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CHAPTER |

INTRODUCTION

Say the words, “professional development” to teachers, and one may get a wide
variety of responses ranging from eye-rolling to an animated description of a new
technique that was learned. The differences in these responses may be explained b
Scherer’s (2002) description of professional development activities for teacher

The day everybody was made to do the Macarena in between writing their

school’s mission statement or the afternoon spent coloring in a diagram of a brain

to illustrate their personal characteristics are the kinds of silly aesithat make
teachers beg for less time mandated for ‘development’ and more time for thei

‘real’ work of educating students....A lot of good things are done in the name of

professional development. But so are a lot of rotten things. (p. 5)

Since most public school teachers are required to spend a portion of the school year in
such training, attendance at professional development in-service sesselt®m an

option for teachers. These sessions potentially provide an excellent opportunity for
increasing teachers’ effectiveness. School administrators, under presshesr schools

to show evidence of improvement to meet the standards set Ny tGhild Left Behind

Act (NCLB) (107th Congress, 2002), also rely on professional development as a tool to

help teachers meet demands for effective instruction (Abdal- Haqq, 1996; Cotton,



2003). Unfortunately, professional development may or may not be satisfactory and
beneficial to teachers (Huffman, Thomas, & Lawrenz, 2003; O’Connor & Ertmer, 2003;
Heller, 2004)

Debevoise (1982) described the importance of professional development:

Researchers have referred to it as ‘education’s neglected stepait|dgdchers

have labeled it a waste of time, and many administrators give it lip sdwicare

not sure what to do with it. Still, in-service education does not go away, and for

good reason. In-service programs potentially offer effective means for both

professional growth and school improvement. (p. 2)

Professional development is increasingly seen as an important potential tool for
classroom and overall school improvement (Abdal-Haqq, 1996).

As part of the government’s earlier educational reform efforts, in 1994 t&scre
Richard W. Riley established the U.S. Department of Education’s Professional
Development Team to examine the best available research and practezbtcelat
professional development and to summarize the findings into a set of guiding psinciple
(U.S. Department of Education, 2001). According to their report, “The mission of
professional development is to prepare and support educators to help all studemts achie
to high standards of learning and development” (p. 2).

According to Alvarado (1998), schools face pressure to increase student
achievement based on standards, which in turn affects the professional development of
teachers held responsible for student learning. Teachers need to improve thetir subje
matter knowledge and pedagogical skills; understand cultural and psychofagioed

that affect student learning; and assume greater responsibilitiegfficutm,



assessment, outreach, governance, and interagency collaboration. destary
learning standards will require a new model of professional developmenadbets that
is much more powerful, involving problem solving and collaboration to a much greater
extent than is currently the norm (Abdal-Haqq, 1996).

Professional development programs follow three basic models. The first, model
the Traditional model, is typified by traditional workshops and speakers and teelis to r
on direct instruction with limited audience participation (Heller, 2004; Robb, 2000).
Teachers may or may not have a choice in the content of the professional development
they attend; however, attendance is usually required. The second model of professional
development, the Reform model, is much more collaborative and encourages teachers to
participate for their own growth and that of their training groups. Professional
development programs in this category are ongoing throughout the school yeasr and a
embedded in the daily work of the teachers. Participants have a great deal ofigontrol
the specific topics of their development, although there may be an overall fothus for
school. The third model of professional development, described as Virtual in this study
allows teachers to participate in some type of online course through the use of
technology. A variety of programs for all three models of professional devetdpan
be found, and educators must choose not only the model, but also the specific program or
strategy for professional development that will meet their overall goatedchers’
practice and student learning.

Professional development plays a crucial role in meeting the current edatati
standards for accountability and student learn@mals 200QU.S. Department of

Education, 2001) viewed professional development as the bridge between where



prospective and experienced educators are now and where they will need taelbé to m
new challenges of guiding all students to meet higher standards of learnstypehof
professional development is not only supported, but mandated. NCLB (107th Congress,
2002) requires schools to provide professional development that helps teachers meet
educational goals outlined in the legislation. Thus, there is a need for educators to
examine current practices in professional development to determine whetharethe
meeting their teachers’ needs and the government’s requirements étiveféad high-
quality professional development for teachers.
Problem Statement

Professional development plays a crucial role in meeting current educational
standards for accountability and student learning (Abdal-Haqq, 1996; Cotton, 2003; U. S.
Department of Education, 2001), and professional development is now a mandated aspect
of in-service teacher education (107th Congress, 2002). Consequently, there are more
professional workshops, teacher resources, and development opportunities than at any
time in educational history (Harris, 2005).

However, the professional development strategies schools choose do not always
have the desired effects on teachers’ practice (Center for Developmerdaandhy,
2000; Knight, 2000). Teachers often find this required training to be beneficial and
satisfactory in varying degrees (O’Connor & Ertmer, 2003; Porter, Gagsinidne,
Yoon, & Birman, 2000), and some studies indicate that professional development does
not always lead to academic improvement (Center for Development and Learning, 2000;
Guskey & Sparks, 1996; Huffman, Thomas, & Lawrenz, 2003; Willis, 2002). Scherer

(2002) stated that while relevant professional development has never been more



important, “derisive stories about the worst professional development encounéered ar
easy to come by in education....That traditional professional development has nat alway
been meaningful is an understatement” (p. 5).

Suggestions and programs for improving professional development abound. Some
educators continue to use traditional models, such as before or after school workshops,
guest speakers, and prepackaged programs. Others see a need to move from a traditional
in-service training model to a reform, or renewal, model, which is molaboohtive and
relevant. Harris (2005) described the renewal model as “the new paradigm for
professional development because its goal is to build a committed and caring
community” (p. 15).

One reason for the variety of professional development programs in schools and
their degree of effectiveness may be explained through cultural theory. faoicms
Douglas’ (1982) Typology of Grid and Group provides a lens through which professional
development and school culture can be explained. Her framework has previously been
used to understand the organizational cultures of schools (Balenseifen, 2004; Chitapong,
2005; Harris, 1995; Kanaly, 2000; Murer, 2002), and roles of teachers and learners
(Lingenfelter & Lingenfelter, 2003).

The grid and group framework describes organizations in terms of two
dimensions: 1) grid — roles, rules, and procedures, and 2) group — collective reipsons
and corporate membership. The degree to which grid and group operate within an
organization can be placed along a two-way continuum, from high to low. These
continua, in turn, define four distinct prototypes of cultures: Individualist, Bureacrat

Corporate, and Collectivist (Douglas, 1982; Harris, 2005).



For this study, the Typology of Grid and Group provided the framework through
which professional development programs in four secondary schools was analyzed and
explained. Each of the four chosen schools’ professional development strategies wa
analyzed according to Harris’ (2005) descriptions of successful profesderedbpment
strategies for the four cultures. This study posited that participaticigeiesa satisfaction
with professional development may be affected by the school’s culturg@ndft
professional development strategy chosen by the school.

Purpose of the Study

The purpose of this study was to determine the interrelationships, if anyehetwe
school culture, and teachers’ satisfaction with professional development. Thdetheln
exploration of school culture by conducting a qualitative pre-ethnography to nagow
population and determine the context of four purposefully selected secondary schools.
Information gathered was used to determine the school culture and the type of
professional development each of these schools offered in terms of a gridand g
framework. Participating teachers from the four secondary schools weeyead to
determine their preferred types of school culture and their degrees facsmirswith
professional development received within their schools. This information wasouse
examine the effect of school culture and professional development strategiashan te
satisfaction with professional development.

Research Questions and Hypotheses

The following research questions were addressed:

1. What is the cultural environment of each of the schools studied?

2. How is professional development characterized in the schools under study?



3. What are the teachers’ preferences for organizational culture in thexise

4. To what extent are teachers satisfied with professional development ichiosils®
5. What difference, if any, does school context make on teacher satisfaction with
professional development? The null hypotheses are:

e Hyi: A match between school context and professional development strategies
makes no difference on teacher satisfaction with professional development.

e Hoy2: A match between teacher preferred school culture and school professional
development strategies makes no difference on teacher satisfaction with
professional development.

Table 1 summarizes the methods for data collection and the subsequent data

analysis for each question.

Table 1

Research Questions, Data Collection Methods, and Data Analyses

Research Question Data Collection Data Analysis

1. Scores from teachers’

e What is the 1. Grid and Group Cultural responses plotted on vertical
school’s cultural Awareness TodHarris, and diagonal axes to determine
environment? 2005) type of Cultural Environment,

using Douglas’ (1982) theory
of grid and group
2. Observation 2. Study of field notes made

post-observation



How is
professional
development
characterized in

each school?

What are the
teachers’
preferences for
organizational

culture?

3. Document, artifact, and
web page information
regarding school cultural

environment

1. Taped interviews with
administrators

2. Observation

3. Document, artifact, and
web page information
regarding professional

development

Grid and Group Cultural
Preference TooHarris,

2005)

3. Study of documents, web
pages, and artifacts that
provide insight into school

culture

1. Uncover themes in verbatim
transcript

2. Field notes written
immediately after observation
3. Study of documents, web
pages, and artifacts for insight
into the school’s professional

development

1. Scores from teachers’
responses plotted on vertical
and diagonal axes to determine
preference for cultural
environment, using Douglas’

(1982) theory of grid and

group



To what extent  question added t@rid and Scale from 1 to 8 (Very

are teachers Group Cultural Preference Dissatisfied to Very Satisfied)
satisfied with Tool (Harris, 2005)

their professional

development?

What is the 1. Independent variable 1: Multiple regression analysis to

effect of school match or no-match betweendetermine degree of effect, if

culture on school context and any, these matches have on
teachers’ professional development teacher satisfaction with
satisfaction with strategies professional development
professional 2. Independent variable 2:

development?  match or no-match between
teacher preferred school
culture and school
professional development
strategies
3. Dependent variable:
degree of teacher
satisfaction with

professional development



Theoretical Framework

Because of NCLB (107th Congress, 2002), school administrators are required to
maintain staffs of highly qualified teachers and to provide them with profeksiona
development that will lead to increased student achievement (Scherer, 2002). It is
therefore, important for educators to understand the unique culture of their school to
maximize the effectiveness of teaching and learning (Harris, 2005) ag8imil
Lingenfelter & Lingenfelter (2003) explained that there is aucaltcontext for each
educational situation, and that teachers will be more effective if theymeedte
influence of culture within their specific contexts.

Mary Douglas’ Typology of Grid and Group (1982) provides a useful framework
for analyzing the organizational cultures of schools, both for classifying thextahthe
school and for interpreting teachers’ “values, beliefs, and behaviors” gH2005, p.

33). The use of the two-dimensional grid and group framework as a conceptuébbasis
this study provided a useful tool for analyzing the organizational culture of eambl s
studied, the cultural preferences of participating teachers, and the apgeragssaof
professional development strategies used at each school.

On a continuum from low to high, the grid dimension measures the degree of
importance assigned to institutional role expectations, rules, and procedures within a
social context. High or strong grid cultures are dominated by roles and rulesigders
interactions are regulated according to explicit internal classdicathat restrain
personal autonomy (Douglas, 1982; Harris, 2005). Douglas used four criteria to
determine placement on a grid continuum: insulation, autonomy, control, and

competition.
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Within schools, high grid cultures are characterized by decision-makihg at
administrative and school board levels, as well as many role distinctions aachgrs
and staff, such as departments and grade levels in which teachers work ionsglati
the lower end of the continuum, low grid cultures are characterized bylkew
distinctions or institutional rules, and individual value is based on skills, behaviors, and
abilities. In addition, teachers do not work in isolation from each other, and they are
allowed a much greater degree of independence and decision-making. Roles are not
assigned, but achieved, and individuals are encouraged to form their own relationships
and make choices. Individual success is valued and competition is open (Harris, 2005).
The group dimension represents the degree to which people value collective
relationships and the extent to which their lives are absorbed and sustained by
membership in a larger social unit (Gross & Rayner, 1985; Harris, 2005). Likedhe gri
dimension, the strength of the group dimension can be measured along a continuum from
low to high group. In a high group culture, there are specific membershipacnitth
insider/outsider distinctions, as well as explicit pressures that inflggooe
relationships. Survival of the group takes precedence over survival of its individual
members. Douglas (1982) identified four criteria for evaluating an oz group
dimension: survival/perpetuation, membership criteria, life support, and groupradiegia
High group school cultures are characterized by group interactionsaatiegj
and membership criteria that seek to perpetuate the school. Traditions andmeorms a
perpetuated, and symbols of the school are often prominently displayed. In low group
cultures, individual interests are valued above collective goals, and pressynaufor

oriented activities and relationships is usually weak. Groups and subgroups focus on
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short term projects rather than long-term organizational goals, and alketpethe larger
group fluctuates. Within low group schools, strong traditions are usually absehy; loya

to the school is low, and the school social system fluctuates due to turnover in personnel.
Individual interests override the few corporate goals, and no concern for perpetuation of
or duty to the school is seen (Harris, 2005).

Grid and group considerations work simultaneously within organizations to define
and describe the overall culture. Based on this combination, Douglas (1982) identified
four distinct prototypes of cultures. Harris (2005) described these prototy@dstion
to schools as:

¢ Individualist (weak-grid and weak-group),

e Bureaucratic (strong-grid and weak-group),

e Corporate (strong-grid and strong-group), and

e Collectivist (weak-grid and strong-group). (p. 39)

These four prototypes are presented in Figure 1.
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Figure 1. Cultural prototypes according to grid/group theory.

Bureaucratic Corporate
Cultural bias: Cultural bias:
Authoritarianisn Hierarchy
Strong
Grid

Weak Strong

Group Group
Individualist Weak Collectivist
Cultural bias: Grid Cultural bias:
Individualism Egalitarianism

Since Douglas introduced grid/group analysis in 1982, it has undergone
theoretical elaboration (Douglas, 1982, 1989, 1992; Douglas & Wildavsky, 1982;
Thompson, Ellis, & Wildavsky, 1990). In addition, it has been used to describe and
analyze cultures in terms of cultural bias in a variety of areas includnoglsc
(Balenseifen, 2004; Chitapong, 2005; Harris, 2005; Kanaly, 2000; Murer, 2002) and roles

of teachers and learners (Lingenfelter & Lingenfelter, 2003).

13



Harris (2005) identified four corresponding professional development strategies,
each reflecting the best method of professional development delivery fdrcalpar

cultural prototype. These strategies are summarized in Table 2.

Table 2

Recommended Professional Development Strategy Characteristics for School Culture
Prototypes

Culture Characteristics

Individualist e Minimal group involvement

¢ Proof that external benchmarks and standards will help
individual teachers

e Goals, content, and delivery planned by teachers

e Teacher autonomy and control

e Action research; teachers as coaches and trainers

e Year-long and personalized
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Culture Characteristics

Bureaucratic e Anticipation of role advancement, recognition, or
economic reward
¢ Preliminary needs assessment, planning, and
recommendations to principal by committee
e Principal takes major role in process
e Activities enhance and protect teachers’ roles and
responsibilities and correspond to teachers’ specialties

e External state or national standards help guide activities

Corporate e Planning by representative committee that reports to the

principal, who ensures that activities meet group needs

e Motivation to participate comes from desire to improve
academic program and status of whole school

e Group participation to set goals and discuss

e Content combines group-focused goals, activities, and
rewards with abundant training resources

¢ Meaningful intellectual, social, and emotional
engagement with ideas and materials

e Emphasis on the interdependence and enhancemen

members of the educational community
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Culture Characteristics
Collectivist

e Focus on both individual and group needs

e Teachers seen as a team of equally important
individuals

e Equitable and pertinent content

e Planning by a collective group of teachers

e Teaching and learning seen in the overall context of
local school community, teachers’ individual needs and
experiences, and students’ educational needs

e Multiple learning opportunities within authentic
pertinent activities such as problem solving, inquiry,
study groups, and mentoring of new teachers

¢ Includes reciprocal processes, leadership-team
development, and collaborative planning

e External rules and criteria are viewed with suspicion

unless they obviously benefit individuals and school

Methodology
A National Research Council committee described the questions commonly
addressed in educational research: “What is happening (description); is $lystemaatic

effect (cause); and why or how is it happening (process or mechanism)ef,(fFewne,
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& Shavelson, 2002, p. 7). Assumptions about human knowledge and reality that
researchers bring to a research study shape the meaning of the reseéiasgthes
type of methodology, and the interpretability of the research findingstyCi898). The
methodology chosen for this study was based on the assumptions that teachers’
satisfaction with professional development is influenced by the social andatultur
context of the school. Douglas (1982) explained that social reality within antiostis
represented by organized social conventions.

A case study was chosen as the qualitative research strategy ftudlgibescause
it is a means of examining a program in depth with detailed explorations.ditg oo
Creswell (2003), this strategy is characterized by boundaries of timetantyaand the
researcher uses a variety of data collection methods to obtain detailed tidoriData
collection methods may include open-ended questions, text or image data, collection of
participant meanings, studying the context or setting of the participaltstia of the
accuracy of the findings, and making interpretations of the data. Rossman asd Ralli
(2003) explained that case studies are “complex and multilayered.... Theytedqrér
useful for their rich description and heuristic value” (p. 104). Case studies alsodepr
detail and complexity, illuminating the reader’s understanding and comprehension of a
complex set of events or circumstances. Rossman and Rallis further el@sleab
advantages of case studies,

The strength of case studies is their detail, their complexity, and thef use

multiple sources to obtain multiple perspectives. The result is the thickness of

description that allows the reader to interpret and decide the applicabitdge

learnings to another setting. (p. 105)
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The researcher can also conduct cross-case analyses if more than esmstadssd to
seek commonalities and differences across several cases. Basechfortination
presented from a case study, the reader may be able to make judgments atheutthdne
findings provide insight into similar contexts.

Explanatory case studies “depict events, processes and perspectivgsiasoide
and often build an explanation for those events or outcomes” (Rossman and Rallis, 2003,
p. 104). This study was considered an explanatory case study because thhagesear
goal was to provide detail and complexity to increase understanding of a “contpbéx se
events or circumstances” (p. 105). In addition, since more than one case study was
presented, the researcher conducted cross-case analyses to exaroameraogalities
and differences across the four cases that were presented.

By its nature, qualitative research reflects the biases, values, andtgtdrihe
researcher (Creswell, 2003). My research topic was influenced by myesqas in K-
12 public education and my involvement in professional development sessions
throughout my educational career. | have participated in professional developraent as
developer, planner, and attendee, and in those roles | have observed a variety of
responses to professional development from teachers. These observations shaped my
interpretation of the data.
Setting and Participants

The participants were teachers and administrators chosen from four Olahom
public secondary schools. Selection was based on an analysis of the results of a
guestionnaire used to provide information about the cultural environment of each school

regarding grid and group dimensions. Permission to contact teachers angs@dtars
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and ask them to participate in the study was first obtained from the superintendent of
each school. If the superintendents agreed, their high school principals were asked to
forward a letter via email to teachers in their school, asking them to go onlineeto a
site where they would find a description of the study and the role they would pl&jyl as w
as an opportunity for them to give consent to participate. The letter assuteztddhat
all responses would remain confidential and participants would remain anonymous and
unidentifiable to the researcher. Accessing the web page to take the online survey
constituted teachers’ agreement to participate.

Each school’s cultural environment was determined by plotting averages of
teachers’ responses to tGeid and Group Cultural Awareness Tdske Appendix A for
a copy of this survey), using the Grid and Group Graph Template (Harris, 2005, p. 197)
(see example in Appendix B). After identifying two pairs of schools that é&Hibivo
differing cultural environments based on the position of their response averages on the
template, data about the overall school culture and professional developmenrg at thos
schools were collected, using a combination of interviews, observation, document
analysis, and website evaluation. Administrators at the four schools were@sked t
volunteer for interviews with the researcher regarding the professionabdmezit
strategies used at their school (see Appendix C for a list of protocol questions). They
were assured their responses would remain confidential, and each adminisigator
asked to sign a consent form prior to being interviewed.

Teachers from each of the four schools were also asked to complete a second
guestionnaire regarding their school culture preference and their sadisfaith

professional development provided by their school. This questionnaire was also
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administered online, with teachers being asked through e-mail to follow a link to-a we
enabled questionnaire where they had the opportunity to give consent, to read about their
role in the study, and to submit their responses, or to request a hard copy of the
guestionnaire, if they preferred not to respond online. As on the first questionnaire, all
responses were anonymous and participants were unidentifiable to thehersearc
Teachers were again assured that their responses would remain confidential

This study was limited to secondary teachers because of indicationsattietire
to professional development may differ depending on the grade level taught, with
secondary teachers’ attitudes being different than those of elementdrgreed his
limitation was based on the researcher’s observation, interviews with school
administrators of the chosen schools, and comments of a professional development
presenter for a national company (W. Burke, personal communication, July 17, 2007).
Kelly and McDiarmid (2002), also found differences in teachers’ engagemitént
innovative professional development based on school level.
Data Collection

Data for the qualitative portion of the study were gathered usingahewstources
of data and a variety of methods to build a more complete picture, which is appropriat
for a qualitative study (Rossman & Rallis, 2003). Sources of qualitative data oh¢hele
initial questionnaire responses and observation, document analysis, websitecgyaluat
and administrative interviews regarding each school’s professional dewsloddata for
the quantitative portion of the study came from a convenience sample taken froralthe tot

population of teachers at the four selected schools. These teachers wette as&gond
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to a questionnaire that could be answered either online or on paper, depending on the
participant’s preference.
Data Analysis

Participants’ online questionnaire responses were stored on an Excel spteadshee
located on the Oklahoma State University server, with each response assignedra numbe
The researcher was able to download this Excel file to the researcher’s tropiger
for further analysis. Any responses on paper copies were also added to thensptdads
the researcher. For the school culture awareness questionnaire, scalesaesyere
totaled for both grid and group considerations and plotted on a two-dimensional graph to
determine the most likely cultural prototype of the school. Administratorgatigi
recorded interview responses were transcripted verbatim by thecltesmeato text
documents, and then analyzed. Field notes taken during observations were also
transcripted by the researcher and analyzed from the transcriptiooamBnts and
artifacts were analyzed in the field or after obtaining them. Theseajivaitiata were
used to help the researcher understand the context and professional development
strategies of the four schools studied.

For the multiple regression analysis, the researcher combined resuotises
teachers’ cultural preference questionnaire in a spreadsheet that linkddasder's
anonymous identifier to his or her grid and group scores and degree of satisfattion w
professional development. Each set of grid and group scores was plotted on a two-
dimensional scale to determine each teacher’s cultural prototype poefefdis
information was combined with information regarding the participant’s school €ultur

prototype and the classification of the school’s professional developmentissdteg
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determine whether teachers were participating in professional develbtiratbest fit

their cultural preferences and whether schools were using professional developme
strategies that fit their cultural prototype. These data were codertaw to whether or

not a match existed between: 1) each teacher’s cultural prototype pref@nerite
professional development in which he or she participated and 2) the school culture and
the professional development strategies used.

Since there were no matches between school culture and professional
development strategies, only matches between teachers’ culturaépoefand
professional development strategies were used to create one independbld. \dsing
effect coding, a 1 was assigned to a match and a 0 to a no-match betweerctdaché
preference and school professional development strategies. The dependentwasable
scaled score used as a measure of teacher satisfaction with professieloginrdent.

A regression analysis determined whether the independent variable had angrefifect
dependent variable.
Significance of the Study

This study extended Douglas’ (1982) Grid and Group theory to the area of
professional development in schools and, thus, provided further application of the theory
of organizational culture. In addition, the study expanded upon Harris’ (2005)
classification of the best delivery method for professional development based on the
cultural prototype of the school. It also provided quantification of one aspect of
professional development, teacher satisfaction, as it related to thensg between

professional development strategy and school cultural prototype.
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An abundance of authors and programs promote their own plans for professional
development. Likewise, Douglas’ (1982) Grid and Group Theory has been used to
describe organizational culture in a variety of settings. However, littlangsexplored
the interrelationship between schools’ professional development stratedissheol
culture. This study may provide educators with information to help them évahaose
types of professional development programs most effective in their schools.

School administrators face growing pressure to increase student acmewaeihe
teacher quality, and schools are required to provide high quality professional
development for their teachers. Furthermore, legislators and policyma&éesed with
tightening education budgets and want to know that professional development programs
are yielding tangible results (Guskey, 2002a). The researcher hopadrhaistrators
may be able to use this study to evaluate the appropriateness of their cloésssiqal
development strategies for their particular school culture. In additionpthgye able to
determine what changes, if any, would achieve greater teachéacatrs with their
school’s professional development.

As an additional benefit to teachers and administrators, teachers and
administrators may became more aware of environmental and socialtehatias that
define their school’s culture and their personal cultural preferencembiysi
participating in a survey about school culture. This could lead to a greater andergt
of individual personality characteristics and overall school organizational foloiss
increased understanding could be useful in problem solving and goal setting foutee fut

of the school.
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Limitations

Data from only four secondary schools was studied, thus, the number of schools,
the number of respondents, and the choice to include only secondary teachers limited this
study. Similar studies in more schools from a variety of geographic aseeasealed to
provide data for generalizability.

Definition of Terms

Four prototypesThis study defined schools’ cultures in terms of four prototypes
defined by Douglas (1982) according to the degree of grid and group considerations
operating within the organizations. The prototypes are: Individualist, Buréaucra
Corporate, and Collectivist.

Culturerefers to the school social environment according to the four cultural
prototypes defined by Douglas (1982) and applied to school environments by Harris
(2005).

Surveyandquestionnairenvere used interchangeably to refer to a grid/group
survey designed specifically for use within schools and used by Harris (2005).

Teachesatisfactionwith professional development referred to overall
satisfaction, rather than specific criteria such as interest in topiecampty, or
presentation style.

Summary

Professional development, increasingly seen as an important tool foootassr
and overall school improvement (Abdal-Haqq, 1996,) is required by the No Child Left
Behind Act (107th Congress, 2002); however, teachers may or may not be satisfied with

the professional development in which they participate (Heller, 2004; Huffman,ashom
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and Lawrenz, 2003; O’Connor and Ertmer, 2003). This study used grid and group theory
to explain interrelationships between four schools’ cultures and the satisfatctheir
teachers with professional development offerings.

Chapter Two provides a review of the literature related to professional
development, teacher satisfaction with professional development, and grid and group
theory. Chapter Three further explains the Methods used in the study. Chapter Four
presents the results of the study, and Chapter Five provides an analysis ad.the dat
Chapter Six offers discussion of the results and concluding comments about the study
Appendices contain copies of the two questionnaires used, a copy of the graph used to

assign schools to cultural prototypes, and interview questions used with adnoirsstrat
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CHAPTER Il

REVIEW OF LITERATURE

Introduction

This study examined the organizational contexts and professional development
strategies of four secondary schools according to Douglas’ (1982) grid and group
framework and Harris’ (2005) categorizations of professional developrmategsés by
school cultural context. This information was analyzed to determine whetbketsa
within those schools were more satisfied with professional development ifrl) the
cultural preference matched the professional development strategy usedsahiba
and 2) the school cultural context matched their professional development strategies
Therefore, the review of literature addresses professional developngamteral,
problems associated with professional development, and Douglas’ (1982) grid and group
model as the theoretical framework for this study.

Professional Development

Goals and Purposes of Professional Development

According to Corcoran (1995), “Historically, state policymakers have gt li

attention to the form, content or quality of professional development. Such matters have
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been left to the discretion of local boards of education and district administrgto?3’
However, this no longer seems to be the case. In mid-1994, the cate@eachér
Education and Professional Developmerats added to the original six National
Education Goals, in recognition of the importance of well-prepared teacheradbimg
educational goals for students (ERIC Development Team, 1995). In fact, the U.S.
Department of Education , in iGoals 2000eport (U.S. Department of Education, 1994,
p. 1) set a goal for all teachers to have access to programs of professionapoherel
that would continually build their teaching skills to enable them to prepare stddent
the 2f' century. A year later, the Department was still working toward the saafe go
“Gone are the days when teachers graduated from college fully equipped With al
skills and knowledge they would ever need for a career in the classroom. lis today
information age, standing still is falling behind” (U.S. Department of Edutati995, p.
1). According to Richard W. Riley, the then U.S. Secretary of Education:
Schools and students have changed significantly in recent years, but teachers are
still at the heart of instruction. If, as a nation, we expect to prepare alhttiide
the 2F' century, we must provide teachers with ongoing opportunities to be the
most informed, the most capable, and the most inspiring classroom leaders
possible. (p. 1)
Local administrators can no longer afford to take a “laissez-faire agpto professional
development” (Corcoran, p. 2). As Kelly and McDiarmid (2002) explain, “in our current
era of high stakes accountability, improving teacher quality through piariaks

development is a prominent concern among many educational leaders and researche

(p. 3).
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In addition to the U.S. Department of Education’s previous goals, some of the
impetus for changes in professional development can be traced to the No Child Left
Behind Act (107th Congress, 2002), which requires students to meet learning standards
and requires all teachers to be highly qualified. These requirements and moves
toward systemic reform have placed new importance on professional development,
“ultimately centering on the importance of the classroom teacher in pronsoitegssful
student learning....Professional development must serve the purpose of promoting
teachers’ continuous learning of integrating new knowledge about teaching andjlearnin
within the social contexts in which teaching takes place” (Dilworth &h995, p. 5).

The No Child Left Behind Act (107th Congress, 2002) relies heavily on
assessment as a tool to measure student progress. This legislatiiso bffected
teachers’ professional development. Before this legislation was enadteoktand
Imig (1995) foresaw that “The previously separate functions of assessmient a
professional development are being merged into a new state role thaslkessahbigher,
more performance-related standards and takes responsibility for enbatitggichers
can meet the standards” (p. 4). However, Kelly and McDiarmid (2002) warn, “We mus
be careful to help educators think of professional development as a mechanism for long-
term capacity building, rather than a quick fix to raise test scores in the next
accountability cycle” (p. 23).

Although professional development for teachers has been viewed as an important
part of improving teachers’ practice, strategies for its implementand delivery widely

vary. For example, goals and definitions of professional development may widety dif
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from one school to another, even differing according to school district size and grade
level of school (Kelly & McDiarmid, 2002).
Models of Professional Development

Current professional development programs follow three basic models:
traditional, reform, and virtual. Each will be discussed separately, as $ollow

Traditional in-service modelThe first is a model typified by traditional
workshops and speakers, which tend to rely on direct instruction with limited audience
participation (Heller, 2004; Robb, 2000). Teachers may or may not have a choice in the
content of the professional development they attend; however, attendance is usually
required. Heller suggested that there is generally no follow-up; theréfh@re is no
measure of the degree of application of the content of these sessions. Withoutfollow-
and accountability, the training efforts may be wasted. Time for these sassignslly
set apart from the regular school schedule, and they may be held at sitelsantltlee t
specific schools of the attendees. If the sessions are conducted prior td theyfok
school, teachers are likely to be thinking about preparing for the upcominghgeat a
they must do to get ready for the arrival of their new students. This distraction may
interfere with the teachers’ ability to absorb the new learning, and they niagstiely
to apply it. If the professional development sessions are held at the end ofrthe yea
teachers may still be in the habit of focusing on teaching and learning; uniesstke
with the content of the training over the summer, they may have forgotten much of what
was learned by the time the next school year begins.

Richardson (1998) explained that traditional staff development generadjynbe

with someone from outside the school determining that a process, content, method, or
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system should be implemented in the classroom” (p. 4). The form of professional
development best suited to achieve change that is mandated from outside an organization
is the training, or deficit model, which has clearly stated objectives amebteartcomes.
Many professional development programs that follow the traditional training racelel
of limited duration and provide for little follow-up. These programs “have a chance of
succeeding with those teachers whose beliefs match the assumptions inhéeent in t
innovation; even these teachers might not try out the innovation” (p. 4).
Corcoran (1995) found that professional development was usually thought of in
terms of a traditional course or workshop, which he described as follows:
Several times a year, school administrators release students fooafbllday
and hold an ‘in-service’ program that may or may not be relevant to teachers’
professional development needs. These programs may feature expertsakho spe
to all teachers on a ‘hot’ topic or they may consist of a number of simultaneous
workshops offered by ‘trainers’ (recruited from other districts, the univemsity
the state education department), with teachers choosing the sessions they wish to
attend. Teachers typically spend a few hours listening and, at best, ldave wit
some practical tips or some useful materials. There is seldom any fgddavthe
experience and subsequent in-services may address entirely different sets of
topics. (p. 3)
In a study of Kentucky teachers, Kelly and McDiarmid (2002) found that the
traditional model was by far the most common, accounting for approximately 54% of th
teachers’ professional development. They found that as school level increased from

elementary to high school, teachers were more likely to take part in innovative
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professional development. In addition, smaller districts tended to use conference
attendance more than large districts, possibly due to their smaller budtgtstingly,

when teachers were given the opportunity to assess professional developmemaeeds a
plan and design the activities themselves, most of the groups still chose a mbon&ladi
in-service model. Kelly and McDiarmid further explained that this magueeto four
possible factors:

e Lack of choice for professional development opportunities. The yearly focus for
professional development is often shaped by the previous year’s test sSads. “

a reactive approach lends itself more to a series of workshops intended to remedy
the immediate problem than to the longer-term capacity building through

teachers’ knowledge and skills recommended by researchers and staff
development specialists” (p. 19).

e Difficulty thinking of professional development formats other than what they
have usually experienced in the past.

e Lack of time to commit to high quality professional development. “To think that
teachers will devote the time necessary to maximize the effect of poofass
development opportunities, under the current organization of school calendars and
the resultant time constraints, is naive” (p. 20). Furthermore, parents and some
administrators give teachers the message that if they are not in $reatasthey
are not really teaching, and students are not receiving proper instruction by a
substitute.

e Teachers do not see themselves as actually in control of their professional

development.
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Some educators have become disenchanted with the traditional in-service model
of professional development. For example, Sykes (1996) wrote, “The phrase ‘one-short
workshop’ has entered educational parlance as shorthand for superficial, faddish
inservice education that supports a mini-industry of consultants without having much
effect on what goes on in schools and classrooms” (p. 464). Although some participants
may make immediate changes as the result of traditional training, theetamgftects
are questionable (Richardson, 1998). As school reform efforts have increased, there has
been a call for a new paradigm of professional development, which will be ddausse
the next section.

Reform modelThe second model of professional development is connected to
school reform efforts and is based on the belief that “teacher learnindgpentnst heart of
any effort to improve education in our society...better learning for more ehildr
ultimately relies on teachers” (Sykes, 1996, p. 464). This model is more collaborative
than the traditional in-service and not only encourages, but requires, teachers to
participate for their own growth and that of their training groups. Models of grofies
development in this category are ongoing throughout the school year and areesmbedd
in the daily work of the teachers. Participants have a great deal of coverdhe
specific topics of their development, although there may be an overall focus for the
school. Training of this type is practical to everyday life in the classevahtan be
applied quickly by the teachers. The overall process is much more learneeddéote
the teachers, and serves as a model for classroom strategies that follmatténrs
Examples of models of professional development that fit this profile are coliabora

coaching, professional learning communities, and peer visitation (Corcoran, 1995;
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Cotton, 2003; DuFour, Eaker, & Dufour, 2005; Easton, 2004; Glickman, 2002; Heller,
2004; Robb, 2000).

Easton (2004) named a large list of effective professional development @actice
which she referred to as Powerful Designs. These included: “AccessingiStiailees,
Action Research, Assessment as Professional Development, Case Discussions
Classroom Walk-Throughs, Critical Friends Groups, Curriculum Designers, Dat
Analysis, Immersing Teachers in Practice, Journaling, Lesson Studyorihenteer
Coaching, Portfolios for Educators, School Coaching, Shadowing Students, Standards in
Practice, Study Groups, Training the Trainer, Tuning Protocols, and VisalagDe” (p.
23).

One specific reform model that has attracted attention from educators is the
professional learning community. Sykes (1996) referred to professionahigar
communities as “an invaluable resource...that can serve as a source of insight and
wisdom about problems of practice” (p. 465). DuFour and Eaker (1998) described ways
that educators in professional learning communities use emergingcreaadrstandards
as the basis for collaborative investigation into ways in which they can meejdaks.

“The school that operates as a professional learning community recognizes that
members must engage in the ongoing study and constant practice that character
organization committed to continuous improvement” (p. xii). Based on their view that
past educational improvements, such as the Excellence and Restructuringavitsyem
failed to result in the desired transformation of schools, they stated thathtibls are to
be significantly more effective, they must break from the industrial model upon which

they were created and embrace a new model that enables them to functiomag lea
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organizations” (p. 15). DuFour and Eaker (1998) defined six characteristics of
professional learning communities:

e Shared mission, vision, and values

e Collective inquiry

e Collaborative teams

e Action orientation and experimentation

e Continuous improvement

e Results orientation. (pp. 25-29)

DuFour, Eaker, & DuFour (2005) defined three “big ideas that represent the ag®ide
professional learning communities”:

e Big Idea 1: Ensuring That Students Learn: Engage with colleagues in the
ongoing exploration of three crucial questions that drive the work of those
within a professional learning community:

o What do we want each student to learn?
o How will we know when each student has learned it?
o How will we respond when a student experiences difficulty in
learning?
The answer to the third question separates learning communities from
traditional schools.

e Big Idea 2: A Culture of Collaboration: Teachers work in teams, engagin

in an ongoing cycle of questions that promote deep team learning. This

process, in turn, leads to higher levels of student achievement....
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e Big Idea 3: A Focus on Results: Honestly confront data on student
achievement and...work together to improve results rather than make
excuses for them. (pp. 32-41)

Most of the Reform models of professional development involve teachers
working together, but a newer model allows teachers to have more individual control
over the professional development they receive. This model is explained in the next
section.

Virtual model. A third model of professional development is defined as virtual, in
which teachers participate in a technology-based course. This model iordealchers
who have not previously had access to ongoing professional development due to location
or time limitations. Technology overcomes these difficulties, while detigdrigh-
guality content and suppoiDéveloping Highly Qualified Teacher2005). Examples of
this type of professional development are online courses, talk-back televisimase
live chats, web chats and web-based seminawsebimmars Even United States
government agencies are becoming involved in this type of professional development.
The U.S. Department of Education developed an e-Learning tool that providesdeache
with on demand professional development. K-12 teachers indicated significahbaffec
their content knowledge, attitudes, and practices from an online course in eanth syst
science offered by colleges and universities through a NASA prodfam (eacher-to-
Teacher Lesson2004; Schwerin, Botti, Dauksys, Low, Myers, & Slattery, 2006).

Keller (2005) found that K-12 teachers flocked to online classes offered by

universities to save time, and in some cases, money.
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The possibilities of online learning for educators have been dazzling, and over the
past decade a slew of providers have rushed to create Web-based opportunities for
more and better professional development-and institutional gain. Those with the
online goods include businesses, cyber and brick-and-mortar universities,
professional organizations, teachers’ unions, nonprofit agencies, and partnerships
between such groups. States, districts and individual educators are left to figure

out to what extent online development might meet their needs. (p. 22)

Possible examples of healthy computer-based professional development are a
principal and teacher viewing a video-streamed lesson together and discussing it
afterward, online seminars held after school, and live chats that bring teathers
similar interests together without requiring them to travel to the sanmtolo¢Keller,

2005). Online formats may also provide participants with immediate feedback and
interesting content, according to McBride (2004), who noted, “Teachers also respond
enthusiastically to professional development training tools in video format. They
appreciate watching concept skills and strategies applied in a reabcladsy a real
instructor” (p. 2).

However, some educators have serious concerns about online professional
development, especially in regard to problems with inadequate technology andrsolat
of learners. The coordinator of online professional development at the University of
Wisconsin-Stout discovered that online delivery creates problems for thecédipei
the students in her program who have only dial-up connections that do not allow them to
easily access the audio, video, and complex graphics of some programs (Keller, 2005)

Keller further explained “Even advocates of online courses acknowledgbdlare not
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for everyone. In general, the consumer of Web-based professional development should be
motivated to learn, and be comfortable-or ready to become so-with the technology

needed and the amount of writing required” (p. 23). Participants may also hake to ta

time to learn how to use technology that is unfamiliar to them (McBride, 2004). Online
sessions may also be more impersonal, and participants usually do not meeféaee-t

Keller further pointed out that online professional development courses will lze mor

likely to help teachers raise achievement for all students if they ifittdavidual and

school learning plan.

Because of the wide variety of online professional development programs, quality
control becomes an important issue. For this reason, some school districts, state
departments of education, and regional education service agencies developithei
online professional development programs to ensure that they are meeting,specifi
common goals (Keller, 2005). Warmack-Capes (2005) developed criteria faseful
judging the quality of online professional development courses:

e Flowing Narrative, Succinct Verbiage and Non-Linear Presentation
0 A concise, smoothly flowing narrative will help hold your
attention. A non-linear presentation means that all the entries under
the main category are indented.
e Appealing Web Design
o0 Textthat is balanced with content-appropriate pictures, videos and
graphics will engage educators and help them grasp the concepts
easier.

e Links
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o Links allow teachers to access supplemental resources that will
enhance their understanding of the topics covered by the course....
e Printable Course Content
o Reading from computer screens can be tiring for the eyes and
about 25% slower than reading from paper. If the print option is
not available, minimally there needs to be less text on each page....
e Standards-Aligned Online Courses
0 ...make sure that the content of the course is aligned to your
county, state, or national standards. (p. 18)
As technology becomes more commonplace in our schools, technology-based
sources of professional development for teachers may also increase.
Problems Associated with Professional Development
Inconsistency of Methods
Ineffective methods.Both public opinion and research support the idea that the
guality of instruction accounts for a large percentage of student academiccautrie;
therefore, professional development for teachers is vitally important for equipjimg
to teach according to the needs of diverse student populations. Although too little time
and money have been devoted to quality professional development in the past, more time
and money alone will not lead to improved professional development; educators must
become wise consumers and select programs that will lead to improved student
achievement (Center for Development and Learning, 2000).
According to Marzano (2003), although many schools have regular professional

development for their teachers, much of what transpires is not meaningful nar does i
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have much impact on student achievement. Most of the ineffective strategidisediesc
the literature refer to the traditional in-service model. According téirigaHammond
and McLaughlin (1995), prepackaged or traditional top-down teacher trainiregstsat
cannot provide the knowledge necessary for teachers to view complex subject matter
from the perspective of today’s diverse learners. Likewise, Corcoran (198&jnex
that a growing body of educators believes that traditional forms of professional
development are a waste of time, and local programs typically haveffiite @n
practice because “they lack focus, intensity, follow-up, and continuity” (p. 5). Gorcor
further explained that too often, they
lead to unfocused, fragmented, low-intensity activities that do not lead to
significant changes in teaching practice....New approaches are neesigyport
the implementation of more rigorous standards, new curriculum frameworks,
performance assessment, and changes in school organization and governance. (p.
11)
Traditional models of professional development have been described in a variety of
mostly negative ways, according to Easton (2004). She described a traditisaalioe-
she attended: The kind of staff development that the speaker used is often agbeah’'s
the stage.’ Participants sit and get. Other tags verge on the disrespeatiull-sgbke
professional development (flies in, drops a load, moves on) or drive-by professional
development” (p. 2).
Porter, Garet, Desimone, Yoon, and Birman (2000) found that most teachers do
not experience consistent, high-quality professional development and thatse®lcber

participated in professional development that “focused on higher-order teachimaypme
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and was structured as a reform-type activity reported greater use @rpsobith no

obvious solution than did teachers whose professional development was...structured as a

traditional workshop or conference” (p. 10). They explained several challenges that
schools and districts face in providing high-quality professional development:

e First, districts and schools often must choose between serving larger
numbers of teachers with less focused and sustained professional
development or providing higher-quality activities for fewer teachers.

e Second, many districts and schools have limited capacity to translate into
practice the knowledge about effective professional development.

e Third, districts and schools often do not have the infrastructure to be able
to manage and implement effective professional development. (p. 14)

Effective methods Effective methods of professional development can usually be
aligned with adult learning theory and assumptions about adult learners. Using&nowl
(1980) five assumptions about andragogy, or adult learning, Merriam and Caffarell
(1999) described five specific assumptions regarding adult learners.

First, adults’ self-concepts are more self-directing than dependentoplepe
move through various life stages, they normally take on characteristics stedhiie
adult roles within society. They should be able to determine their learningareds
participate in the planning, implementation, and evaluation of their learning exqesrie

Second, adults’ life experiences can be a rich resource for learning.sAdult
call on their experiences in the formulation of learning activities, as wekixe as
resources for others in a learning event” (p. 390). Life events and transitiensemjtiire

adjustments based on learning, and may be the motivation for some adults to seek out
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learning opportunities. “There is a strong link between the motivation to paricmpat
learning activity and an adult’s life experiences and developmental ifpu&91).
Facilitators should be aware of adult learners’ prior knowledge as th@esigning and
implementing learning opportunities.

Third, adults’ readiness to learn is closely related to their developmaskal t
within their cultures and to the learning’s usefulness in the duties and reslisibi
inherent in adult roles. Adults process information and attend to their environment based
on their current developmental concerns.

Fourth, adults are more interested in immediate application of learning, rather
than its future usefulness, to make it meaningful to them. “Perhaps because’an adult
learning is so closely tied to his or her life situation, adults are not incbneayage in
learning unless it is meaningful” (p. 397). Time is also a factor in aduttitgpbecause
response time slows as adults age, and time limits and pressures inherehtrolesdu
can have a negative effect on learning performance.

Last, adults’ learning is motivated more by internal factors thaxteyral,
however, “learners’ motivations for participating in adult education are mamplex,
and subject to change” (p. 56). Self-directed learning programs stem from timalinte
motivating focus. These insights into adult learning characteristicefteeted in many
of the current beliefs about effective professional development for educators.

“The goal of professional development is improved student learning. For this goal
to be reached, the professional development must be effective” (Center foojeest
and Learning, 2000, p. 16). A number of organizations have recommended setting

standards for teachers’ professional development, but it is important to incdoterse
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in this process, since they have insight into what methods have been effective or
ineffective in the past (Corcoran, 1995).

Easton (2005) advocated a strategy for professional development that is powerful
“because it arises from and returns to the world of teaching and learningnk ity
what will really help young people learn, engages those involved in helping them lear
and has an effect on the classrooms (and schools, districts, even states) where thos
students and their teachers learn” (p. 2). She listed three qualities of swssiondl
development activities:

1. Powerful professional learning arises from the real work going on in
classrooms or schools.

2. The focus of powerful professional learning is on what is happening with
learners, both student and adult, in the classroom, school, and district.

3. Powerful professional learning is generally collaborative. (pp. 3-4)

Little (1993) expressed her belief that traditional training and coachiuaiglsof
professional development are inadequate for the needs of teachers wod@ngurrent
reform initiatives. She stated that alternatives to the traditionalrigamodel

rest on a common implicit claim: that the most promising forms of professional

development engage teachers in the pursuit of genuine questions, problems, and

curiosities, over time, in ways that leave a mark on perspectives, policy, and
practice. They communicate a view of teachers not only as classroom experts, but
also as productive and responsible members of a broader professional

community....(p. 133)
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Porter et al. (2000) found that teachers who participate in professional
development that is focused on specific, higher order teaching strategiesrardéaty
to use those strategies in the classroom. “This effect is even strongethehen
professional development activity is a reform type...rather than a traditi@miashop or
conference; provides opportunities for active learning; is coherent or consigtent w
teachers’ goals and other activities; and involves the participation of tedidra the
same subject, grade, or school” (p. 5). They believe professional development for
teachers would have increased positive effects if schools provided “a more coherent
systemic program of high-quality professional development for their tea¢he6s.

This type of high-quality professional development is expressed on terms of
standards developed by The National Staff Development Council (NSDC) in 1995 and
revised in 2001 (National Staff Development Council, 2007). The revision of their
standards was guided by the following questions:

¢ What are all students expected to know and be able to do?
e What must teachers know and do to ensure student success?
e Where must staff development focus to meet both goals?
Staff development must be results-driven, standards-based, and job-embedded. (p. 1)

The NSDC divided their revised standards for “staff development that improves
the learning of all students” (NSDC'’s Standards, 2001, p. 1) into three sectionsxtCont
Standards, Process Standards, and Content Standards. The specific standaeds are lis
below:

e Context Standards
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Learning Communities: Organizes adults into learning
communities whose goals are aligned with those of the school and
district.

Leadership: Requires skillful school and district leaders who guide
continuous instructional improvement.

Resources: Requires resources to support adult learning and

collaboration.

Process Standards

(0]

Data-Driven: Uses disaggregated student data to determine adult
learning priorities, monitor progress, and help sustain continuous
improvement.

Evaluation: Uses multiple sources of information to guide
improvement and demonstrate its impact.

Research-Based: Prepares educators to apply research to decision
making.

Design: Uses learning strategies appropriate to the intended goal.
Learning: Applies knowledge about human learning and change.
Collaboration: Provides educators with the knowledge and skills to

collaborate.

Content Standards

o

Equity: Prepares educators to understand and appreciate all

students, create safe, orderly and supportive learning
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environments, and hold high expectations for their academic
achievement.

o0 Quality Teaching: Deepens educators’ content knowledge,
provides them with research-based instructional strategies to assist
students in meeting rigorous academic standards, and prepares
them to use various types of classroom assessments appropriately.

o Family Improvement: Provides educators with knowledge and
skills to involve families and other stakeholders appropriately. (p.
1)

Kelly and McDiarmid (2002) suggested that to improve the quality and
effectiveness of professional development for teachers, it needs to be redefined a
integral to teacher quality and student achievement. It should also bedtetkgrto both
the formal organization of the school day and calendar, as well as integrated into the
culture of schools as a critically important, on-going function of the faculty. Netong
can teaching be defined solely by time in front of students” (p. 22). They furthemexpla
that effective professional development

e is based on view of teaching as intellectual work, recognizing teachers as
professionals, and incorporates teachers into planning and design of
professional development.

e focuses on student learning and is assessed, at least in part, based on
student learning and changes in classroom practice.

¢ is connected to knowledge of the content that is being taught, and is

aligned with local or national content standards.
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e is ongoing, and allows time for training, practice, feedback and follow-up
support for teachers to master new content and strategies and to reflect,
analyze and refine their practice.

e is practical, school-based, and embedded in teacher work, yet is rooted in
the knowledge base for teaching.

e is collaborative, provides opportunities for teachers to interact with peers,
and establishes a learning community of which all teachers are members.

e is part of a larger coherent plan for building-wide change. (pp. 3-4)

According to Corcoran (1995), effective professional development requires
policymakers to define the problems clearly they are trying to solvectmiaicfor
conditions likely to result in a change in teachers’ practice, to give rttergian to the
quality and type of experiences provided for teachers, and to use resouatgshés
found that models of effective professional development “respect the expértise
accomplished teachers...are integrated with teachers’ work...are basedeor cur
research on teaching and learning...recognize teachers as a valualdeo$ourc
information regarding effective professional development...and include them in its
design and implementation” (p. 6). In general, research associatestineffgofessional
development with the traditional in-service type of training, whereastigtfec
professional development strategies strongly follow the reform model.

Teachers’ Dissatisfaction with Professional Development

Teachers and their supervisors and principals are held accountable as neeer befor

because of the No Child Left Behind Act requirements regarding assesssteant?

formative test-scoring data (McBride, 2004). Teachers are expected to respond t
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comprehensive assessment programs developed by their state departmentgioheduc
with “curricula designed to produce high tests scores and improved student performanc
overall to align with state standards” (p. 38). They must construct lesson plkans tha
address each student’s needs so the student will be prepared for the state ztandardi
tests. Therefore, it is necessary for teachers to differentiateatisn for each student
“because the one-strategy-fits-all approach doesn’t work in a real clasgmp@8). In
addition, “teachers must continually reach new levels of expertise in theirantent

areas. They must also become nimble and adept at interpreting data to asusplans,
improve instruction, and manage classrooms to bolster each student’s performance on
assessment tests” (p. 38). According to McBride, teachers need professuahapohent
that helps them teach to state standards and interpret test data.

Assessment tests also affect professional development for teachebs, Turc
Johnson, Owens, and Montgomery (2002) found that test content is determining the
content of learning opportunities for teachers, particularly in low performhnmps
Such schools are under more pressure from the state for accountability, arsthioete
appear to control their teachers’ professional development more closely.

According to Richardson (1998), teachers are expected to change theautau
on the basis of new knowledge and ways of knowing, to change styles of teacher-student
interaction depending on needs of the student population, and to change methods when
research indicates more effective practice” (p. 3). However, withoutiekey their
beliefs about what does or does not work, teachers may continue practices based on
“gquestionable assumptions and beliefs” (p. 3) and may benefit from some outside

direction.
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Teachers seem to value some professional development providers more than
others. According to Turchi et al. (2002), teachers seem to appreciate peesdate
have classroom experience, believing their level of expertise iegesawell as more
applicable and practical. Professional development offered by fellovatsavho had
successfully used their ideas in real classrooms gained more credhaihtpresenters
“who only gave examples of ‘idealized students™ (p. 11). The authors found teathers i
every district seemingly had no goals for their own development and did not see any
substantial connection to their daily work as teachers.

Teachers’ attitudes toward professional development may also be influgnce
factors outside of the session itself. Based on interviews with 23 teachers and two
administrators at a vocational technical school, Knight (2000) identified fineethef
contextual factors that influenced the teachers’ attitudes toward agooigs
development session that Knight led: “(a) a history of interpersonal cosilicbther
teachers; (b) a historical belief that professional development is ingadaéti) a feeling
of being overwhelmed by the tasks they need to complete as teachersednent
about the top-down decision-making in the district; and (e) anxiety about changes taki
place in their schools” (p. 10).

Teachers may also express dissatisfaction with professional develapthent
feel they have no control in its planning or delivery. In a study of Kentuckiz¢es,

Kelly and McDiarmid (2002) found that in most cases where teachers were altobed t
in control of the planning and implementation of their professional development, they
still chose a traditional model. The reason may have been that they stilldetitrol

because they were allowed to choose the model and, thus, experienced greater
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satisfaction with the professional development. “It may be that the resultant
empowerment of teachers by the devolution of professional development authority makes
the formerly (externally imposed) unpalatable workshops, more palatable viivetyac
chosen by fellow teachers” (p. 21).

Similarly, Davis (1993) explained that if reform efforts are to be e¥kec
teachers must be at the core of the change to provide understanding of the changes
needed: “Without creating professional development opportunities for teachers and
others, school communities can end up adopting innovation after innovation without
seeing any permanent improvement in the achievement of school goals.... Refotsn effo
that do not focus on teacher acceptance may fail” (p. 6). However, some teaahes m
be interested in professional development. For example, teachers mayde#ica c
between their teaching responsibilities and professional development. Otherseaay
lack confidence in the value of professional development if past experiences have bee
unsatisfactory; older teachers may lose interest as they approasmeetir Some
teachers want all professional development to be completed before the yesy dxeg
they will not have to change strategies in the middle of the year. Another source of
frustration is professional development that disrupts the regular school schetule wit
extra days off for students or lengthened school days for teachers. Davis (1993)
contended that teachers “need to realize that professional development andmlass
teaching are equally vital responsibilities in education....Professional de\eibpmast
shift its emphasis from workingn teachers to workingith teachers toward

improvement of teaching and learning for all students” (p. 6).
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Another reason teachers may be dissatisfied with professional develapment
be related to the American cultural norm of individualism, according to Richardson
(2003). She found that effective staff development programs, although defined by
research, are not commonly seen in actual practice.
Indeed, most of the staff development that is conducted with K-12 teachers
derives from the short-term transmission model; pays no attention to what is
already going on in a particular classroom, school, or school district; bffiers
opportunity for participants to become involved in the conversation; and provides
no follow-up. We have been engaged in this form of staff development for years,
knowing full well that this approach is not particularly successful. (p. 401)
Based on Richardson’s research, these research-based practical beayraised
because of the expense involved, the long period of time involved, and difficulties for the
district to support programs and allow participants to have decision making power
regarding goals and changes. However, she did not feel these reasatsatfemplete
explanation for the lack of implementation of research-based professevaddpment.
The American cultural norm of individualism affects the way many Amesicacluding
teachers, approach their work, and this individuality “pervades everything wadi i
the air we breathe” (p. 401). In schools, this individuality is supported by theanadlit
school structure of individual classrooms and
the practice of ‘closing the classroom door.” Many classroom teachers would
subscribe to the following view: ‘This is my space, and | am responsible for it. |

is mine. It reflects me. | am the teacher here. This classroom is unique and is
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therefore unlike any other classroom because of my uniqgueness and my particular
group of students.’ (p. 401)

These attitudes may unknowingly make it difficult for teachers to developezinod

sense of goals and approaches to instruction.

Similarly, Wetherill, Burton, Calhoun, and Thomas (2001/2002) stated that “It is
easy, some would say natural, for teachers to concern themselves only with whas happe
within the confines of their own classroom walls” (p. 57). However, a teacher who is
truly engaged will take a broader view of education that encompasses thesembiol,
community, state, and beyond. Along these lines, the authors explained that gmafessi
development should be viewed as a career-long endeavor for the “personal and
professional growth of an educator” (p. 55), rather than merely an event or activity
Similarly, Richardson (1998) found that teachers need to develop a sense of
responsibility that moves beyond their individual classroom to the rest of the school,
program, and community.

Professional development that does not take into account the principles of adult
learning may be less satisfactory to teachers. Ineffective praoticd to omit
allowances for participants’ levels of expertise, development, and need.ivlarth
Caffarella (1999) explained,

Acknowledging prior knowledge and experiences of learners wherever gained is

important to the practice of adult educators....The most critical actions that

educators of adults can take is to recognize the equal importance of the various
types of adult learning and advocate that people use them in whatever situation or

setting they find themselves. (p. 43)
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Grid and Group Theory
Douglas’ (1982) Grid and Group Theory

Douglas’ (1982) Typology of Grid and Group provides a useful framework for
examining social and organizational environments through the two dimensions of Grid
and Group. Douglas described the Grid dimension as a measure of the degree to which
individuals are controlled by externally imposed rules and classificatmehtha Group
dimension as a measure of the individual’s incorporation into the society.

Grid dimensionThe grid dimension, the degree of importance assigned to
institutional role expectations, rules, and procedures within a social contexigBoug
1982; Harris, 2005), ranges along a continuum of low-grid to high-grid, with the higher
levels indicating greater degrees of control based on roles, rules, and pracEaderes
lower-grid environments are characterized by a lack of role distinctianstautional
rules.

High-grid environments are dominated by roles and rules, with personal
interactions regulated according to explicit internal classificatiorigestrain personal
autonomy. These environments are also defined by many role distinctions, with
proportionately fewer roles at the top of the organization. The chain of command is
highly regulated, and each layer of the organization has specific dutiesriteatose
isolate it from other positions within the organization. Power is based on an individual’s
position (Harris, 2005). Furthermore, many rules regulate the space and timatadsoc
with the social roles. Individuals do not usually interact with one another, and physica

designations of rank may be apparent (Douglas, 1982).
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At the low end of the grid continuum, rules and roles tend to disappear altogether.
Individuals have the maximum degree of autonomy, and rules that emergsignede
to give each individual a fair chance. Members are not isolated from one anatingr, gi
individuals the option of making or not making their own alliances. A low-grid
environment is more open and competitive, with power no longer centralized in higher
levels of a well-defined social structure (Douglas, 1982; Harris, 2005)oln-grid
environment, power is personal rather than positional, and must be earned. Individuals in
these environments experience greater autonomy and freedom in their choice of role
(Harris, 2005). Time and resources are also affected as one moves down the grid
continuum. According to Douglas( 1982), “At low grid, time becomes immensely
precious...and work is directed to quick gains. Resources are exploited for the short
term” (p. 197).

Group dimensionThe group dimension “represents the degree to which people
value collective relationship and the extent to which they are committed todke lar
social unit” (Harris, 2005, p. 36). As in the grid dimension, the strength of the group
dimension can be measured along a continuum from low- to high-group, which measures
the degree to which people’s lives are affected by group membership.

In high-group environments, the survival of the group as a whole is more
important than the survival of its individual members. The group has specific
membership criteria, and traditions and norms are carefully preserved. Gtenagtions
are designed to perpetuate the existence of the group and member’ sicti¢gi

(Harris, 2005).
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In low-group environments, individual interests are valued above collective goals,
and pressure for group-oriented activities and relationships is usually weaktestmort
projects take precedence over long-term organizational goals, and allegidmedarger
group fluctuates. Strong traditions are usually absent, loyalty is low, and pdrsonne
turnover may be high. Individual interests override the few corporate goals, emdsthe
no concern for perpetuation of, or duty to, the group as a whole (Harris, 2005).

Grid and group quadrantsThe grid and group dimensions work simultaneously
within organizations to define and describe the overall culture. The two contirmamms
be graphed together with the grid dimension serving as the vertical scale gnolihe
dimension represented by the horizontal scale. Thus, the four quadrants created ca
explain a cultural environment in terms of both grid and group dimensions
simultaneously (Douglas, 1982; Harris, 2005). Based on these quadrants, Douglas
identifies four distinct prototypes of cultural environments: Individualist Aylated B,
Strong group C, and Weak group D (p. 191). When grid and group are considered
together, “Certain themes and dominant patterns of thought and behavior tend to define a
particular setting. These patterns are, in effect, prevailing mindrsgtsfluence the
entire cultural environment” (Harris, p. 40). Harris associated these patiénresach of
the grid and group quadrants and explained them as follows:

e Individualist (weak-grid and weak-group): Individual relationships and
experiences are not controlled by imposed rules or traditions. Role status and
rewards are competitive and attained according to existing standardsisThere
little social distinction among members, and little value on the long-termvalirvi

of the group. Members are encouraged to make the most of individual
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opportunities, to take risks that might result in personal gain, and to be
competitive. Harris described this cultural environment as Individualistic.
Bureaucratic (strong-grid and weak-group): Members have little individual
autonomy. Roles are hierarchical and highly classified, and individual behavior is
clearly defined. Meaningful relationships exist outside the group, and little value
is placed on group survival. Harris labeled this cultural environment as
Authoritarian.

Corporate (strong-grid and strong-group): Boundaries are designed bytipe gr

to keep out outsiders. Individuals are identified primarily by their group
membership, and their behavior is subject to group control. Roles are hierarchical,
usually with a few roles at the top having special value and power. Harriedefer
to this cultural environment as Hierarchical.

Collectivist (weak-grid and strong-group): There are few social distimgtiand

high value is placed on the survival of the group and perpetuation of its goals.
Members compete for role status, with stable rules for status definition and
placement. High value is placed on unity. Harris labeled this cultural envimbnme

as Egalitarian.

Figure 1 (p. 13) shows a graphic depiction of each cultural environment and its

characteristics.

Since its introduction in 1982, Douglas’ Grid and Group Typology has undergone

theoretical elaboration (Douglas, 1982, 1989, 1992; Douglas & Wildavsky, 1982;

Thompson, Ellis, & Wildavsky, 1990). In addition, the typology has been used to

describe and analyze cultures in terms of cultural bias in a varietyiafysethcluding
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schools (Balenseifen, 2004; Chitapong, 2005; Harris, 2005; Kanaly, 2000; and Murer,

2002), implementation of instructional technology in schools (Spitzer, 2003; Stansberry,

2001; Stansberry & Harris, 2005), and roles of teachers and learners (Lingéhfelte

Lingenfelter, 2003).

Harris’ Categorization of Professional Development Strategies

Harris (2005) identified four sets of professional development stratefiesting

the best method of professional development delivery for each of the four grid and group

cultural environments. These strategies are summarized in as follows:

e Individualist:

(0]

(0]

(0]

(0]

Minimal group involvement

Proof that external benchmarks and standards will help individual teachers
Goals, content, and delivery planned by teachers

Teacher autonomy and control

Action research; teachers as coaches and trainers

Year-long and personalized

e Bureaucratic:

o

(0]

Anticipation of role advancement, recognition, or economic reward
Preliminary needs assessment, planning, and recommendations to principal
by committee

Principal takes major role in process

Activities enhance and protect teachers’ roles and responsibilities and
correspond to teachers’ specialties

External state or national standards help guide activities
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e Corporate:

o Planning by representative committee that reports to the principal, who
ensures that activities meet group needs

o Motivation to participate comes from desire to improve academic program
and status of whole school

o Group participation to set goals and discuss

o Content combines group-focused goals, activities, and rewards with
abundant training resources

o Meaningful intellectual, social, and emotional engagement with ideas and
materials

o Emphasis on the interdependence and enhancement of all members of the
educational community

e Collectivist:

o Focus on both individual and group needs

0 Teachers seen as a team of equally important individuals

o Equitable and pertinent content

o Planning by a collective group of teachers

0 Teaching and learning seen in the overall context of local school
community, teacher’s individual needs and experiences, and students’
educational needs

o0 Multiple learning opportunities within authentic pertinent activities such

as problem solving, inquiry, study groups, and mentoring of new teachers
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o0 Includes reciprocal processes, leadership-team development, and
collaborative planning
o External rules and criteria are viewed with suspicion unless they obviously
benefit individuals and school
Summary

Professional development for teachers is increasingly viewed as aynmeans
of equipping teachers to meet student learning needs in the current culture of
accountability. Three predominant models of professional development are used by
schools: traditional, reform, and virtual models. Unfortunately, the outcomes of
professional development are not always what was originally desired or ihteynde
schools and teachers. This discrepancy may be due to ineffective meansssigmafe
development or to problems associated with the participants themselves.

Douglas (1982) defined four cultures according to a Grid and Group Typology,
which measures their attributes according to their degree of grid (s, procedures)
and their degree of group (identification, membership, and allegiance to the gnoup). |
addition, Harris (2005) described the four cultures as they relate to schools and the
characteristics of professional development associated with each oneudifliestd the
Douglas and Harris studies as a framework to study relationships betweeha@dture

and teachers’ satisfaction with professional development.
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CHAPTER IlI

METHODOLOGY

This chapter describes the methodology and data collection procedures chosen for
this study, based on the type of study desired by the researcher. A igeaipgiroach
was chosen to incorporate human participants’ experiences and perspechives wit
observation of structures and processes to provide information about a particular
phenomenon.

Qualitative study looks at themes that develop as data are collected azédnaly
As the researcher examined information gathered from two questionnaisesgber
interviews, observations, and document collection, a picture of each school and the
participants’ experiences and perceptions began to emerge. A regresbiers afhia
guestionnaire responses further added to the researcher’s understanding sépramces
perceptions within the contexts that were studied.

A case study was chosen as the specific qualitative researelygtiat this
study, because it is a means of examining a program in depth with detailedtexpora
According to Creswell (2003), this strategy is characterized by boundétiese and
activity, and the researcher uses a variety of data collection methodaitodsitiled
information. Data collection methods included open-ended questions, text or image data,

collection of participant meanings, studying the context or setting of theipanis,
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validation of the accuracy of the findings, and making interpretations of the data
Rossman and Rallis (2003) explained that case studies are “complex and
multilayered....They are particularly useful for their rich description andstieuralue”
(p- 104). Case studies also provide detail and complexity, illuminating the reader’s
understanding and comprehension of a complex set of events or circumstances. The
researcher can also conduct cross-case analyses if more than one odssisossseek
commonalities and differences across several cases. Based on the iofopregented
from a case study, the reader may be able to make judgments about whethermthe findi
provide insight into similar contexts.

Explanatory case studies “depict events, processes and perspectivesiasoldey
and often build an explanation for those events or outcomes” (Rossman and Rallis, 2003,
p. 104). This study was considered an explanatory case study because thieaesearc
goal was to provide detail and complexity to increase understanding of a “contpdéx se
events or circumstances” (p. 105). In addition, since more than one case study was
presented, the researcher conducted cross-case analyses to exaroameraogalities
and differences across the four cases that were presented.

Data Collection Procedures

School district information from the Oklahoma State Department of Education
website was used to identify school districts within approximately 100 milég of t
researcher’'s home, having only one high school within the district and at least 3 facult
Twenty-seven schools met the researcher’s criteria; fifteen sugherintendents from
those schools responded to a participation request, and teachers from six teehe fif

responded to an initial questionnaire, @rd and Group Cultural Awareness Tool.
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Based on teachers’ responses to the questionnaire, four secondary schomskHeaeeted
for further study regarding the overall school culture and professionabgeveht
offered by those schools. Data collection methods included a second suné@ydtaed
Group Cultural Preference Toobbservation, document analysis, school website
analysis, interviews with administrators, and a regression analysisbétearesponses
to the questionnaires. This information more fully explained the context of the overall
study.
Selection of Participants

Participants in this study were 65 secondary teachers and 4 administhasea
from a purposive sample of Oklahoma public school districts with more than 35 faculty
members and only one secondary school. Four schools were chosen based on teachers’
responses to a cultural awareness questionnaire used as a screening totifyta ioair
of schools from each of two different cultural environments in terms of grid and group
scales, according to a Grid and Group Template (Harris, 2005, p. 197). The
superintendent of each school was asked for permission to contact teachers and
administrators via e-mail prior to the request for participation in the study

If the superintendents agreed, the principals of their high schools were asked to
send an email to their teachers asking them to go online to a web site whereulky w
find a description of the study and the role they would play as well as an opportunity for
them to give consent to participate. The teachers were assured thspp@ises would
remain confidential and participants would remain anonymous and would be
unidentifiable to the researcher. Accessing the web page to take theCandiraand

Group Cultural Awareness Todlased on Harrig2005)Grid and Group Assessment
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Tool, constituted teachers’ agreement to participate. Selection of the two pspescdfc
schools with different cultures was based on the analysis of teachers’ rasjoothse
guestionnaire.

Teachers from each of the schools were asked to complete a second questionnair
the Grid and Group Cultural Preference Toddlased on Harri2005) Social Game
Assessment Toakhich provided information regarding their school culture preference.
An additional question with a Likert-type response asked teachers to evhkiate
satisfaction with professional development provided by their school. This questonnai
was also administered online, with teachers asked through e-mail to follokvta &
web page where they had the opportunity to give consent, read about their role in the
study, and to submit their responses or request a hard copy of the questionnaire, if they
preferred not to respond online. As on the previous questionnaire, all responses were
anonymous, and participants were unidentifiable to the researcher. Beaeher
reassured that their responses would remain confidential. Accessing the wéb to&ge
the onlineGrid and Group Cultural Preference Toahd rate their satisfaction with
professional development constituted teachers’ agreement to participate.

This study was limited to secondary teachers because reactions to pnaflessio
development may differ depending on the grade level taught, with secondasrseach
attitudes differing from those of elementary teachers. This decisionasasd bn the
researcher’s personal observations, comments made by a professional development
presenter for a national company (W. Burke, personal communication, July 17, 2007),

and Kelly (2002).
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Administrators from the four schools were also asked to participate in personal
interviews regarding the professional development offered in their respschools.

They were assured that they would remain anonymous, with their names and school
names assigned pseudonyms, and they were asked to sign a consent form togarticipat
Data Collection

After obtaining permission from the administrators of schools whose
superintendents had agreed for their staff to participate in the study, seceadaers
were sent an email requesting their participation in the initial phase. Taiscemtained
a link to a web page explaining participation in the study and from which they could
access an online questionnaire, or request a hard copy of the questionnaire if they
preferred not to respond online. Data from@red and Group Cultural Awareness Tool
were analyzed to determine the cultural environment of each school in ordectaveele
from each of two different cultural prototypes.

Once identified, those four schools were the sites of further study to deteneine
type of professional development offered by each school. Information weesigai
through site visits to the schools, interviews with administrators, analysis of dotgym
and examination of each school's web site. Data were gathered using aatiangul
strategy, where multiple sources of data or a variety of methods is edptiuild a
more complete picture (Rossman and Rallis, 2003). These data provided further
information about the schools’ cultural prototypes and professional development
offerings.

The purpose of the interviews was for administrators to describe the mpoétss

development offered by their respective schools. These interviews were gugkstipha
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an interview protocol designed to elicit information about the school culture and
professional development strategies used by the school. All participantaskeckthe

same set of questions (Appendix C), but could respond freely, which is characteristic of
standardized open-ended interviews (Rossman and Rallis, 2003). This provided
continuity since the study took place at multiple sites. Participants choseéhand

place for their interviews. Each interview was audio taped using a digita kesorder

and later transcribed by the researcher using Microsoft Word.

In addition to the interviews at the four schools, a second email was sent to
teachers from those schools, inviting them to complete a second questionnaire by
following a link to a web page describing the purpose of this portion of the study and
their role in it. Permission to participate was given by their accedsengebpage
containing the online questionnaire or by requesting a hard copy if they preferted not
answer online. As before, all responses were anonymous, and participants were
unidentifiable to the researcher. This second questionnaire asked for information
regarding their personal school culture preference usin@tideand Group Cultural
Preference Toolhich also asked them to rate their satisfaction with professional
development provided by their school by rating their satisfaction on a ltykertscale
from 1 (Very Dissatisfied) to 8 (Very Satisfied). Data gathered filamquestionnaire
were analyzed for the quantitative portion of the study.

The questionnaires served two purposes. Gitie and Group Cultural
Awareness Todlsee Appendix A)given to teachers in the initial purposive sample of
schools, asked about their perception of their schools’ cultural environments based on a

grid and group scale. This information was used to identify the predominant cultural
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prototype of each school, and used questions frorstiteand Group Awareness Toal
survey instrument used by Harris (2005) to obtain data regarding school cultuces base
on Douglas’ (1982) Grid and Group Theory.

The second survey, tl@&rid and Group Cultural Preference Tgsée Appendix
A), sent only to teachers in the four selected schools, requested informgtaaing
their school cultural environment preferences and their present satisfaithidhe
professional development offered by their schools. This questionnaire contained
guestions from th&ocial Game Assessment Toséd by Harris (2005), with the addition
of a Likert-type scaled response regarding the teachers’ oversfasaiin with
professional development at their school.

Data Analysis

Participants’ online questionnaire responses were stored on Excel spresadshee
located on the Oklahoma State University server, with each response assigned a number
The researcher downloaded these Excel files to the researcher's homeetdorput
further analysis. Five questionnaire responses on hard copies were also added to the
spreadsheets by the researcher. For the school culture awareness questsnahed
responses were totaled for both grid and group considerations and plotted on a two-
dimensional graph to determine the most likely cultural prototype of the school. This
information helped to narrow the field and determine which four schools were selected
for the study, based on different classifications on both grid and group scales.

Further qualitative data collection helped the researcher to understandheetter
characteristics of professional development at these schools and tiy thesstrategies

according to Harris’ (2005) categories of professional development lyaiuygtototype.
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Administrators’ digitally recorded interview responses were trgrted verbatim by the
researcher into Microsoft Word documents, and then analyzed. Field notes were made
during observations or immediately thereafter, using either pen and paper or an audio
recorder, and were subsequently transcribed into a Microsoft Word document by the
researcher. Documents and artifacts were analyzed either in the fedtdrasbtaining
them and were then organized into separate folders for each school. Analysis took place
as they were gathered. The researcher analyzed school websitesvesréhpsesented
online, using paper copies of some of the pages.

Responses to the teachers’ cultural preference questionnaire were combied int
Microsoft Excel spreadsheet that linked each teacher’'s anonymous ideatifis or her
grid and group scores and degree of satisfaction with professional developmenetEach s
of grid and group scores were plotted on a two-dimensional scale to determine each
teacher’s cultural prototype preference. This information was combined woatmiation
regarding the participant’s school culture prototype to create independablesmand a
dependent variable for a regression analysis that was used to explore thie pdfesits
of school culture on teachers’ satisfaction with professional development.

School culture data and teachers’ preferred school culture data were used to
determine whether matches existed between:

e each teacher’s cultural prototype preference and the professional develapment i
which he or she participated
e the school culture and its professional development strategies.

These matches were used to create two independent variables which werescoded a

yes=L1if there was a match oo=0 if there was not a match. The dependent variable in
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this analysis was the numerical score of teacher satisfaction witlsgmfal
development, based on the teacher’s Likert scale response to the spestitnquethe
survey. The independent variables were subjected to a regression analyEenmde
any effects on the dependent variable of teacher satisfaction withgioofss

development, using a SPSS program. Figure 3 shows a path analysis for this stud

Figure 2.Initial path-analytic model: Influence of a match between teachexEmped
cultural prototypes and professional development strategies (CM) andhabeateen
professional development strategies and school cultural prototype (PD) lberteac

satisfaction with professional development (TS).

Teachers’ Preferred
Culture Match with
Professional
Development

CM

Teacher
Satisfaction with
Professional
Development
TS

Professional
Development and
School Culture
Match
PD
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Theoretical Framework

Douglas’ (1982) Grid and Group Typology and Harris’ (2005) categorizations of
school cultures based on the Typology served as a theoretical lens forsanfalys data.
This lens was used in selecting interview protocol questions creating aadeypries,
organizing data into themes, and analyzing data.

Summary

In the social sciences, qualitative research is a useful method incorgdrmathan
participants’ experiences and perspectives with observation of structureoaesises to
provide information about a particular phenomenon.

A case study was chosen as the specific qualitative researchysfoatdgs
study, because it is a means of examining a program in depth with detailed expdorat
For this study, data collection methods included open-ended questions, text or image
data, collection of participant meanings, studying the context or settihg of t
participants, validation of the accuracy of the findings, and making interpretatf the
data. Rossman and Rallis (2003) explained that case studies are complex,eredtilay
provide detail, and contain rich description. These strategies result in daliaithatte
the reader’s understanding and comprehension of a complex set of events or
circumstances. For this study, the researcher also conducted cross-ozsesatwal
examine any commonalities and differences across the four cases.

Douglas’ (1982) grid/group theory provided the theoretical lens through which
information regarding four purposefully chosen high schools were analyzed. Tyssana
used gualitative methods to narrow the population to four specific school cultures and to

explain the professional development strategies chosen by those schools.(20ES
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categorization of successful professional development strategies lioofaae four
cultural environments was used to determine whether a match existed betwetoohe s
culture and its professional development strategies.

Data from questionnaires, interviews, observations, and document analysis were
combined to create two independent variables and one dependent variable for a multiple
regression analysis. Results of the analysis were used to determthenthe following
two null hypotheses were supported:

¢ Hy1: A match between school context and professional development strategies

makes no difference on teacher satisfaction with professional development

e Ho2 A match between teacher preferred school culture and school

professional development strategies makes no difference on teacher

satisfaction with professional development.
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CHAPTER IV

PRESENTATION OF CASES AND DATA

The purpose of this study was to determine the interrelationships, if any, between
school culture, and teachers’ satisfaction with professional development. (266%
suggested a theatrical metaphor for categorizing observations of alpagihool to
understand the organizational dynamics and culture operating in that partidules.c
He suggested observing the following four features of a school: the stagethieecas
plot, and the time. This framework was used to organize and describe the data collected
through surveys, observations, interviews, and documents from four high schools, which
are presented as separate case studies.

The Stage refers to the space in which work occurs and includes the physical
environment, the context of the school, and the types of behavior these factors prevent or
promote. Harris (2005) described this component of a school culture as follows:

Comprehending and conveying the life of a school involves understanding the

space in which it occurs. In theater, artistic performance occurs in arefaead

to as the stage. In schools, all activities transpire in a specific spadathsocial

meaning for the participants. (p. 67)
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The Cast refers to the participants in a culture. In a school, this may include
administrators, directors, teachers, students, support staff, parents anddachily
community members. This study specifically looks at three of theseocaizg
administrators, teachers, and students. Harris (2005) provided the followinipt@scr
of the Cast:

Regardless of the type or complexity of a production, all theater performances

require roles and responsibilities, which include administrator(s) or dirg¢tor(s

cast members; artistic and technical personnel, and last but certainlyshathea
audience. These categories of participants can be translated readilyatosdlic

settings. (p. 69)

The Plot refers to the activities and interactions within the school. Accaling
Harris (2005):

Every play has a plot, a series of acts and tales that unfold as the play psogresse

Likewise, every school has some, if not many, stories to convey. School members

organize their relationships and activities around general themes and

presumptions. They construct rules to direct and guide the stories, which are

conveyed through the daily routines and interactions of the workplace. (p. 70)

The Time explains the time frame in which the activities and interactions. diccur
may refer to the value placed on time, parameters and adherence to the school calendar
beginning and end of the school day and year, and time allotted to meaningful activity
relationships. Harris (2005) compared the Time component of a school to that of the

theatre: “Theatrical performances transpire in a time frame.théarical performance,
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all educational and social activities in schools are bounded by and occur in & $ipeeif
frame” (p. 71).
Riverside High School
The Stage

Riverside High School serves grades 9 through 12 in a small, rural town of fewer
than 8,000 people. There are no major industries within the city; however, several small
industries are located there, and the surrounding farmland is quite productive. According
to the 2000 Census, median household income was approximately $26,000 at that time. A
career technology center and a junior college are located within 30 mileshagithe
school. Riverside High School students are encouraged to pursue post-secondary
education at one of these schools.

Riverside’s academic building is comprised of three single-story wingsirayl
from a glass-walled central open area. Surrounding the glass-encloseatengiass
trophy cases exhibit multiple trophies, pictures of current team memiuzefsrarer staff
and students, Riverside Foundation fundraiser symbols, historical artifacts, and man
award plaques.

The glass-walled center section contains a large area of long tablegeat in
rows that are used by the students as a cafeteria and for large-grougséetine
center of this common central area, there is a sunken library surrounded hyailass
Bench seats line the perimeter of the room, and the shelves are decorated wigh basket
and birdhouses that add a friendly, homey atmosphere to the area. Outside of the librar
on the opposite side from the area of long tables, there are several sectieas of fr

standing metal lockers for the students; there are no lockers in the atassit® A
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large sign on the front of the central common area proclaims that “Riversidien& are
College Bound,” written in large letters beside the school symbol of Big Resk;ltbel
mascot. When | commented on the poster, Riverside’s principal, John Rivers, replied,
“We have one of those in the gym, in the field house.”
Organization of Classes and Students
In contrast to the openness of the central section, the academic wings hale outsi
windows only along the floors of the classrooms, but there are interior waligssfthat
look into the halls and a series of atrium-type gardens. Some teachers coviered the
interior glass walls with attractive curtains for privacy. All of tlaedgns were well-
tended and attractive. One garden in the arts area was decorated withscraptal
scarecrow and a sign reading “Imagination at Work.” Mr. Rivers explainechthat t
teachers have an unofficial competition to have the most attractive gavdenhad
added decorations and signs in the gardens outside their rooms to achieve that goal.
Classrooms in each wing are organized by groups of subject areas, with matieracel sc
in one wing; English, foreign language, and social studies in another; and special
education, art, computer, and home economics in the third. Classroom decorations were
attractive. When | visited, the building was clean and very quiet, even though when |
visited, students had been testing all day, and it was very close to dismissal time.
The main office is located in the math/science wing. The office secretasy
friendly and helpful, and the secretary’s desk was located off to the side, laaving
straight path into the principal’s office. A poster on the office wall showenhthease
in Riverside’s test scores last year. Another sign read “TEAM-Teg&veryone

Achieves More.”
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A new auditorium and gymnasium complex, the football stadium, and a second
practice gym are located within a short walking distance from the maiemoa
building. Pictures of former Riverside Graduates of the Year, chosen forifeéleing
contributions to society and honored at a yearly banquet, hang in the foyer of the
auditorium. The surrounding grounds are well-kept, with some landscaping.
Organization of Faculty
Riverside’s teachers are organized by departments, which is easy teathee
each department’s classrooms are located together in the same wing. Hoheseer
groups are now referred to as departmental teams. Mr. Rivers explained,
We used to call them departments; we had a department head, and we had
departments. Now we call them departmental teams, and we have a team leader.
It's very similar to the way it was done, but | don’t think that they met on a
regular basis before | came. You had a person who was the department chair, and
that's who you would go to, and if they wanted to get some advice, they would.
But our teams meet. They're required to meet.
The teams are required to keep a record for their weekly meetings, whichukesign
and turn in to Mr. Rivers. Sometimes he has topics for them to discuss; other times they
discuss common concerns, such as test scores.
Each departmental team is chaired by a team leader chosen by the high school
principal. According to the Board Policy manual, these leaders have the following
responsibilities:

e To be familiar with all departmental instructional materials and thes; use
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Website

To be knowledgeable of the textbooks used in each course within the
department;

To assist new teachers within the department with the instrukctiona
materials and textbooks that will be used;

To coordinate textbook orders for the department;

To assume responsibility for the department inventory of textboodks an
instructional materials;

To assume responsibility for organization of the ordering of alernzds

for the department for instructional purposes;

To assume responsibility for holding and organizing curriculum nggetin
within the department at least one time each semester;

To serve as subject coordinator for the extended studies program.

To perform other duties as assigned by the building principal.

The Riverside school district website provides contact information about all

administrators, the school board meeting agenda and policy book. The superintendent’s

newsletter explains a new enroliment procedure that will greatly simpéfyprocess for

parents. The school calendar gives a full-month view and is easy to navigate, and a

Teacher Links page lists linked websites that contain classroom and pmoééssi

resources for teachers. Although the district and high school sites are visuplly, s

there are multiple layers of links and information of interest mostly to stydernto

parents, teachers, and alumni as well.
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Riverside High School’s website is created and maintained by a high school
computer class. The high school Home Page shows a picture of the front of the school
and the large sign in front, surrounded by links related to school activities. The school’s
mission statement is located at the bottom of the page: “to join efforts with drépar
and community in providing a safe productive learning environment which promotes
critical thinking across the curriculum while integrating learning teclyie$o improving
self-esteem, and encouraging lifelong learners.” Tabs guide readeesdistrict home
page and a community information page. Links to the home pages of all the other schools
in the district are also provided.

The high school site has an extensive list of music, sports, and other activities
with many pictures. The Sports webpage contains links to eight separase Aptre
top of the Football page, a banner declares: “Riverside High School Football The
Tradition Continues.” Below the banner, large pictures and names of each player are
arranged according to class. Other webpages at the site contain the oastees’
names, and a scrapbook page of pictures of the team with cheerleaders and trainers. The
Wrestling webpage links to a roster, schedule, a page with individual picturasliof
team member, and a listing of former state champions from 1931 to 2009. The current
high school principal is listed as a state champion for two years in the 1960s, when he
was a student at Riverside High School. Cheerleader and Softball websagssoaV
team and individual pictures. Some of the other sports’ pages have only a schedule or are
still under construction. The Band site shows each member’s picture, name, and
instrument played, and the first page displays the band’s district conilegtafat

Superior. Links to the Pep Club, FCCLA, Student Council, and FFA were not working at
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the time | accessed the page. The Scholarships page lists links to aaiteiéeships
and contact information about the school counselor. On the Alumni Website page, one
can click to find a list of graduates for classes from 1898 to 2008. A Homecoming page
links to an agenda of the celebration, float winters, and pictures of winners andrunne
up for Big Red and Miss RHS, the boy and girl chosen annually as school leaders in all
areas. It also links to a history of the school symbol, Big Red, which statésstisqirit
is
the Past, the Present, and the Future of [Riverside] High School. It is tkeofiear
traditions piled up by thousands upon thousands of strong, eager, intelligent,
aspiring youths. It is the efforts, the struggles to get there, the relbaffs, t
heartaches, the injuries, the disappointments-and the successes. It is exery ga
learned, and won or lost. It is studies, lessons, and their application. It is high
moral standards; honor, fair play, respect for the right of others. It is
accomplishment in the academic, the physical and the practical. It issleigde
and intelligent followers. It is the pride of and the joy in the Worthy. hesspirit
of Democracy and the present and the forwarded-upward fascinations of the
future. It is all the little kindnesses and courtesies, and both the little and the
overwhelming loyalties. It is more than these. It is a joyous livingeAices
symbolized in conduct, in colors, in movement, and properties.
Each hour, each day, each year, many [Riverside] High school youth
emblazon the [Big Red] Spirit with finer and deeper essentials of greafizess
year the colors of the [Big Red] Spirit are brighter and brighter. Today [Riegrsi

High School has a glowing Spirit to make more brilliant with deeds and
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aspirations. Today, the whole world calls for the [Big Red] Spirit to strengthen

Democracy and to promulgate the doctrines of Christianity.

The web page for Big Red/Miss RHS has a scrapbook section of pictures of ths year
winners and runners up, taken in a very attractive backyard of a local home. The page
also lists the names of former students granted these titles askastbE@42 for big Red
and 1955 for Miss RHS.

The Student Handbogkvhich can be accessed from the website, includes basic
information and regulations. In addition, it lists the information about the Big Reitl Spi
the school poem and words to two school songs. The handbook also nhames guidelines for
School Spirit and Sportsmanship, which state

The traditions at [Riverside] High School are legendary and extraordinary. The

guiding principles of being courteous to our guests, showing positive school

pride, and above all, good sportsmanship to a high level is and will be our focus.

However, school spirit must and will be conducted in an appropriate manner. Any

behavior that is derogatory toward the opposing team or the official's will not be

tolerated. The administration will determine if the behavior is unacceptable.

School spirit means loyalty to our school on every level. A loyal student body,

individually and collectively, supports RHS in a manner that will continue to

maintain long-established high standards.
The Cast
Administrators
Riverside school board policy describes the role and responsibilities of the

principals as follows:
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The school principal is a key position of educational leadership. The principal is
responsible for the total education of students in the building. He or she reports
directly to and is responsible to the Superintendent of Schools. The authority of
the building principal is delegated to him or her by the chief school admiarstrat
who has received his or her authority from the Board of Education. The primary
function of the principal is to provide leadership so that the job of teaching can be
successfully accomplished. The overall responsibility is to provide leadership
which will encourage the staff, the community and the students to work together
toward an excellent school program.

John Rivers, who graduated from Riverside High School, started with the district
as a coach, then became an assistant principal/coach at the middle school, then athlet
director and assistant principal at the high school, returned to the middle school as
principal, and finally to his current position as head high school principal for 14 years.
His assistant principal has been with him for nine years. He had a very pafitivde
toward his staff, and stated, “All of my assistant principals have beelegxcEve got
great help here. I've got great people that work for me. That’s a key. Sugrourse|f
with great people. Their input is what's important.”

Teachers

Riverside High School has 38 teachers. According to Mr. Rivers, 50 % of them
have Master’s Degrees. Two special projects that Mr. Rivers seemedkgpecud of
are based on faculty work. The first is a laser engraver the woodshop studeats use t
create name tags for all the staff and signs throughout the school. The Woodshop teacher

took special training during professional development time to be able to teach the
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students how to use the machine. The second program is a computer website that is used
extensively by Riverside faculty to align their curriculum and to anagstediata. Core
teachers post curriculum maps for their courses by months. The teachely recent
presented their curriculum maps for a well-known educator in Oklahoma City. The
presentation was so impressive that they have been asked to repeat it on aleational
at Orlando, Florida.

Of the 38 faculty members, 29% responded to the o@mand Group
Cultural Awareness Toplwhich measured their perceptions of their school’s cultural
environment. Twenty-six percent of the faculty responded to the datideand Group
Cultural Preference Toplwhich measured their preferred school cultural environment
and degree of satisfaction with professional development at their school.

Teachers’ attitudes toward professional developméntRivers believes that
teachers’ input for professional development is important. As he explained

| think that teachers, since they have a role in the selection of what professional

development is...they're a little bit more receptive to the professional

development. But | think there’s still that degree that teachers sometanis

like professional development. They'd rather be in the classroom teaching.
He also feels that professional development needs to be interesting. “It chaftirige
It's got to be something that teachers are receptive to.”

In addition, Mr. Rivers finds that professional development needs to be relevant
and related to teachers’ subjects.

| think there’s some subject areas that they’re not interested in. | think ...ehey’r

always asking for a motivational speaker, someone to come in here and kind of
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build them up a little bit. You know, we’ve kind of dedicated ourselves to

curriculum, more curriculum-oriented things, rather than building the ego up and

doing those type things. So | think they would like to have subject areas
sometimes.

There is a great deal of emphasis in professional development at Riverside on
topics that will increase student learning and proficiency on the staeTh& results in
core subject areas being the target of most of the training. Therefoteeetex non-
core faculty members are allowed seek out professional development topwdl that
enhance their teaching according to their subject areas, rather than beirgdréo sit
through training that is not relevant to them. Mr. Rivers explained this process more
fully:

Because it is so curriculum oriented, sometimes your elective teaebklikéd

they're a little bit left out of the professional development. We've done a lot of

visitations where we send our elective people out to visit different schools and
look at a different way of doing things. They get a signature from whoever they
go with that they attended, and they get their staff development points. Good
professional development is-number one-teachers get something out of it that is
relevant to what they're doing.

Students

Students at Riverside High School are mostly low income; according to Mr.
Rivers, 70 percent qualify for free or reduced lunch. According to the Nationalr Gante
Education Statistics (2009) there were approximately 450 students enrolledes §r

through 12 at Riverside. The largest non-white minority is American Indian,
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approximately 35 percent of the student body. In 2006-2007, the enrollment remained
fairly steady among the four classes. Riverside’s student to teatioes 14:1, lower
than the national average. They are proud of the progress they have seen in state test
scores, with increases of 20 percent proficient for English 1l and 15 péocé&igebra 1.
Their test scores are the highest in their county. According to the School Rapbdn
the State Department of Education website, all of their benchmarks wefer rakt
subgroups. Table 3 (p. 132) compares district API scores, high school End otilmistruc
test scores, and four-year graduation rates for the four schools included in this stud
The Plot

Professional Development Scheduling Process

Mr. Rivers described professional development in Riverside schools as a
collaboration within the district. “It's pretty much district wide.” Teachleave input
through surveys. Mr. Rivers believes that “since they have a role in tici@elaf what
professional development is, then I think they’re a little bit more receptiheto t
professional development....Their input is what's important above everything.” Teache
participate in district-wide sessions as well as weekly Profesdieaahing Community
meetings.
Goals of Professional Development

Riverside’s focus on increasing test scores and state and national requifements
professional development play a large part in the determination of contentexioofl
development throughout the district. Mr. Rivers explained that they are limited by

governmental guidelines amb Child Left Behind107th Congress, 2002).
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You have to stick to what state guidelines are expecting you to do. There are

certain things that they expect you to have done, so we do those, and then it's

whatever. There are restrictions now. You can’t bring in motivational speakers
and those types of things, so we're pretty much dedicated to whatever it's going
to take to reach those standards and make those standards be accessible to our
students and our teachers.

Since increasing student test scores is an important part of the focus of
professional development at Riverside, Mr. Rivers was quite proud of the fact that
Riverside’s Algebra test scores were 97 percent proficient for the 2008 yelaoochnd
that their average ACT score was 21.

Topics of Professional Development

Topics for professional development are geared toward student achievement and
meeting state mandates, and they tend to be targeted at the core subjecttaeas tha
tested.

Professional Learning Communities (PLOB)LCs meet by department once a
week. They are required to keep records of their meetings and turn in signed eistkshe
Mr. Rivers keeps this documentation in a book. They do have objectives; discussion
topics may include goals for the upcoming year, topics assigned by Mrs Rwveest
scores. Mr. Rivers explained that “they may spend several meetings Qrdakin test
scores and then looking at those.

Vertical alignmentAn important part of professional development at Riverside
High School has been vertically aligning curriculum from middle school thrthey

junior college level, working with faculty from the nearby junior college. Rivers
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explained, “That’'s an area we've taken a step further in vertical alignnvegive gone
beyond the high school to the college level now.” Mr. Rivers first required theetsao
write out curriculum for their core classes with pencil and paper to become more
comfortable with the process; then they posted them online. Teachers now post the
monthly curriculum for their classes on a website where they can be vigveey lother
teachers in the nation who subscribe to this service.

The Time

Riverside’s school year is divided into four nine-week blocks, with four 85-
minute class periods per day. The student handbook lists the bell schedule for the four
periods, including a 25-minutencoreperiod for enrichment and correctives. Students
are assigned by teachers to the corrective sessions, and attendance tisryn&tddents
who do not need academic assistance go to the enrichment classes. The handbook
explains that this is not free time, but instructional time for students.

Students are not allowed to be in the halls for any reason during the first 50
minutes of each class period. Mr. Rivers stated that the schedule has workedMery we
them; however, he thinks it would be an advantage test-wise if core teachers could have
more weeks with their students. He explained how they have adapted their blockeschedul
to allow more time for Algebra:

Now we do Algebra | with our students year long. We run them all four blocks.

One of the reasons our test scores are at 97% - they have more time.

Yes, they have a lot of time and a lot of time to prepare and get ready fortthe tes

So | think that’'s been a real advantage for us.

84



Riverside High School has an open campus. In addition, each week, they have
“Flexible Fridays,” which include an advisory period to discuss different topich as
gualities of good character. Fifteen students are assigned to one teacher, pshbdse
same students all four years so they “will know an adult they can go to for help.”
Students who have at least a C average with no discipline problems, tardies, or missing
work, are dismissed 40 minutes early. Mr. Rivers believes this has led to fedues ta
and discipline referrals. In addition, students now seek out teachers to avoid missing
assignments. Students who do not qualify for the early release are requiteddo a
tutoring sessions to receive academic help as needed in their subjects.

Lakefront High School
The Stage

Lakefront High School serves grades 9-12 in the community of Lakefront, which
has a population of approximately 25,000 people; the population has decreased somewhat
in the last eight years. The city is within a 90 minute drive of three metrapalieas.

The main employer for the city has downsized significantly in the past 1§, yea
however, its influence is still quite evident in the architecture, history, andeolt the
Lakefront community. In addition to this larger industry, several smalgrufacturing
plants and businesses provide employment for area citizens. According to the 2000
Census, median household income was approximately $30,000.

A career technology center is located on the outskirts of Lakefront, and college
courses are available locally at a center for technology-based deliwargergraduate
and graduate level college and university courses. A junior college is approxi2tately

miles from Lakefront, and a large state university is within an hour’s drive.
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The Lakefront School District maintains a well-organized system of
communication including TV and radio broadcasts, school and faculty websites,
newspapers, and newsletters to keep the community informed of what is going on in the
district. The theme, Panther Pride, is seen throughout the community, and is gspecial
evident at Lakefront High.

Organization of Classes and Students

Lakefront High School first opened in January of 1928 as a three-story structure
built in the art deco style that can be seen in many other structures codstiuratg that
time in this community. This building still houses many of the classrooms, some of
which still contain the original ornate woodwork; one classroom even has a large stone
fireplace. More classrooms, cafeterias, and a gymnasium have been addibe ont
original building; however, the oldest areas continue to be well maintained and are i
constant use. The multi-story additions require many sets of stairs; thatg e
elevator with limited use. The football stadium, fieldhouse, and baseball fielocated
within the same block, sharing a parking lot.

The main entrance to Lakefront was re-located from the ornate front diber of
original building, which required ascending several stairs and a long, slopingidew
The new entrance is adjacent to the faculty parking lot. Three sets oflgtassopen to
a large, well-lit foyer. The back wall of the foyer has been painted wétga mural of
the front view of the original building. Two large banners hang in the hallway outside the
main office: “Academic All State, Oklahoma Foundation for Excellence” &ashther
Pride.” This main hall also contains glass-fronted trophy cases along dndisgaying

students’ art, student council plaques, and two cases of sports trophies. Branching
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hallways have school-related “street” names hanging above the intansegtilarge
professional-looking display case hangs on the wall outside the guidancemffice t

provide information regarding the school calendar and career, college, and/militar
information. Names of students who have received special recognition are posted on one
wall of the cafeteria.

The high-ceilinged halls in most of the buildings are not wide enough to allow for
an easy flow of students during passing times; lockers line walls in the p&tesvhich
adds to the congestion as students open them. Between classes, the halls ade crowde
with students, and there are often a few students in the halls during classaydatiihe
newer additions are carpeted,; tile floors in the older sections make thossosaés.

When the ninth grade students were moved up to the high school from the mid-
high several years ago, the intention was for them to be isolated in one of thenadditi
however, in reality, those students have integrated with the upperclassmen due to thei
needs for elective and advanced courses.

Students may be involved in a wide variety of sports, arts, and music. Because of
the number of students wishing to participate in several activities as wdllascad
placement classes, the counselors and administrators had difficulty gesatowerall
schedule to accommodate every student.

Organization of Faculty

Lakefront’'s 79 teachers are organized by subject area departmigimts, w
classrooms that are generally located in the same area; however, shmaioftt grade
core math, science, English, and social studies teachers are isolated mththygade

building. PLCs meet by subject area departments twice a month for acdarding
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complex, detailed schedule. Ninth grade core teachers are organized imocalted
Panther Academip assist these younger students in making a successful transition to the
high school.

Teachers are encouraged to use the technology provided at Lakefront High
School. Promethean and Smart Boards are available to all teachers, althowayk tiay
located in each classroom. Teachers are encouraged to create their oweasmgithén
the school district website to improve communication with students, parents, ang facult
Optional training sessions throughout the year provide instruction on a variety of
hardware, software, and web-based programs. Most of these training sassioels at
the high school, but are open to all district teachers, which allows the high schagl facul
to mix with staff from the lower grades.

Website

The Lakefront school district website home page has a large welcome sign and a
link to an online parent and student school climate survey. The site is extremefy full
information; there are 20 side links to sites with information for community nrsmbe
staff, parents, and students. “Achieving Excellence" is the theme of the scdtdot,
and is written on the banner heading for all web pages. According to the superirgendent
page,

Achieving Excellence is the focus of our academic and extra curriculgraons.

The district is committed to providing all children with the academic skills

necessary to excel in the 21st Century. The education of children is a cooperative

effort of parents, the community and the school district. Historically, these

groups have joined forces in [Lakefront] to create one of the best school systems
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in Oklahoma. In addition to strong academic programs, [Lakefront] students have

many opportunities to participate in fine arts, athletics and leadership gra

encouraging personal and social development beyond the classroom.

Lakefront High School’s website pages are very attractive and pafaks
looking. A common banner at the top of each page is decorated with school emblems and
school colors. An extensive list of links is provided on the home page, including
Administration, Calendar, Classroom webs, Clubs and Groups, Guidance Office, Media
Center, Panoramic Tour, Parent Resources, Pictures, Quick Links, Sports Zfine, Sta
Directory, Staff Resources, Teachers of the Year, Videos, and Panther Bvtawf
the pages contain wide-angle photos of the school that were taken by a fornfesritake
graduate. The website contains many layers of links and pictures; itng wele
organized, complex site with much information. The goal seems to be open
communication among all stakeholders while expressing Panther Pride.

According to the school website, the mission of Lakefront High School is: “to be
a collaborative learning community that develops citizens committed lanlif¢éearning,
academic achievement, and personal excellence.” According to the school handbook, the
high school is “the place where everyone learns.” The vision is stated to be “a
collaborative community of responsible, productive citizens committed to leanthtp
excellence.” Thédigh School Handbooktates that the high school “is in the process of
becoming a Professional Learning Community and part of that process iscamige
our vision, mission and values.”

The student handbook, which is accessible from the website, also contains the

words to the school creed and two school songs. The principal has written a page
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explaining the “fish” philosophy that he has promoted among the school staff and
administration. Based on the daily work attitudes of fish market workeesaittl&§ the
basic tenets are:
e Choose your attitude
e Be there
e Make their day
e Have fun
This philosophy is also carried over into his office, which contains many decoratidns
references to fishing, not in terms of the activity, but as reminders thatite this
philosophy to be apparent in the daily life of the school.
The Cast
Administrators
The Lakefront board policy book sets forth 18 duties and responsibilities of
administrators that are considered to be minimum requirements for an adatonist
These duties are in the areas of preparation, routine, discipline, learning enwir,cenmde
instructional leadership. Hierarchy of authority is described in board pditjlaws:
Levels of direct authority will be those approved by the Board and shown on the
district organization charts and listed in the Personnel Attachments. Pérsonne
will be expected to refer matters requiring administrative action to the
administrator to whom they are responsible. That administrator will satdr
matters to the next higher administrative authority when necessary. Adiiijtiona

all personnel are expected to keep the person to whom they are immediately
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responsible informed of their activities by whatever means the person ircharg

deems appropriate.

John Lake, Principal of Lakefront High School, served as the assistant principal
for 17 years prior to becoming the head principal. He has been the head principal for four
years. During his years as an assistant principal, he experienced skaagss in the
principal position. As he explained,

In the last ten years, we’ve had three principals — one for two years intttenlas

years, and he had been here two years prior to that. So we had a four year

principal, and then a three year principal, and then I've been here the fair year

So within a ten year span, we’ve had three principals at this position.

Lakefront also has four assistant principals, one for each grade.

Mr. Lake is especially interested in strategies that will deseré@ drop out rate
of approximately 35% and increase the graduation rate at Lakefront. Hairssothat
too many of their students are under-supported in terms of home life and academics,
which has affected the drop out rate at their school. He supports educational strategie
that will help those students be more successful, and he helped to design the content of
this year’s professional development, which included speakers and videos to target
specific needs of motivating students and understanding differences between social
classes. Mr. Lake also encourages PLC groups to address student tesirseoreffort
to raise those scores each year.

Teachers
According to school board policy, teachers at Lakefront are required to nieet sta

certification regulations and have the following characteristics:
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e High moral character.

e A genuine interest in children and youth.

e A loyalty to America and its cultural heritage and an appt®n of our
democratic way of life.

e A willingness to comply with post-employment local physical neixeation
requirements, drug tests, and felony checks.

e A devotion to the profession of teaching, based on a recognition\ifaitplace
in developing responsible citizens.

e A desire to serve the school and community.

e A willingness to collaborate with peers, parents, patrons, and the public.

e Evidence of vitality, enthusiasm and intelligence.

e Effective self-expression.

¢ In addition to the major field of study, evidence of competency anelaiament
in the fields of guidance, child development, technology, remedadirre,
literacy development, brain research, and assessment.

The faculty at Lakefront High School tends to organize itself by proxioihity
classrooms, since the classroom area is spread out among several interdonnecte
buildings with many stairs. Several teachers’ lounges are located thuduigeo
buildings, and teachers tend to congregate in the lounge closest to their classomoens. S
teachers do socialize outside of the school day, but this is generally done withsteache
from the same subject area.

Of the 79 Lakefront faculty members, 46% responded to the datideand

Group Cultural Awareness Tqakhich measured their perceptions of their school’s
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cultural environment. Thirty-eight percent of the faculty responded to the Griicie
and Group Cultural Preference Tqgalhich measured their preferred school cultural
environment and degree of satisfaction with professional development at their school.
Teachers’ attitudes toward professional developnidntLake feels that some of
the teachers at Lakefront have an attitude of “I've heard it all h&éfore
I've had the philosophy a lot of times, a lot of teachers, especially the older ones,
feel like they have seen about everything or that it's just taken a differeet nam
but it's the same thing. | think a lot of them think that it's the same thing that
they’ve seen before, and so it kind of affects their attitude. But there e alif
ways to present material involving technology. | think how it's presented, even if
it's some old information, sometimes just a presenter that connects with the
faculty and keeps the day moving and is not boring.
In the past, teachers at Lakefront have been observed to appear bored in school-wide,
speaker-centered professional development sessions. Mr. Lake himselfinethjjla
particular training did not seem to be sufficiently practical. This yea&rgooup of
teachers did not return to an afternoon professional development meeting after the
morning session, because it interfered with the time that was originalgndesil as
their classroom work time.
Mr. Lake also feels that relevance to teachers’ practice in theadassnd to
their subject areas is an important factor in their attitudes toward poofaksi
development. He explained:
| really think that they want to get something out of that to be able to use, and if

they do that, they feel like a day of professional development has been
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worthwhile. They're looking for something that they can use in their classroom,

and | want them to take something from what happens in these meetings to be

able to make a difference with what they do in the classroom.

Elective teachers have complained in the past, because they had to attend
professional development that was geared toward core subjects. They féktbatas
nothing for them to attend that would help them in their classrooms. However, recent
professional development topics that have focused on motivating and supporting students
were applicable to the practice of all teachers.

Students

According to the National Center for Education Statistics (2009) there are
approximately 1600 students enrolled in grades 9 through 12. The largest non-white
minority is American Indian, approximately 14 percent of the student body. In 2006-
2007, the enrollment remained fairly steady among grades 10 through 12 aftgr a shar
decline after grade 9. Last year’s dropout rate was 35%, the highlestaaunty.
Lakefront’s student to teacher ratio is 15.2:1, slightly lower than the nativeedge of
15.5.

Some students are very involved in a variety of activities at the school, including
sports, music, arts, and advanced placement courses. Agriculture courses are al
available. There are so many students who want to be involved in several of these
activities, that class scheduling becomes a problem. Students may also attecal the
technology center half days. Some students choose to participate in concurrémeenrol

between Lakefront High School and the nearby junior college.
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There is also a group of students who tend to be detached from school activities
and can be seen congregating and smoking in the park across the street froont.akef
An open lunch policy allows students to leave campus during one of the three lunch
periods. Administrators are usually not able to distinguish between upper and lower
classmen during those times, which allows the freshmen to experience rndonfraed
contact with older students. This group of students generally do not have the same
academic goals as the first group, have less support at home and at schoolpairé are
at-risk for dropping out. Professional development strategies have bedadagtose
concerns.

Lakefront High School students made progress in state test scores lastityea
increases of 2 percent proficient proficiency for English Il and 12 perceAtdebra I, a
particular point of pride for their algebra teachers. There is still concentlu large
number of students who do not progress from ninth to tenth grade, either due to being
retained because they have not accumulated sufficient credits to move on, or due to their
dropping out of school, in spite of the fact that most of them are not legally old enough to
do so. Table 3 (p. 132) compares district API scores, high sEmolobf InstructionTest
scores, and four-year graduation rates for the four schools included in this study.

The Plot
Professional Development Scheduling Process

In preparation for determining the topics of professional development for the next
year, teachers are asked to participate in an online needs assessment. Thasksrve
teachers to rate how often a variety of research-based best teaetuitncepr chosen by

the district-level administrators, can be seen in operation at their stieo&@a@me
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teachers reported being confused by the survey. Results of the survey areddoalyre
principals and district curriculum coordinators to determine areas of strand
weakness, based on the teachers’ perceptions. This analysis is used by theendi
curriculum coordinators to choose the direction for professional development atteach si
Mr. Lake explained this process:
The final decision is made between myself and the Board, the curriculum persons
at the Board of Education, after deliberation and collaboration on the things that
we’re trying to accomplish at our school. And then looking at those things, we
make a decision on who we can bring in to get those things accomplished.
We have people that the district brings in — speakers and people who present and
discuss strategies and things that would help improve either instruction or help
give us ideas on how to structure what we do to help students, and usually, keep
trying to improve the things at our school. The professional development is
centered around those things. And then we look for people to come in to help us
with those areas. We're using several different areas that the dssisent us to
and the direction which meets ... the direction we’re wanting to go, and moving
the staff towards that.
The final decision as to the topic(s) and time of school-wide professional development is
made at an administrative and district level, with little teacher input behenditial
needs assessment. The administrator works with either the elementargratesg
curriculum director to develop the content and strategies for professional deveidpme

the upcoming year. Sites may differ in their presentations based on the tibeds a
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school. Sometimes, several sites may combine for a particular presentatisr topic
that is of interest to all of those schools.

In addition to regularly scheduled professional development days and PLC
meetings, 14 professional development opportunities for the summer are listed on the
school website. Other opportunities are held throughout the year, usually on t@iexs rel
to technology. Once teachers have met their contractual obligations for 18 hours of
professional development during the school year, they can be compensatedtatahe ra
$30 per hour for up to 14 additional hours of professional development. This policy is an
attempt to encourage teachers to take part in additional professional training.

Goals of Professional Development

The definition for professional development in Lakefront school district is
presented in the school board policy:

The [Lakefront] Schools Board of Education recognizes that quality professional

development is essential and important. As such, efforts in the district have

focused on securing professional development opportunities that are firmly rooted
in research and related to the academic and instructional goals of thé¢ wisiec
adhering to the regulations under state law requiring professional development
points for certified personnel and following the guidelines set down in the district
professional development plan located in the District Four Year Improvement

Plan.

District and school administrators are expected to use these guidelinasnmgl

professional development for the schools each year.

97



Professional development at Lakefront High School is focused on meeting
students’ needs. Mr. Lake described it as:
how to go about putting structures in place to help kids who aren’t getting the
help they need outside the school and looking at the problems of our school-
trying to address dropout, graduation, and all the things that are associated with
that. And trying to do what we think is best for kids.
Extra professional development sessions that are optional for teacher®mhoc
the use of technology, unless it is a new program, such as an online gradebook, that all
teachers must use. Teachers are expected to use technology in theioclagse
enhance student learning and to improve teachers’ educational strategessafer
awarded to teachers who are determined to have the best web sites. The high school has a
staff member assigned to assist teachers in learning and usirigawlogies such as
Smart boards, United Streaming, video and picture editing software, and the new
gradebook and record keeping system. This year, it has become more important for
teachers to be comfortable using computers, since all End-of-Instruct®miest now
be administered online, and teachers may be required to assist in this procegspy ser
as test administrators in the computer labs.
The focus of departmental PLCs is increasing student learning as etebgur
state test scores. During the PLC meetings, teachers are expeateaté common
checkpoint assessments which are administered at the same time iratatdsitd
subject area, analyze the results of those assessments, and detertagiesstoa
overcome weakness that are shown as a result of the assessments.

Topics of Professional Development
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At the beginning of the 2008-2009 school year, the entire faculty at Lakefront
attended professional development sessions with speakers and videos that tageted w
to reach unmotivated and under-supported students. Teachers also met by deprtment
look at test data from the previous year to determine specific areasrajtetand
weakness. Teachers are expected to develop strategies to address agokthedr
students’ learning and to use them with students in their classes, hoping that this w
eliminate any weak areas in their teaching and address common problsrof ate@ent
learning.

Professional Learning Communities (PLCBEe Lakefront school district is
committed to developing strong PLCs at each site. PLCs at Lakefront High &chool
organized by departments and meet at least twice a month according to axcomple
schedule. These meetings are usually attended by the high school curriceictor dine
district secondary curriculum director, or both. PLC members are expedtazlis on
data from common assessments and student progress. The overall goal is to increase
students’ learning, as demonstrated by proficient scores on state-mdtiachteid
Instructiontests. The teachers also work in their PLCs to develop checkpoint assessments
that align to state standards. This plan has met with varying degrees of sntkhess
departments. Some are on schedule with analyzing data from the assessments and
planning strategies for remediation where it is necessary. Other depisrame still
trying to finalize their common checkpoint assessments.

Vertical alignmentWithin the past 10 years, curriculum has been aligned by
subject areas throughout all grades. Curriculum Maps for each core subgatfabnt

High School are posted on the district web site, and teachers are expected tthfmlew
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maps closely as they develop their own lesson plans. These maps are updatetlyby facul
groups with each department as necessary to reflect changes in statelstandaanges
in the district’s grading periods. Secondary vertical curriculum teamsthreaghout the
year to discuss academic concerns related to their subject.
The Time

Professional development at Lakefront takes place on three designatedrdays pe
year. The high school teachers usually meet in sessions at their own siténesniay
are joined by teachers from other sites. Three professional developmentedsgsiaio
the school district calendar, which is developed by a committee and approved by t
school board in January of the previous year. Last year, all three days wehdestlad
the beginning of the year; next year, two will be at the beginning of the sgarpland
the third will be in January. PLCs meet twice a month throughout the year in 45-minute
time periods.

Lakefront currently has three trimesters with five-period days; haweegt year
they will be returning to a more traditional semester calendar witpesind days. Goals
for the new schedule include increasing instructional time in an effort to secstadent
test scores, increasing the amount of time teachers have to develop relatiatbhips
students, and increasing time within the school day for PLCs to meet. Cyrreatlyers
do not feel they have sufficient time in their PLCs to accomplish all of thelsg

Hillcrest High School
The Stage
Hillcrest High School serves grades 10 through 12 in a city of approximately

20,000 people located within ten miles of a metropolitan area. The district website
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describes the town as having “small town distinction” while béjaogt 15 minutes from
the heart” of a large metropolitan area. According to the 2000 Census, median household
income was approximately $32,000. According to its website, the city of éstjavhich
is the county seat, is home to over 120 industries that employ nearly 5000 workers. This
growing community is mostly middle class with a sense of community pndea
diversified workforce. According to the school districts home page, “Approxiynane-
third of the people within 20 miles of Hillcrest have college degisasording to the
district website, the city of Hillcrest “enjoys a revitalized dowmnp@ strong economic
base and diversified civic and cultural involvement.”

Hillcrest High School is located in a mostly commercial area, just &lsvks
off the main street of the city. The high school is adjacent to the administratidimdpui
and junior high school for eighth and ninth graders. An elementary school is quite nearby,
and a common stadium is located behind the high school and junior high school
buildings. The high school is a dark red brick single-story building attached to a tw
story auditorium. It is very easy to locate, as it is very well mark#ddthve address and
name in large white letters on a dark blue awning. Tenth through twelfth guaéatst
attend classes in the high school building.
Organization of Classes and Students

The entrance to the high school building is a clean cement courtyard with flags in
the center and two low signs which read, “Warriors live here.” A sign bylaiss ffont
entrance doors reads “Visitors Must Check in at Office,” but upon entering, themocat
of the office is not immediately apparent. The entrance hall extends taerieaieis

intersected by a wide hallway leading to classroom areas. The entrédnsediber
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narrow and is similar to a business or medical office building. Locations of niigiesof
of the school are listed on a black directory board with small white lettergarsini
those seen in office buildings. The right wall of the entrance hall is lined wélt sm
plaques with pictures of past and current student council officers. The maaisffic
located at the intersection of the halls behind a single glass door. A bringnoiung a
over the door states that it is the Main Office.

The clean, neat main office is rather small, with a few comfortable ctoatered
chairs, medium gray carpet and walls with light gray trim, and light wowdtére and
doors. Ceiling tiles are stained. One wall contains a large window looking tnet to t
hallway. The opposite wall is decorated with four large shadow boxes, each cordaining
uniform jacket representing one of the following activities at Hillcreghtschool: band,
chorus, ROTC, and FFA. Three built-in glass trophy cases are located jingt wf&in
hall. Each one is dedicated to a different class — tenth, eleventh, and twelfth thather
activities or sports. Across from these trophy cases is a gymnasium paititecschool
colors and decorated with several “Champs” banners and a large school logo on the back
wall. Very few school-related banners or signs were hanging in the halls.

Hallways in the academic areas are very wide and well lit, with whatdoaght
blue tile floors. One hall is lined with unobtrusive tan lockers. Branching halteay
other areas of the building have hanging “street signs” which give dimsctClassrooms
have wooden doors with single column windows in each door and large outside windows
with blinds. Although the classrooms appear to be older than some other portions of the
building, most are brightly painted. During class periods, most of the classimmshare

closed; some rooms appear crowded. In one, | observed that the desks were aligned in
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rows; in another, they were arranged in rows facing each other. Halls allg geie,
with little traffic during class. A two-story auditorium area appeatset newer than the
classroom buildings and contrasts with the adjacent single-story classrags wi
Joan Hill, Hillcrest High School’s principal, contrasted her school to neargg |
metropolitan high schools:
[Hillcrest] is about ten miles, from that district, and sometimes it’s fardd in
[Hillcrest] to know, do we respond, act like a big school because we're a big 6A
school, or, you know, we're just [Hillcrest]. We’'re just a little communityeher
We're not [named two large metropolitan school districts]. “That’s not how we do
in [Hillcrest].” You'll get that quaint colloquialism quite a bit. And sometimes
we’re just kind of confused ourselves in terms of ‘Are we a big school today or
are we just a little small community today? We're still figuring that out
Organization of Faculty
The faculty of Hillcrest High School is organized by departments. irapat
heads meet with the principal on a monthly basis. Teachers in certain ctasbesas
advanced placement, are somewhat isolated because there are no othertézatiiegs
that same subject. As Joan Hill explained:
| have one AP Calc teacher. | have one AP Chem teacher. Now they may have
AP in common, but to say “I know what you’re going through,” you don’t find
that a lot at the secondary, especially at a school like [Hillcrest]. eve'r
considered a 6A school, so we're considered large, but we’re like number 30 out
of 32 6A schools. So we're like the smallest, or one of the smaller, 6A schools.

So we may have AP Calc, which is great - you don’t find that in smaller schools,
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but we have one. We won’t have eight sections of AP Calc or two AP Calc

teachers, so we are a large school, but we're a small, large school. So thdt, in itse

is a unique part of [Hillcrest]. We are 6A, but we're bureaucratic, at thdt leve

But we’re a small community, and we are a small, large school and hence, the

group. We do still have staff development that meets over at the superintendent’s

house. She lives about four blocks away, and they all meet at her house to talk

about staff development. So that is very quaint, and that’s a reflection of our

community, but at the same time, we are a 6A school.
Website

The Hillcrest school district home page declares that Hillcrest schaoisfe
“Academic Excellence in a Caring Environment.” Hillcrest High Sclsoekbsite is
somewhat plain, but attractive and organized. Below the district banner heaaing is
added statement, “Pride of the Warriors — Built on Tradition.” The simple hogee pa
shows a picture of the school; the week’s calendar; log-ins for parents, stuceisite
and staff access to private content and combined calendars; and news, including a
schedule of parenting help seminars. Side menu links lead to Academic Téa@hdr,
District calendar, District web site, Football, School information, Trapsguest, and
Yearbook. Art and Choir are empty links, and School Information has only ACT test
dates. Under Sports, the Baseball link led to a highly sophisticated professibaaéwe
sponsored by the booster club. The Football site provides mainly schedules and lists of
students; some pictures are also available as thumbnails. The other sportsigages |
only current schedules. Eighteen clubs and organizations are available to students;

however, there was little or no information on their web pages. Instrumental and vocal
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music, as well as Indian Education, also had little or no information posted. Theme was
access to the student handbook; it is unknown whether students could access this
document from their private accounts. There was not a great deal of specificaitidor

on the website or links; it appears that the private log-ins might lead to motedietai
information, based on the website instructions.

One link from the Professional Development page contains a description of this
program at Hillcrest, “[Hillcrest] Public Schools have a strong comemtrto Staff
Development. The program is designed to provide teachers and administrdtors wi
information on current trends and practices in education.”

The Cast
Administrators

Starting at the school board level, roles and responsibilitesdalegated by

policy. According to the board policy book available on the district website,

the School Board is the final authority in setting up policy. The Baaproves

the rules and regulations that are consistent with its polidiedoes not attempt

to deal with details that are a part of the administrative aéparaf the schools.

Execution of policy through the detailed steps and proceduresctajols

administration is the job of the Superintendent of Schools and the staff.

Joan Hill, the head principal at Hillcrest, has been an administrator thera for te
years. She explained, “I have been an administrator; this is my tenth yess.ahw
assistant principal for five, and this is my fifth year as the principah the second
principal in ten years.” Ms. Hill was extremely friendly, despite beery busy. When

one of the teachers came into the office to talk with her about an issue, the éshelde
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“Is she still up to her eyeballs?” The secretary replied that she was astie¢hzd

several meetings scheduled one after the other. Despite her busy schedule, desHill

not take an authoritarian stance toward her staff. She related an incidenthrshdic

apologized to a teacher for possibly being viewed as a micromanager, “I apdltmi

this teacher, ‘I'm sorry; I'm not really a micromanager, and I'm sorhyagpeared that

way, but this is my need, for this reason.”

Teachers
Desirable characteristics for teachers are not mentioned in thesklilbmard

policy. Teachers’ role descriptions are phrased in terms of functionahy r&ian

personal characteristics. According to the board policy:
Teachers shall be responsible for the care, discipline, and instruction of their
pupils during the prescribed school day or any additional time they are placed in a
position of responsibility by the principal or Superintendent; they shall endeavor
to maintain hygienic conditions and practices in their classrooms, and shall report
to the principal any serious accident or illness affecting pupils in theireeharg
They shall exercise such control over children as would be exercised by a kind,
firm, and judicious parent. They shall exercise the greatest care imgranti
permission for children to leave school at the request of, or in the company of any
person not a parent or a school officer, and then only with the approval of the
principal.
Hillcrest High School employs a faculty of 74 teachers. The teacherstagthe

school generally reflect different characteristics than other teaohthe district.

According to Ms. Hill, they tend to be more independent than elementary teachers:
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By definition, secondary people are loners, you know, in terms of ‘my classroom,
I’'m the only AP Calc teacher here. No one else can relate to me and nsy’issue
Secondary teachers tend to be just a little more critical and serious by sature
they're data driven. They want to see all the charts. They want to see the pi
graphs. | know the junior high principal, one thing that he did have them do was
go to the bowling alley. They kind of had some team-building things.
He took his teachers to the bowling alley; that’s part of their staff devetdpme
| would love to go to the bowling alley with my teachers, but they would find that
very much a waste of their time. His teachers love it, but you know, junior high is
a transition between elementary and high school, so they still have a littlereit
of the fun, and they go to the movies, and they give away TVs to help you meet
your reading goal. They’re [the high school teachers] not going to be real
motivated by going to the bowling alley or by little T-shirts and that sotiogt
They want true grit. They want, “give me the numbers, get me the books, send
me to the training.” They want the hard core. “Don’t waste my time.” And |
love it. | was a secondary teacher.
Teachers at Hillcrest also feel the pressure for their students tthpasate

mandated tests, especially since they will eventually be required togeastcdests to

get a high school diploma. Ms. Hill explained their feelings:
When that kid does not pass English 2, it doesn’t say Ms. Hill on it. It says, you
know, Mrs. So-and-so. And they take that seriously. It is their name on that test
as to why they didn’t get their diploma. And I'm not sure if the elementary

teachers quite feel that. Not being promoted to third grade - that’s serious,
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something’s wrong. But when you don’t get a high school diploma...you’re
changing someone’s life. And our secondary teachers take that seriously.
Of the 74 Hillcrest faculty members, 14% responded to the oBliiteand
Group Cultural Awareness Tqalhich measured their perceptions of their school’'s
cultural environment. Only five percent of the faculty responded to the @atideand
Group Cultural Preference Toolvhich measured their preferred school cultural
environment and degree of satisfaction with professional development at their school.
Teachers’ attitudes toward professional developmeheachers are encouraged
as a matter of board policy to participate in professional development outside of the
school district, and they are required to accumulate almost half of their protdss
development points by attending activities outside of the school. According to the policy,
The Board of Education encourages participation of professional conferences and
conventions by certified teachers. The Board of Education will pay all expense
including substitutes if required or requested by the Administration. Applicati
must be approved by the principal and the Deputy Superintendent and/or
Superintendent.
Ms. Hill explained that the teachers at Hillcrest High School seem tociqiere
being able to share concerns and solutions with other teachers in the same sagect ar
during professional development sessions that meet in small groups, such asghe PLC
| think that they like hearing all the new ideas and the new methods, being
exposed to just, different ways of approaching and solving a problem, being given
an opportunity to collectively talk about a challenge that they may have and to see

how others may solve it. |think they just really appreciate the time to niteet w
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colleagues and to even meet with colleagues that they don’t see a lot, you know,
with our high school English teachers would have an opportunity to meet with the
junior high English teachers during staff development.

Ms. Hill also finds that her teachers appreciate whole-group professional degatopm

that is relevant and subject-specific, without a lot of distracting aeswaind gimmicks

that might be more appropriate for teachers of younger students:
We had a very well-known speaker come in before Thanksgiving Break, and he
was great, but it was more of a bells and whistles kind of a presentation, and it
was all about excitement. And, of course, you know with the secondary people,
they're a hard sell. They're not into all the puppets and the...he had all kinds of
props, and well, you know that kind of works more with your elementary. You
know, with the secondary crew, | mean they're...they're a tough crowd, and they
want a little bit less “fluff,” and they want a little more substance wheonites
to their presentations.

| think that they do not appreciate shallow or a shallow staff development,

meaning just a very soft attempt at trying to fill a day. | think therelisdain
for a wasting of my time, you know. And | hear that from time to time, and |
usually do hear that when we have national speakers come in that can’t relate to...
“Well, that can’t work at our school. They don’t know enough about our school.”
They want to hear about math if they’re in math. They want to hear about
English, if it's English. They want it very specific for their content afg¢dhe

secondary level, | think it needs to be relevant towards the content area. | think it
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needs to be free of a lot of elementary type devices that are more geastl tow
your elementary staff.
Students
According to the National Center for Education Statistics (2009), in 2006-2007,
Hillcrest had approximately 1150 students enrolled in grades 10 through 12. The larges
non-white minority was American Indian, approximately 25 percent of the student body.
In 2006-2007, the enrollment remained fairly steady among the three classesideis
student to teacher ratio is 16.7:1, higher than the national average of 15.5.
Students at Hillcrest have conflicting influences on them. They are \o=y t a
large metropolitan area, yet some of the students come into Hillcrestdeal®r schools
in surrounding small communities. Ms. Hill explained these attitudes of the student
To our kids, it's all relative. We get kids from surrounding communities, very
small schools like [named two area small towns]. They’ll come to our school, and
it is, “Oh my goodness, you guys are so big. | don’'t even know where to go in
this building.” And so to them, we are this school. Our [Hillcrest] kids think that
we're very small. And | have taught at [big school], and | taught at [bigger
school], so I'm coming from bigger schools, and I'm thinking, “Wow, this is very
small.” You know, the last school | taught at was like a mall, as big as [the] Mal
over here, and so it’s all relative. But our students truly believe that theyemy a
small, tiny school and that [big school], they're the big city school and thetyig c

kids.
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Hillcrest’'s middle class demographic is reflected in motivationalegjias that
will be successful with the high school students, as opposed to those that are used with
the younger students in the district. Ms. Hill explained,

[at the junior high], they give away TVs to help you meet your reading goal.

You know | can’t give away TVs. Giving away a $200 TV is not really going to
motivate them to have better attendance. That’s not really going to moheate t
they drive $40,000 vehicles. They drive nicer cars than | do. And giving away a
$200 TV is not really going to motivate them to have better attendance, but it sure
works next door.

Hillcrest students’ scores on state end-of-instruction tests decreigbely gh
percent proficient last year, with decreases of 3 percent for both English 2ggatmfaAl.
Table 3 (p. 132 ) compares district API scores, high school End of Instructioockest, s
and four-year graduation rates for the four schools included in this study.

The Plot
Professional Development Scheduling Process

Most of the responsibility for organizing professional development at éslicr
High School is in the hands of a committee that is representative of the faculty
According to the school website, “The majority of Staff Development desvére
submitted, planned and presented by [Hillcrest] staff. Numerous activiéedfared
each Staff Development Day during the school year. Opportunities for proféssiona
development are also available during the summer months.” Ms. Hill explained this
process and the involvement of administration in the area of professional development

more fully:
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You know, honestly as principal here at the high school, | have very little input
with the staff development. From what | understand, they get together, they talk
about it, they submit it. Actually, they have me come in and sign. You know,
that's fine. And then it goes from me to the administration center across the
parking lot, and they actually do all of the contacting of the speaker, | theess
fees, if there’s any fees that need to be paid. | don’t pay for any of thé fees
don’t schedule any of the speakers, and so that has really not been a part of our
process here.
Regarding the frequency of the professional development committee meetthtigeir
involvement with the assistant superintendent of curriculum, Ms. Hill described that
process more fully:
Honestly, | have no idea. That falls under the jurisdiction of the assistant
superintendent of curriculum, and he is new. Our superintendent now, she was
the assistant superintendent, and she was directly involved, and they met at her
house. | mean, yeah...They would meet at her house several times throughout the
year, and so she was directly involved with staff development. That was more her
area, her responsibility, so I've never met with the staff development ctaamit
She lives about four blocks away, and they all meet at her house to talk about staff
development. So that is very quaint, and that’s a reflection of our community, but
at the same time, we are a 6A school.
Traditionally, the staff development committee representatives contdetctiity
about concerns to determine the needs and direction for professional development.

According to Ms. Hill, this is accomplished at the monthly faculty meetings:
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| ask them always, ‘We’re going to have a faculty meeting the next dayoiD

want to put anything on the agenda for the good of the club? And | would say,

probably, out of the nine faculty meetings, that probably, half of those... Staff

Development would like to speak. So generally, at our faculty meetings, our Staff

Development rep for the high school will address the faculty, ‘Guys, if you want

to submit your ideas, what are the needs?’ And it really goes straight to her

people, and it really does not go through me at all.
As far as the teachers’ actual attendance at professional developrsentisséds. Hill
explained that “it’s [the professional development program] got a lot of megtisje
not sure who goes to what. They pick what they want to go to.”

A recent change in central office administration may lead to changes in the
patterns of scheduling for professional development. Ms. Hill expressed hésesant
interest in taking more part in professional development as an administratdr,hakic
not traditionally been part of the role of the principals:

We just had a meeting with our assistant superintendent yesterday, - hes new t

our district - and he enlightened us, the junior high principal, as well as myself,

that he would like to see us have more influence on decision making in staff
development. Whereas, before, it's always been a staff development camanitte

group of teachers. They decided it; they submitted it; we signed it, with ttkry li

input from us. You know, we just trusted, hey this is what they want.

It was kind of surprising when our assistant sup[erintendent] said, ‘Where are all

your people during professional development?’ They pick what they want to go

to. And he said, ‘Well, don’t you have more input on that, or who goes, or
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accountability?’ You know, they sign their sheets where they go, and that goes to
you guys across the way, and we never really know. We just kind of walk
around, saying hi and welcome back. And he said, ‘Well, | would like to see you
as principals to come up with some programs or to have your people come up
with some programs, for you to have more input into the programs.” And that was
something very different than the culture that we've experienced before here, a
SO ... which is exciting to us because there are things that we’d like to do. We do
our normal, once a year in the summer welcome back, kick off, but especially at
our mid-year staff development [which] we just had a week ago. And he said,
‘Well, how much input did you have in that?’ And that'’s very little, because our
assumption has always been that there’s so many other programs that @eaple w
to do, there’s really no room for anything for us. It's just, that's never dawned on
us that we would have an ability to schedule something at this time. And he said,
‘Well, by all means, we need you to have a little bit more...” So really, you
usually hear more about teacher input, so this is kind of opposite in that more
administrator input ....And he said, ‘Yeah, | really want you guys to schedule
something, and then we’ll schedule around that, if we can.’ So that was new and
different. So hopefully, we’ll have more input from now on.

Goals of Professional Development
The Hillcrest district website has eight web pages devoted to professional

development. The Professional Development home page provides the following

description of this process:
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[Hillcrest] Public Schools have a strong commitment to Staff Developnidrd.
program is designed to provide teachers and administrators with information on
current trends and practices in education. The majority of Staff Development
activities are submitted, planned and presented by [Hillcrest] staff. tdume
activities are offered each Staff Development Day during the school year.
Opportunities for professional development are also available during the summer
months. A complete Staff Development handbook is available in each building
and can also be obtained from Staff Development Committee members.

From the website, teachers can access forms to evaluate professional dengltpm

record their staff development points, and to request credit for summer pyoé&ssi

development points.

Teachers are required to accumulate 15 total Staff Development poineaper y
with one hour equaling one point. A minimum of eight must be Focus points, meaning
that they were “obtained by attending workshops organized and/or presented by
[Hillcrest] Schools. The remaining seven may be Alternative points, whechaants
obtained by attending workshops outside the district.

Rules and regulations for professional development are spelled out explicitly on
one of the web pages, covering the areas of points, proposals for activities, payiment of
district presenters, payment of tuition/fees, quality assurance andatesii, recording
and reporting, and professional development committee membership. A Site Based
Procedures page explains the roles of the professional development conmaitiee a
school/site committees. The overall committee is composed of at least asergative

from each site, four from administration, and one each from curriculum, technology, and
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parents.
Identified Needs and Goals are presented in a set of complex chartdiAgto
the district website, Hillcrest Public Schools has five main goals forgziofeal
development:
e Increasing the academic performance index (API) scores for thetdistr
and each school site
e Closing achievement gaps among student subgroups
e Increasing student achievement as demonstrated on state-mandated tests
and the ACT
e Increasing graduation rates
e Decreasing college remediation rates.
One of the main goals of professional development for Hillcrest's teashers
learn strategies that will help students pass the state mandated end afonstests.
The principal, Ms. Hill, explained that this focus is a fairly new development:
When we went to a trimester, we didn’t really have testing as a, | meiag test
was important, but it was not necessary for a high school diploma. But now that
students have to pass four of the seven tests to get a high school diploma, that’s
some serious high stakes. And so we definitely need to get more core curriculum;
it's really what that’s about. It was great — trimester - you know, asrd¢ould
be on the dance team, they could be in choir, they could take Spanish 5. You

know, you had all these nice electives, but we’ve got to get back to reading and

math.
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When it comes to test scores, these teachers are held accountable. These
kids will not graduate. So it has changed even dramatically within the last four or
five years, their whole want and need, because that is their name... on that test as
to why they didn’t get their diploma.

Topics of Professional Development
Teachers at Hillcrest have recently taken part in ALCA training, wdivcts

teachers detailed information on students’ test scores throughout their schers. Cene

plan for this system is to allow teachers to identify each student’s ttsesag

weaknesses more clearly to provide a more individualized educational pragreaci

student, according to the student’s need. Based on this information, teachers and

administrators will also be able to chart students’ progress more clgiastlyAill

described the program and its use more clearly:
That is a, | want to say, a web site, but it is a web site that you have to has& acce
to and training. You have to have FERPA authorization because it's all about
access to student test scores. You can actually go in as a teacher or pmcipal
one student, and you can see every grade that they’ve ever had on any test from,
you know, third grade up, first grade up. So this is very new, and they can actually
use that to help pinpoint. They can see a student’s progression. Ok, from first
grade we’'ve had reading comprehension problems or why do you have reading
comprehension, but we’re over here looking at your other scores, and you're
doing fine here. So it gives them all this information. And then we use this My
Test Improvement which gives you charts that look like this that we use. Now we

expect for the first time to use these in our test improvement meeting with the
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Board. And you can do all kinds of ...they do all the graphs for you, and they
give you the breakdown by ethnicity. We went through six hours of training to
access all this information.
Professional Learning Communities (PLC3)eachers have recently started
participating in PLCs on a regular basis, after receiving training in thegs ¢ast
summer. According to Ms. Hill:
We have PLC training, which is our Professional Learning Community. That is
something new that we’re doing here this year. We were trained this sumaher, a
we had some more training. | know we had our individual departments, like our
English department had their meetings. I'm not sure specifically what they
discussed. I'm sure it was benchmarks, assessments. | think that theytikg he
all the new ideas and the new methods, being exposed to different ways of
approaching and solving a problem, being given an opportunity to collectively
talk about a challenge that they may have and to see how others may solve it.
And, | know that’s what the PLC... that really provides a good time for everyone.
Vertical alignmentTeachers meet by departments in their PLC’s. According to
Ms. Hill, “When English teachers meet, it's going to be junior high and high school. So
to have that alignment, it's really not cross curriculum, but | guess it'”iaale
alignment each time.”
The Time
Hillcrest High School is organized according to a trimester schedulefiwee
12-week grading terms per school year. Professional development meetihgklare

when school starts at the beginning of the year in the form of a “summer wdlecine
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and kick off,” according to Ms. Hill. This program “is only for a portion of the day, and
then they’re so busy going to all their other activities.”
The trimester schedule makes it difficult to provide sufficient time faz$1lo
meet. The Hillcrest district is considering changing to a semestedsie, which would
present a possible solution to the problem of not having enough time for PLCs. Ms. Hill
described these changes:
You know with the trimester - that made it really hard for us to find any time for
our PLCs. So one of the things that we're looking at with the six period day is
having at least a consistent time that we can meet. We're looking athetlexr
a flex time within the six period day so our PLCs can meet.
Plainfield High School
The Stage
Plainfield High School is located in the city of Plainfield, a community of pearl
14,000, located less than 15 miles from a large metropolitan area. According to the 2000
Census, median household income was approximately $50,000. The community is
growing and has experienced unprecedented growth in elementary school population over
the last several years, according to the district superintendent. Theskidemssare
now starting to enter the secondary facilities, which are not prepared to hendle t
additional students.
According to the Plainfield High School handbook, the mission of the district, “
a dynamic educational community, is to enhance the potential of all children and to

develop responsible, productive citizens through comprehensive, innovative programs.”
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The district seeks “to create a school improvement plan that accuratety s&uigeol
excellence and quality programs.” The district defines “quality as continuous
improvement.” The district goals are:
¢ All district students will reach high standards by attaining proficiency tberie
all core academic areas.
e All district ELL students will become proficient in English and reach high
standards by attaining proficiency or better in all core academis.area
e All district teachers will be highly qualified in the areas in which they are
teaching.
e All district students will be educated in a safe, efficient, drug freailegr
environments.
e Plainfield students will attain a 100% graduation rate.

The district philosophy explains that due to a proliferation of knowledge in the
world today, it is necessary to have “not just a traditional approach to education,
but also an education that fosters a life-long learner, acutely aware of pessoiz and
multi-cultural responsibilities.”

The school colors, emblem, and motto take up only six lines in the handbook;
only basic descriptions are given without explanation. There are no songs or school
creeds listed.

The high school campus itself is large and open. The high school buildings —
classrooms, sports, fine arts, and trades - are spread out in a single large bleckitoc
an older residential area. Seven separate buildings contain high school classroom

offices. In addition, there are separate buildings for vocational agricldtutamnotive,
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welding lab, physical education, ROTC, in-school-detention, and four portable buildings.
The old gymnasium is the first building on your right as you enter the high school
complex; it is a rectangular “box”, painted very dark gray with a black roof. The mai
fieldhouse, football stadium, wellness center, gymnasium, tennis courts, and aoditori
appear to be newer structures and in excellent condition. The newer gymnasium has a
large “P” on the front and a sign that reads, “Home of the Eagles.” In contrastp§om

the classroom buildings need paint. According to the superintendent, the averafe ag
the school buildings is 40 years; some in regular use were built approximatelgré0 y
ago. The central office and classroom buildings are difficult to find, as theaneatis
located near the center of the complex, and they are not well marked with either
directional signs or easily-seen signs on the buildings themselves.

The main office has a central lobby with a large bay window on one wall. A
hanging file exhibiting pictures of previous classes hangs on the wall tgthefithe
entrance; a framed woven throw depicting area landmarks hangs on the wall tb the le
Instead of a trophy case, tall trophies are arranged in a row along the baokthal
lobby area, behind a large mosaic crest embedded in the floor and protected by velvet
ropes. The crest is divided into four quadrants, depicting a torch, a lyre, an open book and
quill, and mathematics tools. The head of Plainfield’s mascot, the eagle®pithafcrest,
and a banner across the bottom reads, “By courage and knowledge.”

A tall wooden counter is located along the left side of the lobby. Three sexsetari
sit behind the counter under three signs that designate them as “Senior, Junior, and
Sophomore.” Three identical low file cabinets located behind each secretarhérm

back barrier to the secretaries’ offices. The walls in office areeoaered with rich,
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dark wood paneling and red brick, making them somewhat dark. A hall at the back of the
offices leads outside to other classroom buildings; a row of interior windows aisng t
hall is covered with non-matching curtains. The principal’s offices are morevagie
windows looking out to a grassy area and two of the classroom buildings. A tall pole
holding a figure of the school mascot stands in the middle of this area.
Organization of Classes and Students
Joan Field, one of Plainfield’s assistant principals, explained the physical
organization of the classes:
This is all high school. Across the street, right behind the football field, is our
ninth grade building. Our freshmen are separate. And then we have tenth,
eleventh, and twelfth just on this side. They [the ninth graders] do come over
maybe one elective...one or two electives. We have some ROTC kids that will
come over for that, and we bus them over here, but their core classes ateeall at t
mid high. We tried our sophomores - we moved our sophomores to our Central
Building, the building that we’re in, and then the West building and the South
building. We tried to kind of make a little community for our sophomores and
then segregate them from our seniors. And it needs a little work, but it's been
good. For the most part, you know, they're by themselves.
The classroom buildings themselves are single story, flat-roofed builditogs
are connected by covered breezeways and surrounded by grassy areasaggh m
landscaping. Ms. Field commented on the organization and size of Plainfield’s campus,
“Our campus is so big, and like a college campus, it's difficult to keep up with all of

them.” Most of the classroom hallways are painted gray and are somewkatvgtar
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few wall decorations other than flyers advertising school events. One hakwdyight
orange lockers that provide some color. Hallways are generally namow,would
expect them to be quite congested between classes due to the large enroliment of
Plainfield High School. Most classroom doors have one large window beside them; some
of those are covered with fabric or curtains; most have one or two square windows on the
outside. Generally, the classrooms appear to be isolated from the hall and finom eac
other. Some classrooms have attractive colors and posters in them. Foreiggdarglia
English seem to be located in one building, but some subjects, such as math and social
studies, have some classes in several buildings throughout the campus. Some classrooms
were very full of students; others had only a few. A student guide explained that the
smaller ones were probably honors classes. Few rooms had their doors open, but all of
the classrooms | was able to see into had desks arranged in rows, whether the room was
full of students or not.

In addition to regular academic and elective classes, Plainfield offersesdhat
might be more closely aligned with a career technical center, such aoausoamd
woodshop. These classes are held in several smaller buildings located behind the main
classroom buildings.
Organization of Faculty

Teachers at Plainfield are organized by departments, and some of their
professional development is also departmental. Principals are assigveasiEeo
activities of the various departments. As Joan Field, assistant principairgieR]
explained, “I'll meet with the math teachers — I'm over the math departrnamd we

might talk about some area that they would like to see someone come in and present on.”
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Assignment of principals to departments is not necessarily made accordieg to t
subject area of expertise. When asked whether she had taught math previouslgldMs. Fi
stated, “No, | taught English. | wish, being over the math department, it wdpldeel
just....wing it and hope to facilitate it well.”
Website

The Plainfield High School website displays an attractive new design. dme H
page posts the nine weeks’ testing schedule, a link to senior college scholarship
information, pictures of cheerleaders and the pom squad who had recently won national
honors, a listing of DECA competition winners and a link to the DECA website, the bell
schedule, a picture of industrial arts students with the governor, and SprikglBtes.
There is a link to information regarding the upcoming all night graduation party hosted
by parents and community members to eliminate alcohol-related acategitaduation
night. A box for “Notes from the Principal” is blank. An Activities page shows spring
break dates and four pictures of students engaged in a woodshop competition, a ROTC
ropes course, and two musical activities, with no captions or names. The Atbdefecs
has links with pictures to 15 different sports. Information on this page contains names of
the all conference softball teams and information regarding the signingareréon one
athletes to attend a state college. A link to the district Athletics pade yea to
calendars for each sport. Four of the pages have team pictures; the resteshparts
facility or the schedule only. The Counselors page is very informative witeshand
emails of four high school counselors, the counseling secretary, the registegitethe
and talented counselor and the test coordinator. A section posted on October of 2008 lists

college news, information important dates, and other information for eight colledes a
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universities. There are 13 scholarships listed in a section for senior schdahshi
addition, there is a list of graduation and college entrance requirements. Therpage fo
Seniors shows a calendar with dates specific to that class. The Staff tsagelyis
teachers, no administrators. Administrators names can be found only on the first page of
the online student handbook, and their emails are not listed. The Textbook page provides
links to all online textbooks.
The Cast

Administrators

According to the hierarchy charted in the School Board Policy, principals report
directly to the Deputy Superintendent. Their levels within this structure asathe as
those of directors of secondary curriculum, elementary curriculum, persqueahls
services, and federal programs. The names of the high school principaliatahtss
principal are not listed anywhere on the high school website, nor are their kstedl$n
the faculty directory. The only place | was able to locate their names wiae torit
page of the high school student handbook, which was linked to the district home page,
not to the high school website.

Joan Field, the assistant principal who has the most involvement in professional
development at Plainfield High School, is in her first year of administratiemda
taught there for ten years previously. Describing one of the other assigtaiggs, Ms.
Field stated, “I think this is her eighth year here in administration and she tearght
prior to that.” The third assistant principal is in his second year at Plainfisld~ield

explained that the head principal has been at Plainfield as long as she has be&as “He
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the assistant principal before he was the head principal, so he has been in atlonmastra
long time.”
Teachers

Character traits that are expected of the Plainfield school distritictessare
specified in board policy. They include tolerance, leadership, respectsadicte
integrity, self-discipline, volunteerism, courage, enthusiasm, responsibility,
patriotism/citizenship, caring/forgiveness, and courtesy.

Plainfield High School has a faculty of 111 teachers, teachifightéugh 1
grades. Of the 111 faculty members, only 7% responded to the Gmithand Group
Cultural Awareness Toplwhich measured their perceptions of their school’s cultural
environment. Fourteen percent of the faculty responded to the @rishand Group
Cultural Preference Toplwhich measured their preferred school cultural environment
and degree of satisfaction with professional development at their school.

Teachers’ attitudes toward professional developmehtcording to Ms. Field,
teachers at Plainfield appreciate “the opportunity to have input. If they finetlsm
that they're interested in, they can bring that.” She also explained thairdfey topics
that are relevant and applicable to them:

things that they think will help them in the classroom. They look at if it's really

relevant to what | do in the classroom every day. You know, things that are going

to help them increase our student achievement and help them be better teachers. |
think just anything that you go to that you leave thinking, ‘Oh, you know, that's

great and | can use that.’
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She described topics that the teachers do not appreciate: “That’s probaldbetteir
favorite...just knowing that things are required that they don’t see a benefihtohegp.”
Students

According to the National Center for Education Statistics (2009), in 2006-2007,
Plainfield had approximately 1650 students enrolled in grades 10 through 12. The largest
non-white minority was American Indian, approximately 9 percent of the student body,
closely followed by Asian/Pacific Islander at 7 percent. In 2006-2007, theraantl|
remained steady between grades 10 and 11, with a slight drop for grade 12. @kinfiel
student to teacher ratio is 16.4:1, higher than the national average of 15.5.

According to the school website, students may select from 15 different sports in
which they may patrticipate. Students’ scores on state end-of-instrucismnast year
increased by 14 percent proficient in English 1l and 7 percent proficiengebsd 1.

Table 3 (p. 132) compares district API scores, high school End of Instruction test, scor
and four-year graduation rates for the four schools included in this study.

The Plot
Professional Development Scheduling Process

Professional development is not addressed in school board policy. The school
district has a director of secondary curriculum, John Plain, who operates ahthe sa
hierarchical level as the principals and serves as a coordinator andraggssagon for
professional development. In addition, the high school has a professional development
committee. The committee receives requests from the faculty for posfaks
development topics for which they see a need. These topics may be specific to one

teacher, subject-related, or overall school concerns. The committee corigutteew
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principal prior to scheduling speakers for the training. Based on the topics to be
addressed, presenters may come from within the district or be brought in from the
outside. The director of secondary curriculum, John Plain, is often used a resource for
presenters from outside the district. Ms. Field described who serves on the school
professional development committee and how it functions:
We get several resources from [John Plain]. Then we have a professional
development committee here, and we meet and discuss options. One
administrator, and then we have three teachers in different areas. Oneisca sci
teacher, one’s actually our media director-he gets a lot of the technologyeand t
another teacher. The media director, he’s pretty involved. He’s pretty héleful;
comes up with quite a bit of ours. Then the committee will look at that and the
cost and give teachers an opportunity to do things that they think will help them in
the classroom. Usually they’ll go through [the head principal], and then the
committee will look at that and the cost and give teachers an opportunity to do
things that they think will help them in the classroom. If we’re looking for
somebody in the district, | might contact another site and say, “Hey, | know that
you went to...Mr. [Plain] mentioned that you were at this workshop. Would you
be willing to come present whatever,” if it's something in-district.$fmiot, our
title federal programs coordinator or director, she’ll sometimes help us get
speakers to come in. [John] is really good about...he sent me an email at the
beginning of the year when we were trying to find somebody to present on Safari
and using Safari with our SmartBoards. And [John] had a really good resource

from the state. It's just kind of a combination. I'll call somebody like that; I
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would call and see about getting them out. He knows a lot of resources. He'’s
pretty much a resource person...just knows a lot of people and is always willing if
he knows someone, to send you that contact so you can get somebody out.
Teachers also have an opportunity to offer input through surveys. Topics that are
subject-specific are generally taught by presenters from within skictiMs. Field
described the way in which this process works through an example from the department
she oversees:
We'll usually send out a survey...what would you like to see more of, and it's
usually departmental. I'll meet with the math teachers — I'm over the math
department — and we might talk about some area that they would like to see
someone come in and present on, you know, teaching slope. So we’ll get a
teacher to come in and the teachers will all be able to do that.
Goals of Professional Development
Generally, professional development is designed to meet Plainfieldrsetea
needs, as expressed through surveys and in departmental meetings. A mix adgresent
from inside and outside the district is used to best meet the needs of the facuiy and t
school budget. Grade levels may be mixed for professional development that would apply
to multiple grades. Topics focus on ways in which teachers can meet studentsudteds
as specific academic topics, motivation, discipline, and reading.
Topics of Professional Development
Professional development speakers generally come from outside the didtie
beginning of the year, with follow-up throughout the year. However, for professional

development during the school year, local teachers may be asked to present on a topic on
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which they have recently had training or in an area of their professional egperti

depending on the topics desired. According to Ms. Field,
Unless we know someone who'’s been to a workshop, usually our teachers go, and
we’ll ask them if they’ll come back and present to our district. We do both.
Usually it's when we have our days set up, teachers will look at our calendar we
make available for the whole district, so if it's an elementary site thatsto do
something on reading across the curriculum, or they might come to the high
school and our high school teachers...we might have one that presents, so we do
both. At the beginning of the year we usually have one speaker for our entire
district. And then we have follow-ups that are small group looking at what [the
speaker] talked about and then, just kind of site based, or departments will send a
suggestion for things they would like to see, whether its classroom discipline,
whatever it might be... motivation or, whatever the topic might be, and then we
get with our ninth grade building and our middle schools. A lot of the time we’ll
do that together.
Professional Learning Communities (PLQOsh evidence was found that

Plainfield faculty meet in organized PLCs that are designated as suchvetpthey do

meet in departments that may have some of the same functions and goals.as PLCs
Vertical alignmentTeachers from elementary, middle, ninth grade, and high

school may meet together from time to time for training in a particular topics of

interest to all of them. These meetings are not organized, however, for the purpose of

aligning curriculum, rather for professional development. In some cagbssdhiool
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teachers will conduct the presentations, particularly if they are subjatéd, since it is
assumed that they are “experts” in those subjects.
The Time

Plainfield School District has a semester schedule, with six-period reghiaol
days as well as an advisory schedule. Six professional development days @ukedche
throughout the year: four before school begins, one in October, and one the day after
school is dismissed in May. Ms. Field described this schedule: “We do, at the beginning
of the year, we have, | think, two days throughout the school year, one in the first
semester and one in the second semester, and then we have end of the year. We have one
day each semester set aside for that.” Four evenings throughout theey@éesignated
on the school calendar for parent/teacher conferences to allow two extralsaita)s.

The four schools studied have been presented as case studies, using triangulation
of data. In the next section, combined data from each school are presented.

Summary of Data
School Demographics

Data for each individual school are presented as part of each case study and
guestionnaire response analysis; however, it is sometimes useful to compéamendata
each individual school to the others to understand a school in context.

Table 3 compares data from the State Department of Education regarding
students’ progress at each school site, based on district Academic Perfolmiaxce
(API), four-year graduation rate for 2006-2007, and End of Instruction (EOI) tesssc

of proficiency for English 1l and Algebra I.
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Table 3

Comparison Data from State Department of Education

School District State  Graduation English 1l Algebra |
API API Rate EOI % proficient  EOI % proficient
Regular Regular  Within And growth from  And growth from
Edonly Edonly 4 years previous year previous year
Riverside 1340 1279 78.8 % 76 % (+20 %) 97 % (+15 %)
Lakefront 1275 1279 65.6 % 76 % (+2 %) 89 % (+12 %)
Hillcrest 1287 1279 85.2 % 75 % (-3 %) 75 % (-3 %)
Plainfield 1362 1279 87.4 % 83 % (+ 14%) 87 % (+ 7%)

Table 4 summarizes data from each school regarding overall demographics of the

student body.

Table 4
Student Demographics by School

School Ethnicity State Ethnicity State Free/reduced State Total

(White)  Avg  (Minority)  Avg lunch Avg. Enrolled

Riverside 54 % 59 % 45 % 41 % 47 % 55 % 463
Lakefront 74 % 59 % 26 % 41 % 37 % 55 % 1637
Hillcrest 67 % 59 % 33 % 41 % 55 % 55 % 1169
Plainfield 77 % 59 % 23 % 41 % 18 % 55 % 1668
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Multiple Regression Analysis Results

The professional development strategies used at each of the four schools were
categorized as being indicative of one of the four cultural prototypes, using (2805)
descriptions of professional development strategies associated with packey Table
2, p. 14). These two sets of data were then compared to determine whether there was a
match between the grid and group categories of each school and its professional
development strategies. These matches were coded as match = 1, no match = 0. This
coding became the raw data for the first independent variable of the mdgpdssion
analysis.

Each teacher’s response on @r&d and Group Cultural Preference Toaks
compared to the actual grid and group category of the school to determine \inether
teacher’s preference for cultural environment matched the professional dewaiopme
strategies used at the school. These data were coded as match = 1, no match = 0. This
coding became the raw data for the second independent variable of the multiple
regression analysis.

The teachers’ degree of satisfaction with professional developmenitrat the
schools was measured on a scale of one to eight. This score was used for the dependent
variable in the multiple regression analysis.

There were no matches between the school’s culture and professional
development strategies; therefore, it was meaningless to include thebesras an
independent variable in the multiple regression equation. The regression ahalysis t
contained one independent variable and one dependent variable. The independent

variable was a match between teachers’ preferred culture and profedsieslapment
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strategies at their school, coded as TCHRtoPD. The dependent variableedncer
teacher satisfaction with professional development offered at their scbded as
TCHRSATIS. Effect coding for categorical variables was chosen wpsitte data for
analysis, because that coding method indicates the effect of group membetsleip5Ta
through 8 summarize the data obtained from the regression analysis.

Table 5 shows that the mean score for the degree of satisfaction with predéessi
development for the 60 teachers who responded to the questionnaire was slightly more
than 5, on a scale of 1 to 8, with 8 highest. Matches between the 60 teachers’ cultural
preference and the cultural environment most closely associated with tfegsponal
development were scored as either 1 for a match or O for a no-match. The meé&or score

these matches was approximately 0.12

Table 5
Descriptive Statistics
Mean Std. Deviation N
Teacher satisfaction
with professional
development 5.1333 1.93511 60

Match between

teacher cultural

preference and 0.1167 0.32373 60
actual PD strategies

Table 6 shows the R square values and significance for the effect ofrs¢ache
cultural preference matching the cultural environment most closely aesbaigh the
professional development strategies they experience at their schools aleginee of

satisfaction with that professional development. As the R squared value becadnees hig
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the effect of the independent variable on the dependent variable becomes stitoager. T
score is a measure of the significance of R at the specified sigedidavel. For this
model, the independent variable of a match accounted for 7.4% of the variance in the
degree of satisfaction, which was significant at a p<.05 level, but not at a p<.0T heyel

Standard Error of the Estimate is an index of the amount of error in the whole study.

Table 6

Model Summary

Adjusted  Std. Error of

R Square R Square the Estimate Mean Square F Significance
074 .058 1.87793 Regression = 4.647 .035
16.389
Residual =
3.527

Predictors: (Constant), TCHRtoPD

The values in Table 7 indicate that there is a 95% confidence that the values of the
variables will fall within these boundaries. The Table also lists the B vakféaients

for the regression equation and the Beta value, which is equivalent to R from Table 6.

135



Table 7

Coefficients
Unstandardized Standardized 95% Confidence
Coefficients Coefficients Interval for B
Std. Lower Upper
Model B Error Beta Sig. Bound Bound
(Constant) 4.943 .258 .000 4.427 5.460
TCHRtoPD 1.628 .755 272 .035 116 3.140

Dependent Variable: TCHRSATIS

Table 8 provides a summary of the overall regression analysis results for the
independent categorical variable of a match between teachers’ prefervedl cult
environment and the professional development strategies at their schools, and a
continuous dependent variable of a rating between 1 and 8 for the teachers’ degrees of

satisfaction with professional development.

Table 8
Summary of Regression Analysis for a Variable Predicting Teachers’ Satisfaction with

Professional Development (N = 60)

Variable B SE B 3

Match between

teacher cultural

preference and 1.628 .755 272
actual PD strategies

Note.R* = .074 (p<.05)
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Summary
The four case studies are portraits based on collected data and supplemented with
data from the two questionnaires. The multiple regression analysis provided further
information about the relationship between teachers’ satisfaction with povfaksi
development and professional development strategies. In the next chaptesnbiyie

the data presented here in terms of Douglas’ (1982) Grid and Group Typology.
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CHAPTER V

RESEARCH ANALYSIS

The previous chapter presented case studies of four public high schools,
Riverside, Lakefront, Hillcrest, and Plainfield. A cultural awareness questire was
used to help determine the grid/group cultural environment category for each of these
schools prior to gathering further information based on interviews with admioistra
observations, school websites, government data, and document analysis. The information
gathered supported the initial categorization of the grid and group makeupHor eac
school. A second questionnaire provided information on teachers’ cultural preferences
and satisfaction with professional development. Development of the questionnaires
(APPENDIX B) was based on Mary Douglas’ (1982) grid and group categorization of
social groups and Harris’ (2005) application of grid and group theory to school settings.
This chapter provides analysis of the four case studies based on Ha@®' (20
components of a school culture: the stage (the space in which work occurs), theecast (t
participants), the plot (activities and interactions within the school), and thétiimnee
frame for the activities and interactions). Cultural awareness questinesutts for the
schools as a whole and then for each school will be discussed first to provide background
information on the initial identification of each school’s grid and group environment.
These results will be followed by an analysis of further research completedion e
school which will support and complement the questionnaire results. In additiors result
of a multiple regression analysis based on information taken from the culturaépoefe

guestionnaire will be discussed.
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Questionnaire Responses

Teachers in the four schools responded to two online questionnaire&ri@he
and GroupCultural Awareness Todkee Appendix A) asked about their perceptions of
their school’s cultural environment based on a grid and group scale. This information was
used to identify the predominant cultural prototype of each school. The second survey,
the Grid and Group Cultural Preference To@@ee Appendix A) requested information
regarding their cultural environment preferences and their presenasaisfwith the
professional development offered by their school. The combined data from kaoh sc
were analyzed to determine which of the four grid and group cultural prototypds bes
each school’s cultur@.ables 3, 4, and 5 provide comparisons of all schools’
guestionnaire responses.

Grid and GroupCultural Awareness Tool

Table 9 summarizes the number of low and high grid and group responses
regarding teachers’ perceptions of their schools’ cultural environments, based on t
criteria of a low response being less than a rating of 4 and a high responsgréaieg

than a rating of 4.

Table 9

Number of Low and High Grid / Group Responses to Cultural Awareness Per School

School  Number of Low Number of High Number of Low Number of High
Grid Responses Grid Responses Group ResponsesGroup Responses

Riverside 35 77 17 91
Lakefront 127 248 105 256
Hillcrest 32 69 56 48
Plainfield 35 44 44 35
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Table 10 lists th€ultural Awarenesgem numbers that were most closely
associated with each category of grid and group response, based on the avénages of
responses. Responses were considered low if they were less than 4 and highaféhey w

greater than 4, on a scale of 1 to 8. The wording of each questionnaire item i listed i

Appendix A.
Table 10
Cultural Awareness Item Numbers
School Low Grid High Grid Low Group High Group
Response Items Response Items Response Items Response Items
Riverside ltems 6, 9 ltems 1, 2, 3, 4,5, None tems 1 —12,
7,8,10, 11, 12 inclusive

Lakefront ltems 5, 6, 9 ltems 1, 2, 3,4, 7, ltems 3, 12 ltems 1, 2, 4, 5,

8,10, 11, 12 6,7,8,09,10, 11
Hillcrest ltems 5, 9 ltems 1, 2, 3, 4, 7]tems, 1, 2, 3, 6, ltems 4,5, 7,9,
8,10, 11, 12 8,11, 12 10

Plainfield ltems, 5, 9 ltems 1, 2, 3, 4, 7ltems 1, 2, 3,6, ltems4,5,7,09,

8, 10, 11, 12 8,11, 12 10

Grid and Group Cultural Preference Tool
Table 11 summarizes the number of low and high grid and group responses
regarding teachers’ preference for schools’ cultural environments, basieel aiteria of
a low response being less than a rating of 4 and a high response being lypaaer t

rating of 4.
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Table 11

Number of Low and High grid / Group Responses to Cultural Preference Per School

School  Number of Low Number of High Number of Low Number of High
Grid Responses Grid Responses Group ResponsesGroup Responses

Riverside

53 44 16 99
Lakefront

167 122 27 303
Hillcrest

28 13 4 40
Plainfield

96 73 36 131

Table 12 lists th€ultural Preferencetem numbers that were most closely
associated with each category of grid and group response, based on the avenages of t
responses. Responses were considered low if they were less than 4 and highaféhey w
greater than 4, on a scale of 1 to 8. The wording of each questionnaire item ig listed i

Appendix A.
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Table 12

Cultural Preference Item Numbers

School Low Grid High Grid Low Group High Group
Response ltems Response ltems Response Items Response ltems
Riverside Items 3,4,5,6,8, ltems1,2,7,9, None ltems 1 —12,
12 10, 11 inclusive
Lakefront Items 3,4,5,6,8, Iltems1,2,7 None Items 1 —12,
9,11, 12 inclusive
Hillcrest Items 3, 4,5, 6, 8, Item 2 Item 5 Items 1, 2, 3, 4,
9 6,7,8,9, 10, 11,
12
Plainfield Items 3,4,5,6,8, Items1, 2,7, Item 3 ltems 1, 2, 4,5,
9 10, 11, 12 6,7,8,9,10, 11,
12

Table 13 summarizes the average degrees of teachers’ satisfaction with

professional development at their schools, based on a scale of 1 to 8, with 8 being the

highest.

Table 13

Average Degree of Teacher Satisfaction with Professional Development (1B=bwh)

School

Riverside Lakefront Hillcrest

Plainfield

4.8 4.8 6.5

5.63
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The preceding data represent summaries of responses, comparing eactoschool
the others. In the following sections, individual data from each school will be analyzed
separately.

Riverside High School (Corporate: High Grid, High Group)
Cultural Awareness Questionnaire Results

Twenty-nine percent of Riverside’s 38 faculty members chose to respond to the
Cultural Awarenessjuestionnaire. At my request, the principal forwarded an email from
me to his teachers, explaining the study and asking them to follow the link to take the
online survey or to request a paper copy.

Grid Questions

Based on total numbers of responses overall, 77 responses were in the high grid
category; 35 responses were in the low grid category. Ten responses weigessvith
a high grid environment:

Item #1: Authority structures are centralized.

Item #2: Job responsibilities are well defined.

Item #3: Individual teachers have no autonomy in textbook selection.

Item #4: Individual teachers have little autonomy in generating their echla
goals.

Item #5: Individual teachers have no autonomy in choosing instructional
methods/strategies.

Item #7: Teachers obtain instructional resources through administrative
allocation.

Item #8: Instruction is not personalized for each student.
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Item #10: Hiring decisions are made without teacher input.

Item #11: Class schedules are determined without teacher input.

Item #12: Rules and procedures are numerous.

Two of the responses indicated a low grid environment:

Item # 6: Students are encouraged to participate / take ownership of their

education.

Item # 9: Individual teachers are motivated by intrinsic / self-definetestse

Group Questions

Based on total numbers of responses overall, 91 responses were indicative of a

high group environment, while just 17 responses could be associated with low group. All

of the responses were associated with a high group environment:

Item #1:

ltem #2:

ltem #3:

Item #4:

interests.

Item #5:

and criteria.

ltem #6:

Item #7:

ltem #8:

ltem #9:

chain of command is all educators working collaboratively.
Educators’ socialization and work are incorporated / united astivitie
Extrinsic rewards primarily benefit everyone at the schigol si

Teaching and learning are planned / organized around group goals /

Teaching performance is evaluated according to group goalsjgwjorit

Teachers work collaboratively toward goals and objectives.
Curricular goals are generated collaboratively.
Communication flows primarily through corporate, formal networks.

Instructional resources are controlled / owned collaboratively.

Item #10: People hold much allegiance / loyalty to the school.
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Item #11: Responsibilities of teachers and administrators are cleamiuctah
with much accountability.

Item #12: Most decisions are made corporately by consensus or group approval.
No responses were associated with a low group environment.

The questionnaire responses to items used in this survey followed a continuum
from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
twelve grid items on th€ultural Awarenessjuestionnaire, ten were high grid, and two
were low grid based on averages of scores along the continuum. Out of the 12 group
items on theCultural Awarenessjuestionnaire, all 12 were high group, and none were
low group, based on averages of scores along the continuum. Therefore, based on the
results of theCultural Awarenessguestionnaire, the initial grid and group category for
Riverside High School was Corporate (High grid, High group). Subsequent dateegat
also supported this categorization.

Cultural Preference Questionnaire Results

Twenty-six percent of Riverside’s 38 faculty members chose to respond to the
Cultural Preferenceguestionnaire. At my request, the principal forwarded an email from
me to his teachers, explaining the study and asking them to follow the link to take the
online survey or to request a paper copy. After my second request, the principal sent
paper copies of the questionnaire to six more teachers, resulting in five addigilichal
responses.

Grid Questions
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Based on total numbers of responses overall, 44 of the responses were in the high
grid category; 53 responses were in the low grid category. Based on averages of
responses, six items were associated with a high grid environment:

Item #1: | prefer a work atmosphere where authority structureeatelized /
hierarchical.

Item #2: | prefer a work atmosphere where my role(s) is / are 8pediaexplicit
job descriptions.

Item #7: | prefer a work atmosphere where teachers obtain instructsnarces
through individual competition / negotiation.

Item #9: | am motivated by extrinsic / institutional rewards.

Item #10: | prefer a work atmosphere where hiring decisions are cadrAl
controlled by administrator(s).

Item #11: | prefer a work atmosphere where class schedules araideter
through institutional rules / routines.

Based on averages of responses, six responses were associated withda low gri
environment:

Item #3: | prefer a work atmosphere where teachers have full autonomy in
textbook selection.

Item #4: | prefer a work atmosphere where individual teachers havetoficany
in generating their educational goals.

Item #5: | prefer a work atmosphere where individual teachers havetoficany

in choosing instructional methods / strategies.
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Item #6: | prefer a teaching and learning atmosphere where students ar
encouraged to participate / take ownership of their education.

Item #8: | prefer a teaching and learning atmosphere where instrigction i
individualized / personalized for each student.

Item #12: | prefer a work atmosphere where rules and proceduresvdre fe
implicit.
Group Questions

Based on total numbers of responses overall, 99 of the responses were in the high
group category; 16 responses were in the low group category. Based omseérag
responses, all 12 responses were associated with a high group environment:

Item #1: | prefer a work atmosphere where instructional activiteesdiated /
planned by all educators working collaboratively.

Item #2: | prefer a work atmosphere where socialization and work are
incorporated / united activities.

Item #3: | prefer a work atmosphere where intrinsic rewards pryvzanefit
everyone at the school site.

Item #4: | prefer a work atmosphere where teaching and learning areglann
organized around group goals / interests.

Item #5: | prefer a work atmosphere where performance is evaluaedimg to
group goals, priorities, and criteria.

Item #6: | prefer a work atmosphere where members collaborativedydayoals

and objectives.
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Item #7: | prefer a work atmosphere where curricular goals aeraed
collaboratively.

Item #8: | prefer a work atmosphere where communication flows primaril
through corporate, formal networks.

Item #9: | prefer a work atmosphere where educators and students have much
allegiance / loyalty to the school.

Item #10: | prefer a work atmosphere where responsibilities of tesaahe
administrators are clear / communal with much accountability.

Item #11: | prefer a work atmosphere where most decisions are madeately
by consensus or group approval.

Item #12: | prefer a work atmosphere where most decisions are madeately
by consensus or group approval.

The questionnaire responses to items used in this survey followed a continuum
from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
twelve grid items on th€ultural Preferencejuestionnaire, six were high grid, and six
were low grid, based on averages of scores along the continuum. Of the 12 group items
on theCultural Preferencejuestionnaire, all 12 were high group, and none were low
group, based on averages of scores along the continuum. Data frGuodttiral
Preferenceguestionnaire was used to generate a grid and group preference for each
individual teacher. These categorizations were used to determine the niat¢hes

multiple regression analysis.
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The Stage

Grid Considerations

Riverside’s main building is designed to separate subject areas and functions
throughout the school day. Each wing houses specific subjects, and the architectural
design of interior glass walls and no useable exterior windows encouragegstade
maintain focus on the subjects at hand. The open cafeteria / library aseavieb
organized and structured for functionality with tables in rows and an ordenhgamant
in the library, despite its rather unconventional round shape.

The school website, which is maintained by students in a computer technology
class, is well-organized with multiple layers of links for information.

Typical of a high grid environment in which teachers are grouped into
departments whose work is scrutinized by superiors (Harris, 2005), the Beviarsulty
is organized into departmental teams, which are required to meet on a regulantdsis
turn in records of those meetings to the principal. At times, the principal diesdha
topic for their meetings; other times they may choose, but topics must prood#stst
achievement. The principal has the duty of designating the departmental @haitiseir
responsibilities are clearly spelled out in the board policy book. This hierdrchica
structure is an additional example of a high grid environment.
Group Considerations

The school motto, “to join efforts with the parents and community in providing a
safe productive learning environment which promotes critical thinking adress t
curriculum while integrating learning technologies, improving self-esteach

encouraging lifelong learners,” is indicative of an emphasis on group considerations
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through its focus on joint efforts among the school, parents, and community to create an
environment conducive to development of abilities they consider to be desirable for their
students.

The high school building itself promotes contact with the community outside of
the school. The center section of the school is completely lined with glasswiatib
seems to indicate an openness to the surrounding school grounds and community. In fact,
this section of the building is often used for community meetings, which is an iodicat
of a strong group environment (Harris, 2005). Immediately inside the glaaa@nt
doors, glass-enclosed trophy cases surround the entrance to the main office gall. The
cases exhibit multiple trophies, awards, photos of team members, symbolstadsocia
with the fundraising foundation, and a multitude of historical artifacts and photos of
former school personnel. This is an indication of the importance of the history of the
school throughout the generations and the celebration of the school’'s awards and
achievements. In addition, former graduates are honored yearly, and theegae
hung prominently in the school auditorium foyer, which further highlights the community
support and appreciation for the historical contributions made by Riverside’s forme
graduates.

The signs and posters located throughout the school complex provide another
indication of the importance of tradition that is associated with a high group envitonme
A large sign posted on the front wall of the school proclaims that Riverside sittzae
college bound and is decorated with the school’s symbol. Similar signs are located
throughout the school complex, according to the principal. Another sign located in the

main office promoted teamwork: “TEAM-Together Everyone Achieves More.”
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Teachers are organized by departments, but those departments arearaled te
and the department heads are referred to as team leaders. Departmeoc#deaténlo
close proximity, since the three wings are designated for specifecsagas. Within
the halls, friendly competition exists among the teachers to create andimiataost
attractive garden outside their classroom. This, in turn, leads to a friemaleoming
overall environment for students and teachers.

The school website provides easy access to information for students, parents, and
community members, which promotes communication among all stakeholders of the
Riverside educational community. Students’ photos are frequently presented both as
teams and individual photos; however, most individual photos are also associated with a
group, such as a class or club. Even the band members’ pictures are grouped according t
the instruments they play. The importance of school history and tradition, which are
hallmarks of a strong group environment (Harris, 2005) can be readily seansn ite
posted on the website. Historical data can be found for graduates as far back as 1898,
state wrestling champions back to 1931, and for students chosen to represent the school
as Big Red Spirit and Miss RHS back to the 1940s and 1950s. A webpage is dedicated to
the meaning and history of the school symbol, Big Red.

The high school student handbook contains not only basic information about
rules, procedures, and schedules, but also lists the words to a school poem and two school
songs. The importance of these documents is a further indication of the importance of
history and tradition associated with high group environments.

The Cast

Grid Considerations
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The principal has been in that position for 14 years, and The Riverside principal
was a state champion wrestler and graduate of Riverside High Schoolrtelé with the
district as a coach, moved through several administrative positions at the middighand hi
schools, and has been the head principal for 14 years. Promotion from within the ranks,
such as this case, is an example of a corporate environment-high grid and high group
(Harris, 2005). In this case, it is an example of high grid, because an insider would
understand the rules and regulations that are an important part of the operation of the
school.

The principal appreciates and values the input of the assistants and teachers who
work for him; however, it was clear that his role was at the top of the school hjerarch
and that teachers were expected to fulfill their roles as well. The relspitiasiof school
principals are clearly spelled out in the board policy book, which states, “He or she
reports directly to and is responsible to the Superintendent of Schools. The authority of
the building principal is delegated to him or her by the chief school admiarstrdto
has received his or her authority from the Board of Education.” Thus, the chain of
command is very clearly spelled out, which is another indication of a high grid
environment.

Approximately one-half of the teachers at Riverside have MastegeBg
however, they have remained in teaching positions. Teachers are expected to use
website to align their curriculum and analyze test data. They post theaubwmimaps
by months. Teachers within subject areas have also vertically aligneatticele for
their subjects to cover a wide range of grade levels, including junior collkigehigh

degree of structure of the curriculum is indicative of a high grid environmenigHarr
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2005). Elective teachers sometimes feel left out of professional developniast tha
primarily focused on core subject areas, so they are allowed to choose to visit othe
schools for information and inspiration during professional development time. However,
they are required to obtain a signature from the school personnel they ang.visiti

When | visited the school, it was close to dismissal time, and students had been
testing all day; however, the halls were clean and very quiet. The studéstsved in
the classes were either working or talking quietly. These observationg@udioane
that there is a high degree of structure and expectation for student behaviorsit&iver
Group Considerations

Principal John Rivers has been at Riverside for 14 years, and his assistant
principal has been with him for nine. This longevity has led to a degree of stabilihef
school. In addition, the lengthy tenure and promotion of the principal from within the
ranks are indications of the strong group aspect of a corporate environment (Harris,
2005), in which membership is continued for as long as possible. In addition, due to his
long history with the school, both professionally and as a student, the principal has a deep
understanding of the history and traditions of Riverside. He expressed appmefoiat
the input of his teachers and their achievements, such as being selected tapeesent
national level and the increase in their students’ test scores.

As another example of a high group environment, the teachers are willingkto wor
together toward common goals, such as increases in state test scoreachdrs &nd
principal are quite proud of the fact that Riverside had the highest test scitsesounty

last year. In addition, one teacher developed expertise in using a lasereeragrd has
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created name tags and desk signs for all the staff, rather than severahdedgp
projects, a further sign of strong group considerations.

The principal sees the goal of professional development in terms of itstbémefi
teachers. In fact, he explained that he feels that the most important aspettssdipnal
development is for teachers to “get something out of it that is relevant to wyiae the
doing,” and he recognizes that it needs to be interesting and something to which the
teachers will be receptive. According to the principal, teachers sonsediskeor
motivational speakers for professional development to “boost them up a little bit;”
however, these requests are usually denied because of state mandates and thelgroup goa
of increasing student achievement. This is a further indication of a high group
environment in which individual wishes are put aside to meet group goals.

The Riverside High School website provided an insight into the high group
consideration of the importance of student input into the school community. Students are
allowed to be in charge of the website, and it displayed a number of pictures of students
participating in a variety of activities of the school. Even though individual ach@Eve
is recognized, often with personal pictures, the individuals are still mostasfseciated
with the group they were representing. Some of the students’ pictures werentéke
backyard of a local home, which indicates the high group importance of connections with
the community.

Enrolliment has remained fairly steady among the four classes, whichtedlio
me that the group as a whole advanced, without a specific time in students’ high school

careers where there was a higher level of dropping out.
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The Plot
Grid Considerations

Professional development at Riverside is limited by governmental gusiaie
No Child Left Behind. The principal explained that they must do the things specified by
the state, rather than certain topics requested by the teachers, suclvaisomaiti
speakers. Riverside has dedicated their professional development to providimggdea
with tools to reach state standards and to increase students’ test scoeasingahose
scores is a strong focus of their professional development, and topics geaegally t
only those subjects that are tested. These efforts to meet mandates aratiexpect
imposed from higher educational offices within the state are a further iodicdita high
grid environment.

Departments are required to meet weekly in Professional Learning Coti@siuni
(PLCs), where they are required to keep records and turn in signed worksheets to the
principal. Discussion topics are usually specified, such as topics assigred by t
principal, goals for the upcoming year, or test scores. Breaking down te=t aoor
looking at them seem to be frequent topics for their meetings. This weeklynepeait
structure, accountability to the principal, and assignment of discussion topics provide
further indications of a high grid environment.

Another popular topic of professional development at Riverside involves vertical
alignment of curriculum from middle school, through high school, and on to early college
courses. This alignment provides even more structure to what, how, and when topics
within subjects are taught.

Group Considerations
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Professional development at Riverside is a collaboration within the entnietdis
all schools participate in the same presentation for their general me&tiofgssional
development occurs throughout the year in their weekly PLC meetings involving
departmental teams working toward common goals. These types of meetings are
indicative of a high group environment, in which the goal of group interaction is to
achieve goals and perpetuate life of the entire school, rather than to purswuaidivi
interests (Harris, 2005).

The Time
Grid Considerations

The school year for Riverside is carefully structured into four gradinggsgror
blocks, with four 85-minute class periods per day. Although this schedule has worked
very well for them, the principal would like to see the teachers have moraiimgneir
students in courses that are tested. They have, however, restructured theiokddioks
for Algebra | to be a year-long class to help meet the goal of increaseddess in that
subject. Apparently, the strategy has worked; 97% of their students scored at the
proficient level in Algebra | last year. The fact that they weramglto change the
master schedule in an effort to increase tests scores is a further amdafatigh grid.
Class schedules are changed on Fridays to allow students with no disciplieenstobl
tardies, or missed work to leave campus early. The goal of this program iseasgec
these negative student behaviors, and the principal felt it had been successfulrdlhe ove
goal-directed structure of the school day and year is an example of a high grid

environment.
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District professional development days are designated at the beginniegyefr
and twice during the school year in addition to the weekly PLC meetings at lthe hig
school.

Group Considerations

The changed Friday schedule allows students to participate an advisory period to
discuss different non-academic topics, such as Character First. Fifidents are
assigned to one teacher who will stay with them throughout their four year$in hig
school, so each student will know an adult to go to in case they need help. Providing
students with the opportunity to be part of one of these little “families” is an tiudtiaat
a high group environment in which collective relationships are valued (Harris, 2005).

Professional Development Strategies and Results

Teachers at Riverside are allowed input through surveys; however the demision f
topics of professional development is mostly made by district administiatdr
principals and involves all teachers in the district for large group trainiatg @andates
and local district goals in terms of student test scores have a strongasflue the
topics chosen.

Throughout the year, teachers at Riverside High School participate in weekly
small group PLC meetings, focusing on topics assigned by the principal or goatml
usually involving student test scores or curriculum.

The professional development strategies used at Riverside most oksszhble
those recommended for a Bureaucratic (High Grid, Low Group) environment, based on
Harris’ (2005) descriptions of recommended professional development strétegies

school cultures. However, it is noted that Riverside appears to be a Corporat&(idigh
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High Group) culture. A complete listing of recommended strategies for alCtdwres
may be found in Table 2 (p. 14). The Bureaucratic professional strategiefotinad to
be most apparent at Riverside were the following:
¢ Preliminary needs assessment, planning, and recommendations to principal by
committee (recommendations are made through a survey of all teachers)
e Principal takes major role in process
e Activities enhance and protect teachers’ roles and responsibilities aadpmord
to teachers’ specialties
e External state or national standards help guide activities.
Most of the professional development at Riverside High School is focused on
increasing test scores in the core academic areas and aligningritidwo, which in
turn will insure that the standards covered on the state tests are taugttoBasadents’
End-of-Instruction tests scores for 2007-2008, these strategies are working,gain of
20% in the number of students proficient in English Il and a score of 97% proficient in
Algebra |, the highest score in Riverside’s county. All testing benchniarkd student
groups were met, and the district Academic Performance Index (API) sasrabove the
state average for regular education students.
Summary
In summary, Riverside High School has a structured environment with a strongly
centralized administration. Expectations are well-defined at all le¥¢ie school
system, from student to administration. Faculty and administration are vesgetbon

common goals, such as student test scores and curriculum alignment. Professional
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development topics are geared toward meeting state requirements and both school and
district goals. Therefore, Riverside’s culture falls into the High Griegmay.

At the same time, Riverside is a very group-oriented environment. School history
and traditions play an important part in current daily school life, and evidence of school
pride can be seen throughout the campus. The school is also strongly connected to the
local community through the sharing of facilities and efforts toward comatimrmc
Year-long weekly PLC meetings allow departments to continue professional
development in small groups and to work together toward school goals. These
observations are indicative of a High Group environment.

Based on responses to theltural Awareness Toand further investigation and
observation, Riverside High School appears to be in a Corporate (High Grid, High
Group) school culture. However, their professional development strategies osedy cl
resemble those of a Bureaucratic culture. Therefore, a mismatch beheeschool
culture and its professional development program implementation is evident.

Furthermore, of the Riverside teachers who responded @uihg&al Preference
Tool, 10% prefer an Individualist culture, 30% prefer a Collectivist culture, and 60%
prefer a Corporate culture. Since Riverside’s professional developmemgissatee best
suited for a Bureaucratic culture, there are no matches between tepctiensed
culture and the professional development strategies at the school. The average of
teachers’ overall satisfaction was 4.8, slightly above an average score ofsdale af 1
to 8. However, it is noted that since Riverside represents an overall Corponate, cult
60% of the teachers there are working in the type of culture they prefer.olildsbe a

factor in the academic success they experienced last year, asceddyy the increase in
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their End of Instructiortest scores and high API score. This relationship could be an area
for further study.

Figure 3 illustrates the grid and group typology of specific charsitsrof
Riverside High School. Figure 5 illustrates the same typology for thenmepl@tion of

professional development strategies at Riverside.
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Figure 3.Riverside High School grid and group typology for school environment.

Bureaucratic | HIGH | Corporate Culture

Culture GRID e Organization of faculty into departments that are
centrally located within building

e Centralized control by administration of professional
development topics, format, and schedule

e Departments work as teams with team leaders

e Emphasis on tradition and history

e Group focus on school goals of improving student test
scores and organizing curriculum

LOW GROUP HIGH GROUP
Individualist Collectivist Culture
Culture LOW

GRID

Figure 4.Riverside High School professional development strategies associated with

characteristics of a particular grid and group category.

Bureaucratic Culture HIGH | Corporate

GRID | Culture

e Preliminary needs assessment, planning, and
recommendations to principal by committee

e Principal takes major role in process

e Activities enhance and protect teachers’ roles and
responsibilities and correspond to teachers’

specialties
e External state or national standards help guide
activities
LOW GROUP HIGH GROUP
Individualist Culture LOW | Collectivist
GRID | Culture
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Lakefront High School (Corporate: High Grid, High Group)
Cultural Awareness Questionnaire Results

Forty-six percent of Lakefront’s 79 faculty members responded to the cultural
awareness questionnaire. Teachers were directly contacted via epheiiag the study
and asking them to follow the link to take the online survey or to request a paper copy.
Grid Questions

Based on total numbers of responses overall, 248 responses were in the high grid
category; 127 responses were in the low grid category. The responses mogt closel
associated with a high grid environment were:

Item #1: Authority structures are centralized.

Item #2: Job responsibilities are well defined.

Item #3: Individual teachers have no autonomy in textbook selection.

Item #4: Individual teachers have little autonomy in generating their echala
goals.

Item #7: Teachers obtain instructional resources through administrative
allocation.

Item #8: Instruction is not personalized for each student.

Item #10: Hiring decisions are made without teacher input.

Item #11: Class schedules are determined without teacher input.

Item #12: Rules and procedures are humerous.
Three responses were associated with a low grid environment:

Item #5: Individual teachers have full autonomy in choosing instructional

methods/strategies.
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Item #6: Students are encouraged to participate / take ownership of their
education.

Item #9: Individual teachers are motivated by intrinsic / self-definedasts.
Group Questions

Based on total numbers of responses overall, 256 responses were in the high
group category; 105 responses were in the low group category. The resporises mos
closely associated with a high group environment were:

Item #1: Chain of command is all educators working collaboratively.

Item #2: Educators’ socialization and work are incorporated / united aétivitie

Item #4: Teaching and learning are planned / organized around group goals/
interests.

Item #6: Teachers work collaboratively toward goals and objectives.

Item #7: Curricular goals are generated collaboratively.

Item #8: Communication flows primarily through corporate, formal networks.

Item #9: Instructional resources are controlled / owned collaboratively.

Item #10: People hold much allegiance/loyalty to the school.

Item #11: Responsibilities of teachers and administrators are cleamucah
with much accountability.
Two responses were closely associated a low group environment:

Item #3: Extrinsic rewards primarily benefit the individual.

Item #12: Most decisions are made privately by factions or independent verdict.

The questionnaire responses to items used in this survey followed a continuum

from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
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twelve grid items on th€ultural Awarenessjuestionnaire, nine were high grid, and
three were low grid based on averages of scores along the continuum. Out of the twelve
group items on th€ultural Awarenessjuestionnaire, ten were high group, and two were
low group, based on averages of scores along the continuum. Therefore, based on the
results of theCultural Awarenessguestionnaire, the initial grid and group category for
Lakefront High School was Corporate (High grid, High group). Subsequent diataegh
also supported this categorization.
Cultural Preference Questionnaire Results

Thirty-eight percent of Lakefront’'s 79 faculty members chose to respond to the
Cultural Preferenceguestionnaire Teachers were directly contacted via email explaining
the study and asking them to follow the link to take the online survey or to request a
paper copy.
Grid Questions

Based on total numbers of responses overall, 122 responses were in the high grid
category; 167 responses were in the low grid category. Based on averagpserdags
three items were associated with a high grid environment:

Item #1: | prefer a work atmosphere where authority structuresatelized /
hierarchical.

Item #2: | prefer a work atmosphere where my role(s) is/are $pediadexplicit
job descriptions.

Item #7: | prefer a work atmosphere where teachers obtain instructsnarces

through individual competition / negotiation.
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Based on averages of responses, eight responses were associatedwwvithda 10
environment:

Item #3: | prefer a work atmosphere where teachers have full autonomy in
textbook selection.

Item #4: | prefer a work atmosphere where individual teachers havetoficany
in generating their educational goals.

Item #5: | prefer a work atmosphere where individual teachers havetoficany
in choosing instructional methods / strategies.

Item #6: | prefer a teaching and learning atmosphere where students are
encouraged to participate / take ownership of their education.

Item #8: | prefer a teaching and learning atmosphere where instrigction i
individualized / personalized for each student.

Item #9: | am motivated by intrinsic / self-defined interests.

Item #11: | prefer a work atmosphere where class schedules araideter
through individual teacher negotiation.

Item #12: | prefer a work atmosphere where rules and procedures dre few
implicit.
Group Questions

Based on total numbers of responses overall, 99 responses were in the high group
category; 16 responses were in the low group category. Based on averagesnse®s
all 12 responses were associated with a high group environment:

Item #1: | prefer a work atmosphere where instructional activitesdiated /

planned by all educators working collaboratively.
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Item #2: | prefer a work atmosphere where socialization and work are
incorporated / united activities.

Item #3: | prefer a work atmosphere where intrinsic rewards pryvzanefit
everyone at the school site.

Item #4: | prefer a work atmosphere where teaching and learning areglann
organized around group goals / interests.

Item #5: | prefer a work atmosphere where performance is evaluaedimg to
group goals, priorities, and criteria.

Item #6: | prefer a work atmosphere where members collaborativedydayoals
and objectives.

Item #7: | prefer a work atmosphere where curricular goals aeraed
collaboratively.

Item #8: | prefer a work atmosphere where communication flows primaril
through corporate, formal networks.

Item #9: | prefer a work atmosphere where educators and students have much
allegiance / loyalty to the school.

Item #10: | prefer a work atmosphere where responsibilities of teaahe
administrators are clear / communal with much accountability.

Item #11: | prefer a work atmosphere where most decisions are madeately
by consensus or group approval.

Item #12: | prefer a work atmosphere where most decisions are madeately

by consensus or group approval.
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The questionnaire responses to items used in this survey followed a continuum
from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
twelve grid items on th€ultural Preferencejuestionnaire, three were high grid, eight
were low grid, and one was in the center of the continuum, based on averages of scores
along the continuum. Out of the 12 group items orCthiural Preferencejuestionnaire,
all 12 were high group, and none were low group, based on averages of scores along the
continuum. Data from th€ultural Preferencejuestionnaire was used to generate a grid
and group preference for each individual teacher. These categorizations were used t
determine the matches for the multiple regression analysis.

The Stage
Grid Considerations

The Lakefront High School complex is comprised of several buildings and sports
areas, each with a specific function. The main classroom building obviously has had
additions built onto it since the main high school was built in 1928, but the newer
additions have retained many of the same architectural features oigtheldyuilding.

Most sections of the building have specific functions in terms of subject areas or use
During passing times, the halls are generally congested, and connectecbs af m
stairs. Having a structured and congested physical layout is an indicatiomafgagid
environment (Harris, 2005).

Lakefront has one head principal and four assistant principals, one assigned to
each of the four grades; there is also a counselor for each grade. Each paimgtipal
counselor has a separate office within the main office complex. In additionatieeien

secretaries who perform very specific functions. Roles and responslaligesery well-
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defined both within the high school community and according to district policy, which
would be expected in a high grid environment.

The faculty at Lakefront is organized by departments according to salgec
which is also associated with a high grid environment (Harris, 2005). Each departm
has a department head selected by the principal. This person is usually in charge of
departmental supplies and organizes the other members in departmental meetings.
Several teachers’ lounges are scattered throughout the building, but teectdos
congregate according to their own subject areas in their section of the building.
Characteristic of a high grid environment, the activities of each departmdrtbtbe
isolated from those of the other subject areas; however, identification with eatlt spe
department is strong, and the different departments have been described athkaving
own unique personalities. An exception to this is the ninth grade teachers, who, as part of
the “Panther Academy,” comprise a multi-disciplinary team with a untteaisfof
helping the younger students to transition successfully.

Group Considerations

Both the Mission and Vision of Lakefront High School use terms of
“collaborative” and “community.” The superintendent’s message exgi@nsew that
“The education of children is a cooperative effort of parents, the community and the
school district. Historically, these groups have joined forces in [Lakefi@oteate one
of the best school systems in Oklahoma.” Statements such as these that refer to the
history of a community partnership with the schools, as well as the invitationrétga
and students to provide input for the school system, are all indications of the importance

of a high group culture that encompasses the school as well as the community.
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Because the town of Lakefront was built around one major industry, which at one
time brought a significant amount of money into the city, there is a long historyiof
pride. The influence of the early architecture, history, and culture@addy seen in civic
and private buildings throughout the city, including the original section of the high
school. Even during remodeling, the high school’s original carved wood moldings and
other decorative elements have remained as a testament to its past hingtdrgll T
outside the original main office still displays black and white photographs of past
principals, and the central trophy case holds historical trophies and awards. This
preservation of historical artifacts helps to carry on the traditions and nothes sthool
to future generations, which is a hallmark of high group cultures (Harris, 2605). |
addition, signs of “Panther Pride” can be seen throughout the school and community and
on school memorabilia. The traditional school songs and creed are still an impartant
of the overall school culture.

Immediately opposite the new entrance to the classroom building, a larde mura
depicts the front of the original section of the high school. Banners in the hallway
celebrate academic achievements and “Panther Pride,” both signs of a highadegre
identification with the school and its achievements. The trophy case alondeveadi
displays not only sports-related awards, but also examples of student art work, and
awards and memorabilia from other school organizations and activities. Stigdéts!-
related achievements are obviously acknowledged and appreciated, but thegaaregre
as part of a class or group, rather than individual recognition, as would be expected in a

high group culture. The fact that a former student’s artistic photos of aitbas tive
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school is a further indication that group members’ contributions to the school as a whole
are valued and appreciated.

Subject area classes are generally located in proximity to eachwetheh allows
the teachers in departments to have more frequent contact with each other and helps to
develop a strong sense of group within the department. Bonds within departments appear
to be stronger than those between different departments, which may be an efffect of t
high grid aspect of the school.

Technology plays an important part at Lakefront. One of the faculty mensber
designated as the high school technology coach, and teachers are encouraged to take a
wide variety of technology training sessions held throughout the year. Teachers
encouraged to develop their own websites to improve communication with parents and
students. Teachers from all grade levels can participate in thesegrsssions,
although they are usually held at the high school. Technology used throughout thee distric
keeps all members of the district educational community connected and informed. A
school television network, online access to students’ grades, and regular usesf email
further increase communication to parents and the community. The close connections
facilitated by these activities are associated with a high groupoanvent (Harris,

2005).
The Cast
Grid Considerations

The head principal at Lakefront has been at the school for many years — 17 years

as assistant principal, and now four years as head principal. Promotion fromtiagthi

ranks is an indication of a high grid environment, where insiders would be maliarfam
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with the roles, regulations, and expectations of the culture (Harris, 2005). Withasthe
10 years, Lakefront has had four different head principals. Roles and resptassibil
among the head principal and four assistant principals are well-defined aifit,spec
which further indicates a high grid environment. The four assistant princigals ar
generally each assigned to a different class of students and diffadmreto evaluate.

The principal at Lakefront has specific aims of implementing stratéiga will
decrease the drop out rate and help under-supported students to be more successful in
school. He relies on his assistant principals to take a large degree of i@spoims
student discipline, teacher evaluations, and planning. He also closely followsrgsdeli
passed down from the central administration, which reinforces the hierartig tha
associated with high grid environments.

According to board policy, teachers are expected to demonstrate specific
characteristics. These designations are another indication of a high grié.cultur
Group Considerations

Having been a teacher himself and having been in administration at Lakefront f
21 years, the principal seems to have a good understanding of the attitudes and thoughts
of his faculty. His longevity in an administrative role adds to the stability afcheol
and contributes to a strong group culture. His main goals for professional deweiopme
are to help teachers develop strategies to reach under-supported students ardde dec
their drop out rate. His attitude, which indicates concern for the teachersidedtst
and can be seen in his “fish” philosophy, is an important addition to a high group

environment.
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In terms of professional development, he understands that some of the older
teachers feel that they have “seen it all before,” but he encourages them ttelsa
ways of presenting their material, especially using technology. He isrc@ttwith how
the presenters are accepted by the faculty and how they get their pointaactegsether
or not the teachers get something they feel they can use in their clasdtasms.
important to him for his teachers’ professional development to be relevant to them
Teachers tend to gather with their departmental peers during lunch Fiacedty
socialization outside of the school day further strengthens the group bond; however, most
social gatherings are among teachers within the same departments.
Among the students, there are strong group designations. There is one group that
is very involved in a wide variety of activities. So many students want to be invalved i
an assortment of electives, sports, foreign language, and advanced placement courses
that creating the master schedule has become a difficult task for the ocosinEleése
students seem to feel a sense of belonging to the group and feel the “Panther Pride.”
However, there is a second group that is much more disenfranchised. They do not
participate in clubs or electives unless they are forced to, and many slip theresreet
to a city park to smoke during the lunch periods or even the school day. Concerns and
efforts toward reducing the drop out rate and increasing support for under-supported
students is probably an effort to increase this disenfranchised group’s idéatifiwéh
the school and its goals. The existence of in- and out-groups is usually assocdlated wi

strong group environment (Harris, 2005).
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The Plot
Grid Considerations

Professional development is a highly structured process at Lakefront, and
decisions are made at the upper levels of the hierarchy. Teachers have input through a
complex needs assessment survey, which does not ask them in what areas thekevould li
to receive professional development, but rather to rank the degree to which thest see be
teaching practices in operation in their buildings. These survey resuéigadwated by
central office administrators and principals, who determine the areas in tehthers as
a whole need further training. The final decisions about professional development are
then made collaboratively between central office administration and tiepadi, with
little further input from the teachers. Usually, the central administraithedules a
speaker to address the faculty on specified professional development daysndipalpri
hopes that it will be someone who will be interesting and connect with the teaciders, a
who will provide them with some practical and relevant strategies they ean their
classrooms. The clearly defined role definitions and hierarchy in deciskingraae
associated with a high grid environment (Harris, 2005).

Bi-monthly PLC meetings for departments are also attended by centcal axfid
school-level curriculum directors. Teachers are expected to focus on goelseating
student proficiency as demonstrated on state tests. This model of hierarctisiahde
making and centralized control is an indication of a strong grid environment (Harris
2005).

The emphasis on technology use could also be seen as a high grid indication,

since most software, hardware, and websites require a series of segtepsiab be
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used. Teachers usually require training in these steps to be able to actedsiblegy
and become comfortable with its use.
Group Considerations

The faculty meets by departments at least two times a month in PLCsg Duri
these meetings, they work on common goals, such as writing common assessments,
examining assessment data, and aligning curriculum. They may also disatezgest
that will help to meet their goals. Group progress differs from one departrembther;
however, departments seem to have their own norms and goals specific to thetr subjec
and department, which creates cohesiveness within each department.

The Time
Grid Considerations

Days for professional development are planned and scheduled on the school
calendar during the preceding year for the district as a whole. Each ssenmas
flexibility for scheduling content within the designated days, but they are bguhe b
days determined for professional development in the school calendar for th€lgea
adherence to a calendar and schedule are marks of a high grid environmesit (Har
2005).

The current trimester schedule for Lakefront High School is complex and equire
careful organization and structure, especially in carving out time for RLQs¢t.
Teachers generally feel they do not have enough time to accomplish theingbalse
meetings; however, attempts of departments to meet at different timemeawith little

Success.
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Group Considerations

Lakefront will return to a semester schedule next year. One reasonkiogrttas
change is to allow teachers to spend more time with the same group of studeats and t
build stronger relationships. Another reason for the change is to allow PLCs to have
longer time periods to meet together. Both of these criteria demonstratieeactethe
part of Lakefront faculty to increase the strength of relational bontdisaath other and
with their students.

Professional Development Strategies and Results

The Lakefront school district puts a great deal of emphasis on professional
development. The district’s definition and goal of professional developmenttienwri
two places in the board policy and guides professional development strategies and
content for all the schools. This top-down plan is indicative of a high grid culture.

Teachers at Riverside are allowed input only through the needs assessment.
Beyond that, the direction for professional development is determined by adsimmstr
at the school and district level, according to their designated role withinettaedhy.
State mandates and local district goals in terms of student test scoresstravey
influence on the topics chosen. Yearly professional development days are dvagst a
spent with a speaker in a traditional training setting.

Teachers at Lakefront High School also participate in departmental Péiihgse
twice a month, focusing on topics assigned by the curriculum administratordicSpeci
topics to be covered are aimed at increasing student scores on state marasiased ex
teachers are allowed little flexibility in the topics of their PLCs. Tpécs do differ in

the amount of progress they have made toward the goals.
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Most of the professional development at Lakefront High School is focused on
providing support to under-supported students, increasing test scores in the cem@@cad
areas, and increasing teachers’ use of technology. Based on students|istdiofion
tests scores for 2007-2008, these strategies are meeting with moderass,suith a
gain of 2% in the number of students proficient in English Il but a score of 89%
proficient in Algebra I, an increase of 15%. All testing benchmarks for all stgdaumps
were met, and the district Academic Performance Index (API) sasehghtly below
the state average for regular education students. This year’s drop outdatd been
completed to see whether efforts to support students and to increase theinoncaivet
engagement are meeting with success. Some teachers have reporteddncrea
engagement of their students due to the use of technology in their classrooms; however, i
is too early to determine whether these effects will be seen on this fal-of-

Instruction tests.

The professional development strategies used at Lakefront most clesghbie
those recommended for a Bureaucratic (High Grid, Low Group) environment, based on
Harris’ (2005) descriptions of recommended professional development stsdtegie
school cultures. However, it is noted that Lakefront appears to be a Corporat&(digh
High Group) culture. A complete listing of recommended strategies for alCtdwres
may be found in Table 2 (p. 14). The Bureaucratic professional strategiesoiinad ko
be most apparent at Lakefront were the following:

¢ Preliminary needs assessment, planning, and recommendations to principal by
committee (recommendations are made through a survey of all teachgstand

the district administration)
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¢ Principal takes major role in process
e Activities enhance and protect teachers’ roles and responsibilities aadpmord
to teachers’ specialties
e External state or national standards help guide activities.
Summary

In summary, Lakefront is a structured environment with a strongly ceettaliz
administration. Expectations are well-defined at administrative, faarty support
personnel levels. Faculty and administration are very focused on common goals, such a
student test scores, common assessments, and curriculum alignment. Professional
development topics are geared toward increasing tests scores and keepirtg stude
involved in school. Therefore, Lakefront’s culture falls into the High Grid ocayeg

At the same time, Lakefront is a very group-oriented environment. School and
community history and traditions play an important part in daily school life, andneede
of school pride can be seen throughout the school complex. The school is also strongly
connected to the local community through dissemination of information through
technology. Bi-monthly PLC meetings help departments continue professional
development in small groups and to work together toward school goals. These
observations are indicative of a High Group environment.

Based on responses to theltural Awareness Toand further investigation and
observation, Lakefront High School appears to be in a Corporate (High Grid, High
Group) school culture. However, their professional development strategies mekt clos
resemble those of a Bureaucratic environment. Therefore, a mismataebehe school

culture and its professional development program implementation is evident.
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Furthermore, of the Lakefront teachers who responded tOultaral Preference
Tool, 63% prefer a Collectivist culture, and 37% prefer a Corporate culture. Since
Lakefront’s professional development strategies are best suited foeauBtatic culture,
there are no matches between teachers’ preferred culture and the pnafessio
development strategies at the school. The average of teachers’ ates&lcson was
4.8, slightly above an average score of 4 on a scale of 1 to 8. It is also noted that since
Lakefront represents an overall Corporate culture, 37% of the teacherartharerking
in the type of culture they prefer, while the majority are not.

Figure 5 illustrates the grid and group typology of specific charsiitsrof
Lakefront High School. Figure 6 illustrates the typology for the implementat

professional development strategies used at Lakefront.

Figure 5.Lakefront High School grid and group typology for school environment.

Bureaucratic | HIGH | Corporate Culture

Culture GRID e Organization of faculty into departments that are
centrally located within building

e Centralized control by administration of professional
development topics, format, and schedule

e Emphasis on tradition and history

e Group focus on school goals of improving student test
scores, decreasing drop out rate, and helping under-
supported students

LOW GROUP HIGH GROUP
Individualist Collectivist Culture
Culture LOW

GRID
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Figure 6.Lakefront High School professional development strategies associated with

characteristics of a particular grid and group category.

Bureaucratic Culture HIGH | Corporate
GRID | Culture
e Preliminary needs assessment, planning, and
recommendations to principal by committee
e Principal takes major role in process
e Activities enhance and protect teachers’ roles and
responsibilities and correspond to teachers’
specialties
e External state or national standards help guide
activities
LOW GROUP HIGH GROUP
Individualist Culture LOW | Collectivist
GRID | Culture
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Hillcrest High School (Bureaucratic: High Grid, Low Group)
Cultural Awareness Questionnaire Results

Fourteen percent of Hillcrest’s 74 faculty members responded to the cultural
awareness questionnaire. At my request, the principal forwarded an email értorhia
teachers, explaining the study and asking them to follow the link to take the online survey
or to request a paper copy. Additionally, | gave the principal paper copietsens lto
teachers requesting their participation on the online survey and asked her to hand the
out to teachers; however, no further responses were received.
Grid Questions

Based on total numbers of responses overall, 69 responses were in the high grid
category; 32 responses were in the low grid category. The responses nabgt clos
associated with a high grid environment were:

Item #1: Authority structures are centralized.

Item #2: Job responsibilities are well defined.

Item #3: Individual teachers have no autonomy in textbook selection.

Item #4: Individual teachers have little autonomy in generating their echla
goals.

Item #7: Teachers obtain instructional resources through administrative
allocation.

Item #8: Instruction is not personalized for each student.

Item #10: Hiring decisions are made without teacher input.

Item #11: Class schedules are determined without teacher input.

Item #12: Rules and procedures are numerous.
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Two responses were associated with a low grid environment:

Item #5: Individual teachers have full autonomy in choosing instructional
methods/strategies.

Item #9: Individual teachers are motivated by intrinsic/self-definedeistie
Group Questions

Based on total numbers of responses overall, 48 responses were in the high group
category; 56 responses were in the low group category. The responses magst closel
associated with a high group environment were:

Item #4: Teaching and learning are planned/organized around group
goals/interests.

Item #5: Teaching performance is evaluated according to group goalsjgsjorit
and criteria.

Item #7: Curricular goals are generated collaboratively.

Item #9: Instructional resources are controlled / owned collaboratively.

Item #10: People hold much allegiance/loyalty to the school.
Seven responses were associated with a low group environment:

Item #1: Chain of command is individual teachers working alone.

Item #2: Educators’ socialization and work are separate/dichotomous estiviti

Item #3: Extrinsic rewards primarily benefit the individual.

Item #6: Teachers work in isolation toward goals and objectives.

Item #8: Communication flows primarily through individual, informal networks.

Item #11: Responsibilities of teachers and administrators are ambiguous /

fragmented with no accountability.
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Item #12: Most decisions are made privately by factions or independent verdict.

The questionnaire responses to items used in this survey followed a continuum
from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
twelve grid items on th€ultural Awarenessjuestionnaire, nine were high grid, two
were low grid, and one was in the center based on averages of scores along the
continuum. Out of the twelve group items on @dtural Awarenesguestionnaire, five
were high group, and seven were low group based on averages of scores along the
continuum. Therefore, based on the results oCikural Awarenessguestionnaire, the
initial grid and group category for Hillcrest High School was Burestiacc(High grid,
Low group). Subsequent data gathered also supported this categorization.

Cultural Preference Questionnaire Results

Grid Questions

Based on total numbers of responses overall, 13 responses were in the high grid
category; 28 responses were in the low grid category. The response madgt close
associated with a high grid environment was:

Item #2: | prefer a work atmosphere where my role(s) is/are $ipediaexplicit
job descriptions.
Eleven responses were associated with a low grid environment:

Item #1: | prefer a work atmosphere where authority structureseeatalized /
non-hierarchical.

Item #3: | prefer a work atmosphere where teachers have full autonomy in

textbook selection.
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Item #4: | prefer a work atmosphere where individual teachers havetoficany
in generating their educational goals.

Item #5: | prefer a work atmosphere where individual teachers havetoficany
in choosing instructional methods / strategies.

Item #6: | prefer a teaching and learning atmosphere where students are
encouraged to participate / take ownership of their education.

Item #7: | prefer a work atmosphere where teachers obtain instructsnarces
through individual competition / negotiation.

Item #8: | prefer a teaching and learning atmosphere where instrigction i
individualized / personalized for each student.

Item #9: | am motivated by intrinsic / self-defined interests.

ltem#10: | prefer a work atmosphere where hiring decisions are ozt /
controlled by teachers.

Item #11: | prefer a work atmosphere where class schedules araideter
through individual teacher negotiation.

Item #12: | prefer a work atmosphere where rules and procedures dre few
implicit.
Group Questions

Based on total numbers of responses overall, 40 responses were in the high group
category; 4 responses were in the low group category. The responses most closely
associated with a high group environment were:

Item #1: | prefer a work atmosphere where instructional activitesdiated /

planned by all educators working collaboratively.
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Item #2: | prefer a work atmosphere where socialization and work are
incorporated / united activities.

Item #3: | prefer a work atmosphere where intrinsic rewards pryvzanefit
everyone at the school site.

Item #4: | prefer a work atmosphere where teaching and learning areglann
organized around group goals / interests.

Item #6: | prefer a work atmosphere where members collaborativedydayoals
and objectives.

Item #7: | prefer a work atmosphere where curricular goals aeraed
collaboratively.

Item #8: | prefer a work atmosphere where communication flows primaril
through corporate, formal networks.

Item #9: | prefer a work atmosphere where educators and students have much
allegiance / loyalty to the school.

Item #10: | prefer a work atmosphere where responsibilities of teaahe
administrators are clear / communal with much accountability.

Item #11: | prefer a work atmosphere where most decisions are madeately
by consensus or group approval.

Item #12: | prefer a work atmosphere where most decisions are madeately
by consensus or group approval.
Only one response was most closely associated with a low group environment:

Item #5: | prefer a work atmosphere where performance is evaluaedimg to

individual teacher goals, priorities, and criteria.
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The questionnaire responses to items used in this survey followed a continuum
from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
twelve grid items on th€ultural Preferenceuestionnaire, one was high grid, and
eleven were low grid, based on averages of scores along the continuum. Out of the 12
group items on th€ultural Preferencejuestionnaire, eleven were high group, and one
was low group, based on averages of scores along the continuum. Data f@urtuled
Preferenceguestionnaire was used to generate a grid and group preference for each
individual teacher. These categorizations were used to determine the niat¢hes
multiple regression analysis.

The Stage
Grid Considerations

Hillcrest High School seems to be suffering from somewhat of an idensty.cr
People have traditionally viewed it mostly as a small school with small towrsyalue
however, since they are located in a growing community, the school in turn has grown in
enrollment, putting them in a class with schools that are accustomed to havigera la
school identity. Aspects of both high and low grid, as well as high and low group are
evident in the school. Overall, however, the school shows mainly evidences of being a
high grid, low group culture.

Hillcrest High School serves only tenth through twelfth grades, although the
junior high with the eighth and ninth is located just next door and shares some facilities
This division serves to separate younger from older students, and apparently also
separates teachers who have a more independent, secondary focus from the junior high

teachers, who more closely resemble elementary teachers in termsabbdgganization.
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Displays in the office and hall area are very structured. Rather thasubemix
of sports, academic and elective exhibits in the trophy case, the threstesepadows
are designated for the classes: tenth, eleventh, and twelfth. Within the ficanlafge
shadow boxes containing uniforms or jackets from four separate school activities hang on
the wall. Classrooms are connected by long intersecting halls.

Teachers are organized by departments, and department heads meet with the
principal monthly. A professional development committee composed of faculty nember
from several disciplines has the responsibility for planning and recommenging for
professional development. District level administrators have the respiysibiorking
with the committee to design professional development for the school. So far, that
responsibility has not been given to the principal or assistant principals.

Group Considerations

Although the Hillcrest High School building is easy to find, with signage that is
easy to read from a distance and a welcoming courtyard, the actual entthiscenbeh
less welcoming. The first sign one sees through the entrance warns Wstdrey must
check in at the main office; however, once inside the front doors, it is not immediately
apparent where the main office is located. The entrance hall is small andtelé @y
by a few student pictures and a black direction board that is similar to those found in
medical or business offices.

The main office is located off the small entrance hall. The furnishings are
comfortable, but very low-key in terms of color and decoration. Two secretaries sit

behind tall wooden counters. Overall, the atmosphere is more business-like than
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welcoming. Stained ceiling tiles and the low-key gray décor give an isipnesf being
a low group environment.

The halls, in contrast to the office, are very bright, well lit, and wide. Inots
able to observe hallway traffic when students were in the halls; howevegihethey
would not be very congested due to their size.

The school website states that the school is “Built on Tradition”; however, there is
little tradition presented on the website. There is no history of the school, nor ave mott
or emblems listed. Apparently, to access most of the school information, visitorbenust
registered as students or parents with usernames and passwords. Toesaraadil
indications of a low group culture.

The Cast
Grid Considerations

The principal at Hillcrest has been an administrator at that school for 10 years
five as an assistant principal and five as the head principal. She is the secoipa|pat
the school in the past 10 years. She is a very friendly person, and she does not want to be
seen by her faculty as a micro-manager, which indicates a degree ofidosultyire,
although based on questionnaire results and other observations, Hillcrest funcions as
high grid school. This is another example of the school’s dual identity, as desgribed b
the principal. She also has a very hands-off approach to professional development, which
has historically been her role. In the past, administrators have just walked argiting vi
various sessions and saying “hi and welcome back.”

Teachers’ roles in the schools are described in board policy in terms of

functionality, rather than personal qualities. In keeping with a high grid envirdnme
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high school teachers are organized into departments by subject area andféiney pre
professional development that is targeted to their subject. When more than ong topic i
offered, teachers choose which sessions they want to attend. Administrators do not know
where their teachers are going for professional development, which coulenbassa

sign of low grid or another indication of strict adherence to role expectatibish is
associated with high grid. The new assistant superintendent is seeking tottienge

laissez faire approach on the part of the principals and wants them to assunud ther
responsibility of organizing and overseeing professional development. If impled)

these changes should increase the grid considerations for the school environment by
adding to the power and authority of the principal.

Scheduling of professional development follows a prescribed hierarchy. Teacher
submit their desires to a professional development committee composed of athgr fac
The principal gives the head of this committee time at regularly schecleitlf
meetings to speak to the teachers about their plans. This committee thendiepatiys
to the assistant superintendent, who has the responsibility of planning with thette@mmi
and scheduling speakers. The principal has no responsibility or input into this process
and she never meets with the faculty committee. In the past, the professional
development committee and assistant superintendent worked closely as & $apidoa
through meetings held at the assistant superintendent’s home a few blocks from the
school.

Group Considerations
The longevity of the principal at the school should add to a sense of stability,

which is characteristic of high group environments (Harris, 2005). However, ste vie
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the secondary teachers as being more isolated and independent than the elementary
junior high faculty. While the junior high teachers are motivated by group fun-type
activities and gimmicks, the high school teachers want to get what they need from
professional development and get out. They do not want to participate in activities that
waste their time or in team-building activities. The principal describes fsebeing

“loners,” “a little more critical and serious by nature, and “data-drivEhey expect
substance in their professional development presentations, and they want the content to
be relevant to their particular subject area. These attitudes and descaptiamdicative

of a low group environment.

The teachers enjoy meeting with same-subject teachers from the juniop high t
discuss new ideas, methods, and problem solving strategies, but even then, certain
teachers feel isolated if they are they only teacher for a partieukdrdf a subject, such
as advanced placement courses. Due to their smaller size in relation to otheriachools
their class, they have only one teacher per subject for advanced placersses,chnd,
according to the principal, those teachers feel they do not have anyone theytedn rela
on a professional level.

Students at Hillcrest are influenced by opposing cultures. Several schools from
very small surrounding communities feed into Hillcrest, and those students tebigha
school is very large. Local students feel that their high school is ver; am@imost of
them live within a few miles of a major metropolitan area, with the cultural oppesini
and expectations associated with big cities. These cultural conflictedaesmall town—

big city contribute to a weaker group environment among the student body.
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The Plot
Grid Considerations

Professional development is addressed on several pages of the Hillcrigst distr
website. According to the website, most staff development activitieslanatsed,
planned and presented by local staff. Other website links describe in detail @axompl
chart of needs and goals, a system of required points, and roles of the professional
development committee and the school/site committee. Although much of the
responsibility for professional development lies in the hands of faculty, thtdrer
administrators, the highly defined responsibilities of those committeestmdidagh
grid environment where role expectations, rules, and procedures are clearly defined
(Harris, 2005).

A staff development day is held at the beginning of each year; teachers ma
choose which sessions they want to attend. Other opportunities for professional
development are offered during the summer; however, teachers are required to
accumulate a specified number of points (hours) within the year. Some sessions a
presented by outside speakers who are scheduled and paid for at the district
administration level.

The principal’s role in professional development is limited to giving the faculty
staff development representative an opportunity to address faculty meetingssahcitt
their input on professional development needs. Those needs are submitted to her for a
signature, but the actual decision making and oversight is done by district stchitons

working with the faculty committees.
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The carefully circumscribed path from teachers to district adminisratgdicates
a high grid environment.

Group Considerations

Although teachers have a great deal of collective input into professional
development needs, the main district goals for professional developmentimgreas
student test scores, closing achievement gaps among student subgroups, increasing
graduation rates, and decreasing college remediation rates-are more focuidaunai
student’s performance. Teachers feel the increased pressure foruthentsto perform
well on the state tests, since failure to do so may now affect their studalitg’ta
receive a high school diploma. Individual teachers are held accountable focthsssof
students in their classes, and they are taking that responsibility quitesier@are
curriculum courses now take priority. Pressure is placed on teachers individuady, ra
than as a group, which contributes to a low group environment. Teachers are required to
accumulate some of their professional development points from sessions outside of the
school system, thus fostering individual interests and meeting individual, rather than
group needs. A focus on meeting individual needs and interests, rather than those of the
group as a whole, is a further indication of a low group culture (Harris, 2005).

A recent topic of professional development was training in use of a software
program that allows teachers to access student test scores throughouhtimdica®ers.
They can pinpoint an individual student’s strengths and weakness that may have been
indicated several years prior. The focus of this training is on individual teagbeang
with individual students, rather than larger group dynamics, which tends torceiraf

low group culture.

191



Teachers started meeting in PLCs this year, after participatingimning last
summer and early this year to prepare them to work successfully in tbegs.gr
Meetings are held by departments with junior and senior high teachersussdisc
benchmarks, assessments, new teaching methods, and problem solving. Since the
meetings are limited by subject area, but not school site, vertical currialigmment
does occur during those times. Topics are chosen by the groups. The principigl is rea
not aware of what they discuss; therefore, there is not a sense of cohesiverrestian di
among all the departments as to their topics. Each department appears tovdo its
thing” without much oversight from the administrators. This lack of a common theme or
direction is a further indication of a low group culture.

The Time
Grid Considerations

Hillcrest is organized according to a trimester schedule, with three 12-week
grading periods per school year; however, the district is considering ngfdona
traditional semester schedule. One of the main reasons for making this chnge i
eliminate one of the state testing windows; schools in a trimester schezlubgjaired to
have two sessions for state tests, rather than one at the end of the yeae$tersem
schools.

A day for professional development is set aside at the beginning of the school
year and again once in January. The first day appears to be more of a “welcome back
from summer,” rather than a highly directed session. Having specific ddigated for
professional development is associated with a high grid culture.

Group Considerations
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The current trimester schedule creates a problem for the PLC mdedragsse it
is difficult to find enough time in the school day for the groups to meet. If thengeha
a different schedule, they plan to include a consistent time for the PLCs to meet.

Teachers are allowed to schedule their own individual professional development
to meet the required alternative points, which would indicate a lower group culture.

Professional Development Strategies and Results

Teachers at Hillcrest have a great deal of input to professional deweglbprhey
make direct recommendations to a staff development representative, whowtieets
other faculty committee members and the assistant superintendent. Teafters
relevant, goals-directed, topics that meet their personal and departmental needs
Improving student test scores and increasing student performance are sitivatons
for the teachers; they feel a personal responsibility to help students actdevard
professional development strategies that will help them accomplish those goal
Teachers may choose from a variety of topics presented on the beginning of school
professional development day. Speakers are brought in from outside as wdlimasheit
district.

Most of the professional development at Hillcrest High School is focused on
increasing test scores in the core academic areas to help students mgetduaon
requirements based on passing a certain number of the state tests. Based on Ehdients’
of-Instruction tests scores for 2007-2008, these strategies may not be workelyas w
was hoped, since students’ scores showed a loss of 3% in the number of students proficient
in both English Il and Algebra |. Scores were 72% and 75%, respectively. Howlever, a

testing benchmarks for all student groups were met, and the district Academic
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Performance Index (API) score was slightly below the state avesagegular education
students.

The professional development strategies used at Hillcrest most agleseble
those recommended for a Collectivist (Low Grid, Low Group) environment, based on
Harris’ (2005) descriptions of recommended professional development strébegies
school cultures. However, it is noted that Hillcrest appears to be a Bureaidrgh
Grid, Low Group) culture, which is the direct opposite. A complete listing of
recommended strategies for all four cultures may be found in Table 2 (p. 14). The
Collectivist professional strategies that | found to be most apparentaestiwere the
following:

e Focus on both individual and group needs

e Teachers seen as a team of equally important individuals

e Equitable and pertinent content

e Planning by a collective group of teachers

e Teaching and learning seen in the overall context of local school community,
teacher’s individual needs and experiences, and students’ educational needs

e Multiple learning opportunities within authentic pertinent activities such as
problem solving, inquiry, study groups, and mentoring of new teachers

e Includes reciprocal processes, leadership-team development, and collaborative
planning.

Summary

In summary, Hillcrest is a structured environment with specific exjppa@ucsafor

various roles within the community. Expectations for professional development are
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explicitly defined at the district level. Roles and responsibilities exhters, faculty
leaders, and administrators are assigned and followed. However, withstrtisire,
teachers have freedom to offer input and to choose which professional development
sessions they will attend, without a great deal of oversight. Professionaplaesl
topics are geared toward increasing tests scores and keeping studewéslimvethool.
Although there are some indications of low grid, the data generally indicate tha
Hillcrest’s culture falls into the High Grid category.

Although there are both high and low group indicators due in part to a big school-
little school dichotomy, Hillcrest is basically a low group environment. The stioalyl
is a mixture of local students and students from several feeder schools locatatl in sm
towns in the surrounding area. This mixed grouping is complicated by the fattethat t
city is located less than 10 miles from a major metropolitan area, which sxtpadocal
families, their values, and the local economy. Teachers tend to organize by defzartme
some feel isolated because they are the only teacher for a particular. Stligeetachers
are also independent and prefer not to have their time wasted by team-builiitigsct
Individually, they feel pressure for their students to be successful on high-staiees
tests. PLC meetings are a new innovation at Hillcrest and are helpingnoiemizrt
continue professional development in small groups, but their work is focused on
departmental goals, rather than overall school goals. These observationscatevendf
a Low Group environment.

Based on responses to theltural Awareness Toand further investigation and
observation, Hillcrest High School appears to be in a Bureaucratic (HighLGwd,

Group) school culture. However, their professional development strategies melt clos
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resemble those of a Collectivist environment, which is the direct opposite. drieeief
mismatch between the school culture and its professional development program
implementation is evident.

Furthermore, of the 5 % of Hillcrest teachers who responded @uilhgral
Preference Tool75% prefer a Collectivist culture, and 25% prefer a Corporate culture.
The very small response rate to this questionnaire makes it difficult to makat
assumptions about the relationship between teachers’ preferred culture and the school
culture or professional development strategies at this school. Since dtidicre
professional development strategies are best suited for a Collectiwseculcan be
said that for the 5% who responded, 75% of the teachers’ cultural preference ntagched t
implementation of professional development at the school. The average of teachers’
overall satisfaction was 6.5 on a scale of 1 to 8, which was the highest average in the
schools studied. This finding is supported by the regression analysis, which indicated tha
a match between teachers’ preferred culture and professional developategiegrhas
a significant effect on their satisfaction with professional development.

Figure 7 illustrates the grid and group typology of specific charsitsrof
Hillcrest High School. Figure 8 illustrates the typology for impleméntadf

professional development strategies at Hillcrest.
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Figure 7.Hillcrest High School grid and group typology for school culture.
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Figure 8.Hillcrest High School professional development strategies associated wit

characteristics of a particular grid and group category.
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Plainfield High School (Bureaucratic: High Grid, Low Group)
Cultural Awareness Questionnaire Results

Seven percent of Plainfield’s 111 faculty members responded to the cultural
awareness questionnaire. A second request to the principal to resend the teacher
participation request via email did not result in any valid responses.
Grid Questions

Based on total numbers of responses overall, 44 responses were in the high grid
category; 35 responses were in the low grid category. The responses nabgt clos
associated with a high grid environment were:

Item #1: Authority structures are centralized.

Item #2: Job responsibilities are well defined.

Item #3: Individual teachers have no autonomy in textbook selection.

Item #4: Individual teachers have no autonomy in generating their edutationa
goals.

Item #7: Teachers obtain instructional resources through administrative
allocation.

Item #8: Instruction is not personalized for each student.

Item #10: Hiring decisions are made without teacher input.

Item #11: Class schedules are determined without teacher input.

Item #12: Rules and procedures are humerous.
Two responses were associated with a low grid environment:

Item #3: Individual teachers have full autonomy in textbook selection.
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Item #9: Individual teachers are motivated by intrinsic / self-definecestte
Group Questions

Based on total numbers of responses overall, 35 responses were in the high group
category; 44 responses were in the low group category. The responses magst closel
associated with a high group environment were:

Item #4: Teaching and learning are planned / organized around group
goals/interests.

Item #5: Teaching performance is evaluated according to group goalsjgsjorit
and criteria.

Item #7: Curricular goals are generated collaboratively.

Item #9: Instructional resources are controlled / owned collaboratively.

Item #10: People hold much allegiance / loyalty to the school.
The responses most closely associated with a low group environment were:

Item #1: Chain of command is individual teachers working alone.

Item #2: Educators’ socialization and work are separate / dichotomous estiviti

Item #3: Extrinsic rewards primarily benefit the individual.

Item #6: Teachers work in isolation toward goals and objectives.

Item #8: Communication flows primarily through individual, informal networks.

Item #11: Responsibilities of teachers and administrators are ambiguous /
fragmented with no accountability.

Item #12: Most decisions are made privately by factions or independent verdict.

The questionnaire responses to items used in this survey followed a continuum

from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
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twelve grid items on th€ultural Awarenessjuestionnaire, nine were high grid, two
were low grid, and one was in the center based on averages of scores along the
continuum. Of the twelve group items on teltural Awarenessgjuestionnaire, five
were high group, and seven were low group based on averages of scores along the
continuum. Therefore, based on the results oCikural Awarenesguestionnaire, the
initial grid and group category for Plainfield High School was Bureaiadidigh grid,
Low group). Subsequent data gathered also supported this categorization.
Cultural Preference Questionnaire Results

Grid Questions

Based on total numbers of responses overall, 73 responses were in the high grid
category; 96 responses were in the low grid category. The responses nabgt clos
associated with a high grid environment were:

Item #1: | prefer a work atmosphere where authority structureeatelized /
hierarchical.

Item #2: | prefer a work atmosphere where my role(s) is / are 8pediaexplicit
job descriptions.

Item #7: | prefer a work atmosphere where teachers obtain instrucesnarces
through individual competition / negotiation.

Item #10: | prefer a work atmosphere where hiring decisions are lcasdra
controlled by administrator(s).

Item #11: | prefer a work atmosphere where class schedules araideter

through institutional rules / routines.
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Item #12: | prefer a work atmosphere where rules and procedures am@unsime
explicit.

Six questions were associated with a low grid environment:

Item #3: | prefer a work atmosphere where teachers have full autonomy in
textbook selection.

Item #4: | prefer a work atmosphere where individual teachers havetoficany
in generating their educational goals.

Item #5: | prefer a work atmosphere where individual teachers havetoficany
in choosing instructional methods / strategies.

Item #6: | prefer a teaching and learning atmosphere where students are
encouraged to participate / take ownership of their education.

Item #8: | prefer a teaching and learning atmosphere where instrigction i
individualized / personalized for each student.

Item #9: | am motivated by intrinsic / self-defined interests.

Group Questions:

Based on total numbers of responses overall, 131 responses were in the high
group category; 36 responses were in the low group category. Based omseérag
responses, 11 responses were associated with a high group environment:

Item #1: | prefer a work atmosphere where instructional activiteesdiated /
planned by all educators working collaboratively.

Item #2: | prefer a work atmosphere where socialization and work are

incorporated / united activities.
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Item #3: | prefer a work atmosphere where intrinsic rewards pryvzenefit
everyone at the school site.

Item #4: | prefer a work atmosphere where teaching and learning areglann
organized around group goals / interests.

Item #6: | prefer a work atmosphere where members collaboratovetyd goals
and objectives.

Item #7: | prefer a work atmosphere where curricular goals aeraed
collaboratively.

Item #8: | prefer a work atmosphere where communication flows primaril
through corporate, formal networks.

Item #9: | prefer a work atmosphere where educators and students have much
allegiance / loyalty to the school.

Item #10: | prefer a work atmosphere where responsibilities of tesaahe
administrators are clear / communal with much accountability.

Item #11: | prefer a work atmosphere where most decisions are madeately
by consensus or group approval.

Item #12: | prefer a work atmosphere where most decisions are madeately
by consensus or group approval.
One response was associated with a low group environment:

Item #5: | prefer a work atmosphere where performance is evaluaedimg to
individual teacher goals, priorities, and criteria.

The questionnaire responses to items used in this survey followed a continuum

from 1 to 8, which measured dimensions of grid and group used in this typology. Of the
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12 grid items on th€ultural Preferencejuestionnaire, 6 were high grid, and 6 were low
grid, based on averages of scores along the continuum. Of the 12 group items on the
Cultural Preferencejuestionnaire, 11 were high group, and 1 was low group, based on
averages of scores along the continuum. Data fror@titteiral Preferencejuestionnaire
was used to generate a grid and group preference for each individual teacher. Thes
categorizations were used to determine the matches for the multiplesreg@salysis.

The Stage
Grid Considerations

For a first time visitor, the high school and its main office were difficulinia. f
The school is located off the main road in an older residential area, and the necaimsoffi
in a building situated in the center of a large complex of buildings that were not well
marked. The main classroom buildings are designated by their direction fraemtha!,
main office building. Portable buildings line the perimeter of the block. ROTChwiic
a highly structured activity, has a separate portable classroom desigrtedut®. iThe
overall space seems congested with buildings, which is associated with ggsitong
environment; however, the number of buildings in the classroom section and wide open
areas in other parts of the block make it difficult to keep track of all the studénth, w
would be a low grid characteristic.

The main office has a large bay window at the front; however, the office anea
dark and seem closed in due to the dark wood and brick used in this area of the building.
A strong indication of a high grid culture is the organization of the secret@aek of
the three secretaries sits behind a counter under a sign specifying wthettloke

classes to which she is assigned. Identical file cabinets are lochtad bach
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secretary’s desk. Separate offices for each administrator open off a ddréhnadl the
secretary area.

Teachers are organized by departments; most classes for each sabztad
in the same area. However, some classes, such as math and social studegseiae isc
more than one building. A different administrator is assigned to head each core
department; however, the administrator may not have expertise in the subject of the
department.

As would be expected in a high grid culture, there is a strong degree afrgruct
in the organization of the grade levels. Ninth grade students are completelyasedrin
their own building; however, some are bussed to the main high school complex for
electives, such as ROTC. Most of the tenth grade classes are locatecaméhgugding
in an effort to create a separate community for them; eleventh and twetits gnee
mixed.

Group Considerations

Curtains are sometimes used for privacy on interior classroom walls; éQwev
some cases they were mismatched or torn. Classroom hallways wenadlgeinab,
painted a light gray with few decorations other than some student flyemnthast,
however, some of the classrooms appear to be brightly painted and decorated. This would
serve to make the individual classrooms more appealing than the large greupf dnea
halls, but would also contribute to a low group culture.

The facilities associated with sports and music appear to be newer and well-
maintained; however, some of the classroom buildings are in need of paint or am painte

drab colors. This may indicate that the school’s priorities are on sports and ratisc
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than academics. Landscaping is minimal, particularly around the classr8mgns on the
fieldhouse indicate identification with the school and its mascot. In contrast, the old
gymnasium, which is a dark gray and black block building located at the entpathee
main driveway, is somewhat foreboding. A lower degree of maintenance igatssoc
with a low group environment (Harris, 2005).

The school website is attractive and provides detailed and important information
from the counselors’ office. The page for activities displays only a few pgtir
students with no captions. In contrast, the athletics page contains links to 15 different
sports and displays an assortment of team pictures, which would further indicate an
emphasis on sports as opposed to other groups. The home page has a box at the bottom
for “Notes from the Principal,” but it is empty. In fact, | could not find the names or
information about the administrative staff anywhere on the web site, untdtebba
copy of the front page of the student handbook. Based on the website, open
communication with students and parents seems limited to a few specific grougs, whi
would be expected in a low group culture.

The Cast

Grid Considerations

Plainfield administration consists of one head principal and three assistant
principals. All but one taught or served in other administrative capacitiesiafi¢tt
prior to their current position. Although their power is positional, which is associated
with a high grid culture, some of their influence may also be based on the Higtpry t

have with the current faculty.
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Teachers may also have prescribed roles and expectation besidesatieng
duties. They are expected to serve as presenters for professional develbfiragitave
expertise in a particular area. In turn, they expect professional develofmie relevant
and immediately applicable to their situations.

Group Considerations

Although teachers are organized by departments, not all classes fararnt
are located in the same building, which limits contact among subject arkarteand
leads to a lower group culture. In terms of professional development, they vatse topi
that are beneficial and meaningful to them as individuals, rather than thoseethat a
focused on group or school goals.

The Plot
Grid Considerations

A central office administrator is heavily involved as a resource peoson f
professional development; however, the high school has its own professional
development committee. The committee is comprised of one administrator and three
teachers from different areas, both core and elective subjects. As would beeexpa
high grid environment, there is a specified process for determining the topics f
professional development. Teachers provide input through departmental surveys to the
professional development committee. This input is generally based on sylgeifics
topics the teachers would like to know more about. After receiving input, the committee
consults with the head principal and then considers the cost and what will give teachers
the opportunities to learn things that will help them in their individual classrooms.

Presenters may be within the district or outside speakers. This year, dbélmdught in
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a speaker, and then scheduled follow-up sessions for professional development days
throughout the year. Elementary teachers may also request training onttapaantbe
presented by a high school teacher. Topics that are of a more general mathisteally
open to high school, ninth grade, and middle school teachers.
Group Considerations

Plainfield faculty apparently do not meet in PLCs as such; however, departmental
meetings may have some of the same functions and goals as PLCs. Teabiners wit
subject areas at different grade levels meet occasionally fontgaoni a topic that is of
particular interest to them; however, these meetings are not for the purpodéeaf ve
curriculum alignment.

The Time

Grid Considerations

Plainfield school district operates on a semester schedule. Professional
development days are scheduled throughout the year according to a district-wide
calendar.
Group Considerations

After consulting the district calendar, teachers may request extesgpiaial
training on a topic that is of interest to them. This training usually involvesnieg®ns
by in-district personnel. Calendars presented on the website tend to focus an athlet
activities, rather than the whole school group.

Professional Development Strategies and Results
Teachers at Hillcrest have input into professional development accordingeto a pr

determined hierarchy. Through departmental surveys, they make suggestienbigh
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school professional development committee. This committee first consultheitiead
principal, and then determines the cost involved and what type training would best meet
the teachers’ expressed needs. Teachers prefer topics that are aieMaave

immediate application to their classroom situations. Needs are based more on
departmental issues rather than school-wide goals, which is an indication of the low
group culture. Speakers are brought in from outside; however, teachers askadstna
present on topics about which they have specific knowledge or training. Teachers at
Plainfield do not participate in PLC meetings; however, departmentalngestith an
administrator may achieve some of the same functions and goals.

Most of the professional development at Plainfield High School is focused on
helping teachers meet their students’ academic needs. Students’ acadgneisspcan be
measured by their scores on state tests. Based on students’ End-of-Instestdisndres
for 2007-2008, their strategies are successful, since students’ scores showed a44in of
in the number of students proficient in English Il and a gain of in the number of students
proficient in 7% Algebra |. Scores were 83% and 87%, respectively. Aliges
benchmarks for all student groups were met, and the district Academic Perferimaex
(API) score was above the state average for regular education students.

The professional development strategies used at Plainfield most cksatyble
those recommended for a Corporate (High Grid, High Group) environment, based on
Harris’ (2005) descriptions of recommended professional development strébegies
school cultures. However, it is noted that Plainfield appears to be a Burea(idigit

Grid, Low Group) culture. A complete listing of recommended strategied foua
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cultures may be found in Table 2 (p. 14). The Corporate professional development
strategies that | found to be most apparent at Plainfield were the foltowing
e Planning by representative committee that reports to the principal, who etisatre
activities meet group needs
e Group participation to set goals and discuss
e Content combines group-focused goals, activities, and rewards with abundant
training resources
e Meaningful intellectual, social, and emotional engagement with ideas andatsateri
e Emphasis on the interdependence and enhancement of all members of the
educational community.
Summary
In summary, Plainfield is a structured environment with specific expatsaor
various roles within the community. Roles and responsibilities for teacharidyfac
leaders, and administrators are assigned and followed. However, withstrtisire,
teachers have freedom to offer input and to participate in leading professional
development for the teachers at the high school and lower grades. Professional
development topics are geared toward meeting departmental and individual s2acher’
needs and goals. The data and observations generally indicate that Plaicidluiés
falls into the High Grid category.
Although there is evidence of both high and low group indicators on the
guestionnaire and from observations, Hillcrest is basically a low groupamant.
Maintenance of school facilities indicates a higher priority on sports and thas

academics, although planned new school construction and remodeling of the classroom
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areas should eliminate most of these discrepancies. The school website sbpports t
importance of athletics at the school and indicates a lack of desire for coratrami
between visitors to the website and the administrative staff. Teachers tendk tangor
seek training according to their departments; however, some may feedddodatause
they are not located near the rest of the department’s teachers nagaltmeetings
replace PLCs, and requests for professional development generally focysadmeatal
goals, rather than overall school goals. These observations are indicativevofGrdup
environment.

Based on responses to theltural Awareness Toand further investigation and
observation, Plainfield High School appears to be a Bureaucratic (High Grid, Low
Group) school culture. However, their professional development strategies melst clos
resemble those of a Corporate culture. Therefore, a mismatch betwsehdbeculture
and its professional development program implementation is evident.

Furthermore, of the Plainfield teachers who responded Guheral Preference
Tool, 75% prefer a Collectivist culture, and 25% prefer a Corporate culture. Since
Plainfield’s professional development strategies are best suited fopar@erculture,
only 25% of the teachers’ preferred culture matches the professional development
strategies at the school. The average of teachers’ overall satisfaets 5.6, higher than
an average score of 4 on a scale of 1 to 8. It is also noted that since Plaipfedémées
an overall Bureaucratic culture, none of the teachers there are workingypeho t

culture they prefer.
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Figure 9 illustrates the grid and group typology of specific charsitsrof

Plainfield High School. Figure 10 illustrates the typology for implementation of

professional development at Plainfield.

Figure 9.Plainfield High School grid and group typology for school culture.
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Figure 10.Plainfield High School professional development strategies associated with

characteristics of a particular grid and group category.
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Comparison
Corporate Schools

Both Riverside and Lakefront High Schools were examples of Corporate cultures
based on Harris (2005) descriptions of Grid and Group school cultures. In this
environment, schools show indications of both high grid and high group characteristics.
Grid Characteristics

Both schools exhibited a high degree of structure in terms of roles and
responsibilities of administrators and faculty. Although teachers have inputisedsc
regarding professional development needs, the main decision as to format and centent ar
made at higher administrative levels. Administrators at both schools weretptbfrom
within the organization, which increases the possibility that previous roles and
regulations will continue due to the administrators’ prior familiarity witimth&eachers
are expected to participate in departmental PLCs according to a presuitaslule, and
the topics are expected to focus on overall school goals, rather than teachexduiahdivi
interests. Both schools operate according to set schedules for the day, monéarand y
with professional development days designated prior to the beginning of the year

Student expectations at Riverside were more highly regulated than atdrakef
Riverside restricts students’ movement in the halls during class peridagrdra allows
students greater freedom in the building during class periods. Both schools Bave cla
periods that are longer than one hour.

Group Characteristics
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One of the most obvious signs of a high group environment for both schools is the
importance of history and tradition within the school and community. Riverside honors
previous graduates in terms of photographs, exhibits, and awards, and the school facility
is open to use by the community. Lakefront’s architecture reflects thag obthmunity
during its early development in the first half of th&2@ntury. It maintains and honors
monuments and references to past administrators and students.

Although both schools’ teachers are organized within departments, Riverside’s
departments are referred to as “teams” and their department headsragdders.”
Lakefront’s departments are not designated as teams, but identification etith ea
particular department is still quite strong.

The websites of both schools appear to have a strong commitment to open
communication with visitors from all members of the educational communityfroake
also uses other methods of technology to provide information to the community, such as
a local television channel program and frequent media announcements.

Professional Development Characteristics

While both schools appear to be Corporate in nature, both exhibit characteristics
of a Bureaucratic environment in terms of their professional developmergstsat
Format and content of professional development are mostly made at an adimmistra
level between principals and district administrators, with some input frometesic
terms of surveys. Topics are generally focused on meeting state anhati
requirements, and on increasing student test scores. Teachers at Lakefatsd a
encouraged to pursue individual interests throughout the year by offering thenaimonet

incentives. Elective teachers at Riverside are allowed to go outside tiw thstraining
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if it is related to their subject areas. In both cases, however, explicit do@tioe is
required.
Bureaucratic Schools

Both Hillcrest and Plainfield High Schools were examples of Bureaucratic
cultures, based on Harris (2005) descriptions of Grid and Group school cultures. In this
environment, schools show indications of high grid and low group characteristics.
Grid Characteristics

Both schools exhibited a high degree of structure in terms of roles and
responsibilities of administrators and faculty. Administrators’ dutiesssgned in terms
of what they are and are not in charge of, such as departments and claskesfi@ltP
principals are assigned to chair certain departments; at HiJlprestipals do not
interfere with the professional development process. Buildings at both campuses are
explicitly designated in terms of function and students. Both schools operate agtordin
set schedules for the day, month, and year, with professional development days
designated prior to the beginning of the year.

Students are divided in terms of classes and building assignments at both schools.
Group Characteristics

Both schools exhibited characteristics of low group environments, although
neither was strongly low group on survey responses or based on observations. Indications
of both low and high group were present.

The overall atmosphere of the Plainfield campus was not welcoming. Some
buildings were in need of paint or painted drab colors; hallways were also somewhat

uninviting. Few banners or signs promoting students’ awards and achievements were

215



present in the halls at either school. Pictures, awards, and artifacts tasadia former
students were not prominently displayed at either school.

The websites of both schools provided somewhat limited information. The
Hillcrest website presented some pictures and information of student groups, but most
information required a parent or student password to login. The Plainfield website
contained detailed information from the counselors, especially regardirg seni
requirements and opportunities; however information from or about the administrators
was nonexistent.

Some of the teachers at both schools are separated from each other in terms of
subjects taught or location on the campus; however, both schools utilize departments that
are organized according to subject area. PLCs are a new innovation at tithags
were not in evidence at Plainfield.

Professional Development Characteristics

While both schools appear to be Bureaucratic in nature, they exhibit
characteristics of different environments in terms of their professionelagement
strategies. Hillcrest appears to use strategies most closetyaded with a Collectivist
environment, while Plainfield’s strategies conform more to a Corporate culture

At Hillcrest, decisions of format and content for professional development are
mostly made by a representative committee of teachers from thedbsitiiet, based on
desires and concerns from each individual school site. This committee works with a
district administrator to develop the overall plan; site administratoranpletely left
out of the process of planning and oversight. At the high school level, topics ardlgenera

focused on increasing student test scores and meeting departmental neadsallhe i
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professional development session is more of a “welcome back” meetinghatter
teachers are allowed freedom in terms of which sessions they will attend.

At Plainfield, teachers have more input into the content of professional
development, and teachers are expected to give presentations in their axpastiske
A district administrator provides resources as needed for professionkimiaeat,
however he does not decide on the topics that will be presented.

Teachers’ Cultural Preferences and Satisfaction with Professiondbpment

The majority (62%) of the teachers’ preferences fell in the Colistctategory
(high grid, high group). A smaller percentage (37%) preferred a Corparatgrid, high
group) environment. Only one person (2%) preferred an Individualist (low grid, low
group) environment, and no teachers preferred a Bureaucratic (high grid, low group)
environment. It is noted that although none of the teachers indicated a preferemce f
Bureaucratic environment, two of the schools exhibited that type of culture. troaddi
the majority of the teachers preferred a Collectivist environment; howewss,of the
four schools indicated having a Collectivist culture, although one school was using
professional development strategies most closely associated withpiatf tculture.

Table 14 summarizes the data for teachers’ preferred culture.

Table 14

Percentages of Teachers’ Preferred Cultures (N = 60)

School High High
Culture Individualist Bureaucratic Corporate Collectivist Grid  Group

Percent
Preferring 2% 0% 37 % 62 % 37% 98 %
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In general, teachers were satisfied with the professional development at thei
school. Table 15 summarizes the average degree of satisfaction with protessiona

development.

Table 15
Teachers’ Average Degree of Satisfaction with Professional Development

(1 = low, 8 = high)

Riverside Lakefront Hillcrest Plainfield

Avg. Degree
Of Satisfaction 4.8 4.8 6.5 5.6

Multiple Regression Analysis

There were no matches between the school culture and professional development
strategies; therefore, it was meaningless to include these matadresdspendent
variable in the multiple regression equation. The regression analysis then contained one
independent variable, a match between teachers’ preferred culture arsghbeis’
professional development strategies, and one dependent variable, teatiséastisa
with professional development. According to the value of R squared, seven percent of the
teachers’ satisfaction with professional development was predicted byla lbettveen
teachers’ preferred school culture and the type of professional developratagiss
used at their school. While this is not an extremely high percentage, the F vatagemdi
that this result is significant at the .05 level, but not at the .01 level [F 1,58 = 4.647;
p<.05]. Therefore, a match between a teacher’s preferred school culture and the
professional development strategies associated with that type of cwdsieesignificant

effect on the teacher’s satisfaction with professional development.
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Summary

Based on information gathered from questionnaire responses from teachers and
observation and interview data, four high schools’ cultures were categorized magdaordi
grid and group characteristics. Two of the schools met the charactepstike f
Corporate (high grid, high group) category, and two of the schools appeared to be in the
Bureaucratic (high grid, low group) category. Professional development stgatkdjinot
match the overall school culture for any of the schools.

A multiple regression analysis was used to examine the relationship between
teachers’ preferred school environment and their satisfaction with the pooggssi
development at their school. Results indicate that a match between teaclienggre
school culture and the professional development strategies used at the school has a

significant effect on teachers’ satisfaction with professional development
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CHAPTER VI

SUMMARY, FINDINGS AND DISCUSSION, LIMITATIONS, AND

RECOMMENDATIONS

Summary

Professional development plays a crucial role in meeting the current edatati
standards for accountability and student learning. To develop the sophisticatedgea
methods necessary to help students learn the more complex and analytical gkiVidl the
need in the future, “education systems must offer more effective profddsiamang
than has traditionally been available” (Darling-Hammond & Richardson, 2009, p. 46).
Therefore, a need exists for administrators to examine current psacatiomfessional
development to determine whether they are meeting their teachers’ ndetie a
government’s requirements for effective and high-quality professional devetbpon
teachers.

Today, there are more professional workshops, teacher resources, and
development opportunities than at any time in educational history (Harris, 2005).
However, the professional development strategies schools choose do not always have the
desired effects on teachers’ practice (Center for Development and lgg&0Q0;

Knight, 2000). Teachers often find this required training to be beneficial anidcaiig

in varying degrees (O’Connor & Ertmer, 2003; Porter, Garet, Desimone, Yoon, &

Birman, 2000), and some studies indicate that professional development does not always
lead to academic improvement (Center for Development and Learning, 2000; Guskey

Sparks, 1996; Huffman, Thomas, & Lawrenz, 2003; Willis, 2002).
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Suggestions and programs for improving professional development abound. Some
educators continue to use traditional models of professional development, such as before
or after school workshops, guest speakers, and prepackaged programs, while others see
need for professional development to move from a traditional in-service traioihg to
a renewal model, which is more collaborative and relevant (Corcoran, 1995; DuFour,
Eaker, & DuFour, 2005; Easton, 2004; Heller, 2004; Keller, 2005; Kelly & McDiarmid,
2002; Robb, 2000; Sykes, 1996).

One reason for the variety of professional development programs in schools and
their degree of effectiveness may be explained through cultural theory. taoicms
Douglas’ (1982) Typology of Grid and Group provides a lens through which professional
development and school culture can be explained.

This framework describes organizations in terms of two dimensions: 1) grid-
roles, rules, and procedures, and 2) group-collective relationships and @rporat
membership. The degree to which grid and group operate within an organization can be
placed along a two-way continuum, from high to low. These continua, in turn, define
four distinct prototypes of cultures: Individualist (low grid, low group), Burealacrat
(high grid, low group), Corporate (high grid, high group), and Collectivist (low grid, high
group) (Douglas, 1982; Harris, 2005).

For this study, the Typology of Grid and Group provided the framework through
which professional development programs in four secondary schools were analyzed and
explained. The four chosen schools’ professional development strategies wgrednal
according to Harris’ (2005) descriptions of successful professional development

strategies for the four cultures. The study posited that participatifgetsasatisfaction
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with professional development might be affected by the school’s culture and type o
professional development strategy chosen by the school.

The purpose of this study was to determine the interrelationships, if any, betwee
school culture and teachers’ satisfaction with professional development. Thethen
exploration of school culture by conducting a qualitative pre-ethnography to nagow
population of secondary schools that were originally chose for study down to four and to
explain the context of those four purposefully selected secondary schools. Iidarmat
gathered was used to determine the school culture and the type of professional
development that these schools offered in terms of a grid and group framework.
Participating teachers from the four secondary schools were then survegtdrimine
their preferred type of school culture and their degrees of satisfactiopnaféssional
development received within their schools. This information was used to examine the
effect of school culture and professional development strategies on teadiactsai
with professional development.

The following research questions were addressed:

1. What is the cultural environment of each of the schools studied?
2. How is professional development characterized in the schools under study?
3. What are the teachers’ preferences for organizational culture in theatch
4. To what extent are teachers satisfied with professional development irchiosi?s
5. What difference, if any, does school context make on teacher satisfaction with
professional development, according to two null hypotheses?
¢ Hyi: A match between school context and professional development strategies

makes no difference on teacher satisfaction with professional development.
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e Hy: A match between teacher preferred school culture and school professional
development strategies makes no difference on teacher satisfaction with
professional development.

Findings and Discussion
What is the cultural environment of each of the schools studied?

Each school’s cultural environment was determined based on teachers’ responses
to an online questionnaire and to observations and interviews conducted at each school
site and online. The schools’ cultural environments were categorized basedieh Harr
(2005) descriptions of the four types of grid and group school culture, which he describes
as follows:

e Individualist (low grid and low group),

e Bureaucratic (high grid and low group),

e Corporate (high grid and high group), and

e Collectivist (low grid and low group).

According to the data collected, two schools, Riverside and Lakefront, were in the
Corporate category while the others, Hillcrest and Plainfield, were inutreaBcratic
category. These two schools were chosen because of the researcherts dasitga
pair of schools from each of two different school cultures. The Bureaucratic and
Corporate categories were chosen because no schools were identified in the pre-
ethnography as being in the Individualist or Collectivist categories.

Based on Douglas’ (1982) and Harris’ (2005) descriptions of a Corporate (high
grid and group) culture, the following characteristics of that culture weédergvat both

Riverside and Lakefront high schools:
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e a culture dominated by roles and rules

e regulation of personal interactions according to explicit internal dleaisiins
that restrain personal autonomy

e decision-making at the administrative and school board levels

e many role distinctions among teachers and staff

e organization of teachers into departments in which teachers work in isolation

e specific membership criteria with insider/outsider distinctions

e explicit pressures that influence group relationships

e survival of the group takes precedence over survival of its individual members

e group interactions, allegiances, and membership criteria that seek to perpetuat
the school

e traditions and norms are perpetuated

e symbols of the school are often prominently displayed.

At both Riverview and Lakefront schools, roles and rules were explicitly
understood and followed by administrators and teachers. Most of the decisiodsgegar
professional development were made at the administrative level, with spatdrom
teachers in the initial planning stages. Teachers at Lakefront hadttlerynput into the
content of professional development after submitting a needs assessmentgRivervi
teachers were allowed somewhat more input through surveys. Departmefeasienal
Learning Communities were used extensively at both schools; meetingsalated by
departments. History and tradition were very important at both schools, with evadence

strong ties to the community and the past as evidenced through architecture, awards
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alumni involvement, and website content. Group participation and success were
encouraged and celebrated.

Hillcrest and Plainfield High Schools were determined to be Bureaucraglt (hi
grid / low group) cultures, with evidence of the following characteridtiasdre
associated with Bureaucratic environments, as described by Douglas (1982rasd H
(2005):

e a culture dominated by roles and rules

e regulation of personal interactions according to explicit internal dleaisiins
that restrain personal autonomy

e decision-making at the administrative and school board levels

e many role distinctions among teachers and staff

e organization of teachers into departments in which teachers work in isolation

¢ individual interests are valued above collective goals

e pressure for group-oriented activities and relationships is usually weak

e groups and subgroups focus on short term projects rather than long-term
organizational goals, and allegiance to the larger group fluctuates

e strong traditions are usually absent.

Role distinctions in Hillcrest and Plainfield schools were well-defined, and
teachers were organized by departments. In contrast to the other schools stud@d, cont
of professional development at Hillcrest was given to the teachers, wghdino input
or oversight from principals; however, this was due in part to this responsibilibemaj
part of the principals’ assigned roles. Professional Learning Communéreswst

beginning at Hillcrest and not found at Plainfield. Teachers were somewlsatgilyy
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isolated at Plainfield, and tended to be isolated according to subject matter and overal
attitude at Hillcrest. Perhaps due to the effects of growing communitygimmnd,
neither school showed strong evidence of the influences of tradition and past history.
Some student groups received more publicity than others. Neither website contained a
great deal of information that indicated a strong commitment to communicatiothe
outside community, as well as with students and parents.
How is professional development characterized in the schools under study?

Harris (2005) categorized professional development strategies by thosatagisoc
with each type of school culture. These categorizations were used to detidwertyyme
of professional development found at each school. It is noted that none of the school
cultures matched the typical typology for professional development stsatesgd.
Specific characteristics of professional development strategieadbrsehool are

categorized according to their matching cultures in Table 16.

Table 16
Cultural Environment and Categorization of Professional Development Strategies

Associated with Cultural Environments

Characteristics of Prof Dev Strategies According to

Cultural Environment Culture
Riverside Corporate Bureaucratic (high grid, low group)
(high grid, e Preliminary needs assessment, planning, and
high group) recommendations to principal by committee

e Principal takes major role in process

e Activities enhance and protect teachers’ roles
and responsibilities and correspond to
teachers’ specialties

e External state or national standards help
guide activities
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Lakefront Corporate

(high grid,
high group)

Culture

Bureaucratic (high grid, low group)

Preliminary needs assessment, planning, and
recommendations to principal by committee
Principal takes major role in process
Activities enhance and protect teachers’ roles
and responsibilities and correspond to
teachers’ specialties

External state or national standards help
guide activities

Prof Dev Strategies

Hillcrest Bureaucratic

(high grid,
low group)

Plainfield Bureaucratic

(high grid,
low group)

Collectivist Culture (low grid, high group)

Focus on both individual and group needs
Teachers seen as a team of equally important
individuals

Equitable and pertinent content

Planning by a collective group of teachers
Teaching and learning seen in the overall
context of local school community, teacher’s
individual needs and experiences, and
students’ educational needs

Multiple learning opportunities within
authentic pertinent activities such as problem
solving, inquiry, study groups, and mentoring
of new teachers

Includes reciprocal processes, leadership-
team development, and collaborative
planning

External rules and criteria are viewed with
suspicion unless they obviously benefit
individuals and school

Corporate Culture (high grid, high group)

Planning by representative committee that
reports to the principal, who ensures that
activities meet group needs

Motivation to participate comes frodesire t
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improve academic program and status of
whole school

e Group participation to set goals and discuss

e Content combines group-focused goals,
activities, and rewards with abundant training
resources

¢ Meaningful intellectual, social, and emaotional
engagement with ideas and materials

e Emphasis on the interdependence and
enhancement of all members of the
educational community

What are the teachers’ preferences for organizational culture in their school?

The majority (62%) of the teachers’ preferences fell into the Colisictategory
(high grid, high group). A smaller percentage (37%) preferred a Corparatgrid, high
group) culture. Only one person (1%) preferred an Individualist (low grid, low group)
culture, and no teachers preferred a Bureaucratic (high grid, low grotymecéllthough
none of the teachers indicated a preference for a Bureaucratic cultuad,thecschools
were determined to exhibit that type of culture. In addition, the majority dé#uhers
preferred a Collectivist culture; however, none of the schools indicated having a
Collectivist culture, although one school was using professional developmezgissat
most closely associated with that type of culture.

Teachers’ preferences seem to indicate that almost all of thernsatidied
preferred a high group environment. Maybe, since teachers need to have good
interpersonal skills and because they deal with people all day, they may afepreci
identification with the group of people with whom they work. Teachers in schools whose
professional development strategies were associated with high group<uéported

higher average degrees of satisfaction with professional developmertadkarirt
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schools whose professional development strategies were associated witbupw gr
cultures. Furthermore, most (about 67%) preferred a low grid culture, which mayendicat
a desire to work more independently and have more control over their environment and
work.
To what extent are teachers satisfied with professional development in their school?
Teachers were satisfied to an above average degree with professional
development at all schools. Average responses ranged from 4.8 to 6.5 on a scale from 1
to 8. The two schools with lower average responses (4.8) implemented professional
development strategies that most closely resembled a Bureaucigttig(ial, low group)
culture. The next highest satisfaction score (5.6) came from a school whossiprate
development strategies most closely resembled a Corporate (high grid, high group
culture. The highest satisfaction score (6.5) came from a school whose pradkessi
development strategies most closely resembled a Collectivist (low gridgiogp)
culture, although the number of responses represented a small proportion (5%) of the
overall faculty. Ten percent of the responses were at the highest end of thevisicale
score of 8; responses at the lowest end of the scale were 5 %, with a score of 1. Appendix
D lists the quantities of high and low responses to each question for each school. This
study was not concerned with specific factors that make up a determination of
satisfaction, but rather with an overall global determination; thereforepaelyesponse
on the questionnaire asked for an actual measure of satisfaction with prolessiona
development.
What difference, if any, does school context make on teacher satisfaction with

professional development?
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The answer to this question was based on two null hypotheses:

e Hy1: A match between school context and professional development strategies
makes no difference on teacher satisfaction with professional development.
There were no matches between the school contexts and professional

development strategies for any of the four schools in this study. Therefoesyirer
insufficient data to accept or reject the null hypothesis. It is noted thanie schools,

there was still a high degree of satisfaction with professional developmentivehen t
professional development strategies and school culture did not match. This could be an
area for further study.

e Ho,2 A match between teacher preferred school culture and school professional
development strategies makes no difference on teacher satisfaction with
professional development.

Based on the multiple regression results, a match between teacherségrefe
culture and that of the professional development strategies used at the schodhin whic
they work is a significant factor (p< .05) in determining their degree ofaatm with
professional development, accounting for 7% of the degree of satisfactionfoféetiee
null hypothesis is rejected. This finding provides evidence that teachergi@satisfied
with professional development if the strategies match those of the school thature
prefer.

These results could help guide administrators who are trying to maximize t
impact of professional development at their schools. Based on these findings, an

administrator should increase the chances of teachers’ satisfaction efgbspnal
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development by first assessing the teachers’ preferred school cultureand the
implementing professional development strategies that match those prederence
Limitations
This study was limited to four high schools with more than 35 teachers, with only
one high school per district. Some of the schools had a small number of teachers who
responded to the questionnaires. Furthermore, the researcher was morevatiniti&o
of the schools than with the others. Therefore, some of the information from thedirst
schools was obtained from first hand experience, while information from thenreghai
two schools was by observation and interpretation only. It is possible that a higres de
of familiarity with two of the schools may have biased the researcher ar ¢gdater
insight into the environments of those schools than others.
Recommendations
Benefits
Practice
The results of this study provide administrators and developers of professional
development for secondary schools information about the relationship of school culture
to desirable professional development strategies. Administrators bemenat to get the
most from their time and money devoted to professional development. Based on the
results of this study, it is advisable for them to consider whether the sisatiegy are
using reflect the cultural preferences of their teachers. Since mib&t tefachers reported
a preference for a low grid and high group culture, administrators should consider
professional development strategies that allow for more teacherciigaraith each

other and more input and control in the planning and implementation processes. Although
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administrators have to look at the big picture of overall school needs and government
requirements, they would be wise to pay attention to the teachers’ opinions rgglaedin
topics and format of professional development that would meet their current needs most
fully. Additionally, if teachers have choices in the professional developmendrsess

they will attend, they may be more satisfied if the content and format of Sierses

more unstructured and allows for more group interaction. Finally, it may be bahkefic
administrators and teachers to examine their school’s specific culture totanddhe
functioning of the school and their roles as participants in the educational community
Theory

This study provides further application to Douglas’ (1982) Grid and Group
Typology by extending its use to the area of professional development in secondary
schools. Previously, this typology was used to describe and analyze culturessinfte
cultural bias in a variety of settings, including schools (Balenseifen, 200&pGhg,

2005; Harris, 2005; Kanaly, 2000; and Murer, 2002), implementation of instructional
technology in schools (Spitzer, 2003; Stansberry, 2001; Stansberry & Harris, 2005), and
roles of teachers and learners (Lingenfelter & Lingenfelter, 2003).

Furthermore, this study supports Harris’ (2005) grid and group categorizations
school cultures in relation to teacher satisfaction with professional devatbparris’
categorizations of professional development strategies according todriptcap
cultures were evident in the operation of the schools, and the strategies weneas
closely identified with specific cultures, although they were not the saitie &chool

cultures. The regression analysis indicated that a match between sepotferred
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school environment and the actual school environment was predictive of theictahsfa
with professional development at their schools to a significant extent.
Research

According to Guskey (2003), there is a need for research that provides “clear
descriptions of important contextual elements” (p. 750) of professional development to
insure steady progress toward improvement of its quality. This study prouites s
descriptions in terms of grid and group characteristics. The significance oktbé grd
and group to categorize secondary school environments supports the value of further
research in the areas of professional development and secondary schools usimg this le
The importance of professional development in education’s current environment of high
accountability accentuates the need for reliable research into allvafisis aspects. In
an educational culture that calls for research-based strategteslgaareas such as the
effect of overall school environment as a contextual element bear further study.

Further Research

This study included only a limited number of schools, based on location, size, and
school culture. Extension of this research to other grade levels, such as algnoenid
expand understanding of cultures in those contexts. In addition, studying high schools in
larger school districts and other states should add to the understanding of prdfessiona
development in terms of the school culture.

In terms of the actual survey, expanding the number of responses regarding
teachers’ satisfaction with professional development to include multipteiantould
add to the understanding of that aspect. The survey could also be used to examine other

aspects of teachers’ practice and experience.
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Since professional development is of little use unless it is applied, it woalbeals
important to study whether teachers apply what they have learned insproéts
development and what results they achieve from that application. Likewise, astather
could extend the results of this one to determine whether teachers’ implementation of
professional development is related to the teachers’ degree of satrsfaith the

professional development.
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APPENDIX A
GRID/GROUP TYPOLOGY QUESTIONNAIRES

Grid and Group Cultural Awareness Tool
Grid and Group Cultural Awareness Tool

Please enter the name of your school site:

Total years of service at this school site: I

INSTRUCTIONS

Below are 24 items. Each item reflects a continuum from 1 téo8.each item, read the entire item and ch
the statement that you think best represents wohool site (i.e., not the school distri¢t Then, on th
continuum, mark the button that represents the degree to which tleatesthtapplies to yowgchool site(i.e..
not the school distrigt

There are no "good" or "bad" responses to these items. Uimdens land 8 represent extremes alc
continuum, with numbers 2-7 providing a continuous scale between the tvemnestr~or example, if th
statement were:

In my school we drin Weak Coffee (1)....... Strong Coffee, (Be strength of the coffee wWd be indicate
along the continuum of 1 through 8; however, one answer would not be better than another.

GRID CONSIDERATIONS

1. Authority structures are:

Decentralized [ i i i i i i [T Centralized/

non-hierarchica 1 2 3 4 5 6 7 8 hierarchical
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2. Job responsibilities are:

lll-defined [31

3. Individual teachers have:

Full autonomy ir 7
textbook selectio 1

4. Individual teachers have:

Full autonomy ir
generating thei e
educational goal

5. Individual teachers have:

Full autonomy ir
choosing instruction: E
methods/strategic

6. Students are:

Encouragedo
participate/take ownersh e
of their educatiol

7. Teachers obtain instructional resources through:

Individual negotiabn E
1

8. Instruction is:

Personalized fc [
each studer

9. Individual teachers are motivated by:

Intrinsic/selfdefined [
interests

10. Hiring decision are made:

With teacher inpt 2

Well defined

No autonomy in
textbook selection

No autonomy in
generating their
educational goals

No autonomy in
choosing instructional
methods/strategies

Discouraged from
participating/taking
ownership of their
education

Administrative allocation

Not personalized for
each student

Extrinsic/institutional
rewards

Without teacher input
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11. Class schedules are determined through:

With teacher inpL []1 C E £ C £ C Ee Without teacher input

2 3 4 5 6 7

12. Rules and procedures are:
Few E; C e e C e C ES Numerous

2 3 4 5 6 7

GROUPCONSIDERATIONS

1. Chain of command is:

Individual teacher [ i i i i i i [T  All educators working
working alone 2 3 4 5 6 7 8 collaboratively

2. Educators' socialization and work are:

Separate/dichotomor [ i i i i i i i Incorporated/united
activities 4 2 3 4 5 6 7 g  activities

3. Extrinsic rewards primarily benefit:

The individual & O i i O i O [Z  Everyone at the school
1 2 3 4 5 6 7 8 site

4. Teaching and learning are planned/organized around:

Individual teache - [ £ E E C E C E  Group goalsiinterests
goals/interest 4 2 3 4 5 6 7 8

5. Teaching performance is evaluated according to:

Individual teacher goal [ i g g i g O [T  Group goals, priorities,
priorities, and criterii 2 3 4 5 6 7 8 and criteria

6. Teachers work:

In isolation towarc 7 [ i i [ i [ [z  Collaboratively toward
goals and objective 4 2 3 4 5 6 7 s goals and objectives
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7. Curricular goals are generated:

Individually [31 [32

e

3

8. Communication flows primarily through:

Individual, informal [ O
networks 2

e

3

e e e
4 5 6
E e E
4 5 6

9. Instructional resources are controlled/owned:

Individually E L
1 2

10. People hold:

No allegiance/loyalt [ C
to the schoc 4 2

e

3

e

3

E e E
4 5 6
e e e
4 5 6

11. Responsibilities of teachers and administrators are:

Ambiguous/fragmente [7 C
with no accountabilitt 2

12. Most decisions are made:

Privately by factions ¢ [7 i
independent verdic 2

e

3

e

3

Collaboratively

Corporate, formal
networks

Collaboratively

Much allegiance/loyalty
to the school

Clear/communal with
much accountability

Corporately by
consensus or group
approval

e C e
4 5 6
e C e
4 5 6
Submit Form | Reset Form |
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Grid and Group Cultural Preference Tool

Grid and Group Cultural Preference Tool

Please enter the name of your school site:

Total years of service at this school site: |

INSTRUCTIONS

Below are 25 items. Each item reflects a continuum from 1 teoB.each item, read the entire item and ch
the statement that you think best represents wohool site(i.e., not the school distri¢t Then, on th
continuum, mark the button that represents the degree to which tleatestatapplies to yowschool site(i.e..
not the school distrigt

There are no "good" or "bad" responses to these itéfhe. numbers land 8 represent extremes al
continuum, with numbers 2-7 providing a continuous scale between the tvemnestr~or example, if th
statement were:

In my school we drin Weak Coffee (1)....... Strong Coffee, (Be strength of the coffee could be indic
along the continuum of 1 through 8; however, one answer would not be better than another.

GRID CONSIDERATIONS

1. | prefer a work atmosphere where authority structures are:

Decentralized [ i i i i i i [T Centralized/

non-hierarchica i P 3 4 5 6 7 8 hierarchical

2. | prefer a work atmosphere where my role(s) is/are:
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Non-specialized / ni o L
explicit job i O i O i O i [C  Specialized / explicit job
description‘ 2 3 4 5 6 7 8 descrlptlons

3. | prefer a work atmosphere where teachers have:
Full autonomy ir [ O i O i O i [T Noautonomy in

textbook selectio 1 2 3 4 5 6 7 8 textbook selection

4. | prefer a work atmosphere where individual teachers have:
Full autonomy ir No autonomy in

generating thei E C E C E C E C generating their

educational goal 2 s 4 5 6 7 & educational goals

5. | prefer a work atmosphere where individual teachers have:

Full autonomy ir No autonomy in
choosing instruction: e e e e e e e e choosing instructional

methods/strategie 2 3 4 s 6 ’ ®  methods/strategies

6. | prefer a teaching and learning atmosphere where students are:

Encouraged t Discouraged from
participate/take [ C i C i C i C participating/taking
ownership of thei 4 2 3 4 5 6 7 8 ownership of their
educatior education

7. | prefer a work atmosphere where teachers obtain instructional res@ilecegechnology, manipulatives,
materials, tools) through:

Individual competition [ [ g O e C e e
8

L Administrative allocation
negotiatior 1 2 3 4 5 6 7

8. | prefer a teaching and learning atmosphere where instruction is:

Individualized / Not individualized /
personalized fo e e e e e e e e personalized for
each studer ! 2 s 4 5 6 7 8 each student

9. | am motivated by:

Intrinsic / selfdefined [7 i i i i i i i Extrinsic / institutional
interests 4 5 3 4 5 6 7 8 rewards

10. | prefer a work atmosphere where hiring decision are:
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Decentralized [ O i O i O i [T Centralized / controlled by
controlled by teache 4 2 3 4 5 6 7 8 administrator(s)

11. | prefer a work atmosphere where class schedules are determingtithrou

Individual teache [ i i i i i i [T Institutional rules /
negotiatior 4 2 3 4 5 6 7 8 routines

12. | prefer a work atmosphere where rules and procedures are:
Few / implicit [:1 e e C C C e C

Numerous / explicit
2 3 4 5 6 7 8

GROUPCONSIDERATIONS

1. I prefer a work atmosphere where instructional activities aratgtiti/ planned by::

Individual teacher [ i i i i i i [T  All educators working
working alone 2 3 4 5 6 7 8 collaboratively

2. | prefer a work atmosphere where socialization and work are:

Separate / dichotomo' [ i i i i i i i Incorporated / united
activities 4 5 3 4 5 6 7 8 activities

3. | prefer a work atmosphere where intrinsic rewards primarily khenef
The individual [31 C & £ ©CO (£ «C [38

Everyone at the school site
2 3 4 5 6 7

4. | prefer a work atmosphere where teaching and learning are plannadizedgaround:
Individual teache [ i i i i i i i
8

goalsf/interest | ) s 4 ; ] . Group goals / interests

5. | prefer a work atmosphere where performance is evaluated accarding

Individual teacher goal [ i g i i i O [T  Group goals, priorities,
priorities, and criterii 2 3 4 5 6 7 8 and criteria

6. | prefer a work atmosphere where members work:

In isolation towarc [ [ i [ i [ i [T Collaboratively toward
goals and objective 4 2 3 4 5 6 7 s  goals and objectives
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7. | prefer a work atmosphere where curricular goals are generated:
Individually [31 C E E E E E C

Collaboratively
2 3 4 5 6 7 8

8. | prefer a work atmosphere where communication flows primarily through:

Individual, informal [ O i O i O i [z  Corporate, formal
networks 2 3 4 5 6 7 8 networks

9. | prefer a work atmosphere where instructional resources are cahtrollmed:
Individually [31 C E C BE E E O

Collaboratively
2 3 4 5 6 7 8

10. | prefer a work atmosphere where educators and students have:

No allegiance / loyalt [7 C i C i C i C Much allegiance / loyalty
to the schoc 2 3 4 5 6 7 8 to the school

11. | prefer a work atmosphere where responsibilities of teachers amisidators are:

Ambiguous / fragmente [7 C i C i C i [T  Clear/communal with
with no accountabilitt 2 3 4 5 6 7 ) much accountability

12. | prefer a work atmosphere where most decisions are made:
Privately by factions ¢ [ i i i i i i [T  Corporately by consensus

independent verdic 4 5 3 4 5 6 7 8 or group approval
13. Please indicate your degree of satisfaction with professional developfeesd at your site:

Extremely Dissatisfie E C E C E L E C Extremely Satisfied
1 2 3 4 5 6 7 8

Submit Form

Reset Form |
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APPENDIX B

GRID AND GROUP TEMPLATE

GRID Bureaucratic / Authoritarian Corporate / Hierarchist

0 1 2 3 4 5 6 7 8GROUP

Individualistic / individualism Collectivist / Egalitarianism
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APPENDIX C

Protocol Questions for Administrators
How long have you been an administrator at this school?
How many times has administration changed at this school in the past ten years?
. Who decides on the content and format of your professional development?
Describe professional development at your school.
How are instructional materials obtained or assigned at your school?
How is information communicated to/from your teachers?

How are teachers involved in school activities?
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APPENDIX D

QUESTIONAIRE RESULTS BY SCHOOL

Cultural Awareness

R = Riverside; L = Lakefront; H = Hillcrest; P = Plainfield

QUESTION

R
Total

L
Total

H

Total

Total

GRID

Authority structures are decentralized / non-
hierarchical. (Low Grid)

Authority structures are centralized / hierarchical
(High Grid)

28

2

Job responsibilities are ill-defined. (Low Grid)

N

Job responsibilities are well defined. (High Grid)

3

Individual teachers have full autonomy in textbook
selection. (Low Grid)

15

Individual teachers have no autonomy in textbook
selection. (High Grid)

19

4

Individual teachers have full autonomy in generating

their educational goals. (Low Grid)

11

Individual teachers have no autonomy in generating

their educational goals. (High Grid)

21

5

Individual teachers have full autonomy in choosing
instructional methods / strategies. (Low Grid)

21

Individual teachers have no autonomy in choosing
instructional methods / strategies. (High Grid)

13

6

Students are encouraged to participate / take
ownership of their education. (Low Grid)

22

Students are discouraged from participating / taking

ownership of their education. (High Grid)

12

7

Teachers obtain instructional resources through
individual negotiation. (Low Grid)

Teachers obtain instructional resources through
administrative allocation. (High Grid)

10

20

8

Instruction is personalized for each student. (Low
Grid)

Instruction is not personalized for each student. (High

Pl
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Grid)

9

Individual teachers are motivated by intrinsic / self
defined interests. (Low Grid)

21

Individual teachers are motivated by extrinsic /
institutional rewards. (High Grid)

10

10

Hiring decisions are made with teacher input. (Low
Grid)

Hiring decisions are made without teacher input.
(High Grid)

26

11

Class schedules are determined with teacher input.

(Low Grid)

12

Class schedules are determined without teacher ir
(High Grid)

put.

19

12

Rules and procedures are few. (Low Grid)

Rules and procedures are numerous. (High Grid)

GROUP

Chain of command is individual teachers working
alone. (Low Group)

Chain of command is all educators working
collaboratively. (High Group)

28

2

Educators’ socialization and work are separate /
dichotomous activities. (Low Group)

13

Educators’ socialization and work are incorporated
united activities. (High Group)

17

3

Extrinsic rewards primarily benefit the individual.
(Low Group)

17

Extrinsic rewards primarily benefit everyone at the
school site. (High Group)

12

4

Teaching and learning are planned / organized arg
individual teacher goals / interests. (Low Group)

und

Teaching and learning are planned / organized arg
group goals / interests. (High Group)

und

28

5

Teaching performance is evaluated according to

individual teacher goals, priorities, and criteria. (Law 1

Group)

12

Teaching performance is evaluated according to
group goals, priorities, and criteria. (High Group)

20
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6

Teachers work in isolation toward goals and
objectives. (Low Group)

Teachers work collaboratively toward goals and
objectives. (High Group)

27

7

Curricular goals are generated individually. (Low
Group)

Curricular goals are generated collaboratively. (Hig
Group)

yh

31

8

Communication flows primarily through individual,
informal networks. (Low Group)

Communication flows primarily through corporate,
formal networks. (High Group)

18

9

Instructional resources are controlled / owned
individually. (Low Group)

Instructional resources are controlled / owned
collaboratively. (High Group)

21

10

People hold no allegiance / loyalty to the school.
(Low Group)

People hold much allegiance / loyalty to the school.

(High Group)

10

23

11

Responsibilities of teachers and administrators are
ambiguous / fragmented with no accountability. (L¢
Group)

w1

10

Responsibilities of teachers and administrators are
clear / communal with much accountability. (High
Group)

21

12

Most decisions are made privately by factions or
independent verdict. (Low Group)

15

Most decisions are made corporately by consensu

S or

group approval. (High Group)

10
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Cultural Preference

R = Riverside; L = Lakefront; H = Hillcrest; P = Plainfield

QUESTION R L H P
Total | Total | Total | Total

GRID
| prefer a work atmosphere where authority structurgs
are decentralized / non-hierarchical. (Low Grid) 1 4 2 2
| prefer a work atmosphere where authority structurgs
are centralized / hierarchical. (High Grid) 7 22 1 12
2
| prefer a work atmosphere where my role(s) is/are
non-specialized / no explicit job descriptions (Low 0 4 0 0
Grid)
| prefer a work atmosphere where my role(s) is/are
specialized / explicit job descriptions (High Grid) 9 24 4 15
3
| prefer a work atmosphere where teachers have full
autonomy in textbook selection. (Low Grid) 8 23 2 14
| prefer a work atmosphere where teachers have ng
autonomy in textbook selection. (High Grid) 0 3 0 1
4

| prefer a work atmosphere where individual teachefs
have full autonomy in generating their educational 5 15 2 12
goals. (Low Grid)

| prefer a work atmosphere where individual teachefs
have no autonomy in generating their educational 2 7 1 2
goals. (High Grid)

5

| prefer a work atmosphere where individual teachefs
have full autonomy in choosing instructional methods /9 26 3 15
strategies. (Low Grid)

| prefer a work atmosphere where individual teachefs

have no autonomy in choosing instructional 0 2 1 1
methods/strategies. (High Grid)

6

| prefer a teaching and learning atmosphere where

students are encouraged to participate / take ownershi® 28 4 15

of their education. (Low Grid)

| prefer a teaching and learning atmosphere where

students are discouraged from participating / takingl 0 2 0 0
ownership of their education. (High Grid)

7

| prefer a work atmosphere where teachers obtain

instructional resources through individual competition /0 4 2 3

negotiation. (Low Grid)
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| prefer a work atmosphere where teachers obtain
instructional resources through individual competitig
negotiation. (High Grid)

n/8

21

8

| prefer a teaching and learning atmosphere where
instruction is individualized / personalized for each
student. (Low Grid)

16

| prefer a teaching and learning atmosphere where
instruction is not individualized / personalized for eg
student. (High Grid)

ch1l

9

| am motivated by intrinsic / self-defined interests.
(Low Grid)

18

13

| am motivated by extrinsic / institutional rewards.
(High Grid)

10

| prefer a work atmosphere where hiring decisions &
decentralized / controlled by teachers. (Low Grid)

\re

| prefer a work atmosphere where hiring decisions &
centralized / controlled by administrator(s). (High
Grid)

\re

10

11

| prefer a work atmosphere where class schedules
determined through individual teacher negotiation.
(Low Grid)

are

11

| prefer a work atmosphere where class schedules
determined through institutional rules / routines. (Hi
Grid)

are
oh 5

10

12

| prefer a work atmosphere where rules and proced
are few / implicit. (Low Grid)

ures

11

| prefer a work atmosphere where rules and proced
are numerous / explicit. (High Grid)

ures

11

GROUP

| prefer a work atmosphere where instructional
activities are initiated / planned by individual teache
working alone. (Low Group)

rs O

| prefer a work atmosphere where instructional
activities are initiated / planned by all educators
working collaboratively. (High Group)

24

10

2

| prefer a work atmosphere where socialization and
work are separate / dichotomous activities. (Low
Group)

| prefer a work atmosphere where socialization and

work are incorporated / united activities. (High Group) 8

20

11
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3

| prefer a work atmosphere where intrinsic rewards
primarily benefit the individual. (Low Group)

| prefer a work atmosphere where intrinsic rewards
primarily benefit everyone at the school site. (High
Group)

24

4

| prefer a work atmosphere where teaching and
learning are planned / organized around individual
teacher goals / interests. (Low Group)

| prefer a work atmosphere where teaching and
learning are planned / organized around group goal
interests. (High Group)

23

11

5

| prefer a work atmosphere where performance is
evaluated according to individual teacher goals,
priorities, and criteria. (Low Group)

11

| prefer a work atmosphere where performance is
evaluated according to group goals, priorities, and
criteria. (High Group)

22

6

| prefer a work atmosphere where members work in
isolation toward goals and objectives. (Low Group)

| prefer a work atmosphere where members
collaboratively toward goals and objectives. (High
Group)

29

12

7

| prefer a work atmosphere where curricular goals g
generated individually. (Low Group)

| prefer a work atmosphere where curricular goals a
generated collaboratively. (High Group)

27

12

8

| prefer a work atmosphere where communication

flows primarily through individual, informal networks.

(Low Group)

| prefer a work atmosphere where communication
flows primarily through corporate, formal networks.
(High Group)

21

9

| prefer a work atmosphere where instructional
resources are controlled / owned individually. (Low
Group)

| prefer a work atmosphere where instructional
resources are controlled / owned collaboratively. (H
Group)

igh7

24

12
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10

| prefer a work atmosphere where educators and
students have no allegiance / loyalty to the school.
(Low Group)

| prefer a work atmosphere where educators and
students have much allegiance / loyalty to the scho
(High Group)

dl. 10

30

16

11

| prefer a work atmosphere where responsibilities o
teachers and administrators are ambiguous /
fragmented with no accountability. (Low Group)

i

| prefer a work atmosphere where responsibilities o
teachers and administrators are clear / communal W
much accountability. (High Group)

i
ith10

30

16

12

| prefer a work atmosphere where most decisions a
made privately by factions or independent verdict.
(Low Group)

re

| prefer a work atmosphere where most decisions a
made corporately by consensus or group approval.
(High Group)

re
10

29

12

Avg.
score

Avg.
score

Avg.
score

Avg.
score

Please indicate your degree of satisfaction with
professional development offered at your site

(Extremely Dissatisfied...Extremely Satisfied)
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APPENDIX E

Oklahoma State University Institutional Review Board

Date; Monday, April 07, 2008

IRB Application No  ED0851

Proposal Titie: A Grid and Group Explanation of Teachers' Perceptions of Professional
Development '

Reviewed and Expedited

Processed as:

Status Recommended by Reviewer(s): Approved Protocol Expires: 4/6/2009

Principal

Investigator(s).

Julia R. Smith Edward Harris

15 Sherman Lane 308 Willard

Ponca City, OK 74604 Stillwater, CK 74078

The IRB application referenced above has been approved. l is the judgment of the reviewers that the
rights and welfare of individuals who may be asked to participate in this study will be respected, and that
the research will be conducted in a manner consistent with the IRB requirements as outlined in section 45
CFR 46.

r[Q The final versions of any printed recruitment, consent and assent documents bearing the IRB approval
stamp are attached to this letter. These are the versions that must be used during the study.

As Principal Investigator, it is your responsibility {o do the following:

1. Conduct this study exactly as it has been approved. Any modifications to the research protacol
must be submitted with the appropriate signatures for IRB approval.

2. Submit a request for continuation if the study extends beyond the approval peried of one calendar
year. This continuation must receive [RB review and approval before the research can continue.

3. Report any adverse events to the IRB Chair promptly. Adverse events are those which are
unanticipated and impact the subjects during the course of this research; and

4. Notify the IRB office in writing when your research project is complete.

Please note that approved protocols are subject to monitoring by the IRB and that the IRB office has the
authority to inspect research records associated with this protocel at any time. If you have questions
about the IRB procedures or need any assistance from the Board, please contact Beth McTernan in 219
Cordell North {phone: 405-744-5700, beth.mclernan@okstate.edu).

Sincerely,

Sh#fa Kennison, Chair
Institutional Review Board
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