occa-
sionally. The goal is for professors to gain credibility with teachers
while creating a sense of collegiality.

For example, a science education professor at Virginia Common-
wealth University spends approximately one day each week working
with science teachers in a nearby middle school. Another professor
during her sabbatical traded places with a high school English teach-
er; the professor taught the teacher's English classes, and the high
school teacher taught at the college. The experience was rewarding
to both parties. It also is common for professors and teachers to meet
and discuss the teachers' professional needs. The professors use the
outcomes from such meetings to write teacher enhancement grants,
which are then carried out by local teachers.

Participants need to realize that achieving true collegiality takes a
year or more of working together. A professor should not pay one
or two visits to a school and then decide its teachers are resistant to
innovation.

Finding time for collaboration. Time is a scarce resource for both
teachers and professors. Successful professional development schools
find ways to give their teachers the time needed for collaboration.
In one school, four teachers are released one half-day a week to work
on projects elated to the PDS mission. During this time, their class-
es are taught by specialists who offer lessons in multicultural studies,
a requirement of the local school district. The specialists are recent
university graduates who previously had worked in a PDS.

A school in New Hampshire solved the time problem by going to
a four-day school week with the fifth day reserved for meetings and
staff development. By using an extended school day from 8:00 to 3:30
Monday through Thursday, no instructional time was lost. And the
school even saves money on building utilities and by not having to
run the school buses.
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Another time factor to remember is that school and university peo-
ple operate on different daily and annual schedules. Many teachers
are involved in extracurricular activities; university people often travel.
It can be difficult to find time to meet. Arrangements should be made
as far in advance as possible. Generally, it is easier to change univer-
sity schedules than school schedules.

Don't overlook community resources. Support from the larger com-
munity can make a positive difference for a PDS. Leaders of local
business associations are good people to contact regarding possibili-
ties of business involvement in the collaborative effort. Businesses
can provide financial support, access to resources, and increased op-
portunities for pupils to connect school with the world of work. For
example, students at the Holmes Middle School in Michigan work
in local hospitals. This liaison with members of the local health-care
community gives students exposure to career opportunities in the
health field and makes them more knowledgeable consumers of avail-
able health services, such as free clinics and neonatal care units.

To establish these kinds of liaisons, begin with the local business
associations and the "movers and shakers" within these groups. Then
go and talk with them to find out their needs and see if the PDS can
help them. The local superintendent already may have made some
of these connections.
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Factors that Interfere with Collaboration

Schools and universities have different cultures. To have a successful
collaboration, it is important for all involved to understand these differ-
ences. As Brookhart and Loadman (1989) explain, culture is "shared
frames of reference people use to interpret what others say and do
as well as to determine how they will speak and act themselves"

(p. 3). You must understand a culture to speak meaningfully with its
subjects.

One difference has to do with work tempo. Public school teachers
do several things at once; their work life is constrained by bells and
rigid schedules. Little time remains for review or reflection. On the
other hand, university professors use their time to conduct and re-
view research in their field, to prepare lectures, and to serve on faculty
committees. They have more flexibility in how they use time. These
differences lead to different perceptions of professional time. A "long-
term project" may mean six weeks to a school teacher and six years
to a professor.

Professional focus is another cultural difference. Teachers' work
centers on activities and action-oriented plans, on doing things. Presen-

tations at teacher conventions usually feature activities to use in
the classroom. Resource activity books are popular items for teachers
to buy. Professors' interests are more likely to be in the areas of the-
ory and policy; they tend to think in broader terms than teachers.

ct)
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The two groups also have different career reward structures.
Teachers are rewarded by seeing their students succeed. Professors'
rewards are for publications, research grants, recognition in an aca-
demic field, and academic rank. Too often the university setting works
against faculty involvement in K-12 schools; institutions of higher
education rarely reward this kind of work. The key point is that
teachers' rewards are generally more intrinsic than those of profes-
sors, whose rewards generally depend on other people's judgements.

Teachers and professors have a different sense of personal power
and efficacy. University professors sometimes feel they have more
power and status than teachers. Teachers understandably dislike be-
ing perceived in that way. Irvin (1990) discusses other differences.
Professors generally have more autonomy than teachers. They are
largely self-policing and often make hiring and promotion decisions.
In schools, on the other hand, administrators typically are in chrrge
of teachers; they observe and evaluate teachers. Professors are treated
more like professionals than are teachers. The difficulty comes when
professors think of themselves as being more professional than
teachers.

Academic freedom is another difference. Professors generally have
more of it than teachers. Professors develop their own courses, where-
as teachers are expected to follow K-12 curricula developed at the
central office. Teachers often are discouraged from probing the front-
iers of knowledge or pedagogy.

Another cultural difference between university and school people
concerns preservice teacher education (Winitzky et al. 1991). Univer-
sity professors commonly emphasize critical analysis of teaching and
the meshing of theory and practice. Teachers, on the other hand, of-
ten prefer an apprenticeship where preservice teachers spend time in
the classroom learning from experience and replicating the skills of
their mentor teachers. These different perspectives are a source of
tension between school and university people. School people may be-
lieve university people are too theoretical and do not give preservice
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teachers a realistic view of what it is like to work with 25 to 30 chil-

dren in the classroom. University people may feel the teachers are
undermining faculty efforts.
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The Role of School and
University Administrators

Principals are often unsure of what their role in a PDS should be,
according to Barbara Markle, a former principal and superintendent
who now works full time for the Michigan State University PDS. Prin-
cipals have been taught to be managers more than change agents.
While comfortable with giving teachers increased responsibilities, they
may be uncomfortable with releasing ultimate responsibility. After
all, it is the principal who still deals with teacher unions, staff evalu-
ations, parents, and the larger community. Regardless of what is hap-
pening in the school, the district administrators and most members
of the community still assign ultimate responsibility to the principal.

Markle suggests that principals must make their own staff develop-
ment a priority. She also suggests they attend some of the same staff-
development activities as their teachers in order to make themselves
more accessible. Principals need to attend designated principals' work-
shops and regularly attend the inservice sessions provided by the facili-
tators in their building. Attending workshops shows the principal's
support for the PDS effort and helps ensure that she or he knows what
is happening in the project.

District administrators also are vital for a successful PDS effort,
as well as for any other type of school-university collaboration. There
are specific commitments that district administrators must make for
the school-university collaboration to succeed (Powell and Hackett
1992):
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1. New curriculum materials in areas relating to the project should
be consistent with the goals of the project.

2. Participating districts must agree to a minimum two-year im-
plementation program. A three- to five-year commitment would
be even better. In addition, each participating school should
give the PDS project a large enough focus so that teachers are
not overwhelmed with other distractions.

3. The district must commit enough funding to maintain supplies
over a period of time that is probably longer than that provided

by outside funding.
4. At least one trainer must be released part-time to coordinate

the implementation efforts for the district, even in a very small

district.
5. Building-level facilitators need released time throughout the pro-

ject to plan and deliver inservice instruction, to conduct demon-
stration lessons, and for peer coaching.

6. Time and money must be allocated to adequately support the
PDS implementation process, even when outside funding is be-
ing used.

7. Visibie support from top-level administrators is critical to en-
sure budget allocations needed for PDS implementation and to
encourage the support of principals and other curriculum
specialists.

8. Districts need to provide adequate incentives for participation
in all activities.

9. School people involved in training others must be committed
to attendance and active participation in all workshops. Regard-
less of how much money is available, this usually translates
to extra time and effort.

University administrators can encourage university-school collabo-
ration, but first they must recognize the advantages collaborati m has
for them. Of course, school-university collaboration projects can bring
grant money to the university. However, more important is that col-
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laboration represents positive public relations and community service.
In addition, collaboration can result in better teaching at the univer-
sity; and a PDS effort certainly can improve a preservice teacher edu-
cation program.

Another advantage is that school-university collaboration recruits
students. High school graduates who know some of the university's
faculty, and perhaps know their way around campus, might be more
likely to attend that university. This type of strategy has been used
especially for attracting under-represented populations of students into
higher education.

One way that the university administration can help is by reward-
ing school service activities when it comes to promotion and salary
increases. At Virginia Commonwealth University, department heads
work with faculty to arrange a schedule that melds school service with
college teaching and research. Faculty sometimes are given released
time to work in the schools, which usually entails hiring adjunct faculty
to teach one course for one semester.

Generally only tenured faculty are rewarded for school service. For
example, the policy at Virginia Commonwealth University is that jun-
ior faculty establish a strong teaching and research record before be-
ginning intensive collaboration. In fact, the vast majority of faculty
working in the professional development schools I visited were ten-
ured. An exception is Michigan State University, where junior faculty
work one-fourth time in the schools. They are, however, expected
to generate research papers or products reflecting university-level
scholarship as a result of their work in the PDS.
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Conclusion

rrhe path to creating a professional development school is neither
straight nor easy. Just as there are limits to how much someone can
tell you about how to walk the path, so are there limits to how much
I can tell you about creating a PDS. Perhaps the best advice I can
offer is that there are those who already have established successful
professional development schools. The path is walkable.

35



References

Brookhart, S.M., and Loadman, W.E. "Work Perceptions of University and

Public School Educators." Paper presented at the annual meeting of the

American Educational Research Association, San Francisco, 1989. ERIC

No. ED 309 720
Carnegie Forum on Education and the Economy, Task Force on Teaching

as a Profession. A Nation Prepared: Teachers for the 21st Century. New

York, 1986.
Fullan, M.G. The New Meaning of Educational Change. New York: Teachers

College Press, 1991.
Fullan, M.G., and Miles, M.B. "Getting Reform Right: What Works and

What Doesn't." Phi Delta Kappan 73 (June 1992): 745-52,

Goodlad, J.I. Teachers for Our Nation's Schools. San Francisco: Jossey-Bass,

1990.
Holmes Group. Tomorrow's Schools: Principles for the Design of Professional

Developmental Schools. East Lansing, Mich.: Holmes Group, 1986.

Huberman, A.M. Understanding Change in Education: An Introduction. Paris:

UNESCO, 19'13.
Irvin, G. "Collaborative Teacher Education." Phi Delta Kappan 71 (April

1990): 622-24.
Levine, M., ed. Professional Practice Schools: Building a Model. Washing-

ton, D.C.: American Federation of Teachers, 1988. ERIC No. ED 313 344

Parker, B., et al. Development of an Innovative Modelfor the Preservice

Preparation of Elementary Teachers for Enhanced Science, Mathemat-

ics, and Technology Teaching. Manhattan: Kansas State University, 1992.

L. LI
36



Powell, D., and Hackett, J. Critical Components of the Elementary Science
Implementation Project. Greeley: University of Northern Colorado, 1992.

Sinclair, R.L., and Harrison, A.E. "A Partnership for Increasing Student
Learning: The Massachusetts Coalition for School Improvement." In
School-University Partnerships in Action, edited by K.A. Sirotnik and J.I.

Goodlad. New York: Teachers College Press, 1988.
Sirotnik, K.A., and Goodlad, J.I., eds. School-University Partnerships in

Action. New York: Teachers College Press, 1988.
Stallings, J.A., and Kowalski, T. "Research on Professional Development

Schools." In Handbook of Research on Teacher Education, edited by W.R.

Houston. New York: Macmillan, 1990.
Winitzky, N., Stoddart, T., and O'Keefe, P. Great Expectat'ons: F"iergent

Professional Development Schools. 1991. ERIC No. ED 338 576

37



PDK FastbaCk Series titles
ailed psti 141'166: immossii,

Is.l Latin of the Havoikappa
hale

187. hisiinisamia In the Socusdart Scheel: The
Role sine Radar Teacher

1111. Chakenak *se Wiled and Takata Ilona
MeNior-Malsiod Earichmool Mints

191. What Yes Shield Mow Mod Teaching and
Leonia Styles

103. TM Tonna si Mitag In Our Schools
164. Teaching and the Ad it Ondisaing
197. Effective Programs kr the Marginal High

School Nodal
Md. Masts( Teachers
283. Pres and Con it Merit Pay
205. The Case for the Kindergarten
200. Plillosedr

Makin
. for Children: An Approach to

Critical
207. Television and Children
206. Using Television In the Curicalem
291. Willing Is Loam Awns IAe Curriculam
210. Education Mann
213. The Ulises

d
Me la Elenting Severely

HaNdkappe MONO
214. Teacher Career Maga: Implication kr Stoll

Dovelimment
216. Education la Heathy LlIsslytom Ceffit41111M

Implintien
217. Adamant Akehel Abuse

Hemeat---And Why
219. America's Chengtag Famille.-:

A Golds Per Edenton
220. Teaching Mildly Retarded Children

IM Radar Classroom
221. Changing Boksvloc: A Practical Guide

Mr Teachers she Parents
224. Teaching Mat NNW le the Polak Schools
225. PIONINR. Voiselary Reading In

School and KM
226. How to Stu. a SchooNseiness Partnership
224. Ploalag kr Abroad
230. impowla HrStaydMsl Communications
231. Nownvoity Sevin Projects: Citroen'', In

Anon
232. Outdoor Educates: Beyond the Classroom

Walls
233. What Eike:dors Should Mew Most Copyright
234. Teens Saida: What Can the Schools Os?
236. Lail asks for Tanen
231. A Model let Teaching MIAMI Skillet

The *beim Process
237. The Minna sl Now Teachers
230. Raabe Saida Teachers: The iniorniew

Pawn
240. Teaching sod Tessier Edenton:

Implonaiting Return
241. Learning Threvgli laughter. Hemet In

Ihe Classroom

3 L'

242. Ma Scheel lhasins: Canon, Conokionss,
Sod Con

243. Csomovolty Ednallest Processes and

TeachingTeaching tho Process of Thinklug, K12
246. Dealing with Abnormal ',Mader In the

Clasusern
246. Teaching Science as inquiry
247. Mentor Teachers: The C11110filli Meal
248. Using Microcomputers In School

AdmInistraUon
249. Missing and Abducted Children: The School's

Role IN Prevention
250. A Model for Effective School Discipline
251. Tacking Reading in the Secondary School
252. Edentional Reform: The Forgotten Half
253. Voluntary Religion Activities In Public

Schools: Policy Guidelines
254. Teaching Writing with the Microcomputer
255. Hew Should Teachers Be Eluded? An

ASSMINelltat Thin Reform Reports
256. A Modal ter Teaching Writing: Process and

ad
257. PProrasdisolPrograms ter Handicapped Children
251. Serving Adolescents' Reading Morsels Through

Young UM theaters
259. The You-Roved School: When Learning

Never Mops
260. Using Educational Research In the Classroom
211. Microcomputers and the Classroom Teacher
262. Writing for Professional Pallcation
263. Adopt a Sthal-Alopt a Raines
264. Totaw Parenthood: The School's Response
265. AIDS Education: Curriculum and Health

Policy
256. Dialogs' .lournals: Writing as Conversation
257. Preparing Teachers for Urban Schools
261. Eireann: ly *atm Oily
260. Neils* Possible: knovations in the Bronx

Schools
270. A Primer on Music for NonMusiclan

Edenton
271. Edmonton/ Educators: Lessons in

Leadership
272. Religion and the Schools: Significant Court

Decision In the 1610s
273. The HilhPerfsaning Educational Manager
274. Stand Press and the Haufwood Decision
275. Improvieg the Textbook Selection Prune
271. Effective Sdals Research: Practice and

Promise
M. lemming Teaching Throsoh Coaching
278. How Children Learn a Second Language
279. Eliminating Procrastination Witted

Putting It Oil
210. Early Childhood Education: What Research

Tells Us
(Continued on Inside back cover)



Fastback Titles (Continued from back cover)

211. Personalizing Staff Development: The Career
Lattice Model

212. The Verne,'erg School Publishing Center
213. The Cass ror Public Schools of Choice
214. Concurrent Enrollment Programs: College

Credit for High School Students
215. Educators' Consumer Guide to Private Tutoring

Services
216. Peer Supervision: A Way of Prof essionallzing

Teaching
287. Differentiated Career Opportunities for

Teachers
266. Controversial Issues in Schools: Dealing with

the Inevitable
219. Interactive Television: Progress and Potential
290. Recruiting Minorities into Teaching
291. Preparing Students for Taking Tests
292. Creating a Learning Climate for the Early

Childhood Years
293. Career lightnings: Helping Disadvantaged

Youth Achieve Their Potential
214. Interactive Videodisc and the Teaching-

Learning Process
295. Using Microcomputers with Gifted Students
296. Using Microcomputers for Teaching Reading

In the Middle School
297. Using Microcomputers for Teaching Science
296. Student Privacy in the Classroom
299. Cooperative Learning
300. The Case for School-Based Health Clinics
301. Whole Brain Education
382. Public Schools as Public Forums: Use of

Schools by Non-School Publics
303. Developing Children's Creative Thinking

Through the Arts
304. Meeting the Needs of Transient Students
305. Student Obesity: What Can the Schools Do?
306. Dealing with Death: A Strategy for Tragedy
307. Whole Language . Whole Learning
308. Effective Programs for At-Risk Adolescents
309. A Deca !ague for Teaching Mathematics
310. Successful Strategies for Marketing School

Levies
311. Preparing Better Teacher-Made Tests: A Prac-

tical Guide
312. Planning and Conducting Better School

Ceremonies
313. Educating Homeless Children: Issues and

Answers
314. Strategies for Developing Children's

Listening Skills

315. Strategies for Involving Parents in Their
Children's Education

316. Using Electronic Mail in an Educational Setting
317. Students and the Law
318. Community Colleges In the 1990s
319. Developing an Effective Teacher Mentor

Program
320. Raising Career Aspirations of Hispanic Girls
321. Street Sings and the Schools: A Blueprint

for intervention
322. Restructuring Through School Redesign
323. Restructuring an Urban High School
324. Initiating Restructuring at the School Sits
325. Restructuring Teacher Education
325. Restructuring Education Through Technology
327. Restructuring Personnel Selection: The

Assessment Center Method
328. Restructuring Beginning Reading with ttl

Reading Recovery Approach
329. Restructuring Early Childhood Education
330. Achieving Adult Literacy
331. Improving Instruction in Middle Schools
332. Developing Effective Drug Education Programs
333. How to Start a Student Mentor Program
334. Adult Education: The Way to Lifelong Learning
335. Using Telecommunications In Middle School

Reading
Ulf. School-University Collaboration
337. Teachers for Tomorrow: The Pennsylvania

Governor's School for Teachers
338. Japanese and U.S. Education Compared
339. Hypermedia: The Integrated Learning

Environment
340. Mainstreaming Language Minority Children In

Reading and Writing
341. The Portfolio Approach to Assessment
342. Teaching for Multiple intelligences
343. Asking the Right Question: The Essence of

Teaching
344. Discipline Strategies for Teachers
345. Learning Strategies for Problem Learners
346. Making Sense of Whole Language
347. English as a Second Language: 25 Questions

and Answers
348. School Choice: Issues and Answers
349. State Academies for the Pcademicaliy Gifted
350. The Need for Work Force Education
351. Integrated Character Education
352. Creating Professional Development Schools
353. WIn-Win Discipline

Single copies of fastbacks are $1.25 ($1.00 to Phi Delta Kappa members). Write
to Phi Delta Kappa, P.O. Box 789, Bloomington, IN 47402-0789, for quantity dis-
counts for any title or combination of titles.

39


