
 
 

ABSTRACT 

BROWN, CRYSTAL L. What Works? Principals’ Perceptions of Professional Development. 

(Under the direction of Dr. Matthew Militello). 

          Principals play a pivotal role in the professional growth of teachers. In turn, teachers 

have a tremendous impact on student learning. This study seeks to understand the perceptions 

principals have of effective elements of professional development and their role in 

facilitating the professional development of teachers in order to impact student learning. Q-

Methodology was utilized to investigate the subjective opinions of public school 

administrators. Literature on professional development was reviewed and statements 

pertaining to effective elements of professional development were used to create a set of 

statements. Statements were printed on cards. Then, thirty-four public school principals and 

assistant principals sorted, in a forced distribution, the cards according to their beliefs about 

professional development. A post-sort survey was used to glean demographic and perceptual 

data. The Q-sorts were factor analyzed to reveal statistical correlations among the 

administrators. Focus group interviews for each factor were conducted in order to gain more 

insight about the administrators’ perceptions of professional development. Data analysis 

indicated three statistically significant factors: Sustained Over Time; Collaboration and 

Follow-Up; Collaborate. Along with these factors, data emerged explaining how principals 

view their role in facilitating professional development for teachers. The findings of this 

study generate insights into professional development for teachers and provide policy 

makers, researchers, and practitioners information about this important topic.  
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Chapter 1: Introduction 
 

          National reports containing recommendations for change in our educational system 

have called for increased efforts for school improvement to include the training of educators. 

One area of particular concern is the professional development and growth of teachers. As 

Grogin and Andrews (2002) explain, “There is a direct link between what good teachers are 

able to do and the quality of the school where they teach. Furthermore, the school principal is 

a key lynchpin between teacher development and school improvement” (p. 249).  

          The research is clear: the quality of the teacher is the most important predictor of how 

well students will perform academically (Jorgensen & Hoffman, 2003). In addition, the ones 

who impact the professional growth of teachers the most are school principals (Bredeson, 

2002). Hawley and Valli (1999) asserts, “The logic of investing in professional development, 

the, is straightforward: there is no more effective way to change schools substantially” (p. 

129). Sequentially, Trehearn (2010) explains that the principal typically steers the direction 

of the forms of professional development in which teachers participate. Since principals play 

a pivotal role in the professional growth of teachers to impact student outcomes, this study 

seeks to understand the perceptions principals have of effective elements of professional 

development and their role in facilitating the professional development of teachers to impact 

student learning. 

Background of Study 

          The United States viewed educational practices differently after the release of A Nation 

At Risk in 1983. The report indicated the need for qualified teachers within their content area. 

Since that time, school improvement efforts included providing quality professional 
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development to teachers with the intent of improving student outcomes. The responsibility 

for tending to teacher’s professional growth fell mainly to the principal.  

          Being an educator in the twenty-first century requires more competencies than any 

other time in history (Keith, 2008). The Institute for Educational Leardership’s Task Force 

on the Principalship (2000) asserts,  

          Being an effective building manager used to be good enough. For the past century,  

          principals mostly were expected to comply with district-level edicts, address personnel     

          issues, order supplies, balance program budgets, keep hallways and playgrounds safe,  

          put out fires that threatened tranquil public relations, and make sure that busing and  

          meal services were operating smoothly. And principals still need to do all those things.  

          But now they must do more. The most important duty of the principal is their role of  

          instructional leader. The principal is responsible for building teacher capacity and  

          improving student learning. (as cited in Keith, 2008, p. 2) 

 

If the principal is responsible for building teacher capacity to improve student learning, 

principals need an understanding of and desire to implement effective elements of 

professional development.  

          Not all administrators provide quality professional development to increase teacher 

capacity (Adey, 2004; Darling-Hammond, 2010; Fullan & Hargreaves, 1996; Guskey, 2000; 

Lieberman & Miller, 1999). The end result of poor professional development opportunities 

may resemble the following account by Randy Miller, author of The Need for Meaningful 

Professional Development. 

          Whenever I attend professional development sessions at my school I feel like I am  

          either wasting away my life, serving a mandatory bid of servitude, or dying a very  

          slow and tortuous death. Amongst the various thoughts that pass through my mind as I  

          earnestly try to distract myself while appearing as though I am paying attention, is a  

          thought that visits about every five minutes: we teachers need better professional  

          development opportunities… As a professional, I want to grow; I want to get better. I  

          don't want to daydream about what I could be doing when I should be doing  

          professional development. I am not asking for a doctoral program. I am simply looking   
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          for something that I can implement the next day and the days after that. I am looking  

          for an honest dialogue on issues of teaching and learning and ways to be more  

          effective in the classroom. I want to learn ... I want to improve ... I want instruction and  

          direction… (Huffington Post, 2012, July 17) 

 

Unfortunately negative experiences with professional development have been encountered by 

many other educators. There is a need for quality professional development for teachers to 

impact student learning. 

Statement of the Problem 

          There is a plethora of research on professional development for teachers. ProQuest 

database yielded 128,917 dissertations and theses on the topic. Academic Search Complete 

indicated a total of 13,027 journal articles existed on teacher professional development. 

Research also exists, although in a lesser quantity, on professional development for 

principals. A sum of 116,188 dissertations and theses were found on ProQuest’s database. I 

used Academic Search Complete to query the subject and found 1,275 journal articles. 

Narrowing my focus, I searched for dissertations, theses, and journal articles on principals’ 

perceptions of teacher professional development. I located one dissertation on perceptions of 

principals of high performing high schools in Louisiana toward teacher selection, attributes, 

and development. I found one journal article about perceptions of the role of the school 

principal in teacher professional growth. More research is needed to understand the 

perceptions of principals on their role in providing professional development to teachers with 

the aim of improving student learning. 

          Why are perceptions important? According to Stephen Robbins (, author of 

Organizational Behavior, “Perception is a process by which individuals organize and 
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interpret their sensory impressions in order to give meaning to their environment” (as cited in 

Webb, 2009, para. 2). People are unique; they pull from their personal experiences, interests, 

prior knowledge, culture, ideologies, and values to form interpretations and conclusions 

about a situation. If one situation was viewed by ten people, there is the potential of having 

ten different interpretations of the same event. In regards to this study, principals make 

important educational decisions based on their perceptions of professional development that 

impact teacher growth and student learning.  

Purpose of the Study 

          The purpose of this Q-methodology study is to understand principals’ perceptions of 

their role in facilitating the professional development and growth of teachers to impact 

student learning. What elements of professional development do principals perceive to be 

effective in building teacher capacity?  Do principals’ perceptions vary depending on their 

administrative experience at the elementary, middle, or high school level? My purpose in this 

study is to determine how principals view the importance of building teacher capacity and in 

turn, improve student learning. 

Research Questions 

     1. What elements of professional development do principals perceive to be effective in  

          building teacher capacity? 

     2. Why do principals perceive professional development the way they do? 

     3. What are principals’ perceptions of their role in facilitating the professional  

         development and growth of teachers to impact student learning? 
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Definitions of Terms and Language 

          Professional Development is defined as a comprehensive, sustained, and intensive 

approach to improving teachers’ and principals’ effectiveness in raising student achievement 

(NSDC, 2009). The term “professional development” is often used synonymously with 

descriptors such as in-service, training, continuing education, staff development, and self- 

improvement (Bredeson, 2002). The format of professional development can take many 

forms to include lectures, action research, workshops, reflective journals, and collaborative  

planning.  For the purpose of this study, the format is irrelevant as long as the criteria of the 

definition are met.   

          Shared decision-making is an on-going, school-level process of making educational 

decisions in a collaborative manner (Liontos, 1994). There are several common beliefs about 

the concept of shared decision-making: (1) Those closest to the students will make the best 

decisions about students’ education. (2) Educational stakeholders, to include teachers, 

parents, administrators, staff members, and community members, should have more say 

about the policies and programs affecting the schools and the students therein. (3) Those 

responsible for implementing decisions should have a voice in determining those decisions. 

(4) Change is most likely to be effective and have a lasting effect when those who implement 

the change feel a sense of ownership and responsibility for the process (Liontos, 1994). 

Liontos states, “The purpose of shared decision-making is to improve school effectiveness 

and student learning by increasing staff, commitment and ensuring that schools are more 

responsive to the needs of their students and community” (1994, p. 3).  
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          Instructional Leadership is the act of assuring quality of instruction, modeling teaching 

practice, supervising curriculum, and assuring the quality of teaching resources (Portin, 

Schneider, DeArmond, & Gundlach, 2002). Instructional leaders are involved in curricular 

and instructional issues related to student learning to include data analysis, ensuring the 

professional growth of teachers, and leading change processes. Today’s principals must 

balance the role of managerial leadership, which includes budgeting, scheduling, maintaining 

facilities, and instructional leadership. 

          Distinguished Leadership in Practice (DLP) is a year-long, non-traditional 

professional development program for practicing school principals. Participants meet face-to-

face for two days every other month for a total of twelve days throughout the school year. 

Principals are given assignments to improve leadership skills and are required to participate 

in on-line discussions with other DLP participants.  

Significance of the Study 

          This study is significant as it will contribute to the knowledge base in educational 

leadership by providing principals’ perceptions of their role in providing professional 

development to teachers to impact student learning outcomes. If principals want to provide 

meaningful professional development that will ultimately impact student learning, principals, 

in consultation with teachers, must identify the professional goals and needs of teachers 

within their schools (Trehearn, 2010; Williams, 2008). Administrators could also examine 

their own beliefs about professional development and compare their perceptions with the best 

practices suggested by current research. Trehearn (2010) summarizes the need for quality 
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professional development for teachers; “Making teachers effective instructors and training 

them to develop strong, lifelong learners, is of utmost importance” (p. 32). 

          Significance for Principals. 

          The principal has a tremendous influence on their teachers’ professional growth. 

Darling-Hammond’s (2010) research suggests that the quality of administrative support is the 

main reason for teachers’ decisions to stay or leave their school. One important form of 

support is building teacher capacity. In most cases, principals are responsible for determining 

the content of site-based professional development. “As control over professional 

development resources moves more consistently to the school level, schools are well 

positioned to make choices that constitute a substantial advance over the widely criticized 

‘one-shot’ and ‘one-size-fits-all’ modes of in-service education” (Little, 1999, p. 246). 

Bredeson’s 2002 article, The Architecture of Professional Development, explains “…the 

reality is government mandates and professional development gatekeeping by administrators 

in schools are necessary to control the quality of professional development content, delivery, 

and outcomes” (p. 672). For that reason, it is important for principals to realize their role in 

providing quality professional develop for their teachers. 

          Our nation is adopting common core standards that require teachers to accelerate 

learning for students. The need for quality professional development for teachers to improve 

teaching practices and student learning is paramount. The findings of this study will assist 

principals in examining their perceptions of effective elements of professional development 

and compare them to the best practices outlined in current research.  
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          Significance for District Level Supervisors. 

          In a 2006 study of 51 Florida administrators, the results indicated principals with less 

than three years of experience reported less personal implementation of training the staff on 

utilizing student achievement data, less teacher implementation of instructional best 

practices, and less modeling of instructional strategies than principals with more than three 

years of experience (Patten, 2008). In the same study, elementary principals reported greater 

implementation of analysis of student work, more belief of the use of data to drive instruction 

at their schools, and a greater mean of the majority of staff having the opportunity to work 

together than did secondary principals (Patten, 2008). This data should cause district level 

supervisors to question their role in providing on-going professional development to 

principals. The results of this study will help district level supervisors identify areas of 

weakness in which to focus their efforts for principal professional development with the 

intent of increasing teacher capacity to improve student learning.  

          North Carolina’s public school system has faced budget declines in recent years (North 

Carolina Department of Public Instruction, 2012). As school budgets become tighter and 

tighter, school superintendents and policy makers look to research to determine the 

effectiveness of various programs. This study will provide superintendents and other district 

level supervisors insight into how administrators view their role in providing professional 

development for the teachers with the intent of improving student learning outcomes. The 

results will illuminate the need for effective models of professional development for school 

administrators with the purpose of identifying appropriate professional development for their 

teachers. Randy Miller asserts, “Maybe the leaders of professional development need 
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professional development on how to do professional development” (Huffington Post, 2012, 

July 17).           

          Significance for Researchers. 

          The findings of this study can be used by researchers as a source of information for 

future qualitative and quantitative studies about the principal’s role in building teacher 

capacity through professional development in order to improve student learning. Since this 

topic has not been studied at length, there is a lack of information currently available. The 

scope of this study is limited to North Carolina school administrators. Researchers could 

expand upon the study to include participants throughout the United States and other 

countries to determine if regional influences impact the perceptions of principals. Larger 

scaled studies could also determine the extent grade levels influence principals’ perceptions. 

To fully understand how principals’ perceptions of their role in providing professional 

development impacts teachers, other research methods would need to be employed.  

Overview of the Research Methodology 

          Q methodology will be utilized to answer the research questions by analyzing the 

subjective opinions of school administrators. Q-methodology was developed in 1935 by 

William Stephenson as a way to scientifically examine human subjectivity (Militello & 

Benham, 2010). A leading expert in the use of this methodology, Steven Brown, states,  

          Q methodology was invented 70 years ago, but for much of that time it has remained   

          sequestered within academic psychology as a device for personality assessment.  

          Within the past 25 years, however, it has undergone something of a renaissance as a  

          procedure and conceptual framework for the study of subjectivity in social context,   

          and even more recently as a method for the study of social problems and as a 

          facilitating device for finding solutions. (2006, p. 378) 
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          Watts and Stenner (2012) explain there are five phases in conducting Q methodology. 

First, a collection of statements, called the concourse, is created. Next, the concourse is 

refined to produce a representative sample of statements called the Q-sample or Q-set. 

Participants are then selected. They are known as the P-sample or P-set. The next phase 

requires the facilitation of the card sort conducted by the participants. Analyzing and 

interpreting the results is the final phase. Brown (2006) states, “In short, the mechanics of Q 

methodology make it difficult for any viewpoint to fall by the wayside unnoticed” (p. 373). A 

discussion of the methodology and methods is discussed in greater detail in chapter 3.  

Conceptual Framework 

          Most principals have the authority to make decisions about the professional 

development their teachers receive. One educational reform, shared decision-making (SDM), 

is a school level, on-going process of making educational decisions in a collaborative manner 

(Liontos, 1994). The SDM process should include all voices of those who educate children, 

especially teachers and principals. According to Carol Weiss (1995), there are several factors 

that influence the decisions educator’s make. These include interests, ideology, information, 

and institutional norms which Weiss refers to as the four “I’s.” Her research suggests that 

administrator’s and teacher’s interests, ideologies, information, and institutional norms affect 

their responses in the shared decision-making process. 

          In Weiss’ framework, interests are defined in terms of self-interest. How an individual 

perceives their situation will define their personal interests. For example, if schools want to 

continue implementing a particular educational program, but data does not support 

educational gains, educators may feel it is in their best interest to discontinue the program 
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instead of the school being viewed as ineffective. A person’s previous professional and 

personal experiences help shape their self-interests. 

          Ideology is the embodiment of an individual’s principles, values, philosophy, and 

political orientation (Weiss, 1995).  As Weiss explains, ideologies include “any relatively 

coherent value disposition, from the comprehensive programs of advocacy groups to such 

vague proclivities as ‘every child can learn’ or ‘schools must uphold academic standards’” 

(p. 574). An individual’s ideology is a major factor in the decisions he or she will make.  

           Information is defined as “the range of knowledge and ideas that help people make 

sense of the current state of affairs, why things happen as they do, and which new initiatives 

will help or hinder” (Weiss, 1995, p. 575). Information is a critical resource for those who are 

empowered to make decisions in that it helps people identify problems and potential 

solutions to those problems. It is important to note that in this framework, information not 

only means correctness or rightness; it also includes factual assumptions. A person’s direct 

experiences in an environment enable them to make assumptions of how “changes in X 

(program, budget, school organization) will lead to changes in Y (attendance, test scores, 

student satisfaction)” (Weiss, 1995, p. 576).  Information comes in a variety of forms to 

include formal data such as assessment data and graduation statistics, opinions from experts 

in the field, and from research. 

          The fourth “I”, institutional rules and culture, involves the “structure, culture, standard 

operating procedures, and decision rules of the organization within which decisions are 

made” (Weiss, 1995, p. 576). The institution influences decisions in two ways. First, the 

environment of the institution influences how decision-makers interpret their own interests, 
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ideologies and information. Secondly, the institution effects the decision-making process 

such as who is empowered to make decisions and the particular areas in which decisions can 

be made. According to Weiss, “Features of the organization such as hierarchy, specialization, 

and internal division of labor, control of information, and standard operating procedures have 

an effect on how individuals’ stands are negotiated and organizational decisions reached” 

(1995, p. 574). 

          Figure 1.1 illustrates how each of the four “I’s” overlap. Each decision an individual 

makes is the result of the interactions between their interests, ideologies, information, and the 

institutional rules and culture. These interactions are continuous and those empowered to 

make decisions wrestle with the degree to which each area impacts the choices they make.            

          The aim of this study is to determine what principals consider to be effective elements 

of professional development and their perceptions of their role in facilitating professional 

development and growth of teachers to impact student learning. One’s perceptions are based 

on the individual’s self-interests, ideologies, information, and institutional rules and norms. 

Further, the interaction between these elements causes a person to form opinions which affect 

their responses and decisions regarding a given topic. Weiss’ conceptual framework was 

strategically selected to guide this study and interpret findings based on its unique design that 

takes into account an individual’s beliefs and how those beliefs impact one’s decisions. In 

this case, the framework will be used to determine how principals’ interests, ideologies, 

information, and institutional rules and norms influence their perceptions of professional 

development. 
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          The conceptual framework pictured below will be discussed in the final chapter after 

the research has been conducted. Weiss’ framework will be used to interpret principals’ 

perceptions of effective elements of professional development and their role in facilitating 

the professional development of their teachers as it relates to their interests, ideologies, 

available information, and institutional rules and culture. This framework will be used to 

guide the study and interpret the findings.  However, since the body of literature regarding 

professional development and the conceptual framework are markedly different, the 

framework will not be used to structure the literature review. 
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Organization of the Study 

          In Chapter 1, I provide a background of the study, purpose of the study, and pose the 

research questions. Definitions of terms and language are explained and the significance of 

the study as it relates to principals, district level supervisors, and researchers is detailed.  A 

brief overview of the research methodology is described and the conceptual framework 

guiding this study is summarized. Chapter 2 includes a synthesis of the research and current 

literature on the changing role of the principal, the need for professional development, 

effective professional development practices, and teacher and principal perceptions of 

professional development. In Chapter 3, I provide a detailed description of the methodology 

and methods that will be used in to answer the research questions.  

Chapter Summary 

          As previously stated, being a principal in the twenty-first century requires more 

competencies than any other time in history. One important competency is providing 

effective professional development for teachers to build teacher capacity and improve student 

learning. This study examines principals’ perceptions of their role in meeting the professional 

development needs of their teachers. Evans and Mohr (1999) proffer, “Principals who 

reexamine their belief systems and transform their practice facilitate change at their schools” 

(p. 532). 
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Chapter 2: Literature Review 

Introduction 

          The purpose of this chapter is to review literature associated with the current study (see 

Appendix A). The study intends to better understand principals’ perceptions of their role in 

providing professional development to teachers. It is necessary to better understand the 

characteristics of and need for professional development for educators. I begin the review 

with a brief history of the evolving role of the principal. I will then provide details on the 

following sections to further the discussion of the topic: 

 The Need for Professional Development 

 Effective Elements of Professional Development 

 Ineffective Elements of Professional Development 

 Teacher and Principal Perceptions of Professional Development 

          The following sections encapsulate the most current empirical, theoretical, and 

conceptual compositions on professional development.  As I read the literature, five themes 

emerged. These themes will serve as guide posts for the literature review.   

Evolving Role of the Principal 

          The formal role of school principal emerged in the 1920s. Over time, the principalship 

has evolved and changed dramatically. Grogin and Andrews (2002) explain that a different 

focus of the principalship was seen each decade. In the 1920s, principals focused on 

maintaining close connection between school and family values by ensuring values were 

taught within the school. The scientific management of schools was introduced in the 1930s. 

The 1940s and early 1950s demanded principals to focus on the importance of education in a 
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democratic society. The launch of Sputnik on October 4, 1957 caused principals in the late 

1950s and the entire decade of the1960s to focus on academic excellence while placing 

special emphasis on mathematics and science education. During this time in history, 

principals concentrated on management and instruction. The 1970s were marked by an 

increase in social problems which caused principals to turn their primary focus away from 

instructional leadership.  

          Confidence in the education system began to decline in the 1970s resulting in the need 

for more accountability. The 1980s ushered in concerns for academic preparedness since the 

United States faced international economic competitors. In 1983, the National Commission 

of Excellence in Education released a publication entitled A Nation At Risk. Schools were 

required to refocus on academic achievement and preparing students for the workplace. The 

focus of accountability has propelled itself since that time (The National Commission of 

Excellence in Education, 1983). Today, high-stakes testing and state and national 

performance standards are measured to ensure the focus on academic achievement is present.  

          Educational reform emerged in the 1980s after the publication of A Nation At Risk. 

Policy demands were placed on principals and their role continued to evolve. The role of the 

principal changed drastically in the 1980s. No longer were principals viewed as the 

managerial leader but were then considered to be instructional leaders. Grogin and Andrews 

characterize an instructional leader as someone who “gives curriculum and instruction the 

highest priority, rallies and mobilizes resources to enable the accomplishment of those goals, 

and creates a climate of high expectations for high academic achievement and respect for all 

students” (2002, p. 239). Instructional leaders are dedicated to school improvement 
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initiatives, monitoring student progress, monitoring teacher effectiveness and responding to 

the needs of their professional development, and involving the staff and community when 

making decisions.   

          The 1990s ushered in a movement towards standards-based assessments. The 

Improving America’s School Act and the Goals 2000: Educate America Act were enacted in 

1994. Jorgensen and Hoffman (2003) explain that these laws “…focused on the needs of all 

students, not just the disadvantaged and children at risk of school failure” (p. 4). In 2001, a 

new era in accountability emerged with the inception of the No Child Left Behind Act. States 

were required to create assessment systems to track the achievement of all students against a 

common set of standards. Along with higher accountability measures, states were granted 

more flexibility with the use of federal funds. These funds were to be used for teacher 

retention and professional development to improve student outcomes (Jorgensen & Hoffman, 

2003).  

          The Institute for Educational Leadership (2000) elucidates, high stakes testing 

currently prevalent in schools can place some principals in the public spotlight while causing 

other principals to face penalties when their schools perform below expectations. Further, 

principals find their ongoing professional development sorely lacking in preparing them to 

meet the demands of a twenty-first century administrator. The Institute for Educational 

Leadership explains that for decades, principals were expected “…to do little more than 

follow orders, oversee school staff and contain conflict” (2002, p. 3). The role of the 

principal has changed dramatically over time and professional development is essential in 

helping principals transition from the role of a managerial leader to an instructional leader.  
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Need for Professional Development 

          The quality of the teacher is the main predictor of how well students will perform 

academically. It is critical to provide opportunities to promote the continued growth of 

educators in order to improve student learning. Guskey (2000) claims, “Never before in the 

history of education has greater importance been attached to the professional development of 

educators. Every proposal for educational reform and every plan for school improvement 

emphasizes the need for high-quality professional development” (p. 3). Bredeson (2002) 

echoes this belief and adds that professional development is critical to the successful 

implementation of reform initiatives aimed to enhance student learning outcomes. 

Professional development is indispensable and vital for the continued growth of educators in 

order to meet the overwhelming demands placed on them during the twenty-first century.    

          Improving outcomes has also been the goal of practitioners outside the field of 

education and professional development plays an important role in ushering in new 

initiatives. Practitioners in professions outside the field of education seek ways to improve 

their skills and outcomes. Van Hook and Meehan (2011) are both medical doctors who feel 

continuing education is important to those in the health care profession. They believe those 

charged with providing continuing education to health care providers should focus on three 

main concepts- “what interventions work; reasons why interventions work; and what 

contextual factors may influence the impact of interventions” (Van Hoof & Meehan, 2011, p. 

207). While increasing a professional’s knowledge base is important, that is usually 

insufficient in changing behaviors and improving outcomes. Van Hoof and Meehan assert, 

“The goal of any continuing education activity should be an important change or outcome, 
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and this goal needs to be kept explicitly in mind through the stages of planning and 

implementation if one expects the outcome to occur” ( 2011, p. 207). Effective continuing 

education practices must be employed to make significant changes in one’s practice. 

          Just as practitioners in other professional fields must continually build upon their 

knowledge base and skill sets, so too must educators keep informed of emerging knowledge 

in the field of education. Since the roles of both teachers and principals have changed 

drastically throughout the decades, professional development is crucial to educators in 

learning how to improve instruction to positively impact student performance. “Schools will 

not improve unless the administrators and teachers within them improve” (Guskey, 2000, p. 

37). 

          Professional development for teachers. 

          Requirements have not only changed for principals, they have changed for teachers as 

well. Fullan and Hargreaves (1996) states, “Teachers are keenly aware that their job has 

changed immensely in the last decade or so. Teaching is not what it was. Expectations have 

intensified. Obligations have become more diffuse” (p. 3). Students are now held to higher 

standards than in previous years. No longer are students required to memorize facts and 

regurgitate information. No longer can educators “teach by telling.” Instead, they are 

required to “teach for understanding” (Hawley& Valli, 1999, p. 132). One of the leading 

researchers in the field of education, Gary Sykes, proclaims “A visitor to almost any 

American school would soon discover that some or all of the teachers have been, are, or soon 

will be engaged in some form of school or professional development that places new learning 

demands on them” (1999, p. 155). As Hawley and Valli point out, teachers have a narrow 
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repertoire of instructional practices that can only be expanded through carefully planned 

professional development. In most cases, the principal is responsible for providing 

opportunities to promote professional growth.  

          Castleberry (2010) conducted a study involving North Carolina teachers, principals, 

and professional development administrators. The results from the study indicated the need 

for more teacher support and professional development during the first five years of their 

career. Further, principals were shown to have a direct impact on the quality of professional 

development teachers experienced. 87% of the administrator survey participants and 81% of 

the teacher respondents believed a relationship existed between effective professional 

development and teacher attrition. Castleberry’s study suggests that teacher retention rates 

could improve by the provision of on-going, quality professional development to improve 

student learning. The longer teachers are kept in the field of education, the greater chance 

principals have of continuously building upon their capacity to improve student learning. 

          “School improvement cannot occur apart from a closely connected culture of 

professional development” (Hawley & Valli, 1999, p. 129). One way to improve professional 

development for teachers is to focus on improving professional development for 

administrators in the current methods of teaching and learning (Sykes, 1999). “One of the 

most persistent findings from research on school improvement is, in fact, the symbiotic 

relation between professional development and school improvement efforts” (Hawley & 

Valli, 1999, p. 129). The principal should provide teachers high quality professional 

development opportunities to promote student learning. Trehearn insists that principals 

should be involved in identifying important educational trends and issues that are of interest 
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to teachers along with providing professional development on the use of diverse instructional 

strategies and learning styles. According to Gimbel, Lopes, and Greer (2011), 90% of all 

teachers participate in professional development designed to improve their content 

knowledge, transform their teaching, and help them respond to students‘ needs. It is the 

responsibility of the principal to ensure professional development opportunities are 

meaningful to participants and that learning outcomes are met.  

          Professional development for principals. 

          Sarah Caldwell’s 1986 article Effective Practices for Principals’ Inservice states, 

“Common practices in staff development for principals are programs that are topic specific, 

content loaded, short term, held out of the district, and appropriate for awareness-level 

conceptual development but not of the ongoing nature necessary to build skills or lead to 

substantial behavior change” (p. 175). Principals are in need of coaching and networking 

opportunities and a support system for sharing ideas and learning best practices. Barth (1986) 

reiterates these beliefs by stating “District inservice and university coursework have left 

principals unsatisfied and turned off. Few retain much confidence that staff development will 

be engaging let alone helpful to them in running their schools” (p. 157). Professional 

development programs for principals were slower in developing than that of teachers 

(Caldwell, 1986). In 1986, seventy-five per cent of the National Staff Development Council’s 

(NSDC) professional development offerings were for teachers. As of 2012, all of Learning 

Forward’s (previously known as the NSDC) professional development offerings are for both 

teachers and administrators (Learning Forward, 2012). Principals have a direct impact on 
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what teachers learn. In order to lead well, principals must be learners and in turn, teachers of 

teachers (Grogin & Andrews, 2002). 

          Traditional means of preparing principals to lead schools has been questioned in recent 

years and has been accused of failing principals (Grogin & Andrews, 2002; LaPointe & 

Davis, 2006). Principals have not received proper training to build the needed skills, 

dispositions, and knowledge to “lead schools and advance student learning in an increasingly 

complex and diverse society” (LaPointe & Davis, 2006, p.16).  Grogin and Andrews 

characterize university-based programs for administrators as preparing the aspiring 

administrator to be the managerial leader rather than the instructional leader. To be an 

instructional leader, administrators must tend to the improvement of instruction and the 

impact of instruction on student performance. “Principals report that curriculum and 

instruction is and should be at the heart of their work…” (Sykes, 1995, p. 146). 

          The Interstate School Leaders Licensure Consortium (ISLLC) Standards were 

developed by the Council of Chief State School Officers and the National Policy Board on 

Educational Administration to help strengthen school leadership preparation programs. A 

total of six standards were written to help provide preparation programs and principals with 

the knowledge, dispositions, and performances expected of educational leaders. Standard two 

states, “A school administrator is an educational leader who promoted the success of all 

students by advocating, nurturing and sustaining a school culture and instructional program 

conducive to student learning and staff professional growth” (Florida Gulf Coast University, 

2012). The administrator is to exhibit knowledge and understanding of adult learning and 
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professional development models. Further, principals are to value and be committed to 

professional development as an integral part of school improvement. 

          Recognizing the need for quality professional development opportunities for 

principals, the North Carolina Department of Public Instruction (NCDPI) and the North 

Carolina Principals and Assistant Principals Association (NCPAPA) currently sponsor a 

year-long, non-traditional professional development program for practicing school 

administrators known as the Distinguished Leadership in Practice (DLP) program. The 

program’s purpose is to aid principals in attaining leadership competencies in strategic 

leadership, human resource development, establishing a collaborative culture, improving 

teaching and learning, fostering relationships with internal and external stakeholders, and 

leading change within the school (Distinguished Leadership in Practice, 2012). States across 

the nation recognize the need to foster principals’ professional growth with the intent of 

improving teaching and learning.  

          In his 2006 mixed methods study entitled Principals’ Perceptions of their Professional 

Development Implementation for Sustained Change, Patten concludes that principals with 

less than three years of experience need additional professional development support. There 

were significant differences between the perceptions of principals with less than three years 

of experience and principals with more than three years of experience in providing quality 

instructional improvement practices within their schools. Just as beginning teachers need 

additional support, so too do new administrators. 

          North Carolina recognized the need for on-going professional development for 

principals and created the DLP. While the program fosters the learning of many principals, it 
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does not reach every administrator within the state. Instead, each local education agency 

must examine their existing plans to promote the professional growth of principals. Providing 

quality professional development for principals is a concern for many school districts. 

Mathes’ (2008) multiple case study of two school districts within the United States described 

the growing efforts to provide on-going professional development for school administrators. 

Principals in one district commented on the strong support they received from the district-

office administration and felt their role as the instructional leader was recognized by district-

level supervisors. In another school district, the superintendent focused all of the professional 

development on the improvement of teaching. Additional funds were provided for classified 

and certified employees. School districts around the world confer that principals are in need 

of quality professional development experiences to improve schools and student outcomes.  

          Mathes’ study also revealed what principals considered to be of value to them. One 

principal felt professional development should be differentiated. This would enable 

principals to determine the area in which they would like to grow as a professional and then 

have the latitude to find the offerings to support their professional growth. Another principal 

explained that professional development is best “…when what is offered is enlightening, has 

a personal interest, and is a personal choice” (Mathes, 2008, p. 60).  He perceived his major 

source of professional growth was obtained by attending National and State level 

conferences. Yet another administrator proclaimed, “Professional development should have 

an instructional focus and help to keep us current with educational trends” (Mathes, 2008, p. 

63). Time to collaborate with colleagues to discuss instructional practices and ideas was the 

most important form of professional development to another administrator. Another 
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administrator voiced “…[professional development] needs to be on-going, supported, based 

on good research; it should not be hit and miss…Professional development needs to be 

authentic and meet the needs of groups or individuals” (Mathes, 2008, p. 95). Principals in 

this study valued professional development opportunities and reported a desire to continue to 

expand upon their knowledge of the role of instructional leader. 

          Another study, conducted by Keith (2008), involved principals from Virginia. 

Principals reported they wanted their schools to be held accountable for their state 

assessment results however, previous levels of pre-service and in-service training to assess 

student performance did not prepare them to meet the demands of a high-stakes testing 

environment. The results from Keith’s study indicated principals’ desirability for 

professional development in three areas. First, principals indicated the need for professional 

development to help ensure their teachers were trained in research-based instructional 

methods. Secondly, professional development was needed in raising achievement levels of 

students with disabilities. Finally, principals desired professional development on raising 

achievement levels of students living in poverty. Ward’s (1985) study revealed that teachers 

who have an effective principal have an advantage over those who do not, even if the 

teachers have the same levels of expertise. The role of the principal in improving the quality 

of teaching is important. Teachers consider school administrators the most important help or 

the greatest hindrance in their being more effective teachers. It is clear that principals want 

and need professional growth opportunities to be more effective leaders for their teachers. 

          Programs to address the professional growth of principals are becoming more and 

more prevalent. As Peterson’s (2002) research indicates, best practices for these programs 
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includes reflective practice and providing opportunities to work, discuss, and solve problems 

with peers. Establishing networks with other administrators has a greater impact on learning. 

Coaching for principals should also be available on a continuous basis. Administrators 

should be taught the importance of establishing and adhering to a school mission, learn the 

curriculum requirements of the grade levels contained within their schools, become fluent in 

effective instructional approaches, and have knowledge of the use of time to support 

learning. Quality programs are conducted throughout the year in multiple, day-long sessions. 

The main goal of the programs should focus on leading schools that promote high-quality 

learning for all students. 

          Principals in the United States are not the only ones to be supported in their 

professional development needs. One school district in Australia works extensively with 

principals to enable administrators to contribute to literacy achievement (Dempster, 2012). 

The program, Principals as Literacy Leaders, provides professional learning opportunities for 

principals to develop and strengthen their skills in providing professional development to 

teachers in order to improve literacy instruction.  Gamage and Ueyama’s (2004) article, 

Professional Development Perspectives of Principals in Australia and Japan, explains how 

both countries provide extensive inservice professional development to new school leaders. 

These countries recognized that principals strongly influence improvement efforts within 

their schools therefore the need to support their growth and development is essential to 

improve student outcomes. “After all, effective principals are ones who create effective 

schools where future generations can be educated and trained to take their place in an ever-

changing world” (Gamage & Ueyama, 2004, p. 77).  
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          In his book, Results: Key to Continuous School Improvement, Schmoker (1999) states, 

“It is well documented that as often as administrators meet, they seldom discuss student 

learning issues; instead, they focus almost exclusively on procedural or political matters” (p. 

19). Principals voice their concerns for better professional development in the areas of 

instructional leadership. In a 2008 study by Moore, principals indicated their need for 

professional development in the area of instructional leadership. Specifically, school leaders 

stated professional development in the use of data to drive change, leading change, best 

practices for teaching, and knowledge of the curriculum was needed. Also high on the list of 

priorities was professional development on leading teachers, including the supervision and 

development of teachers. The results of Moore’s study are similar to those of Leeds’ 2008 

study. Leeds surveyed sixty-nine principals and sought to discover the principals’ perceptions 

of their professional development. The questions receiving the highest mean scores were 

related to instruction, curriculum, and school improvement. The questions receiving the 

lowest mean scores were related to management behaviors, compliance, and the interpersonal 

skills of the principal. These studies clearly convey administrator’s desire for professional 

development that will positively impact student learning. 

Effective Elements of Professional Development  

          Numerous researchers have collected data and conducted studies to determine the 

effective elements of professional development. In her 2005 article entitled Leadership and 

Professional Development: The Quiet Revolution, Cardno states, “As knowledge and its 

impact on practice continue to advance, so too should our understanding of the ways in 

which professional development should be conceptualized and valued” (p. 292). Research 
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findings provide educators clear and concise descriptions of effective elements of 

professional development which should serve as a compass for practitioners providing 

growth opportunities (Adey, 2004; Blase & Blase, 1998; Darling-Hammond, 2010; Easton, 

2008; Elmore & Burney, 1999; Fullan & Hargreaves, 1996; Guskey, 2000; Hawley & Valli, 

1999; Joyce & Showers, 2002; Lieberman & Miller, 1999; Little, 1999; Militello et al., 2009; 

Sykes, 1999).  These include, but are not limited to, continuous and ongoing professional 

growth opportunities, time to collaborate with peers, sustained examination of student 

learning, addressing site-specific needs, and focusing on instructional matters. Professional 

development has the ability to positively impact student learning (Elmore et al., 1996; Fullan 

& Hargreaves, 1996; Leeds, 2008; Trehearn, 2010). This section focuses on the effective 

elements of professional development. 

          Effective professional development for principals should be differentiated to meet the 

unique learning needs of aspiring, new, and experienced administrators (Peterson, 2002). 

Peterson (2002) explains that a variety of teaching strategies, such as experiential learning, 

implementation of current technologies, role-playing, case studies, action research, 

simulations, and small group work should be employed to solidify the learning outcomes of 

the professional development. This researcher asserts that professional development needs to 

intensely engage the participants in thinking, reflection, analysis, and practice with a strong 

component of coaching and feedback. 

          The use of time is an important element to consider when planning and delivering 

training to educators. Providing a series of workshops over an extended period of time to the 

same group of educators is one format professional development leaders use to assist the 
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participant in acquiring the identified learning objectives (Elmore et al., 1996).  This format 

provides another important benefit- establishing networks of learners who dialogue with one 

another. The vital requirement is to allow enough time for participants to become immersed 

in the new skills so the transfer of learning can occur (Fullan & Hargreaves, 1996; Lieberman 

& Miller, 1999; Trehearn, 2010). 

          Conducting site visits to observe reputable school settings is another form of effective 

professional development for both administrators and teachers (Elmore et al., 1996). Master 

teachers can assist fellow educators by modeling effective practices, delivery of content 

knowledge, classroom management skills, active engagement strategies, establishing a 

positive emotional climate, and a myriad of other instructional practices.  

          Elmore et al. (1996) asserts the need for teachers and educators to be empowered to 

help identify areas in which they have an interest or need for additional support. Allowing 

educators to have input regarding their professional development needs is an effective 

practice that will make learning more meaningful to the participant (Elmore et al., 1996). 

When educators are allowed to voice their needs and the professional development 

opportunities are provided, teachers will be more receptive to the information presented 

(Elmore et al., 1996).  

          A common practice that has been identified as an effective element of professional 

development is the act of reflection (Bredeson, 2002; Elmore et al., 1996; Mathes, 2008; 

Peterson, 2002; Williams, 2008). Professional development should help teachers and 

principals learn new things yet provide opportunities for reflection upon the integration of 

new ideas and their current practices (Bredeson, 2002). Too often educators are thrust into 
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professional development with the expectation of a transformation occurring at the end of the 

session. Bredeson (2002) explains that transforming ones practice takes time and reflecting 

upon current practices and how new knowledge obtained can be incorporated into future 

practice is necessary for the transfer of learning.  

          Table 2.1 lists several leading scholars in the field of education and professional 

development. Each researcher discusses effective components of professional development 

and the impact on educators and student learning outcomes.   

Table 2.1 

   Effective Components of Professional Development 

Researcher Year    Components of Professional Development 

Hawley and Valli 1999 

 

 Driven by analysis of the differences between 

goals and standards for student learning and 

student performance  

 Involves learners in the identification, 

development, and process of PD 

 Primarily school-based 

 Organized around collaborative problem 

solving 

 Continuous and ongoing with support 

 Incorporates evaluation of multiple sources of 

information on outcomes for students and 

processes that are involved in implementing 

the lessons learned through professional 

development  

 Provides opportunities to engage in 

developing a theoretical understanding of the 

knowledge and skills to be learned 

 Integrated with a comprehensive change 

process 
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Table 2.1 Continued   

Sykes 1999 

 

 Embedded in the specific content of the 

student curriculum  

 Integrates examination of student learning 

using multiple sources of evidence 

 

Little 1999 

 

 Sustained study of student work 

 Provides time for teacher collaboration and 

peer observations 

 Provides feedback on performance 

 

Elmore and Burney    1999 

 

 Provides opportunities for shared expertise 

 Primarily school-based 

 Intervisitation and Peer Networks 

 

Blase and Blase 1998 

 

 Emphasizes the study of teaching and learning 

 Provides opportunities for growth 

 Embeds PD  

 Supports collaboration  

 Develops coaching techniques 

 Conducts action-research to inform decision-

making 

 Applies the principles of adult learning 

 Encourages teacher professional development 

plans 

Joyce and Showers 2002 

 

 Utilizes inquiry cycle 

 Focuses on curricular and instructional 

strategies 

 Invests in change process to impact student 

knowledge and skills 

 Requires transfer of learning 
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          Hawley and Valli identified eight characteristics of effective professional development  

based on their syntheses of research (1999). First, student learning goals and standards 

should be compared to actual student outcomes to identify discrepancies. This analysis of 

data will determine what educators need to learn thereby focusing attention on the 

development of strategies to impact student learning. Second, educators will become more 

motivated and committed to learning new things when they are empowered to identify what 

they need to learn. At times it is even appropriate for the educator to be involved in the 

development of the learning opportunity and the process to be used. This practice increases 

collaboration, has the potential to make learning more meaningful, and enhances the 

 

Table 2.1 Continued   

Adey 2004 

 

 Provides a good reason to believe the change 

being introduced is of value 

 Provides coaching to instill transfer of what 

was learned 

 

Militello et al.  2009 

 

 Utilizes Inquiry-Action Cycle 

 Centers on matters of instruction  

 Is collaborative 

 Is subject specific 

 Is site specific 

 Is ongoing 

 

Easton, L.B. 2008 

 Identifies and utilizes a shared language 

 Content is customized to the school 
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educator’s sense of effectiveness. This particular characteristic is more impactful when the 

culture of the school embraces the ongoing need to learn new things and improve practice.  

          Hawley and Valli’s (1999) fourth effective characteristic requires the location of the 

professional development to be primarily school based. These authors proffer while it is 

appropriate to allow educators to participate in out-of-school learning opportunities such as 

graduate courses and conferences, the majority of the professional development should be 

centered on school related goals. School innovations that are identified and supported by the 

school are more likely to impact participants since a higher level of motivation to improve 

daily practices is desired. The authors assert that school-based professional development also 

allows for more in depth relationships to be established between the learning and application 

of new skill (1999). This process increases meaning for participants and thereby has the 

potential to impact student learning.  

          Professional development is more effective when educators work collaboratively to 

identify and address issues of common concern (Hawley & Valli, 1999). Working 

collaboratively to solve problems benefits the school in that school-wide areas of concern are 

examined closely to identify the causes and possible solutions to the problems.  Collaborative 

problem solving encourages the sharing of knowledge, the clarification of learning needs, 

develops a shared language, promotes understanding of effective practices, and encourages 

school change to impact student learning.  

          The act of collaborative problem solving leads to the need of the fifth effective element 

of professional development (Hawley & Valli, 1999).  The development of professionals 

should be an ongoing process that supports further learning. Support can manifest itself via 



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         34 

 

physical and human resources. Expertise should be sought outside of the school in order to 

provide educators a different perspective on the issue. Innovations can be stifled when ideas 

are generated from a consistent source of knowledge. 

          The evaluation of multiple sources of information on student outcomes and the 

processes involved in implementing new practices and skills learned through professional 

development is necessary for the ongoing development of professionals. Information can be 

gained through research, experts within the field of study, and teacher’s knowledge and 

experience. This sixth effective element of professional development requires the evaluation 

of information throughout the stages of implementation and is to be conducted in a 

nonthreatening manner (Hawley & Valli, 1999). Educators should be provided ample time to 

implement changes and to reflect upon those changes. It is important to note that educators 

need to assess the change in teaching before assessing the change in student learning.  

          Understanding the theoretical underpinnings of new knowledge and skills to be learned 

is another effective element of professional development. Hawley and Valli explain, “Since 

teacher thinking and classroom behavior are influenced by their knowledge of beliefs, an 

important component of their professional development needs to be the expansion and 

elaboration of their professional knowledge base” (1999, p. 143).  Further, educators must 

develop an understanding of why they are asked to change their practices. Professional 

growth is advanced by engaging educators’ beliefs, experiences, and habits in the process of 

considering and reconsidering both formal and practical teaching knowledge.  

          Hawley and Valli’s eighth element of effective professional development involves the 

integration of a comprehensive change process (1999). The change process takes time. 
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Taking on too much at once will have an adverse reaction and the change will take longer or 

will not take place at all. It is wise to establish a comprehensive plan and implement it slowly 

over time.  

     Professional development should also be embedded within the specific content of the 

student curriculum (Sykes, 1999). Many teachers need additional support in fully 

comprehending and working with the content area. Teachers also need a deeper 

understanding of pedagogical skills to help make learning meaningful for students. 

Understanding how students learn the curriculum is of utmost importance as well. Study 

groups are one way teachers can learn ways of representing topics and concepts to students. 

Study groups can be comprised of educators from various schools but is most effective when 

the network of educators share a common curriculum.  

          Using multiple sources of data to closely exam student learning is another effective 

element of professional development (Sykes, 1999). Too often educators rely on standardized 

assessment results as a form of feedback on student learning. Evidence of student learning 

can be captured through work samples, teacher-made assessments, and student learning 

projects. Qualitative notes on student progress over time can also be used as evidence to 

support student learning. Relying on quantitative and qualitative data serves as the basis for 

decision making and areas for teacher learning.  

     As previously mentioned, the systematic, sustained study of student work is a practice that 

promotes learning among educators. Little (1999) explains that teachers and administrators 

should analyze student work samples to determine how the choices of teaching impact 

student learning. Educators have the responsibility of identifying why learning happens and 
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how children learn. Examining student work is one effective practice that initiates dialogue 

among educators and positively impacts their professional growth.  

          As other researchers have mentioned, time is a valuable commodity. Little (1999) 

explains educators benefit from the practice of collaborating with one another about student 

learning. Effective uses of time include weekly collaborative planning meetings with 

colleagues and planning days which allow for longer periods of time to discuss and 

investigate solutions to problems. Regularly scheduled staff retreats also enable larger blocks 

of time to be dedicated to the evaluation of school performance and student learning.  

          Another impactful yet rare opportunity for professional growth is observing fellow 

educators and being observed by colleagues (Little, 1999). Little explains that educators 

report the positive influence peer observations have played on their professional 

development. Gaining feedback from these observations coupled with conversations with 

those involved in the observations has sparked new ideas about instructional practices and 

delivery of content knowledge (Little, 1999).  

          Little (1999) asserts that timely, abundant, and specific feedback on performance is 

needed to support the professional growth of educators. Effective practices include 

evaluating educators on what is directly observed and engaging in meaningful dialogue about 

the observation. Teacher and administrative observations and evaluations are conducted 

primarily by direct supervisors yet some school districts have shifted to portfolios, 

interviews, and peer reviews. The feedback acquired from these forms of evaluations cause 

educators to investigate his or her own knowledge and practice and seek ways to 

continuously improve.  
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          Formal and informal observations can also serve as a springboard for collaboration and 

shared expertise among educators (Elmore & Burney, 1999). In the school setting, teachers 

and administrators should engage in grade-level discussions about curriculum and teaching 

practices. In addition, teachers and principals should allow time for multi-grade level 

conversations to discuss issues of vertical alignment and to share teaching practices. 

Classroom visitations are valuable in obtaining feedback to improve instruction and to gain 

new conceptions of effective classroom practices. Principals should also be encouraged to 

work with one another about common issues of instructional improvement and regularly visit 

other schools to observe practices within those buildings. Elmore and Burney believe that 

isolation is the enemy of professional growth. Educators must have opportunities to share 

their expertise and learn from one another.  

          Like Hawley and Valli, Elmore and Burney consider on-site professional development 

to be an effective element promoting teacher and principal growth. These scholars feel most 

professional development should be delivered “…in the actual settings where it is designed 

to be used: in schools and classrooms” (1999, p. 272). It is uncommon for ideas generated 

outside of the school setting to be applied within those classrooms. Professional growth 

occurs when educators are afforded the opportunity to practice new concepts and skills, are 

provided feedback on their performance, and are granted the necessary resources to support 

the change being implemented.  

          Visits to other sites both within and outside of the school district and the establishment 

of peer networks are essential practices for promoting professional growth (Elmore & 

Burney, 1999). The goal is to bring educators in contact with successful practices present in 
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other schools. Outside consultants, instructional coaches, and mentors can serve as members 

of the professional network. Elmore and Burney state the practice of conducting 

intervisitations and utilizing peer networks are more valuable when carried out on a regular 

basis.  

          In their book, Handbook of Instructional Leadership, Blase and Blase (1998) examine 

effective practices principals can utilize to enhance the professional growth of teachers. 

Providing professional development opportunities centered around teacher’s instructional 

needs is an effective practice to promote growth and is meaningful to the participants. In 

addition, teachers should be allowed to provide input into the design and content of the 

professional growth opportunity. The author’s research states teachers value professional 

development opportunities more when the offerings are optional.  

          Teachers should be consistently supported in their efforts to develop their knowledge 

of teaching and learning. Supporting the philosophy of lifelong learning and embedding 

professional development within the normal functions of the school are effective practices 

principals should consider. Blase and Blase site several ways professional development can 

be embedded within the culture of a school. Principals should stay abreast of current research 

and educational issues then relay this information to the teachers. Principals should know the 

needs and interests of their teachers and distribute resources accordingly. Journal articles, 

books, research studies, and professional websites are rich sources of information for 

educators. Sharing professional and research literature causes teachers to reflect on current 

teaching practices and in turn, can contribute to the founding of new instructional practices.  
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          There is considerable agreement among researchers that the role of collaboration is 

valuable when educators focus on teaching and its effects (Elmore & Burney, 1999; Hawley 

& Valli, 1999; Little, 1999; Blase & Blase, 1998; Lieberman & Miller, 1999). Professional 

growth can occur as a result of research, conferences, books, workshops, etc. But growth can 

also result from gaining ideas and perspectives from colleagues (Lieberman & Miller, 1999). 

One example provided by Blase and Blase is teachers sharing information and providing 

demonstrations of skills and new knowledge acquired at off-site workshops or conferences. 

The process benefits both the participants and the presenter. Participants learn new skills and 

the very act of teaching others solidifies the knowledge of the teacher-presenter. Other 

examples of encouraging collaboration include the formation of study groups, common 

planning time among grade levels or departments, common planning time with multi-grades 

and subject areas, collaborative decision-making processes, informal conversations focused 

on student learning, and peer observations. Collaboration allows teachers to focus on their 

immediate needs and concerns about teaching and learning. 

          Principals can promote the professional growth of teachers by providing opportunities 

for a peer or instructional coach to assist the teacher in implementing a new skill (Blase & 

Blase, 1998). Peer and instructional coaching should take place after presentation of theory, 

demonstration of the skill, and practice of the new skill.  Coaching aids in the transfer of new 

knowledge in several ways. First, teachers being coached practice new strategies more 

frequently and become more fluent in applying the skill than non-coached teachers. 

Secondly, coached teachers implement the newly learned strategy more appropriately than 

their colleagues who do not have a coach. Greater long-term retention of the correct use of 
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the skill is maintained by teachers who ware coached. Finally, teachers who are coached 

teach new models of teaching to their students and better understand the purposes and uses of 

new teaching strategies. When principals provide opportunities for teachers to model new 

skills to their peers, transfer of learning occurs at a faster rate and has a lasting impact on 

teachers’ professional growth.  

          Using inquiry to examine the impact of teaching practices and its impact on student 

learning is another effective method of professional development. Conducting action 

research involves selecting a focus area, collecting, analyzing, organizing, and interpreting 

data to develop a course of improvement (Blase & Blase, 1998). Once a course of action has 

been determined, the plan must be implemented and evaluated for success using the 

evaluation as a basis for future improvements. The cycle then continues with the collection of 

data gained from the implementation phase. The search for solutions increases teacher’s 

efficacy and promotes collaboration among colleagues.  

            Blase and Blase offer advice to principals who seek ways to enhance teacher 

professional development. In addition to the aforementioned effective components of 

professional development, the authors provide several more suggestions for school leaders. 

Building an atmosphere of collective responsibility and shared decision-making will enhance 

the growth of teachers. Principals should encourage an increase in time spent on school 

improvement issues that directly impact student learning. Individual professional 

development plans for teachers that clearly identify goals and objectives for professional 

growth should be supported. Principals should also dialogue regularly with teachers and 

provide feedback on the progress of the professional development plans. Finally, when 
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facilitating growth opportunities, administrators should adhere to the principles of adult 

learning. When teachers are taught new skills, it must be in an authentic setting and modeled 

exactly as it should be implemented within the classroom setting. Principals play an 

important role in the professional growth of teachers and adhering to the best practices 

mentioned above will increase the likelihood of increased teacher capacity to impact student 

learning.  

          In their study of school districts coupled with evidence from formal research, Joyce 

and Showers (2002) identify four conditions that must be present to promote the professional 

growth of educators to affect student learning. The first essential element requires the 

community of education professionals to study together, implement what they are learning, 

and share the results of the implementation phase. A continuous cycle must be present in 

order to promote ongoing improvements in teaching practices and student learning.  

          Secondly, the focus of professional development must impact student learning. Joyce 

and Showers assert the content should center around “…curricular and instructional 

strategies selected because they have a high probability of affecting student learning- and, as 

important, student ability to learn” (2002, p. 4). This element of professional development 

serves as a springboard for the next effective characteristic; a profound change in students’ 

knowledge and skill must be realized. “What is taught, how it is taught, and the social 

climate of the school have to change to the degree that the increase in student ability to learn 

is manifest” (Joyce & Showers, 2002, p. 4). There are numerous ways educators can improve 

student learning but the goal is to select a focus that will considerably impact student 

learning.  To achieve this, the content has to be substantial. “Minor variations on curriculum, 
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instruction, and social climate are worthwhile, but cannot be expected to result in sizable 

changes in student learning” (Joyce & Showers, 2002, p. 11). 

          Finally, professional growth does not take place unless the participants implement 

what they have learned. Ongoing support for participants is needed to ensure that the transfer 

of learning has transpired. Participants must demonstrate they can consistently and 

appropriately employ the new skills and strategies as they were intended to be used. 

          Adey (2004) emphasizes several components of effective professional development 

practices. First, there should be sufficient evidence that the proposed change is a worthwhile 

endeavor. His studies have shown that teachers welcome the opportunity to discuss why they 

are being asked to make changes in their teaching practices. Adey claims, “Not to offer them 

some insight into the rationale underlying an innovation is to treat teachers as technicians 

rather than as professionals” (2004, p. 160). Providing the theories and conceptual 

frameworks of the proposed change promotes understanding and conceptualization of the 

new initiative. 

     Second, support to teachers must follow the implementation of any new initiative. Adey 

states, “Coaching is now known to be a critical process in assisting teachers to transfer 

approaches they have studied in inservice sessions back to their own classroom settings” 

(2004, p. 163). Coaches assist teachers by providing detailed feedback on the teacher’s 

implementation of the new practice. Teachers then have the opportunity to reflect on their 

beliefs and assumptions as it relates to his or her current teaching practices in relation to the 

new concept being implemented. Coaches also model the use of new skills within the 
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classroom setting. Coaching is a process that develops teacher capacity over time and is an 

effective element of professional development.  

          Building teacher capacity to support student learning can take many forms. Militello, 

Rallis, and Goldring (2009) describe how inquiry coupled with action can assist educators in 

gaining knowledge and skills to teach more effectively. The collaborative inquiry-action  

cycle hinges on the requisite that teachers, along with other members of the school 

community, collaborate with one another with the goal of improving instruction and 

impacting student learning.  

          The cycle consists of the following activities: First, the problem of practice, which 

focuses solely on student learning, is identified. “Prioritizing and identifying those questions 

surrounding student learning allows the school to organize around problems of practice at the 

core of the school’s mission: teaching and learning” (Militello et al., 2009, p. 32). Then the 

school establishes outcomes for which they accept responsibility. The aim is to consider all 

possibilities to identify root causes of the problem and to establish intended outcomes. This 

phase in the cycle also requires the establishment of responsibilities to be shared by those 

willing and able to assume the duties.  The theory of action, which includes the desired 

outcome and the proposed action, is then stated. Next, the school identifies important 

questions concerning student learning. The plan is then put into action. “At this stage of 

inquiry, teachers interweave their beliefs with behaviors that, in turn, alter their beliefs” 

(Militello et al., 2009, p. 38). The school conducts a systematic evaluation and uses the 

results of the evaluation to reflect on possible solutions to the challenge. The inquiry cycle 

runs a full circle and begins again.    



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         44 

 

          The inquiry-action cycle contains many effective elements of professional 

development previously identified. The entire process is on-going, centered around 

instructional issues, and requires a great deal of collaboration. It focuses on instructional 

issues related to a specific site and subject area. This process expands teacher capacity and 

impacts student learning.  

          Easton (2008) describes the importance of establishing a shared language for teaching 

and learning. She states, “Building a shared language of terms that staff define in the same 

way helps educators access their expertise and focus professional inquiry” (p. 15). A shared 

language is constructed as educators share experiences. Easton explains that educators must 

agree to the use of relevant words when dialoguing about shared experiences (2008). This 

practice aids in collaborating in meaningful ways.  

          Educators learn and grow by customizing the content to meet the needs of the school 

(Easton, 2008). Content can be determined by backward mapping the academic standards 

students are responsible for learning. This practice leads to determining what teachers should 

know and be able to do. Easton states, “…decisions about content need to be made based on 

knowledge about what students need to know and be able to do and, therefore, what 

educators need to know and be able to do to help students achieve” (2008, p. 42). Easton 

(2008) explains that relating professional learning to what students need helps teachers 

develop into better educators.  

          There are common effective elements of professional development referenced by 

leading scholars to include the sustained examination of student learning as identified by 

various forms of summative and formative data (Hawley & Valli, 1999; Little, 1999; Sykes, 
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1999). Effective professional development also includes the opportunity to collaborate with 

peers and share expertise (Blase and Blase, 1998; Elmore & Burney, 1999; Hawley & Valli, 

1999; Little, 1999; Militello et al., 2009). Sharing a common language when discussing 

shared experiences also aids in collaboration (Easton, 2008). Teacher growth and 

development is more meaningful to educators when it focuses on matters of curricular and 

instructional matters (Joyce & Showers, 2002; Militello et al., 2009; Sykes, 1999).  

Determining the content of professional development for teachers based on the needs of the 

students is also an effective practice (Easton, 2008). Finally, tailoring professional growth 

opportunities to address specific school needs fosters teacher and administrator growth 

(Elmore & Burney, 1999; Hawley & Valli, 1999; Militello et al., 2009). The research is clear 

in identifying effective components of professional development. However, as you will read 

in the next section, ineffective elements exist which hinders the growth and development of 

educators. 

Ineffective Elements of Professional Development 

          Too often professional development is considered something done to educators instead 

of an imbedded, continuous process of growth (Cardno, 2005). Cardno further elaborates that 

many teachers and principals view professional development as the “smorgasbord approach” 

where a list of offerings is provided and educators select the sessions or courses they wish to 

attend. There is also the “fill-the-day” approach in which leaders are given an allotment of 

time and told to provide professional development. The “do-it-all” approach consists of a 

broad spectrum of offerings in which educators feel they must complete regardless of the 

connectivity among the topics.  The “weekly shot of professional development” approach is 
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when a school embeds the professional development into regularly scheduled faculty 

meetings.  As Williams (2008) describes in his study, even district level supervisors conduct 

meetings to disseminate information to principals and incorrectly label it “professional 

development.” These practices not only result in a stagnation of growth among educators, but 

can have an adverse effect on the growth of educators.  

          There are a myriad of professional development opportunities for educators, but many 

follow the “shot gun” approach by exploring a wide spectrum of topics in little depth. Wilson 

(2010) states, “The professional development programs of most districts are disjointed, 

poorly linked to the curriculum, and of little or no demonstrable value in improving teacher 

proficiency or student outcomes” (p. 141). If professional development is not ongoing and 

continuous, increased professional capacity and improved student achievement is not likely 

(Hawley & Valli, 1999). Unfortunately, many states unintentionally promote the fragmented 

view of professional development by requiring license renewal credits. Teachers then 

become consumers of professional development and shop for courses to meet the license 

renewal requirements (Sykes, 1999). 

          In an effort to maximize time, some professional development leaders try to squeeze in 

as many new concepts as possible into the allotted time. In Teachers Transforming Their 

Work and Their Practice, Lieberman and Miller (1999) provide a compelling picture of why 

such ineffective characteristics of professional development can have a negative impact on 

professional growth. Teachers from across the nation were observed and interviewed. One 

such teacher, Sally, summarized her negative experience with professional development. 

“They threw out 10-15 new concepts…Training was over and we were supposed to go back 
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to our classrooms and do it. Needless to say, we all felt overwhelmed and anxious” 

(Lieberman & Miller, 1999, p. 31). It is evident if too many new concepts are introduced at 

once, participants become overwhelmed and the transference of learning is more difficult. 

Professional development leaders should be intentional to introduce new skills and concepts 

thoroughly and assure participants have gained an understanding of those skills and concepts 

before more are introduced.  

          Lieberman and Miller (1999) also cite the lack of follow-up as having a negative 

impact on professional growth. When new skills and concepts are introduced, support should 

be provided during the implementation phase. If support is not provided, educators will either 

abandon the newly introduced concept or they will attempt to implement it not ever knowing 

if they are implementing the skill correctly. Frustration and the sense of being overwhelmed 

emerge and yet again, the transference of learning a new skill or concept is hindered.  

          Professional growth opportunities for educators typically come in the form of direct 

teaching to include presentations and workshops (Lieberman & Miller, 1999). Van Hoof and 

Meehan (2011) claim that outdated methods of professional development include 

disseminating information via lectures and literature. The expectation is that educators will 

take what was presented and add the new learning to their repertoire of teaching practices. 

Lieberman and Miller (1999) state, “At its best, it introduces teachers to new ideas and 

possibilities. At its worst, it makes faulty assumptions about the giving and receiving of 

knowledge and skills without paying attention to the need for practice, support, and 

feedback” (p. 69). Adey confers with this belief. He states, “It seems obvious that we are 

unlikely to encourage teachers to use active methods in their classroom by delivering to them 
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a monologue and expecting them to take notes” (2004, p. 162). While educators can be 

inspired through direct teaching methods, more support is needed to aid in the transference of 

learning and assisting teachers in becoming fluent in the new skills and practices introduced. 

In addition, professional development leaders should model the use of the skill or concept in 

the way it is to be delivered in the participant’s setting.  

          Change in practice rarely occurs as a result of a “one-shot” staff development day 

(Adey, 2004). The only exception would be the introduction of a specific technical skill. 

Lasting change will not transpire if professional development is short-term and fragmented. 

Fullan and Hargreaves (1996) assert, “Many staff development initiatives take the form of 

something that is done to teachers rather than with them, still less by them” (p. 17). They 

argue that when staff development is fragmented and rushed in its implementation, it only 

addresses a fragment of the teacher. Initiatives should not be isolated from one another. Such 

ineffective elements of professional development hinder the professional growth of 

educators.  

          No lasting effect on practice will take place unless a support system undergirds the 

delivery of new knowledge (Adey, 2004). Teachers need support when first applying new 

knowledge and until the new knowledge is concrete and embedded within the educator’s 

normal practice. One form of support is mentoring. Educators new to their profession and 

educators in need of additional assistance benefit from mentors to aid them in developing and 

implementing effective practices to improve student learning. Sadly, mentoring in the United 

States does not occur with as much frequency as in England, France, Israel, Norway, 
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Singapore, Switzerland, and New Zealand (Darling-Hammond, 2010). The lack of support, 

and specifically lack of mentors, can place the teacher back into isolation. 

          There are numerous effective practices to be shared and learned by educators across 

the globe. When sharing and collaborating does not take place, isolation ensues. Fullan and 

Hargreaves proclaim, 

 The professional isolation of teachers limits access to new ideas and better solutions,  

drives stress inward to fester and accumulate, fails to recognize and praise success, 

and permits incompetence to exist and persist to the detriment of students, colleagues, 

and the teachers themselves. (1996, p. 5)  

 

Darling-Hammond (2010) explains that when educators work in isolation, curriculum and 

teaching practices are inconsistent, poor decisions are made, and “…the efforts of those who 

are successful are continually undermined and counteracted by the activities of those who are 

uninformed and unskilled” (p. 196).  

          As previously mentioned, the act of collaboration is an effective element of 

professional development (Elmore & Burney, 1999; Fullan & Hargreaves, 1996; Guskey, 

2000; Joyce & Showers, 2002; Little, 1999; Mathes, 2008; Militello et al., 2009; Trehearn, 

2010; Patten, 2006).  But there are ineffective ways of utilizing collaboration. Fullan and 

Hargreaves explain that superficial and wasteful forms of collaboration, such as accepting the 

status quo and failure to question impractical or problematic decisions, are ineffective 

characteristics of professional development. In addition, the establishment of cliques of 

educators, working exclusively with close friends and colleagues, essentially robs others of 

the shared expertise within the group. Ineffective uses of collaboration can have detrimental 



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         50 

 

impacts on individual growth and the success of school initiatives to promote student 

learning.  

          Extensive research on professional development indicates many educators view their 

professional development experiences as meaningless and a waste of time (Guskey, 2000). 

Guskey explains this is due to several of factors. First, the focus on “faddish” ideas that are 

not based on research and evidence is of no value to the participant if meaningful results are 

not produced. Second, the impracticality of implementing new skills when support and/or 

necessary resources are not provided is an ineffective way to utilize the participant’s time. 

Third, unclear goals of what is to be accomplished and how progress is to be measured 

causes participants confusion about implementation expectations. These ineffective practices 

lead educators to view professional development as merely a contractual agreement or an 

irritating requirement for licensure renewal.   

          In Table 2.2 below, I summarize the ineffective professional development practices. 

Table 2.2 

Ineffective Professional Development Practices 

Researcher Year    Practices 

Lieberman and Miller 1999 

 

 Overloading the learner with new concepts 

 Not providing follow-up 

 Relying only on direct teaching 

 

 

 

 

Adey 

 

 

 

2004 

 

 Not on-going 

 Not modeling the methods you want participants 

to use 

 No active support mechanism for teachers 

introducing new methods  
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Table 2.2 Continued   

Fullan and Hargreaves 1996 

 

 Fragmented 

 Takes the form of something that is done to 

teachers rather than with them 

 Working in isolation 

 Wasteful forms of collaboration  

 

Darling-Hammond  2010 

 

 Teachers are isolated from one another 

 Lack of sharing effective practices 

 Not providing mentors 

 

 

Guskey 

 

2000 

 

 Based on fads 

 Support and/or resources not provided 

 Unclear idea of what is to be accomplished 

 

          The research identifies four leading practices that result in ineffective professional 

development. First, the isolation of educators from their peers discourages collaboration and 

shared expertise (Darling-Hammond, 2010; Fullan & Hargreaves, 1996). Not modeling the 

methods you want participants to implement within the educational setting instills the 

inaccurate view that professional development is something that is done to educators rather 

than with them (Adey, 2004; Fullan & Hargreaves, 1996; Lieberman & Miller, 1999). 

Another ineffective practice is to fragment the growth opportunities which results in the 

discontinuity of learning (Adey, 2004; Fullan & Hargreaves, 1996).  Lastly, failure to 

provide active support mechanisms, to include mentors and coaches, to educators when 

introducing new methods impedes the change in practice sought by the professional 

development opportunity. (Adey, 2004; Darling-Hammond, 2010; Guskey, 2000).   
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          Professional development, is in fact, pedagogy; it is the method and practice of 

teaching. Ineffective professional development practices impede learning. In turn, when 

educators are not afforded quality learning opportunities, change in practice does not occur. 

Ineffective professional development practices need to be eradicated from the context of 

education and replaced by effective elements identified in research in order for educators to 

grow and development within their content areas.  

Teacher and Principal Perceptions of Professional Development 

          Thus far we have discussed the effective and ineffective elements of professional 

development. Beyond the scope of these elements, it is important to understand the 

perceptions of professional development held by teachers and principals. Discovering the 

nature of the differences in perceptions will enable practitioners to properly align 

professional development practices to ensure optimal growth opportunities are provided to 

educators (Cornell, 2008). 

          According to Blase and Blase (1998), the most influential instructional leadership 

behavior at both the elementary and high school levels is promoting teachers’ professional 

development. It is obvious that continuing to learn and improve upon skills is important to 

both teachers and principals. In a study of over two hundred principals in Tennessee, Starnes 

(2011) discovered that there was no significant difference between perceptions of elementary 

and secondary principals concerning the type of support provided to implement school-level 

professional development plans. Principals of all levels play a vital role in providing quality 

professional development for their teachers that address instructional practices to improve 

student outcomes.  
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          Trehearn’s (2010) phenomenographic study posed the question, “What are the 

similarities and differences between administrators’ and teachers’ perceptions of necessary 

components for effective professional development for educators?” (pp. 14-15). Four themes 

emerged from this study, the first being “teachers and administrators believe professional 

development responsibilities need to be shared” (Trehearn, 2010, p. 59). Both teachers and 

administrators acknowledged the positive impact collaboration played in their development. 

The second theme was “administrator and teacher roles in professional development impact 

its effectiveness” (Trehearn, 2010, p. 59). The data indicated that most of the professional 

development was dictated by the principal. Often, teachers viewed their primary role as an 

attendant of professional development.  

          Very few teacher subjects in the study played a role in determining and planning 

professional development for his/her school. Trehearn states, “An argument could be made 

that teachers’ perceptions of their role in professional development is directly related to what 

administrators perceive as their role” (Trehearn, 2010, p. 81). If principals allow their 

teachers to have input in the identification, planning, and implementation of the professional 

development, the teacher will view their role differently than that of a mandated attendee.  

          “Teachers and administrators believe forethought and preparation are vital to 

professional development success” was the third theme identified by Trehearn (2010, p. 58). 

Both teachers and administrators shared the view that professional development should be 

on-going and sustained throughout the school year. Some schools utilized their School 

Improvement Team to plan professional development activities as well as determine the 

presenters and facilitators for the sessions.  
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          Finally, “teachers and administrators believe professional development effectiveness is 

not dependent on expenditures” (Trehearn, 2010, p. 59). The schools involved in the study 

reported little expenditures in the area of professional development since most of the sessions 

were presented by a knowledgeable teacher, instructional coach, or administrator. However, 

many principals voiced their desire for funding to allow teachers to attend local, state, and 

national conferences. A principal from one of the three schools studied stated his school 

district saved money by hiring national experts to work with the school system. The district 

then invites members from all schools to attend the district-sponsored professional 

development. Quality professional development opportunities can be provided in the absence 

of financial resources. The evidence from this study suggests: (1) professional development 

effectiveness is not dependent on financial resources and (2) teachers and administrators 

should have a role in determining the content of the professional development and be 

involved in the planning and implementation of the on-going sessions. 

          The principals and teachers agreed upon the necessary components of effective 

professional development (Trehearn, 2010). The differences in opinion occurred in finding a 

balance in their opposing responsibilities. For example, Trehearn explains that principals 

reported the district dictated certain professional development sessions that was to be 

delivered to the teachers. According to Trehearn’s study, this left teachers with very little 

input into the creation of the professional development and left them feeling their opinions 

and expertise were of little value.  

          Weiss’ article, The Four “I’s” of School Reform: How Interests, Ideology, 

Information, and Institution Affect Teachers and Principal, explains how teachers and 



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         55 

 

principals influence the shared decision-making process. Each person involved in making 

decisions at the school level base their decisions on their personal interests, ideologies, 

available information, and the institutional rules and culture. Further, the interaction between 

these elements causes a person to form opinions which affect their responses and decisions 

regarding a given topic. Her study, involving twelve public high schools, demonstrated that 

teachers were likely to resist decisions that require them to make drastic changes in the way 

they teach. They preferred to support measures that would improve attendance and classroom 

discipline. Principals’ decisions were influenced by their interests in appeasing the parents, 

school board members, and district supervisors. If reform is what the public desired, 

principals were likely to support decisions that would promote the increase in performance 

measures. 

          Teachers and administrators in Weiss’ study shared similar ideologies. Both groups 

held comparable views on the value of education and the need to help students reach their 

full potential. The differences in ideologies emerged clearly in dealing with day-to-day 

school issues. Teachers felt the subjects they taught were of great value and time should be 

devoted to help students appreciate that particular subject. Teachers also valued autonomy 

within their classroom and had a strong commitment to seeing their students achieve and 

succeed (Weiss, 1995). Administrators believed in hierarchy and felt principals should be in 

charge of the school. The principals involved in the study believed in the need to challenge 

the status quo. They presented more willingness to accept new reforms than did teachers.  

          Information is needed prior to making decisions. Teachers often turned to colleagues 

and, sometimes, students to determine if a decision would be supported. Teachers also 
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referred to the experience of schools similar to their own. Rarely did teachers turn to 

professional development, conferences, or meetings as their source of information. “By and 

large, teachers relied on their tacit knowledge and that of their fellows” (Weiss, 1995, p. 

584). Principals were more likely to garner information from a wider spectrum of sources. 

They sought information from educational research and academic conversations with their 

colleagues. Administrators also attended professional development to gain information. 

Teachers and administrators varied greatly in the way in which they gathered information to 

inform educational decisions.  

          The institutional rules and culture impacted teachers and administrators in different 

ways. Teachers believed they were not empowered to make certain decisions because the 

superintendent’s office would block the request. Once a decision was suggested, teachers 

looked to the principal for the authority to continue. Teachers appeared to be more confined 

by their beliefs of the institutional rules and culture. Principals were likely to resist 

conforming to traditional practices and would work to promote innovation (Weiss, 1995). 

          Weiss’ article brought to light the different beliefs teachers and administrators held. 

The conceptual framework’s unique design took into account the individual’s beliefs and 

how those beliefs impacted decision-making processes. The previous examples demonstrate 

how educators’ belief systems as it relates to interests, ideology, information, and 

institutional rules, had a strong influence on the professional development decisions that 

were made. Weiss’ study further illustrates the importance of understanding the varying 

perceptions of teachers and administrators in order to formulate plans of actions to support 

ongoing educational improvements.  
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          Since 2002, the North Carolina Department of Public Instruction sponsors the North 

Carolina Teacher Working Conditions (TWC) Survey. The survey is administered biennially 

to all school-based, licensed educators with the purpose of gaining input about teacher 

conditions in the following areas: (1) time during the day for collaborative instructional 

planning (2) school and teacher leadership (3) facilities and resources (4) professional 

development (5) other supports needed for educators (North Carolina Teacher Working 

Conditions Survey, 2012). The results are used to inform state level policy as well as district 

and school improvement initiatives. Administrators and teachers complete different surveys 

but the majority of the questions is the same for both groups of educators. 

          Teachers and administrators were asked to indicate the role they have in determining 

the content of in-service professional development programs (See Table 2.3). There are large 

gaps in the perceptions of the role each group plays in determining the content of 

professional development. Principals feel as though 51.3% of their leadership teams play a 

large role in determining the content of professional development while 16.1% of the 

teachers feel as though they play a large role in determining the content. 39.6% of principals 

feel as though they and their leadership play a moderate role while 37.8% of the teachers feel 

they play a moderate role in selecting the content for professional development programs. It 

is clear teachers have a different perspective from principals in this matter.  
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           The 2012 North Carolina Teacher Working Conditions Survey asked teachers how 

much time they spent on professional development activities within their schools in an 

average week. Table 2.3 reveals that 51.7% of respondents are involved in up to one hour of 

professional development activities each week. 31.9% of survey participants are involved in 

one to three hours of professional development on an average week. Of the respondents, 8% 

are involved in over three hours of professional development in an average week. 

Surprisingly, 7.5% of the teachers state they are not involved in professional development 

activities at their school. Over 83% of respondents reported they are involved in one to three 

hours of professional development per week. The larger questions still remain: What is the 

content of the profession development opportunities and how does the professional 

development experience impact student learning?  

 

 

 

Table 2.3 

Roles in Determining Professional Development 
 

Indicate the role principals and leadership teams/teachers have in determining the content of 

in-service professional development programs. 
 

Role Principals and/or Leadership Teams 

 

Teachers 

No Role 1.1% 14.5% 

Small Role 8% 31.6% 

Moderate Role 39.6% 37.8% 

Large Role 

 

51.3% 16.1% 
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Table 2.4 

 

Time Teachers Spend in Professional Development per Week 

 
 

Source: North Carolina Teacher Working Conditions Survey. (2012). Retrieved from  

http://www.ncteachingconditions.org/reports/ 

 

 

          It is abundantly clear principals play an important role in providing quality 

professional development opportunities to teachers within their schools (Adey, 2004; Blase 

& Blase, 1998; Darling-Hammond, 2010; Elmore & Burney, 1999; Guskey, 2000; Fullan & 

Hargreaves, 1996; Hawley & Valli, 1999; Joyce & Showers, 2002; Lieberman & Miller, 

1999; Little, 1999; Militello et al., 2009; Starnes, 2011; Sykes, 1999). According to the 2012 

North Carolina TWC survey, 28% of teachers disagree with the statement, “Teachers have 

time available to collaborate with colleagues” (North Carolina Teacher Working Conditions 

Survey, 2012). 10% of teacher respondents state they have no time allowed during an 

average week for collaborative planning and 44% state they have less than or equal to one 
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hour of collaborative planning time. If research suggests collaborative planning time is an 

effective professional development practice, why aren’t teachers provided the opportunities 

within their schools? 

          Shared decision-making is an on-going, school-level process of making educational 

decisions in a collaborative manner (Liontos, 1994). As previously discussed, an effective 

practice influencing professional development is to provide teachers a voice in determining 

what they need. The survey results report 31.2% of teacher respondents disagree with the 

statement, “Teachers have an appropriate level of influence on decision making in this 

school.”  

          Teachers were asked to rate how strongly they agreed or disagreed with statements 

relating to professional development at their school. The statement yielding the highest 

agreement rating was “Teachers are encouraged to reflect on their own practice.”  Of the 

respondents, 92.8% agreed with this statement. 91.1% agreed that professional learning 

opportunities were aligned with the school’s improvement plan. The statement receiving the 

lowest rating was “Professional development is differentiated to meet the individual needs of 

teachers.”  Only 62.4% of teachers agreed with the statement. The next lowest rating reported 

was “Professional development is evaluated and results are communicated to teachers.”  A 

mere 65% of teachers agreed with this statement.  The table below provides teachers’ 

perceptions in the areas related to professional development. 
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Table 2.5 

 

Teacher Working Condition Survey- Professional Development 

 

 

Item 

 

Question  

 

 

% Agree 

Q8.1 Please rate how strongly you agree or disagree with the following 

statements about professional development in your school. 

 

 

 

 a. Sufficient resources are available for professional development in 

my school. 

 

79.9 

 b. An appropriate amount of time is provided for professional 

development. 

 

79.5 

 c. Professional development offerings are data driven. 84.4 

 d. Professional learning opportunities are aligned with the school's 

improvement plan. 

 

91.1 

 e. Professional development is differentiated to meet the individual 

needs of teachers. 

 

62.4 

 f. Professional development deepens teachers' content knowledge. 

 

77.2 

 g. Teachers have sufficient training to fully utilize instructional 

technology. 

 

73.7 

 h. Teachers are encouraged to reflect on their own practice. 

 

92.8 

 i. In this school, follow up is provided from professional 

development. 

 

75.4 

 j. Professional development provides ongoing opportunities for 

teachers to work with colleagues to refine teaching practices. 

 

79.2 

 k. Professional development is evaluated and results are 

communicated to teachers. 

65.0 

 l. Professional development enhances teachers' ability to implement 

instructional strategies that meet diverse student learning needs. 

84.2 
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Table 2.5 Continued   

 m. Professional development enhances teachers' abilities to improve 

student learning. 

87.2 

 

          There are positive aspects of the North Carolina TWC survey. 85.8% of teacher 

respondents agree they receive feedback that can help them improve their teaching. 82.6% 

feel the school leadership makes a sustained effort to address teacher concerns about 

professional development. The results stemming from one survey question should cause 

educators to ponder the effectiveness of professional development within their schools. In 

2006, the TWC survey asked teachers, “Were these strategies you learned in your 

professional development of teaching useful for your efforts to improve student 

achievement?” (North Carolina Teacher Working Conditions Survey, 2012). 93% of the 

survey participants answered in the affirmative. In 2008, the TWC survey asked teachers to 

rate how strongly they agreed or disagreed with the statement, “Professional development 

provides teachers with the knowledge and skills most needed to teach effectively” (North 

Carolina Teacher Working Conditions Survey, 2012). The level of agreement was only 67%. 

In 2010 and 2012, participants were asked to report their level of agreement for the 

statement, “Professional development enhances teachers’ abilities to improve student 

learning” (North Carolina Teacher Working Conditions Survey, 2012). The results indicated 

a declining level of agreement. In 2010, 89.2% of teachers agreed with the statement. In 

2012, the level of agreement was 87.2% Educators, and specifically principals, will need to 
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review the inconsistent data patterns to examine ways to enhance professional development 

for teachers in order to improve student learning.  

          Gimbel, Lopes, and Green (2011) conducted a survey to determine the perceptions of 

the role of the school principal in teacher professional growth. A total of 476 teachers and 

135 principals participated in the study. Each participant was asked to place statements in 

rank order according to their beliefs of what supports the professional growth of teachers. A 

striking finding from the data is the difference in perception of what teachers, as opposed to 

principals, indicated as the most important action the principal could take to impact their 

professional growth of teachers.  

          The top principal response was “I spend time listening to the concerns of my teachers.” 

Teachers’ perceptions ranked this same statement as fourth. The top teacher response was “I 

offer a mentor to new teachers.” This received the eleventh highest ranking from the 

principals. For principal respondents, offering a mentor to promote teacher growth does not 

seem as important as it does to teacher respondents. Teachers also reported that principals 

provided feedback at a higher rate for beginning teachers than for tenured teachers. This 

would suggest the longer teachers are employed, the less the principal seems to recognize the 

need for their professional growth opportunities. The results of this survey indicate a variance 

exists in the perceptions of the importance of professional development elements between 

teachers and principals. “What is not clear from the literature is how principals and teachers 

perceive the behaviors exhibited by principals in promoting the professional growth of 

teachers” (Gimbel, Lopes, & Greer, 2011, p. 20).  Appendix B contains the rank order 
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comparisons of behaviors principals and teachers agree most support the professional growth 

of teachers.  

Chapter Summary 

          In Chapter 2, I summarized and synthesized current theoretical, empirical, and 

conceptual literature concerning professional development for educators. It is clear that 

teachers have a direct impact on student outcomes. Also understood is the importance the 

principal plays in ensuring teachers receive quality professional growth opportunities. 

Research states the most common approach to increase teacher capacity and promote growth 

is to provide effective professional development. In addition, principals have the most 

influence in determining the form of professional development in which teachers participate. 

Effective professional development is essential to the professional growth of educators. This 

leads me to inquire: What elements of professional development do principals perceive to be 

effective in building teacher capacity? Why do principals perceive professional development 

the way they do? What are principals’ perceptions of their role in facilitating the professional 

development and growth of teachers to impact student learning? The following chapter 

describes the process I will follow to answer these significant questions.  
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Chapter 3: Methodology 

Introduction 

          This study seeks to understand the perceptions principals have of effective elements of 

professional development, why they perceive professional development the way they do, and 

their role in facilitating the professional development of teachers to impact student learning. 

Q-methodology was used as the primary tool to understand principals’ perceptions of 

professional development. In this chapter I will explain Q-methodology, the rationale for its 

use in this study, the methods, and the data collection and analysis procedures. 

Q-Methodology 

          Q-methodology is a mixed methods research approach developed in 1935 by William 

Stephenson as a way to scientifically examine and quantify human subjectivity (Militello & 

Benham, 2010). Perceptions are formed by how individuals organize and interpret their 

sensory impressions to give meaning to their environment. Thus, perceptions are subjective. 

Since this study seeks to understand principals’ perceptions about professional development, 

Q-methodology is an ideal method to employ.   

          Q-methodology begins with concourse theory or the development of the set of 

statements that participants will be asked to sort. These can be a set of ready-made 

statements, such as professional standards used verbatim, or can be developed. The decision 

and procedures for the developed set of statements employed in the study will be further 

elucidated below. Next, participants are then asked to sort the statements, in a forced 

distribution, based on their perceptions. The sorts are then factor analyzed and the results are 

interpreted. It is important to note the use of this strategy has its advantages and 
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disadvantages. One advantage is that results will not lead to a regression to a mean typically 

found in Likert-scaled items. The difficulty involved in analyzing and interpreting the data is 

considered a disadvantage. Although disadvantages to the approach exist, they are eclipsed 

by the advantages. The main advantage, as Brown (2006) states, is “…the mechanics of Q 

methodology make it difficult for any viewpoint to fall by the wayside unnoticed” (p. 373).  

          This study sought to understand principals’ perceptions of effective elements of 

professional development, why principals perceive professional development the way they 

do, and their perceptions of their role in facilitating the professional development of teachers 

to impact student learning. Watts and Stenner (2012) explain, “Q-methodology is better 

suited to the study of specifics; the viewpoints of specific people, specific groups, or the 

viewpoints at play within a specific institution” (p. 67). When researchers want to better 

understand beliefs and attitudes of participants about a specific topic, Q-methodology should 

be used.   

The Concourse Theory to Develop the Q-Sample 

          In Q-methodology, the concourse is a collection of opinion statements centered around 

the topic of the study. Watts and Stenner (2012) explain, “…concourse is merely a name for 

the overall population of statements from which the final Q set is sampled…” (p. 45). The 

subjective statements can be lifted from many sources to include interviews, journals, books, 

newspapers, and other documents. In this study, used a collection of statements culled from 

the literature review. Originally I identified 100 statements relating to professional 

development. I then eliminated statements that did not directly relate to the research 

questions. Statements of similar nature were combined to form one statement. A total of 35 
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statements relating directly to the main research question served as the foundation for the Q-

sample (see Appendix D). 

          I contacted eight peers, all of whom were principals in my school system, to review the 

statements and provide feedback on the clarity of the statements (see Appendix C). Of the 

eight peers, five provided feedback which was then used to create the Q-sample noted in 

Table 3.1 below.  Colleagues 1 and 4, represented by C1 and C4 in the table, provided the 

most insightful feedback. Colleague 1 suggested I combine two statements that were similar 

to one another. The original statements were, “The most effective professional development 

requires participants to be involved in the planning, implementing, and evaluating of 

programs” (Williams, 2008) and “The most effective professional development includes 

long-range planning and development” (Trehearn, 2010; Williams, 2008). Colleague 1 

suggested the two statements should be combined while retaining the wording of the first 

statement. Colleague 1 felt as though more participants would be able to understand the 

verbiage used in “The most effective professional development requires participants to be 

involved in the planning, implementing, and evaluating of programs” as reflected in Question 

11. 

          Colleague 4 provided several suggestions to improve the clarity of the statements. For 

example, statement 10 originally was worded, “The most effective professional development 

is focused reflection” (Elmore et al, 1996; Mathes, 2008; Peterson, 2002; Williams, 2008). 

The suggestion was to clarify who would be involved in the focused reflection. The 

statement, number 10 on the table, was then changed to “The most effective element of 
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professional development is personal focused reflection” (Elmore et al, 1996; Mathes, 2008; 

Peterson, 2002; Williams, 2008). 

          All colleagues identified an error in one of the statements. Statement 23 was originally 

worded, “Effect professional development should only focus on a few concepts at one time.” 

Each colleague reported that “effect” should be changed to “effective.” Statement 23 now 

reads, “Effective professional development should only focus on a few concepts at one time” 

(Lieberman & Miller, 1999; Schmoker, 1999).  Table 3.1 identifies the feedback provided by 

each colleague. Statements clearly understood by all colleagues are indicated as “Accepted 

by all” in the Colleague column.    

Table 3.1  

Q-Sample Statement Cards  

No. Statement Source Colleague 

1 The most effective professional development 

includes an analysis of student work samples. 

Easton, 2008 

Little, 1999 

Patten, 2006 

Accepted 

by all 

2 The most effective professional development 

includes time to collaborate with peers.  

Easton, 2008 

Elmore et al., 1996 

Fullan & 

Hargreaves, 1996 

Guskey, 2000 

Joyce & Showers, 

2002 

Little, 1999 

Mathes, 2008 

Militello et al., 2009 

Patten, 2006 

Schmoker, 1999 

Trehearn, 2010 

C4 

3 Establishing a collaborative culture among 

colleagues is an element of effective professional 

development.  

Easton, 2008 

Patten, 2006 

Trehearn, 2010 

Accepted 

by all 
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Table 3.1 Continued 

4 The most effective professional development is 

grade level/ department professional learning 

communities. 

Patten, 2006 Accepted 

by all 

5 The most effective professional development 

involves visiting other schools. 

Elmore et al., 1996 

Joyce & Showers, 

2002 

Little, 1999 

Williams, 2008 

 

Accepted 

by all 

6 State and National conferences are an effective 

form of professional development. 

Mathes, 2008 

Williams, 2008 

Accepted 

by all 

7 Professional Learning Community book studies 

are an effective form of professional 

development. 

Mathes, 2008 C4 

8 The most effective professional development 

sustains a consistency of focus over time. 

Caldwell, 1986 

Cardno, 2005 

Easton, 2008 

Elmore et al., 1996 

Fullan & Hargreaves, 

1996 

Guskey, 2000 

Mathes, 2008 

Militello et al., 2009 

Peterson, 2002 

Schmoker, 1999 

Trehearn, 2010 

 

Accepted 

by all 

9 The most effective professional development for 

teachers is university courses. 

Guskey, 2000 

Williams, 2008 

Accepted 

by all 

10 The most effective element of PD is personal 

focused reflection. 

Elmore et al., 1996 

Mathes, 2008 

Peterson, 2002 

Williams, 2008 

 

C4 

11 The most effective professional development 

requires participants to be involved in the 

planning, implementing, and evaluating of 

programs. 

 

Trehearn, 2010 

Williams, 2008 

 

C1 
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Table 3.1 Continued 

12 Effective professional development includes 

follow-up and support for transfer of learning to 

the school or classroom. 

Fullan & Hargreaves, 

1996 

Lieberman & Miller, 

1999 

Trehearn, 2010 

Williams, 2008 

 

Accepted 

by all 

13 The most effective professional development 

focuses on curriculum and instruction. 

Elmore et al., 1996 

Fullan & Hargreaves, 

1996 

Leeds, 2008 

Militello et al., 2009 

Trehearn, 2010 

 

Accepted 

by all 

14 The most effective professional development is 

research-based and built upon theory. 

Grogin & Andrews, 

2002 

LaPointe & Davis, 

2006 

Lieberman & Miller, 

1999 

Schmoker, 1999 

Accepted 

by all 

15 The most effective professional development 

includes coaching from a peer or mentor. 

Adey, 2004 

Blase & Blase, 1998 

Caldwell, 1986 

Fullan & Hargreaves, 

1996 

Lieberman & Miller, 

1999 

Peterson, 2002 

Schmoker, 1999 

 

Accepted 

by all 

16 An effective element of professional 

development is to have all-day and multiple-

session meetings over an extended period of 

time. 

Elmore et al., 1996 

Fullan & Hargreaves, 

1996 

Militello et al., 2009 

Peterson, 2002 

Trehearn, 2010 

 

 

Accepted 

by all 
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Table 3.1 Continued 

17 An effective element of professional 

development for teachers is to conduct 

differentiated sessions based on career stages, 

with specialized training for aspiring, new, and 

experienced teachers. 

 

Peterson, 2002 

 

Accepted 

by all 

18 The most effective professional development 

includes providing opportunities for shared 

problem-solving. 

Barth, 1986 

Hawley & Valli, 

1999 

Militello et al., 2009 

Schmoker, 1999 

 

Accepted 

by all 

19 Effective professional development is primarily 

school-based as opposed to district-based. 

Hawley & Valli, 

1999 

Militello et al., 2009 

 

C4 

20 The most effective professional development 

exposes teachers to actual practice than to 

descriptions of practice. 

 

Elmore et al., 1996 

 

C4 

21 The most effective professional development 

focuses on instructional strategies. 

Joyce & Showers, 

2002 

Militello et al., 2009 

Accepted 

by all 

22 Effective professional development should only 

focus on a few concepts at one time. 

Lieberman & Miller, 

1999 

Schmoker, 1999 

 

Accepted 

by all 

23 A prerequisite of effective professional 

development is that one must have good reason 

to believe that the change being introduced is 

itself of value. 

Adey, 2004 C1, C2, 

C3, C4, 

C5 

24 Effective professional development involves 

professional learning communities with sources 

outside of the school. 

Elmore et al., 1996 Accepted 

by all 

25 An effective element of professional 

development is providing constructive feedback 

on instructional practice. 

Gimbel et al., 2011 Accepted 

by all 

26 An effective element of professional 

development is providing a mentor to new 

teachers. 

Gimbel et al., 2011 Accepted 

by all 
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Participants: P- Sample 

          The participants who sort the Q sample are referred to as the P sample. The P sample 

was first recruited by convenience sampling from a colleague I knew personally. My 

 
Table 3.1 Continued 

27 An effective element of professional 

development is the inquiry process. 

Militello et. al, 2009 Accepted 

by all 

28 The most effective professional development 

involves observing other teachers. 

Elmore et al., 1996 

Joyce & Showers, 

2002 

Little, 1999 

Williams, 2008 

 

Accepted 

by all 

29 The most effective professional development 

links directly with day-to-day work in real 

schools and classrooms. 

Easton, 2008 

Fullan & Hargreaves, 

1996 

Guskey, 2000 

LaPointe & Davis, 

2006 

Mathes, 2008 

Schmoker, 1999 

Trehearn, 2010 

 

Accepted 

by all 

30 Professional development should be primarily 

school-based and integral to school operations. 

 

Hawley & Valli, 

1999 

C4 

31 Effective professional development for teachers 

provides time, contexts, and support for teachers 

to think. 

Schmoker, 1999 

 

Accepted 

by all 

32 Effective professional development is embedded 

in the specific content of the student curriculum. 

Sykes, 1999 Accepted 

by all 

33 Effective professional development integrates 

examination of student learning using multiple 

sources of evidence. 

Sykes, 1999 Accepted 

by all 

34 Effective professional development invests in the 

change process to impact student knowledge and 

skills. 

Joyce & Showers, 

2002 

 

Accepted 

by all 



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         73 

 

colleague was a principal employed in a public school district in close proximity to my 

school district. Throughout the school year, he participated in meetings with other principals 

within his school system. My colleague agreed to assist me in gaining entry to one of the 

meetings where I was able to recruit participants for this study. Originally my goal was to 

conduct all my research within this local school district. Unfortunately, only sixteen 

administrators agreed to participate in the study. I then approached the school district where I 

am employed and asked permission to conduct my study. I was granted permission and 

eighteen administrators agreed to participate in the study. Convenience sampling was also 

used when I invited five of my colleagues, all of whom were classmates enrolled at North 

Carolina State University to participate in the study. Each colleague was an administrator 

who worked outside of my school district. The five colleagues represented three different 

school districts within North Carolina. This form of sampling is acceptable in Q-

methodology. Militello and Janson (2007) maintain, “…Q methodology does not require a 

randomly generated participant sample, because the goal is to deliberately access a range and 

diversity of pertinent viewpoints on the topic being investigated” (p. 420). Once the P sample 

was determined, participants received the consent form to participate in the study (see 

Appendix H).  

Data Collection: Protocol 

          The research project involved two phases. Phase I entailed conducting the Q-sort and 

asking participants to complete the post-sort survey. The data was then entered into a 

program called PQMethod to generate statistical interpretations of the Q-sorts. Phase II 
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involved interviewing willing participants who fell on different factors. The responses from 

the interviews were used in support of the quantitative data. 

          In the Phase I, I built a deck of business-size cards each containing one statement from 

the Q-sample. These statements are located Table 3.1. A random number was printed on the 

face of each card. I then contacted the convenience sample colleague to identify the names of 

30-40 potential participants. In addition, participants were obtained from convenience 

sampling from colleagues who worked in other school districts and colleagues who worked 

in the school district where I am employed. Participants were assigned a random number 

which served as their identification code. This information was used to identify the 

participants who were asked to participate in the post-sort interviews. Before each sort, 

participants received and signed a consent form (see Appendix H). Participants also received 

written instructions (see Appendix E) detailing the simple procedures for the card-sort. Then, 

participants were asked to sort the cards by placing them on a Q-sort distribution grid (see 

Figure 3.1). Participants were allowed as much time as needed to determine the placement of 

each statement on the distribution grid.  

          After the participants completed the card-sort, they were asked to answer survey 

questions designed to glean deeper understanding of their perceptions and their background 

(see Appendix F). Participants were asked to explain their rationale for placing cards in the 

“Strongly Agree” and “Strongly Disagree” columns of the distribution grid. Participants were 

also asked why they perceive professional development the way they do and their 

perceptions of their role in facilitating the professional development of teachers.     
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Figure 3.1 Q-Sort Distribution Grid 

 

          Phase II of this study involved interviews.  I analyzed the data using a software 

program and based on the results, contacted eight participants to take part in post-sort 

interviews. Participants were selected if they represented a specific viewpoint of a factor that 

was analyzed in this study. Participants selected to participate in Phase II were interviewed 

for 30-45 minutes. The interviews were recorded using a digital recording device.  The 

qualitative interviews (see Appendix G) and responses were used to support the statistical 

outcomes of the Q-sorts after the Phase I data was entered into the program PQMethod.  

Data Analysis 

          The data was analyzed in two phases. First, participants were asked to conduct a Q-

sort. Data obtained from the Q-sorts was entered into a statistical program to identify factors. 
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The second phase involved conducting interviews with eight participants whose Q-sort 

yielded outlying factors.  

          Phase I.  

          Phase I involved the collection of quantitative data. After participants completed the 

card sort, I input the raw data in the PQMethod software program. Principal component 

analysis was used to calculate a correlation matrix which displayed the extent to which each 

participant’s sort was alike or unlike the other participants (Brown, 1980).  

          The next step in the data analysis process involved factor analysis. Militello and Janson 

(2007) explain, “…in Q-methodology, it is the Q sorts (or participants) that are factor 

analyzed for intercorrelations, rather than the individual opinion statements” (p. 421). 

PQMethod software grouped the sorts into unrotated factors. The Varimax method was used 

to rotate the emergent factors based on Eigenvalues (Militello & Benham, 2009). Watts and 

Stenner (2012) state, “Together with the factor variance [a factor’s eigenvalue] provides us 

with a clear indication of the strength and potential explanatory power of an extracted factor” 

(p. 111). The z score for each statement on each factor enabled me to determine the 

participants’ highest ranking statements. I them was able to identify how each individual 

correlated to each of the model sorts. Q-sorts that load significantly on a particular factor do 

so because they exhibit a similar assorting pattern (Watts & Stenner, 2012).   

          The statements were reviewed and factors were named. The significance level for this 

study was at the 99% or 95% confidence intervals, depending on the data that was analyzed. 

For the 99% confidence interval, the standard error equation was (1/√N 2.58). N equaled the 

total number of statements; in this study it was 34. The significance level at the 99% 
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confidence interval equaled .4424. The standard deviation was p<.01. For the 95% 

confidence interval, the standard error equation was (1/√N 1.96). The significance level at the 

95% confidence interval equaled .3361. The standard deviation was p<.05.  

          A factor array was configured to represent the viewpoint of a particular factor.  

Factor arrays were calculated according to their weighted average. From there, the factor 

arrays “provide the basis for the different factor interpretations” (Stenner & Watts, 2012, p. 

181). The goal of factor interpretation is to understand and explain the viewpoints provided 

by the participants. Factor interpretation involves more than analyzing the quantitative data. 

Qualitative data, as explained in Phase II, is also essential in the process.      

          Phase II. 

          Phase II relied on the collection of qualitative data. Qualitative research strives to 

understand meanings people have constructed based on their previous experience(s). Bogdan 

and Biklen (2007) define qualitative research as “an approach to social science research that 

emphasizes collecting descriptive data in natural settings, uses inductive thinking, and 

emphasizes understanding the subjects’ point of view” (p. 274). I utilized interviews to help 

understand principals’ perceptions of professional development. As Patton (1990) states, 

“The purpose of interviewing is to find out what is in and on someone’s mind. Qualitative 

interviewing begins with the assumption that the perspective of others is meaningful, 

knowable, and able to be made explicit” (p. 278). Participants were selected for Phase II 

interviews based on emerging factors from Phase I analysis. More in-depth insight into their 

perceptions aided in the analysis of the data. 
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          Individual and group interviews were conducted with principals in a location 

convenient for the participant(s). The interviews followed a semi-structured design which 

allowed for additional responses and follow-up questions (Merriam, 1988; Patton, 1990). 

Three main questions were asked (see Appendix G), however the interviews flowed based on 

the participants’ answers. As Merriam (1988) explains, “This format allows the researcher to 

respond to the situation at hand, to the emerging worldview of the respondent, and to new 

ideas on the topic” (Merriam, p. 74). Interviews were recorded using a digital audio device 

and brief, hand-written notes were inscribed throughout the process. The interview 

recordings were transcribed and hand-coded.  

          I began with open coding to identify major categories of information. Significant 

statements that provided an understanding of how participants’ experiences with professional 

development shaped their perceptions were noted. The statements were then grouped to form 

themes.  Patterns were analyzed and used to understand how the participants made meaning 

of their lived experiences.  

          I used member checks throughout the data collection and data analysis phases. This 

practice enabled the participants to validate the findings, add to the findings, or to clarify any 

misconceptions. Conducting the member checks aided me in interpreting the data correctly 

and allowed the participant’s voice to be heard as they intended. 

          Qualitative data obtained from the interviews was used in conjunction with the 

quantitative data collected in Phase I. Yin (2003) explains that when findings, interpretations, 

and conclusions are based on multiple sources, “…data will be less prone to the quirks 

deriving from any single source…”, (p. 83). The combination of quantitative and qualitative 
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methods enabled me to better understand principals’ perceptions of effective elements of 

professional development and their perceptions of their role in facilitating the professional 

development of their teachers to support student learning. 

Subjectivity Statement 

          It is important for the reader to understand the researcher’s previous experiences and 

beliefs related to the study. Researcher’s experiences shape the perceptions and 

interpretations of information gleaned from studies. The purpose of this subjectivity 

statement is to provide the reader specific details of my personal experiences with 

professional development.   

          My teaching career began in 1995 when I taught orchestra to students in fifth through 

twelfth grade. Although my payroll school was a high school, I taught at one elementary, two 

middle, and one high school each day. My professional development opportunities rarely fell 

within my content area leaving me to ponder how the information I was presented would be 

meaningful to me and my students. I vividly recall conversations with colleagues as we 

discussed the disconnect between our teaching assignments and the information presented in 

what was labeled “professional development.” 

          In 2002 I began my administrative career as an assistant principal in a public 

Montessori elementary school. I was required to participate in professional development that 

would teach me about the Montessori philosophy. Although the content was sound, the 

delivery was poor. I found myself, again, pondering the benefits of the experience.  

          The Montessori school served a large population of at-risk students and the school was 

designated by the superintendent as a school to closely monitor and support. In September of 
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2002, I participated in my first quality professional development series led by the Executive 

Director of Elementary Education. For the first time I felt I actually increased my capacity to 

be an effective instructional leader. Since my background was in music, I felt the need to 

learn more about effective literacy and math instruction. These sessions, led by the district’s 

literacy coaches, were also quality growth opportunities in which I gained valuable 

information about curriculum and instruction. I worked alongside beginning teachers from 

my school and together we learned about effective teaching practices.  

          I was named principal of an elementary school in 2006. Principals were required to 

attend professional development sessions twice each month. My knowledge of curriculum 

and instruction expanded drastically during my first four years in the principalship. I was 

provided time to dialogue with peers, analyze data with my fellow district principals, conduct 

site visits and walk-throughs at other schools, and discuss specific school-related problems 

with colleagues to seek solutions to my problems. I grew in the profession and felt confident 

of my knowledge-base.  

          While I participated in these quality professional development offerings, I realized the 

teachers at my school also benefitted from the same opportunities. They did not enjoy 

working in isolation and valued common planning time with their grade level teachers and 

vertical teams. Teachers gained feedback from their peers when conducting peer 

observations. The school worked collaboratively utilizing the inquiry process to make school 

improvements and teachers were empowered to make decisions about teaching and learning. 

          Over the past two years, my professional development opportunities within my school 

system have changed. Time for sharing has diminished and strategies relating to curriculum 
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and instruction have rapidly declined. In the past, principals in our district learned about 

teaching strategies in literacy and mathematics which we were responsible for sharing with 

our teachers. This practice has dissipated. I often wonder how new principals are equipped to 

provide the level of instructional leadership necessary for twenty-first century learning. 

          I believe every teacher should be provided quality professional growth opportunities. 

From my personal experiences, I know the benefits professional development plays in 

improving teaching. I have been exposed to effective elements of professional development 

and feel it is my role to foster the growth of each of my teachers. My goal in conducting this 

study is to understand principals’ perceptions of their role in facilitating the professional 

development and growth of teachers and to understand what principals consider to be 

effective elements of professional development. By doing so, strategies can be implemented 

to better address the needs of teachers and principals regarding professional development.       

Ethical Issues 

          Human participants were used in this study. Participants were asked to sort cards about 

their beliefs of effective elements of professional development and to answer questions about 

their perceptions of their role in facilitating the professional development of teachers to 

support learning. Outlined below are several measures that were taken to protect the research 

participants.  

 The Institutional Review Board at North Carolina State University approved the 

study prior to conducting the research. 

 Participants were asked to sign an informed consent letter before the Q-sorts and 

interviews took place. 
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 Participants were allowed to stop during any portion of the Q-sort or interviews. 

They could also withdraw from the study at any time. 

 All data was coded to exclude names and identifying descriptions to protect the 

participant’s privacy. 

 Data related to this study was kept on a password-protected computer of which 

only the researcher had access. Data was saved to an external hard drive and was 

secured in a filing cabinet of which only the researcher had access. 

 All printed material was kept in a filing cabinet of which only the research had 

access. 

Limitations of the Study 

          The generalizability of the study’s findings was limited by the small number of 

expected participants, the non-random group of principal participants, and the small 

geographic area represented by the participants. My goal was to conduct approximately 40 

Q-sorts and interview approximately six to ten principals. I conducted 35 sorts, but only 34 

were completed correctly. I conducted interviews with eight principals. These activities 

helped form an understanding of principals’ perceptions about professional development, but 

caution was taken when drawing conclusions based on the results of this study. I selected 

participants who were accessible to me. The principals in this study may not be 

representative of principals in other districts, states, and countries. Further research would be 

needed in order to apply the findings of this study to other areas. 

          The researcher’s lack of experience conducting research projects is another limitation 

of this study. I am a novice researcher who has spent the majority of my educational career as 
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an administrator. My exposure to the field of research has been expanded through my 

doctoral coursework, yet I am still not fluent in mixed-methods research.  

          All research tools have limitations. One limitation with this tool involves the Q-

sample. Militello and Benham (2010) proffer, “…the pre-determination of the statements 

may limit the number of accounts available to respondents” (p. 630). It is possible that the 

concourse statements were not representative of all participants. Another limitation with the 

tool is the researcher. The researcher named each factor after collecting, entering, and 

reviewing the data supplied from the statistical program. These factor names might not be 

representative of all participants who loaded significantly on that factor. In addition, this 

study sought the input from participants conducting Q-sorts only once. Participants’ sorts 

may have changed if allotted more time to grapple with the meaning and application of each 

card statement.  

Chapter Summary 

          In this chapter I have summarized Q-methodology and the rationale for selecting this 

method. I provided an outline of methods I plan to use when conducting this study. Details 

regarding the creation of the Q-sample were explained and the protocol phases were 

addressed. Chapter IV will reveal the statistical results of the study. 
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Chapter 4: Findings 

Introduction 

          The purpose of this study was to understand what principals perceive to be effective 

elements of professional development. This study also sought to understand the principals’ 

role in facilitating the professional development and growth of teachers. The participants had 

the opportunity to express their opinions, beliefs, and thoughts about professional 

development through the research methodology that was used.  

          The answers to the research questions will be discussed in detail throughout this 

chapter. The purpose of this chapter is to provide an unvarnished, nonjudgmental account of 

the findings from the research design. The results of the factor analysis derived from the Q-

sorts and the qualitative data garnered through post-sort interviews will be discussed. The 

statistical results of the Q-sorts will be displayed and analyzed. Then the post-sort focus 

group and individual interviews will be examined.   

          A total of 34 Q-sorts were conducted and the data was entered into an analytical 

program. The Q-sorts were processed and analyzed using the computer program PQMethod 

(version 2.13), which was specifically created to analyze Q-methodology data (Schmolck and 

Anderson, 1997). PQMethod computes factors, variances, and relationships between and 

among participants based on the input data from the Q-sorts. After the statistical data was 

generated from PQMethod, I analyzed the participants’ post-sort questionnaire and 

interviews to obtain qualitative data that would further clarify the statistical data. 

Participants’ subjective thoughts and opinions were used to aid in the interpretation and 
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explanation of the emerging factors and to describe their perceptions of effective elements of 

professional development.   

          This chapter contains five initial sections: 1) P-Sample, Q-Sample, and Coding; 2) 

correlation matrix; 3) Factor Analysis and Eigen Values; 4) Humphrey’s Rule; 5) Factor 

Loadings; Then the findings for Factor One: Sustained Over Time, Factor Two: 

Collaboration and Follow-Up, Factor Three: Collaborate. Consensus statements and 

Distinguishing statements will also be discussed. Finally, a summary of the findings will be 

provided.  

P-Sample, Q-Sample, and Coding 

          Thirty-four participants comprised the P-sample, or group of participants who 

completed the Q-sort. Thirteen participants were found through network sampling and 

twenty-one were found through convenience sampling. Most participants were either 

principals or assistant principals within a public school district in North Carolina. One 

participant was a current district-level leader who recently served as a principal within a local 

school district. Of the participants, twenty-five completed the sort during meetings and nine 

completed the sort individually at their school or home. Within the P-sample, twenty 

participants were principals, thirteen were assistant principals, and one was a former 

principal. A total of seventeen participants were employed as administrators at the 

elementary level, ten at the middle school level, six at the high school level, and one at the 

district level. A total of four school districts were represented.  

          A total of 31 participants loaded significantly on a factor. Of those, 13 were male and 

18 were female. Three participants had 10-14 years of administrative experience, 12 had 5-9 
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years of experience, and 16 participants had 0-4 years of administrative experience. Of the 34 

sorts conducted, one was statistically non-significant and two were confounded. Confounded 

sorts are those that load significantly on more than one factor. The confounded sorts were not 

used in this study. Participant 22ND had a non-significant sort and Participants 18RB and 

23DR had confounded sorts. Table 4.4 contains the factor loadings for each of the 

participants.  

          The Q-sample was developed by culling statements about professional development 

from literature on the topic. A total of 35 statements were developed and refined by two 

groups of people. The first group consisted of colleagues representing all levels of public 

school education. They assisted me by reviewing the statements, making corrections in how 

statements were worded, and combining similar statements into one. The result yielded 34 

statements. I asked five colleagues, four of whom were administrators and one was a former 

principal currently working as a district level leader, to participate in the Q-sort. After they 

sorted the cards, I obtained additional feedback on the statements and minor adjustments 

were made to how each statement was worded.   

          The software program, PQMethod, required each sort entered to have an identifying 

number. Participants were randomly assigned a code. The codes were a combination of 

numbers and letters. Throughout the study, participants will be referred to using their unique 

code. 

Correlation Matrix 

          PQMethod generates a correlation matrix in order to analyze the Q-sorts. Principle 

component analysis is used to construct a correlation matrix among the different Q-sorts 
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(Militello & Benham, 2010). In this study, the matrix measured 34x34 based on the number 

of participants (n = 34). The correlation matrix includes the data from all of the Q-sorts 

entered and statistically generates all the viewpoints of the participants. The correlations 

allow us to discover the degree of agreement or disagreement between any participant’s Q-

sort to all the Q-sorts in the study (Watts & Stenner, 2012). The matrix displays correlation 

coefficients that range from +1 to -1. A correlation of +1 represents a perfect match with 

each card sorted in the exact column of another participant’s Q-sort. Inversely, a -1 

represents a perfect opposite match with each card sorted in the exact opposite column as 

another participant’s Q-sort. No two sorts were identical in this study. The correlation matrix 

is used in factor analysis to generate groups or clusters of participants. In spite of the small 

number of participants, a noticeable amount of variance is accounted for in this study. Table 

4.1 provides an abbreviated correlation matrix. 
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Table 4.1        

Correlation Matrix between Sorts (truncated) 

Participant 1EM 2MA 3CB … 33CT 34CC 35JS 

1EM 1.0 .43 .34 … .16 .54 .27 

2MA .43 1.0 .27 … .24 .37 .36 

3CB .34 .27 1.0 … .43 .51 .57 

… … … … … … … … 

33CT .16 .24 .43 … 1.0 .41 .51 

34CC .54 .37 .51 … .41 1.0 .41 

35JS .27 .36 .57 … .51 .41 1.0 

         

 

Factor Analysis 

          Factor analysis is the next step in the data analysis process. PQMethod software groups 

the sorts into eight unrotated factors. A factor emerges when highly corresponded sorts are 

grouped together. Viewing the factors enables us to look at groups of participants who have 

rank ordered the Q-sort items in a similar manner (Watts & Stenner, 2012). Each identified 

factor potentially identifies a group of participants that share similar viewpoints on the issue 

of effective elements of professional development.   

          Dr. Militello and I ran the data together and examined the unrotated factors. A scree 

plot of Eigen values was created to help determine where a noticeable “elbow” existed 

between the factors. Eigen values of less than 1.00 are often considered the cut-of point in 

determining the factors used for a Q-methodology study (Watts & Stenner, 2012). It is 
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interesting to note that all eight factors had Eigen values over 1.00. The first factor had an 

Eigen value of 11.79; the second had an Eigen value of 2.69; the third had a value of 2.57; 

the sixth had a value of 2.06 and the fifth had a value of 1.8. The Eigen values for the sixth, 

seventh, and eighth factors were 1.64, 1.39, and 1.23 respectively. A distinct drop in Eigen 

values was noted after the third factor. Because there was little difference between the third, 

fourth, fifth, and sixth factors, we determined the first three factors would be rotated and used 

for the study. Factor 1 represented 35% variance; factor 2 represented 8% of the variance; 

and factor 3 comprised 8% of the variance. Factors 1, 2, and 3 had a total of 51% variance. In 

Figure 4.1, the x-axis represents the factors and the y-axis represents the Eigen values. 

 

 

 
         

Figure 4.1. Scree Plot of Eigen Values 
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          In consultation with Dr. Militello, we decided upon a three-factor solution. The data 

suggests these three factors relate to one another. Factors 1 and 3 had the highest correlation 

but were not high enough to dismiss a three factor rotation. The table below indicates how 

closely each factor is related to the other two factors.  

Table 4.2        

Correlations between Factor Scores 

 Factor 1 Factor 2 Factor 3 

Factor 1 1.000 0.4835 0.5575 

Factor 2 0.4835 1.000 0.4598 

Factor 3 0.5575 0.4598 1.000 

         

 

Humphrey’s Rule 

          Humphrey’s rule is a test that can be applied to the data to check the validity and 

strength of a factor. Brown (1980) states, “…a factor is significant if the cross-product of its 

two highest loadings exceeds twice the standard error” (p. 230). Table 4.3 below illustrates 

that all three factors are significant and worthy of further analysis.  
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Table 4.3        

Humphrey’s Rule  

 
Factor 1 Factor 2 Factor 3 

Cross Product of 

Two Highest 

Loadings 

.562 .443 .614 

Standard Error .336 .336 .336 

Difference .226 .107 .278 

Standard Error x2 .672 .672 .672 

         

 Note. Standard Error <.05 

 

Factor Loadings 

          Utilizing PQMethod, a three-factor Varimax rotation was conducted in order to 

examine the data more closely. Watts and Stenner explain, “Varimax is an excellent means of 

revealing a subject matter from viewpoints that almost everybody might recognize and 

consider to be of importance” (2012, p. 126). In order for a factor loading to be significant in 

this study at .05 level, it had to exceed 1.96 (SE) = 1.96 x 5.8309 = .3361. Table 4.4 below 

details how each participant loaded on each of the three factors.  
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Table 4.4        

Factor Matrix Using Participants’ Q-Sorts (Loadings) 

Participants Factor 1 Factor 2 Factor 3 

1EM 0.6671* 0.1772 0.2258 

2MA 0.3512 0.3904* 0.1534 

3CB 0.2310 0.2503 0.5570* 

4MK 0.5563* 0.5208 0.0306 

5TF 0.0328 0.2075 0.6022* 

6RM 0.4350* 0.2878 0.1383 

7JK 0.4163 0.0207 0.6738* 

8SO 0.3990 0.6498* -0.1315 

9JM 0.4769* 0.1355 0.3774 

10TM 0.1270 0.4228 0.5624* 

11FK 0.1994 0.6148* 0.3518 

12SH -0.0941 0.4968* -0.0655 

13MH 0.0678 0.6823* 0.2272 

14JC 0.5371* 0.2502 0.4005 

15KH 0.2692 0.6176* 0.4285 

16MM 0.6061* 0.1526 0.5503 

17EH 0.7530* -0.1039 0.096 

18RB 0.5596 0.4983 0.2555 

19MY 0.5986* 0.2107 0.0451 

20RW 0.2410 -0.3126 0.6362* 

22ND 0.3286 0.1993 0.3745 

23DR 0.5234 0.5548 0.2311 

24KH 0.6156* -0.1891 0.0566 

25AK 0.7470* 0.2150 -0.0584 

26RM 0.4825* 0.0300 0.3258 

27LF 0.5733* 0.2051 0.2088 

28SP 0.4496* -0.1226 0.4321 

29AD 0.6024* 0.1099 0.4682 

30LC 0.5946* -0.1326 0.4116 

31TG 0.0687 0.2166 0.7397* 

32MT -0.0808 0.4224* 0.2487 

33CT 0.1291 0.3909 0.6507* 

34CC 0.6898* 0.2547 0.3039 

35JS 0.1850 0.1014 0.8306* 

% expl.Var. 21 12 17 

* for .05 significance 1/√34 * 1.96 = .3361 at or above sig. p<.05  
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          Table 4.5 provides the Q-sort statements and how each factor group sorted the 

statement.    

Table 4.5        

Statements and Factor Placements 

Statements Factor 1  Factor 2  Factor 3  

1. Effective professional development includes an 

analysis of student work samples. 

 

-2 2 -1 

2. Effective professional development includes time to 

collaborate with peers. 

 

2 4 4 

3. Establishing a collaborative culture among 

colleagues is an element of effective professional 

development. 

 

1 2 4 

4. Effective professional development is grade 

level/department professional learning communities. 

 

-1 -4 0 

5. Effective professional development involves visiting 

other schools. 

 

-3 -1 3 

6. State and National conferences are an effective form 

of professional development. 

 

-4 0 -3 

7. Professional Learning Community book studies are 

an effective form of professional development. 

 

-4 -1 -3 

8. Effective professional development sustains a 

consistency of focus over time. 

 

4 4 0 

9. Effective professional development for teachers is 

university courses. 

 

-3 -2 -4 

10. An effective element of professional development 

is personal focused reflection. 

 

 

 

1 3 -1 
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Table 4.5 Continued 

 

   

11. Effective professional development requires 

participants to be involved in the planning, 

implementing, and evaluating of programs. 

 

 

 

-2 

 

 

1 

 

 

-1 

12. Effective professional development includes 

follow-up and support for transfer of learning to the 

school or classroom. 

 

2 3 2 

13. Effective professional development focuses on 

curriculum and instruction. 

 

3 0 2 

14. Effective professional development is research-

based and built upon theory. 

 

2 1 -2 

15. Effective professional development includes 

coaching from a peer or mentor. 

 

0 0 0 

16. An effective element of professional development 

is to have all-day and multiple-session meetings over 

an extended period of time. 

 

-2 -3 -4 

17. An effective element of professional development 

for teachers is to conduct differentiated sessions based 

on career stages, with specialized training for aspiring, 

new, and experienced teachers. 

 

1 -2 -2 

18. Effective professional development includes 

providing opportunities for shared problem-solving. 

 

0 2 1 

19. Effective professional development is primarily 

school-based as opposed to district-based. 

 

-1 -3 -2 

20. Effective professional development exposes 

teachers to actual practice than to descriptions of 

practice. 

 

4 1 2 

21. Effective professional development focuses on 

instructional strategies. 

 

1 0 3 

22. Effective professional development should only 

focus on a few concepts at one time. 

1 1 0 
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Table 4.5 Continued 

 

23. A prerequisite of effective professional 

development is that one must have good reason to 

believe that the change being introduced is itself of 

value. 

 

-3 -4 -1 

24. Effective professional development involves 

professional learning communities with sources 

outside of the school. 

 

-3 -4 -1 

25. An effective element of professional development 

is providing constructive feedback on instructional 

practice. 

 

0 3 1 

26. An effective element of professional development 

is providing a mentor to new teachers. 

 

0 -1 1 

27. An effective element of professional development 

is the inquiry process. 

 

-1 1 -3 

28. Effective professional development involves 

observing other teachers. 

 

-2 -2 1 

29. Effective professional development links directly 

with day-to-day work in real schools and classrooms. 

 

3 0 3 

30. Professional development should be primarily 

school based and integral to school operations. 

 

-1 -3 -2 

31. Effective professional development includes 

providing time, contexts, and support for teachers to 

think. 

 

2 2 1 

32. Effective professional development is embedded in 

the specific content of the student curriculum. 

 

0 -2 -1 

33. Effective professional development integrates 

examination of student learning using multiple sources 

of evidence. 

 

-1 -1 0 

34. Effective professional development invests in the 

change process to impact student knowledge and skills. 

0 0 2 
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         The rotated factors represent 50% of the variance with factor one representing 21%, 

factor two representing 12%, and factor three representing 17%. On factor one, 16 

participants loaded significantly at the p<.05 level. On factor two, seven participants 

loaded significantly at the p<.05 level. On factor three, eight participants loaded 

significantly at the p<.05 level. A total of 31 participants loaded significantly on factors 1-

3. Of these 31 participants, none loaded significantly on more than one factor. In addition, 

a high correlation between any of the three factors does not exist. Three participants did 

not load significantly on factors 1, 2, or 3.  

Research Questions #1 and #2: What elements of professional development do 

principals perceive to be effective in building teacher capacity? Why do principals 

perceive professional development the way they do? 

          Each of the three factor groups that emerged from the statistical analysis will be 

detailed below. I used the statistical data from PQMethod along with qualitative data from 

post-sort interviews to better understand what these three factor groups believed about 

effective elements of professional development.  

          Factor One: Sustained Over Time. 

          A total of 16 participants loaded significantly on factor one. This accounts for 47% of 

the participants and 21% of the variance. This data suggests a large group of participants 

shared the same beliefs regarding effective elements of professional development. Figure 4.2 

is a model sort for Factor 1 and represents what 47% of the participants perceive to be 

effective elements of professional development. Eight participants loading significantly on 

Factor One were principals and eight were assistant principals. The range of experience for 
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both the principals and assistant principals was zero to fourteen years. Eight of the 

participants were administrators at the elementary level, five at the middle school level, and 

three participants were at the high school level. Eleven participants were female and five 

were male. Table 4.6 provides the sub-group characteristics of the participants who loaded 

significantly on factor one.  

Table 4.6        

Participants Loading Significantly on Factor One 

Participants 

Assistant 

Principal (AP) 

or Principal (P) 

Years as 

Administrator 

Elementary (E), 

Middle (M), or 

High (H) 

School 

Male (M) or 

Female (F) 

1EF P 10-14 H M 

4MK P 5-9 E M 

6RM AP 5-9 E F 

9JM P 0-4 E M 

14JC AP 0-4 E F 

16MM AP 5-9 M F 

17EH AP 5-9 H F 

19MY AP 0-4 M F 

24KH P 0-4 E F 

25AK AP 0-4 M F 

26RM P 10-14 H M 

27LF AP 0-4 E F 

28SP P 5-9 M M 

29AD P 0-4 E F 

30LC P 0-4 M F 

34CC AP 10-14 E F 

 

          Appendix I is a table that outlines the sequence of statement cards for factor one 

participants. The z-score indicates how far, and in which direction, a statement deviates from 

its distribution mean. The statements are rank ordered by the strongest agreed upon statement 

(z-score of 1.379) to the statement that is least agreed upon by the group (z-score of -2.138). 
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          Figure 4.2 is a model sort for the participants who loaded significantly on factor one. 

 

   

Strongly Disagree Neither Agree Nor Disagree Strongly Agree 

-4 -3 -2 -1 0 +1 +2 +3 +4 

6 5 1 4 15 3 2 13 8 

7 9 11 19 18 10 12 23 20 

 24 16 27 25 17 14 29  

  28 30 26 21 31   

   33 32 22    

    34     

         

Figure 4.2 Factor One Model Sort 

 

          The highest and lowest placed cards in the sort are detailed in Table 4.7. The 

statements that are placed in the +4, +3, -3, and -4 position on the sorting grid are most 

representative of factor one and those participants who loaded significantly on factor one. 

These statements provide insight into how participants perceive effective elements of 

professional development.  
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Table 4.7        

Factor One: High-Positive and High-Negative Statements 

Score Cards Statements 

+4 8 Effective professional development sustains a consistency of focus 

over time. 

+4 20 Effective professional development exposes teachers to actual practice 

than to descriptions of practice. 

+3 13 Effective professional development focuses on curriculum and 

instruction. 

+3     23 A prerequisite of effective professional development is that one must 

have good reason to believe that the change being introduced is itself 

of value. 

+3 29 Effective professional development links directly with day-to-day 

work in real schools and classrooms. 

-3 5 Effective professional development involves visiting other schools. 

-3 9 Effective professional development for teachers is university courses. 

-3 24 Effective professional development involves professional learning 

communities with sources outside of the school. 

-4 6 State and National conferences are an effective form of professional 

development. 

-4 7 Professional Learning Community book studies are an effective form 

of professional development. 

         

 

          47% of the participants loaded significantly on factor one, “Sustained Over Time.” 

This group’s four highest scoring statements revolved around providing professional 

development that sustains a consistency of focus over time, exposes teachers to actual 

practice, focuses on curriculum and instruction, and links directly with day-to-day work in 

classrooms and schools. The group sorted statements 8, 20, 13, and 29 in the +4 and +3 side 

of the continuum.  

          Participant 1EM, when explaining what he perceived to be effective elements of 

professional development, stated, “It means you do not do the ‘PD dejour.’ (The focus) is not 
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always changing.” He further added that professional development needs to be long-term and 

sustained. Hawley and Valli (1999) also noted the importance of making professional 

development continuous and ongoing. Participant 1EM felt there were too many “quick-fix 

workshops instead of long sustained efforts in doing fewer things and doing them well.” This 

participant explained that long term, sustained efforts should be focused on classroom 

instruction and that professional development should avoid being about a program “that 

could come or go with a new principal or new superintendent.” When sorting the cards, he 

placed statements dealing with a sustained focus over time and focusing on curriculum and 

instruction as the two statements in the +4 column.  

          Participant 1EM stated professional development for teachers “has to focus on 

instruction and the teacher’s pedagogical skills.” When asked about his perceptions of 

professional development, Participant 1EM stated,   

I really think of it as going back to school. To me, I think that’s been one of the biggest 

influences- having gone back for my masters and working on my doctorate. There’s 

been a lot of reading and a lot of research….That really has influenced me. I want to 

get at the core of what teachers do and get them to consider it to be important to read 

literature on classroom best practices in like, literacy instruction, or to look at what 

differentiation is and then explore and play around with it and be able to assess what’s 

working and what’s not working… 

 

The goal for this participant is for his teachers to become better practitioners in order to help 

students learn. This is accomplished by a focused, sustained effort over time. 

          Participant 4MK stated that he felt it was important to link theory to actual practice in 

order to make the professional development more relevant to what teachers do every day. He 

explained, “I think the consistency over time is important” and believed educators should 
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avoid the “flavor of the month” mentality that prevents teachers from buying in to the 

proposed change. This participant feared teachers would think, “Alright, we’re going to do 

this now. But next year or the next week, it’s going to be something else. So I’m not going to 

be invested in this because it’s all going to change in the future.” At his school, he conducted 

multiple sessions throughout the year focused on one math initiative. He explained,  

          It was being able to do something over time that was a real appealing thing because 

          you avoid the one-shot deal where you learn something, you might practice it for a 

          little while, and then you forget about it. You just keep it to the forefront, which I think 

          is important. 

 

          Participant 4MK’s perceptions about professional development stem from his personal 

experiences. “I think back when I was a teacher… You get a crash course on how to swim 

and then you’re dumped in the deep end and nobody comes to check on you.” He wanted to 

prevent what happened to him as a teacher from happening to his teachers. He recounts,    

I remember going to trainings and coming out of it, it used to be the sit and get where 

you get lectured in a training, and then you come back and there’s a couple of things 

where, like in the analogy, you’re dumped in the pool. Then you have to figure out: 

What was I supposed to take from this training? What is the important thing? …You’re 

kind of on your own. 

 

Participant 4MK provides multiple sessions of math professional development in order to 

keep the teachers focused on the learning strategies they have learned. Teachers have the 

time to process the information and keep it in the forefront of their minds.  

          Participant 14JC loaded significantly on factor one, “Sustained Over Time,” and 

placed statement card 31in the +4 column. Although this statement is not listed on the factor 

one model in the +4 column, the statement deals with providing time for teachers. She 

explained, “I believe effective PD must include dedicated time. Too often PD is a last minute 
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or end of day experience and teachers do not have the time to process the information.” She 

also stated, “I believe that short ‘blasts’ of information, with no real connections to the daily 

work of the teacher often is not an effective PD.” She placed statement card 29, professional 

development linking directly with the day-to-day work in classrooms, in the +3 column. 

          When asked which statements were the most important, Participant 16MM cited 

statement card 29. She stated,  

Effective PD needs to be focused and deliberate. This allows implementation of the PD   

in the daily work of teachers. We too often implement too many plans to make it 

effective. It has to be put to use quickly so it must be tied to daily work. 

 

Participant 19MY believes that professional development, “needs to be relevant for the day 

to day reality of teacher’s lives” in order for the learning to be sustained. She added there 

needs to be “consistency of focus for it to be valued.” Participant 19MY placed statement 

cards 8 and 29 in the +4 column of the continuum.  

          Participant 27LF placed statement card 13 in the +4 column. She stated, “Professional 

development should focus on instruction and curriculum. This is what is being taught 

therefore teachers need to be able to effectively teach students.” 28SP agreed with statements 

13 and 29 the most. He stated, “PD is about curriculum and instruction” and added the results 

of professional development should impact the students in classrooms. Joyce and Showers 

(2002) and Militello et al (2009) also report the need for professional development to focus 

on matters of curriculum and instruction.  

          Participant 29AD placed statements 20 and 29 in the +4 column. She stated, “I believe 

that the best learning is when it directly links to what the teachers do daily and they can 
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actually see it modeled and practiced with students.” When asked about the statements placed 

in the +4 columns, Participant 30LC agreed with 13 and 20 the most. She stated,  

Curriculum and Instruction is the basics of teaching. Teachers have to understand and 

have continuous support in the areas in which they teach. They must also receive 

support in delivery. That instructional part will teach them how to reach different 

students.  

 

In regards to actual practice, she added, “Many times PD facilitators ‘tell’ teachers what to 

do….but cannot show them how and what to do. Showing people is a great component to 

teaching.” This participant cited these statements as the easiest ones for her to place since 

they dealt with “actual practice.” 

          Participants were asked to identify the statement that was the most difficult for them to 

place while completing the Q-sort. Participant 9JM cited statement 23, “A prerequisite of 

effective professional development is that one must have good reason to believe that the 

change being introduced is itself of value.” Participant 9JM said, “Sometimes the PD is what 

will cause a shift in thinking and will allow individuals to ‘accept’ PD in a positive way.” He 

believed the most important elements of professional development were making it relevant to 

teachers and being able to link the learning into the classroom to impact student learning. He 

stated,  

It’s got to be relevant to them. They’ve got to feel like they have a reason to go 

there….They’ve got to leave that first day thinking they need this or this is going to be 

of value to them in their classroom….In PD, whatever I do, I should be able to take 

and use in my classroom to help kids learn. Or, take and do something for myself that’s 

going to make me help kids learn. 
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          Participant 9JM also felt that professional development should be about curriculum 

and instruction and pedagogical skills that will aid the professional in teaching his or her 

subject area so that students master concepts. He stated,  

I know super, super, super smart people in history- have all the knowledge in the world 

but aren’t great teachers. So it’s got to be more than just making that professional more 

knowledgeable in his content area. It’s got to be about teaching and what can I do to 

help my kids learn. You know, making better teachers, not better historians. 

 

Participant 9JM’s perceptions about professional development are based on his previous 

experience as a teacher and administrator. As an assistant principal, he provided professional 

development for his staff.  

I went to that training…and I came back and I gave the PD to the staff. And I loved it. 

I mean, I loved it. I missed teaching…And I felt like I came with something that 

teachers could learn. 

 

As a principal, he believes it is important to continue to make professional development 

relevant to teachers and applicable to the classroom.  

          The “Sustained Over Time” participants did not agree with statements 6, 7, 9, and 5. 

These were the lowest scoring statements for this factor. Participants did not believe State 

and National conferences were an effective form of professional development. They did not 

believe Professional Learning Community book studies were effective. University courses 

were not viewed as effective professional development for teachers. They also viewed 

visiting other schools as ineffective.  

          Participant 1EM placed statement cards 5 and 7 in the -4 column. He explained, “Book 

studies can be very effective but they usually are not because of how it is planned and 

implemented.” He also felt there was value in visiting other schools but it was not considered 
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to be essential. Participant 6RM echoed this belief. She said, “PD doesn’t necessarily have to 

include outside resources. Some of the best presenters are housed within a school setting.” 

She placed statement 5 in the -3 column. Participant 30LC also disagreed with the practice of 

visiting other schools as effective professional development. She stated, “Visiting other 

schools is not continuous. Plus, it does not provide practice for the teacher.” 

          When asked which statements were placed in the “Strongly Disagree” column, 

Participant 4MK cited statement 6, which deals with State and National conferences. He 

stated, “They are one shot deals with limited follow up” and he did not think of conferences 

in terms of effective professional development. Lieberman and Miller (1999) also noted that 

the lack of follow-up is an ineffective professional development practice. Participant 25AK 

agreed with Participant 4MK about State and National conferences. She wrote, “PD can be 

effective without these components. It is not a necessary element.” Statements 6 and 9 were 

placed in the -4 column by Participant 19MY. She felt State and National conferences and 

university courses were too general and “not necessarily a teacher’s reality.” Participant 

34CC added,  

State and National conferences- I have been to many of these. They are unfocused and 

give too much information with no process time. You come back rejuvenated, but 

many (educators) only use one or two easy-to-implement ideas in the classroom. 

 

 Adey (2004) also discussed the negative impact of not having active mechanisms in place 

for teachers introducing new methods. The lack of transference from what was learned in a 

conference to the classroom setting is not an effective element of professional development. 

          Participant 17EH strongly disagreed with the use of book studies as an effective 

element of professional development. She explained, “You can read a good book, but without 
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focused, sustained dialogues and imbedded activities, it will not last.” She placed statement 

card 7 in the -4 column. Participant 29AD felt the same way. She added, “Book studies don’t 

have relevance unless implementation of information is integrated.” Participant 34CC 

disagreed with the use of book studies based on previous experience. She explained, “These 

can be great if they are focused and part of meaningful conversation. However, I have had 

many school leaders ask us to create and answer questions, then never discuss or implement 

any change.” This group of participants did not view book studies as being effective in 

developing teachers to impact student learning. 

          Several participants strongly disagreed with statement 9: “Effective professional 

development for teachers is university courses.” When asked to explain the statements placed 

in the “Strongly Disagree” column, Participant 26RM stated, “I view university courses as 

teacher instruction for basic skills, knowledge, critical thinking, etc. PD builds upon this 

preparation based on participant need.” Participant 27LF added, “Attending universities for 

professional development may not supply teachers with what they need to be effective in 

their schools or classrooms.” Participant 28SP also cited statement 9 in the -4 column. He 

explained, “I feel as though we do not need to leave our district for PD. I think that we have 

many areas of expertise in our own school system.” Participant 29AD stated, “I feel that the 

least amount of relevance in regards to classroom practice is what is taught in a university 

course with the exception of actual classroom observations.” Participant 30LC proclaimed, 

“University courses are not good PD.”  

          In conclusion, participants loading significantly on “Sustained Over Time” feel that 

professional development is more effective when it sustains a consistency of focus over time. 
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They believe professional development should focus on curriculum and instruction. They 

also feel that teachers should be exposed to examples of actual practice, as opposed to 

descriptions of practice, and the professional development should link directly with day-to-

day work in schools and classrooms.  

          Factor Two: Collaboration and Follow-Up. 

          Seven participants loaded significantly on Factor two: Collaboration and Follow-Up. 

This factor represents 12% of the statistical variance. Six participants were principals and one 

was a former principal. The range of administrative experience for these participants was 0-9 

years. Six were principals of an elementary school and one was a principal of a middle 

school. Four participants were male and three were female. This data suggests these 

participants shared the same beliefs regarding effective elements of professional 

development. Table 4.8 provides the sub-group characteristics of the participants who loaded 

significantly on factor two.  

Table 4.8        

Participants Loading Significantly on Factor Two 

Participants 

Assistant 

Principal (AP) 

or Principal (P) 

or Former 

Principal (FP) 

Years as 

Administrator 

Elementary (E), 

Middle (M), or 

High (H) 

School 

Male (M) or 

Female (F) 

2MA FP 0-4 E M 

8SO P 0-4 E F 

11FK P 5-9 E M 

12SH P 5-9 M M 

13MH P 5-9 E F 

15KH P 0-4 E F 

32MT P 0-4 E M 
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          Appendix J contains a table that provides the placement of statements made by the 

participants in order from strongly agree to strongly disagree. The rankings range from the 

highest score (z-score of 2.058) to the lowest score (z-score of -1.472). The z-score indicates 

how far, and in which direction, a statement deviates from its distribution mean.  

          The highest and lowest placed cards in the sort are detailed in Table 4.9. The 

statements that are placed in the +4, +3, -3, and -4 position on the sorting grid are most 

representative of factor two and those participants who loaded significantly on factor two. 

These statements provide insight into how participants perceive effective elements of 

professional development. 

 

Table 4.9 

Factor Two: High-Positive and High-Negative Statements 

Score Cards Statements 

+4 2 Effective professional development includes time to collaborate with 

peers. 

+4 8 Effective professional development sustains a consistency of focus 

over time. 

+3 10 An effective element of professional development is personal focused 

reflection. 

+3 12 Effective professional development includes follow-up and support 

for transfer of learning to the school or classroom. 

+3 25 An effective element of professional development is providing 

constructive feedback on instructional practice. 

-3 16 An effective element of professional development is to have all-day 

and multiple-session meetings over an extended period of time. 

-3 19 Effective professional development is primarily school-based as 

opposed to district-based. 

-3 30 Professional development should be primarily school based and 

integral to school operations. 

-4 4 Effective professional development is grade level/department 

professional learning communities. 

-4 24 Effective professional development involves professional learning 

communities with sources outside of the school. 
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          Figure 4.3 details the model sort created by participants who loaded significantly on 

factor two. 

 

Strongly Disagree Neither Agree Nor Disagree Strongly Agree 

-4 -3 -2 -1 0 +1 +2 +3 +4 

4 16 9 5 6 11 1 10 2 

24 19 17 7 13 14 3 12 8 

 30 28 23 15 20 18 25  

  32 26 21 22 31   

   33 29 27    

    34     

         

Figure 4.3 Factor Two Model 

 

          Participants who loaded significantly on Factor Two: Collaboration and Follow-Up 

strongly agreed with statements 2, 8, 12, 10, and 25. These statements expressed their beliefs 

about effective elements of professional development. They feel professional development 

should include time to collaborate with peers, sustain a consistency of focus over time, 

include follow-up and support for transfer of learning to the school or classroom, involve 

personal reflective practice, and provide constructive feedback on instructional practice. 
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Participants offered their perceptions and explanations as to why they believe these elements 

of professional development are effective. 

          Participant 11FK believed time to collaborate was an important element of 

professional development coupled with follow-up support. He stated,  

It must be based on the needs of each school. It needs to be based off of what our 

teachers need centered around the goals of the school and where you’re trying to go 

within a school. It needs to have different dimensions. Teachers need to be able to 

collaborate with each other and talk about what they’re learning. They need time to 

digest what they’ve learned, practice what they’ve learned and then have time to come 

back and look at what they’ve learned and how it has been used. Is it working? Is it 

not?  

Participant 13MH echoed this belief as well. She added, “In order for professional 

development to be effective and to impact change in instructional practice, follow-up and 

support for transfer of learning are essential. Time to collaborate with peers is vital.” 

Participant 15KH also stated, “When teachers have the opportunity to collaborate during PD 

then the transfer of knowledge is increased and teacher learning is deeper.” Collaboration is 

important to these participants.  

          One statement strongly agreed upon by participants who loaded significantly on factor 

one and two is sustaining a consistency of focus over time. Participant 12SH explained, “I 

think it has to be focused over time. I don’t think it is short term or an easy fix. I think PD 

should be provided for long term ranges and you chunk it a little at a time.” Participant 8SO 

added,  

I really feel as though we need to give teachers time to reflect once they’ve done their 

professional development and then you really need to follow up with them and make 

sure that the professional development that you did with them, or for them, was 

sustained over time. You’re going back and you’re reviewing what you did to see what 

worked and what didn’t work. 
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Participant 32MT explained, “Teachers need time to process the material and think about 

how they will implement the information. The consistency of focus over time helps to keep 

the PD in mind.” In their words, a consistent, focus over time is an important aspect of 

effective professional development.  

          The participants who loaded significantly on Factor Two: Collaboration and Follow-

Up strongly disagreed with statements 4, 24, 30, 16, and 19. These statements expressed 

what participants believed were not effective elements of professional development. They do 

not feel grade level/department professional learning communities are an effective element. 

Participants believed that professional development did not necessarily require school based 

initiatives. Attending all-day and multiple-session meetings over an extended period of time 

was not considered effective. Participants disagreed that effective professional development 

is primarily school-based as opposed to district-based. Finally, participants loading 

significantly on Factor Two did not believe effective professional development involved 

professional learning communities with sources outside of the school. 

          In a post-sort interview, Participant 8SO explained that her previous experiences 

influenced how she perceived professional development. She did not feel that partnerships 

with outside sources yielded positive results. She explained,  

I’ve had situations before where I’d have outside people come in and, or community 

people, come in to do professional development in my school. It didn’t go well….I 

believe that you have to really be very careful about who comes in to your school and 

you have to really manage it well. You have to make sure that the professional 

development coming in is meaningful so that you can meet those high targets that we 

all agree on.  
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Her negative experience with outside sources caused her to disagree with the statement, 

“Effective professional development involves professional learning communities with 

sources outside of the school.” According to Participant 8SO, different viewpoints on a topic 

can detract from the school’s professional development goals. 

          Participant 2MA does not feel that professional development should be primarily 

school-based. He stated, “I think district-based is better than just school-based” because ideas 

from all schools are combined and shared to participants throughout the school district. 

Participant 15KH added, “District PD can be just as effective as school based.” These 

participants see value in district-wide professional development.  

          When asked about the statements placed in the “Strongly Disagree” column, 

Participant 8SO stated, “Although professional learning communities are valuable, they are 

not necessary to have effective professional development.” She also explained that the 

process of completing the Q-sort was difficult for her because, on some level, she agreed 

with each statement. The process of a forced distribution of statements caused her to place 

statement 4 in the -4 column. 

          Participant 15KH strongly disagreed with statement card 16 and placed this card in the 

-4 column. Statement card 16 read, “An effective element of professional development is to 

have all-day and multiple-session meetings over an extended period of time.” Participant 

15KH expressed, “Effective PD needs to be focused and can take on many forms. There is a 

time and place for 15 minute PD and for extended time over multiple days.” She disagreed 

with the statement because she endorses the shorter, isolated times of professional 

development as long as the outcomes are attained. 
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          Participants 11FK and 12SH were asked to explain how their views on professional 

development were formed. Participant 12SK noted his previous experiences as a factor in 

forming his views. He stated, “I had some very valuable experiences; I have had some that 

were not so valuable. But I’ve learned in both aspects of what I can take with me to connect 

to student learning.” Participant 11FK believed that his observations of the changing needs of 

teachers influenced his perceptions. He explained,  

I’ve been doing this almost 20 years now. It doesn’t seem like it, but I have. Needs 

have changed over the years. We used to be able to go sit and listen to someone talk at 

you for six hours and then you’d go back and do it. Today’s teachers are not of that 

same, I guess, mindset. They have to be engaged, they have to have the time to talk 

about it. They have to have those pieces there that maybe 20 years ago, we didn’t need 

as teachers. So the needs have changed over the years as we have moved through the 

process.  

Based on his perceptions about professional development, Participant 11FK believed it was 

important to meet the needs of his teachers by providing time for them to collaborate with 

their peers and to provide follow-up and support for the transference of learning to the school 

or classroom. 

          In conclusion, participants who loaded significantly on Factor Two: Collaboration and 

Follow-Up favored statements that addressed time to collaborate with peers, sustaining a 

consistency of focus over time, providing follow-up and support for transfer of learning, 

personal focused reflection, and providing constructive feedback on instructional practice. 

Factor Two participants heartily believe in providing time and structures for teachers to 

collaborate with their colleagues about best teaching practices.  
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  Factor Three: Collaborate. 

          Eight participants loaded significantly on factor three. Six participants were principals 

and two were assistant principals. The range of administrative experience was zero to nine 

years. Half of the participants were administrators of an elementary school and half were 

administrators at the middle school level. In addition, four participants were male and four 

were female. The data suggests these participants shared the same beliefs regarding effective 

elements of professional development. Table 4.10 provides the sub-group characteristics of 

the participants who loaded significantly on factor three 

Table 4.10        

Participants Loading Significantly on Factor Three 

Participants 

Assistant 

Principal (AP) 

or Principal (P) 

Years as 

Administrator 

Elementary (E), 

Middle (M), or 

High (H) 

School 

Male (M) or 

Female (F) 

3CB AP 5-9 M M 

5TF P 5-9 M F 

7JK P 0-4 E F 

10TM P 5-9 M M 

20RW AP 5-9 M M 

31TG P 0-4 E M 

33CT P 0-4 E F 

35JS P 0-4 E F 

 

          Appendix K contains a table that outlines the sequence of statement cards for factor 

three participants. The z-score indicates how far, and in which direction, a statement deviates 

from its distribution mean. The statements are rank ordered by the strongest agreed upon 

statement (z-score of 1.908) to the statement that is least agreed upon by the group (z-score 

of -2.226). 
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          The highest and lowest placed cards in the sort are detailed in Table 4.11. The 

statements that are placed in the +4, +3, -3, and -4 position on the sorting grid are most 

representative of factor three and those participants who loaded significantly on factor three. 

These statements provide insight into how participants perceive effective elements of 

professional development. 

 

Table 4.11 Factor Three: High Positive and High-Negative Statements 

Score Cards Statements 

+4 2 Effective professional development includes time to collaborate with 

peers. 

+4 3 Establishing a collaborative culture among colleagues is an element of 

effective professional development. 

+3      5 Effective professional development involves visiting other schools. 

+3 21 Effective professional development focuses on instructional strategies. 

+3 29 Effective professional development links directly with day-to-day 

work in real schools and classrooms. 

-3 6 State and National conferences are an effective form of professional 

development. 

-3 7 Professional Learning Community book studies are an effective form 

of professional development. 

-3 27 An effective element of professional development is the inquiry 

process. 

-4 9 Effective professional development for teachers is university courses. 

-4 16 An effective element of professional development is to have all-day 

and multiple-session meetings over an extended period of time. 

 

          Figure 4.4 details the model sort created by participants who loaded significantly on 

Factor 3.  
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Strongly Disagree Neither Agree Nor Disagree Strongly Agree 

-4 -3 -2 -1 0 +1 +2 +3 +4 

9 6 14 1 4 18 12 5 2 

16 7 17 10 8 25 13 21 3 

 27 19 11 15 26 20 29  

  30 24 22 28 34   

   32 23 31    

    33     

         

Figure 4.4 Factor Three Model Sort 

          Participants who loaded significantly on Factor Three: Collaborate chose statements 

that expressed how including time to collaborate with peers, establishing collaborative 

cultures among colleagues, focusing on instructional strategies, linking professional 

development directly with day-to-day work in classrooms, and visiting other schools were 

effective elements of professional development. Participants in this group, named 

“Collaborate”, sorted statements 3, 2, 21, 29, and 5 in the +4 and +3 side of the continuum. 

Participants explained their reasons for placing these statements in the “Strongly Agree” 

section of the grid. The reasons include the importance of collaborating with colleagues 
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within the school and in other schools to gain knowledge of instructional strategies to use in 

the classroom to support learning. 

          Collaborating with peers and establishing a collaborative culture among colleagues 

were important to those who loaded significantly on factor three. Participant 10TM stated, 

“The key is collaboration with peers. It produces the most positive results and allows for 

informed decisions.” Participant 20RW said, “I am a strong proponent of professional 

development for all teachers with an emphasis on collaboration with peers. Professional 

Learning Teams are essential and most staff members collaborate on a daily basis.” 

Participant 33CT explained,  

This year we have placed a lot of focus on establishing a collaborative culture among 

our colleagues. I believe it is important for grade levels to work together and build 

relationships where they form bonds of trust. Once trust has been formed, teachers are 

willing to plan and disaggregate data together. This will help all students achieve 

success. 

 

 Participant 35JS said, “I truly believe if a collaborative culture isn’t established, professional 

development will not be effective.” As other researchers have noted, the act of collaboration 

is an effective element of professional development (Elmore & Burney, 1999; Fullan & 

Hargreaves, 1996; Guskey, 2000; Joyce & Showers, 2002; Little, 1999; Mathes, 2008; 

Militello et al., 2009; Treahearn, 2010; Patten, 2006). 

          Participant 3CB believed that professional development must focus on instruction and 

that what was taught in the professional development, “should always transfer to the 

classroom.” Another participant, 5TF, added, “Instructional practice and a focus on 

instructional feedback is essential.” Participant 35JS described how her teachers collaborate 

with one another about instructional strategies. She explained that one of her teachers is, “a 
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real go getter so she’s branched out and said, ‘I’ll show you how to do this.’” Participant 

35JS also requires some of her teachers to observe other teachers within her own school to 

learn more about effective instructional practices. She stated,  

I try to connect them and make it such a way that it’s painless for them. I take care of 

providing the coverage. I take care of working out the logistics to make it happen. And 

then, I follow up. 

 

 Actually seeing instructional strategies practiced in the classroom is, in her opinion, a very 

valuable form of professional development.  

          One way for teachers to focus on instruction is to conduct visits to other schools. 

Participant 35JS explained, “I am a big fan of school visitations and teachers observing other 

teachers.” This principal’s goal is to expose her teachers to best teaching practices found at 

other schools and then modify the best practices to meet the unique needs of her school. She 

explained,  

I don’t need to go to your school and come back and do exactly what you’re doing. I 

may go over there and say, ‘Ok, this is similar to this class.’ and ‘This would really 

work well over there.’, and ‘That class is really like this class.’ and ‘That might work 

for that class.’  We don’t need to reinvent the wheel.  

 

This principal believed school visitations were of great value to her staff. 

          Participants who loaded significantly on the “Collaborate” factor strongly disagreed 

that university courses, all-day and multiple-session meetings, Professional Learning 

Community book studies, the inquiry cycle, and State and National conferences were 

effective elements of professional development. They sorted statements 9, 16, 7, 27, and 6 on 

the -4 and -3 side of the continuum. Participants explained their reasons for placing these 

statements in the “Strongly Disagree” section of the grid: these practices do not relate 
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directly with teaching and learning within the classroom and shorter sessions of professional 

development can be just as effective as longer sessions. 

          University courses were not favored by the participants loading significantly on factor 

three. Participant 7JK explained, “I believe (University courses) are far removed from the 

real world experience of the classroom.” Participant 10TM said, “(University courses) do not 

allow for collaboration and limits engagement.” Participant 31TG added, “I do not think 

university courses are the best PD available for educators. University courses are not a true 

reflection of today’s classroom.” Participant 33CT stated,  

Taking a college course can benefit a teacher. However, I do not believe it is an 

effective form of professional development. Most college classes require students to 

just complete assignments. These classes do not expose teachers to actual practice 

which will benefit them in the classroom. 

 

Participant 35JS explained, “Not all university courses are busy work- but for me there are 

other ways to get more specific information and training.” Statement 9 received the lowest z-

score of factor three. 

          When asked about the statement placed in the “Strongly Disagree” column, participant 

20RW cited statement 7 dealing with book studies. He explained, “Using book studies seem 

to have teachers do more work and reading a PD book is the last thing they want to do.” 

Participant 31TG stated, “I am not a fan of book studies. I do not feel that this experience 

impacts the classroom.” Participant 35JS disagreed with the practice of book studies because 

“teachers just go through the motions” of reading the book but do not know what they are 

supposed to do with that they read. These perceptions also align with Guskey (2000), who 
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noted unclear expectations of what is to be accomplished as an ineffective professional 

development practice.  

          Statement 27, “An effective element of professional development is the inquiry 

process,” received a z-score of -1.257. Statement 6, “State and National conferences are an 

effective form of professional development,” received a z-score of -1.195. According to the 

PQMethod data, more participants disagreed with statement 27. However, the post Q-sort 

survey indicated a strong disagreement with statement 6. Only one participant commented on 

the use of the inquiry process. Participant 31TG stated he strongly disagreed with statement 

27. He said, “Teachers need practical strategies and methods to use. They will then adapt 

them to fit the needs of their students.” Statement 27 was placed in the +1 column by one 

participant, -1 by one participant, -2 by fours participants, -3 by one participant, and -4 by 

one participant.  

          State and National conferences were not considered to be an effective element of 

professional development by those in the “Collaborate” factor. Participant 5TF stated, 

“National and State conferences have provided very little help to teaching in my school.” 

Participant 35JS explained her beliefs on attending State and National conferences as an 

effective element of professional development: “I believe there is great information 

presented, but are participants really there for the right reason?” This participant experienced 

the most difficulty placing the statement card dealing with State and National conferences 

since she, at times, views them as being somewhat effective. 

          During a post-sort interview with participants 7JK and 35JS, they were asked why they 

perceived professional development they way they do. Both principals cited their personal 
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experiences as being the main influencer in forming their views about professional 

development.  35JS had positive experiences in the past with professional development. Her 

goal was to provide her teachers with the same quality of professional development that she 

was afforded. Conversely, Participant 7JK stated her lack of positive experiences with 

professional development formed her perceptions about professional development.  She 

wanted her teachers to have better experiences than she tolerated as an educator. In addition, 

Participant 7JK explained she was a former high school teacher who later became an 

elementary principal. Elementary professional development needs, in her opinion, were very 

different than the professional development needs of high school teachers. Her lack of 

experience at the elementary level caused her to seek assistance in planning and delivering 

effective professional development for her staff. Both participants agreed that they learned 

something from every professional development experience, whether it was “what to do” or 

“what not to do” in terms of providing future, positive professional development experiences 

for their teachers. 

          In conclusion, participants who loaded significantly on Factor Three: Collaborate 

favored statements which spoke to the importance of collaborating with peers and 

establishing a collaborative culture among colleagues. These participants saw value in 

focusing on instructional strategies that linked directly with the day-to-day work in the 

schools and classrooms. Factor three participants also viewed visiting other schools to gain 

instructional knowledge as an effective element of professional development. On the 

negative side of the continuum, these participants sorted cards they felt held no relevance to 

the day-to-day work in the schools and classrooms. They believed university courses, 
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Professional Learning Community book studies, the inquiry process, and State and National 

conferences were ineffective elements of professional development.  

Consensus Statements 

          Watts and Stenner (2012) explain that consensus statements “are the items whose 

rankings do not distinguish between any pair of factors” (p. 218).  This means that on each of 

the three factors, the consensus statements have ranked nearly the same way. Identifying 

consensus statements assists the researcher in determining participants’ shared beliefs on the 

topic. The table below outlines the consensus statements.  

Table 4.12        

Consensus Statements 

Statements Factor 1 Values Factor 2 Values Factor 3 Values 

*15 0 0 0 

9 -3 -2 -4 

12 2 3 2 

16 -2 -3 -4 

19 -1 -3 -2 

22 1 1 0 

30 -1 -3 -2 

31 2 2 1 

33 -1 -1 0 

Note. The statement with * is non-significant at p>.05. 

 

 

          There was only one consensus statement identified by PQMethod. For each of the 

factors, statement 15, “Effective professional development includes coaching from a peer or 

mentor,” was placed in the 0 column indicating the participants neither agreed nor disagreed 

with the statement. Although there was only one consensus statement identified statistically 

using PQMethod, there were other statements that placed similarly on all factors.  
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          Participants agreed with statement 12, “Effective professional development includes 

follow-up and support for transfer of learning to the school or classroom.” Participants 

ranked this statement at +2 and +3. Research completed by Adey (2004) confirms that 

mechanisms must be established to support teachers in transferring a new concept into their 

current practice. There was a mild agreement with statement 22. This statement expressed the 

need to focus on a few concepts at one time. Lieberman & Miller (1999) noted the 

importance of focusing on few concepts at one time. Doing so prevents the learner from 

being overwhelmed and frustrated with the new concept or practice being introduced. 

Participants ranked statement 22 at 0 and +1. A general positive ranking was also observed 

for statement 31. It read, “Effective professional development includes providing time, 

contexts, and support for teachers to think.” Participants ranked statement 31 at +1 and +2 on 

the continuum.  

          On the negative side of the continuum, participants mildly agreed with statement 33, 

“Effective professional development integrates the examination of student learning using 

multiple sources of evidence.”  Participants ranked this statement at 0 and -1. This 

contradicts Sykes’ (1999) belief that more than one source of evidence is needed to supply 

teachers with accurate information about student learning. Participants agreed with statement 

9, “Effective professional development for teachers is university courses,” which ranked at    

-2, -3, and -4. Williams (2008) noted that university courses were an effective form of 

professional development, especially if the coursework grouped participants from common 

fields of study and provided time for students to collaborate. One participant stated that 

university coursework had value if it was specific to the needs of the teacher. However, most 
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participants stated they felt coursework was not directly connected to the day-to-day work in 

classrooms. A consensus was also noted for statement 16 dealing with the belief that 

professional development is to have all-day and multiple-session meetings over an extended 

period of time. Participants placed the statement in the -2, -3, and -4 columns of the 

continuum. This contradicts what some researchers report is important in the professional 

growth of educators. Trehearn (2010) noted that multiple sessions over a period of time aided 

in the retention of knowledge. Also on the negative side, participants ranked statements 19 

and 30 at -1, -2, and -3. Statement 19 expressed the belief that effective professional 

development is primarily school-based as opposed to district-based. Statement 30 expressed a 

similar view that professional development should be primarily school based and integral to 

school operations. These findings dispute Hawley and Valli’s (1999) research that states 

learning experiences are more meaningful to teachers in school-based professional 

development because participants are more likely to engage in change efforts within their 

own school. 

          In conclusion, the three factor groups express common beliefs about professional 

development. Principals believe that professional development should only focus on a few 

concepts at a time. University courses and all-day or multiple-day sessions are not considered 

to be effective forms of professional development for the participants of this study. These 

administrators also agree that professional development does not have to be primarily school-

based. Principals agree that providing time and support for teachers to think about their 

practice is an important element of professional development. Providing follow-up and 

support for the transfer of learning is important for these administrators. 
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Distinguishing Statements 

          Distinguishing statements are statements that rank significantly different on one factor 

compared to all the other factors. Analyzing the distinguishing statements allows the 

researcher to obtain a more holistic interpretation of the factor’s nature. Factor one scored 18 

distinguishing statements; factor two scored 18 statements; and factor three scored 16 

statements. Tables 4.12, 4.13, and 4.14 display the most significant distinguishing statements 

for each of the three factors. A short description of the data precedes each table. 

          Of the 18 distinguishing factors for factor one, 14 statements were significant at the 

p<.01level. The top, two positive distinguishing statements for factor one discussed the need 

for teachers to be exposed to actual practice instead of descriptions of practice and the need 

for professional development to maintain a consistency of focus over time. The bottom two, 

negative distinguishing statements for factor one discussed State and National conferences 

and Professional Learning Community book studies as being effective elements of 

professional development.  

Table 4.13 

Distinguishing Statements for Factor One: Sustained Over Time 

 Factor 1 Factor 2 Factor 3 

Statements Rank Score Rank Score Rank Score 

20 4 1.38* 1 0.32 2 0.71 

8 4 1.36* 4 2.05 0 -0.16 

23 3 1.13* -1 -0.40 0 -0.02 

2 2 1.11* 4 2.06 4 1.91 

10 1 0.65* 3 1.32 -1 -0.21 

17 1 0.58* -2 -1.07 -2 -0.71 

21 1 0.47* 0 -0.12 3 1.59 
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Table 4.13 Continued 

32 0 0.03* -2 -0.98 -1 -0.56 

30 -1 0.00* -3 -1.19 -2 -0.88 

19 -1 -0.03* -3 -1.15 -2 -0.88 

4 -1 -0.54* -4 -1.47 0 0.14 

1 -2 -1.17* 2 0.98 -1 -0.20 

5 -3 -1.40* -1 -0.48 3 1.08 

6 -4 -2.14* 0 -0.09 -3 -1.19 

Note. * indicates significance at p<.01 

 

          For factor two, 15 distinguishing statements were significant at the p<.01 level. The 

top, two distinguishing statements for factor two discussed maintaining a consistency of 

focus over time and providing follow-up support for the transfer of learning as effective 

elements of professional development. The bottom two, negative distinguishing statements 

discussed grade level/department professional learning communities and observing other 

teachers as effective elements of professional development.  

Table 4.14        

Distinguishing Statements for Factor Two: Collaboration and Follow-Up 

 Factor 1 Factor 2 Factor 3 

Statements Rank Score Rank Score Rank Score 

8 4 1.36 4 2.05* 0 -0.16 

12 2 0.75 3 1.69* 2 0.97 

10 1 0.65 3 1.32* -1 -0.21 

25 0 0.08 3 1.27* 1 0.39 

1 -2 -1.17 2 0.98* -1 -0.20 

29 3 1.14 0 0.07* 3 1.14 
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Table 4.14 Continued 

13 3 1.21 0 0.05* 2 0.80 

6 -4 -2.14 0 -0.09* -3 -1.19 

21 1 0.47 0 -0.12* 3 1.59 

26 0 0.25 -1 -0.38* 1 0.54 

5 -3 -1.40 -1 -0.48* 3 1.08 

7 -4 -2.10 -1 -0.59* -3 -1.64 

33 -1 -0.23 -1 -0.96* 0 -0.14 

9 -3 -2.06 -2 -1.05* -4 -2.23 

4 -1 -0.54 -4 -1.47* 0 0.14 

Note. * indicates significance at p<.01 

 

          For factor three, 14 distinguishing statements were significant at the p<.01 level. The 

top two, positive distinguishing statements for factor three discussed the establishment of a 

collaborative culture among colleagues and focusing on instructional strategies as being 

effective elements of professional development. The bottom two, negative statements for 

factor three discussed having all-day and multiple-session meeting over an extended period 

of time and Professional Learning Community book studies as being effective elements of 

professional development. 

Table 4.15        

Distinguishing Statements for Factor Three: Collaborate 

 Factor 1 Factor 2 Factor 3 

Statements Rank Score Rank Score Rank Score 

3 1 .045 2 1.00 4 1.91* 

21 1 0.47 0 -0.12 3 1.59* 

5 -3 -1.40 -1 -0.48 3 1.08* 
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Table 4.15 Continued 

34 0 0.06 0 -0.28 2 0.79* 

28 -2 -0.65 -2 -1.10 1 0.51* 

4 -1 -0.54 -4 -1.47 0 0.14* 

8 4 1.36 4 2.05 0 -0.16* 

1 -2 -1.17 2 0.98 -1 -0.20* 

10 1 0.65 3 1.32 -1 -0.21* 

24 -3 -1.20 -4 -1.31 -1 -0.41* 

14 2 0.83 1 0.55 -2 -0.62* 

6 -4 -2.14 0 -0.09 -3 -1.19* 

27 -1 -0.31 1 0.10 -3 -1.26* 

16 -2 -0.80 -3 -1.15 -4 -1.83* 

Note. * indicates significance at p<.01 

 

Research Question #3: Principals’ Perceptions of their Role in Facilitating Professional 

Development 

          All participants were asked, “What are your perceptions of your role in facilitating the 

professional development of your teachers?” Five main roles were identified by the 

administrators. First, participants felt they should serve as the instructional leader. 

Importance was also placed on ensuring professional development opportunities were 

relevant to teachers and that teacher “buy-in” was present. An overwhelming response by 

participants involved meeting the needs of their teachers. Finally, providing feedback to 

teachers about instructional practices was another role identified.  
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          Several participants stated their role in facilitating the professional development of 

their teachers required them to be the instructional leader of the school. Participant13MH 

stated, “We (principals) have to be the instructional leader who facilitates change through 

effective PD.” Another participant, 24KH, also considered her role to be the instructional 

leader and believed she should be involved in presenting professional development in order 

to build community with her staff. A middle school administrator, Participant 28SP, felt he 

should be the instructional leader but that role did not necessarily require him to be the 

presenter of the professional development. He explained that the central office staff provided 

meaningful professional development on a myriad of topics that would assist his teachers in 

growing as professionals.  

          Participants perceived their role involved establishing relevance with the topic of 

professional development. Participant 11FK explained, “As the instructional leader, it is 

important for me to set the tone and make sure the PD is relevant to (teachers).” Several 

participants believed teachers would not “buy-in” to the professional development if it was 

not relevant to them. Participant 7JK stated, “I think my biggest piece with PD is initial 

teacher empowerment or buy-in. I can have my ideas of what I think they need but it’s not 

going to get done if it’s something they don’t think they need.” Participant 14JC echoed this 

belief. She stated, “PD should be a process that involves teacher input and teacher leadership. 

If the teachers are not “buying in” to what the focus is of the PD, then it will not be 

effective.” Two principals believed their role involved demonstrating a genuine interest in 

professional development to generate “buy-in.” Participant 35JS explained,  
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If I as the leader of the school don’t show interest in it, then they’re not going to buy 

into it. Not everybody is my biggest fan and is going to say, ‘I want to do what 

(Participant 35JS) is doing.’ But if I’m in favor of it and I’m promoting it, and I’m 

actively modeling it, then they’re going to do it because they know it’s important and 

it’s what is expected. 

 

Participant 12SH stated his role involved taking a vested interest in the professional 

development of his teachers. He stated,  

They have to see me lead from that (interest) and I have to be the example. We share in 

the decision-making efforts of the school and make sure that I’m providing, when I say 

that “I” am providing, “WE” are providing the necessary professional development 

that will impact student achievement.  

Hawley and Valli (1999) also noted involving teachers in the identification of what is to be 

learned increases their motivation and commitment to the professional development. 

Ensuring buy-in is present and topics are relevant to teachers was a role participants 

identified as being important in their facilitation of the professional development of teachers.  

          Teachers and schools have different professional development goals and needs. 

Principals believed their primary role in facilitating the professional growth of their teachers 

was to correctly identify teachers’ needs and to obtain the resources required to promote their 

growth. Participant 17EH stated, “I need to be the leader; they don’t have time to seek 

(professional development) out. I have to identify needs and provide the resources, time, 

etc.” Participant 7JK felt her role required her and her staff to determine what was needed in 

terms of professional development. She stated her role was “to make sure they get what they 

feel they need.” Participant 7JK also felt she should provide her teachers with what she 

believed they needed to help the students of her school. Participant 31TG believed 

collaboration was important in determining the focus for professional development. He 
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explained, “As the instructional leader of the school, I need to plan and help teachers choose 

the best PD to meet their needs and the needs of their students.” 

          For some principals, the role of facilitating the professional growth of teachers 

involved using data. Participant 1EM explained, 

As a principal, you should have some idea about what your school needs and which 

direction you need to be heading. But you also need to be gathering data from the 

teachers and use that to see how the two can come together and meld together to then 

put together a professional development program for the staff. 

 

Participant 11FK made a similar comment. 

My goal is making sure, first of all, that my teachers understand the data and then help 

them see what it is we need as a staff. I have a lead role in helping lead that PD, but it’s 

about, too, making sure they are getting what they need. Sometimes teachers don’t 

realize what they need but we have to show them.  

 

This aligns with previous research that states data can inform educators’ knowledge of 

pedagogy and student learning, in turn positively impacting teaching and learning (Militello, 

et al). 

          Once the professional development opportunity has been provided, participants 

believed their role involved providing feedback on implementation processes. Participant 

29AD described her role. “I believe that first the teachers have to see me as a learner in the 

process along with them and that we are on the journey together. My role is to also provide 

follow-up and accountability for implementation.”  Participant 23DR shared this belief and 

stated,  

I feel that I have a major role in cultivating the growth of my teachers. It is my 

responsibility to be open and provide honest feedback on their practices. I also have to 

be consistent with follow-up regarding their improvement. 
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In his role in facilitating the professional growth of his teachers, Participant 10TM felt he 

needed to “organize, reinforce, and dialogue with teachers involved in PD and make sure the 

practices are consistent and feedback is provided.” Providing feedback on instructional 

practices assists teachers in determining how to continuously improve. Participant 34CC 

perceived this to be her most important role in the professional growth of her teachers. She 

stated, “I do a lot of research about best practices, present information to staff and follow up 

with instructional feedback. The most important piece is feedback on what they are doing so 

they can continue to replicate great teaching.” Little (1999) also noted that teacher 

development was enhanced by the presence of specific, timely, and abundant feedback on 

teacher performance.  

          Administrators noted that teachers develop at different rates. Participant 18RB 

expressed this belief when she stated, 

Administrators should streamline PD to focus on one or two areas…not to overwhelm 

teachers. We should be supportive and reflective as well. Flexibility and understanding 

are key in supporting growth. Not all teachers will begin and end in the same place at 

the same time. 

 

All teachers do not require the same form of learning experience in order to become better 

practitioners. Participant 30LC stated,  

I believe that PD needs are different across teachers. As we have to differentiate for 

our students, teachers need the same thing. I must help initiate and provide school-

based initiatives for PD. But I must also support and implement individual needs. 

These needs can be for a certain department, new teachers, or someone who needs help 

in a certain area. 

 

Darling-Hammond (2010) noted the need for teachers to continue to grow in their practice in 

order to teach effectively. She proffers,  
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If students are to be expected to achieve high standards, it stands to reason that 

educators must meet higher standards as well. They must know how to teach in ways 

that enable students to master challenging content and that address the special needs of 

different learners (p. 302).  

  

As Participant 20RW noted, “My role is to relay important information in a timely fashion 

and for teachers to understand that there is always room to grow.” 

          The participants valued professional growth opportunities for their teachers. Principals 

viewed their role in facilitating the professional development of teachers was accomplished 

by serving as the instructional leader. They also believed they should ensure professional 

growth opportunities are relevant to teachers and that teacher buy-in is present. It was 

important to administrators that they meet the unique professional development needs of 

teachers in order to positively impact student learning. Finally, principals believed providing 

feedback on instructional practices was important in their role of facilitating the professional 

growth of teachers.         

Chapter Summary 

          Chapter four provided an analysis of the data collected from 34 public school 

administrators regarding their perceptions of effective elements of professional development. 

Q-sorts and post-sort surveys were facilitated to explore principal’s beliefs on the topic. 

PQMethod was used to compute the statistical data from the Q-sorts; three factors emerged. 

Post-sort interviews were conducted with a sample of participants who loaded significantly 

on each of the three factors. The PQMethod data and information from the interviews was 

analyzed to gain more insight into principals’ perceptions and beliefs about effective 

elements of professional development.  
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          Factor one, “Sustained Over Time,” describes what principals consider to be effective 

elements of professional development. These principals believe teachers should focus on 

pedagogy. This is accomplished by sustaining a consistency of focus over time and exposing 

teachers to authentic learning experiences where they are exposed to actual practice than to 

descriptions of practice. The main focus, according to Factor One participants, should be on 

matters of curriculum and instruction and practices that link directly with their day-to-day 

work within teachers’ classrooms. Finally, these administrators believe changes in practice 

will not occur unless teachers find value and relevance in the instructional changes they are 

being asked to make. 

          Factor two, “Collaboration and Follow-up,” can be described as the elements of 

professional development that principals feel are most effective in assisting teachers to 

impact student learning. Factor Two participants have a set of beliefs about professional 

development that is sequential in nature. First, teachers should have time to collaborate with 

peers and the professional development should maintain a consistency of focus over time. 

Teachers should reflect on their practice while follow-up is provided for the transfer of 

learning from the professional development opportunity to the classroom setting. Finally, 

constructive feedback to teachers should be provided for ongoing support.  

          Factor three, “Collaborate,” describes the elements of professional development 

principals feel are most effective. Participants believe it is important to provide time and 

opportunities for teachers to collaborate with peers on matters of instruction. Their aim is to 

ensure professional development links to the day-to-day work within the classrooms. 
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According to Factor Three participants, visiting other classrooms and schools is one form of 

collaboration that directly impacts teachers’ professional growth. 

          When asked how their views of professional development were formed, all principals 

sited their previous experiences. Participants stated their views were shaped by their teaching 

and administrative involvement with professional development. Whether they had a positive 

or negative experience, their goal was to take what they learned and provide better 

opportunities for teachers within their respective schools.   

          Participants identified several roles they perceived were important in facilitating the 

professional growth of teachers. They felt they needed to be the instructional leader who 

identifies the professional development needs of their teachers. Establishing relevance and 

ensuring buy-in was also considered an important role. Participants also believed their role 

included providing meaningful feedback to teachers on the implementation of the desired 

change in practice. 

          In Chapter 5, I will discuss the results using Weiss’ theoretical framework. I will also 

describe the implications of this study on policy makers, future research, and practitioners.  
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Chapter 5: Discussions and Implications 

          In this chapter, I will provide a summary of the main findings. I will then provide a 

discussion of the findings and the literature. Next, I will revisit Weiss’ framework discussed 

in Chapter 2 and will use it as an analytical foil to interpret principals’ perceptions of 

effective elements of professional development and their role in facilitating the professional 

development of their teachers. Finally, I will discuss implications and recommendations for 

policy makers, future research studies, and practitioners of professional development within 

the public school system. 

Summary of Findings 

           There were similarities and differences among the three factor groups. Factor One: 

Sustained Over Time and Factor Two: Collaborate and Follow-Up participants believed 

professional development should sustain a consistency of focus over time and they felt 

establishing professional learning communities with sources outside the school was not 

effective. Factor One and Factor Three: Collaborate participants believed professional 

development should link to the day-to-day work in the classroom setting. These participants 

did not consider State and National conferences, university coursework, and professional 

learning community book studies to be effective. Providing time to collaborate with peers 

was considered an effective element by Factor Two and Three principals. These 

administrators also disagreed with the notion that professional development should be all-day 

or multiple-sessions over an extended period of time.  

          Factor One participants believed exposing teachers to actual practice as opposed to 

descriptions of practice was more meaningful for teachers. In addition, Factor One 
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participants believed focusing on matters of curriculum and instruction was an effective 

element of professional development. It was also important for them to ensure teachers saw 

value in the change being introduced.  

          Factor Two: Collaboration and Follow-Up participants perceived personal focused 

reflection, providing follow-up for the transference of learning, and providing constructive 

feedback as effective elements. Grade level or departmental professional learning 

communities were not considered to be effective by this group of participants. Factor Two 

administrators believed there was value is district-based professional development and 

disagreed with the notion that professional development should be primarily school-based 

and integral to school operations.  

          Factor Three: Collaborate participants believed establishing a collaborative culture and 

focusing on instructional strategies were the most effective elements of professional 

development. Further, they did not consider the use of the inquiry process as an effective 

element. Factor Three participants strongly agreed with the practice of teachers visiting other 

schools. Conversely, Factor One participants strongly disagreed that visiting other schools 

was an effective element of professional development.  

          When asked why they perceive professional development the way they do, participants 

cited their personal experiences. Administrators stated their experiences shaped their 

perceptions of what professional development should look like for their teachers. Whether 

the experience was positive or negative, their goal was to take what they learned and provide 

better professional development opportunities for their teachers.  
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          This study also sought to understand principals’ perceptions of their role in facilitating 

the professional development and growth of teachers to impact student learning. Participants 

believed their role was to serve as the instructional leader and to ensure teacher buy-in was 

present. Principals stated they needed to make certain teachers found relevance in what was 

being learned. Teachers learn at different rates and have unique learning needs. Principals 

believed their role in facilitating professional growth was to correctly identify the needs of 

the school and needs of individuals. Furthermore, providing timely and specific feedback was 

deemed important to their role in facilitating teacher professional growth.  

          The research findings indicated there were similarities and differences among 

principals’ perceptions of effective elements of professional development. Principals’ 

previous experiences influenced their perceptions of professional development. Their role in 

facilitating the learning and growth of teachers included serving as the instructional leader to 

identify the needs of teachers while making learning relevant and providing feedback on 

instructional practices.  

Findings and the Literature  

          This section contains a comparison of the research findings from this study to the body 

of literature pertaining to professional development. Information gleaned from the Q-sorts, 

emerging factors, post-sort surveys, and post-sort interviews are analyzed and compared to 

the best practices identified in other research about professional development. My goal in 

comparing this study’s research results to the literature discussed in Chapter 2 is to identify 

how closely they relate to one another.  



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         139 

 

          An overwhelming response by participants was the belief that professional 

development should maintain a consistency of focus over time. The use of time is an 

important element to consider when planning and delivering professional development to 

educators. Providing an extended period of time to fully understand the content is what 

leaders plan to assist the participant in understanding and applying the identified learning 

objectives (Elmore et al., 1996). A tenured high school principal stated,  

I also think it has to be long-term and sustained. I think that it is one of the weaknesses 

about professional development in schools because there’s so much quick fix 

workshops instead of long sustained efforts in doing fewer things and doing them well 

(Participant 1EM). 

 

Participant 4MK agreed. This elementary principal explained, “I think the consistency over 

time is important because you don’t have to be a ‘flavor of the month’ piece.” He went on to 

explain that providing a consistent focus on the professional development offered at his 

school, in an ongoing manner, was appealing to him because “you avoid the one-shot deal 

where you learn something, you might practice it for a little while and then you forget about 

it.” A middle school principal, 12SH, added, “I think it has to be focused over time. I don’t 

think it is short term or an easy fix. I think PD should be provided for long term ranges and 

you chunk it a little at a time.” Participants representing Kindergarten through twelfth grade 

believed it was important to maintain the focus of the professional development over a period 

of time. 

          Partnering with sources outside the school was identified as an effect element of 

professional development in Chapter 2 (Elmore et al., 1996). There were discrepancies noted 

by two of the participants regarding this element. Participant 4MK, a tenured elementary 
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principal, partnered with a local university to provide multiple sessions throughout the year 

and to conduct follow-up classroom observations. He considered this partnership to be very 

effective in meeting the needs of his teachers. Another elementary principal, Participant 8SO, 

described her experience with an outside source as being negative and not contributing to 

meeting her teachers’ needs.  

          Mathes (2008) and Peterson (2002) noted that professional development should be 

differentiated based on participants’ needs. Several participants in this study agreed. 

Participant 8SO, a new elementary principal, believed professional development needs to be 

prescriptive and differentiated based exactly on what the teacher needs. Another elementary 

principal, 11FK, described his frustration with an existing practice within his school district 

that required all elementary teachers to participate in the same professional development; 

“That one size model doesn’t fit all. I think that it’s been a hindrance this year to my 

teachers.” Both participants believe differentiating instruction is easier to accomplish at the 

school level than the district level. 

          Another element of professional development that is considered to be effective is to 

involve the learner in the identification of the professional development (Hawley & Valli, 

1999). Several principals in this study agreed with the research. Participant 4MK and 8SO, 

both elementary principals, asked for teacher input on identifying topics of interest. 

Participant 12SH, a middle school principal, worked with his School Improvement Team to 

identify topics of interest at the beginning of the school year. While each principal employed 

different methods, they all involved teachers in the identification of the professional 

development focus.  
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          An effective element of professional development is personal focused reflection 

(Bredeson, 2002; Elmore et al., 1996; Mathes, 2008; Peterson, 2002; Williams, 2008). 

Participant 1EM believed professional development “…has to help teachers to be reflective 

about their practice…to examine their work and look at the data and be effective with kids.” 

An elementary principal, 8SO agreed. She stated, “I really feel as though we need to give 

teachers time to reflect once they’ve done their professional development and then you really 

need to follow up with them…” This principals also felt it was important to discuss the 

reflections with her teachers to offer her support and suggestions for further improvement.  

          Elmore and Burney (1999), Hawley and Valli (1999), and Militello et al. (2009) 

identified the need for professional development to be primarily school-based. A high school 

principal, 1EM, explained that his school did not have to participate in any professional 

development initiated by his school district. He enjoyed being able to focus on the same form 

of professional development at his school for several years, “trying to do it more in depth, a 

little bit deeper each year…” A tenured principal, 11FK, described his beliefs about 

professional development; “It must be based on the needs of each school. It needs to be based 

off of what our teachers need centered around the goals of the school and where you’re trying 

to go within a school.” His school district required teachers and principals to participate in 

district-wide professional development. He disagreed with the requirement. Other 

participants felt district-based professional development was beneficial. Participant 2MA did 

not feel that professional development should be primarily school-based. He stated, “I think 

district-based is better than just school-based” because ideas from all schools are combined 

and shared to participants throughout the school district. An elementary principal, 15KH, 
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believed that district-based professional development could be just as effective as school-

based professional development.  

          A principal with former high school teaching experience cited the need to align 

professional development with the specific subject and content teachers are required to teach. 

This belief aligns with research that states professional development should be embedded in 

the specific content of the student curriculum (Easton, 2008; Militello et al., 2009; Sykes, 

1999). Participant 9JM explained,  

I hear people all the time, and it probably happens more at the secondary level than 

others, where there is so many different focuses. They do PD for social studies K-12. 

There might be seven courses in Social Studies in K-12 but they all lump them 

together. 

 

Participant 9JM described his frustration with the ineffective practices that he has witnessed 

over the years. A beginning principal, Participant 35JS, also noted the lack of content 

specific professional development with teachers in music, art, and physical education. She 

stated her teachers experienced frustration when they attended professional development that 

did not directly relate to the content they taught. 

          Blase and Blase (1998), Little (1999), and Militello et al. (2009) discuss the 

importance of providing time for teacher collaboration. One elementary administrator, 4MK, 

discussed the importance of collaboration; “When we’re together we have the whole group. 

There is an opportunity where the learning going on (in the classrooms) is actually talked 

about.” Another principal, 11FK, added,  

Teachers need to be able to collaborate with each other and talk about what they’re 

learning. They need time to digest what they’ve learned, practice what they’ve learned 

and then have time to come back and look at what they’ve learned and how it has been 

used – Is it working? Is it not?  
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Participant 9JM explained that collaboration was an important component of the grade level 

meetings. In regards to collaboration, he explained, “Here it works. Here we collaborate. 

Everyone pulls their weight. They hold each other to the fire.”  

          Intervisitation is an element Elmore and Burney (1999) considered to be effective. 

Conducting site visits to observe reputable school settings can assist fellow educators by 

modeling effective practices, delivery of content knowledge, classroom management skills, 

active engagement strategies, establishing a positive emotional climate, and a myriad of other 

instructional practice (Elmore & Burney, 1999). In this study, Factor 3 participants strongly 

agreed with visiting other schools as a form of professional development. Factor One 

participants strongly disagreed with this form of professional development.  

          Several participants believed professional development should emphasize the study of 

teaching and learning and focus on curricular and instructional strategies. This aligns with 

beliefs of Blase and Blase (1998), Joyce and Showers (2002), and Militello et al., (2009). 

Participant 1EM stated, “I do think it has to focus on instruction and the teacher’s 

pedagogical skills…For me it’s important that it be long term, but also be focused on 

classroom instruction.” An elementary principal explained,  

In PD, whatever I do, I should be able to take and use in my classroom to help kids 

learn. Or, take and do something for myself that’s going to make me help kids learn… 

I know super, super, super smart people in history- have all the knowledge in the world 

but aren’t great teachers. So it’s got to be more than just making that professional more 

knowledgeable in his content area. It’s got to be about teaching and what can I do to 

help my kids learn (Participant 9JM). 

 

Participants 1EM and 9JM strongly agreed with the statements pertaining to curriculum and 

instruction. 
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          Easton (2008) discussed the importance of providing an understanding of a shared 

language. Participant 4MK provided an example of how this element of professional 

development was observed in his school.  

We realized when we were talking about Balanced Literacy over the years, that we had 

one grade level that called word decoding skills and strategies, like one thing, and then 

another group in the next grade would call it something else, and then another group 

would call it something else. But it was the same strategy but they were called a totally 

different thing. 

 

He went on to explain that once the common language was established, they were able to 

move forward in a more productive manner.  

          Elmore et al. (1995) believed that teachers should be empowered to help identify areas 

in which they have an interest or need for additional support. An elementary principal stated, 

“One of the things that we do is that we ask teachers, ‘What sort of things are you interested 

in in terms of topics?’ but then we look at data” (Participant 4MK). Participant 35JS 

explained, “…if it is not relevant and if their team’s not doing it, they’re not going to 

embrace it. The teachers provide information as to what they want and what they think they 

need.” And still, another principal added, “I think my biggest piece with PD is initial teacher 

empowerment or buy-in. I can have my ideas of what I think they need but it’s not going to 

get done if it’s something they don’t think they need” (Participant 7JK). 

          Participants in this study cited several ineffective elements of professional 

development. Participant 4MK noted, “You get a crash course on how to swim and then 

you’re dumped in the deep end and nobody comes to check on you.” Not providing follow up 

does not promote the professional growth of teachers (Lieberman & Miller, 1999). Fullan 

and Hargreaves (1996) stated the professional development that was fragmented had little 
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value. A middle school principal, Participant 12SH, described how his teachers had a 

negative experience with fragmented professional development.  

For some of them, they haven’t had time to master it and then at the end of the day or 

the end of a given time frame, they’re trying to put all these pieces together and they 

may not even connect to one another. 

 

 Guskey (2000) indicated the lack of support and/or resources was also an ineffective element 

of professional development.  Several participants indicated the lack of resources, in the form 

of finances, was not provided by their district. To them, the lack of funds to provide quality 

professional development was due to recent budget restraints. 

          The results from this study were interesting. Participants’ views on professional 

development, for the most part, aligned with the literature. The participants whose 

perceptions differed from the literature discussed in Chapter 2 were, in large part, due to their 

personal experiences with previous professional development opportunities.  

Weiss’ Framework and Professional Development 

          Weiss’ conceptual framework tests her theories and understanding of how educators 

respond to professional development experiences and how these experiences influence shared 

decision-making. In the following section, I use Weiss’ conceptual framework to highlight 

and underscore the findings from the Q-sorts, post-sort survey, factor loadings, and 

qualitative post-sort interviews. Weiss created the “Four ‘I’s’” framework to analyze how 

interests, ideology, information, and institutional rules and culture impact teacher and 

principal responses to shared decision-making. Principals make important educational 

decisions based on their perceptions of professional development that impact teacher growth 

and student learning. My goal in using this framework is to determine how principals’ 
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interests, ideologies, information, and institutional rules and norms influence their 

perceptions of professional development. 

          Interests. 

          In Weiss’ framework, interests are defined in terms of self-interest. How an individual 

perceives their situation will define their personal interests. A person’s previous professional 

and personal experiences help shape their self-interests. Participant 4MK, and elementary 

principal, applied the interests of his teachers to a professional development opportunity. He 

explained, “…at the school level we’re able to do things that are important to us…” He then 

described a math initiative that involved a partnership with a local university. In contrast, 

another elementary principal had negative experiences with outside sources. She stated, “I’ve 

had situations before where I’d have outside people come in and, or community people come 

in to do stuff in my school or do professional development in my school, it didn’t go well” 

(Participant 8SO). This principal’s negative experience shaped her self-interests which 

included a refrain from using outside sources in the professional growth of her teachers.  

          The topic of relevance and teacher buy-in was mentioned by several participants. One 

participant, a beginning administrator, explained, “I think my biggest piece with PD is initial 

teacher empowerment or buy-in. I can have my ideas of what I think they need but it’s not 

going to get done if it’s something they don’t think they need” (Participant 7JK). Participant 

35JS agreed: “If I as the leader of the school don’t show interest in it, then they’re not going 

to buy into it.” She elaborated on how she perceived professional development.  

And the reason I say that is from having been doing this 26-27 years. I know that me 

personally as a teacher and me as an administrator, know that if it is not relevant and if 

their team’s not doing it, they’re not going to embrace it.  
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These principals perceive relevance and teacher buy-in as an important element of 

professional development.  

          Knowing the teachers’ interests also influenced the decisions principals made in 

planning professional development opportunities. An elementary principal realized her 

teachers were overwhelmed with the implementation of the Common Core curriculum and 

would resist change if the initiative was not already connected to their current practices. She 

explained,    

…although I’ve only been the principal now for 3 years, the PD we do that is the most 

relevant is the PD that can be woven into what we’re already doing….not in addition 

to. Because as soon as you talk about one more thing, it becomes that one big platter of 

everything else they’ve got going on (Participant 7JK). 

 

A tenured middle school administrator believed his role involved collaborating with his 

teachers about their professional development interests. He stated,  

They have to see me lead from that (interest) and I have to be the example. We share in 

the decision-making efforts of the school and make sure that I’m providing, when I say 

that “I” am providing, “WE” are providing the necessary professional development 

that will impact student achievement (Participant 12SH).  

 

Participant 14JC also made professional development decisions based on teacher input. She 

explained, “PD should be a process that involves teachers’ input and teacher leadership. If 

the teachers are not ‘buying in’ to what the focus is of the PD, then it will not be effective.” 

Every school has different needs. How a principal perceives their situation defines their 

personal interests, which in turn, plays a role in the decisions that are made regarding 

professional development. 
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          Ideology. 

          Ideology is the embodiment of an individual’s principles, values, philosophy, and 

political orientation (Weiss, 1995).  Participants made decisions about professional 

development based on their personal ideologies. Participant 4MK valued using time wisely to 

impact student learning. This elementary principal explained, “So here’s where professional 

development comes into play because you have less time to be teaching if you’re spending 

your time assessing… because time is constant….you don’t get more.” He believed his role 

with his teachers was to “help them become more effective so that in the limited amount of 

time they have, their instruction is so much better…” 

          Other participants valued professional development that improved teachers’ 

pedagogical skills. A tenured high school principal stated,  

I do think it has to focus on instruction and the teacher’s pedagogical skills. I also think 

it has to be long-term and sustained. I think that it is one of the weaknesses about 

professional development in schools because there’s so much quick fix workshops 

instead of long sustained efforts in doing fewer things and doing them well. For me it’s 

important that it be long term, but also be focused on classroom instruction. Not just 

about a program that could come or go with a new principal or a new superintendent or 

whatever (Participant 1EM). 

 

Another participant, an elementary principal, also valued the importance of pedagogy. He 

explained, 

 

I know super, super, super smart people in history- have all the knowledge in the world 

but aren’t great teachers. So it’s got to be more than just making that professional more 

knowledgeable in his content area. It’s got to be about teaching and what can I do to 

help my kids learn. You know, making better teachers, not better historians 

(Participant 9JM). 

 

The ideology expressed by these principals had a direct impact on the form of professional 

development they desired for their teachers. 
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          Differing philosophies were noted between Factor One and Factor Three participants. 

Factor One participants did not see value in visiting other schools as indicated by statement 5 

placed in the -3 column of the continuum. An assistant principal at the elementary level, 

Participant 6RM, stated, “PD doesn’t necessarily have to include outside resources. Some of 

the best presenters are housed within a school setting.” Participant 30LC did not value 

visitations of other schools. This middle school principal stated, “Visiting other schools is not 

continuous. Plus, it does not provide practice for the teacher.” Visiting other schools posed a 

conflict in what she valued. She valued professional development that exposed her teachers 

to practice instead of descriptions of practice. 

          Conversely, Factor Three participants saw value in visiting other schools. Participants 

placed statement 5 on the +3 side of the continuum. A beginning elementary principal 

explained, “I am a big fan of school visitations and teachers observing other teachers” 

(Participant 35JS). This principal’s goal is to expose her teachers to best teaching practices 

found at other schools and then modify the best practices to meet the unique needs of her 

school. These administrators made decisions about this element of professional development 

based on their personal values. 

          Statement 9, “Effective professional development for teachers is university courses” 

was a consensus statement; Factor 1, 2, and 3 ranked this statement as -3, -2, and -4 

respectively. Participant 26RM stated, “I view university courses as teacher instruction for 

basic skills, knowledge, critical thinking, etc. PD builds upon this preparation based on 

participant need.” A tenured assistant principal added, “Attending universities for 

professional development may not supply teachers with what they need to be effective in 
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their schools or classrooms” (Participant 27LF). While these administrators recognized the 

value in university coursework, the courses were not viewed as supplying teachers with what 

they needed to be effective in the classroom setting.  

          Participants 14JC and 16MM valued the intentional use of professional development 

time related directly with the daily work of teachers. A first year elementary principal 

explained, “I believe effective PD must include dedicated time. Too often PD is a last minute 

or end of day experience and teachers do not have the time to process the information” 

(Participant 14JC). She also stated, “I believe that short ‘blasts’ of information, with no real 

connections to the daily work of the teacher often is not an effective PD.” Participant16MM 

added,  

Effective PD needs to be focused and deliberate. This allows implementation of the PD 

in the daily work of teachers. We too often implement too many plans to make it 

effective. It has to be put to use quickly so it must be tied to daily work. 

 

These principals believed professional development should link with the day-to-day work in 

the classroom. 

          A wide range of principles, values, and philosophies were conveyed by participants. 

Participant 1EM, a high school principal, saw value in researching instructional best practices 

and wanted his teachers to also take interest in reviewing literature on the topic. An 

elementary principal, Participant 9JM, believed in the principle of “abandoning oneself to the 

strength of others.” He felt comfortable empowering teachers who were more knowledgeable 

in certain areas to partner with him in his school’s professional development initiatives. 

Participant 35JS saw value in helping her teachers identify their professional growth needs. 

She viewed her role as a “general healthcare provider” prescribing the resources and 
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knowledge needed for her teachers to grow as professionals. One participant believed 

teachers responded differently to hands-on, collaborative forms of professional development 

based on whether the educator taught elementary, middle, or high school.  

But I also believe that’s (reaction to professional development) level-based. That kind 

of stuff doesn’t happen for high school. High school people are not as social. They are 

very hands off and they want to do their own thing. They’re going to be your deep 

thinkers. They’re going to be your research people. They’re going to be the ones who 

want to put things into practice. Elementary school, it’s fuzzy slippers and rainbows 

and all that kind of stuff. It’s just very, very different (Participant 7JK).  
 

Another participant valued schools goals as a basis of determining professional development 

needs. This tenured elementary principal stated professional development “needs to be based 

off of what our teachers need centered around the goals of the school and where you’re trying 

to go within a school” (Participant 11FK). These principals’ ideology was a major factor in 

the decisions he or she made regarding the professional development and growth of their 

teachers.   

          Information. 

          Information is defined as “the range of knowledge and ideas that help people make 

sense of the current state of affairs, why things happen as they do, and which new initiatives 

will help or hinder” (Weiss, 1995, p. 575). Information is a critical resource for those who are 

empowered to make decisions in that it helps people identify problems and potential 

solutions to those problems. “Some information is craft lore- the product of education and 

training in a professional field and exposure to codified wisdom of its practice” (Weiss, 1995, 

p. 576). It is important to note that in this framework, information not only means correctness 

or rightness; it also includes factual assumptions. 
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          Participants cited the need to gather information to determine the needs of their 

teachers and schools. Participant 1EM, a tenured high school administrator, explained,  

…you should have some idea about what your school needs, what direction you need to 

be heading. But you also need to be gathering data from the teachers and use that to see 

how the two can come together and meld together to then put together a professional 

development program for the staff. 

He also believes teachers should be involved in examining data to determine their 

effectiveness with students. “I think an important element…in any professional development 

is embedding the opportunity for teachers to examine their work and look at the 

data...”(Participant 1EM). 

Analyzing data was also important to Participant 11FK. This elementary principal detailed 

his beliefs:  

As an administrator, I’m really focused on the data. What does our data say that our 

kids need that our teachers need a better understanding of? I guess my mind is very 

data driven and it’s not just well, ‘I think I want to do this’, ‘I want to do that’, but how 

does that support our data and where we’re trying to move our students to? My goal is 

making sure, first of all, that my teachers understand the data and then help them see 

what it is we need as a staff. I have a lead role in helping lead that PD, but it’s about, 

too, making sure they are getting what they need. Sometimes teachers don’t realize 

what they need but we have to show them, ‘This is your data. This is how you’re kids 

are doing.’” 

 

These participants believed in gathering information to help determine the needs of teachers. 

          Another participant collected data after implementing new practices to determine its 

effectiveness. This elementary principal explained,  

I really feel as though we need to give teachers time to reflect once they’ve done their 

professional development and then you really need to follow up with them and make 

sure that the professional development that you did with them, or for them, was 

sustained over time. So you’re going back and you’re reviewing what you did to see 

what worked and what didn’t work (Participant 8SO). 
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This participant also noted that she gathered data on teacher performance in a similar fashion. 

Teachers were monitored several times throughout the school year and individual needs were 

identified. Once the teacher or group of teachers obtained the necessary knowledge to 

improve, Participant 8SO would continue to monitor the teachers to review and assess the 

level of improvement. 

          Participants used their available information of the needs of their teachers to determine 

the school’s professional development focus. Participant 4MK stated, “I think that is part of 

facilitating- figuring out your audience, figuring out your staff and figuring out their needs 

and figuring out what makes sense so that everybody can be engaged in and have an 

opportunity to grow.” An elementary principal used the knowledge of his teachers to tailor 

district-wide professional development. He explained, “I think that all PD is going to lack 

something that teachers need. There is great information, but maybe you need to add 

something to it, bring something else in to make it make sense, to make it relevant” 

(Participant 9JM).  Participant’s knowledge of their teachers’ needs aided them in 

determining the professional development opportunities they would seek for their teachers.  

          The lack of information about professional development was a frustration noted by one 

participant. Participant 9JM vented, “I don’t think there’s enough information out there for 

principals about PD, about the PD that’s available.” He suggested that his school district 

provide a master list of professional development topics to all principals along with a vetted 

list of facilitators and presenters. Further, he wanted administrators to identify their 

professional development needs so a list could be generated detailing the information. The 

purpose of the list would be to identify schools in which partnerships could be formed and 
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the costs associated with the professional development could be shared. This elementary 

principal perceived the lack of information about professional development as being a 

stumbling block in attaining his goal of providing meaning professional growth opportunities 

for his teachers.   

          As previously mentioned, information is used to determine and make sense of current 

conditions. Participants explained how they used information to identify the needs of their 

teachers to grow professionally. In addition, data was used to make informed decisions about 

teaching practices and school improvement goals. The need for more information about 

professional development was also noted. It is clear that participants’ use of information 

influenced their decisions about teacher professional development.  

          Institutional Rules and Culture. 

          The fourth “I”, institutional rules and culture, involves the “structure, culture, standard 

operating procedures, and decision rules of the organization within which decisions are 

made” (Weiss, 1995, p. 576). The institution influences decisions in two ways. First, the 

environment of the institution influences how decision-makers interpret their own interests, 

ideologies and information. Secondly, the institution effects the decision-making process 

such as who is empowered to make decisions and the particular areas in which decisions can 

be made. For the purpose of this study, the “institution” is the principals’ school systems.  

          Participants identified two main areas in which institutional rules impact their 

decisions involving professional development. The first area relates to the level of 

empowerment principals are given to make decisions regarding professional development. 

The school systems in which participants work have required schools to participate in 
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district-level professional development. A tenured elementary principal stated, “District-wide 

PD to me, I’m struggling with that. That one size model doesn’t fit all. I think that it’s been a 

hindrance this year to my teachers” (Participant 11FK). He explained that his district used a 

train-the-trainer model where his instructional coaches were trained and were required to 

present the information at the school level. At his school, the district-wide lessons were 

modified. “We come back and we do what we need for our building” (Participant 11FK). 

Participant 8SO shared a similar experience. Her school used a reading resource that was not 

commonly used within her district. She believed the district-required professional 

development did not align with her school’s needs and explained that she too modified the 

training in order to make it more relevant for her teachers. District-wide requirements had a 

direct impact on the decisions these principals made for their schools. 

          District-wide policies governing professional development were considered too 

restrictive by some participants. Some districts not only mandate when professional 

development should be provided, they also institute protected workdays where principals are 

not to schedule any meetings or professional development for teachers. Participant 35JS 

described a situation where her staff decided to have an outside source come in to the school 

to provide a development opportunity. She was directed to reschedule the professional 

growth opportunity to a day other than a district-protected workday. Participant 7JK, a 

beginning administrator, works in a district where only 10% of the teachers can be out of the 

building at one time. She states,  

That 10% rule is grating my nerves over the last couple of months because I’ve been 

wanting to do some things. I’ve got 26 teachers and 10% is 2.6 teachers…but they do 

let me round up to 3. But I can’t send a whole grade level. 
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Participant 35JS, another beginning principal, agreed that district-level rules governing the 

number of teachers who can participate in professional development on a given day posed a 

problem for her. She explained that she is unable to send a representative from each grade 

level to attend the professional development offering. To her, this would negatively impact 

teacher growth since certain grade levels would not be exposed to the information learned.  

          Optional professional development is provided by some districts while full latitude is 

given to school administrators to identify the professional development needed at the school 

level.  A tenured high school principal explained,  

It’s (professional development) really up to the principal and the school. They do 

support professional development, like they’re doing this new effective teacher 

program which focuses a lot on differentiation and best teaching practices. It really is 

up to the school and so I feel really lucky (Participant 1EM). 

Some districts had a combination of district-required professional development and optional 

site-based professional development. Participant 4MK stated, “We also had waiver days for 

PD that we had to do as part of the waiver the school system did with the state.  Then at the 

school level we’re able to do things…” As demonstrated by these participants, the institution 

can limit the empowerment of principals to make decisions. 

          Finally, budget restraints placed on schools were noted to impact principals’ decisions 

impacting professional development. Participant 4MK, an elementary principal, explained, 

“In years past we’ve struggled trying to put something together…where we could have 

somebody to come in over time because there are no professional development funds. At 

least we don’t have any.” Another elementary principal added,  

You know, we talk about it at SIT (School Improvement Team), you go to your grade 

level and come back with some ideas about what we’re going to do for PD. Here, a lot 
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of times, it’s something that we’re going to get involved in at the county level because 

I can’t afford to go out and buy PD (Participant 9JM). 

This principal stated he wanted to hire professional development facilitators but he was 

prevented from doing so due to the lack of federal, state, and local funding. 

          The decisions school districts make regarding structure, procedures, and policies have 

a direct influence over the participants’ actions involving professional development. 

Principals indicated a level of frustration with required district professional development 

initiatives. Some participants were able to identify their schools’ needs and determine the 

professional development most needed for their teachers. District guidelines restricting the 

days and number of staff members also influenced principals’ decisions. Another factor 

imposed by the institution included the lack of budgeted professional development funds. 

These factors combined influenced principals’ choices concerning professional development.        

          Interactions Between “I’s.” 

          Each decision an individual makes is the result of the interactions between their 

interests, ideologies, information, and the institutional rules and culture. These interactions 

are continuous and those empowered to make decisions wrestle with the degree to which 

each area impacts the choices they make. Participant 4MK made decisions based on an 

interaction between interests and information. This elementary principal stated, “One of the 

things that we do is that we ask teachers, ‘What sort of things are you interested in in terms 

of topics’ but then we look at data” (Participant 4MK). Empowering his teachers to have a 

voice in the identification of learning topics was of interest to him as well as obtaining 

information to support his decisions.  
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          The interaction between information and ideology was exhibited by a tenured middle 

school principal. Participant 12SH possessed information suggesting his teachers were 

experiencing difficulty with the fragmented professional development provided by the 

county. He explained,  

And it ought to be an extension or a connection or something from where you left off. 

For some of them, they (teachers) haven’t had time to master it and then at the end of 

the day or the end of a given time frame, they’re trying to put all these pieces together 

and they may not even connect to one another. But I think there should be an extension 

and a consistency of it. 

The interaction with ideology was exhibited in his belief that professional development 

should be continuous and should make connections to the day-to-day work of teachers. 

Weiss (1995) explained, “The interaction between ideology and information is so continuous 

that the various meanings of the word ‘belief’ can refer to either one…‘I believe that…’ 

signifies an informational premise” (p. 577). For Participant 33CT, her beliefs center on 

collaboration. This beginning principal explained, 

This year we have placed a lot of focus on establishing a collaborative culture among 

our colleagues. I believe it is important for grade levels to work together and build 

relationships where they form bonds of trust. Once trust has been formed, teachers are 

willing to plan and disaggregate data together. This will help all students achieve 

success (Participant 33CT). 

 

The interaction with information is displayed by her desire to disaggregate data to make 

informed decisions.  

          Interactions with ideology and the institution were noted by Participant 35JS. Her 

school district required cultural arts teachers of Kindergartners through twelfth grade to 

attend the same session of professional development. She described her interaction with her 

resource teachers. “They come back from their PDs and sometimes they’re looking at me 
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like, ‘Why did you make me go to that?!’” She stated she felt badly about sending them but 

since it was a district-level requirement, she had no choice.  

          Interactions between interests, ideologies, information, and the institution impacted the 

decisions participants made. Weiss explains, “The interaction is constant and iterative, and 

decision-makers work out the specification of their ideologies and interests in conjunction 

with their processing of information” (1995, p. 577). The “I’s” in the framework impacted 

participants but they each had to determine the degree to which each area impacted the 

choices they made. 

          The findings from this study suggest principals’ decisions relating to professional 

development were influenced by their interests, ideologies, information, and institutional 

rules and culture. Further, the interaction between these elements played a role in the choices 

they made. Weiss’ framework proved useful in interpreting principals’ perceptions of 

effective elements of professional development and their role in facilitating the professional 

development of their teachers. 

          Study Comparisons. 

          Weiss conducted a longitudinal study of twelve high schools located in the Unites 

States to determine how decisions were made. She used the “Four ‘I’s” framework to test her 

theory that individual’s interests, ideologies, information, and the institution to which they 

belong impact decision-making. In this section, I will compare the results of my study with 

Weiss’ study to identify how interests, ideology, information, and the institution influenced 

the participants. I will also describe how the interaction between the “I’s” influenced the 

perceptions of the participants. 
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          Weiss (1995) explains that teachers’ interests impact the degree to which they react to 

new initiatives. Weiss states, “…teachers are likely to resist decisions that require them to 

make drastic changes in the way they teach” (1995, p. 580). This, too, was noted by a 

participant in my study. An elementary principal loading significantly on Factor Three: 

Collaborate explained,  

…the PD we do that is the most relevant is the PD that can be woven into what we’re 

already doing….not in addition to. Because as soon as you talk about one more thing, 

it becomes that one big platter of everything else they’ve got going on (Participant 

7JK). 

Weiss’ study suggested principals “were likely to want decisions that they felt would please, 

rather than annoy, parents with whose complaints they have to deal” (p. 581). My study 

yielded the same results regarding self-interests. Participant 9JM loaded significantly on 

Factor One. He discussed his community and how it expects to see the same form of lessons 

and learning experiences from all teachers on the same grade level. Parents would call the 

school and complain if their third grade child did not get to do the same things of that of a 

neighbor’s third grade child who also attended the school. It was in his best interest to ensure 

his teachers collaborated about all lessons. “We have to be very collaborative. What you’re 

doing in your classroom, I need to be doing in my classroom. It may be some different 

version of it, but if a parent walks in here, they will see it in another room” (Participant 9JM). 

          The ideologies represented in Weiss’ study was the belief that “teachers’ primary 

identification was usually with their department” (1995, p.581). Teachers believed the 

subject they taught was of value to students. This too was noted by participants in my study. 
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Participants 7JK and 9JM were both elementary principals who had high school teaching 

experience. When decisions were made about professional development, they both believed 

it was important to address the specific subject taught. Participant 9JM loaded significantly 

on Factor One. He explained how his district did not provide differentiated professional 

development based on the course taught by the teacher. “There might be 7 courses in Social 

Studies in K-12 but they all lump them together.” Participant 7JK loaded significantly on 

Factor 3 and described the same scenario. She believed the form of professional development 

provided to teachers should address their specific subject and grade level in which they teach. 

          Weiss’ study showed that teachers gleaned information from their colleagues. She 

states, “Finding out what other teachers thought gave them a broader base of information for 

decision-making…” (1995, p. 583). This form of information gathering was described by a 

Factor Two participant. He believed her teachers needed to collaborate in order to learn from 

one another. This elementary principal stated, 

Teachers need to be able to collaborate with each other and talk about what they’re 

learning. They need time to digest what they’ve learned, practice what they’ve learned 

and then have time to come back and look at what they’ve learned, how it has been 

used – Is it working? Is it not? (Participant 11FK).  

Factor Two and Factor Three participants both strongly agreed that professional should 

include time for to collaborate with peers. 

          Although the characteristics of the institution were displayed differently in Weiss’ 

study compared to my study, both investigations exhibited the same result: the rules of the 

institution had a direct impact on decision-making. In Weiss’ study, the school district 

limited the decisions principals and teachers could make. The same held true for my study. 
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Principals were required to enforce district-level professional development for their teachers. 

Participants loading significantly on all three factors noted this institutional influence. 

Participants’ interests, ideologies, and information were subsumed by the institution (Weiss, 

1995). 

Implications 

          In the section below, I suggest possible educational policy changes at the district and 

state level. I will also provide future research suggestions that emerged from the process of 

conducting the study. Finally, I will outline the implications of this study for practitioners in 

public school settings.   

          Implications for policy makers. 

          During the post-sort interviews, participants discussed how local, state, and federal 

policies impact the decisions they make concerning professional development. For these 

principals, changes in policies would enable them to better meet the needs of their teachers. 

The following paragraphs outline suggestions as to how policy makers can improve the 

professional development and growth of educators. 

          In 2011, North Carolina’s General Assembly approved legislation that required all 

public and charter schools to have a minimum of 185 school days or 1,025 hours of 

instructional time allotted within their yearly school calendars (North Carolina Department of 

Instruction, 2012). This was an increase from 180 days or 1,000 hours of instructional time. 

The North Carolina State Board of Education implemented a waiver system allowing school 

districts to request the use of up to five instructional days for teacher workdays to focus on 

professional development on the Common Core and Essential Standards (North Carolina 
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Department of Instruction, 2012). While participants viewed the designated professional 

development days as a positive step, principals indicated more time is still needed to provide 

professional development to build upon and strengthen teacher capacity. Policy makers at the 

state and local levels could examine their existing calendars to determine the need for more 

time for professional development. 

          Several participants cited frustration with certain policies governing professional 

development established by their school district. One school district restricts the number of 

teachers who can be absent from the classroom during instructional times. This is based on a 

percentage of the total number of teachers employed at a school. The implementation of a 

waiver process could also be considered to provide principals flexibility in meeting the 

unique professional development needs of their schools. Policy-makers at the district level 

should closely examine current policies and procedures to determine if they are a hindrance 

to the professional growth of principals and teachers.  

          Some district-level policy makers require an entire school system to participate in 

district-wide professional development. In these sessions, all principals and teachers were 

required to learn the same content. While best teaching practices can be applied at any level, 

district-level required professional development may not meet the needs of each school. 

Since a limited number of days each school year is specifically designated for professional 

development, district-level policy makers should review current policies governing 

professional development to determine if the “one size fits all” model is beneficial to 

principals and teachers.  
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          One final area of concern pertained to school finances and restrictions in using 

available funds. Several participants from various school systems reported a lack of 

professional development funds. They reported having to rely on professional development 

provided by their school district, even when the district professional development was not 

perfectly aligned with their school needs. For those who had federal funds, stringent 

guidelines were imposed preventing principals from utilizing the money in a way they 

believed would positively impact the professional growth of teachers.  Local, state, and 

federal policy makers should review budget allocations and procedures to determine their 

effectiveness on the professional growth of educators. 

          Implications for researchers. 

          In this section, I will discuss the use of Q-Methodology as a method for obtaining data 

in the field of education. As I conducted my research, conversations and new ideas emerged 

that was outside the scope of my study. I will use these conversations and ideas to outline 

possible future research studies.  

          Q-methodology was an appropriate method to utilize in answering the research 

questions. This method was an effective way to understand the participants’ subjective 

opinions about professional development. Several participants stated they enjoyed the 

experience of completing the Q-sort and they found the experience to cause them to reflect 

upon their current practices. The combination of quantitative data yielded from the Q-sorts 

and qualitative data obtained from post-sort interviews provided me a clearer understanding 

of administrator’s perceptions.  
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          The post-sort interviews generated in-depth discussions and ideas about professional 

development and how educators respond to professional growth. These topics may guide the 

following research studies pertaining to professional development: 

 Researchers could expand upon this study to include participants throughout the 

United States and other countries to determine if regional influences impact the 

perceptions of principals. For some principals in this study, their decisions were 

impacted based on the district in which they worked.  

 A Q-Method study could be conducted using different Q-sort statements about 

professional development. With the shift to more on-line forms of learning, 

statements could be written specifically addressing elements of on-line 

professional development. While some of the statements used in this study could 

apply to on-line professional development, they were not specifically designed to 

address the topic.  

 Using the same Q-sort statements, principals could sort the cards from the 

perspective of what they would want in a professional development. Several 

participants mentioned their frustration with the forms of professional 

development they received. Collecting this information would benefit district-level 

leaders responsible for the professional growth of principals.  

 Using the same Q-sort statements, researchers could invite principals and teachers 

from the same school to complete the Q-sort. Comparing the perspectives of the 

principal and teachers could assist principals in providing the forms of 

professional development that are most meaningful to them. 
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 Researchers could study the impact of district-level policies on the professional 

development and growth of both teachers and principals. The institution plays a 

defining role in how educators perceive and relate to professional development 

opportunities. The results could be used by local and state level leaders to make 

policy changes that will improve the professional growth opportunities for 

educators.  

 Researchers could study the differences of perceptions about professional 

development between elementary and secondary school teachers. Several 

participants discussed the need for professional development to be subject-

specific. Two participants identified a possible difference in the form of 

professional development preferred by elementary and high school teachers.  

 Weiss’ framework suggested the Institution subsumes the decisions made based on 

an individual’s interests, ideologies, and interests. Researchers could view the 

university as the Institution to determine the impact universities have on 

principals’ preparation programs. Are universities preparing students in leadership 

programs to be effective administrators? 

 55% of the participants in this study had zero to four years of experience as a 

principal. 35% had five to nine years and 10% had ten to fourteen years of 

experience. Researchers could study the impact of professional development to 

determine if there is correlation between principal preparation and development 

and principal retention.  
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          Implications for practitioners. 

          Public school teachers and principals in North Carolina are experiencing several 

changes within the education system. The national Common Core curriculum is being 

implemented during the 2012-2013 school year and new accountability measures are being 

adopted. There is new teacher evaluation criterion based on student achievement and a new 

system of grading schools is being considered at the state level. In addition, a new school 

calendar is being implemented requiring more instructional time. How will these changes 

impact teacher professional development?  My research has illuminated possible implications 

for practitioners regarding professional development. 

          Bredeson (2002) suggests principals are the gatekeepers of professional development 

within their schools. If this is the case, principals need to be educated on selecting the best 

forms of professional development to increase teacher capacity. Grogin and Andrews (2002) 

proffer, “…the school principal is a key lynchpin between teacher development and school 

improvement” (p. 249). Following this logic, it stands to reason that district-level 

practitioners should establish plans to ensure principals attain quality professional 

development in determining the needs of their teachers and schools. Once the needs have 

been determined, principals may need assistance in the obtaining resources to implement the 

desired professional development.  

          School districts should provide differentiated professional development to meet the 

needs of principals at all career stages. In a 2008 study conducted by Patten, principals 

reported less personal implementation of training teachers on utilizing achievement data, less 

teacher implementation of instructional best practices, and less modeling of instructional 
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strategies than principals with more than three years of experience. How are principals 

expected to help increase teacher capacity if principals have not been taught the necessary 

processes? Differentiated professional development for administrators was desired by many 

participants. District-level leaders might consider their request.  

          North Carolina’s public school system has faced budget declines in recent years (North 

Carolina Department of Public Instruction, 2012). As school budgets become tighter and 

tighter, participants voiced concerns about being able to provide quality teacher professional 

development aligned with school needs. Principals may need to consider partnering to 

combine resources to support professional development initiatives. One participant suggested 

creating a master list of schools within their district and their respective focus of professional 

development. This would enable the potential for administrators to contact one another to 

gain more information or to form a partnership.   

          Participants strongly believed that professional development should sustain a focus 

over time, expose teachers to actual practice as opposed to descriptions of practice, 

concentrate on curriculum and instruction, and provide opportunities for teachers to 

collaborate with one another. These are only the perceptions of a small group of principals, 

thus district level supervisors would be wise to learn the interests and ideologies of those in 

their employ. This, coupled with information about their administrators, would allow them to 

provide more effective models of professional development for school administrators.  

Conclusion 

          This study sought to investigate principals’ perceptions of effective elements of 

professional development, why principals perceive professional development the way they 
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do, and their perceptions of their role in facilitating the professional development and growth 

of teachers to impact student learning. This journey began with a summary of the literature. 

Guskey (2000) claims, “Never before in the history of education has greater importance been 

attached to the professional development of educators” (p. 3). In most cases, the principal is 

responsible for providing opportunities to promote professional growth (Hawley & Valli, 

1999). Several elements of effective professional development were noted by researchers. 

According to Blase and Blase (1998), Easton (2008), Elmore et al. (1996), Fullan and 

Hargreaves (1996), Joyce and Showers (2002), Militello et al. (2009), and Sykes (1999), 

professional development focuses on curriculum and instruction and instructional strategies. 

Researchers also noted the importance of forming collaborative cultures within the school 

and to provide time for teachers to collaborate with their peers (Easton, 2008; Elmore et al., 

1996; Fullan & Hargreaves, 1996; Guskey, 2000; Joyce & Showers, 2002; Little,1999; 

Mathes, 2008; Militello et al. 2009; Patten, 2006; Schmoker, 1999; Trehearn, 2010). Another 

important element identified was the need for professional development to sustain a 

consistency of focus over time (Caldwell, 1986; Cardno, 2005; Easton, 2008; Elmore et al., 

1996; Fullan & Hargreaves, 1996; Guskey, 2000; Mathes, 2008; Militello et al., 2009; 

Peterson, 2002; Schmoker, 1999; Trehearn, 2010). Finally, Easton (2008), Fullan and 

Hargreaves (1996), Guskey (2000), LaPointe and Davis (2006), Mathes (2008), Schmoker 

(1999), and Trehearn (2010) believed that effective professional development links directly 

with day-to-day work in real schools and classrooms. Other effective elements were 

discussed and research results were presented in the review of literature in Chapter 2. 
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          Q-methodology was the research design employed to understand the research 

questions. Q-methodology is a mixed methods research approach used to scientifically 

examine and quantify human subjectivity (Militello & Benham, 2010). A set of 34 statements 

about professional development were culled from the literature and participants were asked 

to sort the statements, in a forced distribution, based on their perceptions. A post-sort survey 

was conducted to glean demographic and perceptual data. The sorts were then factor 

analyzed; there were three factors identified through the factor analysis phase of research. 

After the factors were determined, post-sort interviews were conducted with participants who 

loaded significantly on one of the three identified factors. Both qualitative and quantitative 

data were used to answer the research questions. 

          The findings revealed three factors. 47% of the participants loaded significantly on 

Factor One: Sustained Over Time. Participants believed professional development should 

sustain a consistency of focus over time, expose teachers to actual practices than to 

descriptions of practice, focus on curriculum and instruction, link directly with day-to-day 

work in classrooms, and is relevant to the learners. They strongly disagree that State and 

National conferences and Professional Learning Community book studies are effective forms 

of professional development.  

          Seven participants loaded significantly on Factor Two: Collaboration and Follow-Up. 

Principals strongly agreed that professional development included time for teachers to 

collaborate with peers, sustain a focus over time, provide follow up and support for the 

transference of learning, focus on reflection, and provide constructive feedback on 

instructional practices. This group of administrators did not feel grade level professional 
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learning communities and partnering with sources outside of the school were effective 

professional development practices.  

          Eight participants loaded significantly on Factor Three: Collaborate. Administrators 

strongly agreed that effective elements of professional development involved establishing a 

collaborative culture among colleagues, providing time to collaborate with peers, focusing on 

instructional strategies, linking directly with day-to-day work in classrooms, visiting other 

schools, and providing follow up and support for the transfer of learning to the school or 

classroom. Participants placed statements dealing with university courses, book studies, the 

inquiry process, State and National conferences, and all-day or multiple sessions over an 

extended period of time on the “strongly disagree” side of the continuum.  

          These findings offer insights into the body of literature on professional development. 

Some elements of professional development identified within the literature were confirmed 

through this study. One common belief was that it should maintain a consistency of focus 

over time. Participants also believed professional development should be differentiated based 

on the needs of the individual and the school. Providing time for teachers to collaborate with 

peers and establishing collaborative cultures were important to participants. Another element 

agreed upon was the desire for professional development to emphasize teaching and learning, 

the curriculum, and instructional strategies. There was a difference of opinion between the 

literature and the beliefs of participants. Some participants valued partnerships with sources 

outside the school while others did not. Some believed professional development should be 

primarily school-based as opposed to district-base; others did not. Finally, Factor Three: 
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Collaborate participants believed visiting other schools and teachers was a valuable 

experience yet Factor One: Sustained Over Time strongly disagreed with this practice.  

          The study findings also offer insights into Weiss’ conceptual framework. Participants’ 

interests, ideologies, and information played a large role in the decisions made concerning 

professional development. The institution, which for the participants was the school district, 

subsumed the interests, ideologies, and information. Decisions were made based on the level 

of authority and resources provided by district level leaders.  

          In the end, there are three major lessons gleaned from this study. First, previous 

experiences impact principals’ perceptions of professional development in profound ways. 

The sum of their experiences will influence the decisions they make regarding the content 

and context of professional development for teachers. Second, three forms of professional 

development influence educators: professional development at the school level, university 

course work, and conferences. Administrators believed effective professional development 

did not include university course work and conferences but instead, was influenced more by 

the collective experiences of colleagues at the school level. Finally, the fourth “I”, the 

institution, subsumes the principals’ interests, ideologies, and information. The institutional 

rules and culture determine the level authority administrators have to make decisions. As 

Weiss explains, “As important as values, interests, and knowledge are in the decision-making 

process, they take tangible shape within the context of the organizations in which living 

individuals work and live” (1995, pp. 578-579).  
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Epilogue 

          After collecting the data from the 34 participants, I completed the Q-sort to more 

closely examine my own perceptions of professional development. Like the participants, my 

previous experiences played a part in forming my beliefs. The highest and lowest placed 

cards in the sort are detailed in Table 5.1. 

Table 5.1 

Researcher’s High-Positive and High-Negative Statements 

Score Cards Statements 

+4 13 Effective professional development focuses on curriculum and 

instruction. 

+4 23 A prerequisite of effective professional development is that one must 

have good reason to believe that the change being introduced is itself 

of value. 

+3 12 Effective professional development includes follow-up and support 

for transfer of learning to the school or classroom. 

+3 20 Effective professional development exposes teachers to actual practice 

than to descriptions of practice. 

+3 21 Effective professional development focuses on instructional strategies. 

-3 6 State and National conferences are an effective form of professional 

development. 

-3 7 Professional Learning Community book studies are an effective form 

of professional development. 

-3 30 Professional development should be primarily school based and 

integral to school operations. 

-4 19 Effective professional development is primarily school-based as 

opposed to district-based. 

-4 24 Effective professional development involves professional learning 

communities with sources outside of the school. 

 

          I believe an effective element of professional development is focusing on curriculum 

and instruction. Teachers need to have a deep understanding of the content they teach and 

should be able to deliver that knowledge to students in meaningful ways. Professional 

development for teachers should focus on instructional strategies to aid teachers in helping 
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students learn. In my opinion, teachers must have good reason to believe the proposed 

change is of value to them. I feel if it has value to them, teachers would be more motivated to 

learn and implement new ideas. Once the professional learning has taken place, follow-up 

and support are needed to ensure teachers transfer what was learned to the classroom setting.  

          In the past, I have experienced outstanding professional development that was a 

district-wide initiative. It maintained a consistency of focus over time and was very 

meaningful to me. For this reason, I do not agree that professional development should 

primarily be school-based; I placed this statement in -4 column. I placed statement 24, 

“Effective professional development involves professional learning communities with 

sources outside of the school” in the -4 column not because I do not feel it is possible, but 

that I have never worked with a professional learning community with outside sources. I can 

see where this statement might be placed higher on the continuum for principals who have a 

strong network of colleges and universities in close proximity to their schools.  

          I have had the misfortune of participating in professional learning community book 

studies as an assistant principal and principal. Sadly, I have also been the culprit of 

facilitating a poorly developed book study. While interesting observations were made and 

lively conversations were had, it did little to impact my professional growth or that of my 

teachers. Further, the book studies certainly did not contribute in any way to student learning. 

For the above mentioned reasons, I placed statement 7 in the -3 column.  

          The most difficult card for me to place was statement 6, “State and National 

conferences are an effective form of professional development.” I also placed this statement 

in the -3 column. I believe State and National conferences are an excellent source of subject-
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specific content knowledge and instructional strategies. I feel conferences also provide 

opportunities for teachers to collaborate with others in their field from similar and differing 

school communities. As an administrator, I do not attend conferences with my teachers due 

to budget restraints. Since I am not present, I do not have a first-hand account of what my 

teachers learned. Therefore, it is very difficult for me to provide follow-up support for the 

transfer of knowledge to take place. In addition, district policies governing the number of 

teachers that can be out of the building prevent vertical representation from my school. These 

reasons combined caused me to strongly disagree with statement 6.  

          Figure 5.1 details the formation of my sort. 

 

Strongly Disagree Neither Agree Nor Disagree Strongly Agree 

-4 -3 -2 -1 0 +1 +2 +3 +4 

19 6 4 1 5 2 8 12 13 

24 7 11 9 15 3     18 20 23 

 30 16 14 28 10 22 21  

  17 27 31 26 25   

   34 32 29    

    33     

         

Figure 5.1 Researcher’s Sort 
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          I consider my role in facilitating the professional growth of my teachers involves the 

identification of the needs of individual teachers and the school as a whole. Perceptual, 

demographic, process, and achievement data are analyzed by all staff members and school-

wide plans are created as a team. While I enjoy presenting professional learning topics, I do 

not always deliver the content. The reason for this stems from my teaching background in 

music. I realize I am not the subject-matter expert on all topics and I encourage those who 

have more knowledge in a given area to take on leadership responsibilities by presenting  

information to and working with my teachers. I also consider my role requires me to motivate 

my teachers to be the best they can be. There is always room for improvement and I model 

this on a daily basis. Complacency is harmful to teachers and ultimately, students. I must 

encourage my teachers and provide structures of support to continuously promote their 

professional growth and development. I realize that the quality of the teacher is the main 

predictor of how well students will perform academically. 

          No two principals sorted the statement cards identically indicating no two principals 

perceived professional development the same way. Even though there were differences 

among their perceptions of effective elements of professional development, all principals had 

a genuine desire to take an active role in the professional growth of teachers. Darling-

Hammond (2010) reminds us, “If students are to be expected to achieve high standards, it 

stands to reason that educators must meet higher standards as well” (p. 302). Principals can 

help teachers meet these higher standards by implementing effective elements of professional 

development.   
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Appendix A: Literature Review Table 

 

Castleberry, E.A. (2010). Influences of professional development on teachers and teacher    

     retention: Perceptions of teachers and professional development administrators (Doctoral  

     dissertation). Available from Dissertations and Theses database. (UMI No. 3425891) 

Literature Typology Dissertation 

Research Questions 1: How do teachers and administrators who engaged in the 

professional development process describe their experience with 

effective professional development in relationship to the 12 North 

Carolina Professional Development Standards? 

 

2: Do teachers and administrators believe there is relationship between 

effective professional development and attrition? 

Research Design Qualitative: Ideographic Case Study 

NC public school teachers, administrators, and professional 

development administrators; open-ended interviews consist of five 

teachers (n = 5); five professional development administrators (n = 5) 

 

An online survey of teachers (n=366) and professional development 

administrators (n=33) 

Main Findings 1: Administrators expressed increased confidence in the 12 standards 

being met by teachers as they increased in age. The administrator 31 to 

40 age group notes the lowest agreement that teachers know the 

standards. Administrators in the youngest group had less than a 70% 

agreement for seven standards: design, collaboration, learning 

communities, learning, equity, and resources. This group’s response 

supports the need for more teacher oriented professional development 

and support especially in the first five years of teaching. Teachers 

agree that data-driven professional development has been shown to 

improve the learning of all students using disaggregated student data 

to determine adult learning priorities, monitor progress and help 

sustain continuous improvement. 

 

2: The administrators (87%) agreed there is a relationship between 

quality professional development and teacher attrition. Teachers 

(81%) agree a relationship exists between effective professional 

development and teacher attrition. Teachers and administrators agree 

on concepts, but not necessarily on implementation. 

 

Cornell, T.G. (2008) A comparison between teacher and principal perceptions on the  

     characteristics of effective instructional leaders within the context of professional  

     development (Doctoral dissertation). Available from Dissertations and Theses database.  

     (UMI No. 3324156) 
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Literature Typology Dissertation 

Research Questions 1. What are the perceptions of teachers toward their principals on the 

characteristics of effective instructional leaders? 

 

2. How do principals’ perceptions differ from those of their teachers? 

Research Design 169 surveys from teachers and principals in public schools (grades K-

12) in a suburban area of a large, Midwestern city: participants had to 

have had at least 2 years of experience within their current school 

 

Instrument: National Staff Development Council survey- permission 

granted to use survey in this study 

Independent two-sample t-tests were used as well as one-way analysis 

of variance 

Main Findings The purpose of this student was to compare teacher and principal 

perceptions on the characteristics of effective instructional leaders 

within the context of professional development.  

There was a statistical difference between the teachers’ perceptions 

and principals’ perceptions: Did the administrator involve the faculty 

in planning and implementing high-quality professional learning for 

the school by stating clear expectations for faculty implementation of 

new strategies while creating a system of follow-up to support 

implementation of new strategies. 

There was a statistical difference between teachers and principals: 

Does the administrator model continuous improvement and 

professional learning by stating publicly personal professional learning 

goals, practicing new strategies, and asking for feedback from the 

faculty. 

Teachers rated principals lower on every level of experience except 

for those with 16 or more years of experience.  

The size of the district had an impact on perceptions as well as gender 

of participants. 

Keith, D. L. (2008) Principal desirability for professional development. (Doctoral  

     Dissertation). Available from Dissertations and Theses database. (UMI No. 3312180) 

Literature Typology Dissertation 

Research Questions 1. How do principals rate their desirability for PD as it relates to 

meeting the high stakes accountability of the No Child Left 

Behind Act? 

2. Are differences in a principal's desirability of PD related to 

differences in experience level of the principal, school level, the 

percentage of minority children, the percentage of children with 

disabilities, the percentage of children with limited English 

proficiency, the percentage of children in poverty within the school's 

population, the school's current Title 1 funding status and the 
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school's current AYP accreditation? 

3. How do principals rank their desirability for PD as it relates to 

meeting the high stakes accountability of the NCLB? 

Research Design Exploratory and descriptive with surveys; Principals from Virginia 

Main Findings Principals reported they want their schools to be held accountable 

however, previous levels of  pre-service and in-service training to 

assess student performance did not prepare them to meet the demands 

of a high-stakes testing environment. 

 

1 and 3.The top three highest ranking statements for PD desirability 

were: (1) Ensuring that my teachers are trained in research-based 

instructional methods (2) Raising the achievement levels of students 

with disabilities (3) Raising the achievement levels of students living 

in poverty. The three lowest scoring statements were: (1) Visualizing 

the future of my specific learning community while meeting the 

adjustment needs of my community (2) Redesigning my school in 

order to increase my school’s effectiveness (3) Preparing for sudden 

increases in my student population as my school’s effectiveness 

increases. 

 

2. There were 5 statements that were statistically significant. (1) 

Redesigning my school in order to increase my school's 

Effectiveness- Principals at the elementary level indicated a stronger 

desirability for PD training in this area than did principals at the high 

school level.(2) Preparing for sudden increases in my student 

population as my school's effectiveness increases. Differences were 

found between elementary and middle school levels (3) Raising the 

achievement levels of students with disabilities. Differences were 

found between elementary and middle school levels (4) Understanding 

data-driven decision making. Differences were found between middle 

and high school (5) Visualizing the future of my specific learning 

community while meeting the adjustment needs of my community 

found differences between middle and high school 

 

2B: (1)Providing core reading knowledge to novice teachers who 

did not get this training in college- Principals with 11-20 years of 

experience indicated a stronger desirability for PD training in this area 

than did principals with 1-5 years of experience. (2) Coaching and 

guiding teachers in the continual improvement of their educational 

knowledge and practice. Principals with 1-5 years of experience 

indicated stronger desirability for PD training in this area than did 

those principals with 20+ years of experience. (3) Engaging the public 

in my school reform efforts.  
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Leeds, A. (2008). Suffolk county elementary principals’ perceptions of their needs for  

     professional development in instruction leadership (Doctoral dissertation). Available from  

     Dissertations and Theses database. (UMI No. 3345754) 

Literature Typology Dissertation 

Research Questions What do Suffolk County elementary principals perceive as their 

professional development  needs? (focused on setting a vision, mission 

and goals, monitoring curriculum and instruction, supervising and 

supporting staff and teaching, and developing social capital) 

Research Design Survey and ANOVA; N=69 

Main Findings Domain 1: Establishing a vision, mission, and goals: 

The questions receiving the highest mean scores were related to 

instruction, curriculum, and school improvement. The questions 

receiving the lowest mean scores are related to management 

behaviors, compliance, and the interpersonal skills of the principal 

 

Domain 2: monitoring curriculum, instruction and student progress: 

The highest mean score was for “Evaluate assessment programs.” The 

lowest mean score was for “Establish high expectations.” This domain 

received the highest mean scores indicating the greatest for principals 

to develop these skills. 

 

Domain 3: Supervising and supporting staff and teaching: 

The highest mean scores were for “Establish high performance 

standards for teachers” and “Assist teachers in improving classroom 

instruction.” The lowest mean scores are aligned with skills that would 

be considered interpersonal in nature.  

 

Domain 4: Developing social capital: The highest mean was for 

“Design collaborative processes with constituencies.” The lowest 

mean was for “Develop relationships between students and teachers.” 

Principals with the least years of experience had the highest mean 

score in Domain 1.Male respondents rated their need for professional 

development  higher than females. 

 

Domains involving instructional practice and instructional leadership 

ranked higher in need than did domains involving managerial type 

behaviors. 

Mathes, M. (2008). A study of two school districts’ practices in providing professional  

     development for principals (Doctoral dissertation). Available from Dissertations and  

     Theses database. (UMI No. 3381806) 

Literature Typology Dissertation 

Research Questions This study sought to investigate what support the district-level 

administration provides to principals in order for them to manage the 
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instruction of students effectively and to establish 

learning environments in a standards-based reform setting. 

Research Design Qualitative- multiple case study of two school districts – mainly used 

open ended interviews 

 

Two districts were selected. At each site participants were broken into 

two subgroups: district-level administration and building principals. 

Main Findings Greenhill District: During the 2005-2006 school year, the 

superintendent increased professional development for certified and 

classified employees (p. 48). Professional-development activities for 

principals in the Greenhill School District took place on five fronts: (a) 

district initiated meetings, (b) professional-development funds, (c) 

books studies, (d) emerging administrator mentoring, and (e) 

evaluations. (p. 55) PD for principals started with a shift in 

conversations from management to instructional leadership.  

A combination of district-level administrators provided professional 

development to principals on key issues in buildings, for example 

providing training on decision-making techniques, and creating a 

system-wide commitment to teaching and learning. Professional 

development for principals was about the teachers. It was about 

providing professional development to principals so they could be 

instructional leaders for their teachers.  

 

Blue Mountain School District: Professional-development activities 

for principals in the Blue Mountain School District took shape through 

(a) district initiated meetings, (b) professional-development funds, (c) 

books studies, (d) emerging administrator mentoring, (e) evaluations.  

 

Moore, S. (2008). Assessing the professional development needs of principals and leaders in  

     PreK-12 educational settings (Doctoral dissertation). Available from Dissertations and  

     Theses database. (UMI No. 3333575) 

Literature Typology Dissertation 

Research Questions 1: How can a Kaufman-type needs assessment be modified to 

gather more useful information about the PD needs of principals? 

 

Research question 2: What does the needs assessment process 

developed in this study reveal about the PD needs and priorities of 

principals and leaders in one specific PreK-12 urban school district? 

Research Design Mixed-Method= Surveys,  focus groups, scattergrams 

Main Findings Principals indicated that PD on best practices for teaching and 

curriculum is important to them as is use of data to drive change, and 

leading change. Also high on the list of priorities is PD on leading 

teachers, including supervision and development of teachers, 
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interpersonal skills and working with union representatives.  

 

Do the modifications of the Kaufman needs assessment model make a 

difference? Yes, in several ways. Using Importance and Priority 

questions in this study provides two ways of gauging leader’s 

assessment of their PD needs: it also allows the use of the scattergrams 

and thus provides a visual that is not available using the Kaufman 

model. 

 

The administrators in this study said the skills they need mainly 

concern instructional leadership, use of data to drive change, leading 

change, leading teachers and interpersonal skills. Skill at changing 

attitudes, leading a change process, sustaining innovation and change, 

using best practice, motivating teachers and others, providing 

professional growth, and balancing leadership and managerial tasks 

top the list of High Gap-High Importance or High Priority preferences.  

 

Patten, T.D. (2006) Principals’ perceptions of their professional development  

     implementation for sustained change (Doctoral dissertation). Available from Dissertations  

     and Theses database. (UMI No. 3293966) 

Literature Typology Dissertation 

Research Questions Is there a relationship between: (1) principals’ years as an 

administrator and implementation of PD for data-driven decision 

making and collaborative reform? (2) the levels of principals’ 

assignments (elementary and secondary) and implementation of PD 

for data-driven decision making and collaborative reform? (3) the 

lengths of a principals’ tenure at his/her present school and 

implementation of training for data-driven decision making and 

collaborative reform? (4) gender and principal implementation of PD 

for data-driven decision making and collaborative reform? (5) type of 

master’s degree (e.g., Educational Leadership, Administration and 

Supervision, other) and principals’ implementation of PD for data-

driven decision making and collaborative reform? (6) principal 

licensure and implementation of PD for data-driven decision making 

and collaborative reform? (7) a combination of principal demographic 

variables and implementation of PD for data-driven decision making 

and collaborative reform? (8) between a combination of principal 

demographics and implementation of PD for sustained change? 

 

Research Design Mixed Method- web survey with open and closed-ended questions, 51 

Florida principal respondents; Qualitative interviews with 5 Florida 

principals; Quantitative Data were analyzed for patterns and themes, t-

tests were used 
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Main Findings 1. There were significant differences between principals with less than 

three years of experience and those with more than three years of 

experience in the implementation of four data driven measures. 

Principals with less than three years experience reported less personal 

implementation of training the staff on student achievement data, less 

teacher implementation of instructional best practices, and less 

modeling of instructional strategies than principals with more than 

three years experience. Principals with less than three years experience 

believed less overall data-driven implementation was occurring at 

their school. 

 

2. Elementary principals reported greater implementation of analysis 

of student work than did secondary principals; reported higher means 

of implementing the use of diagnostic tools than secondary principal 

and reported more belief of the use of data at their schools than did 

secondary principals; reported developing partnerships, coalitions and 

networks with families, businesses, and community to support school 

learning goals than did secondary principals; reported a greater mean 

of the majority of staff having the opportunity to work together; 

reported greater means of examining school goals to link instruction to 

student achievement than secondary principals. 

 

3 and 4. There were no statistically significant findings for tenure in 

data-driven implementation. No significant differences between males 

and females for data-driven decision making and collaborative culture 

implementation. Male principals in this Florida district reported a 

greater mean of meeting more outside of professional development 

workshops to improve professional learning than female principals. 

 

5 and 6. No significant differences were found  

 

7. Elementary level was the greatest predictor for data-driven decision 

making. For collaborative culture implementation, three significant 

predictors were identified. FELE licensure was the greatest predictor, 

followed by male gender, and elementary level. Male principals 

reported more implementation of collaborative cultures than female 

principals. Elementary principals reported more implementation of 

collaborative cultures than secondary principals. Neither years of 

experience, principal tenure, and type of master’s degree were 

significant predictors of collaborative culture implementation. 

 

8. For sustained change, the greatest predictor was FELE licensure 

followed by years of experience, elementary level, and the male 
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gender.  

Starnes, S. (2011). Professional development for teachers: Perceptions of northeast  

     Tennessee principals (Doctoral dissertation). Available from Dissertations and Theses  

     database (UMI No. 3476285) 

Literature Typology Dissertation 

Research Questions 1.  What is the correlation between: the size of the school and the 

principals’ perceptions of how comprehensive, sustained, and 

intensive PD is implemented at the school level? (2) the size of the 

school and the type of support that is used to implement the PD plan?  

 

3.  Is there a significant difference between: the principals’ perception 

of how comprehensive, sustained, and intensive PD implemented at 

the school level and their perception of the type of support that was 

used to implement the PD plan? (4) perceptions at the elementary and 

secondary school levels concerning how comprehensive, sustained, 

and intensive PD is implemented? (5) perceptions at the elementary 

and secondary school levels concerning the type of support that is used 

to implement the PD plan? 

Research Design 124 principals (78 elementary, 18 middle, 23 high, 5 other) in 19 

school systems in northeast Tennessee (Public schools only 

); Pearson correlation coefficient was computed to test the 

relationships in research questions 1 and 2. A paired-samples t test 

was used for question 3. An independent-samples t test was used for 

questions 4 and 5.  

 

Survey from Learning Forward was the instrument used:  forced-

choices, Likert-type scale 

Main Findings The purpose of this study was to determine how 214 principals of 

schools within 19 school districts in upper East Tennessee perceived 

their PD programs when compared to Learning Forward’s revised 

definition of PD. According to the revised definition PD is to be 

comprehensive, sustained, and intensive in nature for the improvement 

of teachers’ and principals’ effectiveness in raising student 

achievement. 

 

1, 2, 5.  The null hypothesis was retained. 

  

3.  The results indicated that the mean score for comprehensive, 

sustained, and intensive PD was not statistically different from the 

mean score for the type of support that was used  to implement the 

professional development plan 

 

4.  Elementary school principals reported significantly higher scores 
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for regarding comprehensive, sustained, and intensive professional 

development than did secondary school principals  

 

Trehearn, M. K. (2010). Practicing what we teach: Effective professional development for  

     educators (Doctoral dissertation). Available from Dissertations and Theses database.  

     (UMI No. 3398889) 

Literature Typology Dissertation 

Research Questions What are the similarities and differences between administrators’ and 

teachers’ perceptions of necessary components for effective PD for 

educators? 

Research Design Phenomenographic Qualitative study of three public Nebraska 

secondary schools; Researcher interviewed and surveyed 3 

administrators and 10 teachers; researcher observed one PD session 

provided at each site. 

Main Findings The four emerging themes common to the topic of professional 

development are: 1) Teachers and administrators believe 

professional development responsibilities need to be shared; 2) 

administrator and teacher roles in professional development impact its 

effectiveness; 3) teachers and administrators believe forethought and 

preparation are vital to professional development successes; and 4) 

teachers and administrators believe professional development 

effectiveness is not dependent upon expenditures. 

 

Principals should be involved in : 1) identifying current issues and 

trends in education of interest to the professional teachers, 2) 

supplementing independent teachers’ strengths, and 3) recognizing 

and providing education for diverse instructional strategies and 

various learning styles.  

Williams, D. (2008). Principals’ professional development: perceptions of the effect  

     professional development has on improving student achievement (Doctoral dissertation).  

     Available from Dissertations and Theses database. (UMI No. 3348557) 

Literature Typology Dissertation 

Research Questions 1. What PD activities do principals engage in to promote and support 

student achievement efforts? (2) From the principals’ perspectives, 

how well do these PD activities enhance their impact on student 

achievement? (3) From the principals’ perspectives, in what ways do 

these PD activities promote and support student achievement efforts of 

principals? (4) What is needed to improve district PD activities in 

order for principals to lead schools to increase student achievement? 

Research Design Mixed-method: Case study and survey 

Main Findings 1. A total of 42 professional development activities were identified 

from the survey results. The PD activities that principals attended 

included: 1. conference, 2. single workshop, 3. university course, 4. 
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on-line, 5. academy, 6. action research, 7. visitation/observation, 8. 

retreat, and 9. peer training 

 

2: The categories with the highest mean for usefulness of activity are 

academy, action research, and retreat. 

 

3. Several themes emerged from the data such as:  caution in 

implementing strategies, reading as PD, assessing instruction, 

management, data analysis, Diversification, stakeholder involvement, 

focusing on the whole child, creating the whole team approach to 

create a positive school climate, empowering others to be leaders, 

conducting research as a proactive self-learner, getting others involved 

in analyzing data, getting teachers to discuss data and student 

achievement, and accountability 

 

4: three themes: responsiveness to principal need and preference for 

professional development activity, the focus on confidence in the job, 

and observing other principals at their schools. 

 

North Carolina Teacher Working Condition Survey. (2012). Retrieved from  

     http://www.ncteachingconditions.org/reports/ 

Literature Typology Empirical 

Research Questions Various questions in the following categories: Demographics, Time, 

Facilities and Resources, Teacher Leadership, School Leadership, 

Overall, Principal Mentoring, 

Research Design 2012 NC Teacher Working Condition Survey yielded an 86.22% 

response rate.; Principals n= 1755 

Main Findings Teachers have time available to collaborate with colleagues. 6% 

strongly disagreed, 22% disagreed, 51% agreed, 20% strongly agreed 

In an average week, how much time do you devote to the following 

activities during the school day: 

Collaborative planning time: most less than one hour 

Professional Development: 7.5% none, 51.7% >= one hour, 31.9% < 

one hour but <= 3 hours, 6% >3  but <= 5 hours, 1.9% > 5 hours but 

<= 10 hours, 1% more than 10 hours per average week. 

Indicate the role teachers have in determining the content of in-service 

PD programs (from teacher’s perspective): 14.5% none, 31.6% small 

role, 37.8% moderate role, 16.1% large role 

http://www.ncteachingconditions.org/reports/
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PD enhances teachers’ abilities to improve student learning. 2010 

there were 89.2% who agreed with the statement. In 2012, there were 

87.2% who agreed with the statement.  

 

Jorgensen, M. A., & Hoffman, J. (2003). History of the no child left behind act of 2001   

          (NCLB). (Assessment report). Retrieved from http://www.pearsonassessment.com 

Literature Typology Conceptual/ Historical 

Research Questions What is the history of NCLB and what are its effects on schools? 

Research Design N/A 

Main Findings NCLB ushered in a new era of accountability. States were required to 

establish assessments and all groups of students were required to meet 

standards. Schools and school systems were given more latitude in 

using federal funds to retain teachers, provide professional 

development, and to utilize technology to support student learning.  

 

Barth, R. S. (1986). Principal centered professional development. Theory into practice 25(3),  

     156-160. 

Literature Typology Conceptual 

Research Questions 1. Under what conditions will principals become learners? 

2. Under what conditions will principals assume major responsibility 

for their own learning? 

3. What conditions will principals devise to encourage and support 

their own learning? 

 

Research Design Description of the Harvard Principal’s Center 

Main Findings 1. principals must desire to participate in their own development 2. 

When principals have input on the PD they need, they will assume 

responsibility for their own learning. 3. designating “experts” in 

certain areas among their peers and offering opportunities for shared 

problem-solving and reflection is important 

Bredeson, P.V. (2002). The architecture of professional development: materials, messages,  

     and meaning. International journal of educational research (37). 661-675. doi:  

     10.1016/S0883-0355(03)00064-8. 

Literature Typology Conceptual 

Research Questions The author has three purposes for this work: 

1. a description of emerging architecture for teacher PD highlighting 

its underlying design principles, essential components, and 

expressions in contemporary education reform in schools.  

2. To propose a framework for evaluating the architecture of PD.  

3. Describe how the systematic evaluation of PD helps us better 

understand the messages and meaning communicated in current 

expressions of PD in architecture. 



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         195 

 

Research Design N/A 

Main Findings 6 design themes: (1) PD is about learning. (2) PD is work. (3) 

Professional expertise is a journey not a credential. (4) Opportunities 

for professional learning and improved practice are unbounded. (5) 

Student learning, PD, and organizational mission are intimately 

related. (6) PD is about people not programs. 

High Quality PD (1) focus on teachers as central to students learning 

but includes others (2) focuses on individual, collegial, and 

organizational improvement (3) nurtures leadership capacity of 

teachers, principals, and others in school community (4) reflects best 

research and practice in teaching, learning, and leadership (5) teachers 

develop subject expertise, teaching strategies, uses of technologies (6) 

continuous inquiry embedded in the daily life of the school (7) 

planned collaboratively  (8) required time and other resources (9) 

driven by long-term plan (10) evaluated on impact of teacher 

effectiveness and student learning and is used to plan future PD. 

 

Caldwell, S. D. (1986). Effective practices for principals’ inservice. Theory into practice  

     25(3), 174-178. 

Literature Typology Conceptual 

Research Questions Can what is proven effective in teacher inservice education be put into 

practice and provide guidance for inservice for principals? 

Research Design Review of PD for principals 

Main Findings 75% of the NSDC’s staff development examples are for teachers, not 

principals. 

 

Effective PD contains presentation of theory, demonstration, practice, 

feedback, and application (Joyce and Showers, 1982). 

 

Coaching is an effective form of PD. Sharing problems with 

colleagues is highly valued. Providing long-range staff development, 

addressing incentive needs, and capitalizing on diversity are three 

major areas in which to focus in order to provide a quality professional 

development offering to principals. 

Cardno, C. (2005). Leadership and professional development: the quiet revolution.  

     International Journal of Educational Management, 19 (4), 292 – 306. Doi:  

     10.1108/09513540510599626 

Literature Typology Conceptual 

Research Questions N/A 

Research Design A conceptual framework for considering professional development 

needs is provided in the form of a holistic model. 

Main Findings Ineffective approaches include: The smorgasbord approach (staff 

choose what they want to attend from a “broad array” of offerings), 
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the “fill-the-day” approach, the “do-it-all” approach (taking too many 

PD), the “weekly shot of PD” approach (building it into the school’s 

weekly meeting times) 

A holistic approach to PD is recommended. The model is underpinned 

by educational leadership. At the heart of the model is Performance 

Appraisal- what needs to be improved and why 

Dempster, N. (2012). Principals leading learning: Developing and applying a leadership  

     framework. Education (40)1, 49-62. 

Literature Typology Conceptual 

Research Questions N/A 

Research Design Synthesis of research on professional learning 

Main Findings Principals in Australia work are taught how to be instructional leaders 

to support literacy initiatives. (Principals as Literacy Leaders) 

“Professional learning experiences were provided to principals to 

enable them to engage members of staff with key issues known to 

challenge and enhance literacy learning” 

Evans, P.M., & Mohr, N. (1999). Professional development for principals: Seven core  

     beliefs. The phi delta kappan (80)7, 530-532. 

Literature Typology Conceptual 

Research Questions Can principal professional development really improve practice? 

Research Design Annenberg Institute for School Reform- up to 35 principals from 

around the country 

Main Findings 1. Principals’ learning is personal and yet takes place most effectively 

while working in groups. 2. Principals foster more powerful faculty 

and student learning by focusing on their own learning. 3. While we 

honor principals’ thinking and voices, we want to push principals to 

move beyond their assumptions. 4. Focused reflection takes time away 

from “doing the work”; yet, it is essential. 5. It takes strong leadership 

in order to have truly democratic learning. 6. Rigorous planning is 

necessary for flexible and responsive implementation. 7. New learning 

depends on protected dissonance. 

Gamage, D.T., and Ueyama, T. (2004). Professional development perspectives of principals  

     in australia and japan. The educational forum (69)1, 65-78. 

Literature Typology Empirical 

Research Questions 1. How are principals selected? 

2. What are the reasons for accepting the principalship? 

3. What preservice training existed? 

4. What inservice training is provided? 

Research Design surveys, interviews, document analysis 

Australia: data collected in 2000; 130 principals and deputy principals 

participated in the study 

Japan: data collected in 2003; 130 principals and vice principals 

participated 
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Main Findings Japan may take a while longer to implement educational leadership 

and management skills requirements since they have not converted to 

school-based management practices. 

1. In Japan, principals were promoted based on seniority. In Australia, 

merit and seniority are factors 

2. Extrinsic: salary, prestige; Intrinsic: psychic rewards 

In Australia, the #1 reason was to have a personally satisfying job. In 

Japan, the #1 reason was to manage the affairs of a school.  

3. Australia: 66% of principals had no training. 

Japan; Only 47 principals answered the question. Of those, 33% had 

no training, 6.8% stated they received up to two years of training. 

4. Australia: (1) induction program (2) Information technology and 

Information management (3) Ethics, morals, and values for 

educational leaders (4) Contemporary public issues in educational 

administration (5) assessment of candidate’s competency 

Japan: (1) Contemporary public policy issues in educational 

administrators (2) Practicum in educational administration (3) Ethics, 

morals, and values for educational leaders (4) Information technology 

and Information management (5) Introduction and management of 

reforms/change 

 

Gimbel, P.A., Lopes, L., & Greer, E.N. (2011). Perceptions of the role of the school principal  

     in teacher professional growth. AASA Journal of scholarship and practice (7)4, 19-31. 

Literature Typology Empirical 

Research Questions 1. What kind of tangible supports does your principal offer to make 

you feel you are growing professionally?  

2. What are the barriers to your principal not being able to support 

your professional growth?  

 

Research Design A Likert-type questionnaire was used to explore the ways 476 teachers 

and 135 principals see themselves as being supported in their 

professional growth. 

Main Findings “What is not clear from the literature is how principals and teachers 

perceive the behaviors exhibited by principals in promoting the 

professional growth of teachers” (p. 20) 

 

Principals should involve the teachers in the planning of PD and 

shared decision making; allow for teacher collaboration; providing 

general comments on evaluations does not promote and support 

professional growth; quality, constructive feedback significantly 

impacted professional growth. 

 

Top principal response: I spend time listening to the concerns of my 
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teachers. (It was #4 for teachers’ perceptions of principals) 

Top teacher response: I offer a mentor to new teachers. (#11 for 

principals) Also noted was that teachers report principal feedback at a 

higher rate for new teachers than for tenured teachers. One finding 

from this exploratory study suggests that the longer teachers are 

employed, the less the principal seems to recognize their professional 

growth. Another finding from this exploratory study is the difference 

in principal and teacher perceptions on the value of having a mentor. 

For principal respondents, offering a mentor to promote teacher 

growth does not seem as important as it does to teacher respondents. 

Data suggest that principal participants think they seek teacher input 

before making a decision, but teacher participants do not agree with 

this perception. 

 

Grogin, M., & Andrews, R. (2002). Defining preparation and professional development for  

     the future. Educational Administrative Quarterly, 38 (2), 233-256. doi:  

     10.1177/0013161X02382007 

Literature Typology Conceptual 

Research Questions N/A 

Research Design Historical overview of the roles of principals and superintendents and 

the programs that can be created to help prepare future administrators. 

Synthesis of studies on the roles of principals and superintendents 

Main Findings The principalship and the superintendency have gone through 

considerable evolution since they were first established.  

Today: focus on accountability and the development and 

implementation of state and national performance standards and high-

stakes testing. 

 

A recent nationwide study of the school principalship (Jones, 2001) 

found that the number of aspiring principals produced from principal 

preparation programs is estimated to be 2 to 3 times the number of job 

vacancies. However, it is the considered judgment of superintendents, 

and those who closely follow this issue, that there is a shortage of 

qualified candidates. 

 

When programs had a strong theory and research base, provided 

authentic experiences, simulated the development of situated 

cognition, and fostered real-life problem-solving skills, they had an 

impact on colleagues’ views of program graduates’ leadership 

effectiveness. 

LaPointe, M., & Davis, S.H. (2006). Effective schools require effective principals.  

     Leadership, 36(1), 16-38. 

Literature Typology Empirical 
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Research Questions (1) What are the range of qualities and design principles displayed? (2) 

What are the program components and training strategies for the pre- 

and in-service professional development for principals? (3) How are 

they designed and implemented? (4) What role do state, district and 

institutional policies play in the development of principal development 

programs? (5) What does it cost to provide PD program? (6) Are 

aspiring principals developing the knowledge and skills taught by 

these programs? (7) Do graduates of strong programs report leadership 

practice that's more instructionally focused, relative to other leaders? 

Research Design Qualitative: Surveys, interviews, on-site visits 

Main Findings Evidence indicates that effective programs are research-based, have 

curricular coherence, provide experience in authentic contexts, use 

cohort groupings and mentors, and are structured to enable 

collaborative activity between the program and area schools. 

 

Collectively, the eight programs have the reputation of recruiting 

aspiring principals from under-represented populations, of bringing 

new people into the principalship and of developing the leadership 

qualities of experienced teachers. 

 

Although the differences were slight, program graduates who became 

principals tend to have a more positive perception of the principalship 

than principals who graduated from other programs. 

 

Program principals were nearly twice as likely to visit other schools, 

to participate in a network of principals, to be mentored by another 

principal, and to observe and critique the practice of other 

principals 

 

Peterson, K. (2002). The professional development of principals: innovations and  

     opportunities. Educational Administrative Quarterly, 38(2), 213-232. doi:  

     10.1177/0013161X02382006 

Literature Typology Conceptual 

Research Questions N/A 

Research Design Case Studies of existing professional development programs 

Main Findings Although the most common professional development programs for 

administrators are one-shot workshops, a more successful approach is 

to have all-day and multiple-session meetings over the entire year. The 

longer experience with a cohort group can have a greater impact on 

learning and the development of professional networks in the district. 

Fragmentation for the administrator can occur as they pick and choose 

programs and workshops from such a wide array of offerings. 
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With carefully designed and implemented professional development 

that is linked to preparation, principals and schools will benefit—

principals by having a seamless, cumulative learning experience over 

their careers and schools by having the quality of leaders they deserve. 

Sykes, G. (1995). Learning, teaching, and administering: A response to rowan. Educational  

     administration quarterly 31(1), 143-150. 

Literature Typology Conceptual 

Research Questions 1. What is the relationship between ideas about teaching and learning 

and about school administration? 

2. What place ought ideas about teaching and learning to occupy in 

professional education for administrators? 

Research Design Author provides his opinions about his views of the relationships 

between learning and teaching and what administrators should be 

taught 

Main Findings 1. Ideas about teaching and learning have powerful implications for 

school organization and management that should be explored more 

aggressively by researchers. 

2. “Principals report that curriculum and instruction is and should be at 

the heart of their work, but that they spend little time on it” (p. 146). 

“Administrators must study teaching and learning not only to manage 

the production processes of the organization more effectively, but to 

exercise leadership in insisting what the schools are for” (p. 146). 

Van Hoof, T.J. & Meehan, T.P. (2011). Integrating essential components of quality  

     improvement into a new paradigm for continuing education. Journal of continuing  

     education in the health professions 31(3), 207-214. 

Literature Typology Conceptual 

Research Questions N/A 

Research Design Synthesis of research: discusses the development of a new Continuing 

Education paradigm in the field of medicine; Recommends important 

components of the paradigm reflecting important ideas from education 

and Quality Improvement. 

Main Findings Educational leaders require a new way of thinking about continuing 

education in the medical field. The focus should be on what 

interventions work, the reasons why the interventions work, and what 

contextual factors may influence the impact of the interventions. An 

outdated form of CE is to use passive activities such as disseminating 

information through lectures or literature. The focus should be on 

changing practice to improve the desired outcomes. 

  

Ward, B.A. (1985). Teacher development: The challenge of the future. Journal of teacher  

     education. (36)52. 52-57. doi: 10.1177//002248718503600113. 

Literature Typology Conceptual 

Research Questions N/A 
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Research Design Ward describes the challenges of enhancing teacher performance to 

include (1) actions and policies of state legislatures and state board of 

educations (2) the nature of the teacher work force (3) characteristics 

of the schools in which teachers teach (4) administrators with whom 

teachers work 

Main Findings Teachers who have an effective principal have an advantage over 

those who do not, even if the teachers have the same levels of 

expertise. The role of the principal in improving the quality of 

teaching is important.  Teachers consider school administrators the 

most important help or the greatest hindrance in their being more 

effective teachers.  

Effective PD elements are discussed. 

What is missing? (1) wider use of school-based programs (2) broader 

scope (3) longer time lines (4) Extensive, ongoing involvement of 

teachers in research efforts to identify areas for improvement of 

instruction (5) Increased design of development efforts that 

accommodate differences in teachers’ cognitive development, 

conceptions of teaching, concerns about change, and in the use of new 

skills (6) multiple patterns of teacher involvement in development 

efforts (7) training of mentor or master teachers  (8) expansion of 

evaluation beyond soliciting teachers’ opinions of the training 

experience (9) Training of administrators 

Weiss, C. H. (1995). The four “I’s” of school reform: How interests, ideology, information,  

     and institution affect teachers and principals. Harvard educational review 65(4), 571-592. 

Literature Typology Empirical study resulting in a conceptual framework 

Research Questions 1. How are decisions made?  2. What kind of decisions were made?  

3. What were the topics?  4. What were the consequences? 

Research Design Longitudinal investigation of 12 public high schools with 6 

implementing SDM and 6 following a traditional model 

Main Findings Shared decision-making processes should include the voices of 

teachers and administrators. SDM will lead to educational 

improvements.  

Interests, Ideologies, Information, and Institutional norms and culture 

impact the decisions made by those who have authority to make 

decisions. The four Is are different for principals and teachers.  

Interests: defined primarily in terms of self-interest (Teachers are 

likely to resist decisions requiring them to make drastic changes in 

how they teach and more likely to accept decisions that will improve 

student behavior.) Every individual decision is the product of the 

interplay between the four Is. 

 

 

Adey, P. (2004). The professional development of teachers: Practice and theory. Norwell,  
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     MA: Kluwer Academic Publishers. 

Literature Typology Conceptual 

Research Questions N/A 

Research Design Case studies used to illustrate key points in the creation of the model 

of factors which influence the effectiveness of professional 

development 

Main Findings Prerequisite of effective professional development: one must have 

good reason to believe that the change being introduced is itself of 

value. There has to be evidence for the innovation being introduced. 

 

Effective PD teaching methods should model the target classroom 

methods (p. 162). i.e. no lectures on the benefits of constructivist 

teaching; Coaching is an effective practice to assist teachers in 

transferring the knowledge obtained in inservice sessions. (p. 163). 

 

Blase, J., and Blase, J. (1998). Handbook of instructional leadership. Thousand Oaks, CA:  

     Corwin Press, Inc. 

Literature Typology Empirical 

Research Questions N/A 

Research Design Synthesis of research on principal behaviors connected to teachers’ 

professional growth and performance 

Main Findings To enhance staff development, principals: emphasize the study of 

teaching and learning, support collaboration, develop coaching 

techniques, use action research to inform decision making, provide 

resources, apply the principles of adult learning.   

Tips for leaders to enhance teacher PD: 1. Build an atmosphere of trust 

2. Learn about school improvement and staff development 3. Provide 

training in action research 4. Assess the effects of instruction and the 

climate of the school 5. Organize a staff development council to 

coordinate activities 6. Focus PD on curriculum, instruction, and 

technology 7. Organize study groups 8. Use peer coaching 9. Provide 

time for collaboration for the study of teaching and learning 10. 

Encourage individual teachers to create personal development plan. 

 

Darling-Hammond, L. (2010). The flat world and education: How america’s commitment to  

     equity will determine our future. New York: Teachers College Press 

Literature Typology Conceptual 

Research Questions Are we able to provide education that will develop more complex 

skills for the vast majority of children in communities across the 

country? 

Research Design Synthesis of research provided. Topic: the changing mission of 

schools to prepare students to work at jobs that do not exist yet, 

creating ideas and solutions for products and problems that have not 
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yet been identified, and using technologies that have not yet been 

invented. 

Main Findings Teachers are more likely to try classroom practices if they’ve been 

modeled for them in authentic settings. They find the hands-on 

approach more meaningful. PD needs to be in tandem with what is 

required in the classroom. Opportunities for collaboration within the 

school yield more consistency in instruction, more willingness to share 

practices, and more success in problem-solving. Observing other 

teacher’s classrooms and providing constructive feedback is an 

effective practice. PD should be embedded within the school- not an 

isolated event.  Counterproductive habits include: isolation, not 

sharing effective practices, not providing mentors The quality of 

administrative support is the main reason for teachers’ decisions to 

stay at or leave their school.  

 

Elmore, R. F. & Burney, D. (1999). Investing in teacher learning. In L. Darling-Hammond &  

     G. Sykes (Eds.), Teaching as the learning profession (pp. 263- 291). San Francisco, CA:  

     Jossey-Bass. 

Literature Typology Empirical 

Research Questions N/A 

Research Design Analysis of one school district’s use of staff development to change 

instruction on a systemwide basis 

Main Findings Characteristics of effective PD: “focuses on concrete classroom 

applications of general ideas; exposes teachers to actual practice than 

to descriptions of practice; offers opportunities for observations, 

critique, and reflection; provides opportunities for group support and 

collaboration; involves deliberate evaluation and feedback by skilled 

practitioners with expertise about good teaching” (p. 263). 

 

“But although we know a good deal about the characteristics of good 

professional development, we know a good deal less about how to 

organize successful professional development so as to influence 

practice in large numbers of schools and classrooms” (p. 263). 

 

Shared expertise is the driver of instructional change.  

 

A resident teacher and/or administrator agrees to take on a certain 

number of teachers or visitors in his/her classroom. Each visiting 

teacher spends 3 weeks of intensive observation and supervised 

practice in the resident teacher’s classroom. 

 

Elmore, R.F., Peterson, P.L., & McCarthey, S. J. (1996). Restructuring in the classroom:  

     Teaching, learning, and school organization. San Francisco, CA: Jossey-Bass Publishers. 
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Literature Typology Empirical 

Research Questions What does the process of school restructuring look like from the 

perspectives of the school and of individual teachers and students 

within the school? 

Research Design Qualitative: three longitudinal case studies of schools at various stages 

of restructuring 

Main Findings The way schools are organized influence how teachers teach, and in 

turn, how students learn.  

Case One: In-service workshops on multiple topics were conducted 

throughout the school year. Greater collaboration among teachers was 

present and informal mentors were established. 

Case Two: Ongoing PD with the teachers took place at the Masters 

Center. The topic of the second year of PD was on new approaches to 

teaching. Site visits to exemplar schools took place. Teachers were 

connected with professional communities outside of the school. (i.e. 

local university) 

Case Three: The staff has input on their PD needs. 

Fullan, M., & Hargreaves, A. (1996). What’s worth fighting for in your school?.New York:  

     Teachers College Press. 

Literature Typology Conceptual 

Research Questions What kind of context is most likely to be supportive of growth and 

improvement? 

Research Design None: He does not support conclusions with data. 

Main Findings Staff development for teachers has been fragmented and oblivious to 

the real needs and concerns of teachers.  

“They tend to be offered in a set of self-contained, cafeteria-like 

options to target groups of school and teachers” (p. 16). 

“Many staff development initiatives take the form of something that is 

done to teachers rather than with them, still less by them” (p. 17). 

We must change the whole teacher, paying attention to the teacher’s 

purpose, the teacher as a person, the real world context in which 

teachers work, and the culture of teaching. 

Guskey, T. R. (2000). Evaluating professional development. Thousand Oaks, CA: Corwin  

     Press, Inc. 

Literature Typology Conceptual 

Research Questions N/A 

Research Design Synthesis of research  

Main Findings The current practice of CEUs to fulfill licensure requirements tend to 

reinforce the perception of PD has being a series of disjointed 

workshops.  

 

Effective PD:1. Begins with a clear statement of purpose and goals 2. 

Ensure the goals are worthwhile 3. Determine how the goals will be 
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assessed 4. Avoid fragmented approaches (p. 17-19) 

 

Major models of PD include: 1. Training (presenter shares to group: 

exploration of theory, demonstrations or modeling of skills, practice, 

feedback about performance, coaching in the workplace) Most 

efficient and cost-effective with large groups- few opportunities for 

choice and individualization 2. Observation/assessment- benefits both 

the person observing and the one being observed- requires a 

significant amount of time 3. Involvement in a 

development/improvement process- increases specific knowledge and 

skills- usually a small group of participants 4. Study groups- entire 

staff involved in finding solutions 5. Inquiry/action research 6. 

Individually guided activities 7. Mentoring (p. 22) 

 

“Reviews of the professional development literature typically do a 

better job of documenting inadequacies than prescribing solutions” (p. 

32). There are three main reasons why this is true: 1. Confusion about 

the criteria of effectiveness 2. Researchers usually look only for main 

effects 3. Most focus only on quantity and neglect important quality 

issues 

 

Hawley, W.D., & Valli, L. (1999). The essentials of effective professional development. In  

     L. Darling-Hammond & G. Sykes (Eds.), Teaching as the learning profession (pp. 127- 

     150). San Francisco, CA: Jossey-Bass. 

Literature Typology Conceptual  

Research Questions N/A 

Research Design Synthesis of research studies and national policy reports and a 

description of eight characteristics of essential PD 

Main Findings There is a symbiotic relation between professional development and 

school improvement efforts. School improvement cannot occur apart 

from PD. Ineffective practices: 1. Individually guided model   

2. Observer/assessment model     3. Development/improvement model   

4. Training model     5. Teacher-researcher model   

 

Design principles for effective professional development- 8 

characteristics that appear to be essential to improving students’ 

learning over time 

1. Goals and Student Performance: 2. Teacher Involvement: 3. School 

Based 4. Collaborative Problem Solving: 5. Continuous and 

Supported: 6. Information Rich: 7. Theoretical Understanding: 8. Part 

of a Comprehensive Change Process:  

Joyce, B., & Showers, B. (2002). Student achievement through staff development.  

     Alexandria, Virginia: ASCD. 
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Literature Typology Empirical and Conceptual  

Research Questions N/A 

Research Design Authors present six case studies of school districts and relate evidence 

from formal research in order to assist educators in designing 

programs of staff development where increasing student learning is the 

central goal. 

Main Findings If staff development is to impact student learning, four conditions 

must be met: 1. A community of professionals comes together to who 

study together, put in practice what they learn, and share the results  

2. the content of staff development focuses on curricular and 

instructional strategies (should be substantial) 3. What is taught, how 

it is taught, and the climate of the school must change so an increase in 

student ability to learn is present 4. “The processes of staff 

development enable educators to develop the skill to implement what 

they are learning” (p. 4). 

 

Lieberman, A. & Miller, L. (1999). Teachers transforming their world and their work. New  

     York, NY: Teachers College Press. 

Literature Typology Empirical and Conceptual  

Research Questions N/A 

Research Design Two Case Studies on the underlying processes of teacher 

development; Conceptual framework on organizing for professional 

development 

Main Findings Ineffective elements of PD include: overloading the learner and 

teaching too many new concepts at once, not providing follow-up; 

Teacher change comes about if they understand the theory or reason 

behind any change they are asked to make, they are provided time to 

practice the new change in an authentic setting, they can practice in an 

environment that supports risk-taking, they are provided feedback and 

coaching from colleagues and supervisors. Teachers learn by working 

with others. Teachers also learn by mentoring others and sharing their 

knowledge- many do not consider this true professional development.  

Little, J. W. (1999). Organizing schools for teacher learning. In L. Darling-Hammond & G.  

     Sykes (Eds.), Teaching as the learning profession (pp. 233-262). San Francisco, CA:  

     Jossey-Bass. 

Literature Typology Empirical 

Research Questions N/A 

Research Design Synthesis of research on organizing schools to support teacher 

learning. This chapter investigates the proposition that schools can and 

should play a more powerful role in integrating teacher development 

more fully into the ongoing work of teachers. 

Main Findings Favorable conditions for PD include “ collaborative work among peer, 

external assistance, a new infusion of materials and technologies, 
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sustained inquiry into problems of student learning in specific 

subjects, and the close evaluation of experiments in curriculum and 

instruction”  (p. 234). 

 

Most powerful and least costly: sustained study of student work, 

coupled with individual and collective efforts to figure out how that 

work results from the practices and choices of teaching. 

 

86% of the teachers reported some form of PD involving peer 

collaboration during school hours, and more than 75% expressed faith 

in observation as a way to sustain reform but 47% said they actually 

participated in any form of peer observation 

 

 

Militello, M., Rallis, S. F., & Goldring, E. B. (2009). Leading with inquiry and action: How  

     principals improve teaching and learning. Thousand Oaks, CA: Corwin. 

Literature Typology Conceptual 

Research Questions Explanation of the use of the collaborative inquiry process to improve 

teaching and learning 

Research Design N/A – anecdotal evidence 

Main Findings The collaborative inquiry-action cycle can be used to improve student 

outcomes. Professional development should match the instructional 

improvement needs. PD and learning “is an ongoing process 

embedded throughout the school” (p. 110).  

Effective PD should be (1) centered on matters of instruction (2) 

collaborative (3) subject specific (4) site specific (5) ongoing  

To enhance motivation and commitment, participants should be 

involved in the identification of the content and the design of the PD.  

Schmoker, M. (1999). Results: The key to continuous school improvement (2
nd

 edition).  

     Alexandria, Virginia: ASCD. 

Literature Typology Conceptual 

Research Questions Three main concepts serve as the foundation for  results: informed 

teamwork; clear, measurable goals; and regular collection and analysis 

of performance data 

Research Design Specific cases are cited and statistics are provided to support his 

concepts. 

Main Findings School improvement is possible under the right conditions. The 

practices and principles should be: (1) Simple and supported by 

research (2) Be relatively few in number (3) Possess underused 

potential. Teamwork and time to collaborate with colleagues is 

essential to school improvement efforts. Goals give teamwork 

meaning. Using data to identify and support goals is necessary.  

“It is well documented that as often as administrators meet, they 
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seldom discuss student learning issues; instead, they focus almost 

exclusively on procedural or political matters” (p. 19). 

Sykes, G. (1999). Teacher and student learning. In L. Darling-Hammond & G. Sykes (Eds.),  

     Teaching as the learning profession (pp. 151-179). San Francisco, CA: Jossey-Bass. 

Literature Typology Conceptual  

Research Questions N/A 

Research Design Synthesis of research on teacher professional development as an 

element in educational reform 

Main Findings TPD’s impact is unknown rather than inadequate or meager.  “A 

useful discipline in planning TPD is to develop in as much detail as 

possible a set of working hypotheses about how the particular learning 

opportunities to be supplied to teachers will come eventually to 

influence student learning” (p. 162). 

2. Embed TPD in the specific content of the student curriculum. 

(teachers need to know the content, how to teach it, and how students 

learn the content)   

3. Integrate examination of student learning using multiple sources of 

evidence 

4. Include attention to student learning in TPD associate with the 

implementation of curricular and instructional innovations. 

5.Reference both formative and summative evaluation of TPD to 

student learning. 

Wilson, F. (2010). The efficient use of teachers. In Hess, F. M., & Osberg, E. (Eds.),  

     Stretching the school dollar (pp. 125-153). Cambridge: Harvard Education Press. 

Literature Typology Conceptual 

Research Questions Could teachers be deployed more effectively in U.S. schools, boosting 

achievement while lowering costs? 

Research Design Specific examples from across the U.S. were provided. 

Main Findings PD programs of most districts are disjointed and of little or no value in 

improving teacher proficiency or student outcomes  

 

“Districts should take advantage of fiscal pressures to insist that 

professional development be devoted entirely to improving the core 

skills of teachers: their ability to control their classroom, build an 

effective culture, minimize lost time, devise well-crafted lessons, and 

deliver engaging and effective instruction” (p. 141). 

 

 

Dissertations= 10 

Conceptual= 24 

Empirical= 11 
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Appendix B: Rank Order Comparisons 

Rank Order Comparisons of Behaviors Principals and Teachers Agree Most 

Support the Professional Growth of Teachers 

  

   Principal Questionnaire Item Principals Teachers 

 

Rank Rank  

  Order Order 

 

  I spend time listening to the concerns of my 

teachers. 1 4 

   I promote a school climate of open and honest  2 9 

communication among teachers and administrators. 

  

   I am a visible presence to students and teachers. 3 4 

   I feel comfortable speaking informally with teachers  4 6 

in my school. 

  
   I personally conduct classroom observations and   5 7 

evaluations of teachers.  

  
   I offer constructive feedback on instructional  6 10 

practice. 

  

   I encourage teachers to collaborate. 7 3 

   I support the professional growth of my teachers. 8 2 

   I spend time speaking informally with teachers  9 12 

regarding instructional practice.  

  

   I often ask teachers for input before making 

decisions.  10 13 
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   I offer a mentor to new teachers. 11 1 

   I show recognition and acknowledgement of 

teachers' professional growth. 12 8 

   I offer an adequate amount of time for teachers to 

collaborate  13 11 
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Appendix C: Questions for Concourse Clarification and Development by Colleagues 

1. Are the statements worded clearly? If not, what changes would you suggest? 

2. Are there any statements that are similar in nature and you feel could be combined? 

3. Would you remove any of the statements from the list? 

4. Would you add any statements that are not currently on the list? 
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Appendix D: Concourse Statements for Clarification and Development by Colleagues 

1. The most effective PD includes an analysis of student work samples. (Patten, Little) 

 

2. The most effective PD includes time to collaborate with others. (Patten, Mathes, Little,   

    Elmore, Guskey, Joyce & Showers, Fullan & Hargreaves, Schmoker, Militello et al.,   

    Trehearn) 

 

3. Establishing a collaborative culture is an element of effective PD. (Patten, Trehearn) 

 

4. The most effective PD is grade level/ department professional learning communities.  

    (Patten) 

 

5. The most effective PD involves visiting other schools. (Williams, Little, Elmore et al.,  

    Joyce & Showers) 

 

6. State and National conferences are an effective form of PD. (Mathes, Williams) 

 

7. Book studies are an effective form of PD. (Mathes) 

 

8. The most effective PD sustains a consistency of focus over time. (Mathes, Peterson,  

    Caldwell, Cardno, Guskey, Fullan & Hargreaves, Schmoker, Militello et al., Elmore at al.,  

    Trehearn). 

 

9. The most effective PD for teachers is university courses. (Williams, Guskey) 

 

10. The most effective element of PD is focused reflection. (Elmore et al., Mathes, Peterson,  

      Williams) 

 

11. The most effective PD requires participants to be involved in the planning, implementing,  

      and evaluating of programs. (Williams, Trehearn) 

 

12.  The most effective PD includes long-range planning and development. (Williams,  

       Trehearn) 

 

13. Effective PD includes follow-up and support for transfer of learning to the school or  

      classroom. (Williams, Lieberman & Miller, Fullan & Hargreaves, Trehearn) 

 

14. The most effective PD focuses on curriculum and instruction. (Leeds, Fullan &   

      Hargreaves, Militello et al., Elmore et al., Trehearn) 

 

15. The most effective PD is research-based and built upon theory. (Grogin & Andrews,  

      LaPointe & Davis, Lieberman & Miller, Schmoker) 
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16. The most effective PD includes coaching from a peer or mentor. (Peterson, Caldwell,  

      Blase & Blase, Lieberman & Miller, Adey, Fullan & Hargreaves, Schmoker) 

 

17. An effective element of PD is to have all-day and multiple-session meetings over an  

      extended period of time. (Peterson, Fullan & Hargreaves, Militello et al., Elmore et al.,  

      Trehearn) 

 

18. An effective element of PD for teachers is to conduct differentiated sessions based on  

      career stages, with specialized training for aspiring, new, and experienced teachers.  

     (Peterson) 

 

19. The most effective PD includes providing opportunities for shared problem-solving.  

      (Hawley & Valli, Barth, Schmoker, Militello et al.) 

 

20. Effective PD is primarily school-based. (Hawley & Valli) 

 

21. The most effective PD exposes them to actual practice than to descriptions of practice.  

      (Elmore et al.) 

 

22. The most effective PD focuses on instructional strategies. (Joyce & Showers, Militello et  

      al.) 

 

23. Effective PD should only focus on a few concepts at one time. (Lieberman & Miller,  

      Schmoker) 

 

24. A prerequisite of effective professional development is that one must have good reason to  

      believe that the change being introduced is itself of value. (Adey) 

 

25. Effective PD involves professional learning communities with sources outside of the  

      school. (Elmore et al.) 

 

26. An effective element of PD is providing constructive feedback on instructional practice.  

     (Gimbel et al.) 

 

27. An effective element of professional development is providing a mentor to new teachers.  

     (Gimbel et al.) 

 

28. An effective element of PD is the inquiry process. (Militello et al.) 

 

29. The most effective PD involves observing other teachers. (Williams, Little, Elmore et al.,  

      Joyce & Showers) 
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30. The most effective PD links directly with day-to-day work in real schools and  

      classrooms. (Mathes, LaPointe & Davis, Guskey, Fullan & Hargreaves, Schmoker,   

     Trehearn) 

 

31. Professional development should be primarily school based and integral to school  

      operations. (Hawley & Valli) 

 

32. Effective PD for teachers provides time, contexts, and support for teachers to think.   

      (Schmoker) 

 

33. Effective PD is embedded in the specific content of the student curriculum. (Sykes) 

 

34. Effective PD integrates examination of student learning using multiple sources of  

      evidence. (Sykes) 

 

35. Effective PD invests in the change process to impact student knowledge and skills.  

      (Joyce & Showers) 
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Appendix E: Card Sort Instructions 

Card Sort Instructions 

Thank you again for your willingness to participate in this research study. In this process, 

you will sort and rank statements on a continuum from the statements you most agree to 

those you most disagree.  

Instructions: 

1. Lay out the column titles from -4 to +4 across the top of the table or desk. 

2. Please read through all 34 statement cards to become familiar with the statements. 

3. Please read through the statements for a second time. As you read the statements, 

please organize them into three piles: 

 On the right, place the cards with the statements of which you strongly agree. 

 On the left, place the cards with the statements of which you strongly 

disagree. 

 In the middle, place the cards that you feel more undecided about or you 

neither agree nor disagree with the statement.  

4. Beginning with the pile on the right (strongly agree), place the 2 cards that you most 

strongly agree with in the far right column in any order. 

5. Next, turning to your left side (strongly disagree), place the 2 cards that you most 

strongly disagree with in the far left column in any order. 

6. Returning to the pile on the right, choose 3 cards that represent the next statements 

with which you agree and place these cards under marker +3, in any order. 

7. Do the same with the pile on the left, following this pattern as you work your way to 

the center pile. 

8. You are free to change your mind during the sorting process and switch items around 

as long as you maintain the requested number of items under each marker 

 You should have 2 cards under markers +4 and -4 

 You should have 3 cards under markers +3 and -3 

 You should have 4 cards under markers +2 and -2 

 You should have 5 cards under markers +1 and -1 

 You should have 6 cards under marker 0 

9. Your sorted cards should match the diagram on the handout.  After sorting the cards, 

please record each card’s number onto the diagram in the same design as you sorted 

the cards. 

10. After sorting the cards, complete the post-sort survey. 

11. After the data is analyzed, you may be contacted to participate in a post-sort 

interview. 
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Appendix F: Post Card Sort Survey 

1. Tell me about the statement(s) you placed in the “Strongly Agree” column. What do those  

    statements mean to you? 

 

2. Tell me about the statement(s) you placed in the “Strongly Disagree” column. What do  

    those statements mean to you? 

 

3. As you sorted the cards, did you feel that any statement about your beliefs were missing?  

    If so, what? Where would you place that card and why? 

 

4. Which statement, if any, did you have difficulty placing? Why? 

 

5. Which statement(s) were the easiest to place? Why? 

 

6. What are your perceptions of your role in facilitating the professional development of your   

    teachers? 

 

Demographic Information 

 

7. How many years, including this school year, have you been a principal? Check the  

    appropriate response. 

 

     ___ 0-4 years     ___ 5-9 years     ___ 10-14 years     ___ 15 or more years 

 

8. What level(s) of school do you currently serve as the principal? Check the appropriate  

     response. 

 

     ___ Elementary (grades K-5)    ___ Middle (grades 6-8)    ___ High (grades 9-12) 

 

     ___ Other (please explain) 

 

9. How long have you been the principal at your current school?  

 

10. Approximately how many teachers are on your payroll? Check the appropriate response. 

 

       ___ 1-20     ___ 21-40     ___ 40-60     ___ 60-80     ___ 81 or more 

 

11. What is your highest earned degree? Check the appropriate response. 

 

       ___ Bachelor     ___ Master     ___ Doctorate     ___ Other (please explain) 
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Appendix G: Interview Questions 

 

1. Looking at the model factor array, why did you sort the cards the way you did? 

 

2. Was the set of statements representative of your role as a professional development leader  

     in your school? Why? 

 

3. What effective elements of professional development do you utilize in facilitating the  

     Professional development of your teachers? 
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Appendix H: Consent Form for Participants 
 

North Carolina State University  

INFORMED CONSENT FORM for RESEARCH 

 
Title of Study: What Works? Principals’ Perceptions of Professional Development 

Researcher: Crystal L. Brown, under the guidance of Dr. Matthew Militello 

 

You are being asked to take part in a research study.  Your participation in this study is voluntary. You have the 

right to be a part of this study, to choose not to participate or to stop participating at any time without penalty.  

The purpose of this research study is to gain a better understanding of principals’ perceptions of effective 

elements of professional development and principals’ perceptions of their role in facilitating the professional 

development of teachers. You are not guaranteed any personal benefits from being in this study. Research 

studies also may pose risks to those who participate. In this consent form you will find specific details about the 

research in which you are being asked to participate. If you do not understand something in this form it is your 

right to ask the researcher for clarification or more information. If you wish, a copy of this consent form will be 

provided to you. If at any time you have questions about your participation, do not hesitate to contact the 

researcher named above.  

 

Purpose of the Study: 

The purpose of this study is to understand principals’ perceptions of effective elements of professional 

development and principals’ perceptions of their role in facilitating the professional development of teachers. 

What will happen if you take part in the study? 

If you agree to participate in this study, you will be asked to sort 34 cards. These cards have statements printed 

on them and your task will be to sort them according to your own beliefs. This process should take no more than 

20-45 minutes. During the process, I will ask you questions about why you placed certain statements in certain 

areas on the continuum. After sorting the cards, you will be asked to complete a brief survey about the 

statements and to provide some general demographic data. Your card sort and your responses to the survey will 

remain confidential. If you agree to participate in this study, you may be asked to participate in a post-sort 

interview to explain your rationale for placing the cards in the order you chose. Survey participants will be 

determined once all sorts have been conducted and the data has been analyzed. Interviews should take no more 

than 30-45 minutes. The interviews will be recorded with a digital hand-held recording device. Your card sort 

and your responses during the interview will remain confidential.  

Risks 

There are no known risks to sorting the cards.  

Benefits 

Aside from adding to the body of knowledge about professional development, participants may enjoy thinking 

about and expressing their own opinions.  

Confidentiality 

The information in the study will be kept confidential to the full extent allowed by law.  Data will be stored 

securely on a computer and in a file cabinet of which only the researcher has access. No reference will be made 

in oral or written reports which could link you to the study.  

Compensation  
 You will not receive anything for participating. 

What if you have questions about this study? 

If you have questions at any time about the study or the procedures, you may contact the researcher, Crystal 

Brown, at clbrown8@ncsu.edu.  

What if you have questions about your rights as a research participant? 

 If you feel you have not been treated according to the descriptions in this form, or your rights as a participant in 

research have been violated during the course of this project, you may contact Deb Paxton, Regulatory 

Compliance Administrator, Box 7514, NCSU Campus (919/515-4514). 
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Consent to Participate 

“I have read and understand the above information.  I have received a copy of this form.  I agree to participate 

in this study with the understanding that I may choose not to participate or to stop participating at any time 

without penalty or loss of benefits to which I am otherwise entitled.” 

 

Subject's signature_______________________________________ Date _________________ 

 

Investigator's signature__________________________________ Date _________________ 
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Appendix I: Factor One- Normalized Factor Scores 
 

Factor One: Normalized Factor Scores 

Cards Statements Z-Scores 

20 Effective professional development exposes teachers to actual practice 

than to descriptions of practice. 

1.379 

8 Effective professional development sustains a consistency of focus 

over time. 

1.359 

13 Effective professional development focuses on curriculum and 

instruction. 

1.214 

29 Effective professional development links directly with day-to-day work 

in real schools and classrooms.  

1.143 

23 A prerequisite of effective professional development is that one must 

have good reason to believe that the change being introduced is itself of 

value. 

1.129 

2 Effective professional development includes time to collaborate with 

peers. 

1.113 

31 Effective professional development includes providing time, contexts, 

and support for teachers to think. 

0.971 

14 Effective professional development is research-based and built upon 

theory. 

0.834 

12 Effective professional development includes follow-up and support for 

transfer of learning to the school or classroom. 

0.746 

22 Effective professional development should only focus on a few 

concepts at one time. 

0.680 

10 An effective element of professional development is personal focused 

reflection. 

0.647 

17 An effective element of professional development for teachers is to 

conduct differentiated sessions based on career stages, with specialized 

training for aspiring, new, and experienced teachers. 

0.581 

21 Effective professional development focuses on instructional strategies. 

 

0.467 

3 Establishing a collaborative culture among colleagues is an element of 

effective professional development.  

0.446 

26 An effective element of professional development is providing a 

mentor to new teachers. 

0.252 

18 Effective professional development includes providing opportunities 

for shared problem-solving. 

0.149 

25 An effective element of professional development is providing 

constructive feedback on instructional practice. 

0.082 

15 Effective professional development includes coaching from a peer or 

mentor. 

0.071 
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34 Effective professional development invests in the change process to 

impact student knowledge and skills. 

0.065 

32 Effective professional development is embedded in the specific content 

of the student curriculum. 

0.032 

30 Professional development should be primarily school based and 

integral to school operations. 

-0.005 

19 Effective professional development is primarily school-based as 

opposed to district-based. 

-0.031 

33 Effective professional development integrates examination of student 

learning using multiple sources of evidence. 

-0.227 

27 An effective element of professional development is the inquiry 

process. 

-0.312 

4 Effective professional development is grade level/department 

professional learning communities. 

-0.537 

28 Effective professional development involves observing other teachers. -0.652 

11 Effective professional development requires participants to be involved 

in the planning, implementing, and evaluating of programs. 

-0.732 

16 An effective element of professional development is to have all-day 

and multiple-session meetings over an extended period of time. 

-0.800 

1 Effective professional development includes an analysis of student 

work samples.  

-1.166 

24 Effective professional development involves professional learning 

communities with sources outside of the school. 

-1.198 

5 Effective professional development involves visiting other schools. -1.403 

9 Effective professional development for teachers is university courses. -2.065 

7 Professional Learning Community book studies are an effective form 

of professional development. 

-2.095 

6 State and National conferences are an effective form of professional 

development.  

-2.138 

 
 
 
 
 
 
 
 
 
 
 

 

 



PRINCIPALS’ PERCEPTIONS OF PROFESSIONAL DEVELOPMENT                         222 

 

 

Appendix J: Factor Two- Normalized Factor Scores 

 

Factor Two: Normalized Factor Scores 

Cards Statements Z-Scores 

2 Effective professional development includes time to collaborate with 

peers. 

2.058 

8 Effective professional development sustains a consistency of focus 

over time. 

2.052 

12 Effective professional development includes follow-up and support for 

transfer of learning to the school or classroom. 

1.652 

10 An effective element of professional development is personal focused 

reflection. 

1.323 

25 An effective element of professional development is providing 

constructive feedback on instructional practice. 

1.266 

3 Establishing a collaborative culture among colleagues is an element of 

effective professional development. 

1.000 

1 Effective professional development includes an analysis of student 

work samples. 

0.981 

18 Effective professional development includes providing opportunities 

for shared problem-solving. 

0.963 

31 Effective professional development includes providing time, contexts, 

and support for teachers to think. 

0.831 

14 Effective professional development is research-based and built upon 

theory. 

0.555 

22 Effective professional development should only focus on a few 

concepts at one time. 

0.436 

20 Effective professional development exposes teachers to actual practice 

than to descriptions of practice. 

0.316 

11 Effective professional development requires participants to be involved 

in the planning, implementing, and evaluating of programs. 

0.168 

27 An effective element of professional development is the inquiry 

process. 

0.104 

13 Effective professional development focuses on curriculum and 

instruction. 

0.047 

29 Effective professional development links directly with day-to-day work 

in real schools and classrooms. 

0.074 

15 Effective professional development includes coaching from a peer or 

mentor. 

-0.065 

6 State and National conferences are an effective form of professional 

development. 

-0.090 
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21 Effective professional development focuses on instructional strategies. -0.123 

34 Effective professional development invests in the change process to 

impact student knowledge and skills. 

-0.282 

26 An effective element of professional development is providing a 

mentor to new teachers. 

-0.377 

23 A prerequisite of effective professional development is that one must 

have good reason to believe that the change being introduced is itself of 

value. 

-0.396 

5 Effective professional development involves visiting other schools. -0.480 

7 Professional Learning Community book studies are an effective form 

of professional development. 

-0.594 

33 Effective professional development integrates examination of student 

learning using multiple sources of evidence. 

-0.957 

32 Effective professional development is embedded in the specific content 

of the student curriculum. 

-0.977 

9 Effective professional development for teachers is university courses. -1.045 

17 An effective element of professional development for teachers is to 

conduct differentiated sessions based on career stages, with specialized 

training for aspiring, new, and experienced teachers. 

-1.069 

28 Effective professional development involves observing other teachers. -1.098 

19 Effective professional development is primarily school-based as 

opposed to district-based. 

-1.148 

16 An effective element of professional development is to have all-day 

and multiple-session meetings over an extended period of time. 

-1.150 

30 Professional development should be primarily school based and 

integral to school operations. 

-1.188 

24 Effective professional development involves professional learning 

communities with sources outside of the school. 

-1.314 

4 Effective professional development is grade level/department 

professional learning communities. 

-1.472 
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Appendix K: Factor Three- Normalized Scores 

 

Factor Three: Normalized Factor Scores 

Cards Statements Z-Scores 

3 Establishing a collaborative culture among colleagues is an element of 

effective professional development. 

1.908 

2 Effective professional development includes time to collaborate with 

peers. 

1.906 

21 Effective professional development focuses on instructional strategies. 1.585 

29 Effective professional development links directly with day-to-day work 

in real schools and classrooms. 

1.142 

5 Effective professional development involves visiting other schools. 1.085 

12 Effective professional development includes follow-up and support for 

transfer of learning to the school or classroom. 

0.971 

13 Effective professional development focuses on curriculum and 

instruction. 

0.801 

34 Effective professional development invests in the change process to 

impact student knowledge and skills. 

0.793 

20 Effective professional development exposes teachers to actual practice 

than to descriptions of practice. 

0.712 

26 An effective element of professional development is providing a 

mentor to new teachers. 

0.544 

28 Effective professional development involves observing other teachers. 0.515 

25 An effective element of professional development is providing 

constructive feedback on instructional practice. 

0.389 

18 Effective professional development includes providing opportunities 

for shared problem-solving. 

0.373 

31 Effective professional development includes providing time, contexts, 

and support for teachers to think. 

0.230 

4 Effective professional development is grade level/department 

professional learning communities. 

0.144 

22 Effective professional development should only focus on a few 

concepts at one time. 

0.087 

15 Effective professional development includes coaching from a peer or 

mentor. 

-0.017 

23 A prerequisite of effective professional development is that one must 

have good reason to believe that the change being introduced is itself of 

value. 

-0.022 

33 Effective professional development integrates examination of student 

learning using multiple sources of evidence. 

-0.136 

8 Effective professional development sustains a consistency of focus -0.160 
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over time. 

1 Effective professional development includes an analysis of student 

work samples. 

-0.196 

10 An effective element of professional development is personal focused 

reflection. 

-0.205 

11 Effective professional development requires participants to be involved 

in the planning, implementing, and evaluating of programs. 

-0.254 

24 Effective professional development involves professional learning 

communities with sources outside of the school. 

-0.407 

32 Effective professional development is embedded in the specific content 

of the student curriculum. 

-0.559 

14 Effective professional development is research-based and built upon 

theory. 

-0.617 

17 An effective element of professional development for teachers is to 

conduct differentiated sessions based on career stages, with specialized 

training for aspiring, new, and experienced teachers. 

-0.712 

30 Professional development should be primarily school based and 

integral to school operations. 

-0.877 

19 Effective professional development is primarily school-based as 

opposed to district-based. 

-0.879 

6 State and National conferences are an effective form of professional 

development. 

-1.195 

27 An effective element of professional development is the inquiry 

process. 

-1.257 

7 Professional Learning Community book studies are an effective form 

of professional development. 

-1.640 

16 An effective element of professional development is to have all-day 

and multiple-session meetings over an extended period of time. 

-1.826 

9 Effective professional development for teachers is university courses. -2.226 

 


