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Executive Summary
This review examines the elements of professidaaklopment that have been shown in
guality research to produce changes in teachenimrend/or increased student achievement.
The following elements have been shown, acrossestutb be related to these outcomes:
* Results-driven goals: Programs with clearly aratedl goals are more likely to produce
desired change.
» Content that provides
0 In-depth, rigorous subject-area content instruction
o Information on how students learn subject areaesant
o Information on teaching strategies specific toghbkject area and content
* Learning strategies that
0 Teach teachers with the same strategies they shisel@ith their students
(modeling)
o Incorporate active learning- providing teacherdwiite means to explore, reflect
on, practice and problem-solve using the ideasepted
» Explicitly designing for transfer/ application @&drning into the classroom
» Coherence - Creating a larger professional devedopmprogram rather than single
isolated sessions
* Embedded evaluation that assesses progress tonalsl g
There are various activities that can be offerepgaasof a development program and
various environments in which they can be offetethese activities and environments follow
the ideas above, they can be successful. In otbetsyit is not so much how or where content is

presented, but the methods by which teachers tttesith it that is important.



Detailed Findings

The literature base on teacher professional dpusdnt is vast. There have been
hundreds of articles published in scholarly jousraler the past five years, and
thousands more in the years before that. In additieere are thousands of observations
and anecdotes published on the Internet. Unforélyagurprisingly few of these measure
two important outcomes of professional developm&nthange in teaching practices and
2) student achievement or attitudes. However, thighstandards movement that began in
the 1990s, student learning outcomes became aokeg.fSuccess of professional
development began to be measured based on incretasksht learning rather than on
whether teacher participants were satisfied (Gusk@go0).

This review focuses on studies that have demoestithe effectiveness of
professional development techniques on teachetipeaand/or student achievement.
The studies reported here are either 1) reponsiblished research that examine the
effects of professional development on teacherwaehand/or student achievement or 2)
reviews of a group of research studies that de#mee. In addition, a standard of quality
was applied such that the focus of the review iguantitative research conducted using
experimental or quasi-experimental techniques araditqtive research conducted using
rigorous analysis procedures.

Goals
Takeaway: Programs with clearly articulated results-drivenad® are more likely to
produce desired change.

The goals of professional development define winaforogram will be and how

success is measured (Guskey, 2000). Since thed89Gis no longer been sufficient to



deliver highly-rated and well-attended programsf@ssional development has not done
its job until the learning it has offered has beenverted into results that matter (Wick et
al., 2006). In education, this means change inhea@goehavior and gains in student
learning (AFT, 2002; Guskey, 2000; Speck & Knip@)2). Successful professional
development programs are more likely to have gfemticulated goals (Wick et al.,
2006; Wong, 2005).
Content
Takeaway: Content most likely to impact teacher behavior atudlent outcomes is that
which provides

0 In-depth, rigorous subject-area content instruction

o Information on how students learn subject area eont

o Information on teaching strategies specific to $hiject area and content
Subject matter

The importance of including significant amountsohtent information in
professional development is included in many ligtstandards for professional
development (e.g., American Federation of Teacli®386; Kent & Lingman (2000);
Loucks-Horsley et al. (1996); NSDC (2001)). Thib&sed on the idea that teachers
should be experts in their field, as well as thpdiliesis that those comfortable with the
subject matter may be more able to use differeamhi@mg techniques. The inclusion of in-
depth coverage of content is supported in the reldiéerature as well.
Snow-Renner & Lauer (2005) reviewed published acedarticles relating

standards-based professional development to stadbrdvement. They found that

professional development that focused on particzdaticula resulted in more change in



teacher practice and student achievement tharidbased on general learning strategies.
AERA (2005) conducted a review of the literature gablished a research brief
describing the features of professional developrtattinfluence student learning. They
also found that focusing on the particular curticnlto be taught increases the likelihood
that teachers will adopt the practices taught ofgssional development. One of the
major factors related to increased student achiemémas professional development that
strengthened teachers’ knowledge of subject-aretent

Jeanpierre, Oberhauser, & Freeman (2005) repdhenefforts to increase
science teachers’ use of inquiry-based techniquései classroom. They conducted 2-
week long institutes for teachers during which isieg#s provided instruction in inquiry,
with the teachers given time to practice the ingmethods themselves on difficult
science content (field ecology). The evaluationicWwhncluded quantitative and
qualitative measures, indicated that the use @tdlf science content in the professional
development was important in changing teacher hehauantitative measures
indicated instructors gained in content knowledger dhe course of the institute. In
qualitative interviews conducted after a semedtéearhing, teachers indicated their
increased content knowledge made them more corbfersharing the content, and thus
more willing to engage their students in inquiryséd learning.

Similar findings resulted from Garet et al's (20@inpirical study of the factors
related to changing teacher practice. They condugteational survey as part of the
evaluation of the Eisenhower Professional DevelogrReogram. They used the results
to create a model of the factors related to in@easacher knowledge and changed

teacher behavior. A focus on content knowledgeasiilong, positive relationship with



changes in teacher knowledge, which in turn stypingluenced changes in teacher
behavior.

How students learn subject matter

Standards of professional development also frettyubst the importance of
providing teachers with information about how studdearn (e.g., Abdal-Haqq, 1995;
AFT, 2002; Loucks-Horsley et al., 1996; NCTM, 199h)their review of professional
development literature, AERA (2005) emphasizedrh@ortance of professional
development focusing on how students learn padicubject matter. Having knowledge
of how students learn a particular topic led teckes behavior change (including asking
students to do more problem-solving and less astaecall) and improved student
achievement.

Specific teaching techniques

According to Snow-Renner & Lauer’s (2005) reviele body of research
suggests that professional development focusedstructional strategies specific to a
particular content area and curriculum (rather thameral teaching strategies) are more
effective at changing teacher practice and influisnstudent achievement. AERA’s
(2005) review also emphasized the importance ofigiog instructional practices
directly related to the curriculum and how studemderstand it.

Kennedy (1998), in a meta-analysis of math andhsei@rofessional
development research, found that programs whoserbiocused on teachers’ behaviors
resulted in smaller influences on student leartina those that focused on teachers’
knowledge of the subject area, the curriculum,aw Btudents learn the subject.

Learning strategies



Takeaway: Learning strategies that impact teacher behaviod atudent outcomes are
those which
0 Teach teachers with the same strategies they shus@davith their
students (modeling)
o Incorporate active learning- providing teachershwvihe means to explore,

reflect on, practice and problem-solve using theaslpresented

There are a variety of activities that can be dampart of professional
development, including: observation of expert teashobservation of own teaching
(videotaped or in-person), mentoring, reflectionpoactices, review of student data,
review of research literature, listen to expertuees, and watching/listening to eLearning
material. This raises the question for those derepprofessional development, which
of these is most likely to lead to the desired goal

Standards for professional development often facuthe importance to two
important elements: active/inquiry learning and elod) of effective/relevant pedagogy
(Corcoran, 1995; Loucks-Horsley et al., 1996). Nagional Staff Development Council
(2001), a nonprofit association designed to imprstuelent achievement through teacher
development, writes in its standards,

No matter the age at which it occurs, human legrrgrbased on a common set of

principles. While adults have more life experiertocedraw on than younger

learners and are often clearer about what they wanearn and why it is
important, the means by which the learning occwsramarkably similar.

Consequently, it is important that the learning hoes used in professional



development mirror as closely as possible the nustheachers are expected to

use with their students.

Based on this, they recommend that professionadldpment assist teachers in
moving beyond comprehension of the surface featfrasnew idea or innovation to a
deeper understanding of a topic. This typicallyuiezs a number of opportunities to
interact with a new idea through active learningcgssses such as discussion and
dialogue, writing, demonstrations, practice witedback, and group problem solving.

Research strongly indicates that people remembat thikey have learned best
when it is linked to existing ideas and knowledlyeady stored in their long-term
memory (Pazzani, 1991; Anderson, 2004). These ations are best made by the
teachers themselves, because the prior knowledgaobf person is different. Self-
generated links are much more powerful than instrugenerated links (Wick et al.,
2006). In order to create these links, participamist be given time to reflect on what
they have learned, or “actively” engage with thewtedge.

Research is clear that the more teachers are amelved in activities aimed
at increasing their understanding and applicaticknowledge, the more likely they are
to apply what they learn. Garet et al (2001), mirtempirical study, found that
professional development that includes opportuniioe teachers to become actively
engaged in discussion, planning, and practicedeptdater change in teacher behavior.
Similarly, in a longitudinal study using survey @abesimone et al. (2002) found that
professional development in technology that usésealearning techniques has a
significant effect increasing teachers’ use of teahnology in instruction. The

importance of active learning was echoed in SnowrRe & Lauer’s (2005) review of



multiple studies that found professional developihesds to greater change in behavior
when it contains active learning, meaning the teeset a chance to engage in various
activities designed to deepen their understandirigeotopic and provide opportunities
for practice with feedback.

In the Jeanpierre, Oberhauser, & Freeman (20@88gareh discussed above,
teachers noted that being taught by the same methegl were being asked to use with
their students was important. In their case, tv®lved being given numerous
opportunities to use the inquiry methods being hdugs their students would in the
classroom.

Demonstrate competence

Jeanpierre, Oberhauser, & Freeman (2005) outi@énhiportance of requiring
teachers to demonstrate competence in a tangiblelwéheir case, the teachers using
the inquiry-based methods wrote and delivered tspafrtheir methods and findings in a
scientific way. The authors believe this procedsomy held teachers’ accountable, but
demonstrated their own competence to themselvei®aning their confidence. It should
be noted that this demonstration of competencenwaa multiple choice test, but an
authentic task.

Environment

Takeaway: There are many different environments in whichgssional development
can be offered, most of which can be successh ibther principles outlined here are
followed.

There are many ways to offer professional developnecluding

* Workshop/ Training/ Conference
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» Institute (1-2 week intensive experience)

* In-class support

» After-school study sessions

* Resource centers — online or in-person places wbkaohers can get information
and share thoughts and experiences with each @fweyin bulletin boards)

* Community of practice/ teacher learning communities

Garet et al (2001) and Desimone et al. (2002) dividnvironments into
traditional versus reform (the authors call thertivéees). Traditional environments
included workshops and conferences while reformrenments included things such as
communities, in-class support, and resource cerféesy found that reform
environments tended have activities that occur adenger time period, which meant
active learning was more likely to happen, andugtothat path teacher behavior was
influenced. In other words, the type of environmeas significant to the extent that it
provided opportunities for active learning. In &ai, follow-up experiences with
opportunities for interaction appear to be imparfancreating change in teacher
behavior (Jeanpierre et al, 2005).

Boyle et al. (2005) used a survey to ask teacHmsyataheir professional
development experiences and rate the impact of tiretheir teaching practices.
Teachers who had no long term development actswported very little change in
teaching practice. All teachers who had some leng tactivity reported change to their
teaching practice, with those who had coachingrasdarch/inquiry as their activity

reporting the most change. Unfortunately, researghiry was not well defined so it is
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not clear if this refers to teachers doing actiesearch or teachers reviewing existing
research.

In-class support can take the form of coaching entoring, both of which
generally provide opportunities for reflecting aleas and how they relate to practice.
Many new teachers are often given a “mentor” in @gbut little else when they begin
teaching. As such, in a survey of new teachersarttNCarolina, one out of four teachers
said they received poor or no support from theintoes and principals and new teachers
rated it as the least effective way to help newheas (North Carolina Teaching Fellows
Commission, 1995). However, when part of a largeganized plan, mentoring can make
a difference in teacher retention (Wong, 2004),clvhs essential to creating expertise
necessary to improve student achievement.

Another, related, in-class support technique ishoey, either by peers or
experts. Ross (1992), in research on implementafi@nnew history curriculum, found
that student achievement was higher in classrodrtesaohers who had more contact
with expert coaches. The coaches used an existeghing model, the In-School
Resource Coaching Model that progresses from ainglywrogram expectations,
observing classroom practice, planning changesga#ag feedback. A review of
teacher coaching research suggests that when teaiegorovided with the opportunity
to meet with peer coaches or expert coaches tagsismplementation, they are more
likely to implement strategies and to adapt striatetp their needs (Joyce & Showers,
2002).

After-school study sessions, resource centerscaminunities of practice are all

ways designed to get teachers together to revieasiddata, and research, often in a
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collaborative environment. Resource centers hayreater aim on providing information

(e.g.,www.tappedin.orly while communities of practice put more emphasi€reating

the collaborative environment in which teacherskatogether to improve student
achievement. Professional learning communities Igaveed in popularity in the past ten
to fifteen years, so they will be reviewed in stighmore detail.

Communities of practice, or professional learniogimunities have gained favor
since 1990, particularly with movement towards sthmprovement. Professional
learning communities can be defined in many ways aldefinition that includes most
elements is a placein‘which the teachers in a school and its admiaistrs
continuously seek and share learning, and act eir tearning. The goal of their actions
is to enhance their effectiveness as professidnakhe students’ benefit; thus, this
arrangement may also be termed communities ofmoodis inquiry and improvement”
(Bolam et al., 2005). This definition focuses oa toncept of learning communities as
taking an already existing group of teachers iivargschool and creating a learning
community from them. Research around this typeafrling community suggests there
may be some benefit from the teacher learningahsés from teachers’ sense of
collective responsibility for student outcomes (I8&&mith, 1996). In general, schools
with positive teaching communities focused on effey on practice have higher student
achievement (Butler et al., 2004; Louis & Marks9&y

However, when researchers or others attempt téecoeanmunities out of groups
of teachers who do not already exist as a groum@ntify themselves as such), further
challenges arise. A group running and researchweyyalarge online resource center/

community (www.tappedin.orjjnotes in a recent book chapter that they quesitlwether
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they have really developed a community and whatheicipants have changed their
behavior outside of the environment (Schlager &#6u2004). Analyses of discourse in
another on-line community indicated that interatsiavere not as in-depth and analytic
as researchers had hoped, despite the use of nmde@help shape the discussion
(Yang & Liu, 2004). It appears that there are memgllenges in creating community, or
a community identity where an identified group doesalready exist. There is currently
little evidence that these efforts have led to headehavior change or improved student
outcomes.

Design for Application/ Transfer into the Classroom

Takeaway: Professional development should be explicitly desiigfor transfer and
application of learning into the classroom.

A number of researchers have attempted to quathi&yumber so people who
apply what they learn in professional developmertheir everyday work. Reported
ranges for the percent of participants who regwy tapplied something they have leaned
range from 15 to 40 (Wick et al., 2006). The exagnber is likely dependent on the type
of development provided, however the general taidss than 50% of participants
applying anything from trainings to practice isarléWick et al (2006) undertook an
analysis to determine the reasons that people @iotv through. Using survey
methodology, they proposed the following reasons:

1. Environment
a. Conflicting priorities and time pressure — thereaasmuch work to do that

implementing new ideas falls to the bottom
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b. Lack of support — participants see a lack of suporat least active
encouragement, from school and principals

2. Participants

a. Lack of commitment

b. Lack of understanding of impact

c. Fear

d. Resistance to change
3. Follow-through Process

a. Lack of goals or plan to implement them

b. Lack of accountability, rewards, or consequences
In order to overcome these barriers, systems nauptibin place to “tip the balance” in
favor of change. The following techniques are thititat have been shown to relate to
increased classroom application:
Inclusion of authentic materialRather than creating examples of teacher or student
work, the use of actual instructor videos and laegdans and student work products
allows teachers to see the application of the nzhias it would be in a classroom.
Goals and PlanHave teacher participants write specific goatsheir application of the
material in the classroom. It is a well-acceptegchslogical principal that creating goals
increases likelihood that an outcome will happemgtbt, Bell, & Mitchell, 1976). In
addition to goals, a plan for how the goals willdmhieved is important. This might
involve breaking a large goal down into short-terfectives. It should also involve
helping participants think through what they widled to do to accomplish their

goals/objectives (Wick et al., 2006) and how thely eawercome potential obstacles.
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Provide remindersThere are constant reminders in a teacher’s tlaplmations and
things that need to be done. Implementing newuctttnal methods is likely to fall by
the wayside without reminders of their goals. Reseauggests there is a small
opportunity after training for change to be implerteel before participants quickly slip
back into an old routine (Ibarra, 2004). In geneadirst reminder should be sent a week
following the course (Wick et al., 2006). Remindeas be in the form of mail, email,
telephone calls, or some other method but theyldigmt attention and occur often
enough to serve as a cue (Levinson & Greider, 1988hould be noted that not all
people like reminders, but even for those who ddike them, they are likely to produce
behavioral change (Plotnikoff et al., 2005).

Follow-up with coachingAs discussed in the environments section, progidwaching

to help teachers overcome obstacles can significempact their classroom practices
(Joyce & Showers, 2002). It is mentioned again beause it is an activity that can be
directly aimed at facilitating transfer of materiedm the professional development
environment into the classroom.

Duration

Takeaway: The duration of the professional development progisless important than
the activities employed.

Snow-Rener & Lauer’s (2005) review indicates #sighificant behavior change
may require 80 or more hours of professional dguakent. Garet et al (2001) found that
both the duration of professional development @gprecross weeks or months) and the
number of contact hours were important to the exteat longer development led to

more opportunities for active learning. Similat§gnnedy (1998), in a meta-analysis of
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published research, found that total contact timme mot as important as the content
taught. There was mixed evidence on whether diging the development over time
was more effective than a concentrated professaealopment schedule.
Coherence
Takeaway: Professional development that is tied into a largkmn for professional
development is more likely to be successful inyeody change.

Garet et al (2001) found that professional develepnactivities that were part of
a larger program of professional development, raten single stand-alone sessions
were more successful at increasing teacher knowladd changing behavior. In
addition, coherence with state and national statsdams also important for positive
outcomes.

Bringing it together

Speck & Knipe (2001) have created a picture ofetleenents of successful
professional development. Their book, “Why Can’t &t it Right? Professional
Development in Our Schools” focuses on designimggssional development to improve
school achievement. Although not all of their recoemdations are based on research
that directly links them to student achievemenrgythre based on research about learning
and professional development. Their model is reppeed below as an example of an
attempt to model the factors needed to design gsafeal development that will lead to

improved student achievement.



FOCUSES ON
IMPROVING STUDENT
LEARNING

ASSESSES NEED AND ESTABLISHES GOALS
* Emerges from teachers’ expressed needs
» Uses data to inform practice and make decisions
* Aligns plans systematically with school and digtric
change efforts and goals
» Bases professional development on a foundation of
standards and accountability

17

CENTERS ON THE LEARNER
* Engages teachers in planning, implementing, revigwnd revising
* Embeds in real work of the teachers
» Offers choices and levels of learning
* Employs effective teaching and learning strategies
» Has content specific to teaching and assessmenibgéct matter
e Uses inquiry, dialogue, and reflection to infornagirce

SUSTAINS GROWTH
» Supports learning around practice
* Is sustained and intensive
* Expands on knowledge
* Builds on shared knowledge

REQUIRES RESOURCES
* Requires administrative support, leadership andaiiai resource

EVALUATES TO GOALS
» Evaluates progress and impact on student learrgimg uata

Reproduced from: Speck, M., & Knipe, C. (2001). Wtsn't We Get it Right?
Professional Development in the Schools. ThousaadsOCA: Corwin Press.
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