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POWERFUL TEACHER DEVELOPMENT 
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This documentary account reports on the teacher pro

fessional development activities of pilot year of the 

Read for Real Project, a U.S. Department of Education 

selected intervention for raising reading comprehension in sci-

ence and social studies among fifth grade Title I students. The 

Read for Real Project's professional development team is a 

collaboration of three university researchers from California 

with expertise in content area reading and teacher profes

sional development, and four former classroom teachers who 
are now members of the Ohio-based publisher's national 

consultant team. Unlike most other publisher's professional 

development opportunities that are exclusively tied to a spe

cific reading series, the Read for Real Project's research-based 

professional development activities emphasize the develop
ment and tra11sfere11ce of strategies learned through using the 

reading series to other independent reading sources (includ

ing but not limited to other texts, newspaper and magazine 
articles, and internet text). This article will discuss the devel

opment of this collaborative university and publisher partner

ship and the co-creation and co-delivery of the professional 

development activities that were used during the pilot year of 
the Project. 

The Origins of the Collaboration 
The Read for Real Project began with the recognition on the 

part of the researchers that teacher professional development 

is often ineffective. While teachers receive approximately 

three-and-a-half weeks of professional development days 

throughout the school year, four out of five teachers studied 

believed that the professional development they received was 

a waste of time and only one-half received new information 

from the trainings of this type (Shields, et. al. 1999 ). It has 

been the researchers' own experience that publisher-sponsored 

professional development activities do little to enhance teach

ers' knowledge in how to transfer strategies from one text to 

other reading sources or subject areas. While we understand 

the business acumen behind this status quo-publishers 

inservice teachers only in their products and do not gener

ally wish to incorporate materials from outside sources-we 

believe these types of transfer activities are essential for 

elementary teachers who juggle multiple textbook series from 

different publishers and teach all the content areas within 

their one classroom. 

Learning in one context does not always transfer to another 

context without explicit instruction. The artificial barriers 
to transfer that we find in elementary schools today-pacing 

plans for almost every subject, pull-out groups with students 

working in different texts for the same subject based on their 

test scores, and other such programmatic constraints-fur

ther exacerbate the situation and reduce the likelihood that 

transfer will occur naturally on the part of the student. This 
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idea is supported by Perkins' (1995) work, which distin

guishes between far and near transfer. Near transfer is the 

ability to apply a specific cognitive skill under very similar 

circumstances; far transfer is the ability to apply a specific 

skill under circumstances that are quite different. 

The state of existing teacher professional development related 

to textbook implementation is generally limited to "near 

transfer" activities, with little to no evidence of "far trans

fer" for other materials, text series, or connections to teach

ers' existing practice or skills found (Guskey, 2000; Joyce 

and Showers, 1988; Speck and Knipe, 2001). Perkins (1995) 

points out that the far transfer of difficult content specific 

domain knowledge has always been poor. We contend that 

far transfer is the type of transfer required of young students 

when applying strategies learned in one academic situation to 

another seemingly unrelated one, such as shifting from one 

text or subject (language arts, for example) to another (such 

as science). Without explicit instruction in transferring skills 

of this type, young students are likely to fail to make connec

tions on their own. We believe that to maximize professional 

development situations, they must provide teachers with new 

skills that explicitly address developing transfer capacity 

in students, and that teachers must be able to integrate the 

teaching strategies and skills presented during training into 

their existing collection and be able to use them in their class

rooms (Joyce and Showers, 1981). 

A further concern for the researchers was to create a profes

sional development program that presented research-driven 

activities that would enable teachers to address, overcome, 

and compensate for the numerous demands placed on them 

today. The literature has consistently shown that teach-

ers criticize research-recommended practices as not being 

responsive to teachers' work and needs, proposed programs 

and strategies often consisting of abstract points put forth 

by researchers instead of practical teaching strategies and 

examples, a lack of time for these strategies, and as a result, 

teachers' inability to address their subject area objectives 

and competencies within time allowed (Robinson, 1998; 

Wilson, et. al. 1993; Sturtevant, 1996). We concur with 

Sturtevant (1996) who argues that reform efforts designed 

to infuse content literacy strategies in classrooms must care

fully consider the school-based pressures teachers face and 

the deeply ingrained belief systems teachers hold. We also 

believe, as do Stigler and Hiebert (1999), that "teaching is 
not just a skill, but a complex cultural activity" (p. 103). 

Teaching a specific skill devoid of context decreases the 

chances that the skill will be added to a teacher's repertoire 

(Perkins, 1995). 

To act on these ideas and to respond to the funding agency's 

request for proposals, the university researchers sought 
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out and chose what they believed to be an exemplary com

mercially-published textbook series for developing student 

reading comprehension in science and social studies in grade 

five Title I schools, the focus of the grant solicitation. The 

researchers then contacted the upper management of the pub

lishing company to ascertain their willingness to enter into a 

collaborative relationship with the goals of improving teacher 

professional development and expanding it to include explicit 

instruction in transference of strategies from the reading 

series to other subjects and sources. Together, they submitted 

the grant proposal that was later funded, and began work in 

co-constructing the activities that would be presented over 

four days of professional development training for the teach

ers m the project. The textbook publisher would contribute 

the published reading series to the collaboration, and its 

professional development staff members who were already 
intimately knowledgeable about the reading series and could 

train teachers in how to use the reading series with their stu

dents. The university researchers would bring to the collabo

ration their expertise in why certain research-based strategies 

found in the reading series are effective, and would teach the 

teachers how to use the knowledge that their students gain 

from working within their series' materials to other sources 

of text including other textbooks, periodicals, and web-based 

materials. Thus, a true mutualistic collaboration was formed, 

with both direct participants (university researchers and 

publisher) and the indirect audience (the teachers) benefiting 

from their interaction. Through this approach we address 

the concerns of the publisher, who wishes to provide effec

tive training in the reading series that they are providing and 

reach a wider audience with their materials; the university 

researchers, who wish to infuse research-based strategies into 

classroom practice; and the classroom teachers, who need to 

work with a variety of materials and build their capacity for 

reading instruction regardless of the text series they are using. 

Once the project was funded, the university researchers and 

publisher's consultants established a mutual training agenda 

and activities through frequent and open communication, 

and cooperatively and collaboratively delivered all aspects of 
the professional development activities with teachers in the 

pilot year. Throughout the training activities, a variety of 

measures of the effectiveness of the collaboration and the pro

fessional development activities were collected from the stake

holders in the project (the university researchers, publisher's 

consultants, and the teachers participating in the pilot year). 

Data Analysis 
To pecifically address the issue of validity, multiple types of 

data including interviews with publishers' consultants and 

teachers, written and oral responses from teachers, classroom 

observations by researchers, student work samples, student 

test data, and document review were collected. To analyze 
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the data collected, grounded theory (Strauss and Corbin, 

i998) proved to be the most useful means of unearthing the 

themes present in the data for each stakeholder group. The 

primary source of data for this article on the effect of the 

collaboration on the participants stems from the data gath

ered from the publishers' consultants and the researchers' 

reflections. 

The initial step in the analytical process of establishing 

themes was breaking the data into smaller units using open 

coding (Strauss and Corbin, 1998). Differing concepts in the 

data were coded, then revisited and reexamined, and finally 

grouped into (1) higher order categories that represent phe

nomena, and (2) subcategories that give details about the phe

nomena (Strauss and Corbin, 1998). Axial coding was then 

used to reassemble the data into relating categories and sub-

or possibly two days in duration, with no reference to other 

types of texts or materials. One consultant described their 

practice: 

As with most p11blishcrs, we typically are asked to conduct 

in·serioiccs 011 a specific product or p11blicatio11. D11ri11g 011r 

in-services we review the research (best practices) on which 

the program is based, discuss any independent st11dies, and 

explain the instructional plan and ti111e 111anagc111ent. 

In this collaborative project, the researchers worked with the 

publisher consultants to raise their awareness and that of the 

participant teachers of how the research was applied in the 

reading series to create what they saw "on the page" in the 

book. For example, the researchers taught the consultants 

(and later the teachers) how to use text analysis (Chambliss 

The distributed professional developn:zent model also addressed a 

concern of the researchers: that teachers must be given time in between 

sessions to practice what they have learned with their students, and then be 

given an opportunity to reconvene and share what has been happening and 

receive further training. 

categories based on shared contextual characteristics, from 

which evident themes related to the effectiveness of the col

laboration and the activities in which teachers were engaged 

emerged (Strauss and Corbin, 1998). 

Findings 
There were three major themes that surfaced from the analy

sis of the data relating to the benefits and constraints of a 

university-textbook publisher partnership. These themes 

were (1) going beyond mere product implementation, (2) 

co-creating powerful professional development, and (3) the 

impact of an accountability environment in s<.:hool on pro

fessional development. 

The first theme, going beyond product implementation, is 
related to the partnership's effect on the standard operating 

procedures of the publisher's in-service training practices. 

Prior to the project, the textbook publisher consultants 

provided specific in-service training detailing the research 

that supports the particular product purchased, the prod

uct materials, and strategies for implementation. Thi is the 

most common situation for publishers; they train teachers in 

one product and one product only in a limited ession of one 

and Calfee, 1998) to examine a passage, and how the fea

tures of the text determined what would be the best graphic 

organizer to use with students. Teachers were asked to bring 

their basal texts from other publishers to some of the training 

sessions so they could be compared and contrasted, and strat

egies from the Read for Real Project were directly applied to 

other texts and ancillary source (newspaper articles, jour-

nal , and web-based writing ) during training exercises. This 

particular activity was noteworthy for both teachers and 

consultants, as it enabled them to examine the reading series 

in depth and to then apply their new knowledge to other 

re. tbooks and materials. Teachers were then taught how 

to model this skill with their students, in order to provide 

explicit instruction to them in far transfer skills. One consul

tant stated why this part of the co-creation process was so 

powerful: "This was an extremely different experience for me. 

I have never been part of a federal study or had the opportu

nity to work with a university team. It was interesting seeing 

the extension of the Read for Real program into the analysis 

of text structure." Another consultant also shared that they 

now believed, "The implementation of the instructional plan 

or idea should not be solely dependent upon a given product 

or publication.'' We find this statement to be significant since 
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for many teachers, the textbook is the curriculum and will 
continue to be so if they are taught this in professional devel
opment by publisher consultants. 

Going beyond product implementation requires an essential 
element not found in most standard publisher trainings: ade
quate time. When the publisher's consultants were asked to 
describe the components of effective and efficient professional 
development in individual interviews, their answers were very 
consistent. The consultants stated that the following elements 
were essential: (1) assessing the needs and prior knowledge 
of teachers, (2) developing meaningful activities tied to the 
product, and (3) having time for the teachers to process the 
information. While the subject of time was brought up by the 
publisher's consultants only as it related to the third element 
of successful professional development, we contend that time 
is integrally tied to all three points innately identified by the 
consultants as being critical to success. 

professional development." So, partnering with the university 
in this grant afforded the publisher's consultants the extended 
time they believed was a critical component, and permitted 
them to act upon their belief. 

The distributed professional development model also 
addressed a concern of the researchers: that teachers must 
be given time in between sessions to practice what they have 
learned with their students, and then be given an opportunity 
to reconvene and share what has been happening and receive 
further training. This is normally not found in pnblisher
sponsored inservice activities, we hypothesize due to the fact 
that most publishers would likely charge for this additional 
training, and because schools would have to hire additional 
substitutes to cover teachers' classes or pay teachers to attend 
on their vacation time. The publisher with whom we worked 
goes against the grain in that they provide further train-
ing free of charge if it is requested by the school or district. 

Professional development should be based on relevant 

needs of the teachers as determined by the needs of the students. 

Teachers are stretched so thin with the 

ongoing changes to the standards and issues of their 

speci-fi,c student population that they are not interested 

in any idea that they cannot use immediately. 

The researchers began to reshape the consultants' vision of 
effective training by stating that a "distributed professional 
development" model would be used, and that it appeared to 

the researchers that a minimum of four days would be neces
sary to cover in-depth the reading series and transfer activities 
during the pilot year. In this model, instead of training teach
ers in a single limited session, we would bring teachers in for 
two days of initial training when they began using the read
ing series, and then bring them in again three months later for 
two additional days. Even though the consultants recognized 
that time was extremely important to successful professional 
development, the standard mode of operation for textbook 
publishers' inservice activities is extremely brief. Two of 
the consultants explained that the nature of their work at 
times made it impossible to incorporate all the elements 
they wished to cover into their trainings. As one consultant 
explained, "Most of the opportunity we have is for in-service 
of a specific product and not as much opportunity to conduct 
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Even so, the opportunity to follow-up with the teachers and 
schools is rarely requested. A consultant explicated: 

Follow-up is 011 a need basis. If the school requests follow 

up we honor the request. We attempt to offer solutions to 

their specific needs or problems in tbe1r use of the program. 

\Ve also extend the lea ming and bring in other ideas and 

suggestions to make the teaching strn11ger. For example, if 

we are co11ducti11g a follow up in-service /011 our writ mg 

program/ we would co11d11ct a tmi11i11g 011 peer editing or 

building st11de11ts' writi11g notebooks. Tbe concepts are 11ot 

a/1/Jroached within the writing program itself but they are 

strategies to help make the writing period easier to manage. 

Additionally, standard publisher trainings range from three 
to six hours in one day. A benefit of partnering with the uni
versity was exposing the consultants to training opportunities 
that unfolded over a four-day period of time, six hours per 
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day, leading to co-creating more powerful professional devel

opment. One consultant described why this element was so 
eye-opening for her: 

We bad tbe time and opportunity to teach to a deeper level 

of u11dersta11di11g. We were able to prese11t and teacb strate

gies and best teaching practices tbat will exte11d beyo11d tbe 

life of the Read for Real program. 

Additionally, the university partnership allowed the consul

tants more autonomy and time to thoughtfully design the 

professional development activities for this project, which are 

luxuries they do not usually have with their typical work. The 

consultants travel extensively and usually design their train

ings on the road, and often in absence of other consultants. 

One consultant spoke of the challenges related to her work: 

"Challenges would include not having a standard presentation 

which may lead to a lack of consistency of what is covered 

as well. A standard presentation would also provide new 

employees a starting point from which to tailor the presenta

tion." In this project, the four consultants all met together 

over the course of several days and collaborated on the activi

ties, created a comprehensive training notebook with the 

materials (handouts, overheads, and PowerPoint presenta

tion) they would use, and the researchers worked with them 

on the additional transfer activities that would be incorpo

rated into the training program. The goal of the researchers 

was that at the end of the pilot year, the consultants would 

be able to take their experiences gained and independently 

deliver the professional development program in the subse

quent years of the grant. 

Another benefit of this approach was that the four national 

consultants were present for all four days of the training 

and they co-delivered their aspects of the program. This is 

in contrast to usual practice where a publisher sends one (or 

sometimes two) consultants to a school district for a training 
session. By engaging the consultants in this cooperative deliv

ery of the program, they were able to observe each other's 

training style, techniques, and presentation style and expand 
their repertoire and knowledge for the future. They were also 

able to hear multiple perspectives from the other consultants 

and the researchers in how they answered teachers' ques

tions related to project implementation and problem solving. 
This "on the fly" type of debriefing knowledge goes beyond 

what any professional developer can insert into a training 

manual, and all seven collaborators (researchers and consul
tants) found this opportunity to hear multiple perspectives 
invaluable. 

This leads to the third and final theme: The impact of an 

accountability environment in schools on professional devel

opment. As with any research currently being conducted in 

schools, it is difficult to examine elements of teacher prac

tice that are not directly affected by the pressure of high 

stakes testing and accountability. This is true even for text

book publishers. One consultant acknowledged the need 

for designing professional development that is relevant to 

the teachers' needs. She stated, "Professional development 

should be based on relevant needs of the teachers as deter

mined by the needs of the students. Teachers are stretched so 

thin with the ongoing changes to the standards and issues of 

their specific student population that they are not interested 

in any idea that they cannot use immediately." Thus, creating 

professional development opportunities teachers could imme

diately recognize as useful and quickly incorporate was an 

important element of this project. 

The consultants also shared their elation for the occasion to 
work with teachers who yearned to examine their practice and 

learn about useful classroom tools. All of the teachers who 

participated in this grant were from challenging Title I schools, 

but they also volunteered to be included in this project rather 
than being ordered to by their administration. This factor was 

typical for the researchers, but extremely unusual for the team 

of consultants. One consultant characterized their typical situ

ation as, " ... [being] at the whims of the school staff developer." 

She went on to explain further: 

Sometimes tbey /tbe school staff developer/ just wa11t to fill a 

time slot a11d are 1101 interested i11tbe11eeds of their staff. In 

add1tio11, the staff does 1101 always bave tbe same views for 

needs as tbe coordinator. The coordinators do not always 

gatber input of tbeir teachers when pla1111i11g for trai11i11g or 

purcbasi11g a program. For example, from time to time, we 

are asked to conduct a11i11-service011 a specific language arts 

program and find teachers who will not be using the program 

required to attend. Tbe issue here is that tbe teacbers wbo are 

going to use tbe program are interested i11 the "wbat and bow" 

to implement the program. They wallt to dive into the mate

rial a11d visualize bow it will work witbi11 their day and nor

mal practice. The teachers who are not directly teacbi11g tbe 

program are interested i11 grading papers and resolving tbeir 

immediate needs. The trai11i11g for tbe users and 11011-users 

of tbe program are differellt. In-service is 011 the specific pro

gram and tbe impleme11tatio11 of it, tbe others 11eed to know 

bow to support the program witbi11 their subject area. To 

train tbem togetber wastes tl1e teacbers' precious time. 

The teacher participants in the Read for Real Project were 

videotaped in their classrooms and observed informally. 

While not the focus of this article on collaboration, the data 

demonstrate that the teachers clearly learned the strategies 

taught and practiced during the project's professional devel

opment days. In addition, they were transferring the use of 

these strategies from the textbook materials to other reading 
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materials. The consultants shared their perception of the 

teachers' assessment of the project's usefulness. One stated, 

"The reaction of the teachers [to this Project] has been the 

same in all districts. They seem very pleased with the pro

gram and the training." Another shared, "The majority of 

the participants are excited about the Read for Real pro 

gram and were serious about their involvement in a research 
project." 

Conclusions 
In closing, the data from this collaboration shows (r) 

increased knowledge among the publisher's consultants of 

transfer strategies and activities, (2) increased familiarity 

of the university researchers with the professional practice 

of publishers, and (3) increased satisfaction among teachers 

with the tra ining received and increased effectiveness of the 

activities when used in their classrooms. 

We believe that the findings contribute a unique perspec-

tive on how to effectively bridge the theory to practice gap 

through innovative in-service teacher professional develop

ment and collaboration between not-for-profit and for-profit 

enterprise. To be effective and worthwhile, professional devel

opment must (1) address not only the implementation of a 

specific product within the classroom, but must also address 

the transference of skills/methods used with that product to 

other sources, and (2) be formatted to allow teachers time to 

reflect upon what they have learned, use the materials, and 

then revisit the concepts in further development activities, 

and (3) provide extended learning opportunities for all mem

bers of the collaboration-university faculty, publishers, and 

teachers-of the expertise within, demands of, and structures 

contained within each stakeholder's domain. 

Kimberly A. White-Smith a11d Roxa1111e Creitz Mill are 
both Assistant Professors at Chapman University in Orange, 
Califomia. 
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