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Adults as Learners

rovement takes place when teachers improve their decision mak-

learning content, and teaching. The process of improving
ss of adult learning. Thus, research and
he knowledge base for

Instructional imp
ing about students,
teacher decision making is largely a proce
theory on adult learning is an important component of t

instructional supervision.

Intelligence

Two basic questions drove much of the carly research on adult learning ability: Does
ability to learn diminish with age? Are there differences between the learning
process of adults and children? Thorndike (1928) was among the first to suggest
that adult learning did not peak in youth and diminish steadily thereafter {acom-

mon belief of his day).
(1967) identified two categories of intelligence: fluid and

Horn and Cattell
crystallized. Fluid intelligence, which depends heavily on physiological and neu-
i hy youth excel on tasks requiring

rological capacities, peaks early and explains W
quick insight, short-term memorization, and complex interactions (Merriam and

Caffarella, 1999). Crystallized intelligence, assessed by untimed measures calling
for judgment, knowledge, and experience, is more heavily influenced by education
and experience. Hence, older individuals show an advantage when it is measured.

Contemporary theories of intelligence have extended the notion that intelli-
gence consists of multiple components of factors. Most readers of this text will be
familiar with Howard Gardner’s theory of multiple intelligences (1983, 1999).
Gardner initially posited seven types of intelligence (linguistic, logical—mathematical,
musical, spatial, bodil

y kinesthetic, intrapersonal, and interpersonal). He later
added naturalistic intelligence, and suggested there are likely other forms of intelli-

gence. Gardner’s ideas are also relevant to supervision. Supervisors can identify and
utilize the learning strengths of individual teachers when assisting them with in-
structional improvement efforts. Supervisors can also assist teachers to gradually
expand their repertoire of learning strategies.

Sternberg (1985, 1990) likewise has proposed a theory of intelligence that
may be helpful in thinking about the cognition of teachers. His is called a triarchic
theory of intelligence because it consists of three subtheories. The first subtheory
is referred to as componential; it deals with cognitive processing. This part of the
theory deals with what has traditionally been discussed in trying to understand i~

tellectual ability. The second subtheory is experiential, which suggests that assess”
e requires consideration not only of the mental components but 0
d. Sternberg, intrigued by the dif-

ferences between novices a d that experience promotes
both the ability to respond automatically to routine situations and to deal effec-
tively with novel situations. Thus, novice teachers can be expected to require dif

ferent types of supervist

ing intelligenc
the level of experience at which they are applie
nd experts, has suggeste

on than those who are more experienced.
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i e conditions under which andragogy
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Kegan (2000) contrasts transformative learning (changes in how we know) with
informative learning (changes in what we know), adding that we all experience po-
tentially important kinds of change that do not bring about a fundamental shift
in our frames of reference.
Perspective transformation often is described as triggered by a significant life
event, originally referred to by Mezirow as a disorienting dilemma. Perspective
transformation also can occur in response to minor events that create an oppor-
tunity for reflection and redirection, or may occur when an accumulation of in-
ternal dilemmas creates a growing sense of disillusionment (Taylor, 2000; English,
2005). A teacher’s trigger for transformative learning may occur in a situation as
obvious as experiencing failure for the first time when she accepts a new position
in an urban setting, or as subtle as having a conversation with a gay student about
the impact of other students’ homophobic jokes on his learning.
Cranton (1994) recommended that the educator should critically reflect on

his or her own meaning perspective of being an educator. She also described the
processes by which the educator might accomplish this:

The educator, in order to develop the meaning perspective of being an educator
would: increase self awareness through consciousness-raising activities, make his
or her assumptions about beliefs about practice explicit, engage in critical re-

flection on those assumptions and beliefs, engage in dialogue with others, and
develop an informed theory of practice. (p. 214)

The strategies Cranton suggested that may be useful in this process are var-
ied, including writing journals, visiting the classrooms of colleagues, conducting
criteria analysis of incidents which epitomize their notions of success or failure

in practice, experimenting with practice, eliciting feedback from learners, and
consulting or engaging in dialogue with colleagues.

Experience and Learning: Situated Cognition,
Informal and Incidental Learning

At the heart of numerous conceptions of adult learning and education dating back
to Dewey (1938) and Lindeman (1926) is the centrality of experience to learning.
This concern with experience is reflected in Knowles’s (1980) inclusion of the im-
portance of adult experience as one of his original four assumptions about adult
learning (Gorard and Selwyn, 2005). It is also reflected in Kolb’s inclusion of two
phases focusing on experience (concrete experience and active experimentation) as
part of his four-phase model of the adult learning cycle (1984).

The centrality of experience to learning takes on new dimensions when the
emerging body of work on situated cognition is applied to consideration of adult
learning. Many cite Brown, Collins, and Duguid (1989) as a seminal work in
proposing a theory of situated cognition. Essentially, they propose that education
is misconceived to the degree that it emphasizes the acquisition of decontextual-
ized, abstract knowledge. They insist that lasting knowledge emerges as learners
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ctivity embedded in specific situations. Referring specifically

to adult learning, Hansman (2001) stated, “The nature of the interactions among
learners, the tools they use within these interactions, the activity itself, and the so-
cial context in which the activity takes place shapes learning” (p. 45)- Linking sit-
uated cognition to Schon’s (1983) work on acquisition of professional knowledge
through “ knowing-in-action,” Wilson (1993) suggested that adults learn in expe-
rience as they act in situations and are acted upon by situations, rather than the
traditional assumption that adults learn from experience.
Extending the parallel with craft apprenticeships, Brown, Collins, and Duguid
eans for learn-

(1989) and others emphasized the cognitive apprenticeship as a ™
ity of practice (Gonzales and

ers to acquire knowledge as participants in a communi

Nelson, 2005). Wilson (1993) made an analogy berween the cognitive appren-
ticeship and Schon’s (1983) reflective practicum (Lea and Griggs, 2005). Lave
and Wenger (1991) have described the role of communities of practice, Of self-
organized groups who share a common sense of purpose and a desire to learn
from one another. Fach of these strategies offers a valuable approach for foster-
ing professional development of teachers, particularly those who are new to the

fieldortoa particular school culture. In line with situated cognition theory, teach-
ers would most effectively acquire knowledge useful in a new situation by being

directly immersed in real practice situations, with support from experienced col-

leagues whose methods might include modeling and coaching.
between adult learning and experience have

Most recently, interest in the ties
g in the workplace, which have found that

been explored in examinations of learnin

much of the meaningful learning that occurs in that context is of the informal and
incidental variety cather than the highly structured learning craditionally associ-
ated with workplace training (Kerka, 1998; Uys, Gwele, Mclnerney, Rhyn, and

Tanga, 2004). Marsick and Watkins (1990, 2001) have offered a theory of infor-
mal and incidental learning. Informal learning is usually intentional but less struc-
cured than formal Jearning. Examples includé self-directed learning, networking,
informal coaching, and mentoring. Incidental learning, on the other hand, is de-
fined as a byproduct of some other activity, and is most often tacit or unconscious
at the time. The model they proposed describes a progression of meaning making
which they warn is neither as linear or sequential as their model might suggest. They

described this progression as follows:

engage in authentic a

1. Learning typically begins with a trigger event that is framed in light of

the person’s worldview.
2. The experience itself is interpreted, assessing what 1s problematic or

challenging about it. The context of the experience is interpreted simul-

taneously.
. Alternative actions are considered and chosen.
4. Learning strategies are used to implement the desired solution. Context

influences options here.
. A proposed solution is produced.

W
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6. Outcomes are assessed.
Lessons are learned.
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Teachers as Adult Learners

Fullan (1991) pointed out that “educational change is a learning ex
adults involved” (p- 66). Our knowledge of adult Jearning tells us that it is im-

portant to link learning about instructional innovations t0 teachers’ past experi-

ences, and to allow them ample time to integrate innovations gradually into their

teaching repertoire. Yet, in recent years, teachers have been bombarded with 2
plethora of innovations as part of the educational reform movement. Fullan (1991)
concluded that “many decisions about the kinds of educational innovations 1n-

troduced in school districts are biased, poorly thought out, and unconnected to the
stated purposes of education

» (p. 8). Thisis no doubt why many innovations have
failed. Other innovations potentially of significant value and technically sound
have also failed. One reason for these failures may be that supervisors have not

helped teachers t0 integrate the innovations with their past experiences Of adapt
o their current teaching practice. Moreover, teachers often sim-
o learn about and adapt the innovation be-
dence by administrators and supervisors

perience for the

the innovations t
ply are not provided sufficient time t

fore a new innovation is given prece
(Zepeda, 2004).
Sternberg’s (1985, 1990) work on the experiential component of adult in-

telligence indicates that novice teachers need to be supervised differently than ex-
s that many

perienced teachers. One example of this need for differentiation i
beginning teachers have more difficulty assessing and responding to novel teach-
ing situations and problems than their experienced colleagues, and thus are in
need of more intensive support. Both Sternberg’s (1985, 1990) and Gardner’s
(1983) research on multiple intelligences take us beyond differences between novice
and experienced teachers and point to the need for identifying and utilizing dif-
ferent learning strengths of teachers at all levels of experience.

The need to individualize teacher learning, indicated by the literature on
adult learning, stands in sharp contrast to the.actual treatment of teachers. Many
me, rather than individuals in

supervisors treat teachers as if they were all the sa
various stages of adult growth. In most schools, teachers receive the same 10

service workshops, the same observations, and the same assessments. It is as if
ical and thereafter

teachers were stamped out of teacher training institutes as identi
have no further need to be viewed as individual learners. The research on adults
shows the lack of wisdom of such assumptions (Mathis, 1987).

Sternberg’s (1985, 1990) discussion of socially influenced abilities points t0
the need for teachers to engage in learning aimed at developing a variety of strate-
gies for adapting to OF changing their classroom and school environment. Both
Mezirow (1981, 1990) and Brookfield’s (1986) work on adult learning indicate that
in order to learn and grow, ceachers need to participate in a continuous cycle of
collaborative activity and reflection on that activity, and need t0 develop the pow-
ers of critical thinking. Finally, the writings of Knowles (1980, 1984), Mezirow

(1981, 1990, 2000), and Brookfield (1986) have all supported the notion O the

supervisor facilitating teacher growth toward empowerment and self-direction:
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Adult and Teacher Development

Literature on adult developm
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Conceptual Development. One developmental framework that is closely re-
lated to cognitive development and that has been studied significantly with teach-
ers is that of conceptual development. Hunt and others defined conceptual level
(CL) “in terms of (1) increasing conceptual complexity, as indicated by discrimi-
nation, differentiation, and integration and (2) increasing interpersonal maturity,
as indicated by self-definition and self-other relations” (Hunt, Butler, Noy, and
Rosser, 1978). Hunt placed individuals on a continuum from most concrete (low-
est CL) to most abstract (highest CL).

Persons of low CL evaluate things in a simple, concrete fashion. They tend
to view issues in “black and white.” Individuals of low CL have difficulty defining
a problem they are experiencing and respond to the same problem in a habitual
manner despite the fact that the repeated response is not solving the problem. They
need to be shown how to solve the problem. Persons of moderate CL are becoming
more abstract in their thinking, They can define the problem and generate a limited
number of possible solutions but have difficulty formulating a comprehensive plan.
They still need some assistance in solving a complex problem. Persons of high CL
are abstract thinkers. They are independent, self-actualizing, resourceful, flexible,
and possess a high capacity of integration. Figure 4.2 represents the conceptual
development continuum.

High-concept teachers have been found to differ from low-concept teachers
in terms of both teaching approach and teacher-generated classroom atmosphere.
High-concept teachers rate higher on what are generally considered to be more pos-
itive characteristics (such as warmth, perceptiveness, empathy, flexibility, ingenu-
ity, task effectiveness, smoothness, and consistency) and low-concept teachers rate
higher on more educationally negative characteristics (such as innovativeness, rule
orientation, punitiveness, and anxiety) (Harvey, White, Prather, Alter, and Hoff-
meister, 1966; Heck and Davis, 1973; Reiman and Thies-Sprinthall, 1998). Hunt
and Joyce (1967) found correlations between teacher conceptual level and ability
to use learners’ needs as a basis for planning and evaluation. High-concept teach-
ers used a greater range of learning environments and teaching methods. Similarly,

Qrmmmmemememeeaaeens P onnmonnmmmmemnmennne 0 --mmmmmmmm e P -nmmemneme e 0
Low Moderate High

Conceptual Conceptual Conceptual

Level Level Level
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FIGURE 4.2 Conceptual Development Continuum
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others. Gilligan proposed that a different conception of development emerges from
the study of women’s lives:

This conception of morality as fundamentally concerned with the capacity for un-
derstanding and care also develops through a structural progression of increas-
ing differentiation and integration. This progression witnesses the shift from an
egocentric through a societal to the universal moral perspective that Kohlberg de-
scribed in his research on men, but it does so in different terms. The shift in
women’s judgment from an egocentric to a principled ethical understanding is ar-
ticulated through their use of a distinct moral language, in which the terms “self-
ishness” and “responsibility” define the moral problem as one of care. Moral
development then consists of the progressive reconstruction of this understand-
ing toward a more adequate conception of care. (1979, p. 442)

Several small-scale studies have investigated relationships between teachers’
moral development and their understandings of teaching and learning. Johnston
(1985) found that teachers scoring low on the same test of moral reasoning pos-
sessed a narrow conception of the on-task students (working quietly and individ-
ually on an assignment provided by the teacher). Teachers with the highest scores
on moral reasoning considered students’ perspectives and the complex, continu-
ous nature of learning while resisting classifying students as on task or off task
based solely on behavioral observation. Reiman and Parramore (1994) found first-

year teachers at higher moral reasoning levels to exhibit greater concern for the
instructional needs of their students.

Ego Development. Ego is both a process of striving for coherence and meaning
in one’s life, and a structure with its own internal logic (Levine, 1989). This is one
of the few developmental theories derived from the study of women, but it has been
applied subsequently to numerous samples of women and men. Loevinger (1976)
has identified 10 stages of ego development that individuals can pass through.
Orientations toward symbiotic, impulsive, and self-protective behaviors are man-
ifest in the early stages. In these lower stages, a person depends on others for so-
lutions to problems. In the middle stages of ego development, the individual exhibits
conventional behaviors. At the higher stages, the adult becomes individualistic, au-
tonomous, and integrated. The person at the highest stage of ego development is
able to synthesize what seem to be unrelated or opposing concepts to individuals
at lower stages (Witherell and Erickson, 1978). Adults at the beginning point on
the continuum might be classified as fearful. Those at the midpoint on the con-
tinuum can be called conforming. Adults at the end of the continuum (those with
the most mature egos) are referred to as autonomous. Figure 4.4 represents the ego
development continuum.

Cummings and Murray (1989) found that teachers at different levels de-
scribed different roles of a teacher, with those at lower levels of ego development
focusing on the role of the teacher as information disseminator and caregiver, and
those at higher levels emphasizing the role of the teacher in helping students learn
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place on others. An example would be our expectation that teachers, even those
recently graduated as traditional-age students, exhibit high levels of critical think-
ing and metacognitive skills, although he speculates these skills may not be fully
evolved for many until their 30s and 40s. The emphasis Kegan placed on contin-
uing adult learning in the workplace as well as in other domains of adult life,
along with his suggestion that teaching/coaching can stimulate developmental
growth, makes this a promising model for future examination with practicing
teachers. It also provides a framework that is consistent with the principles of de-
velopmental supervision. Figure 4.5 depicts the continuum of adult consciousness.

Stages of Concern. In the 1960s and early 1970s, Frances Fuller (1969) con-
ducted pioneer studies of teacher concerns. In analyzing both her own studies and
six others, she found that the responses by hundreds of teachers at various stages
of experience showed different concerns.

Kimpston (1987), in a study examining both teacher and principal stages of
concern, substantiated a steady increase in the stage of concern for most teachers.
Kimpston also discovered that the nature of teachers’ participation in staff devel-
opment (sustained and active versus brief and episodic) had an impact on the emer-
gence of higher stages of concern.

Teachers at the self-adequacy stage are focused on survival. They are con-
cerned with doing well when a supervisor is present, getting favorable evaluations,
and being accepted and respected by students and other teachers (Adams and Mar-
tray, 1981). Their primary concern is making it through the schoolday.

With survival and security assured, teachers think less of their own survival
needs and begin to focus on teaching tasks. At this stage, teachers become more
concerned with issues related to instructional and student discipline. They begin
to think about altering or enriching the classroom schedule, the teaching materi-
als, and their instructional methodology. Instructional concerns include the pres-
sures of teaching, routinization and inflexibility of the teaching environment,
student load, workload, and lack of academic freedom. Discipline concerns include
class control, conflict between student and adult values and attitudes, and dis-

ruptive students (Adams and Martray, 1981). Concerns at this stage can be char-
acterized as focused on the teaching environment and teaching responsibilities.

Durable Category Cross-Categorical
(Concrete) (Abstract)

FIGURE 4.5 Adult Consciousness Continuum

System/Trans-Systems
(Complex)
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Superior teachers are at the highest stage of concern, referred to as the teach-
ing impact stage. At this stage, teachers are most concerned with the impact on stu-
dents’ learning and students’ well-being, even if it means departing from rules and

norms. Academic concerns at this stage include diagnosing and meeting individ-

ual needs, sparking unmotivated students, and facilitating the intellectual and emo-
Iso tends to

tional development of students. The teacher with mature concerns a
hole child, including interest in student health and nutrition,
use of drugs by students, dropout prevention, and so on (Adams and Martray,
1981). The unfolding of teachers’ concerns evolves on a continuum reflecting a
shifting perspective, from “1” concerns to cOnNCerns for “my group” to CONCEIns
for “all students.” Figure 4.6 represents the continuum of teacher concerns.

be interested in the W

Integrating Stage DevelopmentTheories. Investigators of adult and teacher de-
velopment have postulated that the various developmental characteristics are re-

lated (Oja and Pine, 1984; Sullivan, McCullough, and Stages, 1970). Although still

somewhat speculative, these findings suggest that many teachers ata given level
perate at the

(low, moderate, Or high) in one developmental characteristic may 0O
same general level in another developmental characteristic. The probable relation-
ship of various developmental characteristics allows one t0 make tentative com-
posite descriptions of teachers of generally low, moderate, and high levels of stage
development. Figure 4.7 reviews the six adult/teacher development continuums.
The majority of teachers appear to be in relatively moderate to jow stages of
cognitive, conceptual, moral, and ego development——probably no different from
the adult population at large (Oja and Pine, 1981; Rest, 1986; Wilkins, 1980). So
what? What difference does it make that many teachers are not complex or au-
tonomous? Perhaps one does not need higher-ordered thinking to teach. One could
argue that if teaching is a simple enterprise with no need for decision making, then
it would make little difference. In fact, if most teachers were autonomous and ab-
stract, then trying to do a simple job would create great tension, resentment, and
noncompliance. If teaching is a simple activity, schools need people who can rea-
son simply. If teaching is complex and ever-changing, however, then higher levels
of reasoning are necessary. A simple thinker in a dynamic and difficult enterprise
would be subjected to overwhelming pressures.
Sociologists have documented the environmental demands posed by making
thousands of decisions daily, by constant psychological pressure, and by expecta-
tions that the teacher must do the job alone—unwatched and unaided. A teacher
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volved dealing with complex environments would increase intellectual flexibility,
while conditions that limit occupational self-direction and environmental com-
plexity would decrease intellectual flexibility” (p. 5). Indicators of environmental
complexity (measured through detailed interviews about what people do when
working with things, data, and people)} included the degree of routinization on the
job, the closeness of supervision, and the substantive complexity of work—the de-
gree to which the work demands thought and independent judgment. Schooler con-
cluded from this study, as well as others investigating working men and women,
that jobs that limit self-direction actually decrease intellectual flexibility. Schooler’s
research is consistent with conclusions made by O’Keefe and Johnston (1989)
after reviewing teacher stage development research: “Development is unlikely in
environments that are repressive or restrictive. Dialogue, reflection, and challenge
embedded in organizational and personal support systems are critical components
of growth producing contests” (p. 24).
Teachers who are isolated in their classrooms, receive no systematic feedback,
attend monthly faculty meetings only to listen to monologues of announcements,
and spend a few minutes each day chatting idly in the lounge may be viewed as

remarkable specimens of survival. Such teachers, however, are not contributors to
a successful school.

Life Cycle Development,Teachers’
Life Cycles, and the Teaching Career

The next area of adult development to be discussed is research on age-linked life
cycle development. These theorists too have sought to define sequential and nor-
mative patterns of development. The pioneering theorists in this tradition tended
to look at very broad age periods and the patterns or issues for resolution associ-
ated with them (Buhler, 1956; Erikson, 1950), whereas later theorists have tended
to posit a greater number of specific age periods (Gould, 1978; Levinson et al.,
1978).

The study by Daniel Levinson and his colleagues (1978) of 40 men aged
from mid-30s to mid-40s is among the most frequently cited studies of life cycle
development. This research described how individuals alternate through periods
of stability and transition in a life structure whose critical components typically
revolve on work and family. An occupational dream is said to be formed during
young adulthood and nurtured, frequently with the assistance of the spouse and
a mentor. Levinson’s work is a coherent treatment of changes in a person’s life but
has limitations in that the subjects were all middle-class males from a limited set
of occupations. A number of subsequent studies of women have substantiated the
model in part, but differences have been found in the timing and quality of tran-
sitions and the ages associated with transitional periods among women (Levinson
and Levinson, 1996; Roberts and Newton, 1987). Some of the variability among
women is related to whether they have followed a more traditionally female ori-

entation to family versus a more typically masculine orientation to career during
carly adulthood (Lieblich, 1986; Roberts and Newton, 1987).
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Levine (1987) encouraged placing midlife teachers in situations permitting
“a combination of teaching and administrative responsibilities that expands an
adult’s authority and mobility without sacrificing his or her expertise with children”
(p. 16). Work on decision-making committees and mentorship of younger col-
leagues can provide such an outlet. Krupp (1987) argued that lack of career cen-
trality and on-the-job retirement can be countered by bringing the older teachers’
interests into the school. For instance, older teachers’ interests in computers, pho-

tography, and gardening can be brought into the curriculum or extracurricular
programs for students.

Transition Events

A third approach to adult development focuses more explicitly on the kinds of
events associated with life transitions. Some theorists resist accepting the study of
what are variably called life events, critical events, or marker events as part of the
rubric of adult development because such a focus does not attempt to describe a
universal, orderly sequence of development. However, Fiske and Chiriboga (1990)
noted that just as the assumption of adult stability has given way to models of adult
development “as a progression of orderly transformations over time,” more recent
models emphasize the role of transition events in our lives.

Life events have been typologized in a variety of ways. One typology, offered
by Willis and Baltes (1980), seems to relate directly to the salience of the event for
the individual. They talk about normative age-graded events—events that occur
in many people’s lives and that are anticipated around certain ages (such as mar-
riage, birth of first child, and widowhood), normative history-graded events—
those that affect large numbers of people in a given age cohort simultaneously
(such as World War II and the Depression), and non-normative events—those pet-
sonal events that are not anticipated as part of the life course even though they may
occur for many (such as divorce, unemployment, and unexpected illness). Events
can be positive or negative, anticipated or unanticipated. Although events associ-
ated with expected transitions in adult lives are often the impetus for adult growth
(Aslanian and Brickell, 1981), it appears to be the unanticipated event, even if

negative, that may provide the greatest opportunity for change and growth (Fiske
and Chiriboga, 1990; Krupp, 1982).

Neugarten (1977, 1987) studied the timing of events such as childbearing,
occupational advancement and peaking, children leaving home, retirement, per-
sonal illness, and death of a spouse or close friend. Many of these events are com-
mon to all or most adults; the time of their occurrence, according to Neugarten,
influences how the person responds and continues with life. For example, the Blum
and Meyer (1981) study of the recovery of adult men from severe heart attacks
highlighted the difference in timing of critical events. Young men were bitter and
hostile toward their heart attack and couldn’t wait to resume their previous lives.
Middle-aged men were reflective about the heart attack and seriously weighed
whether they wanted to continue to live as they had before. They contemplated
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force “directing energies toward roles that will best enhance feelings of worth”
(p. 307).
Merriam and Clark (1991, 1993) designed a questionnaire to study the re-
lationship between life events in the domains of “work and love” (here broadly
defined as in the instrumental and expressive components of life) and adult learn-
ing. In essence, people graphed their life patterns, using two separate lines to show
the ups and downs in these two domains of life. Respondents were asked next to
list major events occurring in the last 20 years of their adult life (age 18 or older)
and to describe learning experiences. From their analysis of 405 respondents, they
found evidence for three different models used to characterize linkages between
work and family life: (1) segmentation—when there is little or no connection, (2)
compensatory—where individuals seek in one area the satisfaction or activities
that are lacking in the other, and (3) generalization—where attitudes formed in the
work setting spill over into family life or vice versa.
One of Merriam and Clark’s most significant findings was the predominance
of work-related learning for both men and women and the evidence that more
learning occurs when things are going well in both arenas (work and family life).
However, learning that led to a real perspective transformation most often was as-
sociated with coping with the difficult times in either work (e.g., being fired) or
family life (e.g., losing a parent). Since much of the most significant adult learn-
ing appears to be from life experience, the role of the supervisor may be critical in
helping teachers to experience growth as an outcome of unsettling life experiences
in the professional, personal, or family domains. Although the supervisor need not
and should not assume the role of therapist, one implication of the social roles mod-
els of adult development is that a teacher’s personal, family, and professional roles
interact with and affect each other, and need to be addressed holistically by
supervision.
School systems and supervisors traditionally have been concerned only with
teachers’ professional roles, ignoring their personal and family roles. The few ef-
forts intended to address the relationship of the three domains have been criticized
as being beyond the scope of supervision, an inappropriate use of school resources,
and superfluous to the improvement of teaching and learning. Yet, the literature
on adult role development tells us that we cannot compartmentalize the personal,
family, and professional aspects of a teacher’s life. Put succinctly, teachers’ other
adult roles have direct effects on their instruction. Supervision, however, has largely
failed to provide teachers with support to help them understand the interaction of
their various adult roles, cope with role conflict and resulting stress, or develop the
proper balance and synergy among alternative roles.

Beyond Universal Conceptions of Development:
The Sociocultural Context of Adult Development

From the 1980s and through the present a significant body of research has emerged
examining the impact of social structural variables (e.g., race, class, gender, dis-
ability, or sexual orientation) on adult development (Clark and Caffarella, 1999),
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More recently, models of adult development whether based on men’s or
women’s lives have been critiqued for their universalizing character, tending to ig-
nore or discount diversity among men and women, and the degree to which indi-
viduals of each gender exhibit patterns described as typical of the opposite sex. For
example, Anderson and Hayes (1996) found that both men and women value
achievement as well as relationships, derive self-esteem from similar sources, and
struggle with ongoing issues of holding on (connection) and letting go (separation).
The tendency of these models to ignore diversity related to race, class, and culture
has also been criticized. Harris (1996) examined how men from different sub-
cultures viewed each of 24 cultural messages about masculinity, and described
differences related to class, race, sexual orientation, and community of origin (city,
urban, rural). This literature may help understand why some men are more

willing to break mainstream cultural norms that discourage their entry into the
elementary education teaching force.

The Role of Race and Ethnicity
in Adult Development

Chavez and Guido-DiBrito (1999) have provided an excellent overview of mod-
els of racial and ethnic identity, two prominent stands of work contributing to an
understanding of the impact of race and ethnicity on adult learners. Cross (1971,
1995) developed one of the earliest of these models, focusing on the development
of racial identity among African Americans. According to this model, Blacks move
from a stage of limited awareness of race (a stage Chavez and Guido-DiBrito ques-
tion) to later stages of embracing first an Afrocentric identity and finally a multi-
cultural identity. Similarly, Parham (1989) has focused on how experiences with
negative differential treatment by others become the trigger for formation of racial
identity among Blacks. Chavez and Guido-DiBrito, on the other hand, posited
that immersion in one’s own racial group acts as the primary trigger for such iden-
tity development. Similarly they take issue with the focus on perceptions of other
groups inherent in the most prominent model of White racial identity development,
that of Helms (1993, 1995). Helms stressed interracial exposure as a powerful trig-
ger for the development of a White racial identity that moves beyond a dominant
group assumption of White superiority toward a nonracist frame. Chavez and
Guido-DiBrito argue that Helms’s model places inordinate emphasis on the inter-
section of racial perceptions of others and racial perception of self. They are more
intrigued by models of ethnic identity development.

A model of White ethnic identity by Katz (1989) identifies values and per-
spectives of White American cultural identity. These values include autonomy,
competitiveness, and a linear sense of time, and can be contrasted with values such
as harmony, balance, and respect for the wisdom of elders identified in Garrett and
Walking Stick Garrett’s (1994) model of Native American identity. Phinney (1990),
on the other hand, developed a model describing an ethnic identity process that
can be applied to all groups. She emphasized two issues faced by members of non-
dominant group members: (1) dealing with stereotyping and prejudicial treatment
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cural in their learning if they are to succeed in mainstream” learning environments.
For instance, Alfred (2001) has pointed to the development of bicultural compe-
tence as a factor in the career development of successful (tenured) African Amer-
ican women faculty. She also has pointed to the assistive role that White male
mentors played in some €ases. Similarly teachers from nondominant groups are
likely to find that they must learn to successfully navigate two Of more cultures;

their mentors need to remain sensitive to the challenges this presents.

Recent research on women’s develo ment and research on the lace Of race
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adult lives. Yet, these models can still provide a useful heuristic for t
the many ways in which adults continue to change throughout the course of their
lives and the myriad forces which come to influence these changes. For those
who seek to provide assistance to teachers, familiarity with this literature serves
as a reminder of the tremendous degree of difference that exists among the adult

learners who constitute the teaching force.

Review of Adult/Teacher Development Models

Table 4.1 presents a schematic review of the five conceptual fr
development. One thing all five approaches have in common is the supposition that
adult lives are characterized by change and adaptation. For teachers, as with all
adult learners, the one thing we can be certain of is that things will not remain the
same; thus, individuals will need to cope with changes as they arise. Supervision
provides the opportunity for ascertaining the levels, stages, and issues of adult de-

velopment in schools and assisting the teacher’s professional development in the

context of these realities.

ameworks for adult

Development: Ebb and Flow

Cognitive researchers have shown that stages of thinking vary according to the do-
main or topic (Gardner, 1983; Case, 19863 Sternberg, 1988). Fred loves t0 tea}Ch
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resulted in a bitter strike. The immediate result on the school was that teachers re-

treated within their four walls, carrying out the letter of their contract and re-
um and instruction issues.

moving themselves from involvement in school curricul

Most teachers retreated to a self-survival stage.
Teacher or adult development is not monolithic, linear, ot eternal. The re-

search on developmental stages provides lenses for viewing teachers individually

and collectively as to their current levels of thinking and commitment. Through

such lenses, we can explore possible interventions to assist teachers individually

and collectively to move into higher stages of development.

Influences on Teacher Development

In helping teachers grow, supervisors must consider characteristics of the teacher
as a client. We can view teacher development against the background of adult

learning and development, influences on the work environment of the school, and

characteristics of the teaching profession. The context of teacher development is

illustrated in Figure 4.8. Imagine a large felt board representing the context of a
ceacher’s life. At the center is the individual with his or her unique development
embedded into the work environment of the school, which is in turn embedded into
characteristics of the teaching profession. When viewing a teacher’s growth (or lack
of growth), we must consider both the characteristics of the individual and the in-
fluences of the work environment and the teaching profession.

her may be resistant because of previous negative expe-

For example, a teac
riences within the work environment of the school. Perhaps at one time the teacher

was concerned with improving her class and used abstract thought to implement
a new classroom design. Perhaps other teachers or a SUpErvisor frowned on such
experimentation and threatened the teacher with the loss of her job. This teacher,
needing to keep the job for financial reasons, therefore gave up trying to change.
She retreated from improvement because of adverse pressure. This teacher might
he still has the ability to improve. Improvement will not
occur, however, until changes occur in her ;mmediate work environment.

Another example might be a willing teacher who has found a satisfactory
maintenance level of group instruction and can live comfortably with the school
norms. The reasons he does not demonstrate further improvement might be traced
to characteristics of the teaching profession. The teacher may see no future
prospects for increased status, income, Of responsibility. Without any prospects for
career advancement, he may rationally decide to remain adequate but nothing
more. The supervisor must develop ways to provide advancement, recognition,
and/or status in this teacher’s career in order to realize further growth.

The point is that characteristics of the individual teacher may not be fixed,
but rather function as a part of the teacher’s perceptions of the larger environment:
Research on adults has demonstrated that teachers can become more committe
and more thoughtful about their work. Every person has the potential to improve:

now be resistant, but s
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60 Central Texas school districts. Initially, my department’s offerings to facilitate administra-
tors’ professional growth were almost entirely one-day workshops presented on site at the ESC.
Most of those workshops were organized around some sort of review of recent publications ont
educational leadership, and all of them were targeted to individual principals o assistant

he end of the day, workshop participants completed a short evaluation (most

principals. At t

of them indicating that they enjoyed the chance to dialogue together on leadership topics and

commenting on the temperature of the room ot the quality of the coffee), received 2 certifi-

cate documenting their “seat time” for the day, and left our building without being challenged
actually impact their work. A lot

to put much thought into how the ideas we discussed might

has changed in a relatively short amount of time.
The disconnect between what we had been offering and what campus leaders truly

needed in a climate of increased accountability became increasingly obvious to us over the last

few years. We recognized that a new model of professional development—one that represented
countability and research

a convergence of response to demands of the increasing layers of ac
on best practice in adult learning—had to be developed. The Leadership Institute for School
e result. This essay describes the design of the Institute and illustrates

Improvement was th
have been transiated into collaborative

the various ways in which principles of adult learning
implementation of best practices in classroom teaching.
One principle of adult learning is that readiness to learn is influenced by the need to

solve real-life problems. Clearly, teachers and administrators have an unprecedented need for
q prepare them with

{ system to cultivate school-based leadership teams an

an effective suppor
the skills and knowledge to advocate for effective practices that will raise student achievement.

The goal of the Institute is to develop the capacity for individuals and teams to lead and sus-
tain improvement through data-driven, job-embedded interventions supported by ongoing

professional development.
The Institute is designed for participation by campus-level leadership teams organized

into cohorts of five to six teams. Each leadership team includes the campus principal, lead teach-

ers, and possibly other key campus leaders. Each cohort is designed as a learning community
in which supportive professional networks and collegial relationships can be estabtished and
developed over time, both within and across campus teams. Cohorts work together for a pe-
riod of three yeats, creating 2 powerful opportunity for members to learn from one another.
Cohort members participate in several common learning modules as well as additional profes-
sional development customized to reet the needs of their individual campus. Leadership In-

stitute learning modules focus on issues critical to classroom practice and student success

including the following:
Prioritizing, mapping, and monitoring the curriculum. This module challenges teams 0
answer key questions such as: What learning is important? How can we develop and align
curricutum that includes such learning? How do we know if the planned curriculum 18
1s to keep their cul®

being taught? Ina world of accountability, it is imperative for schoo

riculum on target.
Using data to lead change. Many data are available in schools, but often they ar¢ not

iveness of curriculum and instruction. Inquiry processes are

used to examine the effecti
taught as participants learn how gathering and reflecting on data are vital parts of the
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Field

1. Visit the classrooms O
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Developmental
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