Staff Development
and Teacher Change
The most significant changes in teacher
attitudes and beliefs come after they
begin using a new practice successfully
and see changes in student learning.

D

espite differences in context

and format. most staff development programs share a common purpose: to bring about change
Educators generally agree that the
three major outcomes of effective staff
development programs are changes in
I ) teachers' beliefs and

attitudes, (2)

teachers' instructional practices, and
(3) students' learning outcomes (Griffin, 1983). The sequence in which
these changes occur has important
implications for staff development.
Traditionally, staff development has
focused first on initiating change in
the beliefs, attitudes, and perceptions
of teachers. It was generally assumed
that these changes would lead to other
specific changes in their classroom
behaviors and practices, which, in
turn, would result in improved student learning. This traditional model
has evolved in large part from the
work of early change theorists such as
Lewin (1935), who derived many of
his ideas from psychotherapeutic
models. Current research indicates,
however, that the assumptions of this
traditional model are inaccurate, at
least under the special conditions of
staff development for experienced
teachers. Therefore, a new model that
reexamines the process of teacher
change under these special conditions
is needed if staff development programs are to become more effective.
A New Model
Staff development efforts concerning
new programs or innovations typically
set out to gain acceptance, enthusiasm,
and commitment from teachers "up
front," prior to the implementation of
a new program or innovation. Often
this is done by seeking teachers' input
during planning sessions or in some
cases, by surveying teachers to ensure
that the program is aligned with their
needs (Joyce and others, 1976). Certainlyv teachers should have input in
the planning and development of new
programs. But, unfortunately, these activities seldom change teachers' attitudes significantly or elicit strong commitment from them (Jones and Haves,
1980).
An alternative approach is shown in
Figure 1. According to this model,
significant change in teachers' beliefs
and attitudes takes place only after
student learning outcomes have
changed. These changes in student
learning result, of course, from specific changes teachers have made in their
classroom practices. For example, they
might be the result of a new instructional approach, the use of new materials or curriculums, or. simply some

modification in teaching procedures
or classroom format. Whatever the
case, this model indicates that significant change in the beliefs and attitudes
of teachers is contingent upon evidence of change in the learning outcomes of their students
It is important to keep in mind that
"learning outcomes" in this model are
broadly defined to include not only
cognitive and achievement indexes,
but also the wide range of student
affective variables, such as, involvement in class sessions; motivation for
learning; and students' attitudes toward school, toward the class, and
toward themselves. In other words,
learning outcomes include whatever
evidence teachers use to judge the
effectiveness of their teaching. According to the model, when teachers see
that a new program or innovation
enhances the learning outcomes of
their students, then, and perhaps only
then, is significant change in their
beliefs and attitudes likely to occur.
Supporting Evidence
Support for this new model of teacher
change comes from a variety of
sources. For example, recent ethnographic studies show that new ideas
and principles about teaching are believed to be true by teachers only
"when they give rise to actions that
'work'" (Bolster, 1983, p. 298) This
research indicates that experienced
teachers seldom become committed
to a new program or innovation until
they have seen that the new practices
work well in their classrooms with
their students.
Similar results have come from
studies on efforts to disseminate new
projects and programs In an investigation that examined 61 innovative programs in schools and classrooms in
146 districts nationwide, Crandall and
associates (1982) found that attempts
to alter teachers' attitudes and foster

commitment to new practices prior to
implementation were generally unsuccessful. In most cases, teachers became committed to the new practices
only after they had actively engaged in
using them in their classrooms (Crandall, 1983).
Still further support comes from
recent studies of the separate effects of
inservice training, use of new instructional practices, and evidence of improved student learning on teachers'
beliefs and attitudes (Guskey, 1979,
1982, 1984). In the most recent of
these investigations (Guskey, 1984), a
large group of teachers was trained in
the use of mastery learning procedures (Bloom, 1968, 1971). Following
the training, most of these teachers
used the procedures in their classes
and saw improvements in their students' learning. However, a few teachers used the new procedures and noted no improvements, while some
never tried them out. Those teachers
who did see improvement became
more positive in their attitudes toward
teaching and expressed increased personal responsibility for their students'
learning. They liked teaching more
and felt they had a more powerful
influence on learning outcomes.
These changes did not occur among
the teachers who used the new procedures but saw no strong improvement,
nor among those who were trained
but never attempted implementation
Thus, neither training alone nor training followed by implementation were
sufficient conditions for change. These
particular belief and attitude changes
occurred only when training and implementation were combined with evidence of improved student learning.
Implications for Staff
Development
Based on this new model, there are
three important principles to consider
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