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The purpose of this study was to examine how central office and campus 

leadership build capacity to enhance teaching and learning within a school system 

through staff development. Three research questions guided this study: How does 

central office instructional staff provide professional development to build district 

capacity? How do principals build capacity through professional development in 

their respective schools? How does a select group of teachers perceive 

professional development in building capacity for classroom instruction? 

This study used both qualitative and quantitative data (Patton, 2002). This 

was a single case study (Denzin & Lincoln, 2000) of a high-performing, high-

poverty, and predominantly Hispanic population district. The study focused on a 

feeder pattern of campuses: an elementary school, middle school, and high school. 

Data were collected through a series of face-to-face interviews, focus group 
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sessions, staff development observation, and a review of pertinent documents. 

Data were analyzed using open coding and axial coding to describe responses 

from the participants. Key categories emerged from the analysis.  

These study findings suggest that through the district leadership’s focus on 

students, teachers, and principals, the district has a professional development and 

capacity-building process in place. Central office instructional staff provides 

professional development to build district capacity around a student-centered 

philosophy through the following strategies: commitment, professional 

development process, alignment of curriculum and instruction, resource 

allocation, and external partnerships. The principals build capacity through 

professional development utilizing the following strategies: additional planning 

time, instructional support, teaming, data analysis, teacher-selected professional 

development, follow-up support of professional development, and a strong 

communication process. In general, teachers’ perceptions were positive. They 

acknowledged that the professional development at the campus level is highly 

student centered and aligned with curriculum and instruction and with 

instructional programs. Further, allocation of resources is campus needs based. 

The study also presents implications for practice and future research. 
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CHAPTER 1 

DESCRIPTION OF THE STUDY 

 
Introduction 

 Efforts to improve teaching and learning have numbered in the thousands 

(Cohen & Ball, 1999) since the 1950s. In 1989, President George Bush met the 

nation’s governors to determine how best to prepare all Americans to meet the 

challenges of the 21st century. As a result of this conference, Goals 2000: Educate 

America Act was adopted and signed into law by President Clinton in March 

1994 (Riley, 1996).   The purposes of Goals 2000 included to improve learning 

and teaching by providing a national framework for education reform; to promote 

research, consensus building, and systemic changes needed to ensure equitable 

educational opportunities and high levels of educational achievement for all 

students; to provide a framework for reauthorization of all federal education 

programs; and to promote the development and adaptation of a voluntary national 

system of skill standards and certification (Goals 2000).  

 The national education goals for the year 2000 were as follows:  

1. All children in America will start school ready to learn. 

2. The high school graduation rate will increase to at least 90%. 
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3. All students will leave Grades 4, 8, and 12 having demonstrated 

competency over challenging subject matter including English, mathematics, 

science, foreign languages, civics and government, economics, arts, history, and 

geography. Additionally, every school in America will ensure that all students 

learn to use their minds well, so they may be prepared for responsible citizenship, 

further learning, and productive employment in the nation’s modern economy. 

4. The nation’s teaching force will have access to programs for the 

continued improvement of their professional skills and the opportunity to acquire 

the knowledge and skills needed to instruct and prepare all American students for 

the next century. 

5. U.S. students will be first in the world in mathematics and science 

achievement. 

6. Every adult American will be literate and will possess the knowledge 

and skills necessary to compete in a global economy and to exercise the rights and 

responsibilities of citizenship. 

7. Every school in the United States will be free of drugs, violence, and 

the unauthorized presence of firearms and alcohol and will offer a disciplined 

environment conducive to learning. 

8. Every school will promote partnerships that will increase parental 

involvement and participation in promoting the social, emotional, and academic 

growth of children (Goals 2000). 



 

3 

The goals had little to no financial support, with the exception of the 

Elementary and Secondary Act (ESEA) that provided federal funding for special 

programs. The reauthorization of the ESEA resulted in the Improving America’s 

Schools Act (IASA) in 1995. The IASA provided support and reinforcement to 

Goals 2000 through the federal programs funded under ESEA. However, although 

Goals 2000 encouraged, and the Department of Education through IASA 

mandated states to develop challenging academic standards, assessment 

procedures, and an accountability process, Fagan (2002) stated, “As of February 

27, 2002, only 17 states had obtained full approval of their standards, assessment, 

and accountability as required the Educational Department” (p. 3).  

 Most recently, the No Child Left Behind Act of 2001, a reauthorization of 

the ESEA, reinforced the previous IASA mandates of rigorous standards, 

assessment, accountability, and added other mandates, including teacher quality 

(Fagan, 2002). Further, according to Fagan, “In the past reauthorizations, the 

mandates were applicable only to Title I schools, however, the provisions 

regarding assessment as well as those related to adequate yearly progress, in this 

reauthorization apply to all public schools in each state” (p. 10). These changes 

add to the multitude of mandates schools receive and are asked to implement in a 

short period of time. Some researchers have expressed concerns regarding the 

identification of schools in need of improvement because of these rigorous 

standards (Fagan).  
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 Following the federal mandates, in 1995 Texas and other states began to 

develop more rigorous standards. In 1984, in an effort to reform and to address 

instructional issues, Texas developed the Essential Elements (EE) that became the 

state-mandated curriculum. Together with the mandated standards, Texas 

implemented an accountability system through state-mandated testing known as 

the Texas Assessment of Basic Skills (TABS). The test was later revised and 

became the Texas Educational Assessment of Minimum Skills (TEAMS). In 

addition, in 1997 the state legislature mandated a new set of statewide curriculum 

frameworks, known as Texas Essential Knowledge and Skills (TEKS), which 

evolved from the EE. In addition to the curriculum framework revisions, an 

accompanying assessment also was revised to become the Texas Assessment of 

Academic Skills (TAAS). Following the implementation of the curriculum 

framework and the assessment accountability system, the Texas Assessment of 

Knowledge and Skills (TAKS) came about. The first administration of TAKS, as 

mandated by the 76th Texas Legislature in 1999, began in the spring of the 2002–

2003 school year (Texas Education Agency [TEA], 2001–2002). Consequently, 

the need to build capacity at the district level through professional development in 

essence has become a requirement, not only because of the mandates, but also to 

ensure that the instructional staff—teachers—are familiar with the curriculum 

standards and can deliver the curriculum in the classroom, and that children’s 

academic scores reflect the knowledge of such standards. 
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Background and Need for the Study 

The call for rigorous standards for all children Grades K–12 by 

government officials through state and federal regulations has increased the 

demands on teachers as well as central office instructional leaders. Teachers are 

expected to deliver instructional services and to ensure that students become 

prepared for the ever-changing highly technological society of the 21st century. 

Teachers are not only responsible for the curriculum, but also must “enable 

diverse learners to construct their own knowledge and develop their talents in 

effective and powerful ways” (Darling-Hammond, 1997, p. 4). In addition to 

meeting the educational needs of diverse students, teachers must keep abreast of 

current events, such as new mandates by the legislature that affect the 

instructional process in the classroom. Further, Corcoran and Goertz (1995) 

stated, “Although large investments have been made in the development of 

standards and curriculum frameworks, federal and state policymakers have not 

recognized the importance of good instructional materials” (p. 30).  

Schools, as a result of the political and social environment, are under 

increasing pressure by the state accountability system to demonstrate successful 

student performance. In 1984, the passage of Texas House Bill 72 mandated the 

development of a comprehensive coordinated database of public information. The 

implementation of the database called Public Information Education Management 
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System (PEIMS) was approved in 1986. Through the creation of this system, 

Texas began a rating system for school districts and schools using a set of 

standards (TEA, 2002). Between 1995 and 2001, the standards for acceptable 

performance based on student test scores were raised every year. The state 

accountability system has become more rigorous by adding tougher standards and 

increasing the accountability measures. 

With the pressures of standards, high-stakes testing, and increasing 

expectations of school staff, central office instructional staff has become a key 

element for support. In an effort to improve educational practice district wide, 

central office responsibilities must be clarified. The need to build educators’ 

capacity through professional development as well as to provide services and 

expertise to the schools in the district is also an increasing challenge (Cohen & 

Ball, 1999; Grogan & Andrews, 2002). As instructional leaders, central office 

staff should communicate the state and federal mandates, foster leadership, orient 

new teachers, provide service and expertise, and ensure consistency (S. Gordon, 

2003). This allows schools in the district to fulfill their missions without 

distractions. 

Moreover, central office instructional staff and principals need to provide 

opportunities for the faculty to work and plan together. Commitment from the 

instructional leaders and the participants is needed to provide these opportunities 

to collaborate, to continue to develop professionally, and to place instruction as a 
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top priority. Grogan and Andrews (2002) maintained that the instructional leader 

is one  

who gives curriculum and instruction the highest priority, rallies and 
mobilizes resources to enable the accomplishment of those goals, and 
create a climate of high expectations for high academic achievement and 
respect for all students. Such leaders are dedicated to school and school 
district goals, are directly involved in instructional policy through 
communication, staff development, establishing incentives for use of new 
instructional strategies, and by displaying knowledge of curricular 
materials. They monitor student progress and teacher effectiveness, and 
consult effectively with faculty and other groups when making decisions. 
(p. 5)  

In addition, central office instructional staff and principals must provide 

teachers with the opportunity to be involved (Dilworth & Imig, 1995) in planning 

and designing sessions that will provide meaningful intellectual, social, and 

emotional engagement with ideas, materials, and colleagues both in and out of 

teaching. As meaningful practice is important to the enhancement of personal 

skills, the combination of efforts between the central office instructional leaders, 

the campus principal, and the teachers can far exceed the professional needs to 

enhance instruction in the classroom (Grogan & Andrews, 2002).  

 Although the role of the school system through central office instructional 

staff is to support teachers, students, and staff overall, some perceive the system 

as a dysfunctional organizational structure “that has made inadequate investments 

in the knowledge and tools they need to address students’ needs” (Darling-

Hammond, 1990, p. 287). Hence, to avoid inadequacies, central office 
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instructional staff and principals must actively involve teachers in the planning 

process.  

Professional Development and the District  

Corcoran, Fuhrman, and Belcher (2001) stressed the importance of “the 

role of districts in improving instruction by providing vision, focus, support, and 

policy coordination and by building commitment at the school level” (p. 78). Yet 

in many instances this role has been neglected, thus creating unclear expectations 

of what is required to promote improved performance for teachers and students. 

In addition, the creation of an accountability system requiring successful 

academic performance of all children mandates the improvement and 

coordination throughout the school system.  

According to Elmore and Fuhrman (2001), “Accountability for 

performance requires changes in schools’ internal capacities for instruction” (p. 

69). Districts must focus on doing things differently, not just adding to the 

conglomerate of existing programs. Therefore, to improve student learning, 

school districts must bring coherence to professional development policies and the 

funding process to lead and support improved instruction. When all of these 

components are aligned—in particular, professional development aligned with 

specific areas of need—the result is the development of capacity throughout the 

school district that ensures all stakeholders have a shared vision of the district’s 
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sense of purpose and builds the stakeholders’ commitment to act in a way that 

will make the vision a reality (Dilworth & Imig, 1995). 

 

Professional Development at the Campus Level 

One of the main goals of professional development at the campus level is 

ongoing teacher learning. “A focus on learning affects not only the way that 

teachers work together but also the way that they relate to and work with each 

student” (DuFour, 2002, p. 15). When teachers become learners, they tend to have 

a better understanding of student needs. Therefore, the provision of opportunities 

for teachers to become learners helps develop their capacity as instructors. 

According to Fullan (2002), “School capacity is the crucial variable affecting 

instructional quality and corresponding student achievement” (p. 16). One way to 

provide professional development and to develop school and teacher capacity is 

through administrative leadership, such as principals who focus on developing 

teacher knowledge and skills; increased program coherence; and technical 

resources (Fullan, 2002). In addition, campus principals can model the learning 

process as they engage in professional development (DuFour, 2002). Professional 

development will increase the opportunity for principals “to meet the many 

challenges they will face in the next decade” (Ferrandino, 2001, p. 441). As 

principals work closely with central office administrators and engage in 

professional development, they begin to increase their own leadership capacity. 
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Therefore, professional development is necessary to build not only the capacity of 

the faculty, but also the capacity of campus principals. 

 

Professional Development and the Teacher  

Calls for hiring highly qualified teachers through the mandates of The No 

Child Left Behind Act of 2001 instruct school districts to provide high-quality 

professional development to enable teachers to become highly qualified and 

successful. Although little consensus exists on what constitutes high-quality 

teachers, Parsad, Lewis, and Farris (2001) mentioned two dimensions of teacher 

effectiveness: “the level of knowledge and skills that teachers bring to the 

classroom, and classroom practices” (p. 33).  

Consequently, school districts have begun to take action on the mandates 

provided by the No Child Left Behind Act by preparing teachers for the 

standards-based curriculum through professional development. However, 

professional development as it has been implemented in the past will no longer fit 

the mold that will ensure the mandate of “highly qualified” teachers (Darling-

Hammond, 1998). Therefore, districts are facing a daunting task of finding 

teachers with formal preparation who use appropriate, effective strategies; and 

developing the skills of their current teaching staff. 

  Teachers, however, are overwhelmed with the different programs and 

mandates that come in and go out year after year. As a result, teachers experience 
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a disconnectedness that fragments their efforts to improve student performance 

(Darling-Hammond, 1996). Therefore, as central office instructional leaders 

provide appropriate professional development and the needed resources (Maloy, 

1998), teacher capacity is increased. 

 

Statement of the Problem 

 Schlechty (1997) has suggested that educators must create “a system of 

education that provides an elite education for nearly every child” (p. 15). The 

creation of such a system involves an array of strategies to help enhance the 

quality of instruction. So what should central office staff do to ensure the creation 

of such a system?  

The creation of such a system of education encompasses change. It is not 

enough to change the behavior of individuals; it must also encourage, support, and 

maintain the learning for all stakeholders. Therefore, professional development as 

an avenue to build capacity must become an integral part of the change process 

that encourages an educational system for all children (DuFour, 1995). S. Gordon 

(2003) explained, “Capacity building does not directly affect student learning, but 

increases the ability of individuals, groups, and schools to affect learning” (p. 3).  

Although studies are available regarding school change through systemic 

reform (Elmore, 2002b; Fullan, 1993; Hanson, 2001; Moffett, 2000), further 

studies are needed on how central office instructional staff provide professional 
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development to build capacity to incorporate mandated changes. What are the 

activities and responsibilities of central office instructional staff that help build 

capacity in their respective districts? Further, how do principals utilize 

professional development to help build capacity for their teachers?  

The literature focusing on professional development has indicated that 

professional development is not systematic and continues to be fragmented. For 

example, districts have a tendency to offer a long menu of training opportunities 

that tend to be 2–6 hours long, with little or no follow-up support. In addition, 

campus-based professional development is disconnected from the district 

professional development goals and activities (Darling-Hammond, 1998; Togneri 

& Anderson, 2003). Although the quality of professional development activities 

has improved in the last 5 years, researchers continue to ask for evidence of new 

systematic approaches of effective alternative strategies that help increase teacher 

knowledge and skills (Bransford, Brown, & Cocking, 1999). In addition, experts 

in the field of professional development recommend that studies include 

professional development activities that are extended over time and across broad 

teacher-learning communities to identify the processes and mechanisms that 

contribute to the development of teacher capacity (Bransford et al.). 

 Implications for changes in professional development are evident in the 

literature; for example, Moffett (2000) noted educators “need policy that is less 

sweeping, and policymakers need to understand how much change practitioners 
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can handle and learn at one time, as well as the level of support and professional 

development they need for successful implementation” (p. 37). Parsad et al. 

(2001) stressed, “Formal professional development as commonly practiced, 

typically consisting of school and district professional development, has been 

criticized for being short term and lacking in continuity and adequate follow-up” 

(p. 33). The common practice of providing a 2- to 8-hour professional 

development session is no longer an effective or efficient practice, and it has 

become an imperative for teachers to reflect and learn from each other. However, 

one common practice typically found is that of teachers working in isolation 

(Barth, 2002; Darling-Hammond, 1998; Elmore, 1995), which does not encourage 

teachers to reflect upon the results of the professional development sessions. As 

DuFour and Burnette (2002) emphasized, “Schools have allowed the weeds of 

professional isolation to run rampant” (p. 2); thus a culture of isolation rather than 

collaboration is promoted. Therefore, it becomes difficult for teachers to obtain 

professional development from each other. In addition, Corcoran and Goertz 

(1995) stated, “Policymakers often are not clear about what is expected of 

districts” (p. 30). A lack of understanding regarding the continuous rigors already 

in place in a school system encourages policymakers to make extremely 

demanding requests of educators in the name of rigorous standards for students. 

Such mandates, in addition to the structure and curriculum in place, make it 

essential to provide continuous professional development that is focused on 
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appropriate topics to assist educators become knowledgeable of the requirements 

and the best methods to address student needs. 

Policymakers at the local level want to do what is in the best interest of the 

students, yet, because the day-to-day occurrences take so much time, the task of 

what is expected of districts sometimes becomes unclear. In addition, Fuhrman 

and Odden (2001) emphasized, “Central office staff members want to adopt best 

practices, but they lack coherent strategies for making evidence-based decisions, 

and most districts struggle with creating adequate internal supports and 

maintaining a consistent focus” (p. 61), especially now with the lack of funding 

and the numerous tasks. Thus, Moffett (2000) stated, “Policymakers need to 

understand that pressure without support can lead to resistance and alienation” (p. 

37) from staff that may create a hostile environment rather than a collaborative 

one. 

More regulations and mandates by legislators cannot transform schools; 

instead, teachers in collaboration with parents and administrators and supervisors 

are the change agents that are instrumental in any effort at sustained and 

substantial school improvement. However, reform entails the investment of 

stronger preparation and professional development with teacher autonomy 

(Cohen, 1995; DuFour, 1995). Resources should be targeted towards professional 

development rather than the adoption of special programs that are viewed as the 

“silver bullet” that will solve all symptoms. Further, districts need to invest 
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properly in appropriate staff development (Corcoran & Goertz, 1995; Darling-

Hammond, 1990; Fuhrman & Odden, 2001; Moffett, 2000). Small investments in 

teacher knowledge perpetuate the factory-model approach to schooling adopted 

nearly a century ago (Darling-Hammond, 1996).  

 This study focused on how central office instructional staff builds capacity 

through professional development. In addition, it focused on how the principals 

build capacity through professional development. Finally, the study determined 

how teachers perceived the professional development provided by their district to 

develop their capacity to help improve student learning in the classroom.  

 

Purpose of the Study 

 Previous research has identified attributes of effective professional 

development—attributes different from traditional professional development 

activities. Some key attributes of effective professional development practices 

include reflection, dialogue, follow-up, continuity, and support (Corcoran & 

Goertz, 1995; Darling-Hammond 1997; Moffett, 2000). According to the 

literature, such professional development practices help build capacity. Because 

state mandates for ever-increasing accountability have flooded the educational 

system, the central office instructional staff has been drafted into the work of 

providing professional development and building capacity. The purpose of this 

study was to examine three different perspectives of professional development 
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and capacity building. Therefore, the study looked at how central office and 

campus leadership build capacity to improve teaching within a district. 

 

Research Questions 

This study addressed the following research questions: 

1. How does central office instructional staff provide professional 

development to build district capacity? 

2. How do principals build capacity through professional development in 

their respective schools? 

3. How does a select group of teachers perceive professional 

development in building their capacity for classroom instruction? 

 

Definition of Terms 

For the purpose of this study, the following definitions were utilized: 

1. Accountability System in Texas: The origins of the AEIS go back to 

1984, when the Texas Legislature first sought to emphasize student achievement 

as the basis for accountability. Since the first year of AEIS (1990–1991), it has 

developed and evolved through legislative amendments, the recommendations of 

advisory committees and the commissioner of education, State Board of 

Education actions, and final development by Texas Education Agency (TEA) 

researchers and analysts. 
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2. Affinities: the meaning of a phenomenon in terms of elements 

(Northcutt & McCoy, 2004). 

3. Capacity: “Capacity denotes a finite set of knowledge, skills, and 

commitments that are needed in order to produce good instruction, but in the 

second it denotes the construction of new knowledge and skills in practice” 

(Cohen & Ball, 1999, p. 5).  

4. Capacity building: the means to improve curriculum materials, 

training teachers and other staff in new teaching methods, increasing knowledge 

and skills, adding new technology, and improving the quality and quantity of 

resources available for teaching and interpreting and using data. 

5. Capacity-building process: the ability to follow through with a series 

of actions toward the aim of producing capacity for all staff in the district. 

6. Central staff: administration located in central office who help provide 

support to the schools in the system. 

7. Interactive Qualitative Analysis (IQA): IQA “is a systems approach to 

qualitative research whose primary purpose is to represent the meaning of a 

phenomenon in terms of elements (affinities) and relationships among them” 

(Northcutt & McCoy, 2004, p. 8). 

8. Leadership: the process of persuasion or example by which an 

individual induces a group to pursue objectives held by the leader or shared by the 

leader and his or her followers (Gardner, 1990). 
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9. No Child Left Behind Act: Public Law 107–110; 197th Congress signed 

into effect January 8, 2002. The purpose of the act is to close the achievement gap 

with accountability, flexibility, and choice, so that no child is left behind. 

10. Professional development: The law defines professional development 

activities as “high quality, sustained, intensive, and classroom focused in order to 

have a positive and lasting impact on classroom instruction and the teacher’s 

performance in the classroom” (IASA, 1995, p. 2).  

11. Reform: major change leading to a restructuring of a core process, 

program, and/or procedures (Hanson, 2001, p. 637). 

12. Texas Assessment of Academic Skills (TAAS): the state’s criterion 

reference test that measures a student’s understanding and mastery of objectives 

from one grade to the next.  

13. Texas Assessment of Knowledge and Skills (TAKS): the newly revised 

criterion-reference test implemented in the year 2002–2003. 

14. Texas Essential Knowledge and Skills (TEKS): The curriculum 

framework development was led by the Centers for Educator Development and 

mandated for implementation beginning 1998 for all content areas at all grade 

levels.  



 

19 

 

Scope and Limitations of the Study  

This study focused on how the leadership at central office, instructional 

staff, and campus principals direct professional development toward building 

teacher capacity, and how teachers perceive professional development in building 

their capacity for classroom instruction. The study did not attempt to measure the 

effectiveness of central office instructional staff and campus principals in 

providing professional development or to compare or contrast their efforts with 

those of others in leadership positions. The emphasis was on describing the 

perspectives of central office instructional staff, campus principals, and teachers 

on professional development for capacity-building purposes. 

 Given the qualitative nature of this study, findings cannot be generalized 

to all schools. Research activities were conducted within one selected Texas 

district that is currently rated Recognized by the TEA’s accountability system. In 

addition, due to the limited access to the central office staff, only 3 central office 

staff members participated. Given the size of this district, the sample is small. 

Therefore, the findings cannot be generalized to all central office staff. The study 

includes responses from the deputy superintendent, the executive director for 

curriculum and instruction, and the director for staff development at central 

office.  At the campus level it includes principals, and selected teachers.   
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Data collection was restricted to central office leadership staff, campus 

leadership staff, and a group of selected teachers at each of the three campuses. 

The information was obtained from the staff in their respective campuses, the 

TEA Web site, and the district’s Web site. The researcher collected qualitative 

data on teacher perceptions of the central office leadership staff activities in 

relation to building capacity through professional development. An anticipated 

consequence was that findings would not be generalized to all teachers who were 

not interviewed or to other districts with similar accountability ratings. 

Data collected included district and campus improvement plans and a 

review of the AEIS and professional development calendars to examine the topics 

for professional development provided to build capacity of teachers throughout 

the district. The data were analyzed to examine how the actions, decisions, and 

initiatives provided by the central office instructional staff related to the diverse 

kinds of events called “professional development.” In addition, interviews were 

conducted with central office key leaders (deputy superintendent, executive 

director for curriculum, language arts coordinator, and director for staff 

development), principals, and teachers to determine how the professional 

development for capacity building is planned, developed, and incorporated into 

the classroom. The open-ended interviews allowed respondents to comment on 

the impact of the professional development efforts, the degree of personal 

transformation, and the applicability to schools and classrooms. In addition, the 
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researcher observed a professional development session conducted in the district 

as an example of the types of sessions offered in the district to identify the level of 

participation and the relevance to the student population served by the district.  

 This study used a mixture of qualitative and quantitative methods. The use 

of an ethnographic study helped examine commonalities and differences that 

provided insight into the capacity-building process and contributed to the 

understanding of the relationship between capacity building and professional 

development (Denzin & Lincoln, 2000).  

As an employee of the Charles A. Dana Center (Dana Center), the 

researcher chose to study a district that was working to build its leadership and its 

staff’s capacity through a partnership with the Dana Center. The Dana Center, at 

the University of Texas at Austin, works to support education leaders and 

policymakers in strengthening Texas education. Through one of the center’s 

support services, the Education Improvement Network (EIN)—an innovative 

partnership that provides selected Texas school districts with support in planning 

and leadership development—the Dana Center partnered with nine districts in 

Texas. 

The researcher reviewed the Texas accountability rating system for the 

nine participating EIN districts to determine which district met the following 

criteria: 

1. high percentage of low socioeconomic students, 
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2. high percentage of minority students, and  

3. gains in reading and/or math for the past 3 years. 

A careful review of district achievement data using the TAAS results from 1999–

2000 through 2001–2002, the student population, and the poverty rate was 

completed. A district was selected and contacted, and permission was obtained to 

conduct the study.  

 

Assumptions 

The following assumptions were made regarding this study: 

1. Because research has shown that most successful districts develop the 

instructional process and the professional process systemically, it was assumed 

that the professional development contributes to capacity building. 

2. It was assumed that participants involved in the study would provide 

honest feedback regarding the professional development and capacity-building 

process. 

 

Significance of the Study 

 This study adds to the current body of literature on professional 

development and capacity-building research data from a high-performing, high-

poverty school district working to build the capacity of the staff. The information 

gathered from this study may be used to guide future actions for professional 
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development and for capacity building of other educators engaged in systemic 

reform. In addition, understanding teacher perceptions enhances the knowledge 

base of those in leadership positions interested in providing professional 

development that meets the needs of all school personnel.  

This ethnographic study describes three perspectives of professional 

development as a means to build capacity. The three perspectives came from 

central office staff, campus principals, and classroom teachers. Patton (2002) 

defined ethnography as “a social scientific description of a people and the cultural 

basis of their peoplehood” (p. 81). Further, he added, “ethnographic inquiry takes 

as its central and guiding assumption that any human group of people interacting 

together for a period of time will evolve a culture” (p. 81). 

 Defining the characteristics and the common themes that contribute to 

building teacher capacity through professional development to support and 

improve student performance will add to the body of knowledge regarding the 

dissemination and application of professional development at the central office, 

campus, and classroom levels. Finally, it will inform practitioners of effective 

activities that central office instructional staff performs to provide district-wide 

professional development. 
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Summary 

 Chapter 1 has introduced the need for systemic professional development 

in a district. Further, the researcher has provided a brief description of the 

problem, the method of the study, assumptions, limitations, and significance of 

the study. The context of professional development and a statement of the 

problem were presented in addition to the research questions that guided the 

study.  

 Chapter 2 provides a review of the literature and research related to the 

importance of professional development to build capacity. Chapter 3 presents a 

detailed explanation of the methodology, a description of the data collection 

techniques, and an overview of the description. The results of the study are 

presented in chapter 4. Chapter 5 addresses the findings and implications for 

theory and practice.  
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CHAPTER 2 

REVIEW OF THE LITERATURE 

 

Introduction 

The literature calling for educational reform continues to have an impact 

on the U.S. educational system (Fullan, 1997; Horde, 1996; Senge 1990). 

Whereas earlier reform efforts chronicled in the literature between 1960 and 1980 

emphasized innovations reflecting the implementation of new programs and the 

identification of model school improvement processes through school reform, the 

call for change in the past 2 decades has been driven by systemic change to create 

learning communities (Darling-Hammond, 1997; Elmore, 2002b; Horde; Senge, 

1990) and student-performance-based accountability systems (Elmore, 1992) 

through school restructuring.  

However, it is well known that improving student performance requires 

more than structural change. The intention of systemic reform is to make changes 

in any and all subsystems necessary to produce substantial and continuing 

changes in teaching and learning (Elmore, 1995), yet research has shown that 

systemic reform may not always be inherent to changes in teaching practices. So, 

research that has shown attribution of improved teaching methodologies 

connected to improved student performance is limited. Although changing school 

structure may be necessary for changing practice, other factors may need to be 
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involved to create change in teaching practices and to impact student learning 

(Darling-Hammond, 1997; Elmore, 1992). 

 Elmore (2002a) wrote, “You can’t improve a school’s performance, or the 

performance of any teacher or student in it, without increasing the investment in 

teachers’ knowledge, pedagogical skills, and understanding of students” (p. 4). 

Similarly, others would add such is the case with changes in curricula and media 

employed as well as similar changes in parents, administrators, and the larger 

community. Hence, the solution is not simple, yet the needs of students and 

society for dogmatic improvements in learning for all students are clearly a 

national priority among many informed observers.  

 Instruction, Capacity, and Improvement, by David K. Cohen and Deborah 

Loewenberg Ball (1999), has brought to light several findings that “few 

interventions have had detectable effects on instruction, and that when such 

effects are detected, they rarely are sustained over time” (p. 1). Cohen and Ball 

explained that instructional capacity is a focus of systemic reform. However, the 

term capacity has different meanings—from a finite set of professional knowledge 

to constructing new knowledge. Cohen and Ball concluded, “To improve capacity 

would be to affect how teachers, students, and materials understand, make use of, 

and influence one another” (p. 27). In addition, they stated that although capacity 

increases knowledge and skills, “teachers’ knowledge of and skill at interpreting 

and making instructional use of materials and student ideas is crucial” (p. 28). 
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Therefore, professional development on the use of new materials becomes 

necessary to increase teachers’ capacity.  

Ovando (1999) noted, “Capacity building has emerged as a promising 

avenue to enhance the knowledge, skills and attitudes of all stakeholders—

parents, teachers, counselors, administrators, board members, community leaders, 

and students—in schools that seek to meet the needs of all students” (p. 78). 

Furthermore, capacity building is seen as a means of improving curriculum 

materials, training teachers and other staff in new teaching methods, increasing 

knowledge and skills, adding new technology and improving the quality and 

quantity of resources available for teaching, and interpreting and using data 

(Cohen & Ball, 1999; Corcoran & Goertz 1995; Massell, 2000).  

Fullan (2002) noted that capacity consists of five components: (a) 

teachers’ knowledge, skills, and dispositions; (d) professional community; (c) 

program coherence; (d) technical resources; and (e) principal leadership as the 

key to success  The imperative to building capacity (Beck & Murphy, 1996) 

suggests “school reform efforts must focus on building the capacity of schools 

and teachers to undertake tasks they have never before been called upon to 

accomplish” (Darling-Hammond, 1997, p. 3). Such tasks include not only the 

delivery of instructional services, but also the following:  

1. All students learn at high levels.  
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2. Teachers must work to ensure that all students learn to think critically, 

to invent, to produce, and to solve problems.  

3. They must use a variety of approaches to build on the conceptions, 

cultures, interests, motivations, and learning modes of their students as well as to 

understand what their students know and how they think (Darling-Hammond, 

1997). Hence the issue of changing the structure of schools or changing 

curriculum standards requires the need to build capacity. 

Moreover, the increasing pressure to improve student academic 

performance for all students creates the need for a systematic review and analysis 

of the literature in relation to building capacity. A review of a study by Darling-

Hammond (2000) regarding teacher quality and student achievement in several 

states revealed how teachers who do not have adequate preparation “have greater 

difficulties in planning curriculum, teaching, managing the classroom, and 

diagnosing students’ learning needs” (p. 6).  

Darling-Hammond’s (2000) study showed that states have different 

standards and vary in the enforcement of those standards. Yet, in an effort to 

maintain compliance and even to increase performance, most school districts have 

sought different means—specifically, systemic reform (Elmore, 2002b)—to 

increase the probability of becoming high-performing schools as defined by state 

and national standards. In addition, Elmore (2002b) explained that changing the 

organization does not guarantee changes in teaching and learning unless the 
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reason behind the change is understood. Therefore, if change is to take place, 

leaders must develop an awareness of the change, including the purpose of change 

and everyone’s role in the change process. Most people tend to do activities out of 

habit, rather than because they are effective. For example, Elmore (2002a) 

described a visit to a campus where he was invited to participate in a discussion. 

He noticed that teachers were unable to explain why they did certain activities 

that took away from the instructional time. These activities were as simple as 

walking students to gym class. Although teachers know that such activities 

without purpose waste instructional time, they seem unable to explain why such 

activities have to be carried out. An explanation may be that the purpose of the 

activity has not been provided, or worse, has not been evaluated to determine the 

need. A clear understanding of the activity and its purpose increases the 

conditions for successful instruction.  

The study by Ellen Foley (2001) Contradictions and Control in Systemic 

Reform: The Ascendancy of the Central Office in Philadelphia Schools, explained 

how the changes in organization in the schools were unclear. Although central 

office leaders were instructed to become capacity builders, the lack of clarity 

created a hesitancy to take action. Foley stated, “The insufficient capacity of the 

central office to support school initiated reforms was a major obstacle to systemic 

reform” (p. 39). A directive to proceed or engage in an activity without 
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appropriate professional development or clear understanding can seriously hinder 

the success of reform efforts. 

Therefore, even though much has been written about systemic reform 

(Cohen, 1995; Darling-Hammond, 1990; Elmore, 1995; Foley, 2001; Fullan, 

2000; Schelchty, 1990, 1997; Senge, 1990), and building capacity (Beck & 

Murphy, 1996; Cohen & Ball 1999; Corcoran & Goertz, 1995; Darling-

Hammond, 1997; Geiser & Berman, 2000; Massell, 2000), a question still 

remains as to districts’ effectiveness in providing professional development for 

capacity building. The literature has indicated that capacity building does not 

occur in isolation, nor is it limited to staff development (Ovando, 1999). Further, 

an analysis of the literature suggests that significant to the success of building 

capacity are district and campus leadership and professional development.  

 The quality of district and campus leadership is key to the success of 

capacity building through professional development. It ensures that professional 

development is developed appropriately to secure successful capacity building. 

Leaders’ ability to recognize their own needs and strengths and teachers’ 

knowledge, skills, and dispositions encourages the development of those 

strengths. Leaders’ ability also increases the potential to build program coherence 

to combat the fragmentation of multiple innovations, thus providing 

organizational integration (Fullan, 2001). In addition, essential to building 

capacity is the extent to which technical resources such as materials, equipment, 
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space, time, and access to new ideas and expertise are provided. Finally, capacity 

development is enhanced as the availability of the aforementioned resources 

remains constant (Fullan, 2000).  

 In addition to the leadership, enriched professional development 

experiences (Dilworth & Imig, 1995) must be provided. Teachers become more 

involved in the instructional process when provided with relevant and purposeful 

information that helps to build their capacity in curriculum and methodology and 

to expand their knowledge. The consequences are positive as teachers impact 

student learning. Professional development must be well received by the 

participants to be effective; therefore, irrelevant and low-quality professional 

development will only be wasteful. In addition, teachers must be actively 

involved and must have opportunities to discuss, reflect upon, try out, and hone 

better instructional approaches (Improving America’s Schools Act, 1994; Wise, 

Spiegel, & Bruning, 1999). Therefore, if professional development is going to 

increase teachers’ capacity to impact student performance, it must be relevant, 

meaningful, ongoing, and participatory (S. Gordon, 2003).  

The focus of this literature review was on the provision of professional 

development as it relates to the process of capacity building. First, a brief account 

of the federal and state mandates is provided to build a context of the current 

educational environment; next, a brief review of leadership explained the 

importance of quality leadership, followed by an explanation of professional 
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development. The literature on professional development identified and described 

three different elements to determine their importance in bridging the efforts of 

developing capacity and implementing effective instructional strategies. Finally, a 

brief review of capacity building is provided.  

 

Federal and State Mandates 

 In 1989 President George Bush together with the nation’s governors met 

to determine how to prepare all Americans to meet the challenges of the 21st 

century.  As a result of this conference, Goals 2000: Educate America Act was 

adopted and signed into law by President Clinton in  March  1994.  

 Among the eight goals listed in the Goals 2000: Educate America Act 

(1994) is mandated teacher education and professional development. The act was 

very specific in delineating the provisions to comply with the professional 

development mandate. These provisions included the following: 

1. All teachers will have access to preservice teacher education and 

continuing professional development activities that will provide such teachers 

with the knowledge and skills needed to teach to an increasingly diverse student 

population with a variety of educational, social, and health needs. 

2. All teachers will have continuing opportunities to acquire additional 

knowledge and skills needed to teach challenging subject matter and to use 

emerging new methods, forms of assessment, and technologies.  
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3. States and school districts will create integrated strategies to attract, 

recruit, prepare, retrain, and support the work force of professional educators to 

teach challenging subject matter.  

4. Partnerships will be established, whenever possible, among local 

educational agencies, institutions of higher education, parents, and local labor, 

business, and professional associations to provide and support programs for the 

professional development of educators (Goals 2000, 1994, pp. 1–2). 

 Professional development was included in Goals 2000 because as a nation 

it was understood that raising the achievement level of all students was imperative 

for the future of America’s economic security and well-being (Goals 2000, 1994). 

The Goals 2000: America Education Act was used as the basis for the 

reauthorization of the ESEA of 1965, known as Title I. The Improving Americas’ 

Schools Act of 1994 focused on the goals, thus providing some financial support 

to school districts through Title I federal programs. In addition, the development 

of standards was previously mandated through the Improving America’s Schools 

Act of 1995. However, “as of February 27, 2002, only 17 states had obtained full 

approval of their standards, assessment, and accountability required under ESEA 

by the Educational Department” (Fagan, 2002, p. 3).  

 The ESEA must be reauthorized every 5 years. Therefore, most recently, 

the reauthorization of Title I changed from Improving Americas’ Schools Act of 

1994 to the No Child Left Behind Act, which emphasizes tougher standards 
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through a stricter accountability system. The long-term goals of Title I are to 

improve schooling in high-poverty contexts and to advance the equality of 

education outcomes (Borman, 2002). The act calls for stricter accountability, 

including testing in Grades 3–8. It also requires states to develop standards for 

reading/language arts, mathematics, and science.  

 The federal government mandates continue to overwhelm state agencies, 

school districts, and, most of all, educators. Popham (2002) stated,  

When President Bush signed the No Child Left Behind Act on January 8, 
2002, he was opening many of the nation’s educators to the prospect that 
they would soon be regarded as failures. According to the new law, fully 
100 percent of the nation’s children must, on the basis of statewide tests 
aligned with challenging content standards, be “proficient” or better in 12 
years. That legislative aspiration positions scads of U.S. teachers and 
school administrators to look lousy. (p. 85) 

Federal mandates have prompted states to take action in the development 

of more challenging standards, a stricter accountability system, and tests aligned 

to the standards. Texas has been a trailblazer in such efforts. Prior to 1984, the 

Texas state level of education system “was dominated by what former 

Commissioner of Education Lionel ‘Skip’ Meno described as the old way of 

doing things that predicted students’ success based on their parents, 

neighborhoods, and economic circumstances” (Skrla et al., 2000, p. 7). However, 

in 1984, House Bill 72 laid the groundwork for future revisions when the 

legislature called for a system of accountability based on student performance 
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(Skrla et al.). In addition, state mandates add to the directives to which school 

districts must comply. 

In addition, state mandates add to the directives to which school districts 

must comply. For instance, in 1984, education reform in Texas began to focus on 

accountability for student performance (TEA, 2001). Consequently, in an effort to 

reform and address instructional issues, Texas developed the EE that became the 

state-mandated standards and curriculum. From 1980 to 1984, Texas assessed 

minimum basic skills with the TABS. The test was revised and became the 

TEAMS, implemented from 1985 to 1989. In the fall of 1990, the legislature 

mandated the implementation of a criterion-referenced test, the TAAS (TEA, 

2001–2002).  

In 1995, Texas and other states began to develop more rigorous standards 

(see Table 2.1). Thus, the TEKS evolved from the EE. Districts were directed to 

implement the TEKS standards in 1998. Following the implementation of the 

curriculum framework and the assessment, the test was aligned with the 

curriculum framework, creating the TAKS (TEA, 2001–2002).  
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Table 2.1 

History of Texas State Accountability 

Year Standards Assessment Year 
1980–1998 
 

Essential 
Elements (EE) 

Texas Assessment of Basic 
Skills (TABS) 

1980–1994 
 

 EE Texas Educational 
Assessment of Minimum 
Skills (TEAMS) 

1985–1989 

1990 EE Texas Assessment of 
Academic Skills (TAAS) 

1990–2002 

1998–
present 

Texas Essential 
Knowledge and 
Skills (TEKS) 

TAAS  

 TEKS Texas Assessment of 
Knowledge and Skills 
(TAKS) 

2003–
present 

Note. Information adapted from Student Assessment Digest, 2001–2002, TEA. 

 

TAKS, as mandated by the 76th Texas Legislature in 1999, was first 

administered in the 2002–2003 school year. Therefore, the need to build capacity 

at the district level through professional development in essence has become a 

requirement, not only because of the mandates, but also to ensure that the 

instructional staff is familiar with the curriculum standards and can deliver the 

curriculum in the classroom, and that children’s academic scores reflect the 

knowledge of such standards (TEA, 2001–2002). 
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In addition, in 1990, the Legislature passed Senate Bill 4, which mandated 

that a promotion requirement for Texas students was satisfactory performance on 

the Grade 3 reading assessment, Grade 5 reading and mathematics assessments, 

and Grade 8 reading and mathematics assessments. This law went into effect in 

the 2002–2003 school year, and affected all third-grade classes (TEA, 2001–

2002). 

Consequently, the challenges are not minor; therefore, building capacity 

through staff development for all stakeholders (administrators, teachers, parents, 

board members, community members) is essential to academic success. Effective 

leaders recognize this need and involve key central office instructional staff and 

campus principals in the process of professional development to build teacher 

capacity. Following is a review of leadership and its impact on building capacity. 

 

Leadership 

 Effective leadership is essential to the success of professional 

development. Therefore, the superintendent’s continuous involvement in the 

professional development process to build capacity is important to promote 

teacher participation in professional development. Leadership “is a people-

oriented concept that operates outside of and beyond the boundaries of rules and 

policies, is able to cement everything together and makes things happen” 

(Bubshait & Farooq, 1999, p. 1). Although leadership is a broad concept with 
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different meanings (Banks, 2000), Gardner’s (1990) definition of leadership, “the 

process of persuasion or example by which an individual induces a group to 

pursue objectives held by the leader or shared by the leader and his or her 

followers” (p. 1), provides an insight of what a leader should do to be successful. 

Further, the literature has shown that leadership helps shape the systems that 

produce patterns of interaction and the meanings that other participants attach to 

organizational events (Ogawa & Bossert, 2000). Gardner, in his book About 

Leadership, mentioned 14 attributes that could be present in leaders. Among these 

attributes, 5 refer to capacity. These are task competence; understanding of 

followers/constituents and their needs; capacity to motivate; capacity to win and 

hold trust; and capacity to manage, decide and set priorities. For leaders to 

successfully lead systemic reform, they must have not only full commitment to 

the process, but also the capacity to be actively involved and to follow through. 

 The study by Wendy Togneri and Stephen E. Anderson (2003), titled 

Beyond Islands of Excellence: What Districts Can Do to Improve Instruction and 

Achievement in All Schools—A Leadership Brief, explained some of the actions of 

district leaders to increase student achievement. The study highlighted seven 

findings:  

1. District leaders had the courage to acknowledge poor performance and 

the will to seek solutions. 

2. They put in place a system-wide approach to improving instruction.  
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3. They instilled visions that focused on student learning and guided 

instructional improvement.  

4. Decisions were made based on data.  

5. Leaders adopted new approaches to professional development.  

6. Leaders redefined leadership roles.  

7. District leaders had commitment to sustaining reform over the long 

haul.  

Most important, the authors explained that the districts were willing to tackle 

reform because of “the presence of key leaders who were willing to accept 

ownership of difficult challenges and seek solutions without placing blame” 

(Togneri & Anderson, p. 10). Consequently, to provide professional development 

to build capacity, leaders must have willingness and ability.  

The following sections contain a brief review of the attributes identified 

by Gardner (1990) as those in which a leader must be proficient. These include 

task competence; understanding of followers/constituents and their needs; 

capacity to motivate; capacity to win and hold trust; and capacity to manage, 

decide, and set priorities. In addition, a brief review of campus leadership is 

included as part of the leadership review. 
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Task Competence 

 Task competence, according to Gardner (1990), is the “knowledge a leader 

has of the task at hand” (p. 50). Before embracing and communicating 

professional development for capacity building, leaders must have the knowledge 

and understanding of its purpose. Michael Fullan (2001), in his book Leading in a 

Culture of Change, explained how leaders first must understand the initiatives or 

mandates at hand such as implementation of new curriculum standards. Next, they 

must develop the capacity and commitment to solve complex problems. Finally, 

“they must produce the capacity to seek, critically assess, and selectively 

incorporate new ideas and practicesall the timeinside the organization as well 

as outside it” (Fullan, 2001, p. 44).  

Further, Spillane (2000) explained how district leaders often construct 

understandings of the policy message(s) that miss or “miss-construe” the spirit or 

intent of the message(s).  

On a local study of the local implementation of state and national 
standards showed that although district leaders understood the 
mathematics standards as representing change and were willing to 
implement these changes, their understandings tended to miss the intended 
functions of the reforms, focusing instead on surface piecemeal changes 
that cut across schools subjects and miss the disciplinary particulars of the 
reforms. If district leaders don’t understand the spirit of the mathematics 
standards and they make decisions based on these ‘miss-understandings’ it 
is difficult for them to implement the standards in ways that are consistent 
with their intent. (p. 3)  



 

41 

Because an important role of district leaders is to support learning, they must have 

a thorough understanding of the task, the policies, and the curriculum standards.  

Furthermore, as school district leaders and campus principals become well 

versed on what constitutes quality professional development, become 

knowledgeable of new mandates, and involve teachers from all levels in the 

planning process, the capacity of the leaders and the teachers increases. As leaders 

engage in the task of professional development to build capacity, they also need to 

have a clear understanding of followers, constituents, and their needs. 

 

Understanding of Followers/Constituents and their Needs 

 District leaders must understand and acknowledge the needs of the 

community and its constituents to increase the potential of professional 

development to build capacity. It is incumbent on central office staff to grasp and 

embrace the needs of those to whom they will be providing professional 

development and their “clients” or teachers’ needs for building capacity. Often, 

lack of understanding and/or the acknowledgement of the existing culturethe 

assumptions, habits, expectations, and beliefs of the people within the 

organization (DuFour & Burnette 2002; Peterson 2002) are ignored. The 

connection between how the organization is structured, the management, and how 

leaders take care of their own and their students’ learning (Elmore, 2002c) should 
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be closely examined, as it is part of the existing culture. Peterson (2002) defined 

culture as  

the set of norms, values and beliefs, rituals and ceremonies, symbols and 
stories that make up the “persona” of the school. These unwritten 
expectations build up over time as teachers, administrators, parents, and 
students work together, solve problems, deal with challenges, and at times, 
cope with failures. (p. 1) 

Therefore, to gain the support of teachers, campus administrators, and community 

members, district leaders must seek first to understand, then to be understood 

(Covey, 1989). One way of doing this is through respect and understanding of the 

existing culture. Working within the context of culture to incorporate professional 

development to build capacity is essential. 

 According to Norris (1994), culture is “the dynamics of a social group and 

includes the beliefs, values and practices accepted by the group members. The 

group operates within a common set of assumptions about the way things are 

done” (p. 2). Therefore, leadership must be sensitive to the issue of culture and 

strive to create an environment of change (Fullan, 2001) where people feel 

comfortable to learn.  

 School culture enhances or hinders professional learning (Peterson, 2002). 

Therefore, allowing people “to share their stories and historical insights provides 

them with a chance to get feelings and even hostilities out in the open” (Norris, 

1994, p. 3). In addition to recognizing that clear structures and strong professional 
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cultures foster teacher learning (Peterson), providing adequate professional 

development will help ease the acknowledgement of new mandates or initiatives.  

 Moreover, the incorporation of new initiatives or mandates may become 

overwhelming. The search for the perfect program encourages a downpour of the 

latest market miracles. The practice of continuous adoption of different programs 

without seeking input from followers and constituents creates a culture of 

negativity. The literature has recommended the development of a culture of 

reflection where venting is allowed as well as discussing the issues that are the 

most problematic. DuFour and Burnette (2002) wrote, “When schools focus on 

the quality and depth of their improvement efforts, and when they judge the 

impact of those efforts on results rather than the number of activities, initiatives 

will become natural” (p. 4). For any capacity-building initiative to be successful, 

respect and understanding of the followers’ needs and motivation are required. 

When leaders demonstrate such qualities, they become motivators.  

 

Capacity to Motivate 

 Motivation is a prime instrument of the leader and must be taken seriously 

(Gardner, 1990). To motivate, communication with the constituents is essential to 

proper functioning of the leader–follower relationship (Gardner). The 

communication must be lateral (provide cross-boundary working groups), 

downward (communicate with the community), upward (remove the filters of 
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communication by stepping outside the executive role), internal (communicate 

freely with one another through forums and organizations), and external (open 

doors for the outside community) (Gardner). As leaders communicate, they 

motivate. Effective motivation increases the potential to build teacher capacity. 

To be effective motivators, leaders must be able to communicate the task, the 

purpose, the benefits, the obstacles and challenges, and the benefits of the task as 

well as listen to constituent feedback. Through this process, leaders not only are 

able to motivate, but also gain the trust of the constituents. 

 

Capacity to Win and Hold Trust  

Trust contributes to organizational effectiveness in a variety of ways. “In 

organizations with a high level of trust, participants are more comfortable and are 

able to invest their energies in contributing to organizational goals rather than 

self-protection” (Tschannen-Moran, 2000, p. 16).  

With effective communication, leadership obtains a sense of trust from the 

followers/constituents. Similarly, acknowledging other people’s dignity and ideas 

is a sign of respect that helps build trust. Leaders’ capacity to recognize the ability 

and willingness of the staff to fulfill their responsibilities effectively as well as to 

acknowledge staff competence demonstrates leadership’s trust in staff members. 

Similarly, the leader’s ability to step outside the formal role of leader 

demonstrates a sense of trust extended to the constituents’ abilities.  
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In addition, a leader must be true to his/her words and display integrity in 

all activities and decisions (D. Gordon, 2002), thus creating a sense of trust. 

Further, D. Gordon (2002) stated, “Trust is the ‘connective tissue’ that holds 

improving schools together” (p. 2). Although trust will not solve instructional or 

structural problems, the presence of trust is a strong predictor of success of 

change efforts, especially because “in organizations with a high level of trust, 

participants are more comfortable and are able to invest their energies in 

contributing to organizational goals rather than self-protection” (Tschannen-

Moran, 2000, p. 16). Thus, fostering an atmosphere of trust can be very effective 

to engage in professional development to build capacity. Further, the leader’s 

ability to manage, decide, and set priorities increases the constituents’ sense of 

trust. 

 

Capacity to Manage, Decide, and Set Priorities 

The capacity to manage, decide, and set priorities is key to leadership 

success in building teacher capacity. These skills, together with the ability to 

create a vision that helps determine the professional development activities 

needed, enable the leadership to manage and prioritize the professional 

development activities. Effective leaders, noted Bolman & Deal (1997), help 

establish a vision, set standards for performance, and create focus and direction to 

increase the potential to build capacity.  
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In addition, the role of key leaders in central office is defined (Foley, 

2001) to ensure clarity of activities and the appropriate capacity development. The 

inclusion of the different offices within the district must not be overlooked, thus 

ensuring the understanding and the integration of all stakeholders in the 

professional development efforts. In addition, including staff in the decision-

making process encourages the development of leadership capacity (Lambert, 

1998) and the commitment to engage in professional development. 

Foley’s (2001) study explicitly asserted that management, decisions, and 

priorities are of utmost importance in any kind of reform. The ability to manage 

such tasks demands great skill. Decisions and priorities must be made 

strategically and systemically, without losing sight of the vision.  

In Equity-Driven Achievement-Focused School Districts, Skrla et al. 

(2000) mentioned how leadership manages, decides, and sets priorities. “They not 

only really believed that literally all children can learn, they decided that they 

could accomplish this in their districts and in the immediate future rather than in 

some distant, mythic future” (p. 17). In Spillane’s (2000) study, District Leaders’ 

Perceptions of Teacher Learning, the leadership prioritized time for professional 

development in the area of math and science. The belief that professional 

development was crucial if teachers were to implement the mathematics and 

science reforms dictated the action to prioritize time for staff development 

(Spillane). Although district leadership may influence professional development 
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to build capacity, it is important to recognize that involvement of campus leaders 

is also essential. 

 

Campus Leadership 

 School leaders, like district leaders, have the responsibility to promote and 

support professional development with confidence, particularly when introducing 

new initiatives and/or mandates. Similarly, campus leaders must have a full 

understanding of the process, the purpose, and the implication of new mandates 

and curriculum standards to avoid fragmentation of the process. Further, 

principals in successful schools “value the perceptions and insights of their 

teachers and make skillful use of these resources in solving the problems facing 

the schools” (Tschannen-Moran, 2000, p. 309).  

The principal should encourage teachers to continue the learning process 

and together with the teachers must also focus on his/her own professional 

development to have the latest information that will ultimately help support the 

staff. Leaders engage people in shaping the content and conditions of their own 

learning (Elmore, 2002a).  

 Elmore (1999–2000), explained, “The purpose of leadership is to improve 

practice and performance” (p. 11). Therefore, clear expectations must be 

delineated so that teachers know what is expected of them. In addition, the 

campus leader provides time for teachers to learn collectively (Elmore, 1999–
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2000) in a setting where teachers learn from each other and are able to express 

their successes and failures without criticism. In addition, leaders model the 

behavior that is expected from the staff. They should engage in professional 

development and also engage in collective learning (Elmore, 1999–2000). Finally, 

leaders must afford access for teachers to engage in learning experiences (Elmore, 

1999–2000). 

 Other researchers have explained that the leadership “must shift from a 

focus on teaching to a focus on learning” (DuFour, 2002, p. 13). When leaders 

focus their efforts on student learning and professional learning, a culture of 

transformation begins to develop. Teachers become engaged in the learning 

process; they begin to focus on how students learn and if they have learned, rather 

than on their own teaching. The focus is shifted to helping students learn. The 

learning then is not only for the students, but also for teachers. The principal must 

model this practice as s/he becomes the lead learner in the school (DuFour, 2002).  

As seen in this review, effective leadership is an important component in 

systemic reform and is also very relevant to the capacity-building process. 

Capacity building, as noted earlier, is an important component to the success of 

systemic reform, yet leadership must not only enable that capacity building, but 

also promote it and support it—in all aspects, including professional development.  
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Professional Development 

Professional development is an important avenue to building capacity and 

“is an integral part of current efforts to transform and revitalize education” 

(Dilworth & Imig, 1995, p. 1). Sparks (2002) wrote, “If quality teaching is to 

occur in every classroom, all teachers must be supported in turn by skillful 

principals who work in systems that support their sustained development as 

instructional leaders” (p. 7). Schools have the tendency to follow fads, especially 

those that sound as though they will be the single solution to all problems. Thus, 

according to Fullan (1991), “the greatest problem faced by school districts and 

schools is not resistance to innovation, but the fragmentation, overload, and 

incoherence resulting from the uncritical acceptance of too many different 

innovations” (p. 197). Consequently, the professional development is usually 

focused on the program of the year rather than the understanding of current 

mandates and the professional learning of each individual. To avoid 

fragmentation, the school district must articulate clearly standards for student 

learning, teaching, leadership, and staff development (Sparks).  

Further, Dilworth and Imig (1995) maintained, “Professional development 

is an integral part of current efforts to transform and revitalize education” (p. 1). 

Consequently, the challenge resides with building capacity of teachers via 

professional development models using central office staff as a conduit for 
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increasing the teachers’ ability to become the promoters and shapers of school 

improvement (Dilworth & Imig). The success of professional development 

depends on the ability and willingness of people to become involved in the 

learning process that impacts student achievement. In other words, the leaders and 

the staff must be willing to take the time to learn and implement mandated 

changes and/or self-imposed initiatives. S. Gordon (2003) wrote, “Although not 

all change leads to school improvement, school improvement does not take place 

without change” (p. 6). However, if change is to take place, effective professional 

development must be implemented. Central office instructional staff has a 

significant role in supporting change (Pajak, Adamson, & Rhoades, 1998) through 

staff development to build capacity. District-level leaders must conduct systemic 

planning, provide the resources and avenues for professional development, and 

monitor the implementation progress (Pajak et al.) of change initiatives.  

Thus, the central office leaders’ role shifts from directing and mandating 

programs to facilitating teachers’ growth through professional development and 

other means. Key district leaders also must act as community collaborators in 

designing and developing programs to increase student learning, eliminating 

barriers to implementing change initiatives by providing adequate and relevant 

information to assist personnel, and providing resources and opportunities for 

reflection and feedback (S. Gordon, 2003). The need to implement change 

initiatives in an environment of increased accountability requires significant 
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coordination of staff and resources to provide the necessary professional 

development. The significance of any initiative is demonstrated in the district’s 

leadership through allocating resources, human and fiscal, to implementing the 

initiative. For example, rather than funding personnel in central office who act as 

managers, funding personnel to support staff who go to the classroom and assist 

teachers with the implementation of new strategies, programs, or initiatives. 

The researcher sought in the literature review to identify the presence of 

key elements significant to the success of professional development and capacity 

building. Two elements that emerged from the literature are quality of leadership 

and the provision of expanded and enriched professional development 

experiences. Other components identified were 

1. the social organization of instruction or instructional culture and 

practice that supports the individuals to be effective; 

2. intellectual ability to respond effectively to implementation 

challenges; knowledge and skills of teachers and other staff to support student 

learning; and  

3. quality and quantity of the resources available to teachers, such as 

materials, technology, instructional time, staffing levels, and class size (Beck & 

Murphy, 1996; Cohen & Ball 1999; Corcoran & Goertz, 1995; Geiser & Berman, 

2000; Massell, 2000; O’Day, Goertz, & Floden, 1995).  
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In addition, the literature review on professional development suggests 

that teacher involvement, content knowledge, promoting active learning, and 

program coherence are essential to a successful development effort (Garet, 

Birman, Porter, Desimone, Herman, & Suk Yoon, 1999). 

 

Teacher Involvement 

The No Child Left Behind Act mandated the involvement of teachers in 

the development of plans dealing with professional development. The New York 

State United Teachers Organization, in an update from the No Child Left Behind 

Act, stated that districts must “exercise the right to have teachers participate in 

conducting the required assessment for professional development needs and in 

developing the professional development plans” (Division of Research and 

Educational Services, 2002). Further, the literature has suggested that teachers are 

key to the transformation of schools and institutional development (Dilworth & 

Imig, 1995; Fullan, 2001); therefore, their involvement in the professional 

development planning process as well as the attendance of professional 

development is imperative.  

The involvement of teachers in the planning process as well as the 

development and the delivery of the professional development encourages 

teachers to participate. The literature has stated that professional development 

should be empowering teachers (Andrews & Rothman, 2002; Darling-Hammond, 
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1998). However, when district organizations fail to involve teachers, most of the 

professional development sessions “fail to connect to professional practice, 

leaving lessons isolated in a seminar or classroom” (Andrews & Rothman, p. 2). 

As a result, teachers resent being told to attend sessions that will not be effective 

for their own professional learning.  

Therefore, when central office staff involves teachers and provides, 

promotes, and supports the professional development activities, teachers tend to 

be less resistant because a context is provided by staff who know the culture of 

the district and campuses. Anchoring the professional development experience to 

a familiar context provides teachers an opportunity to voice concerns as well as 

take risks with the new learning. Teachers do not feel like something is being 

done to them; instead, they are a part of the process, especially if they have been 

involved in the development of the professional development experience 

(Darling-Hammond, 1998).  

In addition, allowing teachers to become involved in the planning and 

development of the professional development activities has the potential to 

enhance the quality of the activities (DuFour, 2000). As a result, teachers will 

tend to look forward to professional development opportunities. Other suggestions 

of professional development activities do not necessarily include actual sessions 

provided by an expert, but the provision of time that allows teachers to share, 
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reflect, and collaborate with other teachers. In turn, the development of an 

enhanced culture becomes part of the organization. 

 

Content Knowledge 

Teachers must obtain content knowledge as part of their professional 

development (Garet et al., 1999). For students to obtain high-quality instruction, 

teachers not only have to be skilled in teaching, but also must be proficient in the 

content (Darling-Hammond, 1996).  

 Lately, researchers have argued the need for teachers to have content 

knowledge as it provides the basis for instructional effectiveness. Thus, Darling-

Hammond (2000) posited the issue that “the kind and quality of in-service 

professional development and pre-service education makes the difference in 

developing this necessary knowledge” (p. 4). However, due to the challenges in 

the classroom, teachers not only need to have content knowledge, but also must 

master a complex body of professional pedagogical knowledge that enables them 

to produce optimum knowledge (Carter, 2002). Therefore, knowledge of content 

matter and an understanding of how children learn specific content are essential.  

 The study Designing Effective Professional Development: Lessons from 

the Eisenhower Program (Garet et al., 1999) highlighted that professional 

development that focuses on specific content and how students learn results in 

positive effects on student achievement outcomes. Therefore, the degree of 
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content focus in professional development activities is a central dimension (Garet 

et al.). In addition to focusing professional development on specific content and 

how students learn, active learning should be promoted through professional 

development (Garet et al.). 

 

Promoting Active Learning 

 Darling-Hammond (1998) wrote, “Teachers learn best by studying, doing, 

and reflecting; by collaborating with other teachers; by looking closely at students 

and their work; and by sharing what they see” (p. 2). Therefore, providing 

teachers with the opportunity to analyze and reflect on their practice, to assess 

their teaching, and to refine and improve their instruction (Darling-Hammond, 

1998) increases their capacity to increase student performance.  

 In addition, teachers must be able to link the ideas introduced during 

professional development to the teaching context. Further, teachers should have 

the opportunity to give presentations, to lead discussions, and to produce written 

work (Garet et al., 1999), emphasizing that a method of maximizing the learning 

is the opportunity to share what has been learned. Therefore, it should be noted 

that active learning for teachers promotes active learning for students in the 

classroom. Another essential aspect of professional development is program 

coherence. 
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Program Coherence 

 One other feature of professional development, according to Garet et al. 

(1999), “is the extent to which professional development activities are perceived 

by teachers to be a part of a coherent program of teacher learning” (p. 31). 

Program coherence has been defined by Newmann, Smith, Allensworth, and Bryk 

(2001) as “a set of interrelated programs for students and staff that are guided by a 

common framework for curriculum, instruction, assessment, and learning climate, 

and that are pursued over a sustained period” (p. 297). Consequently, coherence is 

obtained when professional development is focused on the common instructional 

framework such as goals and other activities (Garet et al.) and is sustained over a 

period of time. Another component of coherence is a thorough understanding of 

the culture in which the professional development experiences are occurring. 

Therefore, when providing professional development, the culture of the school 

must be taken into consideration.  

 Coherence also is attained when teachers receive guidance on the 

alignment with state and district standards and assessments through professional 

development activitiesthey become knowledgeable on what to teach and how to 

teach it. To ensure further coherence, professional development must encourage 

communicationto provide reflection timeamong teachers who are engaged in 

efforts to reform their teaching in similar ways (Garet et al., 1999). S. Gordon and 
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Nicely, Jr. (1998) defined reflection as “thinking and acting within a particular 

situation carried out after the fact, also with the purpose of guiding future action” 

(p. 805). Consequently, reflectionthe practice of analyzing one’s own actions 

and/or decisionsis an integral part of professional development that allows 

teachers to analyze their own performance. Within the district, these components 

of effective professional development are implemented and supported by central 

office staff.  

 

Capacity Building 

“Capacity is the ability of the education system to help all students meet 

more challenging standards” (O’Day et al., 1995, p. 1). Some attributes of 

capacity building in addition to professional development are knowledge and 

skills, quantity and quality of resources, and organizational structures and 

management. Research studies have shown that to help students achieve higher 

standards, “teachers must have a deeper knowledge base than is needed for basic 

skills approaches” (O’Day et al., p. 3). Additionally, those who have the role to 

build capacity throughout the organization must also have the knowledge base 

that enables them to build teacher capacity (Foley, 2001).  

Capacity is the development of skills and commitment needed to produce 

good instruction (Cohen & Ball, 1999). On the other hand, capacity is envisioned 
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as a source and creator of knowledge and skills needed for instruction (Cohen & 

Ball). Geiser and Berman (2000) emphasized,   

In order to develop and sustain implementation capacity, schools require 
organizational culture that helps all members of the school community 
develop implementation know-how and enables effective implementers to 
do their work. In addition, schools with high implementation capacity 
create the organizational condition (e.g., use of time, and resources) to 
facilitate the implementation of reform and build implementation capacity. 
(p. 15)  

Building capacity through staff development increases the effectiveness of 

individual educators to foster the implementation or improvement of an 

instructional program and to improve the effectiveness of a school as an 

organization (S. Gordon & Nicely, Jr., 1998). Capacity building is needed to help 

equip administrators, teachers, and parents with knowledge and skills (Beck & 

Murphy, 1996; Cohen & Ball, 1999; Corcoran & Gertz, 1995; Elmore, 2002a; 

Geiser & Berman, 2000). Furthermore, the administrators need to provide 

effective support, as noted by Geiser and Berman: 

Assisting the schools in addressing their specific implementation 
challenges; helps a critical mass of individuals within the school 
community develop implementation know-how; and supports schools in 
developing and sustaining the elements of learning communities and an 
organizational structure that supports the school’s implementation 
capacity. (p. 15) 

The literature on capacity building has suggested that knowledge or access 

to knowledge and skills, quality and quantity of resources, and the instructional 

organization are factors essential to successful capacity building.  
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Knowledge and Skills 

Knowledge and the access to knowledge increase the capacity of people 

within an organization. When top leaders of an organization have the knowledge 

and skills, the possibility to provide quality materials, including curriculum and 

instruction, increases. Knowledge and skills play an important role in successfully 

implementing innovations. Darling-Hammond and Ball (1998) wrote,  

Reforms, we have learned over and over again, are rendered effective or 
ineffective by the knowledge, skills, and commitment of those working in 
the schools. Without the know-how and buy-in, innovations do not 
succeed without appropriate support including time, materials, and 
opportunities to learn. (p. 1) 

Kentucky districts, as stated in a study by Diane Massell (2000), use the 

strategy of interpreting and using data. This strategy helps to improve instruction 

and to enhance the professional development activities as they are targeted to the 

professional needs and the needs of students. The review of data also helps district 

leaders and teachers identify achievement gaps, thus facilitating the process of 

aligning the curriculum and instruction. When the curriculum is aligned, teachers’ 

capacity is enhanced as they obtain a curriculum that can be followed in a 

sequence, consistent district wide.  

Capacity-building efforts need to be focused on increasing the knowledge 

for teachers, whether that knowledge is in subject content matter, pedagogy, or 

how students learn (Corcoran & Goertz, (1995). Other districts have taken 

different approaches to obtain positive results. For example, in Kentucky districts 
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(Massell, 2000), teacher capacity was developed through school-based support, 

where teachers have the opportunity to obtain follow-up and ongoing support for 

professional learning. In addition, they have designated teachers as leaders so that 

they can provide information or support to their colleagues (Massell, 1998). One 

other strategy utilized by the Kentucky districts is that of teacher participation in 

the development process. Teachers are involved in creating instructional policies 

and tools (Massell, 1998). Involving teachers in the development of policies and 

tools for new initiatives increases their knowledge; therefore it increases teacher 

and district capacity. 

Capacity building that focuses on policies, training, professional 

development, and ongoing support (Fullan, 2000) ensures the capacity building of 

schools, community, and the district as a whole. Capacity building encompasses 

effective leadership and professional development. As central office key leaders 

provide professional development to build knowledge and skills, their 

commitment to build capacity becomes transparent as the quality and quantity of 

resources at the campuses increases. 

 

Quality and Quantity of Resources 

 The quality and quantity of resources in a school district increase the 

capacity for success. Such resources may include but are not limited to time, 

technology, class size, instructional materials, extending the instructional day, 
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support, or simply the provision of money. One of the most valuable resources in 

providing professional development for educators is time. Expanding the 

available time for teachers to collaborate in planning and assessing their 

instruction and to participate in learning opportunities is a wise investment in 

schools (O’Day et al., 1995).  

In addition, the ability to reallocate resources and combine funds 

(Desimone, Porter, Garet, Suk Yoon, & Birman, 2002) strengthens the quality and 

quantity of the resources. The availability of the resources increases the 

opportunity for staff to experience successful learning and implementation of 

strategies, activities, and/or programs. Through the use of innovative strategies, 

districts demonstrate coordination and coherence in the allocation of resources 

throughout the school system. However, such strategies are highly dependent 

upon the organizational structure and management of services.  

 

Organizational Structures and Management 

 The number of people and their abilities within an organization determine 

the capacity of the organizational structure and management of services. In 

addition, they strongly influence the organization (Massell, 1998). “What district 

leaders do influences how schools as organizations address the performance goals 

set by states” (Massell, 2000, p. 6). In addition, the manner in which management 

structures the organization determines instructional success. These structures deal 
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with grade-level groupings; schedules; allocation of resources such as personnel, 

financial, and instructional materials (Cohen & Ball, 1999); the provision of 

professional development; the organization of curriculum and instruction; and the 

focus in student success. Researchers have maintained creating an infrastructure 

of assistance promotes and sustains teacher learning (Massell, 1998; O’Day et al., 

1995). Consequently, the organizational structure impacts the capacity-building 

process. 

The ability of leaders to recognize the need to increase their knowledge to 

improve the organizational structure and management of services increases the 

potential for academic success. Researchers have recommended that organizations 

develop long-term partnerships with professional associations or universities to 

increase the base of support needed in schools, thus enhancing the capacity of 

staff (O’Day et al., 1995). Further, according to O’Day et al., school district 

organization and management “need the external support to move significantly 

beyond current practice” (p. 3). Seeking partnerships for learning is a strategy that 

helps districts to engage in new learning and to develop their capacity and that of 

faculty.  

 

Framework 

To follow an organized method in the investigation of the process that the 

district follows to provide professional development and to increase the capacity 
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of the staff, the framework from Loucks-Horsley, Hewson, Love, and Stills 

(1998) was adopted. According to this framework, the process follows a sequence 

of goal setting, planning, doing, and reflecting. Surrounding this process are 

“inputs into both goal setting and planning that can help professional developers 

make informed decisions” (Loucks-Horsley et al., p. 16). These inputs are 

knowledge and beliefs, strategies, critical issues, and context.  

In this context, the input of knowledge and beliefs helps developers 

understand their own unique features. The members of a team must either have or 

seek the knowledge, and based upon that knowledge, they incorporate a set of 

shared beliefs (Loucks-Horsley et al., 1998).  

Similarly, when designing the process, a set of strategies must be selected 

by the team to be used in the implementation process. To plan adequately, the 

group must have knowledge of strategies that will be effective in different 

contexts (Loucks-Horsley et al., 1998).  

In addition, the input of critical issues that deal with equity, diversity, 

professional culture, leadership, experience, capacity building for sustainability, 

public support, time for professional development, and evaluation and assessment 

need to be taken into consideration and addressed (Loucks-Horsely et al., 1998). 

The critical issues are those that add to the complexity and to the adequacy of 

professional development (Loucks-Horsley et al.). 
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Finally, when dealing with context, although there is not one particular 

strategy that would fit a particular situation, the planning team must demonstrate 

the skill of selecting adequate strategies to fit a particular context. Loucks-Horsley 

et al. (1998) explained, “The design process entails filtering all the other inputs—

knowledge and beliefs, strategies, and critical issues—through one’s own context 

to arrive at the most appropriate approach for a given setting” (p. 20).  

 

Summary 

An examination of literature regarding leadership and the provision of 

staff development as it relates to the process of building capacity provides 

educators extensive resources for implementing reform. In general, research has 

been conducted on the need for capacity building in systemic reform; however, 

further research is needed to determine leaders’ success in developing this 

capacity.  

A discussion of federal and state mandates was provided to explain the 

urgency of educators to restructure the school system. In addition, effective 

professional development to build capacity was explained. Finally, an explanation 

of the need for capacity building was provided. 

The points emphasized, although not new, provide the reader with a 

broader discussion of professional development and capacity building. Through 

effective professional development and capacity building, the faculty in a district 
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can become knowledgeable about their job and how best to serve their students. 

Additionally, an explanation of a professional development framework was 

provided to afford organization for the professional development process. A 

figure of the framework, depicting the district’s process for professional 

development was also provided.  

 Future studies need to focus on the actual actions that district educators 

take to ensure the successful development of capacity. As mentioned earlier, 

capacity development is the key to successfully implementing the instructional 

process. Yet, building capacity among teachers is an intricate concept that 

requires good leadership and quality professional development.  

Although studies have focused on professional development and capacity 

building, few have addressed the support provided at central office to increase 

teacher capacity. Therefore, this study was designed to identify approaches used 

by educational leaders to build capacity among the staff throughout a school 

district. Chapter 3 presents the methodology and procedures of this study.  
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CHAPTER 3 

METHODOLOGY AND PROCEDURES 

 

Introduction 

 Research investigation begins with the idea of producing knowledge about 

a specific thing. In this study, the interest of the researcher lay in identifying 

approaches used by educational leaders to build capacity among the staff 

throughout a school district. The purpose of this chapter is to present the 

methodology and procedures used to conduct the study. To this end, the strategic 

framework used to conduct the qualitative study is explained. Procedures for 

selecting the unit of study and the data collection are provided. This study of the 

central office staff, campus leadership, and teachers’ perceptions on professional 

development for capacity building was an interesting task. The researcher 

encountered a most compelling situation. The continuous flow of regulations 

requires that instructional leaders keep abreast of the ever-changing landscape of 

education law. In addition, ensuring that the teachers become aware of the 

mandates that impact classroom instruction is essential. Although the researcher 

encountered a variety of studies that focused on professional development and 

capacity building, few studies addressed the actual support provided at central 

office to increase teacher capacity.  
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This chapter contains four sections. Section 1 describes the purpose of the 

study; Section 2 describes the methodology, study design, site selection, the 

participants, and the instrumentation; Section 3 describes the procedures used to 

conduct the study, the data collection, the preparation, and instrumentation used to 

gather the data; and the final section describes the data analysis process. 

 

Purpose of the Study 

 The purpose of this study, more narrowly conceived, was to examine the 

central office leaders, campus leaders, and teachers’ perspectives of professional 

development and capacity. It focused on how central office and campus 

leadership build capacity to enhance teaching and learning within a school district 

through professional development. The study also determined teachers’ 

perspectives of professional development in building their capacity for classroom 

instruction.  

 

Research Questions 

 The study was guided by three research questions pertaining to the 

perspectives of central office instructional staff, campus leadership, and teachers 

in building capacity through professional development.  

1. How does central office instructional staff provide professional 

development to build district capacity?  
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2. How do principals build capacity through professional development to 

in their respective schools? 

3. How does a select group of teachers perceive professional 

development in building their capacity for classroom instruction? 

 

Methodology 

The researcher selected a qualitative study approach in combination with 

quantitative data. Qualitative research, according to Denzin and Lincoln (2000),  

involves the studied use and collection of a variety of empirical 
materials—case study; personal experience; introspection; life story; 
interview; artifacts; cultural texts and productions; observational, 
historical, interactional, and visual texts—that describe routine and 
problematic moments and meanings in individuals’ lives. (p. 3)  

Qualitative research includes an array of methods from which to work. These 

include interpretivism, feminism, case studies, grounded theory, and 

ethnographies. The researcher chose ethnography as the methodology, “the 

earliest distinct tradition of qualitative inquiry” (Patton, 2002, p. 81) that seeks to 

study the cultural basis of a group. The researcher’s goal was to grasp the point of 

view (Patton) of the people being interviewed and observed. The researcher felt 

that through ethnography, the story of Memory Lane ISD would be better 

explained.  

The quantitative data were examined to provide a frame of reference about 

the school district’s background for the research. The context provides a measure 
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for understanding comparative success between the campuses. These data include 

state assessment results from the AEIS and PEIMS data that helped provide 

evidence and identification of the key components that drive the process of 

capacity building through professional development. The inclusion of PEIMS and 

AEIS data helped provide a historical background of the district and campus 

performance.  

 Utilizing a single district and three groups of participants, the study 

provides a description of three perspectives—administrative staff at central office, 

campus principals, and teachers—of professional development as a means to 

build capacity at Memory Lane ISD. The study generated and defined the 

characteristics and the common themes that reflect capacity-building strategies to 

support and enhance student performance. The findings and conclusions of the 

study will add to the body of knowledge regarding the dissemination and 

application of professional development at the central office, campus, and 

classroom level for the purpose of building capacity. The study provides an 

understanding of how central office staff help build capacity at the district, the 

capacity level at central office, and their approach to build capacity through staff 

development. The study gives education researchers insight of how principals 

help build capacity at their respective campuses. It also provides the coherent and 

coordinated approaches used to obtain capacity. In addition, it explains the level 

of teacher involvement in the staff development planning process and their 
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perspectives about professional development. Finally, the study provides further 

insight into the coordination of resources to provide systematic professional 

development to build capacity of teachers in a high-poverty, high-performing 

school district with a predominantly Hispanic student population.  

 

Study Design 

This study followed a single case study approach. Further, a conceptual 

professional design framework was adapted from Loucks-Horsley et al. (1998) to 

organize the data of the teachers’ and administrators’ responses to the interviews. 

The conceptual framework for professional development was selected because it 

provided a fluid systematic organization to the professional development process. 

In addition, purposeful sampling was used to select a group of leaders and 

educators on three campuses in a single school district. 

 

Site Selection 

Site selection is a critical step in conducting single case studies. Therefore, 

the following criteria were used to select the district:  

1. a member of the EIN partnership with the Dana Center; 

2. success in increasing student achievement in math and/or reading over 

3 or more years as measured by TAAS; 
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3. a poverty rate of at least 50%, as defined by students eligible for free 

or reduced-price lunch; 

4. a high percentage of minority students; and  

5. participation in leadership capacity development through a partnership. 

The Dana Center, through the EIN, partnered with nine districts in Texas 

for 2 years (2000–2001 and 2001–2002). First, the researcher reviewed the Texas 

accountability rating system for the nine participating EIN districts to determine 

which district best met the criteria. District achievement data using the TAAS 

results from 1999–2000 and 2001–2002, the student population, and the poverty 

rate was reviewed.  

The researcher completed the review of the nine districts participating in 

the EIN project with the Dana Center and identified the district that best met the 

criteria. The identified district was contacted to obtain permission to study how 

central office instructional staff perceive how they provide professional 

development to build capacity, how principals perceive how they provide 

professional development to build capacity at their respective campuses, and the 

teachers’ perceptions of how the district and the campus provides professional 

development to build their capacity. The district was a member of the EIN 

partnership with the Dana Center and renewed its membership in 2002–2003. The 

EIN is an innovative partnership that provides selected Texas school districts with 

support in planning and leadership development as well as access to resources that 
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support implementation of the state’s curricular standards, the TEKS. The districts 

participating in EIN could experience self-assessment and reflection, planning for 

improvement, and leadership development. Member districts received 

professional development institutes, leadership development and follow-up 

support targeted to the needs of individual member districts, and access to the 

Dana Center’s TEKS-based resources. 

 

Description of Participants 

The district selected for the study has a high percentage of low-

socioeconomic students and a high percentage of minority students. The district is 

located close to the Mexican border, in the Rio Grande Valley. The Rio Grande 

valley is located in the southern part of Texas next to the border with Tamaulipas, 

Mexico. To help determine systematic similarities and/or differences in the 

professional development process within a single district but across several 

campuses, an elementary campus, a middle school campus, and a high school 

campus were selected based upon their level of success in the TAAS. Selected 

schools feed into each other and were recommended by central office leadership. 

Table 3.1 provides a brief description of the budget, student demographic data, 

number of teachers, and average teacher salaries for the participating district and 

the participating campuses. 
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Table 3.1 

District Statistical Data: 2001–2002 School Year 

Item District 
Elementary 
B 

Middle 
School C 

High School 
B 

Total budget $96,652,151 $6,505,716 $4,425,841 $9,858,200
Per pupil $6,951 $4,815 $5,581 $5,277
No. of students 13,904 1,351 793 1,868
Student ethnic distribution (%) 
  White 
  African American 
  Hispanic 
  Asian/Pacific 
Islander 
  Native Am. 

2,5%
0.1%

97.1%
0.2%
0.0%

1.9%
0.1%

97.8%
0.1%
0.0%

4.4% 
0.1% 

95.2% 
0.1% 
0.1% 

25.2%
1.3%

72.7%
0.8%
0.0%

Free & reduced-price 
lunch eligibility 87.5% 89.2% 84.1% 85.9%
Limited English 
proficient 31.7% 45.0% 15.6% 18.8%
No. of Teachers FTE 1,148.9 94.0 62.8 149.2
Average teacher 
salary $40,000 $40,000 $40,000 $40,000
Avg. years teaching 
exp. 

11.8 11.5 11.6 12.0

Note. Data obtained from 2001–2002 Texas AEIS.  

 

In addition, a brief description of the focus group participants and those 

interviewed is provided. The deputy superintendent has been with the district for 

approximately 10 years and has 30 years of experience in education. The 

executive director for curriculum has 30 years of experience with the district as a 

teacher and an administrator. The director for staff development has 30 years of 

experience with the district as a teacher, coach, and administrator. Central office 
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key leaders responsible for curriculum and instruction, including the deputy 

superintendent, staff development director, and executive director for curriculum 

and instruction, were interviewed using an open-ended interview guide (see 

Appendix B).  

The campus principal at the elementary school has been in education for 

31 years, 15 of which have been as an administrator. She has been a campus 

principal at the elementary where the study was conducted for the past 11 years. 

The middle school principal has 17 years’ experience in education. She has been 

principal at the site of study for the past 3 years. The high school principal has 21 

years’ experience in education. She has been a campus principal at the site of 

study for 7 years. The participating facilitators had over 15 years experience in 

education.  

The teachers participating in the focus group at the elementary school 

have a wide range of experience in education. Of the 8 teachers participating at 

the elementary school, 4 had 21–25 years in education. The experience for the 

other 4 teachers ranged from 9 to 18 years. Each is certified in elementary 

education and has a bachelor’s degree.  

At the middle school, 8 teachers participated. The range of experience was 

from one year to 23 years. Two of the teachers were first-year teachers, one of the 

teachers had 2 years of experience as a teacher, and 2 of the teachers had 7 years 

of experience. The 3 most experienced teachers had 10, 17, and 23 years of 
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experience in education. Each is certified in secondary education and has a 

bachelor’s degree. At the high school, the 8 participating teachers each had a 

bachelor’s degree with secondary-level certification. Their experience in 

education ranged from 6 years to 31 years.  

 

Instrumentation 

This  ethnographic study utilized both qualitative and quantitative methods 

to examine the school district’s culture in order to determine the commonalities 

and differences (Denzin & Lincoln, 2000) in staff development that provide 

insight into the capacity-building process. The quantitative data utilized were state 

assessment results, Academic Excellence Indicator Systems data, and Public 

Education Information Management Systems data.  In addition, Interactive 

Qualitative analysis (IQA), a systems method for qualitative research (Northcutt 

& McCoy, 2004) was used. The IQA helped the researcher generate a set of 

affinities, or themes, from the teachers’ perceptions of professional development 

and capacity building. Finally, interviews, focus groups, and observation of a staff 

development session were incorporated to obtain information in various forms to 

maximize the opportunity to investigate (Desimone et al., 2002) important 

approaches used to build capacity for staff.  
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Interview Protocols 

 Interviews, according to Patton (2002), help the researcher “find out those 

things we cannot directly observe, to allow us to enter into the other person’s 

perspective” (p. 340). Therefore, to find out the participants’ perspectives about 

professional development and how it helps build capacity, the researcher devised 

an interview protocol that allowed for gathering the stories of the central office 

staff and campus principals. Consequently, a standardized open-ended interview 

protocol with questions written out was used during the interviews (Patton). 

 Research staff at the Dana Center provided assistance in the development 

of the interview protocol (Appendix B). Dana Center staff reviewed the interview 

protocol and field-tested it with two Dana Center researchers who are 

investigating high-performing learning communities. The researcher used a 

cassette recorder with directional microphones to capture the interviewees’ 

responses. All equipment was used and practiced with two research staff members 

prior to going to the school district to ensure quality and proper use of the 

recorders.  

The questions indirectly queried the leadership’s method to address the 

professional development and capacity building as a deductive approach. The 

interview protocol was developed to capture and record administrators’ and 

teachers’ perceptions of the district’s process to build capacity. 
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Face-to-face interviews were conducted with participants in central office 

and schools. The leadership positions at the central office are those of the deputy 

superintendent of curriculum and instruction, executive director for curriculum 

and instruction, and the director for staff development. At the campus, the 

leadership positions were those of the campus principals and facilitators.  

 

Field Materials 

 Field materials were organized for each of the four visits to the school 

district. The visits were made during the spring semester of the 2002–2003 school 

year, beginning in mid-March and ending in early May. One cassette tape 

recorder and a directional microphone as well as several dozen 60-minute cassette 

tapes were taken on each visit to the campuses. Other materials included several 

copies of the interview protocol and note-taking materials; a lap-top computer; 

and a variety of other office supplies including 5 x 7 index cards, black markers, 

masking tape, note pads, sticky notes, pens, paper clips, rubber bands, and labels 

to identify and mark cassette tapes. 
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Procedures and Data Collection 

 

Study Procedures 

To provide data relating to the focus of the study across all levels a study 

of three feeder schools was undertaken. To do so, the researcher followed these 

steps: 

1. Obtain permission from school district personnel to study their 

capacity development process through professional development. 

2. Develop interview protocols for administrators and teachers to obtain 

their responses to questions relating to the district leadership the presence or 

absence of the four elements in the professional development design, and the 

three components of capacity building. 

3. Obtain human subjects informed consent. 

4. Visit with district leadership to explain in detail the purpose of the 

study and determine the schools to be studied. 

5. Visit with the 3 principals from the three schools identified by the 

central office and explain the study, asking the principal of each school to select 

the teachers to participate in the focus group and to be interviewed.  

6. Schedule the visits. 
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7. Conduct interviews at the district level. With the deputy 

superintendent, executive director for curriculum and instruction, and the director 

for professional development. 

8. Attend a district professional development session. 

9. Coded and analyzed the data to interviews with principals, central 

office staff, and teachers. 

10. Develop emergent themes and categorize the teacher, principal, and 

district leader responses to determine how the responses confirmed the capacity-

building process. 

11. Interpret the results of the presence or absence of the four elements in 

the professional design and the three components of capacity building. 

The meetings at High School B and Elementary School B took place 

before school, and the meetings at Middle School C took place after school. Most 

of the teachers were interviewed individually after the focus group meetings 

during their conference or planning periods to obtain their personal perspectives 

to the themes obtained by the group. 

 

Interactive Qualitative Analysis 

The researcher chose to use IQA as a method to collect the data to 

promote a dialogue among the participants and to compare the focus group panel 

discussions and interviews. IQA, according to Northcutt and McCoy (2004),  
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presumes that knowledge and power are largely dependent; that power 
influences which knowledge is determined to be relevant and irrelevant, 
important and unimportant. The methodology reflects this assumption 
most obviously in its conception of constituencies as an important 
component of the research design phase, and also by including planned 
comparisons of the conceptual maps (mindmaps) among constituencies. It 
also presumes that the observer and the observed are dependent or 
interdependent. IQA begins by challenging two common assumptions, 1) 
that data collection is separate and distinct from analysis and 2) that only 
the researcher is qualified to interpret the data. The object of research in 
IQA is reality in consciousness rather than reality itself; a construct that 
IQA contends is far too elusive for any one research study. (p. 18) 

Further, IQA utilizes both deduction and induction as necessary to the 

investigation of meaning. According to IQA, descriptions are useful and possible 

as long as they are backed up or grounded by highly contextualized ones. The 

decontextualized process must be public, accessible, and accountable (Northcutt 

& McCoy, 2004). IQA is favorable to theory, both from the point of view of 

inducting theory and of testing it (Northcutt & McCoy). 

The data collected from focus groups and the individual members of the 

focus groups were separated into theoretical and axial (Northcutt & McCoy, 

2004). In addition, a mindmap was created of the group responses as well as the 

individual responses to determine a set of relationships from which hypotheses 

could be deduced. According to Northcutt and McCoy, “The principles of IQA 

support constructs such as credibility, transferability, and dependability, while 

highlighting (if not quantitatively) the concepts of validity and reliability through 

public, accessible and accountable procedures” (p. 20).  
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Focus Groups 

The focus groups were composed of 8 teachers at each of the three 

selected campuses, with one focus group per campus.   The first visit at the 

selected campuses began by contacting the principal. The initial contact offered 

the researcher an opportunity to meet staff members from each campus. The 

principals chose the participants and offered accessibility for the teachers to 

participate in the focus group. Once the participants were selected by the 

principal, each one of the participants was invited to participate in a voluntary 

basis.  

After the focus groups were formed, the researcher explained the nature of 

the research to the participants. The focus group sessions took place before 

school, after school, or during the first period, depending on the campus schedule. 

The focus group sessions began with an introduction to the researcher and an 

overview of the purpose of the study: to examine their perspectives of how central 

office and campus leadership provide professional development and build 

capacity to enhance teaching and learning. A consent form was given to each 

participant, and the process to be followed was explained.  

The focus group participants were asked to write down their perspectives 

about professional development and capacity building, based on their experiences 

at the district and their own campus. However, the members of the group needed 
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further probing; therefore, the following questions were provided to each of the 

groups:  

1. What are major professional development activities that have helped 

build capacity among the staff of Memory Lane ISD?  

2. How is professional development determined?  

3. How does professional development offered by the district build your 

capacity to enhance your classroom instruction?  

Answers to the questions were generated based upon their experiences at the 

district and their respective campus using the IQA process (Northcutt & McCoy, 

2004). 

The researcher, acting as a facilitator, asked participants to brainstorm on 

the questions presented and to feel free to express their thoughts without penalty 

because their identity would remain anonymous. Using guided imagery, the 

researcher helped the group to relax and think about the questions at hand. Once 

they were ready, the researcher used a nominal group technique, where 

individuals brainstorm by writing individual thoughts and reflections on index 

cards. A set of cards and a black marker were given to each of the participants. 

They were asked to record their thoughts in single words, short phrases, or 

diagrams regarding the topic. The process was conducted in silence to avoid 

influence from other members of the group.  
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After the brainstorming process, the group was instructed to tape the index 

cards on the wall in rows and columns where all could view them.  Although each 

individual wrote down his/her impressions, the rest of the activity was conducted 

as a group.  Through a group discussion, the researcher guided the participants in 

clarifying their understanding of the responses on each card to eliminate any 

ambiguity. In an open discussion, data were clarified by reading each response 

aloud.  

 After the clarification of the cards, the participants were encouraged to add 

more reflections and thoughts to the original set of cards. The participants were 

asked to review silently all the cards and to group them into similar themes, or 

affinities. They were then asked to cluster and group the cards silently into the 

particular theme in which they felt the cards belonged. The intent of this process 

was to categorize data into thematically organized groupings, referred to as 

affinities (Northcutt & McCoy, 2004). An example of the responses listed in the 

cards in alphabetical order is provided in Table 3.2 
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Table 3.2  

Partial Responses Provided by Focus Group Participants  

• Analysis of district test scores 
• Campus 3-weeks exams. 
• CAR (cumulative assessment review) conferences 
• Collaboration among teachers. 
• District pacing guide and district exams per 6 wks. 
• District benchmark testing 
• District testing in all subject areas and results are used to plan for further 

instruction in weak areas shown by the test results. 
• Distribution of information *chairpersons ->grade level -> students 
• Grade-level planning. 
• Grade-level sharing. 
• Make own campus problem solving test 
• Math district tests, 6 wks. 
• Opportunity is provided for teachers to share materials, information that 

they receive at in-services that they attend. 
• Opportunities to share among colleagues, any new ideas received at in-

services you did not attend. 
• Our superintendent always being positive—shows his presence and 

support. 
• Principals help and encourage teachers to maintain a positive environment 

in the classroom. 
• Principal is a strong leader. A very positive person at our campus. Very 

knowledgeable 
• Principal allows teachers to select staff development they (teachers) wish 

to attend. 
• Principals give freedom to teach in teacher’s own style. 
• Reports—broken down by objectives percentage to show mastery 
• Reports from central office that indicates which objective the students are 

lacking from exam scores. 
• Reports and flow charts that disaggregate data on tests—district and state. 
• Teachers sharing taking ideas and adding their own taste to any done 

activity. 
• Teaching is done to cover areas of weakness 
• Visible superintendent  
• Walk-throughs 
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• Weekly curriculum meetings 
 

 

With the cards taped on the wall, the focus groups were asked to begin to 

move the cards into columns. The cards in the columns were to have a similar 

theme. If they disagreed with where the card had been moved, they were to feel 

free to move it to another column. This went on for a few minutes until the group 

agreed that each card was in place.  

When the group was finished, the researcher–facilitator read each card 

aloud. The group was asked if each card made sense. If a card was unclear, the 

author or another member was asked to explain what it meant. The group was 

then asked to read all of the cards in a column and look for the theme that ran 

across them. They were asked to name each category. If categories seemed to be 

too complex, the group was instructed to see if subcategories were necessary. 

Each column was then rearranged to reflect the subcategories. Each subcategory 

was also given a name.  

The researcher typed up the cards and affinities. The typed affinity list was 

given to the respective groups during the second visit. They were asked to 

describe each of the affinities and subaffinities. What resulted was a rich 

description for each affinity. From these write-ups, one master write-up was 

pulled together incorporating the three campus write-ups to describe the affinities 
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for the three campuses. The researcher, based on the discussions held by the 

group, completed some of the paragraphs. 

 

Affinity Write-Up for the Three Campuses 

1. Leadership. Leadership represented the affinity that the focus groups 

described as the reason for the strong support at their district. The group members 

indicated that their leadership was knowledgeable, and that was important, but 

most of all, that they were open and approachable. They stated that the visibility 

of the superintendent was important to the success of the district. The groups 

clearly agreed that leadership was a strong component in their district, and their 

respect and support towards the leadership was also very strong. See Table 3.3. 
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Table 3.3 

Responses Listed Under Leadership 

• Our superintendent always being positive—shows his presence and 
support. 

• Principals give freedom to teach in teacher’s own style 
• Principal allows teachers to select staff development they (teachers) wish 

to attend. 
• Visible superintendent. 
• Principals help and encourage teachers to maintain a positive environment 

in the classroom. 
• Follow-up walk-throughs  
• Principal is a strong leader—a very positive person at our campus—very 

knowledgeable 
• Facilitator—also a strong leader—working with teachers on activities. 
• once a week – curriculum meetings. 
• Principal follows up on recommendations for in-service presenters. 
• Central office keeps up with the last research and strategies that help 

students perform well. 
• Campus administration closely monitors instruction and planning. 
• Everyone is a campus leader! 
• Central office administration provides focus, support, and direction on 

where we want the district to go. 
• Principal models importance of growing professionally thorough staff 

development. 
 
 

2. Professional development. Professional development represented the 

affinity that provides professional growth and development for teachers. The 

groups described the professional development in their district as extensive and 

on target to meet their needs and the needs of their students. They stated that the 

follow-up to the staff development sessions was a support they felt was needed 
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and helped them not to be afraid to implement new strategies and techniques. See 

Table 3.4. 

 

Table 3.4  

Responses Listed Under Professional Development 

• Teacher resources are provided 
• Meet once a week for technology training 
• Implementation skills, ways to incorporate manipulatives into lessons 
• Gifted & Talented training 
• Critical thinking skills with staff  
• Videos for professional development 
• Plenty of in-services 
• History seminars (Saturday sessions) 
• Summer state math conventions 
• Technology training 
• Critical thinking training given 
• Attend variety of workshops 
• TAKS training sessions through distance learning 
• TEKS and TAKS training 
• Staff development days to work on activities presented at in-services 
• Staff development is focused in areas of need. 
• Staff development information—filtered, modified by teachers 
• The district encourages attendance to local conferences.  
 

 

Follow-up subaffinity. Participants described follow-up as an important 

part of professional development. “Follow-up activities need to take place instead 

of just one-shot sessions.” See Table 3.5 
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Table 3.5  

Responses Listed Under Follow-up Subaffinity 

• Follow-up from presenters that teachers want to see again 
• Survey at the end of the year so that we can ask for speakers to address 

problem areas 
• Follow-up to sessions at campus through campus facilitators 
• Follow-up support to the new strategies 
 

 

Teacher-selected sessions subaffinity. Teachers in the groups stated that 

important to the professional development is the flexibility to select the sessions 

that they need to attend rather than to be told they have to attend certain sessions. 

Although they understand certain sessions are required, they also are grateful to 

be able to select those they feel they need to attend to increase their own skills. 

See Table 3.6 for the teacher responses. 

 

Table 3.6  

Responses Listed Under Teacher-Selected Sessions Subaffinity 

• Pick and choose from each in-service that we believe will work 
• Teacher survey on future topics for staff development 
• Allowed to choose which in-services we want more of 
 

 

3. Curriculum and instruction. Participants presented curriculum and 

instruction as the affinity that has connected the instructional process in the 
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district. The participants stated that the alignment of the curriculum has been the 

best thing to help them ensure that what they teach is what will be tested. They 

stated, however, that they taught the “whole student.” Thus, not only do they 

teach the TEKS, but they also teach those TEKS that are most important and 

incorporate other activities that help students become better citizens. See Table 

3.7 for responses listed under curriculum and instruction. 
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Table 3.7  

Responses Listed Under Curriculum and Instruction 

• Creation of unit plans, scope, and sequence in all subject areas. We know 
what exactly needs to be taught in every area. 

• TEKS objectives outlined by 6 weeks 
• District ALT committee 
• Campus ALT committees 
• District testing—teach test strategies 
• Time lines/Pacing guides 
• Interdisciplinary lessons 
• Unit plans 
• Revisiting and revising  
• Vertical teaming to coordinate teaching of TEKS/TAKS 
• Department planning, meet with department on a daily basis to align 

curriculum 
• Working with department planning at a regular scheduled time to share 

ideas, resources and plan for Units of Study 
• Writing TAKS benchmark tests helped me understand what skills the state 

requires students to obtain. 
• Junior Great Books training has given me useful techniques for helping 

students evaluate pieces of literature. 
• Foreign language TEKS training 
• Understanding by design, a tool to help teachers see the big picture 
 

 

4. Resources. Participants described the affinity of resources as one that 

has had an impact on building capacity at their district. The teachers felt that 

professional development is offered with appropriate support to implement the 

new strategies. They also stated that resources are provided to ensure that students 

receive the necessary help. Because of the availability of resources and the 
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preparation they receive, they reported feeling ready to teach every day. See Table 

3.8. 

 

Table 3.8  

Responses Listed Under Resources 

• Testing materials 
• Up-to-date supplemental materials 
• Technology, including software 
• Provide funding for programs such as Extended Day/Saturday school 
• Funding for programs that help students with academic needs such as 

MANOS 
• Central office provides monies and time for teachers as well as 

administrators to attend staff development. 
• Provide an abundance of materials to address weak areas and maintain 

strengths 
• Provide funding for materials and resources needed for effective 

classroom instruction 
• Manipulatives are purchased to implement certain ideas from in-services. 
• Teacher assistants, college tutors 
• Computer lab 
 

 

5. Instructional program management. Another affinity described by the 

groups was instructional program management. Participants felt that to meet the 

needs of the students, the management of the program must be appropriate. They 

maintained that many times the special populations are overlooked due to poor 

management of the instructional programs. However, in their district, the 
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instructional program management is supportive of student needs as well as the 

teacher needs. See Table 3.9. 

 
Table 3.9  

Responses Listed Under Instructional Program Management 

• Teachers have a lot of input on the types of staff development needed. 
• Staff development specifically targeted for individual student achievement 
• District follow-up through school support teams, 
• Every Thursday we meet with the facilitator for staff development.  
• Vertical teams met with other teachers in the district to align curriculum, 

share ideas, et cetera. 
• District trainings are specific to roles and responsibilities. 
 

 

Campus planning and district planning subaffinity. The groups described 

factors within the program management that help support and strengthen the 

instructional process. Because of the opportunities with which they are provided 

to plan during the day, they are able to provide better services to students. See 

Table 3.10 for related responses. 
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Table 3.10  

Responses Listed Under Campus Planning and District Planning Subaffinity 

• Meet twice a week as a department. 
• Meet twice a week as a team. 
• Academic Leadership Teams 
• Discussion of campus issues through site-based decision making 
 

 

Campus incentives subaffinity. The groups stated that campus incentives 

are a part of program management. The incentives provided to students who are 

performing up to or above the requirements are rewards that help students to 

continue trying. These rewards are more intrinsic than extrinsic. The students are 

recognized for their good performance. See Table 3.11. 

 
Table 3.11  

Responses Listed Under Campus Incentives Subaffinity 

• Student incentive to motivate, encourage 
• Accelerated reading rewards to motivate students to read 
• Administration support for student success in academics; various rewards 

and incentives for good grades are supported and funded by 
administration. 

• Attendance rewards 
 

 

Communication subaffinity. The groups stated that a part of the 

instructional program management process was communication. They stated that 

because they are continuously informed of new developments and specifically 
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programmatic issues, they know how to function and are able to trust their 

leaders. See Table 3.12. 

 

Table 3.12  

Responses Listed Under Communication Subaffinity 

• Letters 
• Messages through TV 
• KWES – lessons 
• Constant sharing with each other 
• Principal sharing information with all teachers 
• ALT representatives share information with teachers. 
• Teachers sharing, taking ideas, and adding their own taste to any done 

activity 
• Cumulative assessment review 
• Collaboration among teachers 
• Weekly curriculum meetings 
• Grade-level planning and sharing 
• Opportunities to share among colleagues any new ideas received at in-

services you did not attend 
 

  

Assessment subaffinity. The groups stated that the accountability process 

was an important part of the instructional program management. They stated that 

the assessment process gives them information of what they have taught 

successfully, and what needs to be retaught. See Table 3.13. 
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Table 3.13  

Responses to Assessment Subaffinity 

• District pacing guide and district exams per 6 wks. 
• District benchmark testing 
• Make own campus problem-solving test 
• District testing in all subject areas and results are used to plan for further 

instruction in weak areas shown by test results. 
• Campus 3-weeks exams 
 

 

Data analysis subaffinity. The groups stated that data analysis was also an 

important component of the program management. Assessment is good, but 

without analyzing the data, it does not help. Therefore, the group described data 

analysis as a necessary task. See Table 3.14. 

 

Table 3.14 

Responses Listed Under Data Analysis Subaffinity 

• Reports—broken down by objectives and percentages to show mastery 
• Teaching is done to cover areas of weakness. 
• Distribution of information 
• Analysis of district test scores 
• Reports from central office that indicate which objectives the students are 

lacking from exam scores 
• Reports and flow charts that disaggregate data on tests—district and state 
 

 

6. Student-centered philosophy. The groups described having a student-

centered philosophy as one of the affinities that helps their district to continue to 
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do well academically. The groups stated that the main focus for teaching is the 

students. In addition, the support they receive and the expectations are the same: 

students are first. “We are here for the students.” See Table 3.15. 

 

Table 3.15  

Responses Listed Under Student-Centered Philosophy 

• Campus tutoring programs and extended-day programs 
• Quest programs 
• Assist struggling students 
• Teachers are given time to tutor students. 
• AP vertical teams training has enabled me to understand and use ideas for 

strengthening the AP program vertically. 
• Special programs allow for training migrant, Joven Noble, Migrant 

workshops, ESL learners, GT, at risk 
• The district supports UIL academics programs. 
 

 

Once the groups finished describing the affinities, they began to see if 

there were relationships between each pair of affinities. A blank affinity 

relationship table with the appropriate number of affinities was passed to each 

member of the group in each one of the three groups. The researcher then asked 

each group to determine the relationship among the affinities. The facilitator took 

note of the participants’ responses. An arrow was drawn indicating the 

relationship. 
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The rule that no person could vote more than once was given to the 

participants. Consensus was derived through discussion among the group. One 

reason for using IQA was to provide teachers with an interactive process during 

the focus group. The Pareto principle was used to obtain a minimum of 20% 

variation on the response consensus. The Pareto principle, according to Northcutt 

and McCoy (2004), states, “20% of variables in a system will account for 80% of 

the total variation in important outcomes” (p. 10). 

Table 3.16 provides a list of the affinities derived by the groups. Table 

3.17 explains the direction in which the arrows are placed based on their 

responses to the relationship between each affinity. Table 3.18 is a blank table 

containing the arrows showing relationships based on the number of responses 

provided by the participants.  

 

Table 3.16       Table 3.17  

List of Affinities      Instructions 

Possible relationships 
A → B 
A ← B 

A <> B (No relationship) 

Affinity name 
1. Leadership 
2. Staff development 
3. Curriculum and instruction 
4. Resources 
5. Instructional program management 
6. Student-centered philosophy 
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Table 3.18  

Combined Interview Theoretical Code Affinity Relationship Table 

Combined interview theoretical code affinity relationship table 

Affinity 
relationship Frequency Transcript line Theoretical quotation frequency 
1  →   2    
1   →  3    
1   →  4    
1  →   5    
1  →  6    
2  ←  3    
2  ←  4    
2 ←  5    
2 →  6    
3 ←  4    
3 ←   5    
3 →  6    
4 ←  5    
4 →  6    
5 →  6     

 

 

Creating the Interrelationship Diagram (IRD) 

 “The Interrelationship Diagram (IRD) represents all the relationships 

among the affinities” (Northcutt & McCoy, 2004, p. 13). The IRD is an important 

component of the IQA as it helps the participants and the researcher to identify 

the relationships between the affinities. The IRD displays arrows that show 

whether each affinity in a pair is a cause or an effect in a relationship, or if there is 
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no relationship between the affinities in the pair (Northcutt & McCoy). The IRD 

is created by placing arrows into the table showing the direction of the 

relationship. Any time an arrow points from one affinity to another, it indicates 

that the affinity the arrow points from is a cause, whereas the affinity an arrow 

points to is an effect. Arrows point only left or up, and each relationship is 

recorded twice in the IRD. For example, if a relationship was determined between 

1 and 2 it might be noted as 1 ← 2 and read as 2 influences 1. Two arrows would 

be placed in the IRD to represent the relationship. Relationships are charted in the 

IRD as reflected in the Affinity Relationship Table (see Table 3.18). The arrows 

are added to find the value of delta, completing the table. The rules for calculating 

delta are as follows:  

1. Count the number of up arrows (↑) or Outs.  

2. Count the number of left arrows (←) or Ins.  

3. Subtract the number of Ins from the Outs to determine the (∆) deltas. 

4. Deltas (∆) = Out – In (Northcutt & McCoy, 2004).  

Table 3.19 represents the results of the IRD for Memory Lane ISD focus groups 

in its original form. Table 3.20 represents the results of the IRD for Memory Lane 

ISD focus groups in descending order of deltas.  
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Table 3.19  

Memory Lane ISD Focus Group Results 

Tabular IRD 
 1 2 3 4 5 6 OUT IN ∆ 

1  ↑ ↑ ↑ ↑ ↑ 5 0 5 
2 ←  ← ← ← ↑ 1 4 -3 
3 ← ↑  ← ← ↑ 2 3 -1 
4 ← ↑ ↑  ← ↑ 3 2 1 
5 ← ↑ ↑ ↑  ↑ 4 1 3 
6 ← ← ← ← ←  0 5 -5 
  

Table 3.20  

Memory Lane ISD Results in Descending order of Deltas 

Tabular IRD 
 1 2 3 4 5 6 OUT IN ∆ 

1  ↑ ↑ ↑ ↑ ↑ 5 0 5 
5 ← ↑ ↑ ↑  ↑ 4 1 3 
4 ← ↑ ↑  ← ↑ 3 2 1 
3 ← ↑  ← ← ↑ 2 3 -1 
2 ←  ← ← ← ↑ 1 4 -3 
6 ← ← ← ← ←  0 5 -5 

Count the number of up arrows (↑) or Outs  
Count the number of left arrows (←) or Ins 
Subtract the number of Ins from the Outs to determine the (∆) Deltas 
∆ = Out- In 
 

Determining Drivers and Outcomes 

The order and value of deltas determines if the affinity is a driver or 

outcome and to what degree. The Tentative Systems Influence Diagram (SID) 
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Assignments Table represents the initial placement of affinities for the SID. “An 

affinity marked by a high positive delta or number resulting from many Outs but 

no Ins is a Primary Driver: a significant cause that affects many other affinities, 

but is not affected by others” (Northcutt & McCoy, 2004, p. 10). The no Ins rule 

states, “Any affinity with no Ins is always a Primary Driver” (Northcutt & 

McCoy, p. 10 ). 

The Secondary Driver is a relative cause or influence on affinities in the 

system. It is identified when there are both Outs and Ins, and there are more Outs 

than Ins. The Circulator/Pivot occurs when there are equal numbers of Ins and 

Outs. The Secondary Outcome reveals a relative effect. It is identified when there 

are both Ins and Outs, and there are more Ins than Outs. An affinity marked by a 

high negative number that results from many Ins but no Outs is a Primary 

Outcome: a significant affect that is caused by many of the affinities, but does not 

affect others. The no Outs rule states, “Any affinity with no outs is always a 

Primary Outcome” (Northcutt & McCoy, p. 10 ). Table 3.21 has the tentative SID 

assignments for Memory Lane ISD focus groups. The numbers on the left 

represent the deltas (as the affinities were numbered on the cards) on the IRD 

Table 3.20. 
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Table 3.21  

Memory Lane ISD Tentative SID Assignments 

Tentative SID assignments 
1 Primary Driver 
5 Secondary Driver 
4 Circulator/Pivot 
3 Secondary Outcome 
2 Secondary Outcome 
6 Primary Outcome 
 

Focus Group System Influence Diagram 

The systems Influence Diagram (SID) is a visual representation of an 
entire system of influences and outcomes, and is created by representing 
the information present in the IRD as a system of affinities and 
relationships among them. The graphic representation of relationships 
allows one to see how the system maintains its dynamics and where a 
system might be influenced to change its outcomes. It highlights 
relationships among affinities that might be responsible for a system’s 
dynamics, and invites analysis to improve or influence the system. 
(Northcutt & McCoy, 2004, p. 17) 

In creating the SID, the affinities are laid out in their tentative SID order 

and the relationship arrows are drawn. A SID with all links drawn is known as the 

saturated SID. The redundant links are removed to produce an unsaturated SID. 

An example of Memory Lane ISD focus groups’ unsaturated SID is presented in 

Figure 3.1. The diagram shows how leadership is the Primary Driver, and student-

centered philosophy is the Primary Outcome. Leadership impacts all of the 

affinities, and student-centered philosophy is impacted by all of the affinities. 
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Figure 3.1. Unsaturated SID for Memory Lane ISD focus group results. 

 

Interviews 

 The researcher also conducted face-to-face interviews with the central 

office staff and campus principals. Using a multi-technique qualitative approach 

allowed the researcher to investigate preconceived ideas of the district’s approach 

to professional development and capacity building. In addition, the district’s 

partnership with EIN enabled the researcher to view the district leaders’ 

willingness to build their own capacity. 

In addition, after the focus group sessions, the researcher conducted 

individual taped interviews of the focus group participants. Prior to the focus 

group sessions and individual interviews, permission was sought from the 

participants—teachers, principals, central office staff, and facilitators—to use a 
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tape recorder as well as taking notes. Each participant was assured of the 

confidentiality of the study and anonymity of his or her responses. The individual 

interviews took place at the participants’ campuses.  

The interviews took place from March to May during the conference or 

planning period following the focus group sessions. Each interview took 

approximately 30 to 45 minutes. The interview protocol used with the focus 

groups, as part of the IQA process, consists of two parts: the open-ended axial 

interview and the structured theoretical interview . 

 

Axial Phase of the Interview  

The axial interview is designed to provide a rich description of affinities 

by the participants (Northcutt & McCoy, 2004). The affinities are derived from 

the focus group’s responses. The affinity write-up is the basis of the open-ended 

questions of the axial interview. The write-up provides the interviewer with a 

quick reference as to the agreed-upon meaning of the affinity defined by the focus 

group. The interviewer seeks to address, “What does the affinity mean to you? 

Tell me about your experience with the affinity” (Northcutt & McCoy, 2004, p. 

9). 

Once the affinities were refined, the participants were encouraged to 

narrow down the meanings of the affinities and their categories. Major categories 

of affinities were reviewed and then divided or narrowed into hierarchical systems 
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of subaffinities. Once again, this was accomplished through group discussion and 

consensus. After each affinity had been named and divided into subaffinities, the 

facilitators defined the affinities using the data to capture their meaning. Affinity 

descriptions should provide in-depth coverage of the range of data included. 

According to Northcutt and McCoy (2004), “It is important that each affinity is 

described clearly and directly, remaining faithful to the language used by the 

focus group members and following the sense of what participants were saying” 

(p. 17).  

The questions (see Appendix B) allowed the researcher the flexibility to 

probe and extend participants’ responses. For example, the researcher asked, 

“What are the major professional development activities that have helped build 

capacity among the staff of Memory Lane ISD?” The responses from teachers 

would include a list of sessions. The researcher would ask a follow-up question 

based on the participant’s response: “You mentioned certain professional 

development sessions. What type of follow-up activities take place to support the 

professional development received?”  

The above is an example of affinity pair relationship questions. The 

researcher transcribed the interview protocols, the follow-up questions, and the 

interviews after each of the visits. Finally, the researcher listed the participants’ 

quotes of their responses to the affinity and the transcript line for coding purposes. 

Table 3.22 is a blank example of an Interview Axial Code Table. 
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Table 3.22 

Sample Interview Axial Code Table 

Interview axial code table 

Affinity Transcript line Axial quotation 
1.    
2.    
3.    
4.   
5.    
6.    
7.    

 

Theoretical Phase of the Interview 

The affinity relationship table is the basis for the theoretical interview. The 

table provides a quick reference of all of the possible relationships between 

affinities. Presented with a copy of the table, the respondents were asked if they 

believed there was a relationship between each affinity and to explain why they 

believed so. They were probed to provide their experiences with the relationship. 

As the participant responded to the relationship between the affinities, the 

researcher placed the arrows depicting the impact from one affinity to the other. 

The results of each individual relationship table were then transcribed into an 

individual tabular IRD to determine the Primary Driver and Primary Outcome of 

each participant. A SID was then created for each of the participants, which 
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helped the researcher to compare the participants’ responses. Table 3.23 is a blank 

example of the Interview Affinity Relationship Table used to complete the 

affinity relationships based on the participants’ responses. 

 

Table 3.23 

Sample Interview Protocol Affinity Relationship Table 

Interview affinity relationship table 

Affinity pair relationship Affinity pair relationship Affinity pair relationship 

1          2 2           4 4          5 
1          3 2           5 4          6 
1          4 2           6 5          6 
1          5 3           4  
1          6 3           5  
2          3 3           6  
   

Interviews With Central Office Staff 

 In-depth interviews were conducted with central office staff. These staff 

members work with curriculum and instruction in the school district. The 

interviews were guided by a protocol that asked focused questions pertaining to 

their perceptions about the quality of the professional development, the impact 

created by federal and state mandates, the support provided through a budget, the 

coordination and involvement of teachers in the development of the professional 
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development plan, the linkage to outside programs and resources, and their 

approaches to building capacity through staff development. 

 

Interviews With Principals 

 The same interview protocol used with central office staff was also used 

with the campus principals, with some modification to meet the different roles of 

the participant. An in-depth interview was conducted with each principal of the 

participating campuses regarding his or her experiences with the district in 

regards to capacity building through leadership at central office, the support 

received from central office, and the support provided to the teachers in the 

campus. Additionally, the interview addressed how decisions about teaching and 

learning are made to determine the level of staff involvement in the decision-

making process 

 

Observation  

One professional development session was observed to help identify the 

characteristics of the professional development. The staff development session 

observed was identified with assistance from the central office staff. 

 The staff development session attended by the researcher was held on a 

Saturday at one of the schools in the district. Although the district has trainers of 

trainers for the New Jersey Writing, this particular session involved a person from 
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the company that brings New Jersey Writing to the district. The trainer of trainers 

model in Memory Lane ISD entails having a cadre of teachers that become 

trainers of the New Jersey Writing. The cadre of trainers then becomes the 

trainers in the district who provide ongoing professional development.  

In this particular session, the district brought, in addition to the presenter, 

an author of children’s books. The session was planned by the language arts 

coordinator, with assistance from the trainers of the New Jersey Writing. The 

researcher attended the session mainly as an observer. The goal of the session was 

to bring about support and follow-up review to the staff of Memory Lane ISD in 

the writing process.  

 To attend a professional development session as an observer, a schedule of 

events was obtained as well as permission to attend a session. The session 

attended took place on a Saturday and was attended by approximately 100 

teachers. The session was a follow-up to other sessions focusing on New Jersey 

Writing Project, which is widely used in the district, specifically at the three 

campuses studied. 

 This observation provided the researcher with a perspective of the 

district’s professional development sessions. The session was conducted so 

teachers could observe the modeling of techniques and strategies. They also had 

the opportunity to become engaged in different learning activities. In addition, 

teachers had the opportunity to model the strategies used in the classroom with 
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other teachers. The engagement of the teachers and the central office 

administrators in the activities demonstrated their willingness to participate as 

well as the relevancy of the session to their needs.  

In addition to the focus groups, interviews, and the observation, other data 

were gathered. These included information from the district’s Web site. The data 

were used to review and offer the district’s finance information and student 

academic achievement.  

 

Data Analysis 

Qualitative methodologies and coding procedures were used on data 

collected to determine reflective practices. Analyses of the data, both quantitative 

and qualitative, provided the study with thematic information that helped identify 

the key components of professional development activities that build teacher 

capacity. 

The next step of the study was to perform an analysis of the participant 

responses to the professional development for capacity building. The use of 

“qualitative methods facilitate study of issues in depth and detail” (Patton, 2002, 

p. 14). Thus, to obtain the perspective of the staff at central office and the school 

level, open-ended interviews that provided personal insights and solutions 

(Patton) were used. Longer, detailed responses from the participants that 

described a clear picture of the actual activities taking place and the participants’ 
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responses to these activities were obtained. Again, all data were collected through 

the use of taped sessions, note taking, and researcher observation notes. 

 Patton (2002) stated, “To understand fully the complexities of many 

situations, direct participation in an observation of the phenomenon of interest 

may be the best research method” (p. 21). To that end, the observation of the staff 

development session was expected to produce descriptive data that would allow 

the researcher to identify further patterns of support to the staff of Memory Lane 

ISD. 

Through the IQA, affinities and relationships (Northcutt & McCoy, 2004) 

were identified. The IQA allowed the researcher to draw a picture of the system 

Systems Influence Diagram (SID)that represents the perceptual terrain or the 

mindmap of a group with respect to a phenomenon represented by the issue 

statement (Northcutt & McCoy). The SID is a picture drawn using a set of rules 

for rationalization on a summary of the theoretical codes called an IRD produced 

by the focus group. Theoretical coding refers to ascertaining the perceived cause-

and-effect relationships among all the affinities in a system. The group IRD 

summarizes the results of group theoretical coding (Northcutt & McCoy). The 

output of the focus group hypothesizing activity was summarized in an Affinity 

Relationship Table, which is a matrix containing all the perceived relationships in 

the system.  
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The focus group was asked to determine the nature of the relationship 

between all possible pairs of affinities. For any two affinities A and B, there were 

only three possible relationships: (a) A directly influences B, (b) B directly 

influences A, or (c) there is no relationship between A and B (Northcutt & 

McCoy, 2004).  

The researcher used a qualitative design with a conceptual framework to 

organize and collect the data. The IQA process allowed the researcher to identify 

categories perceived by teachers to have the greatest impact for capacity building 

at their district. This was completed within a 3-month period.  

Coding, categorizing, classifying, and labeling the primary patterns in the 

data (Patton, 2002) were used with the raw data and then transferred during the 

transcription notation to eliminate chaos and confusion. Techniques of open 

coding and axial coding were used, as described by Strauss and Corbin (1990), for 

the interviews and focus group data.  

 Coding is the process by which concepts or themes are identified and 

developed in terms of their properties and dimensions (Patton, 2002). The 

researcher used basic analytic procedures to accomplish coding by 

1. questioning the data, 

2. comparing similarities and differences between interviewees’ 

responses on questions, and  

3. grouping and coding similar responses into categories. 
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Axial coding is the process described by Strauss and Corbin (1990) that 

makes connections between categories and its subcategories, for example the 

identification of certain conditions that may create a category or theme. An 

example of this would be the capacity-building process as described by the focus 

groups. The emerging themes were leadership, professional development, 

curriculum and instruction, resources, program management, and student-centered 

philosophy.  

 

Validity and Reliability of Instrumentation 

 “Validity in quantitative research depends on careful instrument 

construction to ensure that the instrument measures what it is supposed to 

measure” (Patton, 2002, p. 14). The validity and reliability of this study were 

accomplished by triangulating the information collected from the three different 

sets of interviews: the teachers, the principals, and the central office leaders.  

 

Transferability  

 Patton (2002) quoted Lincoln and Guba: “The degree of transferability is a 

direct function of the similarity between the two contexts, what we shall call 

fittingness” (p. 584). At Memory Lane ISD, the function of the three campuses 

was similar in the process of providing support to teachers through the leadership, 



 

115 

program management, professional development, curriculum and instruction, and 

the resources.  

 

Dependability and Confirmability 

 The data collected, including audiotapes, transcripts, field notes, and 

checklists, and the analysis of the data were saved to provide an audit trail 

necessary for establishing dependability and confirmability as dictated by a 

protocol of appropriate data collection.  

 

Summary 

The qualitative methodology and instrumentation that were used in 

conducting this study were outlined in chapter 3. Further, the procedures, 

materials, and data analysis processes were described and examples provided. The 

purpose of the research—to examine the approaches central office instructional 

staff takes to build capacity through professional development throughout the 

district—determined the selection of the methodology. Ethnography and IQA, as 

described earlier, addressed the goal of study. 

During the study, purposive sampling was used; the criteria for selecting 

the district were described. In addition, the identification of the three campuses, 

focus groups, and the participants for individual interviews were explained. The 

observation of the professional development session was described. Finally, the 
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data collection and analysis processes used during the study were described as 

well as the guarding of confidentiality of Memory Lane ISD participants.  
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CHAPTER 4 

DATA ANALYSIS AND FINDINGS 

 

Introduction 

Chapter 4 presents an analysis of data describing how central office 

administrators, campus principals, and teachers describe their perspectives of 

professional development and the capacity-building process. As a part of the 

analysis, the data describe the professional development framework from Loucks-

Horsley et al. (1998) as an organizational tool to identify the professional 

development process in Memory Lane ISD and the key elements of building 

capacity found in the literature, which are leadership and professional 

development. 

This chapter is divided into three sections. The first section is an overview 

of the study. The second section presents a profile of the school district, the 

surroundings, and the staff studied, and the third section presents an analysis of 

the findings to the research questions that guided this study:  

1. How does central office instructional staff provide professional 

development to build district capacity? 

2. How do principals build capacity through professional development in 

their respective schools? 

3. How does a select group of teachers perceive professional 
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development in building their capacity for classroom instruction? 

The district has been given a fictitious name, and the true identity of the 

district and participants in the study were not used. Codes were used to protect the 

participants’ anonymity. The quotations from the participants are actual 

statements taken from the interviews conducted during the study.  

 

Overview of the Study 

A multitude of factors contribute to the types of services and missions that 

school districts provide. Demographic shifts, state mandates, and federal 

mandates, amidst many others, increase the existing pressures among educators. 

The issue at the forefront is academic achievement for all students. Central office 

administrators and campus administrators are constantly seeking new and 

improved methods to help build their capacity as well as their staff’s capacity to 

ensure a successful environment for all students throughout the district. 

 

Purpose of the Study 

The purpose of this study was to examine three different perspectives of 

professional development and capacity building. Therefore, the study looked at 

how central office and campus leadership build capacity to improve instruction.  

The response to the research questions revealed the leadership strategies 

employed by district leaders to form a student-centered culture among the staff 
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that facilitated student academic improvement. In addition, it disclosed the 

similarities and differences between the perceptions held by teachers, district-

level administrators, and campus-level administrators that promote professional 

development and capacity building.  

 

Methodology of the Study 

Methodology for this study entailed a combination of quantitative data and 

qualitative data collection. The quantitative data were examined to provide a 

frame of reference for the research. These data include AEIS data and PEIMS 

data that helped provide evidence and identification of the key components that 

drive the process of professional development and capacity building. The 

qualitative methodology utilized included face-to-face interviews with 

participants in various capacities and levels. In addition, the study included three 

focus groups composed of teachers at each of the three campuses. The qualitative 

data were collected and coded to provide the researcher with thematic information 

that helped identify the key components that drive professional development at 

Memory Lane ISD. Further, qualitative methodologies and coding procedures 

were used on data collected to determine reflective practices.  

 The study provides a description of three perspectives—administrative 

staff at central office, campus principals, and teachers—of professional 

development as a means to build capacity at Memory Lane ISD. The themes 
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generated by the study reflect professional development and capacity-building 

strategies to support and enhance student performance. These themes were 

identified through the IQA process. The IQA process was used with the focus 

groups composed of classroom teachers at the three different campuses. After 

clarification and categorization of the responses from the three groups, responses 

were combined, typed, and provided to the group participants so that they could 

identify a set of themes or affinities. The responses and themes were placed in a 

Tabular Interrelationship Diagram (IRD) to obtain the delta. The deltas allowed 

the researcher to identify the primary driver and the primary outcome (see Tables 

3.17, 3.19, and 3.20.) An explanation of the IQA process was provided in chapter 

3. 

 

District Profile 

 

Description of the School District and Surroundings 

 The school district is located on the eastern edge of Hidalgo County, seven 

miles from the Mexican border. The city extends 13.1 square miles. The climate is 

mild and warm; therefore, it is a favorite location for people from the north, called 

“winter Texans.” Winter Texans come around the month of November and leave 

late March. The winter Texans are very involved as volunteers for the school 
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district, specifically with one-on-one tutorial sessions to help students with 

difficulties.   

 Memory Lane ISD has a student population of 13,904 and qualifies as an 

urban district. More than 50% of the schools in Memory Lane ISD have received 

the highest rating of Exemplary on the AEIS. In addition, 97.1% of the student 

population is Hispanic. Finally, 87.5% of the 13,904 students are considered 

economically disadvantaged (see Table 3.1, which describes the district statistical 

data). 

 The Texas AEIS has rated memory Lane ISD as Recognized since 1996–

1997. The rating is based on test scores, dropout rates, and attendance. It is 

important to recognize the continuous academic success of the district. Notice in 

Table 4.1 that the district earned Recognized status by the accountability system 

of Texas on the 3 consecutive years used for this study. (For anonymity’s sake, 

the districts were listed as High Schools A and B; Middle Schools A, B, and C; 

Intermediate Schools A through D; and Elementary Schools A through G.) For 

the purpose of this study, a review of student academic achievement for the past 3 

school years is highlighted as it provides an insight of the results of the district 

and campus principal support and the teachers’ hard work.  

In the 1999–2000 school year, the district had four campuses rated 

Acceptable, eight campuses rated Recognized, and two campuses rated 

Exemplary. In 2000–2001, the number of Acceptable campuses decreased by two, 
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the number of “Recognized” campuses increased to 10, and the number of 

Exemplary campuses increased by two. In the 2001–2002 school year, the number 

of campuses rated Acceptable remained the same, the number of Recognized 

campuses decreased by five, but the number of Exemplary campuses increased by 

five. See Table 4.1 for the district and campus accountability ratings from 1999–

2000 through 2001–2002. 

 

Table 4.1 

District Rating Accountability from 1999–2000 to 2001–2002  

District/Campus 2000 2001 2002 

District Recognized Recognized Recognized 
    
High School A Acceptable Acceptable Recognized 
High School B* N/A Recognized Recognized  
Middle School A N/A Recognized Acceptable 
Middle School B Acceptable Recognized Acceptable 
Middle School C* Recognized Exemplary Exemplary 
Intermediate School A Recognized Exemplary Exemplary 
Intermediate School B Recognized Recognized Exemplary 
Intermediate School C Acceptable  Acceptable Recognized  
Intermediate School D Recognized Recognized Exemplary 
Elementary A Acceptable Recognized Recognized 
Elementary B* Recognized Exemplary Exemplary 
Elementary C Exemplary Exemplary Exemplary 
Elementary D Recognized Recognized Exemplary 
Elementary E Exemplary Recognized Recognized 
Elementary F Recognized Recognized  Exemplary 
Elementary G Recognized  Recognized Exemplary 
* Indicates campuses used for the study. (Data obtained from Public Education 
Information System of Texas.) 
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The majority of the campuses have attained the state’s rating of 

“Recognized” or “Exemplary,” with the exception of two campuses that obtained 

an “Acceptable” rating. Nine of the 16 campuses, more than half, attained the 

“Exemplary” rating by 2002. The literature has discussed how students from 

diverse linguistic and cultural backgrounds are a challenge to a majority of 

schools across the nation (August, Hakuta, & Pompa, 2000; Duignan, n.d.), yet, it 

is important to acknowledge that Memory Lane ISD has had continuous academic 

success with this type of student population. The district has a high percentage of 

minority (97.15% Hispanic) and low-socioeconomic (87.5%) students; however, 

this has not been a deterrent for student academic success. The demographics of 

the school can be observed in Table 4.2.  

  
Table 4.2 

Demographics of the School District in 2002 (N = 13,904) 

Demographics Percent 
African American 0.1% 
Hispanic 97.1% 
White 2.5% 
Other 0.2% 
Economically Disadvantaged 87.5% 
Note. Information obtained from Public Education Information System of Texas. 

 

 The high percentage of Hispanic and low-socioeconomic students, instead 

of negatively affecting the student achievement, seems to have increased the 
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commitment and resourcefulness of the staff. For example, the principal at one of 

the schools stated,  

The challenge is to find ways that the children can learn. Obviously it 
becomes more and more apparent that our children have to learn in 
concrete ways and that’s easier said than done, because most of the ideas 
are abstract. Our curriculum facilitator has put together games and 
presentations for children that help them to understand those reading skills 
so that they know what it is they are doing and why. The same thing with 
math, from time to time you’ll see teachers that bring in advertisements 
from HEB [grocery store] and things like that, or whatever, menus from 
restaurants for graphic sources—but they do it because they want their 
children to learn the material. (EC 1, 398–415)  

The momentum for successful performance on TAAS has been sustained 

for the past 6 years. However, in anticipation of the change of tests from TAAS to 

TAKS, the superintendent, central office administrators, campus administrators, 

school board members, and teachers began preparing for the changes now in place 

in the state-mandated test. The new test includes higher order thinking skills 

(TEA, 2002), which were not included in the TAAS. In preparation for this event, 

the district joined the EIN through the Charles A. Dana Center, an external 

support organization that works to support education leaders and policymakers in 

strengthening Texas education.  

EIN is an innovative partnership through the Charles A. Dana Center with 

the University of Texas in Austin. The partnership provides selected Texas school 

districts with support in planning and leadership development. It also provides 
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accessibility to resources that support implementation of the state’s curricular 

standards, the TEKS.  

The Charles A. Dana Center at The University of Texas in Austin works to 

support education leaders and policymakers in strengthening Texas education. 

The Dana Center acts as an external change agent or as a reform supportive 

organization that helps, encourages, and builds leadership capacity to create 

change at the district level. Through the EIN, the Dana Center has provided the 

needed support for districts to embark in a change process to improve student 

performance. The participating district as well as others who have a partnership 

with the Dana Center had the opportunity to experience self-assessment and 

reflection, planning for improvement, and leadership development. As a member 

of this partnership, the district received professional development through 

institutes, leadership development, and follow-up support targeted to the needs of 

individual member districts as well as access to the Dana Center’s TEKS-based 

resources. The Charles A. Dana Center acted as the “critical friend” who asked 

the difficult questions about progress (District Leader’s Guide, 2003). 

 

District’s Mission 

 In order to establish a firm foundation, the superintendent, in cooperation 

with the school board, according to Fulbright and Goodman (1999), must develop  
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• A vision for the schools, developed by and shared with the 
community, that gives all students the opportunity to attain their maximum 
potential. 
• A structure that enables the school system to achieve its vision. This 
structure includes goal setting, planning, policies, and high standards for 
learning. 
• A system of accountability based on continuous assessment of all 
conditions that affect education. 
• Advocacy of student and school needs in order to support the vision. 
(p. 4) 

 
In addition, a mission allows the members of an organization to know what their 

work is about. It allows them to connect to the purpose of their work with their 

own ideal visions of their purpose in the organization (Covey, 1989; Goleman, 

McKee, & Boyatzis, 2002). 

The superintendent at Memory Lane ISD has communicated the vision for 

the district through the district’s mission statement. The district’s educational 

philosophy/mission statement is the following:  

The mission of the district is to utilize instructional, support, managerial, 
technology, and community resources to educate all students to function 
successfully in a changing society. The commitment merges an academic 
focus with a development of civic responsibility and interpersonal 
relationships. (Memory Lane ISD Web site)  

The district’s goals are the following: 

1. The student body is motivated to successfully complete high school 

and aggressively pursue a college degree. 

2. The environment is drug free. 



 

127 

3. City and school partnerships collaborate in joint ventures to improve 

infrastructure and create a community of learners. 

4. Students are prepared to enter and complete the college of their choice. 

5. Students choose abstinence during their school career. 

6. All students are in a safe environment (Memory Lane ISD Web site). 

 

Central Office Staff 

The central office staff at Memory Lane ISD has a total of 14 

administrators. The top administrators are the superintendent, the deputy 

superintendent, and the assistant superintendent for administration. The 

superintendent has been in education for more than 30 years. The superintendent 

started out as a teacher, then principal, and has been superintendent of the district 

for the past 8 years. The deputy superintendent has been with the district for 

approximately 10 years and has 30 years of experience in education.    

Additional central office staff also responsible for curriculum and 

instruction are the executive director for curriculum and instruction; the director 

for professional development; the directors for reading, mathematics, and special 

programs; and the subject area specialists. The expertise in central office varies 

from 10 years to over 30 years. Figure 4.1 provides a visual of the district’s 

organization. 
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Figure 4.1. District organizational chart. 

 

District’s Academic Success 

 According to the AEIS of Texas, the district’s scores have substantially 

gone up from year to year. In 1999–2000 the percentage of students meeting 

minimum expectations in the area of reading was 86% of 7,379 students; this 

percentage increased to 91% of 7,235 students by 2001–2002. In the area of 

mathematics, 91% of 7,379 students met minimum expectations at the end of 

1999–2000 school year, but by the end of the 2001–2002 school year, 95% of the 

7,235 students met minimum expectations. See Tables 4.3 and 4.4 for the 

district’s growth in reading and math scores from 1999–2000 to 2001–2002.  
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Table 4.3 

District Reading TAAS Scores, English Version  

School 
year 

Enrollment 
for grades 

testeda 

Total no. 
of 

students 
taking 

English 
Exam 

% of 
students 
taking 
exam 

Students 
not tested 

in 
Englishb 

% who met 
minimum 

expectations 
(70 & 

above) in 
English 

1999-2000 7,379 5,780 78% 870 86% 
2000-2001 7,088 5,850 83% 653 89% 
2001-2002 7,235 6,243 86% 529 91% 
aTest date enrollment for grades tested: Total student enrollment on date the 
TAAS test was administered including students taking either the English or 
Spanish version of the test and students not testing.  
bStudents not tested in English took the Spanish test version. Data obtained from 
TEA AEIS 1999–2000 to 2001–2002 district performance. 
 

Table 4.4 

District Math Scores, English Version 

School 
year 

Enrollment 
for grades 

testeda 

Total no. 
of students 

taking 
English 
exam 

% of 
students 
taking 

English 
exam  

Students 
not tested 

in Englishb 

Met 
minimum 

expectations 
(70 & 

above) in 
English 

1999-2000 7,379 6,090 83% 560 91%
2000-2001 7,088 6,088 86% 415 93%
2001-2002 7,235 6,443 89% 329 95%
aTest date enrollment for grades tested: Total student enrollment on date the 
TAAS test was administered including students taking either the English or 
Spanish version of the test and students not testing.  
bStudents not tested in English took the Spanish test version. Data obtained from 
TEA AEIS 1999–2000 to 2001–2002 district performance. 
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High School B 

 High School B opened its doors in the fall of 2000. The new millennium 

brought the addition of a second high school to this growing town in the center of 

the Rio Grande Valley, Texas. That year, High School B served only as a 9th- and 

10th-grade school, whereas High School A housed the 11th- and 12th-grade 

students. In school year 2001–2002, High School B continued to educate 9th- and 

10th-grade students and earned as a high school the Texas Recognized school 

rating. At that point plans were made to add an 11th-grade class of students during 

the 2002–2003 school year and a 12th-grade class of students during the 2003–

2004 school year.  

According to the district’s Web site, High School B’s mission statement 

has four main components. Using the acrostic poem approach, the word PRIDE 

provided the basis for their mission. Their mission is to: “Promote the qualities of 

a successful (P), responsible member of society (R), independently achieve life-

long goals (I), and develop the skills required to excel in life (D) & (E).”  

 According to the PEIMS, High School B had an enrollment of 1,765 in 

2000–2001, of which 86% were economically disadvantaged. The budget totalled 

$9,139,405 or $5,178 per pupil. The demographics in the campus included 96.1% 

Hispanic, 3.5% White, 0.1% African American, and 0.2% Asian. In school year 

2001–2002, the enrollment was 1,868, of which 85.9% were economically 

disadvantaged. The total budget was $9,858,200 or a per-pupil expenditure of 
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$5,178. In addition, 96.5% of the students were Hispanic. The campus budget for 

2001–2002 was $9,858,200 or $5,277 per pupil. Table 4.5 provides an overview 

of student demographics, budget, per-pupil distribution, and enrollment data for 

school years 2000–2001 and 2001–2002. 

 

Table 4.5 

High School B Budget, Enrollment Data, and Demographics 

School 
year/grade 

level 

No. of 
students 

Total 
budget 

Per 
pupil 

Economically 
disadvantaged

Student ethnic 
distribution (%) 

1999-2000    -      -    -   -     - 
2000-2001 
Grade 9 
Grade 10 
Total 
students 

 
1,075 
   690 

 
1,765 

$9,139,405 $5178 86.0% African Am.      0.1 
Hispanic          96.1 
White                3.5 
Asian/ Pacific 
Islander             0.2 
Native Am.       0.1 

2001-2002 
Grade 9 
Grade 10 
Total 
students 

 
1,142 
    726 

 
1,868 

$9,858,200 $5,277 85.9% African Am.     0.2 
Hispanic          96.5 
White                2.9 
Asian/Pacific 
Islander             0.4 
Native Am.       0.0 

Note. Data obtained from Public Information Education System of Texas. 
 

 Prior to the 2002–2003 school year, ninth graders were not tested (TEA, 

2002). The new state mandates require that ninth-grade students take the reading 

and math TAKS. Their math scores in 2000–2001 and 2001–2002, according to 

AEIS, increased by 7.4 points with the exception of the End of Course exam for 
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Algebra I. Their reading scores in 2000–2001 and 2001–2002 school years were 

also higher than the district’s scores and increased by 7.1 points with the 

exception of the End of Course exam for English. See Table 4.6 for an overview 

of the 10th-grade student academic achievement for High School B in reading and 

math for school years 1999–2000 to 2001–2002, including the percent of students 

passing Algebra I and English II End of Course exam.  

 

Table 4.6 

10th-Grade Student Academic Achievement for High School B 

School 
year 

Math (%) Reading (%) EOC Alg. I (%) EOC English II 
(%) 

 District HS District HS District H.S District HS 
1999-2000 Nonexistent 
2000-2001 86.1  86.0 86.4 86.5 33.9 28.9 74.6 76.9
2001-2002 92.7  93.4 92.7 93.6 51.6 42.1 67.4 68.7
Note. Data obtained from TEA AEIS 1999–2000 to 2001–2002 district 
performance. 
 

 The professional staff at High School B total 149, of which 127 are 

teachers, 16 professional support, and 6 campus administrators. The principal has 

21 years of experience in education and has been a campus principal for 7 years. 

Of the 127 teachers at High School B, 9 are beginning teachers, 45 have 1–5 years 

of experience, 19 have 6–10 years of experience, 29 have 11–20 years of 

experience, and 25 have over 20 years of experience. Thus the average years of 

experience of teachers is 12 years. Further, 2 of those teachers are African 
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American, 92 are Hispanic, 32 are White, and 1 is Asian/Pacific Islander. In 

addition, 62 of the teachers are female, and 65 are male. See Table 4.7 for an 

overview of the teachers’ characteristics. 

 

Table 4.7  

High School B Teacher Characteristics 

Characteristic No. Percent 

Ethnicity   
  African American 2 1.3% 
  Hispanic 92 72.7% 
  White 32 25.2% 
  Asian/Pacific Islander 1 0.8% 
Gender   
  Female 62 49.2% 
  Male 65 50.8% 
Experience   
  Beginning 9 7.1% 
  1–5 years 45 35.9% 
  6–10 years 19 14.8% 
  11–20 years 29 22.7% 
  Over 20 years 25 19.6% 
 
Note. Data obtained from TEA AEIS 2001–2002 district performance. 

 

 The researchers’ first impression of High School B was very positive. The 

first thing the researcher noticed walking into the building was the inviting 

atmosphere, the openness of the building, lots of light, and cleanliness. The staff 

was cordial and welcoming. They treated visitors calmly and politely. During the 
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first visit, the principal stated, “We are a student-centered district. Our main focus 

is student academic success, and we do whatever it takes. We set high goals and 

work hard to reach them, no excuses” (HS 1; 25–27). 

 

Middle School C 

 Middle School C is an older school with old-school values and traditions 

that are reflected in their mission statement:  

Our mission is “Together everyone achieves more” through the effective 
utilization of available financial, physical, and human resources. [Middle 
School C] will accomplish the successful outcome measured through the 
development of essential skills by all of our students for continued 
personal and social growth.  

Their philosophy reads as follows:  

“It is our intent to carry out an educational philosophy which includes a 
consistent approach to the basic fundamentals of learning by the 
administration, staff and parents. The school philosophy assumes as its 
initial goal the fostering and encouragement of constructive learning.”  

These statements reflect the traditional values of the school. 

 Middle School C had an enrollment of 1,035 in 1999–2000 with a campus 

budget of $5,173,889 or $4,999 per pupil. Their enrollment decreased beginning 

in 2000–2001 due to the opening of a new middle school in the district and 

rezoning. Consequently, in the 2001–2002 school year, enrollment was 766, with 

82.6% of the students economically disadvantaged. In addition, 96.1% of the 

students were Hispanic. The budget for that year was a total of $4,258,165. The 

2001–2002 school year campus budget was $4,425,841 or $5,581 per pupil. The 
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student population consisted of 95.2% Hispanic, 4.4% White, 0.1% African 

American, and 0.1% Asian. See Table 4.8 for an overview of student 

demographics and budget, per-pupil distribution, and enrollment data for school 

years 1999–2000 through 2001–2002. 

 

Table 4.8 

Middle School C Budget, Enrollment Data, and Demographics 

School 
year 

No. of 
students 

Total 
budget 

Per 
pupil 

Economically 
disadvantaged

Student ethnic 
distribution 

(%) 
1999-
2000 
Grade 7 
Grade 8 
Grade 9 
Grade 10 
Total 

 
512 
516 
   5 
    2 

1035 

$5,173,889 $4,999     84.8% African Am.     0.0 
Hispanic         96.1 
White               3.3 
Asian/Pacific 
Islander            0.5 
Native Am.      0.1 

2000-
2001 
Grade 7 
Grade 8 
Total 

 
377 
389 
766 

$4,258,165 $5,559 82.6% African Am.     0.3 
Hispanic         95.4 
White               3.9 
Asian/Pacific 
Islander            0.4 
Native Am.      0.0 

2001-
2002 
Grade 7 
Grade 8 
Total 

 
408 
385 
793 

$4,425,841 $5,581 84.1% African Am.     0.1 
Hispanic         95.2 
White                4.4 
Asian/Pacific 
Islander             0.1 
Native Am.       0.1 

Note. Data obtained from TEA AEIS 1999–2000 through 2001–2002 district 
performance. 
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 The seventh- and eight-grade scores for math consistently increased from 

year to year within the 3 school years examined. In addition, seventh- and eighth-

grade reading scores also kept improving from year to year, with the exception of 

2001–2002. Overall, the scores for Middle School C also were consistently higher 

than the district’s scores. See Table 4.9 for an overview of Middle School C’s 

academic scores. 

 
Table 4.9 

Middle School C Academic Growth 

School 
year 

Math (%) Reading (%) EOC Alg. I (%) 

 District MS District MS District MS 
1999-2000 
Grade 7 
Grade 8 

 
90.4 
90.3  

91.1
90.9

78.9
86.3

 
84.1 
86.8

 
Not tested 

33.8  
Not tested 

87.9  
2000-201 
Grade 7 
Grade 8 

 
91.2  
92.7  

92.2
95.0

89.4
90.8

 
89.7 
96.0

 
Not tested 

33.0  
Not tested 

91.8
2001-2002 
Grade 7 
Grade 8 

 
91.9 
94.7  

93.4
97.3

88.3
92.5

 
93.9 
94.5

 
Not tested 

51.6 
Not tested 

96.6
Note. Data obtained from TEA AEIS 1999–2000 to 2001–2002 district 
performance. 

 

 The professional staff at Middle School C total 63. The school has 52 

teachers, 8 professional support staff, and 3 campus administrators. The campus 

principal has 17 years of experience in education. She has been a campus 

principal at Middle School C for the past 3 years. Of the 52 teachers at Middle 
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School C, 6 are beginning teachers, 18 have 1–5 years experience, 6 have 6–10 

years experience, 9 have 11–20 years experience, and 13 have over 20 years 

experience. The average teaching experience at Middle School C is 11.6 years. 

Further, 41 of the teachers are Hispanic, 10 are White, and 1 is Asian/Pacific 

Islander. In addition, 30 of the teachers are female and 22 are male. See Table 

4.10 for an overview of the teachers’ characteristics. 

 

Table 4.10  

Middle School C Teacher Characteristics 

Characteristic No. Percent 

Ethnicity   
  African American 0 0.0% 
  Hispanic 41 79.2% 
  White 10 18.9% 
  Asian/Pacific Islander 1 1.9% 
Gender   
  Female 30 56.8% 
  Male 22 43.2% 
Experience   
  Beginning 6 11.5% 
  1–5 years 18 35.0% 
  6–10 years 6 11.6% 
  11–20 years 9 18% 
  Over 20 years 13 23.9% 
 
Note. Data obtained from TEA AEIS 2001–2002 district performance. 

 



 

138 

As the researcher walked into the Middle School C campus, she observed 

a clean and well-kept campus. Because the campus is older, the architectural 

design consists of separate wings brought together by covered walkways. The 

office staff was welcoming and pleasant. They were ready to help and answer 

questions. During the first visit with the campus principal, she stated,  

This year we have three different [new] things, Texas Assessment of 
Knowledge and Skills (TAKS), rezoning, and a new middle school in the 
district. The new middle school brought about rezoning, which decreased 
our student enrollment. We believe all students will learn, and we accept 
no excuses. (MS 1, 10–14) 

 

Elementary School B 

 Elementary School B is a large school with a grade span of K–4.. The 

1999–2000 school year data review showed that it housed 1,297 students and had 

a budget of $5,497,163 or $4,238 per child. The campus had 87.8% economically 

disadvantaged students and 96.6% Hispanic, 2.9% White, and 0.4% Asian 

students. Although the enrollment had a slight decrease in 2000–2001 of 9 

students, the percentage of economically disadvantaged students was 89% with 

96.4% Hispanic, 2.8% White, 0.5% African American, and 0.3% Asian 

American. The 2001–2002 school year data review showed that the campus 

housed 1,351students, and had a budget of $6,505,716 or $4,238 per child. The 

2001–2002 school year data showed that 89.2% of Elementary B students’ 

population was economically disadvantaged. In addition, 96.6% were Hispanic. 
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See Table 4.11 for an overview of the school’s budget, per-pupil distribution, 

enrollment, and demographics for school years 1999–2000 through 2001–2002. 

 

Table 4.11 

Elementary School B Budget, Enrollment Data, and Demographics 

School 
year 

No. of 
students 

Total 
budget 

Per 
pupil 

Econom- 
ically 

disadvan- 
taged 

Student ethnic 
distribution (%) 

1999-
2000 
K 
Grade 1 
Grade 2 
Grade 3 
Grade4 
Total 

 
 

232 
305 
267 
263 
230 

1,297 

$5,497,163 $4,238 87.8% African Am.      0.0 
Hispanic          96.6 
White                2.9 
Asian/Pacific Islander    
0.4 
Pacific Islander 
Native Am.       0.1 

2000-
2001 
K 
Grade 1 
Grade 2 
Grade 3 
Grade 4 
Total 

 
 

241 
248 
303 
245 
251 

1,288 

$6,046,959 $4,695 89.0% African Am.     0.5 
Hispanic         96.4 
White               2.8 
Asian/Pacific Islander    
0.3 
Native Am.      0.1 

2001-
2002 
K 
Grade 1 
Grade 2 
Grade 3 
Grade 4 
Total 

 
 

253 
286 
260 
302 
250 

1,351 

$6,505,716 $4,815 89.2% African Am.     0.1 
Hispanic         97.8 
White               1.9 
Asian/Pacific Islander    
0.1 
Native Am.      0.0 

Note. Data obtained from TEA AEIS 1999–2000 to 2001–2002 district 
performance. 
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 In 1999–2000, the scores for Elementary School B at the third grade were 

lower than those from the district in the areas of reading and math. However, in 

2000–2001 and 2001–2002 the scores for third grade were either comparable or 

higher than those from the district. The fourth-grade scores for Elementary B in 

the 3-year span were either comparable to or higher than those from the district. 

See Table 4.12 for an overview of student academic growth. 

 

Table 4.12 

Elementary School B Academic Growth  

Math (%) Reading (%) School year 
District Elementary District Elementary. 

1999-2000 
Grade 3 
Grade 4 

91.2
94.5 

86.5
93.9

 
92.7 
96.5 

85.6
97.0

2000-2001 
Grade 3 
Grade 4 

94.5
97.2  

94.9
99.5

 
93.0 
96.4 

92.9
97.5

2001-2002 
Grade 3 
Grade 4 

92.0
97.2  

92.0
99.5

 
90.5 
99.0 

95.2
99.5

Note. Data obtained from TEA AEIS 1999–2000 to 2001–2002 district 
performance. 
 

 The professional staff at Elementary School B totals 94. Of the 94, 83 are 

teachers, 8 provide professional support, and 3 are campus administrators. The 

campus principal has 31 years of experience in education. She has been a campus 

principal at Elementary School B for the past 11 years. The teachers’ experience 
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varies from beginning to over 20 years of experience. Five are beginning teachers, 

18 have 1–5 years of experience, 21 have 6–10 years of experience, 24 have 11–

20 years of experience, and 15 have over 20 years of experience. The average 

years of teacher experience at Elementary School B is 11.5 years. Further, 67 of 

the teachers are Hispanic, and 16 are White. Of the 83 teachers, 73 are female and 

10 are male. See Table 4.13 for an overview of the teachers’ characteristics. 

 

Table 4.13  

Elementary School B Teacher Characteristics 

Characteristic No. Percent 

Ethnicity   
  African American 0 0.0% 
  Hispanic 67 80.7% 
  White 16 12.1% 
  Asian/Pacific Islander     
Gender   
  Female 73 87.9% 
  Male 10 12.1% 
Experience   
  Beginning 5 6.0% 
  1–5 years 18 21.7% 
  6–10 years 21 25.3% 
  11–20 years 24 28.9% 
  Over 20 years 15 18.1% 
 
Note. Data obtained from TEA AEIS 2001-02 district performance. 
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Upon arrival at the elementary campus, the staff was cordial and willing to 

help. A custodian, very willingly, guided the researcher to the administration 

office. The campus was well lit, open, and very inviting. Its walls displayed 

student work and other educational posters. The students were organized and well 

behaved as they walked the halls. The staff in the administration office was 

pleasant and courteous.  

The principal was very cordial and willing to provide information about 

her campus. During the first visit with the campus principal from Elementary B, 

she stated,  

This is a very proactive district, and kids are on the forefront. The district 
provides funding for materials and resources that are needed for effective 
classroom instruction. We have good students. They enjoy being 
recognized, and we do that in different ways. As you can see, one way we 
recognize students is by displaying their work. (EC 1, 478–480, 525–527) 

This district profile offers an insight to Memory Lane ISD’s student 

demographics, mission, and student performance. The brief description of the 

three schools studied provides a closer look at the campus student and faculty 

demographics and campus performance.  

 

Analysis of Interview and Focus Group Data 

 The data obtained from interviewing the central office staff were broken 

down in several ways. First of all, to help the researcher organize the professional 

development process at Memory Lane ISD using the interview data, the 
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professional development framework from Loucks-Horsley et al. (1998) was 

used. The framework includes four components for professional development: set 

goals, plan, do, and reflect. The process is influenced by the inputs: knowledge 

and beliefs, context, strategies, and critical issues.  

 The focus group data were collected through the IQA process, thus 

providing the participants with the opportunity to describe their perspective of 

professional development and capacity building at their respective campus and 

district wide. The IQA process allowed the participants to generate themes 

through a brainstorming session that permitted them to reflect on the professional 

development and capacity-building practices at their district. The groups then 

arranged their responses by category and labeled each of the categories, thus 

creating a group of affinities, or themes. Next, the groups described each of the 

themes and determined the relationship of the themes to each other. Finally, the 

participants were interviewed in two phases, the axial phase and the theoretical 

phase. Through the interviews the participants were able to provide their own 

descriptions and relationships of the themes. The researcher then analyzed and 

coded the interviews using the focus groups’ generated themes. 

 



 

144 

Research Question 1: How does central office instructional staff provide 

professional development to build district capacity? 

After transcribing the interviews, the researcher coded and analyzed the 

data provided by the central office staff, campus principals, and teachers in order 

to respond to Research Question 1. Patton (2002) stated, “By using a combination 

of observations, interviewing, and document analysis, the researcher is able to use 

different data sources to validate and cross-check findings” (p. 306). Utilizing the 

responses obtained from the focus group participants, through the IQA process, 

the data obtained from the observation, the interviews conducted with central 

office staff and campus principals, and the analysis of documents, the researcher 

condensed the data into six overarching strategies that respond to Research 

Question 1. These strategies are 

1. demonstrating leadership’s commitment,  

2. incorporating a professional development process, 

3. enhancing curriculum and instruction, 

4. allocating resources, 

5. fostering a student-centered philosophy, and 

6. partnering with external entities. 
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Demonstrating Leadership’s Commitment 

 The leadership’s commitment to the students, teachers, and principals of 

this district was regarded highly. A participant stated, 

The leadership here is very involved. The superintendent comes to our 
campus at least once a week. The deputy superintendent also comes to our 
campus and is present at the professional development sessions together 
with the coordinators. She doesn’t have to go, but she does. (FG, 131–132)  

In addition, a participant stated, 

She [deputy superintendent] works with principals to make sure we know 
the curriculum and instruction and that we are focused on curriculum and 
instruction. And if she thinks that we are veering away from that and 
getting too involved with the management of the day-to-day operations, 
she will bring us back to instructional issues. (HS 2, 151–153) 

Another participant stated, 

Our superintendent is a visionary man. He would never ask of us anything 
he would not do himself. He is a hard worker, and the community likes 
him. He is the only superintendent since I’ve been here that will visit 
every campus at least once a week. (MS 1, 65–67) 

The leadership’s commitment is reflected through the support that is 

provided to the staff. A participant stated, “The executive director for curriculum 

and instruction has been writing the benchmark assessment for us and meets with 

the academic learning teams to go over the test results. She plays the lead role—

we have a lot of support” (HS 2, 157–162). Another participant stated, 

The superintendent was a principal for a long time. He was a teacher, and 
assistant principal. He came through the ranks, and he’s just one of those 
people that believes in what he’s doing….He comes across as serious and 
takes his job very seriously, but he has a very kind heart. If there’s 
anything that you want for your students that is good for kids, he’s going 
to support it. (EC 1; 467–470, 471–473)  
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Another participant stated, “Central office key leaders provide us with direction, 

support us with appropriate professional development activities and resources, 

and ensure that the communication between campuses and central office exists” 

(HS 2, 72–74). 

 The leadership demonstrated their commitment by modeling and requiring 

high standards throughout the district. A participant stated, “Our superintendent 

has passion and loves education” (MS 1, 226–227).  

He is a strong leader….District leadership is very important, they hold 
very high standards for expectations of success from all of us that work in 
the district. Failure is not an option….Central office staff is very strong 
and guide us to make data driven choices, not using quick fixes. (HSF 1, 
56–62). 

Another participant stated, 

We’ve always had innovative instructional people. We are always looking 
for ways to bring the information, the context, the content, the curriculum 
whatever it is, to bring it to the level of the student. But at the same time, 
having high expectations for them, never being satisfied with the status 
quo—our goal is to continue moving the students up in academic 
achievement. And we’re going to do whatever it takes, whether it be going 
to staff development workshops, conferences, seminars, bring presenters 
down here, having trainer of trainers, or developing a trainer of trainers 
cadre among our people, that’s what we’re going to do to make ourselves 
better….And everything we do is based on research. (CO 3; 8–17, 18)  

Another participant stated, 

The deputy superintendent has very high expectations for student 
achievement at all of the schools. The superintendent gives the directive, 
and she [deputy superintendent] carries it out. She is very knowledgeable 
in curriculum and instruction and very knowledgeable about what is 
happening at the state level. (HS 2, 147–150)  
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The district leadership’s commitment is also observed through the 

communication strategies that are in place at Memory Lane ISD. For example, a 

cadre of teams composed of teachers, campus leaders, and central office leaders 

was designed to ensure vertical and horizontal communication for the purpose of 

sharing information. A teacher stated, “We have ALTs [Academic Leadership 

Teams] with campus and district representatives [teachers, campus facilitators, 

central office content area specialists, deputy superintendent, and directors]—our 

announcements are televised, and other means are used as long as the 

communication is provided to all” (EC 11, 16–18). 

Communication is a very important component of the everyday instruction 

at Memorial ISD. As one participant stated,  

Communicating the test results is necessary in order to determine the areas 
of weakness and areas of strength. In this district, we communicate with 
parents to explain all the expectations, what the kids are going to be 
learning, what tests they will be taking, and so on. Communication is an 
important step of the instructional process. All the stakeholders need to be 
aware of what we are doing to ensure student success. (EC 7, 14–17)  

Another participant added,  

In this district, everybody is aware of where we want to go, inclusive of 
the parent and the community. Everything we do is broadcasted through 
our TV station. One thing we try to do is make everybody 
aware…exposure and communication—that’s it. (CO1.3, 9–17)  

In addition, the district leadership has set up an accountability system that 

enables the campus leaders and the staff to continuously monitor student success. 
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At Memory Lane ISD, accountability is a strong component of the instructional 

process. A participant stated,  

In the last 7 years, the shift has been more on the instruction—
instructional goals and reflection of the state accountability system. Once 
the accountability system was in place, we have focused to ensure we will 
get the job done. We have very high standards for expectations of success 
from all of us that work in the district. Failure is not an option—that is the 
belief system. (HSF 1, 52–57) 

The district reviews the student data and provides information to the campuses. 

However, as part of the accountability process, the campus has the responsibility 

for making decisions as they identify weaknesses. A participant stated, “We are 

expected to keep goals and objectives that are aligned with the district goals and 

objectives and make decisions based on our data” (HSF 1, 142–145, 194–195).  

Another participant states, 

The state accountability system, the testing of students through the TAKS, 
or the TAAS in the past is an integral part of the accountability system in 
the district….All teachers have to turn in an action plan. They have to 
disaggregate all the data, do an item analysis, and develop an action plan. 
The students are also held accountable. The teacher visits with the student, 
and the student has to explain what he/she will do to improve. (MS 1, 
192–193, 199–203)  

Central office staff at Memory Lane ISD demonstrate their commitment to 

students, teachers, and principals through support, high standards, 

communication, and an accountability system. Figure 4.2 illustrates the 

leadership’s characteristics and strategies used to provide professional 

development and build capacity across the district. 
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Figure 4.2. District leadership characteristics and strategies. 

 

Incorporating a Professional Development Process 

The professional development process established in the district ensures 

that the staff receives appropriate professional development to achieve academic 

success for all students. The district has established goals and has written a 

comprehensive plan for professional development. According to the district’s 

professional development plan, once that plan is in place, it is followed and 

modifications are incorporated as needed. After district leaders attend or provide 

professional development sessions, they reflect on the effectiveness of such 

sessions and ensure that teachers have the opportunity to reflect with one another. 

Leadership 
Commitment

•Students
•Teachers/principals

•High standards

Communication Process
•Academic Learning Teams

•Vertical and horizontal teams
•Curriculum support

Accountability
•C.O. leaders
•Principals
•Teachers
•Students

Student Centered
•Everyone is here for the kids

•Kids are first
•Failure is not an option
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The central office instructional staff engages in a professional 

development process to build district capacity. Following the professional 

development framework form Loucks-Horsley et al. (1998), the process steps are 

set goals, plan, do, and reflect. Loucks-Horsley et al. asserted that the process is 

influenced by inputs categorized as knowledge and beliefs, context, strategies, 

and critical issues.  

To address the big picture, or the organization as a whole, student data are 

analyzed to determine the professional development goals. After the goals are 

developed, a comprehensive plan is written. Next, the instructional leaders 

(deputy superintendent, central office content area specialists, directors, teachers, 

and campus facilitators) take action by providing professional development 

activities. Finally, time to reflect on the professional development sessions is 

provided.  A design describing the framework as it pertains to Memory Lane ISD 

is described in Figure 4.3. 
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Figure 4.3. Professional development process in Memory Lane ISD. Based on the 
Loucks-Horsley et al. (1998) professional development framework. 

 

The first component, to set goals for professional development, is depicted 

in the district’s philosophy. The district’s staff development department’s belief 

and goal statements regarding professional development are the following:  

The district believes that professional development plays an essential role 
in a successful educational program. Our goal is to prepare and support 
teachers to help all students achieve high standards of academic 
achievement and development….[The goal is] to provide quality services 
to the district’s personnel to ensure high performance standards. (Memory 
Lane ISD professional development plan) 

 The data revealed that after setting goals this district follows a planning 

process to develop a plan todeliver professional development for capacity 

building was the analysis of student data to determine the professional 
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development needs. In addition to the student data, teachers’ needs are reviewed 

based upon student performance, initiatives, mandates, and requested topics. The 

staff development director, central office staff, and teachers develop a 

comprehensive plan where professional development sessions, strategies, and 

staff development calendar for the year are delineated. 

The strategy to involve teachers in the planning for professional 

development process encourages teachers to become active participants in the 

professional development activities (Darling-Hammond, 1998). At Memory Lane 

ISD, teachers are involved in the planning process, encouraging them to 

participate actively in the professional development sessions. As one participant 

stated, “We encourage teachers to have input for training and staff development” 

(CO 1.3, 46).  

In addition we provide opportunities for individuals to become involved 
and become trainer of trainers in the various areas that we may have. 
Everybody in this district is going to have an area of expertise. And we 
encourage that by allowing them to showcase that expertise, not only at 
the campus level but also via news articles or our local TV stations. (CO 
1.3, 40–43)  

 Some knowledge and beliefs that drive the professional development at 

Memory Lane ISD are knowledge of the standards, curriculum, instructional 

process, best practices, systemic work, and the professional development process. 

The desire to promote learning for all their students and to be one of the best 

districts in the state of Texas prompts leaders to research the latest in education 
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and to seek partnerships with external organizations. Their beliefs, which include 

that learning is continuous and ongoing, also have students at the forefront. Some 

of their beliefs are the following: every child deserves an opportunity; things may 

be difficult, but not impossible; together everyone achieves more; every child is 

deserving of a good education; given the opportunity, children can learn; and 

everyone is here for the kids. Two participants stated, 

Every child is deserving of good education, every child, no matter who 
they are. When recruiting staff, we look for people that like children and 
believe that that children are deserving of a good education. Because 
everything else you can teach them, but you cannot teach a person to care. 
When you work with the population that we have, we need to care, they 
need care, like when this week the thought for the weeks is many people 
worry about what children will become in the future, but let us not forget 
that they are somebody today. (EC 1, 388–395) 

Kids here come first. Decisions are made for kids, and one of the core 
values is that we want to meet the needs of every, of all students here. 
Every student is important. Every group, and the expectation is that all 
kids will succeed. (CO 1.1, 225–228) 

See Table 4.14 for a review of the knowledge and beliefs found at Memory Lane 

ISD. 
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Table 4.14  

Knowledge and Beliefs That Impact Professional Development at Memory Lane 
ISD 
 

Knowledge Beliefs 

• Standards 
• Curriculum 
• Instructional process 
• Best practices 
• Systemic work 
• Professional development 

process 
 

• Learning is continuous and 
ongoing 

• Every child deserves an 
opportunity 

• Things may be difficult, but not 
impossible 

• Together everyone achieves 
more 

• Every child is deserving of good 
education 

• Given the opportunity, children 
can learn 

• Everyone is here for the kids 
 

 The strategies incorporated in the comprehensive plan for professional 

development are influenced by the participants’ knowledge and beliefs. Part of the 

planning process, according to Loucks-Horsley et al. (1998), includes “the 

decision about which strategies or approaches to use” (p. 42). Loucks-Horsely et 

al. defined strategy as “a kind of learning experience that has identifiable 
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characteristics that make it recognizable when implemented” (p. 48). An 

important strategy implemented at Memory Lane ISD to ensure district-wide 

professional development, specifically on state standards and instructional 

approaches and the curriculum used in the district, is the development of internal 

personnel to implement a professional development plan and build capacity. This 

is accomplished through a cadre of trainers; hiring campus facilitators that 

provide staff development at the campus level; forming the Academic Leadership 

Teams (ALT) and vertical teams; attending conferences; sharing information 

obtained from conferences or other professional development sessions with one 

another; and providing follow-up support for teachers.  

 The district took the initiative to develop a cadre of trainers within the 

district to ensure a continuous and cohesive process for staff development. A 

participant stated, 

We [central office leaders] put together a cadre of trainers—we have a 
trainer of trainers model. We train at each campus so that we can get away 
from the one-shot staff development. Through staff development we have 
developed leaders at each campus. (CO 1.1, 127–130) 

District staff developed vertical teams and ensured that the vertical teams 

had time to meet by requiring campuses to participate. Consequently, the time for 

these teams to meet becomes a part of the schedule. A participant stated, 

The vertical alignment was started quite a while ago. We started having 
the vertical team meetings with just high school staff, junior high, high 
school 7–12, and we had those for a couple of years, and they were 
moderately successful, but at least it got teachers talking. But then we got 
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directions from central office, we got support from them, and we started 
the K–12 alignment….The vertical alignment that has been done in the 
district has definitely helped. (HS 2, 52–57, 62–63)  

Another participant stated, 

We formed vertical teams so that our teachers could plan with each other 
vertically. This would help them become familiar with the standards and 
objectives taught from one grade level to another. We have the traditional 
horizontal teams because most of the teachers plan by grade level, but we 
needed the vertical teams. (CO 1.1, 97–103) 

The district formed ALTs that facilitate the communication process from 

campus to campus via campus representatives. The central office staff that work 

with the ALTs are the deputy superintendent, the directors, and the content area 

specialists.  Additionally, at the campus level, teachers and administrators are 

involved.  The representatives of the ALT take the information back to the 

campus, thus enhancing the communication process for all staff. District leaders 

perceive the involvement of teachers as important; therefore, they involve 

teachers in the decision-making process through their involvement in different 

committees. A participant stated, 

Our district is real proactive. Each one is involved in an academic learning 
team on campus and our campus leaders also go to the district meetings. 
This process ensures that every administrator is involved in curriculum for 
the district leadership, not only is a teacher assigned, but also there is an 
administrator that has to go. This strategy ensures the involvement of 
teachers in the decision-making process, and the flow of information 
throughout the district. Through the Academic Learning Teams, 
representatives from the different campuses in the district come together 
and plan with each other. (EC 1, 239–244) 
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In addition, instructional facilitators were hired at each campus to deal 

with the curriculum, to provide ongoing professional development and follow-up, 

and to enhance the instructional process. The facilitators provide staff 

development at the campus level based on the needs of the students as well as the 

teachers. They also follow up on the professional development sessions to ensure 

that teachers have an understanding of the strategies and how to implement them. 

Additionally, they determine, through teacher input, the effectiveness of the 

professional development sessions. A participant stated, “A facilitator was hired 

for every campus. They deal directly with curriculum and instruction. In order to 

improve our curriculum, we met with the facilitators to structure our courses” 

(CO 2, 106–109).  

Another participant stated, 

One thing we have learned about the staff development is that if you don’t 
provide the follow-up and the support, it doesn’t happen. Just training 
teachers does not make it happen because sometimes when teachers go to 
implement, they get bogged down, they need support, they need somebody 
to give them feedback, they might need reinforcement, so we try to 
provide a lot of support. (CO 1.1, 120–125) 

Table 4.15 provides a quick review of the strategies used for professional 

development at Memory Lane ISD. 
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Table 4.15  

Professional Development Process Strategies Used at Memory Lane ISD 

Strategies used for professional development 

1. Forming a cadre of trainers within the district,  
2. Hiring campus facilitators that provide staff development at the campus 

level based on the needs, 
3. Forming the Academic Learning Teams (ALTs), 
4. Involving teachers in the decision-making process, 
5. Forming vertical teams, 
6. Attending conferences,  
7. Sharing information with one another obtained from conferences or other 

professional development sessions, and  
8. Providing follow-up support.  

 

The context of program implementation, according to Loucks-Horsley et 

al. (1998), influences the professional development and the strategies used to 

deliver it. Further, they explained that a multitude of factors influence the 

professional development. Some of these factors could be the “students, teachers, 

environment, policies, resources, organizational culture, organizational structures, 

history of professional development, and parents and the community” (Loucks-

Horsley et al., p. 174). Therefore, when the leaders, such as the deputy 

superintendent, directors, content area specialists, and teachers involved as trainer 

of trainers, plan for professional development, they review data, academic goals, 

and available resources and make decisions based upon those and other factors 

mentioned above. Once the context factors are recognized, they begin looking at 

the critical issues. A participant stated, 
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When we [deputy superintendent, directors, teachers, campus facilitators, 
and content area specialists] plan, we take two or three particularly 
focused efforts and follow them through. I’ll give you an example: In 
analyzing the test results and discussing all the results, we noticed that our 
students were not being successful because they could not read the text of 
the science of the social studies book….So we discuss issues of teaching, 
such as who should teach the student to read, the language arts teacher or 
the social studies and science teacher? So we plan based upon the trends 
that we discover. (CO 2, 364–369, 380–382) 

She added, “So we overlap and combine efforts between the different core areas, 

looking at the trends, that the assessment data gives us” (CO 2, 397–398). 

The context at Memory Lane ISD includes the following: a high 

percentage of low-income students; a high number of recent immigrants yearly; a 

large number of migrant students; a high percent of minority students; students 

who are limited English proficient; and proximity to the Mexican border. A 

participant stated, 

A major challenge that we have is the number of at-risk students. The 
number of economically disadvantaged children that we have is very 
large. Recent immigrants, those are challenges. Parent education is also a 
challenge. But they are just challenges, not barriers; we can work through 
those challenges. (EC 1, 263–269)  

Another participant stated, 

We have a lot of special population here. And those kids used to fall 
through the cracks. But we review the data, and we make decisions based 
upon the needs of our kids. We then plan together so that everything that 
we do brings about the same results. Everybody knows what their part is. 
(CO 1.1, 35–37, 86–87) 

The leaders prepare to address the context of their district by 

acknowledging that students learn differently, but most of all, that if they are 
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prepared, they will provide students with an atmosphere of learning. See Table 

4.16 for a review of the context at Memory Lane ISD. 

 

Table 4.16  

Context at Memory Lane ISD 

Context at Memory Lane ISD 

• High percentage of low-income students 
• Recent immigrants 
• Migrant students 
• High percent of minority students 
• Limited-English-proficient students 
• Proximity to Mexican Border 
• Knowledgeable leadership that takes action 
• Staff that is willing to work with the students and the community 
 
  

The critical issues, as explained by Loucks-Horsley et al. (1998), “ensure 

equity, build a professional culture, develop leadership, build capacity for 

professional learning, scaling up, garnering public support, supporting standards, 

and frameworks through professional development, evaluating professional 

development, and finding time for professional development” (p. 191). The 

leaders at Memory Lane ISD identified the following critical issues: How many 

should become trainers of trainers? How could leaders ensure capacity building 

among the staff? What topics of professional development should be offered? 
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When should the sessions be offered? How many sessions are needed? How and 

what will be communicated to the community? A district leader stated,  

We work with the teachers to make them leaders within the campus and 
having a say in what it is that they think they need to make things happen. 
They have input for training and staff development they want to receive. 
During the planning process we discuss how many teachers should 
become trainers, what topics of professional development are needed, how 
many and when should we offer the professional development….So, we 
bring in individuals that bring in new methods, strategies that have been 
researched. But we also do things here amongst ourselves. Like for 
example, technology training to be used in the classroom and the assistant 
principal’s academy. We provide training to create educational leaders at 
the campus level and expose them to as many things as we possibly can so 
that they can become knowledgeable. We try to build capacity as much as 
possible among our staff. (CO 1.3, 32–33, 34–46)  

See Table 4.17 for the critical issues identified at Memory Lane ISD. 

 

Table 4.17  

Critical Issues Identified at Memory Lane ISD 

Critical issues identified and addressed 

• How many people should become trainers of trainers? 
• How can leaders ensure capacity building among staff? 
• What topics of professional development sessions should be offered? 
• How many sessions are needed? 
• When should the sessions be offered? 
• How and what will be communicated to the community? 
 

 

Once the professional development plan is in place, implementation of the 

plan begins by carrying out professional development activities. Campus and 
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district leaders provide professional development sessions as determined through 

the planning process, but also add other activities pertinent to the needs of the 

students such as problem solving, as they begin to reflect on their 

accomplishments, or their weaknesses. For example, at the elementary, a review 

of the benchmark data revealed that students were having difficulties with 

problem solving. Therefore, professional development in that area was provided 

for the teachers.  

The reflection component of the framework allows the staff to 

continuously determine if they need to do things differently.  The staff do not wait 

for the end of the year to determine if they need to do things differently; instead, 

the ALTs meet once a month. The reflective process allows the ALTs to modify 

the professional development needs as well as the student and teachers needs and 

keep going. A campus leader stated,  

We all meet, we discuss what is going good, what is not going good, about 
the benchmark test, what needs to be redone. We discuss and rehash; we 
modify and go at it in a way that meets the students’ needs. (MS 1, 182–
185)  

Further, another campus leader stated, 

Our students were not doing very well in the benchmark tests, and as we 
looked at the results, we noticed that our students were not performing 
very well in problem solving, so we thought it was necessary to provide 
professional development in that area to address the needs of the students 
soon. (EC 1.1, 114–118) 

 Support is provided at Memory Lane ISD, and it helps enhance teacher 

capacity, which in turn results in instructional success. It is important to develop 
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human resource capacity (Schlecty, 1990), which encourages teachers and 

administrators to become involved in the change process. Extensive professional 

development opportunities, follow-up support, involvement of staff at all levels, 

and a strong culture of shared values around student academic achievement has 

allowed Memory Lane ISD to improve instructional practices as well as test 

scores among a high-poverty, high-minority population. A participant stated, 

Being that professional development is considered an important 
component to build capacity, the leaders at Memory Lane ISD understand 
that for it to be successful, it must be coordinated, deliberate, and 
meaningful. In order to provide systemic professional development and 
communicate and plan vertically, we created what we call Academic 
Leadership Teams. We have ALTs in the four core areas; we do vertical 
team planning. The intent of those teams was to help facilitate the study of 
TEKS. Every campus was represented in the ALTs to ensure that all 
campuses would receive the same information and ensure the 
implementation of a common curriculum….In order to ensure successful 
planning, we here at central office plan together, [deputy superintendent] 
and the different coordinators from the different subject areas, and federal 
programs people, for staff development. We plan together so that 
everything we are doing brings about the same results. Everybody knows 
what their part is. We have the central office team and then each central 
office coordinator has an ALT for their subject area. The ALT is 
composed of an administrator from each campus, a campus administrator, 
and a teacher. Through the ALTs we involve teachers, because when 
teachers come together, good decisions are made. (C 1.0.1, 76–84, 85–93) 

The professional development process at Memory Lane ISD facilitates the 

professional development and builds district capacity Table 4.18 provides the 

elements that drive professional development in Memory Lane ISD. 
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Table 4.18  

Driving Elements for Professional Development 

Staff development 

• Desire to promote learning for staff and students 
• Desire to be one of the best districts in the state 
• Promote continuous learning for staff 
 

 

Enhancing Curriculum and Instruction 

Curriculum and instruction is not overlooked when providing professional 

development at Memory Lane ISD. For curriculum to be effective, according to 

English (2000), it must have three essential characteristics: consistency, 

continuity, and flexibility. The consistency of the curriculum is achieved through 

coordination. The coordination aspect refers to “the lateral or horizontal focus and 

connectivity of curriculum in a school environment” (English, p. 18). An example 

of this would be to align the curriculum with the state standards to ensure that 

students learn what will be tested. The Texas districts have state standards called 

the TEKS that must be followed. The state accountability process also mandates 

the yearly assessment using the TAKS at Grades 3–9 for reading, and 

mathematics; English language arts in Grades 10 and 11; science in Grades 5, 10, 

and 11; and social studies in Grades 8, 10, and 11 (TEA, 2001–2002, p. 2). A key 

element to achieve success with the state-mandated exam is to incorporate the 

TEKS in the daily instruction, because the TAKS measures student success based 



 

165 

on the TEKS taught at the grade levels tested. Therefore, aligning the curriculum 

with the TEKS becomes imperative to ensure student success. This process of 

aligning the curriculum tightens the instructional process by providing quality 

control that ensures the written curriculum, the taught curriculum, and the tested 

curriculum overlap (English).  

A participant at Memory Lane ISD explained, 

The alignment of our curriculum to the standards, the professional 
development that we have done on what those standards mean and how we 
can teach has become an important process for us. In addition to aligning 
the curriculum to the TEKS, we developed timelines, vertical and 
horizontal teams in order to enhance the coordination process. Further, we 
developed local assessments that must be given to students every 6 weeks 
to ensure that teachers are teaching the curriculum according to the 
timeline (accountability), and that the students are learning the TEKS 
objectives. We have a common curriculum framework so that teachers 
become knowledgeable of what is taught from one grade to the next, and 
the same curriculum framework is used from one campus to the next, thus 
providing articulation of the curriculum. (CO 1.1, 47–52)  

Another participant stated the importance of revising and analyzing the 

assessments and the data to ensure proper planning for instruction. Through the 

analysis of the data and the hard work of the people, the alignment moved 

forward. The participant stated, 

Another thing we did is we started to analyze our methods of assessment 
with the students. Once again as a vertical team group, we took copies or 
samples of 6-weeks tests. And for each item, we tracked back to which 
student expectation that identified with. So then they [the teachers] began 
to understand that they had to cover everything and that we needed to 
rethink the scope and sequence and rearrange it to cover everything, 
because we are mandated to cover 100% of the curriculum. So this was 
just, you know, these were some of the ways of things we did, we did a lot 
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through the vertical teams, because it was a study group. It was a group 
that came together from all the campuses that was there to analyze the 
curriculum and to find better ways to lay it out. Because we knew that if 
we were not teaching the TEKS then we were not going to be ready when 
TAAS came to TAKS. Because TAKS was going to be very much built on 
those TEKS being taught. (CO 2, 188–218)  

Further, the participant added, “You know in the long run, every year that the kids 

go to school is an accumulation of gaps or whatever, and we need to make sure 

that does not happen” (CO 2, 343–355).  

The leadership understands the need for a common curriculum; therefore, 

it was determined that the alignment, assessment, and staff development were 

necessary components to ensure cohesiveness. For example, a participant stated, 

That whole cycle of aligning the curriculum, assessing the curriculum, and 
then providing the staff development so that it is taught in a very powerful 
way is, I think, what has led to our success in a big part. We started 
aligning the curriculum in 1998, so the last 5 years we’ve concentrated on 
trying to move teachers to a higher level of understanding of the TEKS. 
(CO 1.1, 55–61) 

 The continuity of the curriculum is achieved through articulation. “When a 

curriculum is articulated, it is focused and connected vertically from one grade to 

the next or from one school to the next” (English, 2000, p. 18). At Memory Lane 

ISD, the articulation of the curriculum takes place. An administrator stated,  

The district leadership role, first of all, is to provide us the needed 
information, systemically, because information is very important. They 
have helped us put the Academic Learning Teams in place—to ensure 
accurate communication in curriculum and other important aspects of the 
school activities. (EC 1, 199–203) 

She added,  
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Although we built teams to create a system of communication, teachers in 
the teams expressed that they didn’t have the clout, you might say, to go 
back to the campus and tell the other teachers what they needed to do. So, 
we put an administrator, either an assistant principal or a principal or 
facilitator, on the team also. Then they could go back and be sure that, you 
know, that they work with the whole staff. And that has worked really 
well. Each one of the people in central office heads an ALT based on their 
subject assignment. We have a representative from our own campus in that 
team. (CO 1.1, 95–99)  

One of the issues impacting the curriculum some time ago, according to an 

administrator, was the inconsistency of program implementation across the 

district. The participant stated, 

In a general sense, teachers were teaching their subject areas without 
looking at the other subject areas. They expected their course outcomes to 
be good, but that generally was not happening. It was not happening in 
each instance. So, I realized that one of the first things that needed to be 
done was to create a syllabus outlining, giving the timeline for the course 
and definitely saying what our outcomes were going to be. (CO 2, 93–98) 

Further, to ensure that program implementation was successful, 

curriculum facilitators were hired for each campus to help provide consistent and 

continuous instructional support at each campus. Increasing coherence throughout 

the district became a reality. A participant stated, “A facilitator was hired for 

every campus. They deal directly with curriculum and instruction. In order to 

improve our curriculum, we met with the facilitators to structure our courses” 

(CO 2, 106–109). 

The facilitators act as the trainers for each campus and act as the conduits 

of information across the district, increasing a network that provides for a more 
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systemic operation throughout the district. These strategies help manage the 

instructional process in an organized and comprehensive manner. 

In addition, a curriculum, to be effective, must be flexible (English, 2000). 

Flexibility allows teachers to adapt the curriculum to the needs of the students. At 

Memory Lane ISD, the campuses have flexibility to utilize the strategies that best 

meet the needs of the students at each campus. The district leaders help manage 

the process, but the actual instructional decisions are made at the campus. A 

central office participant stated, 

We feel like we promote some common teaching strategies, but we feel 
like it’s really the campus decision as to how instruction is carried out. 
Now, we do have, we require that they do writing process, and we provide 
staff development in the New Jersey, but it’s still up to the campus if they 
want to implement a different approach, as long as they are getting results. 
If the campus is not getting results, then we are much more direct with 
what must be done. But campuses that are getting results have a lot of 
flexibility. (CO 1.1, 186–192) 

Another participant stated, 

The last three summers, we have had week-long institutes in the summer. 
We have gone through the institutes to learn the TEKS. We also have 
other sessions, such as the Understanding by Design. These sessions help 
us to decide what is best for our campus; the sessions are provided so that 
we can learn and adopt new strategies and methods at our campus, but we 
still have the flexibility to decide. (HS 1, 74–78)  

 The curriculum and instruction has been enhanced in this district. Table 

4.19 provides a quick review of curriculum and instruction strategies 

implemented at Memory Lane ISD. 
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Table 4.19  

Curriculum and Instruction Strategies  

Curriculum and instruction 

• Curriculum alignment 
• Timelines 
• Common curriculum framework 
• Vertical and horizontal planning 
• Local assessments 
• Student data analysis  
• High standards for all staff and students 
 

  

Allocating Resources 

At Memory Lane ISD, allocating resources is an important strategy that 

allows for the provision of effective professional development. In addition, it 

enables the district staff to implement the curriculum successfully. The district 

leaders at Memory Lane ISD provide professional development and build 

capacity through the provision of adequate resources. Conzemius and O’Neil 

(2001) wrote, “Schools making progress ensure significant resources go toward 

giving teachers time to work together to develop curriculum and instructional 

approaches that are aligned with the state standards” (p. 13). At Memory Lane 

ISD, the provision of adequate resources is a priority.  

Participants of the focus groups from the different schools mentioned 

some of the available resources. For example, teachers receive time to attend 
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professional development sessions and to meet with other teachers to share 

information and to reflect on current practices. Funds are made available for 

extended-day and extended-week tutoring. Teachers have the latest technology 

and professional development on how to use that technology. Teachers have a 

budget that allows them to order the equipment or instructional materials that they 

need. One of the participants stated,  

We have to have certain resources to meet the needs of the students, and in 
this district, you ask for something and it’s given to you. So if we have the 
resources, the materials, the supplies, you take off with it and provide the 
best instruction possible. (EC 7, 53–55) 

 Memory Lane ISD has a clear vision, with the main goal to improve 

student academic achievement. Therefore, district leaders and staff do not hesitate 

to invest in the appropriate resources. Table 4.20 provides a quick example of the 

resources provided at Memory Lane ISD. 

 

Table 4.20  

Example of Allocated Resources  

Resources 

• Time 
• Money 
• Personnel  
• Technology 
• Instructional materials 
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Fostering a Student-Centered Philosophy 

 At Memory Lane ISD, students are the main focus. The curriculum 

alignment, the review of test results, the professional development, all of the 

activities that take place at Memory Lane ISD have students as the main focus. A 

participant stated, 

Kids here come first. Decisions are made for kids, and one of the core 
values is that we want to meet the needs of every, of all students here. 
Every student is important. Every group, and the expectation is that all 
kids will succeed. (CO 1.1, 225–228) 

 A significant component of a good school is the student-centered 

characteristic (Sergiovanni, 2000). The belief that all students have the capability 

to learn and efforts to serve and support all students with rich programs that 

emphasize student learning is a top priority of Memory Lane ISD. One of the key 

phrases heard by the researcher was “students are our main priority.” This was not 

merely a phrase; the researcher observed actions that encompassed it. Some of the 

participants explained in this manner: 

Every child is deserving of a good education, every child, no matter who 
they are. There’s somebody today, today a kid can be successful and the 
future will take care of itself if today we provide everything we can for 
them….Just because our students are poor, doesn’t mean that they are not 
smart. They haven’t had the experiences that some other children have 
had. They are lacking those experiences, but we can do whatever it takes 
to give them those experiences. They are just as smart, they just need the 
opportunity, and that’s how come we say that’s our mission, to provide the 
opportunity. (EC 1, 388, 396–398, 432–437)  

Another participant stated, 
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Student success is really the focus. And that’s again from the 
superintendent down, that all principals will be instructional leaders, that 
everyone is here for the students, that every student is expected to be 
successful—no excuses. You should never walk into his 
[superintendent’s] office with an excuse for anything because it is not 
acceptable. Everyone is here for the kids. (HS 2, 228–233) 

Another participant stated,  

The superintendent sets the focus for the district. He is very much a hands-
on superintendent. He visits every campus every week without fail….His 
focus is the students of Memory Lane ISD, and you know that those are 
the people that are important to him. And he sets the tone every time you 
talk to him—the kids are first. (HS 2, 133–134, 144–146) 

A central office participant stated, “Students need the assistance and we are going 

to make sure they receive it, regardless of our title. Expectations are high” (CO 1, 

34–35). He continued, “You gotta model what you want people to do. If you talk 

the talk, you gotta walk the walk” (CO 1.3, 31–32). 

 At Memory Lane ISD, the professional development and the capacity-

building process are designed with academic success for the students in mind. 

Centering their efforts on increasing student academic achievement, regardless of 

the students’ background, has proven to be a successful strategy at this district. A 

review of the district’s characteristics that maintain a student-centered focus is 

listed in Table 4.21. 
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Table 4.21  

Student-Centered Characteristics 

Student-centered philosophy 

• All students have the capability to learn. 
• Students are our main priority. 
• Every child is deserving of a good education. 
• The vision that all students will be successful.  
• Every one is here for the kids. 
 

 

Partnering with External Entities 

Additionally, district leaders sought external help and developed 

partnerships with outside entities. Due to the increasing pressure from federal and 

state agencies, the school district leaders felt the need to seek external 

relationships through partnerships or professional developers. Spillane and 

Thompson (1997) explained how districts link with outside sources to obtain 

knowledge about state standards to help increase the district’s capacity. In 

addition, A District Leader’s Guide to Relationships that Support Systemic 

Change from the Annenberg Institute for School Reform at Brown University 

(2003), clarified, “An imported reform supportive organization’s (RSO) greatest 

value may be its ability to help build local capacity and to ask hard questions 

about progress” (p. 5). This district sought and entered into a partnership with the 

Charles A. Dana Center.  
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 Memory Lane ISD made a commitment with EIN for 2 years, beginning in 

2000–2001. Through this partnership, the district went through a self-assessment 

process, with the assistance of the Dana Center, using an instrument developed 

from the Baldrige self-assessment tool. The Baldrige self-assessment helps 

provide a snapshot of an organization, the key influences on how it operates. The 

Baldrige self-assessment instrument measures student learning results; student- 

and stakeholder-focused results; budgetary, financial and market results; faculty 

and staff results; organizational effectiveness results; and governance and social 

responsibilities results (Education Criteria for Performance Excellence, 2003).  

In addition to the self-assessment process, intense professional 

development for the district’s leaders was provided. A district administrator 

stated,  

We were part of the EIN with the Dana Center, one of nine districts. So 
we did a lot of self-study, we did the Baldrige self-study, and we had a lot 
of training through them that helped build capacity for the district. (CO 
1.1, 99–102)  

A consultant from the Dana Center visited the district a minimum of once a month 

to assist the district in an area of need or simply to assist with the planning 

process. A district leader stated,  

We started out through the TEKS for Leaders through the Dana Center, 
and other professional development sessions such as disaggregating the 
data that helped us to springboard. Consequently, through this process we 
came up with the idea of an Academic Leadership Team (ALT) in the four 
core areas to do vertical teaming, although the intent of the teams was to 
help facilitate the study of the TEKS. (CO 1.1, 72–77)  
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The TEKS for Leaders process began in 1998, when the TEKS came into 

place. At that point, the district sent its leaders to the TEKS for Leaders training. 

The district has not been resting on its successes, however; prompted by their own 

high standards and the EIN support, district leaders have been working hard to 

maintain what they have accomplished. The district has accomplished and 

maintained success by continuing to provide clearly written curriculum 

documents, strong instructional leaders, instructional resources, and district 

benchmarks, as well as holding everyone accountable for student success. Table 

4.22 provides a quick view of the benefits obtained through the partnership.  

 

Table 4.22  

Benefits Obtained Through External Partnerships 

External partnership 

• Encouraged leaders to do a self-study  
• Provided professional development for leaders 
• Developed Academic Leadership Teams (ALTS) 
 

 

 In summary, through the leadership commitment towards the students, 

teachers, and principals, the district has experienced academic success. The 

professional development and capacity-building process is a comprehensive 

progression of strategies and activities that began to take place because of the 

desire to develop successful students through excellent schools. From the 
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development of district goals for professional development, to the provision of 

adequate resources, to the partnering with external entities, the task for district 

leaders at Memory Lane ISD has been a successful one. The district provides 

professional development through outside presenters, the involvement of the 

teachers, facilitators, and conferences. In addition, capacity is provided by 

allowing teachers to participate in district committees, providing the resources, 

allowing time for teachers to plan and collaborate and to attend professional 

development. The district also aligns the curriculum, analyzes data, and 

encourages teachers to analyze the data from the students they serve. Finally, the 

district seeks the help of external partnerships to enhance knowledge. 

 

Research Question 2: How do principals build capacity through professional 

development in their respective schools? 

 After the transcription of the interviews, the researcher coded and 

analyzed the data provided through the principals’ interviews. The data revealed 

the steps principals took to build capacity through professional development in 

their respective schools. The following narrative describes the steps that campus-

level principals used to build capacity through professional development 

strategies. The researcher studied three campuses, one elementary, one middle, 

and one high school. After being coded and analyzed, the data collected from all 

three of these campus levels showed that the professional development activities 
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on all three campuses were similar. Therefore, the findings have been aggregated 

and not specified to any single campus.  

Principals build capacity through a series of professional development 

strategies. These included the following: 

1. providing additional planning time, 

2. offering instructional support, 

3. organizing working teams, 

4. supporting ALTs, 

5. fostering analysis of data. 

6. providing time to attend professional development sessions,  

7. promoting teacher selection of sessions, 

8. offering ongoing follow-up support, 

9. hiring presenters, and 

10. fostering a strong communication process. 

 

Providing Additional Planning Time 

The campus principals provide additional planning time for teachers to 

plan, collaborate, and reflect. They have scheduled two conference periods: one 

for teachers to plan, and one for teachers to receive professional development or 

follow-up support or to meet with team to reflect on instructional strategies. 

Ragland, Asera, and Johnson (1999), in their study Urgency, Responsibility, 
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Efficacy: Preliminary Findings of a Study of High-Performing Texas School 

Districts, found that when time is provided for teachers to plan regularly, 

“teachers are able to share effective strategies and learn from each other” (p. 22). 

In addition, a campus facilitator provides instructional support through model 

lessons, professional development, and follow-up to professional development 

sessions. Teachers who have concerns or difficulty implementing a particular 

program receive support from the campus facilitator, the assistant principals, and 

the principal. A participant stated, 

We have 80 minutes where teachers are not scheduled to teach; 45 of 
those minutes are the teachers’ conference period, and the other 35 
minutes are used for tutoring. And so then we feel that we can use a block 
there, you know, for rejuggling it for staff development. (ES 1, 146–150)  

 

Offering Instructional Support 

The campus leadership is expected to provide instructional support as well 

as to manage the day-to-day routine of a school. However, through the support 

they receive from central office, and as their own capacity is developed 

continuously through professional development, they lead their campuses. The 

curriculum and instruction is a very important component of the day-to-day 

learning activities at the campus level. A participant stated, 

With the help of our facilitator, who works with the teachers to ensure that 
they have the necessary support to implement the strategies, and 
methodologies that they have obtained through professional development. 
The facilitator brings information to all; they talk to the teachers, and 



 

179 

through the ALT, teachers discuss what works and what does not 
work….With the help of Dana Center, who provided us with TEKS 
training, we now understand the standards, we aligned the curriculum to 
the TEKS, and we continue to have a lot of staff development. (MS 1, 77–
80, 90–94)  

Our campus facilitator’s forte is language arts. She has received a lot of 
training; she is the trainer of trainers for language arts. So, every week our 
teachers have some kind of training for language arts. We have a period 
open during the school day to do that. (EC 1, 143–148)  

Another participant stated,  

I help them, we all work together, it is not a teacher problem, it is a 
campus problem; whatever they need, we provide. If they need materials, 
we provide them the materials. I want to make sure we make everything 
possible for our students to learn. (MS 1, 38–41) 

 

Organizing Working Teams 

The principals organized their teachers in working teams. The teachers 

work in grade-level and subject-area teams. The participants view the 

participation in these teams as the opportunity to increase their capacity because 

the participation in the committees or teams is almost like a professional 

development session. The focus group participants stated, 

We meet by grade levels and by subject area. We plan together and we 
also study together. We also have the district vertical teams, and the 
Academic Leadership Teams. We get to participate in those teams. The 
teams have been very instrumental in the strengthening of the curriculum. 
The people who participate in the teams bring back information to the 
campus. So we all benefit from those teams. Being a member of one of 
those teams increases our knowledge about the curriculum process. (FG 
76–80)  
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Because curriculum and instruction provide the context for the delivery of 

instruction, they are given a lot of attention at the campus and district levels. 

Although the curriculum has been aligned, the campus leadership must ensure that 

the curriculum is being taught according to the scope, sequence, and timelines 

mandated by the district. A strategy used by principals is the formation of grade-

level teams or teams by subject area. For example, a participant stated, 

We feel that our curriculum focus is showing on the test scores. We feel 
very good about our writing/reading program, less confident about our 
math, science, and social studies. We are working very hard with central 
office administrators to make sure that our instruction is focused on the 
TEKS, we are covering the TAKS, and that the teachers understand the 
TAKS. So we get all kinds of clarifying charts to let us know that we are 
all have a common understanding of what it means, and how it’s going to 
be tested….If you are in an Algebra I classroom, you’re going to, to matter 
who’s teaching Algebra I, you are going to have the same activities 
happening in every Algebra I classroom. The same happens with all of the 
courses, because teachers are working together. In mathematics for 
example, the Algebra I teachers know what the Geometry teachers need, 
the Geometry teachers know what the Algebra I teachers are covering. In 
the campus we have vertical and horizontal alignment, and I think that’s 
because of our focus, and the expectation that no matter what class the 
student is in, they are going to get the same material. The teachers can 
individualize how they present the material, but it is the same material. 
(HS 1, 111, 115–121) 

The campus leaders also ensure that teachers are involved in the vertical 

alignment for curriculum. The vertical teams have provided a better 

understanding of the requirements from grade level to grade level. A participant 

stated, 

The vertical alignment was started quite a while ago. We started having 
the vertical team meetings with just high school staff, junior high, high 
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school 7–12, and we had those for a couple of years, and they were 
moderately successful, but at least it got teachers talking. But then we got 
directions from central office, we got support form them, and we started 
the K–12 alignment… The vertical alignment that has been done in the 
district has definitely helped. (HS 2, 52–57, 62–63)  

Another participant stated,  

We are a team concept; if we won’t work like a team, then why have a 
middle school with team concepts? Together everyone achieves more. We 
work as a team, we cannot dictate, there has to be ownership, everyone has 
to be a stakeholder, everyone is a stakeholder in the vision of our leader. 
(MS 1, 101–103) 

 

Supporting Academic Learning Teams 

 Participants viewed ALTs as a beneficial strategy to provide professional 

development to staff, in addition to involving teachers in campus committees. 

Further, the ALTs enhance the communication process from campus to campus 

because representatives from each campus are part of the teams. A participant 

stated, “Our district is real proactive. We have Academic Learning Teams in each 

campus and they meet with the district leaders and bring the information to the 

campus” (EC 1, 206–207). 

 

Fostering Analysis of Data 

 The analysis of data takes place to determine student mastery by objective 

in the TAAS. The data are disaggregated and a report is generated to indicate 

student weaknesses. Principals provide reports to the teachers in addition to 
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providing the time for teachers to review and discuss the data. A participant 

stated, 

We get together and discuss what we see our students having difficulties. 
We talk about the objectives and how we will address them. We determine 
if we need help; for example, this year the biggest area of concern is 
problem solving. We develop flow charts and things like that to help us 
see where the weakest areas are, where the students need reteaching or 
more practice. (EC 1.8, 60–65) 

Student academic achievement is not negotiable. The campus leaders must 

ensure that students are learning. Therefore, they monitor the instructional process 

at their campus. A participant stated, 

I think we achieved the Recognized rating by making success in those 
areas with those indicators a priority and a focus. And monitoring kids 
closely. We maintain databases on our TAAS group where I had every 
name on the data so I could identify bubble kids and what we were going 
to come in to monitor and discuss with the kids and the teachers, and what 
we are going to do, what is going to be special, et cetera, those type of 
discussions. It is focused, you know, focused on that, the ability to track 
the child’s performance to keep up with them. (HS F1, 92–96) 

In addition to the monitoring, the campus leaders ensure that benchmark 

and other test results are reviewed through data analysis. The idea is not to test 

students only to create work, but to ensure that the students are being taught what 

they need to learn. A participant stated, 

We use a lot of data, spend time using data correctly, trying to make data 
choices, not using quick fixes. What is the data saying about programs? 
We want quick results, but we want to make sure we do it right. (HSF 1, 
61–64) 
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Another participant stated, “When we analyze the data we also compare within 

the schools. Our curriculum meetings are based on the areas that are weaker based 

on the data analysis” (EC 1.1, 31–33). 

 

Providing Time to Attend Professional Development Sessions 

The principals at each campus provide teachers with time to attend 

professional development sessions of their choice if the teachers need to improve 

in a particular skill or methodology. Teachers are allowed to attend in-services at 

the regional service center as well as a conference if funds are available.  

We provide our teachers with time to attend professional development and 
provide them with support. We have integrated reading across the 
curriculum….Our teachers have the opportunity to be actively involved in 
committees. We have a Superintendency Advisory Committee where our 
teachers state what they have to say. They know that the superintendent 
will listen to them. The advisory committee meets with the superintendent 
once a month, and teachers discuss their concerns during that time. (MS1, 
90–95, 155–158) 

The campuses also allow teachers to attend conferences that will be 

beneficial to the teachers’ area of expertise or area of need. They also provide the 

time where teachers share information with one another, as well as provide 

follow-up support to professional development. A participant stated, 

The district encourages attendance to local conferences. Although they do 
not pay a stipend, they do pay for the conference and meals….Teachers 
can select specific conferences over the summer or during the school year 
for improving methods. The district encourages recommendations as to 
topics and locations of conferences to advance teacher effectiveness. (FG, 
31 –32, 40–44) 
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Promote Teacher Selection of Sessions  

Teachers are allowed to choose to attend the professional development of 

their choice. However, teachers usually review student data to determine the area 

of need. The area of need for the student may determine the professional 

development session to attend. For example, a participant explained, 

We review the TAAS, now TAKS, results to see where our students are 
having trouble. If it is something we feel we can address, fine; however, if 
it is something we feel the kids may be having trouble because we are not 
as in tune with that objective as we need to be, we attend a professional 
development session to address that need. Or we may bring it to the 
attention of our principal so that they can provide staff development in that 
area. (EC 1.2, 75–79)  

Another participant stated, “We are very lucky to have many opportunities to 

attend professional development. I am going to a math conference next week. It is 

a 3-day conference. We also have professional development offered by the 

district” (EC 1.8, 177–179).  

 

Hiring Presenters  

 The campus leadership realizes that the campuses have their own needs. 

Therefore, they address those needs by providing professional development at 

each campus through outside presenters. The ideas brought from external 

consultants bring in “a rich infusion of ideas that provide inspiration, insights, and 

alternatives” (O’Day et al., 1995, p. 3). A participant stated, 
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The district provides a lot of staff development for us and for teachers. At 
the same time, we are able to have staff development at our campus based 
on the needs of our students and teachers. So we are provided with funds 
that will allow us to provide professional development for our teachers. 
(EC 1, 61–65)  

Another participant stated, “For mathematics, we bring in people, for example, we 

are having staff development on problem solving because our students are having 

difficulties in that area” (EC 1, 161–162). 

 

Fostering a Strong Communication Process 

 Principals foster a strong communication process among their staff. It is 

believed that the communication enhances teacher knowledge and capacity; 

therefore, teachers are encouraged to participate in the district teams. By 

participating in the district teams, teachers bring in the latest information from the 

district level and from the campuses in the district. A participant stated, “Our 

principals provide us with the latest information in a variety of ways. She sends us 

memos, the facilitator tells us during our meetings, and the information is 

televised so that everyone can see it” (EC 1.8, 33 –35). 

Another participant stated, 

The campus allows us to participate in district committees, such as the 
Academic Learning Teams and the vertical team. That allows us to 
communicate with each other. We also have subject-area teams in our 
campus that allows us to plan and talk about what we need to teach. (HS 
1.4, 17–20) 
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In summary, the principals at the three campuses build teacher capacity by 

providing two conference periods for teachers, offering instructional support 

through the facilitator and campus administration and the provision of resources, 

working collaboratively as teams, and participating in ALTs at the district level. 

In addition, data are analyzed in an ongoing manner. Further, teachers may 

become trainer of trainers, they are provided with time to attend professional 

development, and they have the flexibility to choose the professional development 

sessions. Further, presenters are brought in to the respective campuses, and a 

strong communication process is in place. Table 4.23 provides a quick review of 

the professional development strategies utilized by principals to build capacity. 

 

Table 4.23  

Professional Development Strategies  

Professional development strategies 

• Providing additional planning time 
• Offering instructional support 
• Organizing working teams 
• Supporting Academic Learning Teams (ALTs) 
• Fostering analysis of data 
• Providing time to attend professional development sessions 
• Promoting teacher selection of sessions 
• Offering ongoing follow-up support 
• Hiring presenters 
• Fostering a strong communication process 
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 Research Question 3: How does a select group of teachers perceive 

professional development in building their capacity for classroom instruction? 

Three separate teacher focus groups were convened and asked to 

brainstorm about their experiences with the professional development and 

capacity-building process in their campus and district. The teachers were unclear 

about the direct question, “What are your experiences about professional 

development and capacity-building process on your campus and in your district?” 

Therefore, further probing by the researcher was necessary. The following 

questions were used to further probe teacher responses:  

1. What are the major professional development activities that have helped 

build capacity among the staff at Memory Lane ISD?  

2. How is professional development determined?  

3. How does professional development offered by the district build your 

capacity to enhance your classroom instruction?  

The teachers’ perspective of the professional development and capacity 

building reflected a high regard for the campus leadership. Furthermore, teachers’ 

perceptions of staff development to build district capacity to improve classroom 

instruction reflected the following attributes: 

1. student-focused leadership commitment, 

2. student-centered professional development sessions,  

3. aligned curriculum and instruction, 



 

188 

4. Allocation of needs-based resources, and 

5. student-focused instructional programs. 

The teachers’ perception of professional development in building their capacity 

for classroom instruction is addressed through each of the attributes provided 

above.  

 

Student-Focused Leadership Commitment 

The focus groups described the leadership as knowledgeable, open, and 

approachable. They stated that the visibility of the superintendent was important 

to the success of the district. In addition, the principal is viewed as an encourager 

who maintains a positive environment in the campus. Further, the principal’s 

attitude helps teachers maintain a positive environment within the school and in 

the classroom. One of the participants explained, 

Our leadership works with us and guides us. Leadership is the driving 
force, here in school, it’s the driving force of our school. It gives us 
direction, it gives us appropriate guidance, and it keeps us focused. 
Leadership keeps us going in the right direction. (EC 1.2, 33–36)  

Another participant explained, 

A lot of what we do is dependent on how the leadership approaches their 
job, and here, they are aware of our weaknesses, and what we need to do, 
what our children’s needs are, and how to meet their needs. (EC 1.8, 74–
77)  

Another participant stated,  

Our leaders are very strong, and very knowledgeable. They provide us 
with direction and focus. Our campus principal is always available to help 
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us. We know we can depend on her to provide us the materials we need, 
and the support. Our campus facilitator also is very helpful. She goes into 
our classroom and models lessons. Our district leaders are also available to 
help. We know who they are because they visit our campus frequently. 
(FG, 66–72)  

 However, the focus groups explained that leadership in their district does 

not necessarily mean the administration only. Teachers consider themselves 

leaders also. One teacher explained, 

Our principal is our leader and she helps and guides us. We, as teachers, 
are also leaders. As grade-level chair, we are leaders for our grade levels. 
If the teachers within my grade level or subject area need something, they 
come to me, and I speak to our principal and tell her what our needs are 
(EC 1.5, 43–46)….We also have lead teachers that help us with our 
teaching needs. (EC 1.1, 41–42) 

Our leadership came up with a method that allows us to be involved in the 
committees at the district level, such as the Academic Learning Teams 
(ALT). By participating in the ALTs, we have learned a lot; those of us 
involved come and share the information with the rest of the teachers. The 
leadership has helped build my capacity in that manner. (FG, 22–25)  

 As the focus group participants stated, “Leadership encourages the sharing 

of information; leadership drives everything.” Additionally, during the interviews, 

a participant stated, 

The leadership is very strong. The important role of the principal has been 
highlighted. Instructional success has increased. When I started out in 
[Memory Lane], I don’t know that I would have considered the principals 
the instructional leaders, but now I think that is something they are pretty 
much focused on. I think now the district is not, can we do it, but how are 
we going to do it. I look at the new accountability requirements, and I 
swallow hard, but it is not something I say, “I don’t know how we can do 
it, it is something that has to be done.” (HSF 1, 64–71)  
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The leadership is viewed with respect. Teachers spoke highly of the 

leadership at Memory Lane ISD. Another attribute was described by the focus 

group as student-centered professional development sessions.  

 

Student-Centered Professional Development Sessions 

 The professional development offered by the district is student centered. 

Furthermore, professional development increases the teachers’ capacity. The 

group described the professional development sessions as being on target to meet 

their needs and the needs of their students. Further, they stated that the district 

leaders provide follow-up support to the staff development sessions. This support 

was provided in the form of follow-up sessions through the district or in the 

classroom with the campus facilitator. A teacher explained, 

The professional development sessions help us to keep growing. As a 
teacher, I know that it is important to grow professionally, instead of just, 
well, I am finished, I know what I am supposed to teach. I have learned 
more by attending the professional development sessions and sharing with 
my colleagues. We share things such as what is working, what is not 
working, different strategies for us to use in the classroom, so we are 
always growing. (EC 6, 52–54) 

 The teachers continuously stated that in their district, the students come 

first. The focus group participants expressed that their main task was to teach the 

students.  

The materials we use for instruction are based upon the needs of the 
students. The professional development is designed to meet the needs of 
the students, the teachers too, but always to meet the needs of students. 
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The students’ needs drive the planning process. Everything that we do 
impacts student achievement; therefore, we need to keep in mind that the 
curriculum we teach and the materials we use are going to impact the 
students. (FG, 81–85)  

Another participant stated, 

Some of our students that are lacking skills that may take twice as long to 
learn something, because we don’t all learn at the same rate. So some of 
the kids take a lot longer to internalize something. I feel that this is where 
we can help through intervention programs that focus on their needs. 
Students are provided the opportunity through extra time to learn. (EC 1.2, 
49–53)  

Every Thursday we have Elementary School B winners for the students 
who have shown responsibility towards their own learning, and taking 
responsibility for their own learning and what they need to do in class, 
their behavior. They get to wear a t-shirt. So, if this week, a student did 
everything he was supposed to, showed the effort, listened, and behaved, 
he wears the t-shirt. (EC 1.8, 122–127) 

 Further, teachers receive continuous follow-up support that increases their 

capacity. They view follow-up support to the instructional process and 

professional development as very important. They are grateful that the campus 

has a facilitator position that provides them with the support. They explained, 

The facilitator helps us in the classroom, but also meets with us as a group 
during one of our planning time meetings. She helps us out by providing 
new strategies or following up on the previous professional development 
session that we might have attended. Also, when we meet to analyze the 
data, she helps us out. The follow-up support that we have in our district 
helps us to implement or use the strategies that we have learned. (FG, 33–
36) 

Teachers described the flexibility to select the professional development 

sessions as necessary to the professional development process. Teachers are 

allowed to select sessions that they need or want to attend. They explained that 
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they have the flexibility to select the sessions where they will learn more on those 

areas they are weakest. A teacher explained, 

We have our say as to what we think we need in professional 
development. So, if we have the money at the campus level, speakers are 
brought to the campus. But, also, through the ALT, we explain what we 
need, and the ALT representative takes it to the district level. So, we as 
teachers have a voice, the leadership listens to our needs, so whatever 
professional development we need that will benefit us, if the district can 
afford it, we can attend. (EC 7, 66–70)  

The professional development helps build their capacity, but the focus groups 

stated that the support that they receive for the curriculum and instruction has 

helped them immensely. 

 

Aligned Curriculum and Instruction 

 Teachers in Memory Lane ISD perceived curriculum and instruction as a 

very important attribute. In addition, they explained that the quality of the 

curriculum documents that is provided to them by the district and the campus 

helps ensure academic success in the classroom. The group stated that the 

alignment of the curriculum has increased the quality of the instructional process 

in the district. Because the leadership has increased their knowledge level, they 

are able to augment the teacher’s capacity by providing them an aligned 

curriculum and needed resources. A teacher explained, 

Our curriculum has been aligned with the state standards; a timeline and a 
scope and sequence have been provided. This has helped us a lot, because 
now we know what to teach and when to teach it. The information for the 
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curriculum comes from the ALTs, which are the Academic Learning 
Teams. We have one representative from each school or subject area. I 
happen to be the representative for language arts so that I come back, and 
together with the facilitator, we decide what we need to do. We 
communicate with the rest of the teachers so that we can have a coherent 
curriculum. (EC 1.1, 77–82)  

The teachers explained that the quality of the curriculum is based on the 

knowledge of their leaders.  

Professional development impacts the quality of the curriculum and 
instruction, and professional development impacts the quality of the 
instructional programs. Leaders need professional development so that 
they can have the capacity to oversee and manage the program 
implementation. The professional development allows them to be more 
aware of what is needed, why it is needed, and gives them the leverage to 
ensure that teachers have it available. Whether it be professional 
development, resources, different schedule, et cetera, they [the leaders] see 
to it that it happens appropriately. Without external support or any type of 
professional development, the leaders would not have the capacity to 
determine the needs as well as they could. In addition, resources or the 
lack of resources impacts the curriculum and instruction. (FG, 44–52)  

The quality of the curriculum and instruction impacts the instructional 

process. In addition, the quality and quantity of resources also determines the 

effectiveness of the curriculum implementation and the adequacy of professional 

development.  

 

Allocated Needs-Based Resources 

The teachers stated that the district provides not only professional 

development with appropriate support to implement the new strategies, but also 

resources to ensure the appropriate implementation of the curriculum. The 
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availability of resources for instruction and for professional development 

increases the opportunity to develop teacher capacity. A participant explained, 

The availability of resources allows us to increase the opportunities for our 
kids to be successful, whether it’s a show thing, whether it’s a campus 
thing, anything we need to help our kids succeed….A valuable resource 
that is provided to us by the district is time. Without time, we would not 
be able to analyze the data, meet and plan together, or attend professional 
development sessions….Without proper resources, we are not able to 
implement the programs appropriately. (EC 1.1, 73–75, 164–166, 210–
211)  

Another participant stated,  

We work in a great district. If we ask for something to aid us in the 
instruction, it is given to us. So we have no excuses, we have the 
resources, the materials, the supplies, we get them, and we work with 
them. (EC 7, 53–55)  

Another participant stated, 

Without the appropriate resources, we are unable to deliver the curriculum 
in a suitable manner. The resources, such as the instructional materials, the 
technology, the time that is provided for us to plan is important to the 
delivery of curriculum. (FG, 97–99) 

We can implement the curriculum as provided to us by the state, but when 
the leaders of the district provide adequate resources for the proper 
implementation of the curriculum, it makes it a lot easier. For example, in 
science, we would not be able to provide quality instruction to our 
students if we did not have adequate resources. We need the lab materials 
to make it meaningful for the students. The same with the special-
populations students; even though I am certified to serve the students, it is 
important for me to have updates on the latest research, the latest rules and 
regulations, and the latest techniques to teach the students. The leadership 
in our district, including the leadership at our campus, ensure that we have 
those things available to us. In fact, our campus principal is very 
knowledgeable in curriculum. This is the first principal that I have worked 
with that has so much knowledge in curriculum. She is very focused in 
instruction and ensures that we all are too. (HS 4, 25–35)  
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A participant stated, “The availability of the resources impact[s] the quality of the 

curriculum and instruction.” Yet, the curriculum and instruction impacts the 

professional development. As stated by one of the participants, “Curriculum 

impacts professional development because the curriculum determines the type of 

professional development we need” (EC 1, 223–226).  

 Resources, according to the focus groups, are important to the curriculum 

implementation. The following attribute is student-focused instructional 

programs, which, according to the group, impacts the amount of resources 

provided at the district and campus levels. 

 

Student-Focused Instructional Programs 

Participants described student-focused instructional programs as the 

attribute by which the instruction is delivered effectively. The teachers expressed 

that many times the programs that address certain populations are overlooked. 

However, this does not happen at their district. The participants further defined 

the instructional programs as the area that promotes assessment, data analysis, and 

follow-up with comprehensive planning. In addition, the desire to implement 

student-focused instructional programs encouraged the leadership to follow a 

consistent communication process throughout the district. They mandated the 

development of vertical and horizontal teams and ALTs, provide opportunities for 

professional development, and support teachers’ needs. A participant described it 
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in this manner: “Instructional programs provide a link to each campus by central 

office. Instructional programs impacts our professional development and growth 

because the leadership will accommodate our schedule to provide the needs of the 

staff as far as growing professionally” (HS 4, 57–59, 116–118). Another 

participant describes it as “the informational process, the instructional guidelines 

and the training that comes from higher up down to the teachers” (HS 2, 18–20). 

Further, the focus group stated, “When the components work in sync, we are able 

to meet the needs of the students that impact their academic performance” (FG, 

101–103). 

The desire to promote student-focused instructional programs encouraged 

principals to provide teachers with the opportunity to plan, to communicate with 

each other, and to assess and analyze the data. In addition, the participants 

mentioned the following strategies utilized to support the instructional programs: 

1. Meet twice a week as a department. 

2. Meet twice a week as a team. 

3. Form ALTs. 

4. Discuss campus issues through site-based decision-making (FG cards). 

The group explained that communication is important to the successful 

delivery of instruction. Effective communication provides teachers with needed 

information. Teachers stated that the district has many avenues to ensure that 

communication takes place. A participant stated, “The forms of communication 
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offered by the district, TV, memorandums, ALT, and other ways, help us to know 

what is going on. We are able to communicate with the parents and with each 

other” (EC 1.2, 39–40). 

 The teachers explained that the programs are effective due to the regular 

assessment. “The assessment provides an accountability process that helps us stay 

on target.” The group felt that the provision of the benchmarks helps them to pace 

themselves and to know if they are teaching what needs to be taught and if the 

students are learning. A participant stated,  “Assessment is the evaluation of 

student needs. By testing, by informal assessments, by watching their reactions in 

certain situations in the classroom, we are able to determine the needs of the 

students as well as our needs” (EC 1.2, 16–18).  

 Finally, the teachers explained that data analysis is an important 

component to determine the success of program implementation. The data 

analysis provides them with information that helps them determine if the students 

are learning, what they are learning, and where they need to improve. A 

participant explained,  

The data analysis is important. It provides me with the information, the 
data, where am I going to use it, how am I going to use it? How am I 
going to reteach? How am I going to meet this concept? If they are having 
concern areas, how am I going to use this information to help me get the 
concept across to the children? (EC 7, 26–29)  

Another participant stated, 

We analyze the data, then we get together as a grade-level group. We 
discuss what we see our students having difficulties in. And so, we talk 
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about whatever objectives we’re actually working on. And we see where 
the difficulties are, what type of problems; we make flow charts and things 
like that to help us see where the weakest areas are. They need more 
reteaching or more practice. But also, for example, the state test—they 
[campus principal and central office staff] send us all the information, and 
they give us all, and we meet, look at it as a grade level or as a campus, 
and we look at all the different areas and we see how each target was—
whether it was a weak area or a strong area for the campus. We kind of 
use that to try and focus on our teaching and if we need professional 
development in that area. For example, this year the problem solving is the 
biggest thing, and our principal is providing us professional development 
in that area by bringing in someone to our campus. (EC 1.8, 59–70) 

 The support provided to ensure student-focused instructional programs is 

important to implement quality curriculum through quality programs in the 

district. Figure 4.4 illustrates the teachers’ perceptions of professional 

development to build their capacity for instruction at Memory Lane ISD. 

 

 

Figure 4.4. Teacher’s perceptions of professional development to build their 
capacity for instruction. 
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Focus Group Systems Influence Diagram (SID) 

 Finally, the SID, Figure 4.5 (also shown in chapter 3 as Figure 3.1) is 

presented in this chapter to provide a visual representation of the groups’ 

generated ideas of the affinities that impact each other. The affinities generated by 

the focus groups represent those areas described by them as being influential in 

the professional development and capacity-building process.  

 Figure 4.5 provides a graphic view of the leading affinities that drive the 

professional development process, bringing about capacity throughout the district. 

The diagram shows how each affinity impacts the other. Leadership impacts the 

instructional programs, allocation of resources, curriculum and instruction, and 

professional development. The instructional programs impact the allocation of 

resources, curriculum and instruction, and professional development. The 

allocation of resources impacts curriculum and instruction and professional 

development. Curriculum and instruction impacts the professional development 

process. Finally, all of the affinities impact the quality of services provided to the 

students in the district.  
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Figure 4.5. Unsaturated SID for Memory Lane ISD focus groups. 
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term plan to increase the faculty’s strategies for classroom instruction. The district 

has adopted the New Jersey process as a means to teach students writing. This 

process has been in place for several years, and the district has continued to 

experience academic success in this area. All the faculty have received 

professional development in this process, yet it is continuous and ongoing. The 

district leaders take student academic learning seriously and therefore cannot take 

for granted that one professional development session will prepare teachers 

sufficiently. Instead, they understand that ongoing support is necessary to 

continue to be effective. This process is modeled in all of the subject areas.   

In addition, campuses provide professional development in areas that are 

needed that may not be a part of the professional development district plan. As 

stated earlier, district leaders and faculty analyze data as an ongoing activity. 

Because the district has local benchmarks in place, the results are analyzed after 

every implementation. One of the participating campuses, upon reviewing the 

data, discovered that the students had a weakness with the TAKS objective of 

“problem solving”. Based on the data analysis, this objective proved to be a  

particular need for that campus. Therefore, the decision to address the objective of 

problem solving in the area of math was made to ensure that students would 

master the objective instead of failing it. Consequently, a specialist was hired to 

provide training to the faculty. The training was not a one-shot activity; instead, it 

was ongoing. In addition to bringing in a presenter, the campus facilitator 
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followed up with the teachers to ensure that teachers understood and were able to 

address the objective of problem solving successfully. This is just an example of 

how professional development is addressed to meet not only the needs of 

teachers, but also the needs of students.   

 

 

Summary 

 Throughout the course of this study, the researcher worked with focus 

groups and conducted one-on-one interviews with teachers and administrators in 

regards to the different perspectives at the three different levels. The focus groups 

as well as the interviews provided a portrait of a successful school. The successes 

experienced at Memory Lane ISD are the results of hard work, knowledge, the 

belief that all students deserve the opportunity to learn, and the willingness of the 

staff to provide that environment for the students. The study shows that the 

members of Memory Lane ISD are active learners who are willing to provide the 

time and effort to ensure that meaningful learning is provided to all students. 

 This chapter provided a description of the district and its surroundings, 

noting that Memory Lane ISD has been rated Recognized by the Texas AEIS 

since the 1996–1997 school year. A profile of each of the three campuses where 

interviews and focus group sessions were conducted was also provided.  
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 Finally, the findings to the three research questions along with supportive 

evidence were discussed. During the course of the study, Memory Lane ISD was 

depicted as a successful district. The district’s unity and student-centered culture 

did not happen by accident, but by continuously work to improve and enhance the 

instructional process. The hard work of the people involved in the instructional 

process—teachers, principals, and central office administration—the support staff, 

the board, and the community members has contributed to the success of the 

district. When visiting Memory Lane ISD, there is no doubt that a student-

centered culture and a culture of unity among the staff exists. Undoubtedly, those 

who work together for the same purpose accomplish more. Chapter 5 provides a 

summary of the findings and the implications for practice and future research.
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CHAPTER 5 

SUMMARY, FINDINGS, IMPLICATIONS, AND RECOMMENDATIONS 

 

Introduction 

 Chapter 5 of the study of three perspectives on professional development 

and capacity is divided into three sections. The first section presents the research 

questions guiding the study and a synthesis of emergent themes that were used to 

organize the data. The second section includes findings derived from this study. 

The concluding section of this chapter provides implications and 

recommendations for practice and further research in the study of professional 

development and capacity-building actions of district administrators to promote 

and sustain academic success. 

 

Summary of the Research and Emergent Themes 

 This study focused on the perspectives of central office leaders, campus 

leaders, and teachers on professional development to build district capacity. 

Different studies on educational reform have called for systemic change to create 

learning communities and student performance-based systems (Darling-

Hammond, 1997; Elmore, 2002c; Horde, 1996; Senge, 1990). Yet, systemic 

reform is not necessarily inherent to changes in teaching practices (Elmore, 
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2002a). The need to “build schools’ capacity to implement complex change is 

crucial for reform, particularly for schools in higher poverty areas” (Geiser & 

Berman, 2000, p. 21). Further, Elmore (2002a) explained, “The improvement of 

student performance or the performance on any teacher will not improve without 

increasing the investment in teachers’ knowledge, pedagogical skills, and 

understanding of students” (p. 4).  

In addition, building capacity requires more than professional 

development (Cohen, 1995; Darling-Hammond, 2000; DuFour, 1995; Elmore, 

1995). It entails increasing the technology, the quality and quantity of resources 

available for teaching, and interpreting and using data (Cohen & Ball, 1999; 

Corcoran & Goertz, 1995; Massell, 2000). Further, if teacher capacity is to 

increase, central office staff must increase their own capacity (Foley, 2001). The 

quality of leadership is a major component in building capacity. Quality 

leadership ensures that the necessary components for instructional support, such 

as organizational integration and the provision of materials, equipment, space, 

time, and access to new ideas and expertise become available (Fullan, 2000).  

In the early 1980s, the legislature in the state of Texas mandated the 

development of instructional standards (TEA, 2001). The response to the mandate 

was the EEs, state standards that districts were responsible to teach. In addition, 

the state developed an accountability system through yearly criterion-referenced 

testing and the PEIMS. The PEIMS required all districts to submit student 
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information such as attendance, number of students dropping out, and other useful 

data (TEA, 2001–2002). The PEIMS database has helped make the district 

information more public, encouraging districts to seek alternative methods to 

improve student performance.  

In the mid-1990s, Texas increased the rigor of the standards. Beginning 

with the EEs, the standards were then revised and named the TEKS. In addition, 

the state began to revise the state accountability test to be aligned with the TEKS. 

Therefore, the TAKS was developed (TEA, 2001–2002). The first year of 

administration of the TAKS was in 2002–2003. In addition to the test, more 

rigorous standards were set, such as the requirement that third graders pass the 

reading TAKS to be promoted to the next grade level (TEA, 2001–2002). 

Therefore, the challenge to continue to educate students and to meet the state-

mandated requirements increased the need for action from school district leaders. 

Basically, nationwide, the bar is being raised for improved student achievement in 

all content areas. In order to address the increased expectations of students, school 

districts must respond; many have done so using professional development as a 

vehicle for addressing student achievement. 

 In order to improve student achievement, it is imperative to improve the 

instructional process. Knowing that “teachers influence student learning in 

numerous ways” (Hawley & Valli, 1999, p. 128) makes it an imperative to try 

different strategies. According to Hawley and Valli (1999), “the symbiotic 
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relation between professional development and school improvement efforts is a 

persistent finding in school improvement research” (p. 129). Therefore, if the state 

calls for higher standards, the importance of professional development increases 

for educators.  

 However, professional development as it has been implemented in the past 

no longer serves its purpose (Fullan, 2002; S. Gordon, 2003; Grogan & Andrews, 

2002). It became essential for districts to rethink the approach to provide 

professional development that will help build capacity within the system. 

Researchers have determined that if teachers are to participate in professional 

development meetings, the sessions have to meet their needs (Darling-Hammond, 

1998). Thus, examining data and involving teachers in the decision-making 

process to plan professional development has become an issue of importance.  

 Limited research has been conducted on successful professional 

development to build capacity. Moreover, studies of the work of district-level 

administrators to provide professional development to build capacity district wide 

in a coherent and coordinated manner are extremely scarce (Fullan, 2002). 

Therefore, the purpose of this study was to examine the central office leaders, 

campus leaders, and teachers’ perspectives of professional development to build 

capacity.  

 The framework created by Loucks-Horsley et al. (1998) was adopted by 

the researcher to investigate the professional development process used at 
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Memory Lane ISD. The process delineated in the framework—set goals, plan, do, 

and reflect—is impacted by inputs—knowledge and beliefs, strategies, context, 

and critical issues (Loucks-Horsley et al.). Following the framework’s process 

and the inputs that impact the process helped the researcher identify successful 

components of the district’s professional development process as a means to build 

capacity.  

In addition, this study used a systems method for qualitative research, the 

IQA, and other qualitative procedures to gain understanding of the research 

questions. The questions guiding this study were 

1. How does central office instructional staff provide professional 

development to build district capacity?  

2. How do principals build capacity through professional development in 

their respective schools? 

3. How does a select group of teachers perceive professional 

development in building their capacity for classroom instruction? 

The district was selected by a purposive method following five criteria:  

1. a member of the EIN partnership with the Charles A. Dana Center;  

2. success in increasing student achievement in math and/or reading over 

3 or more years;  

3. a poverty rate of at least 50%, as defined by students eligible for free 

or reduced-price lunch;  
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4. a high percentage of minority students; and  

5. participation in leadership capacity development through a partnership. 

  The district leadership selected the campuses based upon the levels of 

success and a feeder pattern. In addition, the principal of each of the three 

participating campuses selected the participants of the focus groups. Central 

office key leaders responsible for curriculum and instruction were interviewed 

using an open-ended interview guide: the deputy superintendent, staff 

development director, executive director for curriculum and instruction, campus 

principals from the participating campuses, and campus facilitators. The data for 

this study were collected through a series of 19 one-on-one semistructured 

interviews, focus group sessions, a professional development observation, and the 

review of district documents. The focus groups participated in a systems method 

for qualitative research, the IQA, to generate themes based on teacher 

perspectives on how the district helps build their capacity to improve instruction 

in the classroom. Finally, the participants of the focus groups were interviewed 

one on one to obtain a clear understanding of each participant’s point of view. 

Coding, categorizing, classifying, and labeling the primary data (Patton, 

2002) were used with the raw data and then transferred during the transcription 

notation to eliminate chaos and confusion. Once the data were coded and 

classified, they were broken down into categories and subcategories based on 

interrelationships. The researcher identified these subcategories of data as six 
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emergent themes. The findings to this study were categorized by the themes 

generated by the focus groups through the IQA process. Six different themes were 

generated by the participants and defined as influential to the professional 

development and capacity-building process. The themes are leadership 

commitment, professional development process, curriculum and instruction, 

resources, instructional programs, and student-centered philosophy. The themes 

were utilized to organize and code the data to address the research questions. The 

results of the data analysis process were presented in chapter 4 of this study.  

 

Summary of Findings 

 The researcher analyzed the data to illuminate the three different 

perspectives of professional development to build district capacity. The three 

different perspectives are embedded in the research questions:  

1. How does central office instructional staff provide professional 

development to build district capacity? 

2. How do principals build capacity through professional development in 

their respective schools? 

3. How does a select group of teachers perceive professional 

development in building their capacity for classroom instruction? 
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1. Central Office Professional Development Strategies to Build Capacity 

Memory Lane ISD created an infrastructure to promote and sustain teacher 

learning and instructional improvement through the following strategies: 

demonstrating leadership commitment, incorporating a professional development 

process, enhancing curriculum and instruction, allocating resources, incorporating 

instructional programs, fostering a student-centered philosophy, and partnering 

with external entities.  

 

Demonstrating Leadership Commitment 

Leaders demonstrated their commitment to the children, teachers, and 

principals through their involvement in the instructional process. The leadership 

together with the staff worked to develop an infrastructure that brought about 

collaboration and trust among the staff. Further, this infrastructure increased 

student academic achievement. Togneri and Anderson (2003), in the study 

Beyond Islands of Excellence, stated, “Positive interactions between central office 

and staff provides a powerful force in the district” (p. 31).  

In addition, the leadership’s commitment to the students, teachers, and 

principals was evidenced. This commitment was demonstrated through the 

leadership’s modeling of high standards, the communication process, and an 

accountability process. The high standards are modeled and expressed through the 

leadership’s behavior and attitude. 
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Incorporating a Professional Development Process 

The leadership incorporated a professional development process. Initially, 

they developed goals for the professional development process, a comprehensive 

plan, strategies, and a reflective exercise.  

Further, the comprehensive plan for the professional development process 

ensured the provision of quality professional development that encompassed the 

needs of teachers as well as the state and federal mandates. The professional 

development strategies include follow-up support for teachers, continuous 

professional development, flexibility for teachers to attend sessions of choice, 

involvement of teachers in the professional development planning and 

implementation process, and the internal development of professional staff to 

implement a plant through a cadre of trainers composed of teachers and 

facilitators. This finding is in line with the findings by Togneri and Anderson 

(2003) that “a new approach to professional development—one that involves a 

coherent and district-organized set of strategies to improve instruction” (p. 4) is 

an important component in improving district performance. 

 

Enhancing Curriculum and Instruction 

The leadership sought to increase the effectiveness of the curriculum 

through a variety of strategies. These strategies include aligning the curriculum; 
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creating a timeline, scope, and sequence; and organizing vertical teams and ALTs. 

The leadership determined that the strategies used to enhance the curriculum were 

not sufficient to ensure the proper implementation of instruction in the classroom. 

Therefore, teachers were provided time for professional development regarding 

the curriculum and the state standards. The communication process was enhanced 

through ALTs and vertical and horizontal teams. This finding is congruent with 

Cohen and Ball’s (1999), finding that “working in close concert on the central 

functions of instruction, curriculum, assessment, and teacher education, guidance 

for instruction can be strong and consistent” (p. 11). 

 

Allocating Resources 

In addition to providing an enhanced curriculum, the district allocated 

resources such as money and time to ensure the proper implementation of the 

curriculum. A resource that was viewed as important was the provision of time for 

teachers to plan together, to attend professional development, and to reflect and to 

collaborate. Further, participants viewed the instructional program 

implementation as an important task to ensure appropriate services for all 

students.  
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Fostering a Student-Centered Philosophy 

Moreover, the district has a student-centered philosophy that mandates 

high expectations for staff and for students. Staff members are expected to 

provide quality services to students, and students are expected to attend school 

and to learn. The instruction in the district is guided not only by the state-

mandated standards, but also by students’ needs. This finding is fitting with the 

finding of Togneri and Anderson (2003) that instruction is guided by a strong 

vision for student success. 

 

Partnering With External Entities 

Finally, one other characteristic that was evidenced as a strategy to 

provide professional development and to build capacity was partnering with 

external entities, such as universities and educational service centers. These 

findings are congruent with O’Day et al. (1995), who wrote, “Schools need 

external input and assistance to move significantly beyond current practice” (p. 

4). Memory Lane ISD has partnered with external entities to increase leader 

capacity.  

 

2. Principal’s Professional Development Strategies to Build Capacity 

 The principals at Memory Lane ISD have created a structure of support to 

build capacity through professional development. Professional development is 
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addressed not only through the traditional one-day sessions, but also in a 

nontraditional manner. Professional development is addressed through a series of 

strategies. The strategies to build capacity encompass, but are not limited to, the 

following: providing additional planning time, offering instructional support, 

organizing teams, supporting ALTs, fostering analysis of data, providing time to 

attend professional development sessions, promoting teacher selection of sessions, 

hiring presenters, and fostering a strong communication process. 

 

Providing Additional Planning 

The provision of additional planning time is one strategy that was used by 

districts in the study by O’Day et al. (1995), Building Capacity for Education 

Reform. Principals at Memory Lane ISD provide additional planning time for 

teachers to engage in planning, reflection, collaboration, and professional 

development. This finding is in line with Ragland et al.’s (1999) study, where 

supportive structures provide “teachers with time to meet in teams regularly to 

discuss instructional objectives and to learn effective teaching strategies from 

each other” (p. 22). This strategy enhances teachers’ opportunities to engage in 

meaningful conversation regarding classroom instruction.  
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Offering Instructional Support 

Further, the strategy to offer instructional support for teachers creates an 

environment of learning in the campuses. This support is provided through a 

campus facilitator. Each campus has at least one facilitator. The facilitator 

provides curriculum instructional support, meets with the faculty to discuss test 

results and analyze data, models lessons for teachers, and provides literature on 

educational studies. In addition, the facilitator meets with teachers on a regular 

basis to discuss curriculum. This strategy is in line with Ragland et al.’s (1999) 

findings that “facilitators or other specialists observe teachers, help teachers 

understand the data, and facilitate a process of pedagogical problem-solving” (p. 

22). Teachers address instructional issues with the facilitator to ensure that the 

classroom instruction does not falter.  

 

Organizing Working Teams 

Another strategy utilized by the principals is organizing grade-level teams 

and subject-area teams. Teachers meet with their grade-level teams to plan the 

instruction for their grade level, to discuss the objectives to be taught, and to study 

the state standards to obtain a clear understanding of what needs to be taught. 

Further, the teachers meet by subject area to plan lessons for their subject area and 

collaborate. Miles and Darling Hammond (1997), in their study, Rethinking the 
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Allocation of Teaching Resources: Some Lessons from High Performing Schools, 

indicated that “common planning time with teachers who are part of the same 

instructional team allowed teachers to develop, adapt, and continually improve” 

(p. 40).  

 

Supporting Academic Learning Teams 

In addition, the district set up ALTS district wide to enhance the 

communication process in reference to curriculum. Supporting the ALTs and 

encouraging teachers to participate in this committee is another strategy utilized 

by the principals at Memory Lane ISD. Leadership assumed—and research has 

supported this assumption—that teachers’ capacity increased by participating in 

these committees as they become familiar with the organizational structure and 

the strategies utilized to increase the instructional effectiveness district wide. 

Massell (2000), in her study The District Role in Building Capacity, stated, 

“Districts designate regularly assigned classroom teachers to provide information 

or support to their colleagues on specific innovations” (p.4). At Memory Lane 

ISD, teachers who participate in the ALTs provide information and support to 

their colleagues by providing them with updated information.  
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Fostering Analysis of Data  

The evaluation of student performance is an ongoing process due to state 

mandates. However, evaluating students without analyzing the results is not an 

effective practice. At Memory Lane ISD, principals foster the analysis of data as 

one of the strategies to build capacity. The teachers are provided with 

disaggregated data and afforded with time to review and analyze further the data. 

Through this process, teachers make instructional decisions that impact the 

classroom instruction. Levine and Lezotte (1990), in their study Unusually 

Effective Schools, explained that a successful strategy is that of “utilizing test 

results for setting goals, assessing the curriculum, evaluating instruction, and 

measuring progress toward school goals” (p. 16). 

 

Providing Time to Attend Professional Development Sessions 

Providing time for teachers to attend professional development sessions is 

another strategy. Although the district practices nontraditional professional 

development practices by encouraging teachers to engage in professional 

development within the campus and in the school district, teachers are encouraged 

to attend professional development sessions outside their campus. Further, 

teachers are provided with the opportunity to become a trainer of trainers in a 

particular subject area. This allows them to attend professional development and 

become active participants in the professional development process. This strategy, 
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according to Massell (1998), “builds the knowledge and skills of the teaching 

staff, and expands their own capacity to accomplish goals” (p. 4).  

 

Promoting Teacher Selection of Sessions 

Further, campus principals promote teacher selection of sessions. Teachers 

expressed their gratitude to the campus leadership for allowing them to choose the 

sessions to attend.  

 

Offering Ongoing Follow-Up Support 

After attending professional development sessions, whether in their own 

campus or within the district, principals offer ongoing follow-up support. O’Day 

et al. (1995) explained, “Follow-up support is necessary to develop the deep 

content and pedagogical knowledge necessary to meet the instructional goals” (p. 

7). Teachers are provided with follow-up support by the instructional facilitators 

located at each campus, the principal, and teacher leaders.  

 

Hiring Presenters 

Hiring presenters is another strategy utilized to build capacity within the 

campuses in Memory Lane ISD. Consultants or presenters are brought to the 

campus to provide professional development in specific areas related to the 
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campus’s needs. O’Day et al. (1995) stressed that “schools need external input 

and assistance to move significantly beyond current practice” (p. 4).  

 

Fostering a Strong Communication Process 

Finally, by fostering a strong communication process, principals inform 

teachers of any curriculum changes, mandates, policies, and any other relevant 

information within the district or state. The communication process enables 

teachers to stay abreast of the latest information, thereby allowing them to prepare 

accordingly to ensure the best instruction in the classroom.  

 

3. Teachers’ Perceptions of Professional Development to Build Their Capacity 

for Classroom Instruction 

 Teachers’ perceptions of professional development to build their capacity 

for classroom instruction mirrored the perceptions of principals and central office 

leaders’ vision for building capacity. The teachers’ perceptions of professional 

development to build their capacity included several attributes: student-focused 

leadership, student-centered professional development sessions, aligned 

curriculum and instruction, allocation of needs-based resources, and student-

focused instructional programs. 
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Student-Focused Leadership  

 Teachers indicated that the leadership at the campus level and at central 

office is strong and supportive. They stated that the leadership are instrumental in 

providing direction and focus and enable them to carry out the instructional 

process. The leadership, according to the teachers, provides substantive 

instructional support through professional development experiences that increase 

their capacity to teach their students successfully.  

 

Student-Centered Professional Development Sessions 

Further, teachers indicated that the professional development sessions are 

student focused and teacher driven because the teachers plan the sessions 

according to student needs. A teacher can choose to be involved in the planning 

process as well as the implementation process by becoming a trainer of trainers or 

a member of the ALTS or vertical or horizontal teams. In addition, teachers 

pointed out that their professional development is curriculum related and student 

focused, includes follow-up support, and is continuous.  

 

Aligned Curriculum and Instruction  

 Teachers also specified that the leadership provide them with a curriculum 

aligned to the state standards. In addition, the teachers stressed that the ALTS 

have provided them with much better communication about the curriculum. 
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Further, through the ALTs, teachers have been provided access to the central 

office staff and their expertise. 

 

Allocation of Needs-Based Resources 

 Teachers explained that the district provides them with an array of 

resources. Resources include, but are not limited to, technology, personnel, time, 

instructional materials, and money. The teachers viewed time as one of the most 

important resources. They expressed that the time that was provided for them to 

plan together to attend professional development sessions and conferences was 

very valuable because it increased their capacity for classroom instruction. 

 

Student-Focused Instructional Programs 

Teachers viewed the appropriate implementation of instructional programs 

as an important component to the success of all students. The teachers viewed the 

fact that instructional programs are student focused as an effective method to 

ensure student success for all. Because their district provides attention to the 

implementation of the programs, they do a better job of serving the students in the 

classroom. 
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Theoretical Model 

The following theoretical model provides a view of the district’s process 

as viewed by the researcher. The district’s willingness to provide professional 

development to increase capacity permeated the district as it provided a feeling of 

growth and desire to improve the instructional process. The leadership’s influence 

on the professional development process, allocation of resources, curriculum and 

instruction, and the appropriate management of programs helped increase the 

capacity of the staff, thus improving academic performance. The district’s ability 

to seek external support through external partnerships such as the Charles A. 

Dana Center increased the leadership capacity. The success continues to breed 

success at Memory Lane ISD. Figure 5.1 depicts the instructional flow at Memory 

Lane ISD as interpreted by the researcher. 
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Figure 5.1 A theoretical model for capacity building at Memory Lane ISD. 

 

The district and campus leaders provide a professional development 

process that has helped increase the capacity of their staff, thereby increasing 

student academic performance as well as staff performance. Capacity is defined 

by Cohen & Ball (1999) as a finite set of knowledge, skills, and commitments that 

are needed in order to produce good instruction (p.5).  In addition, capacity 

building entails the means to improve curriculum materials, training teachers and 

other staff in new teaching methods, increasing knowledge and skills, adding new 

technology, and improving the quality and quantity of resources available for 
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teaching, interpreting, and using data.  The leadership at Memory Lane ISD, 

including the faculty has increased their capacity and that of the organization by 

engaging in a professional development process, and ensuring that the appropriate 

resources become available to carry out the necessary activities in the classroom 

for students or for professional learning.   

Further, the district leadership’s capacity to motivate, and the trust the 

staff  to manage, decide and set priorities has in turn enabled the faculty of 

Memory Lane ISD to increase their capacity, thereby increasing the potential for 

student academic success. The faculty’s capacity was increased when the 

leadership established standards for performance and created a focus for direction. 

The decision to include faculty in the decision-making process and the 

professional development efforts has increased strategically the faculty’s 

understanding of the district’s vision.  

 

Implications for Practice and Recommendations for Future Research  

The researcher concludes that although the study findings suggest that 

professional development to build capacity is a process that enables the staff to 

gain the momentum that increases student achievement, the findings also suggest 

that it is not an easy process. The leadership must model the process continuously 

and must be relentless in pursuing high expectations for leaders, teachers, and 

students. The importance of continuity in such a process is not minimal; thus, 
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people who are willing to embark on such a task must be ready to work to create 

an environment of change and success for all involved. 

Therefore, school leaders interested in building capacity through 

professional development should embark on a comprehensive planning process 

including a needs assessment, goal setting, planning strategies, implementing, 

assessing and reflecting. Additionally, the leadership must commit adequate 

resources to fully implement a systemic process. Finally, the external partnerships 

cannot be ignored; leadership must engage fully in partnerships to support the 

process.  

The researcher for this study set out to discover how administrators build 

capacity through staff development, and how teachers view the capacity-building 

process at their campus. This was a single case study of one high-performing, 

high-poverty, high-minority school district. In addition, only three campuses 

within the district were a part of the study. Additional studies on districts that are 

not high poverty or high minority would be beneficial. Additionally, studies of all 

campuses in a high-performing district would be helpful. Further, another study 

that may be of assistance would be that of a school district providing professional 

development to build capacity without the assistance of external partnerships. 
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Final Thoughts 

 The study of Memory Lane ISD proved to be very interesting. The people 

selected to participate displayed very positive attitudes and spoke highly of their 

leadership. The participants spoke with high regard and respect about the leaders 

in the district. Memory Lane ISD serves as an example of district leadership 

promoting a vision of success for all children not only through words, but also 

through example, dedication, and hard work. 
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APPENDIX A 

INFORMED CONSENT FORM 

 
Informed Consent to Act as a Research Subject 

 
You are invited to be a participant in a study of Professional Development and 
Capacity: Three different Perspectives. Participants have been selected by 
purposeful method as a result of the leadership role that they hold in the selected 
school district/campus. Study participants’ roles are as follows: teachers, 
principals, assistant principals, central office curriculum & instruction key 
leadership staff and administrators. Margarita Greer, a doctoral student and 
Cooperative Superintendency Fellow in the Department of Educational 
Administration at The University of Texas at Austin, is conducting a research 
study of capacity built through professional development in a high-performing, 
high-poverty, high-Hispanic school district. Mrs. Greer has the approval of the 
superintendent to conduct the study. 
 
The study itself is an attempt to understand the role that professional development 
plays in building capacity for teachers and district leaders to develop and sustain 
high performance schools in high poverty areas. The study of the capacity 
building through professional development is timely and potentially powerful in 
helping other school districts build capacity. 
 
As a participant of this study, I understand that I will respond to questions in one 
individual and/or group interviews during the course of the spring semester of the 
2002-2003 school year. My participation in this study is entirely voluntary. I 
understand that my decision as to whether or not to participate in this study will 
not affect my future relations with The University of Texas at Austin. I 
understand that I may refuse to participate and may withdraw at anytime without 
jeopardy. I further understand that the interview will be audio taped and 
transcribed. The tapes will be kept in a locked cabinet until transcribed and then 
destroyed. Any information that is obtained in connection with this study that can 
be identified with me will remain confidential and will only be disclosed with my 
permission. I may keep a copy of this form. 
 
Margarita Greer has explained this study to me and answered my questions. I f I 
have other research-related questions or problems, I can reach her at home or 
work. I understand that I may also contact her Dissertation Chair, Dr. Martha N. 
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Ovando, at The University of Texas at Austin, who will be happy to answer 
additional requests for information. 
 
 
Margarita Y. Uribe Greer  Martha N. Ovando, Ph.D. 
[address]    Professor and Graduate Advisor 
Austin, Texas 78745   Department of Educational Administration 
[work phone]    George I. Sanchez Building 
[home phone]    The University of Texas at Austin 
     Austin, Texas 78712-1291 
     (512) 471-7551 
 
I agree to participate in this study and give permission for interviews to be audio 
taped. 
 
 
_______________________________                             __________________     
Signature of Participant      Date 
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APPENDIX B 

INTERVIEW PROTOCOLS 

 

Interview Protocols* 

 

*Modified as needed for Teachers, Principals, Central office key staff and 
administrators. 
 
Name:  _______________________    Date:  
_____________________    
 
School: _______________________    Time:  
_____________________   
 
Introduction of research project presented to interviewee. 
 
Background Information 

 
1. Describe your professional experience in the field of education. 

 
2. Describe your professional experience at this district.  

 
Federal and State Mandates 

 
3. From your perspective, have the federal and state mandates affected your 

duties as a district administrator? If so, how? 
 
4. Tell me the story of your district—What are some key events that you feel 

have led to the district’s success? 
 

5. What are major professional development activities that have helped build 
capacity among the staff? 
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6. Tell me about any major success that you have had recently. How was that 
success achieved? What was the process that was used and who led the 
process? 

 
Leadership 

 
7. Who are the district’s leaders? 
 
8. Describe the role of leadership in your district. 

 
9. What is the expectation of the district for its leaders? 

 
10. How does the district “grow leadership”? 

 
11. How are the district’s decisions about teaching and learning made? Give 

me an example of a recent decision affecting student learning that you 
have been involved in and describe the process. 

 
12. Tell me about a major challenge you’ve had as a district and how you 

addressed it, including the outcome. 
 

13. Describe the culture of your district. What would you say are the core 
values of the district and its people? 

 
Building Capacity  
 

14. Who and what determine the goals and objectives for the district? For 
campuses? 

 
15. Is there a particular direction given to campuses to setting and achieving 

goals?  
 

16. How are the district and campus leaders and teachers encouraged to 
accomplish goals? 

 
17. How are the leaders of schools held accountable? 

 
18. How are teachers held accountable? 
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19. Where do you see your district now? What are the next steps in the 
process? 

 
20. What are the personal and professional words of wisdom that come to 

mind when you reflect on the capacity building provided by your 
district/campus that you would like to share? 

 
21. Is there anything that I haven’t inquired about that you’d like to share? 
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Focus Group Protocol 
 

 
1. What are major professional development activities that have helped build 

capacity among the staff of Memory Lane ISD? 
  
2.  How is professional development determined? 

 
3. How does professional development offered by the district build your 

capacity to enhance your classroom instruction?  
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Teacher Interview Protocol 
Axial Interview  

 
 

Tell me about leadership in your district. 
Tell me about staff development in your district. 
Tell me about curriculum and instruction in your district. 
Tell me about resources in your district. 
Tell me about instructional program management in your district. 
Tell me about the student needs in your district—what does it mean to you? 
Tell me about technology in your district. 
Tell me about information sharing in your district—what does it mean to you? 
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Teacher Interview Protocol 
 

Theoretical Interview  
 
The following questions are based upon the themes that the group identified as 
having the greatest impact in building capacity during the focus group meetings. I 
will go over each one of the themes to determine which one has a greater impact. 
For example, I will ask about leadership first, and go through the whole list. As 
you think about it, let me know if there is an impact or if there is no relationship. 
Then explain why you believe the particular theme impacts the other. 
 
Leadership 
Does leadership impact staff development? 
Does staff development impact leadership? 
Is there no relationship? 
 
Does leadership impact curriculum and instruction? 
Does curriculum and instruction impact leadership? 
Is there no relationship? 
 
Does leadership impact resources? 
Do resources impact leadership? 
Is there no relationship? 
 
Does leadership impact the instructional program management? 
Does the instructional program management impact the leadership? 
Is there no relationship? 
 
Does leadership impact the student needs? 
Do student needs impact leadership? 
Is there no relationship? 
 
Does leadership impact technology? 
Does technology impact leadership? 
Is there no relationship? 
 
Does leadership impact information sharing? 
Does information sharing impact leadership? 
Is there no relationship? 
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Staff development 

 
Does staff development impact curriculum and instruction? 
Does curriculum and instruction impact staff development? 
Is there no relationship? 
 
Does staff development impact resources? 
Do resources impact staff development? 
Is there no relationship? 
 
Does staff development impact the instructional program management? 
Does the instructional program management impact staff development? 
Is there no relationship? 
 
Does staff development impact the student needs? 
Do student needs impact staff development? 
Is there no relationship? 
 
Does staff development impact technology? 
Does technology impact staff development? 
Is there no relationship? 
 
Does staff development impact information sharing? 
Does information sharing impact staff development? 
Is there no relationship? 
 
Curriculum and Instruction 

Does curriculum and instruction impact resources? 
Do the resources impact curriculum and instruction? 
Is there no relationship? 
 
Does curriculum and instruction impact the instructional program management? 
Does the instructional program management impact curriculum and instruction? 
Is there no relationship? 
 
Does curriculum and instruction impact the student needs? 
Do student needs impact the curriculum and instruction? 
Is there no relationship? 
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Does curriculum and instruction impact technology? 
Does technology impact curriculum and instruction? 
Is there no relationship? 
 
Does curriculum and instruction impact information sharing? 
Does information sharing impact curriculum and instruction? 
Is there no relationship? 
 
Resources 

Do resources impact the instructional program management? 
Does the instructional program management impact resources? 
Is there no relationship? 
 
Do resources impact the student needs? 
Do student needs impact resources? 
Is there no relationship? 
 
Do resources impact technology? 
Does technology impact resources? 
Is there no relationship? 
 
Do resources impact information sharing? 
Does information sharing impact resources? 
Is there no relationship? 
 
Instructional Program Management 

Does the instructional program management impact the student needs? 
Do student needs impact the instructional program management? 
Is there no relationship? 
 
Does instructional program management impact technology? 
Does technology impact instructional program management? 
Is there no relationship? 
 
Does instructional program management impact information sharing? 
Does information sharing impact instructional program management? 
Is there no relationship? 
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Student Needs 

Do student needs impact technology? 
Does technology impact student needs? 
Is there no relationship? 
 
Do student needs impact information sharing? 
Does information sharing impact student needs? 
Is there no relationship? 
 
Technology/information sharing 

Does technology impact information sharing? 
Does information sharing impact technology? 
Is there no relationship? 
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