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Teaching/Learning Centers: 

Professional Development for Teachers 

of Linguistically and Culturally 

Diverse Students 

A classroom is set up as an on-site teaching/learning center 

to facilitate the collaborative work of teachers teaching 

teachers. 

Kay glances over at Trang and Maria 
as the rest of her class is busy finish- 
ing stories in writing workshop. The 
girls ' blank stares fall to equally 
blank sheets of paper, avoiding Kay's 
eyes. Their obvious lack of engage- 
ment evokes feelings of frustration in 
Kay, as both Trang and María speak 
very little English , and Kay does not 
speak their native languages. She is a 
veteran teacher ; but her teacher edu- 
cation courses and the district profes- 
sional development have not prepared 
her to help Trang and María. She has 
tried working with them individually, 
but she isn ft always sure what to do, 
and she has 20 other students who 
need her time and attention as well. 
While Kay feels isolated in her con- 
cern, she knows that she is not alone, 
that increasingly teachers throughout 
the country are facing a situation 
similar to hers. 

Nearly half (45%) of classroom 
teachers in the U.S. work with En- 
glish language learners, yet only one 
out of eight teachers (12%) is trained 
to work with linguistically diverse 
students (McCloskey, 2002). When 
teachers lack a common language 
with their ESL students, teaching 
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them how to read and write in En- 
glish becomes particularly challeng- 
ing, and if their efforts fall short, 
their feelings of frustration and in- 
adequacy may mirror Kay's. 
One day near the end of the school 
year, Kay attended a meeting of the 
school staff at which we proposed 
that her school participate in a pro- 
fessional development pilot project 
for teaching literacy to linguistically 
and culturally diverse students. At 
the meeting, we described the 
Teaching/Learning Centers (TLC) 
professional development model we 
were piloting in five elementary 
schools. After we described the 
model and discussed it in depth 
with teachers and administrators, 
they voted on whether or not to 
participate. Discussion and decision 
making by those involved is foun- 
dational for the TLC model of pro- 
fessional development. 

The Teaching/Learning 
Centers Pilot Project 

The goal of the two-year pilot proj- 
ect was to build a collégial school 
community in which teachers could 
collaborate in developing effective 
language and literacy instruction 
for first and second language learn- 
ers. We recognized that sustained 
periods of time are needed during 
which practicing teachers can work 
with other teachers to consider new 
ways of teaching and to think about 
ways to help students in their par- 
ticular schools and social-cultural 
contexts. Such transformations in 
practice entail a reexamination of 
the beliefs and theories that guide 
practice (Guskey, 1986, 1995). The 
TLC model encourages sustained 
collaborations, in which teachers 
observe, model, reflect, dialogue, 
read, study, and support each other 
as they implement new ways of 
teaching/learning (Meyer, 1998). 
One-shot, one-size-fits-all ap- 

proaches common to professional 
development efforts today promote 
neither reflection on practice nor 
the ongoing dialogue with col- 
leagues necessary for true transfor- 
mation of teaching (Little, 1987). 
The TLC model is based on the as- 
sumption that the best foundation 
for meaningful, sustained, and 
transformative professional develop- 
ment is laid when teachers assess 
the particular needs for their school 
site, plan and implement profes- 
sional development grounded in im- 
mediate classroom experience, and 
establish opportunities for ongoing 
dialogue and reflection among 
themselves. Packaged programs con- 
ceived by administrators, publishers, 
testing companies, or politicians-far 
removed from the eveiyday class- 
room realities faced by teachers like 
Kay and by students like her English 
language learners-start not with 
teacher and student needs but with 
the promotion of programs and po- 
litical expediency. In contrast, the 
TLC model reflects qualities valued 
by Virginia Richardson (2003). She 
contends that successful profes- 
sional development: 
1. is schoolwide; 

2. is long-term with follow-up; 
3. encourages collegiality; 
4. fosters agreement among partici- 

pants on goals and vision; 

5. has administrative support; 
6. provides a vehicle for the funding to 

make it possible; 
7. develops buy-in among participants; 
8. acknowledges participants' existing 

beliefs and practices; and 

9. makes use of outside support. 

The Teaching/Learning 
Center Classroom 

In the TLC model, time and space 
are created to inspire schoolwide 

sustained, reflective, professional 
conversations addressing instruction 
that makes curriculum accessible to 
all students. This model honors 
teachers' voices and expertise and 
establishes an environment in which 
teachers' collaborations and teach- 
ing/learning experiences can bring 
about long-term and substantive 
change. Because hands-on class- 
room experience is an essential 
component in effective professional 
development, we established a 
Teaching/Learning Center in a des- 
ignated second-grade classroom at 
each of the five elementary schools 
selected for our pilot project. Two 
teachers-called TLC co-facilitators- 
who were experienced teachers of 
second language learners, staffed 
these centers. 
An ESL-endorsed teacher from each 
school site was teamed with a dis- 
trict-assigned resource teacher to 
co-facilitate the Teaching/Learning 
Center classroom. It was through 
this process that Emily, a resource 
teacher, and Megan, a school-based 
teacher, were chosen to be co-facili- 
tators of the Teaching/Learning 
Center at Kay's school. They were 
jointly responsible for teaching the 
second-grade class while providing 
professional development for the 
staff through their invitations for 
teachers to spend a full week partic- 
ipating with them in the TLC. The 
co-facilitators for the five sites 
were selected and recruited in con- 
sultation with principals, resource 
teachers, and district professional 
development staff. All of the co- 
facilitators met biweekly with Karin 
Rich and Dee, the district TLC coor- 
dinators, and Sandra and Holbrook 
from the university. 
To make the experience appropriate 
for all teachers, the TLC classrooms 
reflected the student population of 
the school as a whole. The five sites 
reflected different programs in the 
district-dual language immersion, 
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bilingual, and ESL students in main- 
stream classes. Other teachers at the 
school sites-referred to as guest 
teachers-mdividuaWy participated in 
the TLC for a week of professional 
development focusing on effective 
methods of teaching language and 
literacy to all their students. 
When we presented the TLC concept 
to the selected sites at the beginning 
of the new school year, we re- 
emphasized that participation was 
voluntary. We indicated that there 

jointly discussed the guest teacher's 
questions and literacy activities that 
would model sheltering for the En- 
glish language learners. During the 
TLC week, a guest teacher spent time 
with one of the co-facilitators in 
teaching the TLC classroom's stu- 
dents, while the other facilitator was 
teaching the guest teacher's class. At 
other times, the guest teacher taught 
in her classroom with one of the fa- 
cilitators. Both co-facilitators collab- 
orated with the guest teacher in the 

Sustained periods of time are needed during which 

practicing teachers can work with other teachers to 

consider new ways of teaching and to think about 

ways to help students in their particular schools and 

social -cultural contexts. 

were expectations for guest teachers 
to collaborate in pre- and post- 
conferences with facilitators and to 
submit a reflective piece on their ex- 
perience in the TLC. Guest teachers 
received a small, grant-funded 
stipend for the extra time they spent 
during their TLC week. A schedule 
for fall semester was provided at 
these start-of-the-year staff meet- 
ings so that guest teachers could 
sign up for their week. Visits to the 
TLC were scheduled every other 
week, with the intervening week 
available for reflective conversations 
with the guest teacher who had fin- 
ished a week, and planning sessions 
with the guest teacher scheduled for 
the following week. Guest teacher 
visits started several weeks into the 
term to allow the co-facilitators time 
to adjust to team teaching and to 
build a community with their stu- 
dents in the TLC classrooms. 
A meeting between facilitators and 
guest teachers to plan the week's in- 
structional activities for both the 
TLC and guest teachers' classrooms 
preceded the weeklong experience. 
During the planning meeting, they 

TLC and in the guest teacher's class- 
room. In this way, co-facilitators 
garnered insights into the guest 
teacher's teaching/learning context 
and community and the back- 
grounds and needs of the guest 
teacher and her students. This un- 
derstanding helped shape profes- 
sional development to specifically 
address these needs and to "answer 
in practice" questions that guest 
teachers posed during the TLC week. 
The three teachers worked closely 
together teaching the two class- 
rooms, observing, modeling, and 
discussing effective ways to help 
second language learners with liter- 
acy acquisition. 

Kay's TLC Week 

Kay had many questions about 
teaching her linguistically diverse 
students and was enthusiastic about 
professional conversations, so she 
was among the first at her school 
site to sign up for a weeklong TLC 
experience. In her first planning 
meeting with Emily and Megan, she 
described her concerns about meet- 
ing the needs of Nguyen and Al- 

berto, English language learners in 
her new second-grade classroom. 
While she knew that her class in- 
cluded students who varied greatly 
in their exposure to and experience 
with the academic English of 
school, she wasn't sure how to 
bring all of them into the instruc- 
tional life of the classroom. Sup- 
porting beginning language 
learners appropriately in a class- 
room with students across a contin- 
uum of language and literacy 
experience can be daunting. 
Kay brought strengths to this con- 
versation that would serve her well 
in the collaboration. She believed 
that writing, like reading, is not 
only a learning outcome, but also a 
tool, accessible to all students, that 
can vastly expand one's learning 
capacity. During the previous year, 
she had implemented a writing 
workshop in her classroom, and she 
continued to refine routines and in- 
struction that embodied her com- 
mitment to writing and her belief 
that all students can write. Her 
school had used Fountas and Pin- 
nell's (1996, 2001) work on bal- 
anced literacy for professional 
development, and she was familiar 
with balanced literacy strategies and 
the notion of a gradual release of 
responsibility to students. The 
power of scaffolding students' 
learning through demonstrations 
such as modeled or shared writing 
was familiar to her. The role of bal- 
anced literacy strategies as a vehicle 
for demonstrating and scaffolding 
literacy (Fountas 8t Pinnell, 1996, 
2001 ; Routman, 2000) was a 
common thread in the TLC semi- 
nars, as well. 

Emily, Megan, and Kay decided to 
build on her strengths and interests 
during their work together and in so 
doing, they developed a level of 
trust that allowed them to teach in 
front of each other and to reflect 
honestly on their teaching. They 
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planned a writing task that aligned 
with the second-grade Social Stud- 
ies curriculum, supported students' 
progress toward Language Arts 
standards, and actively involved all 
students in listening, speaking, 
reading, and writing with their peers 
to further their language and liter- 
acy development. The task would 
culminate in individual books based 
on the students' neighborhoods. It 
was decided that Emily would im- 
plement the activity first in the TLC 
classroom, anticipating and model- 
ing specific strategies that would 
be helpful to Nguyen and Alberto, 
and then, with support from Megan, 
Kay would present it in her own 
classroom, making any necessary 
adjustments to the lesson she had 
observed in the TLC. 
Read-aloud was a familiar event in 
Kay's classroom. Multiple read- 
alouds helped build and extend prior 
knowledge for all students, and they 
also provided a model for peer talk 
around additional "neighborhood 
texts" that the teachers gathered as 
resources. Structured peer interac- 
tion around visual materials pro- 
vided the opportunity to acquire and 
extend new vocabulary and sentence 
structures, while making connec- 
tions to and extending students' no- 
tions of "neighborhood." 
Over the next two days of writing 
workshop, specific vocabulary and 
language structures were generated, 
acted out, practiced orally, and dis- 
played visually. Neighborhood 
sketches from a bird's eye view (a 
perspective that required modeling!) 
boosted participation by all stu- 
dents, provided another focus for 
peer interaction, and generated 
more information for written texts. 
As students began the shift to writ- 
ing their books, Emily modeled 
using the many resources that the 
group had generated, explored, and 
rehearsed to write a text built on a 
pattern and directional phrases 

("This is my  in the middle of 
my neighborhood," "Across the 
street from my house is a  "). 
For some students, Emily's modeled 
writing was enough to get them 
started. Other writers and language 
learners who needed more support 
were gathered to re-visit her model 
and do their own shared writing as 
a small group. They were then 
better able to make the shift to the 
guided writing task. 
While some of the students in the 
TLC classroom were challenged to 
create this basic frame, many were 
ready for more attention to crafting 
their work. For all students, Emily 
modeled basic directional phrases, 
adding details and personal connec- 
tions, sequencing by physically ma- 
nipulating pages of text, adding 
transitional words as needed, and 
editing. Ultimately, all students in 
the class created an illustrated text 
that reflected personal experience 
and knowledge. The books were 
aligned with content area studies 
and demonstrated use of particular 
vocabulary, structures, and organi- 
zational patterns. While completed 
texts varied greatly, each student 
participated in all phases of the 
project. 
Based on her observations and re- 
flections with Emily and Megan, 
Kay knew that she would focus on 
activating and building on prior 
knowledge. She wanted to structure 
peer interaction to provide sup- 
ported rehearsal for beginning lan- 
guage learners, and she decided to 
emphasize demonstration and the 
use of visual resources to help Al- 
berto and Nguyen. She was enthusi- 
astic about having Megan's support 
when she tried the same activity 
with her own second-grade class, 
especially after seeing firsthand the 
points at which scaffolding for Al- 
berto and Nguyen would need to be 
more explicit. While completing this 
activity extended beyond her TLC 
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week, Megan was available to help 
get it started and to work with Kay 
as questions arose. 

Days later, the three teachers sat 
with the student texts from the two 
classes. They enjoyed the stories, 
admired the children's thought and 
effort, and made notes about ac- 
complishments and instructional 
next steps for individuals, small 
groups, and each class as a whole. 
Kay was pleased with the effort and 
participation of her beginning lan- 
guage learners, who were active 
participants at every stage. She was 
also pleased and surprised with her 
comfort level in teaching in front of 
other adults and then reflecting on 
that teaching with them. 

The TLC Seminar 

Kay's willingness to inquire about 
how to meet Nguyen's and Alberto's 
needs and then to reflect on her 
own practice in dialogue with her 
colleagues exemplified two central 
components of the TLC project. 
Throughout, we relied on teachers 
collaboratively inquiring into their 
practice and reflecting on their ex- 
perience to help guide us in making 
any necessary adjustments in the 
project. We also had the expectation 
that co-facilitators and project staff 
would reflect and dialogue about 
our work in the TLCs to support one 
another. Co-facilitators assumed 
substantial responsibility in estab- 
lishing working relationships with 
their teaching partners, teaching 
their second-grade classrooms, and 
working with guest teachers. To de- 
velop a support system and to work 
together in constructing an under- 
standing of basic concepts under- 
pinning the Teaching/Learning 
Centers, we established an intensive 
three-week seminar during the 
summer preceding the inaugural 
year of the TLC and held biweekly 
seminars during the school year. 
For their participation in summer 
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seminars and biweekly seminars, 
co-facilitators received credit toward 
graduate degrees. To further support 
co-facilitators, Dee and Karin, who 
were working in the district Depart- 
ment of Language and Cultural 
Equity, received release time and 
additional support from the Training 
for All Teachers grant to help orga- 
nize and coordinate seminars and 
to support co-facilitators. 
The summer seminar was divided 
into two weeks at the beginning of 
the summer and one week right 
before the start of the school year. 
During the first two weeks, we read, 
dialogued, brainstormed, and re- 
flected as we developed a common 
understanding of the theoretical 
foundation and the pedagogical 
philosophy that would guide the 
professional development in the 
TLC. We focused on the importance 
of teachers understanding "basic 
constructs of bilingualism and 
second language development, the 
nature of language proficiency, the 
role of the first language and cul- 
ture in learning, and the demands 
that mainstream education places 
on culturally diverse students" 
(Claire ft Temple, 1999). 

During summer and bi-weekly semi- 
nars we also discussed team build- 
ing (Vaughn, Schümm, ft Arguelles, 
1997), collégial collaboration and 
community building (Wenger, 1999), 
sheltering content for second lan- 
guage learners (Echevarría ft 
Graves, 1998), theories of teaching / 
learning literacy in first and second 
languages (Au, 1993; Freeman ft 
Freeman, 2000; Gibbons, 1991, 
2002; Routman, 2000), and the role 
of inquiry for teachers and students 
engaged in literacy activities (Short, 
Harste, ft Burke, 1996). A key part 
of our inquiry explored how we 
could get guest teachers to fully ap- 
preciate the importance of getting 
to know their students and the di- 
verse ways they made meaning of 

their linguistic and cultural experi- 
ences. Our challenge was to develop 
new approaches to teacher educa- 
tion "based on the belief that En- 
glish language learners' access to 
challenging content can be en- 
hanced through teaching strategies 
that provide multiple pathways to 
the understanding of language and 
content" (González ft Darling- 
Hammond, 2000). 
We examined our basic beliefs 
about teaching/learning processes 
and how they would play out in 
practice. Doing so helped us develop 
a common theoretical understand- 
ing of the literacy acquisition 
process of second language learners 
that guided our teaching methods 
and strategies and supported con- 
versations with guest teachers. We 
hoped to give teachers tools to un- 
derstand and extend literacy in- 
struction in order to make it more 
accessible to and supportive of stu- 
dents acquiring English as a second 
language. This support extends to 

We examined our basic 

beliefs about 

teaching/learning 

processes and how 

they would play out 

in practice. 

those students new to classroom 
academic English. That often meant 
considering the difference between 
"just good teaching," as we some- 
times hear effective sheltered in- 
struction described, and "good 
teaching" that included an explicit 
focus on the language of instruction 
and the strategies necessary to sup- 
port all students in taking advan- 
tage of that instruction-building 
bridges between classroom literacy 
practices and the resources and 
needs that all students bring to 

those practices. For all of us, this re- 
quired a reflective stance toward 
our own teaching and a shift in pat- 
terns of classroom interaction. Our 
intent was "to transform the inter- 
action patterns in classrooms- how 
teachers talk to children, how chil- 
dren talk to each other, how teach- 
ers and children position themselves 
relative to sign systems and knowl- 
edge systems" (Short, Harste, ft 
Burke, 1996, p. 49). 

The seminar provided an opportu- 
nity to enhance that reflective 
stance as we discussed questions 
that guest teachers posed during 
their time in the TLC-questions like 
Kay's about refining balanced liter- 
acy instruction to better meet the 
needs of her diverse students. As a 
group, we considered the implica- 
tions for literacy instruction in 
classes made up of students along a 
broad continuum of language pro- 
ficiency. A particular interest was 
working with guided reading 
groups. When working with stu- 
dents in temporary, fluid groups for 
reading and other literacy-building 
activities, teachers tend to focus on 
a child's instructional level of read- 
ing and writing. With English lan- 
guage learners, it's especially 
important to consider overall profi- 
ciency in all modes of the new lan- 
guage-listening, speaking, reading, 
and writing. Oral language profi- 
ciency and literacy proficiency can 
often be very different, depending 
on the student's experience and ed- 
ucation. In Kay's class, Alberto was 
quite proficient orally, but had very 
little experience with English liter- 
acy. Nguyen didn't speak much at 
all, but was able to read far more 
than his oral language would indi- 
cate. It's essential to recognize both 
language and literacy proficiency 
in the support we offer students 
before and during their reading, 
as well as in the response options 
after reading. 
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Co-facilitators spent seminar time 
developing examples of guided 
reading lessons that took both lan- 
guage and literacy levels into con- 
sideration based on students in their 
classrooms. Texts were chosen not 
just for their reading level, but be- 
cause they supported language 
learners with rich vocabulary devel- 
opment, pattern and repetition, 
close picture-text match, and 
syntax that reflected oral and writ- 
ten language structures. Emily and 
Megan took this information and 
experience back to the TLC. This 
helped Kay refine her planning for 
Alberto, Nguyen, and others in her 
classroom. 

The co-facilitators also discussed 
characteristics of guided reading 
that incorporated sheltering tech- 
niques, effective practice that could 
be made more explicit for guest 
teachers visiting the TLC. These 
characteristics included pre-reading 
experiences that build on students' 
prior knowledge, previewing text 
and pictures, acting out text or role- 
playing, teacher modeling and ex- 
tending language, re-visiting text 
for multiple readings, and demon- 
strations through shared reading 
and writing. The role of the stu- 
dents' first language as a bridge to 
English proficiency was also consid- 
ered. Classroom life provided oppor- 
tunities throughout the day for 
students to read independently in 
their home language or to use re- 
sources in their home language to 
scaffold content learning. Out of 
good intentions, the family of one 
of Kay's language learners was 
trying to avoid using the native lan- 
guage at home, despite their very 
limited understanding of English. 
Kay was able to reassure the parents 
about using the child's first lan- 
guage of Spanish at home for a 
wide range of purposes, including 
reading aloud. Immersion in a rich 
first language environment at home 

supports students' acquisition of 
English. The study and support of 
the TLC seminar helped both co- 
facilitators and guest teachers alike 
have the confidence to share that 
message with families determined to 
support their child's education. 
The seminars also provided the 
group with the opportunity to share 
experiences and seek advice in ad- 
dressing challenges that the teams 
of co-facilitators faced. Each TLC 
was different, reflecting the style 
and personalities of co-facilitators, 
their students and colleagues, and 
the particular school context. Each 
TLC was also situated in a unique 
school community where a lan- 
guage and literacy development 
plan appropriate for its students was 
needed. As we developed a shared 
stance, honest dialogue, and a level 
of trust that allowed depth in reflec- 
tions, the co-facilitators prepared 
themselves to go through experi- 
ences with guest teachers. The will- 
ingness of guest teachers to reflect 
on their own practice often deter- 
mined the success of their experi- 
ence in the TLC. 

We expected that the experience and 
background of the guest teacher 
would dictate the quality of the con- 
versation. But in looking back at all 
our TLC experiences , it became clear 
that it wasn't the topic chosen or the 
skill of a teacher that dictated the 
quality of the conversation , but it 
was the willingness of an individual 
to be reflective about their practice 
that made the difference. ( Isabel , TLC 
co-facilitator) 

Lessons Learned 

Guest Teachers' Reflections 

In reflective responses after their 
weeklong visits to the TLC class- 
rooms, guest teachers underscored 
the value of interacting with and 
learning from their peers. They em- 
phasized the power of peer model- 

ing, observation, feedback, and dia- 
logue. They appreciated the fact that 
they could focus on their needs and 
get assistance suited to their partic- 
ular teaching contexts. We con- 
ceived of this project as unique and 
evolving, growing organically in the 
different contexts provided by the 
five sites-a concept captured by a 
guest teacher, Gloria, who observed: 
"The TLC is a living, changing envi- 
ronment, open to new ideas, with 
resources to lend for starting new 
growth outside the TLC." 

Along with learning specific tech- 
niques and strategies to scaffold in- 
struction and to make language 
more accessible to students, clearly 
defining language objectives, using 
slower rates of teacher speech, and 
providing lots of opportunities for 
cooperative learning, guest teachers 
also learned the importance of an 
overarching concept behind the TLC 
project-sheltering of content for 
second language learners can bene- 
fit all students. 
A number of guest teachers re- 
flected on the tension between 
working collaboratively with an- 
other teacher and their prior experi- 
ence of isolated teaching. Others 
echoed Kay's previous experiences 
with teaching in front of other 
adults, who often were there to 
evaluate her performance. Some 
teachers were anxious about the 
disruption of their regular routine 
inherent in the TLC week. "Having 
teachers come through our program 
has been a wonderful opportunity to 
get to know each other, share ideas, 
and collaborate. It is also a source 
of anxiety and stress, because of the 
disruption it can create in the in- 
volved classrooms" (Christy, TLC co- 
facilitator). Meyer (1998), however, 
points out that a disruption of the 
day-to-day routine is often a 
needed stimulus for genuine 
reflection and a transformation 
of practice. 
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Co-Facilitators1 Reflections Et 
Professional Conversations 

Team teaching in the TLC class- 
rooms involved an active partner- 
ship that required more than just 
dividing up tasks and curriculum. 
Co-facilitators learned to jointly 
plan and make decisions about what 
curriculum to teach. They found 
themselves focusing on the impact 
that their teaching was having on 
students and in so doing came to 
understand their students better. 

I'm learning new ways of 
teaching , . . . identifying with the 
fears and inhibitions that ESL learn- 
ers feel. I think that unconsciously 
many ESL students feel that they 
should know many things that they 
don't, and they feel ashamed at this 
perceived lack. Like me, they try to 
cover up what they don 't know. Cov- 
ering up makes it harder to 
learn. ... I learned new and better 
managing techniques , sheltering 
strategies , and efficient routines. . . . 
(Susan, TLC co-facilitator) 

Being a co-facilitator and a team 
teacher involved new challenges, 
unknown tasks, and risk taking, 
as well as learning about collabo- 
rating with peers. It meant learning 
how to hold professional conversa- 
tions beyond the informal, occa- 
sional exchanges on the run 
during lunchtime or before and 
after school. 

Throughout the TLC experience, co- 
facilitators and guest teachers em- 
phasized the value of peer dialogue, 
especially because they were con- 
versing about a concrete collabora- 
tive effort. 

The chance to work in each other's 
rooms enriches the professional dia- 
logue immensely. We are able to dis- 
cuss specific students and lessons at 
a much deeper level than if we are 
just describing our experiences. 
I Betty , TLC co -facilitator) 

The fact that teachers get together 
to talk does not guarantee deep and 
thoughtful conversations. There are 
certain necessaiy conditions to pro- 
mote in-depth reflection about 
teaching: teachers need to trust, 
support, and respect each other and 
need to share the motivation to fur- 
ther their knowledge and improve 
their practice by reading and study- 
ing together (Guskey, 1995; Smylie, 
1995). 

Because of our shared passion for 
second language learners, our 
common professional readings, and 
our work with the same group of stu- 
dents, Mary [my co-facilitator] and I 
were able to have deep conversations 
about our practice and were able to 
reflect on the implications of differ- 
ent approaches with second language 
learners. By having a safe place to 
turn to for support, I know I was far 
more reflective and took more risks 
in trying new things than I would 
have had I been working by myself 
Mary was there to offer encourage- 
ment, ask questions, and give sup- 
port. (Elizabeth, TLC co-facilitator) 

Deep and thoughtful conversations 
were engendered by the co-facilita- 
tors jointly reading books and arti- 
cles that spoke to their needs and 
that offered practical solutions. For 
example, in our seminar study of 
Learning to Learn in a Second Lan- 
guage (Gibbons, 1991), we re-visited 
the importance of language objec- 
tives, considered in our previous 
conversations to be a key compo- 
nent of effective sheltered instruc- 
tion. Gibbons defines language 
objectives as the functions, struc- 
tures, and vocabulary that students 
will need in order to accomplish 
their work and the planning for the 
instruction that will give them 
access to that knowledge. For 
second language learners, the sub- 
tleties of language and text struc- 
ture are often not readily apparent, 

and do not become so without con- 
scious intervention by teachers. 
First language learners who have 
not acquired these language func- 
tions and structures through usage 
and experience will also benefit 
from this instruction. 
For Elizabeth, who was teaching 
Spanish language learners in a dual 
language classroom, providing a 
rich language environment for her 
students was essential. The explicit 
teaching of language that Gibbons 
described helped Elizabeth and 
Maiy consider that this might be the 
scaffold students needed to further 
their successful language learning 
and refine their skill and fluency in 
reading and writing. The teachers 
realized that their students might 
well grasp the general concept or 
task they were working toward, but 
lack the smaller, specific pieces that 
would get them there successfully. 
Elizabeth and Mary decided to in- 
corporate specific language instruc- 
tion into their planning, actually 
adding a new place in their lesson 
plan book to identify language ob- 
jectives for lessons and units of 
study. This meant closer attention to 
specific student strengths and needs 
as well as to the characteristic func- 
tions, structures, and vocabulary of 
the texts students were being asked 
to read and write. At the same time, 
Elizabeth noted, "The only way I 
will include these in my teaching is 
if I am looking for authentic, pur- 
poseful situations where students 
need to use this language, and then 
I will give them explicit instruction 
so they can understand the subtle 
differences." 

A Teaching/Learning 
Community 

Successful professional development 
goes beyond the classroom and in- 
volves the extended community 
(Wenger, 1999). At the same time 
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that co-facilitators were creating a 
community of learners in their mul- 
tilingual and multicultural class- 
rooms, they were also engaged in 
the construction of a community of 
learners including parents and other 
teachers and students at school. TLC 
opened time and space, within a 
school, for teachers to have ongo- 
ing, reflective, collégial conversa- 
tions about a subject of urgent 
professional concern- improving 
language and literacy instruction 
for English language learners. This 
motivated them to further their un- 

derstanding of the complex articu- 
lation of a multiplicity of factors in 
the learning process. They were 
prompted to inquire about culture 
and its impact on classroom interac- 
tion through both student-to- 
student and student-to-teacher 
relationships. 
In order to influence the school cul- 
ture, sustained opportunities for 
teachers to study and share as a 
community need to be created. At a 
number of the TLC sites, established 
literacy study groups provided a 
place for professional study and dia- 

Overthe past decade, research on professional development has focused 

mainly on characteristics researchers and practitioners believe are impor- 
tant to its effectiveness. These factors include teachers' inquiries, content 
and pedagogical knowledge, the provision of sufficient time and resources, 
collégial and collaborative exchange, long-term engagement, and school- 
based study groups. More recent studies look at the content of these profes- 
sional development communities, including challenges teachers face in light 
of today's political realities and mandated one-size-fits-all practices. 

Long, S. (2004). Separating Rhetoric from Reality: Supporting Teachers in Ne- 
gotiating beyond the Status Quo. Journal of Teacher Education, 55, 
141-153. 

This article describes the experiences of teachers involved in long-term 
professional development within two 3-year studies. The thick description 
illuminates barriers teachers find to negotiating beyond the status quo 
and asks teacher educators to take an honest look at how they might 
work with teachers to effect change. 

Nieto, S. (2003). Challenging Current Notions of "Highly Qualified Teachers" 
through Work in a Teachers' Inquiry Group. Journal of Teacher Education, 
54, 386-398. 

A small group of teacher researchers met for a year to explore the ques- 
tion of what keeps teachers going. Rather than "best practice" or pre- 
scribed pedagogy, this group found that a combination of interrelated 
conditions and values keep excellent teachers going, including love, auto- 
biography, hope, anger, intellectual work, and the ability to shape the 
future. 

Karen Smith 
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logue that coincided with the aim of 
creating a broader Teaching/Learning 
Community. The discussion in 
teachers' study groups helped to 
create a community through the 
collective construction of knowl- 
edge. "I was curious to see the com- 
ponents of balanced literacy (guided 
reading, shared reading, etc.) used 
with ESL students. This was the 
most beneficial part of the TLC ex- 
perience for me. I was able to ob- 
serve other teachers incorporating 
some of the literacy components 
that we have studied over the years" 
(Michael, Guest Teacher). Teachers 
acquired a common language 
around literacy and language devel- 
opment as they learned about liter- 
acy instruction through ongoing 
reflection and theory exploration 
grounded in their own practice. 

Seminar discussions , the book on 
sheltering ( Gibbons , 1991), Karin's 
article on sheltering in a district 
newsletter, assignments to observe 
one another's teaching , and planning 
sessions and demonstrations by Dee 
and Karin in our classroom helped to 
move me into the place where I could 
transfer theory into practice . (Joan, 
TLC co-facilitator) 

Challenges in the 

TLC Project 

Part of the success of this pilot proj- 
ect was dealing with ongoing chal- 
lenges faced by co-facilitators and 
guest teachers as we moved back 
and forth between theory and prac- 
tice. These challenges existed on a 
number of levels: 

• learnjng about team teaching and 
then having to implement it; 

• learning about collégial dialogues 
and then having professional con- 
versations that moved beyond the 
superficial; 

• studying and constructing concepts 
about literacy learning in TLC 
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seminars and attempting to imple- 
ment those concepts with guest 
teachers. 

These responsibilities were on top of 
the demands of teaching students in 
the TLC classroom. 
Even though guest teachers had a 
full week in the TLC and the co- 
facilitators were available on-site 
for further assistance, many felt that 
the time spent in the TLC could 
have been longer. They reasoned 
that it took some time to develop 
trust and a common understanding, 
both of which are essential ingredi- 
ents to professional conversations 
that probe the foundations of one's 
values, beliefs, and attitudes toward 
teaching. Discussions would often 
remain on the surface, reflecting the 
isolating nature of teaching and the 
feeling of insecurity perpetuated by 
a system in which teachers are often 
being scrutinized and judged. 
There was also a tension between 
co-facilitators not wanting to be 
seen as "experts" but rather as col- 
laborators in learning and their 
awareness that they had important 
knowledge to convey and expertise 
to share. At times they could be ex- 
plicit, but at other times they 
wanted guest teachers to come to 
their own understandings. Cofacili- 
tators also saw themselves as co- 
learners with guest teachers. 

Some of our guest experiences went 
really well , but others were only 
okay. I tend to feel responsible if the 
guest teachers' time with us doesn't 
go too well. My first instinct is to 
jump in and try to fix things. But I'm 
learning that it is often better if you 
let teachers and students come to 
their own conclusions. (June, TLC 
co-facilitator) 

This was sometimes reflected in dif- 
ferences between what guest teach- 
ers wanted to do in the class and 

the broader objective of the TLC-to 
focus on literacy acquisition of En- 
glish language learners. 
We also learned the importance of 
the administration supporting this 
type of effort if the school as a 
whole is going to be transformed 
into a Teaching/Learning Commu- 
nity. This remains a challenge, as 
teachers and administrators alike 
are buffeted by changing dictates at 
the district, state, and federal levels 
and remarkable demands on their 
time. An administrative issue that 
received a lot of attention from the 
very beginning of the project was 
the funding of the extra classroom 
teacher for the TLC. While the dis- 
trict was able to release five district- 
assigned resource teachers for the 
initial two-year pilot, the district 
and individual school sites would 
have to reprioritize their budgets if 
TLCs were to be placed in all of the 
district's schools and bring about a 
systemwide transformation in prac- 
tice. For the schools, this would 
have to include taking a fresh look 
at aspects of site budgets, such as 
how Title I monies and bilingual 
funds were being allocated. In the 
five sites school administrators 
began looking at ways to provide 
an additional FTE (full-time equiva- 
lent) to maintain the TLC when the 
district's two-year commitment of 
the five resource teachers expired. 
While the TLC model has not been 
adopted districtwide, it continues to 
provide a model for effective pro- 
fessional development. 

Conclusion 

As we put theory into practice, we 
relied on co-facilitators to use their 
knowledge and experience to col- 
laborate with guest teachers in 
meeting the needs facing them in 
their classrooms. We developed the 
TLC model based on the kinds of 

knowledge that teachers "offer 
about the realities of classroom life 
and the lives of children and about 
the efficacy of theories, models, and 
methodologies that teachers are di- 
rected to implement in their class- 
rooms" (Gallas, 2001, p. 507). 
Traditional approaches to profes- 
sional development that do not 
listen to teachers' perspectives often 
do not get to the heart of the prob- 
lem, and even if problems are iden- 
tified, solutions are not long-lasting. 
These approaches leave very little 
room for thought or creativity and 
develop neither knowledge nor 
curriculum. 

In the past 20 years , teachers have 
seen an explosion of new ideas and 
programs for improving classroom 
instruction. Extensive in-service 
training initiatives have become the 
traditional vehicle for conveying new 
pedagogical strategies. Unfortunately ; 
teachers have typically been viewed 
as recipients rather than as decision- 
makers or active participants in staff 
development programs. Staff devel- 
opment is often seen as ' training ' or 
4 in-servicing ' in which experts teach 
teachers predetermined instructional 
methods. (Dalton ft Moir, 1992) 

In such professional development, 
the voices of teachers are silenced 
and their everyday experiences are 
discounted. In contrast, the TLC 
model of professional development 
builds on the concept of teachers 
teaching teachers and exhibits the 
essential characteristics of effective 
professional development. Our hope 
is that the experience with this proj- 
ect will encourage and inform other 
professional development efforts 
aimed at building teaching/learning 
communities in which culturally 
and linguistically diverse students 
are provided with opportunities to 
successfully acquire English lan- 
guage literacy. 
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Authors' Note 

The narrative with Kay is a re-creation 
based on actual TLC experiences. The 
names of the students and the teachers 
in this article are pseudonyms. The proj- 
ect grew out of a joint University of 
New Mexico and Albuquerque Public 
School District task force formed to as- 
certain ways in which the university 
teacher education programs and the 
district professional development pro- 
grams could effectively prepare all 
teachers to educate linguistically and 
culturally diverse students. At the con- 
clusion of the task force, Mahn secured 
a Title VII USDE Training for All Teachers 
Grant and, in collaboration with the De- 
partment of Language and Cultural 
Equity of the Albuquerque School Dis- 
trict, developed the TLC project to meet 
this goal. We would like to thank all of 
the TLC co-facilitators who made this 
project possible and the many APS ad- 
ministrators who helped on this project. 
A special thanks goes out to Karin Rich 
and Michele Minnis for their thoughtful 
dedication to this project. 
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