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Abstract 

In a recent study conducted by the National Council on Teacher Quality (NCTQ) 

entitled “Teacher Prep Review”, devastating data were presented that many universities 

are lacking in preparing our teachers for today’s students (Greenberg, McKee, & Walsh, 

2013a). In this study, additional evidence was produced that teachers are entering 

classrooms not knowing how to deliver instruction successfully to the different learning 

styles and diverse backgrounds of students; while, at the same time, successfully 

maintaining classroom management. Therefore, if universities are failing our teachers, 

school leaders must be ready to equip teachers with the experience needed for real-world 

classroom practices. The Learning By Doing Professional Development Program 

(LBDPDP) provides teachers with a 2-day summer program coupled with a year-long 

experience in which the teachers meet with trainers once a week. Teachers participate in 

observing lessons presented by a highly effective instructional coach who uses research-

based strategies and hands-on student centered lessons that implement diverse learning 

styles. In addition, teachers are able to plan, present lessons for one another guided by the 

instructional coach, and then reflect while receiving feedback from their peers and coach. 

Furthermore, teachers experience the purpose of aligning the PK Guidelines with 

objectives and concrete activities, as well as helping teachers understand logical 

consequences that teach children rather than punishing them; where mistakes become 

learning opportunities and are lessons to be learned in life (Montessori, 1995, p. 249). It 
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is in the experience of presenting that teachers are able to learn and reflect. The core of 

this training extends from the findings of Maria Montessori whom believed that through 

self-reflection, concrete experiences, and understanding each other’s differences: students 

are able to learn (Standing, 1984, p. 111). The program was implemented in one 

Prekindergarten school with a total of 686 students within one large, urban school 

district. The purpose of this qualitative case study is to determine the influence of the 

Learning By Doing Professional Development Program (LBDPDP) at a Prekindergarten 

School. A focus group of teachers who participated in the LBDPDP, as well as the 

administrators that lead the LBDPDP, the instructional coach, the school mentor, and the 

school counselor, will be interviewed and responses will be analyzed to determine 

common themes.
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CHAPTER 1 

INTRODUCTION 

Introduction and Background of the Study 

Within the last 20 years, the family unit has changed and a shift has occurred in 

how students learn (Blank, 2011). Students are entering schools with very different and 

diverse backgrounds. Therefore, the diversity of students in public schools is ever-

changing in terms of language, social-emotional development, and academic achievement 

gaps. For example Shore (2003) stated, “The proportion of children in 2-parent families 

de-creased from 85% to 69%, and more than one quarter (26%) of all children live with a 

single parent, usually their mother “ (p. 1541). Next, the results of the family unit 

changing places a higher risk of children developing health and school attendance 

problems: including academic achievement (Shore, 2003, p. 1548). 

In addition, the dramatic advances in technology have also impacted the way 

students learn. Simmons (2014) explained that new technological vocabulary words have 

significantly increased in the field of education through the use of smart-phones, e-

readers, tablets, and laptops; and therefore has caused a social and cultural change (p. 2). 

To further add, Campbell and Williams (2012) have provided research indicating the 

amount of time teens spend on YouTube, Facebook, and either tweeting or texting; and 

therefore encouraging educators to provide opportunities in the classroom for more 

technology (p.52). This on-going trend of growing student diversity and advancing 

technology has brought about more variability within public school classrooms and has 

impacted how educators teach and reach students (Stiggins, 2008). Moreover, school 

leaders are interested in not just how students are learning, but how the information is 
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being delivered. Campbell and Williams (2012) continued to advise educators that 

implementing technology in lessons isn’t for experts; but rather use students to teach 

students (p. 56).  Marzano (2005a) believed instruction is no longer teacher directed, but 

rather student led with teacher serving as a guide (p. 91). This approach requires teachers 

be prepared to enter the classroom with skills beyond a simple delivery of content to 

students.  

Therefore, teachers must be ready to address the diverse learning needs for each 

student (Dessoff, 2012). This idea of preparing out teachers for diverse learners puts forth 

the notion that research should examine how teachers learn and how they deliver 

instruction to students. Therefore, the way teachers are delivering instruction has gained 

attention and the development of a new model for obtaining professional development 

has emerged (Lieberman & Miller, 2001). Danielson (2013), a leader in teacher 

effectiveness, recognized the complexity of teaching and provided a framework for 

teaching. Danielson (2013) created a framework of improving teaching practices. She 

included four different components that would serve as a guide in defining what teachers 

should be able to know and do. The components are Planning and Preparation, Classroom 

Environment, Instruction, and Professional Responsibilities (Danielson, 2013, p. 3). Each 

of the four components includes a rubric detailing levels of proficiency from 

unsatisfactory to a distinguished level (Danielson, 2013). Providing students with an 

effective teacher continues to be a demand by the nation, politicians, parents, students, 

educators, and school leaders. This demand has created a greater need for highly 

qualified and effective teachers so that all students learn.   
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Dessoff (2012) cited Marzano and highlighted three critical commitments to reform 

the education system effectively and adapt to the new changes in student learning: 

The first is individual student feedback that aligns with individual learning goals 

and strategies to accomplish them. The second is an evaluation system focusing 

on teacher reflection and changing practice based on student outcomes. The third 

commitment is building background knowledge for students. (p. 2) 

The demand for effective teachers continues to grow as student achievement expectations 

are at an all-time high from local, state, and national education agencies as they focus on 

how teachers are delivering instruction. The debate of universities producing prepared 

teachers is on-going (Greenberg, 2013a). Teachers are entering the field of education 

lacking the tools and experiences necessary to effectively teach students. In a recent study 

conducted by the National Council of Teacher Quality (NCTQ), researchers discovered 

the United States, which was once at the cutting edge of teacher preparation, is now 

lacking behind many other countries in developing highly qualified effective teachers 

(Greenberg, et al., 2013a). The NCTQ report found that only 10 percent of the programs 

that participated in this study earned an average score, and half of the programs lowered 

standards so that more applicants could easily enter their program (Greenberg et al., 

2013a, p. 2). Moreover, NCTQ indicated that of the teacher preparation programs 

participating in the study, only seven percent of them allowed teachers to student teach 

with effective teachers (Greenberg et al., 2013a, p. 2). Teacher preparation programs also 

have garnished national attention. President Obama urged all Americans to take 

responsibility for the development of the students that are growing-up in a new era in 

which learning is much more different than it was in the past. In a speech he made, 
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President Obama proclaimed this critical need by saying, “There is no better economic 

policy than the one that produces graduates. That’s why reforming education is the 

responsibility of every American” (Dessoff, 2012). The responsibility to produce quality 

teachers is one that teacher preparation programs and local education agencies must take 

seriously to enhance the technical core of teaching and learning across the nation.  

School leaders must be prepared to provide teachers with the opportunities they 

lacked during their preparation years. Therefore, providing them opportunities through 

professional learning communities, workshops, and mentorship is not enough. Teachers 

who enter the field of education must be able to participate in a “hands on” clinical 

experience. The experience should be meaningful and on-going with a highly qualified 

teacher leading the program. School leaders must be prepared to provide teachers 

opportunities to develop and present lessons to peers prior to presenting them to students. 

These experiences allow novice teachers insight into the process of developing lessons, 

asking questions, receiving feedback, and delivering instruction more effectively.  

Statement of the Problem 

For many years now, educational leaders have discovered more and more teachers 

are coming into the profession of education unprepared (Greenberg et al., 2013a). In 

addition to this challenge, educational leaders are also faced with veteran teachers lacking 

the ability to adapt to new methodologies, strategies, and curriculum (Greenberg et al., 

2013a). This dynamic trend then directly impacts how effectively teachers deliver 

instruction and how it impacts student learning. In a recent report by the NCTQ, they 

referred to “teacher preparation programs from Universities [as]’an industry of 

mediocrity’ and only gave a rating to 10 percent of 1,200 Universities as highly 
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qualified” (Greenberg, 2013a, p. 1). In addition, Greenberg et al. (2013a) reported 

universities were “churning out first-year teachers with classroom management skills and 

content knowledge inadequate to thrive in classrooms with ever-increasing ethnic and 

socioeconomic student diversity” (p. 1). Teachers lacking the necessary skills to 

effectively deliver instruction is a call to all educational leaders to begin the proactive 

initiative to close the gap in teacher preparation. Moreover, universities are being closely 

monitored by the National Center for Teacher Quality in how they are training future 

teachers stating that the teacher preparation programs and providing unrealistic 

experiences to future teachers by lowering the rigor in their programs (Putman, Hannah, 

Greenberg, & Walsh, 2014, p. 3). The research from the article Easy A’s indicated that 

“the results are a wake-up call for higher education and a confirmation of the damaging 

public perception that, too often, getting an education degree is among the easier college 

career paths — although it is in preparation for one of the most challenging jobs there is 

(Putman, Hannah, Greenberg, & Walsh, 2014, p. 4). Putman et al. (2014, p.4) stated that 

lowering the rigor in assignments and not participating in sufficient experiences of pre-

service could explain why teachers feel unprepared to teach when they step into the 

classroom. Putman et al. (2014, p.4) continued to say that teachers are left with guessing 

which strategies to apply in order to deliver effective instruction which then impacts 

student achievement.  

Furthermore, concerns arise attempting to hire teachers as more and more teachers 

leave the profession. Educational leaders must begin to be proactive and develop a plan 

in which teachers will be prepared to successfully handle classroom discipline, hold 

content knowledge in their assigned areas, and deliver instruction effectively when 
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stepping into the classroom. The burden then falls onto educational leaders as their task 

to hire great teachers is limited to the pool from which they have to choose. Research 

remains limited in determining what approach school leaders should embrace to ensuring 

teacher effectiveness in the classroom.  

Research Question 

This study is centered on one question: How do teachers perceive the influence of 

the Learning By Doing Professional Development Program (LBDPDP) on their 

professional readiness for the classroom? Specifically, a focus group format will be 

utilized to determine beliefs and perceptions regarding the manner in which the LBDPDP 

influences teacher readiness for the classroom, teacher retention, student achievement, 

and the school culture.   

Purpose of the Study 

The purpose of this qualitative case study is to determine the influence of the 

Learning By Doing Professional Development Program (LBDPDP) on teacher practice. 

Specifically, the researcher seeks to understand the perceptions of teachers who 

participated in this program and how the professional development of the program 

influenced the teachers’ level of academic readiness for Prekindergarten students.  

Significance of Study 

The researcher aims to contribute to the field of education in two ways. First, the 

researcher seeks to add to the discourse of professional development for public school 

teachers by urging school leaders to examine their approach to adult learners and their 

methods of developing effective teachers. Evans (1999) reminded all leaders to act upon 

the dilemma of hiring from a limited pool of applicants who are not yet ready to step into 
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classrooms. Evans (1999) urged leaders in the field of education to begin to take 

proactive steps to closing the teaching gap, so that they are not confronted with the 

situation of hiring under-qualified teachers for students. Secondly, the researcher intends 

to bring a discourse to educational leaders regarding managerial responsibilities in 

leadership. Nevertheless, educational leaders understand that the core in impacting 

students is through teacher effectiveness. Therefore, serving as an instructional leader in 

schools is valuable so that teachers are able to deliver instruction effectively to all 

students. School leaders must therefore be able to understand not just how students learn, 

but how adult learners learn and how their self-efficacy impacts the delivery of 

instruction.  

In addition, the researcher intends to provide instructional leaders in the field of 

education a piece of the puzzle into equipping their teachers for real-world delivery of 

instruction. Furthermore, the researcher intends to influence other school leaders by 

providing them with a plan of action to address an on-going educational concern: 

Teachers entering the field of education unprepared. This is the beginning of what 

instructional leaders need to begin to implement in order to close the teaching gap that 

universities and teacher preparations programs may be causing.  

Limitations of This Study 

The limitations of this study is that it is solely conducted in one Title I 

Prekindergarten school that participated in the LBDPDP. Another limitation is the 

variability of ability levels of each teacher and their experiences with respect to teaching. 

Moreover, the effectiveness and level of expertise that the instructional leader has when 
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guiding the LBDPDP may potentially influence outcomes. Lastly, the effectiveness of the 

school leaders’ leadership style may also influence teacher effectiveness and retention.  

Researcher Perspective 

The findings in this research are important to me because as an instructional 

school leader, I have found that more and more teachers are entering the field of 

education lacking the ability to deliver instruction without worksheets and be able to 

understand how students of today are learning. In today’s world our students are exposed 

to many new and unique experiences that many of us did not grow up in (Rushton, 2011, 

p. 90). If we just look at how technology has changed over the past 5, 10, 15 years we 

clearly see that as educators and school leaders we must begin to adapt and change our 

teaching practice and how we deliver instruction. Furthermore, Rushton (2011, p. 90) 

stated that, “Information on the internet is in competition with, and in many cases 

outperforming, classroom instruction, not only in terms of the availability of information 

but the exponential rate at which it changes.” For this reason alone, educators must be 

prepared to receive and teach students of this generation.  

Many teachers who entered the schools in which I have lead as a school leader 

have had a very difficult time with three things: (a) replacing worksheets with hands-on 

activities for students, (b) having an effective system with working with hands-on 

lessons, and (c) effectively building relationships to develop effective classroom 

management. Moreover, the National Teacher Council (Greenberg, Putman, & Walsh, 

2014), examined 122 teacher preparation programs and found four conclusions that 

support my three findings as a school leader: (a) classroom management is not 

consistently taught; (b) the programs did not use research based strategies such as 
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positive behavior reinforcement to address student behavior and half of the programs 

simply asked teachers to create their own philosophy on classroom management; (c) only 

one-third of programs require teachers to put into practice classroom management 

techniques learned, and (d) there is a high degree of misunderstandings in what teachers 

learn and what they are expected to do in the classrooms. Furthermore, in conversing 

with novice teachers a theme became apparent: The idea of how their classroom was 

going to look and run was completely different than what was happening. I quickly 

understood what was happening- universities where providing experiences that did not 

align with how kids are learning today. While most universities prepare teachers to be 

able to teach to diverse students and learning styles they don’t provide novice teachers 

with the experience they need, this is especially important when it comes to how young 

children learn. Greenberg (2014) continued to indicate that a huge gap exists between 

what teachers are learning in preparation programs and the student teaching experience as 

well.   

The formative years of a child to me are the most important, and learning through 

an experience rather than a worksheet makes a difference in how a child learns. In a 

research study conducted by Rushton (2011), he explained “The brain is continuously 

learning and the brain must be given hands-on, real-life, meaningful learning 

experiences.” Such concepts are easily explained in an interview by a novice teacher, 

nevertheless putting it into practice is another story. We forget that learning is an 

experience, and as educators we are lacking to provide novice teachers with the 

experience of teaching and veteran teachers are needing to update their teaching 

strategies. Universities work with students and prepare them for the theory and interview 
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process; nevertheless it is in the practice and application that they have not been 

successful with.  Therefore, the Learning By Doing Professional Development Program 

implemented at this school provided teachers that experience. The training allows novice 

and veteran teachers to understand the practice and application of the theory learned in 

universities; while experiencing it by putting it into practice. When I was assigned to 

open a new Prekindergarten school as the assistant principal over curriculum and 

instruction it became clear that both novice and veteran teachers were finding it difficult 

to implement hands on learning activities. I can recall a moment when a teacher came 

into my office crying and upset because I did not approve her worksheets. She stated, “I 

cannot and don’t know how teach without worksheets.” I then felt compassion for her 

and for so many other teachers at my campus. I understood that their anger and 

frustration towards my desire to convert worksheets into hands-on workstations was the 

result of universities failing our teachers. The on-going battle to replace worksheets for 

hands on workstations began, and the Learning By Doing Professional Development 

Program was born.  

Summary 

Teacher preparation programs continue to emerge and provide future educators 

different theories and strategies to effectively teach the students of today. Nevertheless, 

educators continue to enter our schools unprepared. If teacher preparations programs and 

universities are failing our teachers and not setting them up for success in the classroom, 

then it is up to school leaders to adequately prepare teachers (Evans, 1999). It then 

becomes the responsibility of school leaders to provide teachers with learning 

opportunities to effectively teach students and impact their outcomes. So much focus is 
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on student intervention when intervention also needs to be given to teachers. School 

leaders must be able to identify this need and provide teachers with the experience they 

lacked during their professional preparation years.  

The remainder of this study is organized into four additional chapters. The 

researcher will present a research-based literature review in Chapter Two. The methods 

and processes used to conduct this study are presented in Chapter Three. The researcher 

will present the findings of this qualitative study in Chapter 4. Finally, this study will 

conclude with Chapter 5 where the researcher will discuss the findings of the study, 

implications for education, and recommendations for practice and further research.  

Method 

This qualitative case study is to determine the influence of the LBDPDP on 

teacher practice at a Prekindergarten school and their perceptions of the LBDPDP on 

teacher retention, student achievement, and school culture. A focus group of teachers 

who participated in the LBDPDP will be interviewed and their responses will be analyzed 

to determine the influence the LBDPDP had on teacher practice.  The researcher will use 

a focus group of eight teachers to identify reoccurring themes. Participant responses will 

be grouped in themes that will be used to measure the influence of the LBDPDP on 

teacher practice. In this study, teachers, both novice and veteran, in a Prekindergarten 

Title I school participated in the LBDPDP. The LBDPDP purpose is to provide teachers 

with an experience of instructional practices that they might have not experienced 

through a teacher preparation program. The training begins in the summer preparing 

teachers for two days and continues weekly throughout the school year. 

Definition of Terms 
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Charlotte Danielson Framework - an instrument in which research based studies as well 

as theoretical research have been used to develop a comprehensive and coherent 

framework for teacher responsibilities and, in return, have produced more gains in 

student test scores than those using another instrument. Personnel from the Danielson 

Group work alongside personnel from school districts in order to develop a more accurate 

tool for school districts to represent teacher performance levels and to increase “highly 

effective” teachers, by evaluating professionals and recognizing outstanding work for 

students. This new evaluation system will allow appraisers and educators opportunities to 

grow professionally and to have discussions about challenges that may arise (Danielson 

Group, 2013). 

Flexible Grouping Planner - a tool that allows teachers to align lesson plan with small 

group instruction to differentiate student learning and monitor academic progress.  

Instructional Coach - a more purposeful mentor who guides a teacher to improve 

instruction and student achievement. He or she works closely with the individual and 

spends his or her time planning, evaluating, and implementing changes as well as 

strategies to improve student achievement (Devine, Houssemand, & Meyers, 2013).  

Learning By Doing Professional Development Program - a collection of hands-on 

experiences for teachers through a two day summer preparation, week classroom set-up 

prior to school starting, and additionally meeting once a week aside from Professional 

Learning Communities throughout the school year. During the week long training session 

in the summer, teachers are provided research based strategies on creating purposeful 

hands on lessons and objectives that align with those lessons, thinking strategies for 

whole and small group instruction, setting-up and creating purposeful workstations, 
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managing workstations, Positive Behavior Initiative Support, logical consequences, and 

working in small groups through the use of a weekly flexible grouping planner, lesson 

planning. In addition, after the week long training teachers are able to then go to their 

classroom and begin to set-it up so that it is successful to student learning. During the 

school year, teachers experience creating and presenting the following week’s lessons 

while receiving valuable input from a veteran and highly qualified instructional coach as 

well as their peers. Teachers then are able to reflect and ask questions when presenting 

lessons for their peers before and after lessons are presented to students.   

Learning By Doing Handbook - a handbook for teachers to use as a reference to what 

they learned during the two day LBDPDP. This concrete handbook provides a collection 

of detailed pictures and instruction of the training as well as the how’s and why’s to set 

up the classroom, hands-on activities that align with Prekindergarten Guidelines and 

objectives to be placed at workstations, a review of Positive Behavior Initiative Support 

strategies, a review of thinking strategies for whole group lessons, a sample of a flexible 

grouping planner that differentiates instruction during workstations, how to create an 

objective, first week of Educational lesson plan, and tips from veteran teachers. 

Observation Guide Sheet - a handout that allows the observer to focus in on a specific set 

of qualities from another highly qualified teacher. Each observation guide sheet focuses 

on specific areas such as: delivery of instruction, thinking strategies, classroom 

management, classroom set-up, and student teacher relationships.  

Positive Behavior Interventions and Supports - provides teachers research-based 

strategies for redirecting students in a positive way and provides other strategies that 

allow teachers to be proactive while aligning best practices so learning is possible for all 
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students. It is a decision making framework that positively impacts student teacher 

relationships while redirecting student behavior to favorable outcomes and more 

engagement occurs (OSEP Center on PBIS, 2009).   

Prekindergarten Sate Guidelines - the state of Texas provides academic objectives for 

Prekindergarten students to meet throughout the school year. Teachers use these 

academic guides throughout the year to assess students’ mastery (Texas Prekindergarten 

Guidelines, 2008).    

Professional Learning Communities (PLC’s) – Educators committed to working 

collaboratively in ongoing processes of collective inquiry and action research to achieve 

better results for the students they serve. Professional learning communities operate under 

the assumption that the key to improved learning for students is continuous, job-

embedded learning for educators (DuFour, DuFour, & Eaker, 2008).  

Teaching Gap - professional educators entering the field of education unprepared to 

effectively deliver instruction to all students.



 

 

CHAPTER 2 

LITERATURE REVIEW 

Introduction 

The purpose of this chapter is to provide a discourse regarding the issues at hand 

in understanding the obstacles related to teacher practice.  Accountability for student 

learning is the focus of all educators, and therefore making sure our teachers are prepared 

has received close attention. This chapter is organized by first identifying accountability 

for student learning throughout the educational paradigm. It will also serve to give an 

insight of history by identifying how disparities and inequalities began and continue for 

students in the public school system.  As inequalities in public schools continued, 

educators turned their attention to how students learn; but then changed the focus to how 

adults learn as more and more educational leaders understood that the delivery of 

instruction was what impacted student learning the most (Rudalevige, 2003). Moreover, 

this chapter will identify how Universities and alternative certification programs are 

battling for distinctions to their teacher preparation programs, but despite their efforts the 

research has proven differently. Due to failed efforts by teacher preparation programs, 

educational leaders have been forced to provide supplement support for novice teachers 

through professional development trainings while attempting keep them in the field long 

enough to positively impact student learning (Greenberg et al., 2013a).  

Accountability for Student Academic Achievement 

Accountability in the Law and Across the Nation. It has been very clear the 

United States has started to identify the needs and academic gaps students demonstrate. 

Educational leaders we first striving to meet the demands of students by meeting the No 
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Child Left Behind Act (2001) (placing highly qualified teachers in the classroom 

(Owings, 2006), nevertheless this is not enough. Accountability for student learning and 

progressing academically has then fallen at each level: parent, teacher, educational leader, 

district, and state and therefore new standards were created through the Every Student 

Succeeds Act (2015) which emphasizes more on individualizing student learning and 

assessment as well as how often students are assessed (Troyan, 2015). Regardless of such 

standards all schools and districts must be able to meet the Adequate Yearly Progress 

(AYP) by providing proficiency rates to the federal government. Levine and Marcus 

(2007) argued students in poverty made some gains, but that few states where able to 

close the achievement gap for these students. Reform in the education system is at its 

most critical point. Politicians and leaders in the field of education attempt to understand 

all the necessary measures to close the achievement gap and therefore acknowledge that a 

more rigorous acceptance streamline for teacher preparation is needed (Farkas & Duffett, 

2010). In addition, educational leaders have acknowledged that if student academic 

learning is at the hands of teachers then it is up to educational leaders to provide 

opportunities to further develop teachers through purposeful mentoring, induction, and 

professional learning communities (Linkek et al., 2012).  

Continuing to evaluate systems and procedures in the field of education is on-

going. The nation has had many educational leaders that have impacted the field of 

education while at the same time accountability continues to rise when students of all 

colors and races are falling behind in academics. For example, the release of A Nation At 

Risk in 1983 became a “wake-up” call to all educators and leaders, urging the importance 

of preparing our students well instead of continuing with mediocre teaching (Gardner & 
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Others, 1983). This document identified the discrepancies in teachers’ lacking the ability 

to teach students effectively. Furthermore, it shames the public school system and 

portrays it as a mediocre system that potentially threatens the future of the United States 

(Ballmann, 1995). Since this outcry for bettering our public school system, the United 

States has had yet more to criticize the public school system. Followed by A Nation At 

Risk, President Bush signed the No Child Left Behind Act in 2002 reinforcing the need to 

provide school-aged children with highly qualified teachers. Understanding the crisis of 

the educational system, this law provided parents options to choose another public school 

if their school was considered a low-performing school (Ballmann, 1995).  

The world of education is demanding educators and its leaders to become more and 

more aware of their accountability for student academic achievement. Educators no 

longer live in a world where desks are lined in rows and students answer yes and no 

questions. In the world today, students are expected to collaborate and generate thought-

provoking questions as well as being able to use acquired knowledge to create something 

new. The standards and expectations for our students, educators, and leaders have 

evolved and therefore the delivery of instruction has also changed (Heitin, 2011). 

Accountability in Teacher Preparedness. The accountability for student 

learning is greatly reflected by the effectiveness of how the teacher is delivering 

instruction. Therefore, teacher effectiveness is identified as a strong and crucial factor 

into student learning and closing the achievement gap. Hassel and Hassel (2010) 

identified factors that could potentially influence teacher effectiveness and how students 

learn and in return begin closing the achievement gap among students. For instance, one 

disadvantage that educational institutions have is the inability to create systems where 
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great and effective teachers teach a wide diversity of students, including students in 

poverty (Hassel & Hassel, 2010). Furthermore, student engagement and learning is key to 

discipline concerns (Greenberg et al., 2014); nevertheless, many universities fail to make 

this connection and align teacher instruction to student discipline. In addition, these 

agencies continue to treat and teach teachers student discipline and instruction as two 

separate identities when in reality they go hand in hand (Greenberg et al., 2014). 

Greenberg et al. (2013a) indicated that clear data is present indicating that universities 

and preparation programs failed in preparing teachers. For instance, the report 

Opportunity To The Top indicated that insufficient amount of classroom management 

techniques were taught and supported by research based strategies. Also, individuals 

going through teacher preparation programs had minimal experience in practicing what 

was learned (Greenberg et al., 2014). Evans (1999) argued, “In no other profession other 

than teaching are inexperienced, untrained, and untried beginners are left to their own 

devices” (p. 35).  This may yet be another reason why potential great teachers leave the 

field of education so early.  

Accountability for Student Learning. Part of understanding the achievement 

gap is knowing many factors contribute to this dilemma. Eliminating barriers such as 

providing students with an effective teacher will begin to demolish the achievement gap 

amongst students. Closing the achievement gap becomes less attainable when the field of 

education lacks effective teachers. As less prepared teachers come in to the field, more 

and more students are reaping the effects of not being taught by an effective teacher. 

Auguste, Kihn, and Miller (2010) noted once again that a consistent factor of student 

achievement directly correlates with the effectiveness on how a teacher delivers 
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instruction. Many educators also indicate that the lack of experience in the classroom is 

what really hinders a novice teacher (Auguste et al., 2010). Experiencing how a 

classroom effectively runs and being part of engaging students in lessons prepares 

teachers than those who simply observe for preparation credentials. It is the experience 

that is needed to develop teachers and, as a result, impact student achievement. Levine 

and Marcus (2007) indicated eight different types of strategies with actual examples that 

will help close the achievement gap. These strategies included availability to 

knowledgeable and highly qualified personnel, provide time to teachers to plan, and 

provide continues professional development through the use of data driven decisions 

(Levine & Marcus, 2007).   

Accountability in Teacher Evaluation Systems. Owens (2006) argued the 

achievement gap persists due to failure in accurately identifying effective teachers 

through teacher evaluation systems. Many teacher evaluation systems lack true 

accountability for self-growth and improvement as well as identifying true ineffective 

teaching to further discharge them of their responsibilities (Auguste et al., 2010). These 

evaluation systems are handicapping great teachers as they are failing to provide a real 

lens and, as a result, these great teachers are not being promoted so that they impact more 

students (Hassel & Hassel, 2010). In other words, teachers are lacking specific feedback 

for growth in their practice and may not be provided opportunities to impact other 

teachers by serving as campus leader, mentors, coaches, and/or curriculum writers. Both 

Hassel and Hassel (2010) believed school leaders have valuable and well-prepared 

teachers to meet the needs of the students, but they too believe the field of education is 

losing its finest teachers, and “as a nation we are failing to capitalize on retaining great 
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teachers” (p. 3). As the nation continues to face the not just loss of effective teachers, but 

not preparing them as well our students and society as a whole will have to face the 

consequences.  

Accountability in Teacher Retention. 

To add to the dilemma of not preparing teachers, retaining the best teachers in the 

field of education continues to persist among school leaders (The New Teacher Project 

Organization, 2012). The dynamics of retaining great teachers is difficult; however 

enhancing teacher programs at all levels, promoting on-going positive culture and climate 

in schools, and developing positive support communities will greatly impact the shortage 

of effective teachers. Many researchers (The New Teacher Project Organization, 2012) 

are urging school districts and leaders to begin the retention through appropriate canals 

such as developing and maintaining strong professional induction programs, learning 

communities, and mentoring programs. In this research, it was determined that low 

performing teachers stay even longer than those irreplaceable and effective teachers, who 

end up leaving the field of education within their first five years (The New Teacher 

Project Organization, 2012). Other researchers such as Auguste, Kihn, and Miller (2010) 

have reminded school leaders that hiring new teachers from the third percent helps 

increase teacher retention and improve student achievement.   

Educational leaders understand that ineffective teachers impact student achievement 

and widen the academic gap. Failing students and falling state scores only bring down the 

morale of the teachers, educational leaders, and all stakeholders. The negative morale 

then negatively impacts the delivery of instruction and student achievement. As the 

impact of ineffective teachers grows, so does teacher motivation to improve practice, and 
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a “cancer” begins to grow within the school setting, creating a damaging environment 

(MacNeil, Prater, & Busch, 2009, p. 75). The increase of ineffective teachers over 

effective teachers in the classroom may be one of the greatest fears of any school leader. 

Therefore, the effectiveness of school leaders and teachers directly reflects the culture 

and climate of student achievement (MacNeil et al., 2009). Accountability across all 

levels in public education is needed.  

Early Beginnings 

The history of education can be traced back to colonial years where the purpose of 

education was to study and learn to read the Bible. This form of education and purpose 

has changed for all public schools in our nation. After the Revolutionary War, Thomas 

Jefferson began to advocate for a more structured and inclusive educational system until 

his “Bill for the More General Diffusion of Knowledge” was passed and made into a law. 

This law demanded public education for all, resulting in a more content and productive 

nation (Brackemyre, n.d.). To reinforce Thomas Jefferson’s efforts, pioneers in education 

experts such as Horace Mann began the movement to provide a free, meaningful, and 

purposeful education for all students. Mann believed that educating the masses would 

bring social order by reducing poverty and crime (Baines, 2006).   

Later during the late 1850’s to 1900’s, many children ages 6 to 13 where enrolled 

in school, but it was not until Brown v. Board of Education of Topeka (1954) that 

prohibited racial segregation in schools (Ballmann, 1995). Although it seemed that the 

fight for segregation was over on the surface, many minorities continued their struggle 

with inequalities and racism in the public school system. With inequalities continuing in 

public schools, there were also inequalities in how teaching was conducted, how students 
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were learning, and how they were mastering concepts. Questions began to arise as to how 

students were learning and theorists continued to develop their own methodology as to 

how children learn, but further exploration into how adults learn began to immerse as 

accountability for student learning was needed (Rudalevige, 2003).  

Child and Adult Learning 

As the need for accountability of student learning continues, a shift into looking at 

how teachers learn and deliver the instruction has been an area of attention. Knowles 

(2011) and Hirsh and Guskey (1995) provide new perspectives into how adults learn. 

This shift in research revealed the difference in how children and adults learn.   

How Children Learn. Many theorists were recognized for their efforts into 

understanding how students learned. Significant innovators, such as Piaget, Montessori, 

Bandura, Jung, Erikson, and Maslow, began addressing child development. Their focus 

has impacted student learning in the field of education.  

Jean Piaget. In the late 20th century, Piaget presented a theory on Intellectual 

Development. He considered that people, as well as students, were dynamic learners in 

which they needed to be active members while they learned new concepts. Piaget 

continued to share his views on Intellectual Development with educators in order to 

encourage them to begin applying his theory within the classroom setting (“Distinguished 

Scientific Contribution Awards”, 1970). His theory’s foundation is based on three 

concepts. The first is that an individual can learn new concepts through the observation of 

another person’s behavior. Secondly is the development of cognition happens through the 

interactive correlation between the physical, social, and linguistic capabilities of an 

individual.  Finally is the notion that human beings are naturally inclined to learn 
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(Nurrenbern, 2002).  Piaget was able to conclude his theory through observations made 

while experimenting with children and how they respond to situations. Furthermore, 

Piaget noted that a child’s personal set of schemas determined the depth and extent of 

knowledge gained and understood.   

Maria Montessori. Similar yet different than Piaget is Montessori who believed 

that a child’s potential directly related to knowledge gained. Nevertheless, Montessori 

believed that knowledge is gained through experience. She and Aristotle believed that 

“There was nothing in the intellect, if not first in the senses” (Montessori, 1995, p. 249). 

Montessori believed in different stages of development and categorized them by years 

creating three different stages of development. The First Stage: 0-6 years was considered 

“A Period of Transformation” which she divided-divided into two (a) 0-3 years: The 

Absorbent Mind which she considered the unconscious mind to do the learning and (b) 3-

6 years: The Absorbent Mind which is a conscious effort to learning (Standing, 1998). In 

these first stages, Montessori believed the child is creating and building its repertoire of 

experience and therefore developing knowledge (Standing, 1998).  In the second stage of 

development, she categorized from: 6-12 years “A Period of Uniform Growth”, an 

intermediate period. The Third Stage: 12-18 years A Period of Transformation-

subdivided. In this stage she believed that the developing child is then not just creating 

knowledge but constructing it and making connections (Standing, 1998). Then came 

Puberty (b) 15 to 18 years: Adolescence. 

Montessori believed that although adults learn, after adolescence there is no 

longer no “transformation”, but rather adding knowledge to what has already acquired 

and even creating new knowledge from what one has categorized in the brain (Standing, 
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1998).  In addition to this type of stage development, Montessori believed the child had 

“sensitive periods”. She defined these sensitive periods as being transitory, time sensitive, 

but the most important aspect is that the child then gains overwhelming desire to learn 

specific elements of its environment (Standing, 1998). Furthermore, she believed that 

when a child experiences a sensitive period, the child can then obtain “spontaneous 

concentration” or as educators now call this authentically engaged. Montessori best 

described this authentically engagement period as: 

Attention is not the result of mere curiosity; it is more like a burning passion. A 

keen emotion first rises from the depths of the unconscious, and sets in motion a 

marvelous creative activity in contact with the outside world, thus building up 

consciousness. (Standing, 1998, p. 100)   

She believed children experienced different sensitive periods; some of those include the 

sensitive period of language, order, refinement of the senses, and the sensitive period of 

good manners (Standing, 1998). Montessori describes these sensitive periods. 

The essence of a sensitive period in human development is a burning intellectual 

love of learning. As such, it is an animating psychic factor leading to an immense 

mental activity. Starting from nothing, from the depths of the unconscious, there 

arises a new interest which illumines the mind, stirring it as it were to new 

vibrations. (Standing, 1998, p. 112)   

It was through these sensitive periods and her ability to connect the stages of child 

development with the classroom environment that allowed teachers to be able to 

understand child development at each stage, prepare the environment for student success, 

and, therefore, provide a pathway so that students were able to work independently in 



25 

 

harmony while obtaining authentic engagement and understanding undesired behavior by 

the adults. Montessori believed that children’s reasons for misbehaving derived from a 

misunderstanding in motives between the adult and the child (Standing, 1984, p. 257).  

Sigmund Freud, Carl Jung, and Erik Erikson. Another significant theorist in 

education is Freud. He was influential in identifying the impact of the subconscious mind 

on behavior while Carl Jung introduced the notion that human consciousness possess four 

functions: sensation, thought, emotion, and intuition (Knowles, 2011). Jung provided the 

world of education a theory in which there were four ways that information could be 

extracted through experience in order to understand concepts. He was able to provide a 

foundation for balanced personality and curriculum (Knowles, 2011). Then Erikson 

provided educators with the “eight ages of man” identifying personality development 

throughout lifespan of a human (Cherry, 2015). The eight stages included oral-sensory, 

muscular-anal, locomotion-genital, latency, puberty, young adulthood, adulthood, and the 

final stage (Cherry, 2015). Each of the stages Erikson provided gave educators and 

insight by focusing more on the educational model for learning rather than the medical 

(Knowles, 2011).  

Abraham Maslow. Another major contributor to the field of education was 

Maslow. He was responsible for formulating eight different safety elements in the 

development of humans. Different than other behavioral scientists, Maslow indicated that 

isolating certain behaviors was not effective but rather the whole is more than the sum of 

the parts (Knowles, 2011). He believed that a new experience provided it being more 

gratifying allowed for growth to happen, therefore indicating that safety at each of the 

eight stages was significantly important for healthy human development. As many 
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leaders in the field of education continued with different theories on how children learn; 

others began finding that adult learning was just as important as to child learning.  

Understanding How Adults Learn  

The effects of adult learning and how it impacts student learning is receiving great 

attention as well. Adult learning has recently been an area where many have begun to 

identify, understand, and analyze how learning takes place in adults. This adult learning 

has obtained the name of andragogy.  

Andragogy. Malcom S. Knowles is considered the Father of Andragogy in the 

United States. Andragogy is defined as the process by which adults are able to experience 

learning and are therefore aware of this so they begin self-reflection and evaluation 

creating meaning to our personalities (Knowles, 2011). Knowles (2011) explained five 

key assumptions in defining andragogy:  

Adults are motivated by their interests and needs; and therefore such interests and 

needs need to be planned and organized into the activities. Adult learning is life-

centered; therefore presentation of material is not to be considered as subjects but 

rather life-situations and experiences. Experience and analyzing it is crucial to 

adult learning. Adults must be self-directed; the teacher takes the role of a guide 

in which places the adult learner to engage in inquiry and self- reflection. Age 

differences into how adults learn must be noted as a style, time, place and the 

pace must be taken into account when teaching adults. (p. 39) 

Understanding how adults learn is crucial for educational administrators and teacher 

preparation programs to understand as they seek to equip teachers for the classroom.  
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Andragogy and Professional Development. Hirsh is another recognized supporter 

of the implementation of andragogy. She is currently a leader in adult professional 

learning and guides the organization Learning Forward as the executive director of the 

Professional Learning Association. Hirsh (n.d.) provided advice to various political 

leaders and policymakers on the improvement of schools and professional development 

for adults. Hirsh also held five beliefs in adult learning. 

Professional learning that improves educator effectiveness is fundamental to 

student learning. All educators have an obligation to improve their practice.  

More students achieve when educators assume collective responsibility for 

student learning. Successful leaders create and sustain a culture of learning.  

Effective school systems commit to continuous improvement for all adults and 

students. (Learning Forward, n.d.) 

In addition to these beliefs, the many theorists of andragogy provide standards for adult 

professional development as well as provide educators and its agencies leadership 

enhancement through practice by building and sustaining effective professional 

development for adults.  

In addition to Hirsh, Bandura identified learning with modeling (Rosenthal, 

1978). He was able to give such learning the label of social learning. In this type of 

learning, the facilitator provides the learner role modeling opportunities. Providing such 

opportunities Bandura believed that learning was possible. He was able to identify three 

types of results from providing a model for learners. The first was that the learner 

obtained response patterns; secondly the learner increases or decreases previous 

responses from the learning; and thirdly the ability to give and receive feedback by 
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inviting the learners to constructively provide feedback of their performance (Knowles, 

2011). Bandura was also responsible for associating learning with modeling. 

Teacher Preparation Programs  

University Based Programs. NCLB (2001) required all teachers to be considered 

“highly qualified.” Evidence continues to demonstrate that universities and alternative 

programs both demonstrate inconsistencies in producing effective classroom teachers. 

There is an abundance of research indicating teacher preparation ineffectiveness and it 

can be seen throughout the field of education (Shenton, 2004, p. 70).   

Program Practices. In today’s world, teaching methods have evolved to more 

thought-provoking problems, reasoning at higher levels, and examining how students 

from diverse family units and cultures learn (Darling-Hammond & Bransford, 2005). In a 

recent study of The National Center for Teacher Quality (NCTQ), Greenberg (2013a) 

provided data that many universities are lacking in preparing our teachers for today’s 

students. This study rated 608 university teacher preparation programs’ effectiveness 

based on 18 key standards (Greenberg et al., 2013a). As the make-up of society has 

changed so has the way students learn, and therefore preparing teachers to effectively 

delivery instruction is significantly impacting student achievement. Regardless of budget 

cuts and socioeconomic status of students, accountability for everyone within the field of 

education is constantly being examined. It starts at the university level and continues into 

the classrooms, and into the hands of school leaders. 

In this study of NCTQ Teacher Prep Review, the conclusions were significantly 

damaging, not just to the quality of university programs, but also for those students sitting 

in classrooms with unprepared teachers. Greenberg, McKee, and Walsh (2013b) reported 
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first year teachers are insufficiently prepared for the classroom. 

How these educators operate, the review finds they have become an industry of 

mediocrity, churning out first-year teachers with classroom management skills and 

content knowledge inadequate to thrive in classrooms with ever-increasing ethnic 

and socioeconomic student diversity. (p. 1)   

As more and more universities continue to maintain low requirements for entering their 

programs, the cycle of the production of unprepared students is still continued as schools 

with low-income based minority children are being taught by unprepared teachers. In 

other words, unprepared teachers are ineffectively teaching students creating 

unproductive citizens (Greenberg et al., 2013a).  

A Misalignment of Curriculum, Instruction and Student Behavior. Universities 

are failing to align what students are expected to learn with what teachers are expected to 

teach. The report indicated that, “the courses in the sample require 866 different reading 

textbooks for students to use, when only 17 elementary content textbooks where being 

used in mathematics and not reading." (Greenberg et al., 2013a). This type of approach 

may seem confusing to any individuals attempting to utilize the strategy. The NCTQ 

(Greenberg et al., 2013b) report continued to demonstrate data that indicated teachers in 

the state of New Mexico who were being prepared to work with English Language 

Learners  who were not even receiving minimal instruction on how to work successfully 

with these types of learners (Greenberg et al., 2013a). 

Equally important is the difficult task for novice teachers to effectively manage 

classroom discipline. The NCTQ concluded that teachers in university preparation 

programs that participated in this study demonstrated that more than two-thirds did not 
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address classroom management (Greenberg et al., 2013a). Moreover, the findings 

concluded that individuals seeking a degree in the field of education were “throwing 

money away”, as they lacked in preparation, and were simply paying for a service that 

was not being provided (Greenberg et al., 2013a). What is most alarming about this 

report is that the standards for applicants accepted into teacher preparation programs were 

minimal and very low. Less than one in nine programs adequately prepared teachers in 

content areas. Participants in these programs are lacking ability to provide proficient 

readers, and only 7 percent of the participants were exposed to effective teaching 

experiences as student-teachers (Greenberg et al., 2013a). 

Low Performing Teacher Prep Programs. Alston (2013) cited a report from the 

U.S. Department of Education that stated many states, including Texas, were ranked 

either low-performing and/or at-risk for effectively preparing teachers for the field. Blank 

(2011) compared university preparations from top leading countries, such as Singapore, 

Finland, and South Korea. Blank (2011) discovered these countries only accept top-rated 

candidates for their programs. Their rigor for acceptance is comparably higher to the 

acceptance standards of the United States. Blank (2011) indicated in the report that 100 

percent of teacher candidates from those countries studied accepted only teacher 

candidates from the top third of the academic cohorts. By contrast, “The United States 

has only 23 percent of new teachers come from the top third” (Auguste, Kihn, & Miller, 

2010, p. 5). 

Educational leaders know a need exists to train teachers properly due to the inability 

of universities producing effective teachers for today’s classrooms and continue 

developing them through strong support systems. Many educational leaders spend much 
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of their budget on providing opportunities for teachers to gain new knowledge and skills 

through educational and district workshops, staff training, and much more. Nevertheless, 

there needs to be a more structured training that focuses on a constructivist approach 

where teachers get to experience being the student and seeing first-hand how effective 

teaching looks like; especially if the universities and alternative certification programs 

lack this critical experience. Therefore, it is crucial that educational leaders develop 

educational training that will not only align curriculum expectations but also guide all 

teachers in the delivery of instruction for them to be prepared to take on the dynamic and 

much needed role of an effective teacher and a future irreplaceable.  

Alternative Certification Programs (ACP). Alternative certification programs 

(ACP) have grown since the number of candidates entering the field of education has 

decreased. Today, teachers are entering the classrooms certified to teach through different 

programs. One popular program is through Alternative Certification. “The Department of 

Education reports that about 80 percent of teachers enter the profession through 

traditional certification paths in schools and departments of education” (Auguste et al., 

2010).  Many teachers have come into the field of education through an alternative route, 

and this does not necessarily mean that the teacher is or is not effective. For instance, 

Sass (2011) compared teacher effectiveness based on traditional and alternative 

certification programs in the state of Florida. Sass (2011) determined that the 

alternatively certified teachers who participated in his study had stronger prior 

experiences in the field than those teachers who graduated from the traditional 4-year 

universities. The ongoing debate regarding whether these alternative certification 

programs are effective in comparison to the traditional four-year route continues.  



32 

 

Cuddapah and Burtin (2012) provided valuable information about what an alternative 

certification program should offer individuals who are preparing to be teachers. After 

teaching for a year, these alternatively certified teachers were asked to provide feedback 

to the agency who certified them so they make improvements to the program itself. These 

teachers provided six different suggestions to improving the program, and two included 

opportunities to learn from effective teachers and to gain more experience working with 

students (Cuddapah & Burtin, 2012). Cuddapah and Burtin (2012) identified “alternative 

certification candidates seem to want many things from their preparation experiences that 

are part of traditional teacher certification programs” (p. 68).  

University Based Training verses ACP. Farkas and Duffet (2010) provided 

professor perspectives on university programs for teachers by directly asking 716 

university professors for their perspectives on teacher education and educational reform. 

In their findings, two major differences among professors’ views arose. The first was that 

a majority of professors were considered “Reformers” in the sense that they understood 

that change was needed (Farkas & Duffett, 2010). The other professors were considered 

the “Defenders”, or those faculty members who considered that teachers in their 

programs were modestly concerned about real-world changes such as managing 

classrooms and discipline (Farkas & Duffett, 2010). 

Half of the professors who were interviewed came to a consensus that teacher 

preparation programs were not adequately preparing them for the diverse challenges in 

today’s classrooms (Farkas & Duffett, 2010); whereas another 66 percent also stated that 

although the program met some standards that it still needed some reform. Almost three 

fourths (73 percent) of them recognized they needed to make more connections 
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themselves with the classrooms of today and 42 percent did not agree hiring participants 

from alternative certifications (Farkas & Duffett, 2010, p. 9).  The quest to answer the so 

crucial question on what the significant impact of teacher preparation does on teacher 

retention and student achievement continues. 

Nevertheless, educators around the nation are agreeing that both programs are 

lacking to prepare individuals to teach in the very diverse classrooms of today. Reece 

(2010) demonstrated the exasperating increase in individuals’ choosing alternative 

certification over traditional certification. “In 2007-2008, 62,000 individuals were issued 

certification to teach through alternative routes, nearly double the number in five years 

ago” (Reece, 2010, p. 17).  Even more, identified in this article was the debate between 

educational leaders in the field and their support for or against alternative certification 

effectiveness. For example, in a report by the Mathematical Policy Research in 2009, the 

researchers disclosed information that students who were taught by alternative certified 

teachers scored no different than students who were taught by teachers who received their 

certification through the traditional method. In return, Darling-Hammond with the 

American Association of Colleges for Teacher Education fought back stating that the 

study was not accurate due to skewed data (Reece, 2010).  

To add to this, Darling-Hammond (2005) argued through evidence from one of 

her studies that focused on teacher effectiveness based on certification preparation. 

Darling-Hammond et al. (2005) determined candidates who were alternatively certified 

negatively affected student achievement. On the contrary Feistritzer, with the National 

Center for Education Information and the National Center for Alternative Certification 

rebutted, stating that such candidates from alternative certification routes met standards 
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such as obtaining a bachelor’s degree, passing state tests, and even meeting high 

performance standards (Reece, 2010). 

As leaders in the field of education continue to argue whether or not their teacher 

program is preparing teachers for real-world students (Greenberg et al., 2013a), school 

leaders are grappling with managing strategic measures to support both teachers and the 

programs that prepare them. In the end, whether a person enters the field of education 

through an alternative or traditional route at this point does not help the problem that 

students face; which is having an effective teacher in their classroom (Ozder, 2011). The 

evidence does, however, indicate that investing in our teacher preparation programs is 

needed so that whatever route is chosen by an individual would produce an effective 

classroom teacher (The New Teacher Project Organization, 2012).  

School Leaders’ Role In Teacher Effectiveness  

Inevitably, school leaders are faced with the task of hiring new teachers annually. 

How campus and executive leaders choose to receive, train, and support these teachers 

can have lasting impact on student learning. School leaders must consider all types of 

teacher preparations such as universities, mentoring programs, alternative certifications, 

and induction programs as experiences that will greatly prepare teachers for the 

classrooms of today.  Nevertheless, states do not require teachers to participate in many 

methods of preparation such as an induction programs (Texas Education Agency, 2011). 

Therefore, if teachers lack these experiences it may be that students suffer the 

consequences.  

Professional Development for Teachers. There are many different ways 

teachers can develop skills and become more effective in the classroom. Many leaders in 
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the field of education have provided educators with research-based practices and 

strategies to improve teaching techniques. Bandura (1971) indicated the ability to model 

and provide constructive feedback is crucial for teacher learning and growth. In addition 

to Bandura, Guskey (1995) agreed with modeling for teachers with feedback is a best 

practice. Guskey (1995) believed specific feedback as a form of evaluation and needed 

component in order for adults and teachers to effectively learn and improve practice. 

Guskey (1995) provided five evaluation steps to developing purposeful and effective 

professional development for adults. Guskey (1995) developed this model from Donald 

Kirkpatrick, who developed a model for evaluating training programs in business and 

industry (The Evaluation Exchange, 2015, p. 15). In this model, Guskey described the 

areas that need to be evaluated in order for effective professional development to occur: 

(1) participants’ reactions to the training; (2) participant learning; (3) organization, 

support, and change; (4) participants’ use of knowledge and skills; (5) student learning 

outcomes (The Evaluation Exchange, 2015). In each of the five components for 

evaluation of professional development Guskey (1995) included the four following 

questions to be addressed: (1) What questions are addressed?; (2) How will information 

be gathered?; (3) What is measured or assessed?; (4) How will the information be used? 

(The Evaluation Exchange, 2015). The questions are intended to guide the facilitator into 

improving all components of the professional development experienced by the 

participants while identifying strengths of the program. Guskey (1995) further indicated 

that the effectiveness of professional development for teachers has allowed for changes in 

practice and therefore enhancing student outcomes while restructuring the school system. 
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 Similar to Guskey’s findings, Marzano (2005b) contended in several studies he 

conducted that professional development activities do influence student achievement.  

Nevertheless, understanding the learning of new teacher practices comes with 

implementation of the learned skills; otherwise student outcomes suffer and therefore a 

systematic approach to evaluating the delivery of the content is needed (Marzano, 2005).  

Marzano ( 2005b) has given educators many strategies to improve their development. He 

proposed using a different way for enhancing teacher practice by creating “instructional 

rounds” or “learning walks” in which teachers are able to observe other teachers teaching 

and compare to what they are doing (Heitin, 2011).  Furthermore, new methods to 

changing and improving how we teach need to reflect the professional development that 

are provided to teachers so that new information on specific aspects of their work are 

reflected in their practice (Brookfield, 2005). In the past, teachers were limited by ideas 

that were not supported by research-based practices. The key to professional development 

and university teacher preparation programs lies in the clinical approach to teacher 

practice. Goodland conducted research looking into the clinical work that is provided to 

teachers in eight different universities and found four areas that needed to be improved. 

These areas for improvement included universities increasing prestige by increasing 

admission standards, university alignment of theory and practice, and regulated 

conformity (Goodlad, 1991, pp. 6–8). He further stated that preparation programs and 

schools need to collaborate to develop expectations for student teachers when conducting 

clinical work and to provide teachers more opportunities in the classroom (Goodlad, 

1991, p. 8).  Finally, Goodland (1991) believed that teacher preparation programs should 
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begin to join with schools so that an alignment between what is taught in teacher 

preparation programs is also what is reflected in the classrooms.   

Induction Programs. Researchers continue to document that a solid-base well-

planned induction program allows teachers to feel successful as well as providing them 

with a “safety-net” for first year classroom challenges. Therefore, a successful induction 

program is not one that starts and ends with the district’s welcoming novice teachers into 

the field by providing them several workshops. Instead, it is an on-going training and 

experience at the school that continues throughout the academic year. Bickmore and 

Bickmore (2010) informed educators that to determine if an induction is successful it 

must be able to identify the numbers of teachers whom did not leave the profession.  It is 

through induction programs and learning communities that teachers may develop 

professional relationships making the culture and climate positive to work. Furthermore, 

it is also important to note that the school climate and a purposeful direction by 

leadership is key to retaining teachers, especially those irreplaceable ones (MacNeil et al., 

2009). This is especially significant for school leaders as their goal is to provide the guide 

to developing purposeful experiences throughout the induction process. Bickmore and 

Bickmore (2010) continued to say school leaders should provide standards and 

expectations for authentic engagement, collaborating of all members, providing a school 

that is conducive to enhancing teacher practice. Some of these standards are providing 

ground rules for professional learning communities and other professional development 

courses. Therefore, school leaders should provide teachers with purposeful and 

meaningful opportunities to improve skills. Lastly, the study revealed that in order to 

determine teacher perceptions of school leaders’ effectiveness was determined by the 
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amount of purposeful interactions the school leader had with novice teachers (Bickmore 

& Bickmore, 2010). The higher the amount of purposeful interactions school leaders had 

with novice teachers the stronger novice teachers felt about the support they felt from 

administration (Bickmore & Bickmore, 2010). 

Induction programs allow new teachers to collaborate with veteran-expert 

teachers giving them a team-approach rather than working in isolation. Induction is 

important and directly influences teacher success in the classroom and the likelihood for 

educators to stay in the field is higher; however, it is highly dependable on the fidelity of 

implementation (Taranto, 2011). Ingersoll (2012) demonstrated that the totality of an 

induction program directly correlates with teacher effectiveness. He stated that the more 

in-depth and expansive it is the higher teacher retention results. As Ingersoll (2012) 

continued to share his finding about the importance of a comprehensive induction 

program, he brought forth the important argument the amount of induction that is given 

to novice teachers as well as the length of time is crucial to reducing the number of 

teachers leaving the field. Educational leaders are now finding in-depth and on-going 

induction programs provides great benefits to the field of education and provides a return 

on student achievement (Kneer, Reiter, & Shackelford, 2009). The necessity for such 

programs to continue and maintain its integrity will be another obstacle for leaders in the 

field of education to juggle as budget cuts and more novice teachers entering the field of 

education unprepared continues. Induction programs are the life-jacket for the “sink or 

swim” mentality, as it brings the support needed to not just “stay afloat but to 

successfully swim” in such a complex and dynamic field called education (Odden, 2011).  
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Although some induction programs seem to be more of an orientation for 

teachers, there are others who support the on-going training and collaboration between 

professional educators. Wood and Stanulis (2009) identified five purposeful goals for an 

induction program. They specifically discussed characteristics and strategies that best 

have supported induction programs through the years. Until recently, some of the first 

strategies that support a successful induction program is to increase the number of novice 

teachers teaching, foster the well-being of the teacher, refine their skills and competency, 

boost student achievement (Wood & Stanulis, 2009).  In addition, the induction program 

must be conducive to learning as well as provide in-depth content of several factors in 

order for it to be successful (Wood & Stanulis, 2009). 

Meaningful Mentorship. School leaders need to make accurate mentor selections 

for novice teachers as mentors play a critical role in how their mentees develop. These 

mentors must be experts in their field as well as to properly engage in a leader role 

(Wildman, Magliaro, Niles, & Niles, 1992). Another factor school leaders need to 

consider is then providing incentives for those mentors once they are selected. Lastly, is 

the need to provide release time for mentors and mentees to meet, discuss, and reflect on 

teaching practices (Wood & Stanulis, 2009).  

Mentoring programs today have received much attention as data has indicated that 

effective mentoring programs foster effective teachers, raise student achievement, but 

most importantly develop relationships. Therefore, educational leaders must be able to 

identify the need for mentor programs within the induction program. Nevertheless, 

novice teachers hired are continuing to enter classrooms without sufficient experience to 

support them (Greenberg et al., 2013a). It is through relationships that people make 
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connections and create positive impacts within the field of education (MacNeil et al., 

2009). For instance, social media has become popular as it directly connects to how 

people relate to each other; and in consequence buildings a relationship. The word mentor 

has evolved into a new word called instructional coach. In the article by DeWitt (2013), 

he identified instructional coaches as, “a new phenomenon in education as their job is to 

help educators become better teachers. They observe teachers in the classroom teaching, 

go over instructional data, and model good teaching practices” (p. 1). 

Furthermore, states are demanding and expecting more from instructional coaches 

and the mentoring system. According to State Policy Review: Teacher Induction, the state 

of Texas must meet certain requirements for mentors such as having three years’ 

experience with evaluations ranking at the distinguished level, complete an induction 

program for mentor-training by their district, and must be at the same Educational as the 

novice teacher is (Texas Education Agency, 2011). Nevertheless, it is interesting to note 

that in this same article novice teachers were not required to attend in any type of 

induction program to further their professional learning career and/or to add to their 

teaching license (Texas Education Agency, 2011).  

Ingersoll (2012) asserted that although most districts are providing an induction 

program for new teachers, many of them lack a comprehensive approach and less than 

five percent of the teachers whom participated in the study received such an in-depth 

induction experience. Emphasis must be placed in the process as to how mentoring 

programs are being conducted and as to what is also being provided (Ingersoll, 2012). 

Therefore, school leaders must be able to identify needs for novice teachers in various 

areas within the field of education as it pertains to instruction and classroom 
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management. A mentor program should be able to provide a variety of experiences 

(Mathur, Gehrke, & Kim, 2013). Therefore, school leaders should be able to eliminate 

obstacles for mentors and mentees (Hudson, 2012).   

Stock and Duncan (2010) provided educational leaders with great insight. They 

demonstrated that although one state indicated that 90 percent of educators thought that 

being an instructional coach was important, yet only 56 percent of them did not have a 

mentor to guide them in the process (Stock & Duncan, 2010).  Furthermore, Stock and 

Duncan (2010) identified several obstacles that hindered an effective mentor program. 

Some of those obstacles include providing adequate time for mentors to meet with novice 

teachers as well as providing mentors with appropriate compensatory stipends for their 

time (Stock & Duncan, 2010).  Many times mentors are also those dedicated teachers 

who are part of many other school committees and therefore burn out soon. Therefore, 

school leaders must be able to balance the work load as well as the number of mentees 

mentors have. In addition, many times school leaders provide to many mentees to 

mentors; which then does not give them quality time with each novice teacher (Stock & 

Duncan, 2010). Moreover, school leaders must be able to balance daily duties and 

procedures while also providing clear guidelines, goals, and expectations for mentors; 

unfortunately it does not always happen that way instead mentors are left to their own to 

provide help and support without any type of guidance or direction (Stock & Duncan, 

2010). 

Teachers who see themselves as effective will produce a more well-equipment 

environment and more successful students (Yost, 2002).  Yost (2002) identified that 

effective mentoring programs enhance teacher efficacy and in return affects student 
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achievement. Teachers who are left in isolation are less likely to develop and refine their 

skills (Yost, 2002).  Therefore, the need for a strong mentoring program that bridges 

competency with real-life issues and classroom concerns not only helps a teacher develop 

and grow, but it allows novice teachers to have confidence in how and what they teach 

(Ozder, 2011). The need for a solid-based mentoring program that targets specific needs 

for teachers has been highly recommended for over a decade (Yost, 2002). Yost (2002) 

stated that school leaders must implement the following into mentor programs: on-going 

trainings in a collaborative group, provide research-based strategies for teacher questions 

and concerns, allow teachers to practice before they teach lessons, recognize their efforts, 

and allow adequate planning time.  

School Leaders’ Influence in Teacher Attrition. What is important to note is 

that successful induction programs are not only elaborate and on-going but the presence 

of the school leader is much so very present and are engaged in the process (Bambrick-

Santoyo & Peiser, 2012). Moreover, educational leaders understand that teachers are an 

investment in which need substantial support through collaborative conversations, 

observations, decision-making, and more importantly providing the in-depth structure of 

the program with ample time and commitment for both novice and veteran teachers 

(Wood & Stanulis, 2009). Collaboration for developing effective teachers by the school 

leader will impact the induction program effectiveness. In the findings of Kneer, Reiter, 

and Shackelford (2009), the notion of degree of involvement clearly made a difference in 

teacher retention by 30 percent. 

Ingersoll (2012) provided evidence to all educators the increase of teacher 

attrition within the last two decades. He provided crucial evidence that 40 to 50 percent 
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of novice teachers leave the field within their first five years and sometimes less 

(Ingersoll, 2012, p. 49). In addition, the rate of teachers leaving the field has increased by 

one-third. This alarming rate has called the attention of not just educational leaders, but 

politicians throughout the nation; which then has created awareness for support, on-going 

training, and providing a positive collaborative culture climate in schools through the use 

of purposeful professional learning communities. With respect to Ingersoll’s (2012) 

results of mentor effectiveness, he demonstrated that by simply providing two best 

practices like a mentor and providing an open communication between the novice teacher 

and the administrator highly increases the likelihood of retaining a teacher. Moreover, 

Wong (2002) reminded school leaders that simply just providing a mentor is not enough. 

Teachers are in need of programs that assimilate novice teachers to the culture of the 

school as well as providing them with classroom experiences (Wong, 2002).   

Wong (2002) continued to provide a more specific form of induction program that 

greatly impacts teacher attrition and practice. He indicated that teachers are in need of 

mentoring, visiting effective classroom arrangements, as well as opportunities for in-

service that provide novice teachers the modeling of effective teaching. Wong (2002) 

identified characteristics of successful induction programs by those who provide training 

for teachers in the area of classroom management such as procedures, rules, and routines 

as well as best practice instructional strategies.  School leaders play an important and 

crucial role in the success of retaining novice teachers. They must not only meet the 

demands of students, parents, and stakeholders but they must be ready to provide the 

well-planned systems to engaged teachers in an induction program with adequate and 

knowledgeable mentors (Greenberg et al., 2013a). The impact of effective professional 
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learning communities provide positive effects on teacher development and student 

growth (DuFour et al., 2008). DeFour (2008) informed school leaders that implementing 

partial components of professional learning communities will fail teachers and students. 

Hirsh (2012) affirmed that professional learning communities are on the rise but that 

some school leaders maybe taking parts of the term professional learning community 

instead of embracing the totality that comes with it.  

As school leaders monitor and evaluate mentor effectiveness, it is important to 

understand that involvement of the leader is key. In yet another article, Clark and Byrnes 

(2012) determined that novice perceptions on mentor programs indicated that mentees 

who were supported by their administrator seemed to have more positive impacts than 

those individuals who did not experience administrative support. In addition, a key 

component of the success of mentor programs was the need for school leaders to facilitate 

and provide systems and structures to allow enough planning time (Clark & Byrnes, 

2012). In addition to school leaders monitoring effective mentor programs, they must 

continue to balance the needs of the organization by providing a healthy and positive 

school climate (MacNeil et al., 2009).  Much is said about the effects of developing, 

promoting, and maintaining a positive culture climate on novice teachers and how it 

positively impacts student learning (MacNeil et al., 2009) 

For instance, Bickmore and Bickmore (2010) indicated that providing positive 

interactions with novice teachers through hallway conversations and or casual 

conversations enhances the school climate and provides a more successful mentoring 

experience for novice teachers.  School leaders must be careful not to forget this 

important factor as they go through their daily work day. Too many times school leaders 
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are constraint to daily operations that they forget the importance of building relationships 

through on-going open and positive communication (MacNeil et al., 2009). School 

leaders must be able to listen to teacher needs as well as provide positive and constructive 

feedback to teachers on order for them to feel supported (Bickmore & Bickmore, 2010).  

Professional Learning Communities. Professional Learning Communities 

(PLCs) are recently new in the world of education and have been recently more 

advocated by school leasers as they have understood the great impact on teacher 

development and student achievement (DuFour et al., 2008). Furthermore, as noted 

before that mentor programs are crucial to the induction program, so is the 

implementation of professional learning communities. A professional learning 

community should therefore encompass an effective and elaborate induction program as 

well as a mentor program. All three should correlate and embrace each other in order to 

make a professional learning community successful and thrive within the school. 

Therefore, the PLC should be seen as a way of life to enhance teacher practice and 

student achievement in a school rather than a “time to meet”(Hirsh, 2012). As educators 

look at the in-depth characteristics of a successful learning community, DuFour along 

with his colleagues were able to identify four main significant attributes of professional 

learning communities. Of those attributes are the ability to identify obtaining a clear 

mission and vision, clear values and goals. (DuFour, 2008).  

Furthermore, a school leader is to become not just an instructional leader, but a 

transformational leader that serves to empower the individuals within the organization in 

a more shared leadership approach (Bass, 2006).  This school leader is then responsible 

for not only “setting-up the stage” for teachers to be successful but for strategically 
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placing individuals to lead in other ways (Bass, 2006). For example, DuFour et al. (2008) 

stated that school leaders should be able to purposely place other leaders in positions 

where they have to lead along with providing them on-going feedback and support.  

Many times professional learning communities fail and in return provide a harmful effect 

on teacher retention and student achievement. As school leaders, expecting teachers to 

gather without direction is simply a disaster. Odden (2011) affirmed that providing 

opportunities for all members of the school to engage and participate in meaningful data 

driven decisions for student improvement. Such interactions are the key to the success of 

professional learning communities (Hirsh, 2012). Therefore, school leaders must be 

accountable for providing teachers and the leaders of professional learning communities 

all that is needed to be successful (Hirsh, 2012). 

Faculty meetings that target the on-going policies and procedures are needed 

within an organization, but changing the purpose of the intended message of those 

meetings is what needs to be revisited (Wastler, 2014). With professional learning 

communities the shift is no longer on policies and procedures, but student achievement 

and collaborative conversations that are driven by data and the desire to improve on 

teaching and student academics (Hirsh, 2012). Wastler (2014) shared the positive impact 

of professional learning communities made on teachers and students when the policies 

and procedures are removed. At first, the staff viewed their teacher development as 

boring and un-aligned to what they did (Wastler, 2014).  Then after implementing a more 

professional learning approach, 78 percent of staff recognized that they were not only 

more content but their conversations had shifted from insignificant and in mundane to 

more collaborative and focused (Wastler, 2014). In yet another study on implementing 
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strong and collaborative professional learning communities conducted by Stamford 

public schools in Connecticut, significant achievement growth was documented in math 

for Grades 6 and 8 and reading for Grades 5 and 8.  Of note was the presence of academic 

growth for minority students (Wiliam, 2007).  

Aristotle said, “The whole is greater than the sum of its parts.” He clearly defined 

the purpose and effectiveness of collaborating with a group of individuals towards a 

common goal. Nevertheless, in the world of education many times leaders continue the 

notion to lead without seeking mentorship and allowing teachers to work in isolation 

(Wildman et al., 1992); or yet allow meetings to proceed without purpose (Wastler, 

2014).  Professional Learning Communities are now taking the place of “planning 

periods”, as planning occurs in a collaborative group setting rather than in isolation 

(DuFour, 2010). If we look at how doctors operate, we clearly see that it is a team 

approach. When someone is diagnosed with cancer individuals want treatment and 

consultation from a team rather than a single doctor. In fact, many individuals tend to 

seek a second opinion in order to confirm findings, diagnosis, and procedures. Why is it 

then, that in the world of education the term professional learning communities is not 

more prevalent? And if it is occurring, then why are Professional Learning Communities 

not being given the seriousness that they deserve (DuFour et al., 2008)? Could it be that 

educational leaders lack the ability to embody a more shared leadership approach in 

which “expertise is widely distributed throughout a school rather than vested on an 

individual person or position”(DuFour et al., 2008, p. 310). 

It is the job of the school leader to build the team by placing expert individuals in 

the right position, so that each individual is learning and impacting student achievement 
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(Bass, 2006). Also, this sense of shared leadership should then reflect an empowerment 

of individuals leading the school into the direction of the school leader’s vision (Bass, 

2006). Individuals in professional learning communities should then be able to mirror and 

portray that aspect of portraying an empowerment to lead among other leaders  

DuFour et al.  (2008) described three basic characteristics that school leaders 

should focus on to implement and develop successful professional learning communities. 

These basic three aspects that school leaders should focus on is to track and supervise the 

level of learning that is happening at every level from students to teachers, use strategies 

that are research-based and that are working for students and the team, and lastly is to 

keep learning as the center of the professional learning community’s core (DuFour et al., 

2008).  DuFour et al. (2008) provided seven characteristics of effective schools. 

A safe and orderly environment in which staff and students work collaboratively 

respecting each other. The notion and authentic belief that all students can achieve 

goals and high expectations set for them. Evidence of shared leadership. 

A mission that everyone believes in and understands. The school identifies age-

appropriate learning opportunities and those that are not. On-going monitoring of 

student learning. Parent Involvement as it pertains to collaborating to student 

academic success. (p. 438)  

Abundant research conducted by DuFour et al.  (2008) and Hirsh (2012) provided 

evidence that implementation of such a system will only benefit teachers, students, school 

leaders, and the entire educational system. When implemented properly, the outcomes of 

their impact are tremendous and students are the ones to thrive (Hirsh, 2012). Moreover, 

effective learning communities also indirectly promote the efficacy of teachers as well as 
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enhancing peer relationships; which then improves the culture and climate of the school 

(Williamson & Blackburn, 2009). This is yet another critical reason why professional 

learning communities are so important in the world of education. Therefore, positive 

teacher relationships produce a safe and productive environment, and in return this 

positively influences the climate and culture of the school (MacNeil et al., 2009).  As 

teams collaborate, relationships form creating a sense of belonging and community 

(Keiser & Schulte, 2009).  Without such purposeful and engaging interactions a school 

leader may be faced with a “broken” culture climate and then have to confront with the 

cruel reality of losing teachers- even great ones (The New Teacher Project Organization, 

2012).  

Why Teachers Leave the Profession 

Too often great teachers leave the profession, which then creates greater gaps in 

student achievement. This is no longer a phenomena that educators are being surprised 

with, it has become America’s reality. Research upon research study continues to be 

published indicating that the pool of great and effective teachers is slowly exhausting. It 

can no longer be ignored that more and more teachers are leaving the field of education 

and creating a divesting effect on our students, educators, and the educational system. 

Not only does this affect education, but it influences the functionality of society as a 

whole. Smollin’s (2011) compared the turnover rate for teachers as this never-ending 

pattern that only forces districts to increases their recruitment and training budget. She 

continued on to say that close to $2.2 billion dollars is spent to replace teachers who 

leave the field (Smollin, 2011).  Some teachers might say it is the pay, whereas others 

might argue that it is the work load, student teacher ratios, and even lack providing a 
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positive climate culture. Nevertheless, according to Smollin (2011), there are 5 top 

reasons teachers leave. Those reasons are due to scanty work environment, being under-

paid, job security, and frustration (Smollin, 2011). Furthermore, research continues to 

indicate that when a highly effective teacher leaves the field of education it can cripple 

the entire educational system.  

The New Teacher Project Organization (2012)  identified teacher qualities that 

make for exceptional instruction. “When an Irreplaceable leaves a low-achieving school, 

it can take 11 hires to find one teacher of comparable quality” (The New Teacher Project 

Organization, 2012, p. 2).  This kind of information truly influences how school leaders 

conduct themselves in developing their climate and culture (The New Teacher Project 

Organization, 2012). These results then indicate the great responsibility of school leaders 

maintaining top-notch great teachers (The New Teacher Project Organization, 2012). 

School leaders can easily positively or negatively affect not just teacher retention, but 

also student achievement. In addition, this article provided school leaders with three top 

reasons great teachers leave the profession. The first being that educational leaders lack 

the attention to address their concerns, the next cause is a poor environment and working 

conditions, and lastly the inability for school leaders to change policy with few incentives 

(The New Teacher Project Organization, 2012). These reasons are very similar to 

Smollin’s (2011) findings which confirms why great teachers leave the field of education 

within their first three years of teaching.  

As the need to keeping great teachers in the field continues, school leaders should 

acknowledge teachers for their efforts (Yost, 2002). Many teachers do not come to the 

field of education for monetary reasons, but rather because they want to make a change 
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(The New Teacher Project Organization, 2012). Nevertheless, the responsibilities and 

expectations of school leaders might inhibit the ability to recognize the efforts of these 

irreplaceable teachers. The power in words makes such an impact in a person’s ability to 

both grow and develop a strong self-efficacy image or to shut themselves off into a world 

of isolation and negativity (Yost, 2002). Either of the two examples directly influences 

the level of teacher effectiveness and therefore student achievement. The New Teacher 

Project Organization (2012) discovered school leaders are doing it backwards by keeping 

low-performing teachers and investing in novice teachers as it is the novice teachers that 

will cause greater positive impact on performance levels close to 75 percent of the time 

(The New Teacher Project Organization, 2012).  Many school leaders believe that truly 

the nation’s future is in danger, and therefore should begin shifting gears to support 

effective teachers, so that in return it is not our students that have to pay the “highest 

price”(Gardner & Others, 1983).  

As educational leaders attempt to “save the nation” by producing highly qualified 

teachers for eager students, they must also think about how important it is to develop 

teachers. Teachers who are identified as the “irreplaceables” by the school leaders must 

be challenged enough to provide a sense of growth while at the same time provide an 

environment that nurturers and motivates (Heitin, 2011). At times, this is difficult to do 

when school leaders are faced with managerial duties, procedures, and even parent 

complaints. When this happens, the strain begins to trickle-down to teachers and the 

climate as well as the culture of the school begins to deteriorate (MacNeil et al., 2009). 

School leaders must be able to provide a balanced approach to both the managerial 

aspects of leading a school and the instructional side to developing teachers.  Futernick 
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(2007) determined that California schools were losing effective teachers from schools 

with the highest percentages of students in poverty.  In fact some of the teachers lacked a 

teaching degree (Futernick, 2007).  Furthermore, Futernick (2007) reported the teachers 

in his study indicated that one of the main reasons why they left was due to enough time 

to plan appropriately. Nevertheless, the top reason teachers left was due to bureaucratic 

barriers such as an abundance of workload and restricting teachers on how they could 

teach (Futernick, 2007).  Futernick (2007) provided insight to school leaders into paying 

close attention to lack of support and constraining teachers to certain teaching 

methodologies.  In addition, he indicated that school leaders must allow teachers to be 

creative as this was another factor why they left (Futernick, 2007).  Micromanaging 

teachers may not be the solution to this dilemma; but rather providing a variety sources of 

teaching methodologies and strategies so that teachers have more to choose from instead 

of the “cookie-cutter” way (Futernick, 2007). As school leaders expect teachers to 

develop and grow students into critical thinkers and differentiate instruction, they should 

also apply this same concept to the teachers they serve (The New Teacher Project 

Organization, 2012). Effective leaders are those individuals who are able to differentiate 

the needs of all the teachers within their school (Bass, 2006). In a study conducted for the 

Claremont Graduate Schools’ Institute for Education in Transformation, Lambert (1995) 

determined that the most important factor in schools was relationships. Furthermore, 

leaders are able to provide adequate support to each teacher according to their 

professional needs. 

 Kopkowski (2008) responded with various reasons. Of the many that were listed 

teachers felt that students were taking extremely numerous standardized tests as well as 
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no support from administration and colleagues (Kopkowski, 2008).  Furthermore, 

teachers indicated that they were underpaid and managing student discipline was yet 

another factor why they left. Support and student discipline continue to be a solid reason 

as to why teachers are leaving the field.  There is an alignment between the lack of 

universities training teachers in effective student discipline strategies and school leaders 

supporting teachers. It seems that if the system for preparing teachers is “broken”, school 

leaders must then make a conscious effort to provide novice teachers the training they 

lack when they enter schools.  Educational leaders must be proactive about this dilemma 

and provide the sufficient training that teachers lack; in other words school leaders must 

be willing to close the teacher-practice pedagogic gap for novice teachers coming into the 

field of education if we want to not only improve the school system but teacher practice 

and student academics.



 

 

CHAPTER 3 

METHOD 

Introduction 

This chapter describes the research design and procedures, selection of 

participants, setting, research question, and interview questions for the individuals 

participating in this study. Additionally, the researcher details how the data will be 

analyzed and the measures taken to ensure trustworthiness of this study.  

Research Question 

This study is centered on one question: How do teachers perceive the influence of 

the LBDPDP on their professional readiness for the classroom? Specifically, interview 

questions and a focus group will be utilized to determine beliefs and perceptions 

regarding the manner in which the LBDPDP influenced teacher instructional readiness, 

teacher retention, student achievement, and the school culture.  

Research Design 

Qualitative research is commonly used to examine personal points of views and 

perspectives (Malterud, 2001). Furthermore, the use of qualitative research also brings an 

in-depth understanding of how individuals understand and interact with the world around 

them and therefore reflect the interpretation of case studies (Merriam, 2002). Through a 

case study approach, focus groups have then become beneficial in the field of education 

as they serve to seek understanding into diverse perceptions of others (Morgan, 1997). 

The purpose of this study is to gain an understanding of how the LBDPDP influenced 

teachers’ readiness in the classroom. Qualitative data collected through interviews with a 

focus group begins with reading them and collecting notes to further transcribe them and 
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analyze them (Adams, 2007, p. 325).  The researcher first invited participants to the focus 

group allowing them to make the decision whether to participate or not. All participants 

in the LBDPDP made the decision to participate in the focus group.  

Participant Selection 

All participants that were selected participated in the LBDPDP. All participants in 

the focus group were able to experience the summer and yearlong LBDPDP. The 

researcher intends to provide a more detailed profile of each participant in Chapter 4.  

Site Selection 

This school was selected because this is where the LBDPDP was development 

and implemented.  A complete profile of this campus will also be provided in Chapter 4.  

Data Collection 

Data for this study will be collected through a focus group interview of eight 

teachers who participated in the LBDPDP training, through documents provided by the 

Texas Education Agency (TEA) and district detailing the profile of the campus, and field 

notes taken by the researcher. The researcher will collect the data in person for the focus 

group interview.  

Focus Group Interview. A focus group interview will be conducted by the 

researcher to understand teachers’ perceptions of how the LBDPDP influenced their 

instruction. The researcher will use semi-structured questions to help facilitate the 

discussion but also allow the participants to speak freely of their experiences. The 

researcher will utilize questions aligned to Guskey’s (1995) model for evaluation of 

professional development programs and teacher effectiveness from INVEST evaluation 

as it pertains to classroom instruction, classroom management, and student achievement. 
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The focus group interview will be conducted at the campus in which the teachers are 

currently employed. The interview is scheduled for one time and should last 60 to 75 

minutes in duration. The interview will be audio recorded to allow the researcher to 

transcribe the data and refer back to the data for analysis. Overall, the focus group 

interview will be conducted to determine and identify participants’ perceptions of the 

influence the LBDPDP had on classroom instruction, management, student learning, and 

teacher retention.  

Documents. The researcher intends to use public information and data provided 

by the TEA website and district website to present a complete school profile of the 

campus in which the LBDPDP was implemented. This data is for informational and 

descriptive purposes.  

Field Notes. The researcher will maintain field notes through each interview 

conducted. The purpose of these notes is to help the researcher capture non-verbal cues of 

participants. The researcher also intends to use the field notes to help capture the sense of 

emotion and responses of each participant.  

Data Analysis 

The researcher will follow the five steps listed by Adams (2007) to analyze the 

data.  Adams (2007) provided researchers five different steps when analyzing qualitative 

data:  

 1. Documentation of the data and the process of data collection 

 2. Organization/categorization of the data into concepts 

 3. Connection of the data to show how one concept may influence another 
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 4. Corroboration/legitimization, by evaluating alternative explanations,  

      disconfirming evidence, and searching negative cases 

 5. Representing the account (reporting the findings) 

The use of a checklist matrix to analyze participant responses and develop 

resonating themes among all participants will be developed. As the researcher identifies 

concepts based on observations and participant responses, she will construct a matrix to 

organize the data and analyze for connection of responses and/or corroboration. This 

matrix will allow the researcher to identify systematic examples and place them in 

categories to identify the degree of frequency (Adams, 2007, p. 330).  Furthermore, 

examination of the matrix will provide the researcher the opportunity to capture different 

concepts.  

Data collected through interviews will be audio-recorded by the researcher and 

transcribed by another professional. The researcher intends to analyze the transcripts and 

code the data to look for recurring themes. The research will utilize a matrix to organize 

the responses from the focus group of teachers as recommended by Adams (2007).  

The analysis of qualitative research notes begins in the field, at the time of 

observation, interviewing, or both, as the researcher identifies problems and 

concepts that appear likely to help in understanding the situation. Simply reading 

the notes or transcripts is an important step in the analytic process. Researchers 

should make frequent notes in the margins to identify important statements and to 

propose ways of coding the data. (p. 325) 

Adams (2007) framework for data analysis is useful in this study based on the number of 

participants in the focus group.  
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Trustworthiness of the Study 

Trustworthiness of a study is important to establish. The researcher intends to 

ascertain this by being able to consider findings and methods used to develop conclusions 

using three different types of criteria (Adams, 2007, p. 330): 

1. Informant credibility 

2. Statements made based on researcher’s questions, or were they spontaneous 

3. Influence of the researcher’s presence during the interviews   

The researcher began the LBDPDP when the school first opened and conducted the 

interviews two years after the researcher was assigned to a different school; therefore 

informant credibility is high as participants have no reason to lie when providing the 

researcher answers to questions. The researcher did not have any professional or personal 

relationships with the participants and/or serve at the school where the focus group and 

interviews were conducted. In addition, the researcher took notes when participants made 

spontaneous responses giving further validity of credibility. Furthermore, the researcher 

will be able to identify individual tacit knowledge. In other words, the ability to be able to 

identify unspoken verbal statements such as nods, silences, humor, giggles to develop a 

credible statement (Adams, 2007, p. 331).  

 Furthermore, the researcher will follow Guba’s Four Criteria for Trustworthiness, 

which are credibility, transferability, dependability, and conformability (Shenton, 2004, 

p. 64).  The researcher will secure credibility by having all participants who participated 

in the LBDPDP volunteer for the interviews. Therefore the researcher will not opt to 

make her own selections for the study. Moreover, participants will be afforded the 

opportunity to not participate or answer any questions they do not feel comfortable with. 
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Participants will be free to discuss their viewpoints without any punitive damage. The 

researcher will be able to provide background data to establish content applicable to other 

schools and the field of education (Shenton, 2004, p. 70).  

 Finally, the researcher will be able to establish conformability through the use of 

triangulation of different perspectives of the LBDPDP, “admissions of the researcher’s 

beliefs, and to allow integrity of research results to be scrutinized (Shenton, 2004, p. 

73).” This process involves member-checking. Gall, Gall, and Borg (2007) explained 

member checking in detail. 

Ensure representation of the emic perspective by member checking, which 

involves having research participants review statements in the report for accuracy 

and completeness. Correct factual errors, and, if necessary, collect more data to 

reconcile discrepancies, rewrite the report, or include contrasting views. (p. 475) 

Member checking adds credibility by allowing the participants to review their responses 

and add or remove any statements at their discretion. All participants in the focus group 

were allowed to participate in member checking.  

Limitations of This Study  

The limitations of this study are that it is solely conducted in one Title I 

Prekindergarten school that participated in the LBDPDP. The findings of this study are 

not generalizable to other campuses who may engage in the LBDPDP model. Another 

limitation is the variability of ability levels of each teacher and their experiences with 

respect to teaching. Moreover, the effectiveness and level of expertise that the 

instructional leader has when guiding the participants of the LBDPDP may potentially 
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influence outcomes. Lastly, the effectiveness of the school leaders’ leadership style may 

also influence teacher effectiveness and retention.



 

 

CHAPTER 4  

RESEARCH FINDINGS 

Introduction 

The purpose of this chapter is to present the research findings of the study. This 

chapter includes the characteristics of each teacher who participated in the LBDPDP, 

description of the selection of participants, setting, and procedures. In addition, this 

chapter includes an in-depth view of the LBDPDP which includes the Two Day Journey- 

Summer Training, School Year Journey, and summary of themes. The researcher 

provided detailed conversations related to each summary so that more clarity between 

conversations is understood. Providing this information allowed the research to see 

connections between themes.  

Characteristics of Teachers  

All of the teachers who were part of the focus group taught in the school where 

the LBDPDP took place. The table below indicates the number of teachers participating 

in the LBDPDP, years of experience, gender, ethnicity, and the program they teach.  

Teacher 

Years of 

Experience Gender Ethnicity Program 

R1 2 F Black Regular Education 

R2 Novice M Hispanic Regular Education 

R3 2.5 F Hispanic Regular Education 

R4 1 F Black Regular Education 

E1 1 F Hispanic English Second Language 

E2 1 F White English Second Language 
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B1 3 F Hispanic Bilingual Education 

B2 3 F Hispanic Bilingual Education 

 

In addition, each teacher has his/her own personality and experiences that brings 

value to their experience in the LBDPDP.  

R1 Teacher 

This teacher has two years of teaching experience, and she is 28 old. She is 

female, Black, and teaches a classroom of diverse regular education students. She has 25 

Prekindergarten students all of which speak English fluently. Mrs. R1 is a very 

enthusiastic teacher and is always smiling and providing her peers positive affirmations. 

She entered the field of education because she wanted to make a difference in the world. 

All her years in education have been in public schools. 

R2 Teacher 

This teacher is a novice teacher. He is Hispanic and was first hired by the district 

as a paraprofessional.  He served the district and the same campus as a paraprofessional 

where he now teaches for three years and now is a classroom teacher. He is male and 25 

years old. He teaches a classroom of diverse regular education students. He has 25 

Prekindergarten students all of which speak English fluently. Mr. R2 is recognized for 

being the “social butterfly” of the group. He is outspoken and likes to contribute to the 

group. He entered the field of education because another teacher motivated him to teach.  

R3 Teacher 

This teacher has two and a half years of teaching experience and she is 38 years 

old. She was hired by the district first as a paraprofessional. She served the district as a 
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paraprofessional for three years and became a classroom teacher with the district in 

January. She is female, Hispanic, and teaches a classroom of diverse regular education 

students. She has 25 Prekindergarten students all of which speak English fluently. Mrs. 

R2 is recognized for having a “big heart”. She is also outspoken and likes to contribute to 

the group. She entered the field of education because growing-up teachers showed an 

interest for her and her learning. She wants to be able to give back to all those students 

who are in need like she once was.  All her years in education have been in public 

schools. 

R4 Teacher 

This teacher has one year of experience, and she is 36 years old. She did her first 

year in another district. She is a female, Black, and teaches a classroom of diverse regular 

education students. She has 25 Prekindergarten students all of which speak English 

fluently. Mrs. R4 is shy and quiet. She participates after she listens to others and makes 

additional remarks. She entered the field of education because as a young child her 

Kindergarten and first grade teachers pass her to second grade not knowing how to read 

or write. It was her second grade teacher her helped her master reading and writing and 

because of her she wants to make a difference in the life of others.  

E1 Teacher 

This teacher has one year of experience, and she is 28 years old. She was a 

paraprofessional for two years before becoming a teacher. She is a female, Hispanic, and 

teaches a classroom of diverse English as a Second Language students. She has 25 

Prekindergarten students all of which speak English but are at different levels with their 

English language proficiency. Mrs. E1 is very shy and quiet. She observes others before 
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making comments. She agrees with what others with a smile and nod. She entered the 

field of education because she wanted to shape the minds of kids. 

E2 Teacher 

This teacher has one year of experience, and she is 26 years old. She was a 

paraprofessional for two years before becoming a teacher. She is a female, White, and 

teaches a classroom of diverse English as a Second Language students. She also has 25 

Prekindergarten students all of which speak English but are at different levels with their 

English language proficiency. Mrs. E2 is also shy and quiet and tends to be more 

reserved that E1. She observes others before making comments too. She smiles in 

agreement and nods, but also provides feedback. She entered the field of education 

because her mother and sister are teachers.  

B1 Teacher 

This teacher has three years of experience, and she is 39 years old. She was a 

paraprofessional for three years before becoming a teacher. She is a female, Hispanic, 

and teaches a classroom of diverse Spanish speaking students. She is a bilingual teacher. 

She has 23 Prekindergarten students all of which speak Spanish.  Her students come from 

many regions of Latin-American including Guatemala, El Salvador, and Mexico. Mrs. B1 

is a passionate learner. She seeks knowledge and on-going teacher improvement. She 

asks questions for clarity and understanding.  She entered the field of education because 

she always knew she wanted to teach and she loves to learn. All her years in education 

have been in public schools. 

B2 Teacher 
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This teacher has also has three years of experience, and she is 28 years old. She 

was a paraprofessional for two years before becoming a teacher. She is a female, 

Hispanic, and teaches a classroom of diverse Spanish speaking students. She is a 

bilingual teacher. She has 25 Prekindergarten students all of which speak Spanish.  Her 

students also come from many regions of Latin-American including Guatemala, El 

Salvador, and Mexico. Mrs. B2 is very out-spoken and likes to provide her point of view 

to the group. She is passionate about her perspective and provides the group with 

feedback. All her years in education have been in public schools. 

Selection of Participants 

All of the teachers who participated in the LBDPDP were part of the focus group 

and participated in the summer 2-day training as well as the year-long after school 

training. The two day summer training began at 8:00 a.m. and ended at 3:30 p.m. with a 

30 minute lunch. During the interview process administration informed applicants that 

working at this particular Prekindergarten school would require them to participate in a 

two day training in the summer and participate in a year-long after school training. 

Teachers who accepted the position also accepted receiving Continuing Professional 

Development (CPE) hours instead of pay for the time invested. Moreover, the year-long 

training started at 3:00 p.m. and ended at 5:30 p.m. every Tuesday. This training was 

aside from their campus regular Professional Learning Community.  

Setting 

The Campus. The Prekindergarten school that participated in the LBDPDP has a 

total of 686 students for the 2015-2016 school year when the focus interview was 

conducted. This Prekindergarten school continues to enroll students on a daily basis, and 
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therefore enrollment may have since changed. This school is identified as a Title I school. 

It consists of students classified as low socioeconomic and at-risk students as well as 

English Language Learners. The data gathered in below reflects the 2015-2016 Texas 

Academic School Report as reported by Texas Education Agency. All Prekindergarten 

schools are aligned to an elementary school to obtain an accountability rating.  

Texas Academic Performance Report  

Student Category n or Percentage 

Title 1 School – At-risk Students 64% 

Total Number of Students 686 

Black Percentage 18% 

Hispanic Percentage 80.1% 

Asian Percentage 0.1% 

White Percentage 1.2% 

American Indian Percentage 0.3% 

Economically Disadvantaged Percentage 97.2% 

English Language Learner Percentage 55.7% 

 

The District. The school district is composed of 72 schools: 8 full-day 

Prekindergarten schools, 32 elementary schools, 11 intermediate schools, 10 middle 

schools, 5 ninth grade centers, 7 high schools, and 3 alternative schools. The district 

participating in this study reflects a representation of minorities as more Hispanics and 

Blacks were present than were White students. The district continues to grow and is 

scheduled to open new elementary schools in the 2016-2017 school year as well as 
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combine the eight Prekindergarten centers into Prekindergarten/Kindergarten schools. 

The school district is located in a large urban area in the southwest.  

District’s Teacher Evaluation System. This particular school district has 

implemented a new teacher evaluation system that aligns with the Charlotte Danielson 

Framework. This framework indicates a teacher should be evaluated based on four 

domains containing detailed components as stated in the book (Danielson, 2013).  In 

addition, the two domains Classroom Environment and Instruction within this new 

framework provide some specific examples of the rating matrix for identifying teachers 

as unsatisfactory, basic, proficient, and distinguished. The LBDPDP targets all areas of 

the Danielson Framework, but specifically targets the Classroom Environment and 

Instruction by providing teachers an experience of how it “looks and feels” to plan, 

prepare the environment, and deliver instruction more effectively. The LBDPDP focuses 

on providing teachers a hands-on experience through research-based strategies 

specifically for Domain 2: Classroom Environment and Domain 3: Instruction. This 

framework indicates a teacher should be evaluated based on four domains containing 

detailed components as stated in the chart located in Appendix D. The other components 

of the Danielson Framework, Domain 1: Enhancing Professional Development and 

Domain 4: Professional Responsibilities are indirectly impacted through the LBDPDP as 

participating in the LBDPDP allows teachers to professionally grow and plan for 

purposeful lessons. Furthermore, the LBDPDP helps teachers with a hands-on learning 

experience that they might have lacked in their teacher preparations years.  

Procedures 
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In this study, teachers, both novice and veteran, in a Prekindergarten Title I school 

participated in the LBDPDP. All the teachers who participated in the LBDPDP were new 

to the campus and to implementing a hands-on-approach of student workstations. This 

Title 1 school has removed worksheets and replaced them with purposeful hands-on 

activities that align directly with a purpose and objective. Title I schools are those schools 

the federal government has identified as having students that are considered economically 

disadvantaged with predominant low-income families, some living at or below poverty 

level. The LBDPDP purpose is to provide teachers with a hands-on clinical experience of 

instructional practices that they might have not experienced through a teacher preparation 

program.  

The school district in which the data were obtained from provided a permission 

letter to the researcher which became part of the IRB process. Upon approval, the 

researcher then began to collect data to analyze. The focus group received their questions 

after completion of the school year beginning August 2015. The researcher used 

predetermined codes to keep confidentiality among individuals and school participating 

in study. Lastly, all participants in the focus group were provided with a Waiver of 

Informed Consent, allowed time to read it carefully, and then allow them time to make a 

final decision to continue participating or not. All participants read the consent, agreed to 

its contents and signed it. Participants’ responses were coded by their program Bilingual, 

ESL, Regular and a number in order to maintain confidentiality. For example, Bilingual 

teacher 1 will be: B1, Bilingual teacher 2 will be: B2, ESL teacher 1 will be: E1, ESL 

teacher 2 will be E2, Regular education teacher will be: R1, Regular education teacher 2 

will be R2, Regular education teacher 3 will be: R3, Regular education teacher 4 will be: 
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R4. The use of these codes will be able to represent the participants’ responses 

individually. This will allow a clear understanding of how conversations developed and 

continued throughout the themes. The LBDPDP begins with a two day training in the 

summer. This training provides the opportunity for teachers to use the knowledge and 

skills developed in setting-up classrooms prior to students beginning the school year.  

Description of Learning By Doing Professional Development Program 

2-Day Journey-Summer Training. The training begins in the summer preparing 

teachers for two days. The first day begins with the theory and best practices focusing on 

the classroom environment (setting-up classrooms and furniture), and how to set it up 

student workstations-they why’s and why not’s, developing purposeful workstations that 

align with an objective, classroom management research-based techniques throughout 

PBIS and logical consequences. The second day, teachers are able to experience being a 

“student” as they move through whole group, small group, and workstation time. 

Teachers are able to see how students are managed through the workstations, how 

workstations work, and how to successfully set-up students for success. Teachers are 

provided with participating in whole group and small group instruction using thinking 

strategies to engage all different types of learners and are able to experience how it is to 

differentiate instruction in small group using a flexible grouping management system 

where teachers are able to identify specific academic achievement for each student. After 

the foundation is set in prepare and managing the environment, developing purposeful 

and meaningful hands-on-lessons, teachers are provided with lesson presentations from 

the instructional coach; the teachers then take on the role of the student and experience 

once again how great teaching is delivered.  Furthermore, teachers were able to use their 
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LBDPD handbook as a reference. This is another tool teachers could reference 

throughout the school year as it contains a collection of summer and yearlong training 

with pictures.  The LBDPDP handbook,  the how’s and why’s to set up the classroom, 

hands-on activities that align with Prekindergarten Guidelines, objectives to be placed at 

workstations, a review of Positive Behavior Initiative Support strategies, a review of 

thinking strategies for whole group lessons, a sample of a flexible grouping planner that 

differentiates instruction during workstations, how to create an objective, first week of 

Educational lesson plan, and tips from veteran teachers are all part of the materials given 

to teachers in this training. Teachers are then able to reference any of the items discussed 

and experienced through-out the school year. The LBDPDP handbook is a collection of 

artifacts and experiences through pictures. The LBDPDP handbook is given to all 

teachers who are participated in the training.  

School Year Journey. Once the 2-day training was completed, teachers were 

provided time prior to school starting the school year to set-up their classrooms. Two 

weeks before teachers are expected to return to work the building is open so that all 

teachers can begin preparing the classroom environment and developing workstations and 

the management system. Furthermore, during the two week window teachers are then 

able to receive extra support from veteran teachers, mentors, classroom buddies, the 

instructional coach, and administrators. As the school year continued the LBDPDP is 

sustained for these teachers throughout the academic year. Each week the instructional 

coach led the teachers in a presentation of lessons.  Administrators freely entered the 

learning community to provide feedback and encouragement. This weekly training of 

experiencing another person present lessons and then allowing teachers to present the 
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same lesson to another teacher or the team of teachers provided practice prior to 

presenting the lesson to students the following week. 

During the presentation of lessons the teachers who presented received feedback 

and/or were able to ask questions that they might have as it pertains to preparing the 

lessons and delivering the lesson to students.  Teachers had the opportunity to present to 

each other the week prior to presenting it to their students. The purpose of this practice 

was to give teachers time to plan, develop, and execute purposeful and meaningful 

lessons. In addition, as teachers presented lessons the instructional coach or another 

teacher were placed in scenarios that might typically present themselves while lessons are 

delivered. The scenarios could include a behavior that needed to be redirected through 

logical consequences and/or implementing thinking strategies for students who may 

either dominate the conversation and/or a student who refuses to participate. The 

LBDPDP occurred after school and lessons were presented first by the instructional 

coach and then teachers where allowed to present to each other with feedback. As 

teachers presented lessons to their peers with the instructional coach guiding them their 

peers provided them with possible questions for discussion. Once the presentation of 

lessons was accomplished, teachers then took time to reflect on how the lesson was 

planned, how the lesson was delivered and how they could improve it. During this time 

teachers were also able share concerns and/or motivate each other.  

The focus of the LBDPDP is that teachers continued to focus on the “learning and 

doing” aspect of the program. These teachers were expected to meet with their grade 

level professional learning community as well as with their LBDPDP on a weekly basis. 

During the additional LBDPDP, teachers were guided by a veteran instructional coach 
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who helped them plan and present lessons to the group, address concerns like student 

discipline, review data to make appropriate lesson delivery changes, and observe other 

teachers at the distinguished level or area of expertise. Moreover, all teachers who 

participated in the LBDPDP were required to observe two other experienced teachers 

every nine weeks while using an observation guide sheet. This observation guide sheet 

allowed them to focus on a specific goal; such as instructional strategies, the classroom 

management techniques, instruction delivery, objective setting, and classroom 

environment. See Appendix C. 

Summary of Themes 

The researcher collected and analyzed responses from semi-structured, open- 

ended interviews with a focus group of eight teachers.  Their responses where transcribed 

and six common themes emerged: (1) Teachers who participated in the LBDPDP 

developed confidence through the hands on modeling and presenting of lessons. (2) 

Teachers who participated in the LBDPDP felt prepared. (3) Participants in the study felt 

that the program was beneficial to teachers who participated. (4) Participants in study felt 

that the program provided a sense of unity for teachers who participated in the program 

creating a positive school climate. (5) Participants in the study felt that the program 

impacted teacher practice.  (6) Participants in the study felt that the program impacted 

student outcomes. Lastly, participants’ responses will identified by support themes 

developed were coded by their program and a number: example B1, B2, R1, R2, R3, R4, 

E1, E2. 

In order for the researcher to answer the leading question, the researcher asked all 

participants other questions that aligned with Guskey’s model for evaluating adult 
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professional development. Appendix D. The guiding research question for the focus 

group were: 

Do you feel that participating in the LBDPDP improved your readiness in the 

classroom? Did it improve your practice? Why? Or Why not? 

Further questions were asked to provide a greater insight of teacher perception as it 

relates to teacher practice, student achievement, and the culture and climate of the school. 

Teachers were asked to respond to the questions and many of their responses focused on 

how the LBDPDP empowered them to feel confident as a teacher by presenting and 

modeling lessons.  Moreover, research has proven that teachers who feel confident and 

therefore high self-efficacy are likely to have high expectations for their students and 

impact student academics (Thomas & Mucherah, 2014a, p. 367). Next, is that teachers 

with a strong sense of efficacy and confidence will more likely to positively impact 

student learning whereas teachers with low self-efficacy tend to lower student 

expectations as they do not feel they are able to make a difference (Thomas & Mucherah, 

2014a, p. 368).  Next, developing a strong sense of self-efficacy and confidence also 

impacts teacher attrition as less confident teachers tend to get burnout and leave the 

profession (Thomas & Mucherah, 2014a, p. 366).  

Theme 1: Exemplars of Teachers Developing Confidence Through Hands On 

Modeling and Presenting of Lessons.  

 The LBDPDP provided teachers an experience through hands on modeling and 

then allowing them to practice presenting lessons. Darling-Hammond (1998) emphasized 

the need for teachers to have opportunities to manipulate and obtain such experiences in 

order for them to become a more effective teacher ( p. 8). Darling-Hammond provided 
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educators with insight as to what can be done to provide teachers with the appropriate 

experiences for them to be ready to enter the classroom. Darling-Hammond (1998) stated 

providing teachers with professional development that allows them to not just master 

content but also master the dynamics of delivering a lesson and applying all the strategies 

needed to be successful ( p. 10). Two teachers from the LBDPDP spoke to this. 

Hmm I can relate to that. I am a visual- I have to- I was never good at books. Like 

reading… you could give me, you know, um when we went to the college um… 

what is called? When they have all the workshops? No, um when they put a lot of 

people in a auditorium! I was like oh my God what am I doing here? I wasn’t… 

good at that.  And when they got to actually going to a class and one on one, 

that’s, that’s me- that’s how I learn- visually, visually. 

 I definitely agree that I feel a lot more confident by being able to observe first, 

 someone else presenting the lesson. Just like if I was a student, and for me to go 

and to  try out the lesson first before actually bringing it into the classroom. I felt a lot 

more  confident with my students.   

The teachers who participated in the LBDPDP found that observing lessons that were 

modeled and also presenting them to peers with feedback allowed them to feel confident.  

As teachers feel more prepared to teach so does their ability to change their practice 

(Guskey, 2002, p. 386).  Several participants referred to this. 

 I think that as us educators, if we are more confident ourselves we will show that 

 confidence in  the classroom and in turn um you know motivate our students. You 

know  we will give them that motivation because we would already be excited and we 

can you  know give them that motivation. 
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 Because I think it makes you feel more comfortable too because if you’re 

basically, you  know, we are in front of our own peers. And as they’re showing us how to 

use a lesson  and then leave then to present it so when we are in the classroom 

presenting we feel  better. We develop our own style and our own finesse on the lesson 

and we are able to  present the material and to our students so they can comprehend it 

better. 

Theme 1: Exemplars of Teachers Developing Confidence Through Hands On Modeling 

and Presenting of Lessons Summary:  

Developed 

Confidence 

R1- I feel like… whenever you do this you don’t 

look at   

other teachers that have been here as more 

experienced or they know it all. I feel like um if you 

go through the program after the whole year your 

done you feel like you’re one of them as well 

because you’ve gone through the whole… thing. 

You’re able to see how everything works. So there’s 

not uh “Oh, this is a third year teacher teaching” 

whereas, “this is a first year teacher teaching.  If 

somebody comes to observes you and they look at 

you, they’re like, “ this is your first year?” because it 

happened to me. They look at me they’re like, “Is 

this your first year?” and I’m like “Yeah, first year 
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teacher! Well you look like you’ve done… like you 

know what you’re doing!” Because you’ve gone 

through a whole year of intense training where you 

model lessons, they model lessons; you go to 

through the whole thing. So they don’t see a 

difference- anybody that comes to our building, they 

don’t see a difference a three-year teacher, and a 

two-year teacher, and a one-year teacher. 

 

 

E1- I definitely agree that I feel a lot more confident 

by being able to observe first, someone else 

presenting the lesson. Just like if I was a student, and 

for me to go and to try out the lesson first before 

actually bringing it into the classroom. I felt a lot 

more confident with my students. 

 

R4- I think confidence because I remember when I 

was, I was, I was teaching um one of the lessons, 

and my mentor was there I was like SHAKING, I 

was nervous. I was- I just didn’t know what to do or 

say. And then once I got here, you know now this is 

my third year teaching and I’m in my classroom like 
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I feel very confident. I know what I’m doing… I 

know what I’m teaching. So its just like, you just 

need that practice and confidence- build your 

confidence. 

B2- Mmhhmm, nods.  

 

E2- I do agree with that, because being from an 

ACP (Alternative Certification Program) I didn’t 

actually get ALL (emphasis) the hands on training 

that someone would get at a college institution or 

going an educational program that way and like like 

like my other college said, that it is a good 

experience. It was very detailed um gave nice vivid 

examples on how to present lessons. 

 

R4- Hmm I can relate to that. I am a visual- I have 

to- I was never good at books. Like reading… you 

could give me, you know, um when we went to the 

college um… what is called? When they have all the 

workshops? No, um when they put a lot of people in 

a the auditorium! I was like oh my God what am I 

doing here? I wasn’t… good at that. And when they 

got to actually going to a class and one on one, 
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that’s, that’s me- that’s how I learn- visually, 

visually. 

 

B1- That’s how I am too… I have to see it. If I just 

read it…. (shakes head) that’s nothing. So actually 

seeing the lesson being taught is a lot... you know, 

means a lot more than just reading it in your lesson 

plans, and finding materials. 

 

E2- Because I think it makes you feel more 

comfortable too because if your basically, you 

know, we are in front of our own peers. And as 

they’re showing us how to use a lesson and then 

leave then to present it so when we are in the 

classroom presenting we feel better. We develop our 

own style and our own finesse on the lesson and we 

are able to present the material and to our students 

so they can comprehend it better. 

 

R1- It’s its very different. Um the different why it’s 

different is because each school has their own 

curriculum. And when you go to college, like 

Univeristy XXX, they’re still using the lesson plan 
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format from like twenty years ago. The Maryland 

Hunter, (others giggles) which has nothing to do 

with the lesson plans that we do here. Um so 

whenever your doing a lesson plan there, everything 

is more fully detailed whereas here, it is more 

specific to the… to the needs of the kids. So it is 

different because you go over there and anything 

you do there they are like, “Oh yeah its good!” but 

when you come here they are showing you exactly 

how the curriculum works for the school and exactly 

how it’s being taught, how its being modeled. To 

whereas your in college, its not…. Its just whatever 

you do its good.  

 

R4- (nods) because its just your trial and error, but 

now here it’s like the real deal. 

 

E1- I think that as us educators, if we are more 

confident ourselves we will show that confidence in 

the classroom and in turn um you know motivate our 

students. You know we will give them that 

motivation because we would already be excited and 

we can you know give them that motivation. 
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Theme 2: Exemplars of Teachers Who Felt Prepared. 

 The second theme that was significant was the sense that teachers felt prepared to 

deliver instruction and teach students. One teacher shared how the LBDPDP allowed her 

to feel prepared and described the “sink or swim” analogy.  

 It did help on um… when you’re like a first year teacher and you don’t know the 

way  that the school works, it is very helpful because they show you how to teach and 

how to  present lessons and it gives you- they help you prepare for the following week. So 

 you’re not like sinking- you’re your slowly moving forward. 

Guskey (2002) explained teachers can develop a sense of anxiety when not knowing what 

comes next or with change in practice (p. 386).  This is what one participant of the 

LBDPDP said regarding being prepared. 

 And even so whenever they evaluate you. Whenever you do the XXX Evaluation or 

any  PDAS or whatever they have evaluations, you won’t feel as scared when an 

 administrator comes in and observes you or any person comes in and observes 

you  because you already have what you’ve been taught and you do it. Whereas if you 

didn’t  have the program you’re like, “Ooh they’re going to come in and observe me. 

What do  they want to see? Like how am I going to do this? Am I doing this right?” 

Like we- we  know. Since we have the program we know what they expectations are. We 

know how  everything needs to be taught, how to teach what we need to teach. So… it 

works! 

Teachers who have a sense of preparedness feel less anxiety of how they deliver 

instruction and impact student learning. Teachers benefit from practicing the delivery of 
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lessons so that they feel prepared when actually teaching them to students. One teacher 

recalls her lack of experience during her preparation years. 

 Mmhm. So for me the biggest difference is like the experience... you know, you 

 actually get the experience working with the material, ahead of time by yourself 

and  then you know like I said somebody presents it to you and then you actually get to 

take  it into the classroom. And you don’t get the experience when you go through 

college-  not with actual children. So… you might be asked to present projects at 

school- at the  university level, but you’re not actually bringing it in to the children after 

you get to  practice it in the professional development, and then you do it with the 

students it’s a  lot different. You gain more experience that way, than when you’re doing 

it at the  university. 

Another participant also agreed the LBDPDP provided teachers with confidence. This 

confidence allowed her to feel motivated and in turn she was able to motivate her 

students.  

 I think that as us educators, if we are more confident ourselves we will show that 

 confidence in the classroom and in turn um you know motivate our students. You 

 know  we will give them that motivation because we would already be excited 

and we can  you know give them that motivation. 

The following summation shows all the responses from the participants that speak 

directly to how being prepared for the classroom helped build self-confidence.  

Theme 2: Exemplars of Teachers Who Felt Prepared Summary. 
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Felt 

Prepared 

B2- Not only just looking, actually doing it. And doing 

it. And then have someone giving you critique of what 

you can do to improve. Because if you don’t know 

what to- if you’re doing a lesson wrong who’s going to 

tell you? So it’s good to have- have someone critique 

you and then you can know what to fix whenever you 

DO actually teach the lesson. 

 

R2- Yeah, I think that when you read things, you can 

interpret it differently. We all could read the same, the 

exact same words and interpret differently. But when 

we SEE something, we all saw it the exact same way, 

so we know exactly what was expected of us. We know 

exactly, you know- how to do it, how to present it. Um 

and exactly the, the right pace you should go, you 

know just exactly what to do. 

 

E2- Real life scenario. 

 

R1- I mean even just being a new teacher now [other 

respondents: yes]. And put her in the classroom and 

don’t give her a program and let her do it and see how 

she survives [giggles] and then the next week, give her 
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the program and then she can come back and she will 

be able to [E2: Yes!] teach it the way that it needs to be 

taught. B2: Yes… that is the way that I felt. 

 

E1- Mmhm. So for me the biggest difference is like the 

experience... you know, you actually get the experience 

working with the material, ahead of time by yourself 

and then you know like I said somebody presents it to 

you and then you actually get to take it into the 

classroom. And you don’t get the experience when you 

go through college- not with actual children. So… you 

might be asked to present projects at school- at the 

university level, but your not actually bringing it in to 

the children after you get to practice it in the 

professional development, and then you do it with the 

students it’s a lot different. You gain more experience 

that way, than when you’re doing it at the university. 

 

R1- It has helped. I mean, if you’re not going to the 

program and you’re there, you’re trying to- you look at 

the lesson plan and you’re like not prepared. So as 

you’re looking at your lesson plan your classroom 

management goes down. Kids start acting silly, kids 
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start going crazy. So if your- if you go to the program, 

you’re a week ahead in advance. So if you come to 

your classroom- when your there yes you might 

struggle a little bit, but your more prepared and more 

confident and you know EXACTLY what you’re 

looking for, what materials you need to look, and its 

less time for the kids to act silly in the carpet. And it’s 

more time that you’re actually teaching. 

 

B1- And even so whenever they evaluate you. 

Whenever you do the XXX Evaluation or any PDAS or 

whatever they have evaluations, you won’t feel as 

scared when an administrator comes in and observes 

you or any person comes in and observes you because 

you already have what you’ve been taught and you do 

it. Whereas if you didn’t have the program you’re like, 

“Ooh they re going to come in and observe me. What 

do they want to see? Like how am I going to do this? 

Am I doing this right?” Like we- we know. Since we 

have the program we know what they expectations are. 

We know how everything needs to be taught, how to 

teach what we need to teach. So… it works. 
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R2- You can’t do nothing without being confident. 

Uh..huh, Um… so yeah I think it would help grades, 

it’ll help behavior [giggles], it will help probably you 

know retainment of teachers.  

 

R1- It did help on um… when you’re like a first year 

teacher and you don’t know the way that the school 

works, it is very helpful because they show you how to 

teach and how to present lessons and it gives you- they 

help you prepare for the following week. So you’re not 

like sinking- you’re your slowly moving forward. 

 

 

Theme 3. Exemplars of Teachers Who Felt that the Program was Beneficial to 

Teachers Who Participated.  

 The third theme that emerged was the belief teachers felt the training was 

beneficial to them. Teachers participating in professional development must feel that the 

training they received was beneficial to them as adults and to the field. One teacher 

compared her experience with the ACP program she attended during her preparation 

years. 

And- and I really agree with you 10 percent. Because I came from  like XXX 

Alternative Certification Program (ACP). And, we did a lot of course material on- 

we did like lesson planning and classroom management and everything but 
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basically starting at kinder. But you know kinder and pre-k does have- they do 

share some similarities but it’s like a whole new world when you’re coming into 

pre-k. It’s like a big giant eye opener. And… I just think that they didn’t prepare 

us enough in a ACP program for a Pre-K environment. 

Guskey (2002) provided insight in attitudes and beliefs from teachers directly impact 

teacher practice (p. 384).  One teacher described the benefit of practicing the lessons prior 

to presenting them to students and therefore being prepared in advance helps with 

classroom management.  

It has helped. I mean, if you’re not going to the program and you’re there, you’re 

trying to- you look at the lesson plan and you’re like not prepared. So as you’re 

looking at your lesson plan your classroom management goes down. Kids start 

acting silly, kids start going crazy. So if you’re- if you go to the program, you’re a 

week ahead in advance. So if you come to your classroom- when your there yes 

you might struggle a little bit, but your more prepared and more confident and 

you know EXACTLY what you’re looking for, what materials you need to look, 

and its less time for the kids to act silly in  the carpet. And it’s more time that 

you’re actually teaching.  

Therefore, teachers must be able to make the connection between the training and if there 

was a significant meaning to their profession. In the following discussion several teachers 

shared how the LBDPDP was beneficial to them as a teacher, their practice, as well as 

identifying that content knowledge is important, but the experience is also necessary. 

Uh… I would recommend it and I know we’re just at Pre-K. But I think would 

recommend it at all levels. And my reasoning for that is because I think the 
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teachers would benefit and the students would benefit. The teachers would 

benefit- they would be more  confident in what their teaching. The students would 

benefits at all levels because they won’t be bored. They won’t be hit like, “Here. 

Here’s this book. Read it, tell me what you read.” You know they’ll be more 

excited to come to school because they know “Oh I’m going to put my hands on 

something I can visually see it.” You know and your- your going into different 

learning um.. you know techniques. Some kids are more visual. I think more kids 

visual than they are you know just hearing.  

Guskey (2002) continued to state  teachers make the belief their practice improves when 

student outcomes improve; therefore their goal is to impact student achievement (p. 382).  

Another teacher made a connection between improving her teacher practice and student 

achievement by acknowledging the number of Prekindergarten students that are reading. 

 Um… I think it would be useful for future adult participants. And I say that 

because if  everyone always go through the same program, your school will always be 

excelling.  You always can say, “Ok. Yeah… this year I’ve had 100 readers. Next 

year there is no  reason why I should at least have 100 readers because now I can 

make it even better.”  So you’re always progressing. You’re never like at a standstill. 

And you know that  everybody is capable of doing the same thing because you 

physically taught them to do  it. 

There are two factors Guskey (2002) provided to educators in order to improve teacher 

practice. The first is t teachers must be able to belief that what they have learn will 

improve their abilities as teachers and the second is that teachers must be able to obtain 

real concrete and practical experiences that are easily applicable in the classroom 
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(Guskey, 2002, p. 382).  One participant shared how the university she attended did not 

prepare her for the classroom. 

I can say that it is very… different because coming from the University XXX, we 

NEVER did anything that had to do with Pre-K level or hands on activities. They 

had us present lessons, they had us write up lesson plans… but it was always 

aimed at elementary and middle school level. It was NEVER with Pre-K. So when 

we- when I came to Pre-K, I had no idea what to do because the colleges didn’t 

teach us. You know anything that they sent us to do had nothing to do with our 

grade level.  

The following responses from the participants speak directly to their experiences in their 

teacher preparation programs. 

Theme 3. Exemplars of Teachers Who Felt that the Program was Beneficial to Teachers 

Who Participated Summary:  

Program 

Beneficial 

E2- And- and I really agree with you one hundred 

and ONE percent. Because I came from like XXX 

Alternative Certification Program (ACP). And, we 

did a lot of course material on- we did like lesson 

planning and classroom management and everything 

but basically starting at kinder. But you know kinder 

and pre-k does have- they do share some similarities 

but it’s like a whole new world when you’re coming 

into pre-k. It’s like a big giant eye opener. And… I 
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just think that they didn’t prepare us enough in an 

ACP program for a pre-k environment. 

 

R3- (clears throat) I can say that it is very… 

different because coming from the University XXX, 

we NEVER did anything that had to do with Pre-K 

level or hands on activities. They had us present 

lessons, they had us write up lesson plans… but it 

was always aimed at elementary and middle school 

level. It was NEVER with Pre-K. So when we- 

when I came to Pre-K, I had no idea what to do 

because the colleges didn’t teach us. You know 

anything that they sent us to do had nothing to do 

with our grade level. 

 

E1- Well um... when I attend uh district meetings 

uh… there was this particular meeting that um… 

that I was really thinking about because they were 

asking, “What do you think new teachers need?” 

And it was even talking about- we were even talking 

about the calendar. How should we match the 

calendar because... then and they were saying, “Well 

I feel like we don’t have enough professional 
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developments throughout the year.” And then I 

started talking because you know it was more like a 

group…um discussion. And so I started telling them 

how our school where I attend- I said, “the school 

where I go to we have this one year program where 

new teachers attend and it’s not you know just 

sporadically- like once a month. They go once a 

week in the afternoons and they actually see the 

lessons being presented and then they practice the 

lessons themselves.” and they were looking at me 

like, “REALLY? Do you really do that?” and they 

were amazed that you know... so many teachers 

were willing to go through the program. They said, 

“Oh I think our teachers would really benefit if you 

know they had this program at our campus... 

because new teachers don’t know how to present the 

lessons you know”. They are just thrown in there 

and they don’t really know  

 

B2- Mmmhm (nods) they don’t know what to do, so 

they really praised our program. 
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R1- It made sense for me because I- I- I’ve been 

here before but stepping in the shoes of a new 

teacher that has never been into a school before- at 

first… without the program, I would say no. 

Because if you read the lesson plan like how you 

said.. like my colleague said, “You ready? What is 

this? Tell me this.” When they model for you, and 

they are visually showing it to you- B2- (interrupts) 

Yes! It makes sense. And- and sometimes when you 

like have that lost face, the presenter can see that 

and they’re like, “Ok this is what the material looks 

like.” Because they are SHOWING you the material. 

So yes um if you’re in the program it does make 

sense because they are showing it.  

 

R3- Yes. And um I agree because I’ve been a para 

since ’96. [another: whispers, someone giggles]. But 

when I stepped foot in the classroom… my para and 

myself… we looked at the lesson plan and we’re 

like- “We’re supposed to do what? And what is 

this?” and… she’s like, “Well you should know! 

You’re the teacher.” And I’m like, “But I came from 

being a para just like you!” I said like hmm we are 
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going to have to ask lots of questions. And then 

when they told me that I had to go to the LBDPDP 

well at that time they called it was called the 

survival- … I was like hmm... what do they mean by 

that? When I stepped foot I was like, “oohh” So 

when I showed up the next day I’m like, “I know 

what we are supposed to do!” It taught me… I had 

that- that light bulb go off. So YES… um the 

material made sense because we knew what 

sandpaper letters were for, we knew what the sound 

box… we knew what everything was. It… it helped 

SO much because yes it was material but we were 

clueless. So yes.  

 

R2- Um… I think it would be useful for future adult 

participants. And I say that because if everyone 

always go through the same program, your school 

will always be excelling. You always can say, “Ok. 

Yeah… this year I’ve had 100 readers. Next year 

there is no reason why I should at least have 100 

readers because now I can make it even better.” So 

you’re always progressing. You’re never like at a 

standstill. And you know that everybody is capable 
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of doing the same thing because you physically 

taught them to do it. E2- (interrupts)…So um I think 

it would be useful... um it would be useful for 

confidence. Like, confidence helps everything. You 

can’t do nothing without being confident. Uh..huh, 

Um… so yeah I think it would help grades, it’ll help 

behavior [giggles], it will help probably you know 

retainment (retain) of teachers. R3-(interrupts) Yes. 

I will help a lot of things for future adults I think. 

Ok…  

 

R2- Uh… I would recommend it and I know we’re 

just at Pre-K. But I think would recommend it at all 

levels. And my reasoning for that is because I think 

the teachers would benefit and the students would 

benefit. The teachers would benefit- they would be 

more confident in what their teaching. The students 

would benefits at all levels because they won’t be 

bored. They won’t be hit like, “Here. Here’s this 

book. Read it, tell me what you read.” You know 

they’ll be more excited to come to school because 

they know “Oh I’m going to put my hands on 

something I can visually see it.” You know and 
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your- your going into different learning um.. you 

know techniques. Some kids are more visual. I think 

more kids visual than they are you know just 

hearing. E3- (interrupts) So I think they’ll have 

better behavior because you know they are more 

excited um they will understand it better so um their 

grades will probably show. Umm so yeah I think- 

not just Pre-K, every level would benefit um through 

the implementation of the program. 

 

R3- Yes, it was spent well! Well um because you 

can’t really... you can’t explain the material that 

you’re going to teach in like twenty/ thirty minutes. 

You have to be able to elaborate. You have to- you 

know… teachers are all different. You know they 

show different ways... it’s just yeah. They time is 

just spent very well because I don’t know I... 

thought it was. I don’t know if everybody agreed 

with the time we spent but I mean it wasn’t that 

much time. It was only once… a week so-and then 

your given the opportunity to ask questions. 
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Theme 4. Exemplars of Teachers Who Felt that the Program Provided a Sense of Unity 

for Teachers Who Participated in the Program Creating a Positive School Climate.  

 In the fourth theme, the participants discussed the importance of the LBDPDP on 

the school’s culture and climate. The culture and climate of a school is felt as soon as you 

walk into the building. School leaders continue to focus on developing and maintaining a 

positive school culture in order to provide teachers and students an environment where 

learning is possible (MacNeil et al., 2009, p. 75).  One teacher described how the 

LBDPDP provided teachers an opportunity to buy-in into the notion of hands on lessons 

for students and identifying the vision of the school. 

 And I also think the program it has helped the culture and the climate because the 

 students are aware of how to use the material because WE were taught how to use 

it.  We taught THEM how to use it. So when you walk in, all the material is in a 

certain  order. And these are four year olds… some five year olds that are taking 

responsibility  for the material that’s in the classroom. So I think that’s helped a lot. It’s 

had a buy-in  you know; this program had a big effect on that. 

Furthermore, creating a positive sense of culture and climate not only impacts teacher 

retention but student achievement (MacNeil et al., 2009, p. 74).  Another participant 

shared how the LBDPDP provided teachers opportunities to feel confident and therefore 

continued to teach instead of leaving the profession: 

 Comfortable, Comfortable! And they just give it one year and they are done. Some 

 teachers just give up like that. But if they were to be more confident, some 
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teachers will  stay [respondents giggle]. Even though they have a rough class they will 

stay because  they had that program. 

School leaders who are seeking to improve student achievement must also look into 

developing a positive school culture (MacNeil et al., 2009, p. 74).  Developing a positive 

school culture does bring additional stress to the campus. One participant identified that 

by participating in the LBDPDP lessen planning reduced stress for them. 

 And I feel like their climate as a whole environment wouldn’t be so stressed... 

um... we  ARE stressed but it’s not stressed [respondents giggle] because... we… 

[more  giggles]were not as stressed because of the way that we need to teach lessons. But 

the  reason why is because we have this program. And at other schools, if they were to 

have  it they wouldn’t be stressed about the way they are going to teach or “HOW am I 

going  to teach the lesson next week”. Or “What am I going to do next week?” Or their 

 thinking about lessons. [school intercom interrupts the panel]. Um so if they were 

to  have they program they will be prepared. They will be able to be like, “Ok now I 

know  what, I got this. I got this!” and they are going to go for it so... it would definitely 

help  the schools. And they probably keep more of their teachers. 

A recurring theme from the participants emerged related to a positive school climate. The 

following data are responses from the participants.  

Theme 4. Exemplars of Teachers Who Felt that the Program Provided a Sense of Unity 

for Teachers Who Participated in the Program Creating a Positive School Climate 

Summary: 
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Positive 

Culture 

Climate 

 

B2- It’s very um uniform. I mean we have our own teaching styles but 

yet, they don’t see... everything’s presented the same way. So even if 

the class um even if you have a kid that moves from your class and 

goes to another teacher, they won’t be lost as well. Because the same 

way that your teaching it’s the same foundation that the other teachers 

having. It’s just a little bit different because of your teaching style. But 

the baseline is the same… so I think that’s where it- that’s why our 

culture and climate works well because everybody’s the same. You 

have different teaching styles but the baseline is the same.  

 

E2- And they have developed other strategies that you know that we 

can share amongst ourselves to kind of help us so that all across the 

board- its uniform.  

 

R3- And I also think the program it has helped the culture and the 

climate because the students are aware of how to use the material 

because WE were taught how to use it. We taught THEM how to use 

it. So when you walk in, all the material is in a certain order. And 

these are four year olds… some five year olds that are taking 

responsibility for the material that’s in the classroom. So I think that’s 

helped a lot. It’s had a buy-in you know; this program had a big effect 

on that. 
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B1- Yes! I think they need to provide this program for our paras 

(teacher aides) [all respondents in chant: Yes!] because our paras are 

not aware. Make it mandatory because not only is the teacher 

presenting it to flexible grouping, paras are allowed to do it- rather 

than just doing the colors or the numbers. They can expand where the 

kids are getting more of it. Because our paras don’t-  

 

R1- And not only for our paras but even for the parents. R3-interjects 

participant: Parents…yes! If the para- parents were to come and see 

the way we teach, they would take us more serious. They would be 

like, “What my kid knows how to do all that? My kid can be 

organized.”  

 

 

R1- And I feel like their climate as a whole environment wouldn’t be 

so stressed... um... we ARE stressed but it’s not stressed [respondents 

giggle] because... we… [more giggles]were not as stressed because of 

the way that we need to teach lessons. But the reason why is because 

we have this program. And at other schools, if they were to have it 

they wouldn’t be stressed about the way they are going to teach or 

“HOW am I going to teach the lesson next week”. Or “What am I 

going to do next week?” Or their thinking about lessons. [school 

intercom interrupts the panel]. Um so if they were to have they 
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program they will be prepared. They will be able to be like, “Ok now I 

know what, I got this. I got this!” and they are going to go for it so... it 

would definitely help the schools. And they probably keep more of 

their teachers.  

 

E1- Comfortable, Comfortable! And they just give it one year and 

they are done. Some teachers just give up like that. But if they were to 

be more confident, some teachers will stay [respondents giggle]. Even 

though they have a rough class they will stay! Because they had that 

program.  

 

 

Theme 5. Exemplars of Teachers Who Felt that the Program Impacted Teacher 

Practice. 

 The fifth theme that was consistent was teachers who participated in the LBDPDP 

felt it impacted their practice as a teacher. The link between student performance and 

teacher practice continues to reflect in teachers’ beliefs (Fishman, Marx, Best, & Tal, 

2003, p. 646). One participant shared how participating in the LBDPDP improved her 

students’ writing. She described the process her students went through in order for them 

to gain writing proficiency. 

But as we go for a following um the- the Learning by Doing coordinator is able to 

give us extra- something more to make it more rigorous. So it’s not just your 
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doing the same thing as, ok well you are doing the same concept whereas the first 

time you were just tracing, well now you draw and now you write about it. So that 

extra writing- it’s more rigorous. So it- it works for our kids because they- they 

learn and your just adding more to the lessons that you’ve taught, you just add 

more. 

Teachers must be able to link new acquired skills learned from a professional 

development course to the delivery of instruction and be able to see significant student 

progress in order to determine enhanced learning (Fishman et al., 2003, p. 646). It is 

important to note that providing teachers the training needed with the direct alignment of 

the curriculum taught directly impacts teacher practice and student learning (Fishman et 

al., 2003, p. 656). Two teachers shared how the LBDPDP provided opportunities for 

them to learn how to deliver instruction and how they were teaching it to students so that 

students could teach students. 

And I think um...it is improving our student learning and I think it’s because so 

duplicable. And it’s so easy that you’ll catch your students teaching it to another 

student. 

Yesss! The EXACT way you just taught it to them. And that shows how easy it is 

and how duplicable it is. A four year old can teach it to another four year old, no 

matter what level they’re on. So I think that shows that it is enhancing their 

student learning. 

In this case, the LBDPDP was conducted in a Prekindergarten school with teachers 

observing, modeling, developing, presenting, and reflecting on lessons from the campus 

Prekindergarten curriculum.  
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Another teacher described how participating in the program was beneficial as 

observing and practicing lessons allowed her to manage her time in more purposeful 

planning.  

 I think in the beginning it’s a little tough. Yes! You’re like oh my gosh, I have to 

stay  two extra hours, but you see that it actually helps you in the long run because you 

know  you’re actually seeing the um material. It’s helping you with planning you know 

exactly  what to grab. So like if you DIDN’T go to this meeting you actually would 

spend more  time in the classroom and probably wouldn’t not get as much done as you 

got done  here. So in the beginning you know it’s a little tough but you get to see 

where it’s  

 beneficial I think. 

From the participants’ point of view, the LBDPDP positively impacted their practice. The 

following information is data collected from each participant that speaks to this recurring 

theme.  

Theme 5. Exemplars of Teachers Who Felt that the Program Impacted Teacher Practice 

Summary: 

Impacted 

Teacher 

Practice 

R1- It is because um... in our curriculum most of the lessons are 

repetitive.  

 

B2- Mm-hm But as we go for a following um the- the Learning by 

Doing coordinator is able to give us extra- something more to make it 

more rigorous. So it’s not just your doing the same thing as, ok well 

you are doing the same concept whereas the first time you were just 
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tracing, well now you draw and now you write about it. So that extra 

writing- it’s more rigorous. So it- it works for our kids because they- 

they learn and your just adding more to the lessons that you’ve taught, 

you just add more. 

 

E2- Extensions! You extend it and make it rigorous for them! 

 

B2- Uh huh. So I feel like it is improving. Because if not you have to 

like teach a whole lesson on left to right, top to bottom. Since we do it 

in like all of our lessons, I feel like that is something that just grows on 

them.  

 

R2- And I think um...it is improving our student learning and I think 

it’s because so duplicable. And it’s so easy that you’ll catch your 

students teaching it to another student… 

 

R1, R4, B2- Yesss! The EXACT way you just taught it to them. And 

that shows how easy it is and how duplicable it is. A four year old can 

teach it to another four year old, no matter what level they’re on. So I 

think that shows that it is enhancing their student learning.  
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R3- My students are doing it. They’re doing the language lessons and 

they’re like, “OK, you sit there!”  and they’re are showing them 

EXACTLY how it was taught  

 

R1- Mmhmm, So yes- I agree.  

 

R2- I think in the beginning it’s a little tough. Yes! You’re like oh my 

gosh, I have to stay two extra hours, but you see that it actually helps 

you in the long run because you know you’re actually seeing the um 

material. It’s helping you with planning you know exactly what to 

grab. So like if you DIDN’T go to this meeting you actually would 

spend more time in the classroom and probably wouldn’t not get as 

much done as you got done here. So in the beginning you know it’s a 

little tough but you get to see where it’s beneficial I think.  

 

 

R1- I feel like on- in the summer instead of having like a two-day 

thing it should’ve been more extended. Um for like new teachers that 

are coming in- like don’t know anything. Instead of two- five days 

because... it’s a lot. Um… even though I was a para here it was still a 

lot for me in two days, but if it were to go for like a week-week and a 

half it would be better.  
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E2- No but you see I agree with you, you know why- it’s like the word 

“chunking” came into my mind. Because you know how we- as 

educators we are really big on the concept of “chunking” now and 

extending the program chunking small bits of information on different 

days not condensed into one small period. 

 

E1- And your able to set expectations. Not just for your students but 

for yourself. R2 (interrupts)-   Like this is what I expect of myself to 

be able to do and every time you go through it- you know you want to 

get a little bit better because you know... you’re seeing it the way that 

its being presented and the materials that are given to you. And it 

makes you WANT to do it better…you know?  

 

R1- And also through the program we always talk about the presenter 

but even you peers that are in the same program with you... your able 

to bounce ideas from each other  

 

R3- No, I don’t think there was any barriers. Because if there were any 

concerns or something was going on, there was never anything 

stopping us from asking and clearing them up and getting the answer. 
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R1- Getting the answer, making our classroom more effective. You 

know being able to teach the students. Nothing ever stopped us from 

doing it because we always had somebody to ask… we had somebody 

to look to. We always had ideas to fall back on. There was always 

something to help us move forward ahead and not fall back  

 

B2- If… anything. If anything it presented more opportunities. 

 

R1- There’s no way there are barriers. If we didn’t have the program 

there would be a lot of barriers (all respondents chant: yes!) but 

since we had the program… I mean it took away all the barriers. So 

yes,., you were lost... first year… but you knew what you were gonna 

teach. You knew how it was supposed to be taught. Now it was up to 

you if you wanted to do it exactly the same and go through it. But they 

gave you that to you to be successful.  

 

R3- Yes, there were no barriers so if there are barriers it was because 

you did it. Because it wasn’t there.  

 

E1- I think that there was always someone that was available you 

know at the time where you know if you had questions they were there 

to help you so I think that- like you said it took away barriers because 

there were more people that were willing to help you. You know... the 
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presenter was willing to help you… the other teachers were willing to 

help you so no barriers. 

 

R3- And also if what they were telling you didn’t make sense… you 

could always go the presenter and ask, “Are you able to come and 

teach this lesson so I can see your style of doing it?” So rather than 

them saying, “Oh, try it this way.” And… I’m visual… so with them 

going in the room and showing- there’s no barrier to that because they 

(coach, other teachers, administration) were open, they were flexible. 

They came in and they taught the lesson so you had a visual of, 

“OH… that’s what you mean.” Or “Oh ok so my students have- learn 

this way.” Because all of our students are different.  

 

R2- Uh huh. I think it is phenomenal for first year teachers BUT like 

second, third, fourth, fifth and beyond… you always can go into 

someone else’s classroom you know you’re gonna’ see exactly what 

YOUR teaching but you know you may catch them doing something a 

little different. “Hey.. you know hmmm… I can take that” from you 

know and you can become better from each other. You know you 

become a presenter without “technically” being a presenter.  

 

R3 and E2 (agree and state): Uh huh 

So um I think you help each other become better.  
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R1- It helps you with your evaluation because if you wouldn’t have 

the program, you would be lost. You’re looking for the lesson plans. 

You’re looking for the materials as you’re going to teach it. So with 

going through the program you know what material you have… so 

that gives your kids less time to act silly. Because when they evaluate- 

they evaluate you but as well how is your classroom management. So 

when you’re not prepared it will be classroom management problems 

there. Whereas when you’re prepared, there’s gonna’ be not a lot… or 

minimal to where you can control it right away. Um because once 

again you’re going to confident. You’re going to be like I got this, I 

know what I’m teaching. This is what I’m about to teach you. So 

you’re prepared… so it does affect it.  

 

R2- And you get to kind of see exactly what a four look like (referring 

to score of 4 is highest on teacher evaluation)... if that makes sense. 

So you know like when you’re presenting, “Hmm… I hit that floor 

right on the nail” or “Ah… I came close! Ha… not a four yet.” You 

know what I mean because you have something to base it off. Because 

what they are presenting to you is a four. 

 

B2- Yea! So it’s up to you to try to become that four.  



108 

 

 

R1- I agree with you.   

 

R2- I think this shows us how good we have it. 

 

 

B2- It kind of shows you like- OK.. well at least everything else… so 

yeah. giggles] R1 (interrupts)- It kind of give you an idea how it 

would be like without the program. If we didn’t have the program… 

B1( joins in) Yes!. That’s what- yeah that would NOT be nice. 

[giggles] 

 

E1- And even to go back to the question before it’s like, “How did it 

help your students?” Because it helps you to differentiate the lessons 

among your students. You’re like ok, this one needs THIS part. The 

“show” part. This one needs the “Tell me” part. You kind of like know 

where your students are at or where you need to go back and re-teach 

that.   

 

B2- Uh huh. And sometimes I try... and I do it the wrong way. And the 

kids tell me.. “That’s not the way you do it. This is the way you go.”  
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E2- Yup! And then they will tell me exactly how to do it. Without 

even me tell them. So I feel like going to the program, I can step back 

and let my kids run the classroom and they are able to model exactly 

the way I do it I see every single time I do my flexible grouping. I see 

my kids. B1 (joins in) : they’re imitating. They’re doing it exactly the 

way I do it. And I will just smiling. I’m like… take a picture for 

(names the evaluation system district uses)! [giggles] 

 

 

Theme 6. Exemplars of Teachers Who Felt that the Program Impacted Teacher 

Practice and Student Outcomes.  

 The last theme that emerged from the responses of the participants of the 

LBDPDP was  they felt the experience impacted their practice and therefore student 

outcomes.  Guskey (2002) and Fishman et al. (2003) have all made the argument student 

outcomes directly reflect teacher practice. One teacher reflected on how she gave the 

instructional coach “weird looks” when she was expected to teach Prekindergarten 

students to read, and how she gets those same looks from her students’ parents when she 

tells them that they will learn to read. 

That’s true. And your able to get- you know those crazy looks you gave them. 

When they (administrator/coach) were like, “Your kid’s going to be able to this.” 

and you looked at them like, “What?” [giggles] Now your able to get those looks 

from students’ parents! When you tell them you’re your um parents when um… 

you have you know a whole group of parents and tell them half of my class is 
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going to be reading (participants giggle) you’re like “You just watch and see.” 

You know you get those crazy looks that you once gave somebody else. So you 

know you’re able to go above and beyond you know because you’re not as 

stressed... you’re confident. 

Inequalities develop when teachers are not able to provide high quality instruction to all 

students (Thomas & Mucherah, 2014b, p. 368).  Therefore, teachers who are provided 

opportunities to reflect on their practice are also able to change behaviors in order to help 

students master skills needed to close academic gaps (Thomas & Mucherah, 2014a, p. 

369).  One teacher described how the LBDPDP became her outlet for reflection. 

Outlet. It’s your outlet. You’re lifeline. It’s like your venting time. You sit down 

and you say “Uh... I had little Johnny do this to me. What could I do?” and other 

minds think different. [other three respondents agree-nod heads smiling] So they 

will tell you, “What about if you do um… give them a schedule. What if you do a 

picture schedule? What if you do this?”  You’re like, “Why didn’t I think about 

that?” because little Johnny is not going to listen to you regardless of what you 

do. But being able to sit down in the program and vent and hear other options. 

And minds that are not stressed with that kid- is helpful.  

In addition, professional development opportunities for teachers that focus on how 

students learn rather than theory of practice is what makes the difference in changing 

delivery of instruction to positively impact students (Fishman et al., 2003, p. 646).  Two 

teachers added in the discussion and described how the LBDPDP focused on how 

teachers deliver instruction so that students learn. 



111 

 

I also think so because I think that in order for us to learn, there is research that 

we learn- like it has to be orderly. And so I believe that the way that the lessons are 

presented are very orderly. And so you know once the children learn how to do 

that... you know for example like today I was SO happy because I have this one 

child that is struggling on how you know to um classify the initial sounds. And 

today you know he actually, you know, I’ve been teaching it for a while so you 

would think… you know he would’ve got it by now- but now finally I’m looking and 

I’m seeing that he actually got the material, he placed the letters in order, and he 

started classifying and of course he would have a little bit of trouble with some of 

them, and then he’ll say, “Like this?” or “This one?” but he was- he was actually 

putting the letters in order so he understood the concept you know. And I was like, 

“Yes, he got it!” but it’s because you know we present the lessons in such an 

orderly fashion. 

Guskey (2002) also stated that teacher practice will change only when the classroom 

experience is positive.  He continues to say that the professional development provided to 

teachers is not what really impacts their practice, instead Guskey (2002) shared it is the 

positive experience teachers get in delivering instruction that allows teachers to see a 

powerful impact in student academics. 

Theme 6. Exemplars of Teachers Who Felt that the Program Impacted Teacher Practice 

and Student Outcomes.  
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Impacted 

Student 

Outcomes 

R1- Outlet. It’s your outlet. You’re lifeline. It’s like 

your venting time. You sit down and you say “Uh... I 

had little Johnny do this to me. What could I do?” and 

other minds think different. [other three respondents 

agree-nod heads smiling] So they will tell you, “What 

about if you do um… give them a schedule. What if 

you do a picture schedule? What if you do this?”  

You’re like, “Why didn’t I think about that?” because 

little Johnny is not going to listen to you regardless of 

what you do. But being able to sit down in the program 

and vent and hear other options. And minds that are not 

stressed with that kid- is helpful. 

 

R2- That’s true. And your able to get- you know those 

crazy looks you gave them. When they 

(administrator/coach) were like, “Your kid’s going to 

be able to this.” and you looked at them like, “What?” 

[giggles] Now you’re able to get those looks from 

students’ parents! When you tell them you’re your um 

parents when um… you have you know a whole group 

of parents and tell them half of my class is going to be 

reading...(participants giggle)… you’re like “You just 

watch and see.” You know you get those crazy looks 
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that you once gave somebody else. So you know you’re 

able to go above and beyond you know because you’re 

not as stressed... you’re confident.  

 

R3- Confidence. Your classroom management was 

GOOD because you weren’t lost. Um… You were 

prepared. You felt like you were prepared even though 

you’re at first year teacher going through this program 

you felt like you were still prepared. Because last week 

you did all these lessons so you were ready. Even 

though you knew that it wasn’t going to be perfect 

because you were just starting the program. But 

eventually with the repetition it was going to get better. 

B2- (interrupts Um… so confidence is the big thing.  

 

R2- I agree. Yeah you’re confident you’re able to get- 

because I think in the beginning the transitions are a 

little struggle… but like your able to get those 

transitions going… yeah.  

 

E1- I also think so because I think that in order for us to 

learn, there is research that we learn- like it has to be 

orderly…B2 (interrupts)…And so I believe that the 
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way that the lessons are presented are very orderly. And 

so you know once the children learn how to do that... 

you know for example like today I was SO happy 

because I have this one child that is struggling on how 

you know to um classify the initial sounds. And today 

you know he actually, you know, I’ve been teaching it 

for a while so you would think… you know he 

would’ve got it by now- but now finally I’m looking 

and I’m seeing that he actually got the material, he 

placed the letters in order, and he started classifying 

and of course he would have a little bit of trouble with 

some of them, and then he’ll say, “Like this?” or “This 

one?” but he was- he was actually putting the letters in 

order so he understood the concept you know. And I 

was like, “Yes, he got it!” but it’s because you know 

we present the lessons in such an orderly fashion…B1 

and B2 …Mm-hm that I really thinks it helps their 

learning. 

 

E2- I, I agree because you know research has shown 

that you know habits- both negative and positive- habits 

take thirty days to form... to be reinforced. And like 

when we do our language lessons you know that’s like 
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several weeks over a month’s time and we’re doing 

different letters with the same structure The same 

repetitiveness that enforces those good um habits. And 

it’s helping them to retain the information more so I 

think that’s like an awesome effect. 

 

R1- And also the way we teach um the way we teach is 

like left to right, top to bottom that also works for when 

you start beginning to write. They have that concept 

since we always teach left to right, top to bottom… 

when they’re writing, you barely tell them “No, we 

start at the top left and then we go across.”   

 

B2- Yes. It’s like something- it’s like an instinct 

because they taught us how to present lessons was like 

left to right, top to bottom and we every single time we 

present a lesson we remind them, “left to right, top to 

bottom”. It’s the same thing with the kids because at 

the program they reminded us, “Oohh where do we put 

our work?” Left to right, top to bottom. It’s the same 

thing that they are teaching us, we go and take it to our 

kids. So when the kids start writing, there is rarely a 

case where the kids are writing backwards, or the kids 
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are writing from the bottom going to the top. It’s rare. 

Most of the kids start at the top without even us really 

enforcing it or telling them no, we start left to right, top 

to bottom. It’s like something natural for them because 

that is the way we see lessons being taught  

 



 

 

CHAPTER 5  

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

Summary of Study  

Public education is a dynamic field that requires leaders and teachers who are 

willing to meet the academic and social demands of today’s students. The State of Texas 

requires public school educators earn 150 credit hours of training within a five year 

period for certification renewal (Texas Education Agency, 2010). Minimal discourse 

exits to show the correlation between professional development and academic student 

outcomes. The campus leaders of the site in this study recognized three years ago 

professional development had little impact on student learning and teachers’ professional 

growth. School leaders also observed that fewer and fewer teachers were entering the 

classroom each academic year prepared to meet the different learning levels and styles of 

students. In an effort to support teachers and impact student achievement, the campus 

adopted the Learning by Doing Professional Development Program (LBDPDP).  

The purpose of this qualitative study was to gain an understanding of teachers’ 

perceptions of the LBDPDP and how they perceived its influence on teacher readiness for 

the classroom.  In addition, teachers’ perceptions regarding the influence the LBDPDP on 

culture and climate, student achievement, and teacher effectiveness was also explored. 

Data were collected through qualitative methods and analyzed for recurring themes. The 

final portion of this study is to discuss the implications of the findings of this study as it 

impacts teachers’ preparedness and practice, the need for expanding professional 

development, and teacher preparation programs.  

Implications for Teacher Practice 
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This study guided the researcher to develop several implications as they relate to 

teacher preparedness and practice. 

Finding: Universities and teacher preparation programs must be able to provide 

an in-depth program that includes more lived experiences and clinical activities where 

teachers are able to put into practice what they immediately learned, observed, and 

received feedback. This type of hands on learning can be developed through a lab of 

practice at the universities and/or the teacher preparation programs; which includes a 

prepared classroom with hands on learning activities for students. This lab would be able 

to provide teachers the experience they are lacking prior to entering classrooms as part of 

their internship program. The internship program for teachers is not enough. Desimone et 

al. (2002) emphasized the need for teachers to have actual experiencing learning and 

teaching experiences as they prepare for the classroom.   

Teachers must be able to have the experience needed to take the lead as the 

teacher and must also have the experience of learning, discussing, and practicing 

the different components of teaching which include classroom set-up, research 

based classroom management techniques, whole group and small group 

instruction, differentiating instruction, developing purposeful lessons that align 

with objectives, and delivering instruction through thinking strategies and student 

engagement. (p. 82) 

Teachers must be able to be given a meaningful and purposeful experience throughout 

their trajectory as a student in a teacher preparation program.  Desimone et al., (2002) 

continued to state that specific characteristics of what is considered a “highly quality” 
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professional development program consisted of students being able to learn the content 

and apply it through active learning experiences.  

 Participants in this study directly spoke to their lack of preparedness for the actual 

classroom. Teachers in this study gained confidence by having time to interact with the 

material through dialogue, hands-on learning, and the practice of delivering the materials 

to their colleagues before expected to teach it to their students. This is turn had a positive 

impact on building a sense of community among the participants of this study. 

Finding: School leaders who are seeking to close not only the student learning 

gap must also begin to close the teaching gap. School leaders must take on the role of 

instructional leaders and be able to provide teachers more meaningful and purposeful 

opportunities to experience what great teaching feels like. Teachers need more than a 

professional learning community. Teachers need be able to plan, prepare, and practice 

how to deliver instruction to students while receiving immediate feedback from a master 

teacher like an instructional coach on an on-going basis. Teachers who are prepared feel 

more confident and in turn impacts student learning and student behavior. As teachers 

feel more prepared their sense of self-efficacy increases and so does competence 

(Thomas & Mucherah, 2014a, p. 365). This in turn positively impacts student 

achievement.  

It is important to note teachers in this study have been evaluated through the new 

evaluation system that aligns with the Danielson Framework, and all teachers were 

classified as proficient and/or distinguished. None of the teachers that participated in the 

LBDPDP were on Instructional Support Plan (ISP) in order to improve their practice nor 

where they on a Professional Support Plan (PSP) which required substantial need of 
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assistance and probationary teaching status at the end of the school year. This is essential 

to the study as it highlights an important point. These participants were all considered 

“good” teachers, yet they lacked self-confidence in their abilities prior to the LBDPDP as 

they could not measurably see student academic growth. The participants had the 

knowledge of content and classroom management skills prior to the LBDPDP. They each 

lacked to some degree the ability to deliver comprehensible content to young learners. 

The participants gained teaching experience which in essence helped to eliminate their 

personal teaching gap.  

Finding: Instructional leaders must understand adult learning and change in 

professional development. Guskey (2002) provided insight into improving teacher 

practice through professional development by improving teacher practice, change in 

teacher perceptions, and change in learning student achievement. In addition, Guskey 

(2002) described why change typically fails to occur. Guskey (2002) asserted to change 

teacher practice school leaders must first evaluate professional development which 

should then be implemented in the classroom, then evaluate how professional 

development impacts student learning, and finally change teacher beliefs (p. 383).  

Lastly, Guskey (2002) informed school leaders they must work to understand that change 

is not only a slow process, but changing teacher practice first starts in a well-designed 

purposeful professional development learning experience.  

It is through the hands on learning experience that the LBDPDP provided teachers 

and the direct implementation of how to present the lessons is what impacted teacher 

readiness and change teacher practice; and as Guskey (2002) stated, teacher beliefs.  
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 The participants spoke to directly to the idea of being afforded real-life 

experiences of teaching the lessons prior to presenting the content to students helped to 

increase their understanding of young learners. Additionally, the participants were given 

meaningful feedback through observations which also contributed to their professional 

development.  

The Need to Expand Professional Development 

 A significant finding in this study is that the approach to professional learning 

through the LBDPDP had measurable impact on student outcomes. This is the objective 

school leaders seek when funding training for teachers.  

 Finding: Constructive learning experiences for teachers positively impact 

student outcomes. Guskey (2002) shared it is the positive experience teachers get in 

delivering instruction that allows teachers to see a powerful impact in student academics. 

Professional development experiences should be meaningful and applicable to the 

practice. Often teachers are given training that has little to do with what is actually 

occurring in the classroom. The LBDPDP aims to give teachers a consequential approach 

to working with and teaching students. Participants reported they could measure students’ 

reading abilities. It was also reported that significant improvements were made in 

students’ writing skills as well. These measureable outcomes were surprising to the 

participants initially, and comments were made how each year new parents are also 

hesitant to believe their child will be able to make significant academic gains at such as 

young age.  
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Finding: Adult learners require real experiences to make meaning of their 

learning. Andragogy is the study of how adults learn. Knowles (2011) explained how 

adults learn.  

Adults are motivated by their interests and needs; and therefore such interests and 

needs need to be planned and organized into the activities. Adult learning is life-

centered; therefore presentation of material is not to be considered as subjects but 

rather life-situations and experiences. Experience and analyzing it is crucial to 

adult learning.  

(p. 39) 

Understanding how adults learn is crucial for educational administrators to understand as 

they seek to equip teachers for the classroom. It is not enough to require teachers to 

attend staff development training sessions and hope the presentation has an important 

effect. School and district leaders must take intentional steps to ensure professional 

development is delivered to teachers in such a way they learn and can apply their new 

knowledge.  

 The LBDPDP engaged the participants and required them to actively model their 

lessons. Rosenthal (1978) explained how modeling is essential to adult learning. The 

participants spoke positively of their experiences in the LBDPDP as it required them to 

role play and model lessons. This experience was new for several of the participants as 

they explained other professional development sessions did not afford them the 

opportunities to practice what they learned prior to delivering instruction to students.  

Implications for Teacher Preparation Programs 
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 Although a teacher shortage does not exists in terms of the number of people who 

hold a certification, the demand for quality teachers is on-going as people continue to 

leave the profession in early years. retaining the best teachers in the field of education 

continues to persist among school leaders (The New Teacher Project Organization, 

2012). The dynamics of retaining great teachers are yet more complicated than it is said; 

enhancing teacher programs at all levels, promoting on-going positive culture and climate 

in schools, and developing positive support communities will greatly impact this trend. 

Finding: Evidence continues to demonstrate that universities and alternative 

programs both demonstrate inconsistencies in producing effective classroom teachers. 

There is an abundance of research indicating teacher preparation ineffectiveness and 

transferability of this phenomenon can be seen throughout the field of education 

(Shenton, 2004, p. 70).  Closing the achievement gap becomes less attainable when the 

field of education lacks effective teachers. As less prepared teachers come in to the field, 

more and more students are reaping its effects. Auguste, Kihn, and Miller (2010) noted 

once again the consistent factor of student achievement directly correlates with a 

teacher’s effectiveness. 

The participants spoke directly to their lack of preparation for the actual academic 

and social needs of their students. The LBDPDP not only provided the participants with 

true experiences for the classroom, but it also served as outlet for teachers to honestly and 

without judgment speak about their frustrations and professional needs. One participant 

said she could “vent” about what was and was not working in her classroom without 

feeling judged about her level of abilities. Another participant discussed how her ACP 
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program trained her to write lesson plans, but failed to actually teach her how to make 

lessons connect to students.  

Teacher preparation programs are working towards providing future teachers with 

a framework of the classroom through training related to lesson plan writing, approaches 

to classroom management, and certification preparation. These programs, whether 

university or alternative certification based, are failing to make connections from teacher 

ability to deliver content to actual delivery of content. It is from this premise the 

LBDPDP was birthed.  

Further Research  

The findings of this study lend itself to further opportunities for continuing 

research in the development of teacher preparation preprograms. One aspect in which 

further research can continue is evaluating activities that are given to students going 

through a teacher preparation program and aligning them to real-life experiences. In 

addition, further research can be implemented in how preparation programs provide more 

clinical experiences to novice teachers. Teacher preparation programs can provide on-

going opportunities for students to practice in actual planning, developing, and presenting 

lessons in a lab that simulates a real classroom. Students in the field of education should 

be able to participate in a more hands-on learning experience prior to beginning their year 

of field experience. Further research in implementing such labs at university based 

centers should be explored. Lastly, further research can be explored in adult learning 

techniques and best practices in order to provide teachers a more thorough learning 

experience during professional development sessions.  

Conclusions  
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As the need for more effective teachers increases and more of them leave the field 

of education, the need to close the academic gap becomes difficult to attain for school 

leaders.  Universities are working diligently to prepare teachers for a field that expects 

them to think creatively and to differentiate instruction; nevertheless some teacher 

preparation programs are failing to align what is learned in a teacher preparation program 

to what is actually occurring in the classrooms. First, the need was to look into how 

students learn and this became the focus to improve student academics and close the 

achievement gap. However, as research continues to emerge, it has become clear teacher 

preparation programs are able to provide teachers with the content knowledge and skills, 

but are failing at giving them the experience to participate in meaningful adult learning-

andragogy. Therefore, school leaders are attempting to close the teaching gap by 

providing professional development sessions that are able to impact teacher readiness in 

the classroom or practice.  

 The goal of the LBDPDP was to provide all teachers the experience that they once 

might have lacked during their teacher preparation years. The LBDPDP provided 

teachers on-going opportunities for them to actively participate in hands-on learning 

through planning, developing, and delivering instruction through the guidance of a highly 

effective veteran instructional coach. The study revealed that teachers who participated in 

the LBDPDP developed confidence and self –efficacy. In addition, teachers who 

participated in the LBDPDP felt prepared and that it impacted their readiness in the 

classroom as well as teacher practice. Moreover, teachers who participated in the 

LBDPDP felt that the experience impacted the school’s culture positively and student 
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learning. Lastly, teachers who participated in the LBDPDP stated that it was beneficial to 

them as adults.  

Final Remarks and Reflection 

As I explored teacher perceptions it was concluded that participating in the 

LBDPDP provided teachers a positive experience as they perceived a sense of 

confidence, unity, and the perception that participating improved their readiness in the 

classroom and their effectiveness. I noted all the teachers who participated in the 

LBDPDP were evaluated using the Danielson Framework and all participants received a 

score of proficient or distinguished throughout the various domains.  Moreover, this 

particular Prekindergarten center provides students opportunities to participate in a 

Spelling Bee, Name That Book, and a Math Addition Relay all of which is done at a 

Kindergarten elementary level. Students are also provided opportunities for guided 

reading and assessment of running records which is generally a practice held for 

Kindergarten students and older who are designated as readers. Furthermore, of all the 

teachers participating in the LBDPDP none of them had students on a Behavior 

Intervention Plan; meaning all students follow rules as expected for someone of age four.  

 The goal of the LBDPDP is to provide teachers the pedagogy training they lacked 

during their teacher preparation years. In addition, LBDPDP is based from a combination 

of experiences from Montessori theory and research based strategies for adult learning, 

student learning, and student discipline. Furthermore, the LBDPDP aims to provide a 

hand-on experience of planning, developing, and delivering instruction with the guidance 

of a veteran instructional coach through the academic year.  The intent in developing the 

LBDPDP was to close the student academic gap through improving teacher readiness and 
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practice in the classroom. Based on the findings of this study, it is evident the goals of the 

LBDPDP are being met. 

 As a school administrator I am very cognizant of the professional development 

my teachers are asked to attend and implement. I feel it is my responsibility as a school 

leader to be able to support the initiatives my school district and equally be supportive of 

my staff. I have spent countless hours over the past 10 years in education feeling 

disenchanted by trainings that promised change in student achievement and yet failed 

miserably to do so. However, as I now reflect on this experience and the training and 

support provided by LBDPDP, I realize the importance of meaningful professional 

development to a new degree. It is not enough for me to hope my teachers heard and 

understood expectations given to them. I must be willing to go to the next level of a 

school leader and be genuinely supportive and present for me teachers. In the end I 

realize by supporting my teachers I in essence contribute positively to the academic 

success of all my students. 
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Appendix B: Interview Questions 

Teacher Focus Group Questions: 

1. Do you feel that participating in the LBDPDP improved your confidence as an 

effective teacher? Why? Or Why not? 

2. How is this training similar or different from teacher preparation programs 

provided through Universities and Alternative Certification programs? Give 

specific examples. 

3. Do you believe participating in the LBDPDP has influenced student achievement, 

classroom environment, and student behavior? Give specific examples. 

4. What do you believe is the effect of the LBDPDP on the school culture and 

climate? Be specific. 

5. Are the strategies learned in the LBDPDP working to improve your student 

learning? Why or why not? 

6. Would you recommend the implementation of the LBDPDP at other schools? Why 

or why not? 

7. Was the time spent well? Why or why not? 

8. Did the material make sense? Why or why not? 

9. Will it be useful for future adult participants? Why or why not? 

10. Was the presenter knowledgeable?  Why or why not? 

11. How was the LBDPDP helpful in making you a more effective teacher? 

12. Where there any barriers the impeded your learning? Please explain. 

13. To what extend do you belief that your participation in the LBDPDP helped you in 

your evaluation? Why? Why not? 
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Appendix C: Learning By Doing Observation Sheets 

Observation Form 1 

 

Date: _________     Time: ___________ 

Teacher Observing: ______________     Teacher Observed:_____________ 

Rules for observing: 

 Open door quietly and enter quietly 

 Close door quietly 

 Sit in a location to observe (observation chair is fine if teacher has one) 

 Minimize conversations between you and teacher (write down questions to ask 

teacher later during your conference period) 

 If you need to speak, please use a quiet voice and limit talking 

 

Observation 1: 

Observe the classroom management:  

 How students handle the material 

 How students follow ground rules 

 How teacher organizes seating 

 How teacher and paraprofessional works with students using team planner (how 

many) 

 How students are dismissed to centers 

 How teacher uses praise to support classroom rules 

 Climate of the classroom 

 Please list all classroom rules observed by students and 

teacher(think of the classroom riddles for acknowledging desired 

behavior and PBIS strategies): 

 

Questions to ask the observed teacher during conference period: 

 

Comments, questions, suggestions for Team Leader to ask observed teacher: 
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Appendix D: Learning By Doing Observation Sheet 

Observation Form 2 

Date: __________Time: ___________ 

Campus: _________________ 

Teacher Observing: ______________     Teacher Observed:__________ 

Rules for observing: 

o If you need to ask a question ask your team leader. He/she will ask the teacher of 

the principal. 
o Limit speaking among each other, if needed please use a quiet voice  

o Open door quietly and enter quietly 

o Close door quietly 
o Sit/stand in a location to observe (observation chair is fine if teacher has one) 

o Minimize conversations between you and teacher (write down questions to ask 

teacher later during your conference period) 

Observation 2: 

Observe the classroom management:  

 How students handle the material/activities: 

______________________________________________________________ 

 What classroom rules & routines do you see: 

______________________________________________________________ 

 List Personal Characteristics of the Teacher: 

    Active      Enthusiastic      Happy       Calm       Encouraging 

 List Professionalism: 

    Prepared       Tactful       Confident       Dependable      Well 

Dressed/Groomed 

 Best Practices: 

     Engaging students during whole group       small groups      individual 

lessons 

   Uses  positive praise        hands on workstations       flexible grouping 

 Classroom Environment: 

    Organized        Clean      Children work exposed      Rubrics     print rich at 

child eye-level  

Comments, questions, suggestions for Team Leader to ask observed teacher:  

FOR SCRIPTING LESSON USE THE BACK OF THIS PAPER 
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Appendix E: Learning By Doing Observation Sheet 

Observation Form 3 

Date: ________   Time: ______Teacher Observing: _____ Teacher Observed:_______ 

Rules for observing: 

o Open door quietly and enter quietly 
o Close door quietly 

o Sit in a location to observe (observation chair is fine if teacher has one) 

o Minimize conversations between you and teacher (write down questions to ask 

teacher later during your conference period) 
o If you need to speak, please use a quiet voice and limit talking 

 Objective:  

VERB in Objective: 

Activity align with verb:  Y  or N Why? 

Is the process clearly presented: Y or N, Why? 

What strategies did you observe: 

    Think Pair Share         KWL        Say Something        Categorizing      HOOKS 

     Word Walls     Automaticity    Verbal Visual Word Association     Think Pair Share 

    Responding to questions complete sentences    Print Rich Classroom   Choral Response  

    List-Group-Label     Somebody-Wanted-But-So-Then     Making Big Words    

    Other:__________________________________ 

What THINKING strategies did you observe? 

      Cognitive Verb in ?      Simultaneity      Randomness     Wait Time Plus Coaching 

       Cognitive Terms in Praise Statements     Other_________________________ 

Did you observe products made that align with cognitive verb?  Y or N 

If so, what?  

Is the student able to verbalize what he/she is doing or has done? Y or  N 

Does the teacher/paraprofessional re-teach concept in small group for re-evaluation?  

Y or N 

Is there evidence of flexible grouping identifying the different levels of learning? Y or N 

FOR SCRIPTING LESSON USE THE BACK OF THIS PAPER 
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Appendix F: Danielson Framework (2013) 

 

 

 


