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ABSTRACT

The purpose of professional development is to ecdnaducator practices so that
students may achieve at high levels. Too oftesfgssional development tends to be too
broad, general, or unrelated to problems of pracdtiat teachers face in their own
classrooms.

This action research project builds upon the schotasearch that recognizes the
need for professional development to be sustacmthected to teachers' own contexts,
focused on specific subject matter, collaboratare] reflective. The goal of this action
research study was to facilitate a culture of cardgus improvement in teaching and
learning by utilizing a model of professional demhent that challenges teachers to
guestion their practices, utilize research to supibeir instruction, design an inquiry
project that supports a change in practice, anthex@changes in student growth.

Results suggest that although teachers recogrezeothnplexities that surround
professional development, they found that thisgssional development model focused
on their needs as professionals, was sustainedioverand was supported by a variety
of professional influences. As a result of the glaochplemented, teachers reported shifts

in their instructional practices and student grovetlated to personal inquiry projects.
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quick fixes to attempt to close the achievement gaihen this happens, the professional
is often not consulted; rather they are told whaytmust implement to “fix” the
achievement problem. Quick fixes are often notathewer. Quality teaching is. Dalily, |
am surrounded by individuals who question theicficas, consult with each other to
work toward solutions, and change their instructmmeet the needs of their learners. |
dedicate this work to them --the passionate hardking teachers at Central who make
coming to work, every day, a pleasure. | neverkedmwith a collective group of
educators who share a similar passion and desistident success as | do. | am

humbled and honored to be in your presence.



ACKNOWLEDGMENTS

Writing and defending a dissertation is the forerad of a long road of personal
and professional growth and transformation. Atlieginning of this journey, Dr. Teresa
Foulger and Dr. Ann Ewbank assured our cohortdbatives would be transformed as a
result of our doctoral work. Their assertion wasect. | acknowledge and appreciate
the insights offered from our first course. Yobilidy to build camaraderie among our
cohort was invaluable, and | am thankful that baftifou began the journey of cohort
five.

Dr. Mary Roe, you are not only a light in my prafemal life, but an inspiration
and asset to this doctoral program. Your guidaadeice, feedback, and attention to
every detail made the journey valuable, manageabldmemorable. More than
anything, | appreciate the opportunities that yaountd for each of us to share our work
with wider educational audiences. You made outkwoatter, and recognized that our
research was more than simply a published docutogatace on our personal
bookshelves.

Dr. Catherine Weber, | did not appreciate the bgawmplexity, or value of
qualitative research until | met you. Thank youlfstening to the feedback our cohort
provided throughout our course with you and fovsgy as a committee member. Dr.
Nancy Chalex, you were the first educator with whamssociated when | moved to
Arizona seven years ago. Our educational paths tr@gsed in multiple ways, and |
hope they continue to do so. | appreciate the timetook and the travels you made to

be present for my proposal and my defense.



Dr. Debby Zambo, thank you for reminding us tatst on the shoulders of
giants.” Your leadership enhances an outstandiogram that continues to gain national
recognition. Dr. David Carlson, you taught me vhtie of perseverance, and taught me
the art of technical writing. Dr. Audrey Amrein-&elsley, you made the world of
guantitative research less scary through solidungbnal delivery, quick wit, and
relevant feedback for improvement. Dr. Connie Har. Gayle Galligan, Dr. Tom
Heck, and Dr. Carl Hermanns, each of you contridbtwenew found administrative
knowledge, and have made me a better leader asiih re

Stephanie Musser, you opened my eyes to the whictearter schools, traveled
this doctoral road alongside me, and supported rowtl as a leader in so many ways. |
look forward to spreading the vision and missiowf schools together for many more
years.

To Jeff Williams, our LSC star, who bravely blazbd dissertation trail for each
of us. Thank you for your willingness to share ybudlliant writing, your advice, and
your laid back attitude—we needed it! To Annie Dithank you for pulling me back
from the edge when the time came for data analysis.coaching and encouragement
you provided was invaluable.

| want to acknowledge my family who bravely putwiph a part-time mom
during the last three years. Tom, Cate, and Ett@mk you for allowing me to bring my
laptop on every vacation we took, and not holdigyuadge when | missed one vacation
to stay home and write. To my parents, Denny alaa&) thank you for driving to
Arizona the last three years to help manage myHffem making dinners, to picking up
kids, to cleaning the house, and doing laundryankis, especially to my mom, who

iv



served as my copy editor at the end of the jourrexgading my work, checking every
reference, every space, and every typo.

Finally, I want to acknowledge the nine teachers wiilingly and gladly
participated in my study. Without your willingnestedication, and honest feedback, |
would not be where | am today. Your daily commitmi® the emotional, social, and

academic lives of your students is recognized qpiegiated.



TABLE OF CONTENTS

Page
LIST OF TABLES ... ..o emmmm sttt emmmmme e e s Xil
CHAPTER
1 LEADERSHIP CONTEXT AND PURPOSE OF THE ACTIQN................ 1
Y[ ( = 1=Te 0] g1 (=) SRRSO 2
The Problem ... s 3
Arizona Professional Learning ReqUIreMents .........ccceeevecivveeeeeeennns 3
Local Professional Development ConteXt...........ccueeveeiiiiiiieeneeeenienen. 4
THe INNOVALION ... et e 8
Research QUESHIONS .........cccuuuiiiiiiiiceeee e e e e e ee e emmmes 9
Theoretical FrameWOrK...........oouiiiiiiieeeee e 9
Learning as TranSfOrmation............coe eeeeeeeeeenniiieeeeeessiiiieeee e e Q.
Situated Learning: Legitimate Peripheral ieguation................cc........ 12
2 REVIEW OF SUPPORTING SCHOLARSHIP ......ooeiiiiiiiiiiee, 14
Professional Development ............cooiiioeceeeiiiiiiee e 15.
Models of Professional Development ..., 17
Traditional MOdEIS .........oooiiiieeee e 17
Criticisms of traditional models..........cccccoviiiiiiiiiiniiiieeeeens 17.
Change to traditional ModelS coeeevvvieeiiiii e, 18.
Job-embedded Models ... 19
Attributes of Quality Professional Development..............ccccveeeeeenes 20
Standards for professional [earning............ccccveveeeiiniiiieen e, 21

Vi



CHAPTER Page
Attributes of high dityaprofessional development.......................... 21
Professional development and studentegehment .......................... 22

Challenges of Measuring the Effects of Prodesd

D SV7] (o] o] 3 1 T=T o | PP 23
Redefining Professional Development........cc..cccuvveeiiiiiiiieeeeennnieeee, 25
Teachers as RESEAICNErsS ..........uvviii e 27
DefiNiNg INQUINY ....eeieiiiiiiiiii e emmmmmaes 28
Teacher Research in the Age of Accountability.............ccccceeerinnnnee. 29
RefleCtive PractiCe .........ooueeiiiii i e 31
Collaborative ENgagement.............eveeeeeeeeeiiiiiieeee et 32.
SChOOI REOIM .o e 34
Teacher Research as the Foundation for Profesdieaahing .................. 36
3 RESEARCH DESIGN ....coiiiiiiiiiiiiie e teeemme e s 38
The Selection of Mixed Methods .............ooeeeeeiieiiiie 38
DT | PP 40
Setting and SITE ... e 40
PartiCIPANTS ...t 41
TEACKNEIS ...ttt et e e e menee e s 41
RESEAICNEN ... e 42
o (0] = o PP 44
PrOCEAUIES ... et 45
Dat@ SOUICES.....cco i a e e e e s 48



CHAPTER Page

Pre and pOSt SUINVEYS.............oommmeeeeeeisiieeeeeesssnieneeesssssnnsenenaas49

Professional development vignette ... 50
Semi-structured INTEIVIEWS ........coaeroeeiiiiiiiee e 51
Teacher artifactS.........c.uveii e 52
(@] 01S1T 4= 1110] I PR 52
Researcher's Journal............occceeeeeieeiiiiiiiiiee e 53
Data ANAIYSIS ...t mmmee e s 54
Quantitative data SOUICES .......cccoomiiiiiiiiiiiiieieeeeee e e 54
Qualitative data SOUICES .......ccevveeeeeeeeeeieeieecccccciveree e 55
Potential Threats to Validity ... 57
Experimenter effect...........o e 57
HISTOIY oot mmeene e e 58
MAEUFALION ...t e mmnee e 58
4  ANALYSIS AND RESULTS ..ot eemmma s 60
Inventory of Data Sources and Their FiINdiNgS....c.c...cooovvviiiiiiiiiiiieeens 60

Attitudes, Beliefs, and Preferences for Preitesl

DY o] o] 0 11T o | PR 61
Pre and post survey analysis and resultS..........cccccceveeeeeeiiniiinnnn, 61
Qualitative data analysis and reSUlLS . ........ccoerrrerreeeeeriiiiieenenn. 3.6

Impact of Ongoing Professional Developmeninstructional
o = T 1o F PP PUUPPPUR 70
Impact of Professional Development on Stu@wointh ....................... 77

viii



CHAPTER Page

Characteristics of Model Deemed Important bgdhers ...................... 81
Quantitative analysis and reSults ...........cocccveeeeeeiniiiiieeee e, 81.
Qualitative analysis and reSults ...........cccccoviiieeiiiiiiiiieneeee 82.

Summary of FINAINGS......coooiiiiiii e 85
5 FINDINGS AND INTERPRETATIONS ..o 86
ASSEITIONS ....eeiee ettt e et e e e e e st e e e e e e e e nbb e e e e s e 86
Complexity, Discourse, and ChOICE ......ccceeeeiiiiiiiiieeeeiiiieee e, 87
Instructional SNIftS .........ooiiiiiieeee e 89

StUAENT GrOWLEN ....eiiiiiiieeee e e 92

Characteristics for Consideration ......cccccc...eeeeeeiiiiiieiee e 3.9
Sustaining and focusing learning overtim............c.ccocccvveeeeeennneee. 94
Focusing development on teachers’ needs..............ccoeeeeeiiiinnns 94

Professional inflUENCES ..o eeeeeeeeeeeeeeeeeeeieeeeen29D

6 DISCUSSION AND CONCLUSION ......cuuiiiiiimmmmmeniiiiiiieieeeeiee e e e e e e 98
Limitations Of the StUAY .......oooiiiiiiii e 100
TIMIE e 100
PartiCIPANTS ... s 100
AdMINISrative ROIE ..........oooiiiii e 101
IMPICALIONS ... s 101
Implications for Central..............eoeeeeiiiiee e 101

Implications for the Researcher ... 20
Implications for TeaChers ..., 103

iX



CHAPTER Page
FInal TROUQGNLS ... e 104
REFERENGCES ...ttt ettt e e s rmmnene e e e e e nneeeeeeas 106



APPENDIX

REQUEST TO CONDUCT RESEARCH AT SCHOOL SITE............ 123
LETTER GRANTING PERMISSION TO CONDUCT

RESEARCH ...t 126
INVITATION TO PARTICIPATE IN RESEARCH STUDY................. 128
MEMO OF UNDERSTANDING OF POTENTIAL

CONFLICT e 131
PROFESSIONAL DEVELOPMENT PRE SURVEY i 133

PROFESSIONAL DEVELOPMENT IMPLEMENTATION

TIMELINE ... 137
PROFESSIONAL DEVELOPMENT VIGNETTE ....ooceiiiiiiiiiiieee, 140
RESEARCH BRIEF FORMAT ... 143
SEMI-STRUCTURED INTERVIEW SCRIPT ..o 145
PROFESSIONAL DEVELOPMENT POST SURVEY ....ccccccceiiiinnen. 147
COPYRIGHT PERMISSION ...t 15
IRB/HUMAN SUBJECTS APPROVAL ....oooiiiieiiiiee e 154

Xi



Table

LIST OF TABLES

Page
AIMS Reading Scores of Three Cohorts afiShts at Central .................. 114
Quantitative and Qualitative Data Soui@escription & Contents ............ 115
Pre/Post Survey Constructs, Items, & R8SUl..........ccccvvviieiiiiiiiiin, 116
Mean Difference and Statistical Significamy Construct ...............ccueeee... 117
Final List of Open Codes (Additional, Ggised, or Reassigned) ............... 118
Holistic Rating Scale of Classroom ObSBOVA...............ccceeeeeeeeeiiiiiiiinns 19
Summary of Holistic Teacher Ratings: letga Instructional
Practice as a Result of INQUIY ... esiieeeeee.. 120

Post Survey Questions with Percentageroh§est Agreement Among

PartiCIPANTS .........coiii e ———————— 122

Xii



Chapter 1
LEADERSHIP CONTEXT AND PURPOSE OF THE ACTION

“Improving professional learning for educators isracial step in transforming
schools and improving academic achievement” (Wea).e2009, p. ii). Yet, determining
what constitutes effective professional developnoentinues to be a challenge for
educators. Most would agree that the purposeadépsional development is two-fold.
First, professional development should enhanceithetice of educators. Second, as a
result of enhanced practice, student achievementidincrease. Though the formula
seems simple, the complexity of the systems thraugbh educators work poses
challenges for high quality, effective professiole@rning. Hargreaves and Shirley
(2009) assert that distracters in the system dieathers from the core purposes and
proven practices that support their ability to tea@ll. They purport that professional
learning occurs when “leaders pull responsiblelified, and highly capable teachers
together in pursuit of improvement within a culttinat celebrates persistent questioning
and celebration of the art and craft of teachipg"87). My action research project builds
upon their proposal for professional developmeig.a leader in my context, the goal of
this action research study is to facilitate a geltof continuous improvement in teaching
and learning by utilizing a model of professionaledlopment that challenges teachers to
guestion their practices, utilize research to supibeir instruction, design an innovation

to support a change in practice, and measure sdtsef their students’ growth.



Situated Context

| serve as the Dean of Academics at an indeperuthanter school in the
northwest valley of suburban Phoenix. Central $tfepseudonym), a young school,
opened in 2008. Currently, 480 students are eswail kindergarten through grade six.
Central School has twenty classes, with ninete@ergé education teachers, four special
area teachers, and one special education teaCleatral School earned an “excelling” or
“A rating” by the Arizona State Department of Edtica since opening.

| hold responsibility for implementing Central’sragulum and instructional
program. To guide instruction, we utilize Core Mutedge, a classical curriculum, in
conjunction with the Arizona and Common Core S&ttndards. Our goal is to deliver
the curriculum in innovative ways using researchdobmethods. At Central, | work
with teachers in various ways: as a consultarac¢lepand collaborator. Additionally, |
plan professional development opportunities fochess.

Currently, our professional development framewaoidtudes seven full days of
development prior to beginning the instructionadryeNew teachers to Central School
participate six additional days of in-service. IDgrthe school year, students are released
one and a half hours early, every Wednesday. Ttueshours per week are set aside
specifically for professional development purpos€&sachers also have opportunities to
attend professional development workshops and cemdées outside of the building with
approval from the head of school and me. LeadeCeatral School believe that

continuous professional development is a key toegeed student achievement.



The Problem

Professional development requirements, both stdeeamd locally, tend to be
broad and general. Teachers have the option ofggdtofessional development courses
and/or workshops through their local school distad/or through the university. Speck
and Knipe (2005) explain that shallow professiatelelopment will not get to the heart
of providing in-depth experiences for teacherstot deeply and for students to achieve.
Arizona Professional Learning Requirements

Professional learning requirements for teachefsimona can best be described
as minimal. The criteria for professional learnargeria required for recertification in
Arizona are quite general and may not necessaig themselves to educators’
sustained, focused growth over time. Ball and @qi®99) explain that teachers are
often thought to need updating, rather than oppdrés for serious and sustained
learning of curriculum, students, and teachingizéma’s requirements for certification
renewal appear to support Ball and Cohen’s notion.

The state of Arizona requires the following cri¢efor teachers to renew a
teaching certificate for 6 years: “Certificatesyniee renewed upon completion of 180
clock hours of professional development activibed2 semester hours of education
coursework posted on official transcripts or a coration of the two, completed during
the valid period of the certificate” (Arizona Depaent of Education, 2011). Two
general criteria are suggested for professionatidgwment: (1) the activities should
represent professional growth related to educatiah (2) the activities should represent
development that either provides training to imgré&aching or administrative skills
(Arizona Department of Education, 2011). Thusa six-year period, teachers must
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engage in, on average, 30 hours of professionalifgaeach year. Because of the
general criteria, professional development mayip@idted and/or lack the coherence
that researchers believe is necessary for susté@aetier growth over time (Ball &
Cohen, 1999; Cochran-Smith & Lytle, 2009).
Local Professional Development Context

| would characterize Central School’s approacprtdessional development as
intensive and driven by important, but not necelyslamked, topics. Since beginning at
Central School as a classroom teacher in 200%d bhserved and participated in the
following types of professional development: batkdies, goal writing, action research,
collaborative inquiry, peer observations, one daykshops, on and off-site trainings,
updates (both curriculum and administrative), aotth bocal and national conferences.
Topics and programming often change rapidly basea current need or observation
from either administrators or staff members. Raeltbrough on most of these topics for
sustained learning has been a challenge for batlels and staff.

The difficulty to focus our professional developrheeems due, in part, to the
fact that Central School is a young, independembaicthat is still in its developmental
years. Though curriculum and instructional methogp were clearly defined when
Central School opened, some instructional appreaateee not familiar to many of the
teachers who were hired. For example, teachetgiiral were unfamiliar with using
comprehensive literacy practices and Singapore mathodologies as a primary means
for instruction. As the Head of School and teadbaders observed gaps in either
curriculum or instruction, professional developmeptiates were provided to close the
gap. Opportunities for sustained and focused iegnwere not central to professional
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development, as leaders often reacted to obvigos igathe teachers’ ability to
understand and use the school’s expected practidew, in our fifth year, curriculum

and instructional methodology are more clearlyrdi understood, and thoughtfully
delivered by the majority of teachers. My roleDesan of Academics was added last year
as a response to the need for one individual to@n the continuous development of
teachers and their impact on students’ learning.

Last year, teachers and administrators read aedstied current research on
grading and reporting practices. Many staff memliedicated, through an informal
survey, that teachers use our current grading epekting practices inconsistently and
that parents find them confusing. At the beginrohthe 2011-2012 school year, staff
members received professional literature to embaré year-long discussion about
grading and reporting practices. Once a monthed™sday staff development session
was set aside for teachers to discuss, questidnjetermine what worked best for our
school population in terms of grading and reporbaged on current research. Our goal
was to implement a new system that was less siNgeatnong staff, less confusing to
parents, and more conducive to helping studenterstahd how to improve. This was
the first time that professional learning was famiand sustained on a single topic since
Central opened.

Additionally, Central School administrators andcteers share a goal for all
professionals to take an inquiry stance toward awioig classroom practice and student
achievement. Though strides have been made topoicde inquiry models in Central
classrooms, a limited amount of time during prafassl development is dedicated to
promoting, learning about, and encouraging theofisgquiry. Rather, teachers are told
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where they need to focus their goals, providedheédd amount of knowledge to conduct
action research, and given a very limited amounineé¢ during professional days to
develop their inquiry projects to support meetingit goals. Moreover, most teachers
continue to remain the passive recipients of infatron selected for them and offered by
those deemed as building experts.

With the implementation of the value-added growttded in Arizona, student
growth after third grade is now directly linkedetbtly to teachers. At Central, teachers
and building leaders noticed that reading scoré$éen third to fourth grade, from
fourth to fifth grade, and from fifth to sixth gradrom spring of 2010 to spring of 2011.
In spring of 2012, fifth grade saw an increasetuaents’ reading scores. Math scores,
with the exception of two classrooms, stayed timeesar increased. Table 1 summarizes
three years of reading data among three cohogsidents.

Finally, Central teachers also reported challengds student achievement in
science and social studies. The Core Knowledgeécalm sequence emphasizes a
specific body of knowledge that students needdmlén each grade level. Knowledge
builds upon knowledge, year after year. Studets @anter Central in the upper grades
often arrive with limited science and social stedi@ckground knowledge as well as a
lack of study skills to support their learning hese areas. With the implementation of
the Common Core State Standards, students areatpwed to read a true balance of
fiction and non-fiction text. Texts need to bededosely and students should be capable
of finding text-based evidence to support theimvars and arguments (National

Governors Association Center for Best Practice§,ancil of Chief State School



Officers, 2010). As a result, teachers desirend Ways to improve content area
instruction to support language arts instruction.

Collaboratively, building leaders and teachers hiyesized different reasons for
the consistent drop in the scores of students wheesl the standard in reading. In
response to the data, teachers set building asdrolam goals in the area of reading.
Teachers then targeted areas for growth as eviddnctheir data and determined an
area of focus for the year. In content areasjoadrgjrade level teams met on occasion to
better understand instructional practices, teseldg@ment, note-taking expectations, and
study skills from one year to the next. Yet, aiftéd amount of time was provided during
professional development for teachers to betteerstand these problems, collaborate
with colleagues to determine an instructional foqlan ways to measure student growth,
and/or reflect on changes in their practices.abt,fteachers often report that they are
simply “checking a box” when asked to write and@xe goals targeted at increasing
student achievement.

| wonder whether providing teachers the opportutatsesearch real problems in
their classrooms, giving them a research conterutfh which to understand the
problem, and providing time to collaborate withatlolleagues may empower and
transform Central School teachers. As Cochrantsamt Lytle (2009) assert, in a
practitioner inquiry model, teachers shift fromirggée role as practitioner to one who
takes on the dual role of researcher. Historic@ltgctitioners have often been the
subject of research conducted by outsiders. Ri@aetrs who participate in an inquiry
oriented process become researchers who work fiermside. Therefore, my research
taps into the existing professional developmenbopmities to insert a systematic
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inquiry orientation designed to assist teacherdeatify problems of practice and then
create an action plan for addressing them.
The Innovation

Lawrence Stenhouse (1981) stated, “It is teachbrs w the end, will change the
world of school by understanding it” (as cited iallH2009, p. 669). The goal of this
action research study is to move the Central Scétadfl toward a true inquiry model of
professional learning. | believe that professideatning should be recast as the practice
of teachers as researchers who identify their reeeguestions and receive support to
develop these professional practices so that ste@ehieve at high levels. Teachers
should be provided with the opportunity to identifigir own needs for professional
learning based on real problems in their classroeeek professional literature to
support their need for change, determine a couraetmn to change or enhance
professional practice based on their study of sttpygpliterature, work collaboratively
with individuals or groups to deeply understandrtpeactice, and measure the effects of
student learning that may result from that actiés. Shagoury and Power (2012)
explain, “More and more, teachers depend on usieig teflective abilities to research
these problems and then to build a corps of refledéarners in their schools who can
work well together around tough issues” (p. 7). pfdsent, Central School has two
challenging issues: a continuous drop in exceedainding scores after third grade and a
professional development model that does not prefomused, sustained learning.
Thus, using an inquiry model as the foundationpf@fessional learning is important to
this study because | wonder if informed inquiryeoted practitioners are the change
agents necessary at Central and for broader ednehtieform in the Zicentury.
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Research Questions
The purpose of my innovation is to introduce a ¢pbbedded professional
development model that focuses on the practiceaafiters’ classroom research, to
enhance teacher expertise and increase studepvaotent. As a result of implementing
my innovation, | hope to better understand theofeihg research questions:

1. In what ways do teachers’ attitudes, beliefs amdgoences for professional
development change as a result of using teacheandsas a primary vehicle for
professional development?

2. In what ways does a systematic, on-going, inquirgnded professional
development model with a focus on teacher resaarphct teachers’
instructional practices?

3. What impact does an inquiry oriented professiomaktbpment model with a
focus on inquiry have on student growth?

4. What characteristics of this newly designed protesd learning model do
classroom teachers deem most important for impgthieir practices and student
learning?

Theoretical Framework
The theoretical lens through which | will frame study is based on two theories:
(1) Mezirow's learning as transformation, and (2vke and Wenger’s theory of situated
learning.
Learning as Transformation

Mezirow (2000) defines transformative learning as:



“...the process by which we transform our taken-farged frames of reference
(meaning perspectives, habits of mind, mind-setshake them more inclusive,
discriminating, open, emotionally capable of charagel reflective so that they
may generate beliefs and opinions that will provaertrue or justified to guide
action.” (p. 8)
As an adult learning theory, Mezirow believes tinat goal of the transformed learner is
to recognize and act on his or her own purpose$infss, values, and meanings as
socially responsible, clear thinking decision make¥lezirow discusses two domains of
learning that originated with Habernas: (1) instental learning, and (2) communicative
learning. Instrumental learning refers to the techl success with which the learner
meets his/her objectives. Communicative learneigrs to the ability of the learner to
negotiate his/her own purposes, values, feelings$ naeanings rather than to act on those
of others. The use of specialized dialogue, reteto as reflective discourse, assumes
importance to becoming a transformed learner becaaikective discourse encourages
the learner to critically assess one’s assumptidmszirow believes that to more freely
and fully participate in discourse, learners mustenthe following:
e More accurate and complete information
e Freedom from coercion and distorting self-deception
e Openness to alternative points of view: empattd/@ncern about how
others think and feel
e The ability to weigh evidence and assess argunupstively
e Greater awareness of the context of ideas and, ontically,

reflectiveness of assumptions, including their own
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e An equal opportunity to participate in the varigakes of discourse
e Willingness to seek understanding and agreementaaadcept a resulting

best judgment as a test of validity until new pertjves, evidence, or

arguments are encountered and validated througbulise as yielding a

better judgment (Mezirow, 2000, p. 13-14).
Mezirow also recognizes that learners’ frames fe#rence often represent their cultural
paradigms. He defines cultural paradigms as “. niegrthat is unintentionally
assimilated from the culture—or personal perspestivom the idiosyncrasies of primary
caregivers” (p. 16-17). Mezirow reports that frano¢ reference are composed of two
dimensions, a habit of mind and resulting pointgietv. He defines a habit of mind as a
set of assumptions that act as a filter for intetipg the meaning of experience. Habits
of mind then become expressed points of view. Nkezirow, “learning occurs in one of
four ways: by elaborating existing frames of refexre, by learning new frames of
reference, by transforming points of view, or lgngforming habits of mind” (p. 19).
Cranton (1996) asserts the importance of transfivenéearning in relation to
professional development. She believes that tbfegsional development should allow
educators to develop habits of mind that criticatkgmine various aspects of their
teaching. Transformative learning assumes impoetam my study. Specifically,
teachers will initially generate a question base@auery or problematic frame of
reference that they hope to make more reliable {/dez 2000). They then will examine
their research, practice, and resulting studenesement. Hopefully, they will
ultimately generate opinions and interpretatiorad #re more justified. Additionally,

teachers may alter their frames of reference, tfamsforming their learning as a result of
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examining research to answer their questions artetipating in reflective discourse
with other members of the Central School learnioigimunity.
Situated Learning: Legitimate Peripheral Participation

To further support my theoretical framework, Larel Wenger's theory of
situated learning is important because of the soeaiture of learning. Becoming a
transformed learner does not occur in a vacuurherathe participation of learners in
communities is essential to transformation (Mezir@@00). Lave and Wenger (1991)
view learning as a situated activity. They theetizat general knowledge only has
power in specific circumstances, while learning [grocess of participation in
communities. They view legitimate peripheral papation as the process by which
newcomers learn the practices of a community, fiestpherally, but then move toward
full participation in the community as they leararh apprentices, masters, and/or old-
timers in the community. According to Lave and \yfen “Viewing learning as
legitimate peripheral participation means thatrésag is not merely a condition for
membership, but is itself an evolving form of memsbg” (p. 53). Regarding my study,
Lave and Wenger's theory aligns with the purposmgfinnovation, which is to move
teachers from a top-down professional developmerttainto one situated in a way that
moves teachers away from peripheral participatrmhtaward full participation as
practitioner researchers.

In summary, the goal of the administration andheateaders at Central School
is for practitioner inquiry to become the primargans through which professional
learning takes place. As a result of implementimg job-embedded professional
development model that focuses on the practicéasbmoom research, | hope to
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understand if teachers’ attitudes and beliefs apmfessional development change, if
this model of professional development impactstiees instructional practices, if
student achievement increases, and whether teaotresiler this professional model
important for impacting teacher practices and stutgarning.

Practitioner research is a challenging endeautas nmy hope that Central School
colleagues will come together to realize the potlvey have as professionals to solve
problems in an ongoing, systematic, collaboratiag with a focus on the examination of

research to inform and potentially transform tipeactice.
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Chapter 2
REVIEW OF SUPPORTING SCHOLARSHIP
For many scholars, providing high quality professiodevelopment is a key to
improving teacher practice and student achievelfeegt, Ball & Cohen, 1999; Darling-
Hammond 2010; U.S. Department of Education, 200&i, \&. al., 2009). In fact, the No
Child Left Behind Act of 2001 recognized the ladlhaggh quality professional
development in the United States, and respond#tete findings by setting five criteria
for high quality professional development (U.S. Bement of Education, 2001). A

summary of these criteria follow:

It is sustained, intensive, and content-focusedhatee positive and

lasting impact on classroom instruction and teapleeiormance.

It is aligned with and directly related to stata@emic content standards,
student achievement standards, and assessments.
e [timproves and increases teachers’ knowledgeasttibjects they teach.
e |t advances teachers’ understanding of effectig&uctional strategies
founded on scientifically based research.
e Itis regularly evaluated for effects on teachée@fveness and student
achievement. (as cited in Wei, et al., 2009, p).1-2
Other scholars contend that creating opportunitieseachers to engage as learners,
build disciplinary and pedagogical knowledge, aaetonstruct and enact new practices
through teacher inquiry may effect change not amindividual classrooms, but also in

larger educational contexts (Nelson & Slavit, 2008)
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With these assertions in mind, | examine two aoéassearch relevant for my
current study: professional development and teadmeresearchers. In my examination
of professional development literature, | will rewi two models of professional
development that dominate K-12 schools in the Win8&ates, explore the attributes of
high quality professional development that recemeent consideration, relate the
challenges of measuring the effects of professidaaélopment on teachers’ practices
and their students’ learning, and redefine protessilearning as it relates to my local
context and to this study. Inquiry as an umbrigtan under which teacher research rests
will be defined, followed by the challenges thatdieer researchers face in today’s
educational landscape. | will follow with examptdsempirical studies that support
teacher research in three areas: reflective pgatollaborative engagement, and school
reform. | will conclude my literature review bysgussing the few studies that have been
conducted in which a teacher research or an ingiznyce serves as the basis for the
professional development of teachers within larggessettings.

Professional Development

In designing a high quality professional develeptrprogram that improves
teacher practice and increases student achievemangrous challenges face school
leaders, teachers, researchers, and the systemaglihwhich these stakeholders work.
School districts across the United States spemg@ lamounts of district money and time
on professional development for teachers (Flirdpdk, & Fisher, 2011). Hill (2009)
reports that professional development spendingtimated at between 1% and 6% of
district expenditures. However, although schopknsl large amounts of money to
develop teachers in some schools, student achiextednes not appear to increase on
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international assessments (Darling-Hammond, 208@hool leaders struggle to create
conditions for teachers to develop and refine bestuctional practices that support
student achievement (Fullan, 2008). Teachersféme, an ever-changing educational
landscape and the expectation to revise or chdmgepractices as a result of numerous
shifts such as societal structures, resource dil#ya and evolving learning theories
(Butler, Lauscher, Jarvis-Selinger, & Beckingha®04£). Additionally, traditional
professional development models often impose tamickeachers with little input from
teachers about their own learning needs as a piofed. Finally, researchers recognize
and face the need for and challenge to design wadice methods of studying
professional development (Desimone, 2009). Amdbegvarious challenges that the
aforementioned stakeholders face, EImore (2009)n@srus that the greatest challenge
to effective professional development sometimesltefrom the “nested” systems
through which we work. Elmore uses this term feréo system-level improvement
strategies. For example, classrooms are nestéthveithools, which are nested within
districts, which are nested within a broader pologl governance system. According to
Elmore, nested systems often push down problenilstiey can’t be pushed any further.
These nested systems thus add to the complexityaf may be called a “wicked
problem” (Conklin, 2006).

In the next section, | review two broad existmgdels of professional
development that serve teachers in K-12 schodlsaunited States. | will then discuss
the attributes of quality professional developméitpwed by the challenges of

measuring the effects of professional developmartieacher practice and student
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achievement. | conclude my review on professideakelopment by redefining
professional learning as it applies to this actesearch study.
Models of Professional Development

Smith and Gillespie (2007) identify two of the mostnmonly researched models
of professional development in the K-12 settingditional and job-embedded
professional models. In the following sectionspinpare and contrast the two models.

Traditional models. Traditional models of professional development have
dominated the K-12 learning community for decad&scording to Fenstermacher and
Berliner (1985), the traditional model of profesmbdevelopment bases its approach on
the belief that when teachers acquire new compete@and strong teaching behaviors
over their career, students benefit. Examplesadfitional professional development
offerings include short-term or one session workshdectures, trainings, and/or
conference sessions. Menus of options offer a vadge of topics. Teachers choose
workshops based on interest, availability, or adrfee continuing education credits for
recertification. Teachers may also attend profesdilearning sessions that school
leadership recommends (Smith & Gillespie, 2007).

Criticisms of traditional models. Researchers cite numerous criticisms of
traditional professional development models. Stidigygest professional development
that is managerial and technical in its approacgsdwt effectively contribute to the
teachers’ knowledge base or to their professiatetity (Ball & Cohen, 1999; Darling-
Hammond & McLaughlin, 1995). Scholars such astFimsook and Fisher (2011) and
Hill (2009) characterize these traditional moddiprmfessional development as a one-
shot, generic, one-size fits all model. Teachdrese professional development
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primarily includes professional conferences typicattend isolated one or two day
events in which they passively receive informatonstrategies or approaches that some
consider ineffective (Butler, et al., 2004; Flidtsook, & Fisher, 2011). Ball and Cohen
(1999) concur, characterizing professional develepinsessions and workshops as
“intellectually superficial, disconnected from daspues of curriculum and learning, and
fragmented, and noncumulative” (p. 4). Briscoe Wfalls (2002) characterize this type
of learning as a top down approach and argue hieatraditional model does not result in
long-term change in the classroom. Two researgdiest support these claims. Joyce,
Wolf, and Calhoun (1993) studied a school that jgled teachers with extensive
traditional training, and found that teachers addpminly 10% of the practices learned,
unless the training was followed by coaching oraactesearch. Porter, Garet,
Desimone, Yoon, and Birman (2000) conducted rekeamdeacher change as a result of
professional development and found, after threesy@@achers self-reported that little
change occurred in regard to their improvemenbiment taught, pedagogical shifts, or
emphasis on performance goals for students. Aduuriticism of the traditional model
of professional development comes from teacherslvétieve that professional
development is often imposed on them, suggestiaigkimowledge is defined by experts
and they, the practitioners, are the passive rexipiof that knowledge (Flint, Zisook, &
Fisher, 2011).

Changeto traditional models. Because traditional models of professional
development prevail in education, numerous reviamg studies have outlined ways in
which a traditional model can better promote teachange or affect student
achievement (e.g., Knapp, 2003; Porter et. al.028dpovitz & Turner, 2000). Smith
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and Gillespie have summarized ways in which tradél models of professional

development can be more effective:

Be of longer duration.

Make a strong connection between what is learn¢idemprofessional
development and the teacher’s own work context.

Focus on subject-matter knowledge.

Include a strong emphasis on analysis and reflectaiher than just
demonstrating techniques.

Include a variety of activities.

Encourage teachers from the same workplace tccppate together.
Focus on the quality and features of professioeaktbpment, rather than

on format or type. (Smith & Gillespie, 2007, p. 2489).

Job-embedded models According to Hord (1997), job-embedded professional

development models originate within a school, ppogror other local context. Smith

and Gillespie (2007) note that professional devalept opportunities that take place

within a job-embedded model may include study esckharing groups, or inquiry

groups made up of teachers from within a local exint This model of professional

development focuses on “developing teacher knovdedghe content area, analyzing

student thinking, and identifying how that knowledzpan be applied to changes in

instructional practices tailored to the local edigral context” (p. 219). In a traditional

professional development model, experts do mostefalking, while teachers listen.

However, in job-embedded professional developmetsats, teachers often do the

talking, thinking, and learning (Feiman-Nemser, 200
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Recent research demonstrates the value of a jiedsied model of professional
development (e.g., Carpenter and Franke, 1998;ia&d-ranke, 2003; Langer, 2000;
Taylor, Pearson, Peterson, & Rodriguez, 2005). tfsemd Gillespie (2007) indicate
support for job-embedded professional developmémnihe development includes the
following features:

e A focus on helping teachers to study their studehisking, not just try
new techniques.
e Collaborative learning activities among teachers.
e Activities in which teachers make use of studemtggmance data.
e Help from facilitators to organize job-embeddedfessional
development. (Smith & Gillespie, 2007, p. 220-221)
The following section highlights additional attriles of quality, job-embedded
professional development that researchers havelfoopacts teacher practice and/or
student learning.
Attributes of Quality Professional Development

A strong system of teacher learning does not eneacher education and
induction programs at the beginning of teachingees. Rather, teachers must receive
ongoing opportunities for learning throughout tregreers (Darling-Hammond, 2010).
Effective professional development is “sustainedyang, content-focused, and
embedded in professional learning communities” [DgrHammond, 2010, p. 227).
Wel, et. al. (2009) contends that school systenth, the support of their state
departments of education, need to ensure thatgsiofeal learning is planned, organized,

of high quality, and sustained.
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Standards for professional learning. Learning Forward (formerly known as the
National Staff Development Council) (2011) recemdyised their Standards for
Professional Learning. Learning Forward derivedesestandards from a comprehensive
examination of research on professional learninglaoted by Stanford University’s
Stanford Center for Opportunity Policy in Educatend led by Linda Darling-
Hammond. The seven standards include: learningraaities, leadership, resources,
data, learning designs, implementation, and outsoni@ach of the seven standards
begins with the common statement, “Professionahlag that increases educator
effectiveness and results for all students...” (9. IBhe common statement names three
key components of significance to my study: prei@sal learning, educator
effectiveness, and results for all students. dhganization recognizes that these three
attributes must work in tandem. Learning Forwasskats that choosing to focus on a
few of the standards is not optional for profesaldearning, since empirical studies
support all three (e.g., Chambers, Lam & Mahiticacha, 2008; Desimone, Porter,
Garet, Yoon, & Birman, 2002; Penuel, Fishman, Yancag& Gallagher, 2007;
Saunders, Goldenberg & Gallimore, 2009; York-BarD&ke, 2004).

Attributes of high quality professional development Porter, et al. (2000)
collected data from a national sample of teachees a three year period in which
teachers were asked to self report on how thethiag practices changed as a result of
their professional development experiences. THhieoasiconcluded that six key features
were found to improve teaching practice. Threebattes involve the structure of the
professional development activity. These strucumelude the organization of the
activity, specifically a reform type (e.g. studygp, teacher network), in contrast to a
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traditional workshop; the duration of the activigyd the extent to which groups of
teachers from the same school, department or gatdetively participated in the
development. The remaining three attributes reétatbe substance of the activity.
Those attributes include the degree to which theldpment allowed for active learning,
a subject-specific or content focus (specificatiymath and science), and the degree to
which the development established coherence betteaehers’ goals and alignment to
state standards

Several other empirical studies identify additioatfibutes for high quality
professional learning. Saxe, Gearhart, and NaedX) compared three types of
professional support for teachers and found thafepsional development that was
sustained, collaborative, content specific, anpjeembedded in improving pedagogical
practices showed the greatest academic gains astoagnts. McGill-Frazen, Allington,
Yokoi, and Brooks (1999) found that students wheseher received 30 hours of
professional development in reading instruction #mery use along with 250 books
donated to classroom libraries achieved at highezl$ than those students whose teacher
had simply received classroom libraries without3Behours of professional
development. Both studies revealed that professidevelopment that is content-
focused, sustained, and leads to changes in profespractice improves student
learning (Wei, et. al., 2009).

Professional development and student achievemen®Dther studies link
professional development to student achievemeaot.ekample, Kennedy (1998)
reviewed a number of empirical studies to find ibstructural and organizational
features of professional development models inftedrstudent achievement. She found
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that professional development programs whose cofdensed on teachers’ knowledge
of the subject, on the curriculum, or on how stugéearn the subject made the greatest
difference in student learning. Strahan (2003)dcmted an investigation of three
schools to identify what caused a dramatic incr@aséudent achievement. Though
different approaches and foci of professional dgwelent occurred at the three schools,
several commonalities emerged. First, the teadmsadministrators identified
priorities for school improvement based on datéectéd from formal and informal
assessments. Areas for improving teaching werettrgeted. School-based
professional development was then initiated tHatadd teachers to identify and enact
more effective instruction.

In summary, researchers have identified a numbattobutes that typify quality
professional development. They concluded that-plalhned, collaborative, sustained,
content-focused, and coherent professional devedopenhance teacher practice and
increase student achievement.

Challenges of Measuring the Effects Professional Delopment

As stated at the beginning of this study, the psepaf professional learning is
two-fold: to enhance teacher practice which resulincreased student achievement.
The literature on professional development is tephgth studies on various aspects of
staff development. However, limited empirical r@®f exists on how to accurately
measure the direct effects of quality professial®slelopment on improved teacher
practice that directly results in increased stud@ehievement (Yoon, Duncan, Lee,

Scarloss, & Shapley, 2007).

23



Desimone (2009) recognizes that the field of edanaicknowledges a need for
more valid methods of studying professional develept. Locating empirical research
that rigorously measures the effects of professide@elopment on teacher practice and
student achievement is challenging for a myriackaons. Desimone notes that
accurately measuring the effect of professionaktiggment on teacher practice and
student achievement necessitates the identificafi@ncore set of features of effective
professional development and a core conceptualefinark. She asserts that rather than
studying the type of activity in which teachers &g, researchers should study the
characteristics of the activity that make it effeetfor increasing teacher learning and
practice and ultimately student achievement.

Opfer and Pedder (2011) further examine the conifylex measuring the effects
of professional development on teacher learniragiter practice, and student
achievement. They indicate that one challengerdssarchers face in measuring the
effectiveness of professional development modelsistirom a lack of replication of
positive effects across studies and the consistenityese effects across contexts. In
addition, Clarke and Hollingsworth (2002) discuss thallenge of the correlational
research on features of teacher professional devedot and change. From a systems
perspective, change may occur in one area of inflegbut may not lead to change in
another. For example, teachers may change thiefdbut not their practices; may
change their practices but not their beliefs, alg mitimately change their practice but
not impact the learning outcomes of their students.

Yoon, et al. (2007) reviewed 1,300 studies on heacher professional
development affects student achievement. Of tB@Qlstudies reviewed, only nine
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studies met the criteria set by the What Works @igaouse evidence standards. The
overall results of this review indicate that stgdie which 14 or more hours of
professional development were provided showed aiyp®sind significant effect of
student achievement as a result of the professaadlopment provided. In addition,
Yoon and colleagues reveal the challenge of linkirafessional development to student
achievement:
To substantiate the empirical link between profassi development and student
achievement, studies should ideally establish taiatp. One is that there are
links among professional development, teacher iegrand practice, and student
learning. The other is that the empirical evideisoaf high quality—that the
study proves what it claims to prove. (Yoon, €t.2007, p. 3)
To establish an empirical link between professia®lelopment and student
achievement, they assert that researchers adhtre tollowing guidelines:
1. Rigorous research design must ensure the inteathdity of causal inferences
about the effectiveness of professional development
2. Executed with high fidelity and sufficient implentation of professional
development.
3. Psychometric properties of measures must be adequat
4. Analytic models must be well specified.
Redefining Professional Development
As a result of recognizing the prevalent modelprofessional development in
the United States, identifying the attributes githquality professional development, and
understanding the challenges of measuring thetsftéqrofessional development on
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teacher practice and/or student achievement, dewgl@ working definition of
professional development, as it relates to thimacesearch study is necessary. Yoon,
et. al. (2007) defines professional developmeritred which results in improvements in
teachers’ knowledge and instructional practicayel as improved student learning
outcomes” (p. 3). Importantly, researchers indiGatrend that moves away from
professional development to a more comprehensivetgvard professional learning.
Though one may argue the relevance of a nhame chbhgkeve that professional
development signifies an event that begins and,emitls or without a focus; whereas,
professional learning implies continuous growth angrovement. Learning Forward
(2011) qualifies the reason for the change:
By making learning the focus, those who are resptsmor professional learning
will concentrate their efforts on assuring thathéag for educators leads to
learning for students. For too long, practice®eaisted with professional
development have treated educators as individaakipe recipients of
information, and school systems have expected litino change in practice. (p.
13).
Wei, et. al. (2009) affirms the shift in languagehese authors emphasize that
professional development is recognized as an activat takes place, whereas,
professional learning recognizes learning as a texyrocess. Avalos affirms the
complexity of professional learning:
Teacher professional learning is a complex proagkgh requires cognitive and
emotional involvement of teachers individually amadlectively, the capacity and
willingness to examine where each one stands mg@f convictions and beliefs
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and the perusal and enactment of appropriate attees for improvement or

change. All this occurs in particular educatigoalicy environments or school

cultures, some of which are more appropriate amdiecive to learning than

others. (Avalos, 2011, p. 10)

Shifting away from a development model to a comensive learning model allows
teachers to recognize the necessity of the convityotif their learning to their practice
which should result in student achievement.

In summary, researchers have identified dominardets of professional learning
for K-12 educators in the United States, proposeibates for effective professional
learning, and illuminated the challenges that neteas face in measuring the effects of
professional learning on changing teacher pracaoekor student achievement. Based on
the existing scholarship and this redefinition adfpssional development, the action
research professional learning model | proposesléathe focus from attendance at
professional development and implementation ofdeas stemming from it, to a
consideration of teachers as researchers. Imatigection, teachers will control the
ideas, the attributes of the practices, and thesassent of their efforts. In the following
section, | explore the job-embedded professiorahiag model of practitioner inquiry,
which places the power of professional learningatly in the hands of teachers, while
experts serve as facilitators of professional leayn

Teachers as Researchers

Having defined and examined professional developrinem multiple
perspectives, | now move toward an examinatiomefdture that places teachers in the
role of both practitioners and researchers in thescoom. Developing a model of
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teacher research that serves as a primary vebicjgdfessional learning is important to
me. | believe that empowering teachers to morgplglasderstand their own classroom
practice may transform their beliefs in themselgprofessional educators.
| begin this section by defining terms underitiguiry umbrella for

clarification. Secondly, I will report on the clealges that teacher researchers face as a
result of the current educational landscape. litivén report on the empirical research
that has been conducted which supports teacharoksm three areas: reflective
practice, collaborative engagement, and schootmefol conclude this review of
literature by synthesizing professional developnaa teacher research as it relates to
my study.
Defining Inquiry

The overall goal of my action research studypistéachers to change their
professional practice from one of implementationte of transformation. According to
Dana and Yendol-Hoppey (2009), developing an ingstance toward teaching allows
for the questioning of one’s own practice, whichfurn, enhances professional growth,
thus leading to meaningful change for studentsthéir recent work, Cochran-Smith &
Lytle (2009) portray practitioner inquiry or praatner research as an overarching
umbrella that encompasses five major research gem@ion research, teacher research,
self study, the scholarship of teaching, and upnagtice as a site for research.

Cochran-Smith & Lytle (1993) define teacher reskas “systematic and
intentional inquiry about teaching, learning, antdaoling carried out by teachers in their
own school and classroom settings” (p. 27). hirthedated work, Cochran-Smith and
Lytle (2009), along with Dana and Yendol-Hoppeyd2pconcur that teacher
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researchers work in local inquiry communities. dresr researchers examine their own
beliefs about teaching and learning, develop lenalvledge by posing questions and
gathering data to support their questions, reaa\agit literature, shift practice as a result
of new understandings, and share findings withrsth&or the purpose of my study,
practitioner research or practitioner inquiry via# used as an umbrella term that may
encompass any one of the aforementioned reseancbsyevhereas, teacher research will
be the genre through which | will frame my actiesearch study.
Teacher Research in the Age of Accountability

Teachers conducting research in their own classsasra phenomenon that has
been studied for many decades (e.g., Cochran-Sittle, 1993; King, 2002; Oja &
Pine, 1987; Stenhouse, 1975). Yet, in an eragif biakes testing, accountability, and
imposed penalties for not meeting student leargmags Cochran-Smith and Lytle (2009)
recognize that teacher learning often translatsprograms that train teachers to use
assessment data to determine what and how to ¢dddren. They criticize the current
educational regime which assumes narrow beliefsitaieaching and learning:
“...teachers are primarily technicians; the goaleaicher learning initiatives is to make
teachers more faithful implementers of receivededge and curriculum; subject
matter is a more or less static object to be trasaifrom teachers to students”
(Cochran-Smith & Lytle, 2009, p. 2). This quotatiassumes that teachers do not have
the knowledge, skills, and dispositions to makeaugitful decisions for the benefit of
their students. In fact, Cochran-Smith and Lyttersgly suggest that the accountability
movement led to the de-emphasis of local knowletiga| contexts, and the role of
teachers as decision makers and change agents.
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In a study about teachers becoming action resea,cBaristenson, Slutsky,
Bendau, Covert, Dyer, Risko, and Johnston (20@2nd that teacher-participants
wondered why many of their principals did not sup@d many of their teacher research
outcomes of their personal studies. The authgrtaexthat because research models
empower teachers to take control of their own lisgy,radvocate for change, and
guestion the nature of schooling, principals may fereatened by questions and
empowerment that results from taking an inquirynega The findings in this study
support the assertions made by Cochran-Smith atid.Ly

Furthermore, an assumption has been held that fmedaknowledge is
constructed by researchers who serve as outsidatexand then convey the knowledge
to teachers who implement the research findingsléBLet. al., 2004, Dana & Yendol-
Hoppey, 2009). This dominant paradigm, accordnB#&na and Yendol-Hoppey,
portrays teaching as a linear activity where teexcherve as technicians whose role is to
implement the findings of the outside experts, wh®often university researchers. A
second dominant paradigm portrays teaching ashdyhegpmplex, context-specific,
interactive activity. Again, in this qualitative mterpretive paradigm, many of the
studies in this paradigm are conducted by uniwersgearchers—outsiders to the school
and the classroom. Thus, a third role emergeshwplaces the classroom teacher as a
“knowledge generator.” Dana and Yendol-Hoppey tdis third paradigm teacher
inquiry. In this movement, the concerns of thekeas are the focus. Classroom
teachers are engaged in the design, data colleetmmhinterpretation of data around a

guestion of their choosing.

30



In the sections that follow, | report on the stgdileat support inquiry models of
professional learning. | examine the studies thhainree lenses that have emerged
through the analysis of current and relevant liteea reflective practice, collaborative
engagement, and school reform.

Reflective Practice

A number of research studies examine the reflegiraetices that develop as a
result of teachers engaging in research or inquiogels of professional learning (see
Kirkwood & Christie, 2006; Briscoe & Wells, 2002jrigham, et. al., 2006). King
(2002) asserts that the concept of inquiry is “.. @mohe-time activity or project, but a
defining feature of community in which teachersdstigate and critically examine
practices, theories, and research, and collect@tyront issues in a systematic and
continuous way” (p. 244). Developing an inquiryrsta toward teaching and learning
requires teachers to shift from recognizing teaglaind learning as a set of procedural
tasks to teaching and learning as conceptual utahelieng--where teachers view
guestions as opportunities for learning, toleratdiguity, seek out answers, and make
changes based on the evidence they find (Snow-GeB®95). Snow-Gerono studied a
small group of Professional Development School (Pe&chers and found that teacher
inquiry is a reflective process that involves peaedaexperiences, intuition, and input
from students. The teachers studied not only r@zed inquiry as a means for changing
their personal practice, but also as a means fpaating the teaching profession as a
scholarly endeavor.

Likewise, Roberts, Crawford and Hickmann (20103&td teachers who
participated in a 3-year professional developmeitiaitive called the Master Teacher
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Program (MTP). Central to this program was theettgument and facilitation of a
voluntary program built on the foundation of teactesearch through reflective practice.
One of the findings of the study indicates thatang reflection provides the foundation
for teacher research. Additionally, time, freedmnparticipate, active collaborative
engagement, contextualized professional developtoeids, and optimal conditions for
learning were important findings from the study.

In summary, Shagoury and Power (2012) contendvthah teachers use their
reflective abilities to research problems, theydaicorps of reflective learners who
work together to solve difficult problems. In dgsing my innovation, continuous
reflection is paramount as teachers embark on ith@uiry journeys.

Collaborative Engagement

Emerging professional development models attemptitay researchers and
teachers together to co-construct both formal aadtigal knowledge (Butler, et. al.,
2004). In addition to recognizing teacher reseascbne avenue for developing
reflective practitioners, inquiry models allow fand encourage increased collaboration
among practitioners. Chan and Pang (2006) affihncreased research on teacher
collaboration and teachers learning together isquaarly important in the light of
changing educational contexts” (p. 3). Binghamakt(2006) agrees that when
conducting classroom action research, teacherstwamailaborate. Their study reveals
that collaboratively conducting action researchguts leads to enhanced efficacy and
professionalism. Roberts, Crawford, and HickmarfBGL0) study of the Master Teacher
Program (MTP) exposed three themes that emergdddohers from their reflective
professional development model that featured teaesearch in the first year of their
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study: confidence in teaching, appreciation ofadmration and community, and
increased professionalism.

King (2002) discusses the importance of inquira@sllaborative activity that
contributes to a strong professional community. uHéerscores the importance of whole
faculty versus individual teacher learning in afoefto promote organizational learning
toward an inquiry stance. In fact, King contertus tvhen inquiry is pursued
individually or by small groups of teachers witlairschool, organizational fragmentation
may occur which may weaken overall staff and stutarning. He suggests, however,
the need for more research to understand how teaaary contributes to professional
community, instructional quality, and student agbiment. King’s study supports my
belief that using a research or inquiry model affgssional learning is not only
important for those small groups of teachers whotwa conduct classroom research, but
necessary for all members of a learning organimatio

Implementation of inquiry models of professionalri@ng is not easy. Having
utilized an action research model during my firgtle was challenging, especially
because of limited collaborative support within logal context. Loughran (2003)
discusses three necessary conditions when undegtedacher research. First,
collaboration and sharing with other colleagues maye research from a specific focus
to a broader context. Second, in studying persprzaitice, developing one’s own
confidence is necessary, as learning through teaebearch may create a sense of
dissonance. Finally, within safe collaborativeterds, teacher researchers need to
communicate their findings in various ways so tthers may learn from both their
successes and failures.
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The aforementioned conditions not only recognizertbed for collaboration, but
also the necessity for increased teacher supptits wsing inquiry models. Nelson and
Slavit's (2008) recommendations augment a collab@atance toward teacher research:
establishing a set of collaborative norms thatvalleachers to challenge beliefs and
broaden the lens that frames their work, increasmg available for teachers to
collaborate, and providing a facilitator or “craidoother” who can provide both logistical
and intellectual support for teachers. Roe andniksgjer (2000) call this potential
facilitator a cultural synthesizer. The authorspout that a cultural synthesizer is neither
a traditional academic nor a classroom teachethdRahis individual develops his or
her own role that is grounded in both theoretical practical knowledge to assist both
researchers and practitioners in developing cultwiaerency. Within this study, | aimed
to serve as the cultural synthesizer between thergity and my local school context.
School Reform

Briscoe and Wells (2002) affirm that greater densafiod teachers to be problem
solvers, rather than technicians carrying out task$y others, is imperative to°21
century educational reform. Likewise, Chan andgR@006), relate that the role of the
teacher has changed in thé'2&ntury from one of a source of content and diseo
one who designs learning environments in an eftocreate shared understanding among
the learning community.

Teachers serving as researchers is more commormtigamight think.

According to Babkie and Provost (2004), teachetmsnotonduct informal, accidental
research in their classrooms. For example, wheaeher makes decisions about a
particular methodology’s effectiveness, the teacheonducting research. When a
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teacher is evaluating the effectiveness of inteiees for a student, the teacher is
conducting research. Babkie and Provost (20040gmrize what they term “de facto”
research; however, they advocate for teachers tereyond accidental research. They
believe that “research should be planned, systepaatd involve collecting evidence to
answer specific questions” (p. 261). When teacbegage in systematic research,
answers may be found that lead to change in bethuictional practice and student
achievement.

As more demands are placed on teachers to useneeithased practices to
promote student achievement, teacher researchagpdae a natural solution to
examine the effect of evidence based practicesunlest achievement in local contexts.
Many research studies analyzed for this reviewtefdture examined the effects of
teacher research on individual teachers and/orrt®bbteachers (e.g. Babkie and
Provost, 2004; Bingham, et. al., 2006; Briscoe &#/&002; Snow-Gerono, 2005).
Hargreaves and Shirley (2009) support the neethépriry through reflective practice
and collaborative cultures. However, they as$at for educational reform to occur,
inquiry models that promote reflective practice antlaborative cultures must also be
directly connected to student learning and achi@remMuch of the literature reviewed
in the area of reflective practice and collabomtultures have not measured the effects
of either on student learning and achievementadufition, fewer studies promote teacher
research as the primary mode for professional llegiin schools or districts.

Two research studies that connect teacher inquudypaofessional development
on a large scale are set in England and Scotldndcotland, Kirkwood and Christie
(2006) report on the development of professionakligment modules that emphasize
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teacher research for those undertaking the rigo@hsstered Teacher Programme (CTP).
In addition to becoming a teacher who is committedhange and development through
the inquiry process, formal outcomes of the CTHRuithe a Master’s degree as well as the
professional designation of ‘Chartered Teachers' oA2006, 7,000 teachers were
eligible to apply to the program, while 3,000 tearshregistered. By 2006, 229 teachers
completed the program.

In England, Hall (2009) reports on a project calle@rning to Learn (L2L) that
took place from 2003-2007 in 33 settings acrosddfiy During this project, teachers
had the autonomy to choose their focus for clager@asearch based on an immediate
classroom problem that they wished to explore. O2ieframework was designed in the
context of an increasingly structured professiokmgland with the purpose of better
understanding the role of inquiry and researctthosls where the professional practice
has become more regulated and homogeneous. Theoivbis innovation stems from
Stenhouse’s (1981) belief that becoming a teaawarcher is not about solving
problems, but developing a more thorough undergstgraf them. The results of the
study realized the importance of teacher autonemassessing the needs of learners in
the classroom and the necessary interplay of engagiresearch literature to better
understand problems of practice. Additionally tiggvation in a wider learning
community, by making their work public, fosterstioal engagement among professional
educators.

Teacher Research as the Foundation for Professionaéarning

The purpose of this literature review was to gabr@ad understanding of the

scholarly work that has been conducted to bettdergtand the successes and challenges
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of two conceptual models that are important to noykiv professional development and
teachers as researchers. Though researchers haected studies about both concepts
from multiple perspectives, few empirical studistablish a causal effect between
teacher research, changed professional practideesnlting student achievement.
Additionally, due to the political landscape fewdies have been identified that
recognize teacher research as the primary veloclerbfessional learning as a school-
wide model of professional development. Becaudbefimited scope and design of my
action research study, | do not intend to attermgistablish a causal effect between
teacher research, changed professional practicetaddnt achievement. Rather, it is my
intent, through this study, to better understamditmpact of inquiry based research on
teacher practice and student growth as well agdhee that a teacher research model of

professional development holds for teachers atr@esthool.
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Chapter 3
RESEARCH DESIGN

This action research investigation uses a mixedhoust design. To support the
selection of the methodology, | initially explordaef history of mixed methods
research, provide a definition of this researchho@blogy, and share challenges
associated with this type of research. | thenfjusty use of a mixed methods approach
for the questions that guide this investigatiomvpte a detailed account of my setting,
site, and participants, explain the qualitative guoédntitative data sources and methods of
analyses, and describe my plan of action. | ersdctiapter by elaborating on limitations
of this study.

The Selection of Mixed Methods

According to Creswell (2009), mixed methods rede#aelatively new in the
social and human sciences. As Creswell explaiampbell and Fiske (1959) introduced
the multitrait-multimethod matrix to study psychgical phenomenon. Other
researchers, such as Jick (1979), began mixingadstim an effort to seek convergence
or triangulation among quantitative and qualitathaa. This early work led to the
development of mixed methods research as a dististittodology of inquiry by
contemporary researchers (e.g. Creswell & PlandkC2907; Greene, 2007; Tashakkori
& Teddlie, 1998).

Creswell (2009) defines mixed methods research as

...an approach to inquiry that combines or assocladés qualitative and

guantitative forms...it is more than simply collegtiand analyzing both kinds of

data; it also involves the use of both approacheandem so that the overall
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strength of a study is greater than either qualgatr quantitative research.

(Creswell, 2009, p. 4)
Greene (2007) elaborates on the overall purposa@»hg methods, which is to develop
a deeper understanding of social phenomena tloéteis complex and contextual. To
better understand the complexities of social phear@nGreene cites five purposes for
mixing methods: triangulation, complementarityyelepment, initiation, and expansion.

In my study, | mixed methods to increase the vglidf my findings through the
triangulation of my data sources. Greene explnastriangulation is the use of different
methods to study the same phenomenon. When titetimgudata sources, the analyses
of these sources may increase the validity of dysti'hus, according to Greene, if
results from different sources yield similar infation about the same phenomenon
being studied, confidence in the inferences theltlyirom the sources is heightened.

| also sought complementarity in my study, anofhepose for mixing methods.
Greene notes that when seeking complementarigsearcher uses multiple methods to
understand different dimensions of the same compi&@aomenon. | hope that the
results from my study will serve to broaden andpaeethis study’s overall interpretation.
Creswell (2009) notes challenges faced by mixethods researchers. First, in

a mixed methods study, extensive time is neededdta collection and the resulting
analyses. Additionally, researchers must be familith qualitative and quantitative
types of research.

| used a mixed methods research design to exgierartpact of an enhanced
professional learning program as a model for pseml development. As expected,
both quantitative and qualitative data sources wellected. Quantitative data sources
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included a pre and post survey to measure theae$dtip between teachers’ beliefs,
attitudes, and preferences for professional legrhafore and after the proposed
innovation. Additionally, student growth data,dbgh artifacts and interviews, were
collected before and after the innovation to exaniteachers believed a relationship
existed as a result of professional learning opties, where the classroom teacher
undertook an inquiry project. In conjunction witlese quantitative sources, the impact
of this professional learning program was explarsithg qualitative data sources:
individual interviews, observations, artifacts (sw&s research briefs, written reflections,
and student growth data), and a researcher’s jouriidangulating and converging both
guantitative and qualitative data sources provaedh understanding of my research
guestions (Greene, 2007).
Design

Setting and Site

My study took place at an independent charter dahaworthwest Phoenix.
Central School is an elementary school that seappsoximately 480 students in grades
K-6. The school doubled in population from yeae ¢m year three, and began to
stabilize in its’ fourth and fifth years. Centiatotal minority population is thirteen
percent. Because most students served come fmithto high socioeconomic range,
Central does not participate in the free and redischool lunch program. As a
reminder, | work at this school, so its selectioliofwvs the expectation for action research

to inform a location of personal and local impodan
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Participants

Teachers. Because our Central School teacher teams alreaadlg sh
collaborative identity, the Executive Director dragreed that all teachers should move
through the proposed innovation at the same tiNiee general education teachers, who
have been teaching at Central for more than one yaéngly participated in data
collection. By having all teachers participateha innovation, | intend to build capacity
among Central’s teaching staff. According to NewméaKing, and Youngs (2000),
capacity refers to the knowledge, dispositions, gialls of individual staff members that
must be put to use in an organized, collectiverpnge. The authors define a strong
professional community as one that involves: “..t(@) staff sharing clear goals for
student learning, (b) collaboration and collectiesponsibility among staff to achieve the
goals, (c) professional inquiry by the staff to mds the challenges they face, and (d)
opportunities for staff to influence the schoolidiaties and policies” (p. 262).
Additional research indicates that a decision tdwede some teachers from an innovative
staff development initiative, such as teacher inquan create a divisive wedge among
the staff (King, 2002). Moreover, the selectiorgeheral education teachers who taught
at Central for at least one year was important bseaf the challenging curriculum and
methodology shifts that occur for first year teashet Central. Though new teachers at
Central participated in professional developmess®ms, read the assigned text, and
observed those teachers completing an inquiry g,ajeey were not required to
complete a project of their own so as not to ovetwhthem during their first year at
Central. Additionally, teachers who taught at Calrfor more than one year participated
in some form of inquiry in previous years, and @ss&d the necessary background
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knowledge to support the innovation. Special &eaahers (art, music, physical
education, foreign language, and special educatibajigh participants in the
innovation, were not included in data collection.

Of the nine teachers who participated in this ptaight participants were female
and one participant was male. Three teacherstexpone to five years of teaching
experience; five teachers reported six to ten yeftsaching experience; one teacher
reported sixteen to twenty years of teaching eeper. Four teachers taught in grades in
the primary grades (K-2), while five teachers taugtihe intermediate grades (3-5).

Researcher. As a researcher and participant in this studyedne make my
philosophical worldview assumptions transparenthay influence the way in which |
designed and executed my study. | hold a pragmattitdview, which derives from the
work of Dewey, Peirce, and Mead as well as recemblars, such as Cherryholmes,
Rorty, and Patton (Creswell, 2009). According tesvell, those holding a pragmatic
worldview tend to emphasize the research probletsnuaie multiple approaches to
understand the problem. Pragmatists are concevitkdpplication—finding solutions
to problems. The purpose of this action resear@h tw study a potential innovative
solution to a problem with professional learningantral School.

Creswell further extends why pragmatism providsegang philosophical basis
for my research. Using a pragmatic philosophicatldview, researchers have the
freedom to choose the methods that best servepghgpses. Rather than subscribing to
one approach for collecting and analyzing datagmiaists look to many approaches.
Similarly, pragmatists “do not see the world asbsolute unity” (p. 11). They look to
the “what” and “how” in order to conduct researdh.using a mixed methods approach,
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researchers establish a rationale for their reasomaixing. In essence, “...pragmatism
opens the door to multiple methods, different waddis, and different assumptions, as
well as different forms of data collection and gsa&.” (Creswell, 2009, p. 11).

My goal for this action research project was ta fout if this newly-designed
professional development model benefitted teachedshe students they serve. In my
role as the researcher, it is important to notevéreus roles | served in this study. Gay,
Mills, and Airasian (2009) explain the necessityled researcher to clearly define the
researcher’s role, especially when the resear@rees as an instrument in the study. In
my role as Dean of Academics at Central, | provadgeted, job-embedded support
related to teaching and learning (including plagrand executing professional
development). Last year, | participated in th@infal and formal evaluation of teachers
during the school year. However, during this studaiid not formally evaluate teachers
because of the need to reduce the risk to validitizis study that comes with an
evaluative role, as well as to focus my role orchea support. Weekly, | participate in
an administrative triad, where my focus is to réporthe support | provide to specific
teachers and/or teams as well as to find out fleratiministrative team where other
needs for support may lie.

In my role as a researcher, | facilitated and imy@eted the proposed
professional development model, as well as survapéetviewed, and observed the
participants in the implementation of this professil development model. 1 also served
as a mentor for all teachers in the building, @y tivorked through their individual
inquiries. To clarify my role, it is important tote that although | am a researcher, | do
hold leverage over the teachers because of my astnaitive role at Central. | clarified
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my role as a researcher rather than administraspecially when | observed in teachers’
classrooms. When scheduling the observationgoinred them that my field notes
would only be used for research purposes, ratlar fibr evaluative purposes. Johnson
and Christensen (2008) define four roles of theassher based on Gold’s (1958) work:
complete participant, participant-as-observer, oleseas-participant, and complete
observer. During the innovation, my primary rolasaparticipant-as-observer. |
explained to the participants at the beginnindhefstudy that | am not a bona fide group
member, but am participating as a facilitator, ngrend observer to better understand
my research questions.

Action plan

The intervention and subsequent data collectionaauadlysis began on August 29,
2012 and continued through the third week of Decani?012. Before initiating the
study, | sought permission to conduct researchyasehool site (Appendix A).
Permission was granted, in June, by the Executivecdr (Appendix B).

All teachers at Central were provided with the téxting the Questions
(Shagoury and Power, 2012). This resource servéteanchor text for our professional
development sessions. Professional developmeatiirambedded weekly, on
Wednesdays, as students are released at 1:30 gachdrs participate in professional
development from 2:00 to 4:00. During this timeipe, the new professional
development model was implemented. Throughou@i€-2013 school year, a
minimum of two professional development sessiomsypenth, the first and second
Wednesdays, were dedicated to the implementatitmegbrofessional development
innovation. The third Wednesday was utilized adddlly as needed (given that week
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long breaks occurred during two of the four morghthe proposed innovation). The
fourth Wednesday of the month was used as a colifibe session among grade level
teams to reflect upon their instruction and regssle levels curriculum maps, as
necessary.
Procedures

To introduce the study, potential participantereed a letter that informed them
about the purpose and intent of my study and aledpermission to participate
(Appendix C). An additional letter was providedpkining my dual role as a researcher
and administrator (see Appendix D). After secupegmissions from nine of the
potential eleven participants, | distributed thefpssional development pre-survey
(Appendix E) at the August meeting. All teachdr€antral were then provided a copy
of Living the QuestionsTeachers were asked to read chapter one bylibe/ing
Wednesday. A timeline for professional learningapunities focused on teacher
inquiry was presented (Appendix F).

During the first Wednesday of each month, protesd development sessions
were facilitated by me using the Shagoury and P¢2@&12) resource to introduce the
systematic process of teacher research. At atrriieeting in September, | provided a
professional development vignette to teachers (AgpeG) and facilitated a
conversation about the strengths and challengesl flag the educator in the vignette
related to professional development. Because avticgpants did not give permission
for audio recordings of them during professionaledepment sessions to be used in this
research, | opted to take notes in my researcfmriaal at each session and compared
my notes with those taken by one teacher on stiadf takes notes at all professional
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development meetings. | followed the discussiothefvignette with a PowerPoint
presentation of our direction for professional teag for the semester. The session
concluded with a discussion of chapter onkiging the Question€Shagoury & Power,
2012). The facilitated professional developmessim was dedicated to exploring the
importance of making observations and developisgaeh questions. Teachers
collectively reflected on chapter onela¥ing the Questionas a whole group, and
learning focused on various ways to develop them questions for research. Two
additional resource3he Reflective Educator’s Guide to Classroom Retg@ana &
Yendol-Hoppey, 2009) anbhe Art of Classroom InquifHubbard & Power, 2003)
served as additional resources | personally utle® part of the planning process, to
provide additional background knowledge. Two remmag professional development
sessions in September were dedicated to proviéaghers with the opportunity to work
collaboratively or individually on their inquiry pjects and to read the second chapter of
Living the QuestionsDuring these sessions, teachers utilized menasrdor as needed.
By the end of September, each teacher developeseanch question for potential study
and made initial observations of their studentsupport the direction for study.

During the first professional development sessio@ctober, all teachers briefly
shared their research questions and the studerdi@asgtoom observations that led them
to the question they chose for study. Teacheesedf questions and suggestions to each
other during the whole group sharing session. Aeacalso read chapters three and six
of Living the Questions preparation for their work in October. Chaptaee discussed
research design, while chapter six discussed tpertance of consulting research that
supports their questions. Shagoury and Power (j2@dt2 that when teachers read
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published research that informs their directioacteers experience a transformative shift,
as teacher researchers begin to challenge traglitnmions of the research process.
Again, utilizing a PowerPoint, | facilitated thesdussion about chapters three and six.
During one additional professional developmentisess October, teachers read chapter
four and developed a research brief that incluééslant literature to support their
individual or collaborative direction for profeseal learning. Initial research briefs
(Appendix H) were submitted to me by the end ofdDet. Individual appointments

were made with me, as needed, to provide assistartfer direction. Baseline data
collection began for some teachers, while othesttess did not begin collecting data

until November.

In November, teachers met to discuss chapterith focused on data
analysis. A PowerPoint was used to facilitatesbgsion. At this time, teachers were
immersed in their projects and initial data colleet Facilitation focused on sharing
progress to date and methods for data analysisingthis session, small groups of
teachers in cross grade level teams shared tlsgiareh briefs, which included research
guestions, literature that supported teachersarebedirection, and data collection
methods. Reflection on the process to date wassalared both orally and in written
form. Again, because of a week-long break in Ndvemteachers worked on inquiry
projects during one additional professional develept session. Also, during the last
week of November and the first week of Decembeanducted classroom observations
of each teacher-participant. | scheduled 30-4Quteinbservations that focused on
watching how teachers’ roles as researcher prawtits influenced their classroom
practice.
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In December, teachers met to discuss chapter amghthe epilogue. Chapter
seven was purposely skipped, as teachers willtteadhapter later in the school year, as
inquiry projects conclude. As in prior months, fheilitated session began with teachers
sharing progress to date in cross grade level tedathsa focus on sharing strengths,
challenges, and questions for each other. A Poowetr®as used to facilitate the
discussion of the chapters. Teachers were affoodecadditional professional
development session in December to analyze ddtctad, reflect on their personal
growth as practitioner researchers and determie direction for the second half of the
school year. Prior to the end of December, teachigbmitted updated research briefs
and any additional artifacts that supported thesearch. During the last week of
December prior to winter break, | completed semiedtired interviews (Appendix I)
with each participant. | re-administered the syt | gave teachers at the beginning
of the innovation. The post survey (Appendix Jswhanged slightly to reflect the
inclusion of the specific innovation, embedded witharious questions.

Data Sources

To reiterate, because | utilized a mixed methodsearch design, | used both
guantitative and qualitative instruments in my gtu¢th combination, these data
collection instruments were used to help answereagarch questions:

1. In what ways do teachers’ attitudes, beliefs alamk preferences for professional
development change as a result of using teacheandsas a primary vehicle for

professional development?
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2. In what way does a systematic, on-going, inquirgrded professional
development model with a focus on teacher resaarphct teachers’
instructional practices?

3. What impact does an inquiry-oriented professiomaletbpment model with a
focus on inquiry have on student growth?

4. What characteristics of this newly designed praotesd learning model do
classroom teachers deem most important for impgthieir practices and student
learning?

Pre and post surveys.Gay, Mills, and Airasian (2009) note that one pwgtor

using surveys as data collection instruments fgather information about a group’s
beliefs, attitudes, behaviors, and demographic asitipn” (p. 176). | designed a
professional development survey to collect quaatii® baseline data prior to beginning
my innovation. The survey was divided into fivetsens. The first four sections, or
constructs, of the survey asked participants tpaed to statements regarding their
beliefs, attitudes, context preferences, and comezierences for professional
development. Each construct included four to ftadements. The fifth section of the
survey asked for specific demographic informatidrdeveloped the 22 question survey
using a 5 point Likert scale format, consistingld following categories: strongly
agree, agree, neutral, disagree, strongly disagtreefirst construct, Beliefs about
Professional Development, addressed four statemegasding overarching beliefs about
professional development. The second construttteourvey, which measured attitudes
toward professional development, was adapted flemAssessment of Teachers’
Attitudes Toward Professional Development (Té¢gle (Torff, Sessions, & Byrnes,
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2005), with permission for adaptation and use byTorff (Appendix K). The post-
survey assessed the same measures. The thirdumtmseasured teachers’ context
preferences, or how teachers prefer to learn psfieally. The fourth construct
addressed content preferences, or what teachdes pydearn about professionally. In
the post survey, phrases that addressed the speci@ivation for this study were added
to various statements to address the specific mmmv that was implemented.

The professional development survey was creatdicrosoft Word and piloted
in the spring of 2012 with four teachers not inéddn my study, nor teachers at Central.
The survey was revised as a result of this pilfirmation. Teachers participating in the
study took the pre-survey at the introductory psefenal development session in August.
At the conclusion of the innovation in Decemberrtipgants took the post-survey.

Professional development vignetteThe use of vignettes in educational research has

been used for more than 25 years (Spalding & Pkjl2007). Finch (1987/1999)
describes vignettes as “short stories about hypiotieharacters in specified
circumstances, to whose situation the interviewganvited to respond” (p. 105). |
presented a professional development vignettd siadf members at the beginning of
the innovation. The purpose of this vignette wes-fold. First, the vignette was based
on a professional development experience at Ceattabol that occurred when the
building first opened. In presenting the vignettehe staff, my intent was to elicit
deeper understandings about beliefs, attitudespeafdrences for professional
development prior to beginning my innovation. Swetly, as a researcher, | hoped to

establish trustworthiness among the staff by ackedging our limitations in
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professional development as a young staff, andiafyctheir responses to the difficult
situation presented in the vignette.

After reading the vignette and making notes (ifrded necessary), | facilitated a
discussion about the vignette. Again, becausep@vbcipants did not give permission
for recordings to be taken during professional tyeaent meeting, | took notes, along
with another staff member. | compared my notes #Witghnotes taken by another staff
member to assure that our notes collectively caglttine discussion. | used the
information gleaned from the vignette with the mfi@ation gathered from the survey to
better understand teachers’ beliefs, attitudes paofssional development preferences.

Semi-structured interviews. | conducted semi-structured interviews during the
second and third week in December with the ninehteaparticipants. In a semi-
structured interview participants are asked a s@festructured questions. The researcher
then has the opportunity to probe more deeply uspen-form questions if additional
information is needed to enhance or clarify underdings (Gall, Gall, and Borg, 2003).
Gall, Gall, and Borg (2003) note that using a sstructured approach to interviewing
allows for standardization across respondentsstduallows for greater depth than what
can be gleaned from a structured interview.

The questions in my study were designed for paditis to provide information
that will inform each of my research questions.e Triterviews were conducted after the
innovation concluded so that participants coultertfon their experiences with the new
professional development model as well as theieggpces prior to the implementation

of the professional development model. Intervievese recorded using a digital audio
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recorder. Each interview was transcribed for agialysing Express Scribe software.
(Appendix 1).

Teacher artifacts. Gay, Mills, and Arasian (2009) define researcHauats in
educational settings as “written or visual soui@edata that contribute to our
understanding of what is happening in classroormdssahools” (p. 374). | collected
various artifacts throughout this study. Teaclesearch briefs were collected from all
Central School staff at various points in the pssceAlthough all staff members are
participating in the professional development mptehly utilized the research briefs of
those participating in the study for analysis. détut growth data was collected from
participating teachers based on their individuajrade level research questions. Also
contained within research briefs was a reflectimmponent, where teachers reflected on
their implementation of their specific innovations.

Observations. For the purpose of triangulation, | documentedcitratent of the
professional development sessions, mentoring sessamd the observations of teachers’
classrooms. | took field notes during every prsi@sal development meeting. Another
staff member, who regularly takes notes at alff stegfetings, also sent electronic copies
of her notes to augment the notes | took. CorhthStrauss (2008) note that
observations play an important role as a datacadie method. They explain that
participants may say they are doing one thingwyetn the researcher observes, the
participants may be doing something else, hencedier of the observation. Johnson
and Christensen (2008) note a drawback in thaicgaahts may not act naturally because

they know they are being observed. However, becatimy presence in staff
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development sessions and within in their classrooma regular basis, | anticipate that
participants trusted me in my role as researcher.

When scheduling the classroom observations, rinéal teachers of my intent to
observe the implementation of their inquiry progect reminded them that
confidentiality would be assured. | asked the lteeas to choose a day and time between
the last week of November and first week of Decanfduethe observation. | came
prepared with each teacher’s research brief. Ifiehy notes, | looked specifically for
actions and behaviors that related directly tortpersonal studies. While observing, |
recorded what | saw happening, what was beingasadddone, and by whom (Corbin &
Strauss, 2008). As aresearcher, | recognizeddhee of reflexivity (Corbin & Strauss,
2008) during the data collection process. Thusyrfield notes, | acknowledged my
influence on the research process by making reseanotes (thoughts, reflections)
alongside the observation to ensure transparency.

Researcher’s journal. Gay, Mills, and Airasian (2009) note that the uka o
research journal allows for transparency, refléyjvand increased the trustworthiness of
a study. In my research journal, | not only doeated each step of the research process,
but also recorded my reflections and musings retyuld also ensured that | utilized my
researcher’s journal in an effort to be candid aloe biases | hold regarding my study.
As Gay, Mills, and Airasian note, | used the jodiieanote instances where | made
judgments about my data that may validate my pmsitil wrote in my researchers’
journal weekly throughout my study. On days wHerenal data collection occurred, a
thorough description of the events and my respotwstige events were recorded in the
journal. In addition, | also summarized any meinmigpmeetings that | engaged in with
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teachers throughout the study. At the end of eatk, | wrote a reflective entry about
my thoughts and musings of the past week.
Data Analysis

Data collection and analysis occurred concurreautly sequentially throughout
my study. | looked at the results of both my gitative and qualitative data in the
analysis phase to determine if multiple sourcesatd similar findings (Gay, Mills &
Airasian, 2009). An explanation follows of howralyzed my quantitative and
gualitative data sources both individually and edtilvely.

Quantitative data sources.Gay, Mills, and Airasian (2009) caution against
analyzing the results of a survey using item bmitiescription due to the overload of
information that could be difficult to synthesizRather, they recommend clustering
items into constructs that are related to eachra@he finding the mean or average of the
cluster. They indicate that the development aradyars of items in a cluster or construct
improves the reliability of the scores themselvAs. previously explained, the survey
was divided into four constructs: beliefs, attéadcontext preferences, and content
preferences. The purpose of the survey was touneése impact of the innovation on
Central teachers’ beliefs, attitudes, and prefererior professional development. During
the analysis phase, | recorded individual item@esps in each construct using a
statistics software program called Statistical Rgekfor the Social Science (SPSS).
First, | computed a reliability measure using Cractids alpha. Then, | computed
descriptive statistics for each of the four congsu The means of pre and post survey
data were compared to determine if a change itudés, beliefs, or preferences for
professional development occurred. A paired tuesst performed to determine whether
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the means between the pre and post survey datastegistically significant (Johnson &
Christensen, 2008). Because of the small numbpaicipants in this study, frequency
counts of each item across respondents were retof@eantitative data were
triangulated with other qualitative data sourcesdek corroboration.

Qualitative data sources.According to Creswell (2009), collecting qualitagiv
data is an ongoing process that involves continuellisction about the data being
collected. As mentioned, data collection in thigdly was conducted concurrently with
data analysis. In preparing for qualitative datalgsis, | first organized and prepared the
data as | collected it. This included numbeririglata sources in the order they were
collected, transcribing interviews, and typing neld notes. | then read through each
data source to gain a general sense of the infa@maCorbin and Strauss (2008) discuss
the importance of reading qualitative sources fl@ginning to end prior to making
notations. They explain:

When doing the first reading, analysts should tekes urge to write in the

margins, underline or take notes. The idea bethadirst reading is to enter

vicariously into the life of participants, feel witthey are experiencing and listen

to what they are telling us. (p. 163)

After the initial reading, | went back to each datairce and made notes in the margins of
these data sources about initial impressions regate data collected. Johnson and
Christensen (2008) call this initial process oforeling initial ideas during data analysis
memoing. Memos are reflective notes that reseesachete about what the data are

telling them. For each piece of raw data | analyzevrote memos in the margins of the
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data. Often, concepts changed as my level ofpre¢ation deepened, or as additional
data were analyzed, that caused a shift in mypnégation.

As initial categories emerged through the procéssemmoing, | assigned
inductive open codes to the data. Inductive cadegenerated by the researcher as a
result of examining data (Johnson & Christensef820As a master list of open codes
emerged from the data, | entered the codes intdtaare program called Dedoose
(www.dedoose.com). | then uploaded transcriptmfniaterviews, observations,
research briefs, and typed portions of my reseasfairnal into the program. | was
able to assign codes to specific excerpts of tegach source. Utilizing this resource
allowed me to organize the data by code, and csdldipe data into themes. Throughout
the coding process, | continuously reread previoashlyzed data and compared it to the
new data | collected. This constant comparisorhowe{Lincoln & Guba, 1985) of
analysis for each of my qualitative data sourcem@tte, semi-structured interviews,
artifacts, field notes from observations, mentosegsions, development sessions, and
researcher’s journal) were used to determine wheilese themes and categories
emerged across multiple data sources. Johnso@lamstensen (2008) recognize the
importance of continuous comparison and revisiocapégories until the researcher
clarifies the meaning of each category, creatdmdison among categories, and decides
which categories are most important to the stutlyemes were assigned as a result of
the constant comparison and revision of the categor

| reviewed the results of both my quantitative godlitative data in the analysis
phase to determine if multiple sources revealedairfindings (Gay, Mills & Airasian,
2009). To do this, | applied Erickson’s (1986) huet of analytic induction. Erickson’s
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method is based on the researcher’s repeated gsaglithe data set as a whole to arrive
at a set of credible assertions. According to Bifii®97) “Assertions are statements that
the researcher believes to be true based on amstadeing of all the data” (p. 80). To
establish a warrant for each assertion, the relseaneeds to find confirming evidence in
the data as well as searching for disconfirminglence among the data that may refute
the assertion. To establish a warrant for eachyopreliminary assertions, |
systematically searched through each data souifaedtsegments that confirmed the
assertion being made. After finding confirmingdmnce to warrant the assertion, | then
searched for evidence of disconfirming data. id€dnfirming evidence was strong, |
discarded the assertion. If the confirming evidewas strong, the assertion was
warranted. For each preliminary assertion genéyatiellowed the same procedure.
When using Erickson’s method, Smith (1997) expléiva there is no specific test for
determining the balance of confirming versus disicaning evidence.
Potential Threats to Validity

Experimenter effect. The mixed roles | hold introduced possible limias into
my study. Gall, Gall, and Borg (2003) note thatahacting research in one’s own
context has both advantages and disadvantagesinigtapproval from the institution,
having access to decision makers in the instityaon deeply understanding the context
of the institution are benefits of conducting resban my context. On the other hand,
the position in an institution and the interpersoriationships with the participants in
the study may impact the study negatively. In rogtext, | have a strong professional
relationship with the teachers in my building. vitg been a classroom teacher at
Central, teachers indicate that my experiencedasaroom teacher at Central makes it
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easier for them to come to me with questions amt¢@ms. Knowing that | have an
administrative role introduces a limitation in nmydy, as participants may say what they
think | want to hear. Knowing that | did not paipiate in the formal evaluation of
teachers during this study as well as maintaining@en and honest professional
relationship with teachers reduced this limitation.

A potential threat to the validity of this studyressearcher bias. Johnson and
Christensen (2008) define researcher bias as ‘fobtaresults consistent with what the
researcher wants to find” (p. 275). They expla@t researcher bias tends to occur more
frequently in qualitative research. Because this mixed methods research study, |
collected data which will be analyzed quantitatvahd qualitatively to seek
triangulation and complementarity. To reduce tbesmility of researcher bias, | used a
strategy called reflexivity. Johnson and Chrisggnsote that the researcher will engage
in “critical self reflection about his or her potex biases and predispositions” (p. 275).
By utilizing a research journal, | continuouslyt@ally self reflected about my biases.

History. Teachers at Central may have chosen to read adlifioofessional
development resources or attend professional denedat sessions outside of the
innovation being offered to them. This may influaerthe findings in the study. To
control for this, | asked a final question in tlegrs-structured interview addressing other
professional development opportunities that thégnaed and the outcomes of those
sessions.

Maturation. In my study teachers newer to the profession magt rdifferently
to the innovation than those who are veteranscorhrol for this, | asked specific
demographic information about years of experiend@eé profession. In the analysis of
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my data, | considered maturation as a threat tditAal It is important to note; however,
that teachers who are teaching at Central foriteetime were not participants in the
study. Though they attended all facilitated prsifesal development sessions, they were
not responsible for implementing a full inquiry pret. Many of their professional
development sessions were focused on their nedstagear teachers in our school.

In this chapter, | presented my research desigrpkardfor data collection and
analysis, and potential threats to the validitynyfstudy. In the next chapter, | will

provide a detailed presentation of the results p&imdy.
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Chapter 4
ANALYSIS AND RESULTS

Corbin and Strauss (2008) discuss and define tperitance of analysis. They
contend that researchers cannot collect data mtkdii; rather, something has to be done
to give the data significance. Analysis is thegess that gives substance to data. Corbin
and Strauss define analysis as “a process of exagrsomething in order to find out
what it is and how it works” (p. 46). They expldirat data are broken apart into various
components by the researchers and examined tofidddir properties and dimensions.
As a result, the researcher uses the acquired kedlgwI|to make inferences about the data
as a whole. In this action research study, | hdpdzktter understand the impact of an
inquiry based professional development model ochieapractice and student growth as
well as the value that such a model holds for teectvithin my local context.

In the previous chapter, | described my actiom pikata collection methods, and
plan for data analysis. In this chapter, | preseninventory of the various data sources
used in this study, a more specific accountinga thanalyzed data, and the results
from both quantitative and qualitative data sourethey relate to my research
guestions.

Inventory of Data Sources and Their Findings

An inventory of all data sources used in this gtndting the type, description and
contents of the source is displayed in Table 2thénfollowing sections, | detail the
attributes and purpose of each data source alatiigtiae findings from them for each

research question.
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Attitudes, Beliefs and Preferences for Profession@evelopment

Pre and post survey analysis and resultdn this study, | utilized one
guantitative data source, a pre and post survdyetter understand if teachers’ attitudes,
beliefs about and preferences for professional ldpweent changed as a result of using
teacher research as a primary vehicle for profaasevelopment. Pre-surveys were
distributed prior to the innovation beginning at #nd of August, while post surveys
were distributed at the conclusion of the studpe@cember. As a reminder, the post
survey changed slightly to find out if teachersitatles, beliefs, and preferences shifted
as a result of the innovation. To ensure confidétyt and anonymity, teachers filled out
the surveys privately, as desired, and identifredrtsurveys using the first two letters of
their mother’s maiden name and numeric month obirén. The pre-survey survey was
piloted during the spring of 2012, and changes weade based on the statistical data
gathered during that time.

First, | entered teacher responses to each sutemyimn the Statistical Package of
Social Sciences (SPSS). | then calculated thelfaaris Alpha of the survey to
determine its reliability. For the survey to bedwd reliable, it should receive a score of
0.70 or higher (Cronbach, 1951). The pre-surveldgd an overall value of 0.72, while
the post-survey yielded a slightly lower overallugaof 0.70. Next, | ran descriptive
statistics to calculate means (M) and standardatievis (SD) for each of the four
constructs (see Table 3).

The first construct measured how strongly teacfetrsabout their own beliefs
regarding professional development, and then hei beliefs may or may not have
changed as a result of the innovation. Resultsatel that teachers’ beliefs about

61



professional development changed (pre survey, Mb8)3ver the course of the
innovation (post survey, M =4.11). The secondstmtt measured teachers’ attitudes
toward professional development. Data indicaté dttéudes toward professional
development, too, shifted slightly from the begimm(M = 3.86) to the end (M 3.98) of
the innovation. The third construct measured teeglprofessional development context
preferences. Context preferences include wayddhahers prefer to learn (i.e.
educational experts, colleagues, books, journalsjae conferences, alone). Again, post
survey questions were specifically targeted tocthr@text preferences in relation to the
proposed professional development model. Conteftepences resulted in a miniscule
downward trend (MD = -.04) from the pre-survey (M#£0) to the post survey (M

3.56). The fourth construct, content preferenocepfofessional development, showed
an upward trend from the pre-survey €\8.72) to the post survey (M4.06). | used a
pairedt-test to determine if the changes between the ne&fahe pre and post survey
showed statistical significance (see Table 4). ugtonone of the results yielded
statistically significant changes, results in thoééour constructs (beliefs, attitudes, and
content preferences) suggested a trend toward agrestrongly agree.

Results from the surveys are not surprising withard to a lack of statistical
significance for two reasons. First, survey resulticate that most respondents, with the
exception of one teacher, generally took a neotrabsitive stance toward their beliefs,
attitudes, and preferences about professional dprrednt in the pre-survey, and the
results held similarly at the end of the innovatid#owever, one teacher’s responses in
the pre-survey indicated disagreement, strong ceemgent, or neutral feelings on ten of
eighteen survey items, and in the post-surveysémee teacher reported strong agreement
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or agreement on thirteen items, neutral feelingfanitems, and disagreement on one
item. Secondly, recognizing that the innovaticsted for a short duration (fourteen
weeks), a significant change in beliefs and atétuchay not be surprising. The literature
regarding school change and professional developsugports possible reasons for the
lack of significant change. Scholars recognizé aéimy school change or reform effort
takes time, often due to a myriad of factors, saglschool culture, emotional and
relational aspects of teaching, school leaderstipool capacity availability of and time
for professional development (Hargreaves & Shirk909; Hinde, 2003; Newmann,
King, & Youngs, 2000).

Qualitative data analysis and results.To more deeply understand each research
guestion, the qualitative analysis of multiple dstarces (vignette, semi-structured
interviews, artifacts, and researcher’s journabyvped contextually rich information.
After open coding, writing memos, and constantlgnparing the codes to data
previously analyzed, | entered the raw data artéhirdodes into a qualitative research
program called Dedoose. Within the program, | ggitted those excerpts that were
assigned initial codes during the open coding mecé also entered specific information
from my hand-written researcher’s journal that émed relevant to answering my
research questions. At times, a single excerptagagned multiple codes. | constantly
compared codes to sources previously analyzedps@t codes, and reassigned and/or
added codes. A final list codes generated duhegbding process is presented in Table
5.

| utilized two analytical tools within Dedoose tssést in the development of
themes for each of my research questions. Fiustedl a code co-occurrence chart. A
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chart of this nature shows how many times a coeeccorred with another code. For
example, the code professional community co-ocdunigh collaboration thirteen times.
This tool assisted in collapsing codes and devefpfiiemes. Another useful tool in the
development of themes was the code applicatiort.chathis chart, data sources were
cross-referenced with the codes assigned to mgahlath the number of times the code
was assigned within that document. This tool esgsecially helpful as it provided a
visual and numerical representation of how mangs$imodes occurred, not only within a
single data source, but also across sources. Xeonme, the code collaboration (CB)
occurred seven times within one interview, but cetored across ten data sources, and
was specifically referenced within nine data sositbéty-four times. In the next several
sections, | present the themes | generated for selarch question with an explanation
of how | arrived at each theme and data to sugherthemes.

The following themes emerged in relation to teashattitudes, beliefs, and
preferences for professional development: (a) dexiy of professional development,
(b) professional discourse, and (c) focused chowfat follows is an explanation of
each theme, explained in depth, with evidence ppsu the theme.

The first theme, complexity of professional deyghent, resulted from teachers’
reporting out multiple considerations that neeléanade when determining supportive
professional development practices. All particisawhen asked about the purpose for
professional development, reported that the purfmserofessional development was to
provide support for teachers so that studentsl@alin. Of the nine participants, only one
did not mention student learning, but concurrechwited to “help keep teaching fresh.”
Teacher A captures the essence of the purpose:

64



| think the main purpose is obviously to make temshmore capable in their
profession. | think that just like in any other@ar—doctors, lawyers, they are
continually learning, being pushed to learn. Teasmeed the same type of push
because our job is obviously to make sure thastudents, or our charges, are
getting better and are successful, so if we damwtvwgas professionals, we can't
help our students, so | think it's mainly for oungth and that will lead to the
students’ growth.
Teacher E adds that the profession and our studemtsways changing and, as
professionals, we need to hone our expertise tp kpen an ever-changing field. She
reports, “I feel that professional developmentasmsportant because things are always
changing and it gives us such a great opportuaitgtevaluate things and see what we
need to do differently in and out of the classrdom.

Though all teachers interviewed agreed on the @merpd professional
development, teachers also discussed the comglexdsisociated with professional
development during professional development mestidgring interviews, and when we
spoke one on one throughout the course of the etrmv. Codes from each source
collapsed to support the theme of complexity inelaallenges with professional
development (CPD), time for professional developnf€MPD), reactive professional
development (RPD), meaningfulness of professioaaetbpment (MF), and
overwhelming feelings (OW) about professional I@gn All participants spoke to the
multiple challenges faced when implementing pratessd development to effectively
meet the needs of all teachers. In response tprdiessional development vignette,
Teacher G, a primary teacher, reported that tooympasfessional development meetings
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deal with concerns not suitable to their gradelle®he states, “We [teachers] are
supposed to differentiate, but it's not done in imggs. They’re doing to staff what
we’re not supposed to do with students.” TeachdisBussed the need for professional
development to focus on the needs of the schooljlestioned who determines the
needs of the school. Often the needs of the saredvased on test scores, and the needs
of teachers and students are not considered.m&stishe reported that professional
development seemed like “the flavor of the weeKll teachers reported time as a
challenge, but for different reasons. Teachelkethabout the need for teachers to be
respectful of people’s time by being on time tofpssional development meetings, while
Teacher H talked about how much time is wasted vnefessional development does
not apply to her. Teacher E discussed the tirtekés to get to know her students before
determining where her professional development siéed

In listening to teachers talk about the new pitesal development model in
relation to the complexities that surround professal development, the next three
themes suggest a difference that this professiabamalopment model may have made for
teachers in the study. Through the analysis of-s¢mctured interviews, my
researcher’s journal, and a consideration of bathepd post survey results, professional
discourse emerged as a theme. The following csdiggort this theme: collaboration
(CB), interaction (IN), professional community (R@hd small group conversations
(SGC). In the analysis of the nine semi-structunéerviews and entries from my
researcher’s journal, | found the four codes refeed recurred a total of 73 times across
these data sources. | specifically collapseddlie ¢odes to develop this theme because
of the repeated co-occurrences | found among them.
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Regarding professional discourse, teachers répeimportance of professional

dialogue as they work to understand the needseaf students. Teacher G explains:
| was able to look at my specific students and tal&nother grade level and find
out what they felt was missing from our kids comupy..that had come up
previously and what direction would help them, arsd look at the skill set of our
students and what they were capable of. We agtdallsomething that actually
impacted instruction because not only did they aickkand look in the text and
find explicit answers, but it helped with their d@ag comprehension.

Teacher F talks about the necessity of profeasidiscourse as she works on her

inquiry project with her team:
Well first of all, the big impact is working withgroup. | love to talk, | love to
collaborate and share ideas and ask questionslawe the fact that I'm not doing
this on my own. The group is very important to me.

Teacher B concurs:
With the action research, we have a lot of tim&atk to our colleagues, and
immerse ourselves in what we're doing and questiohtalk. I'll go to a
colleague's house for dinner and be talking abdnatwm doing for my action
research, and | will text someone and tell themh tiyadata is really interesting.
It goes to that collegial bonding piece, which hasn huge.

Teacher A shifted in his views about the importapicprofessional discourse. He

reports,
| think working together for me is important. I'mever really done that. Really,
this is my first year of feeling like I'm workingith a partner. So, that's new for
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me. I've never seen the benefits of that befoedindely, bringing together the

community to work together, whether it's the whodenmunity or grade levels.
All teachers referenced some type of professioisabdirse as a desired preference for
professional development. Data suggest that détttoward professional development
appear positive when teachers are provided therappty to dialogue with other
professionals. Teacher D captures the essenaefelsgional discourse, “What better
model for students than professionals working toget

| constructed the theme of focused choice as dtrefscollapsing the following
codes: choice of professional development (CHiertintiated (DF), focused
professional development (FPD), meaningfulnesgafiegsional development (MF), and
feedback for professional development (FB). Dutimgsemi-structured interviews, |
asked teachers to think about professional devedopsessions that were of benefit to
them. One answer reported among six of the nin&cgmants included the incorporation
of differentiated professional development sessthngg teacher in-service week, prior
to the beginning of the school year. At Centréfedentiated sessions occurred over the
last two years. Staff members who hold expertise particular area facilitate one hour
sessions that they believe will be of benefit icteers at Central. Session choices result
from survey information collected at the end of phier school year. A matrix of
choices is provided, and teachers attend the sesthat they believe may impact their
practices. Though these sessions were not tigtd/tmnovation (which began at the end
of August), they were designed by me after | tdok administrative position two years
ago. |find it important to report this informatian my results section due to the number
of times teachers reported the effectiveness aktisessions and the value the sessions
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hold for them. Teacher D succinctly synthesizegnf@mation reported in similar ways
by other participants.
| think that some of the best pd [professional dgyment] I've received in the
last year has come from the opportunities wheedbtten to choose which pd
sessions to attend because, like | said, it's kmgwourself as a professional,
knowing what your own needs are as well as theseegour students and filling
in those gaps.
With regard to this particular innovation, Teacheadiscusses the value that this model
holds for him regarding focus and choice:
| think the professional development has been nmoate focused. It has allowed
us to choose what we feel is important to us. ovkim previous years it's been a
little bit more makeshift, | think. This year ibeen really honed into some of our
own needs.
Teacher E explains the meaning and purpose belkingdnsonal professional
development this year versus the completion afteoh assigned tasks by administration.
She reports, “It was just a check sheet beforeerdttan really being something
purposeful that | could use to guide my instructi®@ome of it was good, but this year |
feel like it's ALL [emphasis added] very purposefuleacher B talks about past
professional development practices both at Ceatrdlat other places she worked; and
how this year her professional development is tedy® the needs of teachers’
classrooms.
| think sometimes that it's too often, you knoWw, ey we're going to make this
goal as a school we're going to do this...and veel he increase our literacy
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practices and it just becomes this big mess antlgiof professional
development. It's been really targeted and foctsedur own classrooms. |
think it's good.
Teacher G discusses the way this newly designeachamdhors learning that is
applicable to everyone, but also allows for focuskoice when determining the needs of
the teacher. She contrasts it with traditional et®df professional development.
Like | said, it's more differentiated. It's eitrsmmething that applies to
everybody so that everybody can use it....liker#search book we've been
reading...it applies to anybody...or breakout geotiyat we've had that is
meaningful and will help your instruction or thatjp your grade level or
collaboration versus sitting in a room, everybodind the same thing, whether it
applies to you or not.
Impact of Ongoing Professional Development on Instrctional Practices
To more deeply understand the impact of this motlehgoing professional
development on teachers’ instructional practicesults from three data sources applied:
classroom observations, research briefs, and seuutgred interviews. | collapsed
several codes to determine the following themeruetionalshifts resulting from inquiry
The theme, instructional shifts resulting from imguresulted from collapsing the
following list of seven codes: application of pFesional development (APD),
relationship of inquiry to practice (RIP), instrioetal shifts (1S), impact of professional
development (IPD), focus on student needs (FSNud®@n instructional practice (FIP),
and focus on assessment (FA). To better undersit@ndpact of this ongoing
professional development model on instructionaticas, | conducted classroom
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observations of eight teachers. During each dassrobservation, | brought a small
notepad along with the teacher’s research bridigéaclassroom. After each observation,
| transcribed the observation. Then, | reread eddervation, assigning codes, making
notes in the margins, and comparing the obsenatimmwhat was reported in the
research briefs and stated in interviews. To ded¢lpe analysis after the coding process,
| developed a holistic rating scale to bring ovieraaning to classroom observation data.
| assigned a holistic rating of 0-4 to the obseoratvith regard to instructional shifts that
resulted from this model of ongoing professionaledepment. Table 6 provides the
criteria rating scale and criteria for that ratinghat follows is a rating and an
explanation of the rating assigned to each pa#itip

Teacher A’s practices coincided with a holistiangtof four. Teacher A’s
classroom observation was directly related to ésearch brief. During the observation,
Teacher A actively collected data on his studentsraction during a Socratic Circle, a
formal discussion among students based on a conemgrin which the leader asks
open-ended questions for discussion. Teacherekjauted to help the leader focus the
students, and he asked the students to reflechanwent well at the end of the
discussion. In his interview, he indicated thad thas the first type of professional
development that directly impacted his practiae bath his research brief reflection and
interview, he indicates that using this methodistdssion is new and now impacts his
method of discussion with students, not only dufogratic discussion, but across the
curriculum. In his interview, he shared that herteed something about his practice. He

reflects, “I did not scaffold them enough. | wahte try to remain aloof, on the side, like
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the method is supposed to and just let them gealized, and that's why I've changed
my practice, I've realized that they need a lititemore direction.”

| did not conduct a classroom observation of Teaéhdue to the delay in
beginning her innovation. However, in three indiwal meetings with her, she shared
parent and student survey data she used to deetherspecific needs of her students
and families in an effort to design a parent-stirdeacher study skills seminar to
improve content area assessment scores, whichetibgds may also impact her
students’ abilities to comprehend non-fiction texts

Teacher C wonders whether the implementationrobathly review session of
science and social studies content will increasg-term retention of content. During
my observation of Teacher C’s review session, shd guestions to the students and
gave them time to respond on paper. In her relsdaref, she indicated that she
conducts the review sessions once a month, bud@enot provide additional or
different instruction before, during, or after tleiew sessions, or as a result of how the
students perform. Also, at the conclusion ofdhservation, she shared with me that she
thought she should do something to provide additiorstruction at the conclusion of
each review session and indicated that she accktgature on the specific review
method to better understand if additional instiutis recommended by those who
developed the method. A shift in practice washsibbserved nor reported across other
data sources, yet Teacher C wonders whether slddshaplement an instructional
practice component at the conclusion of the revaessions. Of note, in reviewing other
data sources, she shared that presentations friside@xperts impacted her
instructional practices the most, but when questiospecifically about those practices
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learned by outside experts, she relayed that auesigerts simply give her a greater
understanding of the challenges children face wheke her more compassionate when
working with students.

Upon the analysis of Teacher D’s classroom observeher instructional
practice directly related to the actions she predas her research brief as well as
discussed during her interview. Thus, | assighedobservation a holistic rating of four.
Upon entering the classroom for the observatioachier D handed me a list of questions
she intended to ask the students during the lesBba.questions she initiated were
knowledge and comprehension questions specificalyg to summarize what students
learned the previous day. As the lesson progresgestions increased in complexity.
When reviewing her research brief, Teacher D regothat she read the bodkaking
Thinking Visible along with numerous articles frohtne Reading Teachénat focused
on questioning and classroom talk this past sunameérduring the school year. She
wondered if students would more strongly apply eahtirea learning across the
curriculum if she purposefully planned questiormgffolded in complexity, for students
during content area instruction. During her intew; | asked about specific shifts in
practice as a result of her inquiry. She reports:

Last year | was focused on making sure that stsdeate exposed to all of the

content that they needed to know from the Core Kadge sequence, and that

they have a thorough understanding of the "whadt'the "how". This year it's
more of the "why" and the "what if"... a lot of thexelopment I've been seeking

and finding is things like higher order questionargl digging deeper into the

73



curriculum and asking the "why" questions and "Hmwne we're learning this?"

and "What does this have to do with our lives t&day
She further shares, “It's just I'm mindful, in evérsson, how I'm engaging students
through questioning, and how to base subsequestiguas off of their answers
depending on what they need, depending on whereotinersation goes, and what
guestions they’re asking me.”

Upon entering Teacher E’s classroom, she immegi&dime to the study skills
chart that listed five study skills she taughthte students at the beginning of her
innovation. She showed me the post-it notes witHemnt names next to a skill and
explained that each student set goals relatedpeeific study skill. She then called the
students by table to the carpet and began a gratessim. Once during the lesson, she
drew students’ attention to one of the study skitighe chart, following directions. She
asked, “Who can tell me why it's important to fallalirections? What happened to
Quigley when he didn’t follow directions?” Outsidéthat question related specifically
to her inquiry, the grammar lesson continued withreterence to study skills. In
searching for evidence in other sources to suggomstructional shift, she shared in her
interview, “I find myself taking more just quick tes on my students more than I've ever
done before because | love seeing how those notek@v those observations of my
students with study skills have helped me help thefihese data suggest that she shifted
in her observational skills of students, taughtdpelessons on study skills at the
beginning of the year, but a shift of practice t@teto her research question was not

directly observed during the lesson, and was tbesedssigned a rating of three.
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When | walked into Teacher F’s classroom, she imately pulled one student to
the back table. The student, one of nine struggkaders, was targeted for a specific
reading intervention program that the grade lesait chose to inquire about this year.
She began the lesson by sharing current readimgvatt him about his progress.
Throughout the lesson, when the student was engadedendently, she shared the
shifts she made as a result of the inquiry with r8ae reports that the program provided
a necessary structure that was lacking in her guidading instruction. In the past, she
felt like she did a “little bit of everything” durg her lessons, but recognizes the value of
daily, consistent instruction for readers who eigrere the greatest challenges. She
reports, “I've learned from that piece of the wagticomponent, the guided writing, which
I've never done with my reading groups, so it'santpd me because it's brought new
information in and it's helped me become a be#tacher in that area.” | assigned a
holistic rating of four to Teacher F as a resulthaf observation and the impact reported
through other data sources. Like Teacher F, Tedéland H collaboratively engaged in
their inquiry this year. They, too, were also geed holistic scores of four, as they, like
teacher F, experienced shifts in practice which easimented not only in the
observation, but also in their interviews and witthieir collaborative research brief, and
in personal conversations documented in my resedscjournal. Teacher G shares the
impact of her ongoing inquiry, not only with hergated group of students, but also
across her classroom:

Not only has it impacted my teaching practice, \tbse that really need that

intervention, but it's actually helping all of mgading groups and the way that |

structure my guided reading groups has changedhandnly been doing that for
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four weeks. It has that guided writing componéiat i'm now taking and

utilizing for all my groups. That's been huge.

Teacher H shares her shifts in practice, but for $tee realized that the guided writing
component of the intervention program was very sssful, but more importantly
Teacher H learned that her professional expenibenstters—even when a scripted
program is utilized.

The observation in Teacher I's classroom coincidéd a holistic rating of two.
Teacher | questioned whether or not reflection wdwdlp children become more mindful
with improved classroom patrticipation. During tHeservation, Teacher | shared a read
aloud with her students. Throughout the read glehd asked questions of the students,
engaged in dialogue and twice during the obsemasibe quietly whispered to two
students. At the conclusion of the observatior,gfowed me a checklist where she
marked a chart. When asked about what the chididaited, she explained that the chart
recorded behaviors that necessitated reflectioheMasked when the students are given
the opportunity to reflect, she replied that sheiaeflect with them later in the day.
The observation was somewhat related to the raséaief; however, a shift in practice,
outside of marking a chart was not observed.

This theme received additional consideration aqpdamation as compared to
other themes in this chapter for two reasons.t,Rlte primary purpose of professional
development is to improve teacher practice. Tloeegfgiven the small number of
participants in the study and the diversity of thequiries, | wanted to provide a
descriptive picture of the impact of their self shn inquiries on their practice or lack
thereof. Second this theme revealed the challethgeésome teachers faced with linking

76



their research question to a specific innovatiat thsulted in a personal change in their
instructional practices.
Impact of Professional Development on Student Grovat

Several concerns arise within and beyond this stuugn considering the
potential impact of professional development onlett growth. As many scholars
attest, establishing an empirical link between gssional development and student
achievement is challenging because of the chaltefaged with the necessity of
implementing a rigorous research design that asted an empirical link between the
two (Yoon, et al., 2007). Moreover, multiple linkstween the variety of professional
development opportunities offered and the accunaulaif professional knowledge over
time makes the link between professional developraed its effects on student learning
difficult to measure (Knapp, 2003). Finally, vargostudies on professional development
examine the attributes of the development that coayribute to student growth, but
improvements in conceptualization, methodologiesraeasures that study these
attributes remain challenging to establish (Desip@®09; Kennedy, 1998; Saxe, et. al.,
2001 & Wei, et. al., 2009).

In this study, understanding the impact of prof@sai development on student
growth became the most difficult question to answaraddition, the implementation of
this new professional development model took timieretfor teachers to learn the
process of action research, to observe their oudtesits and determine where their
tensions lie, and to design a systematic way teerdeeply understand those tensions.
One of the challenges of this particular study,clHiwill discuss in more depth in
chapter six, includes time limitations for dataledlion. However, because the purpose
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of professional development is to develop teackpesgise so that students learn remains
important to the study. As a reminder, my studyasdesigned to prove that the
implementation of professional development increasadent learning. Yet, | wanted to
understand what impact, if any, this model heldegard to student growth.

To bring meaning to the question of student grawtthis study, | used two data
sources to gather information about student gr@sth result of teachers’ individual
inquiries: research briefs and semi-structureerninéws. Initially, | coded responses
regarding student growth in three ways: studeit@ues related to inquiry (SOI),
measured outcomes (MO) and perceived outcomes (B&ed on the collapsed data,
the theme, perceptions of studgmwth received the most prominence.

In the semi-structured interviews, | specificalgkad how the students’ academic
outcomes were impacted by their professional dgwmeént, specific to their inquiry
projects. Of the nine participants, seven pardiotp discussed perceptions of student
growth related to their individual inquiries. Oteacher provided a general response
about growth not related to her project, and oaehter began her innovation in January,
after data collection for this study ended. Teadhtlked about the growth not
necessarily reflected in grades, rather in whailbeerved and noted during the Socratic
discussions in class. He explains:

And my growth is not reflected in grades...it's mmahat types of questions and

comments they're making. I'm still not seeing aglmas | want from them at this

point. So, I've had to go back and scaffold theith vinere's what | want you to

do the night before, here are some questions,flmoknd cite the evidence.
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Whereas Teacher A talks about not seeing as musttiyas he wants at this point,
Teacher F perceives immediate growth as a reshiwoinquiry:
I'm really pleased with the academic growth weaeirsg with the kids. I've seen
pretty close to immediate results...even the sethgt routine and procedure...it's
giving the kids structure...even though | think ave it before, it's even more
structure...which guides the children as to whHtdieected learners should be
doing--that academic outcome, and it has beenvelatguick on the impact too.
Although Teacher G notes evidence of student grps¥tl holds a concern that as she
pushes students through the levels of her inteimeprogram, they still exhibit
challenges in their reading behaviors:
As we began level G, the students began to shoavomis which had not been
exhibited before. In previous levels they had destiated significant
improvement in fluency. With the introduction ohiger and more complex texts
and vowel patterns, at the level G, | have seeechre in fluency. Their reading
has become robotic and it takes them a long tinfmigh a book. | have also
noticed that they are not using all of their styateeading behaviors and are
relying solely on decoding. Skills such as crdsscking are not longer being
used.
She realized that her expertise matters. In aesation noted in my researcher’s
journal, Teacher G, though appreciative of therugrtion program she selected, realizes
that simply following a script is not a substit@ibe excellent teaching. She is now

combining the benefit of the intervention programaterials, structure, and consistency)
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with her expertise regarding what each of her rsaskeeds—and deviating from the
script as the need warrants.

Teacher C perceived growth in her students thas gegond grades and
assessment. She learned, through her inquirsthdéents think metacognitively and ask
guestions about the brain, their thinking, and mgm&he reflects:

Yesterday, we were talking about the brain and nrgrand a student goes

‘Where do things go after you forget them? Or wlbyyou forget things and

remember things?’ ‘Yeah,” he said, ‘those questipou give us, how come

sometimes we remember them and sometimes we d@fi® says, ok this is
something you need to remember and then what abewthers?’ And | was
like, wow that was such an interesting questioa blecause it does, it's like, why
can't we pick and choose what we want to remembBer® what makes things
easier to remember or not. So, it's kind of ltkat's how it's impacted....they're
starting to question....why does this work, why'thdo this or that?
Of the nine participants, five participants turmediata (through the submission of their
research briefs) to support their students’ groaglit related to their individual inquiries.
Nine first grade students, who were targeted ftarirention using a specific intervention
program, all demonstrated increased growth in tleziding ability. Teacher C turned in
a chart to show the increase in students’ abiditsetain science and social studies
content over the course of the school year veralystwlding students accountable for
the retention of information at the end of a uhistudy. Teacher A’s study focused on
the implementation of a specific methodology (Stcr@ircles) to aid in students’ ability
to cite information from text to support their dissions. He turned in data which
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showed a small increase in students’ ability te taixt to support discussions using the
Socratic method. Teacher B did not begin her iatiom with students until January,
after the study concluded. Teachers D and E shartbeir December research brief
reflections the need for assistance to determimetbaaccurately report growth specific
to their inquiries, and Teacher | shared a checé&fibehaviors she is marking as she
observes students in her classroom, but did natatelan increase or a decrease on the
self reflective behaviors of students that sheetimd,

Of note, one of the challenges noted by many taatiuring individual meetings
with me was how to adequately determine the begttvaneasure student growth in
relation to their inquiries. The team that implenegl the reading intervention program
found it easiest to measure growth; whereas o#aamhiers struggled with how to best
measure student growth related to their inquiridsny teachers held a quantitative
stance in relation to measurement of student groyehsome teachers opted to try some
gualitative documentation of student growth. Emgpirdata can be insensitive to the
growth that teachers observe and appreciate. Stadhievement does not simply mean
a numerical increase in test scores or levelshdRatvaluing those subtle but important
shifts matter for students and their teacherss plhofessional model seemed to
contribute to those subtle shifts in student growth
Characteristics of Model Deemed Important by Teaches

Quantitative analysis and results.To determine the characteristics of this newly
designed professional development model that teacdeemed most important for
impacting their practices and student learningndlygzed results of the post-survey
guestion by question, as most questions specificalerenced the innovation. In eight
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of the eighteen questions, none of the participdissgreed nor strongly disagreed with
any of the questions; whereas, in the pre-surv@yetwas disagreement, strong
disagreement, or a higher number of neutral feslalgong some participants. Table 8
displays the questions and the percentage of agmr@eaimong participants. The data
suggest that all teachers in the study either agre&ongly agree that this model of
professional development improved their teachiragices (SA=.33; A=.67) and
impacted student growth (SA=.22; A=.78). Most teaas strongly agree (SA=.44) or
agree (A=.44) that professional development focusethquiry aligns with school goals.
Specific content and contexts reported out positiveclude using research as a basis for
learning (SA=.22; A=.67; N=.11), learning aboutrets of inquiry with colleagues
(SA=.44; A=.56), sustaining inquiry topics or camtever time (SA=.11; A=.78; N=.11),
and basing inquiry on teachers’ own needs (SA=26733). The attributes that teachers
deemed important are also characteristics deemgadriamt in the literature. Opfer and
Pedder (2011) discuss the need for time that teacte®d to absorb, discuss, develop,
and practice new knowledge. Effectiveness of m®ifmal development has also been
shown to be positive when teachers participataendevelopment collectively and
collaboratively. Likewise, King (2002) notes tmegortance of collective inquiry where
teachers critically examine their practices, themrand research and work together to
confront those issues in a systematic way.

Qualitative analysis and results. The qualitative data provided a deeper
understanding of my question about the charadiesisf this new model that teachers
deemed most important. Two themes were collapsed the data collected: (a) focus
on teachers’ needs and (b) professional influendé® first theme, focus on teachers’
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needs, resulted from collapsing the following codelsange (CG), reflection (RF),
meaningfulness of professional development (MFpaat of professional development
(IPD), and application of professional developm@&RD).

Teachers reported, through interviews and meetigsifrom professional
development and/or individual meetings, positivdifegs about choosing their own paths
for professional learning this year. In the p#s, focus for professional development
was determined solely by administration and/orradha of teachers. As a building
administrator and researcher, | was interestethdirfg out how a model of professional
development that places teachers at the centeewnfdwn inquiries might benefit them.
Though | provided the framework for systematic artdntional inquiry into problems of
practice, teachers chose their focus for inquifgrimed by a number of factors: school-
wide data, horizontal and vertical grade level datdlaborative conversations within and
among teams, but most importantly through their olvservations of the tensions, or
authentic problems of practice, that lie withinitheassrooms. Teacher E relates, “I felt
like this year, we had a lot of time to really thiof our students and what they needed
and then they came up with something that was ¢moithem. Not just a little check
sheet, get it done.” Teacher G notes the differengrofessional development this year.
“I think our professional development is so diffet.e Like when | think of how | am in
my classroom...focused. That's how | feel protesai development has been. It's very
targeted.” To summarize, eight of nine particigansed words such as “targeted,”
“focused,” “meaningful,” and “personal” when dissusy characteristics of this

professional development model and the value yipis bf model held for them.
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The theme, professional influences, resulted fecoltapsing the codes
administrative support (AS), professional readiRR), within-school expertise (WSE),
teacher as learner (TL) and feedback for professioavelopment (FB). In my role as
Dean of Academics, | hold responsibility for thaqming and implementation of
professional development. Since assuming thidipasil ask teachers for feedback
regarding their needs for professional developmehich led to the development of this
model for professional learning. Four teachersrga the importance of administration
listening to their needs for development. Teaéhsummarizes, “That's what | was
talking about earlier with our surveys and talkargl doing what's best for the building. |
feel like that's what made professional developmsergreat here because you do listen to
our needs.”

Teacher F discusses how her perception of ‘reselaashchanged:

| love that we are looking at an area that we rieedork on, and so it's very

personal, which | think is very effective. Sogl'grown not only in the areas that

we've tackled but just even perceiving what ibislo research. Because it would

have scared me...it did scare me...a lot of thelfaa left from that.
While, Teacher D finds professional reading to benportance in developing her
professional expertise, “I engage in professioaatimg, | subscribe tbhe Reading
Teacher That's been of value to md.have an idea of exactly what I'm looking for
because | know what my students need.” All ningigpants, through their research
brief, indicate various professional resources ¢fuade their inquiries—articles from
peer reviewed journals, professional books, agiflem non-peer reviewed journals,
programs with research to support the programggsibnal development DVDs.
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Finally, regarding professional influences, teashalked about the support that
my role holds. Each of the participants in thelgtuoluntarily scheduled one or more
meetings with me throughout the duration of theowration to discuss their projects. The
meetings, documented in my researcher’s journak weheduled for a variety of reasons
related to their projects. | assisted in helpiragteers narrow a research question, finding
peer-reviewed articles to support their work, aadklihg about ways to collect and
analyze data. The meetings were not mandatecdrratiiggested if assistance was
needed. | even received a text message one weé&kemd eacher B. She writes, “I
need another three months to extrapolate survey.dsgriously fascinating. Do you
have time on your calendar tomorrow?” Data sugtiesimportance of a within-school
expert or facilitator to provide assistance as ssagy.

Summary of Findings

To summarize, quantitative and qualitative dateouaced both the complexities
and benefits teachers experience in their developaseprofessionals. Teachers
reported challenges of professional developmerttitichude a lack of time, lack of
personal benefit to themselves or the studentstdamh, and lack of coherence among
professional development topics. Teachers padiiig in this professional development
innovation shifted slightly in their attitudes, led$, and preferences for professional
development, were impacted personally and profea#lioby their personal studies,
perceived and reported growth among their studants recognized characteristics of
professional development that were important tonthén the next chapter, | will provide

my interpretations of the results in relation toteaf my research questions.
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Chapter 5
FINDINGS AND INTERPRETATIONS
This action research study sought to investigatetiadr an inquiry oriented
professional development model focused on assistimchers to identify problems of
practice and then creating an action for addregsieign was of benefit to the teachers
and students at Central School. The lens throdgbhat designed my study drew upon
the theories of transformational and situated legrnThe assertions presented from the
results of the study reflect theories as well ggpsu the scholarship regarding
professional development.
Assertions
| wanted to more deeply understand whether praogti inquiry as the primary
source of professional development at Central Sctmexifically changed teachers’
attitudes, beliefs, and preferences for professide@elopment, impacted teachers’
instructional practices, and increased student tirowalso intended to determine which
characteristics of the model, if any, teachers dmkmportant for impacting practice and
student achievement. Considering both my theaefiamework and the triangulated
results presented in chapter four, | assert tHeviahg:

1. Teachers recognized the complexities tied to psades development, yet found
professional discourse and focused choice to lpgeattest value related to their
beliefs, attitudes, and preferences for professi@aaning.

2. As aresult of their implementation of an inquinyemted action research project,
the majority of teachers in this study reported/andemonstrated shifts in their
instructional practices.
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3. Teachers perceived and reported student growthresult of professional
development, but recognized challenges associatadiesigning ways to
measure growth in relation to their individual imigs and/or isolating that
growth to their development alone.
4. Implementing a professional development modeldhatains and focuses
learning over time, focuses on teachers’ individwe#ds, and recognizes the
importance of varied professional influences topguptheir learning are
characteristics deemed important by teachers snstiidy.
These assertions are more deeply explored in tlwnviog sections, with consideration
given to Erikson’s method of analytic induction—sz#ng for instances of
disconfirming evidence and weighing that evidengast confirming evidence to assure
each assertion is warranted (Erikson, 1986; ad ait&mith, 1997).
Complexity, Discourse, and Choice

Teachers, at the beginning of the study, reportatienges faced with
professional development, both on a large scalkéwathin their local context. The
complexities discussed by teachers are commensuithtéhose reported in professional
development literature —specifically in relationttaditional models of professional
development. In traditional models, topics aremfinposed on teachers with little
regard for their needs, and are one-shot, gerarimme-size fits all models that rarely
meet the needs of the majority (Desimone, 2009t Fliisook, & Fisher, 2011; Hill,
2009). At the beginning of this study, teacheporeed that professional development in
their former places of employment as well as inrtearlier years at Central tended to be
imposed on them with limited input from them regagdtheir needs as professionals.
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One teacher referenced professional developméth@dlavor of the week” when

talking about her experiences. When asked, imiig@s, what teachers might include if
given the opportunity to design a professional tigyaent program, they used words
and phrases such as “let us decide what we neeaaningful,” “collaborative,”
“scaffolded,” “interactive,” “differentiated,” “imradiate implementation,” and “allowing
the model to change when the needs of the builclvagge.” When asked the value
teachers found with the professional developmerdehimplemented as part of this
study, teachers reported more positive thoughtsat book has been amazing in helping
me kind of transform my thoughts and ideas on papdrinto the classroom;” “I feel
much more reflective as a teacher because I'mifags this area and it's forcing me to
be reflective;” “I also like the fact that we get¢hoose what we want to do.” The model
in this study followed a job-embedded model of pssional development. It allowed
teachers to study their own students, collaborbtiearn, determine their needs as a
result of student data and observations, and gaiistance from facilitators to organize
their own learning (Smith and Gillespie, 2007).

Professional discourse, a theme reported in chéqie was deemed a necessity
to the professional development of teachers atr@enfcross data sources, teachers
reported the desire for professional developmemdiude opportunities to discuss
students, instructional practices, and their ingpnojects with others. In the anchor
resource used in this studyying the Questionsshagoury and Power (2012) wrote an
entire chapter devoted to sustaining research g¢irbuilding and extending research
communities. After the discussion of this chaptebecember, teachers talked about the
necessity of “continuing the conversation” everutjio the formal book study and
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innovation concluded. As a result, following thedy, research teams were formed to
provide teachers the opportunity to meet duringfitise Wednesday of the month for one
hour to continue conversations about their researojects. This suggestion arose from
the teachers because of the value they found indlsgourse with each other, rather
than being mandated by administration.

A professional development preference teachergedah this study included the
opportunity to choose their opportunities for invgation based on understanding the
needs of the building as well as the needs of their students--supported by data they
collect and conversations teachers held with teadnem the previous year. Roberts,
Crawford, and Hickmann (2010) illuminated the intpoce of choice within a
professional development program that places teactehe center of their own
inquiries. “Participants are encouraged to be ireggiwho bring their own concerns to
the professional development table, so that thmmmétion, strategies, and habits of
mind...can be thoughtfully considered, applied, aambnsidered within one’s own
work” (p. 260). In reflecting upon the theoretié@mework upon which this work rests,
a thread of continuity runs between theory, suppgidcholarship, and this innovation.

Instructional Shifts

Shagoury and Power (2012) remind us that the pyimarpose of teacher
research is to improve practice in specific, cotecreays as well as to understand the
needs of students. Seven of the nine teacheheisttidy reported, through their research
briefs or interviews, a specific shift made in thastructional practice as a result of the
implementation of their research projects. | disecbserved instruction in six of the
eight classrooms that were related to the resegprektions posed. Documentation of
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instructional shifts came through three main sasiraaterviews, research briefs, and
classroom observations. During the whole groupgssional development sessions at
the beginning of each month, | reminded teachetthie purpose for professional
development involved improving their practices Isat tstudents achieve. | asked them to
reflect on how the questions they posed and thieppgsed innovations impacted their
practices. Teachers spoke to both general andfispgays that their instructional
practices changed, and some of the shifts werenadx$én their classrooms. One teacher
in the study captured the essence of her profesistt@avelopment. She talked about
appreciating professional development that affinasteaching, “...but really, the most
impactful, is it [professional development] realgsults in a change in the teaching.”
One teacher changed the way that she asked quesfiter students. She learned that
asking questions at higher levels allowed for de&peels of understanding, greater
student engagement, and even greater understawmiding content for her. “Why” and
“how” became important to both the teacher andsh&tents. Another teacher, through
the implementation of a published intervention pang that she selected, recognized the
benefits of the program. She shifted her minds@nplement the program as
recommended, but realized that programs don’tdading difficulties —teachers do.

She appreciated the structure proposed througprtdggams, and the materials to support
the readers. However, she realized the importahoecognizing what her students need
in the teaching moment, and deviated from the megacript to ensure individual needs
were being met. Even in classrooms where an ictsbnal shift was not observable,
teachers, through other data sources, reflectédeopractices they implemented and
guestioned those practices in relation to the aeinment of their students.
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Clarke and Hollingsworth (2002) discuss the shiftogus in professional
development from an event that is done to teadbammediate a deficit to programs to
one that allows teachers to be active learnersshlape their professional growth
through reflective participation that fulfills theas practitioners. Interestingly, the model
implemented here did expect teachers to identgyestion of importance to them, but it
did not necessarily work from a deficit model. this study, teachers spoke to their
frustration with setting a school goal, based aemal data, which had little to do with
their own students and their own problems of pcactiThey appreciated not being
forced to study something determined to be a ddficsomeone other than themselves.
Some of the proposed innovations in this study wetedue to deficits per se, but
innovations that teachers thought would enhancéetiraing of others. For example,
one teacher implemented Socratic discussions iol&agsroom. Though his external
reading data from the previous year were outstapndia wanted to deepen the discussion
in his classroom and use these discussions as fowsatudents to become familiar with
citing evidence to justify their arguments.

In summary, all teachers in this study reportedetbing that they did to shift
instructional practices, though shifts were notassarily directly observable in some of
the classrooms | visited. Clarke and Hollingsw@2002) describe six perspectives on
teacher change in relation to professional groviththis study, instructional shifts
reported and observed resonated with three of themange as personal development,
change as local reform, and/or change as growtkaoning The other perspectives,
change as training, change as adaptation (to charggelition), and change as systematic
restructuring, are examples of change done to &achT he intent of the proposed
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model, in conjunction with my theoretical framewpwkas not to do something to
teachers, rather to allow teachers to take coofrtileir own learning and determine their
path for change.
Student Growth

In this particular study, student growth relatedn® individual inquiries proposed
was challenging to measure. Because of the tima@ved for teachers to learn the
process of inquiry, recognize and design their avmovations to help solve a problem of
practice, and implement the innovation, limiteddstiot growth data were available by the
conclusion of the innovation in December. Yet,@lithe nine teachers reported growth
in different ways. Three teachers reported are@ee in student reading levels,
according to an internal building-wide measure.e @acher reported an increase in her
students’ ability to retain content specific infation taught from the beginning of the
school year. One teacher shared a chart that shawecrease in students’ abilities to
self reflect. Another teacher shared data showmgcrease in students’ abilities to cite
textual information when participating in Socrafiscussions. Two teachers met with
me on a number of occasions to discuss ways toureeatudent growth related to their
specific research questions, and at the conclusitime study still struggled to determine
how to best measure student growth based on teardsquestion posed. Again, one
teacher did not report a measure of student graagther innovation did not begin until
January, after the study concluded. The growthtdechers preferred to report in their
research briefs was quantitative. Yet, when lisigto teachers discuss student growth
during the interviews, their responses were moedi@tive in nature. Phrases such as “I
take more anecdotal notes on kids, “I watch myesttgla lot more,” “. my growth is
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not reflected in grades...it's more what typesugsgions and comments they're making,”
and “students are more engaged than they haveilhdes past” remind me, as the
researcher and practitioner, that student gromtloisalways measured in numbers.

Moreover, when asked how teachers knew that repatudent growth was
directly related to their professional developmembst teachers indicated that they could
not isolate student growth to their proposed intions. They talked about a number of
outside factors that also influence their studegitsivth such as the natural
developmental growth of children, other instructtbat takes place throughout the day,
and/or parental influences. Researchers, toogreze the challenge of isolating a
particular event to student learning. Yoon, e{2007), when examining over 1,300
studies to directly assess the effect of profesdidavelopment on student achievement,
were only able to isolate nine studies that wageraus enough to establish such a link.

Finally, as reported in chapter four, designing espbrting student growth as a
result of individual inquiries proved challengiray Ssome teachers. The research briefs
in the study were meant to be a fluid document¢hanhged throughout the course of
their individual studies. In multiple meetings wieachers, refinement of the research
guestions and the overall scope of the studies wastantly reconsidered and tweaked
as teachers implemented their proposed actiongaimupted to measure growth as a
result of those actions.
Characteristics for Consideration

Three characteristics of this professional develapinmnovation teachers
deemed important include: sustaining and focukagning over time, focusing
development on teachers’ individual needs, andgm®izong the importance of varied
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professional influences. These characteristias r@seive much consideration in
professional development literature and warraribseclook.

Sustaining and focusing learning over time.One of the characteristics of
successful professional development models disduadbe literature includes the
importance of sustaining learning over time (FlZisook, & Fisher, 2011; Hirsh &
Killion, 2009; King, 2002; Opfer and Pedder, 20$hyith and Gillespie, 2007; Yoon, et
al., 2007,). Studies of professional developmenthich teachers were provided with
more than 14 hours of development reported a pesdind significant effect on student
achievement (Yoon, et al., 2007). During the cewnfsthe innovation, 12 hours of
development were provided to teachers formallyrduaur weekly professional
development sessions (two hours, twice per morti)teachers reported spending time
outside the hours provided to work on their prgecddditional time included time for
professional reading, time to meet with me, timeneet with colleagues, time to analyze
data, and time within their classrooms to implentbatir actions. As a reminder,
although data collection ended in December, thevation and model continued
throughout the school year. All teachers in thelgtreported an appreciation for keeping
our development focused and sustained, ratherdhamging topics monthly as had been
done in the past. One teacher remarked, “Lastlyjeat felt like there was so much
going on... | feel like this year it's been very agtent, it's been the same, we know what
to expect, and we know what we're going to be dbing

Focusing development on teachers’ need#é second important characteristic
reported by all teachers in the study focused ofegsional development that addressed
the needs of individual teachers. One of the gtfenof the model implemented,
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reported by several teachers, included the alditgarn about the process of teacher
research collectively. Yet, the specific actiorbeotaken was based on what individual
teachers and their students needed. Teacher Bimag) “I love how we get to decide
for ourselves what we are going to be doing. elbaving the plan and knowing how
you've mapped that out for me. | love knowing tlo&t this week we're doing this, and
we’re going to read this portion of the book. hddave to wonder what we should be
doing.” Scholarly literature, too, affirms the ionpance of teachers choosing their own
path for inquiry. King (2002) reports, “Inquiry fsuteacher practice and student learning
under scrutiny...Teachers become students of thaift as they struggle to with key
issues...” Moreover, Hirsh and Killion (2009) reptivat complex problems of teaching
and learning are best solved by tapping internpédise. They explain that teachers
often look externally to solve their challenging@plems, and when this happens,
teachers may lose their identities as professiaralsbecome complicit—potentially
removing individual commitment and investment.

Professional influences.Professional influences considered important by
teachers in this study included professional Iltteeg administrative support, and support
from colleagues. Supporting scholarship gives nuaisideration to the importance of
collective expertise. When collective expertisesexwithin a system, every student
benefits (Hirsh & Killion, 2009). This innovaticllowed for teachers to work through
problems of practice similarly and systematically.fact, King cautions against stressing
only individual teacher learning, and advocatesefmsuring whole faculty involvement in
the integration of their learning for the advancabhwd organizational learning. Though
only nine members participated in this study, thiére faculty moved through the
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proposed innovation at the same time. Memberseostudy reflected on the importance
of sharing their learning with each other. Theyrfd that their colleagues provided them
with additional support, encouragement, and adascthey worked through personal
problems of practice. Participants often talkedwlhow their collaboration with others
sparked a change in their thinking, led them tatawdl literature to support their
inquiries, or aided in the refinement of the stadi®©ne teacher comments, “I feel like
we've been given many opportunities to talk witheotpeople about things we're
working on, so I've loved that portion of it...whee're kind of talking in groups.”
Another teacher, who never valued collaboratiooogaized the value of working
together, “I think working together for me is imgant....I've never seen the benefits of
that before.” One teacher in the study stoppedmntiee hall one day and thanked me for
the articles | found to support her inquiry. Skplained that the articles made her think
differently about her students, she felt rechamféel reading them, and she was making
shifts in her innovation as a result of what steeried. Most valuable to me as a
facilitator of the innovation and as a primary smuof teacher support has been the
ability of the teachers to seek my support, noessarily as a problem solver, but as a
reflective partner.

As discussed earlier, Cranton (1996) assertptiodessional development should
allow educators to develop habits of mind thatvadidor the critical examination of their
teaching and learning. Likewise, Mezirow (200G)rafs the importance of the
participation of learners in communities in order transformation to occur. Finally,
Lave and Wenger (1991) note the importance learasng social process which allows
learners to move from peripheral to full participatin the learning community. The
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professional development innovation resonated gtyonith the theoretical lens | used to
frame this study. Elements of the professionabkuiship examined to design and
support the proposed innovation were confirmedhieydata collected and analyzed. In
the final chapter, | review my journey as a resear@ractitioner, discuss the limitations

of the study, and propose implications resultimgfrthe study.
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Chapter 6
DISCUSSION AND CONCLUSION

Almost three years ago, | began my formal journegmaction researcher. Then,
| examined my own practice as a third grade teacharsystematic way, grounded in
theory and supporting scholarship. | desired tteb&nderstand the impact that teacher
conferencing made on students during independeadtrrg@. As a novice researcher, |
sought answers to each research question | pa&bat | learned, however, was that my
investigation led to a deeper understanding ofjthesstions | posed rather than leading to
a single answer or truth from them.

After that first formal cycle of action researchy nole as a teacher in my context
shifted to that of administrator. In this new rdlevas thrown into the position of
problem solver—for administration, for teachers,garents, and for students. Because |
see the world through a pragmatic lens, the rolgralblem solver enticed me. Yet,
attempting to solve problems for multiple stakeleoddat a building-wide level can be
daunting. Hence, this challenge became one impetuke study | proposed.

Designing, planning, and executing professionaktgment that meets the
needs of all is a formidable task for a profesdiamany field. In education, professional
development should be a key factor in improvingletu achievement. Yet, scholarly
literature confirms that professional developmertfien broad, lacks depth, and does
not connect to real problems of practice in thesiiaom (Butler, Lauscher, Jarvis-
Selinger, & Beckingham, 2004; Darling-Hammond,1998f, 2009; Hirsh & Killion,

2009).
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| wondered if implementing a professional developtmaodel that allowed
teachers to take control of their own learning migimpower them to critically examine
their own problems of practice, access existingkakhip to support a change in
practice, systematically implement that change,rmaedsure the results of their personal
inquiries. Rather than taking on the role of pssfenal development problem solver, my
role shifted to professional development facilitatdheoretical support for this model
was derived from Mezirow’s theory of transformaabtearning (2000) and Lave and
Wenger’s theory of situated learning (1991). Ad bHeart of both theories lies the end
result of the learner becoming empowered in sushythat they recognize and act on
their purposes, values, and feelings to become gole&oblem solvers of practice
within a community of learners.

The triangulated results of the study deepened migrstandings regarding
professional development in my local context. Quative data evidenced an overall
increase in beliefs, attitudes, and preferencepraiessional development utilizing an
inquiry model. The data also unveiled specificraelateristics that teachers found
valuable, including sustained focused learning dwee, relevance to teacher’s needs,
and a variety of professional influences. Almostrg participant reported evidence of
various forms of student growth. Some forms too&rgitative directions; whereas, other
results included qualitative support. Yet, teashrecognized that growth took place, not
strictly because of what they implemented, butaf@ombination of reasons. Finally, the
innovation participants demonstrated and/or replaspeecific changes in practice. Every
participant did something different in his or hl&assroom that was not done in the past,
though not every shift was an observed instructishdt. Each research brief
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documented a specific change that teachers matieiinclassrooms to support the
guestions they posed. For example, in one teacbEssroom, she wondered if the
explicit teaching of study skills to students woirtprove achievement in content areas.
Though | did not observe study skill instructios {he explicit instruction concluded
prior to my scheduled observation), evidence ofskilts taught were documented on her
classroom bulletin boards (students set goals poawe in a certain skill) and addressed
in her research brief.
Limitations of the Study

Time

Several limitations of this study stemmed from tiln@tations and time
constraints. First, the innovation began latentbaginally scheduled because of internal
challenges. The innovation lasted for 14 weelserathan 18 weeks. Learning the
process of action research, while important, lesdehe time available for delving into
the teachers’ projects. If the innovation begar fweeks earlier, more time might have
been available for teachers to delve more deepbydatermining their questions,
proposing their actions, and deciding how best¢asare growth. Moreover, if data
collection had lasted throughout the school ydeonger measures of student growth or
lack thereof might have been reported.
Participants

The number of participants in the study totaleteniWhen the study was
originally proposed, seventeen general educatachirs would have been given the
opportunity to participate. However, due to stafhover resulting from other
opportunities, relocation, and pregnancies, thebrrof general education teachers not

100



new to Central dropped to twelve. Of the tweliegragreed to participate. Given such
a small number of participants, the amount of pidéguantitative and qualitative data
decreased significantly.
Administrative Role

One of the greatest challenges in this study wasrerg that the administrative
role I held did not influence participants’ respesisl assured teachers at various times
throughout the study that the information they stdaxith me would remain confidential.
Additionally, | implored teachers to be honest witle because of the nature of this
action research study. | explained that their li@e# would have a direct impact on
planning and executing future professional develepnopportunities. Still, | recognize
the possibility that the administrative positioneld may have influenced the results of
the study.

Implications

This study held many implications for my local sohcontext —especially for
me as an educational leader and for the teacl@rsrall, this action research study
sought to solve a specific problem in my schoohasting teacher professional
development and improving the learning of studantSentral. Implications for specific
subgroups in my context follow.
Implications for Central

One of the benefits of working in a charter schiedhe ability to be autonomous,
rather than being forced to implement district lemandates and initiatives that may or
may not be necessary for a school. Central holdshimence in the west valley of
suburban Phoenix as an exemplary elementary clsmfteol. Public officials, members
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of learning organizations, administrators, andheégg visit Central’s campus regularly to
learn about the programs and practices that maksahwol successful. Next year,
Central is expanding the campus to include middi®sl and is seeking national
accreditation. Professional development is an mapb part of the accreditation process,
and | look forward to sharing our model with theessors. The professional
development model also gained recognition by membkthe educational community,
and | was invited to share the model for inclusioihe Handbook of Professional
Development PK-12: Successful Models and Practaes published later this year.
Finally, because of the success of our flagshipaighve hope to expand campuses
throughout the Phoenix area. We look forward tetioming to develop inquiry-oriented
practitioners throughout our schools.
Implications for the Researcher

As a leader in my local context, and through stigly, | learned that allowing
teachers the freedom to choose their own pathrfifegsional learning within a guided
structure increased their attitudes and beliefsiapfessional development. Teachers
became their own problem solvers of practice, dmeicame the guide on the side,
encouraging them and working toward solutions ctilely. Because of the positive
results of the study, | plan to continue invesimggelements of the model that all
teachers at Central believe are important: focusestained, needs-based, differentiated,
and collaborative. By doing so, | hope to improyp®n the measures | used in this study.
If I were to repeat the study, | would locate ovelep more quantitative measures.
Because of the tight time frame within this prograinstudy to locate, design, and pilot
data collection tools, | felt a lack of a comfotbalance between my quantitative and
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gualitative sources. Moreover, though special sgaehers were not invited to
participate in the study, | wonder if the model htige of value to them, especially since
their professional learning needs are often lessidered or set aside in the scope of
education in a data driven age. At the conclusiaihe school year, | plan to survey all
teachers at Central, as | do every year. Speltyfidavill ask questions of all teachers
specific to our model of inquiry, and how we migiprove upon the model.
Implications for Teachers

As a result of this study, teachers realized theevaf the learning community at
large. When asked at the conclusion of the innomah December how we might
continue in January, | was excited that teachevkesfo the desire for and need to
continue their conversations in research commuifieachers, overall, felt empowered
and in control of their learning, rather than fegloverwhelmed by different professional
development sessions weekly or monthly. They ajpgted learning the process of
action research together, yet were satisfied tiegt tvere not forced to study something
that resulted from an external measure of studenttl that may not have applied to
them. Moreover, in applying the theory of situalkealning, the model assists teachers in
moving from peripheral participation to full paipationin our professional learning
community. Those who have completed their firitducle will serve as mentors to
those who will take on their first project next yedNew teachers to Central, who were
not asked to take on an inquiry project, have thiecitedly about the ideas they already
hold for potential study during the next schoolryelsloreover, several teachers have
discussed the possibility of utilizing their resfaand innovations as opportunities for
professional learning during our in-service wedk ttoming July.
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Final Thoughts

Hargreaves and Shirley (2009) report that teadleetsempowered when their
purposes are clear, focused, and achievable agdtbanot at the beck and call of others.
Data should inform rather than drive judgments a&lpoactice. Teachers and
administrators must work together in learning teémnsprove practice daily, not simply
in mandated meetings. As Hargreaves and Shirfeynaf

When teachers have structured opportunities tooegphe nitty-gritty challenges

of their practice through thoughtful exchanges witheagues and in relation to

relevant research, they rediscover the passiole&oning and their own personal

and professional growth that brought them intohewagin the first place. (p. 93)

From the time | began teaching, | was an avid neaflprofessional literature. |
spent my first ten years in a school district trelied job-embedded professional
learning. Collaboration was paramount, profesdicgeding was the norm, and student
achievement was consistently high regardless o$hifés in our district’s population
over the years. My early years as a professiamgdgred me well for the challenges
faced as an educator in Arizona. However, my egpees did not prepare me to
comfortably release responsibility for professiolealrning to teachers. The professional
development model in my early years, though job-esdled and highly successful, was
heavily mandated and scripted from the top-dowd, @oved challenging to those
teachers who wanted more control over their pradess learning. Thus, a personal
challenge | faced when implementing this model mgsown anxiousness to release the
responsibility for professional learning to thedieers. Without a doubt, | am satisfied
with the result, and look forward to continuingeat¢her-driven model of professional
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development as Central moves forth as an elemelgadgr in Arizona. A veteran

teacher on our staff provides a powerful closingutiht.
| really appreciate the fact that this school fhmatat focuses on making teachers
look at our teaching practices and improve upomtbelook upon how we view
things and improve upon it. | appreciate the fhat | feel like I'm always
growing. Being the veteran teacher, you just dahlback on your experiences
and your knowledge. You're always growing in tkiéelthings and then the little
things add up to this big thing you realize woviedl like a stronger or more
passionate educator because of the professionalagement that | feel we've

received.
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Table 1

AIMS Reading Scores of Three Cohorts of Studer@eatral

Spring 2010 % Spring 2011 % Spring 2012 %
Cohort 1 Exceed .39 Exceed .25 Exceeds .40
Grade 3to Meets 57 Meets .65 Meets .60
Grade 5 Approaches .04 Approaches .10 Approaches .00
Falls Far .00 Falls Far .00 Falls Far .00
Below Below Below
Cohort 2 Exceed .28 Exceeds .15 No Sixth
Grade 4 to Meets .64 Meets .81 Grade
Grade 5 Approaches .08 Approaches .02
Falls Far .00 Falls Far .02
Below Below
Cohort 3 Exceed 22 Exceed .07 N/A
Grade 5 to Meets .76 Meets .93
Grade 6 Approaches .02 Approaches .00
Falls Far .00 Falls Far .00
Below Below

Note: Arizona Department of Education
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Table 2

Quantitative and Qualitative Data Sources Descdpt& Contents

Source Type

Description Contents

Pre and Post QUAN
Survey

Vignette QUAL

Artifacts QUAL

Observations QUAL

Semi-
Structured
Interviews

QUAL

Researcher's QUAL
Journal

This survey was designedto 22 question survey to
assess teachers’ attitudes and measure four constructs
beliefs about and preferences forand demographic
professional development. The information

survey was administered in 9 pre surveys and 9 post
August at the beginning of the surveys

study and in December at the end

of the study.

A vignette presenting a
problematic professional
development session was
presented at the beginning of the
study. Teachers responded in a
whole group setting to the
challenges faced by the teacher in
the vignette.

2 pages of single spaced
typed text

All participants in the study
completed research briefs including data tables &
detailing their personal or graphs

collaborative inquiry projects and

student growth data to support

their inquiry

41 pages of typed text

Each participant was observed 18 pages of single
teaching a lesson that tied to thespaced typed text
personal or collaborative inquiry

projects.

Each participant was individually24 pages of single
interviewed at the conclusion of spaced typed text
the study.

A detailed journal of 50+ single spaced hand
methodology and reflection was written pages

kept from the beginning of the

study.
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Table 3
Pre/Post Survey Constructs, Items, and Results

N=9

Pre-Survey Post-Survey

Standard Standard

Construct Mean Deviation Mean Deviation

Beliefs About 3.58 1.21 411 49
Professional
Development

Attitudes 3.86 .67 3.98 .34
Toward

Professional

Development

Professional 3.60 .65 3.56 .36
Development

Context

Preferences

Professional 3.72 40 4.06 .56
Development

Content

Preferences
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Table 4

Mean Difference and Statistical Significance by €aict

N=9
Construct Mean Difference Statistical Significance
Beliefs About Professional .53 p=.18
Development Not significant

t(8)=-1.46,p.18

Attitudes Toward A2 p=.64
Professional Development Not significant
t(8)=-.49,p.64
Professional Development -.04 p=.81
Context Preferences Not significant
t(8)=-.25,p.81
Professional Development 34 p=.07
Content Preferences Not significant

t(8)=-2.14,p.07
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Table 5

Final List of Open Codes (Additional, Collapsed Reassigned)

Code Code Meaning

AC Accountability

AS Administrative Support
APD | Application of Professional Development
CPD | Challenges with Professional Development
CG Change

CH Choice of Professional Development
CB Collaboration
CNS | Connection to Standards

CS Culture of School

DF Differentiated

FB Feedback for Professional Development
FA Focus on Assessment

FSN | Focus on Student Needs

FIP Focus on Instructional Practice

FPD | Focus of Professional Development

IPD Impact of Professional Development

IS Instructional Shift

IN Interaction

MF Meaningfulness of Professional Development
MO | Measured Outcomes

MD Modeling by Professionals

OE | Outside Experts

OW | Overwhelming Feelings

PO | Perceived Outcomes

PC Professional Community

PR | Professional Reading
RPD | Reactive Professional Development
RFC | Reinforcement of School wide Culture
PPD | Purpose for Professional Development
RF Reflection

RIP Relationship of Inquiry to Practice
SGC | Small Group Conversation

SOl | Student Outcomes Related to Inquiry
TL Teacher as Learner
TMPD | Time for Professional Development

WG | Whole Group Meetings
WSE | Within School Expertise
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Table 6

Holistic Rating Scale of Classroom Observation

Holistic Rating

Criteria for Rating

0

The classroom observation had nothing to do thighinquiry
proposed in the research brief.

The classroom observation and the inquiry propasethe
research brief were somewhat related.

The classroom observation was linked to the astpyroposed in
the research brief, and may have somewhat impacséadictional
practice, though not necessarily linked to resegrastion.

The classroom observation was directly linkethtactions
proposed in the research brief, linked to the mefequestion, and
impacted instructional practice, though evidencergfact is not
documented in other sources.

The classroom observation was directly linketh®actions
proposed in the research brief, directly linkedh® research
guestion, and demonstrated a shift in practicerasut of the
inquiry. The impact was evidenced in additionalrses (i.e.
reflections, interviews, etc).

119



Table 7

Summary of Holistic Teacher Ratings: Impact ofruntional Practice as a Result of

Inquiry

Teacher

Rating

Explanation of Rating

Teacher A

Teacher B

Teacher C

Teacher D

Teacher E

Teacher F

Teacher G

Teacher H

4

N/A

The classroom observation was dirdéiatted to the
actions proposed in the research brief, linkedhéoresearch
guestion, and demonstrated a shift in practicerasat of
the inquiry. The impact was evidenced in additiona
sources (i.e. reflections, interviews, etc).

N/A

The classroom observation and the inquiry propasetthe
research brief were related. A shift in practicswot
observed or evidenced in other sources.

The classroom observation was diréotted to the
actions proposed in the research brief, linkedhéoresearch
guestion, and demonstrated a shift in practicerasut of
the inquiry. The impact was evidenced in additiona
sources (i.e. reflections, interviews, etc).

The classroom observation was dirkoltgd to the
actions proposed in the research brief, linkedhéoresearch
guestion, and impacted instructional practice, ¢jiou
evidence of impact is not documented in other sEgirc

The classroom observation was dirkoltgd to the
actions proposed in the research brief, directlkdd to the
research question, and demonstrated a shift inipeags a
result of the inquiry. The impact was evidenced in
additional sources (i.e. reflections, interviews) e

The classroom observation was dirkolgd to the
actions proposed in the research brief, directlgdd to the
research question, and demonstrated a shift inipeags a
result of the inquiry. The impact was evidenced in
additional sources (i.e. reflections, interviews) e

The classroom observation was diréotted to the
actions proposed in the research brief, directlgdd to the
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Teacher |

2

research question, and demonstrated a shift inipeags a
result of the inquiry. The impact was evidenced in
additional sources (i.e. reflections, interviews) e

The classroom observation was linked to the actions
proposed in the research brief, and may have soatewh
impacted instructional practice, though not neadlgsa
linked to research question.

121



Table 8

Post Survey Questions with Percentage of Strorgrgtement Among Participants

N=9

Question Strongly Agree Agree Neutral
1.1 Professional development .33 .67 .00
focused on inquiry improved my
teaching practice.
1.2 Professional development 22 .78 .00
focused on inquiry impacted student
growth in my classroom.
1.3 Professional development 44 44 A1
focused on inquiry aligns with my
school’s goals.
1.4 Professional development 22 .67 A1
focused on inquiry utilizes research
as the basis for learning.
2.1 Professional development A1 .89 .00
focused on inquiry helped me
develop new teaching strategies.
3.2 | prefer to learn about elements 44 .56 .00
of inquiry with my colleagues.
4.1 | prefer that my inquiry topics or A1 .78 A1
content was sustained over time.
4.2 | prefer that my content for .67 .33 .00

inquiry was based on my needs.
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June 15, 2012

Dear Mrs Ik

| am seeking permission from you as the ExecutivedDor of and Head of
School offil§ to formally conduct an action resefastudy at th site to fulfill

the requirements for my educational doctorate detirough Arizona State University.
The purpose of my proposed study is to purposefablye our teaching staff toward an
inquiry model of professional learning, where tesshhave the opportunity to identify
their own needs for professional learning, seekgsional literature to better understand
their problems, work alongside each other to degpactice, and measure student
growth that may result from their inquiry. Fousearch questions that | am hoping to
gain a deeper understanding through this studwdlecl

1. Do teachers’ attitudes, beliefs and preferencepriessional development
change as a result of using teacher research s arp vehicle for professional
development?

2. Does a systematic, on-going, inquiry oriented psi@nal development model
with a focus on teacher research impact teachieggaty practices?

3. What impact does an inquiry oriented professiomaketbpment model with a
focus on inquiry have on student growth?

4. What characteristics of this newly designed protesd learning model do
classroom teachers deem most important for impgthieir practices and student
learning?

| will be seeking consent from eleven general etlondeachers who have previous
teaching experience | X to participate in #tedy at their will. Participants
will sign a consent form, which will clearly exphaihe intent of the study and their role
within the study. Confidentiality will be assuradd pseudonyms will be used
throughout the study.

Data collection will begin in August, 2012 and coemue in December, 2012.
Participation will occur during regularly scheduleafessional development meetings
and through classroom observations, responsesreaysi collected artifacts, and semi-
structured interviews. | am requesting a copyheftextLiving the Questionfor each
teacher participant to serve as the anchor texhfmnovation | am proposing.
Participant data will be kept confidential and slaed three years after the study is
complete.

The findings of this study will be shared with ygour staff, and with my dissertation

committee. In addition, | may publish the resuita professional journal and/or present
at a professional conference. Thank you for yams@eration.
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Sincerely,

Michele Hudak, M.Ed.
Doctoral Candidate, Arizona State University
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CANDEQO SCHOOLS
t::_‘rrr:a'r'l.-'l'r_l_'g E-‘fl’ﬁﬂr:ri:i';-

aficr 6129794500
Tz &Y 93 A0 )

June 26 2012

De=ar s, Huczk,

Thirk you Tor your request to cenduct act on reszarch on site a1 Ca ndca Foiria, | am pleased to grart
you permiszion 1o condact yaur study in accordance with our dageed schonl policy 2nd wpen appreval
Ly the 1stilutions] Review Baard. Flezse provide documentation of such appraval pelasto beginning
your In'[i'_'r'-'clrtlun..

| loek forward o learning the resu ts of your study. Please [2me knaw how | may e of further
azsistEnoe toovou inyvour gna]_b.

Sincerzly,

iy

stophanio Mussar, Ma.ed,
Executive Directos/Hezd o Schocl

s Ctndsossnnalz.onm
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PROFESSIONAL DEVELOPMENT PLUS
Cover Letter to All Participants
August 29, 2012
Dear Teacher,

| am a doctoral student under the direction of &sbr Mary F. Roe in the Mary Lou
Fulton Teachers College at Arizona State University

| am conducting an action research study to exathieémpact of an inquiry model of
professional development in which teachers ideniti&r own needs for professional
learning, seek professional literature to bettetanstand their problems, work alongside
each other to deepen practice, and measure stgiatewith that may result from the
inquiry.

| am inviting you to participate in this study tigh December, 2012. Your participation
would include filling out a pre and post surveytthdl take 5-10 minutes, an observation
in your classroom that will last 30-45 minutes, sharing of study artifacts, and
participation in a semi-structured interview in Bewer that will take 30 minutes. |
would like to digitally audio record the individuterviews and all professional
development meetings. You will not be recordedhauit your permission. Please let me
know if you wish to be part of the individual inteews. Please let me know if you do
not want the interview to be taped; you can alssimge your mind after the interview
starts, just let me know. The recordings will lepkin a locked cabinet in my home for
three years, after which time they will be deletdthe return of the survey will be
considered your consent to participate for theeyipiece. The classroom observations
and attendance at the professional developmenimgsedre required as part of your
normal job functions. However, by signing belowuyare agreeing to allow data from
the classroom observations and professional denedapmeetings to be used as data for
this research study.

Your participation in this research study is voamgt All participants must be 18 years
or older. You may opt out of questions on the syimerequests for information at any
time. If you choose not to participate or to witlaa from the study at any point, there
will be no penalty. Your participation will aldtave no effect on your employment. In
addition, you should feel under no obligation teticgpate because of the administrative
role | hold in the building. Your participationg@mpletely confidential. You will be
given a pseudonym by which you will be identified.

Although there is no direct benefit to you, possibénefits from your participation
include a deeper understanding of how an inquirdehof professional development
impacts teachers and students. The results ostilnily may be used in reports,
presentations, and/or publications.
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| thank you in advance for your consideration kirtg part in this study. | hope that you
will be able to participate as this research mdy he better understand the impact of
innovative professional development models on teaphactice and student learning.

If you have any questions concerning the resedtatysplease contact the research team
of Mary F. Roe, mary.roe@asu.edu or Michele Hudaikhele.hudak@asu.edu. If you
have any questions about your rights as a subgtitjpant in this research, or if you

feel you have been placed at risk, you may conkecChair of the Human Subjects
Institutional Review Board, through the ASU OfficeResearch Integrity, at
480.965.6788.

Sincerely,

Michele Hudak

By signing below, | agree to allow my classroomesliation and artifact sharing to be a
part of this research study:

Signature Date

By signing below, | agree to allow audio recordiofsne in professional development
meetings to be used in this research:

Signature Date
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Memo of Understanding of Potential Conflict
August, 2012
Dear Teachers,

As you know, | will be conducting research on amowvative professional development

model this fall. It is my responsibility, as aeascher, to identify potential conflict that

may arise from my study. One of the potential @sswith regard to my study lies within
my dual role as both researcher and as Dean ofeheiag. Specifically, it is my duty to

inform you that coercion to participate in the stislof concern.

| am writing this letter under the direction of @éfice of Research Integrity and
Assurance at Arizona State University to inform yduhis potential problem and to
direct you to their office if you feel you have bbgaressured to participate in this study or
if you have been treated differently because youndi volunteer for the study. You can
contact the Chair of Human Subjects Institutionaview Board, through the Arizona
State University of Research Integrity and Assueaat (480) 965-6788. Be assured that
ASU will not identify you, but would immediately ntact me, the researcher, to
intervene as necessary.

Thank you for your attention to this matter.

Sincerely,

Michele Hudak

132



APPENDIX E

PROFESSIONAL DEVELOPMENT PRE SURVEY

133



Professional Development Pre-Survey

My name is Michele Hudak and | am a doctoral stadérizona State University. | am
studying the impact of an enhanced professionatldpment model on teacher practice
and student growth. The purpose of this survey tsetter understand teachers’ beliefs,

attitudes, and preferences regarding professieaahing experiences. The survey poses

18 statements and/or questions in three domaiekef&/attitudes, context preferences,
and content preferences. Demographic informatitiralgo be requested at the end of
the survey. Most statements will require you tledea single response: strongly agree,
agree, neutral, disagree, or strongly disagree stineey should take about 5 minutes.
All responses are confidential. If you have anggjions, please email me at

Michele.Hudak@asu.edu. Thank you!

1. Beliefsabout Professional Development

To what extent do you agree
with the following
statements:

Strongly
Agree

Agree

Neutral

Disagree

Strongly
Disagree

1.1 Professional
development improves
teaching practice.

o

o

1.2 Professional
development increases
student achievement.

1.2 Professional
development aligns
with school goals.

1.4 Professional
development utilizes

research as a basis for

learning.

2. Attitudestoward Professional Development

2.1 Professional development 0

often helps teachers
develop new teaching
strategies.

(0]

2.2 1f | did not have to attend o]

professional development

sessions, | would not
attend.

2.2 Professional development
is worth the time it takes.
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2.4 | have been enriched by 0 o] 0 o] o]
the professional
development events | have
attended.
2.t Staff development 0 0 0 o] o]
initiatives havenot had
much impact on my
teaching.
3. Professional Development Context Preferences
To what extent do you agree | Strongly | Agree | Neutral | Disagree| Strongly
with the following statements: | Agree Disagree
3.11 prefer to listen to o] o] o] 0 o]
presentations by
educational experts
within my school.
3.2 | prefer to learn with my o] o] o] 0 o]
colleagues.
3.2 1 prefer to read o] o] o] 0 o]
professional books and
journals.
3.41 prefer to attend o] o] o] 0 o]
conferences/workshopsg
outside of my school.
3.E | prefer to learn 0 o] 0 0 o]
professionally by
myself.
4. Professional Development Content Preferences
To what extent do you agree| Strongly | Agree Neutral | Disagree| Strongly
with the following Agree Disagree
statements:
4.1 | prefer professional 0 o] o] 0 o]
development
experiences that are
focused on one topic
or content area.
4.2 | prefer professional 0 o] o] 0 o]

development topics or

content to be sustained

over time.
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4.2 | prefer professional 0 o] o]
development content
to be based on
individual teacher
needs.

4.4 prefer professional 0 o] o]
development content
to be aligned with
school goals.

5. Demographic Information

5.1What is your gender?

o Male
o Female

5.2Please indicate your age range?

21-30
31-40
41-50
51-60
60+

O 0O O0OO0Oo

5.3How many total years have you taught prior to fitisool year?

0-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26-30 years
30 + years

O O0OO0OO0OO0OO0OO0o

5.4In which grade level or subject area do you teach?

Kindergarten-Second Grade
Third Grade-Sixth Grade
Special Education

Gifted Education
Instructional Coach

Special Area (Art, Music, PE)
Other

O 0O O0OO0OO0OO0Oo
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PROFESSIONAL DEVELOPMENT IMPLEMENTATION TIMELINE

August

Distribute invitation to participate in researchady.

Distribute pre-survey questions to teachers. Redfisignature page
and survey indicate willingness to participate.

Pass out copies aiving the Question® teachers.

Read Chapter 1 dfiving the Questionprior to next Wednesday and

prepare to discuss.

September

Respond to the professional development vignette.

Share Power Point with direction for professiorarhing.
Discuss Chapter 1 dafiving the Questions.

Work collaboratively/individually during the followg two
Wednesdays to make observations, examine dataogese initial

research question, and read Chapters 2, 3, and 6.

October

Share student observations, relevant data, andraesguestion
developed in September with group.

Offer questions and suggestions to each other glwihole group
sharing session.

Use Power Point to facilitate discussion of Chap8and 6.

Work collaboratively/individually during the followg Wednesday to
begin developing research briefs which includeveai¢ literature to
support direction and baseline data collection.

Submit initial research briefs to Michele by thelari October.

Read Chapter 5 in preparation for November’s fiatéd session.

November

Use Power Point to facilitate discussion of Chapter

Small groups of teachers share research briefsritlatles research
guestions, supporting scholarship, data colleati@thods, and baselin
student data.

Work collaboratively/individually on individual pyects the following
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Wednesday and incorporate a reflection into reselarief.
Read Chapter 8 in preparation for December
Research participants schedule classroom obsemgatmmetime during

the weeks of November 26-December 7

December

Use Power Point to facilitate discussion of Chapter

Discuss direction for next semester.

Submit updated research briefs and timeline fooisé semester.
Research participants schedule time with Micheleotoplete semi-
structured interviews between December 10-Deceritber

Complete post-survey by Decembel"20
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Professional Development Vignette

Annie recently joined Central School, an independdarter school, after having
spent her first three years as a second gradegesch large suburban district school in
north Phoenix. Annie opted to apply to Centraltfeo reasons. First, her twins were
entering kindergarten, and she was looking forresktthat offered a full day
kindergarten option. Second, she heard from nuansgparents in the community that
Central was a great place to work because teadiersot have to put up with “big
district bureaucracy.” She was told that the adshiators at the school did not mandate
howyou taught the curriculum as long as you ensuratl@gverything wasoveredby the
end of the year.

Currently, students at Central are released one ¢wrly each week so that
teachers may participate in professional developmhe administrators at Annie’s
school call this “job-embedded professional develept,” which was explained to
Annie as professional development focused on tedef the school. As Annie walked
into the host classroom for the week’s professideaielopment session, she noticed that
she was the first teacher to arrive (as was oftercase). She took a seat in the back
corner of the classroom. The professional devetyrooordinator walked in next and
gave Annie a warm hello and asked how her day Mdbker staff members began
arriving and conversing with each other. Anni€ammates arrived and sat near her.
Veteran members of the staff were often the laatiwe. The session began 10 minutes
late, as was often the case.

A community building ice-breaker was modeled by phefessional development
coordinator. Annie made note of the strategy inrbfection notebook so she could try
it with her students the following week. Next, fh@fessional development coordinator
began asking for opinions about how to best oparatize the school’s lock down
procedures. Many opinions were offered, and dyigenversation among 5-7 staff
members ensued for 40 minutes. As Annie lookedraddhe classroom, she noticed that
most staff members, like her, sat silently listgnia the discussion among the 5-7
participating staff members. Some staff membeng\geading papers, using their smart
phones, or writing in their reflection notebook&fter the 40 minute conversation, the
professional development coordinator thanked everyor their input and said that she
would get back to the staff with a final copy ofkodown procedures and protocol.

With only 30 minutes remaining, the professionalelepment coordinator
explained that the focus of today’s professionakettgoment is comprehension strategies.
The reason for this focus is because the thirdegteam recently attended a conference
and determined that everyone (including specia teachers) needs to know and teach
these strategies so that students in grades 3-6ewkady for the state tests in April. To
accomplish this, teachers were placed in groupggda® read about a particular
comprehension strategy, summarize the strategyart paper, and be prepared to share
out the strategy with the group.

Having recently graduated from a progressive usitie Annie already knew the
strategies being presented and taught many of tt@sprehension strategies during her
literacy block at the beginning of the school yekbr fact, the text from which the
readings were copied was one of Annie’s collegésteAnnie’s group completed the
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task as assigned. However, not all groups weretaljpresent because it was 4:00 and
professional development was over for the day. fArbéessional development
coordinator collected the remaining charts, infadrttee teachers that she would type
everything in a document and email the strategynh@nt to everyone so that they could
begin teaching the strategies as soon as possible.

Annie left the session somewhat frustrated; howestez did not share her
frustration with anyone because she did not waptohthe teachers or the administration
to think that she is not a team player or thatreigea bad attitude toward professional
development.
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Research Brief

Research Purpose

In this section, provide background information fdrat
you are choosing to investigate. Use data, obiens
literature to support your purpose.

Research Question

In this section, state your research question/sk raal
guestions rather than researching to confirm ahiagc
practice about which you already may believe yotehan

answer.

Literature Review

What supporting scholarship have you accesseddjoost
your direction? List your resources and summasizat

you learned from each source.

Data Collection

How do you plan to collect information to answertyo
guestion? What collection instruments will you tisat
supports student growth? Consider using both dfasine

and qualitative sources.

Data Analysis

Once you begin collecting data, what is your plan f
analysis? How do you plan to converge or trianguwaur

data sources?

Quarterly Timeline

What is your plan for each quarter? Generalize you
timeline, and as you collect data, adjust your lingeto

reflect necessary changes.

Reflection

Reflect on your journey monthly. Discuss what yoe
learning as a professional, what you are doingeckfitly,
and how your students are responding to what yge ha

proposed.

Adapted fromLiving the QuestionéShagoury and Power, 2012)
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Semi-Structured Interview Script
Thank you for taking the time to sit down with noehtave a conversation about your
experiences with professional development. | b&llusing your answers to help answer
my research questions regarding the effect of aprefessional development model on
teacher practice and student achievement. Pleat&de to speak openly, as | am not
trying to convince you of anything. My purposédgjain a deeper understanding of
teacher perceptions regarding professional devedopm | am going to ask you a series
of prescribed questions. | may ask follow-up guestif | need clarity. With your
permission, | will record the interview so that ayntranscribe it for analysis. Do | have
your permission? | will also provide you with gogoof the interview so that you may
check it for accuracy. Your identity will remainrdadential. Do you have any questions
before we begin?

1. Discuss your beliefs about the purpose for teaph#essional development?

2. How do you feel about the professional developnyentreceived in the past
year?

3. If you could create a professional development g what might you include?

4. In which types of professional development have padicipated that has
impacted your teaching practice? How? Why?

5. To what extent has your professional developmeptaaoted your students’
academic outcomes? How do you know that this nbgha result of professional
development?

6. Think of a successful professional development B&pee in which you've
participated. What characteristics of that expergestand out?

7. What additional professional development opportesihave you sought out

between August and December? Talk about your epmss.

146



APPENDIX J

PROFESSIONAL DEVELOPMENT POST SURVEY

147



Professional Development Post-Survey

My name is Michele Hudak and | am a doctoral studérizona State University. | am
studying the effects of an enhanced professiona¢ldpment model on teacher practice
and student achievement. The purpose of this gusue better understand teachers’
beliefs, attitudes, and preferences regarding psod@al learning experiences. The
survey poses 18 statements and/or questions ia doains: beliefs/attitudes, context
preferences, and content preferences. Demograghremation will also be requested at
the end of the survey. Most statements will rezjyou to select a single response:
strongly agree, agree, neutral, disagree, or diyahgagree. The survey should take
about 5 minutes. All responses are confidentiayou have any questions, please email
me at Michele.Hudak@asu.edu. Thank you!

1. Beliefsabout Professional Development

To what extent do you agree| Strongly | Agree Neutral | Disagree| Strongly
with the following Agree Disagree
statements:

—

1.1 Professional developmer o] 0 0 0 o]
focused on inquiry
improved my teaching

practice.

1.2 Professional development o] 0 0 0 o]
focused on inquiry
impacted student growth
in my classroom.

1.2 Professional development o] 0 0 0 o]
focused on inquiry aligns
with my school’s goals.

1.4 Professional development 0 0 0 0 o]
focused on inquiry utilizes
research as the basis for
learning.

2. Attitudes toward Professional Development

2.1 Professional development 0 0 o] 0 0
focused on inquiry helped m
develop new teaching
strategies.

D

2.21f I did not have to attend 0 o] o] 0 0
professional development
sessions focused on inquiry,
would not attend.
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2.2 Professional development

focused on inquiry was worth

the time it took.

2.4 | have been enriched by
professional development
focuses on inquiry.

that

2.E Using an inquiry based model o
t

for professional developmen

has impacted my teaching

3. Professional Development Context Preferences

To what extent do you agree
with the following
statements:

Strongly
Agree

Agree

Neutral

Disagree

Strongly
Disagree

3.11 prefer to listen to
presentations about inquir
by educational experts
within my school.

0]

o

3.2 | prefer to learn about the
elements of inquiry with
my colleagues.

3.2 1| prefer to read profession
books and journals with ar
inquiry stance.

=2
o

I

3.41 prefer to attend
conferences/workshops
outside of my school.

3.E | prefer to learn

professionally by myself.

4. Professional Development Content Preferences

To what extent do you agree
with the following
statements:

Strongly
Agree

Agree

Neutral

Disagree

Strongly
Disagree

4.1 | prefer that my inquiry
experience was focused on
one topic or content area.

o

o

4.2 | prefer that my inquiry
topics or content was
sustained over time.

4.2 | prefer that my content
for inquiry was based on my
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needs.

4.41 prefer that inquiry 0 0 0 o]
project content be aligned
with school goals.

5. Demographic | nformation

5.1What is your gender?

o Male
o Female

5.2Please indicate your age range?

21-30
31-40
41-50
51-60
60+

o O O0O0Oo

5.3How many total years have you taught prior to fuisool year?

0-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26-30 years
30 + years

O 0O O0OO0OO0OO0Oo

5.4In which grade level or subject area do you teach?

Kindergarten-Second Grade
Third Grade-Sixth Grade
Special Education

Gifted Education
Instructional Coach

Special Area (Art, Music, PE)
Other

OO0 ooooo
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January 16, 2012 (via email)

Dear Dr. Torff,

| am a doctoral student at Arizona State Univeragyvell as an administrator at a local
elementary school. | am studying the effects oinguiry based professional
development model on teacher practices and stadditvement. One of my research
guestions is

Do teachers’ attitudes and beliefs about professidavelopment change as a result of
using practitioner research as a primary vehialgfofessional development?

| came across the article you co-authored in Edoaltand Psychological Measurement
in October 2005, and am intrigued by your AssessmkEneachers' Attitudes about
Professional Development (TAP). Is this instrunmeardilable for use and/or for
adaptation? My hope is to use an instrument thatdeen developed by experts in the
field as a pilot test, and then possibly adaptnsgument specifically for my local
context and my intervention with permissions frdma authors.

Thank you for your consideration.

Respectfully,
Michele Hudak

January 16, 2012 (via email)
Hello

You are welcome to use the scale as long as yeul@twork appropriately and send
whatever you might publish that uses the instrun@nte.

The scale has a tendency to skew to the positiives sttitudes about PD tend to be
socially scripted. You can counter that problentrdapsforming the data and/or using
specialized statistics (e.g., censored regressibiypu alter the wording you’ll have to
re-do the factor analysis and internal consisteatigbility analysis.

| have attached a few papers using the scaleti@itsaare on the attached CV.

Thank you for your interest. | love Arizona, asfdam the occasional xenophobic,
bigoted governor and sheriff. ASU is a great plac

Best of luck!

Bruce Torff, Ed.D.

Professor, Department of Teaching, Literacy, anadieeship
Director, Doctoral Program in Learning and Teaching
School of Education, Health and Human Services
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Hofstra University

Hempstead, NY 11549

Phone: (516) 463-5803 begin_of the skype highighEREE (516) 463-5803
end_of the_skype_highlighting

Fax: (516) 463-6196

Email: Bruce.Torff@Hofstra.edu
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RS Gsigiseiere

CHFce ol Besearch Inlepoily wud Assarmnoe
LA

Taw ManyRoe
FAR ST

From: Lk Roosa, Chair.
tion 2eh (RE
Diate: LEM4i2012
Committce Action: Exampticn Granted
IRB Axtion Date: TR TSR
IRB Protocol #: 120 OOECER
Study Tile: Prafeszisral Davetoprrant Plus: Hetrinking Professiceel Laarning

The aocve-referenced melxoal i coneidernsc sxempl allar raview by the Insttucional Bleariaye Boare pursuert lo
Freoral requiatians, 45 CFR Part 4610k .

Thiz part al e federal ragulalivas ranuares that the infarrmzlion b recanten by investigalors in such o manner that
sunjecls annot be identiicd. drecly or throngh identifiaes 1nk2d 1o she subjects.  ILis necaseary that the inrformzdon
abalree ant be susty [bal | deciored cutside the reswich, i eould rersonably placc the sabjocls al sk sf criminal o
v liakdling, oo be damuging 1o the subjecis' firarcial stancing, eroloyabilily, ur repulsban

You should relain 2 copy of this leler e your reooms
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