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Chapter 8

Staff Development and Program Issues

A commitment to teachers is in a real sense a commitment to students.

‑ Karen Griswold1
Teaching adult English as a second language (ESL) literacy effectively is a difficult and demanding job, a job that requires special knowledge, skills, and practice. Staff development helps teachers grow, strengthens programs overall, and improves teaching. It is particularly needed at times of change and when new needs arise. For ESL adult literacy, this is such a time as programs are confronted with a burgeoning number of language minority adults seeking literacy services.

Staff development takes a variety of forms. These may include conferences, workshops, institutes, staff meetings, classroom observations, informal dialogue with colleagues, and participation in courses or a certificate program. It is often focused on teachers, but as the name implies, can include other staff as well.

This chapter is divided into three sections, "Background: Issues in Staffing and Professional Development," "Practice: Examples of Staff Development," and "Reflections: Questions about Staff Development." The "Background" section explores the barriers to staff development and the related issues of funding, advocacy, professionalism, and the diversity of needs among ESL literacy teachers. The "Practice" section outlines and discusses three major models for delivering staff development, and, through "Cases in Point," illustrates how these models are used in the field. The "Practice" section also presents a framework for determining content in ESL literacy staff development and outlines key points for delivering effective staff development. The "Reflections" section is a guide to help teachers decide which staff development issues they would like to see addressed in their program.

Background: Issues in staffing and professional development

Providing staff development opportunities is not a task that has received priority in adult education. According to a recent report, staff development is considered to be one of the major weaknesses in adult basic education, English as a second language, and literacy programs. The report states,

Minimal training for adult education teachers and literacy professionals consists largely of voluntary attendance at workshops, conferences or seminars. At best, adult education programs usually offer one or two half-days per year of training and much of that time is devoted to administrative concerns and procedures or to motivational presentations. In addition, these programs are not likely to offer release time or monetary incentives for staff to participate in training activities.2
This state of affairs is no different for ESL literacy education, a new field where educational theories, teaching models, and classroom practices are just starting to coalesce. Some of the difficulties in delivering effective staff development to ESL literacy programs relate to the special nature of the field and the constraints faced by programs and teachers.

In this section, we will address the issue of professionalism, discuss the constraints that programs face in delivering effective staff development, and summarize the debate over qualifications versus credentials. We will also discuss the characteristics of ESL literacy teachers and outline the challenges that need to be addressed if the field wants a professional workforce.

Constraints on the delivery of staff development

Most ESL literacy programs are operating on shoestring budgets. They often feel that they do not have the resources, time, or funds required to sustain an ongoing staff development program. In addition, funding for adult ESL literacy is often short‑term and subject to shift with the political winds.3 As a result, teachers often find themselves in a quandary: how to find a balance between their own views of responsible and appropriate literacy education and the requirements and expectation of the funding source (or other stakeholders). For example, teachers who support a Freirean approach may find themselves teaching in a program that requires that certain prescribed and predetermined competencies must be taught.

Staff development can help teachers articulate their views and help them discover ways of educating funders. In cases where negotiating with funders is not possible, staff development can explore strategies for implementing a program that is educationally sound and socially responsible within the limits set by the funding agency.

Responding to the need for advocacy

In adult ESL literacy, staff development also needs to deal with the desire of teachers to act as advocates for their students. Many literacy educators feel that such an advocacy‑oriented stance is necessary to correct misperceptions that society holds of literacy learners and counterbalance some of the disabling attitudes that language minority adults face. Such advocacy can take several forms: it can ask for a better understanding of the special characteristics of ESL literacy learners, increased resources to meet learner needs, and greater responsiveness by mainstream institutions (e.g., schools, health departments, housing authorities, places of employment) to the needs of language minority adults.

Teachers who take an advocacy stance often try to influence language attitudes. For example, they may point out that schools and funders should consider the positive aspects of learning literacy in the native language, as well as learning ESL, and not focus primarily on negative attributes, such as "limited English proficiency." In many such programs, advocacy is seen less as a political stance than a professional responsibility to act in the best interest of one's clients, in this case, the literacy learners.4
The role of the "teacher as advocate" remains controversial, however. A number of programs, particularly workplace programs that receive company funds, feel that well-meaning, well-intentioned teachers might end up hurting the program in an effort to help the students. Staff development programs can provide a forum to help ESL literacy teachers explore the need for advocacy and help them decide which form such advocacy might take.

Addressing the need for full‑time jobs

Another challenge deals with the lack of full-time positions for teachers. Adult ESL literacy teaching is currently provided largely by part-time staff who receive very few benefits. Most teachers hold down part-time positions in a related field or patch together several part-time positions in order to earn a living wage.

Even if the programs have resources available, it is very difficult to provide rich staff development efforts if part-time teachers cannot participate because of other commitments. Since effective staff development requires coherent and consistent efforts, successful staff development will be difficult as long as there is no support from funders, programs, and practitioners themselves for an employment structure that includes full‑time positions for qualified teachers.5
Given budget constraints, districts and programs often have to make a difficult choice. They must choose between spending money on developing a professional workforce with access to full-time positions or using available funds to serve more students. While some literacy programs have made the decision early on to hire only skilled teachers who work full-time, others are using a combination of full-time staff who receive benefits (largely administrators and coordinators), contract teachers who work full‑time and receive few benefits, and part-time teachers who only teach a few hours and receive no benefits. In other programs, directors are continuously trying to create full-time employment by offering teachers a combination of assignments. Thus, an individual might teach two or more courses, assist students several hours a week in a learning center, and spend some time working on a funded curriculum project.

Balancing qualification and certification

The adult ESL literacy field faces an additional challenge related to the professionalism of the workforce: deciding who is qualified to teach ESL adult literacy. On the one hand, there are concerns about professionalizing ESL literacy teaching by insisting on strong academic credentials, such as certificates in ABE or TESL or a Masters degree in ESL. On the other hand, credentialed teachers who understand literacy issues and have experience teaching language minority adults are difficult to find. As a result, the field is grappling with the issue of how to ensure competence and foster professionalism without establishing rigid certification requirements that deny professional opportunities for good teachers who may lack academic credentials.

The issue of teacher qualifications has split the field. At present, states, districts, and programs differ greatly in their requirements for ESL literacy teachers. While some funding agencies insist teachers have academic credentials, others have not established any standards for teachers.

There are two major positions in this debate. Some educators maintain that adult education teachers will not be treated like professionals unless the field establishes strong prerequisites for teaching. Others criticize the politics of requiring credentials and maintain that experience in teaching and working with the community should be of equal importance. Those who support the latter position emphasize the need to find teachers who share the language of the learners and come from the communities that a program serves. They hold that it is important not to exclude teachers with strong backgrounds solely on the basis of credentials and to recognize that there are ways of gaining knowledge that do not depend on formal education.6
One proposed solution to this dilemma is to define "professional" and "skilled" in terms of qualifications that may include certification but do not depend on it. Thus, an ESL literacy professional could be someone who has

· acquired a knowledge base in the field in which s/he teaches

· demonstrated experience in the field

· maintains high standards of professional conduct

· participates in ongoing professional development

· can provide evidence that s/he is capable of teaching ESL literacy in ways that are educationally sound, socially responsible, and responsive to the needs of ESL literacy learners.

Some educators point out that different skills are needed in different contexts and propose that programs take a holistic approach to hiring and staff development. This means that programs should collectively look at their staff and other resources and decide what needs they should fill based on their particular context. Thus, a program may determine that it needs teachers who have strong academic backgrounds for some classes and teachers who speak the native language of the learners, or who come from the community of learners, for others. A program may then hire different people with different qualifications to fill their needs and not feel constrained by concerns about uniform qualifications.

Taking a holistic view, these educators suggest that states and programs look at employment requirements that are based on student populations and try to determine what qualifications are needed in a particular context. For example, an adult ESL literacy program in which learners come from the same community, share a common language, and are non‑literate in their native language might be best served by a team approach. For example, one teacher might be bilingual with experience with working with adults, and another may have a strong academic background in second language acquisition or reading.

Whenever such a team approach to qualifications is implemented, it becomes necessary to take the differential needs of the teachers into account. Some of these needs are outlined below.

Adult ESL literacy teachers: Meeting the needs of a diverse group

ESL literacy teachers who work in adult education are a highly diverse group with diverse staff development needs. They differ widely in respect to personal background, educational training, professional experience, interest in language and literacy, and enthusiasm for teaching. They may teach in community colleges, in public schools, at the worksite, in union halls, or community centers, or they may tutor in libraries, prisons, churches and synagogues, or in housing projects. Some have degrees in teaching English as a second language, educational linguistics, adult education, or a related field but may not have a great deal of experience working with adults from non-traditional backgrounds. Others have been certified as teachers but may not have had experience teaching language minority adults. Others share the language and culture of the students and have years of experience working with adult learners but may lack academic training and certification.

Individual language and literacy teachers may define their professional goals in different ways and therefore need different kinds of support. They may regard themselves foremost as academic instructors of language and literacy, interpreting the teacher-student relationship as an association between a professional and a client. They may see themselves as "co‑learners" and "facilitators" whose main purpose is to support students' efforts to gain greater control over the circumstances of their lives. In spite of discussions that emphasize an ideological rift between linguistic/academic perspectives and community orientations, most teachers seek to emphasize both professionalism in teaching and humanistic concern for their students.

Teachers also differ in their orientation towards language teaching and learning. Some put a strong emphasis on direct teaching, focusing on clearly outlined objectives of what is to be taught by the instructor and mastered by the students. Others take a more developmental approach. By working with their students to devise opportunities for reading, writing, and face-to-face communication, they allow learning to emerge naturally out of various literacy events. Aware of the debate in the literature, many of these teachers are looking for ways to balance traditional approaches (by which they themselves may have been taught) with the alternative approaches that are gaining in prominence.

Summary of background issues

In spite of their differences in background and goals, ESL literacy teachers have common needs both inside and outside of the classroom. They also have the right to have their voices heard by programs and funders.7 In many cases, staff development can provide a forum for addressing the concerns of teachers, including their concerns about full time employment and teaching qualifications. Staff development can also help to meet the differential needs of teachers by encouraging them to explore their own views of teaching.

Practice: Examples of staff development

Three organizing principles govern the delivery of staff development in adult ESL and literacy programs: context, process, and content. Context refers to the environment in which staff development takes place, process explores the different modes of delivery, and content refers to what is taught. This section will first discuss three models used in the process of delivering staff development and then outline a framework for deciding on the specific content that staff development for adult ESL literacy might include.

Models of staff development

Over the years, staff developers and teacher educators have designed a number of approaches for staff development. For case of understanding, we have collapsed these approaches into three broad models: the craft model, the applied science model, and the inquiry model.8 The following section describes these models and provides examples of the different ways adult ESL literacy programs in the field have modified these models.

Craft model

The craft model, sometimes referred to as the mentor model, relies on the knowledge of the experienced practitioner to mentor less experienced practitioners. These experienced teachers (or "charismatic master‑practitioners"9) often serve as master teachers. They may conduct workshops or act as mentors within their own programs. Master teachers may discuss or demonstrate teaching techniques or observe teachers in the classroom and provide feedback on their teaching. Besides asking experienced teachers to conduct workshops, adult ESL literacy programs frequently invite professionals from other disciplines (public schools, health departments, the courts, or industry) to share their experiences and provide information for teachers who may be unfamiliar with the social issues that concern their students.

In many ESL literacy programs, the master teacher role is filled by a coordinator who has a strong background in teaching ESL literacy to adults and shares strategies with teachers who lack this experience. In many cases the coordinator, usually a full-time employee, outlines lessons or develops tests that part-time teachers then use in their classes. In some programs, experienced teachers are certified as "trainers" who then deliver staff development to teachers in other programs. Many times, the receiving programs are in outlying areas where access to staff development is limited.

In applying the craft model, the content of the staff development depends on the group receiving the training. For example, in a program staffed primarily by interns and volunteers, a master teacher may develop information packets, orient the volunteers to the program, provide background on teaching language and literacy, and show them how to use methods commonly used in the program, such as the Language Experience Approach or Total Physical Response. Staff development is adjusted to address the special needs and talents of interns or volunteers, such as when interns are former students or bilingual.

In a program staffed by full-time, experienced teachers, the staff development based on the craft model focuses on issues of particular concerns to teachers or on special needs that have arisen. Topics may include integrating math into the literacy curriculum, fostering learner participation, and ensuring validity and reliability in alternative assessment.

Discussion of the craft model

The success of the craft model depends essentially on the expertise of the master teacher or coordinator and the ability of the teacher to examine the expert advice in light of her own classroom. Three dangers are inherent in this model:

1. The master teacher may not be aware of new developments in the field (e.g., advances made by socio-linguistics) and may not be able to move new teachers beyond the limits of the master teacher's own experience and training.

2. Master teachers and mentors may have been chosen for the "wrong" reasons, such as popularity, rather than teaching expertise.

3.
Master teachers often present techniques without explaining the theory behind the techniques. As a result, techniques may be overgeneralized or misapplied when teachers try to use them.

To overcome the shortcomings of the craft model, most programs use master teachers and coordinators in some roles but supplement their staff development efforts with other approaches.

Case in point: Coordinators lead the teaching team

Staff development at El Paso Literacy Education Action combines various approaches to staff development. The program offers workshops and conferences in which literacy educators train coordinators and teachers. On occasion, staff present conference workshops on innovative aspects of the curriculum (e.g., a video‑based workplace literacy program). Some aspects of the El Paso staff development reflect features of the craft model. In weekly four‑hour sharing and planning sessions, a coordinator, who is a literacy specialist, works with teachers, called facilitators. Together they develop a joint curriculum and plan assessment strategies. In collaboration with the coordinator, the facilitators develop lessons that follow a five step plan, originally designed by an educator/ researcher. (See the curriculum chapter for details.) Facilitators in the program benefit in two ways: the five step approach acts as an overall framework that guides them in curriculum development and the experience of the coordinators facilitates decision making.

Applied science model

The applied science model is designed to link relevant research in the field with teaching practice. Designed to link theory and practice, it is most often used in teacher education programs at universities or colleges, teacher training institutes, and staff development conferences.

Typically, a professor, educational expert, or trainer provides the scientific or conceptual knowledge needed to deal with particular teaching problems and then suggests that teachers apply that knowledge to their own contexts. In some university‑based programs, the teacher educator provides only a general discussion of teaching processes, and the teachers (or teachers‑to‑be) are expected to translate the knowledge they have gained into their own teaching practice. In other programs, theory and practice is linked more closely. Trainers or teacher educators may ask teachers to demonstrate what they have learned in a lab setting or try out various approaches at their own programs and report the results back to the group.

Research has shown that the applied science model is most effective when there is a strong link between theory and practice, since very little transfer to teaching occurs if teachers hear about an approach only from a theoretical perspective.10 As a result of this shortcoming, many ESL programs now prefer an approach that starts with theory, then moves on to demonstration and observation of effective practices, and ends with hands-on application by the teachers.11
The applied science model often follows this sequence:

1. Through workshops or demonstration lessons, teachers see how an experienced practitioner uses literacy activities and have an opportunity to discuss their observations.

2. Teachers practice the strategies they first observed at the training site in their own classrooms, where they get feedback from a colleague or a resource person.

3. At the home site, such practice is sometimes supported by peer coaching and additional reflection.12
Variations of the applied science model can be found in staff development for ESL, literacy, and ESL literacy. The following examples present some of these variations.

Attending conferences and workshops

Programs send their staff to conference presentations and workshops. They sometimes offer reimbursement for registration and mileage. As teachers return, they are asked to discuss what they learned at the conference or share ideas about new strategies for teaching ESL literacy with other teachers who did not attend.13
Presenting at conferences

Programs encourage teachers to give presentations at conferences that link theory with practice. These presentations not only highlight what the program is trying to do, they also give the practitioner a chance to think about her teaching and connect it to the ideas of others. In addition, participation at conferences help teachers feel part of the large community of literacy educators.

Using outside experts

Programs bring in researchers, consultants, or university-based educators to work with program staff. In some cases, the outside expert presents workshops on a particular area of ESL literacy. In other cases, they work with the program on an ongoing basis, provide feedback on curriculum development or assessment, and/or conduct external evaluations.

Teacher training institutes

Programs work together with teacher training institutes to build the capacity of their ESL literacy teachers.14 These institutes set up regional workshops that teachers and teacher‑trainers attend, or they send expert facilitators to the program itself to provide on‑site training. In some cases, institutes present a series of workshops where teachers practice certain skills between sessions and then attend follow‑up meetings throughout the year.

Teacher training videos

Programs develop staff capacity by using teacher training videos as a starting point for discussions. Teachers watch and then analyze the video in light of their own practice.15
Literacy centers

Programs work together with literacy centers, who assist in capacity building for programs and provide staff development for teachers. Often, these centers act as clearinghouses for materials and keep teachers up‑to‑date on issues and developments in the literacy field.16 Some centers also conduct research.

Setting up conferences

Some programs set up their own local or regional conferences to which they invite speakers, practitioners, and workshop leaders. These conferences are designed to build the capacity of both the program itself as well as that of teachers in similar programs. In many cases, such conferences are built around a particular context, such as workplace literacy, family literacy, or community literacy.

Discussion of the applied science mode!

Since the applied science model is essentially a top‑down model (although modified through teacher feedback), it has met with some criticism. First, the experience of the "trainer" can be very different from that of the practitioner, and often the complexity of actual teaching situations is not acknowledged. Second, the "trainer" may be wedded to one particular approach, and practitioners who have opposing views may feel put off.17 Third, alternative models of teaching ESL literacy, such as whole language or participatory education, are slow to find their way into the training, and staff development courses that are a long time in the making are sometimes irrelevant by time they reach programs. Finally, the strong "how to" component of the model may stifle creativity and keep teachers from exploring their own alternatives.

Case in point: Three types of training

As is the case in most adult ESL literacy programs, staff development at the REEP literacy/ESL program in Arlington, Virginia, combines various approaches. For example, the project encourages peer observations (teachers visit each other's classrooms, while a coordinator takes over a class) and promotes "action research" (teachers receive inservice credit for each action research project that is completed). Staff development at REEP also includes aspects of the applied science model.18 Based on an assessment of staff training needs, the program provides three types of trainings:

· access to training in ten basic ESL techniques (through participation in an ESL Teacher Training Institute); these include dialogue and drills, role play, information gap activities, life skills reading, and cooperative learning

· additional "supertrainings" on the latest topics of interest to the staff (e.g., evaluating learner progress in achieving competencies)

· paid in-service training (one 3‑hour training per teaching cycle), based on the needs identified by instructional staff; in-service has included teaching literacy across the curriculum and using instructional technologies.

Programs such as REEP have found that the applied science model will address some of their needs and leave others unmet. Many times, teachers report that although they gain a great deal from attending institutes that link theory and practice, they learn most from ongoing discussions with informed colleagues and experienced coordinators. The inquiry model, discussed on the next page seeks to address this need for collaboration and reflection.

Inquiry model

The inquiry model, also called the reflective teaching model, has two manifestations: (1) teachers work individually to reflect on their own practice by keeping journals or by developing an individual action research project, and (2) teachers work collaboratively in pairs or groups to make program decisions, develop curriculum, discuss classroom issues, and develop new strategies for interaction with learners. This model allows teachers to develop their own theories of teaching and to come to a greater understanding of the nature of decision making in the classroom. The inquiry model starts with problems that arise out of practice and then gives teachers the opportunity to explore solutions. Two major features of the inquiry model are peer observations and action research.

Peer observation

In peer observation, teachers work together, often in pairs, to strengthen their teaching. Typically, peer observation follows a five step process. Pairs or groups of teachers

· observe each other and identify key elements of the class with respect to both teacher behavior and learner responses

· comment on both intended and unintended outcomes

· discuss the class with an emphasis on what did and did not work

· make a plan to modify certain aspects of the class

· put this plan into action and discuss the changes that have or have not occurred as a result.

Through a process of observation and conversation, teachers gain insight into their teaching and support from fellow teachers whose experience is similar to their own.

Discussion of Peer observation

The approach needs to be used with caution. Many educators feel that peer observation is not effective if used with unskilled teachers, since these teachers may not be sure what to look for in the classroom.19 Pairing inexperienced teachers may also reinforce negative literacy strategies, such as an over‑reliance on skill and drill activities. There is general agreement that peer observation is most effective as part of a wider staff development effort.

Action research

The inquiry model finds its strongest realization in action research, a process that links teacher practice with relevant theory in the field. Unlike the applied science model, however, action research begins with a classroom issue that has been identified by a teacher or a learner.20 In action research, teams of teachers are brought together to identify an issue or a problem that has arisen out of their own teaching experience and to propose a way of addressing this problem. The action research process often involves examining and discussing research articles that speak to the problem, formulating a research question that focuses on a particular aspect of the class, and proposing an appropriate "intervention." Through a cyclical process of reflection, observation, action, and reflection, teachers effect change in their classes and in the program overall.

Discussion of action research

Action research is sometimes criticized as "not real research" since it is based on the personal experiences of the "researchers," includes only a small number of "subjects," is not subject to outside review, and does not yield replicable results. Educators have responded to these criticisms with two suggestions. First, some suggest action research be designated as "small r" research to distinguish it from more academically rigorous ("capital R") research. Second, they suggest action researchers work with a university-based educator or ethnographer who could help teachers conduct classroom-based research in a larger social science context. A recent report on staff development responds to the issue by saying

It must be remembered that it is conducted for much more restricted purposes than most "academic" research and therefore must be judged by somewhat different standards. Within the context for which it is intended, some action research is good research, some is not ... Any process which encourages teachers and improves their ability to question their own practice is apt to be good staff development?21
Case in point: Action research

The ESL literacy program at the International Institute of Rhode Island in Providence has used an action research project to develop a learner evaluation tool.22 Working in collaboration with other practitioners, the two full-time ESL literacy specialists set up an action research project to help them gain greater understanding of the literacy students in their classes. Through a process of planning, action, observation, and reflection, they developed categories in which literacy change could be observed. These categories became the basis for a learner evaluation grid to be used as an alternative assessment tool (see assessment chapter for the grid itself).

The action research assessment project included evaluating existing tests, listening attentively to students, observing literacy behaviors in the classroom and on video, documenting what happened in each class, formulating preliminary drafts of assessment categories, and seeking input from other teachers. In observing the learners in their classes, the teacher/ researchers asked themselves questions such as who sought help, was willing to help other students, wanted to go to the blackboard and write, or translated the facilitator's instructions to his/her co-learners. Answers to these questions and observations were developed into a written narrative and analyzed by the teachers. The evaluation grid developed out of this analysis.

As is the case with most action research projects, the process did not move from problem to solution in a straightforward, linear fashion. Rather it was a cyclical, recursive process in which ideas emerged and were developed through a process of trial, error, and refinement.23
The collaborative nature of the inquiry model encourages teachers to work together, consult with each other and with program administrators, and act as a source of information for other teachers. It reflects the recommendations made by advocates of school restructuring that teachers spend more time with their peers both inside and outside of the classroom.

Case in point: Teacher sharing

As is the case with other programs, staff development at the Haitian Multi-Service Center (HMSC) in Dorchester, Massachusetts, combines features of different models of staff development. For example, master teachers work with interns in developing processes for teaching literacy in the native language (in this case Haitian Creole). In these workshops, interns also learn how to read and write Creole, a language that does not have a strong written tradition.

Staff development at the Haitian Multi-Service Center strongly reflects certain aspects of the inquiry model. The program takes part in a collaborative staff development project developed by the Bilingual Community Literacy Training Project at the University of Massachusetts, Boston.24 This staff development includes formal teacher sharing sessions in which teachers from the community discuss their experiences once a week and reflect on their teaching. The discussions are facilitated by an educator from the University of Massachusetts. Out of these discussions, themes emerge which are then further explored. Examples of such themes include using translation in class (how, when, how much) and how to handle error correction. Teachers have also experimented with keeping teaching logs and teaching journals.

To aid the teachers/interns in their reflections and document a participatory staff development process, the project has kept minutes of all the staff meetings. These minutes show how the teachers' thinking evolved over the course of a cycle and provide concrete evidence of what has or has not worked in the classroom. The Bilingual Community Literacy Training Project uses these minutes for three purposes: to (1) provide a permanent record and act as a collective memory of the staff development process, (2) provide the basis for longitudinal research, and (3) help guide future work.

Since the staff development at the HMSC includes interns, the program faces a challenge that other community-based organizations face as well: how to support a staff that has a strong understanding of the community and its language but has not had a great deal of formal training in teaching literacy and/or English as a Second Language. To build both confidence and competence in its teachers, the program practices what it preaches. It offers a participatory model that starts with the classroom experiences of the staff and extends these experiences through dialogue, discussions, and exchange of information and ideas.

The staff development at the Haitian Multi‑Service Center also includes other aspects of the craft model (e.g., master teachers work with interns from the community who teach Creole literacy).

Discussion of teacher control

Many teacher educators agree that teachers should play a major role in their own professional development. There is consensus in the field25 that staff development needs to be based, at least in part, on the goals and interests of teachers and that training is most successful if it can take teachers from where they are and move them to the next level of understanding. Yet, some teacher educators have expressed concerns about involving novice teachers in all staff development decisions. As Willig points out,

It must be acknowledged that the degree of involvement of staff often follows a developmental course, depending on the level of awareness and knowledge of the staff concerning relevant topics. The less we know about a topic, the less we are aware of what we need to know. Teachers who have no prior training or experience teaching ESL literacy students and have little awareness of the range of topics that address the needs of language minority adults. These teachers may find it difficult to identify essential components for their own staff development. Those who have more experience and knowledge in the area will be able to participate to a greater degree in developing such plans.26
In recognition of the fact that staff development should be teacher-centered (i.e., respond to the concerns of teachers), although not totally teacher-driven (i.e. controlled by teachers), most programs have developed their own approaches to staff development. In doing so, they provide their teachers with access to current research and relevant theories, while making it possible for staff to determine the direction their teaching should take.

Content for staff development in adult ESL literacy

What staff development content can help ESL literacy teachers become more effective? Three areas should be included in most staff development. These areas are knowledge and understanding of

· social contexts of adult ESL literacy 

· second language learning and literacy development

· teaching processes that support language learning and literacy development.

The following lists of topics can help programs, teachers, and staff developers discuss and explore what content to include in their staff development.

Social contexts of ESL literacy

Staff development in adult ESL literacy should help teachers gain an awareness of

· the lives of the learners, including their interests, goals, and special strengths in respect to education in general and English literacy in particular

· the role of languages in the community, including the role of oral and written English and the role of the native languages)

· the functions and uses of English and literacy in the learners' lives

· the relationship between culture, experience, and literacy and the importance of linking literacy to the lives of the learners

· cultural, ethnic, and economic diversity in the community and its relationship to ESL literacy

· relationships between the program, public schools, employers, and community agencies that serve ESL literacy adults differences and similarities in the cultures of the learners

· social issues of concerns to the learners.

Adult learning, second language acquisition, and literacy development

Staff development in adult ESL literacy should help teachers acquire knowledge and understanding of

· the critical aspects of adult learning, including differences in learning how to learn

· the importance of learner participation in making decisions about their own learning

· the complexity of second language acquisition, including the concept that errors are a natural part of language development 

· differences and similarities in learning to read and write in a first and second language

· the relationship between oral language and literacy and how they can be mutually supportive 

· the importance of meaning in learning language and literacy 

· the role that phonics can play in literacy learning

· multiple definitions of literacy and the various dimensions of literacy, including the socio-political, cultural, affective, and cognitive dimensions 

· different modes of learning among literate and non-literate adults

· relationship between literacy in the native language and learning literacy in a second language

· the difference between acquiring oral communication skills and functional literacy and learning the academic skills needed for success in mainstream educational and vocational programs

· appropriate ways of assessing program success, including the role of standardized tests and alternative assessments.

Teaching processes that support language and literacy development

· Staff development should show programs and teachers how to work with the learners in order to get to know the community and its languages through a community needs assessment

· develop a literacy framework, decide on the goals for the program, and set objectives

· find out more about the learners in the program, including their experiences with literacy and schooling, the way they use literacy in their lives, their goals, interests, strengths, and weaknesses in using English and literacy

· find a match between available approaches to ESL literacy, the literacy framework, and learner needs and goals

· develop themes and topics that link literacy with the interests of the learners and build relevant background knowledge

· set up projects and develop literacy activities that allow learners to use literacy for meaning‑making, problem solving, and decision making

· organize literacy lessons or literacy events in such a way that learners can understand the purpose and see "the big picture"

· find a balance between a focus on meaning and communication and a focus on skill development (phonics, grammar, and vocabulary)

· design groupings so that individuals can learn from each other, support each other, and challenge each other

· integrate all four language modes (listening, speaking, reading, and writing) while providing special support in those areas that need development

· mix opportunities for using "practical English" with opportunities for developing literacy for self-expression, cognitive development, and/or social change

· build language awareness and a sense of "correct" English without impairing communication and meaning-making

· assess learner progress in language and literacy in ways that match the program focus and base assessment on learner strengths.

Promising practices

The following section presents promising practices in staff development for adult ESL literacy.

Teacher sharing

These teacher sharing sessions are made public through minutes that are kept of each meeting. The minutes reflect (1) the problems and issues of concern of the staff, (2) the suggestions that were made in respect to a problem, (3) arguments and discussions regarding these suggestions, and (4) feedback given as new ideas were tried in the classroom. These minutes represent a permanent record, not only of the program's staff development efforts, but of the growth of the teachers as well.

Collaborations with other professionals

Increasingly, adult ESL literacy teachers make efforts to extend their own knowledge and understanding about the communities they serve. To assist them, programs may bring in professionals that provide information and answer questions.

At ReWA in Seattle, a lawyer comes to talk to staff and learners about issues of domestic violence. Discussions include the legal recourse available to victims of domestic violence. Since the lawyer is from the community of the learners, she is also aware of the cultural dimensions of domestic violence and is able to sensitize the staff to these issues.

In a Hmong refugee program, a community officer from the police force has discussed hunting laws, and a public health nurse talks to teachers about the need to discuss immunizations with students.

In some amnesty programs, teachers forged strong relationships with community lawyers who provided information on changing legal requirements of amnesty.

Teachers learn the students' language

In some programs, teachers and staff are given the opportunity to learn one of the languages that the learners speak. Some family literacy programs offer language classes to teachers, secretaries, and administrators, and some workplace education programs offer Spanish to supervisors. These programs have several goals in mind: to help teaching staff develop elementary proficiency in the language of the learners and to facilitate everyday communication skills. Language classes are also designed to help participants develop an awareness of what it is like to struggle with a foreign language.

In a volunteer program in Santa Cruz, new tutors are given an introduction to Norwegian to help them understand the strategies they use in trying to make sense out of a language they don't speak. Other programs use different alphabets (Cyrillic, for example) to help the teaching staff gain greater awareness.

Tips for staff development

Although different models of staff development may be appropriate for different contexts, the field seems clear on the following tips:

· Regular staff development should be incorporated into the program design.

· Programs should pay staff to participate in staff development.

· Staff development should begin by meeting the needs of teachers and responding to their concerns about day-to-day teaching and then move on to broader issues.

· Mentor or master teachers should be selected through a collaborative process that includes all teachers. Such selections need to be made on the basis of experience and respect for the teacher's competence and not on the basis of popularity.

· One time workshops are not enough for most teachers to learn and grow. Effective staff development needs to be delivered as part of a comprehensive, integrated system.27
· Multiple forms of staff development help meet the varied needs of teachers at different times of their development. Individual staff development efforts must complement each other, reflect common goals, and be based on, assumptions that have been made explicit.

· Effective staff development links theory and practice and enables teachers to try out new strategies in their own classrooms. Teachers should be aware that, while there is no single unified theory of adult learning, there are viable theories and approaches in linguistics and education that can guide the teaching of ESL and literacy to adults.

· Program change is facilitated through collaborative models that include participation by administrators, teachers, and learners in both planning and implementation. Strong teacher involvement results in greater program‑wide interest and commitment to learners.

· ESL literacy teachers need targeted staff development that focuses on issues of concern to teachers both inside and outside of the classroom.

· Staff development topics should be identified through a local needs assessment (written surveys, phone interviews, personal interviews, focus groups) and through information gleaned from writings, talks, and discussions with other educators.

· Staff development must take into consideration the needs of both the novice teacher and the experienced practitioner and recognize that teachers have different needs at different stages of their careers. Effective staff development should draw on the experiences of teachers and build on their strengths. Teachers should be encouraged to discuss both their successes and failures and have opportunities to talk about the decision making processes they use in the classroom.

· Effectiveness of staff development efforts needs to be evaluated by teachers and administrators who share a common understanding of the purpose of staff development and the expected outcomes.

· Staff development can help teachers articulate their views and help them discover ways of educating funders. In cases where negotiating with funders is not possible, staff development can explore strategies for implementing a program that is educationally sound and socially responsible within the limits set by the funding agency.

Reflections

Effective staff development is based to a large extent on the expressed and perceived needs of teachers. Teachers thinking about their own students may want to consider the following questions in deciding on their staff development needs.

Professional development

What are your own priorities regarding your own professional development? Do you feel strongly about issues such as working conditions, career paths in ESL, responding to funding requirements, advocacy for students, and teacher qualifications? How can staff development help you and your fellow teachers address these issues?

Models of staff development

1. What model would help you the most in your professional development: the craft model, the applied science model, or the inquiry model? Why?

2. What combination of these might be most effective given the staffing in your program?

3. If your program were to implement an action research project at your site, which issues would you investigate? What kind of support would you need?

Content for staff development

This chapter has discussed the importance of knowledge and understanding in three key areas of adult ESL literacy: social context, second language learning and literacy development, and teaching processes. In which areas do you consider yourself particularly strong? In which areas are you weak?

If you could develop staff development content that reflects the literacy issues in your classroom, what topics would you address? To be more effective, what would you need to know in each of the following areas?

· social contexts that influence literacy development for my students

· second language learning and literacy development in adults

· supporting the language and literacy development of my students.

Are there any areas of adult ESL literacy that you are particularly interested in, such as teaching initial literacy, setting up group work, or using alternative assessment?

Endnotes

1.
See Griswold, 1989.

2.
See Tibbetts et al., 1991.

3.
Funding for ESL literacy programs comes from a variety of sources including the federal government (for workplace literacy, family literacy, amnesty, and refugee programs), private foundations, state departments of education, or a combination of federal and state funds.


Funding for staff development also varies for these programs. In some cases, programs use federal or state funds earmarked for staff development (e.g., monies offered under section 353 of the Adult Education Act) or use "321" funds designed to supplement adult education programs. In other cases, the movies come out of the local budget. Programs receiving federal movies directly often negotiate funds for staff development as part of the contract with the federal government. Occasionally, programs submit proposals to foundations or state and federal agencies and receive "mini‑grants" for special staff development projects.

4.
See Hamayan, 1990.

5.
See Tibbetts et al., 1991.

6.
See Auerbach, 1990.

7.
See also "Practitioners' Bill of Rights" in Making Meaning, Making Change by Auerbach, 1990 and "Language and literacy teachers: Diverse backgrounds, common concerns" by Wrigley, 1991.

8.
These terms, "craft model", "applied science model" and "reflective model" are borrowed from a taxonomy developed by Wallace. See Wallace, M.J. (1991) Training foreign language teachers: a reflective approach. New York: Cambridge University Press. The description of the models provided here differs slightly from the descriptions used by Wallace.

9.
Program administrators and teachers often meet these individuals at conferences and invite them to conduct staff development at their programs. While some of these charismatic master practitioners are trained teachers, others may have little experience and may not fully meet the staff development needs of the program (K. L. Savage, personal communication, November 8, 1991).

10.
See Joyce & Showers, 1982.

11.
Training provided by the ESL Teacher Training Institute in California is based on this model.

12.
Ideally, discussions between peers about what was effective and ineffective in the classroom can lead to reformulation of the theories that underlie second language teaching and can generate new practice.

13.
Quite often coordinators bring back the names of educators to be used as consultants in program‑sponsored workshops (K. L. Savage, personal communication, November 8, 1991).

14.
For examples of teacher training institutes contact the ESL Teacher Training Institute in California; the Illinois ESL Adult Education Service Center; and Statewide Adult Basic Education System (SABES) in Massachusetts.

15.
For examples, see the following video series: Teacher training through video (Savage, 1991) and Teacher to teacher, 1988.

16.
In some states, such as California, resource information is available online. See the Outreach and Technical Assistance Network (OTAN); an example of a resource center that offers program and staff development, serves as a clearinghouse, and acts as a research center is the Statewide Adult Basic Education System (SABES) in Massachusetts; as part of that system, the Adult Literacy Resource Institute provides assistance in ESL literacy.

17.
D. Terdy, personal communication, January 31, 1991.

18.
See also site report in Guth & Wrigley, 1992.

19.
K. L. Savage, personal communication, November 8, 1991. The point has also been made by other teacher educators.

20.
See Stenhouse, 1975.

21.
See Tibbetts et al., 1991.

22.
See also site report in Guth & Wrigley, 1992.

23.
For a description of the process, see Isserlis, 1990.

24.
See site report in Guth & Wrigley, 1992.

25.
L. Savage, personal communication, November 8, 1991; D. Terdy, personal communication, January 31, 1991; see also Tibbetts et al., 1991.

26.
See Willig, 1990, pp.394‑395, "Response" to "Preparing mainstream teachers for teaching potentially English proficient students," by Hamayan, 1990.

27.
See also Tibbetts et al., 1991.
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