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Abstract 

EFFECTS OF A COLLABORATIVE TEACHING MODEL OF PROFESSIONAL 

DEVELOPMENT ON NEW SIXTH THROUGH TWELFTH GRADE TEACHERS’ 

ATTITUDES, IMPLEMENTATION OF INSTRUCTION, SELF-EFFICACY, AND 

MOTIVATION 

 
Pauline E. Goolkasian, Ed.D. 

 
 

Western Connecticut State University 
 
 

ABSTRACT 
 

 
The purpose of this study was to assess the effects of a collaborative teaching 

model of professional development on new sixth through twelfth grade teachers’ 

attitudes, self-efficacy, motivation, and implementation of instruction. Educating students 

in the 21st century requires not only content expertise and the desire to teach, but 

pedagogical competence. To acquire these requisite skills, new classroom teachers need 

more than discrete, periodic, in-house or off-campus professional development programs.  

This research investigated the effectiveness of a collaborative teaching model for 

6th through 12th grade teachers (n = 23) using a Pre/Post Quasi-Experimental Design. The 

dependent variables were the teachers’ attitudes toward professional development, levels 

of self-efficacy, motivation, and implementation of instruction. The first three variables 

were measured by the Semantic Differential Scale (SDS), the Teacher Efficacy Scale 

(TES), and the Work Motivation Inventory (WMI), respectively. A one-way repeated 

measures ANOVA was employed to determine change over time. Implementation of 
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instruction was assessed using the Teaching Competencies: Non-Tenured Teacher 

Appraisal Program Observation. At the beginning and end of the study, observations (n 

= 6) of three voluntary collaborative teacher teams were conducted using the school 

district’s teacher evaluation form. To fully describe the effect of this dependent variable, 

data were described using means, standard deviations, and frequencies to view teacher 

classroom behavior. Lastly, a Teacher Exit Questionnaire assessed individual teacher (n 

= 23) reflection of the professional development role of the collaborative model. In this 

study, the independent variable was the active participation in a collaborative teaching 

model.  

 The findings from the one-way repeated measures ANOVA revealed that the new 

6th through 12th grade teachers (n = 23) showed statistically significant differences on pre 

and post assessments on two dependent variables (attitude and motivation). The 

Bonferroni pairwise comparisons revealed the mean differences for both variables were 

significant at the .05 level. Descriptive data from the Teaching Competencies: Non-

Tenured Teacher Appraisal Program Observation and the Teacher Exit Questionnaire 

regarding the implementation of instruction showed that 96% of the teachers noted an 

increase in their ability to identify different student learning needs and apply appropriate 

strategies. Thus, both the statistically significant repeated measures effect and the 

teachers’ enacted and reported practice were impacted by the collaborative teaching 

model experience.        
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 1  
   

CHAPTER ONE: 
 

INTRODUCTION AND IDENTIFICATION OF THE TOPIC 
 

Whether a novice teacher or an experienced practitioner, education demands the same 

high quality student learning. In reality, from the moment they enter the classroom, new teachers 

are expected to implement the same curriculum and produce successful learners, regardless of 

teacher preparation, content expertise, or actual classroom experience. Research has 

demonstrated that both the content knowledge and the teaching experience of educators influence 

teacher effectiveness and student achievement (Stronge, 2002).   

 Recognizing the link between teacher efficacy and professional development, this study 

focused on the impact of a collaborative teaching model of professional development on new 

sixth through twelfth grade teachers’ attitudes, self-efficacy, motivation, and implementation of 

instruction. Studies reported declines in general teaching efficacy and the optimism about one’s 

ability to cope with obstacles in the teaching environment, during student teaching and after the 

first year (Housego, 1992; Hoy & Woolfolk, 1990). 

Furthermore, the key to student learning lies in the balance of the two essential elements 

recognizing that embedded in the teaching experience is stronger content knowledge and 

confidence in pedagogical knowledge about the practice of teaching. Teachers with a strong 

sense of efficacy, a belief in their ability to successfully perform specific teaching behaviors in a 

given context, were more enthusiastic about teaching, had a greater commitment to teaching, and 

were more likely to be retained in the profession (Burley, Hall, Villeme, & Brockmeier, 1991). 

Therefore, attention to the development of a strong sense of efficacy among novice teachers is 

worthwhile, because, once established, efficacy beliefs of experienced teachers appear resistant 

to change (Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998).  
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Rationale for Selecting the Topic 

A model of professional development is critical to new teacher satisfaction, professional 

growth, and the teachers’ use of effective instructional methods. In the learning environment the 

gap between new content specialists, educators with minimal teacher training or classroom 

management skills, and the curriculum they must teach widens with each academic day. Ideally, 

learning should be facilitated by the efforts of teachers who are knowledgeable in their content 

area and skillful in teaching it to others. Without ongoing instructional leadership in teaching 

skills, new teachers in a content-driven school environment develop feelings of inadequacy and 

ineffectiveness in classroom teaching and management. Student learning suffers and the 

likelihood of retaining the novice teacher is diminished (Gold, 1996).  

Academic support and on-going professional development for new teachers has existed, 

albeit in a variety of forms, since the early history of education (Fallon, 2007); however, the 

formal designation of collaborative classroom environments has evolved as a result of the 

Individuals with Disabilities Education Improvement Act of 2004 (IDEA), 504 Plans, and an 

increased diversity among middle and secondary students. Furthermore, the literature indicated a 

variety of collaborative approaches, some embedded in the academic curriculum as specific 

skills courses, while others were co-taught through a shared exchange of knowledge (Catterall, 

2002). Clarity of purpose to ensure that learning occurs for all students, challenges teachers to 

develop additional skills and strategies. Thus, it is critical to measure the potential of 

collaboration as an effective instructional delivery program in inclusive teaching environments 

(Sharpe & Hawes, 2003). For the purposes of this study a collaborative teaching model of 

professional development was assessed to ascertain its effect on new sixth through twelfth grade 

teachers’ attitudes, level of self-efficacy, motivation, and implementation of instruction.  
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Related Literature to Support the Rationale 

In partnership with administrators, department heads, school counselors, and classroom 

teachers, the collaborative model of instruction establishes a role as an academic support service 

for all students, a one-on-one support for at-risk students, and a form of in-house professional 

development for new teachers. The teacher resources described by Sharpe and Hawes (2003) 

included (a) faculty expertise in learning disabilities and differentiated instruction, (b) specific 

instructional strategies and consultation on teaching methodology, (c) individualized 

instructional work with academic departments, (d) ongoing development of teaching materials, 

and (e) the availability of reference materials on learning issues.  

Academic or learning support services to enhance student performance appear in the 

teaching and learning literature at all grade levels, from pre-school to higher education, 

particularly in this era of public school reform based on the No Child Left Behind (NCLB) 

(Orfield, 2004) federal legislation of 2001, as well as the continued demands of the federal 

Individuals with Disabilities in Education Act (IDEA) (Blanc, DeBuhr, & Martin, 1983; 

Danielson, 2002; Jones, Bonnano, & Scouller, 2001); however, there remains a lack of  studies 

that assess the effects of the collaborative model of instruction for teacher performance support 

and professional development. Thus, pertinent theoretical constructs, the collaborative model 

concept for classroom instruction, professional development role for educators, and several 

educational research studies are reviewed in Chapter Two to reveal the void in educational 

research that demonstrates the effectiveness of a collaborative model of classroom instruction on 

new teachers’ professional development. 
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Statement of the Problem 

 As long as there are middle and secondary school students present in classrooms the need 

for qualified new and experienced educators, content specialists skilled in the implementation of 

a challenging curriculum, remains critical for successful learning to occur. Two questions 

emerge: How do novice teachers acquire the critical elements necessary to engage in effective 

practice?  How do we assist the novice practitioner to acquire this pedagogical background while 

he or she is actively engaged in classroom instruction?   

In the 21st century educational standards and high stakes testing demand teacher content 

expertise and effective curriculum implementation (Sharpe & Hawes, 2003). In the sixth through 

twelfth grades, content specialists comprise the majority of classroom teachers. While this 

teaching model supports basic general education needs, the increased student diversity in today’s 

classrooms requires instruction based on content knowledge that is differentiated for learner 

comprehension (Parsad, Lewis, & Ferris, 2000). Without strategic instructional support, students 

struggle with the curricular inconsistencies that result from the weak pedagogical knowledge of 

novice instructors (Featherstone, 1993; Gold, 1996; Shank, 2005).    

A school’s mission recognizes that academic and social growth are major goals 

accomplished through a learning community dedicated to creating opportunities that inspire 

teamwork and excellence. Collaborative educators, two person teams composed of a regular 

educator and a special educator instructing in a single classroom, work to achieve this mission on 

a daily basis. This role combines an understanding of behavioral theory, as well as recognizing 

individual and group trait theory to accomplish daily goals in the learning workplace (Shulman, 

2004).   
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A collaborative, co-teaching model promotes inspiration in lesson planning and provides 

a frame for decisions regarding the amount of structure and management required in the balance 

of direct teaching, brainstorming, and guided practice versus side-by-side independent work. In 

this study, the collaborative teaching model was composed of a general educator (a content 

specialist) and a special educator who together taught a class composed of both general and 

special education students. The special educator role was to complement the content knowledge 

instruction by providing differentiation strategies to address student accommodation and 

modification needs during instruction, as well as to provide additional classroom management 

support.  

In this study, the collaborative teaching model consisted of a general educator and a 

special educator assigned to teach together in a content course (English, mathematics, science, 

social studies) at either the middle or secondary school. At the middle school the teachers are 

assigned to a specific grade level, 6 through 8. At the secondary level, teachers are assigned by 

courses, which may include grade levels, 9 through 12. The collaborative teams shared 

responsibility for the classes taught, including daily lessons, review, and assessment. It was 

expected that the general educator would be the content specialist, while the special educator 

would provide the differentiation strategies. Each team had one new teacher with five or less 

years teaching experience. 

Without a collaborative process of classroom instruction, new teachers find themselves 

struggling to provide meaningful instruction for today’s diverse middle and secondary school 

learners (Darling-Hammond & Ifill-Lynch, 2006; Mandel, 2006).  
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Significance of the Study 

 The purpose of this research study was to investigate if an embedded form of 

collaborative professional development is an effective method for improving the teaching/ 

learning experience for new teachers with five years or less teaching experience at the middle 

and secondary school levels. This research examined the effects of a collaborative teaching 

model on new teacher attitudes, self-efficacy, motivation, and implementation of instruction. The 

literature suggests that professional development must be consistent, ongoing, and relevant to the 

pedagogical knowledge needed by the teachers. Coupled with their content knowledge skills, this 

pedagogical experience assesses their feelings about collaboration, beliefs about their abilities to 

effect a course of action, and the effort they expend (Pajares, 2002). This study was designed to 

explore the impact of this collaborative professional development on new middle and secondary 

teachers’ practice.   

Definition of Key Terms 

 The following terms are relevant to this research:  

1. Social Cognitive Theory is a sociocognitive perspective that enables individuals to 

exercise self-control over cognitive processes and behaviors rather than react to events 

(Bandura, 2001, 1986). 

2. Self-efficacy is the belief in one’s ability to plan and implement a course of actions to 

achieve a given result (Bandura, 1977; Schunk & Pajares, 2002).  

3. Motivation, in this study, is the consistent effort of a teacher expended in a given 

instructional setting and the persistence demonstrated when confronted with obstacles 

(Bandura, 2000; Gibson & Dembo, 1984). 
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4. Professional Development is the formal and informal learning activities/experiences 

intended to advance teachers’ professional knowledge, pedagogic skills, and attitudes 

(Bredeson & Scribner, 2001; Darling-Hammond, 2000; Fenstermacher & Berliner, 1983; 

Smylie, 1988). 

5. A New Secondary School Teacher is an individual instructor in grades nine through 

twelve, prepared in a specific content area with five years or less classroom teaching 

experience for the purpose of this study.  

6. A New Middle School Teacher is an instructor in grades six, seven, and eight, prepared 

in a specific content area with five years or less classroom teaching experience for the 

purpose of this study. 

7. Collaboration is the consistent, combined expertise of a general educator and a special 

educator in the implementation of the instructional practice and educational focus in 

diverse classroom settings (Friend, 2007; Shank, 2005). 

Methodology 

 Research Questions 

By using a systematic approach, this research addressed the following questions: 

1.   Does active participation in a collaborative teaching model affect new sixth through 

twelfth grade teachers’ attitudes toward professional development? 

2.   Does active participation in a collaborative teaching model affect new sixth through 

twelfth grade teachers’ levels of self-efficacy? 

3.   Does active participation in a collaborative teaching model affect new sixth through 

twelfth grade teachers’ levels of motivation? 
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4.   Does active participation in a collaborative teaching model affect new sixth through 

twelfth grade teachers’ implementation of instruction in the classroom? 

Hypotheses 

By using a systematic approach, this research responded to the following hypotheses: 

1.   Active participation in a collaborative teaching model will affect new sixth through 

twelfth grade teachers’ attitudes toward professional development. 

2.   Active participation in a collaborative teaching model will affect new sixth through 

twelfth grade teachers’ levels of self-efficacy. 

3.   Active participation in a collaborative teaching model will affect new sixth through 

twelfth grade teachers’ levels of motivation. 

4.   Active participation in a collaborative teaching model will affect new sixth through 

twelfth grade teachers’ implementation of instruction in the classroom. 

Subjects 

The sample school district is located in a small-sized, middle socio-economic, culturally 

expanding, suburban town in New England. The local population, according to the last census, 

was 18,067. The school system included 3,230 students in one high school, one middle school 

(grades 6-8), one upper elementary school (grades 4-5), and two primary (Pre-K-3) schools. Free 

and reduced lunch programs were used by 7.2% of the students compared to the state average of 

27.3%. In addition, 9.4% of the students came from non-English speaking homes compared to 

the state average of 12.8% (Connecticut State Department of Education (CSDE), Strategic 

School Profile, 2006 - 2007).  

There are 79.8 full-time equivalent (FTE) teachers at the high school and 58.5 full-time 

equivalent (FTE) teachers at the middle school with an average of 13.5 years of experience 
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teaching in Connecticut. The sample included 23 faculty members, each with 5 years or less 

teaching experience as full time classroom teachers in a collaborative assignment in either the 

middle school or the high school. If it was their first year, teachers participated in a new teacher 

orientation at the beginning of the school year and new teacher monthly meetings with the 

principal. All participated in ongoing monthly teacher meetings and professional learning 

community meetings throughout the school year. Of the 23 teachers, 15 were female and 8 were 

male, while age spanned the years from 23 to 50 in the sample studied.  

Each faculty member in the study possessed minimally a bachelor’s degree in a specific 

content area and a Connecticut Elementary or Secondary School Teacher certification. Some 

teachers also held master’s degrees in their specialized content areas. 

Instrumentation 

 The study of sixth through twelfth grade teachers utilized five instruments: Semantic 

Differential Scale (Pizzo, 1981), the Teacher Efficacy Scale (Hoy & Woolfolk, 1993), the Work 

Motivation Inventory (Blais, Lachance, Vallerand, Briere & Riddle, 1993), the Teaching 

Competencies: Non-Tenured Teacher Appraisal Program Observation (2006), and the Teacher 

Exit Questionnaire created by the researcher. The Semantic Differential Scale (SDS) was utilized 

as a valid and reliable assessment of teachers’ attitudes toward the collaborative model of 

teaching, based on their affective reaction to opposite word pairs. The Teacher Efficacy Scale 

(TES) was administered as a valid and reliable assessment of teachers’ perceptions of their 

capacity to affect student performance utilizing a collaborative approach to instruction. The 

Work Motivation Inventory (WMI) was administered to measure teachers’ levels of motivation 

toward collaborative classroom instruction. The Teaching Competencies: Non-Tenured Teacher 

Appraisal Program Observation was used to identify the core behaviors that define the positive 
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classroom performance sought in beginning teachers. The Teacher Exit Questionnaire was 

distributed to elicit a reflective response about the collaborative experience at the end of the 

study.  

Description of the Research Design 

A Pre/Post Quasi-Experimental Design was conducted and data were quantitatively 

analyzed. The dependent variables were the teachers’ attitudes toward professional development, 

levels of self-efficacy, motivation, and implementation of instruction.  The first three variables 

were measured by the Semantic Differential Scale, the Teacher Efficacy Scale, and the Work 

Motivation Inventory, respectively. There was one independent variable, trained active 

participation in a collaborative teaching model over time with no comparison group. Data were 

collected from new middle and secondary teachers (n = 23) at pre and post active participation in 

a collaborative teaching model using the three instruments. The data were analyzed using a 

repeated measures ANOVA procedure to determine change over time. 

 In addition, at the beginning and end of the study, observations (n = 6) of three randomly 

selected collaborative teacher teams were conducted using the school district’s teacher 

evaluation form. These data were quantified as descriptive data, including means, standard 

deviations, and frequencies, on the actual classroom behaviors of the teachers. Lastly, a Teacher 

Exit Questionnaire was administered to all 23 subjects to assess individual teacher reflection of 

the collaborative experience.  

Data Collection Procedures and Timeline 

The sample of 23 teachers participated as practitioners in collaborative teaching 

assignments in their middle or secondary classrooms during the fall term, 2007. The following 

procedures were abided by to facilitate the assessment of reflective collaboration as an ongoing 
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form of effective professional development for the new middle and secondary teacher according 

to the stated research questions.  

Informational meetings, written instructions, and online memos were utilized during the 

study period. These forms of communication were used to introduce the study at the start of 

school, to obtain signed consents and demographic data, and, at the end of the study, to 

administer an exit survey questionnaire to the teachers. The Semantic Differential Scale (SDS), 

the Teacher Efficacy Scale (TES), and the Work Motivation Survey (WMI) were completed at the 

beginning of the study, and again, as part of the exit process.  

Observations of instruction implementation were conducted by a trained observer (an 

educator familiar with the assessment tool) using two randomly sampled probes of collaborative 

teaching in three classrooms (all high school). Applying the Teaching Competencies: Non-

Tenured Teacher Appraisal Program Observation form used by the subjects’ school district, 

additional data were collected at the beginning and end of the study. This descriptive information 

was reported as data in the forms of frequencies, means, and standard deviations.  

The data analysis procedures included: 

1.   The Statistical Package for the Social Science (SPSS) 13.0 for Windows XP, 

Graduate Package, was used for statistical analyses. 

2.   Differences over time in the collaborative teacher group (n = 23) attitudes, self-

efficacy, and motivation were analyzed using a repeated measures ANOVA using 

the Semantic Differential Scale, Teacher Efficacy Scale, and the Work Motivation 

Inventory. The collaborative teaching model experience served as the independent 

variable. The attitudes, self-efficacy, motivation, and implementation of 



 

 12 

instruction of the teachers served as the dependent variables. The observation and 

exit questionnaire data were quantified and presented as descriptive data. 

Limitations of the Study 

The limitations in the study’s pre and post quasi-experimental research design that restrict 

the study’s scope include the limited sample of 23 teachers from a single school district, teaching 

experience, researcher background, lack of a control group, and the study instruments. Certainly, 

the pre-service, student teaching, and new teacher experiences of the faculty members 

significantly impacted their responses. Another significant point was the effect of the 

researcher’s enthusiasm for the collaborative model and its potential as a successful instructional 

model. In addition, the sample was one of convenience and random assignment to groups was 

not possible. Ideally, the researcher would like to survey a larger number of middle and 

secondary teachers through a process of random sampling from similar schools in other school 

districts with collaborative teaching models. 
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CHAPTER TWO 
 

 REVIEW OF THE LITERATURE 
 
  Specific concept descriptions and models supplied the lenses to appraise the myriad of 

literature related to an inquiry regarding new teachers, collaboration, and professional 

development. In this era of accountability in education, development of teacher expertise and 

continued improvement of instructional practice are recurring themes in discussions of the 

teacher workforce; however, with an increasing need to replace retiring educators with new 

teachers each school year, districts are forced to establish ongoing recruitment programs to 

ensure that classrooms are staffed appropriately. Often this leaves little time to consider 

purposeful new teacher induction and staff development for school-wide improvement outlined 

by national and state organizations, such as the Connecticut State Guidelines for Teacher 

Evaluation and Professional Development (1999). The collaborative model of professional 

development offers both general and special educators a means to cooperatively address these 

demands.  

 The ever-changing knowledge of teaching and the processes of learning demand relevant, 

on-going, and consistent professional development for educators to maintain and expand their 

understanding of evolving knowledge bases, differential student needs, and recent research-based 

teaching methods (Hawley & Valli, 1999 in Maldonado, 2002). The key to this professional 

development model is a partnership of teachers who learn through constant collaboration and 

instructional practice (Sparks, 2001). This philosophy is a collaborative exchange of teachers 

reflecting on their practice, exchanging ideas, and sharing strategies (Guskey, 2003). A school 

environment that endorses co-teaching for new teachers motivates professionals to work together 
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to develop their practice, while encouraging seasoned teachers to reflect on and improve their 

instructional strategies (Friend, 2007).   

Chapter Two contains a review of the research and literature relevant to the models of 

social cognitive theory, teacher professional development, and instructional collaboration. This 

review introduces the conceptual framework for the study, which includes a brief overview of 

the social cognitive theory of development with its subconstructs of self-efficacy and motivation. 

Additionally, a discussion of professional development as an on-going process of teacher 

learning is included to complete the conceptual foundation. To link the conceptual framework to 

practice, collaborative instruction, a co-teaching strategy model is combined with professional 

development to highlight how collaboration could become an embedded form of professional 

development. Finally, specific descriptions of teacher attitudes, self-efficacy, and motivation are 

described to suggest how new sixth through twelfth grade teachers might be impacted by this 

research.  

Social Cognitive Theory  

The theoretical construct of Albert Bandura’s (1986) social cognitive theory of self-

efficacy and motivation served as the foundation for this study. Rather than simply reacting to 

events, a person self-regulates their cognitive processes and behaviors to respond. Bandura 

postulated that individuals possess a proactive approach to personal development based on self-

beliefs that can elicit responses by their actions (Bandura, 1995; Pajares, 2002). Furthermore, 

Bandura believed that a person’s conviction about his or her capabilities was more powerful than 

that individual’s actual abilities. Therefore, the self-belief an individual possesses acts as a 

lifelong driving force. It determines a person’s levels of motivation, well-being, and personal 

accomplishment. 
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Historically, the idea of the self has influenced the study of human behavior, from 

William James’ early 20th century description of self-esteem, to Abraham Maslow’s 1950’s 

construct of self with its motivational process toward self-actualization (Pajares, 2002). These 

studies, coupled with personal research, set the stage for Bandura’s realization (1986) that a 

critical aspect, self-efficacy was missing from his own social learning theory and other theories. 

This idea of self cast a powerful new light on the individual’s impact on his or her learning. 

 Thus, Bandura posits that individuals possess the ability to change their own behavior, 

and are not simply coerced or acted upon by their environment (Pajares, 2002). Bandura believes 

that human performance is prompted by self-interactions with cognition and the social 

environment. Inherent in this theory is the belief that what a person thinks, believes, and feels 

“affects how they behave” (Bandura, 1986, p. 25). Given this theoretical construct it appears that 

human cognition plays a key role in teacher self-efficacy and motivation, whether personal or 

professional in nature.  

Self-Efficacy 

Standing at the center of Bandura’s Social Cognitive Theory are self-efficacy beliefs, 

which provide the basis for individual motivation, satisfaction, and personal accomplishment 

(Pajares, 2002). Performance accomplishments, vicarious experiences, verbal persuasion, and 

emotional arousals are the four sources of personal efficacy described by Bandura. These beliefs 

form the central tenet of personal agency, that individuals exert some power over their own 

actions and outside forces (Bandura, 2001). Often, it is the strength of these beliefs that 

determine the success individuals experience from their capabilities even when confronted with 

substantial obstacles. In addition, self-efficacy beliefs act as vital determinants of how effectively 

new information and skills are acquired (Bandura, 2000). There exists a body of research that 
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suggests a link between a teacher’s sense of self-efficacy and professional development; 

however, the context, delivery, and duration of the learning experience play a key role in its 

effect (Darling-Hammond, Chung, & Frelow, 2002; Garet, Porter, Desimone, Birman, & Yoon, 

2001). Darling-Hammond, Chung, and Frelow examined 2,956 new teachers’ sense of efficacy 

in their study of preparation programs (2002). They found the teachers’ feelings of preparedness 

(e.g. handle discipline issues, teach diverse populations, and use technology to enhance 

instruction) was significantly related to a sense of efficacy.  In the Garet et al. study, a sample of 

1,027 mathematics and science teachers, three core indices of professional development that 

influences individual teacher efficacy emerged: (a) a focus on knowledge, skills, and teaching 

practices; (b) promotion of active teacher learning; and (c) extent of relevance to individual 

teacher learning needs.  

Motivation 

Understanding what motivates teachers to learn enhances teacher development and 

transforms the school into a community of learners with a shared vision. Recent literature 

describes effective professional development as embedded in the daily lives of teachers, 

providing a myriad of opportunities for growth (Joyce, Wolf, & Calhoun, 1993). To successfully 

improve instruction for educators these “teachable moments” must be actualized into planned, 

relevant, connected learning experiences based on teaching and learning standards.  

According to Bandura (1994) motivation plays an integral role in self-efficacy. It is a 

teacher’s call to action reflected in the choices of course of action, and in the degree and 

persistence of effort. Furthermore, Tschannen-Moran et al. (1998) found that novice teachers’ 

views of self-efficacy seem to develop early in the teaching career and are less subject to change 

later. Therefore, it is important to develop new teachers’ knowledge, skills, and sense of ability 
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to influence teaching outcomes early. The Hoy and Woolfolk study (1990) of novice teachers 

showed that level of support correlated with positive changes in efficacy as assessed by the 

Bandura (1986) and personal teacher efficacy (PTE) measures. The study examined the influence 

of the teaching experience on three teacher perspectives: orientations toward control, social 

problem-solving style, and efficacy. Orientation toward control was defined as the ability of a 

teacher to establish and maintain order in the classroom. Social problem-solving style was 

defined as the teacher's approach to student/teacher relations. Efficacy was defined as the 

teachers' sense of his or her own ability to positively affect student learning. The link between 

teacher self-efficacy and motivation suggests that sustained and meaningful professional 

development in the immediate teaching environment could affect teacher course of action 

choices (Tschannen-Moran et al., 1998). 

Professional Development  

While the intent of professional development (PD) programs implies change in teacher 

knowledge, instructional practices, and beliefs (Clarke & Hollingsworth, 2002), this is not 

always the outcome experienced by the participants. Driven by the needs and interests of the 

staff themselves, professional development enables them, as adult learners, to expand their 

content knowledge and practice, which is directly linked to their work with students in the 

classrooms (Elmore, 2002). It is critical to recognize and build upon the self-directedness, 

autonomy, prior knowledge and experience, and competence of these adult learners.  

 The question is what type of support, informal or formal, and how it should be 

implemented. Overwhelmingly the research shows that the increased federal and state 

accountability demands mandate that some planned program for ongoing teacher learning must 

occur at the district level (Bredeson & Scribner, 2000; Darling-Hammond & McLaughlin, 1995). 
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Historically, the conceptual construct of professional development described by Fenstermacher 

& Berliner (1983) describes advancing teacher knowledge, behaviors, and attitudes. It further 

suggests, and research supports, that ongoing teacher learning is essential for personal teacher 

growth and decisions for change, thus linking it to the development of self-efficacy (Bandura, 

2000; Burley, Hall, Villeme, & Brockmeier, 1991; Smylie, 1988).  The path analysis study 

findings of teacher volunteers in a staff development program by Smylie (1988) suggested that, 

in the absence of school or district pressures, individual change is a direct function of personal 

teacher efficacy. In another study of one school, Joyce, Wolf, and Calhoun (1993) found that K – 

12 teachers, even with comprehensive training, only implemented 10% of strategies learned in 

professional development, unless the training was supported by facilitated classroom experience. 

Thus, without the link between individual teacher learning and practice, professional 

development programs fall short of their intended purpose. 

 Throughout the 1990s and into the new millennium professional development has relied 

on individual, out-of-school, expert-delivered workshops or mass group, in-house topical 

presentations on district curriculum issues. Design principles for effective professional 

development including teacher engagement in teaching tasks, grounded inquiry, teacher 

collaboration, teacher-student interaction, and connectivity to school change were discussed 

(Darling-Hammond & McLaughlin, 1995). Yet today, staff development research still highlights 

the need for replacement of  “… a belief in experts who deliver knowledge of good teaching in 

workshops with communities of teachers who learn through ongoing collaboration and practice” 

(Sparks, 2001, p. 2). While a growing trend toward Professional Learning Communities (PLC) 

for teachers has emerged, additional real-time in classroom instruction venues with goal-

oriented, constructive feedback structured on collaborative exchange (Guskey, 2003) are needed. 


