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Abstract

Despite its essential role in educational reform, professional development typically does not receive adequate support
in systemic reform efforts. This article presents an exception—a state that incorporated professional development as a
central priority in its reform effort and four schools that used state resources to build their capacity for enacting the
reform agenda. We describe central features of Kentucky’s approach to professional development, characterize
elements of professional development within the four schools, and discuss how these elements promoted three
dimensions of school capacity: individual teachers’ knowledge, skills, and dispositions; professional community; and
program coherence. Based on this “image of the possible,” we offer recommendations for professional development
that supports systemic, standards-based educational reform.
© 2002 Elsevier Science Ltd. All rights reserved.
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In his introduction to the first issue of Journal of
Educational Change, a new international journal
dedicated to describing educational change and
investigating its causes and consequences, Har-
greaves (2000) argued that ‘“‘across the world,
educational reform is itself a huge priority” (p. 1).
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Fullan’s (2000) lead article in the same journal
noted that “We are in the midst of the second
serious attempt at large-scale educational reform
in the past half-century” (p. 5) and outlined a
number of factors necessary for large-scale reform
to be established and sustained. Among these
factors are an integrated system of pressure (e.g.,
accountability) and support (e.g., professional
development), and an infrastructure that includes
units responsible for both assessment and ac-
countability, and professional development and
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assistance. Professional development is essential to
individual teachers’ growth as well as organiza-
tional change in schools, both of which are
necessary for true educational reform to occur.
Yet, at least in the United States, systemic reform
efforts typically provide inadequate support for
teachers’ professional development (Sykes, 1996).

This article presents a contrasting case—a state
that made professional development a major
component of its standards-based reform effort
from its inception, and four exemplary schools
that used the professional development resources
provided by the state to enact the mandated
reform agenda. This “image of the possible”
(Shulman, 1983) provides insights about how
professional development can be used to promote
systemic educational change through enhancing
three dimensions of school capacity: individual
teachers’ knowledge, skills, and dispositions;
professional community; and program coherence
(Newmann, King, & Youngs, 2000).

1. The key role of professional development in
educational reform

1.1. The teacher’s role in educational reform

The new visions of learning and teaching that
underlie current educational reform efforts in the
United States are making profound demands on
schools, teachers, and students. Teachers are
expected to help students develop rich under-
standings of important content, think critically,
construct and solve problems, synthesize informa-
tion, express themselves proficiently, and demon-
strate these understandings and skills on new types
of assessments. Classrooms are to be places where
teachers and students engage in rich discourse
about important ideas and participate in problem-
solving activities grounded in meaningful contexts
(e.g., National Council of Teachers of Mathe-
matics, 1989, 2000; National Education Goals
Panel, 1991; National Research Council, 1993).

These visions depart significantly from much of
the educational practice that is found in today’s
typical American school. Further, as Wilson and
colleagues have pointed out,

[TThe teaching and learning envisioned in these
reforms is not something that most of us know
how to do or even know enough to want. If we
already wanted this kind of learning—and if we
knew how to teach in such ways—more class-
rooms would look like the ones envisioned by
reformers.... Moreover, these reforms are vi-
sions, not programs for practice. They are
sketches of what teaching and learning could
be. They are images and ideals, not realities.
Schoolpeople must construct practice from
these sketches, and they must promote new
goals and means to meet those goals, even as
they seek to develop alternative visions of what
the reforms really mean. (Wilson, Peterson,
Ball, & Cohen, 1996, p. 469)

Because the new standards and frameworks
driving reform efforts do not provide specific
guidelines for teaching, “The burden of adding to,
filling out, and revising the visions is left to the
teachers. We can see that most teachers would
have to learn an enormous amount to make the
reforms workable” (Wilson et al., 1996, p. 475). To
make matters even more challenging, the changes
required to achieve these visions are not a simple
matter of learning new teaching strategies that
someone else has developed. For teachers to move
successfully toward these visions requires, in many
cases, major changes in their knowledge and
beliefs, as well as their instructional practices
(Putnam & Borko, 1997).

Yet, if educational reform efforts are to succeed,
it is imperative that teachers meet these challenges.
Although policy makers certainly are crucial to
reform, “‘teachers are the key agents when it comes
to changing classroom practice. They are the final
policy brokers” (Spillane, 1999, p. 144). Little
(1999) explained,

Long-term observers of educational innova-
tion and school reform have argued that
reform might more productively be seen as a
problem of learning than as a problem of
“implementation.” That is, the progress of
reform appears to rest in crucial ways on the
capacity of teachers, both individually and
collectively. (p. 2)
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Little’s view is echoed by Fullan and Hargreaves
(1992), who concluded, based on the empirical
investigations of educational change in Canada,
England, and the US reported in their edited book,
that teacher development is central to successful
change.

1.2. The importance and the inadequacy of
professional development

These transformations, and the learning
that they require, are not likely to occur
without support and guidance (Putnam & Borko,
1997, 2000). Thus, the success of current reform
efforts is dependent upon creating opportunities
for teachers’ continual learning and providing
sufficient professional development resources
to support these opportunities (Cohen & Ball,
1990; Darling-Hammond, 1990, 1996; Richardson,
1994; Sykes, 1996). McDonnell (1994) focused
explicitly on the need for professional develop-
ment related to the new forms of assessment
that are frequently a component of reform
efforts:

Because many new forms of assessment require
that teachers play a key role in their design,
administration, scoring, and use, these assess-
ments will not work as intended unless adequate
training is provided. The need for major new
investments in professional development is even
greater for those assessment policies that are
expected to change curriculum and instruc-
tional policies. (p. 414)

At the same time, educational scholars have noted
the inadequacy of existing support for teacher
learning. Darling-Hammond (1990) suggested a
possible reason for this situation—that policy
makers appear not to realize the central role that
teachers play in determining the success of reform
efforts:

In general, educational policy in this country
has started from the assumption that what
teachers know and think is of little consequence
for the course of teaching—that teaching can be
controlled by prescriptions for practice embo-
died in texts, tests, and monitoring schemes.

The teacher is viewed as a conduit for instruc-
tional policy, but not as an actor. As a
consequence of this view, policy makers have
tended to invest a great deal more in the
creation of control systems for teaching than
they do in the development of teacher knowl-
edge. ...investments in staff development are
paltry compared to those that occur in other
professions or businesses. (p. 239)

Compounding the problem, the resources that
have been spent on professional development over
the years often have not yielded positive results.
Most in-service activities for teachers are one-time
events rather than on-going learning experiences.
These activities tend to be “‘intellectually super-
ficial, disconnected from deep issues of curriculum
and learning, fragmented, and non-cumulative”
(Cohen & Ball, 1999, p. 15). Topics are determined
by people other than those for whom the activities
are intended. And the programs are not designed
to take into account what we know about how
teachers learn (Putnam & Borko, 1997). Thus, it is
not surprising that, as Fullan (1991) observed,
“Nothing has promised so much and has been so
frustratingly wasteful as the thousands of work-
shops and conferences that led to no significant
change in practice when teachers returned to their
classrooms” (p. 315).

In his article introducing a special section of
Phi  Delta Kappan devoted to Professional
Development and School Reform, Sykes (1996)
made two observations that capture both the
need for professional development and the inade-
quacy of conventional professional development
to meet the demands of current educational
reform. First, “teacher learning must be at the
heart of any effort to improve education in
our society. While other reforms may be needed,
better learning for more children ultimately
relies on teachers.” Second, ‘“‘conventional profes-
sional development [is] sorely inadequate....
The resources devoted to professional develop-
ment...are too meager and their deployment
too ineffective to matter.” Sykes concluded,
“These twin observations form the most serious
unsolved problem for policy and practice in
American education today.... [E]fforts to promote
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teacher learning that will lead to improved
practice on a wide scale have yet to emerge”
(p. 465).

2. Professional development for individual and
school capacity

To foster systemic reform, professional
development must support change at both
individual and school levels. As Fullan (1991)
explained, “Continuous development of all tea-
chers is the cornerstone for meaning, improve-
ment, and reform. Professional development
and school development are inextricably linked”
(p. 315). Professional development serves two
complementary purposes in efforts to reform
schools. It is “both a strategy for specific,
instructional ~ change, and a strategy for
basic organizational change in the way teachers
work and learn together” (p. 319; emphasis in
the original). Also supporting an approach
focused on both the individual and the in-
stitution, Newmann and colleagues claimed
that “‘professional development is more likely
to advance achievement of all students in a
school if it addresses not only the learning of
individual teachers, but also other dimensions of
the organizational capacity of the school” (New-
mann et al.,, 2000, p. 2). To serve these two
purposes, professional development must be re-
sponsive to the interests and needs of both
individual teachers and the collective or group
(Little, 1993).

Newmann and colleagues developed a frame-
work for studying professional development that
takes into account both the individual and the
collective (King & Newmann, 2000; Newmann
et al., 2000; Youngs, 2001). They defined school
capacity as “the collective power of the full staff to
improve student achievement school wide” (New-
mann et al., 2000, p. 3) and identified five
dimensions of this concept. First, school capacity
includes the knowledge, skills, and dispositions of
individual teachers. In order to advance student
achievement, school staff must be competent in
instructional and assessment approaches that are
appropriate to their students, and they must hold

high expectations for all students’ learning. Sec-
ond, school capacity includes the idea of profes-
sional ~ community. A  strong  school-wide
professional community consists of four features:
a shared set of goals for student learning, staff
collaboration and collective responsibility to
achieve the shared goals, reflective professional
inquiry to address the challenges they face, and
opportunities for the staff to influence the school’s
activities and policies. Third, school capacity
includes program coherence. Capacity is enhanced
to the extent that instructional programs are
coherent, focused on clear school goals, and
sustained over time. Fourth, to increase student
achievement, schools must have technical resources
such as high quality curricula, instructional
materials, assessment instruments, computers,
laboratory equipment, and adequate facilities.
Finally, effective principal leadership is a critical
factor in a school’s capacity to educate its
students.

Newmann and colleagues argued that three of
these dimensions—teachers’ knowledge, skills, and
dispositions; professional community; and pro-
gram coherence—are most responsive to improve-
ment through professional development and
should be central to a school’s professional
development efforts. (Technical resources and
principal leadership, while equally important to
building capacity, are typically addressed primar-
ily through means other than professional devel-
opment.) Their study of professional development
in urban elementary schools across the United
States focused on these three dimensions. Working
with a criterion-based sample of nine schools that
served large proportions of low-income students,
showed progress in student achievement, and
attributed that progress to school-wide, sustained
professional development, they found that these
schools were able to organize professional devel-
opment to address school capacity comprehen-
sively, and that they attended to multiple
dimensions of school capacity through di-
verse approaches to professional development.
The extent to which district policy supported
building capacity depended on interactions
between the individual schools and their
policy contexts (Youngs, 2000). Considering the
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relationship between policy support and capacity,
they concluded:

[Plolicy support does matter, but in order to
know what kind of support will most serve
comprehensive professional development, one
must first understand the school context. This
suggests that some district and state policies
should be tailored to fit particular school
contexts rather than supporting a standard policy
for all schools. (Newmann et al., 2000, p. 37)

Youngs (2000) elaborated on this idea, recom-
mending that to help schools enhance capacity,
districts should provide some instructional gui-
dance through centralized policies and processes
related to professional development and school
improvement, while also promoting school level
autonomy.

In examining the role of professional develop-
ment in Kentucky’s reform efforts, we also focus
on schools as the unit of analysis. We adopt the
position supported by Fullan (1991), Little (1993),
and Newmann et al., (2000) that professional
development must address both individual tea-
chers and the professional community as a whole
in order to successfully promote school-wide
student achievement. We describe the professional
development resources available to Kentucky
schools through the Kentucky Education Reform
Act (KERA) and the ways in which four
exemplary schools used these resources to enhance
teachers’ knowledge, skills, and dispositions;
professional community; and program coherence.
We also consider how Kentucky’s policies related
to professional development, with their emphasis
on both centralized and decentralized approaches,
enabled these schools to use state resources to
address their particular needs. This work extends
Young’s (2000) analysis of connections between
district policy and school capacity to the state
level.

3. Methods

This research is part of a larger project, The
Effects of Standards-Based Assessments on

Schools and Classrooms, which examined the
impact of Kentucky’s educational reform on
school and classroom practices. The larger project
included both survey and exemplary case study
components. This article focuses on the case study
component and on professional development
practices at four exemplary schools (for an analysis
of how these four schools met the challenges of the
Kentucky reform, see Wolf, Borko, Elliott, and
Mclver (2000); for survey results on the effects of
Kentucky’s reform on classroom practices see
Stecher, Barron, Kaganoff, and Goodwin (1998)
and Stecher and Barron (1999)).

3.1. Site selection and sample

Gage (1978), Shulman (1983), and others have
argued convincingly for the value of case studies as
existence proofs, providing images of what can be
accomplished rather than documenting what is
typically the case. Specifically,

One major virtue of a case study is its ability to
evoke images of the possible....It is often the goal
of policy to pursue the possible, not only to
support the probable or frequent. The well-
crafted case instantiates the possible, not only
documenting that it can be done, but also laying
out at least one detailed example of how it was
organized, developed, and pursued. For the
practitioner concerned with process, the opera-
tional detail of case studies can be more helpful
than the more confidently generalizable virtue of
a quantitative analysis of many cases. (Shulman,
1983, p. 495)

Despite the wisdom of this argument, it is difficult
to find case studies of successful educational
reform efforts. As Hatch (1998) noted, ‘“‘Stories
about successful and sustained school improve-
ment are rare, but the tales of unrealized exp-
ectations and failure in reform efforts are legion™
(p. 4). In the case study component of our project,
we set out to help fill this void by identifying and
studying success stories—schools in which, accord-
ing to Kentucky educators, “good things were
happening,” particularly with respect to the re-
form movement.
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We wused a multi-step sampling procedure
recommended by Heath and McLaughlin (1993)
to select the schools featured in the exemplary case
study component of the project. We began by
seeking advice from people familiar with Ken-
tucky’s educational reform agenda and its enact-
ment in schools throughout the state. These people
included Kentucky Department of Education
(KDE) personnel, regional service center directors,
district personnel, and university faculty members.
When talking with these people, we explained that
we were looking for schools that they considered
successful, not necessarily because of high test
scores, but because they were enacting school and
classroom practices promoted by KERA. Further,
we did not want “no wonder” schools—for
example, schools located in high socioeconomic
communities or magnet schools for the gifted that
would invite comments like, “No wonder they can
do it. Look at their population and resources.”
Rather, we wanted to select schools with diverse
populations of students, where we would have to
look deeper than surface explanations for their
success.

We generated a list of schools whose names
came up repeatedly during these conversations.
Members of the research team then made site
visits to these schools during which we in-
formally interviewed principals and teachers, and
observed classroom mathematics and writing
instruction. Our final sample of six schools—three
elementary schools and three middle schools, one
each in wurban, suburban, and rural areas of
Kentucky—was selected on the basis of these site
visits. In this article, we focus on the urban and
rural sites.

The two rural sites—Bluejay Elementary School
and Eagleview Middle School—are located in
Eastern Kentucky. The data on free and reduced
lunch, 80% at Bluejay and 70% at Eagleview,
indicate the high poverty in this remote rural area
of the state. The two urban sites—Eastend
Elementary School and Mt. Vernon Middle
School—are more economically diverse, with
approximately 25-30% of their children on free
and reduced lunch. Also, as is typical of urban
areas within the state, these schools have more
racially and ethnically diverse populations than

the two rural schools. (For additional information
on the site selection process, see Wolf et al., 2000.)

3.2. Data collection

Data collection for the exemplary case study
component of the project consisted primarily
of 2-day visits to each school in Spring 1997,
Fall 1997, and Spring 1998. To gather information
on professional development, we conducted
extensive semi-structured interviews with the
principals and targeted teachers in the account-
ability grades (grades 4 and 7 for writing, grades 5
and 8 for mathematics), as well as other school,
district, and regional personnel whose names
surfaced as key informants about the topic
(e.g., the Professional Staff Assistant at Eastend,
the mathematics department chair at Mt. Vernon,
regional resource teachers). A member of
the research team attended a KDE-sponsored
portfolio training workshop in Fall 1997, where
she participated in professional development
activities while taking observational notes.
We collected artifacts related to professional
development during all data collection activities
including our initial trip to the Kentucky
Department of Education and selected regional
resource centers, the three data collection visits to
each school, and the portfolio training workshop.
We also kept journals of our reflections related to
the project’s research questions, each day in the
field.

All interviews were audiotaped and trans-
cribed. Observational notes taken during the
portfolio training workshop were expanded
into detailed field notes immediately after leaving
the site.

3.3. Data analysis

We developed an initial coding scheme for
professional development by drawing upon our
knowledge of professional development policies
and practices within the state and modified it
inductively based on a preliminary analysis of
interview data. Coding categories for the teacher
interviews, for example, included participation
in KDE-organized professional development,
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leadership roles in KDE-organized professional
development, participation in assessment-related
activities such as benchmarking and scoring
of portfolios, participation and leadership in
building-level professional development, knowl-
edge and beliefs about professional develop-
ment, and a “wish list” of desired professional
development activities. We developed similar
coding schemes for our interviews with principals
and other key personnel. We used coded interview
data and artifacts collected on site to develop
focused case studies of professional development
at each of the schools. We analyzed these
case studies to identify patterns and themes across
the schools. These analyses were supplemented
with information from the portfolio training
workshop and interviews with KDE and regional
personnel.

In our presentation of results, words in quota-
tion marks indicate direct comments by our
participants, either audio-recorded during inter-
views or taken down verbatim in our observations.
Words in brackets are our own; they serve to add
clarification to participants’ remarks. Quotes are
marked by a letter to identify the role of the
participant (P = principal, AP = other school ad-
ministrator (e.g., Professional Staff Assistant),
T = teacher, A = administrator from the district,
region, or state), the year the quote was collected,
and a final letter to indicate the data collection
cycle (F = fall, S = spring). For example, a quote
from a teacher interview conducted in the spring of
1997 would be marked T97S.

4. Professional development and the Kentucky
educational reform effort

Kentucky was one of the first states to mount
a statewide, standards-based educational re-
form effort, with passage of KERA in 1990.
Motivated by a 1989 Kentucky Supreme
Court decision (Rose v. Council for Better Educa-
tion, Inc.), which declared the state’s public
school system unconstitutional because of the
number of children receiving an inadequate
education, KERA’s central commitment was
to the improvement of student learning. The

legislation was designed to change the state’s
entire educational system through reforms
in educational finance, governance and curricu-
lum. Changes in the area of curriculum were to
include the adoption of new curriculum standards,
standards-based assessment, and instructional
practices.

Professional development was a major com-
ponent of Kentucky’s reform effort from its
inception. Kentucky Revised Statutes (KRS)
156-095, which went into effect for the
1990-1991 academic year, mandated that the
State Board for Elementary and Secondary
Education establish, direct, and maintain a state-
wide program of professional development to
improve instruction in the public schools. This
statute specified that the State Board for Elemen-
tary and Secondary Education provide annual
training programs for local school district profes-
sional development coordinators and a series of
state-sponsored professional development activ-
ities for certified personnel throughout the Com-
monwealth. KRS 158-070 mandated that each
local board of education use 4 days of the
minimum school term for professional develop-
ment and planning activities for the professional
staff, without the presence of pupils. In 1992, HB
596 amended this statute to allow school districts
to use up to 5 days or 30 h for professional
development, provided that (a) the local boards
determine the number of days to be used and
designate them in the school calendar, and (b) a
plan for use of these days be developed by each
school and approved by the district superintendent
(Daniel & Craig, 1996). In addition KDE, charged
with implementing KERA, allocated substantial
resources to supporting teacher change and
designed an extensive professional development
program to help educators meet the demands and
expectations of the reform agenda. The Kentucky
Instructional ~ Results  Information  System
(KIRIS), the statewide assessment system, was to
be KDE’s primary tool for holding schools
accountable for student learning outcomes. And,
the multi-faceted professional development pro-
gram was a central component of its efforts to help
schools and teachers achieve the reform goals.
Thus, the state reform initiative included both
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pressure and support—two factors that Fullan
(2000) identified as necessary to the success of
large-scale reform.

Boston (1996) characterized the dramatic shift
in state support for professional development
associated with KERA as follows:

In pre-reform Kentucky, professional develop-
ment was the neglected step-child of public
education. It encompassed just four days of in-
service education a year; statewide funding for
keeping teachers professionally up-to-date was
limited prior to 1990s.... Today, Kentucky pro-
fessional development effort has changed from
a centralized, state-dominated function to a
decentralized model in which local needs dictate
what happens. With KERA, funding has
moved quickly from an initial §1 per student
(1990-1991) to $23 per student (1995-1996).
Overall spending on professional development
has increased dramatically, from $1.1 million
in 1990-1991 to $11.6 million in 1994-1995.

(pp. 11-12)

Perhaps the biggest challenge that KDE con-
fronted in providing professional development
services, like other services associated with KERA,
was geography. Many of Kentucky’s school
districts are located in remote rural areas, acces-
sible only by mountain roads which are particu-
larly treacherous during the winter months. To
help reform efforts reach these districts, the
Department established a system of nine regional
service centers which provided a local source of
professional development facilitators and resources
for the various strands of KERA. These centers
housed full-time ‘“‘resource teachers” in mathe-
matics and writing who offered workshops and
school-based professional development on a wide
range of topics such as mathematics problem
solving and the writing process. Other center
personnel provided services related to other aspects
of KERA—including support for site-based man-
agement, primary education, and technology—to
districts, schools, and individual teachers.

These regional centers, while an important
starting point, were insufficient. As Edward J.
Reidy Jr., former Deputy Commissioner of Edu-

cation, explained in an interview during our initial
visit to Kentucky, “We have a real commitment
that what kids learn should not be a function of
geography....You could draw a circle around the
regional service centers. Most of our schools that
were audited (for concerns related to KIRIS
scores) were outside those circles and most were
poor” (A96F). To supplement the work of the
centers, KDE developed a variety of activities and
materials specifically designed to meet the emer-
ging needs of teachers and schools as they worked
to achieve KERA goals.

This article focuses on the curriculum strand
within KERA, which included curriculum, in-
struction, and assessment. Specifically, we consider
professional development designed to help tea-
chers transform their instructional practices in
order that their students learn the “‘core content”
identified in Kentucky’s new curriculum frame-
work, and that their schools achieve their target
KIRIS scores. We organize our discussion around
the two major categories of services relevant to
curriculum: school-based professional develop-
ment and professional development for mathe-
matics and writing portfolios.

4.1. School-based professional development

School-based activities constituted a major
component of Kentucky’s approach to profes-
sional development. KRS 156-095 initially defined
consortia of school districts as the units that were
to receive state professional development funds.
This legislation mandated that all Kentucky
school districts with enrollment of less than
20,000 students join consortia, and that these
consortia submit professional development plans
to KDE by June 30, 1991. Allocation of resources
was dependent upon these plans.

In keeping with KERA'’s focus on school-based
decision making, the 1994 legislature passed new
legislation for professional development which
provided that after July 1, 1995, school districts
were able to withdraw from the consortia and to
spend their professional development funds on
activities of their choice. This new legislation
allocated 65% of all state professional develop-
ment funds directly to school councils, stipulating
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that in order to receive these funds, each school
must submit an annual plan for its professional
development program. These plans were evaluated
according to six standards: (a) a clear statement of
school or district mission, (b) evidence of repre-
sentation of all persons affected by the profes-
sional development plan, (c) evidence of
application of needs assessment analysis, (d)
professional development objectives focused on
the school or district mission and derived from the
needs assessment, (e) professional development
program and implementation strategies designed
to support school or district goals and objectives,
and (f) a plan that incorporated a process for
evaluating professional development experiences
and improving professional development initia-
tives (Daniel & Craig, 1996).

The decentralized approach to allocation of
resources reflected in this component of Ken-
tucky’s professional development program pro-
vided the opportunity for schools to build several
dimensions of school capacity outlined by New-
mann and colleagues (Newmann et al., 2000).
Specifically, the standards used to evaluate profes-
sional development plans promoted professional
community and program coherence by requiring
that schools develop a set of shared goals (a
mission related to student learning) and a profes-
sional development program to support those
goals. Teachers’ influence on professional devel-
opment activities was ensured through the central
role of the needs assessment.

4.2. Professional development for mathematics
and writing portfolios

In addition to funds allocated directly to
individual schools, KDE provided extensive pro-
fessional development related to the preparation
and scoring of KIRIS mathematics and writing
portfolios. These portfolios were one of the most
innovative components of KIRIS. Students in
accountability grades created mathematics and
writing portfolios during their ongoing instruc-
tional programs; teachers were responsible for
overseeing student efforts and scoring the com-
pleted portfolios. To support this substantial
assessment responsibility assigned to teachers, a

professional development program focused on
student portfolios, with a separate budget, was
created and administered by a Portfolio Manage-
ment Team in the Division of Portfolio Initiatives
within the Office of Assessment and Account-
ability.

During the years of KIRIS implementation, the
Division of Portfolio Initiatives produced numer-
ous documents designed to assist teachers in
fulfilling their responsibilities related to portfolio
development and scoring. In mathematics, for
example, publications included a mathematics
portfolio teacher’s guide and annual updates
(KDE, 1995a); booklets of sample portfolio tasks
for the elementary, middle, and high school levels
(KDE, 1997a, b, c); and pamphlets on selecting
appropriate portfolio tasks, also at the elementary,
middle, and high school levels (KDE, 19974, e, f).
In addition to these written materials, the Division
produced a series of Kentucky Educational Tele-
vision (KET) telecasts with associated videotapes
on various aspects of portfolio production and
scoring.

The Division of Portfolio Initiatives also pro-
vided face-to-face professional development for
teachers across the Commonwealth, using a
trainer-of-trainers model. To implement this mod-
el, the Portfolio Management Team worked
closely with the regional resource teachers in
mathematics and writing. In addition, they relied
heavily on full-time classroom teachers. For both
mathematics and writing portfolios, approxi-
mately 27 classroom teachers were identified to
serve as ‘‘regional coordinators”—one at each
educational level (elementary, middle, high) within
each geographic region. Approximately 700 “clus-
ter leaders” were directly supported by these
regional coordinators and, in turn, provided
support for teachers within their local districts.

Mathematics portfolio training sessions, held
for all mathematics teachers in accountability
grades in Fall and Spring of the 1997-1998
academic year, were one service made available
through this trainer-of-trainers model. The KDE
Mathematics Portfolio Program team, with the
assistance of regional resource teachers, provided
training sessions for the regional coordinators.
The regional coordinators then provided parallel
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training for all cluster leaders in their regions.
Cluster leaders, in turn, were responsible for
training all teachers whom they served. While
school-based professional development fostered
program coherence and professional community,
portfolio-related professional development was
designed to promote school capacity primarily
through building the knowledge and skills of
individual teachers.

4.3. Professional development and school capacity

Research on the overall effectiveness of Ken-
tucky’s professional development activities in
building school capacity is mixed (Youngs,
2001). On the positive side, in Stecher and
colleagues’ 1996-1997 survey of teachers in the
accountability grades, the majority of participants
reported that they were influenced at least “a
moderate amount” by the professional develop-
ment they received in portfolio development and
portfolio scoring. In the area of mathematics,
more than half the respondents reported that
Transformations: Kentucky’s Curriculum Frame-
work (KDE, 1995b, ¢) and Core Content for
Mathematics Assessment (KDE, undated) had “a
great deal of influence” on their instructional
practices. Similarly, in the area of writing, over
50% of the teachers reported that the professional
development activities in which they participated
had a positive effect on their ability to teach
writing (Stecher, et al., 1998).

In contrast, McDiarmid and Kelly (1997) found
that most professional development activities in
the schools that participated in their study were
designed to help teachers prepare students for
KIRIS. Only rarely did these activities “‘focus
directly on teachers’ understanding of the topics
and procedures they were to help their students
learn” (p. 16). Similarly, Guskey and Oldham
(1997) noted that professional development pro-
grams in many schools throughout the state
focused narrowly on the particular assessment
formats and scoring procedures found in KIRIS.
They attributed this limitation to the pressure for
immediate improvement in test scores.

These mixed results help support the value of
exemplary site case studies. The four case study

schools described in the next section provide
concrete models of ways in which the professional
development resources available in Kentucky
could be used to build school capacity.

5. Professional development at four exemplary
Kentucky schools

In this section we describe professional develop-
ment practices at the four case study schools,
focusing primarily on the two categories of services
provided by the state. That is, we discuss the
various ways in which the schools used KERA
resources for school-based professional develop-
ment, as well as their participation and leadership
in the professional development for mathematics
and writing portfolios. We also consider the extent
to which the professional development activities
addressed components of school capacity.

5.1. School, team, and individual use of professional
development resources

All four case study schools had annual plans for
their professional development programs that
reflected the needs and interests of their faculties.
Three of the schools—Eastend, Mt. Vernon, and
Eagleview—had professional development commit-
tees that helped to determine how the four
mandatory professional development days would
be used and made on-going decisions about
allocation of professional development funds.
These committees solicited input from the staff to
determine their needs and desires for professional
development and made decisions accordingly. As
Ms. Mitchell, the Professional Staff Assistant at
Eastend, explained, their professional development:

has been pretty much on target. I think that is
partly because the professional development
committee is a pretty large committee, and they
really try to get a lot of input and to do a good
needs assessment of what the staff feel they need
and want. Because professional development
reflects what the staff determines that they need,
most of the time it’s been pretty beneficial.
(AP98S)
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Staff needs were also taken into account in
determining professional development activities
at Bluejay, although there was no committee
assigned this role. Ms. Chief, the principal, was
the catalyst for professional development. She
explained, ‘I conduct a needs assessment each year
to see what the faculty feel their needs are for
professional development. And I offer them a long
list of different professional development activities
that could be conducted at our building” (P98S).
Each year the list included her ideas as well as
ideas from other staff members. Thus, although
the schools used different methods for determining
their professional development programs, all four
solicited faculty input, thus providing opportu-
nities for the teachers to influence the school’s
activities and policies (one feature of the profes-
sional community dimension of school capacity).

The schools also differed in their allocation of
resources to school, team and individual profes-
sional development activities. At one extreme, all
four professional development days and most of
the professional development money at Eastend
were used for whole-school or team activities. In
contrast, at Eagleview, one day was allocated to
departments for curriculum work and one-half day
was allocated to school-wide portfolio training;
the other professional development time, and
much of the professional development money,
were distributed to individuals or groups of
teachers on the basis of specific requests. Curricu-
lum alignment and training for portfolio prepara-
tion and scoring were the only activities common
across the four schools; other activities were
tailored to the unique needs and interests of each
school staff. In this section, we highlight some of
the activities to which resources at the four schools
were allocated.

5.1.1. School-based portfolio training

In keeping with KDE’s trainer-of-trainers model
for KIRIS portfolios, the teachers at each school
participated in mathematics and writing portfolio
training sessions. These sessions—typically one-
half day in fall and one-half day in spring—were
offered by the schools’ cluster leaders and followed
the format and content of training sessions
provided by KDE’s Portfolio Management Team.

For example, the Fall 1997 mathematics work-
shops focused primarily on characteristics of
appropriate portfolio tasks. Teachers viewed a
videotape of the KET telecast produced and
distributed by KDE entitled, ““Mathematics Port-
folio Fall Update for Teachers.” They discussed
characteristics of appropriate portfolio tasks and
categorized a set of tasks provided by KDE as
either appropriate or inappropriate. In addition,
teachers were introduced to the analytic scoring
guide for portfolio tasks developed by KDE staff
in conjunction with the Mathematics Portfolio
Advisory Committee. The Spring 1998 mathe-
matics workshops continued the focus on scoring
of portfolio tasks. Participants practiced scoring
several ‘“‘anchor portfolio pieces” provided by
KDE and discussed their results, in order to
develop consistency in scoring across teachers.
They also discussed ethics for appropriate testing
practices.

Teachers and administrators had mixed reac-
tions to the portfolio workshops, and particularly
to the KET telecast videotapes. On the one hand,
they understood the importance of consistency in
these workshops across the state. On the other
hand, several commented that the videotapes were
“boring” and difficult to watch. The following
comment by Ms. Mitchell captured these senti-
ments well:

I think that the required professional develop-
ment workshops for intermediate teachers
related to math portfolios and writing portfo-
lios are helpful. They’re kind of boring because
you really have to stick to the script and the
agenda, cover certain topics and show certain
videos, and do it exactly the way KDE wants it
done. I understand that if we’re to develop this
statewide, and people statewide are to under-
stand the expectations, it has to be done....And
I do think they teach you what the expectations
are, how portfolios will be scored, and what
they’re going to be looking for. (AP98S)

Thus, despite their complaints, teachers and
administrators agreed that the workshops and
accompanying materials (e.g., sample portfolio
tasks, analytic scoring guides) helped ensure that
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teachers developed the knowledge and skills to
fulfill their instructional and assessment responsi-
bilities related to student portfolios. These re-
sources helped build the individual capacity
necessary to successfully implement the portfolio
component of the KERA reform.

5.1.2. Curriculum alignment

All four schools used some combination of
professional development time and money to work
on aligning their curricula with the KERA core
content standards and developing instructional
and assessment activities. Eastend’s efforts were
the most extensive. There, the school curriculum
committee, chaired by Ms. Mitchell and composed
of teachers representing ecach team and ecach
subject area, worked to align one curriculum area
each summer and to develop associated instruc-
tional materials and assessment tools. Ms. Conner,
the principal, explained,

As a school we determined that curriculum is
our major goal over the long haul. We’ve been
working on it for quite a few years. We've
concentrated on language arts, math, and then
science. The next area of focus will be social
studies. And we’re still evaluating the curricu-
lum as we’re using it, to make adjustments and
improvements. So I don’t know that we’ll ever
get to a point where we say this is not an area of
focus; it probably always will be. (P97F)

In summer 1996, for example, the committee
revised the mathematics curriculum and developed
a mathematics program that included instructional
materials and pre- and post-tests for every core
content area. As ideas for portfolio prompts and
other activities came up during the realignment
effort, they were recorded and compiled into big
binders, one for each teacher at each grade level.
Ms. Nicholl, a fourth/fifth grade teacher, com-
mented on the value of these binders: “That way,
you’re not having to go out and find 25 things on
your own. Everybody’s kind of helping out.” Ms.
Roby, her teammate, added that as a result of
these efforts, “We have a much tighter, more
comprehensive math program” (T97S). This re-
vamping of the school’s mathematics program was

accompanied by substantial instructional changes
in the class that Ms. Roby and Ms. Nicholl shared,
with much more time devoted to problem solving
and talking about mathematics, and less to
computation.

Eastend used professional development money
to provide summer stipends for teachers who
served on the curriculum committee. In addition,
the school used professional development time to
share the committee’s products with the rest of the
staff. Ms. Mitchell explained,

We do some sort of in-house professional
development whenever we do curriculum align-
ment, to introduce the staff to the newly aligned
curriculum...and give them some time to think
about it and organize it within their complexes
[teams] or grade levels. We have them ask
questions, provide a rationale for the curricu-
lum committee’s decisions, look at recom-
mended instructional units, and those types of
things. I think the meetings are beneficial.
(AP98S)

Ms. Nicholl commented about this work:

We have spent the past six or seven years
revamping the curriculum, aligning the curricu-
lum....We see curriculum alignment as very
valuable....That’s where the changes are coming
down.....The changes occur when you’re look-
ing at what you’re presenting to children.
(T97F)

Groups of teachers at Mt. Vernon and Bluejay
also spent time in the summer working on
curriculum alignment. For example, at Mt. Ver-
non discipline-based teams comprised of teachers
from all grade levels went on 1-week summer
retreats to work on curriculum alignment. Teams
from different disciplines went each year. Mr.
George, the principal, felt that these retreats
brought his faculty closer together and promoted
communication across grade levels. As he ex-
plained,

Three years ago, for example, the eighth grade
social studies teachers probably wouldn’t have
known what the sixth grade teachers were



H. Borko et al. | Teaching and Teacher Education 18 (2002) 969-987 981

doing, or even cared. By bringing them
together, they can see what’s expected when
kids enter our school and what skills are
necessary by the time they exit. It helps them
think more like a school and a department.
(P97F)

Teachers at Mt. Vernon and Eagleview also
received 1 day of professional development credit
for working in subject matter teams to compile
books of materials to support instruction on
various types of KIRIS-related writing and mathe-
matics tasks. Mr. Bass and his language arts
colleagues at Eagleview organized their books of
writing materials to correspond to the three types
of KIRIS-related writing tasks that students
needed to practice (on demand, open response,
portfolio). Affectionately referring to these books
as their “stuff books,” they spoke of their value as
instructional resources. Working on these stuff
books, like compiling binders and sharing materi-
als at FEastend, and participating in summer
retreats at Mt. Vernon, helped to promote
collaboration and shared goals for student learn-
ing, two key features of professional community.
Further, the curriculum alignment efforts en-
hanced the coherence of the schools’ instructional
programs.

5.1.3. Mt. Vernon’s Tuesday afternoon meetings

Mt. Vernon used a substantial portion of its
professional development resources for a unique
form of school-level professional development.
Teachers were paid to stay 1 h after school, once
a week, to participate in school-wide professional
development meetings. These meetings typically
were run by Mr. George, with occasional leader-
ship from other school personnel and external
consultants. Mr. George guaranteed that the
meetings would be no longer than 1h. He
maintained that “If you tell the teachers it’s only
going to last for one hour...then it’s fine with
them.... I felt like I’'ve had all their attention and
all their cooperation” (P97F).

Mr. George also promised that the meetings
would focus on issues directly related to what
teachers were doing in their classrooms. During
the 1996-1997 academic year topics included

motivation and the ‘“‘four-column method” (a
pre-writing technique developed by resource tea-
chers in the state as an approach to constructing
answers to KIRIS open-response items). In
1997-1998 several sessions focused on KIRIS
rubrics and scoring student work. Referring to
these meetings, Mr. George explained,

Staff development in the school is ongoing. It
doesn’t happen four times a year. It happens
weekly now, and sometimes it happens daily. I
think if you want to stay an exemplary school,
you have staff development that happens al-
most daily—working with the weak areas and
strengthening the strong areas. (P97F)

In other words, you work on an on-going basis to
enhance the knowledge and skills that teachers
need in order to build the school’s capacity to
enact the reform agenda.

5.1.4. Individual use of professional
development resources

Many of the professional development resources
at Eagleview and Bluejay were allocated to meet-
ing the needs and interests of individuals and small
groups of teachers. Some of these resources were
used to support independent professional devel-
opment activities. Ms. Nelson, a mathematics
teacher at Eagleview, explained,

We have a lot of flexible professional develop-
ment. Toward the end of the year a couple of
people from the board office do surveys and
bring us information about trainings that might
be useful to us, and we can select from those....
For example KET ran a middle school math
series. If I want to just watch those tapes and
summarize them, then I can do that for some of
my flexible time. (T97F)

As one form of professional development, Ms.
Chief taught demonstration lessons for the tea-
chers at her school. In fall 1997 she sent out a
memo asking if teachers wanted her to teach mini-
lessons in their classes and providing a list of
topics she could address such as persuasive
writing, narrative writing, on-demand writing,
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and answering open-response questions. Ms. Chief
explained that during these lessons, “‘the teachers
stay with me and they watch” (P97F). At the time
of our visit she had already conducted three
lessons and had two more scheduled.

Teachers at both schools also took advantage of
external professional development opportunities
that coincided with their interests. For example,
Mr. Bass asked for and received support to attend
a workshop on revision strategies conducted in
Lexington by Barry Lane. The fourth grade
teachers at Bluejay used professional development
funds for the same workshop, and several other
Bluejay teachers attended the Kentucky Council of
Teachers of Mathematics (KCTM) conference.

Resources were also allocated to support the
activities of small groups of teachers. Thus, Mr.
Bass typically fulfilled most of his required
professional development hours through work
with other teachers on projects such as the stuff
books. He appreciated the flexibility of a system
that allowed teachers to keep most professional
development activities in house and draw upon the
expertise of their colleagues. As he explained,

Who knows us better than we know ourselves?
I'm of the opinion that some of the greatest
teachers in this state are in this county, and
they’re doing a lot of neat things. And I think
our system allows us to share those ideas with
each other. (T97F)

In contrast to Bluejay and Eagleview, the teachers
at Eastend and Mt. Vernon felt that they rarely had
the time to take advantage of opportunities offered
outside the school walls because there were so
many school- and team-level professional develop-
ment activities at their school. Ms. Roby explained,

With all the things that we’re required to do at
the intermediate level, we’re already two and
one-half days over the professional develop-
ment limit. At some point you have to say, “I've
had enough.” We don’t even sign up any more
for the things we want to do. There’s just x
number of hours in the day. (T98S)

When they did participate in outside profes-
sional development activities, teachers at all four

schools teacher were expected to share what they
learned with their colleagues. Ms. Conner ex-
pressed this expectation well,

In general, staff members understand that when
you go to a professional development activity,
you must come back and share what you’ve
learned with the rest of us so we can all benefit
from it, if we’re using school funds to send you.
There’s an understanding that “This may be
something I’'m interested in and I need, but I
have an obligation to teach others.” So it’s a
support both ways. (P97F)

Similarly, Mr. Bass noted that when Eagleview
teachers went to professional development activ-
ities, ‘“‘they [administrators] ask you to grab
everything you can grab” to share with other
teachers. Also, sometimes teachers “‘organized a
presentation for the rest of the faculty” (T97F)
based on what they had learned. Through such
sharing of materials and ideas, individually-or-
iented professional development provided re-
sources for in-house professional development
and helped to build the sense of professional
community within the school.

5.2. Leadership in portfolio initiative trainer-of-
trainer activities

Teachers from all four schools who were
participants in our study played some type of
leadership role in the Division of Portfolio
Initiatives trainer-of-trainer activities. Ms. Chief
was a regional coordinator in writing and served
on KDE’s Writing Portfolio Advisory Committee.
Ms. Roby and Mr. Perry were regional coordina-
tors in mathematics and served on the Mathe-
matics Portfolio Advisory Committee. Mr. Taylor
also served on the Mathematics Portfolio Advi-
sory Committee, and Ms. Crabtree participated in
summer workshops on the re-scoring of writing
portfolios.

As regional coordinators, Ms. Roby, Mr. Perry
and Ms. Chief participated in the portfolio
training workshops provided by the Division of
Portfolio Initiatives and, in turn, provided training
to cluster leaders in their regions. They were also
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available to cluster leaders and all teachers in their
regions when questions about any aspects of
portfolio development or scoring arose. In fact,
these instructional leaders considered themselves
responsible “for keeping the rest of the county up
to date as far as what the changes are, what the
new standards are for math [and writing] portfo-
lios” and for “making sure that quality training
goes on in our district” (Ms. Roby, T97F).

These teachers chose to participate in leadership
roles, in part, so that they could provide the most
up-to-date information about KERA and KIRIS
to their schools. As Ms. Chief explained,

When I go to these meetings, I get back and |
get information out to the teachers immedi-
ately. I run it off immediately. It’s hot off the
press. We get to use it fast, which is great
compared to the time it takes to go through the
channels and get to other teachers. (P97F)

From the beginning of KERA, Ms. Roby and Ms.
Nicholl adopted the attitude that they should
“jump in there and get as high up on that ladder as
we can...to get the information first and to help
our building.” For the good of the school,
“You’ve got to get out there. You’ve got to figure
it out” (Ms. Roby, T97S).

They also appreciated the fact that by working
at this level, they had input into state-level
decisions about KIRIS testing. Ms. Chief observed
that on the Writing Portfolio Advisory Commit-
tee,

We get to make some really important decisions
pertaining to writing. If there are modifications
that need to be made on the holistic scoring
guide or anything like that, we are the people
who get to have some input, to help with it as a
committee. Kentucky teachers are actually
getting to help with that. They’re getting to
help compose it, to make changes in it when
changes need to be made. (P97F)

Teachers on the Mathematics Portfolio Advi-
sory Committee also had the opportunity to
provide input into policy decisions. One of their
tasks was to “set up the structure for the R&D
phases of the math portfolio project” (Ms. Roby,

T97F). Then, during R&D, they helped “to figure
out what we want the new portfolios for Kentucky
to look like” (Mr. Taylor, T97F). In addition, the
Committee was convened in summer 1997 to try
out several different options for scoring portfolios
and to develop a recommendation for a revised
scoring plan. Ms. Roby described the summer
math scoring experience as

unbelievable. We were looking at several
different options—scoring things holistically as
a whole folder, scoring things piece by piece
holistically, or scoring things analytical-
ly....That was tough. It was really tough....Ba-
sically what came out is that we are going to be
scoring analytically piece by piece. (T97F)

The workshops were also learning experiences for
the teachers. Mr. Taylor reflected,

When you start making decisions [about scor-
ing] as a large group, then it starts affecting and
changing what you’re doing in your classroom.
That’s why I consider it professional develop-
ment—because anything you go to that affects
the way that you teach, or the way that you
look at something, is benefitting you, which is
what I think professional development should
be. (T97F)

Thus, in addition to providing information that
helped the schools improve their writing and
mathematics programs, these leadership experi-
ences enhanced participating teachers’ knowledge
and skills and gave them the opportunity to
influence state decisions about KERA and KIRIS.

6. Professional development and school
capacity revisited

All four schools developed extensive profes-
sional development programs to suit the specific
needs of their teachers and students, as well as to
enhance their instructional programs in areas
related to KERA. Although these programs
differed with respect to characteristics such as
their relative emphasis on individual, team, and
whole-school activities, all four addressed the three
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dimensions of school capacity identified by New-
mann and colleagues as most susceptible to
improvement through professional development.

Portfolio workshops and materials provided by
KDE were designed to enhance the knowledge,
skills, and dispositions of individual teachers across
the state. These resources played a key role in
ensuring teachers’ competence to guide students’
portfolio preparation and to score the completed
portfolios. As the mathematics cluster leader at
Mt. Vernon explained, explicit guidelines for the
structure of portfolios and sample portfolio tasks
helped her to understand “what’s appropriate and
what’s inappropriate” and to see how she could
use portfolio tasks for instructional as well as
assessment purposes. The trainer-of-trainers mod-
el also served its intended purpose at the case study
schools. When interviewed prior to Mt. Vernon’s
Fall 1997 mathematics portfolio workshop, the
cluster leader described her plans,

We’ll be talking about how the scoring has
changed, how portfolio development has chan-
ged, and what’s expected. We’ll go through the
samples just the way they went through them
with me....So, basically the state trains me and I
turn around and train my teachers in exactly the
same way. (T97F)

Some of the schools used their discretionary
professional development money to provide op-
portunities for individual teachers to enhance their
knowledge and skills in other KERA-related areas,
through participation in activities of their choice
such as the Barry Lane writing workshop and
KCTM conference.

With respect to program coherence, KERA
provided a set of common goals for student
learning. Districts and schools were charged with
ensuring that all students achieve these goals, and
they were expected to make any changes in
curriculum and instruction necessary to fulfill that
responsibility. The learning goals, outlined in
Kentucky’s Learning Goals and Academic Expecta-
tions (KDE, 1994) and Transformations: Ken-
tucky’s Curriculum Framework (KDE, 1995b, c),
guided the curriculum alignment efforts at all four
case study schools. These efforts, supported by

professional development resources, resulted in
instructional programs that were coordinated
across grade levels, and that the schools intended
to sustain over time.

Learning from one’s colleagues was an explicit
characteristic of each school’s approach to profes-
sional development and an indication of their
strong sense of professional community. Mr. Push,
the principal at Eagleview, explained, “Our own
people train us. We don’t have to get people we
don’t know to come here and train us. We train
ourselves.” When asked about the advantages of
this approach he responded, ““I think there’s more
respect. You know an idea is working because you
can go upstairs and see it, or you can go downstairs
and see it. The teachers are doing it. They’re living
it” (P97F). Ms. Chief made a similar comment
about professional development at Bluejay,

To be honest with you, for the past two or three
years we’ve done our own professional devel-
opment. If there is something that we need
specifically and we want to invite someone in,
we do it....But a lot of it, the great majority of it,
we’ve done ourselves and it’s come from things
that we need. (P98S)

This approach to in-house professional develop-
ment, combined with the expectation that teachers
share with their colleagues what they learned at
external professional development activities,
helped to promote staff collaboration and collec-
tive responsibility for achieving KERA-related
student learning goals.

The four schools’ strong commitment to profes-
sional development and belief in the importance of
ongoing support for teacher learning were un-
doubtedly as important for building school capa-
city as specific program features. Each school had
professional development in place prior to KERA
and was able to use the additional resources
provided by the state reform initiative to enhance
and extend its existing programs. Teachers at each
school served in professional development leader-
ship roles within the state and saw these experi-
ences as ultimately benefitting their school, their
students, and their colleagues, as well as support-
ing their own professional growth. Ms. Chief
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described the commitment to teacher learning at
Bluejay:

We don’t just have professional development on
professional development days. There are some
times when we stay as a faculty during the
evenings and have professional development,
even though it’s not expected of us. If there’s
something out there that we need, we stay.
(P97S)

Ms. Conner expressed very similar sentiments:

I think the most important thing we’ve done is
to get really good teachers who can train staff
on how to implement KERA.... I have people
who have been willing to work long hours,
evenings, Saturdays, whatever, to determine
how we can do this and then train my staff on
how to do it. And I think the key to all of it is
training. You cannot expect people to go into
classrooms and change their behavior without
having the training and the understanding of
what it is we’re trying to do. (P97S)

Their statements are reminiscent of Mr. George’s
comment, quoted earlier in the article, about the
importance of ongoing staff development “if you
want to stay an exemplary school”” (P97F).

7. Conclusions

These descriptions of professional development
at Bluejay, Eagleview, Eastend, and Mt. Vernon
provide images of the possible—concrete examples
of how four exemplary schools used the resources
available in Kentucky to organize and develop
professional development programs to build
school capacity. As Shulman (1983) suggested,
these case studies can be helpful to practitioners
concerned with the process of designing and
enacting professional development to promote
systemic reform. They also can be helpful to
policy makers as an existence proof that Ken-
tucky’s approach to professional development
under KERA provided the resources needed to
support systemic educational reform, and that
schools committed to ‘“doing what’s best for

children” (Ms. Conner, P97S) could utilize those
resources in ways that enhanced their capacity to
enact the reform agenda.

To support these claims, we return to the two
issues that Sykes (1996) identified as “‘framing
contemporary concern for professional develop-
ment of teachers” (p. 465). His first observation
was that “‘teacher learning must be at the heart of
any effort to improve education in our society”
(p. 465). Kentucky’s reform agenda clearly met
this criterion. As McDiarmid (1995) concluded in
his report of a study commissioned by KDE to
analyze the state’s professional development re-
sources and offer recommendations for change,
“Professional development is not just another
dimension of Kentucky’s education program. It
is the lynch pin. Without it, the vision of
new learning for all students cannot be realized
(p. 23).

Sykes’s (1996) second observation was that
“resources devoted to professional develop-
ment...are too meager and their deployment too
ineffective to matter” (p. 465). Here, KERA
provided a counterexample. The resources allo-
cated to professional development were substan-
tial. Of equal importance, the multi-faceted
approach to professional development enabled
schools to address multiple reform goals in an
efficient, effective manner. The Division of Port-
folio Initiatives’ trainer-of-trainers model worked
to ensure that key elements of the reform agenda
reached teachers and students in all corners of the
state. In addition, allocation of 65% of the state
professional development funds directly to school
councils enabled each individual school to tailor
activities to its specific needs and priorities.

This is not to say that Kentucky’s approach to
professional development under KERA was flaw-
less. On the contrary, teachers in our study
reported concerns about some elements such as
the videotapes of KET telecasts and the highly
structured nature of portfolio training workshops.
And, as indicated earlier in the article, research on
the effectiveness of the approach is mixed
(Youngs, 2001). However, KDE continued to
question its approach to professional development
and seek ways to improve it. At the time an
earlier version of this article was prepared for
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presentation at the 1999 Annual Meeting of the
American Educational Research Association, we
found the following statement of professional
development goals, provided by the Department
of Professional Development, posted on the KDE
web site:

For educators to continue making progress in
implementing KERA requires rethinking how
professional development is designed and how
it leads to instructional improvement. The focus
will need to shift from workshops and proce-
dures to on-the-job learning and curriculum
content. The architects of KERA recognized
that reform is a long-term undertaking and that
professional development is essential to success-
ful implementation. Shifting the emphasis of
professional development to more school-based
activities and creating more opportunities for
teachers to deepen their curriculum content
knowledge similarly requires long-term commit-
ment and attention. (www.kde.state.ky.us,
March 25, 1999).

With its allocation of resources to both centralized
and decentralized professional development and
its commitment to continuous improvement,
Kentucky provides a model for designing profes-
sional development that can support statewide,
standards-based educational reform. The four
schools featured in this article provide examples
of how this support can be used to enact effective,
site-specific professional development programs.
In addition, they provide strong support for the
claims of educational scholars such as Fullan
(1991), Little (1993), and Newmann and colleagues
(Newmann et al., 2000; King & Newmann, 2000;
Youngs, 2001) regarding the importance of design-
ing professional development to meet both in-
dividual and institutional needs.
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