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ABSTRACT

Gregory L. McKnight:EExploring he RelationshiBetweerPr of es si on al Devel opn
Competenciee f Ef fecti ve Professional fPrefessional ng and
Development
(Under the direction dEric Houck)

The purpose of this studyas twofold. It first sought to establish a comprehensive
framework that clearly outlirteithe competencies a district level professional development leader
should have to design, deliver, and evaluate professional development for educators. Next, the
domain competencies were aligned to specific professional development survey items found in
theNorth CarolinaTeacher Working Conditions Surveyhe purpose of aligning the survey
guestions to the framewor kés do mashipofcompetenc
professional devel opment | eaders6é competenci e
development using a causaimparative design. Thellmwing research questiomgiided the

study:

1. Which theories and practices frantlee essential knowledgend competenciegsr
professional development leadersttectively design, deliver, and evaluate
professional development?

2. How, if at all, do the competency levels of professional development leaders

i mpact teacher so6é6 per cpmpntineachdoma?df pr of es s



This causatomparative study used the results from26&4 North Carolina Teacher
Working Conditions SurvgfNCTWCS) and a sefissessment survey of professional
devel opment | eadersd compet en dfthecompetentylevetse da't
of professional development leaders impact teadperseptions of professional developmient
their district. A regression analysis was conducted using professional development leader
competency as a preptidrsirceaan of the threetdensmiosh €he eegeargherr ¢
then conducted multiple regression model to pbore if the differences in how leaders perceived
their compet ency sofimofessoramloddévelopmeant inpeach domaintwiere n
predicted bydistrict wealth The regression models revealed thdistrictd wealth wasota
predictor of the differences found within each domain. The resultsneérgatistically
significant with both regressi cofprofessiomdl s, 1 ndi
development wrenot impacted byhedistrictd wealth nor the competency level of the

professional development leader.



This dissertation i s dedicated?é@é.

To my supportive wife Latisa. | ¢ a rchedrleateh ank vy
and voice of reason when the light at the end of the tunnel seemed out of reach. You never gave
up on me and refused to let me give up on myself.

To Gabby, my ladybug. You inspire me to be a better person and make the world a better place
for you.

To all my family members and friends, far too many to name. Thank you for your support,
checkins, and kind words of encouragement.

This accomplishment belongs to all of us!



ACKNOWLEDGEMENTS

First and foremost, Jesus Christ, who saidE wthing is possible for one who believés
Mark 9:23.

The completion of this program began with a belief during my senior year of high school.
When | asked my counselor about a brochure
Program, Iwastoldhtat t hat program wasndét a good f it
college as a next step. It was then that | made up my mind that | could succeed-gearfour
university. That conversation sparked my desire to go as far as | could go with rafiedutt
set in motion an internal drive to prove to myself that if others could do it, why not me? This
belief that | too could succeed has brought me to this very moment.

The completion of my doctoral program would not have been possible without the
support of many individuals. | would like to thank my dissertation committee: Dr. Eric Houck,
Dr. Fenwick English, Dr. Christopher Scott, Dr. Cynthia Martin, and Dr. Mary Russell. Dr.
Houck, thanks for agreeing to chair my committee. Your guidance hagHinme to the end of
this journey. Dr. English, I thank you for your feedback and shared wisdom throughout my time
in the program. | took my first doctoral class with you, so it only seems right that you are

onboard for the culmination. Dr. Scott, thayou for stepping in and serving on my committee.

ad

|l candt express my gratitude enough that you

Dr. Russell, your words of encouragement have meant more to me than you will know. You

Vi



have beenwithmemo t hi s journey from the beginning. I
just former colleagues.

| would also like to thank Dr. Dana Thompsborsey. Your guidance and feedback
help set all of this in motion. You knew just when to push to keep tbimggsmck and
chall enged me to go further in my writing. I
learning SPSS fun. You helped take the scary out of statistics and gave me my methodology
roadmap. Julia Mert z, | ¢ gatitdde forfyounadviceansd u gh wo
keen eye for detail. You have helped to make this what it is.

Finally, to my fischool spouse, 0 Dr. Dena P
dissertation partner. This has been a long tedious journey, but the laugirewided along the
way made the journey so much more tolerable. You have been a great sounding board as we
figured out this process together. | count you among my true friends. | hope that we will never
lose touch.

As this chapter in my life closes,Hank God for all the thoughts and prayers of family
and friends. | know this could not have been possible without some divine assistance. On to the

next big thing!

vii



TABLE OF CONTENTS

AB ST RA C T .ttt rmmm e e e e et e e e e — e e e e r e e e e e nnnan iii
ACKNOWLEDGEMENTS ... e e e e e e e e e e s mmme s Vi
TABLE OF CONTENTS. ..ottt e e e e et e e e e e e s bnmmeeeaeanas viii
LIST OF TABLES . ... e eeee e e et e e e e e e s e e e e e e nnn e Xi
LIST OF FIGURES . ...ttt e e et e e e e e e s tmmmeeebaa e e eeeenes Xii
CHAPTER ONE: INTRODUCTION.. ...ttt e e e e e ennn e e eeeees 1
Statement Of the ProbIEImML..........u e 4
Purpose of the Study and Research QUESLIONS.............cuvuuuiimmmriiiieeeeiiiiiiiine s seeeeeennd 6
SIgNIfiCANCE OF the STUGY.......uuiiiiiiiiiiiii e 8
Conceptual Framework and Overview of Methodology..............uvueviiiicccrreeeeeiieee, 9
ASSUMIPLIONS. ...t e et eme e e st e e e e e e e e e e e ammmaaaaaaeeeaeeeeaaeeeeees 10
Limitations Ofthe STUAY..........oveieiiiie e eeeer e e e nnne e e e e 11
DefiNitioN OF TEIMS....oiiiiiiiie e eeeens b e e e e e e e 12
Organization Of STUAY .. .....ue i ceeers et rnee e e e e e ee et smmeeeeeennnns 13
CHAPTER TWO: REVIEW OF RELEVANT. ...t 15
LITERATURE AND CONCEPTUAL FRAMEWORK..........c.ccovvirierimaesses e 15
Purpose of the Study and Research QUESLIONS..............uuivuuiccreeeeeeiiiiinense e e e eeeneeeanes 15
Professional DevelopmMENT.... ..o eeee e e 17
History of Professional Development in EQUCAION..............coooiiiiiimamiiiee 18
Cost of Professional Development... ..o iieeee e ereer e e eaaes 21
Professional Development and Its Relationship to Achievement................cccceeeeeee 22
The NINE STUAIES. ...t e et e e e eees s s e e e e e e e eeeeeeas 25



Components of Effective Professional Development.............cccceiviiviecceevviiiiiininee e 28

Adult Learning PriNCIPIES..........ccooiiiiiiieeeeeeee e e emnees 28
SYStEMS THINKING .....uuuiiiiii e eeee e s nennnaes 29
Models ofProfessional DeVEIOPMENT...........uuuiiiiiiiiiii e 31
= o] |1 7= U1 0] o PP PPPPPPRR 34
Professional Development Evaluation...............oooo e 36
Conceptual Framework of COMPELENCIES........cuiiiiiiiiiiiiiieeii e eeee e 39
Role of the Professional Development Leader...........ccccuuuiiiiimmmriiiiiiiieee e 40
Implemented Professional Development Models.............oooiii e 41
North Carolina Teacher Working Conditions SUIVEY.............covvvivviiemmeeieeeeeeeeiiiin 42
CHAPTER THREE: METHODOLOGY.......u it e e e eeeme e e e e e 44
PUIPOSE OF the STUAY.....eeiiiiiiiiiiiiiii e 45
RESEAICHDESION.. ..ttt e e e e e e e e e e e e e e s s e e eeeeeeeeeee e BT
Rationalization for Causglomparative DeSIQN............cuvvvuuuuuiiiiccreeeeeiiiiiseee e e e e e e eeeenns 48
= 11 1] ] PSR 55
INSETUMENTATION . ....ii i i e eeee e e e bbbt e e e e e e e e e s smmt et e e e e e e e eaaaeeeeens 55
LY £ 1o F= 11 o] o SRS PURRPRR 56
=Y 7= o] 11 SRS 57
Conceptual FramMEWOIK ...........ciiiiiiiiii e e e 57
1= 0] L= T PP PPPPPRRR 58
DAtA ANAIYSIS. ..ttt ——————————————————_ 59
CHAPTER FOUR: RESULTS . ...ttt e e e e e e e 60
DESCIIPLIVE STALISTICS. ... uuteiiiiiiiiiiii ettt 61
PaNElIST SUIVEY......iiiiiiiiii ettt erer ettt et e e e e e e e e e e e e e e s s immne e e e e e e e e e 61

Teacher Worlng Conditions Survey and Professional Development Leader Survey66

RESEAICH QUESTHIONS. ... ciiii e emme e e e e e e et e e e et emneeeeeaannnns 67
SUIMIMIAY. oottt ettt 4o em s e e oo oo e e e e e et e e ammna e s e e e e eeeeeeeeeeennrnnnnanne 76
CHAPTER FIVE:DISCUSSION AND IMPLICATIONS. ... 18
Overview and PUrpose Of the STUAY..........ueeiiiiiiiiii e 79

iX



= 1A USSP 80

Professional Development LEAdEIS. ...........vuuuuviiiiireeeeeieiiess e eeerne e 80
Correlations and Regression MOdEelS............coooiiiiiiiieeeii e 81

D Yol U I3 (o] o FO TP PP PPTPPPPP 82
Non-Significant RelatioNSHIPS. ........uiiiiiiii e 83
Implications and ReCOMMENAALIONS............coevveiiiiiiieemee e 85
POlCY IMPICALIONS. ... .o e e e emmrnn s 85
Practical IMPlICAtIONS......cciiii e e e emreennneed 36
Research IMpPlICAtIONS.........couiiiiiiie e 87
FULUIE RESEAICH......eiiiii e 88
(©0] o[ 11 5] o] o FEU PP PPPPPPPPPPPN 89
APPENDIX A: IRB NOTICET 17-1163......0.cueuieieereereeiieaessesessesiessesesses s oeemss s 91
APPENDIX B: NEW TEACHER CENTER DATA AGREEMENT.........cccccooiiiiiiiiiienn. 93
APPENDIX C: PANELIST RATING SURVEY......coiii e 97
APPENDIX D: NCTWCS AGGREGATED RATINGS.... oo Q9
REFERENGCES. ... .ot ee e e ettt e e et seeaea e e e e e enn e e aeeenes 101



Table 2.1
Table 3.1
Table 3.2
Table 3.3
Table 4.1
Table 4.2
Table 4.3

Table 4.4
Table 4.5
Table 4.6
Table 4.7

LIST OF TABLES

Professional Devel opment Rate of AQg3
Competency Domain Alignment with NBOT

Professional Development Leader S&fisessed Competencies lteéns.€ € € é 51
Professional Devel opment Construct.60l
Research Questions and Procedur es é 62
Paneli st Survey of Competency Domab2n

Professional Development Leader S&fisessed Competencies

(Paneli st Results)eéeéeéeéeéeéééééééeeececénd

Correlation Statisticséeééeéceéeéceté.cele
Student Spending and Percentage Free and Reduced Priceé lauclé é é é . 71
Aggregated Domain Resultseéeéeééé&&&eere

Results of Regression Anal ysi s éféer. 6C

Xi



LIST OF FIGURES

/////////////

Figure2. 1 Fr amewor k of Competencieséééeééeldééeéeécece
Figure 2.2 Complexity of Professional 4Devel op

,,,,,,,,,,,,,,

Figure 3.1 Paneli st Engagement ééééééecdreeceéeécéé

Xii



CHAPTER ONE: INTRODUCTION

Five years agol'he Race to the Tagant shifted the educational landscape and served as
the impetus for accelerated reforms in content standards, professional standards, and the use of
student assessment data to inform decistonsimprove instruction (The White House, 2009).
Educators throughout the country were tasked with learning several newly implemented
initiatives. High quality, effective professional development is often viewed as the method for
ensuring educators aregpared to successfully manage these rapidly changing initiatives (Little,
1993).

In North Carolina, the decision was made to implement several new initiatives
concurrently (U.S. Department of Education, 2012). A concerted effort was made by the
Departnent of Public Instruction to train and build capacity throughout the state via professional
development. The State Department of Education realized that teachers needed professional
development that would enhance their competencies in the areas ofingpask content
standards, developing a deep understanding of new evaluation toalsdandtandingewly
developed professional teaching standards.

Lastly, The Race to the Tapitiatives outlined several areas for a state education agency
to addresss part of its overall educational reform efforts. As part of acceptiegrace to the
Topfunding, North Carolina drafted a plan to address standards and assessments, data systems to
improve instruction to turn around the lowest achieving schools, read tgachers and leaders

(ANC Race to the Top,0 2010). The standards



state curricular standards with preference given to states that adopted common core state
standards in reading and math. The initatlso called for the implementation of new
assessments, such as digital assessments with morermgeh, higheorder thinking questions,
and taskoriented assessments. In addition, the state had to address the development of data
systems to improve gtruction. This initiative resulted in the development of a statewide
longitudinal data system to track and monitor student academic progress. The system was
designed to provide educators with an abundance of student data allowing for improved
instructianal programs tailored to meet specific student needs. The state also developed a digital
warehouse of common resources educators could access for free to support instructional
planning. A third initiative undertaken durifidne Race to the Tapas turningaround the
lowest achieving schools. School districts were given the latitude to implement new innovative
programs to improve these schools. Some of these innovations included creating thematic
schools and building district and school transformation seancoach and mentor educators in
identified | ow performing schools (ANC Race t
Finally, The Race to the Tapitiative focused on building great teachers and ledulers
includinga professional devel opmengo,codmpbh)e.nt T HeNCe
teacher8andl e a dndtiatigeGelies heavily on building professional development capacity.
Job embedded professional development provides the structure byalhighinitiatives will
either succeed or fail. The state and school districts were charged with providing effective, data
driven professional development to support teachers and principals. Educators are required to
use student data from both formativelaummative assessments for decisnaking to
improve teaching and learning with the goal of increasing student achievement. However, many

educators do not enter the profession already possessing the needed competencies to successfully



implement theseaw initiatives and reforms (Mizell, 2010). They must acquire these
competencies on the job, often through disfpicivided professional developmefaret,
Porter, Desimone, Birman, & Yoon, 2001

The Race to the Tdgorth Carolina Professional Developnt Initiative (PDI) focused
on developing a cadre of professional development leaders to serve as resource developers,
workshop leaders, professional learning community coaches, and content specific regional
coaches (ANC Race t o tntet ef Edueaton, 8012).0TheBe indidduds Dep
were tasked with assisting district level professional development leaders as they design, deliver,
and evaluate job embedded professional development for their teachers and school
administrators. Throughoutd’th Carolina school districts, professional development is often
the responsibility of one lead individual or handled by several individuals within the district,
depending upon size and available resouotdise district Professional development at the
district and school level often looks very different from one district or school to the next as the
responsibility for delivering professional learning is handled by curriculum coaches, teacher
leaders, content area directors, and general professiorabdment leaders. The structure for
professional development varies based on district size and available resources. Size and
available resources also dictate how often professional development is offered throughout a
district. Even though job embeddeafessional development is important, there is an absence
of a state level structure in North Carolina for developing the skills of district level professional
development leaders responsible for professional learfiRrgfEessional Development2017)

In 2014, $2.3 billion was budgeted for Title Il of the Elementary and Secondary
Education Act, which is mostly devoted to professional development (Loveless, 2014). Title I

of the Elementary and Secondary Education Act provides funding to suppodrstatistrict



level activities that improve teacher and principal quality and thereby improve student
achievement. School districts use the bulk of their Title Il funding to support professional
development. School districts spend in the range of 1. &ipiet@ 7.6 percent of their net
operating expenditures on some form of professional develop@dde(, Archibald,
Fermanich, & Gallagher, 2002¥chool districts expect to see a return on their investment via
increases in student achievement and improgadhing and learning. Professional development
is the primary method employed to bring about change and help educators acquire and refine
skills (Guskey, 1994). Thus, professional development will continue to be an integral part of
reform efforts in thdield of education.

For professional development to have the intended impact of changing practice, an
examination of the professional development leader needs to oceuefdre the competencies
a professional development leader must possess andoacshipuld directly impact the
districtwide perceptions of professional development. This study is an important tool for senior
administrative leaders to use to strengthen and develop the competencies of district professional
development leaders as theyidm, deliver, and evaluate professional developretvill
ultimately increase student achievement.

Statement of the Problem

A review of the literature (e.g., Desimone, 20GHhret, et al., 2001; Guskey, 1991, Little,
1993;Reeves, 2010) would suggest that professional development is indeed an effective method
for preparing teachers to successfully navigate initiatives and effectively change practices.
Although the research on effective professional development in eduisag@igtensive (Guskey,
1994), there is a dearth of information explicitly addressing the needed competencies of the

professional development leader and their impact on a professional development program.



Professional development leaders are vital to tleeadvprofessional development process.

These leaders are expected to have the competencies to impart knowledge while engaging in all

areas of the professional development process (Guskey, 1991). The success or failure of a
professional development progras often attributed to how well it was planned, implemented,
and evaluated. To achieve high quality professional development, professional development
leaders should have an active role in the planning, designing, delivery, and evaluation of the
overallprofessional development program

Often, individuals at the central office level began their careers as former teachers with
competencies focused on teaching children. These individuals have, over the course of their
professional career, matriculatiedo new administrative roles. How are individuals prepared to
step into new administrative roles, particularly the role of a professional development leader?
Do they possess the necessary competencies that align with the principles of effective
professiomal development? Part of the problem is defining the competencies needed to design,
deliver, and evaluate professional development. This stoughtto establish a framework of
needed competencies for professional development leaders to design, detheraluate
professional development for educators. The study explanether a positive relationship
exists between high |l evels of professional
perceptions of professional development as captured dvottile Carolina Teacher Working
Conditions Survey TheNorth Carolina Teacher Working Conditions Suni@g statewide
biennial survey of licensed schdwmhsed educatots acquiretheir perceptions about their
working conditions. The survey captures pptims data across eight construdto(th

Carolina Teacher Working Condition2017). The professional development construct pravide

valuabl e data regarding educatorsd pesrTheepti on



results of the survegre aggregated by school district and disaggregated by survey topic. The
guestions from the professional development section of the sueregligned with the
professional devel opment | eadersdé competenci e
applicable.
Purpose of the Study and Research Questions
The purpose of #hstudywastwofold. It first osughtto establish a comprehensive
framework thatvould clearly outline the competencies a district level professional development
leader should have to sign, deliver, and evaluate professional development for educators.
Next, the domain competenciegmaligned to specific professional development survey items
found in theNorth CarolinaTeacher Working Conditions Surveyhe purpose of aligning the
survey questions to the Wwastainvestigate thedredatioshi;mad i n c o
professional devel opment | eaders6é competenci e
development using a causaimparative degn. The following research questions guidee
study:
1. Which theories and practices frame the essential knowledge and competencies for
professional development leaders to effectively design, deliver, and evaluate
professional development?
2. How, if at all, do the competency levels of professional development leaders impact
teachersé perceptions of professional dev
a. Do higher levels of competency in the design domain of professional
development have a positive relationship onteaéherp er cepti ons o

professional development?



b. Do higher levels of competency in the delivery domain of professional
devel opment have a positive relation
professional development?

c. Do higher levels of competency in the evaluatiomain of professional
devel opment have a positive relation
professional development?

The first research questiovas proposetb establish a framework of competencies a
district professional development leader shouldspss to design, deliver, and evaluate
professional development. First, it was important to identify, based on the literature regarding
effective professional development, the underlying theories and best practices that would
undergird each domainofthem f essi onal devel opment | eadersé
Second, each domain of the professional devel
vetted by a panel of professional development practitioners for levels of agreement with the
identified domaircompetencies. The vetting process was conducted through a survey and was
done to establish the researcherodos developed
competencies, as agreed upon by practicing professional development, ad éosprovile a
counterbalance to possible researcher. bldee researcher was formally employed as a regional
professional development leader for the North Carolina Department of Public Instruidtien.
researchedirectly workedfor five yearswith district professional development leaders across
the statavho have designed, delivered, and assisted with evaluation of professional development
in this role.The researcher has undertaken this research with preconceived ideas of what
competencies a district professablevelopmenieadershould possedsased on prior

experiencesTherefore, a panel of seven practicing professional development leaders from across



the state of North Carolina were asked to provide feedback and suggestions on the proposed
framework of cometendges to ensure the framework accurately captured the desired
competencies needed by a leader of professional developfrtentreation of the competency
frameworkis discussed ilChapterThree

The second guiding research question for this studydesigned to test the strength of
the relationship between teachersd perception
of the professional development leaglefhe three suljuestions were designed to correlate the
direction of the relationship et we e n t e a cdofprofessionpl davaiopnpent anal rach
domain of the framework.

Significance of the Study

There is much literature and research on components of effective professional
development (Desimone, 201Garet, et al., 2001; Guske}Q91; Little, 1993Reeves, 2010).
What is not so clear is if the competency levels of the professional development leader have an
i mpact on teachersd perceptions of profession
aligns with research as to whanstitutes effective professional development. However, it is
not enough to simply establish a framework of needed competencies. An examination of the
correlation of the impact that attained competencies have on perceptions of professional
developmenby teachers is needed to advance this study.

This study will contribute to the body of knowledge around the preparation of
professional development leaders and the competencies needed to design, deliver, and evaluate
professional development. This stugltablishd a framework of competencies to bridge the
gap between the components of effective professional development and the competencies needed

for implementation. This studyad the potential thighlight hidden deficiencies that revealed



and addessedmay improve the design, delivery, and evaluation of professional development
programs, thus improving teaching, learning, and student achievement.

Finally, this studycouldestablish future professional development for professional
development leders. The framework of competencies may provide policy makers and
credentialing agencies valuable information to inform capacity building and resource allocation
with regards to the framework domains. Credentialing agencies could use the data gathered in
this study to create preparation programs aligned to each domain.

Conceptual Framework and Overview of Methodology

This study sughtto establish a comprehensive framework that clearly odtline
competencies agreed upon by practitioners that an indivstioald possess to effectively lead a
professional development program. The framework catsidtthree domains: design, delivery,
and evaluation. Within the three domains, theories and best practicagtilized as the
framework of competencies fan effective professional development leader. Adult principles
of learning, systems thinking, and models of professional development cadripas#esign
domain. Within the delivery domaithereweretheories and best practices on adult principles of
learning, group facilitation, and models of effective presentations. Finally, the evaluation
domain focuse on principles of evaluating professional development. The principles embedded
within these theories are principles found throughout the literatuegfective professional
developmentGuskey, 1991, Little, 1993; Loucksorsley, Stiles, & Hewson, 183

This studyusedthe causatomparative design, a research design which seeks to find
relationships between independent and dependent variablearaéeent has occurred.

Analysis wasperformed on data extrapolated from the 2Rbth Carolina Teacher Working

Conditions SurvefNCTWCS), the dependent variable, and a survey of professional



devel op me n t-asdesmetts of competereiesf thepaetident variableThe questions
from the professional development section of the NCTWE@&aligned with the professional
devel opment | eadersd competencies framewor kos
Alignment of domain competencies and NCT®/{Tems will be explained i@hapterThree

Furthermore, the researcheracqdideat a on di strict profession
levels of competencies with regards to the theories and best practices found throughout the
competency framework. The &son correlation coefficientagused to determine if a positive
relationship existsand how strong the relationship letween the professional development
|l eadersdé6 | evels of competencies and teachersbo
district as measured by the NCTWCS.

Assumptions

The primary assumption of this studssthat professional development leaders already
possess some legalf the competencies outlined in the framework. A further assumption is that
these competencies are being utilized to some extent in the performance of their duties as leaders
of professional development. The data gathered for anagsisollected froma survey
administered tohoseidentifiedasprofessional developmelgaderghroughout the state.
Therefore, it is assumed that the survey respondents will respond truthfully about their
competency levels, as there are no incentives for thdrmdishonestThe final assumption of
this proposed study is that higher competency levels within the domains of design, delivery, and
evaluation wil|l have a positive relationship
development. Assuming professiodalvelopment leaders with higher competency levels are
putting their competencies into action, teachers will experience a better quality of professional

development that will be reflected in their perception survey. Ferguson, with Hirsch, (2014) was

10



able b demonstrate that there were significant connections between teaching conditions and
student valuedded gains. Four areas assessed by the New Teacher Center survey are linked to
the prerequisite conditions for achievement gains. Student conduct mamagéemands on
time, professional autonomy, and professional development are the four areas that show positive
educator perceptions are associated with factors linked to improved student engagement and
learning. Despite the findings that show positivecadior perceptionsvith regards to
professional development, are linked to improved student achievement, thl@@ti€arolina
Teacher Working Conditions Survevealed that professional development had a significant
and negative association with statlachievement (New Teacher Center, 2015).
Limitations of the Study

In this study, thergvereseveral limitations. This studyseda causatomparative
research design which investigates differences that already exist in relationships after the fact.
Determining causality must be done with caution since there is a lack of randomization and
control factors for the researcher. Even if a strong relationship is observed, it does not prove that
one variable causes the other to change. The impact of outsabeounted for variables may
influence the observed results. The studgdthe North Carolina TeacheWorking Conditions
Qurveyt o validate the professional devel opment
upon by a panel of professional developbhy@actitioners. The competencies listed in the
framework are not exhaustiv&eacher perceptions of professional development are bound to
the thirteen items found within tidorth Carolina Teacher Working Conditions Survey.

A delimitation of the studys the data collected on competencies are bound to

professional development leaders in North Carolina and the competency level data is based on

11



r es p o n d-eepartsvia arsoalihef survey. The professional development leaders in North
Carolina are useds the population for the study to correspond with the NCTWCS results.

This study analyzidata from surveyed professional development leaders who may be
titleholders and may not be directly involved in the design, delivery, and evaluation of
professionatevelopment. There are many leaders of professional development within a school
district without the associated title wacenot be included in this study. TiNorth Carolina
Department of Public Instructianaintains a directory of district level preB&onal development
leaders. This directory only includes the professional development title holder or the individual
identified as the district contact for professional development. The list is not reflective of all of a
di strictoés pr enfleadess.i Havirg the tidlecof peofessipnal development leader
is important to this research because it is the method used to identify participants. The survey
was extended to the individuals named on the official contact list.

The study @l not se& to determine levels of competency implementation. Reporting a
high level of competency in a domain is not an indication of actual follow through on the part of
the professional development leader.

Definition of Terms

Adult Principles of LearningAndragogy):A theory on how adults learn with an

emphasis on the process of learning. The learning approach places an emphasis on collaboration,
self-direction, problerrbased, and relevancy.

CompetenciesPossession of skills, knowledge, and quadiiiens.

Domains: A range of personal knowledge.

Evaluation: A systematic investigation to determine merit or worth.

12



Group Facilitation: A process in which a person guides and assists a group with problem

solving and decision making. The faalior is often neutral and serves to provide and maintain
structure and order.

Local Education Agency (LEANorth Carolina has 115 public school districts. Each

district is a | ocal education agency. The te
throughout this study.

Models of Professional DevelopmebBtelivery strategies/models proven to be effective

for adult learners and learners in general.

NC Teacher Working Conditions Survey (NCTWCEhe NCTWCS is a biennial

opportunity for all licened, schoebased educators (principals and teachers) to provide input to

their school and local school district to inform local improvements and state level policy.

Professional DevelopmenA comprehensive and egoing approach to improving
e d u c a onpetendes and effectiveness.

Pearson Correlation Coefficien measure of the strength of a linear association

between two variables.

Systems ThinkingA process of understanding how parts within a system influence one
another in a whole.
Organization of Study
This study focusdon what competencies are needed, as agreed upon by a panel of
practicing professional development leaders, for a professional development leader to design,
deliver, and evaluate professional development prograchg #rere is a positive relationship
bet ween competency |l evels and teacheNath perce

Carolina Teacher Working Condition Survelhe panel of practicing professional development
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leaders vascomprised of regionigrofessional development lead consultants employed by the
North Carolina Department of Public Instruction. These individuals worked with school districts
across the state of North Carolina to support school district professional development leaders.
Thestudyis organized into five chapters. Chapbereis an overview in which the problem of
study is defined. Chapt@&mo presens the literature related to aspects of effective professional
development. The information in the literature review draws fseveral educational research
studies and includes theories and best practices that make up the conceptual framework of
competencies used to assess a | eaderdéds knowl e
professional development are not limited to apgcific content area. These theories and best
practices are applicable across all content areas. CHaptadescribs the methodology, data
analysis, and instrumentation. Chapteurpresend the findings and analysis for each research

guestion.Finally, ChapteFive discusgsthe possible impact on practice and future research.
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CHAPTER TWO: REVIEW OF RELEVANT
LITERATURE AND CONCEPTUAL FRAMEWORK
Purpose of the Study and Research Questions
The purpose of this study is twofold. It fisiughtto establish a comprehensive
framework that clearly outlimecompetencies a district level professional development leader
should have to design, deliver, and evaluate professional development for educators. Next, the
domain competencies will beigthed to specific professional development survey items found in
theNorth CarolinaTeacher Working Condition Surv@yCTWCS) The purpose of aligning the
survey questions to the Wwastainvestigate thedredatioshipmad i n c o
profes si onal devel opment | eadersé6é competencies a
development using a causadimparative design. The following research questions dtinde
study:
1. Which theories and practices frame the essential knowledge and comgmefenci
professional development leaders to effectively design, deliver, and evaluate professional
development?
2. How, if at all, do the competency levels of professional development leaders impact
teachersé perceptions of professional deve
a. Do higher levels of competency in the design domain of professional development

have a positive relationship on teachersaé
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b. Do higher levels of competency in the delivery domain of professional development
have a positiveteat i onshi p on teachersd percepti on
c. Do higher levels of competency in the evaluation domain of professional
devel opment have a positive relationship
development?

The first research gggon ®ughtto establish a framework of competencies a district
professional development leader should possess to design, deliver, and evaluate professional
development. First, it was important to identify, based on the literature regarding effective
professional development, the underlying theories and best practices that would undergird each
domain of the professional devel opment | eader
domain of the professional devel opetleympandl eader
of professional development practitioners for levels of agreement with the identified domain
competencies. The vetting process was conducted through a survey and was done to establish
the researcher s devel olpctod of heededrcempetenkiesass a | e g
agreed upon by practicing professional development leaders. The creation of the competency
framework will be discussed BhapterThree

The second guiding research question for this study was designed to test the strength of
the relationship between teachersd perception
of the professional development leader. The threegsebktions wereabigned to correlate the
direction of the relationship between teacher
domain of the framework.

This chapter begins with an overview of professional development. Professional

development is a commongatice found throughout many different fields as a way of enhancing
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an organizati ono6s Kk nowThes dhgpter vallraldo givarap overviewinfg pr a

the history of professional development in education to clearly establish the need fagongoi
professional development as a key component of successful reform. Next, the review will briefly
explore the cost of professional development and the expected return on investment. The
discussion will then explore the research regarding professionelbgenent and its relationship
to achievement. This is followed by an examination of the components of effective professional
development. The components of effective professional developmend asrtree foundation
for the conceptual framework of contpacies for professional development leaders and the role
of the professional development leadersexamined through the lens of the framework.

Finally, background on the professional development construct dfdtte Carolina
Teacher Working ConditioBurveyis recounted along with an analysis of the 2014 results from
the professional development construct.

Professional Development

The available literature focused on professional development, professional learning,
andor staff development is vash@ covers a multitude of professional fields. Found throughout
the literature is a common theme that resonates across dischtiagrirpose of professional
development is to enhance the skills and knowledge of the parti¢iugice & Showers, 1980)
In fields such as nursing and educatiorofessional development grew out of a need to
continually refine the skills and practice of the practitioner to meet newly developing challenges.
Practitioners exit academia and enter their respective profes@ibndegrees that serve as the
foundation of their professional knowledge. However, in a dynamic environment that constantly
tackles newly emerging issues, it is imperative that practitioners stay sharp to effectively meet

the needs presented by socielty the field of nursingnurses participate in continuing education
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to stay abreast of new technologies and advancements in medicine to improve patient health
outcomes. Florence Nightingale, considered to be the first advocate for continuing education
saw the need for nurses to continue their learning. This type of advocacy and encouragement
would help spur the first U.S. course in nursing continuing education in 289dursing
progressed\er theyears this would eventually evolve into accreditatgoand licensure
programs as a condition for nursing license rendéWzontinuing education, professional
development, and lifelong learning for the 21st century health care workforce", 2011)
Continuing education in the nursing field has become so vital that most places now have a
Nursing Professional Development Specialist (NPDS), also known as a nurse educator. The
NPDS ha knowledge and skills in adult learning principles, career develofmeogram
development, management, continuing education, and leadesstilpa¢t & Johnstone, 2017).
The importance of having a skilled and knowledgeable NPDS is vital to helping nurses change
practice and improve patient healthcare outcomes. A sith#ane can be seen in the field of
education.
History of Professional Development in Education

The evolution of professional developméntducationor in-service efforts, can be
traced back to the 19th century.-dervice was viewed as a necessityriprove teaching.
During this time, many of the prevailing ideas were that efforts should be directed toward the
correction of obvious defects of teachers. Teachers were very young, immature, possessed
inadequate command of subject matter, and lackafégsional skills (Richey, 1957). Prior to
1890, it was not uncommon to find new teachers between the ages of 14 and 17. As a general
rul e, Nt eacher s hasthool education, that they had goae thvooighmo n

arithmetic but did not understandt 6 ( Ri c hey, 1957, p. 37). To
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stop for a female transitioning from girlhood to marriage (Richey, 1957). As a result of the
conditions of the aforementioned time period, teacher institutes began to be established,

A d e ed ngtonly for teachers but also for inexperienced candidates for teaching positions
whose needs were not greatly different from
Classes were taught on content, which the teachers or prospective teaxiiérsiter teach

employing the newly learned methods.

The time between 1890 and 1930 saw a rapid improvement of the teaching profession.
Certifications were being established and enacted in several states that required additional
education beyond thengraded structures that were currently in place. More men were entering
teaching. Post high school graduation work was becoming a requirement for certification in
several states. Most high school teachers had at least four years of college lev@lhistikne
also ushered in an increase in the average years of experience. Because of the increase in
teaching experience, a decrease in teacher mobility was also evident during this time. By the
mid-thirties, teaching was becoming a stable and viabliegsmn. Howeveltteacheiinstitutes
began to lose their appeal and face political backlash as more colleges and universities began to
offer summer school and correspondence courses for teachers, who were rapidly acquiring post
high school knowledge thahabled them to meet the rigor of college level work (Richey, 1957)

Summer school and correspondence programs began to rapidly expand at the college and
university levels and would eventually evolve into schools of education. As this evolution was
taking placeteacher institutebegan to be ineffective and less rigoroasduse they lacked
institutional standards that were consistent from state to state and region to Tegicmer
institutes would eventually lose favor and teacher improvement was viewed more as a

component of supervision, which had grown in populantyrd) the 1930s (Corey, 1957).-1n
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service began to be characterized by disorder, conflict, and criticism (Guskey, 1986). Although a
continued need for professional development had long been recognized as necessary with the
establishment of the teachingpfession, growth of professional development programs was
becoming more commonly accepted even though much of what was being offered was found to
be Auninspiring and ineffectiveo (Corey, 1957
workshop had bexme popular as a form of-gervice. The belief that teachers needed to work
cooperatively on instructional problem solving to assure professional growth also became more
accepted as a way of improving professional practices (Corey, 1957). Althoughvdlseseme
agreement on what professional development should look like, detractors to the overall
effectiveness of professional development still existed. Research conducted by Howey and
Vaughan (1983) described professional development asugtiorted vth resources but
lacking in accountability with regards to teacher behaviors and student outcomes. They also
found that offerings were fragmented, not highly regarded, and lacked faioome of the
same arguments that date as far back as the 18iB@sls relevance today as what constitutes
high quality professional development continues to be redefined. Noticeably absent in the
literature regarding the establishment of professional development for teachers is an examination
of the leaders of pfessional development.

Despite the early failings of organizedsarvice andeacher instituteghe purpose
remains the same today.-service, staff development, professional development, and
professional learning are built upon the premise of clmgnigiacher practices and behaviors to

improve learning.
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Cost of Professional Development

School districts continue to invest a significant amount of resources to change teacher
practices and improve student achievement. However, as important as professional development
is, it is difficult to pinpoint exactly how much is being spent on pridess development
initiatives. Little is known regarding the actual cost of professional development at the school or
district level due to variations in reporting, accounting, spending, and the definition of what
constitutes professional development (Ranich, 2002). Several research studies have been
conducted to better understand the true cost of professional development for a school or district
(Odden, Archibald, Fermanich, & Gallagher, 2002; Fermanich, 2002; Miles, Odden, Fermanich,
& Archibald, 20@1). Most of the research conducted focused on professional development
expenditures. The common problems identified throughout the studies found (a) accounting
codes did not allow for accurate tracking of expenditures, (b) differing frameworks for
categoizing professional development made for too many variations, so comparisons were not
possible, and (c) collecting district level data led to underestimates of professional development
expenditures (Odden, et al., 2002). Districts continue to spend ranodegllocate resources
blindly with the hope that the numerous, unfocused, and ineffective professional development
practices will have a positive impact on student achievement. According to several studies
(Odden, et al., 2002; Fermanich, 2002), a ssfienate of professional development spending
falls between 1% and 8% of a districtds opera

Each yeathatresources are allocated for professional development without a true
understanding of the expenditui®a year that resources could ddeen focused anore
effective professional development strategi@esearch has established that effective

professional development will require significant expenditures over a sustained period (Odden, et
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al., 2002). A framework for organizing professal development expenditures is the best way to
ensure that resources support student achievement. The professional development leader has a
fiduciary responsibility to ensure that the p
expected to dd improve student achievement
Professional Development and Its Relationship to Achievement

Professional development is the most commonly used strategy that schools and districts
rely on to improve student achievement (Desimone, 2011; Little, 1993; Guskéy, 13
Guskey (2004) states, AOne constant finding i
i mprovements in education al most never take p
(p. 4) For professional development to serve as a vehicle ofyehamd improvement, it must
contain several factors. It needs to be sustained, ceommed, weldefined, and designed
with iterative opportunities for application. These factors have shown to be directly related to
program success. Even if all trecfors are present in a program, it does not guarantee success.
However, there is strong evidence that indicates neglecting any one of the factors will likely limit
effectiveness and reduce the chance to bring about significartdonghange

Although professional development for teachers is critical for supporting reform efforts, a
2013 report of professional development bykhat i o n a | School (Bresifords As s
Public Education found most t e aavdlopmenstthatr endét g
would help them improve. A main finding in the report stated that most professional
development is ineffective and neither changes teacher practices nor improves student learning
(Gulamhussein, 2013). In another research study condugtBldebNew Teacher Project
(TNTP) on professional development, the findings vi&eethe 2013 report by the Center for

Public Education. The report surveyed over 11,000 teachers and school leaders in three large
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geographically diverse school districtdaone midsize charter network. The researchers also
interviewed 127 district staff members and school leaders. The results of the study found that
the school districts spean average of $18,000 per teacher, per year on teacher development.
However, mat teachers in the study did not appear to be improving from year td'Vhar (
Mirage: Confronting the Hard Truth about Our QuestTeacher Development”, 2015n a
third study focused on professional learning, researchers found that 90 percectierstea
participated in professional development that they felt was useless. The method of professional
development most widely used wasorkshoptraining (DarlingHammond Chung Wei,
Andree, & Richardsor£009). Research into effective professiaharelopment found that the
oneshot workshop model is the least effective model of professional development and often
doesn 6t change tYeoa dbtnean, LeerSaarldss, & Shapely, 2008chool
di stricts rely on t haninexpendive theans ofmainthg, buttbie c au s e
model lacks cherenceand the opportunity for teachers to practice implement@Boman,
Desmone, Porter & Gare00Q Gulamhussein, 2013The Mirage: Confronting the Hard Truth
about Our Quedbr Teacher Deelopment"”, 2015) Funding for professional development
North Carolinas practically norexistent. Professional development programs for teachers
across the state have been reduced or eliminated (Carpenter, 2011). The workshop model is easy
to implament, but often lacks the opportunity for follayp. Under the right circumstances this
model has its merits, but overall this model is overly used and is the antithesis of what is
considered best practice.

Research into pr of es ensmdertachielemerd dicocpnfireant 6 s i
several effective practices. A recent study conducted over 1,300 studies that potentially

addressed the effect of teacher professional development on student achievement in three content
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areas and analyzed the resultg®wever, only nine of the studies in the research met What

Works Clearinghouse (WWC) evidence standaise nine studies in the reseatobk place in

elementary schools. There were no middle or high school studies that met the WWC evidence

standardsThe WWC i s an initiative of the U.S. Depa

Education Sciences. Established in 2002, the WWC is a central database of trusted source

information for decision makers in education. The WWC reviews and assesses research

evidence for educational programs, products, practices, and policies. Studies that met the WWC

criteria were found to be consistent with models of effective professional development. The

studies were found to be of high quality in their theory of actionnpign design, and

implementationThe components that made the study high quality can be found throughout the

domains in the conceptual framework. This further supports the significance of the conceptual

framework. The professional development receivediie teachers was sustained, content

focused, weldefined, and constructed on a validated theory of teacher learning and change. The

nine studies were also found to promote and extend effective curricula and instructional models

(Yoon, et al.,2007). Fndings in the WWC research report revealed that teachers who received

substantial professional development (substantial being an average of 49 hours in the nine

studies) can boost their studdrdshievemerstby about 21 percentile points (Yoon, et al0?2).

The research also revealed that studfa@sacherdiaving more than 14 hours of professional

devel opment displayed a fApositive and signifi

professional devel opment o (Yoon, et al ., 2007
Recently, thaVWC has faced some criticism for their ladkrandomized control trials

(Sparks, 2016; Wood, 2017). Concerns have ranged from misrepresentation of study findings,

exclusion of relevant studies from review, and concerns over WWC policies and procedures to
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name a few (Wood, 2017). The WWC has admitted they have issues that they are working to
correct anchaveproduced several quality review repasfgheir corrections Despite these
issues, the WWC still serves as a useful repository of informatiomlfmagors. Out of the 69
gual ity revi ews |Doesthe\What Works’Otepriaghalise>Really Work?
one study specifically addressed the impact of professional development (Wood, 2017). The
guality review report was revised to modify the atgdion of the study to refle¢helevel of
implementation. The quality review revisions did not include any of the nine studies listed
below. The findings in the nine studies align with identified best practices of high quality,
effective professionalevelopment
The Nine Studies

Cole (1992) and Sloan (1993) were two studies that used a similar professional
devel opment model that focused on changes in
Mississippi were trained to model 14 pedagodieiavior competencies. The behaviors were
applicable generally to all subjects. Teachers received 40 plus contact hours over the course of a
year. After the initial eight threleour sessions over a twoonth period, teachers received
follow-up observatinal visits and two halflay follow-up conferences. In Sloan (1993), teachers
were trained to practice instructional questioning behaviors associated with Direct Instruction
using Hunterdéds Seven Steps of howhioautliiZeeachi ng Ac
anticipatory sets, model instruction, and check for guidaibés study lastedboutfive hours
over two months with summer sessions and seven fallpweetings.Both studies tested for
the effect on student achievement in multiple subjects by using commercial tests. The effects
were found to be positive, but were not statistically significant after adjusting for multiple

outcomes and clustering (Yoon, et abDP2).
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Duffy, Roehler, Meloth, Vavrus, BookndPut namés (1986) professic
study focused on training teachers in the use of explicit verbal explanations during reading
instruction for poor readers. Teachers received fiveshtowr sessiamover four months in
prescriptive basal text techniques to help struggling readers remove blockages to meanings.
Although there was no appreciable increase in reading achievement, the professional
development met the standards of high quality (Yoon!, ,e2@07)

The studies designed by Marek and Methven (1991), M&@&ilhzen, Allington, Yokoi,
and Brooks (1999), and Tienken (2003) all focused on curriculum and pedagogy. Marek and
Met hvends professional devel opsmmemet Paticipadtyy r an
received over 100 hours of trainingsaience as knowledge and knowledgeking McGill-

Franzen et alprovided three whole day sessions and severhtwu follow-up sessions over the

course of six months. The focus of the prefesal development was to train teachers how to

structure their classro@and instruction to meet literacy development needs in young students.
Tienkenbés study focused on how to provide ins
and highorderreflective questions for narrative writing. Teachers received eighthome

sessions and six followp conferences over three months. All three studies showed positive

effects.

Carpenter, Fennema, Peterson, Gbvwastudegts and
learn and how to assess student learning in mathematics. Teachers received training on the
relationship between math problems and how students process to solve them. Training was
provided via a fouwweek workshop with one followip session.Teachers had 83 contact hours
over four months. Saxe, Gearhart, and Nasir (2001) also focused on mathematics. Their study

provided training to teachers on how students learn fractions and how to understand student
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motivation in math. Teachers attendedteeklong summer workshop with thirteen follap
meetings for a total of 60 hours of training over six months.
The final study by McCutchen, Abbott, Green, Beretvas, Cox, and Potter (2002) focused
on deepening teacher sd u omricasvareness. iTeaghsrs of phon
attended a twaveek summer institute and had three foloprmeetings with classroom visits
for support. The professional development lasted for ten months with about 100 contact hours
with teachers.
A separate thregear lorgitudinal study looking at the effect of sustained whole school
professional development on student achievement in science also found favorable results.
Students at a middle school were followed across three years of science classes and participated
in theDiscoveryMod el School I nitiative. The study suq
professional devel opment is |Iinked to increas
Kahle, & Fargo, 2007, p. 785). The study also found wholool sustained pfessional
development provided the opportunity for collaboration of teachers over time. Even after
funding was no longer available, the teachers continued to collaborate and all students improved
Although the connection between professional developarehstudent achievement is a
logical one, making the link is a challenge. Researchers, however, have identified three key
areas where professional development affects student achievement. First, teacher knowledge and
skills are enhanced through profiessl development. Second, classroom teaching improves
because of better knowledge and skills. Finally, student achievement is raised through improved
teaching. Better student learning and achievement cannot be expected if one of the steps is weak
orms si ng. According to Yoon et al. (2007) , il

of high quality in its theory of action, pl an
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throughout the various studies conducted on high quality profedsievelopment and its
relationship to student achievement is an examination of the professional development leader and
how his or her competencies serve as an antecedent to an effective professional development
program. Professional development leaderse as change agents and are vital to the overall
professional development process. These leaders must be willing to engage in all aspects of the
professional development process, from program planning and design to the final evaluation of
program resus (Guskey, 2008 . Before the professional devel
can be examined, the components necessary for effective professional development must be
defined.
Components of Effective Professional Development

For professionatlievelopment to be considered effective, there are several components
that should be evident. In the planning and design of professional development, adult learning
principles (andragogy), systems thinking, and models of professional development should be
incorporated. The implementation phase of professional development incorporates components
of delivery such as facilitation and models of effective presentations. Yoon et al., (2007) state
that teaching, improved by professional development, raises sartéavement. However, to
back this statement up means an evaluation should occur. High quality professional
development incorporates an evaluation framework as a means of monitoring and determining
success. The following sections will summarize eachponent and begin establishing the
foundation of the conceptual framework.
Adult Learning Principles

According toMalcolm Knowles andragogy is the art and science of helping adults learn.

Although there are many critics of the andragogy theory, theiplas of adult learning provide
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a solid foundation for planning learning experiences for the adult learner and should not be easily
di smi ssed. Dwyer (2004) offers the following

0 Adults bring knowledge and egpence to any learning situation.

Adults are seldirected learners.

O«

0 Adults are motivated by information they find meaningful.
0 Adults have established learning preferences.
0 Adult learners can be impatient when their time is wasted.

High-quality professional development takes these points into consideration during the
planning and design phase and adequately addresses these areas to the benefit of the learner. The
planning and design process of professional development should disssathe following: how
to help adults become seifi r ect ed | earners; how to relate wl
experiences; and how to link immediate application to current practice (Smith & Gillespie,

2007).
Systems Thinking

Systems thinkig is about looking at the whole of the organization and recognizing the
interconnectedness of all paasd they function, this is synergy (Betts, 199Epr professional
development to be effective and to truly change instructional practices that ieacebsed
student achievement, professional developers must recognize ways in which the system either
hinders or supports those efforts (Murphy, 2000). Professional development should be thought
out and well planned before undergoing professional dprredat initiatives. Many professional
development programs provided by districts are ineffective because they are unfocused and are

not aligned with other district goals for student learning (Odden et al., 2002).
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The researchaffers examples, one effage and one ineffective, of systems thinking in
practice. An example of effective system thinking in practice may find a professional
development leader and their team analyzing data and determining that students need instruction
on how to better utilizéandheld technology for writing. The team reviews and researches best
teaching practices that utilize handheld technology as part of the writing process. They
determine the best strategies that will assist students. District polices are reviewed ified mod
to better support the use of handheld technology. Professional development for teachers is
designed in accordance with district polices and schedules. Time is set aside for teachers to
receive ongoing training on the use of handheld technologigs tifee is communicated
throughout the district so school administrators and other district personnel are not scheduling on
top of this agreed upon protected time. Technical support is organized to offer support through
coaching or troubleshooting. Thel@mology department is consulted to determine network
capacity and address potential problems with bandwidth. The finance department is consulted to
determine future purchases to offset the digital divide among schools. Systems thinking requires
a big piture view to analyze the connections between several areas that either inhibit or
encourage efforts.

Ineffective systems thinking, using the previous example, may find the professional
devel opment | eader 6s deci si oaisplementationait necess
handheld technology for writing is done becau
Professional development consists of a scattering etlagevorkshops without ongoing follow
up. District polices are not reviewed for inconsistea and may not allow for or support
handheld technology as a part of instruction. Cross departmental conversations have not

occurred, whicttould greatly impact an effective support structure. Failure to plan and design
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for the interconnectedness of/eeal departments would ultimately lead to frustration and
abandonment of the initiative on the part of the teachers.

In summary, an important component of effective professional development focuses on
Athe degree to which tihne taecatci hveirtsyd pprroonfoet sessi ocnoa
aligning professional devel opment to other ke

2002, p. 55). Coherence is achieved through embracing the tenets of systems thinking.

Models of Professional Developnrd

According to Dwyer (2004), dA[a]J]dults are p
are children, by virtue of having |ived |l onge
As a result of the many life experiences and learning styles this &ding into learning
situations, the professional development leader will need multiple methodologies for
constructing appropriate learning experiences that can appeal to a broad audience of adults
Sparks and Louckslorsley put forth five models otaff development for educators, and
Guskeybdbs model aligns with their modeli(B. The
individually-guided, (2) observation/assessmentjii8plvement in a development/
improvement process, (4) training, anglifquiry.

Individually -Guided. In this model, the learning is guided by the teacher. Adults know
what they are interested in and are able to determine their own goals. With this model the
professional development leader will need to design leamipgriences that allow adults
opportunities to choose the activities which will result in successful completion of their goals.

This model assumes the adults are capable efiselftion and selinitiated learning. It also
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allows the adults to choosdearning style that best meets their learning needs (Sparks &
LoucksHorsley, 1989; Guskey, 2000).

Observation/AssessmentThis particular model is focused on reflection and analysis.
Professional development leaders offer feedback in the form of paehing and clinical
supervision. This model has the potential to support growth and sustain change in practices.
However, it is probably one of the more difficult models to implement for districts with limited
human resources. It requires a ldegn @mmitment with ongoing followp. Data is collected
and analyzed to identify weaknesses and strengths. Teachers are encouraged to try what they
have learned and make necessary adjustments to their practice based on feedback and personal
reflections (Coope 2004;Sparks & LoucksHorsley, 1989; Guskey, 2000).

Involvement in a development/improvement processln this model, participants are
asked to develop or adapt a product. Adults learn and acquire specific knowledge to complete
the task. Developingr modifying curriculum, developing school improvement plans and
processes, or designing and implementing programs are some of the activities that are often
completed within this model. The assumption in this model is adults will learn what they need to
know when they need to know it to complete a specific task. However, for this model to be
successful, it will require some frontloading of processes on the part of the professional
development leader (Sparks & LoueKsrsley, 1989).

Training. This model is perhaps the most widely used model for planning professional
development. This model has a high participant to trainer ratio, thus making it very cost efficient
for districts to implement. Usually this model occurs in a workshop settitiy awiexpert
trainer or facilitator leading the participants through a variety of activities (e.g., demonstration,

role-playing, simulation, and lecture). Training has the advantage of tapping into district level
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expertise; teachers can serve as leaddraiand train their peers on a particular topicamcept.
Sparks and Louckslorsley (1989) point out that teachers may learn as much from peers as they
would from an outside expert consultant, which saves the district money. The training model has
a lotof potential to encourage improvement and sustain change if it is not carried out as a one
shot workshop. Teachers need time to implement their newly acquired knowledge and have
follow-up and collegial discussions about what worked and what did nat.isTusually where
the training model falls short. Most sessions are of theshoevariety, making them ineffective
and lacking in coherence (Sparks & Loutkarsley, 1989; Guskey, 2000; Smith & Gillespie,
2007).

Inquiry. There is much flexibility wth this model of professional development as it can
take on many different forms. Inquiry can be done as a solitary activity, in small groups, or as a
school faculty. The process of inquiry may be formal or informal and can occur in a classroom,
collegesetting, or in an online format through discussion boards or digital learning management
systems. The assumption with this model is that teachers are capable of searching for data to
answer questions, can develop valid questions, and can collect thelatasio answer them.
This model is the basis of action research. The professional development leader will need to
have an understanding of basic classroom research if they are utilizing this model for designing
learning experiences.

Possessing background knowledge of the different models of professional development
will help the professional development leader design and plan learning experiences that are more
comprehensive and varied to reach a broad audience of adult learnersf teaamodels has

advantages and disadvantages, and each model should be considered based on the desired
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objectives and intended audience (Sparks & Lotttissley, 1989; Guskey, 2000; Smith &
Gillespie, 2007)
Facilitation

The delivery and implementati of professional development requires a grasp of
effective presentation and facilitation skills. This is especially needed when dealing with adult
learners. Adult learners bring their own experiences to a learning situation and will convey when
their reeds are not being met with verbal and nonverbal cues. The professional development
leader must be cognizant of overly employing didactic methods and denying participants an
opportunity to interact and engage in dialogue (Dwyer, 2004). Being a goothfaciiequires
good listening skills and the ability to read the mood of the audience. Characteristics
professional development leaders should possess and or develop include having a good sense of
humor, having tact, being flexible, and being sensitivta wagard for adult learners. Kirkpatrick
(1983) offers a threstep model for effective presentations and facilitating learning. Kirkpatrick
points out that good presenters can capture attention by making material relevant, interesting,
and understandabe . He goes on to add that the good p
personal. ltis this style that allows the presenter to connect with the audience and facilitate
interactions to support learning.

Il n the first st acdefooodesol preséntingthematerald s model ,
Presenting the material requires the presenter to be well organized and have thorough knowledge
of the material. Being well organized demonstrates a level of professionalism and enables the
presenter to exude codénce in his or her delivery. Being well organized also allows for a fair
amount of flexibility if the presenter has to respond to unanticipated circumstances, such as

location changes and equipment failure. A vpefipared presenter can field solicited
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unsolicited questions without losing audience interest or becoming rattled. Finally; a well
prepared presenter caasily interact with the audience which increases the effectiveness of the
delivery by relying less on notes or slides to make points

Stage two of the model is all about personalizing the material to be presented.

Kirkpatrick (1983) speaks of reaching the affective domain as well as the cognitive domain of

t he audience. The presenter must toefiectigelya good
personalize the material. Kirkpatrick (1983)
style relevant to oneds audience wil/l greatly

179). Activities and demonstrations must beated that resonate with the audience and help the
adult learners connect the new concepts to prior experiences. If the presenter can give concrete
examples mixed with personal anecdotes, the presentation has a greater chance of making a
lasting impressio.

Stage three addresses enabling group interaction. In this stage, the presenter facilitates
group interaction. Research regarding information retention conducted by Linkugel and Berg
revealed that 70% of information could be recalled after threesfama only 10% after three
dayswhen oral communication is the method of instructid¥hen visual communication was
used, recall of information increased to 72% after three hours and about 35% after three days.
However, when a combination method was usecll of information was 85% after three hours
and 65% after three days (Kirkpatrick, 1983). When participants interact with the material, they
increase the chance of retention and ownership for their own application. Interacting with the
material andengaging in discourse helps adults remember information and process it deeply
(Schmeck, 1981). For stage three to be effective, the professional development leader will need

to develop facilitation skills as a component of effective delivery. Cill08@) offers insight
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on several components of facilitation skills for trainers. His research reveals that trainers should
have an understanding of individual and group behavior to help with the facilitation process.
The facilitator or trainer should passs intrapersonal awareness to understand his or her own
biases. Finally, the facilitator should possess strong interpersonal skills. This allows the
facilitator to develop an interpersonal relationship that is unique to the demands of each learning
experence (Cilliers, 2000). Delivery of content and material during a professional development
session is more than standing and delivering a lecture. It involves understanding how adult
participants learn and interact so the learning experience can berelélic a manner that is
supportive of the participants6é needs.
Professional Development Evaluation

The area of professional development is vast and often lacks accountability measures
because fA[t]raditionall y, e dawairgtheirpofedsianale ndt p
devel opment ef fbop 455 &val(atng préfessional deeldpient is often
overlooked because many leaders do not feel they have the necessary expertise to conduct
evaluations. However, as Guskey (200Rointsout, good evaluations just require planning and
the ability to ask good questions and find valid answers. Evaluation is used to determine the
value of something and can be conducted using many different forms (e.g. surveys, focus groups,
interviews)invob i ng a range of stakeholders from a f e\

evaluating professional development is widely accepted and respected throughout academia.

Anot her popul ar model for evaluating tsraining
mo d e | i s widely accepted and referred to thro
Guskeybs models share similarities. Bot h mod

results (Guskey, 2@) Kirkpatrick, 1994. The researcher chose Guskey mo d e | for eva
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professional devel opment, as it better aligns
is divided into five levels with each level building upon the previous level.

Level One. P ar t iThisilepedoh evalu@ion is theaeasiest evalgation
component to carry out. Information and data collected reveal how well the participants liked
the experience (Kirkpatrick, 1996). This level of evaluation usually occurs immediately at the
end of a session and often empleysveys as a data collection method (GuskeyQR00
Questions asked usually address basic human needs, such as was the room comfortable, were the
snacks and coffee ready on time, did we start on time, and did we schedule enough breaks?
These questiongausually found at level one. In my experience as a professional development
consultant, evaluation usually stops at this level. Valuable information can be gleaned to improve
future programs and activities if this information is analyzed and apprdp@ated upon.

Level Two. Par t iAtahispeeehof evabuatibre ibisimportamg for the
professional development leader to measure the knowledge and skills the participants gained
(Kirkpatrick, 1996). This level involves forethought and planning and should occur within thirty
days of the pfessional development session. This level of data collection is more complex than
the simple survey used in level one. The professional development leader will want the
participants to apply what was learned during their workshop and then condudyperoé
follow-up to assess if they were able to successfully apply their new knowledge. Conducting
observations, creating portfolios, maintaining reflection journals, maintaining a digital discussion
board, and convening focus groups are good ways ¢ordiete if new skills are being applied
after initial professional development sessions have convened. Evaluation at this level will

require a systems thinking approach. How will the professional development leader know if the
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objectives and goals of tlsession were successfully met? Indicators of successful learning must
be identified before activities can begin (Guskey,@00

Level Three. Organization support and change Level three focuses on evaluating the
organi zati onds sdavplgpment Thisflevepis very immoant toriha dverall
success or failure of a professional development program. Organizational policies and
procedures can work against progress made in levels one and two (Guskgy, 7206 level
also requires a l@¥ of systems thinking. Gathering information at level three is more
complicated than gathering information at the previous levels, but could be valuable for
improving organizational support and informing future initiatives.

Level Four . Pad mew knowledga ant skifls.Level four has some
similarities to level two in that the professional development leader is assessing the application
of new knowledge and skills. However, this level of evaluation occurs at about three to six
months from he initial professional development session. The professional development leader
is attempting to evaluate whether the new knowledge and skills changed practice (Kirkpatrick,
1996). After some time has passed, are the participants adapting the newdigeosgidls, and
ideas to their setting? A clear vision of successful implementation is needed for successful
evaluation at this level. Data collection must be planned and can be collected through direct
observations, portfolios, reflections, focus grqupterviews, and demonstrations. The
professional development leader is seeking to understand if the changes are embedded. Did the
resources allocated to this particular activity get the return on investment? Level four data can
be used to improve fute implementation, but it requires long range planning and repeated
follow-up. Level four evaluation can be seen as expensive and time consuming because it

happens | ong after the initial session and
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Level Five. Student learning outcomesLevel five evaluation is all about the impact of

professional development on student learning. This is the most difficult level of evaluation to

assess. |l t6s oft

between initial professional development activities and identifiable results may span anywhere
from several months to several years before results can be attributed to the newly acquired skills
and knowledge. Quite often duritfys time span, new initiatives have been undertaken or the

district has identified new priorities as a result of administrative changes. Data collected at a

en compl i c atkpatrickf1896)c @hp timer e

level five evaluation should come from multiple sources to allow for triangulation and

identificaion of unintended results (Guskey, 0.0

Conceptual Framework of Competencies
The framework consists of three domd@irdesign, delivery, and evaluation. Within the
three domains, theories and best practices are utilized as the framework of competeanies f
effective professional development leadA@dult principles of learningnodels of professional

development, angystems thinking comprigae design domain. Within the delivery domain

there are theories and best practices on adult principlesroinigagroup facilitation, and

models of effective presentations. Finally, the evaluation domain focuses on principles of
evaluating professional development. The framework of competencies is depicted irRRigure

The principles embedded within thebedries are principles found throughout the literature on

effective professional developme@uyskey, 1991; Little, 1993; Louckdorsleyet al., D96).

Conceptual Framework of Competencies

Design

Deliver

Evaluate

*Principles of adult learningandragogy)
*Systems Thinking
*Models of Professional Development

*Facilitation

*Models of Effective

Professional Development

*Evaluation Framework

Figure 2.1. Framework of ompetencies
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Role of the Professional Development Leader

The role of theprofessional development leader at the district level is an important one.
The individual holding this position must act as a change agent, fully capable of ensuring that the
design, delivery, and evaluation of offered professional development is rodiest practices
based on research and guided by an analysis of@atk¢y, 1991 They must continue to seek
ways to build the capacity of educators to improve student learning and offer appropriately
focused support that aligns with district initiags. It should go without saying that the impact
and influence of the professional devel opment
can either help or hinder a districtdés progre
thelemder 6s competencies around high quality pro
one comprehensive program that meets the varied needs of educators throughout the system. In
essence, whatleader knows and does in his or her organization, witardsgto professional
development, should impact the overall perception of professional development in the district
However, the role of the professional development leader is a complex one. The responsibility
for implementing initiatives can be hindered by multiple layers depending on the size and
organizational structure of the distriderofessional development txs often work directly
with curriculum directors, instructional coaches, principaigl teachers when carrying out new
initiatives. The professional devel opment | ea
professional development could be impacted legehcomplex, layersA typical depiction of

how professional development initiatives are cdedadown to teachers is capturedigure 2.2.
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Professional Development Leader I I I |

Curriculum Director Math Curriculum Director English LA Curriculum Director Science Curriculum Director Social 5t.

ructional Coaches | __________ Instructional Coaches
Support Curriculum Support

Instructional Coaches Instructional Coaches
Curriculum Support Curriculum Support

Principals

Teachers

Figure 2.2Complexity of Professional Development Role

Implemented Professional Development Models

The most widely used model of professional development implemented by the North
Carolina Department of Public Instruction is the training model. There were 235 professional
development events listed on the professional development calendar betwee28u§uestd
March 2017(fiProfessional Development Calend&®017) Based on the descriptions, each
event involved an expert trainer or facilitator who led participants through a variety of activities.
Trainings covered a variety of topics encompassing teacher evaluation, understanding curriculum
standards, utilizing datfor decision making, and beginning teacher support to name a few.

The training model is a vegosteffectivemodel to implement, as it allows for a high
participant to trainer ratio. The delivery methods varied. Some events were face to face
trainings while others were synchronously delivered on(iiR¥ofessional Development
Calendar 2017) Unfortunately, data on the outcomes of these trainings and their relationship

to student achievement is not available. This level of professional develogpvaérdtion is
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found in Guskeyds fifth | evel of the evaluat.
level of evaluation to assess as several initiatives have been introduced over time making it
difficult to attribute any specific initiative to agvement gains or losses
North Carolina Teacher Working Conditions Survey

The North Carolina Teacher Working Conditions Surgey statewide survey of licensed
schootbasededucatorcanvassingheir perceptions about their working conditions. $hevey
is a biennial statewide survey distributed by the North Carolina Department of Public Instruction
and the New Teacher Center. The survey captures data across the following eight constructs:
0 Community Engagement and Support
0 Teacher Leadership
0 SchoolLeadership
0 Managing Student Conduct
0 Use of Time

0 Professional Development

0 Facilities and Resources

O«

Instructional Practices and Support
During the 2014 survey administration, 93,178 (88.63%) educators responded to the
survey. The rate of agreementhimn the professional development construct when compared to

the 2012 responses are summarized in Table 2.1.
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Table 21

Professional Development Rate of Agreement Comparisons (2012 vs. 2014)

Item

Rate of Agreement 2012

Rate of Agreement 2014

Professional development
offerings are data driven

84.4%

83.1%

Professional development is
differentiated to meet the
individual needs of teachers

62.4%

66.1%

Professional development
deepens teachérsontent
knowledge

77.2%

75.6%

Professional development is
evaluated and results are
communicated to teachers

65.0%

64.5%

Professional development
enhances teachémbility to
implement instructional
strategies that meet diverse
student learning needs

84.2%

83.3%

Professional development
enhances teachéabilities to
improve student learning

87.2%

86.2%

Table 21

Despite years of reduced funding and budget cuts to professional development,

educatorsd perceptions on

from the 2012 survey
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CHAPTER THREE: METHODOLOGY

The first two chapters of this study have reviewed the problem and purpose of the study,
as well as the relevant literature regarding the theories and best practices of pidfession
development.The problem is that although the research on effective professional development
in education is extensive (Guskey, 1994), there is a dearth of information explicitly addressing
the needed competencies of professional development leaddisearimpact on a professional
development programThe success or failure of a professional development program is often
attributed to how well it is planned, implemented, and evaluated. To achievqualty
professional development, professionatelepment leaders should have an active role in the
planning, designing, delivery, and evaluation of the overall professional development program.

The study focused on two main questions with the second question containing three sub
guestions. The first gastion was determining which theories and practices frame the essential
knowledge and competencies for professional development leaders to effectively design, deliver,
and evaluate professional development. The second question was whether or not thencgmpet
|l evel s of professional devel opment | eaders im
development. Within question two were three-gulstions. First, do higher levels of
competency in the design domain of professional development have a pesaivaship on
teachersé perceptions of professional devel op
the delivery domain of professional devel opme

perceptions of professional development? And finallyhidber levels of competency in the
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evaluation domain of professional devel opment
perceptions of professional developmert&suming the competencies the professional

development leaders possess are being actad thpgy will have a direct impact on the overall
effectiveness of a districtédés professional de

The literature outlined the historical need for teacher professional development and the
theories and practices viewed as essential for-tiglity professional development. The
literature also provided a basis for the conceptual framework of competencies with regards to
designing, delivering, and evaluating an effective professional development prdgoavaver,
the literature also revealeldere is a lack of examination on the preparation of leaders of
professional development programs concerning theories and best practices.

The remainder of this chapter will outline and provide an explanation of the research
methods to be used in tipsoposed study. The chapter will further address the purpose of the
study, research questions, research design, and data collection procedures as well as population,
instrumentation, and data analysis.

Purpose of the Study

As school districts grapple wiimplementing new initiatives and the contimgipursuit
of increasing student achievement, it is imperative that the scarce resources allocated for
professional development actualize expectatidtrefessional development is a widely
recognized strategschool districts rely on to improve teaching, learnamd student
achievementSeveral research studies on effective professional development have identified
necessary components needed to garner positive reShksprofessional development leader
bears theprimaryresponsibilityof ensumg professional development is designed, delivered, and

evaluated to meet the overarching needs and goals of the district.
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The purpose of this proposed study is twofdldfirst uses a comprehensive framework
tha clearly outlines competencies an individual should have to design, deliver, and evaluate
professional developmengecondthe domain competencies will be compared to specific
professional development survey items found inNbgh CarolinaT e a ¢ h erki|yé W
Condition SurveyThe purpose of comparing the survey ql
competencies is to investigate the relationsh
competencies and teacher sé per @eapsebomoparatveof pr o
research designrhe following research questions will guide the study:

1. Which theories and practices frame the essential knowledge and competencies for
professional development leaders to effectively design, deliver, and evaluatessmnaal
development?

2. How, if at all, do the competency levels of professional development leaders impact
teachersé perceptions of professional deve

a. Do higher levels of competency in the design domain of professional
development have a positivee | at i onshi p on teachersd pe
development?

b. Do higher levels of competency in the delivery domain of professional
devel opment have a positive relationshi
development?

c. Do higher levels of competency in the evaluation domain of professional
devel opment have a positive relationshi

development?
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Research Design

This proposed study seeks to establish a comprehensive framework that clearly outlines
competencies an individual should possess to effectively lead a professional development
program. These competencies are agreed upeightpractitioners from acrogbe state of
North CarolinaEach panel practitioner has a minimum of five years of experience designing,
delivering, and evaluating professional development for the state of North Carolina. Six of the
practitioners are former school leaders. The panglaxctitioners is made up of okghite male,
six White femalesand oneBlack female representing each region of the stdtng a five
point Likert scale, panelistwereasked to rate their level of agreement with the domain
competencies and provide feedback ifytdéd not agree with any aspe@he framework was
modified to reflect thgatheredeedback. The panel was then asked in follgmcorrespondence
to assign edctprofessional development construct item fromNIBITWCSto a domain from the
frameworkof competenciebased on the domain descriptighapplicable Researcher

interactions with the panelist of professional development practitisdepicted in figre 3.1.

PD leaders’ survey
items assigned to
domains by researcher

* Panelist asked to rate level of
agreement with PD leaders
survey items and assigned
domain

* Panelist asked to give
feedback on identified
competencies via email

s Panelist were then asked to
rate level of agreement with
placement of competencies
into domains

* Panelist asked to rate level of
agreement with placement of
NCTWC items using Likert
scale

NCTWC items placed
into domains by
researcher

Items with ratings less
than 4 were excluded
from analysis

Figure 3.1Panelist engagement
The competency framework consists of three domains: design, delivery, and evaluation

The results of the surveyereplaced into a frequency taltie determine agreement among the
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practitioners and aggneach question to a domaWithin the three domains, theories and best
practices are utilized as the framework of competemmesedor an effective professional
development leaderAdult principles of learning, systems thinking, and models of profieakio
development comprise the design domain. Within the delivery dothaire are theories and
best practices on adult principles of learning, group facilitation, and models of effective
presentationsFinally, the evaluation domain focuses on princiglesvaluating professional
developmentGus keyds framewor k for eval uaetsienagr cphreorfoes
choice because of its alignment withakiating educational outcomssch as studén
achievement . Al t h o u g hating profesgoaat devielopknénsshames d e | o f
several tenets of Guskeyds, it d.oTeeprincijpes speci
embedded within the domaiheories are principles found throughout the literature on effective
professional developme(Buskey, 1991; Little, 1993; Louckdorsleyet al,1996)
Rationalization for CausalComparative Design

This studyfolloweda causatomparative designAccording to Mertler (2016), a causal
comparative design seeks to find relationships betivekspendent and dependent variables
after an eventhasoccurreithe results of the prof-assessmenhal de
survey serve as the independent variable. The results of the professional development construct
on theNorth Carolina Tacher Working Conditions Surv@lCTWCS) serve as the dependent
variable. The researchargyhtto determine whether the independent variable (professional
devel opment | eaderbés competency |l evel) affect
(professionatievelopment construct on the NCTWCS). In the cacs@parative designhée
researcheuseddata extrapolated from the 2014 NCTWCS and a survey of professional

development leaddbself-assessmeabf competenciesThe questions from the professional

48



dewelopment section of the NCTWGAre alignedvi t h t he professi onal de
competencies framewor kds do ma Algrsmem df domamp et enc
competencies and NCTWCS items are listed in Taldle A panel of practitiones were asked to
anonymously assign each of the thirteen survey items to a domain from the framBesuks
from this sectionwreu sed t o ascertain teachersdé percepti
their school district.

Theresearcherd accessd data on the professional developtamstruct of the 2014
NCTWCSfrom theNorth Carolina Department of Public Instruction (NCDPI), Educator
Effectiveness Division.The data have been disaggregated by region and aggregated by each
survey item.The dataare made available to the public via terth Carolina Working
Conditions Survewebsite District professional development leademsrgincluded in this
study and compar ed s penceptiomsof professiormltdeveloprnediton thee a ¢ h e
NCTWCS.

Professional d self-repgoregthaiecantpetdneaes dsing agisbnt Likert
item for each competency. Thesearcheusedthe Pearson correlation coefficient to determine if
a positive relationship existland how strong the relatioriphwasbetween the professional
devel opmentsolfe acdoenmrpse& elnecvieels and teachersd perc
development in their district as measured by the NCTWUO% researcher determuhbigher
levels of competency by identifying and anahgresponses that are on the upper end of the
response scaldf a positive relationshigxiged theresearch wuld determine thestrength and
significance of the association using general guidelines for interpreting the size of coefficients
(Taylor,1990. The general guidelines for strength of coefficiaares..20-.35, weak; .3&7,

moderate; .6889, high; and >0.90, very high.
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Table3.1
Competency Domain Alignment with NCTWCS Items

Survey ltems Competency
Domain

Sufficient resources are available for PD in my school. Design

An appropriate amount of time is provided for PD. Design

PD offerings are data driven. Design

Professional | earning opportuni Design

improvement plan.

PD is differentiated to meet the individual needs of teachers. Deliver

PD deepens teachers' contembwledge. Design

Teachers have sufficient training to fully utilize instructional technolog Deliver

Survey ltems Competency
Domain

Teachers are encouragedediect on their own practice. Design

In this school, follow up is provided from PD. Design

PD provides ongoing opportities for teachers to work wittolleagues Design

to refine teaching practices.

PD is evaluated and results are communicatéedchers. Evaluate

PD enhances teachers' ability to implement instructional stratbgies Design

meet diverse student learning needs.

PD enhances teachers' abilities to improve student learning. Design

Table 31

No prior data on professiondévelopment leader competencies existetatistical

Package for the Social Scienc82E83i s t he researcherds sel

analyzing the needs assessment survey containing the three d@pegsisonnaire itemor

analysisare lised in Table32. Each of the domai nés

domain survey items will use regression to determine the relatiotgbgn analysis, the

researcher seeks to determine if a high positive relationshi b&tsteen professioha

ected

devel opment | eaders perceived eca pgiessioeahcy |
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development. Higher levels of competency will be determined by identifying and analyzing
responses that are on the upper end of the response scale. For andhgsBpmint scale,
responses equaling 4 and 5 will be considered higiiese responses will be aggregated and
used as a part of the correlatiorisa positive relationship exists, the strength and significance
of the association will be determined usgeneral guidelines for interpreting the size of

coefficients (Taylor, 1990).

Table 32
Professional Development Leader S&#isessed Competencies
Design Domain Question Stem | Please indicate how proficient you feel you are with each |
listedbelow.
Questions Competency Scale
Tag
. Designing activities for independent| Adult Learning | 1=not proficient, 2= somewhat proficient,
study for adults participating in (AL) 3=moderately proficient,
professional development 4=very proficient, 5= extremely proficient
. Applying knowledge of adult learnin AL 1=not proficient, 2= somewhat proficient,
when designing professional 3=moderately proficient,
development for adults 4=very proficient, 5= extremely proficient
. Employing a variety of strategies to | Models of PD | 1=not proficient, 2= somewhat proficient,
facilitate instruction of adults during (MPD) 3=moderately proficient,
professional development. 4=very proficient, 5= extremely proficient
. Employing specific strategies for MPD 1=not proficient, 2= somewhat proficient,
enhancing adult learner persistence 3=moderately proficient,
4=very proficient, 5= extremely proficient
. Implementing a variety of MPD 1=not proficient, 2= somewhat proficient,
participatory processes for atul 3=moderately proficient,
professional learning. 4=very proficient, 5= extremely proficient
. Planning professional development Systems 1=not proficient, 2= somewhat proficient,
that does not conflict with the Thinking (ST) | 3=moderately proficient,
di strictds goal s 4=very proficient, 5= extremely proficient
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Design Domain Question Stem

Please indicate how proficient you feel you are with each t

listed below.
Questions Competency Scale
Tag
7. Planning professional development ST 1=not proficient, 2= somewhat proficient, 3

according to results of ongoing needg
assessments of adult practitioners.

moderately proficient,
4=very proficient, 5= extremely proficient

8. Managing complexity in order to ST 1=not proficient, 2= somewhat proficient, 3
maximize success of professional moderately proficient,
development program. 4=very proficient, 5= extremely proficient
9. Discerning suitability of professional ST 1=not proficient, 2= somewhat proficient, 3

development programs to benefit the
district across multiple areas.

moderately proficient,
4=very proficient, 5= extremely proficient

Delivery Domain Question Stem

Please indicate how proficient yéeel you are with each task

listed below.
Questions Competency Scale
Tag
10. Providing varied opportunities for Facilitation | 1=not proficient, 2= somewhat proficient, 3

adult learners to apply their learning (Fac) moderately proficient,
during professional development 4=very proficient, 5= extremely proficient
workshops.
11. Encouraging adult learner interactio Fac 1=not proficient, 2= somewhat proficient, 3
to promote the development of a moderately poficient,
learning community. 4=very proficient, 5= extremely proficient
12. Identifying nonverbal Fac 1=not proficient, 2= somewhat proficient, 3
communications, such as body postu moderately proficient,
gestures, and facial expressions. 4 =very proficient, 5= extremely proficient
13. Paraphrasing adult participant input Fac 1=not proficient, 2= somewhat proficient, 3
for clarity. moderately proficient,
4 =very proficient, 5= extremely proficient
14. Recognizing conflict among adult Fac 1=not proficient, 2= somewhat proficient, 3
participants dung professional moderately proficient,
development workshops. 4 =very proficient, 5= extremely proficient
15. Managing disruptive behavior amon Fac 1=not proficient, 2= somewhat proficient, 3

adult participants during professional
developmenworkshops.

moderately proficient,
4=very proficient, 5= extremely proficient
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Delivery Domain Question Stem

Please indicate how proficient you feel you are with each

listed below.
Questions Competency Scale
Tag
16. Drawing upon the knowledge or Fac 1=not proficient, 2= somewhat proficient, 3

experience ohdult participants durin
professional development workshop

moderately proficient,
4=very proficient, 5= extremely proficient

17. Keeping learning activities focused Fac 1=not proficient, 2= somewhat proficient, 3
the professionalevelopment moderately proficient,
objectives. 4=very proficient, 5= extremely proficient
18. Giving directions that are clearly Fac 1=not proficient, 2= somewhat proficient, 3
understood by all adult participants. moderately proficient,
4=very proficient, 5= extremely proficient
19. Adapting to the dynamics of the Fac 1=not proficient, 2= somewhat proficient, 3
current situation. moderately proficient,
4=very proficient, 5= extremely proficient
20. Incorporating mulkisensory activities| Effective [ 1=not proficient, 2= somewhat proficient, 3
when presenting to adult learners. | Presentation| moderately proficient,
(EP) 4=very proficient, 5= extremely proficient
21.Using appropriate language for a EP 1=not proficient, 2= somewhat proficient, 3
demographic mix of adult learners. moderately proficient,
4=very proficient, 5= extremely proficient
22. Developing rapport with adult learne EP 1=not proficient, 2= somewhat proficient, 3
during professionalevelopment moderately proficient,
workshops. 4=very proficient, 5= extremely proficient
23. Making transitions from one EP 1=not proficient, 2=somewhat proficient, 3
professional development agenda moderately proficient,
topic to the next professional 4=very proficient, 5= extremely proficient
development agela topic.
24. Transitioning adult learners from ided EP 1=not proficient, 2= somewhat proficient, 3
generation to action planning. moderately proficient,
4=very proficient, 5= extremely proficient
25. Representing key ideas to adult EP 1=not proficient, 2=somewhat proficient, 3
learners in a variety of ways. moderately proficient,
4 =very proficient, 5= extremely proficient
26. Acknowledging individual learning AL 1=not proficient, 2=somewhat proficient, 3

styles of adult learners.

moderately proficient,
4=very proficient, 5 extremely proficient
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Delivery Domain Question Stem

Please indicate howroficient you feel you are with each tas

agenda is covered in appropriate
depth relative to the needs of adult
learners.

listed below.
Questions Competency Scale
Tag
27. Balancing the use of time so that th AL 1=not proficient, 2=somewhat proficient, 3

moderately proficient,
4=very proficient, 5 extremely proficient

Evaluation Domain Question Stem

Please indicate howroficient you feel you are with each tas

district offered professional
development programs.

listed below.
Questions Competency Scale
Tag

28. Coordinating the collection of Evaluation | 1=not proficient, 2=somewhat proficient, 3

relevant professional development (Eval) moderately proficient,

data for program improvement. 4 =very proficient, 5 extremely proficient
29. Utilizing quantitative methods to Eval 1=not proficient, 2=somewhat proficient, 3

determine the outcome of moderately proficient,

professional development activities 4 =very proficient, 5 extremely proficient
30. Utilizing qualitativemethods to Eval 1=not proficient, 2=somewhat proficient, 3

determine the outcome of moderately proficient,

professional development activities 4 =very proficient, 5 extremely proficient
31. Determining the level of adult Eval 1=not proficient, 2= somewhat proficient, 3

participantsd s a moderately proficient,

professional development. 4=very proficient, 5= extremely proficient
32. Determining the degree to whi Eval 1=not proficient, 2= somewhat proficient, 3

adult participan moderately proficient,

4=very proficient, 5= extremely proficient

33. Conducting cost analysis to Eval 1=not proficient, 2=somewhat proficient, 3

determine the most effective use of moderately proficient,

resources for professional 4=very proficient, 5 extremely proficient

development.
34. Recognizing the \els of evaluation Eval 1=not proficient, 2= somewhat proficient, 3

for professional development moderately proficient,

programs. 4=very proficient, 5= extremely proficient
35. Applying all levels of evaluation to Eval 1=not proficient, 2= somewhat proficient, 3

moderately proficient,
4=very proficient, 5= extremely proficient

Table 32
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Sample

The state of North Carolimamprisesl15 public school districts, not including charter
schools.Each school district has at least one primary point of contact responsible for
professional development.he professional development leadeosn the 115 public school
districtswere invited to complete a needs assessment survey focused on their competencies
within the three domains for effective professional developmEmé&North Carolina
Department of Public Instruction administers ME@TWCSevery two years and all certified
staff members are invited to participate

Instrumentation

TheNew Teacher Center 6s r edesgn,aidityabdr i ef (201:
reliability of the NCTWCS The research brief provided an overview of the research base and
documented the assation between teaching and learniriche brief also provided technical
analyses and reporting to inform policy and practiResearchersising data from the New
Teacher Centér &NTC) Teaching, Empowering, Leadirand Learning (TELL) survey
instrumentfrom various states and the NCTWCS confirm that teaching and learning conditions
influence teachersd plans to st ayheiresearthhe pr of
brief also contained statements from the Johnson, laradt Papayesearch thahdicated
positive conditions contribute to improved student achievement.

The NCTWCS originated in the Office of the Governor as part of the Governor's Teacher
Working Conditions Initiative (2062008) The North Carolina Professional Teaching
Standard€ommission (NCPTSC) conducted a literature review to explore factors contributing
to teacher satisfaction and future employment plans (New Teacher Center, POANCPTSC

identified sever al areas r el--anegethpaterment, e ac her s o
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leadership, decisiemaking, and facilities and resourcelhese identified areas would
eventually become the constructs used in the current iteration of the sliheegonstructs that
make up the survey aréme, facilities and resources, comnity support and involvement,
managing student conduct, teacher leadership, school leadership, instructional practices and

support, and professional development.

Validation

Validity is the process of ensuring the instrument accurately measures ishatehded
to measure. The validity testing of the survey assessed the degree to which the instrument
measures the eight theoretical construdise New Teacher Center conducted factor and
confirmatory analyses to group the responses and verify thstrtioture of the data reflects the
structure expectedResearchers also used eigenvalues to indicate the amount of variation each
factor or component can explain (N&wacher @nter, 2014) Researchers determined
empirically and theoretically, the factor analysigiodinstrument supportihe eighttheoretical
constructs Additional external analysis of the instrument was supported through the Bill and
Melinda Gates Foundation. Andrew Swanlund used data fror8BZB&ducators from 11 states
across the United States to examine both validity and reliability (Swanlund, 2011). The results of
these analyses provided a clear structure for the survey and confidence in interpreting the results.
The external validity redis also prompted several edits to improve statistical stability of the
survey. A fourpoint rating scale replaced the original-pint rating scale, and some survey
constructs were broken into multiple constructs. The new scale ensured appropriagef@co

both individual and school level responses (New Teacher Center, 2014; Swanlund, 2011).
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Reliability

Reliability ensures that the instrument produces the same results across repeated
measures within the same population or with a sirpitgrulation (New Teacher Center,
2014). The internal reliability testing for the instrument confirmed that the survey is
generalizable and will produce similar results with similar populatidimge Cronbacts alpha
coefficients rangettom 0.86 to 0.96.Coefficients closer to 1.00 equate with greater internal
consistency of the items in the scaléhe professional development construct of the survey has a
Cronbachoés al pha of 0. 9Swénlufd\N2Ol The ¢hateetn er Cent er
professional deslopment construct items are listed in Takle The results confirmed that
overall the survey is a statistically sound approach for measureeternal reliability analysis
was performed by Andrew Swanlund as a part of the Bill and Melinda GatedafaumTELL
survey external anal ysi s. Swanlundbés externa
consistent results across participant groups.
for analyzing reliability externally (Swanlund, 201T)he results of the external reliability
analysis confirm that the TELL survey is a statistically sound approach for measuring teaching
and learning conditions (New Teacher Center, 2014; Swanlund, 2011).

Cronbachdés al pha was r weynforprofessiona developpneérs a s s e
leaders.The overall alpha for all three domains was 0.897 and was deemed con&isient.
domain of the instrument posted subscales abovdth7e s ubscal es of the proc
self-assessed competencies weiglQ.(design), 0.713 (delivery), and 0.764 (evaluation).

Conceptual Framework
Theresearchedeveloped theonceptual framework based on theories and best practices

that are identified as components of effective professional developwgranel of seven
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practitioners in the field of professional developmeniewedthe frameworkanonymously.

Using a fivepoint Likert scale, panelistwereasked to rate their level of agreement with the

domain competencies and provide feedback ¥ thid not agree with any aspe€@ne panelist

suggested not to specify a single evaluation framework since several evaluation models exist for

evaluating professional developmeiithe framework was odified to reflect the feedbaclall

construct items weresaigned to a domain. Alignment of domain competencieN&WNVCS

items are listed in Tabl@3.

Table 33

Professional Development Construct Items

Survey ltems Competency
Domain
Sufficient resources are available for PD in my school. Design
An appropriate amount of time is provided for PD. Design
PD offerings are data driven. Design
Professional | earning opportuni Design
improvement plan.
PD is differentiated to meet the individual needs of teachers. Deliver
PD deepens teachers' content knowledge. Design
Teachers have sufficient training to fully utilize instructional technolog Deliver
Teachers are encouraged to reflect on their own practice. Design
In this school, follow up is provided from PD. Design
PD provides ongoing opportitres for teachers to work wittolleagues Design
to refine teaching practices.
PD is evaluated and results are communicated to teachers. Evaluate
PD enhances teachers' ability to implement instructional stratbgies Design
meetdiverse student learning needs.
PD enhances teachers' abilities to improve student learning. Design

Table 33
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Data Analysis

ThePearson correlatiocoefficientis used to analyze thath from the second guiding
guestion An alpha of0.05 wasused ashe cutofffor statistical significanceThe resultgdesed
the strength of the r el atsofprofesdionapdevelepmencaach t e ac
the competencies of the professional development le&idfassessment survey questidos
each respondenteseaggregated by domain. The resui the selfassessment surveyerethe
independent variable impacting the dependent variable. The reseanopletts determine if
higher levels of competency in a domain have a positive regdtip with the results of the
corresponding domains within the professional development constrinedrth Carolina
Teacher Working Condition SurveYhe last three guiding questions were designed to correlate
the direction of the relationship betwetere a ¢ h e r s & of prafeissiorapdevielopment and
each domain of the framewor&PSSw~asused by the researcher to perform bivariate
correlations for the statistical testthe study. If no statistical significancevasfoundduring
the initial analysisthe researcherauldn ar r ow t he scope and | i mit th

five largest and smallest districts that responded.
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CHAPTER FOUR: RESULTS

The purpose of this quantitative study was to investigate the egteic¢h professional
development leadsréompetencies impact teach@perceptions of district professional
development. The study used the results fron2€@iel North Carolina Teacher Working
Conditions SurvefNCTWCS) andhe seltassessment survey daff professional development
leader§competenciesThis chapter has three sections. The first segtiiipresent the
procedures used to analyze the data and the results. The second section presents the findings for
each research question. The third section provides a summary of the chapter.

Theresearch questions for this causamparative study aggovided in Table 4.1.

Statistical procedures for each question are also included.

Table 4.1

Research Questions and Procedures

Research Questions Statistical Procedure

RQ1. Which theories and practices frame the essentia| Mean
knowledge and competencies for professional
development leaders to effectively design, deliver, anc
evaluate professional development?

RQ 2.How, if at all, do the competency levels of Regression
professionald vel opment | eader s
perceptions of professional development?
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Research Questions

Statistical Procedure

RQ 2a.Do higher levels of competency in the design

domain of professional development have a positive

relationship on teachers
development?

OneWay ANOVA

RQ 2b. Do higher levels of competency in the delivery
domain of professional development have a positive
relationship on teachers
development?

OneWay ANOVA

RQ 2c. Do higher levels of competency in the evaluatic
domain of profesional development have a positive
relationship on teachers

development?

OneWay ANOVA

Table 4.1

The first question sought &stablish the theories and practices that frame the essential

knowledge and competencies for professional development leaders to effectively design, deliver,

and evaluate professional developmehhe second question was designed to deterihae

statistically significant relationship existed between the competency levels of professional

development leaders ahde a c peeceptods of professional development.

Descriptive Statistics

Panelist Survey

The mnelistsurvey was administered w@mnail Using a fivepointLikert scale, panelist

wereasked to rate their level of agreement withabksigned domain competencgd Appendix

C for a copy of the panelist survey)he responses for each question were aggregated and a

mean was calculadeto determine the level of agreement for the assigned domain. Mea#s of 4

indicate higher levels of agreement. Aggregated panelist survey results are detailed in Table 4.2.

Each survey question in t

he professional deve

one of three domains and a competency tag was assigjhed:etting process was done to

establish the researcher ds de vobneeaugde d
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competencies, as agreed upon by practicing professional development leaders and to provide a
counterbalance to possible researcher bias.

A follow-up survey was sent to the panelists asking each panelist to rate their agreement
with the assigné competency tagUsing a fivepoint Likert scale, panelistwereasked to rate
their level of agreement with tlessigned competency taghe responses for each question
were aggregated and a mean was calculated to determine the level of agréemeaims were
not used in analysis due to means lower thaAggregated panelist survey results are detailed

in Table 4.2

Table4.2
Panelist Survey ad€ompetency Dmain Alignment

Survey Items Competency| N St. Mean
Domain Deviation

Sufficient resources are available for PD in m|  Design 8 .83 29

school.

An appropriate amount of time is provided for]  Design 8 0 5.0

PD.

PD offerings are data driven. Design 8 0 5.0

Professional learning opportunities are aligne Design 8 0 5.0

with the school ds i m

PD isdifferentiated to meet the individual nee Deliver 8 46 4.7

of teachers.

PD deepens teachers' content knowledge. Design 8 v 4.2

Teachers have sufficient training to fully utiliz¢  Deliver 8 .35 4.8

instructional technology.

Teachers are encouragedadflect on their own Design 8 .53 3.5

practice.

In this school, follow up is provided from PD. Design 8 .53 4.0

PD provides ongoing opportities for teachers Design 8 0 5.0

to work withcolleagues to refine teaching

practices.
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Survey Items Competency| N St. Mean
Domain Deviation

PD is evaluated and results are communicate Evaluate 8 0 5.0
teachers.
PD enhances teachers' abilityitgplement Design 8 0 5.0
instructional strategiethat meet diverse studer
learning needs.
PD enhances teachers' abilities to improve Design 8 0 5.0
student learning.

Table 4.2

Table 4.3

Professional Development Leader Se#isessed Competenc{@anelist Results)

Please indicate how proficient you feel you are W

Design Domain Question Stem each task listed below.

Questions Competency Tag| N St. Dev Scale

1. Designing activities for independent study | Adult Learning 8 0 5.0
adults participating in professional (AL)
development

2. Applying knowledge of adult learning wher AL 8 0 5.0
designing professional development for
adults

3. Employing a variety of strategies to facilitaj] Models of PD 8 0 5.0
instruction of adults during professional (MPD)
development.

4. Employing specific strategies for enhancini MPD 8 0 5.0
adult learner persistence.

5. Implementing a variety of participatory MPD 8 0 5.0
processes for adult professional learning.

6. Planning professional development ttha¢s | Systems Thinking 8 0 5.0
not conflict with t (ST

7. Planning professional development accord ST 8 0 5.0

to results of ongoing needs assessments ¢
adult practitioners.
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Design Domain Question Stem

Please indicate howroficient you feel you are wit

each task listed below.

Questions Competency Tag| N St. Dev Scale
8. Managing complexity in order to maximize ST 8 0 5.0
success of professional development
program.
9. Discerning suitability of professional ST 8 0 5.0

developmenprograms to benefit the district
across multiple areas.

Delivery Domain Question Stem

Please indicate how proficient you feel you are W

each task listed below.

Questions

Competency Tag

N

St. Dev

Scale

10. Providing varied opportunitiésr adult
learners to apply their learning during
professional development workshops.

Facilitation (Fac)

5.0

11. Encouraging adult learner interaction to
promote the development of a learning
community.

Fac

5.0

12. Identifying nonverbal communications, su
as body posture, gestures, and facial
expressions.

Fac

5.0

13. Paraphrasing adydarticipant input for
clarity.

Fac

5.0

14. Recognizing conflict among adult
participants during professional
development workshops.

Fac

5.0

15. Managing disruptive behavior among adu
participants during professional
development workshops.

Fac

5.0

16. Drawing upon the knowledge or experien
of adult participants during professional
development workshops.

Fac

5.0

17. Keeping learning activities focused on the
professional development objectives.

Fac

5.0

18. Giving directions thadre clearly understoo
by all adult participants.

Fac

5.0
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Delivery Domain Question Stem

Please indicate how proficient you feel you are W
each task listed below.

Questions Competency Tag| N St. Dev Scale

19. Adapting to the dynamics of the current Fac 8 .35 4.8
situation.

20. Incorporating mulsensory activities when Effective 8 0 5.0
presenting to adult learners. Presentation (EP

21. Using appropriate language for a EP 8 0 50
demographic mix of adult learners.

22. Developing rapport witadult learners EP 8 0 5.0
during professional development
workshops.

23. Making transitions from one professional EP 8 0 5.0
development agenda topic to the next
professional development agenda topic.

24, Transitioning adult learners from idea EP 8 0 5.0
generation to action planning.

25. Representing key ideas to adult learners EP 8 0 5.0
variety of ways.

26. Acknowledging individual learning styles | AL 8 0 5.0
adult learners.

27. Balancinghe use of time so that the agen| AL 8 0 5.0
is covered in appropriate depth relative to
the needs of adult learners.

Evaluation Domain Question Stem

Please indicate how proficient you feel you are w
each task listed below.

Questions Competency Tag| N St. Dev Scale
28. Coordinating the collection of relevant Evaluation 8 0 5.0
professional development data for progral (Eval)
improvement.
29. Utilizing quantitative methods to determin Eval 8 0 5.0
the outcome of professional development
activities.
30. Utilizing qualitative methods to determine Eval 8 0 5.0
the outcome of professional development
activities.
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Please indicate how proficient you feel you are W

Evaluation Domain Question Stem each task listed below.

Questions Competency Tag| N St. Dev Scale

31. Determining the Eval 8 0 50
satisfaction with the professional
development.

32. Determining the degree to which adult Eval 8 0 5.0
participantsd need¢g

33. Conducting cost analysis to determine th¢ Eval 8 46 4.7
most effective use of resources for
professional development.

34. Recognizing the levels of evaluation for Eval 8 0 5.0
professional development programs.

35. Applying all levels of evaluation to district Eval 8 0 5.0
offered professional development progran

Table 4.3

Teacher Working Conditions Survey and Professional Development LeadeBurvey

The 2014NCTWCSwvas administered statewide to licensed etitusay the New
Teacher Center. Atotal 82,5828863%)0of t he stateds educators re
The survey consists of nine main constructs and each construct contagmstrbcts. Only
the professional development construct was usedrfalysis The professional development
construct contains 13 survey iteriiie survey itemdgor the professional development construct
are found in Table 2. The thirteen survey items were assigned to a corresponding ddmann
guestions were not used as part of analyJieeresponses for each school were aggregated to
produce the district data for analysis used in this st results of the teachégserceptions
are detailed in able 4.6

The 2015 survey girofessional development leaders was sent to district professional
developmat leaders across the state vidistribution email lismaintained by the North

Carolina Department of Public Instruction, Educator Effectiveness Divigtoiotal of 115
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surveyinvitations were senwith a42.6% response ratelhis rate is considered low since it is
less than half of the surveyed professional development leatleese were 10 nenompleters.
The 10 norcompleters were not included in the analysis of the dakeere was no way to
identify the norcompleters fofollow up since thé& responses were not submittdérofessional
development leaders were asked to-asffess their competencies by responding to a series of
guestions grouped by the design, delivangd evaluatiomlomains Using a fivepoint Likert
scale professional development leaders-sai$essed their knowledgehe responses for each
guestion were aggregated and a mean was calculated for each domain for analysis. Aggregated
domain result$or the professionalevelopment leadare detailedn Table 46 Mean scores of
4-5 among professional development leaders represent high levels of competency within the
domain, while mean scores oB4on theNCTWC Sorofessional development construct represent
high levels of agreement and positive perceptions within the domain. Scores-ia taede
within a domain represent lower levels of competency among professional development leaders
and negative perception$ professional development on tRETWCS
Research Question

Correlations were conducted on thé>questions This analysis sought to determine the
strength of the relationships bet wikewlsanpr of es s
t e a c perceptods of professional development. No significant differences were found among
the data and the relationships were weak for all three domains. The correlation statistics for each
domain are listed in Table 4.4

A regression analysis was conductessihg professional development leader competency
as a predictor irfeach efthe threerdenainsp Eor theedpsign domain, the

mo d e | revealed that professional devel opment

67



variance in the design domain with a Peansen.120,F(1,48) = .682p = .413. There was no

statistically significant difference between
|l evel and teachersd per ceptlopnentsFomothesdcdneé desi gn
domain on delivery, the model reveal ed that p
no statistical differences when compared agai

professional development. The model reveal&karson = 0.12,F(1,48) = .007p = .935.
Finally, for the evaluation domain, the model revealed a Pears@008,F(1,48) = .003p =
.956. Again, there was no statistically significant difference between the professional
devel opmen tpeteneyevitiearnsdd tceoant her sd perceptions on
professional development.

Using figures on per student spending from the Public School Forum Local Finance Data
Study andhe Free and Reduced Priced Lunch data from NCDPI, a correlatioruwas r
determine if thergvasa relationship between the two variables. The model revealed a Pearson
=-.554. Since the relationship between the two variables is modeedajng there is enough
of a difference between the twboth variables were uséd a multiple regression model to
explore if the differences in each domain could be predicted by student spending and free and
reduced priced lunchThe regression models revealed that student spending and the percentage
of free and reduced priced lunch are not predictors of the differences found within each domain.
The results were not statistically significant. Regression model outputs areni$tule 47.

When looking at the differences among the perceptions by dohwaver the data
revealed that there were several districts wh
than the professional ieitheethe dgsigre evaluatiomdomans.6 s p e

Cherokee County Schools and Edgecombe County Schodtseavealydistricts whereghe
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t eac her s éof wadessoeapdevielopmerdted higher than the professional
development leaders rating in two domaifi$eprofessional development leaders in these two
districts also rated themselves the lowest in the design domain among all professional
development leadeompleting the surveyThe Cherokee County Schools professional
development leader had a saffsessrating of 2.71 whiléeachers had a rating of 3.11, a
difference 0f+0.40. TheEdgecombe County Schools professional development leader had a
rating of 3.00while teachers had a rating of 3.fbt adifference-0.11. Based on 2012015
datafrom the North Carolina Department of Public Instructiooth rural districts had more than
half of their student populatioreceivefree or reduced priced lunc®f the twomentioned
districts, Edgecombe spends considerddds per studernhan the st@ average of $1573, while
Cherokee spends slightly more at $1644e local school finance study for 2016, produced by
the Public School Forum of North Carolina, reported that Edgecombe County Schools only spent
$957 per studertdturing the 2014015 schol year, the seventh lowest among all North Carolina

school districts

Table4d.4

Correlation Statistics

Design Domain

Mean Std. Deviation N
Leaderso 3.71 587 49
Competencies
Teacherso 3.05 079 49
Perceptions
Subjects Teacher® Leadersd
Perceptions Competenges

Pearson Correlation| Teachers 1.000 -.120

Leaders -.120 1.000
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Design Domain

Subjects Teacher Leaders
Perceptions Competencies
Sig. (X-tailed) Teachers .207
Leaders .207
N Teachers 49 49
Leaders 49 49

Delivery Domain

Mean Std. Deviation N
Leaderso 3.85 513 49
Competencies
Teacherso 2.90 102 49
Perceptions
Subjects Teacher Leaders
Perceptions Competencies
Pearson Correlation| Teachers 1.000 .012
Leaders .012 1.000
Sig. (X-tailed) Teachers 467
Leaders 467
N Teachers 49 49
Leaders 49 49
Evaluation Domain
Mean Std. Deviation N
Leader g 3.46 688 49
Competencies
Teacher 2.90 144 49
Perceptions
Subjects Teacher Leader s
Perceptions Competencies
PearsorCorrelation | Teachers 1.000 .008
Leaders .008 1.000
Sig. (X-tailed) Teachers 478
Leaders 478
N Teachers 49 49
Leaders 49 49
Table 4.4.
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Table4.5

Student Spending and Percentage Free and Reduced Priced Lunch

Mean Std. Deviation N

% FRPL 58.85 11.22 49

Spending per Student 1573.83 707.48 49

Pearson Correlation | % FRPL 1.00 -.554
Spending per -.554 1.00
Student

Sig. (Ltailed) % FRPL .000
Spending per .000
Student

N % FRPL 49 49
Spending per 49 49
Student

Table 4.5.
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Table 46

Aggregated Domain Results

District

PDL
Design

Teachers
Design

Design
Diff

Design
St. Dev

PDL
Delivery

Teachers
Delivery

Delivery
Diff

Delivery
St. Dev

PDL
Eval

Teachers
Eval

Eval
Diff

Eval St.
Dev

%
FRPL

Spending

Anson County
Schools

4.29

3.12

1.17

0.83

4.61

2.93

1.69

1.19

4.88

3.06

1.82

1.29

80.52

$1071.00

Ashe County
Schools

3.29

3.18

0.10

0.07

3.20

3.06

0.14

0.10

3.38

2.95

0.43

0.30

63.92

$1409.00

Asheville City
Schools

3.71

2.84

0.87

0.61

3.71

2.68

1.03

0.73

3.00

2.40

0.60

0.42

43.82

$2116.00

Avery County
Schools

4.14

3.00

1.14

0.80

4.17

2.95

1.23

0.87

4.38

2.68

1.70

1.20

73.49

$1828.00

Beaufort
County
Schools

4.14

3.10

1.04

0.73

4.17

2.99

1.19

0.84

2.75

2.96

-0.21

0.15

67.78

$1718.00

Buncombe
County
Schools

4.00

2.97

1.03

0.73

4.00

2.76

1.25

0.88

4.00

2.79

1.21

0.86

55.86

$2116.00

Cabarrus
County
Schools

3.32

3.07

0.25

0.18

3.58

2.96

0.62

0.44

3.41

2.94

0.47

0.34

43.95

$1623.00

Caldwell
County
Schools

3.57

3.10

0.47

0.33

3.94

291

1.03

0.73

3.38

2.98

0.40

0.28

62.15

$1201.00

Carteret
County Public
Schools

3.43

3.03

0.40

0.29

4.11

291

1.21

0.85

3.88

2.83

1.05

0.74

46.64

$2191.00

Caswell
County
Schools

3.71

3.07

0.64

0.45

4.00

2.92

1.09

0.77

4.00

2.90

1.10

0.78

62.70

$847.00

Catawba
County
Schools

4.71

3.04

1.67

1.18

4.17

2.85

1.32

0.93

4.38

2.92

1.46

1.03

52.04

$1478.00

Charlotte
Mecklenburg
Schools

3.43

3.03

0.40

0.28

3.83

2.83

1.00

0.70

3.57

2.87

0.69

0.49

46.86

$2312.00

Chatham
County
Schools

4.00

2.94

1.06

0.75

4.78

2.74

2.04

1.44

4.63

2.73

1.90

1.34

53.35

$2822.00
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District

PDL
Design

Teachers
Design

Design
Diff

Design
St. Dev

PDL
Delivery

Teachers
Delivery

Delivery
Diff

Delivery
St. Dev

PDL
Eval

Teachers
Eval

Eval
Diff

Eval St.
Dev

%
FRPL

Spending

Cherokee
County
Schools

2.71

3.11

-0.40

0.28

3.39

3.00

0.39

0.28

2.13

2.95

-0.82

0.58

57.99

$1644.00

Columbus
County
Schools

3.57

3.08

0.49

0.35

3.93

2.84

1.09

0.77

3.63

2.93

0.70

0.49

65.49

$760.00

Cumberland
County
Schools

3.71

3.13

0.58

0.41

3.89

2.99

0.90

0.64

3.63

3.02

0.61

0.43

63.82

$1478.00

Davidson
County
Schools

3.14

2.99

0.15

0.11

3.00

2.83

0.18

0.12

2.75

2.85

-0.10

0.07

47.72

$1269.00

Duplin
County
Schools

4.00

2.99

1.01

0.71

3.83

2.88

0.95

0.67

3.38

2.85

0.53

0.37

77.17

$938.00

Durham
Public
Schools

3.00

3.06

-0.06

0.04

3.00

2.92

0.09

0.06

3.00

2.93

0.07

0.05

62.40

$3119.00

Edgecombe

County Public

Schools

3.00

3.11

-0.11

0.07

3.94

3.00

0.94

0.66

2.38

3.05

-0.67

0.47

64.86

$957.00

Franklin
County
Schools

4.43

3.08

1.35

0.95

4.67

2.96

1.72

1.21

4.63

2.97

1.66

1.17

57.12

$1409.00

Gaston
County
Schools

4.86

3.01

1.85

1.31

4.89

2.89

2.00

1.41

3.50

2.83

0.67

0.47

56.18

$1305.00

Graham
County
Schools

3.43

3.11

0.32

0.23

3.28

3.08

0.20

0.14

1.88

2.99

-1.11

0.78

69.62

$628.00

Granville
County
Schools

3.00

2.95

0.05

0.04

3.89

2.82

1.08

0.76

3.63

2.74

0.89

0.63

60.44

$1416.00

Halifax
County
Schools

3.86

3.06

0.80

0.57

3.67

2.87

0.81

0.57

3.13

3.01

0.12

0.08

83.53

$1040.00

Harnett
County
Schools

4.29

3.02

1.27

0.89

3.67

2.90

0.78

0.55

3.25

2.89

0.36

0.26

59.68

$1032.00
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District

PDL
Design

Teachers
Design

Design
Diff

Design
St. Dev

PDL
Delivery

Teachers
Delivery

Delivery
Diff

Delivery
St. Dev

PDL
Eval

Teachers
Eval

Eval
Diff

Eval St.
Dev

%
FRPL

Spending

Haywood
County
Schools

3.14

3.10

0.04

0.03

3.78

2.90

0.88

0.62

3.50

2.86

0.64

0.45

55.40

$1938.00

Henderson
County
Schools

3.00

3.16

-0.16

0.11

3.67

2.98

0.70

0.49

3.25

3.08

0.17

0.12

54.44

$1527.00

Hoke County
Schools

3.00

3.03

-0.03

0.02

3.00

2.86

0.14

0.10

3.00

2.94

0.06

0.04

64.65

$533.00

Iredelk
Statesville
Schools

4.00

3.07

0.93

0.66

4.00

2.90

1.11

0.78

4.00

2.97

1.03

0.73

44.21

$1568.00

Johnston
County
Schools

3.50

3.02

0.48

0.34

4.07

2.85

1.23

0.87

3.88

2.89

0.99

0.70

47.27

$1507.00

Jones County
Schools

5.00

3.15

1.85

131

5.00

3.05

2.01

1.42

5.00

2.94

2.06

1.46

61.68

$1297.00

Macon
County
Schools

4.14

2.98

1.16

0.82

3.61

2.86

0.75

0.53

3.57

2.94

0.63

0.45

66.44

$1802.00

NashRocky
Mount
Schools

3.21

3.03

0.18

0.13

3.58

2.83

0.76

0.53

3.44

2.92

0.52

0.37

67.15

$1295.00

New Hanover
County
Schools

3.71

2.98

0.73

0.52

3.92

2.78

1.15

0.81

3.50

2.81

0.69

0.48

48.65

$2490.00

Orange
County
Schools

4.79

3.01

1.78

1.26

4.53

2.89

1.65

1.16

4.25

2.85

1.40

0.99

43.80

$4355.00

Person
County
Schools

3.18

3.05

0.13

0.09

3.77

2.93

0.84

0.59

3.31

2.87

0.44

0.31

57.22

$1607.00

Pitt County
Schools

5.00

3.08

1.92

1.36

4.56

2.95

1.61

1.14

4.25

2.96

1.29

0.91

59.06

$1479.00

Polk County
Schools

3.29

3.20

0.09

0.07

3.61

3.09

0.52

0.37

3.13

3.13

0.00

0.00

52.40

$2015.00

Roanoke
Rapids City
Schools

3.00

2.90

0.10

0.07

2.78

2.70

0.08

0.06

2.00

2.65

-0.65

0.46

63.91

$1040.00

Surry County
Schools

3.29

3.15

0.14

0.10

3.76

3.08

0.68

0.48

3.14

2.96

0.18

0.13

64.75

$1191.00
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PDL Teachers | Design | Design PDL Teachers | Delivery Delivery PDL Teachers Eval Eval St. %

District Design Design Diff St. Dev | Delivery Delivery Diff St. Dev Eval Eval Diff Dev FRPL | Spending
Swain County

Schools 3.57 3.12 0.45 0.32 4.33 3.01 1.32 0.93 3.75 2.95 0.80 0.57 64.70 | $383.00

Tyrrell

County

Schools 3.00 3.25 -0.25 0.18 3.33 3.16 0.18 0.12 3.00 3.36 -0.36 0.25 80.63 | $1001.00
Union County

Public

Schools 3.86 3.08 0.78 0.55 3.72 2.95 0.78 0.55 3.00 2.98 0.02 0.02 36.30 | $1867.00
Vance County

Schools 3.71 3.01 0.70 0.50 3.82 2.85 0.98 0.69 3.38 2.90 0.48 0.34 72.51 | $980.00
Wake County

Schools 4.57 3.00 1.57 1.11 4.53 2.82 1.71 1.21 3.69 2.88 0.81 0.57 36.72 | $2033.00

Warren

County

Schools 3.57 2.90 0.67 0.48 3.50 2.78 0.72 0.51 2.50 2.55 -0.05 0.03 66.61 | $1485.00

Watauga

County

Schools 4.00 3.09 0.91 0.64 3.78 3.01 0.77 0.54 3.47 2.93 0.54 0.38 40.13 | $2694.00

Wilson

County

Schools 3.57 3.03 0.54 0.38 3.00 2.90 0.11 0.07 3.00 2.95 0.05 0.04 56.37 | $1304.00

Overall 3.71 3.05 0.66 0.47 3.86 2.91 0.95 0.67 3.46 2.90 0.56 0.39 58.86 | $1573.84
Table 4.6.
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Table4.7
Results of Regression Analysis for Domain Differences
Design Differences Delivery Differences Evaluation
Differences
B p-value B p-value B p-value
Constant 465 512 916 141 .099 .903
Spending per .000 227 .000 .289 .000 102
Student
% Free and Reduce, -.002 .871 -.003 .703 .000 .983
Priced Lunch
Model Summary R R Square Adjusted R Square Std. Error of Estimate
Design Differences .228 .052 011 598414545
Delivery Differences .228 .052 .011 5194618822
Evaluation .282 .079 .039 .6885669938
Differences
Table 47
Summary
I n determining the i mpact oorfipetenesoh essi onal

teacherso
determine differences wit h conpetenpssesvinggas the o n a |
independent variable and the professional development constructNETN&CSas the

dependent variableThere wee no statistically significant differences in any of the domains.

Educatoréperceptions of professional developmsgpécific to the professional development

items found within th&NCTWCSwith respect to each domain, was not impacted by the
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competency level of the professional development leaéleradditional regression model was

run to determine if student spending or the percentage of free and reduced priced lunch, which is

a good indication of the wealth in a district, could serve adigices for the differences found

within each domain. The results were not statistically significloivever, in the delivery

domainall the professional development leaders posted higher ratings than the tieratimegss

Several districts revealeda c her s 6 perceptions in the design
domain verehigher than the selissessed rating of the professional development leader.

Cherokee County Schools and Edgecombe County Schools were the only districts where

t e a c h er sebe highertthamtige professional development leader in two don@liragter

Five will present an analysis and discussion of the findings and implications for future research

and practice.
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CHAPTER FIVE: DISCUSSION AND IMPLICATIONS

School reform hahg been a topic of interest in the field of education. Although there
are a varied number of reform models, there is some agreement throughout the field that
professional development is a key component in determining if a reform model will succeed or
fail (Guskey, 1994) Scholars have also come to some agreement as to what makes professional
development effective (Desimone, 2011; Little, 1993; Guskey, 1986). The components that
make professional development effective are placed into three domaingsadidmains
provide the framework of competencies a professional development leader should have to
positively impact a school districtds profess
achievement Adult principles of learning, systems thinking, gpdiacilitation, models of
effective presentationand principles of evaluating professional development are the principles
and theories found throughout the literature on effective professional developimesd
provided the domain and lens through which the data were analymelgy, 1991; Little, 1993;
LoucksHorsleyet al.,1996)

The final chapter of this dissertation is divided into three sections. The first section
provides an overview of the study, itsrpose and theresearch questien Thesecond section
presents an analysis of the results. Finally, the third section offers a discussion of the findings,

implications, and recommendations for future research.
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Overview and Purpose of the Study

Professional development is the primary method employed to bring about change and
help educators acquire and refine skills (Guskey, 1994). Thus, professional development will
continue to be an integral part of reform efforts in the field of educationprbtessional
development to have the intended impact of changing practice, an examination of the
professional development leader needs to occur. Thus, there should be a relationship between the
competencies a professional development leader must passeast upon and the districtwide
perceptions of professional development among teachers. This study is an important tool for
senior administrative leaders to use to strengthen and develop the competencies of district
professional development leaderstasytdesign, deliver, and evaluate professional development
which will ultimately increase student achievement.

The purpose of this quantitative study was to establish a comprehensive framework that
clearly outlinel the competencies a district level prs$ional development leader should have to
design, deliver, and evaluate professional development for educators. The study also sought to
determine i f professional devel opmentsof eader s
professional developméenThe following research questions gudiee study:

1. Which theories and practices frame the essential knowledge and competencies for
professional development leaders to effectively design, deliver, and evaluate
professional development?

2. How, if at all, do the competency levels of professional development leaders impact

teachersé perceptions of professional dev
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a. Do higher levels of competency in the design domain of professional
development have a positive relationship onteabherp er cept i ons of
professional development?
b. Do higher levels of competency in the delivery domain of professional
devel opment have a positive relationsh
professional development?
c. Do higher levels of competency in the evaluatiomain of professional
devel opment have a positive relationsh
professional development?
Two sources of data were used to conduct the study. The results fragilthslorth
Carolina Teacher Working Conditions Sury®CTWC), aggregated at the district level, served
as the dependentvarighl and the 49 responding professiona
data verethe independent variable. Data were analyzed using SPSS to determine the impact on
perceptions.
Analysis
Professional Development Leaders
As discussed in Chapté@me professional development leaders are vital to the overall
professional development process. These leaders are expected to have the competencies to
impart knowledge while engaging in all areastaf professional development process (Guskey,
1991). The success or failure of a professional development program is often attributed to how
well it was planned, implemented, and evaluated. To achieve high quality professional
development, professional ddgpment leaders should have an active role in the planning,

designing, delivery, and evaluation of the overall professional development program. Analysis of
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the data revealed that about a third of the professional development leaders felt they were highly
competent in the design and delivery domain, meaning they rated themselves at a 4 or higher. In
the evaluation domajm fifth of the professional development leaders rated themselves at a 4 or
higher éee Table 4). Only one professional developmesadier rated him/herself a perfect 5
in each of the domaingAll the professional development leaders rated their competency in the
delivery domai n hi gh e softhédalinerytoffpmfessienalc her s 6 per
development in their respective dists. The statistical findings for the second question and sub
guestions of the study are explained in the next section.
Correlations and RegressionModels

After establishing the framework of competencies, the second question sought to
determine how, ifit all, do the competency levels of professional development leaders impact
teachersé perceptions of professional devel op
professional development leadedompetencyevelsas a predi ct or oif t eache
each of the three domains. For the design domain, the model revealed that professional
devel opment | eadersé competencies account for
Pearsom =-.120,F(1,48) = .82,p = .413. There was no statistically significant difference
bet ween the professional devel opment | eader so
the design of professional development. For the second domain on delivery, the model revealed
thatpr of essi onal devel opment | eaders6é competenci
compared against teachersé perceptions on the
revealed a Pearsorr 0.12,F(1,48) = .007p = .935. Finally, for the evahtion domain, the
model revealed a Pearsor 0.008,F(1,48) = .003p = .956. Again, there was no statistically

significant difference between the profession
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teachersdé percept i onisnaldeveldprheat. Baseddn thadtatisbical of pr
data, the relationshipwageakand a pr of essi onal devel opment | ¢
not significantly i mpact teachersd perception
However, the data did veal some slight differences between ratings within the domains. An
additional regression model was conducted to analyze the differences using additional data such
as student spending per district and the percentage of students enrolled in free adduedce
for each district, which is a good indication of the wealth in a district. This was done to see if
district wealth could serve apredictor for the differences found within each domain. The
results were not statistically significaiseé Tablet.7).
Discussion

Several studies on the impact of professional development have been conducted. Some
studies purport that professional development does indeed have a positive impact on student
achievement, while other studies report no impact on stadéigvement. However, despite the
end results, there is much agreement on the components needed for a professional development
program to be considered effective. Adult principles of learning, systems thinking, group
facilitation, models of effective psentations and a model for evaluating professional
development are some of the principles found throughout the literature on effective professional
developmentGuskey, 1991; Little, 1993; Loucksorsleyet al.,1996) If professional
development leademossess and apply these competencies in the fulfillment of their job
responsibilities, it was reasonable to hypothesize that higher levels of competency within each
domain would equate to a positive significant relationship with teaiherseptions in &h

domain. However, the analyses yielded no statistically significant relationships. This would
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lead one to questiomhethera professional development leader is indeed vital to the design,
deliveryand evaluation of .a digcwssiog ofthenfindingfellbwise ct i vene :
Non-Significant Relationships

Although no significance was found within the domains between professional
devel opment | eadersé competencies and teacher
additional explanation is warrantethis researcher is hesitant to accept the findings
unequvocally. First, it might be concluded that not enough professional development leaders
participated in the survey. Most districts have several individuals that are directly involved in
the design, delivery, and evaluation of professional developmémseTadditional individuals
were not surveyed aratenot captured in the data. This researcher believes limiting the survey
to one district contact may have negatively impacted the sample size. With only 49 respondents,
this researcher surmises that sanple size of professiond¢velopment leaders was
insufficient. There appeared to be a lack of variation in the data. Each respondasdesdid
their knowledge and this may have led to response bias. Respondents may have given themselves
high rating for competencies that they may not have acquired or only partially acquired.

Thisresearcheraldbe | i eves t hat teachersd perception
each domain should have been lower. The overall ratings in each domain for teadhagedave
around 3.0outof 50Recent research found that most teac
professional devel opment that would help them
Center for Public Education, 2013). Also, recent research revibalechost professional
development is ineffective and neither changes teacher practices nor improves student learning
(Gulamhussein, 2013¥Finally, in another study on the impact of professional development

90% of theparticipantdelt professional desMdopmentwas uselessThe method of professional
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development most widely used wasvorkshoptraining (DarlingHammondet al., 2009).
Research into effective professional development found that thehamevorkshop model is the
least effective model of professional development and oftemddt change teacher
(Yoonetal 2007) Int hi s r e s e a rreofiexperiesce leeingydirdctly nlaed in the
design, delivery, and evaluation of professional development, there is usually a lack of fidelity
with implementing and adhering to best practicRs overwhelming majority of the
professional developmentgarienced, either through participation or facilitation, was the one
shot workshop model. Parallel to the research findings, there is very little to no opportunity for
sustained follow up, which is a big faciardetermining the overall effectivenessagprogram.
Earlier inChapterTwo, the What Works Clearinghouse study identified nine stuk#s
showeda positive effect on student achievement because of professional development.
Professional development activities that produced positive stud@etzament results ere
sustained, weltlefined, and content focused (Yoeinal.,2007). Professional development of
this nature requires ongoing follow up with multiple opportunities for participants to receive
feedback as they implement the newly ledrskills and strategies. This type of professional
development is time intensive and often requires a substantial amount of funding if outside
expertise is employed (Odden, et al., 2002). Districts usually respond to the time and funding
challenge by o#fring oneshot workshops. The orshot workshop is fast and inexpensive, and
it is the method most widely utilized by school districts. However, school districts are practically
dependent on this model due to the lack of funding available for profesdeebpmentWith
recent state cuts and outright elimination of funding for professional development in North
Carolina (Carpenter, 20119nd thepossibility that federal Title Il funding may be eliminatelll, a

majorsource of funding for professional delopmentwill be gone(Christensen, 201 amera,
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2017 Sanchez201).One coul d assume that teachersoé perc
would be much lower than what the data revealed. Further analysis beyond the scope of this
research is needed to parse out why teacher p
Implications and Recommendations

The findings for this research indicate no significant relationship between professional
devel opment | eadersé competency |l evels within
professional development within the three domains. Therdiftes between ratings could not
be attributed to the wealth of the district, as there were also no significant findings. If a
professional development leader is vital to a program, then these findings are perplexing in that
what a professional developnideader knows and assuming that they put their knowledge into
action, should have a relationship congruent to the quality and effectiveness of a district
professional development programherefore, it should influenca teachds perception of
professbnal developmenfThis researadr believes that the lack afrelationshipbetween the
two may be an opportunity to better refine the mifi¢he professional development leader
throughpolicy, practice, and researclAn examination of several implications follows.
Policy Implications

Policy makers need to delve deeper into th
professional devel opment . Perception results
program. District professional development programs are tasked with the responsibility of
enhancing teacher skills and changing practice to improve student achievement. The method
most widely employed by districts is the least effective model according to res§ditththe
scarcity of resources available for professio

development leaders possess a level of competency in the principles of effective professional
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development to maximize a progré&mmpact on studerichievement. The NC Department of
Public Instruction created an evaluation tool, North Carolina Teacher Leadership Specialist
(NCDPI, 2019, that addresses some the principles associated with effective professional
development, but how often it is usecetmluate professional development leaders is not
publicly available. Policy makers should consider that there is no licensure area in North
Carolina that specifically addresses the role of a professional development leader. Knowing that
professional deslopment is the primary method employed to bring about change and help
educators acquire and refine their skills (Guskey, 1994), it would make sense to develop
credentials for the individuals in this important role. As it stands now, there is no formal
pahway to assuming this role in a district
Practical Implications

Professional development leaders need a process for acquiring the competencies
associated with effective professional development. The theories, corcepsinciples found
inthecomept ual frameworkés domains are a coll ect
domain concepts into unified curriculum that current and future professional development
leaders could access may create opportunities to enhance the overall effectiviress of
professional development lead@ihese leaders are expected to have the competencies to impart
knowledge while engaging in all areas of the professional development process (Guskey, 1991).
The success or failure of a professional development pragraften attributed to how well it
was planned, implemented, and evaluated. How then do these individuals acquire and refine
their knowledge in these areas in the absence of a formal structure? Preparation programs already
exist for teachers, counseloasd various levels of school and district administration. A

structured, organi zed method for enhansing ptr
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more likely to translate their knowledge into action, thus creating an organization that can react
efficiently to the diverse needs of their educators.

Standard Il of the North Carolirdtandards for Teacher Leadership Specialist directs the
teacher leadership specialist to incorporate adult learning strategies and effective teaching and
learning practies as they implement change (NCDPI, 2015). A practical implication of this
research is that these leaders cannot haphazardly acquire the knowledge needed to design,
develop, and evaluate professional development. To help professional developmentrieatlers
this standard, districts and education preparation programs should develop a formalized structure
by which individuals can learn these theories and concepts in a deliberate manner. A professional
development academy would provide guidance and pr@pafessional development leaders as
they facilitate improved student achievement.

Research Implications

This research relied on quantitative data. However, infusing a qualitative perspective will
enable future researchers to truly examine asdiesseperceptions of professional development
leaders. Interviews would offer a rich source of data for analyzing professional development
leader competencies. Interviews coupled with survey data allows for deeper insights as to how
design, delivery, and evadtion knowledge wereacquired. It will also give a more detailed
picture as to how professional development leaders apply their knowledge in the fulfillment of
their duties. Surveys in isolation oaandt qua
development prograngualitative data may add a deeper understanding of how the application of

their knowledge influences district level professional development.
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Future Research
Additional research is needed to broaden the literature pertainihg poofessional
devel opment | eadersdé rol e. There exists plen
development and how it impacts student achievement. Researchers have identified several
theories, principles, and components that must ipdace for professional development to be
considered effective. However, little if any research has been conducted on professional
development leadsandtheir ability to influence a professional development program based on
what t hey know Wwurtbermork,diowbhas the lack of funding impacted how
professional development leaders acquire knowledge on the principles of effective professional
development? This lack of research has left room for further investigation. Areas for further
exporation should includébut arenot limited tq the following
1. Case studies of professional development leaders and how they design, deliver, and
evaluate professional development in their district.
2. Case studies of pr of es sationmpadramdte deeimmep me nt |
how they acquire and further their knowledge around the theories and principles that
make professional development effective.
3. Outcome studies to examine teacher perceptionatapaofessional developmesnd
student achievemeénesults when professional developmiestdercompetencies are
applied with fidelity
4. Targeted surveys to determine if teachers feel that their district professional development

leaders are making a difference to the overall professional developmegrarro
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5. Interviews with professional development leaders to identify similarities and differences

in hopes of drawing some conclusions about their continued professional learning and

how they further broaden their knowledge base.

Due to the smaNariability among the perception data used in this research, it may prove
beneficial to replicate this study, but expand it to all the district individuals who play a role in the
design, delivery, and evaluation of professional developniEns may prodae more variance
among professional development | eaderso6é respo
variables may also add to the literature. For example, adding the number of years each
professional development leader has been doing the job may sey@ftant findings. Also,
adding in the amount of money a district spends on professional development related activities
may reveal some significant relationships in the.data

Conclusion

Professional development is the primary method employedrig Bkiout change and
help educators acquire and refine skills (Guskey, 1994). This study focused on the leaders of
professional development, specificalfethertheir competency levels in the design, delivery,
and evaluation of professiahdevelopmentih an | mpact on teacher sdé pe
professional development. If professional development leaders are acting on their knowledge,
they should have some influence over their professional development program. District
professional development leadersnr across the state were invited to complete a survey that
asked them to rate their knowledge on theories and principles that are associated with effective
professional development. Although the study did not reveal any significant results in the data, it
did highlight a lack of research regarding the impact of a professional development leader on a

professional development program. School districts will continue to utilize professional
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development as a means of improving student achievement. If diateai®ing to get the most
return on their investment with regards to professional development, they will need to employ
professional development leaders that have alepth understanding of how to effectively
design, deliverand evaluate professiona\wklopment to change teacher practices and improve

student achievement
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APPENDIX A: IRB NOTICE T 17-1163

IRB Notice §17-1163

To: Gregory McKnight
School of Education Deans Office

From: Office of Human ResearchEthics

Date: 5/26/2017
RE Determination that Research or ResearchLike Activity does not require IRB Approval
Study #: 17-1163

Study Title : Exploring the relationship between professional development leaders'
competencies of effective professional leaming and teachers' perceptions of offered
professional development

This submission was reviewed by the Office of Human Research Ethics, which has
determined that this submission does not constitute human subjects research as defined
under federal regulations [45 CFR 46.102 (d or f) and 21 CFR 56.102(c)(e)(l)] and does not
require IRBapproval.

Study Description:

Purpose: This study seekgo establish a comprehensive framework that clearly outlines the

competencies a district level professional development leader should have to design,

deliver, and evaluate professional development for educators. Additionally, the study

will exploret he r el ationship of professional devel opme
perceptions of professional development using a causatcomparative design.

Participants: NC District Professional Development Leaders and NC Teachers

Procedures (methods):Causal Comparative design

Please be aware that approval may still be required from other relevant authorities or
"gatekeepers" (e.g., school principals, facility directors, custodians of records), even though
IRB approval is not required.

If your study protocol changes in such a way that this determination will no longer apply,
you should contact the above IRB before making the changes.
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CC:

Dana Thompson Dorsey, School of Education Deans Office

Kathleen Brown , School of Education Deans Office

Jill Hamm , School of Education Deans Office

David Churchill , School of Education Deans Office IRB Informational Messag - please do
not use email REPLY to this address
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APPENDIX B: NEW TEACHER CENTER DATA AGREEMENT

New
Teacher
Center

NEW TEACHER CENTER DATA SHARING AGREEMENT

This Data Sharing Agreement (“Agreement”) by and between New Teacher Center, a California
public benefit corporation (“NTC"”) and Gregory McKnight located at University of North Carolina at
Chapel Hill (“Requestor”) is effective upon a fully executed New Teacher Center Data Sharing Agreement
being in place.

WHEREAS, NTC offers K-12 induction, teacher and school leader professional development, and
teaching and learning condition survey services for teachers and school administrators.

WHEREAS, NTC's Teaching, Empowering, Leading and Learning (TELL) survey originates from the
Governor’'s Teacher Working Conditions Initiative in the Office of the Governor, North Carolina (2002-
2009), has been adapted by NTC, and has been externally validated by the American Institute for
Research.

WHEREAS, NTC has collected TELL data for North Carolina for 2015;

WHEREAS, Requestor would like access to a whole state set of data from teacher respondents for the
fessi devel [ uct of the survey; the only demographic data needed for analysis is
dlstrkt name. ("Data") for lhe purposes of doing research regarding (i) the relationship between
professional de ders’ P y in three d ins of professional develop
(design, delivery, and evaluation) and (ii) teacher 's perception of professional develop tin their
district as reported on the NCTWCS. Professional devel leaders self- d their comp ey
levels via a survey — the NCTWCS data is needed to pair wlth PD Ieaders survey data and run
correlations to determine the strength and direction of the relati p and the questi is
there a relationship b higher p y levels and teachers’ view of professional

development? (“Research”),

NOW, THEREFORE, in consideration of the mutual covenants and promises contained herein and
for other good and valuable consideration, the receipt and adequacy of which are hereby
acknowledged, the parties hereby agree as follows:

1. License. Subject to Requestor's complete and ongoing compliance with this Agreement, NTC
grants Requestor a non-exclusive, non-transferable, non-sublicenseable, revocable license to
access and use the Data solely for the Research. As between the parties, NTC retains all right,
title and interest in and to all Data, Requestor obtains only the rights specifically granted in this
Agreement; NTC reserves all rights not specifically granted. Requestor may not directly or
indirectly receive remuneration, financial or otherwise, from or on behalf of the recipient in
exchange for Data and may not use or disclose Data for marketing purposes. Requestor may not
access or use the Data for any purpose other than expressed in this Agreement. Researcher is
not permitted to attempt to or successfully re-identify any anonymized or aggregate Data.

2. Fees. No fee applies.
3. Procedures for Exchanging and Storing Data. Requestor agrees to use the secure website

provided by NTC to access and download the Data files. NTC agrees to provide a username and
password for the website.

Issued 10/2/15
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Confidentiality. For the purposes of this Agreement, Confidential Information includes all Data,
including data that identifies a school, district, or individual. Requestor agrees to preserve the
confidentiality and anonymity of the Data. Requestor agrees to implement reasonable and
appropriate administrative, physical and technical safeguards to protect the confidentiality of the
Data and develop and enforce related pelicies and procedures. Requestor shall not lose,
provide, disclose, release, publish or otherwise make Data available in any form to a third party.
Anonymized and aggregate data derived from Data shall not be considered Confidential
Information and may be published in accordance with this Agreement and for the purposes of the
Research permitted under this Agreement.

Personnel. Requestor shall ensure that its workforce members and employees are aware of and
agree to comply with the provisions of this Agreement.

Security Incident. Requestor shall immediately, and without unreasonable delay, report to NTC
any use or disclosure of Data not permitted by this Agreement, or applicable law (“Security
Incident”) of which Requestor becomes aware. Such notification shall be given to NTC
immediately after Requestor discovers the Security Incident, but in no case more than 24 hours
after such discovery. The time of discovery shall be the moment Requestor, its workforce, agents
or contractors become aware of the Security Incident. The obligations of this paragraph shall
apply whether or not the Security Incident is determined by Requestor to constitute a data breach
under any federal or state law. Requestor shall mitigate, to the extent practicable, any harmful
effect that is known to Requestor or to NTC related to the Security Incident. In the event either
party discovers a Security Incident that Requestor's acts or omissions were a factor in causing,
Requestor shall fulfill the following responsibilities: immediately investigate, at its sole expense,
the Security Incident and shall produce to NTC a fulsome, detailed report of the Security Incident,
which is updated as necessary to remain current and accurate; provide timely and accurate
responses to NTC questions regarding the Security Incident; indemnify NTC for any costs
associated with the Security Incident, including without limitation breach notification costs, credit
monitoring and call center costs, and costs, including reasonable attorneys fees, damages, and
penalties from associated government investigations and private litigation.

Publication. Requestor agrees that for any publications that result from the use of the Data,
Requestor will provide NTC with a copy of such publication at least 7 days prior to submission for
publication to allow NTC to reasonably review and amend the publication. NTC may in its sole
discretion disallow the publication if it determines that Requestor has violated any provision of this
Agreement. Any (i) data derived from Data and (i) conclusions, other findings or statements
resulting from analysis of Data (collectively "Analysis"), that Requestor makes public must be
aggregated at a school district level or less granularly. Any Analysis shall not include personally
identifiable information (i.e., information that can reasonably be used to identify an individual).

Term of the Agreement. The license granted by this Agreement is effective upon the full
execution of the New Teacher Center Data Sharing Agreement and shall last for one year from
the effective data. This Agreement shall automatically renew for successive one-year terms until
terminated at the end of a one-year term by either party after the terminating party gives at least
30 days’ notice to the other party. NTC may terminate this Agreement at any time following 30
days notice to Requestor. Upon termination, Requestor agrees to destroy all copies of the Data
in any form, including electronic and paper form and shall retain no copies of Data. This provision
also shall apply to Data that is in the possession of subcontractors or agents of Requestor.
Requestor's subcontractors and agents shall destroy and retain no copies of the Data upon
termination of this Agreement. Requestor may retain anonymized and aggregate data derived
from Data following termination of this Agreement.

Trademarks. NTC's trademarks, trade names, logos and other proprietary notices (the “NTC
Marks"), including “TELL," are proprietary to NTC. NTC hereby grants to Requestor a limited,
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12.

13,

14,

15.

16.

17.

non-exclusive, non-transferable, non-sublicenseable license to display the NTC Marks as part of
the attribution requirements set forth in this Agreement. Any display of the NTC Marks is subject
to the NTC's trademark usage guidelines as may be provided by NTC in writing to Requestor
from time to time.

Attribution. Requestor must provide attribution to NTC in any publication that incorporates Data
or findings or analysis derived from Data by including the following language: “This publication
was made possible through research conducted by the New Teacher Center as part of its
TEACHING, EMPOWERING, LEADING AND LEARNING (TELL) Survey Initiative.”

Independent Contractor. NTC is an independent contractor. Neither party shall represent itself
as the agent or legal representative of the other party for any purpose whatsoever, and shall have
no right to create or assume any obligation of any kind, express or implied, for or on behalf of the
other party in any way whatsoever. This Agreement will not create or be deemed to create or
imply any relationship between the parties in the nature of any joint venture, employer/employee,
principal/agent or partnership.

Limitation of NTC Liability. Under no circumstances, and under no legal theory, whether in tort,
contract, or otherwise will NTC or its directors, officers, employees, or agents be liable for any
special, indirect, incidental, consequential, punitive or exemplary damages (including, without
limitation, loss of goodwill, or cost of cover) arising out of or relating to this Agreement, even if
NTC has been advised of the possibility of such damages.

No Warranties by NTC. The Data is provided to Requestor on an “as is” basis. NTC makes no
representations or warranties of any kind, whether oral or written, whether express, implied, or
arising by statute, custom, course of dealing or trade usage, with respect to the Data.

Indemnification. Requestor shall defend, indemnify, and hold harmless NTC from and against
any and all losses, costs, damages, government-issued fines, or expenses, including reasonable
attorneys' fees, that arise out of any contractual breach of this Agreement by Requestor,
violations of any applicable privacy and security laws and regulations by Requestor, and/or the
need for NTC to enforce any provision of this Agreement.

Notice. Any notice required or permitted by the terms of this Agreement shall be sent via email if
possible to:

New Teacher Center

c/o Sue Perkins

110 Cooper Street, Suite 500
Santa Cruz, CA 95060
sperkins@newteachercenter.org

Gregory McKnight

University of North Carolina at Chapel Hill

Chapel Hill, NC

greg.mcknight@gmail.com
Compliance with Law. With respect to the Data and any data derived from Data, Requestor
agrees to comply with applicable laws including, without limitation, any laws related to the
collection, receipt, use, maintenance, disclosure, and security of information.

Governing Law; Jurisdiction. This Agreement is governed by California law. NTC and Requestor
consent to the exclusive jurisdiction of the state and federal courts for Santa Cruz, California.
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18. Force Majeure. Neither party will be required to perform or be held liable for failure to perform if,
beyond the control of either party, nonperformance is caused by destruction, material damage, or
other unavailability of facilities at project sites; strikes or other labor disputes; national emergency;
acts of God; the elements; power failures, computer system hacking, or software or hardware
failures; or any other causes beyond the control of the party unable to perform. The non-
performing party will notify the other of such problems and will use reasonable efforts to address
the problem and carry out its obligations.

19. Injunction. Notwithstanding any other rights or remedies provided for in this Agreement, NTC

retains all rights to injunctive relief to prevent or stop the unauthorized use or disclosure of Data

by Requestor, or any agent, subcontractor or other third party that received Data as a result of
this Agreement.

20. No Assignment. Requestor may not assign its rights or delegate its duties under this Agreement
to anyone else without the prior written consent of NTC.

21. Entire Agreement. This Agreement sets forth the entire agreement of the parties with respect to
the subject matter hereof and supersedes all prior or contemporaneous writings, negotiations,
and discussions. Neither party has relied upon any such prior or contemporaneous
communications.

22. Amendment. This Agreement may be amended only as stated in and by a writing signed by
both NTC and Requestor which recites that it is an amendment to this Agreement.

23. Severability. If any provision in this Agreement is held invalid or unenforceable, the other
provisions will remain enforceable, and the invalid or unenforceable provision will be considered
modified so that it is valid and enforceable to the maximum extent permitted by law.

24, Survival. Sections 4, 5, 6,7, 9, 10, 12, 13, 14, 16, 17 shall survive termination or expiration of
this Agreement.

25. Counterparts. This Agreement may be executed in one or more counterparts, each of which will
be deemed an original and all of which will be taken together and deemed to be one instrument.
Transmission by fax or PDF of executed counterparts constitutes effective delivery.

In witness whereof, the parties have executed this Agreement:

NEW TEACHER CENTER GREGORY MCKNIGHT
DocuSigned by:
By: f—SW- Perking By:
\StraPurkiys
Name:
Title: CFO & EVP of Business Operations
Title: § hﬂtlw‘\’
Date: _11/24/2015 pate: __\1]25 J2e15
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APPENDIX C: PANELIST RATING SURVEY

Please rate your level of agreement with the assigned competency tag. Circle your choice.
1= Not aligned 3= Moderately aligned 5= Strongly aligned

Survey ltems Competency Domain

Sufficient resources are available for PD in | Design
school.

123 45

An appropriate amount of time is provided f Design
PD.

12345
PD offerings are data driven. Design
12345

Professional learning opportunities are aligr Design
with the school s ir

123 45

PD is differentiated to meet the individual Deliver
needs of teachers.

12345
PD deepens teachers' content knowledge. Design
12345

Teachers have sufficient training to fully Deliver
utilize instructional technology.

123 45

Teachers are encouraged to reflect on their Design
own practice.

12345
In this school, follow up is provided from PD Design
12345
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PD provides ongoing opportunities for
teachers to work with colleagues to refine
teaching practices.

123 45

PD is evaluated and results are communica
to teachers.

123 45

PD enhances teachers' ability to implement
instructional strategies that meet diverse
student learning needs.

123 45

PD enhances teachers' abilities to improve
student learning.

123 45
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APPENDIX D: NCTWCS AGGREGATED RATINGS

NC14_ | NC14_ NC14_ | NC14_ NC14_ NC14_ NC14_ NC14_ NC14_ NC14_ NC14_
pdi021 | pdi0o21 pdi021 | pdi021 pdio21 pdio21 pdi021 pdi021 pdi021 pdi021 pdi021
time datadriven | alignsip | deepeffect | followup | colleague | implement | enhance | different | sufftrain | eval
Anson County Schools 2.91 3.31 3.38 3.06 3.03 3.09 3.13 3.17 3.0 2.85 3.06
Ashe County Schools 2.97 3.34 3.41 3.19 3.06 3.13 3.24 3.29 3.03 3.08 2.95
Asheville City Schools 2.73 3.11 3.33 2.68 2.64 2.70 2.84 2.93 2.59 2.77 2.68
Avery County Schools 2.59 3.33 3.27 3.09 2.87 2.87 3.00 3.11 2.9 2.99 2.95
Beaufort County
Schools 2.99 3.29 3.37 2.99 3.05 3.05 3.09 3.11 2.98 2.99 2.99
Buncombe County
Schools 2.78 3.19 3.27 2.86 2.97 2.95 2.99 3.04 2.71 2.8 2.76
Cabarrus County
Schools 2.95 3.31 3.32 2.95 3.00 3.02 3.06 3.10 2.89 3.03 2.96
Caldwell County
Schools 3.02 3.27 3.38 2.99 3.02 3.06 3.09 3.11 2.94 2.88 291
Carteret County Public
Schools 2.76 3.27 3.33 2.98 2.89 2.92 3.04 3.11 2.93 2.88 291
Caswell County
Schools 2.92 3.14 3.30 3.03 2.99 3.05 3.05 3.14 3.03 2.8 2.92
Catawba County
Schools 2.99 3.25 3.26 2.95 2.98 2.98 3.07 3.11 2.8 29 2.85
Charlotte-
Mecklenburg Schools 2.98 3.21 3.35 291 2.92 2.98 3.03 3.08 2.83 2.83 2.83
Chatham County
Schools 2.82 3.21 3.27 2.80 2.80 2.88 2.94 2.99 2.72 2.76 2.74
Cherokee County
Schools 291 3.25 3.20 3.15 2.98 3.00 3.18 3.20 3.08 2.92 3
Columbus County
Schools 3.11 3.22 3.31 2.87 3.05 3.08 3.10 3.12 2.82 2.86 2.84
Cumberland County
Schools 3.06 3.27 3.34 3.07 3.04 3.09 3.11 3.16 2.98 3 2.99
Davidson County
Schools 3.01 3.16 3.28 2.86 2.93 2.97 2.98 3.02 2.7 2.95 2.85
Duplin County Schools 2.98 3.12 3.19 2.88 2.95 3.00 3.03 3.01 2.8 2.96 2.85
Durham Public
Schools 2.95 3.27 3.41 2.95 2.98 3.01 3.06 3.09 2.85 2.98 2.93
Edgecombe County
Public Schools 2.95 3.27 3.33 3.06 3.01 3.08 3.12 3.19 2.93 3.07 3.05
Franklin County
Schools 2.89 3.26 3.36 3.01 3.02 3.04 3.08 3.12 2.98 2.93 2.97
Gaston County
Schools 2.90 3.20 3.26 2.93 2.93 2.95 3.00 3.06 2.83 2.95 2.83
Graham County
Schools 2.90 3.25 3.38 3.09 2.97 3.10 3.07 3.14 3.08 3.08 2.99
Granville County
Schools 2.76 3.15 3.23 2.85 2.88 2.92 2.94 3.04 2.76 2.87 2.74
Halifax County Schools 2.91 3.25 3.34 3.02 3.00 2.97 3.03 3.11 291 2.82 3.01
Harnett County
Schools 2.95 3.19 3.26 2.90 3.02 2.99 3.02 3.07 2.83 2.96 2.89
Haywood County
Schools 2.94 3.32 3.38 3.06 2.99 3.03 3.13 3.16 2.95 2.85 2.86
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Henderson County

Schools 3.07 3.37 3.41 3.05 3.11 3.14 3.14 3.19 2.95 3 3.08
Hoke County Schools 2.90 3.14 3.29 2.95 2.98 3.02 3.03 3.07 2.85 2.87 2.94
Iredell-Statesville

Schools 3.07 3.27 3.31 2.90 3.04 3.03 3.04 3.10 2.87 2.92 2.97
Johnston County

Schools 2.88 3.25 3.31 2.92 2.92 2.96 3.00 3.06 2.85 2.84 2.89
Jones County Schools 3.08 3.25 3.24 3.15 3.11 3.13 3.19 3.25 2.98 3.12 2.94
Macon County Schools 2.52 3.28 3.22 2.98 3.02 2.89 2.97 3.00 2.97 2.75 2.94
Nash-Rocky Mount

Schools 3.05 3.20 3.34 2.85 2.96 2.99 3.02 3.05 2.79 2.86 2.92
New Hanover County

Schools 2.76 3.22 3.31 2.88 2.92 291 2.97 3.02 2.79 2.76 2.81
Orange County

Schools 2.87 3.20 3.30 2.89 2.92 2.92 3.09 3.10 2.82 2.95 2.85
Person County Schools 3.04 3.13 3.32 2.89 2.97 2.99 3.07 3.14 2.87 2.99 2.87
Pitt County Schools 2.93 3.26 3.33 2.99 3.03 3.05 3.07 3.11 2.91 2.99 2.96
Polk County Schools 3.03 3.37 3.43 3.16 3.12 3.10 3.22 3.23 3.1 3.08 3.13
Roanoke Rapids City

Schools 2.72 3.18 3.34 2.73 2.78 2.84 2.92 2.92 2.64 2.75 2.65
Surry County Schools 3.06 3.28 3.33 3.04 3.12 3.12 3.18 3.21 2.98 3.18 2.96
Swain County Schools 3.09 3.25 3.36 2.96 3.15 3.05 3.07 3.17 2.97 3.05 2.95
Tyrrell County Schools 3.12 3.42 3.41 3.12 3.15 3.22 3.26 3.36 3.19 3.12 3.36
Union County Public

Schools 2.90 3.29 3.37 3.00 3.03 3.03 3.07 3.11 2.94 2.95 2.98
Vance County Schools 2.80 3.12 3.25 2.99 2.91 2.98 3.03 3.06 2.94 2.75 2.9
Wake County Schools 2.91 3.20 3.28 2.87 2.94 2.96 3.01 3.05 2.79 2.85 2.88
Warren County

Schools 2.80 2.93 3.28 2.86 2.70 2.83 2.92 2.97 2.79 2.77 2.55
Watauga County

Schools 2.84 3.31 3.42 3.07 2.93 2.97 3.08 3.17 3.01 3.01 2.93
Wilson County Schools 2.83 3.21 3.31 3.01 2.93 2.97 3.05 3.08 2.91 2.88 2.95
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