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Introduction

PS 1 dtsin the heart of Chinatown in Manhattan. After winding down narrow sreets of
colorful outdoor vegetable stands, small Chinese restaurants, and tiny shops selling Asan magazines,
videos, and snack foods, one arrives at an old, but well-maintained, five-story white brick building
a the corner of Henry and Catherine Streets. PS 1 was the first elementary school in the New
York City public school system; on the front doorstep one reads a sign attesting to this historical
fact: “Grammar School No. 1.

Continuing to the rear of the building one finds alarge, concrete playground surrounded by
an iron fence and, beyond that, severa high-rise tenement houses. Mogt of the children who attend
PS 1 have recently immigrated from mainland China and now live with their families in these
buildings. Mog parents work long hours a low-wage jobs in nearby restaurants, shops or
factories. On this crigp Spring morning, severa children are waiting outside the doors of the school
building even though it is just 7:00 am. After school, many of these same children ether atend
after-school programs, return home to empty gpartments, or St on the floors of factories or
restaurant kitchens waiting for their parents to finish work.

Upon entering the school building, one finds a large gymnasum where children begin each
day by lining up by dass, listening to announcements, and reciting the “Pledge of Allegiance” and
the “Pledge of Ethnic Harmony.”  Turning to the right, one begins a steep ascent to the second
floor where the main offices, auditorium and severd classooms are located. Walking up the
darwel, one can't help but be captivated by the scores of 5 x 8 black-and-white photographs

that line the wall, dl of which focus on the engaged faces of udentsin learning Stuations.
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Arriving on the second floor, one isimmediately struck by the cheerful, warm, and inviting
amosphere of the halways and main office. The indde of the building shows its age, but the
cregtive color and enthusiasm that adorns the walls and faces of children far upstages the 100 years
of use. Thereisahum to the building, a sense of congtant activity -- constant, but purposeful.

This year (1996-97), PS 1 celébrated its centennid. A yearlong string of events ranging
from achildren’s art and historical exhibition a the Museum of Chinese in the Americas to a dinner
atended by 500 past and present students, parents, faculty, and community members marked the
100th year of PS 1 serving the most-recently arrived immigrants to the United States, now from
China, but in the pagt from Itay, Irdand, Germany, and Puerto Rico. In the schoal itsdf, children
marked the centennid by conducting a variety of research projects including the cregtion of a
cookbook (which involved canvassing other children, retirees, parents, teachers, and community
members for recipes), the construction of a three-dimensiond replica of the school building, and the
composition and performance of a song in honor of the school. Parents designed and hand-<titched
aquilt in honor of the celebration.

PS 1 isled by Marguerite Straus (MS). MS has forged a productive set of relationships
with the community, brought in many new and enthusiastic teachers, and made PS 1 a home for the
700+ students who come there Monday through Friday. Over 80% of the pre-kindergarten
through 5th grade children are Adan -- and increesngly from Fouchow, a rurd agriculturd
province. The remander are comprised of much smdler percentages of African Americans,

Higpanics, and Caucasans. Mogt of the Adans and many of the Higpanics do not spesk English
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when they firg arive a PS 1. Many of the children from Fouchow province aso are not formaly
educated in thair first language.

PS 1 has dedgned an intricate sysem of bringing these children into the American
educationa system -- a system that is guided by the belief that the sooner non-English speakers can
be fully integrated with English speskers the better. At each grade level, from Kindergarten through
the fifth grade, there are three different language-based options avalable:  bilingud (instruction
conducted in Chinese and English with intensve work toward the development of English), regular
(al indruction conducted in English), and dud-language (ingtruction conducted in both Cantonese
and English, the god being for students to learn and remain fluent in the language and culture of both
countries)) Children who have jugt arived will typicaly begin in the bilingud classsoom a an
age-gppropriate grade level and then gradudly, as their English skills improve, be moved into a
regular classoom.  Children are placed in the demanding, federdly funded, and nationdly
recognized dua language classrooms based on parent request and/or teacher recommendeation.

At the intermediate grade levels, PS 1 has created two “bridge classes” Each isabilingua
classroom that combines children of fourth- and fifth-grade ages. The most-recently arrived 9 - 11
year olds, those with the poorest English kills, are placed into one of these bridge classes where
they are asssted to acquire the very beginnings of the English language; as soon as possible they are
shifted to the other bridge classroom in which there is more consstent encouragement to make the
trangtion into English. Once their English kills are solidified, they trandfer to afourth- or fifth-grade

regular classroom.
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PS 1's record on student achievement has been one of congtant improvement.! This past
year, PS 1 students posted a 20 percentage point gain in reading as measured by the Cdifornia
Testing Battery (CTB) Reading Test. The percentage of students scoring at or above the 50th
percentile rose from 45.9% in 1996 to 66.1% in 1997.2 Before 1996, the students also showed
constant improvement in reading scores. Based on the test used during the earlier part of this
decade (the Degrees of Reading Power [DRP] by Touchstone Associates), the percentage of
students scoring at or above the 50th percentile improved from 39% to 49% between 1993 and
1995. Mathematics scores on the Cdifornia Achievement Test dso improved by about two
percentage points per year over the past three years. 1n 1997, 72.2% of PS 1 students scored at
or above the 50th percentile in mathematics.

This is a case study of the “school-level” community of Public School 1. An
objective of the case sudy is to identify and describe the ways in which the adults in the school
configure themselves in order to provide the best possble learning opportunities for sudents. As
such, this study focuses on a pivotd and timdy issue in public education: how schools can function
as professond learning environments for the teachers who work within them.

Thisis also a case study of a school situated within a district. Aspart of acarefully
designed program of research which aims to study the interlocking features of didrict, school and

classroom learning communities (Resnick, Alvarado, & Elmore, 1996), our analysis is informed by

! The information presented in this paragraph was based on data provided by Ed Levine at the District 2
Office.
% This comparison is based on an estimated adjusted score for 1996. The adjustment was made by the
Central Board of the NY C Public Schoolsin order to compensate for changesin the population of students
who were required to take the test.
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the larger system of which PS Lisapat. Although there are many descriptions of well-organized
and successful schooals, we have few, if any, descriptions of how such schools interact with and gain
meaning from the larger digtrict environments of which they are apart (Elmore' s presentation at I1FL
seminar, 7/8/97). PS 1 islocated within Community School Didrict 2 in the New Y ork City Public
Schools which has established a reputation as an extremdy forward looking and successful didtrict.
By organizing dl central staff and resources around the ingtructiond needs of schools, establishing a
digrict-wide focus on good literacy practices, and developing a model professond development
program Didtrict 2 has raised student achievement scores to the second highest of the 32 didtrictsin
the city (Resnick, Alvarado, & Elmore, 1996). In this study, we will draw connections to digtrict
gods, activities, and support systems whenever possible and appropriate.

Finally, this is case study of a school within a district at a particular moment in
time. At the time that the data were collected (Spring 1997), MS had been principd for seven
years and many externa symbols of a mature professona learning community were evident (eg.,
common meeting time for teachers, teachers comfortably moving beyond the boundaries of their
own classrooms). In our work, we atempted to delve more deeply into these externd symbolsin
order to identify and describe more thoroughly the essentid features of the community, how these
features create learning opportunities for teachers, and the organizationa Strategies that make them
possble. The time of data collection dso coincided with a didrict-wide movement toward
standards-based education. During the 1995-96 and 1996-97 school years, teachers and
principas throughout the digtrict participated in meetings and study groups which examined detailed
performance standards for students (the New Standards) and discussed strategies for asssting their
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students to meet those standards (the Principles of Learning). In Spring 1997, Didtrict 2 began
adminigering the New Standards Reference Exam in gades 4, 8, and 10 throughout the district.
This represented the district’s commitment to push forward with a standards-based mode of
indructional improvement -- a modd that was hoped would result in learning gains in every
classroom, for every subject, and for every child.

The purpose of this case study is two-fold: (&) to identify and describe one school’s
attempit to configure itsdlf as alearning community for teachers; and (b) to describe how Didtrict 2's
move toward standards-based improvement is being interpreted and carried out within that school.
As such, thisis a sudy of how a particular school in a particular digtrict at a particular moment in
time grappled with two key issues in public education today: how to set up and maintain high
performance learning communities and how to move dl students toward high sandards.

A word about what this sudy is not. This study is not an evduation of the status of the
adult learning community or about the degree of uptake of standards at PS 1. Nor isit a sudy of
the effect of the adult learning community or standards on classroom ingtruction or on student
learning. In order to answer those questions, more time would have needed to have been spent in
the school and different strategies for data collection and andys's would have been designed and
used.

Methodology

The collaboration of researchers who studied PS 1 represented both insder and outsider
perspectives. One of the researchers was a principa of another school within the same digtrict and
30 was very familiar with the principa role and the Didtrict 2 context. The other researcher was an
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educational psychologist from the Learning Research and Development Center whose aress of
expertise are classroom teaching and learning and teacher professona development.

Qualitative methods were used to collect information about the two questions noted above.
After spending aday in the schoal touring the building and getting acquainted with the principd and
teachers, we conducted a three-hour interview with the principd, asking her a pre-designed set of
questions about her leadership strategies, her teaching staff, and the ways in which standards were
playing out in her school. Then, observations were conducted of a sample of the Strategies and
events that MS pointed us toward as key dements in her atempts to build and maintain community
and seed standards into the ongoing work at PS 1. Findly, interviews were conducted with 18 out
of 21 1 through 5th grade teachers and haf of the 8 pre-kindergarten and kindergarten teachers.
Also interviewed were three parents, two in-house staff devel opers, two cluster teachers, a Reading
Recovery teacher, the director of the Teachers Center, and the adminigtrative staff. All together,
approximately 15 days were spent at the school.

Interviews which were audiotaped were transcribed. Transcripts and fieldnotes were then
reviewed and emerging themes were flagged. After dl data were reviewed, hypotheses were
formed regarding ways in which the community operated and standards were being used. The data
were then revisted, looking for confirming and disconfirming evidence.  Findly, additiond
information was sought from the principa on four occasions and from an in-house staff developer on
two.

The paper is organized into two main sections: the learning community and the introduction
of standards
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The Learning Community & PS 1
| switched schools several times mainly because | was looking for a school that supported
my philosophy and a school that had very strong staff support and cohesiveness . . . | feel
that here, the staff here has a real passion for both the children and for the art of the
profession. (Teacher interview, p.2).

In interview after interview, the vast mgority of teachers at PS 1 echoed the refrain
heard above. When asked what they found unique about PS 1, teachers spoke about the
collaborative spirit among the daff, the extent to which they felt supported and vaued as
professonds, and their common commitment to the children. New teachers, in particular, talked
about the degree of support that they had from both the principa and their teacher colleagues.

Staff cohesveness and professondism was dso evident in interactions that were
observed and events that were attended. For example, after an early-morning mesting during
which students shared their writing portfolios with their parents, the classroom teacher who led the
event st in the principd’ s office with a gaff developer reviewing what had gone wdl and what she
wished had gone differently. This reflection was marked by criticd examination of the event in light
of her gods. Although parents were clearly pleased with the event and the students appeared
motivated and engaged throughout, this teacher had marked severd things that could have been
donedifferently ... andin her mind better.

At another leve, the professondism of this gaff is suggested by ther attitude toward
and thirst for continued chalenges and learning opportunities. Mot teachers have taken advantage
of the didrict’s many offerings in literacy and mathemétics, as wdll as the Professond Development
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Lab® (PDL) and programs for new teachers. The staff’s professondism is dso suggested by the
fact that three teachers have taken the highly time-consuming and rigorous Nationd Board of
Professond Teaching Standards (NBPTS) examination.

Features of the School Learning Community

In this section, the themes which gppeared most frequently as characteristic of PS1's
school environment are identified and described.

It's about Learning, and Only Learning

Everybody isreally clear asto what my commitment is. There' s never a changein that. Our
role here is to make a difference in children’s lives and to do the best we can do for them.
There' s never a question about that. Whatever we do, we do for children. (Principd interview,
p-6)

If Digrict 2's fird and foremogt principle is, “It's about ingruction, and only about
ingruction” (Elmore & Burney, p.7), the centrd principle a PS 1 is, “It’s aout learning and only
about learning.” A focus on learning is the glue that holds together the professond daff and
sudents, as well as the glue that binds the teachers union to the school community and the school
community to the neighborhood.

Figure 1 is an adaptation of Tharp and Galimore' s (1988) theory of learning as asssted
performance within a school organization. This theory proposes that each person’'s main
responsibility should be to assst the person next in line to better assist the person directly “below”

him or her. For example, digtrict leaders jobs should be to help principas to assst their teachers

® The Professional Development Lab is aprofessional development program set up by District 2 that
involves ateacher spending three weeks observing an expert “resident” teacher in her classroom, along with
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to do a better job with their main function: ingruction.  Similarly, the principa’s main job should be
to help teachers to assg their students to do a better job with their main function: learning.

According to Tharp and Gdlimore, school sysems would greetly benefit from placing more
emphasis on assistance as opposed to the more traditiona focus solely on assessment (where each

person defines his or her job as evauaing or assessng how well the next person down is

performing).

As suggested by the firgt three circles in Figure 1, Digrict 2's philosophy, gods, and
actions closdy dign with this“ided” modd. Didrict leaders have taken the responsibility of helping
principas to help their teachers become the best teachers they can be. As discussed by Elmore &
Burney (1996), this is done by bringing an unrdenting focus on indruction to each and every
interaction, from budget negotiations to the way in which professond development is organized and
ddivered. The way in which digtrict leaders “reach through” their principas to assist teachers is
perhaps most vividly illugtrated in the periodic wakthroughs conducted by didtrict leeders in each
school. During these walkthroughs, each teacher is visited by digtrict leaders and the principd; dl
discussion focuses on how to assist that teacher to become better.

As suggested by the find three circles in Figure 1, this same trandference of a clearly

focused message occurs within the walls of PS 1. MS defines her main role as helping teechers to

preparatory and post-follow-up support.
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better assst students to learn. Mogt discussons a the school (in meetings and in informal
conversations) focus on student learning; adminidrative detalls (eg., notices of upcoming events,
testing dates, etc.) are handled through brief written memos.  For example, during an after-school
meseting to discuss the third-grade, extended-day program, the discussion was observed to center
on the quaity of student learning (not on scheduling problems, testing dates, or other non-learning
Issues). After abrief discussion about instructiond resources, MS steered the conversation toward
adiscusson of the congstency of student engagement, the amount of carryover to the regular school
program, and concrete ways to assist a few, identified, struggling students.  Just as digtrict leaders
often know individud teachers, MS knows individud studentsin her building; by working so closdy
with her teachers on ingruction and learning issues, she “reaches through” them to the students.

MS was often observed greeting children by name, giving them affectionate hugs and asking them
how a particular project was going.

A dedication to students learning adso Sts a crossroads of MS's relaionship with the
teachers union. According to M S, the reason that she has been able to forge a productive working
relaionship with the union leader is because they “both share a philosophica belief of our
respongbility to children” (Principd interview, p. 10). As aresult, arelaionship with the potentid to
be adversarid isinstead collaborative. The UFT Chapter Leader put it in these terms:

| think we have a very unique and special community. . . . Parents, staff, all staff,

administration. Look at our jobs. . . they are all basically different, but for the same goal

*In those cases in which ateacher has repeatedly failed to show progress, the discussion will eventually
turn to ways in which the teacher can be removed from the school.
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and so we work together. . . . We all put in long hours that we don’t get paid for because we
want to and because we feel great about it. (UFT chapter leader interview, p. 19)

Findly, the shared god of student learning has asssted the school in overcoming language,
socioeconomic, and cultural differences between the families who send their children to PS 1 and
the gaff. Although the mgority of new students come from provinces of China that have different
language and customs from even the Asan staff a PS 1, the families do, according to M S, share the
vaue of learning: “My populaion being a very poor, immigrant population is Sgnificant because,
there sared caring about learning.” (Principd interview, p. 3). MS went on to make a digtinction
between forma education and “the vaue of learning.” The former, many of her families do not
have; the latter, they do.

Over the years, MS has obtained the confidence of these families that PS 1 shares thar
commitment to the learning of their children. Parents of a second-grade child who were interviewed
talked about how pleased they were with their daughter’ s teachers through the second grade. They
added that a feature of PS 1 that redly impressed them was the kindergarten and first-grade
teachers ongoing interest in their child:

And even to this day, all the teachers Mary has had will greet me and ask me about Mary
and include me in conversation even though no appointment has been set up. And so we're
both very pleased with that approach. (Parent interview, p.9)

Student Work and Literacy Practices. The Loom Upon which the Community is Built®

® We' ve borrowed the term, “loom” used in thisway from an anonymo us guest on National Public Radio.
Weareusing itinasimilar vein to how Elmore uses the term, “connective issues’ to describe the common
expectations for work among principals and teachers across schools at the district level (p. 4 Variability
memo).
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The commitment to student learning discussed above congtitutes a deep, emotiondl,
amogt-viscerd current  that runs through the community & PS1.  But communities also need more
day-to-day, vigble, features or structures around which they can interact and define themselves. At
PS 1 there are two ubiquitous features that serve as a common set of experiences or work practices
around which the community gathers a focus on student work and a common set of literacy
practices.

Focus on student work. PS 1 hasa long history of looking to student work as a gauge of

how they are doing and what they could be doing better. After MS's arriva, a smal group of
teachers began to meet together on a regular basis to examine samples of student work and to
discuss what that work suggested in terms of gppropriate ingtructional strategies. Initiated and led
by a wedl-read, student-centered third grade teacher (who has since moved to a digtrict leve
position), this group of teachers took serioudy the idea that indruction is about developing the child
(from wherever he or she is emotionally and cognitively), not aout tranamitting a body of facts.

The tradition continues to this day, but with amuch larger group of teachers and known by
the name of Bregkfast Taks. Teachers, saff developers, support staff, and administrators gether to
examine samples of sudent work and share coffee and breakfast rolls. Since the forma introduction
of performance standards and portfolios (from the New Standards), a more forma language has
been overlaid onto these discussions, as well as a more explicit focus on standards, of “how good is
good enough.” But the idea of focusing on student work had aready been deeply ingrained into the

work practices of the PS 1 community.
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Common set of literacy practices. At PS 1, children learn to read, speak, and write using

aBaanced Literacy program that is advocated by and supported through district staff development
programs.  Although basicdly following a whole language approach, this program incorporates
attention to phonics as well as learning to read and write in context. It includes a set of classroom
practices built around children’s literature and incorporates time for both independent and shared
reading, as well as guided reading (a time during which the teacher pulls together smal groups of
children who need assgtance with smilar draegies) Another god of the Baanced Literacy
program is to assst children to become more independent readers and writers. Classrooms are
arranged for ease of access to a variety of kinds and levels of reading materids, children learn how
to sdect books at their level of ability and interests, and various drategies are taught to enable
sudents to learn how to monitor their own comprehension.

As one obsarves classsoom after classroom, one is struck by the commondties with
respect to the physica layout of the space, the kinds of reading and writing resources available to
children, and the classroom “routines’ that teachers and students follow during the literacy blocks.
As one observes meeting after meeting and listens to conversation after conversation between
teachers, one is struck by the attention to these practices and the common language that is used to
reference them.

We cal these two features (focusing on student work and a common set of literacy
practices) the loom upon which the community is built because they provide a common st of
expectations that bind together staff, teachers, and students. As we heard severd times. “Thisis
what we do here a PS 1.” Although other schools within Digtrict 2 may adso possess these
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features, we propose that they play a particularly sgnificant role a PS 1 because they comprise the
common thread that weaves together regular mainstream classrooms, bilingua classrooms, and the
dua language classrooms -- classrooms across which one might expect to find a different set of
activities, expectations, and gods. They dso are sgnificant because they tie the schoal to the
digrict (the literacy practices define the digtrict as well as PS 1) and the school to the new initiative
In standards (the focus on student work made PS 1 an especidly fertile ground for the introduction
of performance standards).

Open Communication

If there is something happening in the school, we have conversation because | think that it's
important to keep people as informed as possible. Once you' re informed you know where the
decisions are coming from, you buy into them. | don’t like surprises. | don't like to surprise
my staff -- or the parents. | think that isreally important. .. .\We'rein this thing together,
and this whole game of “1 know something you don’'t know” doesn’t work. (Principa
interview, p. 11).

The principd’s commitment to open communication is illustrated by the door to her large,
inviting office which is literdly open 95% of the time. Teachers and adminigtrative saff fredy wak
in to seek her advice, ask questions, or smply “touch base” Along with visitors and parents, they
appear to be attracted to the office's cheerful atmosphere: bright walls adorned with photographs
and children’s artwork, a candy dish gtting on a large conference-style table surrounded by

comfortable chairs; a pot of fresh coffee nearby. Frequently, the office serves as a meseting place
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for groups of teachers. the meetings of dua language teachers and extended- day teachers that were
observed were held in MS' s office.

MS aso reaches out to communicate with teachers in other ways. She conducts dally
walkthroughs of the building, vidting teachers in their classrooms as they are conducting lessons.
And she attends grade-level mesetings for each grade at least once per month, in addition to being
present a other kinds of teacher meetings (untenured teacher meetings, core group meetings, €etc.)

Shared Leadership

Along with open forms of communication, MS aso seeks and takes serioudy the input of

teachers and staff:_

| think this is a school with one of the most collaborative leadership styles | have ever seen.
| think it is stunning. ... Although MSis definitely a leader, she also shares leadership and
empower's people, not in therhetoric, but in the action. (Staff developer interview, p. 33)

The in-house daff developer who offered this assessment of MS's leadership was
relatively new to PS 1 (about 4 months), but she was a seasoned staff developer who had worked
in many schools, both in New York City and elsewhere. She went on to rday an incident in which
MS and severd of her gaff (the adminidtrative assstant, another in-house staff developer) were
hosting a group of federd monitors on atour of the building followed by lunch. The staff developer
commented on the ways in which MS offered her saff opportunities to field questions and provide
explanations. According to the staff developer, MS was very comfortable sharing the role of
“school spokesperson,” thereby expressing confidence that the others were capable and interested
in gpesking on behdf of the schooal.
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MS dso extends a voice in decison making to teachers and daff. Severd teachers,
adminisgtrators, a parent and the UFT Chapter chairperson st on the “ school-wide projects planning
committee,” a group that offers advice and input with respect to policy setting. According to MS,
this group reviews the budget, discusses school-wide projects that will be ingtituted, and has avoice
in determining how monieswill be spent.

Everyoneis Out There Actively Doing

As an observer a PS 1, it is not difficult to view teaching and learning interactions. Not
only does awak down any halway lead past many open doorways to classrooms, but a glance into
the auditorium might find children rehearsing a song that they created (under the guidance of two
teachers working together), Stting in the principa’s office may offer a glance of sudents who have
come to borrow books from MS's private children’s bookshelf, or dtting with teachers in a
classroom eating lunch might afford a glimpse of a tutoring session between a teacher and a student
in the back of the room. Teaching and learning is extremely visble a PS 1; in fact, it makes the
principa anxious if she doesn't see it happening. Everyone is expected to adopt the stance of
agoressively helping children, including the support saff. The following quote from MSisilludrative

I’m a very hands-on person so | expect my guidance counselors to be talking to teachers, to
be working with children, and working with parents. | don't want them sitting doing
paperwork all day. And there are people who will say, well they're just doing the
[ paperwork for] middle school choice. And they've got all of this paperwork to do. It'sa
different philosophy. Everything that we do here needs to be for kids. (Principd interview, p.
29)
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There is another sense in which “everyone is actively out there doing.” The school and
teachers appear to take red advantage of the wider world surrounding them. During the days of
our data collection, groups of children attended a matinee performance of a Broadway play,
sketched pictures from the deck of the Brooklyn Bridge, and took the subway to the zoo. In
severa classrooms, we observed pre- or post-fidd trip activities and/or other learning activities that
drew upon children’s familiarity with their immediate environment. These connections to the larger
world provided a vibrant qudity to the learning atmosphere.

Adults Serve as Moddsfor Children’s Learning

People communicate what is important through their words and actions . (Principa
interview, P. 8)

At PS 1, the principa often reminds teachers that they serve as models for the sudentsiin
everything that they do and say. In a community-based model of learning, the children are seen as
being socidized into the practices of the established community by participating in that community,
not by being, “taught, examined, and reduced to mechanica copiers (Lave & Wenger, 1991, p.
30). Inthis modd of learning (which is discussed in more detaill in the next section), knowledge,
vaues, predispositions, and skills are communicated by what community members do in the course
of their daily work, more so than by direct teaching. The following suggests that MS knows this
intuitively.

Adults modd values. At PS 1, one core valuerings out loud and clear: the love of reading

and writing. The adults clearly love books and reading; many of them keep writing journds
themsdves.  Books can be found everywhere in the school, including the gymnasum which is
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developing a library on sports history and biographies. The principa has a bookshelf in her office
filled with children’s books. Even the science program is built on a literature base.

When asked how they judge whether or not they know they are being successful, the
magority of teachers included some reference to their children’s learning to vaue books and
learning. For example, one teacher said:

If they (the children) say to me, | love to read, or | love to write or | love doing math, it’'s
showing me that I’m doing something positive because not only do | want them to read well
and write well and do math well, | want themto loveit.” (Teacher interview, p. 4)

Adults modd what good readers and writers do. If children learn by participating

aongsde adults in the community, then it would aso be important for adults to model good reading
and writing practices. In many of the teaching and learning interactions that were observed,
teachers (or capable students) exhibited strategies associated with good reading (e.g., looking
ahead, predicting, monitoring comprehension). Not only were these Strategies made public for dl
students to view, but often explicit attention was cdled to them: “This is what good readers do.”
was heard over and over again.

Adults modd a problem-solving gpproach to learning. Although more subtle than explicitly

modeling good reading practices, MS has worked to make teachers aware that they aso modd an
overdl stance toward learning. In ateacher meeting, MS was observed to cal attention to the fact
that children should see adults coming together to work on joint problems. This gpproach to
learning stressesthat it is okay not to know dl the answers, that risk-taking is sometimes necessary,
and that mistakes are dl right -- aslong as one is congtantly working to improve. The concrete ways
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in which children can view this in teachers behaviors include:  teechers helping one another in the
classroom, teachers sharing resources, teachers persgting at problems thet do not yield to
immediate solutions, and teachers being willing to admit that something is not working and trying an
alternate approach.

How Do Teachers Learn in This Community?

My personal experience has been that this environment has been such a place to allow me to
grow. And grow like | want the kids to be taught in that same way which is that room-to-fly
kind of growing. Not, learn this new thing. (Teacher interview, p. 5)

Most of what the research community knows about teacher learning is based an the
learning of conventiona forms of ingtructiond skills and techniques, a “learn this new thing” kind of
approach (Wilson & Bdll, 1996). Researchers know much less about how to encourage teachers
to develop modes of practice that focus on how to assist students in the active construction of new
knowledge -- a kind of teaching for which there is no smple prescription to follow. It has been
agued that learning to teach in dudent-centered, inquiry-oriented ways requires deep
epigemologica shifts in how teachers view the nature of knowledge and ther role in helping
students come to understand that knowledge (Cohen & Bdl, 1990). If we want teachers to become
proficient in helping sudents learn in these new, more meaningful ways, they will need to learn more
than skills and techniques; they will need to learn new habits of mind, new digpogitions toward what

it means to teach and learn, and new ways of understanding their students. ©

® In many ways, the challenge before teacher educators to help teachers learn to teach in these new ways
parallels the challenges before teachers in helping their studentsto learn in these new ways.
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In this section, we provide explanations for the way in which teacher learning occursin the
PS 1 community. Our interpretations of adult learning & PS 1 will be guided by a particular
theoretical perspective, one that focuses on interaction as the source of learning, that Stuates
learning in the context of the practices of a community, and proposes that the learning of vaues and
predigpogtions are integraly interwoven with the learning of knowledge and skills (Lave & Wenger,
1991; Rogoff, 1994).

We ve identified four aspects of learning within the PS 1 community. In each case, we
provide information from our interviews and observations and then place it within the interpretive
frame of learning within a community of practice

Learning Occurs as Part of the Work

During our data collection trips to PS 1, the school-level events which were observed
included the following: a lunchtime meeting among primary-grade teachers that focused on planning
a poetry cdebration, numerous informa conversations about avariety of projects (eg., “Images of
Excelence’), two Friday morning breskfast meetings during which student work was discussed, an
untenured teachers meeting in which teachers reviewed progress on their portfolios, co-teaching in
an after-school program, a meeting of the dud language teachers, a common planning meeting of
first grade teachers, and a parent portfolio breskfast meeting. Based on interviews, we know that
these are only a subset of events that hagppen on a regular basis a the school. Along with dally
classroom ingtruction, these events can be seen as condtituting the structure of the work practicesin
the PS 1 community. Our contention is that the teachers learn continuoudy by virtue of their
participation in these work practices.

High Performance Learning Communities Project 22

Learning Research and Devel opment Center
Pittsburgh, PA 15260



Mary Kay Stein

These forms of activities would not be festured in more conventional accounts of teacher
learning. Many of them occurred during times that teachers met informally and/or gathered to do
work associated with a particular event or project. As such, many of them shared the characteristic
that they were not intentiondly designed as a pedagogica experience for teacher. Rather they were
occasions during which the teachers worked together to accomplish something about which they dl
cared. Socioculturd theorigts cal such work, “joint productive activity,” meaning that individuads
come together with a shared god and work toward a joint product that is meaningful to dl
participants.  According to sociocultural theorists, such occasons represent fertile ground for
learning because individuds bring different levels of expertise and varying perspectives to the work.
With high levels of mativation, participants use ther differing pergpectives and ability levels to move
forward and learn.

This is not to say that teacher learning does not adso occur in more conventiona forums.
PS 1 teachers enroll in a number of staff development workshops offered by the didtrict and dso
take courses a nearby universties. Rather, the point of the above passages is to note that, for
learning to occur, it does not need to be in the presence of purposefully structured pedagogica
events. Such a decoupling of learning from intentiona teaching (Lave & Wenger, 1991) hdps usto
see the vaue of the dtructure of one's immediate community’s work practices as a “learning
curriculum” for teachers,

Differences in Experience & Expertise as Sources of Learning
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At PS 1, people are valued for ther differences. People who are recognized as being
killful in certain aress are often brought together with individuals who have limited expertise in those
aress (dthough they may be expert in other areas).

One of the most common ways in which people use thar differences to learn is when more
junior teachers go to their more-experienced counterparts for help in working through a problem:

I’ve sat down and spoke with teachers about what do you think about this lesson? On
teaching this topic? They would tell me that | think it's a good lesson, or they would express
the pros and cons about the lesson | had developed. And it wasn’t in a negative tone, it was
mor e a constructive per spective (Teacher interview, p. 3)

Another way in which differences lead to learning in the PS 1 environment is the
relationships that have been established between the two in-house staff developers and teachers.
One of these dtaff developers, Amy Hom (AH), is charged with leading the teachers movement
toward dandards. (Her role is discussed extensively in the find section of this case study). The
other staff developer, a doctora candidate a Teachers College, works with teachers on an ongoing
basis on thar reading and writing ingtructional practices. These two staff developers are recognized
as possessing a “ specidized” body of knowledge and skills. AH has a background in performance
dandards; in addition she has been a resdent teacher for the district’'s PDL program. The other
daff developer is well-versed in ahogt of literacy practices, including the integration of phonics and
speling into whole language approaches, the teaching of poetry, and the use of book clubsto spur

moativation for and talk about reading.
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Certain teachers dso have reputations for being expert in certain areas. For example, one
of the experienced, primary-grades teachers is known for conducting excdlent guided reading
groups. This expertiseis readily shared with other teachers. During her prep period this teacher will
go to other teachers classrooms to conduct demongtration lessons, teachers are aso welcomed to
observe her teaching at any time.

It is important to note, however, thet at PS 1 expertise does not necessarily equate with
experience; no one is viewed as knowing everything and even senior teachers can learn from junior
teachers.

| thought this would be a very nurturing environment for myself because | found everybody
was very supportive of each other . . . even senior teachers were supported by the younger
teachers, and vice-versa (Teacher interview, p.2).

An example of amore experienced teacher learning from a new teacher was observed this
past Spring.  Two first-grade teachers were working on poetry units, both with the assistance of the
in-house staff developer. The less experienced teacher had been working on the unit longer and her
sudents had become somewhat more nuanced in their ways of expressng themseves. For
example, sudents were purposefully using clever spatid arrangements of words and lines on the
page to create or enhance the overall tone and message of a poem. These two teachers spent
severd lunch hours together, sharing their experiences with the poetry unit and co-planning a public
celebration to honor their children’s writing. In this case, the more experienced teacher was

observed to be eager to learn from her junior counterpart.
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An important ingredient in socidly based learning is the gradations of expertise and
experience that exis when individuass collaborate with one another or with outside experts (Rogoff,
1994). In fact, an overal sense of directiondity to the learning process is provided by these
naturdly occurring asymmetries between more experienced or more expert participants and
novices. This overdl sense of directionaity does not, however, imply that novice or less
experienced learners Imply “imitate’ or “mode” precisdy what expertsdo. Although directiondity
Is provided by experts, inventiveness on the part of learners and ways in which they can guide
teaching-and-learning interactions is also acknowledged. For example, less experienced teachers
bring fresh perspectives and can often question practices in indghtful ways. In short, learners are
seen to be transformed by the practices in which they engage and dso to transform those practices.

Learning is Associated with Increasingly Central Forms of Participation Within the Community

The interview transcripts and fieldnotes contained severa accounts of growth by individud
teachers. Mogt of these accounts were told against the backdrop of the work practices at PS 1,
athough a least one wastold against the broader canvas of the entire digtrict. One exampleisof an
upper-grades teacher (Teresa)’” who had been at PS 1 for years before MS arrival.  When the
Friday morning breskfast meetings first started to catch on as a venue for teacher collaboration,
Teresa did not attend.  She was dways invited; she was dways included; but she chose not to
come. Not surprisngly, her ingtructiona practices were very traditional and she was resstant to
changing them.

As time went on, Teresa began to attend these early morning meetings.  She would gt on
the periphery and say nothing; but she watched and listened and thought about what she was seeing
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and hearing. Slowly, her ingtructiond practices began to change. With moretime, Teresa sarted to
add comments or ask questions during the meetings. This year, she presented a piece of student
work that was the focus of one of the meetings. A visit to her classroom revedls that, in comparison
to the completely basal-driven curriculum that was in place severd years ago, she has come some
distance.

Teresa's journey can be interpreted within a view of learning as socid practice (Lave &
Wenger, 1991). Within this view, teacher learning is defined as movement from periphera to fuller
forms of participation; mastery of knowledge and skills is seen as coinciding with increasing
involvement in the practices of the community. A newcomer to those practices would begin by
performing tasks that, dthough important to the overadl practice, would not be the most complex,
venturesome, or demanding. As the newcomer participates a the periphery, she gains views of
what the community isdl about. What do members do? What do they care about? Where do they
put their energies? How do they tak? In this way, she begins to assemble a picture of what it
means to be a practicing member of the community. Idedly, she then moves gradudly to fuller and
fuller forms of participation. As she does, she becomes increasing knowledgesble and skillful with
respect to the full range of practices in which the community engages.

At PS 1, newly hired teachers (or veteran teachers who have been resistant to change) join
the community, they are “granted access’ to al of the practices that define it. They attend the
breskfast mesetings, they are invited to celebrations, they are given smdl parts on the writing of
grants, they are encouraged to go on intervistations. In these ways, they have “broad access to dl

arenas of mature practice’ (Lave & Wenger, p. 110) and hence are able to gain multiple viewpoints
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or perspectives on the community’s work. Over time, their participation in the community becomes
more invested, more centra, and more time-consuming; concomitantly their knowledge and skills
increase.

At theleve of the district community, AH provides asmilar example of learning associated
with increasingly centrd forms of participation. Over the past two years, she has participated in a
broad array of Didtrict 2's work practices and, by virtue of her participation in these activities, has
been granted a view of what members of the community care about, how they act and tak, and
what the centrd vaues are that drive their work. As she has moved to increasingly fuller forms of
participation within that community (e.g., she became a member of ateam representing the district at
Attsburgh-based seminars, she became a didrict facilitator for Standards work), AH has
concomitantly acquired new skills and knowledge, she has learned to act and talk like members of
the community, and, perhgps most important, her motivation for continued learning has been
engaged as she beginsto view hersdf asamember of this community.

Within Didtrict 2, there are various ways in which teachers and others can move from
periphera to more centrd forms of participation. AH stated this asfollows:

District 2 lets you do that. | started as a substitute teacher which helped me get into a
school. When a teaching position opened, | was interviewed and hired. If you have ambition
and drive to learn and work hard, other avenues will open for you. For example, you could
be a resident teacher with the PDL program. Whatever the district sees you have an area of

expertise in, they will tap into that. They will want you to share your experiences and then
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allow you to keep climbing and your experiences will keep building. That's what | did.
That’swhat District 2 allows you to do. (Staff developer interview, p. 74-75)

Learning includes Deveoping a Sense of Identity and Belonging

For many teachers, their continued learning appears to be associated with their desire to be
a pat of the PS 1 community -- to gain a sense of professond identity as a teacher of urban
children in a successful school within afirst-rate district:

| get up at five-something in the morning so that | can leave my house at six to get here to
get a parking spot on little Henry Street. And one time my husband said, “ Wouldn't it be
easier just to find a job closer to home?” And | don’t want to; | want to come here. . . .
There's just something, you know, there' s something here. You're invited to be a caring,
growing teacher and | see that this year even more throughout the whole school. (Teacher
interview, p.6)

Macing the study of teacher learning in a community-of-practice framework implies that
motivation to learn is tightly tied to teachers views of themsdves as members of the community.
The process of becoming part of the community is seen to be intringcadly motivating because it
confers a sense of beonging.  As teachers invest the increasing amounts of time, resources, and
energy tha are necessary to move toward full participation, they are Smultaneoudy developing new
knowledge and skills and, “more dgnificantly, an increesng sense of identity as a master
practitioner” (Lave & Wenger, p. 111).

Strategies that Enable the Development and Maintenance of a Learning Community
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The features of the learning community at PS 1 that are described above do not happen
automaticdly. In fact, many observers have provided pictures of schools as places in which
meaningful, shared gods, joint productive work, and continuous learning by teachers are
conspicuoudly lacking. In this section, we describe the strategies used by M S to both develop and
maintain the sense of community and to encourage the forms of teacher learning that have been
described.

An Early Focus on Building the Community

There are more accounts of high performance learning communities in operation than there
are careful andyses of how such communities were started in the first place. In this case study, our
accounts of how the PS 1 learning community was established will necessarily be retrospective and
will be told through the eyes of the main participant and architect of that learning community (MS).

In our interviews with veteran teachers at PS 1, we found evidence to suggest that, before
MS s arriva, the teachers were not nearly as collaborative as they are now:

It used to be separated into groups but now it's not so isolated. You had no clue
what people on, above, or below your grade were doing. You felt like you worked in a big
city and had to mind your own business. (Teacher interview, p. 1).

Before MS the school was very cliquish, composed of very tight groups. Now we are
one big community. (Teacher interview, p.1).

The school has changed a lot. When | first came we were still working on Basals. It
was a very structured situation . . .It was very rigid, you know, textbook oriented (Teacher
interview, p. 2)

High Performance Learning Communities Project 30

Learning Research and Devel opment Center
Pittsburgh, PA 15260



Mary Kay Stein

When asked about her role in establishing the current community, MS pointed to her
attempts to bring focus to the goads and work practices at PS 1. “I believe that the biggest piece is
that everybody’sredly clear asto what my commitment is. . .Thereis never achangeinthat . . .and
everything | do isrelated to that.” (Principal interview, p. 7) The focus that was selected for PS 1
was literacy. Literacy was chosen for two reasons. First, the population of students at PS 1 had
this as their firgt barrier to learning; and second, a that point in time, the digtrict was initiating a
serious improvement plan that centered on literacy and hence would be supportive of her and her
teachers learning in thisarea.

MS noted that another important eement in the establishment of the learning community a
PS 1 wasthe longevity of her tenure:

It's consistency. And | think that that’'s really important. I’ve been here now, this is my
seventh year. And | think that it's really important for a school to have leadership that is
continuous and that’s consistent. It's very hard if you've got changes every year or every
couple of years, because everybody has a different way of doing things and a different belief.
(Principd interview, p. 7)

Findly MS built support for PS 1 from the Chinatown community, “one family a atime.”
She taked about how Chinatown is a very smdl, tight-knit community and how word travels fast
about the commitment of new principas. When pushed for how she “got the message out” that
children were her firg priority, MS smiled and said, “It's how you treat people. It dl comesdown

to that.”
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The fact that the mgority of parents do not speak English condtitutes a formidable barrier
to involving parents. MS sends dl school messages home in three languages:  English, Cantonese,
and Spanish. In addition, she has hired individuas on her adminigtrative gaff that can verbaly
trandate between and among these languages. Two of these individuds man respongbilities
involve interfacing with the families of ESL students

Breaking down wals between teachers. In terms of actua strategies that were used to

open up lines of communication between teachers, MS and others pointed to the student tutoring
program that was initiated shortly before MS's arrival. During designated times, entire classrooms
of upper-grades students would help classrooms of primary grade students to read and write. To
facilitate this program, teachers needed to plan together, discuss their students needs and resources
with one another, and actudly be present in each others classsooms. According to MS, as this
practice spread to include dmost the entire school, it encouraged a respect for the school as a
whole, instead of teachers thinking only about their own grades:

What that [the cross-age tutoring] did was really break down a lot of those kind of
stereotypes of what an upper grade class was like to a first grade teacher or a second grade
teacher. And what the lower grade classes were like. It gave each of the teachers a real
respect for what the others were doing. (Principd interview, p. 23)

The cross-age tutoring was followed by the initiation of faculty conferences, hed in
classrooms (as opposed to a neutra space) and for a double period (as opposed to one 45-minute
period). According to MS, holding faculty conferences in classooms was another way to
encourage teachers gppreciation for the content and strategies used in other classrooms and at
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other grade levels. One of MS's main objectives for the faculty conferences was “to bring a
coherence to the academic program.” They began by asking: “What do we expect a PS 1 graduate
to know?’ After consensus had been reached, they backmapped to earlier grade levels. For
example, if Sxth graders must be able to write a coherent report on a current event, what must they
learn to do in 4th grade? in 1t grade? The large-group discussions held during faculty conferences
were followed by smadler meetings during which teachers in a common grade met to further flesh out
their own grades goals and objectives. These were the forerunners to today’s weekly common
grade-level medtings.

As she reflected on these early atempts to bring teachers together, MS cautioned:  “It
takes alot of time to just get people to fed safe enough, and to fed comfortable enough to be able
to talk fredy in front of their colleagues. Initidly when | came, most people were very shy. They
did what they did, but they were not used to sharing ideas with larger groups, in grade conferences,
or faculty conferences. Now they do that.” (Principa interview, p. 22)

Changing the Teaching Staff

One cannot underestimate the effect that a change in the composition of the teaching faculty
had on MS's ahility to develop a learning community. MS has hired a Sgnificant number of new
teachers, many of whom replaced teachers who she felt were not interested or capable of meeting
the needs of children. Some of these teachers were counseled into early retirement, some chose to
trandfer out of the didrict, a few were given unsatisfactory ratings. MS aso used the strategy of

moving regular classroom teachers (who in PS 1's self-contained model spend the most time with a
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single group of children) into cluster positions (teaching specid subjects such as gym or art) which
built on their strengths.

The flip Sde of removing ineffective teachersis recruiting and hiring new, effective teachers.
In MS's case, recruiting qualified teachers was exceptiondly difficult given her needs for bilingua
teachers. MS stressed how difficult it was to find truly capable bilingua teachers and how, at
times, she chose to do without ateacher as opposed to hire one whom she felt was not quaified

The extent to which MS was able to assemble a staff that reflected her ideas about the
kind of teaching and learning that should be occurring in the schoal is shown in Figure 2. The
initids® of the names of the current teaching faculty appear in the left-hand column and years of hire
gopear horizontaly dong the top. The row next to each teacher’s initids is shaded starting from
their year of hire. The year of MS's hire (1990-91) is shaded so that, a a glance, the reader can

identify when ateacher was hired relaive to MS's starting date.

As shown in the Figure 2, 15 out of 29 teachers were hired by MS (just over 50%), most
between the years of 1992-93 and 1994-95. At each grade leve, thereis at least one teacher who
was hired by MS; dl three primary grades have amgjority of teachers who have been hired by MS.
Examinaion of other ways of subdividing the teechers (e.g., regular teachers, bilingud teacher, dud
language teachers) reveas a mixture of those who were and were not hired by MS  within each of
these subgroups. The sprinkling of teachers who have been hired by MS throughout the grade
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levels, and throughout the three main programmeatic srands in the building (regular, bilingud, and
dud language) suggests that the influence of MS s hires is widespread.

Strategic assignment of newcomers.  When a new person is brought on board, MS

carefully consgders the best placement for them in terms of grade levd, type of class, and the
configuration of old-timers and newcomers among whom they will be placed. Severd teachers
talked about their first year at PS1 in terms of those around them: both those who were aso new
that year, and the old-timers who were near-by that helped them out.

Investing in newcomers. MS indicated that she dways made it her business to become

acquainted with each individua new teacher, so tha appropriate support could be arranged. She
would often discuss the new teachers backgrounds, strengths and weaknesses with the director of
the UFT Teachers Center (which is located in her building) so that they could design a plan for
supporting those teachers. In addition, based on her fird-hand knowledge of didtrict dteff
development offerings and her discussons with individud teachers, she would recommend which of
these staff development sessions the new teacher should attend.

Mediating Teachers Ongoing Learning Experiences

Learning is viewed as a continuous process a PS 1. Hence dl teachers, not just
newcomers, are expected to continualy upgrade their skills. PS 1 teachers regularly attend district-
sponsored workshops and take courses a nearby colleges and universitiesin order to continue their
learning. One of the traditiona criticiams of teacher learning from workshops and courses is that
such learning is often done for the “exchange vaue’ vs. the “use vaue of the knowledge’ (Lave &

Wenger, 1991). Teachers often attend workshopsin order to gain credit toward advanced degrees
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and/or promotions to higher pay scaes, not to necessarily learn idess that they can then gpply in
their classsooms.  For teachers who are truly interested in skills and ideas for the classroom, the
transfer can 4ill be difficult because they return to a school culture that does not provide fertile
ground for further cultivation of those new skills. Hence the new ideas and/or skills tend to be
transferred as encapsulated techniques (if they are trandferred at dl), rather than in profound shiftsin
how they deal with student aslearners.
At PS 1, MS mediates off-dte learning experiences for her teachers in a number of ways.
Firgt, she regulates who takes what when based on her knowledge of the workshop or course and
her knowledge of the individua teachers. With respect to the PDL experience, in particular, MS
fedls that teachers need to know the right questions to ask so that they can target in on those
learnings that will have the most payoff. If teachers attend too early in their career, according to
MS, their learnings are too scattered. Teachers have come to respect MS's recommendations
regarding the best time and sequencing of professond development experiences. For example,
when taking about the PDL, afirg-grade teacher stated:
| had asked if | could do it last year. MSsaid it would be best for me to wait, which was a
very good decision. Last year it would have been overwhelming. | don't think | had a
strong-enough feel for myself as a first-grade teacher. | didn’t have a strong-enough sense of
what | wanted to do and where | wanted to go last year. This year, | felt much more clear
about what | needed to learn, what | wanted to work on, what kind of room | wanted to

have, and that kind of thing. (Teacher interview [ES], p. 8)
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Second, M'S observes teachers when they return, evauating what they’ve learned, as well
as further supporting their improvement efforts. This sends a powerful message that off-dtetraining
Is not an add-on, but rather an integra piece of learning to become a proficient member of the PS 1
community. Findly, the overdl culture of PS 1 supports teachers in their attempts to put into
practice what has been learned at these workshops. The teachers next door are likely to have been
through a smilar workshop or experience. Conversations and observations with these teacher help
the teacher make the trangtion to the classsoom. On a broader levd, the vaues of the PS 1
community (e.g., sudent-centered inquiry learning) are aligned with what has been learned in digtrict
workshops, thereby proving the mativation to implement the practices.

Holding Teachers Accountable

As noted earlier, MS vidts dl teachers classsooms dally. Because she observes teachers
and taks to students regularly, she usudly does not schedule forma evauations (i.e., setting up the
vidt ahead of time, conducting a pre- and post-conference with the teacher, following up with a
written evaduation). MS turnsto these forma procedures of evauation when the daily wakthroughs
do not have the desired impact. According to MS, teachers know when she is not pleased with
their ingtructiond practices; her god isfor “there to be no surprises.” She works, instead, to set up
a collaborative, problem-solving spirit between hersalf and the teacher in order to make adjustments
where needed.

When asked how they judge whether they are doing a good job, most teachers' responses
revedled a good ded of sdlf-assessment. An example of teacher sdf assessment is the untenured
teacher portfolio. In addition to meeting regularly with untenured teachers (both individudly and asa
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group) and observing their classes on a regular basis, MS requires that they produce an annua

portfolio which focuses on an ingructiond area that they have worked on throughout the year. The
teachers typicdly hand in their portfolios during the find untenured teachers meeting of the year,
during which they actudly share their portfolios with one another.

After MS reads each portfolio, she schedules a meeting with the teacher to discuss what
growth she has seen over the year, as wdl as aress that still need improvement.  Together, they
outline what the next steps should be in that teachers professona development. This meeting is
followed by a formd letter from MS to the teacher. The teachers who have done this have
responded enthusiastically:

“Instead of having observations we have teacher portfolios that we have to complete as
untenured teachers and | think that’s a more viable tool for myself as a teacher to use, as
opposed to being observed because when you're observed you can prepare a lesson, as
opposed to writing a portfolio that covers a topic throughout a year and really reflecting on
what is good about my program and what is weak about my program and ways we felt my
program needed to develop. So the portfolio is a way of tying all the different pieces
together to improve myself as a teacher and ultimately all that translates back to the
classroom. (Teacher interview, p. 5).

MS clams that she likes the portfolio process better than the forma evauation process
because the latter turns teacher evauation into an * out- of-context performance.” Teachers prepare
the best possible lesson and them “perform” for her. In contragt, she clams that the portfolio
process is a professond and mature way to encourage continuous improvement, aong with

High Performance Learning Communities Project 38

Learning Research and Devel opment Center
Pittsburgh, PA 15260



Mary Kay Stein

teachers ownership over their own learning. Her am isto indtill the practice of sdf-monitoring and
reflection on practice and to make these processes part of the teachers repertoires, so that they
will continue to use them throughout their careers.

In addition to teacher self assessment, teachers appeared to fed pressure to perform from

their peers. Given the public nature of the work practices that occur at PS 1, teachers who are
not performing up to par are noticeable:
If you are not part of the community and you're not moving in the same direction to help
kids then it’s not a very comfortable place to be because it not like you can hide. They (all
teachers & parents) know what the expectations are so they want for their children exactly
the same thing. It’s not like somebody can come and give them coverage and people are
going to go, “Well, | don't care. . . .. It doesn’t make a difference.” No, no, no, no, no, no,
no, no. If you've got my kids for 45 minutes, | expect that they re going to get something
worthwhile out of that 45 minutes (Principa interview, pp. 113-114)

Teachers corroborate this pervasive sense of “Sdeways’ accountability:

And I'm finding what 1’ m doing so much more work than | anticipated, so much more work
at this job than at my engineering job, but | actually don’t mind doing it. So that’s a nice
thing. And I’'m sure they expect us to work hard, because everybody does here (Teacher
interview, p.5)

o, | think that there's a ot expected of you, and | think that if you don’t produce, you feel
it. | think you would feel it. Not that it’s really happened to me lately, thank God. But the
first year | was here, | wasn’'t meeting expectations, | don’t think. And | was nervous.

High Performance Learning Communities Project 39

Learning Research and Devel opment Center
Pittsburgh, PA 15260



Mary Kay Stein

Because you feel it as a teacher. When you know you're not meeting the level you're
supposed to be you're not happy with it, and you know the others are not going to happy
with it. So you want to do the best because you see it in your children, you seeit in yourself,
and you want to send your kids off to the next grade and you want to be proud of those kids.
(Teacher interview, p. 9)

As indicated by this last quote, the pressure to perform well is aso gpplied through
students. Not only do lower grade teachers want to send on well-prepared students, but upper-
grade teachers can get pushed by the qudity of students that arrive from exceptiondly good
teachers. For example, at the end of the 1996-97 school year, severd teachers commented that
the second grade teachers would be redly pushed next year because they would be receiving a
redly advanced class (the first graders grew tremendoudy during 1996-97).

Managing Time

Figure 3 shows atypicd monthly schedulefor PS1.  The venues for teacher-teacher
interaction are identified with an asterisk. They include a sandards core meeting, a standards
network meeting, a 1/2 day staff development meeting, severd breskfast talks, an untenured teacher
mesting, a bilingua teacher meeting and a grade 2 meeting. Severd of these activities are scheduled
during the regular school day (Standards core mestings, grade-levd meetings, and dud language
teacher meetings) and o require creative scheduling in order to cover children at dl times. MS has
done this by the creative use of cluster teachers (teachers who take children for one period for gym,
science, library, or English language arts). Other activities (bilingua teacher meetings, meeting of
untenured teachers and Friday breakfast talks) occur before schoal.
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Crestive management is aso required to cover the times when teachers attend meetings
and workshops off-gSte (e.g., Sandards network meetings are held at the didtrict). Because MS
encourages so much staff development among her teachers, she has taken serioudy the need to
develop a highly trained and reliable cadre of subgtitute teachers. For some of the programs which
are sponsored by the digtrict (e.g., the PDL), arrangements for substitute teachers are built right into
the program. But for most off-sSite staff development events, the school must arrange for substitutes.
MS has devoted a great ded of thought and energy into the way in which substitutes are hired and
managed. Individuas who wish to be put on the substitute teacher list are required to first come to
the school to volunteer for one full day. This alows the subgtitute teacher an opportunity to see
what the culture of the schoal is like, and the teachers a chance to evauate if thisis a person that
they would like to teach their children. When teachers are going to be out for training, they arrange
for their own subgtitutes, many times getting the same person o that the children and the subgtitute
teacher experience some sense of continuity.

The present cadre of subgtitute teachers has been integrated into the school in many
different ways. MS has encouraged them to take advantage of the staff development offerings of
the didrict. They are dso invited to PS 1 faculty conferences and staff development days.
According to MS, everyone benefits from this Stuation, especidly the children who, because of
increased amounts of dialogue between the classroom teacher and the substitute teacher, can expect
continuity in their ingruction.

Managing Expertise for the Best Overdl Effect
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MS uses the staff a her disposd creatively, based upon their interests and expertise, rather
than configuring individuas rolesrigidly according to job descriptions. Teachers with specid kinds
of expertise are often used in aff development roles. For example, a highly seasoned upper-grades
teacher who has developed consderable expertise in mathematics and in grant writing is often
released to provide staff development in mathematics and is often asked to head up grant-writing
teams for the school. We ve dready noted the primary-grades teacher who is known for being
paticularly skillful in conducting guided reading. A new teacher discussed how MS utilized this
teacher’s expertise:

MS actually recommended who we should talk to. She knew what each teacher was expert
in, what they were good at, like Deborah who was always great at guided reading. MS
would always send us over to observe her. She'd say, “ Did you know that Deborah ‘s doing
her guided reading at 10 this morning? | noticed that you have a prep then. Do you think
you'd like to go down and see her? If you want me to arrange a prep for you later so that
the two of you can conference, let me know.” She would say things like that to us. (Teacher
interview, p. 26)

MS a0 utilizes teachers whose sills she vaued who are on maternity leave. During the
1996-97 school year, two teachers-on-leave were hired on a part-time basis (one-to-two days per
week) to work with students in smal group settings and to provide staff development for newer
teachers.  MS defines this as a “win-win” Stuaion. The children and teachers get the benefit of
these teachers expertise and the teachers get the benefit of keeping their skills honed for their
probable re-entry into the teaching professon (probably a PS 1) in the near future.
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Findly, MS utilizes the Reading Recovery teechersin avighble in-classsoom role. In doing
30, she has been able to break down the walls of secrecy that often surround this program in other
schools and to integrate it into the kindergarten and first grade classrooms, thereby having a much
wider impact. While recognizing the specidly developed expertise that the RR teachers indeed
possessed, MS aso aranged to have their skills more broadly shared among the teaching staff
because she believed (@) that classroom teachers would benefit from knowing the kind of assstance
that students were getting in the RR room, and (b) some of the RR srategies could be helpful to the
teachers in the classsoom setting. MS aranged for classsoom teachers to vist the RR room to
observe and she dso aranged for a RR teacher to do staff development in the classrooms, thus
helping teaching think about ways to make the trangtion from RR as an individudized, pull-out
program to an in-classroom drategy

Bringing an Organizationd Pergpective to Staff Deve opment

The recent induction of SS, a new dtaff developer, into the PS 1 community provides a
good example of the way in which MS uses in-house staff developersin order to advance the entire
school organization to anew leve as opposed to viewing staff development solely as an opportunity
to remediate unsuccessful teachers or enrich successful ones.

MS spent the firsdt day with SS, describing her philosophy and how one could see it
playing out in the building. She waked her through the building, introducing her to teachers and
talking about each teacher individudly with SS. A few days later, MS arranged two luncheons (one
for the primary grades teachers and one for the upper grades teachers) during which dl teachers
had the opportunity to meet and chat informally with SS. For her first assgnment, SS was asked to
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work with the first grade (five new and very enthusiastic teachers), and two experienced upper
grades teachers who were less enthusiagtic. This decison was reached based on a combination of
who had expressed interest and MS's judgment of where the greatest need and most fertile ground
lay.

Of grestest interest here, though, is the manner in which SS has taken on the organizationd
gods and perspectives of MS and of the school, even as she spends most of her days working with
individua teachers in their classsooms. When she talked about the work that she was doing with
one of the teechers, SSput it in terms of “bringing her into the community.” Although this particular
teacher faced many chdlenges before red change ingdructiond practice would be forthcoming, SS
noted that “we had to keep pushing, we had to keep this teacher in the conversation.” Since
everyone else was basicaly adopting a whole language gpproach to literacy, she fet that this teacher
needed to be kept in the loop.

From SS's perspective, she couldn’t think of a better place or a better way to work. She
had experience in other New Y ork City schools working with teachers in their classrooms, but not
over the long-period of time that she will be spending in PS1. She contrasts her earlier experiences
with the PS 1 experience saying that, before she traveled from classroom to classroom and from
schoal to schoal, never feding as though she had “a center.” (p. 18). Sinceshehasbeena PS 1
congstently two days of every week, she fedls as though she is “becoming part of the school, and |
never fdt that | was part of the schoolsin the [other digtrict]. | felt dways the vistor. Herel fed a

sensethat | belong.”

High Performance Learning Communities Project 4
Learning Research and Devel opment Center
Pittsburgh, PA 15260



Mary Kay Stein

SS attributes her growing sense of identity with the school to the manner in which MS and
others have taken her in. She noted that going from classsoom to classsoom even within one
building is hard work and can be experienced as decentering. She quickly added..

But | don't feel that way here. | don’'t feel that way because of MS. Because of Sarah in the
library. Because of AH. This leadership teamthat existsis one that haslet mein (p. 23).

Upon reflection, she suggests that one her first experiences at the school was probably
vay important:

And one of the first things | did was work with them on a grant writing. So, you know,
when you sit and write together with a group of people, you feel like you're a part. And
that’ s for something for the school. You feel like you're part of that. (p. 23)

By and large, SS appears to be have woven into the fabric of PS 1 even after just four
months. She and MS seem to have developed a style of working together. SS trusts MS's
judgments about teachers and indruction. “MS is very astute about what her teachers needs are
and | take her guidance because, certainly she's observed them for a much longer period of time.
(Staff developer interview [SS], p. 30) . They both tdl stories of conversations a night on the
phone discussing strategies. SS attends the breakfast meetings, knows dl the teachers on a first
name basis, and is doing whatever she can to help teachersto better help kids.

Bringing an Organizationa Perspective to Other Activities

Many other activities that are undertaken a PS 1 -- activities that dsawhere would be
treated as routine adminigtrative matters -- are dso done with an eye toward how they influence the
overdl sense of community. Many new teachers spoke vividly about their job interview a PS 1, a
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group interview conducted by the principa and a subset of current faculty. Interestingly, many of the
experienced teachers, teachers who were gitting on the other side of the table, also spoke about
these group interviews of prospective teachers. It gppears as though this process provided the
experienced teachers with the opportunity to further define themsalves as a community, to represent
themsalves and their vaues to the outside world, and to refine their notions of where they wanted to
go in the future based on their judgments of the kinds of person(s) they would like to hire. MS uses
asgmilar goproach to the ways in which she conducts tours and meetings with the many visitors that
PS 1 receives each year.

Tending the Culture

Just as Elmore and Burney (1996) point out that Didtrict 2's organizationd methods are
much more than a set of management techniques or a bag of srategies, the same could be sad for
the kinds of things that MS does & PS 1. The culture of warmth and caring dluded to in the
opening paragraphs is what makes the whole thing work.  Much of this emanates from MS as she
sets the tone by “how she treats people.”

| see teachers come to MS to share something that they' re excited about and | see her put
her arm around them and treat them in a way that just so validates what they are. See, I'm
getting choked up | mean, it isreally beautiful. (Staff developer interview, p. 32).
The teachers have dso gone a long way to building up trust and mutud respect among
themsdlves.
| thinkit'slike a family. PS1islike a family school because everybody iswilling to help
each other. (Teacher interview, p.1)
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The Introduction of New Standards into the Learning Culture®

In this section of the case study, we focus on the ways in which PS 1 introduced New
Standards into their learning community. In doing so, we will pesk to three issues rdlated to
standards- driven improvement drategies.  First, we identify conditions within the school and digtrict
which may have influenced PS 1's readiness to focus on sandards. By describing specific
sructures, norms, and conditions that were adready in place, we can begin to address the often
heard comment from vigtors to PS 1. “You can do Standards here because of everything that is
aready in place” Second, we discuss the ways in which PS 1 administrators and teachers
atempted to make standards applicable to what goes on in the classroom on a day-to-day basis,
thereby addressing the concern that standards are often viewed as abstract by teachers and not
relevant to daly classsoom work. Third, we will begin to address the issues of variability and
sandards (Elmore, 1997). In what ways did MS and AH, the in-house staff developer charged
with “ralling out standards’ throughout the school, ded with the fact that PS 1 teachers and
classrooms were not dl at the same leve of readiness?

Making the Ground Fertile for Standards

Sandards came at just theright time. (Staff developer interview [AM], p. 56)
This quote came from AH, the in-house staff developer, as she was reflecting on her work
over the past years “rolling out” New Standards into the PS1 community. In order to more fully

understand her comment, we need to revisit the events that occurred a PS1 prior to the

® Throughout this section whenever the term standardsis used, we are referring to New Standards.
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introduction of the New Standards with an eye toward how these events may have prepared the
soil.

Basad on interviews and subsequent discussions with MS and AH, we identified a set of
conditions and events that gppeared to influence PS 1's readiness to focus on standards. Figure 4
illustrates these standards-related conditions and events as they transpired over the past 10 years a

PS1.

As shown in the figure (and previoudy discussed in this paper), prior to MS sariva (from
1986-1990), there were minima amounts of professond development, the teachers had little
common focus or activity, and mogt indructiond practice was farly traditiond. (This
characterization of the generd dtate of the entire school does not recognize the fact that there were
severd tdented and committed teachers on the staff.)  Upon her arriva, MS ingtituted the two
sructures around which the community formed: the practice of looking a student work and the
focus on a common st of literacy practices. MS urged her teachers to take advantage of Didtrict
2's new offerings in literacy daff devdopment (Early Literacy In-service Course [ELIC] and
Continuing Literacy In-service Program [CLIP]) and followed up by observing their classrooms
often when they returned.

In the years immediatdy following MS's arrivd, many older teachers were replaced with
young teachers who shared MS's vison. The amount and intensity of teacher professond
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development continued to build. Following MS's lead, a consensus started to form around a
school-wide focus on literacy, as teams of teachers outlined gods and objectives for student
learning at each grade level, as wdl as dtrategies that would be used to help students in reaching
those gods. As teachers began spending more time working together toward shared gods, the
outlines of alearning community began to take shape.

A review of MS's letters from digtrict leadership® during the years from 1990 - 1994,
reved steady improvement on a number of fronts. the early classrooms were noted to be print rich
with children involved in reading and writing activities and teachers involved in smal group work; the
bilingual classsooms were described as having become very interactive with a strong focus on
Spesking, reading, and writing; effective drategies for usng good literature were evident in a variety
of classsooms, and teachers were working collaboratively on and across grades. Nevertheless,
there were Hill areas in need of improvement and PS 1's style is to continue to push and to be self
critica. AH, who was then a classroom teacher, was especidly sdif reflective:

Insde of me there was something wrong, something was not right. There needed to be a
change. These second graders should not be writing (only a few) sentences. (Interview, p.
55).

The story of how PS 1 gtaff and teachers came to know what student work should look
like and how that, in turn, influenced teachers practice, pardldsthe story of PS 1's introduction to
the New Standards. An important element of the standards story at PS 1 is the support that both
MS and AH recaved from the didrict with respect to their own professond development
regarding standards. As shown across on Figure 4, AH began attending one-week seminars a the
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Inditute for Learning (IfL)** on a regular basis during the 1995-96 school year. AH was the
teacher representative of the Didlrict 2 team -- ateam that dso included a digtrict staff developer
and a principa of another school, thereby enabling her to network with others in her own didtrict
who were dso developing expertise in this area. By participating in the IfL seminars, AH had the
opportunity to learn firg-hand about New Standards criteria for student work, reference exams,
and portfolio systems -- dl of which are tied to a set of performance standards which are identified
for grades 4, 8, and 10 -- and to tak with leaders from other school didtricts who were adso
designing ways to utilize gandards in their work.

As AH learned about standards at these seminars, she and MS began to talk about the
possihilities that the performance standards offered for their school. Given PSL's tradition of
focusang on student work, they could imagine usng the fourth-grade performance standards as a
way to benchmark what they were expecting of their sudents. By explicating what good student
work should look like, the New Standards performance standards would aso serve to raise
expectations of what they should be striving for.

At this same time, MS and AH were participating in digtrict-level meetings regarding how
New Standards would be implemented in the district. One outcome of these meetings was that PS
1, dong with one other school was named an dementary “demondtration site” for New Standards
within the digtrict. In accepting this label, PS 1 agreed to act as aleader in developing methods for
bringing New Standards into a school environment and to share its successes and failures with other

schools. As a demonstration school, PS 1 fourth-grade classrooms took the New Standards

19 L etters which were written by the Deputy Superintendent immediately following walkthroughs of PS 1.
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reference examinations and piloted the portfolio system (a complement to the reference examination
in that it provides evidence of performance standards that depend on extended pieces of work and
accumulation of evidence over time). In addition, the PS1 community, led by AH and MS, worked
intensively to introduce teachers to sandards and to support them as they devised ways of using
gandardsin their work.

Making Standards Relevant to Teachers

The task of trandating what was learned a Inditute for Learning Seminars to the PS 1
school community was initidly viewed by AH as daunting:  When we first heard about New
Sandards, there was no plan, there was nothing that | could follow. So you have to plan
your own (Interview, p. 29).

Starting Smdll

AH and MS began by forming a Core Group that met each Tuesday morning during the
first period to discuss standards. In addition to MS and AH, this Core Group was comprised of
one teacher per grade level (teachers who were viewed as “leaders’ for their grade), a Saff
developer, a parent, and a cluster teacher. According to AH, she encountered some resistance at
the firs meeting. Some teachers clamed that they were dready doing everything that was in the
New Standards books; others were adamant that national standards could not be applied to PS 1
because of their large limited- English proficient (LEP) population.

AH reported that the teachers initid wariness was overcome after they decided to revist

the gods and drategies that they had written in the early 90s (see Figure 4). When the teachers

" The Institute for Learning, directed by Lauren Resnick, was established to assist school personnel with
setting up environments that will be supportive of all students reaching performance standards as explicated
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reviewed their earlier goals and drategies, they found that they did not adequately specify what the
students should know and be able to do. More troublesome was the fact that the gods and
objectives no longer reflected what they were trying to do in their classsooms.  Although teachers
had changed their practices based on the professiond development they had received, they had not
revised their gods and drategies to maich what they were now trying to accomplish in ther
classrooms.

“ And that is when the whole conversation started. That's when the talk started.
(Staff Developer Interview [AH], p. 59). According to AH, this group of teachers came to the
need to revise their goas for student learning on their own. Once this work began, however, they
were ready and willing to examine outside sources, such as the New Standards, as a guide for their
work.

Taking it to aWider Cirdle

This Core Group acted as a steering group for moving standards into the rest of the schooal.
They dso provided support for AH during the 1995-96 school year at the Friday morning breskfast
meetings which had become the centrd vehicle for teachersto learn about standards.

Mirroring the digtrict’s gpproach to learning, the Friday morning breskfast meetings began
with a common set of readings. All teachers received copies of and discussed the New Standards
books, and a st of articles by Lauren Resnick (“On Performance Standards. A Conversation with
Lauren Resnick and Warren Smmons” “From the Bell Curve to All Children Can Learn,” and

“From Aptitude to Effort: A New Foundation for Our Schools’). They were aso given copies of

in the New Standards.
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the Principles of Learning -- a set of principles for learning environments that support students to
reach standards.

After severd sessons of becoming grounded in the big ideas underlying the standards
movement, the Friday morning group turned their attention to what their own students were doing.
Starting in October of 1995, they collected a series of “Best Works,” pieces of student writing that
they thought signified what PS 1 students were capable to doing. They discussed what Best Work
should look like and the criteria that made a particular piece of writing, “Best Work.”  According
to AH, these meetings were crucid for two reasons. (@) teachers across the grade levels were
forced to respond to student work from grades other than their own; and (b) a “routing’ was
established for a productive way to examine student work. This routine involves the presenting
teacher setting the context and then everyone reading the piece of work. Next, criteria are offered
for why it is a piece of good work. Then the conversation inevitably turns to a discussion of what
could be better. Usudly severd teachers will volunteer concerns and make suggestions regarding
what the presenting teacher can do to push the student further. Over time, the group came to
expect that no piece of work was ever good enough, and hence their norm of aways pushing to the
next level was crested.

Mogt of the teachers that we interviewed stated that the school’s focus on standards has
risen the leve of expectations and the level of student work in the school. One upper-grade teacher
who we interviewed had a particularly good vantage point, as she could observe the changes in

students' level of preparation asthey arrived at her classroom year after year:
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As the classes came up, their writing was more expressive. They would explain what they
meant. They had good sentences. The structure of their writing was better. They had more
skills and ways of knowing, and they also were sharing more. (Teacher interview, p. 67-8)

A cuger teacher who is dso able to have an overdl perspective on how students at
different grade levds are devel oping commented:

| feel like I’ mlucky because | have to go to different rooms all the time to pick up my kids or
whatever and | just see such changes in the stuff that the kids are capable of processing and
learning about processing. (Teacher interview, p. 6)

Looking back on student work produced in a colleague's class during an earlier point in
time, AH States:

That (students’ autobiographical sketches) was okay five years ago because we really didn’t
know what else was out there, what it should look like. But now we know, and look at what
they (the students) do now. (Interview, p. 54)

Including All Teachers

The Friday morning sessons (which were voluntary and for which there was no teacher
pay) were regularly attended by most, but not all, teachers. All teachers were brought into the
process during a November 1995 staff development day (which was mandatory for al teachers),
during which an examination of Best Works continued. At this full -day session, student work for
each grade was examined. It was then decided that the school as a whole would re-evauate the
gods and drategies that had been written in the early 90s. As they did so, they would use what
they were currently doing (the set of literacy practices) and the New Standards performance
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dandards as a guiding framework. The intermediate grades teachers found the performance
standards most useful because they are designed for 4th grade students. These teachers linked their
own gods for 4th-grade students to the New Standards performance standards and then all
teachers worked backwards to the earlier grades.

This work continued throughout the remainder of the 1995-96 school year, culminating in
the congtruction of the “grade-leve portfolios” a set of three-ring binders (one per grade leve) that
specify (@) gods for student learning at that grade level; (b) indicators and Strategies for each god;
and (c) evidence (in the form of vignettes and pictures) that students are reaching or gpproaching
those gods and that the dtrategies are being implemented (see Appendix A for sample pages from a
grade-levd portfalio.)

Working in teams with ther grade-level colleagues and coming together periodicaly with
the entire school steff, dl teachers were expected to contribute to these grade level portfolios. MS
provided the time and expectations for this work to happen: staff development days were devoted
to it; teachers were expected to work on the portfolios during their common planning periods, and
substitute teachers were brought in on occasion to free teachers up to work on the portfolios.

When asked to reflect back on this intense period of activity and assess how worthwhile it
had been, MS characterized it as “arduous, but important.” She felt that the process of stting
down with colleagues and arguing about and eventudly agreeing upon goas and indicators of
meeting those gods wastime well spent. This process, she clamed, helped to devel op the common
language that they now share; it put everyone “on the same page.” The products, that is, the
books themsdves, dso took on dgnificance for the community. First, they provided a
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representation to the external world of what they PS 1 was doing and what they vdued. The
portfolios have been displayed a parent meetings and are regularly shown to vistors at the school.
They have been brought to digtrict-wide functions and to the Inditute for Learning seminars.
Second, the portfolios served a useful purpose with-in the community. For example, candidates for
teaching positions are shown the books in order to help them gain a sense of what isvaued at PS 1;
once hired, these same teachers often go back to the book for the grade to which they are assigned.
The books provide an excellent introduction to what is expected a the grade levd. In fact, teachers
within the building who transfer from one grade to another aso consult the books.

We aso interviewed teachers about their perceptions of the process of creating the books
and the ussfulness of the final products. Although each and every teacher immediately recaled the
work, they displayed a mixed set of reactions to its usefulness. Some teachers found the process
extremdy difficult and frudraing. Most teachers, however, saw the time as well spent. For
example, one teacher noted that the digtrict framework and state guidelines were much too genera
and that PS 1 needed more specific guidance on what to teach and what students should be
expected to know. Spesking of the grade-levd portfolios, she said, “ Teachers can have a clear
idea of what each grade expects of students. It helpsthem to get sudents ready for the next grade
and to look back to the previous grade.”

Evidence of Standards in the Classroom

The teacher interviews were examined to identify the ways in which standards influenced
teachers individudly in their daly ingtructiond practice. Three areas of practice were brought up
with the mogt regularly: ingructiond planning, reflection and sdf-evauation, and public explication
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of process and product. The first two occur before and after actud ingtruction; the last occurs
during indruction.

Ingructiond planning. Severa teachers mentioned that they had found the performance

standards and the grade-leve portfolios useful for planning what would be covered during a given
unit of study or even over the course of the year. By reviewing what students would be expected to
know and be able to do by the end of the year, teachers would get a clearer sense of what kinds of
knowledge and skills should be covered. One fourth grade teacher admitted, “ There were areas
that | used to neglect before my acquaintance with the New Standards performance standards; now
| feel more confident that | am covering what | should be. (Teacher interview, p. 2)

Reflection and sdf-evduation When asked how they judge how well they are doing as a

teacher, severd respondents indicated that they evauate ther effectiveness by how wel ther
students were learning and that a good gauge for student learning was the performance standards
and the grade-leve portfolios. As will be discussed in the next section, teachers aso looked to
intrarindividud improvement as an important indicator of how students were progressing.

Explication of process and product. In our interviews, we atempted to draw out teachers

explicit notions of what “dandards-based practice looks like” With this as our prompt, we
identified two main trandations of sandards to the classroom:  the public explication of process, and
the public explication of criteria for a good product.> Most discussion of processwas at a genera
leve; it involved bringing to the surface the stages or steps involved in cregting a good piece of

work. It was sometimes contrasted with earlier forms of teaching during which only the find,

High Performance Learning Communities Project 57
Learning Research and Devel opment Center
Pittsburgh, PA 15260



Mary Kay Stein

perfect tage was displayed or talked about. A description of thisideawas provided by AH as she
discussed ateacher whose classroom teaching she felt exemplified stlandards:

There would be process work up. For example, she wrote this letter to Barnes and Noble to
thank them for having the kids in looking at their books and using their store as a model for
their library (to look for categories for organizing their books). There would be a first draft
of the letter. Then you’'ll see a second draft and a third draft. But she did it on big paper,
like for the public to see. If you asked the kids about it, they would say ‘oh, yeah it’s like a
process. We were learning together.”  (Interview [AH], p. 69)

A corollary to making the process public is placing more responsibility on students to work
through a task from beginning to end on their own and to monitor their own work. Rather than
students depending on the teacher for step-by-step guidance, they are given tools that should enable
them to work through the complete task on their own. When asked how standards play out in her
classroom, one firgt-grade teacher replied that she now has kids look at the process. “1 used to tell
them everything. Now, | make them go through the process and be more independent. | check
less and expect more. | don't have to hold their hands. They have more responsbility.” (Teacher
interview, p. 1)

The public explication of criteria for a good product was manifested in different ways a
different grade levels. The fourth-grade teachers talked about using the entry dips from the New
Standards Portfolios (see Appendix B for an example) as a method of communicating to students

what was expected, often in the context of actualy congtructing an assessment portfolio. The

2 We found that intermediate-grade teachers tended to use the New Standards materials more directly; the
pre-kindergarten, kindergarten, and primary -grade teachers found the New Standards materials less directly
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philosophy behind this, of course, is that the portfolio becomes much more than a method of
assessment; it aso assumes pedagogica functions. As students select and justify the work that is
placed in their portfolios, they are learning how to monitor and judge their work.

At other grade levels, teachers reported using the gods and objectives from their own
grade-levd portfolios and/or adaptations of the fourthrgrade performance standards to
communicate to students what was expected of them. For example, a second grade teacher
required her students to keep writing portfolios and she adapted the writing conventions from the
English -Language Arts performance standards as criteria for the portfolios -- criteria that were
shared with the students and their parents.

Yet another way in which public explication was manifested was “labding.” Spesking
about an exemplary teacher AH noted:

She would have charts up, just the way she labeled them. She would have a daily public
journal of what the kids noticed about themselves as readers. And then she would have a
chart about “ What do you notice about what a good writer or a good reader does?” It is
hard to explain because | don’'t want to loose the essence of it. It’'s the way she had labeled
everything that made it so informative. All these kids were expected to be good readers and
writers before they left that class.(Staff developer interview [AH], p. 68-69)

All of these methods of bringing standards into the classroom gppear Smilar in one respect:
they are meant to serve a metacognitive function; students are being shown how to step back from
the learning process itsdf in order to monitor how well and how drategicdly they are functioning as

learners. By making students more aware of what good learning looks like -- both the process and
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the product -- this aspect of standards-based practice provides an important component of the
educative process. When done well, dl students are granted access to a set of clearly articulated

parameters of what they need to do and how they can monitor their progressin doing it.

Managing Vaiability

Elmore (January 1997) views the existence of variability a variouslevds of the educationd
system as one of the mogt difficult challenges to overcome in the move towards standards-based
education. While digtrict leaders must manage variability a the level of schools and principals,
schoal principas are mogt directly concerned with managing the variability that exids a the level of
classooms. The two main factors that contribute to variability a the classoom level are (a) the
perceived needs and strengths of the group of students in the classroom; and (b) the percelved style
and competence of the teacher. In this section, we discuss each of these factors, how they
contribute to variability in MS's school, and the waysin which she dedswithiit.

Vaiability Among Students

If we take the classsoom as the unit of andyss, the most obvious way to discuss
vaiability among students a PS 1 is by language proficiency.** We identified little to no difference
In MS s expectations or actions with respect to regular, bilingud, and dua language classrooms. Al
teachers attend the same staff development and are expected to use the same techniques in their
classrooms (e.g., the Baanced Literacy program). In fact, many of the taff believe that some of the
participatory, learning-in-context approaches associated with whole language are especidly
essentid for second language learners. [n particular, MSfeds strongly that the bilingua program be
held to the same standard and offer the same opportunities for students as the regular and dud
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language programs. Children who have just arrived in this country are expected to achievein dl the
content areas and teachers are expected to move the students into mainstream classrooms within 12
to 18 months.

According to MS, the staff dways must be on guard about holding the same expectations
for dl sudents. In weekly conferences that are held to review sStruggling students, there is
sometimes a tendency not to bring a second-language-learner to the table for consideration as a
student in need of extra help because of a tendency to blame their problems on language. MS
explained that she and her gaff are congtantly trying to “get beyond” the language barrier to clearly
identify and ded with both the strengths and weaknesses of individud children.

When standards were discussed during the interviews, most teachers a PS 1, as well as
MS, stressed the need to characterize students both in terms of whether or not they were meseting
standards and the degree of improvement that the child shows over some given period of time.
After unequivocdly stating that all students need to be held to the same standard, M'S goes on to
express her fedings about dso looking a an individud’ s growth over time:

The child should be given credit for having moved forward. . . . | think that there needs to
be something that looks at that. | really believe that they should move forward, not a
guestion, and | think we should be accountable for their growth and they should be
accountable for their growth. .. .But | think that moving forward should count. (Principa
interview, p. 123).

Teachers expressed asmilar viewpoint:

B3 All classes are heterogeneously grouped with respect to ability.
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| think that it is fair to have the same standard, a high standard, for everyone. ... But |
also really need to know each student individually so | can have a really good sense of what
that student is able to achieve, and where that student has come from based in terms of the
beginning of the school year; where they are and where they' ve been . . . . and | need to take
that into account and the school needs to takeit into account and the parents need to take it
into account. (Teacher interview, p. 21)

One of faces of the variability issue is the manner in which the digtrict takes into account the
conditions that exist a locd schools. Given the fact that the mgority of students in MS's school
arrive unable to speask English, PS 1 appears to have a set of conditions that may warrant a specia
congderation from the digtrict.!* This has aready begun. At PS 1, some students who have not
been successful are provided with more ingructiond time beyond the norma school day. As part of
a didrict initiative, an extended-day program was offered a PS 1 during Spring 97 for dl third-
grade students. During the 1997-98 school yesr, this program will be enlarged to include third-,
fourth-, and fifth-grade students and will begin much earlier (October). Findly, dl sudentsa PS 1
were given the opportunity to attend an extended-year program during Summer 1997. At PS1, an
overwhelming mgority of students took advantage of this program.

Vaiahility Among Teechers.

PS 1 teachers can be placed roughly into four main groups. The first group, which is by far
the larget, is comprised of teachers who whole-heartedly buy into the direction in which the school

Ismoving. Many are young teachers who are new to the professon and who are developing -- if

¥ Overall, 20% of the studentsin District 2 are ESL students.
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not dready displaying -- competent instructiona practice. In MS s words, “They take ideas and
run with them.” Mogt, but not al, of these teachers were hired by MS.

The other three groups are much smdler. Together, they do not equd the sze of the first
group. One characteridtic that they do share is that they were al on board before MS's arriva.
Group #2 is comprised of those teachers who “are open to new ideas, but who don’'t necessarily
take each new ideaand run with it” (MS swords). These teachers have always been considered to
be exemplary teachers by MS, by parents (parents request placement in ther classes), and by
informed outsders.®®. Although they do not chalenge the new ideas permesating the school (they
may even clam tha they have been implementing these “new” idess for years), they dso do not
openly embrace them or march under their banner.

The third group is comprised of teachers who have dowly begun to improve based on a
hesitant, but unmistakable embrace of the schoal’s philosophy under MS.  These teachers, who
have been teaching for 20 - 30 years, need to make a difficult trangtion to a new set of practices
within the school-level community and within ther own classooms.  Although they have
reservations -- in one case, because her previous traditiona style of bilingual teaching was
recognized and honored decades ago -- they are dowly trying to change their practices.

The fourth and find group conssts of teachers who, like those in the third group, were at
PS 1 long before MS's arrival.  In this case, however, the teachers have remained resigtant to

changing thar ingructiond practice and becoming involved in the school-level community. Although

!> One of these teachers was requested as a cooperating teacher by a professor at Pace University as | was
sitting in the principal’ s office. The Pace professor claimed that she was the best placement that she had
ever had to offer student teachers.
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MS and others are not satisfied with the kind of practice occurring in these classrooms and continue
to press for change, there is no indication that this group has interndized the need to change.

Jugt as the digrict must negotiate with schoaol principas who bring very different sets of
congtraints and resources to the table, so too does MS need to negotiate with teachers who bring
different congtraints and resources to the table. She has dready stated that she will not negotiate
based upon type of student (regular, bilingud, dud language), O what remains as potentidly
negotigble items will relae to the variability contained within her 29 classroom teachers -- teachers
who fall roughly into the four groups described above.

Fgure 5 presents amatrix of items that, in our judgment, could hypotheticdly fal within the
redlm of negotiations. The items dl pertain to professond development, teacher participation in
school work practices, and teacher-principa interactions; the reader will note that none of the items
pertain to sudent learning. As noted above, dl students achieving to standards in not negotiable in

this schodl

As shown on the figure, items in the first four columns are not negotiable. These are
considered to be mandatory practices at PS 1; dl teachers are required to participate.

In the next four columns, one sees differences across the four groups in terms of their
participation and the degree to which they are urged to paticipate in various other forms of
professona development. The reader will note that teachers in Group 1 appear to both need and
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want the many resources that are avallable through the school and digtrict. Not only do they
eegerly participate in activities regardless of whether they are mandatory or not, they aso go out of
their way to request certain kinds of training, to volunteer to present at a Friday breakfast meetings,
or to invite MS to their room. MS s vidits are characterized by discussons regarding what is going
well, what isn't going so well, and how M S can ass« the teachers. Teachersview MS asther dly,
and readily share problems and concerns with her.

The teachers in the second group, on the other hand, appear to have developed a different
kind of underganding with MS. They do not dways paticipate in dl of the professond
development; athough dways invited by M S, the agreement seems to have been implicitly reached
that their absence from these meetings is okay as long as they keep up their excellent teaching
practices and keep producing good students. On the other hand, they continue to be a part of the
PS 1 community in many other ways. They will invite MS to ther dassrooms and M S often takes
vigtors to observe their classrooms.

Teachers in the third group receive the grestest amount of urging to participate in
professond development. With coaxing, they often do. The progress in terms of actud change in
practiceis dow, but definitely intheright direction. MS svidtsto these classrooms are more forma
and directive, as she works hard to ensure that these teachers are applying what they’ve learned in
professond development to the improvement of their dally teaching.

MS relates to teachers in the fourth group in yet a different manner. These teachers do not
participate in the Friday Breskfast Taks (dthough invited), but MS does request that they attend
certan daff development programs which she feds will be especidly useful to them. Theseinclude
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both digtrict-sponsored staff development and working with in-house staff developers. MS vigts
their classrooms regularly, dthough she is the one who dways needs to initiate these vidts because
these teachers do not voluntarily seek her out. The classooms vidts are the most formal and
evauative. MS will often ask to see student work and request that changes be made in practice
based on her review of the work. Written eva uations are sometimes necessary.

If one looks across these four groups of teachers, one sees that MS has negotiated a
different style of interaction with them surrounding some, but not dl, of the work practices
characterigtic of the PS 1 community. By mandating participation in some school practices, MS
ensures that al teachers are kept in the loop and provided perspectives on what the community
gands for and cares about, as well as their commitment to children’s learning. In other aress,
however, MS is sdective with respect to how hard she pushes and how directive or evauative her
toneis.

Concluson

In this case sudy, we st out to fulfill two main objectives to describe the learning
community for adults at PS 1 and to discuss the ways in which standards have been introduced into
this community. Our interview and obsarvationd data suggest that the learning community that
exigs is anchored by a focus on students and their learning.  The ways in which adults learn within
this community is by interacting with one another around this focus axd around a common set of
literacy practices. The organizationd drateigies that MS employs to maintain the PS 1 community
include a variety of practices, many of which involve bringing an organizational perspective to
activities which are commonly thought of “one teecher & a time” In addition, many of these
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drategies have a strong interface with Digtrit 2 philosophy, gods and activities. In our judgment, PS
1 under the leadership of MS would be characterized as one of the district schools which is“with-
the-drill” (Elmore & Burney, 1997).

PS 1's movement toward standards has been detailed in a fairly daborate way. The
conditions that enabled them to undertake standards work in the first place as well as the specific
ways in which standards were seeded into the school were described. Our intention is not to
suggest that thisis the only way in which to approach standards, but rather to provide one example
of how it has been done along with enough contextua details to allow othersto judge the Smilarities

and differences between PS 1’ s Situation and their own.
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Figure 2 60-70 | 70-80 | 81-82 | 82-83 | 83-84 | 84-85 | 8586 | 86-87 | 87-88 | 88-89 | 8990 | 9091 | 91

FXM (PK)

E2D (PK)

FX (PK)

MF (PK)

KM (K)

DMM (K)

MK (K)

XF (K)

12 (1st)

FT (1st)

TU (1st)

DU (1st)

NL (1st)

EP (2nd)

LM (2nd)

FD (2nd)

BH (2nd)

SC (3rd)

HM (3rd)

TT (3rd)

ON (3rd)

TS (4th)

QD (4/5)

TO (4th)

CH (4th)

TM (5th)

DL (5th)

LX (5th)

NQ (5th

Figure 2. PS 1 Teachers and dates of hire. (MSwas hired in 1990).

Note. The dates of hire were determined by teacher self-report in an interview setting. There may be dight inacc
interpretation.
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Appendix A

Sample Pages from a Grade-Levd Portfolio Book
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Figure 2

60-70

70-80

81-82

82-83

83-84

84-85

85-86

86-87

87-88

88-89

89-90

90-91

91

Louie (PK)

Chan (PK)

Wong (PK)

Eng-L opez(PK)

Lin (K)

Leung (K)

Joe (K)

Genet (K)

Yu (1st)

Sansone (1st)

Tsang (1st)

Tang (1st)

Kaminski (1st)

Oxman (2nd)

Lee (2nd)

Chan (2nd)

Grosdorf (2nd)

Beck (3rd)

Lueng (3rd)

Sheng (3rd)

Mattis (3rd)

Roberts (4th)

Chin (4/5)

Ng (4th)

Gustafson (4th)

Lum (5th)

Kong (5th)

Wong (5th)

Posner (5th

Amy

Jeanette

Roberta (UFT)

Lau(Good Jean)

Christian

Regular 6/10 Bilingual 3/5

High Performance Learning Communities Project

Dual 4/6
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Appendix B

Sample Entry Slip from New Standards Portolios
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