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Abstract

We framed the activities found in professional development as a form of enactive
experience hypothesized by social cognitive theory to influence efficacy beliefs. This
enabled us to employ multiple regression to test the relationship between teachers'
perceptions of professional development quality and their sense of efficacy for teaching.
Data were collected from a sample of 354 teachers serving in traditional urban public and
charter school elementary schools in Ohio. Results indicated that type of school was a
leading predictor of professional development quality. Additionally, results indicated
that, when using multiple regression to control for teacher demographics, professional
development quality was positively associated with teachers’ sense of efficacy. Because
teacher efficacy beliefs are positively associated with the use of effective teaching
practice, these findings suggest the need for school districts to attend not only to the
provision of professional development but also the quality of the experience their
teachers receive.

Key Words: Professional Development Quality, Teacher Self-Efficacy Beliefs,
Social Cognitive Theory, Charter Schools

Introduction

In an era of high-stakes accountability, school districts nationwide continue to
pursue professional development (PD) as a strategy to improve teacher practice and

student outcomes. Burchinal et al. (2002) suggest that some teacher PD interventions
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have been linked to higher instructional quality. Research also shows that PD can impact
teacher effectiveness more positively than a teacher’s acquisition of a graduate degree
(Early et al., 2007). A casual reading of findings such as these encourage school districts
to continue their sizable investments in PD. Indeed, in a study conducted by The New
Teacher Project (TNTP) (Jacob & McGovern, 2015), school districts were reported to
spend an average of nearly $18,000 per teacher, per year on PD-related activities. Some
districts even reported spending more on PD than on transportation, food, and security.
Additionally, teachers spent approximately ten percent of the school year participating in
PD-related activities (Jacob & McGovern, 2015). Investments of this scale reflect the
widespread belief that PD is essential to teacher and student learning and necessary for
educational improvement.

Despite its nearly ubiquitous presence in American education, teacher PD does
not always achieve the positive outcomes it is presumed to cause. Some actually argue
that the improvements expected from PD are a “mirage” or a destination imagined but
never reached. For example, TNTP’s study (Jacob & McGovern, 2015) found that despite
the massive investment districts make in PD, most teachers do not appear to improve
substantially from year to year as a result. Similarly, research by Jacob et al. (2015) found
that a large-scale research-based PD intervention delivered to principals over two years
did not lead to observable change in principal leadership or the practice of teachers in the
schools of principals who received the PD. These findings present a problem of practice
that asks what characteristic of teacher PD might explain why some PD makes a

difference to teacher practice and student achievement while other PD does not. It should
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be noted that we are aware of the distinction between the terms professional development
and professional learning but because of the predominance of the term Professional
Development (PD), we chose to use it instead so that those with an interest in it will have
a greater likelihood of learning from the knowledge generated here. We address this
question by introducing the notion of quality as an essential feature of PD that varies
widely across the range of formal learning experiences afforded to teachers. Variability in
PD quality, in turn, could explain why some teachers find PD to be a true learning
experience worthy of their time rather than a break from their daily routines or an
opportunity to grade papers or work on lesson plans. Further, we argue that the quality of
PD teachers experience constitutes a form of enactive experience, which social cognitive
theory postulates has the strongest impact on teachers’ efficacy beliefs (Bandura, 1997).
We focus on teacher efficacy beliefs not only because they can logically be influenced by
the quality of the PD teachers receive but also because they are key predictors of
effective teaching practice (e.g. Moore & Esselman, 1992; Ross, 1992; Tschannen-
Moran, Hoy & Woolfolk Hoy, 1998).

Based on the above, the central focus of this study is to explore whether
variability in the quality of the PD teachers receive is related to their sense of self-
efficacy for teaching. To answer this question, we first confirmed the validity of the
measures of PD quality and teacher self-efficacy beliefs employed in this study. Next, we
asked whether teacher-level experience, age, race, and education level predict teachers’
reports of PD quality. Third, we tested our hypothesis, which was the quality of the PD in

which teachers participate is positively and significantly related to the strength of their
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self-efficacy beliefs. We turn next to a review of theory and research on PD quality and
teacher self-efficacy beliefs.
Professional Development Quality

Researchers have suggested that when effective PD is provided to teachers,
positive transformations in classroom quality and student outcomes can occur (Landry et
al., 2009; Burchinal et al., 2002). To understand how this occurs, we turn to the
characteristics and features of teacher learning activities found in the literature describing
the quality of PD. Scholars frequently equate quality professional development with
effective professional development. For example, Neuman and Cunningham (2009)
defined effective professional development as activities that increase educators’
knowledge in ways that improve instruction and raise academic achievement for children.
Landry et al. (2009) described PD as effective when it is characterized by adult learning
components such as a) opportunities that allow adults to be intellectually engaged in the
subject matter; b) learning experiences situated in authentic contexts; and c) opportunities
to engage in collaborative problem solving and practice specific skills. Additionally,
others define professional development to be effective when through active learning it
leads to true change in practice as opposed to traditional passive forms of learning that
are less likely to manifest in sustained behavioral change (Gulamhussein, 2013). In
addition, Landry et al. (2009) described professional development as effective when it
includes: small group interactive learning, opportunities for practicing specific skills (role
playing, developing lesson plans etc.), side by side in-classroom coaching and

involvement of all levels of program staff. Similarly, Darling-Hammond et al. (2017)
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described a targeted content focus, active learning components, opportunities for
collaboration, alignment to curricular goals modeling of best practices as core features of
effective PD. Finally, Bray-Clark and Bates (2003) and Demonte (2013) suggested that
to be effective, PD should be aligned with curricular goals and assessments, sustained
over time and job-embedded, focused on core content and active learning, and fueled by
serious collaboration and coaching. We argue that the degree to which PD achieves these
goals positively influences the levels of teachers’ efficacy beliefs.
Teacher Self-Efficacy Beliefs

Researchers report that a teacher’s sense of efficacy has a strong positive impact
on instructional practice and student achievement (Goddard, Hoy, & Woolfok Hoy, 2004;
Goddard & Salloum, 2011) combined competing theoretical models to argue that the
degree to which teachers feel efficacious is a function of their cognitive processing of
both the difficulty of the teaching task they face and their sense of professional
competence, factors that can be influenced by the quality of the PD to which teachers are
exposed. Tschannen-Moran et al. (1998) defined teacher self-efficacy as a teacher’s
“belief in his or her capability to organize and execute the courses of action required to
successfully accomplish a specific teaching task in a particular context” (p. 233). We turn
next to the factors individuals consider when making a self-efficacy assessment.

According to social cognitive theory, there are four specific forms of efficacy-
belief shaping information that individuals consider when assessing their sense of
efficacy to successfully accomplish a specific task in a given context: enactive

experiences, vicarious experiences, verbal persuasion, and one’s somatic and emotional
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states (Bandura, 1997). Enactive experiences are those that involve an individual’s lived
experiences and the degree of success characterizing them. Bandura (1997) described
enactive experiences as the most powerful form of efficacy belief-shaping information
because individuals tend to make strong connections between prior firsthand experience
and their sense of how well they expect to do in pursuit of similar goals in the future.
This is closely linked to how adults learn and predicated on knowledge gains that serve as
resources for later learning (Knowles, 1984). Vicarious experiences are those that
involve learning from others. While they inform individuals’ assessments of personal
capability, they are less powerful than enactive experiences because individuals may hold
doubts about how well they can successfully adopt behaviors modeled by others. Verbal
persuasion refers to encouragement from others that persuades one to make positive
attributions about self-capability. Put simply, whether a leading athlete will recover from
a poor performance rests not only in the firsthand experience of failure but also in the
cognitive processing and meta-analytic routines in which one engages to make sense of
those experiences; sometimes, encouragement from others can persuade individuals to
make positive attributions. Somatic and emotional states represent the physical and
emotional responses associated with thinking about performing a specific task in context
(Bandura, 1977).

Finally, the fundamental assumption of social cognitive theory is that of human
agency. Actual skill and capability, whether it is the muscle memory of an athlete or the
expertise of a skilled surgeon, are not self-enacting. Insidious self-doubt can easily

override the best of skill. Social cognitive theory, thus, assumes that the choices
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individuals make—the level of effort they choose to expend in the face of obstacles, the
creativity with which they approach challenging problems, and the overall resilience they
demonstrate in pursuit of a goal—are heavily influenced by their sense of efficacy. Thus,
the more efficacious a teacher feels about educating a group of students, the more likely
the teacher is to make choices that positively impact the overall quality of the instruction
she delivers, and in turn, the learning of her students. For these reasons, we decided to
focus on teachers’ sense of efficacy as an important outcome of the quality of the PD
teachers receive. We turn next to our hypotheses.
Rationale

As our review has demonstrated, despite the substantial annual investment in
teacher PD made by school systems, the results of research on the effectiveness of PD are
inconclusive. To address this problem, we designed this study to focus on whether
variability in the quality of the PD teachers receive, matters to their sense of self-efficacy.
Specifically, our research question is based on literature that explains PD of high quality
should be collaborative, interactive, relevant to teachers, and should provide content
teachers can apply. We developed this question based on extant literature. For example,
prior research by Goddard and Kim (2018) demonstrated a strong and statistically
significant link between teacher collaboration and teacher efficacy beliefs. Further,
collaborative learning provided opportunities for socially persuasive interactions with
colleagues and the potential for the modeling of teaching techniques by peers that
provided both vicarious learning for the observer and enactive mastery experience for the

one observed. In addition, the more PD is relevant to teachers’ daily work, the more
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likely it is to result in positive affective reactions in participants (Bandura, 1997). Finally,
in a study of the impact of a two-year research-based PD program for principals, Miller et
al. (2016) concluded the program had no impact on teachers largely because although
principals became more knowledgeable about curriculum, instruction and assessment, the
PD was designed in a way that led principals to report no growth in the application of
their learning in practice. Based on this, our null hypothesis was that there is no
relationship between the quality of PD teachers receive and their sense of efficacy.
Concomitantly, our alternative hypothesis was that the greater the quality of the PD
teachers experience, the greater their sense of efficacy. We examined the following
research questions:

e Using multiple regression, which teacher-level factors (race, gender, years of
teaching experience, education level, grade level taught, type of public school)
are statistically and significantly related to teachers’ perceptions of the quality of
the professional development they receive?

e What is the relationship between the quality of professional development and
teacher self-efficacy?

Method
This section will discuss the method for our study including the participants in our
sample, the measures we employed, data collection, and the process of statistical analysis
including exploratory factor analysis and regression analysis. The authors employed
multiple regression to achieve the two main purposes of the study: 1) to test the

relationship between teacher-level demographic characteristics and teachers’ perceptions
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of quality professional development; and 2) to test the relationship between professional
development quality and teacher self-efficacy beliefs.
Participants

Non-probability sampling of schools in the local region of the researchers was
used to collect data through survey methodology (Henry, 1990). Schools (n=140) staffed
by 2,003 teachers (14.3 teachers per school) were invited to participate. 53 schools
(37.9% of those invited) agreed to participate of which 11 were charter. Participating
schools received a set of Form A and Form B teacher surveys, which were randomly
distributed to teachers during regularly scheduled faculty meetings. This procedure
resulted in each teacher in attendance at the faculty meeting completing either Form A or
B, but not both forms.

A total of 354 teachers (6.7 per school) completed each form for a teacher
response rate of 93.7%. No attempts were made to obtain data from teachers who were
absent from the faculty meeting so the response rate of those in attendance approached
100%. The measures employed for the present study were obtained from Form B and
Form A was not employed because it contained data unrelated to our primary
independent and dependent variables.

These teachers were predominantly female (81.2%, compared to 75.1% statewide)
and White (73.7%, compared to 92.5% statewide). Additionally, 72% of the respondents
worked at non-charter public elementary schools, while 28% of teachers worked at
charter elementary schools. Across Ohio in the year of the study, there were a total of

3,517 public schools of which 373 (10.7%) were charter (Fordham Institute, 2017; ODE,
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2021). Thus, our urban non-probability sample had a higher proportion of charter schools
than the state on average.

Tachers (68.9%) in the sample taught first grade or above. Given that the Ohio
Department of Education reported that 85.0% of elementary teachers taught grades 1 or
higher in the year of our study (Fordham Institute, 2017), our urban sample may have
greater proportions of students in pre-k and kindergarten than the statewide average.

In our sample, slightly more than half of the participants had 10 or more years
teaching experience and 55.3% had a graduate degree; in comparison, the Ohio
Department of Education reported that, for the year of the study in the State of Ohio,
53.2% of teachers had 10 or more years of experience and 62.5% had a graduate degree
(ODE, 2021). Thus, we conclude that our urban non-probability sample was slightly
more female, less White, and less in possession of a graduate degree than the statewide
average.

Table 1

Descriptive Statistics of Sample (n=354)

Ohio Statewide

N 7o Ave.
Teacher of Color 73 21.9% 7.5%!
Male 53 15.5% 24.9%!
10+ Years Teaching 195 56.4% 56.0%?
Grade 1+ Teacher 244 68.9% 85.0%!
Graduate degree 188 55.3% 62.5%!
Charter school 99 28.0% 10.7%%3

" Fordham Institute (2017), >ODE (2021), 3> The number reported here represents the

statewide percent of school buildings that were classified by the Ohio Department of
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Education (ODE) to be charter schools; data on the proportion of teachers working in
charter schools was not publicly reported by ODE.

Note. Teacher of color (1 = White, 0 = Non-white); Male (1 = male, 0 = female); 10+
Years teaching (1 = 10 or more years, 0 = 0 to 9 years); Grade 1+ teachers (0 = PreK-K, 1
= Grade 1 and beyond); Graduate degree (0 = No Graduate degree, 1= Graduate degree);
Charter school (0 = Traditional public school, 1 = Charter school).

Measures

Two survey-based measures developed and validated by McClusky (2017) were
employed in this study. The first measure, the Quality Professional Development Scale
(QPDS), was a nine-item questionnaire designed to determine teachers’ perceptions of
the quality of their most recent professional development experience. This nine-item
QPDS questionnaire asked teachers to report their perceptions of the quality of their most
recent PD experience. Sample items from the QPDS include: “I learned something about
children’s learning and development that will change my instructional practice” and
“This experience provided opportunities for interactive learning.” The second measure
Teacher Efficacy Short Form (TESF) was employed to determine teacher self-efficacy
beliefs (Hoy & Woolfolk, 1993; Goddard & Goddard, 2001). Both measures included a
six-point Likert-type scale from 1 (Strongly Disagree) to 6 (Strongly Agree). All items

are found in Table 2.
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Table 2

Quality Professional Development Scale (QPDS) and Teacher Efficacy Short Form

(TESF)

QOPDS

Question 1 This learning experience was relevant to my needs as an educator.

Question 2 The pacing of this experience gave me enough time to understand the
content.

Question 3 This experience considered my previous knowledge and skills.

Question 4 I am able to apply this content in my setting.

Question 5 This experience provided opportunities for interactive learning.

Question 6 I was able to interact with many different colleagues through this experience.

Question 7 I learned something about children’s learning and development that will
change my instructional practice.

Question 8 This experience provided opportunities that build positive family and
community relationships.

Question 9 Overall, this experience was worth my time.

TESF

Question 10 If a student did not learn content from a previous lesson, I am confident I
would be able to increase his/her retention in the next lesson.

Question 11 If a student in my class becomes disruptive or noisy, I feel confident that I
can redirect him/her quickly.

Question 12 If I try really hard, I can get through to even the most difficult or
unmotivated students.

Analytic Approach
Exploratory Factor Analysis (EFA). To determine the validity of the previously
developed QPDS (McClusky, 2017) and TESF (Tschannen-Moran & Woolfolk Hoy,

2001) measures, exploratory factor analysis (EFA) was performed. Principal-axis
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analysis was conducted to assess the structure of the items. We planned Promax rotations
for both sets of analysis to perform data reduction by revealing any unobservable or latent
variables that may be indicated by the observed variables with the goal of gaining a
simple factor structure (Bruin, 2015). We selected Promax over Varimax rotation so that
in the event more than one factor was extracted, the two factors could be correlated based
on the theoretical grounds that the items address a similar topic. Cronbach’s alpha was
also calculated to assess the reliability of the final set of items for both measures.

Multiple Regression Analysis. To test our hypotheses, we performed multiple
regression analysis. The first dependent variable was the degree of quality teachers
reported for their most recent PD experience. The second dependent variable was the
degree of self-efficacy teachers reported. The six teacher demographic variables (i.e.,
race, gender, teaching experience, education level, grade level, and type of school) served
as independent variables in both models. Variables were re-coded as indicated in Table 3
from above. Multiple regression was used to examine the association between teacher
demographics as predictors of the dependent variables, PD quality, and teacher self-
efficacy.

For descriptive purposes, we report teacher-level correlations among all variables
in Table 3. Notably, non-charter (traditional) public schools had more experienced
teachers on average and PD quality was positively and significantly correlated with

teacher self-efficacy beliefs.
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Table 3

Correlations among Variables (n=354).

Grade

10+

Teacher

1+ years Zgi(z)}llg; Charter Self- Q P;?i ¢ Male Gé:d;leaete
teacher  teaching efficacy uany £

Grade
1+ 1
teacher
10+
years i
teachin 03 !
g
Teache
rof .01 -.02 1
color
Charter .05 39" .05 1
Teache
r self-
officac -.02 .02 .08 -.02 1
y
PD * skoksk
Quality .04 .03 .02 -.11 22 1
Male 13" -.03 .08 .09 A1° .07 1
Gradua
te .08 43" -.01 -.29™ .02 .04 -.02 1
degree

Note. PD = Professional Development; * p <.05, *** p <.001

Results
This study successfully employed valid and reliable measures of teachers’

perceptions of PD quality and self-efficacy beliefs. We found that some teacher

demographics were associated with the quality of PD teachers reported. Most
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importantly, we rejected our main null hypothesis, which added support for our
alternative theoretically-derived hypothesis; specifically, we found a positive and
significant link between PD quality and teacher self-efficacy beliefs (8 = .20 p <.001).
Quality Professional Development Scale (OPDS). The results of Little's test supported
the assumption of missing completely at random (MCAR) for all nine items of QPDS,
x2(84) = 100.02, p = .112. Finally, values of kurtosis and skewness of all nine items
ranged from -.94 to .50, which indicates a normal distribution. The validity of QPDS was
assessed with EFA of teacher-level data to determine whether the nine items in the QPDS
yielded a one factor simple structure matrix. Detailed data for EFA results for QPDS are
presented in Table 4 and Figure 1. Results yielded a one factor solution that explained
72.08% of the item variance. Factor loadings for all nine items showed acceptable
individual loadings ranging from .79 to .92. Cronbach’s alpha was highly reliable (a

=.96). The single extracted is named PD Quality in the results that follow.
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Table 4
Summary of item-level descriptive statistics and factor loading for Quality Professional

Development Scale (QPDS) (n=354)

Ttems M D Min Max Skewne Kurtosi F actor
ss s loadings

1. This learning experience was
relevant to my needs as an 4.4l 1.37 1 6 -0.73 -0.18 0.88
educator.
2. The pacing of this experience
gave me enough time to 4.49 1.24 1 6 -0.71 -0.11 0.79
understand the content.
3. This experience considered my 439 137 1 6 0.59 046 0.87
previous knowledge and skills. ' ' ' ' '
4.1am gble to apply this content in 445 131 1 6 0.65 021 0.86
my setting.
5. This experience provided
opportunities  for  interactive  4.39 1.29 1 6 -0.46 -0.64 0.88
learning.
6. I was able to interact with many
different colleagues through this  4.37 1.35 1 6 -0.60 -0.43 0.81
experience.
7. 1 learned something about
children's learning and
development that will change my 4.20 1.40 ! 6 0.53 -0:50 0.84
instructional practice.
8. This experience provided
opportunities that build positive 5 o9 5, 1 6  -028  -0.94 0.79
family and community
relationships.
0. Overall,‘ this experience was 430 152 1 6 071 _0.48 092
worth my time.

Eigenvalue 6.49

'Percentage of  variance 72.08%
explained
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Figure 1

Scree plot supporting one-factor structure for Quality Professional Development Scale

(QPDS)

Teacher Efficacy Short Form (TESF). We also confirmed the validity and reliability of
the TESF. Our EFA yielded a single factor onto which all three teacher self-efficacy
belief items loaded with no rotation required. The single factor explained 63.40% of the
variance with factor loadings for all three items acceptable and ranging from .74 to .83.
Cronbach’s alpha for the three items of teacher efficacy short form was .71, which
exceeds the minimum acceptable value of .70 reported by Tavakol and Dennick (2011).
Detailed information for EFA results for TESF are summarized in Table 5 and Figure 2.

The results of Little's MCAR test supported the assumption of missing completely at
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random for all three items of TESF, ¥2(6) = 3.71, p =.716. The normal distribution for

the three items of TESF was confirmed from the values of kurtosis and skewness which

ranged from -.76 to .50. Results of the factor analysis are presented in Table 5.

Table 5

Summary of item-level descriptive statistics and factor loading for the Teacher Efficacy

Short Form (TESF) (n=354)

Ttems M D Min Max Skewne Kurtosi F ac.tor
ss s loadings
1. If a student did not learn content
from a previous lesson, I am
confident I would be able to 4.45 1.14 1 6 -0.64 0.08 0.83
increase his/her retention in the
next lesson.
2. If a student in my class
becomes disruptive or noisy, |
feel confident that I can redirect 4.7 1.05 2 6 071 0.02 0.81
him/her quickly.
3. If I try really hard, I can get
through to even the most difficult  4.38 1.16 1 6 -0.62 0.06 0.74
or unmotivated students.
Eigenvalue 1.90
'Percentage of  variance 63.40%
explained
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Figure 2

Scree plot supporting one-factor structure for Teacher Efficacy Short Form (TESF).

Predicting Teacher Reports of Professional Development Quality
Consistent with our research questions, we conducted two multiple regressions to test the
relationship between teacher level-factors as predictors of PD quality and teacher
efficacy as follows:

1. Holding constant all others in a multiple regression framework, which teacher-
level factors (race, gender, years of teaching experience, education level, grade
level taught, type of public school) are statistically and significantly related to
teachers’ perceptions of the quality of the professional development they receive?
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The first regression analysis examined teacher demographics as predictors of teachers’
perceptions of PD quality. Our findings indicate that charter school teachers reported PD
quality that was .15 standard deviations lower than did non-charter public school
teachers (p < .05). While statistically significant, type of public school (charter or not)
explained less than 3% of the total variance in teachers reports of PD quality. These
findings are consistent with those of Goddard and Skrla (2006) who found that teacher
demographic variables explained only 4% of the variance in teachers’ collective efficacy
beliefs. Findings from this analysis are reported in Table 6.

Table 6

Coefficients for Regression Analysis with PD Quality as Dependent Variable (n=354)

Unstandardized Coefficients Standardized Coefficients

Variable B Std. Error Beta
(Constant) 4.32%** 18

Teacher of color .02 17 .01

Graduate degree .03 16 .01

Grade 1+ teacher .10 16 .04

tle(;hyiiagrs .06 16 -03

Male 24 .20 .07

Charter School -43 18 -15%

Note. R? =.028; *p < .05, *** p <.001

Predicting the Relationship of PD Quality and Teacher Efficacy
2. What is the relationship between the quality of professional development teachers

receive and their level of self-efficacy beliefs?
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The second regression analysis examined teacher demographics and PD quality as
predictors of teachers’ sense of self-efficacy. This allowed us to estimate the relationship
between PD quality and teachers’ self-efficacy beliefs while holding constant the
relationship between any teacher demographic variables and teacher efficacy self-
efficacy beliefs. Specifically, each standard deviation (SD) increase in teachers’ reports
of PD quality was associated with .20 standard deviations higher sense of self efficacy (8
=.20 p <.001). Results are summarized in Table 7. This indicates a direct and positive
relationship between teachers’ reports of professional development quality and their
sense of teaching efficacy. While somewhat modest, this association is consistent with
the positive and significant relationship we hypothesized between the quality of the PD
teachers experience and their sense of efficacy.

Table 7

Coefficients for Regression Analysis with Teacher Self-efficacy as Dependent Variable

Unstandardized Coefficients Standardized Coefficients
Variable B Std. Error Beta
(Constant) 3.84%* 22
Teacher of color 22 A2 A1
Graduate degree .02 A1 .01
Grade 1+ teacher -.10 A2 -.05
tle(;hyiiagrs 10 12 05
Charter school -.02 A3 -.01
Male 22 14 .09
PD Quality 4%k .04 20%**

Note. PD = Professional Development; R? = .066; * p < .05, *** p < .001
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Discussion

Several conclusions can be drawn from the current study. The first is that
teachers’ sense of efficacy is not strongly related to their demographic background.
Indeed, we found that the level of quality teachers reported for their professional
development was not associated with demographic background characteristics including
gender, years of experience, ethnicity, grade level assignment, or whether teachers had
earned a graduate degree. Put differently, teachers’ personal characteristics do not appear
to influence the level of quality characterizing the PD they experience.

The next conclusion was that the only teacher demographic variable that had a
statistically significant relationship with the quality of professional development reported
by teachers was whether they taught in a traditional public school or a charter school.
Teachers in our sample who taught in charter schools reported that their professional
development was on average of slightly lower quality than did teachers in traditional
public schools (-.15 standard deviation, p <.05). Although the strength of the relationship
was modest, to understand it, we considered research on charter schools that indicates
charter school teachers are paid significantly less per year than teachers in traditional
public schools (Harris, 2006). Reasons for the lower average salaries in charter schools
might be found in our own data. For example, Table 3 shows that charter school teachers
are significantly less likely than their counterparts in traditional public schools to have 10
or more years of teaching experience or to have a graduate degree, both of which are
positively linked to teacher pay in traditional teacher salary schedules. In addition to the

lower investment in teacher salaries, Gronberg, Jansen and Taylor (2012) reported that
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charter schools spent only about 77% of the amount traditional public schools did on
“staff development” (p. 307). That said, while we found that teaching in a charter school
(as opposed to a traditional public school) was a significant negative predictor of PD
quality, the majority of the variability in teachers’ reports of PD quality was not
explained by the type of school in which teachers taught (charter or traditional public).
This is consistent with literature reporting only a modest relationship between
educational expenditures and student learning (Salloum, Goddard & Berebitsky, 2018).
Therefore, future researchers may wish to investigate the degree to which the magnitude
of the investment schools make in professional development for teachers is related to the
quality of PD teachers experience.

Notably, our first multiple regression analysis also revealed that neither teacher
race nor possession of a graduate degree were significant predictors of PD quality. Thus,
regardless of their race or education level, those teachers in traditional public schools
reported higher PD quality than did their counterparts in charter schools. This may imply
that effective PD is more likely funded, accessible, and consumed by traditional non-
charter public schools for various reasons. Another possible explanation for our finding
that teachers in traditional public schools reported higher levels of PD quality than
teachers in charter schools is based on the sample we employed for this study.
Specifically, our sample consisted of teachers from a large urban school district and
charter schools in its metropolitan Ohio region; it is possible that a public, urban school

district may have more systematic approaches to PD than charter schools that are smaller
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in size. Future researchers may wish to examine reasons such as these for differences in
PD quality between charter and traditional public schools.

Finally, our findings indicate a direct and positive relationship between PD
quality and teacher self-efficacy even after controlling for all other teacher demographics.
This positive relationship suggests that high quality PD serves to enhance teachers’ sense
of efficacy for teaching. This, in turn, is likely to foster the types of positive outcomes
associated with a robust sense of efficacy, documented in the literature previously
reviewed. Thus, one way in which PD of high quality may make a difference to student
learning is through its impact on teachers’ sense of efficacy and the resilience that
accompanies a robust sense of efficacy. The positive relationship between the quality of
PD and teachers’ sense of efficacy indicates that quality is a key characteristic of PD that
school districts should attend to carefully in order to avoid PD programs and activities
that consume large stocks of resources but that yield little positive change.

As districts continue to invest in PD, the results of this study provide significant
implications for practice. Having a definition of PD quality provides districts with clear

guidance when identifying appropriate PD. As such, districts should consider PD designs

that:

e honor the knowledge and experience of each of the learners and allows for the
learner to be the driving force of the experience rather than the content being the
driving force;

e contain a strong rationale and purpose that clearly articulates how the content can
be applied to a variety of settings;
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e embed a multitude of opportunities for collaboration and interaction with other
learners;
e Dbuilt with the understanding that the individual is the protagonist of their own
learning and that the experience is unique from one individual to another
(Knowles, 1984; Landry et al., 2009).
What's more, Katz (2011) claimed that professional development experiences designed
with teachers and their stages of development in mind can increase their competency,
motivation, and overall success as a teacher. Additionally, professional development
designs that adhere to this definition can result in more thoughtful and intentional
practices to improve instructional quality and student outcomes. As Guskey and Yoon
(2009) noted, no improvement effort has ever succeeded in the absence of thoughtfully
planned and well-implemented PD. The work offered here is intended to support the
creation and access of quality PD in the future.
Limitations, Recommendations, and Final Remarks

A few limitations of this study are worth noting. First, all the teachers surveyed
were from elementary schools and not secondary schools, which are known to have a
higher proportion of male teachers. Second, it is unknown if the same results would exist
when extending a sample across other districts with different home demographic
characteristics, such as socioeconomic status, typology, and prior levels of achievement.
A third limitation is that this study did not consider the nested nature of data and that the
conclusions assumed an independence in the observations of the teachers surveyed.

Finally, our model explained only 6.6% of the variance of teacher self-efficacy, which we
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acknowledge as a limitation; future researchers may wish to consider other factors that
may predict teacher self-efficacy beliefs and even interact with PD quality such as
teacher collaboration.

While this study still demonstrated positive results consistent with the main
hypotheses, recommendations for future research in addition to those above are worthy of
consideration. First, future studies could include a wider range of samples that are
inclusive of a variety of school district typologies (e.g., rural, urban, suburban,
socioeconomic status, varied student achievement rates) to generalize findings. Next,
additional research should be conducted with a sample of secondary school teachers.
Lastly, future research designs could employ multiple types of measures for PD quality to
avoid exclusivity of results and reduce bias.

PD plays a significant role in school districts across the country. Although studies
exist questioning its effect and worth (Jacob & McGovern, 2015), this study demonstrates
that PD quality is a positive predictor of teachers’ sense of efficacy for teaching and that
in our sample, teachers in traditional public schools reported slightly higher levels of PD
quality than did their counterparts in charter schools. Because teacher efficacy beliefs are
known to promote positive forms of educational practice and outcomes, attention to PD

quality in both traditional and charter schools is warranted based on our findings.
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