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Section I
Introduction
This literature review will examine knowledge management (KM) through the lens of Communities of Practice (CoP).  Section I will introduce the KM concepts with a look at data, information, and knowledge depicted as developmental stages.  Next, Communities of Practice (CoP) and their relationship to KM will be explored.  The role of organizational culture as a catalyst of KM will be discussed.  And finally, the application of KM in education will be briefly summarized.  Section II explores the research methodology used to perform the literature review including search strategies and criteria for inclusion.  Section III describes the conceptual framework that is foundational to CoP.  Section IV provides a synthesis of the literature review addressing methodologies, subjects and research sites, findings and two matrixes (research and theoretical matrixes).  The research literature was organized into three categories: Institutions of Higher Education, School and School District-Based, and Other.  Section V evaluates the literature review and poses future research. The last section provides the references used in the literature review.
Purpose

Technical assistance is provided by the U.S. Department of Education (ED), Office of Special Education Programs to improve the implementation of educational laws and ultimately improve educational outcomes for all students.  ED provides information to the field through an established Technical Assistance and Dissemination Network (TA & D), which is part of knowledge management.  The TA & D Network includes: 

· National disability research centers;

· Regional Resource Centers (RRC’s), which provide TA to regions and states; and

· National distribution groups, which provide wide dissemination of disability and other research, policies, and practices.  


Hood (2002) described the roles and implications of various theoretical constructs including constructivism, complexity, tacit knowledge, and situated knowledge in knowledge creation, dissemination, and utilization. He explored some of the various efforts to increase collaboration within the field among researchers and practitioners including knowledge utilization by focusing on the “troublesome gap between education research and practice”,

With the recent enactment of No Child Left Behind Act (NCLB) and accountability systems, it becomes critical that the network, which offers assistance to states and regions, provides correct information to the field in a timely manner.  It is also critical that the TA & D Network evaluate knowledge utilization as part of their systemic review. It is not just ‘who’ uses ‘what’ information, but ‘how’ the information is used that is important in policy implementation.  (J. M. Taymans, personal communication, April 19, 2004)   Within the larger disability field, “information dissemination is an issue of concern for consumers, family members, and professionals” (SEDL, 1996, p.1).  
Knowledge Management and Knowledge Creation
KM is thought of as the leveraging of collective wisdom to increase responsiveness, innovation, and organizational performance (Bassi, 1997; Delphi Group, 1998).  Bajaria (2000) defines knowledge as what we already know.  KM is making the knowledge “instantaneously available in usable format – and using it”. Knowledge creation (KC) is what we “know now that we did not know before” (Bajaria, p.1).  Bajaria explores both KM and KC literature and finds there is a lack of literature on KC. He postulates that both KC and KM are “crucial components of the whole” (Bajaria, p.1). He explores and develops the link between KM and KC.  (This is an important concept to understand when CoP are discussed.) Table 1 presents the difference between the purposes of knowledge management and knowledge creation: (Bajaria p. 3).
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Bajaria presents data from both perspectives and depicts the “Building Blocks of Knowledge”: 
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          (Bajaria, p. 4).

In KM you organize raw data but in KC you analyze the data to determine if it is complete, appropriate and unbiased. Bajaria uses the term “trustworthy”.  Information is data that have been summarized and described. Bajaria considers two elements critical as information is converted into knowledge.  The conditions and variables when the information was stored may not be the case when the information is retrieved.  Sometimes the difference is so vast that it requires creation of new knowledge to replace that which is obsolete.  Posing questions to stored information may provide new usable knowledge.  Wisdom develops when knowledge is permanent and minimizes human judgment and intervention.  Table 6 delineates the distinctions between KM and KC needs: 
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         (Bajaria, p.11).

Firestone (1998) presents a basic conceptual framework of knowledge management.  The organizational knowledge management system is “greatly influenced by the power, influence, and authority structures existing in organizations….” (Firestone, p.3).  There is an inherent tension between the organization ability to adapt and the impact of its power on the KM system.  The greatest amount of tension has to do with the issue of knowledge validation criteria.  If invalid validation criteria are established, the organization will create a knowledge base that is valid only from its own perspective. “It will have learned only subjective knowledge, not objective knowledge.” (Firestone, p.3).  

Organization development is defined as the ability to manage change, improving what an organization collectively knows, how efficiently it uses what it knows and how readily it acquires and uses knowledge (Davenport & Prusak, 2000). “Knowledge management (KM) means attending to processes for creating, sustaining, applying, sharing and renewing knowledge to enhance organizational performance and create value.” (Alee, 2001).  Alee sees knowledge strategy as serving a cohesive framework for building organizational capacity. 
What are Communities of Practice?
“Coming together is a beginning; keeping together is progress;
working together is success.”  — Henry Ford
Wenger and Snyder (2000), pioneers of the "Communities of Practice" (CoP) research, define CoP as “…..groups of people informally bound together by shared expertise and passion for a joint enterprise…..” (Wenger & Snyder, 2000, p.139)  Participants in CoP share their experience and knowledge in “….free-flowing creative ways that foster new approaches to problems” (p.140).  The principle output of CoP is knowledge, although the CoP impact may transcend organizational boundaries.  Wenger and Snyder describe CoP that “can drive strategy, generate new lines of business, solve problems, promote the spread of best practices, develop people’s professional skills, and help companies recruit and retain talent” (p.140).  The characteristics of CoP may reflect the characteristics of the organization(s) to which their members belong.  Generally, CoP are:
· Self-organized (set their own agendas);

· Establish their own leadership;

· May be facilitated by knowledge managers; 

· May show value by systematically capturing their stories; and

· May show results that appear in the work of teams or units, not the CoP itself. 
The following chart illustrates the characteristics of different types of worker groupings:
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CoP are informal groups where people assume roles based on their abilities, skills, and interests rather than titles or position in organization.  They may also be called learning communities or knowledge networks.  Wenger defines the concept of CoP and how it differs from other group organizations:  

We now recognize knowledge as a key source of competitive advantage in 

the business world, but we still have little understanding of how to create and 

leverage it in practice. Traditional knowledge management approaches attempt 

to capture existing knowledge within formal systems, such as databases. Yet 
systematically addressing the kind of dynamic "knowing" that makes a difference 

in practice requires the participation of people who are fully engaged in the 

process of creating, refining, communicating, and using knowledge. 







(Wenger, 1998, Para 4).   

Wenger describes CoP along three dimensions: what it is about, how it functions, and

what capability it has produced. (Wenger, 1998, Para 7).  CoP move through stages of development and different types of activity and different levels of interaction characterize each of the stages.  CoP fulfill a number of functions with respect to the creation, accumulation, and diffusion of knowledge in an organization: 

· They are nodes or processing locations for the exchange and interpretation of information; 

· They can retain knowledge in "living" ways, unlike a database or a manual;
· They can steward competencies to keep the organization at the cutting edge; and
· They provide homes for identities.  (Wenger, 1998, Para 20).
Wenger describes how to develop and nurture the CoP within organization. He pays great

attention to leadership both within the Cop and the organization. 
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           (Wenger, 1998, Para 11) 

Wenger, McDermott, and Snyder (2002) describe three structural elements to guide development of CoP.  The community must negotiate the shared domain (topics and issues of concern), community (roles and organizational components), and practice (learning activities and knowledge to share).  They describe seven principles for cultivating CoP:
· Design for evolution;

· Open a dialogue between inside and outside perspectives; 
· Invite different levels of participation;

· Develop both public and private community spaces; 
· Focus on value and  combine familiarity and excitement; and

· Create a rhythm for the community. (Wenger, McDermott, &  Snyder, 2002, p.51)
How Do Communities of Practice Relate to Knowledge Management?

Developing the culture of knowledge sharing and building. Alee (2000) states, “The really hard part is working with people to improve collaboration and knowledge sharing”. (Alee, Para 10)  Knowledge occurs naturally and it is important to support the communities in which it happens.  It cannot be separated from the communities that create it, use it, and transform it. (Alee, Para 14)  CoP share a sense of mission and work. They arise in that common space between teams for work-related project and vast knowledge networks.
Costa and Kallick (2000) describe the attributes of a learning organization: “successful learning organizations continually collect, analyze, and learn from data, and they self-modify on the basis of what they have learned” (Costa & Kallick, Para 2). Educators have taken many business practices and adapted them for school reform initiatives.  Initially, technology was thought to be the panacea with high investments in hardware and software. “Eventually, schools realized that technology is only a tool that facilitates sharing of organizational knowledge, improving decision making, thinking more effectively, and learning more efficiently” (Costa & Kallick, Para 4).  

Costa and Kallick (2000) postulate that in order to take advantage of “internal school knowledge” schools must rebuild the culture, and that “changing the culture means changing its habits”(Costa & Kallick, Para 5).  The school culture must move the focus from personal knowledge to shared knowledge.  They analyze and chart the aspects of school culture that hinder development of shared knowledge.  They provide tools to self-assess the school as a home for the mind. They also include cultural norms for assessment: 1) In the habit – the behavior has become habituated throughout the organization; 2) Practicing – there are conscious and explicit procedures and strategies for focusing on, installing, and monitoring behavior throughout the organization; and 3) Aware – there is an appreciation of the values of an understanding of the need for the behavior (Costa & Kallick, Para 28).                        


Application of KM in educational research, policy and practice. “Learning organizations may be a tool not just for the evolution of organizations, but for the evolution of intelligence. “   – Peter M. Senge
Thorn (2001) explored KM and its application to educational information systems.  He described the important role of institutional culture:  “…a district with a collaborative model of interaction between schools will typically display a far greater capacity to develop robust analyses of school-level processes and needs than a district lacking such a model.” (Para 14).  He cited the work of the Davenports in organizational culture in enabling or blocking the use of knowledge.  Organizational culture is a critical concept that is frequently overlooked in the analysis of system reform efforts. Thorn described the model of “communities of practice” and its use within reform-based schools as a positive example of organizational culture that can support the creation, management, flow and utilization of knowledge.
Research Question


Communities of Practice (CoP) are emerging phenomena of knowledge management.   CoP generate new knowledge as they work collaboratively around common issues and concerns.  The Policymaker Partnership at the National Association of State Directors of Special Education facilitated the growth of numerous educational communities of practice, which are working together for improving the implementation of Individuals with Disabilities Education Act (IDEA) Amendments of 1997.  ED considers CoP as part of their TA& D Network in special education.  It is expected that improvements in the implementation of IDEA will occur as a result of CoP collaborative work throughout the country at the national, state, regional and local levels.  The research question is “How are researchers evaluating educational CoP?”
Section II
Research Methodology


The research literature was identified through systemic searches of ERIC, Dissertation Abstracts, Academic Search Elite, and ABI/INFORM Complete.  ‘Communities of practice’ and ‘education’ were the keyword and subject used for the search.  Dissertations were included if published between the years 1997 – 2004; theoretical documents were within the 2000 – 2004 time period.  Dissertation abstracts produced 85 dissertations using the descriptors of ‘Communities of practice’ and ‘education’.  Screening of abstracts using CoP location as a criteria reduced the number to 20.  Visual inspection of the dissertation looking for the location of the CoP further reduced the research literature number to the nine selected for inclusion. This final selection was based on evidence of learning or professional development as the key criteria.  I decided to use only dissertations because searching for research articles on CoP in educational journals produced no results. Documents were found to be theoretical in nature, not research.  

I performed a separate search for the theoretical literature; ERIC produced 64 documents which were further reduced to 24 using the 2000 – 2004 time period.  Academic Search Elite produced 87 documents which were reduced to 15 upon reading their abstracts.  For this assignment, documents were not used from ABI/INFORM since I was able to find the research through Dissertation Abstracts. (Out of curiosity, ‘Communities of practice’ and ‘education’ were used to search ABI/INFORM which produced 101 documents.)  No documents were cited in the Web of Science.  I choose one document from the special education literature which addressed the research to practice gap and the important role of CoP.  The second article addressed a virtual educational environment and the role of educational technologists to support CoP in education.
Section III
Conceptual Framework

My question, “how are researchers evaluating educational Cop?” is based on multiple conceptual frameworks as were most of the studies and articles reviewed. The conceptual framework for this review is based on the general knowledge acquisition theory of situated cognition (or situated learning).  Jean Lave purposed that learning as it normally occurs is directly related to the action, situation and culture in which it occurs. “To situate means to involve other learners, the environment, and the activities to create meaning.” (Stein, 1998, Para 2)  Lave and Wenger describe it this way:


Learning viewed as situated activity has as its central defining characteristic 

a process that we call legitimate peripheral participation. By this we mean to draw 
attention to the point that learners inevitably 
participate in communities of practitioners 
and that the mastery of knowledge and skill requires newcomers to move toward full 
participation in the sociocultural practices of a community. “Legitimate peripheral 
participation” provides a way to speak about the relations between newcomers and old-
timers, and about activities, identities, artifacts, and communities of knowledge and 
practice. (Lave & Wenger, 1991, p.29, italics in the original)

Content, context, community, and participation are the elements of situated learning. The novice is placed in the center of the educational process.  “…content is the facts and process of the task; context is the situations, values, beliefs and environmental cues by which the learner gains and masters content; community is the group with which the learner will create and negotiate meaning of the situation; and participation is the process by which learners working together and with experts in a social organization solve problems related to everyday life circumstances.” (Stein, 1998, Para 6)


The adult learner should be placed in complex, realistic, problem-centered activities that will support the desired knowledge to be acquired.  Instructors become facilitators of learning by tracking progress, evaluating products produced by learners, building collaborative learning environments, and encouraging reflection.  The facilitator also tracks the progress of the individual as well as the community of learners (Stein, 1998, Para 13).  The learner in cognitive apprenticeships learns through the tools of discussion, reflection, evaluation and validation of perspective (community). “The theory of situated cognition brings together the elements of cognition, perception, and action within a social context. Lave was influenced by many previous thinkers including John Dewey's famous ideas, which stated that learned developed from experience and social interaction. Vygotsky, Piaget, and Bandura were also influences on Lave's work.” (Cooper, 2004, Para 2) The following chart summarizes Cooper’s description of the four major components of situated cognition:


Section IV
Synthesis of the Literature Review

Methodologies


I reviewed nine dissertations that will be categorized for analysis and discussion of CoP as follows:

· Institutions of Higher Education CoP;

· School and school district-based CoP; and

· Other.

An in-depth matrix of each type of CoP can be found at the end of this section.  The matrix is categorized on the same three titles.

In general, all nine dissertations used qualitative case study methods to analyze their data; one used both qualitative and quantitative methods (through an on-line survey); and one was entirely quantitative.  Data were primarily collected through structured and semi-structured interviews, and review of the organization’s written documents. Interviews and observations were audio and/or videotaped, then analyzed using a variety of software programs.  

The lone quantitative research was conducted through the analysis of the National Educational Longitudinal Study (NELS: 88) through the National Center for Educational Study (NCES).  NCES is located in the Institute of Education Sciences, U.S. Department of Education (ED) and is the “primary federal entity for collecting and analyzing data that are related to education in the United States and other nations” (NCES home page). This study used the first and second follow-up, which have two stages of multi-level analysis.  The first stage examined factors that contribute to teachers’ participation in CoP, including teachers’ social and professional characteristics and school demographics and organizational characteristics.  The second stage investigated the professional impact of such participation on the three outcome variables: teacher learning, teacher competence, and use of standards-based pedagogy.  The study used a hierarchical linear model with two dependent variables: CoP and standards-based pedagogy.

Types of Studies

The studies all examined various CoP in differing settings. They included the following:
	Communities of Practice
	Author
	Participants
	Location

	Institutions of Higher Education
	Hager, M. (2003)
	Ten college of education faculty and 24 of their mentored students


	School of Education recipient of Spencer Research Training Grant – at a major research university



	
	Hoffman-Kipp, P. H. (2003).


	Analysis of four in-depth preservice teacher cases


	Ten-week Seminar part of two year master’s program.   



	
	Young, J. B. (2003).
	Five faculty members.


	Margaret Dwyer College who taught Unit 1 in the Fall of 2001. Unit 1 is a six week, eight credit interdisciplinary general education course. It is the first of four such courses.

	School and School-Based


	McCann, E.P. (2003).


	Two teams of six teachers from an area high school

Teams become the unit of analysis, rather than the individual teacher

Team consisted of

seven female and five male and taught 11 different subjects

	High school in Wisconsin  with

 - 1,500 students 

- 120 faculty & staff  



	
	Moore, J. (2003).


	Five secondary math teachers at the end of their first year of participating in a lesson study group (LSG) 
	Participants of a lesson study group (LSG) coordinated by a major Midwestern university held at the school.


	
	Gallucci, C. (2002).


	Six elementary classroom teachers 


	Two high-poverty school settings in one midsized, urban/semi-urban school district in the state of Washington.  


	
	Wechsler, M.E. (2001).
	One school district:  their schools, faculty, staff, and community.


	East Bay School District

	Other
	Riddle, E.M. (2003)


	78 survey responses from practicing teachers;
12 interviewees selected from survey respondents.

	On-Line (Tapped-In)

survey & interview



	
	Printy, S.M. (2002)
	420 high school science and math teachers

(includes private and Catholic schools)


	Across the United States.



Using this wide range of participants, settings, and units of analysis was both a strength and a weakness. It provided a wide range of diverse subjects and settings and was not easily synthesized.  The qualitative nature of the research provided rich descriptions of CoP participants, activities, and outcomes.


“How do researchers evaluate the learning (or knowledge) that takes place in CoP?” is the research question.  In Cultivating Communities of Practice: A Guide to Managing Knowledge, Chapter Eight is entirely devoted to “Measuring and Managing Value Creation”.  Wenger, McDermott, and Snyder (2002) state “….you can’t treat knowledge effectively as if it were a thing or a piece of property.  But you can measure and manage the “knowledge system” through which it flows and creates value” (p.166).  The authors suggested stories to measure value creation:


Static measures—such as participation rates, documents produced, or cycle 
times—only become useful in the context of stories that explain the causal links 
between them.  Using our model, we would say that you have to go through the 


entire knowledge system, starting with the activities of communities of practice 


and following their effect through the application of knowledge resources in 
business processes, to create value for customers and other stakeholders.  Our 
method relies on two complementary principles: demonstrate causality through 
stories and ensure systematicity through rigorous documentation. (p.168)


A good story has three “main elements”: 1) the initial knowledge-development activity; 2) the knowledge resource generated by the activity; and 3) how this resource was applied to create value or get results (p.168).  “Systematicity” is the gathering of anecdotal evidence in a systematic way which captures the range and variance of CoP activities.


Eight of the nine researchers in this literature review used the CoP recommended model for evaluation.  Their stories — case studies — were rich with detail describing the process, goals, activities, and outcomes for the CoP under study.   Their systematicity is found in the description of the methodology of data collection.  This information is described in detail in the matrixes included at the end of this section.  The ninth researcher used quantitative measures to analyze national survey information. The questions asked of the data do follow the model, albeit in different methodology.  


The following subsections examine CoP through the KM and KC lens.  It will be organized by keeping the same categories throughout the literature review.  This provides a common point of reference for comparison and analysis. 
Institutions of Higher Education


Three dissertations addressed the evaluation of CoP in higher education.  Each study focused on a different group of learners in higher education.  Two dissertations focused on student learning.  Hager (2003) studied a CoP of 10 education faculty and 24 of their mentored students during their doctoral program, while Hoffman-Kipp (2003) evaluated four master’s students learning as a part of a seminar course focused on student diversity over a six month period.  The CoP in Hoffman-Kipp’s study extended beyond the seminar since the graduate students were also involved in field placements that provided them significant experiences with k-12 students, families and diverse school personnel.  The students were, in effect, participating in two simultaneous CoP with very different role in each.  Young’s (2003) six month study was unique in that it focused on how a CoP can broaden higher education faculty’s expertise beyond their specialty areas when faculty team teach an eight credit interdisciplinary course.  All three studies documented the targeted group’s learning using a case study format.


Hager’s research focused on the role of mentoring as a means of developing doctoral students’ research knowledge and skills.  Through a series of interviews with faculty and students, Hager found that mentoring is learning to participate in CoP of educational research.  Mentees experienced authentic practice in the collaboration with their faculty mentor.  The CoP at the doctoral level is a mentoring apprenticeship with doctoral faculty to learn how to design and research implementation studies, teach, communicate through publications, prepare and deliver conference presentations and collaborate with other practitioners and researchers.  Hoffman-Kipp studied pre-service master’s students by videotaping the Novice Seminar and two in-depth interviews.  The seminar provided an avenue for students to examine their personal beliefs about differences, diversity and culture; although the seminar was a different vehicle, the seminar provided student support similar to that found in apprenticeship relationships.  Hoffman-Kipp was interested in evaluating the CoP in terms of the nature of teacher learning  about student cultural diversity and the method by which seminar participants were given an enriched understanding of the connections between student culture and learning process at the same time as they developed a political consciousness about their role as teacher.  The preservice teachers had difficulty perceiving their role outside that of transmitter of knowledge rather than facilitator or organizer of classroom activity.  Not surprisingly, they struggled with establishing classroom structures within which students could receive assistance from numerous sources other than the teacher.  Hoffman-Kipp’s research successfully  documented  the four identifiable phases that teachers go through as they become committed to implementing anti-bias curricula in their settings: 1) creating the culture or climate, 2) nonsystematic implementation of curricula, 3) systematic implementation of curricula, and 4) continuing integration of skills and curricula.  

Young explored a CoP of experts - five education faculty members - during their co-teaching assignment: how they learned, how they learned outside their expertise, and their personal thoughts upon sharing multiple course responsibilities.  He found that five themes emerged: 


1) Faculty learn by following the models of others, through rich and varied interaction, 
and by reflecting on their experience, 


2) Faculty learning is context-driven.  The structure, process, and curriculum of Unit 1 
helps to create a supportive faculty learning culture rooted in respect and care, 


3) In teaching Unit 1, faculty play multiple, shifting and interdependent roles. Faculty 
show role flexibility and become co-mentors,

4) Team members do not become experts in their colleague’s area(s) of expertise.  The 
group creates common knowledge and group expertise, and


5) As social learners in a rich and complex learning environment, faculty move beyond 
the role of generalists and become integrators of knowledge.  (Young, pp.148-149)
Young further noted that the interdisciplinary nature of the Unit 1 course content has resulted in the growth of interdisciplinary team teaching, a concept that is a central feature of learning communities.  Weekly meetings of the Unit 1 faculty helped to build develop their peer support culture and interpersonal relationships.
School and School District-Based
 

A total of four dissertations dealt with evaluating CoP from schools or school district; three dissertations centered on CoP in schools and one dissertation studied an entire school district. Two dissertations involved participant teachers at the secondary level.  McCann (2003) studied two teams of six teachers (seven female and five male) from a large Wisconsin high school.  They were part of a School Yard Habitat Restoration (prairie restoration) activity through the Earth Partnership Project (EPS) which addresses issues of ecological literacy, and environmental protection concepts.  Moore (2003) studied five high school math teachers who were completing their first year of participation in a required lesson study group (LSG) as part of their participation in a secondary mathematics method courses coordinated by a major Midwestern university.  Gallucci (2002) studied six elementary classroom teachers from two high-poverty schools in one midsized, urban/semi-urban school district in the state of Washington.   She evaluated the role of CoP in response to reform efforts and whether the participants made shifts or changes in their instructional practices. Wechsler (2001) examined an entire school district – schools, faculty, staff and community.   She focused her research on how the (CoP) district can support the work of schools.  All four dissertations used a case study research format.


McCann collected data over a six month period through interviews, site visit observations, document review, and sociogram analysis.  The CoP teams became the units of study as McCann evaluated teachers’ learning after completion of a professional development activity.  The research questions evaluated the CoP and school learning experience, implementation experiences upon returning to their school after completion of professional development conducted outside of their school environment, application of knowledge, and contextual factors as perceived sources of support and barriers to implementation.  McCann found that “conflict seemed to be mitigated by teachers’ individual and collective passion for the restoration project, which increased their willingness to work through personal and collective difficulties and frustrations” (McCann, 2003, p.216).   Further exploration of learning and power dynamics among CoP members, as well as potential marginalization of traditionally underrepresented groups (e.g., women, people of color, and members of differing social class) is needed to further understandings of CoP.    Moore conducted semi-structured interviews over a two week period upon the completion of participants’ first year of a study group.  The teachers were supported by an on-line professional development environment, the Inquiry Learning Forum, which was designed upon the precepts of CoP.  Moore found that, for participants, the core goal of professional development was to improve teaching and the use of technology to support classroom practice. Teachers didn’t care if their professional development goals were aligned with school or corporation goals (i.e., goals of the larger system is irrelevant).  Teachers’ goals appear to be related to their level of teaching experience; professional development goals grow in ever widening circles of influence and contributions as teachers mature.  This shift in goals during professional maturity aligns with their positions within their respective CoP that is their local school district (p. 221).  The teachers found little use for the on-line inquiry Learning Forum as an environment supportive of their work, either in or out of the lesson study group.  


Gallucci used a variety of tools to collect data throughout the year including three interviews, observations of participants teaching on six different days, interviews with school faculty members and assorted documentation. The characteristics and qualities of the teachers’ communities of practice, including their relative strength and openness (to learning), affected their commitment to opportunities for learning.  For example, to improve understanding of curriculum, one teacher changed the curricula to meet students’ needs; the other teacher expected the students to change. In both schools, communities of practice were bypassed as sites for “collaborative, sustained or embedded professional development” (p.13).  For teachers in strong, insular communities, their practice was as it always was and they responded superficially to district policies and mandates. They gave the appearance of using new materials enough to be seen as conforming. New teachers were in the weaker communities and they complied with mandates and sought out guidance on curricula and implementation.  Assessment policies, specifically the high stakes policies for both teachers and students, overpowered the communities, regardless of characteristics.  The teachers were stunned and “they did little to achieve a negotiated alignment with the assessment (or the looming accountability) policies”. (p.14)  Learning was occurring in practice — but that we might not recognize it to be.  The ability to “see” communities of practice (both informal and formal) and how they serve to mediate teacher learning and responses to policy was a first step towards harvesting and harnessing the energy to effect positive instructional change. 

Wechsler collected data over a two and a half year period. She used semi-structured interviews, focus groups of key district personnel, and document analysis and found that reform resulted from individuals who bring varying perspectives and levels of expertise to their work.  Reform did not occur in individuals or individual sites but was created in “situated practices” in which individuals and individual sites are co-participants.  They share: 1) a joint enterprise (a district-wide focus on improving teaching and learning), 2) mutual engagement (professionals working together to achieve common goals), and 3) a repertoire (policies and practices to build districtwide capacity).  Participation by diverse stakeholders in focused systems change efforts was seen as the central means by which reform was enacted.  Both McCann and Gallucci found that conflict and tensions are a normal and essential component of a functioning community, which reiterate other researchers’ findings.  Conflict and tension arise when there is a perceived difference between local meanings held by participants within the CoP and externally developed standards for practice. Gallucci suggested that “The ideal would be to balance perspectives and allow for negotiability of meaning at the local level” (2003, p.21).
Other   

Two dissertations were placed in the “other” category.  Riddle (2003) evaluated an on-line CoP primarily of teacher practitioners at teachers.net.  The study focused on why and how teachers participated in on-line learning and whether such learning constituted professional development.  Printy (2002) evaluated the CoP of 420 high school science and math teacher participants of the National Educational Longitudinal Study (NELS: 88) across the country. The first stage of the NELS: 88 research examined factors that contributed to teachers’ participation in CoP including teachers’ social and professional characteristics and school demographic and organizational characteristics.  The second stage of the research investigated the professional impact of such participation on the three outcome variables: teacher earning, teacher competence, and use of standards-based pedagogy.


Riddle used both qualitative and quantitative research methods.  The quantitative data came from 34 of the 37 survey questions voluntarily completed by 78 participants.  Twelve of the respondents were selected and agreed to be interviewed.  Interview data comprised the qualitative portion of the study. The majority of surveyed teachers believed their voluntary participation in ‘teachers.net’ (TN) helped them achieve their professional development goals: One hundred percent of the respondents agreed that online professional development activities were valuable for them; and ninety-nine percent said they enjoyed online professional development and think time (reflection) use was productive. Participants exhibited four types of need: collaboration, assistance in instructional implementation; camaraderie, and mentoring.  For Riddle and the online CoP, the benefits of participation were related to the culture of the CoP environment.  Participants had personal freedom of choice on topics, professional growth, empathy, increase in self esteem, and control of professional development. The environment was a safe place to ask question and respond, which encouraged participation. The CoP provided continuous access to experts, assistance with specific students, resources for curriculum, support in program implementation, and shared instructional goals.  Mailrings seemed the most useful tool to support CoP participation.  It extended the professional community beyond school and district.  A ‘mailring’ is a listserv of mailing lists, and can be organized a variety of ways: grade level, topic, organization level, purpose, etc.  

Printy used hierarchical linear models to provide evidence that CoP significantly increases teacher learning, competence and use of student-centered techniques.   The social learning inherent in communities of practice enabled teachers to gain knowledge, modify beliefs, and change instructional practice; it also exerted normative pressure to maintain the status quo with instruction by mediating the influences from the external environment (p.172).

 Where interaction is high and broad throughout the school, CoP represented a rich web of relationships that supported change efforts and teacher learning that improved instruction.  Access to new ideas and to outside expertise was a critical component to job-embedded learning and best worked in conjunction with CoP.  “Teacher learning is influenced by their personal traits, their legitimate access to participation, learning resources, departmental leadership, and organizational characteristics of the school, including organic management and principal leadership.”  (Printy, 2002, p. 166)
Theoretical Base: Evidence and Findings


Buysse, Sparkman and Wesley (2003) reiterated the theoretical base concept that knowledge is situated in experience and experience is understood through critical reflection with others sharing the experience.  The primary purpose of their article was to “examine the conceptual and theoretical underpinnings of the community of practice model as a framework for integrating educational research and practice” (p.265).  They stressed the following three tenets of situated learning theory:
· Learning grounded in daily activities and cannot be separated from the complex environment in which knowledge must be applied;

· Knowledge acquired through experience and transfers ONLY to similar situations; and

· Learning is result of social processes that require negotiation and problem-solving with others.
The addition of reflective practice theory gave structure to the social processes and integrated the four forms of reflection into practice:

· Technical examination of one’s skills and competencies in specific settings;

· Descriptive analysis of one’s performance in a professional role;

· Dialogic exploration of alternative ways to solve problems in professional situation;

· Critical thinking about effects on others of one’s actions considering social, political, and cultural focus.

The authors made a critical point when they described a shift in the emphasis of CoP.  Instead of education “describing” various CoP there is now emphasis on “creating” CoP for the purpose of supporting learning environments and improving practice (p.266).  They made a call for collaboration and partnership in the rhetoric of research granting agencies: different forms of consumer and stakeholder participation in knowledge generation and dissemination; and integrated research and practice in educational professional development.


Buysse, Sparkman and Wesley (2003) raised questions about where knowledge comes from, who is responsible for generating and sharing knowledge, and with whom.  The lack of public support for education was laid on the sharp divide and disconnect between education research and scholarship and the practice of education in schools and other settings. Practioners and researchers could co-construct knowledge in CoP.  Basic changes would occur to the way researchers and practitioners engage each other to build trust and sustain long-term relationships. Researchers and practitioners could develop shared inquiry and learning centers around issues, dilemmas, and ambiguity that emerges from actual situations in authentic practice. 

Schlager and Fusco (2003) concurred with the idea that studies at many levels, developed inside, outside, and even informally, are disconnected from practice, fragmented, and misaligned. To ameliorate this situation, the authors developed and refined the sociotechnical infrastructure of a virtual environment called: Tapped In (www.tappedin.org), which they call an online education CoP.  CoP are viewed as emergent, self-reproducing and evolving entities, which are distinct from and extend beyond formal organizational structures.  CoP have organizing structures, norms of behavior, communication channels and history.  Only by engaging in work and talking about the work from inside the practice can one learn to be a competent practitioner (reflective practice theory). Schlager and Fusco provided evidence that online sociotechnical support structures and sound professional development activities can promote “healthy” cultural norms, membership diversity and growth, distributed leadership, public and private dialogue, and large-scale professional networking. The Tapped In and Inquiry Learning Forum projects also substantiate these ideas. (Schlager & Fusco, 2003)

The application of new knowledge should be the benchmark for evaluating the effectiveness of CoP.  A major challenge will be for researchers to shift the focus from mastery as residing within the experts to mastery as residing within the practice community. There is also a challenge of the literature (one-shot studies that do not lead to major insights) and the need to improve trustworthiness, usability, and accessibility of research.  The challenge for both researchers and practitioners lies in recognizing opportunities to evolve existing groups closer to a CoP perspective.  The authors think it is essential that we create new mechanisms for collecting, synthesizing, and dissemination findings of knowledge generated thorough CoP, prepare professionals in ways that promote interdisciplinary training practices and seek new ways to inculcate the value of community relationships within our universities.  Sustaining large-scale theory based reform efforts needs CoP to provide support, deflect challenges from the broader environment, and furnish feedback and encouragement. The internet could be used to deliver training and create online communities to sustain the learning after formal professional development.  Strong district communities have shared norms, values, and expectations, which support teacher innovation and are communicated throughout the district. Weak district communities are fractured by disputes, disrespect and inconsistent leadership. Facilitators need to detect CoP dysfunctional symptoms and repair them.  Schlager and Fusco questioned the role sociotechnical infrastructure might play.  Could education technologists help community embrace change and promote unification?  They suggested guideposts for technology design that support system wide improvement, which need to be defined in real time with real communities doing real work. The guideposts need to address CoP learning processes, history and culture, membership identity and variety, community reproduction, social networks, leaders and contributors, tools, artifacts, and places, and most importantly, the practice itself. (Schlager & Fusco, 2003)
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CoP Research Matrix

Institutions of Higher Education

The following studies are listed alphabetically by year from newest to oldest.

	Study
	Data Collection Methodology
	Sampling
	Findings

	Author: 

Hager, M. (2003)

Research Question / Purpose.

1. What role do mentoring relationships play in a doctoral student’s training in a research intensive school of education?

2. How do psychosocial functions contribute to doctoral students’ experiences in mentoring relationships?
	Qualitative case study (Interactive and constructivist)

Design

- tape recorded open-ended interviews

- tape recorded semi-structured interviews built on emerging themes

- interviews conducted over a nine month period
	10 college of education faculty and 24 of their mentored students

Total of 52 interviews with over 400 single spaced pages

-Deans

-Faculty identified as exemplary mentors 

-their doctoral students in education

School of Education recipient of Spencer Research Training Grant – at a major research university


	Found strong evidence that for these participants, mentoring is learning to participate in communities of practice of educational research.

Mentees experienced authentic practice in the collaboration with their faculty mentor. 

CoP at the doctoral level means mentoring and apprenticeship with doctoral faculty to learn how to 

· design & implementation research,

· teaching, 

· communicating through publications,

· preparing & delivering conference presentations, and 

· collaboration with other practitioners and researchers.

	Author:

Hoffman-Kipp, P. H. (2003).

Research Question / Purpose.

1. What is the nature of teacher learning about student cultural diversity that occurred in the Novice Seminar” 

- How was this learning related to the development of a political consciousness in each participant? 

- How was their learning mediated by prior beliefs, emerging identities and programmatic artifacts introduces during their first year?

2. Opportunities for change: How were Novice Seminar participants given the opportunity to develop both an enriched understanding of the connections between student culture and learning processes AND a political consciousness about their role as teacher?  
	Ethnographic methodology

Sociocultural and constructivist approach

Analysis of four in-depth preservice teacher cases

10-week Seminar part of two year masters program.   

10 seminars of 1 hour videotaped over a six month period
	Each  preservice teacher had -2 in-depth video tapped interviews

Interviews transcribed and analyzed using genetic analysis


	Emergent themes:

1. Methods and Sources of Novice Appropriation. A major theme of novice appropriation appeared to be “synthesis” of prior beliefs with new ones from peers, mentors, facilitators, parents and others in the school community.

2. Transmission vs. Transformation of Participation: the Teacher’s Role. 

Novices had difficulty confronting the community of learners’ notion that assistance is provided by peers rather than the teacher. They had difficulty perceiving their role outside that of transmitter of knowledge rather than facilitator or organizer of classroom activity. Novices saw their role as teachers in a new light.

3. Management, Planning, and Student Behavior. Novices struggled with being the source of knowledge rather than establishing classroom structures within which students could receive assistance from numerous sources, artifacts, experts, etc.

4. Language. The result of these conversations reveals a growing repertoire of strategies without a concomitant development of a philosophy about difference, diversity, and culture. This provides evidence of teacher change.

5. Teacher’s role and relationships: the affective vs. cognitive guide.  

Novices commented on the difficulty of forging relationships in one-on-one settings with students during their observations, and then having to move into the student teacher role with the whole group and fearing the transition. It was difficult for novices to move from the affective to the cognitive.



	Author:

Young, J. B. (2003).

Research Question / Purpose.

1. How do Margaret Dwyer College (MDC) faculty members teaching in MDC’s Unit 1, gain knowledge outside the domain of their expertise?  

2. How do faculty members gain knowledge? 

3. How do faculty members gain knowledge outside the focus of their original areas of expertise?

4. How do faculty learn from each other? 

5. Are they able to ask each other for assistance?  

6. Are they able to admit they don’t know something? 

7. What effect does this have on the group dynamic?

8. How do faculty members feel about sharing responsibilities of multiple course issues (student learning, course assignment, etc.) with other faculty members?

9. How do faculty feel when they are in the role of collaborator? Novice? Learner?


	Single-case embedded case study with descriptive and explanatory components

Observing, interviewing and working among five faculty members who are part of an interdisciplinary, team taught learning community.


	5 faculty members of Margaret Dwyer College who taught Unit 1 in the fall of 2001. Unit 1 is a six week, eight credit interdisciplinary general education course. It is the first of four such courses.

Collections methods include: Direct observation, systemic interviewing, analysis of the study’s email communications and reflective writing samples, videotaped focus group. 

Each of the participants was interviewed 3 times using the same series of questions. 

Observed planning meetings and twice a day check-ins. 

Researcher was a “participant observer”. 

Observations collected in field notes. 

5 types of questions:

-Simple demographic 

-Background questions

-Open-ended exploratory questions

-Behavioral Event Interview (BEI) questions

-Scenario-based questions

Participants interviewed 3 times over a six month period – fully transcribed by a professional transcriber

Setting varied for each data collection method – time & location


	Five themes emerged:

1. Faculty learn by following the models of others, through rich and varied interaction, and by reflecting on their experience.

2. Faculty learning is context-driven.  The structure, process, and curriculum of Unit 1 helps to create a supportive faculty learning culture rooted in respect and care

3. In teaching Unit 1, faculty play multiple, shifting and interdependent roles. Faculty show role flexibility and become co-mentors.

4. Team members do not become experts in their colleague’s area(s) of expertise.  The group creates common knowledge and group expertise.

5. As social learners in a rich and complex learning environment, faculty move beyond the role of generalists and become integrators of knowledge.  




CoP Research Matrix

School and School District-Based

The following studies are listed alphabetically by year from newest to oldest.

	Study
	Data Collection Methodology
	Sampling
	Findings

	Author:

McCann, E.P. (2003).

Research Question / Purpose.

1. How do EPS teacher participants’ learning experiences in the work setting reflect the theoretical concept of Cop? 

Sub questions: 

How do teachers’ experiences reflect a common domain of shared interest? 

What practices do teacher participants develop as they implement an EPS project at their school? 

Who do teachers perceive as being participants in their community and does participation change over time as they implement a restoration-based education project in their school context?

2. What is the nature of teachers’ learning experiences

in practice when they return to their school setting to implement a restoration-based education project?

3. How do teachers apply their EPS professional development experiences in their school context?

4. What contextual factors, such as perceived sources of support and barriers to implementation, affect learning dynamics among group members?


	Case study conducted in concert with on-going quantitative and qualitative EPS program assessments

- sociogram used to chart interrelationships

 - In depth semi-structured personal interviews, site visit observations and document review.

- Modified snowball sampling technique is used to identify who has information that is important to the research.

-data collected over six month period
	Teams from 12 EPS teacher participants:

- Two teams of six teachers from an area high school

(a school principal was also interviewed)

Teams become the unit of analysis, rather than the individual teacher

High school in Wisconsin  with

 - 1,500 students 

- 120 faculty & staff  

Team consisted of

seven female and five male and taught 11 different subjects


	Common domain of interest = teacher interest and passion for prairie restoration 

Significant overlap of teachers’ sociogram results indicates a sense of community and understanding of who the CoP members were within the school setting. 

Demonstrated mutual engagement in a joint enterprise by means of a shared repertoire of resources. 

Roles of old-timer, newcomer, legitimate peripheral participant and non-participant reflected by participants.

Mentoring and leadership development among some old-timers and newcomers were identified as sources of on-going learning. 

Tensions and conflict that arose among prairie project cop members reiterate other researchers’ findings that conflict is a normal and essential component of a functioning community. 

Mentoring relationships and leadership affected with return to work as participants’ relationships became shaped by pressures & forces external to the CoP. In many cases the time associated with these activities lessened. 

Suggest exploration of learning and power dynamics, as well as potential marginalization of traditionally underrepresented groups to further understandings. 

Departmentalization reduced professional interaction and dialogue across disciplinary lines

The size of the school building (operational unit) 

- impeded communication and collaboration across departments

- limited the possibilities of diverse cops 

-limited implementation of a comprehensive interdisciplinary school project.



	Author:

Moore, J. (2003).

Research Question / Purpose.

1.  What do these five teachers value most in professional development (PD): what are their goals; what aspects of PD are most valuable to them; how and why do they make PD choices?

2. Do the teachers find value in their participation in the Lesson Study Group and the Inquiry Learning forum and if so, in what ways: how have they participated in both; what features of each projects have been perceived as the most valuable & why?

3. To what extent are their professional development values, choices, and participation in these 2 projects consistent with the theory of community of practice & in what ways?


	Used cross-case or collective design 


Qualitative research 

1. Strive to understand the meaning of an experience & understanding teachers’ desires, needs & reasons for PD, meaning of PD; 

2. Process through which they make decisions, context of participation in 

Lesson Study Group (LSG) and the Inquiry Learning Forum (ILF) 

(online professional development environment)


	This study focuses on five secondary math teachers at the end of their first year of participating in a lesson study group (LSG) coordinated by a major Midwestern university.

Not a purposeful sample – is entire population 

Series of recorded interviews 

(2 or 3, 90 minute semi-structured interviews) over the course of 2 weeks in the Fall of 2001

Observations of project meetings, log-file data from ILF & written evaluation of the LSG project.

· written memos

· constructed model of LSG experience

concept analysis
	Core goal of PD = improve teaching & using technology to support classroom practice 

- PD must be flexible enough to meet varying needs of teachers

- Teachers didn’t care if their PD goals were aligned w/ school or corporation goals (goals of the larger system is irrelevant)

- Goals appear to be related to their level of teaching experience

- PD goals grow in ever widening circles of influence and contributions as teachers mature

- Shift in goals during maturity in the profession aligns w/ their positions within the CoP that is their local school district 

- Valued opportunities to interact & collaborate:


Sharing idea


Opportunities for reflection


Observing teaching

- Appear to desire a functioning, strong CoP within their building context 

- Greatest potential for CoP to influence support practices is nearest the practice – the local school. 

- LSG project had impact beyond the project itself

- Value found in multiple perspectives



	Author:

Gallucci, C. (2002).

Research Question / Purpose.

How do communities of practice mediate what teachers learn in response to reform efforts?

What shifts or changes do they make in their instructional practice?”


	Qualitative, ethnographic, multi-level, case study design

Policy oriented


	Six elementary classroom teachers from “two high-poverty school settings in one midsized, urban/semi-urban school district in the state of Washington.  

Interviewed 3 times in variety of settings throughout school year.

Observed teachers as they taught their classes on a minimum of six different days during the school year (1999-2000).

Grade levels ranged = 1 – 5

teaching experience ranged = 3 to 11 years. 

Interviews were also conducted with school principals, teacher specialists, and relevant district administrators.

Used interview protocols, videotape and video equipment, and assorted documentation.


	Characteristics and qualities of the teachers’ communities of practice:

 - did affect their interpretation of policy to the extent that their practice ranged from full compliance to no compliance with approved substitution, 

- affected their commitment to opportunities for learning,

- influenced the kinds of changes teachers made in their instructional practice as a response to policy (reform), and

- were overpowered by reform policies.

1. Learning is occurring in practice — but that we might not recognize it to be.  

2. The ability to “see” communities of practice and how they serve to mediate teacher learning and responses to policy is a first step towards harvesting and harnessing the energy to effect positive instructional change.

3. Policy without participation runs the risk of disengagement on the part of practitioners.   

4. Issues of power do play a role and need to be examined.



	Author:

Wechsler, M.E. (2001).

Research Question / Purpose.

How can districts support the work of schools?


	This is a case study which presents an example of a district that plays an important role in instructional reform


	East Bay School District and their schools, faculty, staff, and community.

Key district personnel include: the Superintendent, the Assistant Superintendent for Educational Services, the Assistant Superintendent for Business, the Director of Personnel, the District Assessment Resource Teacher, the Bay Area School Reform Coordinator, District Reform Coordinator, the former Superintendent, and, three School Board members, including the School Board President.

Data were collected by the author over 2 ½ years

This study is part of two larger studies being conducted by the Center for Research on the Context of Teaching (CRC) at Stanford University including a study on district contexts for teaching excellence that is part of the Center for the Study of Teaching and Policy, and the BASRC evaluation.
	Reform result from individuals who bring varying perspectives and levels of expertise to their work.  Reform does not occur in individuals or individual sites.  Reform is created in “situated practices” in which individuals and individual sites are co-participants.  Participation is seen as the central means by which reform is enacted.

East Bay School district:

-fosters joint enterprise: a districtwide focus on improving teaching and learning

-facilitate mutual engagement: professionals working together.

- utilize and develop a shared repertoire: policies and practices to build districtwide capacity.


CoP Research Matrix 

Other

The following studies are listed alphabetically by year from newest to oldest.

	Study
	Data Collection Methodology
	Sampling
	Findings

	Author:

Riddle, E.M. (2003)

Research Question / Purpose.

1. Why k-12 teachers participate voluntarily? 

2. What ways do teachers voluntarily participate in online learning? 

3. How do their reasons for participation affect their level of participation? 

4. How they believe their participation impacts their development as teachers? 

5. Does voluntary online learning foster CoP as defined by the literature on teacher prof development?


	Online Site selection – voluntary participation, independent of corporate or organized non-profit group, easily accessible & of interest to a variety of teachers, offers synchronous and asynchronous tools

1. Survey & online synchronous interviews

2. Solicit research participants – description of the research project posted on each group’s discussion board, within each listservs and at synchronous meetings 

3. Asked to email the researcher or go directly to the survey by click on the url within the advertisement

in the ad, read and agreed to a letter of consent before completing the survey

4. Quantitative survey with opportunity to clarify w/ qualitative data

5. Survey developed with Response-o-Matic, web based tool that processes forms – 37 question survey (took 15 min to complete)

6. Asked if willing to be contacted for follow-up online interview – enter name & email address. 

7. After submission of the survey – received a thank you with copy of their input.


	Qualitative data analyzed with Nvivo

Inspiration – mapping software and the creation of matrixes; quantitative data analyzed with SPSS

Quantitative data 

1. Came from 34 of the 37 questions.

2. 78 survey responses received

-Organized each by number of tools used, -length of participation in TN and years of teaching experience – 

3. A total of 12 participants were chosen for interviews

4. teaching experience ranged from 1 yr to 32 years – average of 12 years

5. 70% have earned credit beyond their college degree

6. Length of participation in teachers.net ranged from less than a year to eight years – average of two years.

representing a heterogeneous group varying in all factors 

7. Received step-by-step directions for entering TappedIn – met researcher in her private office – interviews lasted 60 – 90 min. submitted a web-based letter of consent


	1. Majority of surveyed teachers believe their voluntary participation in teachers.net (TN) helps them achieve their PD goals (95 %)

-100 % agreed that online PD activities are valuable for them

-99% said they enjoy online PD & think time use was productive

-69% described how became involved with TN –-46% direct web search; 20 % random web search

2. What influenced their participation – 4 types of need: collaboration, assistance in instructional implementation; camaraderie, mentoring

3. Benefits of participation – 

-Personal = freedom of choice on topics, prof growth, empathy, increase in self esteem, & control of PD;

-Environmental = safe place to ask question & respond – encourages participation, open & friendly, lounge, office, etc.

-Instructional = continuous access to experts, assistance w/ specific students, resources for curriculum, support in program implementation & shared instructional goals.

4. 55% participate in TN 5 or more times a week; 20% participate 3-4t times a month.

5. Variety of tools encourage more participation – mailrings seemed the most useful

- professional community extends beyond school & district

- 97% believe their participation in TN is a type of membership in a community = shared purpose, supportive environment, knowledge of each other, variety of ages, experience & activities, & similar needs.

Note: a ‘mailring’ is a listserv of mailing lists, and can be organized a variety of ways; grade level, topic, organization level, purpose, etc.

	Author:

Printy, S.M. (2002).

Research Question / Purpose.

1. What social and professional characteristics influence mathematics and science teachers’ participation in productive communities of practice? 

2. To what extent do differences in mathematics and science teachers’

participation in such communities of practice relate to their professional development and the department chair’s instructional leadership? 

3. To what extent do school demographics affect mathematics and science teachers’ participation in Productive communities of practice?

4. How important are school context factors such as organic management, professional development support, and principal instructional leadership to the development of such communities?

5. To the extent that teachers’ communities of practice are characterized by rich interactions among members and purposeful activities focused on instructional improvement, participation in such communities increases teachers’ knowledge, competence, and pedagogical skills. 


	Uses data from the National Educational Longitudinal Study (NELS: 88), first & second follow-up has 2 stages of multi-level analysis. 

First stage examines factors that contribute to teachers’ participation in COP, including teachers’ social and professional characteristics and school demographic and organizational characteristics. 

The second stage investigates the professional impact of such participation on the three outcomes variables: teacher learning, teacher competence, and use of standards-based pedagogy. Includes private & Catholic schools.


	Range of HS across the country - 420

NELS: 88 database collected 1988 on eighth grade cohort; collected again 3 biennial follow-ups; 

- 1990 baseline sample monitored transition into secondary schooling; 

- 2nd follow-up – 1992 entered the 2nd term of senior year. 


	Hierarchical linear models provide evidence that teachers’ participation in communities of practice:

-- is influenced by their personal traits, their legitimate access to participation, learning resources, departmental leadership, and organizational characteristics of the school, including organic management and principal leadership. (p.166)

--significantly increases teacher learning, competence and use of student-centered techniques. 

- For two dependent variables, communities of practice and standards-based pedagogy, the analyses include significant interactions for subject and curricular track. 

- Findings from the study suggest that communities of practice serve both to adapt and stabilize.

- The social learning inherent in communities of practice enables teachers to gain knowledge, modify beliefs, and change instructional practice; it also exerts normative pressure to maintain the status quo with instruction.

-  Productivity of community membership depends on 2 factors:

1) The extent of the teachers’ legitimate participation in activities valued by the community, 

2) The span of teachers’ engagement (limited or broadly throughout the school).

The impact of these communities on schools varies widely.  “Some communities enhance teachers’ capabilities and bring beneficial knowledge to schools, while others serve to keep teachers chained to long held and unchallenged assumptions and mired in staid educational programs.”  

Where interaction is high and broad throughout the school Cop represent a rich web of relationships that can support change efforts and teacher learning that improves instruction.

Departmental leadership is the most important factor in determining the quality of teachers’ community participation

Access to new ideas and to outside expertise is a critical component to job-embedded learning and best work in conjunction with CoP.


Theoretical Matrix

Theory-based conceptual articles on communities of Practice

	Article
	Conceptual questions/ purpose
	Theoretical Base/

Evidence
	Implications

	Buysse, V., Sparkman, K. & Wesley, P. (2003)

Communities of practice: connecting what we know with what we do.

“The notion that practitioners and researchers should work together to co-construct knowledge as part of a common enterprise, rather than through separate endeavors, could have far-reaching consequences for connecting what we know with what we do in education.” P. 275
	To examine the conceptual and theoretical underpinning of the community of practice model as a framework for integrating educational research and practice.

1. to stimulate dialogue among researchers and consumers about new ways of connecting the what we know (through research) to what we do (in special education and early intervention practice)

2. to analyze applications of model document in the literature for the purpose of transforming traditional methods of conducting research on educational practice

3. to challenge the field to consider new ways to promote dialogue and inquiry on this issue


	Theoretical basis:

 - knowledge is situated in experience

 - experience is understood through critical reflection with others sharing the experience

Situated learning theory:

- learning grounded in daily activities and cannot be separated from the complex environment in which knowledge must be applied

- knowledge acquired through experience and transfers ONLY to similar situations

- learning is result of social processes that require negotiation and problem-solving with others

Reflective practice theory:

- technical examination of one’s skills & competencies in specific settings

- descriptive analysis of one’s performance in professional role

- dialogic exploration of alternative ways to solve problems in professional situation

- critical thinking about effects on others of one’s actions considering social, political, and cultural focus

1. Call for collaboration and partnership in rhetoric of research granting agencies

2. Resurgence of different forms of consumer & stakeholder participation in knowledge generation & dissemination

3. Need to integrated research and practice in educational professional development

4. Questions raised about where knowledge comes from, who is responsible for generating and sharing knowledge, and with whom

5. Lack of public support for education laid on the sharp divide and disconnect  between education research and scholarship and the practice of education in schools and other settings 

6. Compared to action research groups and professional development schools, communities of practice offer a  promise of altering the linear relationships 

7.  CoP provides potential for practioners and researchers to co-construct knowledge

8. With the development of a professional CoP, basic changes to the way researchers and practitioners engage each other to build trust and sustain long-term relationships


	1. Across fields, CoP:

 - share a common and cultural and historical heritage with shared goals and meanings

 -  is situated within an interdependent system connecting the individual with something larger

 -  has a reproduction cycle as old-timers leave, and new members enter to model their peers of mature practice

2. Shared inquiry and learning center around issues, dilemmas, and ambiguity that emerge from actual situations in authentic practice

3. The application of new knowledge is the benchmark for evaluating the effectiveness of CoP

4. Challenge for researchers to shift the focus from mastery as residing within the experts to mastery as residing within the practice community

5. Challenge of literature one-shot studies that do not lead to major insights & need to improve trustworthiness, usability, and accessibility of research

6. Challenge lies in recognizing opportunities to evolve existing groups closer to CoP perspective

7. Essential we create new mechanisms for collecting, synthesizing, and dissemination findings of knowledge generated thorough CoP 

8. Prepare professionals in ways that promote interdisciplinary training practices 

9. Seek new ways to inculcate the value of community relationships within our universities

	Schlager, M., Fusco, J. (2003)

Teacher professional development, technology, and communities of practice: Are we putting the cart before the horse?


	1. Why do education researchers, policymakers, district leaders, and technologists need to understand, nurture, and support communities of practice in K–12 education?
2. What can education technologists do to help nurture and support communities of practice in K–12 education?

The authors seek to understand

- the nature of local education communities of practice,

-  their reciprocal relationship with teacher professional development and instructional improvement interventions, 

-  the sociotechnical infrastructure through which the community supports the professional growth of its teachers.

The authors envision the development of systemic (i.e. district or statewide) online education communities of practice that 

- serve the professional development needs of teachers 

- support the missions of professional development providers 

- across a district, state, or region


	1. Authors have been developing and refining the sociotechnical infrastructure of a virtual environment called : Tapped In (www.tappedin.org) which they call and online education community of practice

2. Cop are viewed as

-emergent

-self-reproducing,

- evolving entities

3. CoP are distinct from and extend beyond formal organizational structures

4. Cop have

- organizing structures 

 - norms of behavior

- communication channels

 - and history

5. Only by engaging in work and talking about the work from inside the practice can one learn to be a competent practitioner. 

6. Professional development is viewed as 

- career-long, 

- context specific,

- continuous endeavor 

- guided by standards,

- grounded in the teacher’s own work, 

- focused on student learning, 

- tailored to the teacher’s stage of career development.

7. The objective of PD is to 

- develop, implement, and share 

- practices, knowledge, and values 

- that address the needs of all students. 

8. PD is a collaborative effort, in which

teachers receive support from 

- peer networks

- local administration

- teacher educators

- outside experts.

9. Studies at all levels, developed inside, outside, and even informally, are disconnected from practice, fragmented, and misaligned.

10. Activity Theory framework suggests catalytic effects when PD aligned with CoP

(rules, tools, & division of labor)

11. Evidence that online sociotechnical support structures and sound PD activities can promote “healthy” cultural norms, membership diversity & growth, distributed leadership, public & private dialogue, & large-scale professional networking.  See Tapped In and Inquiry Learning Forum projects


	1. Sustaining large-scale theory based

reform efforts needs a CoP to 

- provide support

- deflect challenges from the broader environment

- furnish the feedback & encouragement 

2. Internet used to deliver training & creating online communities to sustain the learning after formal PD

3. Sustainable and scalable PD interventions have found an

extant education community of practice - - coalesces around 

- interacts with

- influences formal teacher PD and reform programs

4. Strong district communities are

- shared norms, values, and expectations 

- support teacher innovation

- are communicated throughout

the district

5. Weak district communities are

 fractured by 

- disputes

- disrespect

- inconsistent leadership

6. Need to detect CoP dysfunctional symptoms & repair them – What role sociotechnical infrastructure play? Can education technologists help community embrace change? Promote unification?

7. Use of sociotechnical support structures to

- improve health of education community

- support community role as context & catalyst for improved instruction & pd

8. Guideposts for technology design that supports system wide improvement need to be defined in real time  with real communities doing real work

- learning processes

- history & culture

- membership identity & multiplicity

- community reproduction

- social networks

- leaders & contributors

- tools, artifacts, & places

- the practice


Conclusion

CoP are a relatively new concept to the educational literature scene.  The majority of research and literature focus on the who, and what and where.  My question asked “How are researchers evaluating educational CoP?”  This is more about how CoP work (processes) and what is the effect on learning, specifically how knowledge is used or applied.  


The literature showed that CoP played a major role in the professional learning that occurs in schools, districts, organizations, higher education institutions across the country.  The results were consistent whether the community was urban or rural, virtual or live. Learning appeared to be natural phenomena of communities of practice and mentoring and apprenticeship played a strong and important role in individual learning. The literature review clearly answered the question “How do researchers evaluate the learning (or knowledge) that takes place in CoP?”
 
The ability to “see” communities of practice (Wenger, McDermott, and Snyder, 2002) and how they serve to mediate teacher learning and responses to policy is a critical first step towards harvesting and harnessing the energy to effect positive instructional change, i.e. educational reform (Gallucci, 2003). Policy without participation runs the risk of disengagement on the part of practitioners.  Individual and collective passion for the shared concerns of the CoP seemed to mitigate conflict among participants and “increased their willingness to work through personal and collective difficulties and frustrations” (McCann, 2003, p.216).

 Issues of power did play a role within the community and need to be further examined.    Further exploration of learning and power dynamics among CoP members as they participate in complex multiple relationships, as well as the potential marginalization of traditionally underrepresented groups (e.g., women, people of color, and members of differing social class) is needed to further understandings and better reap the benefits of CoP.  The use of on-line systems for CoP serves not only to support the CoP but also have the potential to extend the CoP to the larger community outside of schools and the field of education.  The personal freedom provided by on-line CoP to seek expertise, ask questions and respond, and tailor professional development provides an opportunity to collectively address systemic issues of national importance to research, policy, and practice.  Where and when to use on-line supports and which processes it improves have yet to be researched, but the potential for positive impact in systemic reform initiatives exists.

Indeed, CoP may be the missing piece to the educational reform puzzle.  It impacts policy development and professional development, and many other aspects of educational systems.  The millions of dollars spent on technical assistance and dissemination projects may be better spent at the school and district levels developing communities to support and enhance the learning and practices of all members of the school and school district family.  
Future Research


I plan to continue this research in the future.  Not only is it directly related to my work at the national, state, and local levels with CoP, but I probably will also explore some aspect for my dissertation.  I have seen first hand the remarkable progress that states and organizations can make when they learn to harness the synergy of CoP.  
Possible Research Questions


I am fascinated by the ability of humans to “learn” and use knowledge.  Several issues that needed further research were identified in the synthesis and in the conclusion.  These include the following:  1) learning and power dynamics within the CoP, 2) potential marginalization of traditionally underrepresented groups, 3) use of on-line technology to support and develop CoP, and 4) identification and nurturing of CoP for implementation of system reform initiatives. I want to explore leadership within the larger community practice and the concomitant effects on individual and group learning.  I am also fascinated with the concept of professionalism and how it may be nurtured by CoP. The use of reflective practices within the CoP and its impact on personal learning needs to be explored as well.  CoP could possibly have a starring role in redefining what it means to be a professional educator. 

Possible Methodologies

The complexities and multilevel aspects of CoP would require major research on a number of conceptual theories, all of which have appropriate associated methodologies.  Situated learning theory within the CoP framework will be the foundation of the research.  The qualitative design probably would be an ethnographic, multi-level case study.  

Possible Conceptual Frameworks


This will depend on the questions and the purpose of the study. Of course, situated learning theory will be the foundation.  Group and leadership related theories will be important to explore as well.  I am also fascinated by personal ethics and “professionalism” and the role of both in lifelong learning, with or without CoP.  Regardless, we must get out of our compartmentalized “silos” and share and learn together.  The potential of CoP at all levels, including the TA & D Network, is exciting and promising.  “The notion that practitioners and researchers should work together to co-construct knowledge as part of a common enterprise, rather than through separate endeavors, could have far-reaching consequences for connecting what we know with what we do in education” (Buysse, Sparkman, & Wesley, 2003, p. 275).
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A Snapshot Comparison





Communities of practice, formal work groups, teams, and informal networks


are useful in complementary ways.


Below is a summary of their characteristics.


	


�



What’s the purpose?


�
Who belongs?�
What holds it together?�
How long does it last?�
�
Community of practice�
To develop members’ capabilities to build and exchange knowledge�
Members who select themselves�
Passion, commitment, and identification with the group’s expertise�
As long as there is interest in maintaining the group�
�



Formal work 


group�
To deliver a product or service�
Everyone who reports to the group’s manager�
Job requirements and common goals�
Until the next reorganization�
�



Project 


Team


�
To accomplish a specified task�
Employees assigned by senior management�
The project’s milestones and goals�
Until the project has been completed�
�



Informal network





�
To collect and pass on business information�
Friends and business acquaintances�
Mutual needs�
As long as people have a reason to connect�
�



 (Wenger & Snyder, 2000, p.142) 
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Learning is grounded in the actions of everyday situations


Knowledge is acquired situationally and transfers only to similar situations


Social processes influence the way people think, perceive, solve problems, perform procedures, build declarative knowledge, and interact with others.


Learning is thoroughly enmeshed in participation in complex 


	social environments that contain people, situations, and activities.  (Cooper, 2004, Para 4)








Learning is grounded in the action of everyday situations


Knowledge is acquired situationally and transfers only to similar situations


Social processes influence the way people think, perceive, solve problems, perform procedures, build declarative knowledge, and interact with others


Learning is thoroughly enmeshed in participation in complex social environments that contain people, situation, and activities


					                 (Cooper, 2004, Para 4)
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