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Introduction 

St. Lucie Public Schools 

Port St. Lucie, Florida, is ranked as one of the nation's top ten fastest-growing metro 

areas by the U.S. Census Bureau (2023). Within this metro area, St. Lucie Public Schools (SLPS) 

is situated, serving approximately 41 schools that comprise 49,500 students from grades PK-12 

(St. Lucie Public Schools, n.d.). These numbers are up from 37 schools and 46,987 students 

during the 2023-2024 school year (National Center for Education Statistics, n.d.). SLPS serves a 

diverse student population, comprising 35.9% Black, 34.8% Hispanic, 22.7% White, and 1.6% 

Asian students, with 61% of students identified as economically disadvantaged. 

Within a two-year time span, SLPS achieved a two-grade jump. This moved their 

accountability rating from a C to an A. In addition, the Economic Development Council (EDC) 

of St. Lucie partnered with SLPS to address the impacts of the city's rapid growth on the school 

system and the community (D. Rodriguez, personal communication, February 19, 2025). Not 

only is the area experiencing rapid growth, but the demand for skilled graduates has continued to 

rise. 

Following the COVID-19 pandemic and coinciding with the area's rapid growth and 

increasing school population size, Casey DeSantis, Florida's First Lady, initiated a reframing of 

Florida's mental health education and social-emotional learning (SEL) curricula to focus on 

resilience (Executive Office of the Governor, 2025). She introduced the "Resiliency Florida" 

initiative, which requires public school students to receive instruction in resiliency, 

encompassing civic education, character development, and life skills.  

In March of 2023, the Florida State Board of Education adopted DeSantis's 

recommendations. It implemented the new standards, a first-of-its-kind approach to reframing 
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mental health and well-being instruction that also included building grit, perseverance, and 

problem-solving skills in students (FL DOE, n.d., Mental Health). Florida's SEL curriculum was 

realigned to match these standards, intentionally separating itself from the phrase "social-

emotional learning." This change aimed to move away from any perceived negative stigma 

associated with mental health instruction and toward empowerment (Florida Department of 

Education, n.d., Newsroom). Many constituents in Florida believed there was an underlying 

political context behind the move to replace social-emotional learning (SEL) with resiliency 

standards. The implication is that the change was due to concerns that SEL promoted ideological 

content that is too closely tied to critical race theory and gender identity (Abrams, 2023; 

Anderson, 2022; Wong, 2023). 

Organization Context 

While SLPS district leadership remained focused on providing quality teacher training 

and education and was committed to academic improvement, initial conversations revealed 

concerns about steady population growth, the ability to support teacher needs adequately, and the 

needs of its diverse student population. Concurrently, SLPS wished to maintain its A rating. 

Before this capstone project, SLPS conducted Student and Teacher Panorama Surveys in 

2022. Their surveys revealed less-than-favorable attitudes among teachers toward professional 

learning in SEL and other professional development opportunities, underscoring their desire for 

improved training. SLPS also faced the challenge of a new five-year strategic plan to address the 

issues identified in its 2024-2025 SWOT analysis. The strategic plan included a “K-12 road map 

leading to market value assets”, “elevating teachers as designers for learning”, and “engaging 

and supporting the local community with critical infrastructure” (St. Lucie Public Schools, n.d., 

pg. 2). Consequently, the SLPS strategic plan resulted in many leadership conversations around 
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the need for improved and immediate teacher training to implement the new resiliency standards. 

Purpose 

St. Lucie Public Schools' leadership team agreed to partner with us because of their 

district’s intentional commitment to understanding the needs of its teachers as they pertain to 

professional learning for implementing the new standards. The purpose of this capstone project 

was to examine teachers' attitudes and beliefs regarding the implementation of the resiliency 

standards and recommend strategic initiatives to enhance professional learning, support systems, 

and resources within the district.  

In initial conversations with senior leadership, an executive director in the teaching and 

learning department expressed a desire for the project, saying, “We know the teachers need help 

with the implementation. We just need to know what would help them most and in what order. 

What’s of most value right now? How do we approach this?” (Senior leader, SLPS, personal 

communication, February 19, 2025). 

Organizational Stakeholders 

Stakeholders connected to this project include three groups: SLPS leadership, faculty 

from seven K-8 schools, and principals and instructional coaches from two of the schools. 

Stakeholders in SLPS leadership include the executive director for teaching and learning, as well 

as other members of the leadership team. Members of the executive leadership team, including 

the assistant superintendent of SLPS, participated in an initial conversation at the district office 

to support the project.  

All teachers, instructional coaches, principals, students, families, and the community 

from the district, as well as the entire state of Florida, have been impacted by the mandate to 

implement the resiliency standards. The SLPS cohort completes the core group of stakeholders 
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involved in this capstone project. 

 

Mission and Pillars 

SLPS remains steadfast in its commitment to its mission: to ensure all students graduate 

from safe and caring schools, equipped with the knowledge, skills, and desire to succeed (St. 

Lucie Public Schools, n.d.). As shown in Table 1, the SLPS pillars provide the foundation that 

guides and motivates the district, its teachers, and its staff. These pillars include teaching and 

learning, safe and caring schools, talent development and growth, communication, community 

engagement, and customer service. The pillars have undergirded the district's efforts toward its 

version of success. 

Table 1 

St. Lucie Public Schools’ Pillars 

St. Lucie Public Schools’ Pillars 

 

Pillar 1 

 

 

Teaching and Learning 

 

Pillar 2 

 

Safe and Caring Schools 

 

Pillar 3 

 

Talent Development and Growth 

 

Pillar 4 

 

Communication, Community Engagement, and Customer Service 

 

Note. St. Lucie Public Schools’ pillars, as part of their mission, were established to ensure 

students graduate successfully from safe and caring schools (St. Lucie Public Schools, n.d.). 

Problem of Practice 

Problem Statement 

Florida’s new resiliency education requirements necessitate that SLPS annually provide a 

minimum of five hours of data-driven instruction to students in grades 6-12 related to civic and 

character education, as well as life skills education through resiliency education. This instruction 
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must cover strategies for demonstrating resiliency through adversity, the benefits of community 

service, and the development of healthy characteristics such as empathy, perseverance, grit, 

gratitude, and responsibility. It must also address critical thinking, problem-solving, responsible 

decision-making, self-awareness, self-management, mentorship, citizenship, and honesty. While 

the state mandated resiliency education in grades six through twelve, it had not provided 

additional funds to support its implementation. Nonetheless, SLPS was committed to 

incorporating resiliency education into all grades, starting as early as kindergarten. 

To support the implementation of the new resiliency-aligned curriculum, SLPS 

recognized the necessity for ongoing professional development for teachers and staff. The 

district had previously identified gaps in targeted training in this area from its own internal 

survey, before the term “SEL” was changed to “resiliency.” According to its 2022 SLPS Teacher 

Panorama Survey, just 54% of teachers expressed favorable views on professional learning 

related to SEL, and 58% viewed SLPS professional development opportunities positively (St. 

Lucie Public Schools, n.d.). As a result of the survey results, district leadership’s goals included 

improving teachers’ views on professional learning and opportunities (D. Rodriguez, personal 

communication, February 19, 2025). In addition to the teacher feedback, student feedback from 

the 2022 Student Panorama SEL Survey revealed that only 40% of students felt confident in their 

ability to regulate their emotions. Amidst the new Florida resiliency mandate, the student survey 

results offered another possible area for SLPS leadership to target. 

This capstone project aimed to identify ways to better support and develop SLPS 

teachers, explore their attitudes and beliefs regarding support systems, and the challenges they 

face in implementing Florida's new resiliency standards. It also sought to evaluate current 

professional development offerings, identify training gaps, and assess teachers’ perceptions of 
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the quality and relevance of the support provided. Lastly, the project aimed to examine how 

professional development influences teacher readiness to deliver resilience-focused instruction. 

Finally, the project proposes strategies to enhance ongoing training, coaching, support 

systems, community engagement, and stakeholder involvement. The goal is to offer 

recommendations that help SLPS support the needs of their teachers while enhancing 

professional learning and providing new resources. 

Literature Review 

During our review of the relevant literature, our primary focus was on effective teacher 

professional development (PD) and the support systems necessary for transformative outcomes 

as they pertain to the new Florida resiliency mandate. We explored themes, bolded below, 

related to teacher PD in the context of resiliency instruction and its potential benefits to students 

and school communities. The review is divided into four sections: resiliency, effective PD, 

teachers as learners and collaborators, and school culture. 

Resiliency  

Resiliency standards are a set of Florida state curriculum guidelines designed to foster 

students’ resilience through the development of adaptive skills. The Florida Department of 

Education (FLDOE) defines the standards as a set of 11 core characteristics, including empathy, 

perseverance, grit, gratitude, and responsibility. A significant component of the standards is 

teaching students how to “bounce back” from adversity (Florida Department of Education, n.d.). 

For this project, we conceptualized resiliency using Zimmerman’s (2013) resiliency theory, 

which is examined further in the conceptual framework section.  

Resiliency, a core focus of this study, is defined as the ability to recover from or adjust 

easily to adversity or change (Merriam-Webster, n.d.). Correspondingly, Zimmerman (2013) and 
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Fergus and Zimmerman (2005) define resiliency as the process of overcoming risks, coping with 

different, often traumatic, experiences, and avoiding the adverse outcomes associated with them. 

Zimmerman (2013) frames resiliency through a strength-based approach to child and adolescent 

development for informing intervention design. Given Florida’s adoption of resiliency standards, 

we take up the extant literature on resiliency and the connection between impact, benefits, and 

successful educational implementation.  

According to research on learning orientations and non-cognitive traits such as grit and 

growth mindset, the benefits of resiliency are both immediate and long-term (Niiya et al., 2004; 

Park et al., 2020). A balanced resiliency curriculum that integrates both hard and soft skills—

such as communication, adaptability, and confidence—prepares students for a rapidly changing 

world (Fletcher et al., 2018; Llistosella et al., 2022). Students with resiliency skills such as 

perseverance and grit can often overcome challenges more easily than their peers; they can 

collaborate more effectively and can transition more readily into university or into the job market 

(Duckworth et al., 2007; Eskries-Winkler et al., 2014; Weems et al., 2024).  

Research further shows that resilience education has a profound impact on student 

achievement, both academically and developmentally (Durlak et al., 2011; Johnson et al., 2015; 

Joyce et al., 2018). Again, resilient students often demonstrate improved mental health, stronger 

academic performance, stronger social skills, increased self-efficacy, and more effective coping 

strategies than their peers (Mastrokoukou et al., 2024). These benefits extend beyond the 

classroom, particularly when these students enter the workforce. They can adapt, communicate, 

problem-solve, and navigate complex situations or environments more confidently than their 

peers (Fernandez-Diaz et al., 2021; Pang et al., 2021; Peersia et al., 2024).  
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In addition, Zimmerman et al.’s (2013) research on helping adolescents overcome risk or 

adversity by focusing on strengths and asset-based promotive factors underscores the importance 

of resilience education in mitigating the effects of trauma and stress. Similarly, Durlak (2011)  

and Hee et al. (2024) found that SEL programs benefited students in myriad ways from helping 

them to learn to regulate their emotions to helping them recover from post-pandemic trauma. 

These types of programs were shown to improve students’ abilities to manage adversity and 

stress, and enhance social-emotional skills, attitudes, and behaviors.  

 Defining resiliency, the impact of resiliency instruction on students, and Florida’s 

mandate that all public schools integrate the standards into their curricula, helps undergird the 

remaining review of the literature on PD, teachers as learners, and school culture. 

Effective Professional Development 

Focused, intentional approaches to PD that concentrate on specific instructional 

strategies aligned with targeted curriculum content are most impactful when they are exact and 

directly connected to curriculum content and instructional strategies (Darling-Hammond et al., 

2017; Desimone, 2009; Garet et al, 2001; Hill et al, 2022). This targeted approach would be 

critical to the implementation of new curricula, such as the resiliency standards. Targeted PD 

yields greater improvements in teaching and learning than generalized approaches. According to 

Darling-Hammond et al. (2017), the structure and quality of the PD—rather than its delivery 

format or scheduling—are the most critical factors influencing its effectiveness.  

The Learning Policy Institute reviewed thirty-five methodologically rigorous studies and 

concluded that the design and implementation of the PD programs were critical to their success 

(Darling-Hammond et al., 2017). Effective programs provide a framework that enhances 

teachers’ instructional capacity and supports student preparedness for real-world challenges, 
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integrate active learning with planning opportunities, and provide continuous instructional 

support.  

The literature revealed that coherent PD contributes to its effectiveness. Coherence 

refers to the alignment of training to faculty's daily work and their school's goals (Firestone et al., 

2005; Fullan & Quinn, 2016). Coherent instructional coaching and modeling are critical for this 

high-impact PD to take hold. Again, effective PD is grounded in coherence—alignment with 

instructional goals, curriculum standards, and the practical needs of educators (Penuel et al., 

2007; Desimone, 2009; Desimone & Garet, 2015). Teachers who view PD as coherent and 

aligned with their personal goals or educational standards are more likely to adopt the new 

learning into their practices; thus, involving teachers in PD design is critical to its success 

(Penuel et al., 2007; Lindvall & Ryve, 2019; Yurtseven et al., 2020).  

Sustained support by experts and instructional coaches in the building must have 

administrative support for the successful implementation of curriculum (Kraft et al., 2018). 

Ongoing support during the implementation phase is particularly vital. Germuth (2018) found 

that with the structure and ongoing nature of the support, it would be very difficult to overcome 

any curriculum and implementation challenges facing an organization. This sustained support 

enables teachers to apply new strategies effectively. 

Relevant teacher professional development is crucial to achieving lasting impacts on 

student learning outcomes. Professional development that is disconnected from the classroom or 

school improvement plan is frequently ineffective (Quick et al., 2009; Desimone et al., 2009).  

Teachers as Learners and Collaborators 

Intentionally engaging teachers allows them to co-design the content and provide input 

on what works in the classroom, with opportunities for practicing and iterating teaching 
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strategies in real-time. Through a cycle of practicing, experimenting with, or enacting a new skill 

and receiving feedback, teachers are actively learning in an embedded, in-context job-related 

manner (Opfer & Pedder, 2011; Kraft et al., 2018). Professional development that incorporates 

active learning and provides dedicated time for curriculum planning is strongly associated with 

the successful adoption of new teaching practices. 

Schools must foster collaboration in a culture that prioritizes and values idea-sharing—

such as collaborative planning and practice—to enhance the adoption of new instructional 

approaches (Penuel et al., 2007; Darling-Hammond et al., 2017). Allocating time for teachers to 

reflect on, discuss with peers, and plan for curriculum implementation enhances student 

outcomes (Ronfeldt et al., 2015; Darling-Hammond et al., 2017). 

School Culture 

The literature also revealed the impact of school culture on teacher effectiveness. 

Teachers who work in supportive school environments and cultures tend to improve their 

effectiveness (as measured by students’ standardized test scores) at a faster rate than those in less 

supportive school environments (Papay & Kraft, 2014). Supportive environments include strong 

leadership and a school culture characterized by trust and respect (Papay & Kraft, 2014). 

With these constructs in place, in school environments that include effective feedback loops, 

reflection time, and adequate practice, high-quality professional development can be achieved 

(Darling-Hammond et al., 2017). When these elements are combined, professional development 

becomes more impactful and sustainable.  

Instructional coaching is one of the most effective forms of training for improving both 

teaching and learning. In a meta-analysis of 60 studies, Kraft et al. (2018) found that it was the 

coaching that produced the most significant and positive effects on quality teaching. 
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Concurrently, Kraft et al. (2018) found that the same coaching had only modest, but meaningful, 

gains in student achievement. The study demonstrated how impactful instructional coaching was 

in elevating the novice teachers’ performance regardless of the number of years on the job. The 

novice teachers’ level of experience had little bearing while the high-quality instructional 

coaching was most significant in terms of producing benefits overall.  

Coaching effectiveness works best when paired with other training or PD opportunities, 

such as workshops or collaborative planning sessions (Kraft et al., 2018). As stated above, school 

culture plays an important role. Kraft et al. (2018) argued that school culture maximizes the 

impact of coaching. With teacher buy-in, structured feedback loops, and a shared commitment to 

the improvement efforts, it would be difficult to fail. Yet, scaling coaching programs to reach 

large numbers of teachers, particularly more than one hundred at a time, was identified as a 

significant challenge due to the intensive, individualized nature of effective coaching. 

Kraft et al. (2018) concluded that coaching can be a very successful alternative to 

traditional PD models. However, its success depends largely on administrative support. This 

support includes the provision of time, resources, and a school culture that values continuous 

improvement. 

The literature revealed that leadership and administrative support are essential for the 

success of PD initiatives and the improvement of instructional practice. Liou and Daly (2020) 

and Khadija (2022) found that transformative school leaders, particularly principals who actively 

engage with their teachers, positively influence teachers’ epistemic curiosity, share decision-

making, and foster a more profound commitment to teaching.  

Leadership teams play a crucial role in fostering school cultures that promote student 

success. Rouleau (2018) noted that a shared vision, a sense of urgency for improvement, and the 
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development of a purposeful, collaborative learning community characterize effective leadership. 

These cultural conditions are foundational for sustaining meaningful professional learning. 

Finally, feedback mechanisms are a necessary component of effective PD. Parr (2015, 

2016) and Poulou et al. (2023) found that feedback loops—both from supervisors and through 

peer collaboration—are instrumental in translating PD into teacher improvement.  

 

Conceptual Framework 

Key Conceptualizations 

Building upon this literature, our conceptual framework highlights four areas shaping PD 

at SLPS: Lave and Wenger's situated learning theory (1991) for contextualized professional 

learning or learning as social participation, Lave and Wenger’s communities of practice (1991) 

for collaborative growth, and Zimmerman's resiliency theory (2013) for fostering persistence and 

adaptability. And finally, we included Kraft's (2014) concept of the school professional 

environment as a critical engine for promoting or constraining teacher growth and development. 

As mentioned in the literature review above, themes of peer collaboration, instructional 

coaching, systems of support, and authentic opportunities consistently emerged throughout our 

project. In Table 2 below, each of Lave and Wenger's core concepts of situated learning theory is 

nuanced and interconnected. 

Table 2 

Lave and Wenger’s Definitions of Situated Learning Theory and Core Concepts  

Concept Lave & Wenger’s Definitions  

Situated 

Learning 
Theory 

Learning is not the acquisition of propositional knowledge but a 

fundamentally social process that is an integral and inseparable aspect 

of social practice (Lave & Wenger, 1991). Knowledge is inherently 
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contextual and cannot be abstracted from the situations in which it is 

used. 

Communities of 

Practice 
A group of people who engage in a joint enterprise (shared goal), 

maintain mutual engagement (interact and help each other), and 

develop a shared repertoire (common tools, stories, vocabulary, and 

ways of doing things) (Wenger, 1998). 

Legitimate 

Peripheral 

Participation 

The central defining characteristic of situated learning is important. It is 

an analytical viewpoint on how newcomers become experienced 

members of a community of practice (Lave & Wenger, 1991). It 

concerns the process of moving from limited involvement toward full 

participation in the sociocultural practices of a community (Lave, 

1992). The process by which a newcomer (novice) becomes an old-

timer (expert). The learner is given legitimate access to the community 

and begins by participating in simple, low-risk tasks at the periphery of 

the practice. 

Note. The situated learning definitions help explain the distinctions between concepts (Lave & 

Wenger, 1991, 1992, 1998). 

 

Situated Learning  

Situated learning theory, developed by Lave and Wenger (1991), conceptualizes learning 

as a social process. Through authentic contexts, learning is shaped by participation in 

communities of practice. Using this perspective on learning, professional development is viewed 

not merely as the transmission of knowledge, but as a dynamic, collaborative process that 

engages educators in meaningful, socially and culturally constructed learning processes and 

experiences. Situated learning theory includes a learning structure called legitimate peripheral 

participation, which is how a novice or apprentice, such as a teacher, learns gradually through the 

scaffolding and guidance of an expert. Like how a beginning teacher learns, this would be 

through mutual engagement, shared repertoire, and practice. Each step is designed to help 

teachers grow professionally within their school communities. The theory provides a lens for this 

study to examine the nature and quality of on-site support and professional development 
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(independent variables), as well as teachers’ attitudes, beliefs, and perceived challenges 

(dependent variables) related to the implementation of the Florida resiliency standards.  

The literature review underscored the relevance of situated learning theory (Lave & 

Wenger, 1991). Through the social process of learning with guided, authentic activities and 

contexts, the foundation is set for situated learning: effective support systems—including 

instructional coaching, materials, and resources—all essential components for the successful 

implementation of the Florida resiliency standards. Additionally, these supports align with 

Zimmerman’s (2013) resiliency theory, which emphasizes the importance of positive social and 

contextual factors in fostering both educator and student growth. 

Communities of Practice 

Grounded in communities of practice theory (Lave & Wenger, 1991), this study examines 

how and whether teachers adopt or reject the PD necessary to implement the resiliency standards 

and how they go about learning and enhancing their practices, all while belonging to a shared 

community. These communities of practice (CoPs) are potentially formed and strengthened 

through collaborative activities, such as co-planning lessons, reflecting on instructional practices, 

and sharing strategies aligned with resiliency standards. Wenger (1998) argued that learning is 

constructed through social participation, and individuals shape their professional identities 

through engagement in community practices. As stated above, legitimate peripheral participation 

is the core process of learning in CoPs. New teachers’ peripheral participation in their 

professional community can evolve from novice to expert, with the right supports, and their 

participation can serve as the main motivator for further learning and growth. Participation in 

these CoPs can significantly influence their confidence, their effectiveness, and how well they 

instruct students for achievement.  
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Figure 1 below highlights the components of CoPs, including the necessary actions for a 

trajectory from novice to expert through legitimate peripheral participation.   

 

 

 

 

 

 

Figure 1 

Legitimate Peripheral Participation  

 

 
Note. Reprinted from Situated Language Learning: Concept, Significance and Forms Worksheet 

by M. Abdallah, 2015, presented at the College of Education Young Researchers’ Conference, 

Assiut University, Egypt. 

 

Resiliency Theory 
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Zimmerman's (2013) resiliency theory views an individual’s growth and development 

through a strengths-based lens. He argues that resilience is fluid and is molded by how 

individuals interact and move through their environment and world. Zimmerman (2013) 

emphasizes the development of internal strengths, which he calls assets, and leveraging 

environmental resources to support an individual’s personal, positive, strengths-based growth. 

While Zimmerman's theory (2013) primarily focuses on adolescents, teachers play an integral 

role in their holistic trajectories. Teachers are considered primary resources, serving as the 

supportive adults and mentors required to fulfill the resiliency instruction cycle (Zimmerman, 

2013). In this vein, the importance of developing teacher strengths and providing ongoing 

opportunities for skill development is crucial. Concurrently, teachers must develop their own 

adaptability and perseverance skills to grow and to help others grow. 

 Support systems are ecosystems and include instructional materials, coaching, and 

professional development. These are considered essential for the successful implementation of 

the new resiliency standards. A broader network of stakeholders, including school leaders, 

parents, community members, and policymakers, must support these systems. This collaborative 

ecosystem reflects Zimmerman's (2013) emphasis on the role of positive contextual and social 

variables in fostering resilience. 

 Infusing Florida's curriculum with the new standards is a consequential policy shift. The 

FLDOE reframed SEL and that shift reflects shifting political priorities. Resiliency instruction 

could have a significant, new, or different educational outcome for students. Understanding the 

background, and the political and institutional contexts surrounding the DOE’s mandate is 

important for identifying potential barriers, surfacing stakeholder concerns, and ensuring 

alignment between policy and practice. 
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Organizational Environment  

A school’s professional environment can be a critical engine for promoting or 

constraining teacher growth and development. Kraft and Papay (2014) argue that it is not enough 

to provide PD and coaching in isolation. Without a supportive school context, those efforts 

would likely have a limited impact. Instead, school-wide organizational conditions are often 

what yield the strongest and most sustainable teacher development. Regarding the environment, 

Kraft et al. (2016) assert that improved leadership, teacher relationships, and school safety are 

associated with lower teacher turnover. During the COVID-19 pandemic and remote teaching, 

Kraft et al. (2021) found that supportive working conditions helped teachers maintain their self-

efficacy, highlighting the importance of the organizational environment on teacher resilience and 

well-being. In short, an organization’s environment is a significant lever in shaping whether 

teachers improve, stay, flourish, or burn out.  

Relationships 

The relationships among the key factors in this study, professional development, support 

systems, teacher collaboration, and the implementation of the Florida resiliency standards, are 

complex and deeply interconnected. Definitions for these independent and dependent variables, 

along with their interconnected relationships, are presented in Table 3 below. 

Table 3 

Definitions of Independent and Dependent Variables  

Independent Variables Dependent Variables 

On-Site Support Systems: The materials, 

resources, and instructional coaching provided 

to teachers 

Teacher Practice: The instructional 

methods and practices teachers use in their 

classrooms 
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Professional Development: The opportunities 

for learning and training aimed at enhancing 

teachers’ skills and knowledge 

Student Outcomes: The academic and 

developmental results observed in students 

as a result of implementing the resiliency 

standards 

Implementation of Resiliency Standards: 

The process and extent to which the Florida 

resiliency standards are integrated into daily 

instruction 

Teacher Attitudes and Beliefs: Teachers’ 

perceptions and opinions regarding the on-

site support systems and professional 

development 

Note. The independent variables represent the inputs (causal factors), while the dependent 

variables represent the outputs (effects) examined in this study. 

 

Project Questions 

Based on this research, the study was guided by two primary project questions designed 

to explore the effectiveness of the professional development and support systems provided to 

SLPS K–8 teachers, as well as their perceptions and experiences in implementing the Florida 

resiliency standards: 

Project Question 1 

What is the nature and quality of the on-site support systems (e.g., materials, resources, 

instructional coaching) and professional development that SLPS kindergarten through eighth-

grade teachers receive to effectively implement the Florida resiliency standards? 

  

Project Question 2 

What are SLPS K–8 teachers’ attitudes and beliefs regarding the on-site support systems and 

professional development they receive, in relation to their perceived needs and challenges in 

implementing the Florida Resiliency Standards? 

 

Addressing the project questions will provide important insights into the strengths and 

limitations of SLPS’s support structures. The first project question aims to understand the nature 

and quality of these support systems, identify areas for improvement, and determine whether the 

district equips teachers with the necessary tools and training to support the implementation of the 

standards. The second project aims to examine teachers' perceptions of support systems by 

exploring their lived experiences and determining whether the district can effectively tailor 

professional development to support the initiatives necessary for implementation. The project 
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questions will drive the findings and recommendations in this study, guiding SLPS leaders on 

future decisions related to developing their teachers and enhancing students’ skills. 

Project Design 

To address the project questions, this study utilized a sequential mixed-methods approach 

to comprehensively explore the nature, quality, and perceived effectiveness of PD and on-site 

support systems for K–8 teachers implementing Florida’s resiliency standards in SLPS. Data was 

gathered using four primary tools: an online teacher survey, focus groups, interviews, and 

document analysis, each aligned with the study’s conceptual framework and project questions. 

Analysis was guided by situated learning theory (Lave & Wenger, 1991), communities of 

practice (Wenger, 1998), and resiliency theory (Zimmerman, 2013). 

Sequential design was chosen to ensure that each phase is built upon the insights garnered 

in the previous stage, enhancing the validity, depth, and applicability of the findings. The mixed-

methods approach enables the systematic integration of quantitative results with qualitative 

insights, thereby improving the overall rigor and richness of the study (Creswell & Creswell, 

2018). The initial survey phase was prioritized to capture broad quantitative trends across the 

teacher population, identifying key areas of concern and any prevalent themes. The survey 

results then informed the subsequent qualitative phases, focus groups, and interviews, 

highlighting areas for further exploration. This deliberate sequencing facilitated an iterative 

inquiry process, where broad patterns identified were contextualized and enriched through 

qualitative methods, ultimately supporting a multifaceted understanding of teacher experiences 

and systemic factors. 

Figure 2 below illustrates the research design schematic integrating conceptual 

frameworks with the study’s mixed-methods approach. The diagram depicts how the three 
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conceptual frameworks (situated learning theory, resiliency theory, and communities of practice) 

informed the project questions and guided the design. The research began with a quantitative 

survey to establish baseline data, followed by qualitative focus groups to explore emergent 

themes. Document analysis, representing a mixed approach, was conducted to validate and 

triangulate findings using institutional records and SEL survey aggregates. Finally, qualitative 

interviews with principals provided leadership-level context. Iterative feedback loops helped 

ensure that each step informed subsequent phases and strengthened the validity, depth, and 

actionability of the findings. 
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Figure 2 

Research Design Schematic Integrating Conceptual Frameworks and a Sequential Mixed-

Methods Approach 

 

Note. The figure illustrates how situated learning theory, resiliency theory, and communities of 

practice informed the project questions and guided the sequential design. Data collection 

proceeded in four phases. 

Data Collection 

Each project question in the inquiry project was addressed using multiple, 

complementary data collection methods to ensure credible results. These methods allowed for 

both quantitative measurement and qualitative exploration of the nature and quality of the 

support systems available, their accessibility, and their effectiveness. To understand teachers’ 

attitudes and beliefs regarding these supports in relation to their needs and challenges, the project 

relied on teacher surveys, focus groups, and principal interviews. This combination of 

approaches provided a comprehensive view of teacher perceptions, experiences, and the 

contextual factors influencing implementation, thereby strengthening the validity and depth of 
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the findings. Table 4 below highlights the relationship between the project question asked and 

the data collection method used to capture the findings.  

Table 4 

Project Questions and Data Collection Method 

Project Question Data Collection Method 

What is the nature and quality of the on-site support systems (e.g., 

materials, resources, instructional coaching) and professional 

development that SLPS kindergarten through eighth grade teachers 

receive to effectively implement the Florida resiliency standards? 

Teacher Survey 

Focus Groups 

Principal Interviews 

Document Analysis 

What are SLPS K–8 teachers’ attitudes and beliefs regarding the 

on-site support systems and professional development they receive, 

in relation to their perceived needs and challenges in implementing 

the Florida Resiliency Standards? 

Teacher Survey 

Focus Groups 

Principal Interviews 

Note. Data collection methods used for each project question. 

  

Data collection started with an initial interest email sent to eligible school principals, 

which included SLPS K-8 teachers. Based on the principals' responses, a survey was sent to 

eligible SLPS K–8 teachers at the selected schools. The initial survey phase focused on capturing 

any potential trends and guiding subsequent qualitative examination. This goal was to ensure that 

focus group discussions could address the most relevant or urgent issues as identified by the 

teachers. This step laid the foundation for pinpointing their key interest areas and allowed 

teachers to opt into follow-up focus groups. After analyzing the survey data, focus groups were 

conducted with volunteer teachers to explore emerging themes in more detail, including 

implementation challenges, perceptions of support, and observed student outcomes. Focus group 

questions were designed to examine elements of CoPs, like shared learning and collaboration 

among teachers, while survey items assessed aspects of resiliency as defined by Zimmerman 

(2013). These discussions added depth and context to the survey results.   
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Document analysis was then performed using aggregate data from the district’s own 

Student Panorama SEL Survey and qualitative feedback from school-based advisory sessions. 

This step helped triangulate self-reported data and evaluate structural support, ensuring both 

intended and unintended effects of resiliency standards were recognized. Finally, unstructured 

principal interviews were conducted using a convenience sampling approach. These interviews 

validated teacher perspectives, provided insights from leadership, and highlighted systemic 

factors impacting implementation. Ongoing document analysis compared responses with the 

district-provided documents. Overall, this sequence ensured each phase informed the next, 

enhancing the actionability and thoroughness of the study’s findings.  

To ensure conceptual rigor, the study aligned each data collection instrument with 

relevant conceptual frameworks for addressing the two project questions. Table 5 below 

illustrates the alignment for Project Question 1, which examines PD structures and support 

systems. Surveys assessing the frequency of PD sessions attended were grounded in the situated 

learning theory, reflecting the importance of contextualized learning experiences. Measures of 

satisfaction with PD and on-site support, as well as document reviews of coaching schedules and 

training materials, were aligned with CoPs, emphasizing collaborative learning environments. 

Additionally, surveys on the usefulness of instructional resources and coaching were informed 

by Zimmerman’s resiliency theory (2013), highlighting adaptive strategies for teachers. These 

qualitative tools–focus groups and principal interviews–further reinforced the study’s conceptual 

frameworks, with interviews drawing on both situated learning theory and CoPs to capture 

leadership perspectives on PD implementation. 

 

 

 

 



   
 

38   
 

 

 

Table 5 

Alignment of Instrument or Tool with Frameworks and Project Question 1 

Survey: Frequency of PD sessions attended Situated Learning Theory 

 

Survey: Satisfaction with PD and on-site support Communities of Practice 

Survey: Usefulness of instructional resources and 

coaching 

Zimmerman’s Resiliency Theory 

 

Focus Group: Experiences with PD content, delivery, 

and facilitators 

 

Communities of Practice 

 

Document Review: Coaching schedules and training 

materials 

Communities of Practice 

 

Principal Interviews: Leadership perspectives on PD 

structures and support systems 

Situated Learning Theory, 

Communities of Practice 

Note. Conceptual framework alignment with each instrument tool to answer project question 1. 

Table 6 below presents the alignment for Project Question 2, which explores teacher 

resiliency as related to perceived needs and challenges. Surveys addressing attitudes toward PD 

and resiliency instruction were linked to Zimmerman’s resiliency theory (2013). It served to 

amplify the role coping and adaptation have in professional practice. Perceived needs and 

challenges were examined through the lens of CoPs, while beliefs about the effectiveness of 

resiliency instruction were again tied to Zimmerman’s framework. Focus groups provided more 

profound insights into PD and coaching experiences, aligning with situated learning theory. 

Discussions of perceived gaps and improvement suggestions reflected CoP principles. Principal 

interviews bridged multiple frameworks, incorporating both Zimmerman’s resiliency theory 

(2013) and CoPs to capture observations on teacher challenges and the implementation of 

resiliency. This structured alignment ensured that each instrument made a meaningful 
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contribution to the theoretical foundation of the study. 

 

 

Table 6 

Alignment of Instrument or Tool with Frameworks and Project Question 2 

Survey: Attitudes toward PD and support systems Zimmerman’s Resiliency Theory 

Survey: Perceived needs and challenges Communities of Practice 

Survey: Beliefs about effectiveness of resiliency 

instruction 

Zimmerman’s Resiliency Theory 

 

Focus Group: Reflections on PD and coaching 

experiences 

Situated Learning Theory 

 

Focus Group: Perceived gaps and improvement 

suggestions 

Communities of Practice 

 

Principal Interviews: Observations on teacher 

challenges and resiliency implementation 

Zimmerman’s Resiliency Theory, 

Communities of Practice 

Note. Conceptual framework alignment to each instrument/tool to answer project question 2. 

The instrumentation and tools used, along with the survey analysis for the research design, are 

visually represented in Figure 3 below.  

 

Figure 3 

Instrumentation and Mixed Methods Survey Analysis 



   
 

40   
 

 

Note. This figure provides an overview of the data collection instruments and the analytic 

procedures for survey data within the sequential mixed-methods design. 
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Data Types Collected 

A summary of the instruments, recruitment strategies, sample sizes, and data types used 

in the sequential mixed-methods design is listed in Table 7 below. The table displays four 

primary instruments: surveys, interviews, focus groups, and secondary data sources. Recruitment 

for surveys employed a purposive sampling strategy targeting K–8 teachers, while principal 

interviews used convenience sampling, and focus groups relied on voluntary participation from 

survey respondents. The sample size comprised 332 distributed surveys with 57 completed 

responses, of which 53 were viable (17% response rate), two principal interviews, and three 

participants across 13 focus group responses (23% response rate). Data types varied by 

instrument, with surveys incorporating qualitative demographics, Likert-scale items, and 

quantitative measures; interviews and focus groups providing qualitative descriptions of 

experiences, attitudes, and beliefs; and secondary sources including aggregate SEL data and 

document analysis. This figure provides a comprehensive overview of the methodological 

components that support triangulation and depth in the study. 

Table 7 

Sequential Mixed Methods: Quantitative and Qualitative Descriptive Analysis 

Instrument Survey Interview Focus Group Secondary 

Recruitment Purposive Sample 

Strategy (K-8 teachers 

only); Survey 

instrument emailed to 

principals who 

distributed directly to 

teachers 

Principals: 

Convenience 

Sampling 

Voluntary from 

survey responses 

Panoramic 

District 

Annual 

Survey 2022; 

Document 

Analysis 

Sample Size 332 surveys distributed 

57 completed, 53 viable 

Response Rate = 17% 

2 participants 13 responses 

3 participants 

Response Rate = 

23% 
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Data Types Qualitative 

Demographics 

Likert Scale 

Quantitative 

Qualitative 

description of 

experiences 

and attitudes 

and beliefs 

    

Note. This table summarizes the instruments, recruitment strategies, sample sizes, and data types 

used in the sequential mixed-methods design. 

 

Survey Instrument 

Surveys were administered to K-8 teachers to understand their views on current 

professional development, their comfort with resiliency standards, and their perceived needs and 

challenges. The survey was built around conceptual frameworks and included Likert-scale, open-

ended, and demographic questions. For example: “I feel prepared to teach the new resiliency 

standards” (rated from 1-Strongly Disagree to 5-Strongly Agree) and “What additional support 

would help you integrate resiliency skills into your instruction?” The full survey can be found in 

Appendix A. 

The anonymous online survey was created with Qualtrics and distributed via Microsoft 

Forms to SLPS K–8 teachers. It collected both quantitative and qualitative data about teacher 

experiences, attitudes, beliefs, needs, and challenges. Likert-scale items measured confidence, 

satisfaction, professional development attendance, and beliefs about student outcomes. Multiple-

choice and checkbox questions addressed instructional practices, challenges, and support 

systems, while open-ended prompts allowed teachers to share detailed feedback. Optional 

demographic questions enabled subgroup analysis, and teachers could opt for follow-up focus 

groups.  

Focus Group Interviews and Protocol 

To enhance reliability, the survey instrument was developed in accordance with 

established principles of survey design, including precise wording, consistent response scales, 
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and a logical sequencing of items. Items were reviewed for internal consistency and alignment 

with the study’s project questions and conceptual framework. To reinforce reliability, the survey 

followed principles of clarity, consistent response scales, and logical item sequencing. 

Instruments were reviewed for internal consistency, and educational professionals reviewed the 

pilot.  

Selected teachers participated in focus groups to provide deeper qualitative insights into 

their experiences, challenges, and successful practices related to resiliency standards. After 

analyzing the initial survey responses, teachers who volunteered were invited to participate in 

virtual focus groups conducted via Zoom. The semi-structured interviews focused on teachers’ 

own lived experiences, barriers, success stories, and desired support (see Appendix B). A 

standardized script ensured consistency, beginning with introductions and consent procedures. 

Each group consisted of one to three participants, with a consistent facilitator and protocol in 

place to ensure reliability. The two sessions explored themes identified in the surveys, such as 

first impressions of resiliency standards, the impact of professional development and coaching, 

flexibility in implementation, observed outcomes for students, and suggestions for improvement. 

All discussions were recorded with explicit consent, transcribed, and anonymized for analysis 

and review. 

Member Checking  

Facilitators incorporated member checking during focus groups to increase the 

trustworthiness and accuracy of qualitative data. They restated summaries and invited 

clarifications, which allowed participants to confirm or elaborate on their responses as needed. 

This process ensured that interpretations accurately reflected participants’ intended meanings. 

Semi-structured protocols were used to ensure consistency across focus group sessions 
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yet still allowed for flexibility in participant responses. The same facilitators conducted both 

focus groups, and a standardized script was used for introductions, consent, and question 

delivery. For example, during focus groups, facilitators actively encouraged participants to 

clarify or expand their responses, and they restated summaries to confirm accuracy. This 

approach helped ensure that the data accurately reflected participants’ intended meanings. 

Unstructured Interviews 

Interviews with selected principals aimed to further explore how resiliency standards 

were implemented and highlight challenges during the shift from previous SEL methods. 

Principal interviews, while unstructured, followed a consistent set of topics to maintain 

comparability across schools while allowing principals to elaborate on leadership practices and 

contextual factors. Like focus groups, principal interviews included reflective prompts and 

restatement of key points to ensure interpretations accurately represented leadership 

perspectives. We held in-person, unstructured interviews during a site visit with two of the seven 

principals at targeted K-8 schools. These conversations provided more context on implementing 

resiliency standards, focusing specifically on professional development and on-site support. 

Observing principals in their everyday environment offered valuable insights into behaviors and 

school culture. Together, we visited various school spaces including classrooms, hallways, front 

offices, and student drop-off areas to observe stakeholder interactions and discuss resiliency 

standards implementation informally (see Appendix F). 

Document Analysis 

Reviewing documentation provided supporting evidence about implementation and 

valuable insight into the scope and content of existing support systems. In addition to surveys 

and focus groups, we systematically reviewed relevant documents to corroborate self-reported 
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data and add context. Materials reviewed included district survey summaries and strategic plans 

detailing goals, timelines, and resources for resiliency-related professional development. 

Document analysis served two key purposes: validating teacher-reported experiences by 

comparing them with district strategies and gaining insight into structural supports and 

organizational frameworks behind resiliency instruction. This included leadership direction, 

resource allocation, and alignment with broader district initiatives. 

A structured rubric guided the document review for consistency and rigor (see Appendix 

C). This rubric focused on identifying evidence of essential concepts from the conceptual 

frameworks—such as situated learning, communities of practice, and resiliency theory. We 

coded and analyzed references to collaborative learning structures, shared instructional 

resources, and systematic strategies for building teacher resilience. By integrating findings from 

the document analysis with survey, focus group, and principal interview data, we strengthened 

methodological triangulation. 

Triangulation 

Data was collected from multiple sources to cross-validate the findings. The goal was to 

allow for any robust emergent patterns to reveal themselves. The triangulation strengthened the 

credibility of the results by confirming patterns across different types of data. Including principal 

perspectives added a systemic lens and provided insight into organizational conditions 

supporting or hindering resiliency implementation.    

Figure 4 below illustrates the data collection instruments and corresponding analytic 

approaches used in the study’s sequential mixed-methods design. Four primary instruments were 

employed: surveys, interviews, focus groups, and document analysis. Surveys employed a 

mixed-methods analysis, incorporating Likert scale items (ordinal), multiple-choice questions 
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(nominal), matrix/rating scales (ordinal/interval) and checkbox/select-all-that-apply items 

(nominal), thereby generating both qualitative and quantitative data. Interviews and focus groups 

utilized systematic coding analysis and structured rubrics to capture rich qualitative descriptions 

of participants’ experiences, attitudes, and beliefs. Document analysis included both qualitative 

and quantitative techniques–rubric scoring, frequency counts, aggregated results, and thematic 

content analysis–to validate and triangulate findings. This figure provides a comprehensive 

overview of the methodological rigor applied to ensure depth and reliability across all phases of 

the research.    

Figure 4 
Data Collection Instruments and Analytic Approaches 

 

Note. This figure provides an overview of the instruments and analytic procedures applied to 

ensure methodological rigor and triangulation within the sequential mixed-methods design. 
This combination of research tools allowed the study to capture broad quantitative trends 

and rich qualitative insights, providing a comprehensive view of how professional development 

and support systems affect the implementation of resiliency standards. This multi-method 

approach ensured strong triangulation, increased reliability, and gave a holistic view of district-

wide experiences with resiliency standards. 
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Methods and Instruments: Strategies for Reliability and Validity 

The study employed a comprehensive set of strategies to enhance the trustworthiness and 

rigor of its data collection tools, emphasizing both reliability, consistency, and stability across 

time and context, as well as validity, the accurate measurement of intended constructs. Ensuring 

the reliability and validity of the data collection tools was a critical component of the study’s 

design.  

Multiple forms of validity were addressed:  

• Content Validity: The survey, focus group instruments, and principal interview prompts 

were carefully aligned with the study’s conceptual framework and research questions, 

with input and review from experts in teacher professional learning and resiliency 

standards instruction. This alignment ensured thorough coverage of key elements, 

including professional development, support systems, leadership practices, and teacher 

perceptions, relevant to the implementation of Florida’s resiliency standards.  

• Construct Validity: Items were designed to reflect the theoretical underpinnings of 

situated learning, communities of practice (Lave & Wenger, 1991), and Zimmerman’s 

(2013) resiliency theory. Survey and interview questions specifically targeted concepts 

such as collaboration, coaching, instructional integration, shared repertoires, mutual 

engagement, and leadership influence. Principal interviews, though unstructured, were 

guided by a consistent set of topics to maintain comparability. For example, survey items 

on collaboration, coaching, and instructional integration reflected mutual engagement 

central to communities of practice, while principal interviews explored the leadership 

practices that influence these dynamics. A structured rubric also supported document 

analysis to ensure consistency. 



   
 

48   
 

Anonymity and Confidentiality 

Anonymity and confidentiality were prioritized and foundational to the research design. 

All survey responses were anonymous and focus group and interview data were de-identified. 

Principals were informed that their perspectives would be reported without attribution to specific 

individuals or schools, reinforcing confidentiality and encouraging candid discussion. This 

emphasis on privacy supported honest participation and the integrity and validity of the findings. 

Informed consent was obtained at every step, with survey responses anonymous and focus group 

and interview data de-identified.  

Together, these integrated strategies created a unified and rigorous approach to data 

collection, enhancing both reliability and validity. The process ensured that the study produced a 

trustworthy and comprehensive account of teachers' experiences with professional development 

and resilience standards implementation. 

Participant Recruitment and Sample 

This study involved current SLPS K–8 teachers who were implementing the Florida 

resiliency standards during the 2024–2025 school year. A purposive sampling strategy was 

employed to ensure that participants represented the target population. Eligible participants 

included elementary and middle school teachers from elementary, middle, and K–8 combination 

schools, while non-instructional staff and district staff were excluded. Convenience sampling of 

principals was employed for the on-site context with unstructured interviews, which validated 

teacher responses. Sample demographics were compared to district-wide data to establish 

external validity.   

The survey respondents were recruited through district communication channels, with an 

invitation to participate in an anonymous online survey distributed via email to teachers at seven 
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schools (four elementary, three K–8, and one middle school). At the end of the survey, 

participants were asked to volunteer for follow-up focus group interviews by providing their 

contact information. An additional inquiry email was sent to invite further participation in the 

focus groups. Microsoft Forms was used for survey distribution, in alignment with district 

technology policies and teacher familiarity, to ensure accessibility and maximize response rates.  

Figure 5 below provides a visual representation of the sampling strategy and response 

rate for the survey phase of the study. The donut chart displays the total population of SLPS K–8 

teachers (N = 1,592), the purposive sample invited to participate (n = 332), and the number of 

completed survey responses (n = 53), which reflects a 17% response rate. This visualization 

highlights the proportion of respondents relative to the overall population and the targeted 

sample. The scope and limitations of the survey data are illustrated below. 

Figure 5 

Distribution of SLPS K–8 Teachers, Sample Size, and Survey Response Rate.

 
Note. This donut chart visually represents the sampling strategy and response rate for the 

quantitative phase of the sequential mixed-methods design. 
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Ethical considerations were integral throughout the recruitment and data collection 

process. Teacher and principal participation in the surveys, principal interviews, and focus group 

sessions was entirely voluntary, as communicated in all materials. All teachers, principals, and 

other participants were informed of the study’s purpose and assured that their responses would 

remain confidential; the survey was anonymous, and all focus group and interview data were de-

identified. Informed consent was implied by completion of the survey and explicitly obtained for 

audio-recorded focus group and principal interview sessions. These protocols safeguarded 

participants’ privacy and encouraged candid, honest responses, thereby supporting the integrity 

of the research findings. Table 8 below highlights recruitment, sampling, and protocols used in 

the data collection process. 

Table 8 

Participant Recruitment, Sampling, and Ethical Protocols 

Data Collection  Recruitment, Sampling, and Ethical Protocols 

  

Survey 

Participation 

Purposive sampling; K-8 teachers at seven schools; Principals invited 

instructional staff via district email to complete an anonymous online 

survey. 

  

Focus Group 

Sampling 

Stratified sample (by grade, subject, school) invited to ensure diverse 

perspectives; Teacher volunteers from survey interest 

Interview 

Sampling 

  

Convenience Sampling 

  

Document 

Analysis 

Available professional development materials from 2024-2025 school 

year, District-provided survey data analysis 

  

Note. Recruitment, sampling, and protocols for data collection. 

Data Analysis 

Data Collection Instruments and Analytic Approaches 
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Recalling Figure 3 above, four primary instruments were used in the design: surveys, 

interviews, focus groups, and document analysis. Surveys were analyzed using mixed-methods 

approaches, including Likert scale items (ordinal data), multiple-choice questions (nominal data), 

matrix/rating scales (ordinal/interval data), and checkbox/select-all-that-apply items (nominal 

data), generating both qualitative and quantitative data. Interviews and focus groups employed 

systematic coding analysis and structured rubrics to capture detailed qualitative descriptions of 

participants’ experiences, attitudes, and beliefs. Document analysis combined qualitative and 

quantitative methods such as rubric scoring, frequency counts, aggregated results, and thematic 

content analysis to validate and triangulate findings. The use of these varied instruments and 

analytic procedures ensured methodological rigor, depth, and reliability across all phases of the 

research. 

This integrated research approach enabled the study to capture broad quantitative trends 

and nuanced qualitative insights, providing an in-depth understanding of how professional 

development and support systems affect the implementation of resiliency standards. The multi-

method design facilitated strong triangulation, enhanced reliability, and offered a holistic 

perspective on district-wide experiences with resiliency standards. 

To answer Project Question 1, “What is the nature and quality of the on-site support 

systems (materials, resources, instructional coaching) and professional development SLPS K-8 

teachers receive to implement the Florida resiliency standards effectively?” the analysis began 

with the quantitative data collected through the closed-ended survey items. Table 9 captures the 

approach used. The items included Likert-scale and multiple-choice questions that assess the 

frequency of professional development attendance, satisfaction, and the perceived usefulness of 

PD and on-site support. Data was analyzed using Excel. Means, standard deviations, and 
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frequency distributions were calculated to summarize teacher responses. These statistics 

provided a foundational understanding of how often teachers engaged with support systems and 

how they perceived the quality of those experiences. 

 

 

 

 

 

 

 

 

 

Table 9 

Data Analysis Plan 

Project 

Question 

Data Sources 

 

Analysis Methods Purpose 

PQ1: 

Nature 

and 

quality of 

support 

systems 

Close-ended survey; 

Focus groups; 

Principal interviews; 

Focus group guide 

and protocol; 

Interview prompts; 

Document analysis 

(PD documents, 

coaching logs, 

curriculum guides) 

Compare survey results 

with qualitative data from 

focus groups and 

principal interviews; 

Thematic coding of 

interview and focus group 

transcripts; Cross-

reference with document 

analysis; Triangulate 

findings across sources 

Validate training materials 

and curriculum guides for 

consistency; Understand 

frequency, satisfaction, and 

usefulness of PD and 

coaching; Incorporate 

leadership perspectives to 

contextualize teacher 

experiences 

PQ2: 

Teacher 

attitudes 

and 

beliefs 

Close-ended survey; 

Focus group 

interviews; Principal 

interviews; Focus 

group guide; 

Interview prompts 

Conduct teacher survey to 

capture attitudes, beliefs, 

and perceived challenges; 

Thematic analysis of 

focus group and principal 

interview data; Compare 

subgroups; Identify 

relationships between 

attitudes and support 

systems 

Explore attitudes, beliefs, and 

challenges; Complement 

quantitative survey data with 

qualitative insights; Include 

leadership observations on 

teacher engagement and 

resiliency implementation 

Note. This data analysis approach ensures a comprehensive understanding of both the nature of 

PD and support systems and teacher attitudes and beliefs, needs and challenges of their 

experiences and student outcomes. 
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As shown in Figure 6 below, the distribution of professional development participation 

among respondents is illustrated. Most participants reported attending no sessions (54%), 

indicating a substantial gap in engagement with professional development opportunities. About 

20% attended one session, while 16% attended two sessions, suggesting limited but some 

involvement. Only 5% attended three sessions, and another 5% attended four or more sessions, 

reflecting minimal sustained participation. These findings underscore the need to enhance 

accessibility and promote consistent attendance in professional development programs, thereby 

supporting educator growth and instructional improvement. 

 

Figure 6 

Survey Results: Number of Professional Development Trainings Attended 

 

Note. This figure illustrates survey responses regarding the number of professional development 

sessions attended by participants. Percentages represent the proportion of respondents in each 

category: 0 sessions (54%), 1 session (20%), 2 sessions (16%), 3 sessions (5%), and 4 or more 

sessions (5%). 

Survey results indicate that respondents generally expressed low agreement with the 

availability and coordination of on-site support, and they perceive on-site support as largely 

insufficient across all categories. Figure 7 below presents detailed response distributions across 

five levels: Strongly Agree, Agree, Neutral, Disagree, and Strongly Disagree. Positive responses 
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(Strongly Agree and Agree) accounted for less than half of the distribution in each category, 

suggesting that participants perceive limited effectiveness or accessibility of these supports. 

Positive agreement was consistently low, with PD coordinated with support and instructional 

coaching each showing about 35% agreement, while time to collaborate and instructional 

resources were slightly lower at approximately 30%. Notably, disagreement was most 

pronounced for time to collaborate and instructional resources, indicating these areas may 

require targeted improvement efforts. Neutral responses ranged from 30% to 35%, and 

disagreement accounted for 35% to 45%, with the highest dissatisfaction observed for time to 

collaborate and instructional resources. Notably, disagreement was most pronounced for time to 

collaborate and instructional resources, indicating these areas may require targeted improvement 

efforts. 

 

Figure 7 

Survey Results: Received On-Site Support in the Past Year 

 

Note. This 

figure 

illustrates survey responses regarding the types of on-site support provided: professional 

development (PD) coordinated with support, instructional coaching, time to collaborate, and 

instructional resources. Response rates are shown as percentages across five categories: Strongly 

Agree, Agree, Neutral, Disagree, and Strongly Disagree. 



   
 

55   
 

In Figure 8 below, the results from the previous figure have been consolidated by 

grouping responses into two categories, reinforcing these trends: 1) Agree & Strongly Agree and 

2) Neutral, Disagree, and Strongly Disagree. For instructional resources, approximately 70% of 

respondents were neutral or disagreed, while only 30% agreed or strongly agreed. Time to 

collaborate showed the most significant concern, with 75% neutral or disagreeing and only 25% 

agreeing. Similarly, instructional coaching and PD coordinated with support reflected high levels 

of dissatisfaction, with 72% and 74% neutral/disagreeing, respectively. These patterns suggest 

that while some support exists, most participants do not perceive it as adequate, particularly in 

areas requiring collaboration and resource provision. 

 

Figure 8 

Survey Results: Nature of On-Site Support 

 

Note. This figure displays survey responses regarding on-site support categories: instructional 

resources, time to collaborate, instructional coaching, and PD coordinated with support. 

Responses are grouped into two categories: Agree & Strongly Agree (blue) and Neutral, 

Disagree, and Strongly Disagree (orange). Percentages represent the proportion of respondents 

selecting each category. 

 

The average agreement ratings for on-site support categories based on a 5-point Likert 
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scale (1 = Strongly Disagree, 5 = Strongly Agree), are revealed in Figure 9. Results indicate 

generally low agreement across all areas. Time to collaborate received the lowest rating at 2.57, 

suggesting respondents lean toward disagreement regarding adequate collaboration 

opportunities. Instructional coaching averaged 2.62, while coordination with professional 

development was slightly higher at 2.63, indicating modest improvement but still below neutral 

(3.0). The overall satisfaction rating across categories was 2.63, reflecting that participants 

generally perceived on-site support as insufficient. These findings further highlighted a need for 

targeted efforts to improve collaboration time and strengthen instructional support structures.    

 

 

 

Figure 9 

On-Site Support Agreement Ratings 

 

Note. This figure presents average agreement ratings for on-site support categories: time to 

collaborate, instructional coaching, and coordination with professional development. Ratings are 

based on a 5-point Likert scale where 1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4 = 

Agree, and 5 = Strongly Agree. The overall average agreement rating across categories is 2.6. 



   
 

57   
 

Survey responses regarding satisfaction with the quality of professional development in 

resiliency and leadership are shown in Figure 10 below. Results indicate mixed levels of 

satisfaction. For resiliency, approximately 15% of respondents reported being highly satisfied 

and 20% were satisfied, totaling about 35% positive responses. Around 25% indicated neither 

satisfied nor dissatisfied, while 20% were dissatisfied and 15% very dissatisfied, showing that 

nearly 35% expressed dissatisfaction. Similarly, for leadership, positive responses were slightly 

higher, with 18% highly satisfied and 22% satisfied (about 40% combined). Neutral responses 

accounted for roughly 23%, while 20% were dissatisfied and 17% very dissatisfied, resulting in 

approximately 37% negative perceptions. These findings suggest that while some participants 

value the professional development offered, a significant proportion remained dissatisfied, 

particularly in resiliency training. 

 

 

Figure 10 

Satisfaction Rating: Quality of Professional Development 

 

Note. This figure illustrates survey responses regarding satisfaction with the quality of 

professional development in two areas: resiliency and leadership. Ratings are displayed as 

percentages across five categories: Highly Satisfied, Satisfied, Neither Satisfied nor Dissatisfied, 
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Dissatisfied, and Very Dissatisfied.     

Agreement ratings regarding the effectiveness of professional development in preparing 

teachers to teach and to integrate leadership lessons are illustrated in Figure 11 below. For the 

statement “Adequately Prepared Me to Teach,” approximately 15% of respondents strongly 

agreed and 20% agreed, totaling about 35% positive responses. Neutral responses were highest at 

30%, while 20% disagreed and 30% strongly disagreed, indicating that nearly half of participants 

expressed dissatisfaction. For “Leadership Lessons Easily Integrated,” positive responses were 

slightly higher, with 10% strongly agreeing and 27% agreeing (about 37% combined). Neutral 

responses accounted for 30%, while 15% disagreed and 31% strongly disagreed, again showing 

that a significant proportion of respondents did not perceive the training as effective. These 

findings suggest that while some participants found professional development helpful, many 

reported challenges in applying the content, particularly leadership integration.   

Figure 11 

Agreement Rating: Following Professional Development 

 

Note. This figure illustrates survey responses regarding perceptions of professional development 

effectiveness in two areas: “Adequately Prepared Me to Teach” and “Leadership Lessons Easily 

Integrated.” Ratings are shown as percentages across five categories: Strongly Agree, Agree, 

Neutral, Disagree, and Strongly Disagree.    
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Satisfaction ratings for on-site support in three areas are shown below, in Figure 12: 

instructional support materials, student resources, and instructional coaching. For instructional 

support materials, approximately 35% of respondents were extremely satisfied and 25% 

satisfied, totaling about 60% positive responses. Neutral responses accounted for roughly 15%, 

while 10% were dissatisfied and 10% very dissatisfied. For student resources, positive responses 

were lower, with 20% extremely satisfied and 20% satisfied (about 40% combined). Neutral 

responses were around 20%, and dissatisfaction was higher, with 15% dissatisfied and 25% very 

dissatisfied, indicating significant concern in this area. For instructional coaching, satisfaction 

was relatively strong, with 30% extremely satisfied and 25% satisfied (about 55% combined). 

Neutral responses were approximately 15%, while 15% were dissatisfied and 15% very 

dissatisfied. These results suggest that while instructional support materials and coaching are 

generally viewed favorably, student resources remain a critical area for improvement.    

 

Figure 12 

Satisfaction Rating: Quality of On-Site Support 

 

Note. This figure illustrates survey responses regarding satisfaction with on-site support in three 

areas: instructional support materials, student resources, and instructional coaching. Ratings are 

displayed as percentages across five categories: Extremely Satisfied, Satisfied, Neither Satisfied 
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nor Dissatisfied, Dissatisfied, and Very Dissatisfied.    

The findings presented in Figure 13 below indicate that interventions have varying 

degrees of positive impact on different aspects of student development. The most significant 

improvement was observed in behavior (18%) and peer relationships (16%), which were 

identified as the most positively influenced areas, followed by communication and academic 

performance (13% each). Emotional self-regulation and student/staff relationships accounted for 

12% each, while attendance showed an 8% improvement. Minimal impact was reported in 

coping skills (3%), other areas (1%), and cases with no impact (3%).   

 

 

 

 

 

 

Figure 13 

Teacher-Reported Positive Impact of Resiliency Standards Instruction on Students 

 

Note. This chart illustrates the percentage of teacher-reported positive impacts on students across 
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various domains following resiliency standards instruction.      
The data presented in Figure 14 highlights the biggest challenges facing SLPS teachers. 

Limited instructional time was identified as the primary challenge (24%), followed by limited 

time to plan (17%) and difficulty integrating skills (12%). Other notable challenges included 

inadequate instructional resources (9%), lack of instructional coaching (7%), and inadequate 

student materials (6%). Less frequently reported issues involved difficulty engaging students 

(5%), inconsistent coaching support (3%), and absence of professional development (2%). 

 

Figure 14 

Top Three Challenges Reported by Educators 

 

Note. This figure illustrates the most frequently reported challenges faced by educators. 

Data Analysis: Focus Group and Interview Thematic Codes and Development Process 

Thematic coding for the focus group and interview data was guided by both the 

conceptual framework and the research questions (Bhattacharya, 2017). The initial set of codes 

were developed using a hybrid approach, starting with deductive codes derived from the 

conceptual frameworks (situated learning theory, CoPs, and Zimmerman’s resiliency theory) and 

then expanded through inductive coding based on emergent themes from the data. The codes in 

Table 10 below were refined through a pilot coding process, where two researchers 

independently coded a subset of transcripts and then met and compared interpretations, resolved 
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discrepancies, and revised the codebook. This process ensured inter-coder reliability and 

conceptual clarity. 

Table 10 

Initial Deductive Codes, Based on Conceptual Frameworks 

Initial Deductive Codes Framework 
Collaboration and Peer Learning Communities of Practice 
Instructional Integration Situated Learning Theory 
Support System Availability Zimmerman’s Resiliency Theory 
Coaching and Mentorship Communities of Practice 
PD Relevance and Quality Situated Learning Theory 
Teacher Agency and Confidence Communities of Practice 
Observed Student Outcomes Zimmerman’s Resiliency Theory 
Implementation Barriers Communities of Practice 
Adaptation and Flexibility Situated Learning Theory 

Note. Initial deductive codes were derived from the study’s conceptual frameworks—Situated 

Learning Theory, Communities of Practice, and Zimmerman’s Resiliency Theory—and guided 

the first cycle of qualitative data analysis. 

As shown in Figure 15 below, focus group data analysis revealed that instructional 

integration was the most frequently cited theme, accounting for the highest percentage of 

responses, followed closely by implementation barriers. These findings suggest that participants 

emphasized the importance of integrating instructional strategies while also recognizing 

challenges in implementation. Support system availability and observed student outcomes were 

moderately represented, indicating a need for resources and attention to student performance. 

Themes such as teacher agency and confidence and coaching and mentorship appeared less 

frequently, though they remain relevant for professional growth. Finally, PD relevance and 

quality, collaboration and peer learning, and adaptation and flexibility were the least mentioned, 

suggesting these areas may require additional focus to enhance overall effectiveness.  

Figure 15 

Percent of Focus Group Responses by Thematic Code 
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Note. This figure displays the percentage distribution of thematic codes identified during focus 

group discussions. Instructional integration and implementation barriers were the most 

frequently mentioned themes, while adaptation and flexibility appeared least often. 

 

The coding results in percentages are shown in Table 11 below. Instructional integration 

was the most frequently coded theme (22%), indicating that participants prioritized embedding 

social-emotional learning (SEL) and related practices into daily instruction. Teachers described 

incorporating activities “organically” within lessons and using strategies such as “icebreaker 

activities” and “movement kind of thing” to foster engagement (Segments 110, 161, 494). One 

participant noted, “I like to do it the first 10 to 15 minutes of class” (Segment 1030), reflecting 

intentional planning for integration.  

 

 

Table 11 

Focus Group Thematic Deductive Coding Results 

Category Count Percent 

Adaptation and Flexibility 4 4 

Coaching and Mentorship 8 8 

Collaboration and Peer Learning 6 6 

Implementation Barriers 21 21 

Instructional Integration 22 22 

Observed Student Outcomes 10 10 

PD Relevance and Quality 7 7 

Support System Availability 14 14 
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Teacher Agency and Confidence 8 8 

Note. Categories reflect deductive coding of focus group transcripts using predefined 

implementation themes. Percentages are based on the total number of coded instances. 

 

Implementation barriers accounted for 21% of coded segments, highlighting systemic 

challenges such as time constraints and competing priorities. Teachers expressed frustration with 

limited instructional time, stating, “I feel like I have to finagle my schedule to try to fit things in” 

(Segment 527) and “the time was kind of up” (Segment 167). Pressure to meet academic 

benchmarks was also evident: “Teachers are under so much pressure to get so much work in a 

short time period” (Segment 1183). These barriers suggest structural limitations that hinder 

consistent implementation.  

Support systems emerged as a significant theme (14%), with participants emphasizing 

access to district resources and collaborative networks. One teacher shared, “I feel like I know 

where the resources are for the district” (Segment 524), while another noted reliance on “co-

teachers, Assistant Principal” for support (Segment 584). These findings underscore the 

importance of organizational infrastructure in sustaining implementation.  

Observed student outcomes represented 10% of coded segments, reflecting perceived 

improvements in resilience and self-regulation. Teachers reported growth in perseverance and 

optimism, as illustrated by comments such as, “... you just gotta persevere through this” 

(Segment 662) and “Able to just, de-escalate better” (Segment 994). These outcomes suggest 

that SEL integration positively influences student coping strategies.  

Coaching and mentorship (8%) were identified as critical for effective implementation. 

Participants emphasized the need for modeling and authentic demonstrations, stating, “They 

need to see it in real time, whether it be a video in a PD that shows the person actually doing” 

(Segment 1141). Another participant noted, “Having a PD with somebody, showing it… would 
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be very powerful” (Segment 1150), highlighting the value of experiential learning for teachers.  

Teacher agency and confidence (8%) reflected autonomy and adaptability in instructional 

practices. Teachers expressed flexibility in lesson design, stating, “If you want to change it up a 

little bit, you can change it up a little bit” (Segment 269) and “I’d rather ask for forgiveness” 

(Segment 536). These comments suggest that empowerment and trust are essential for fostering 

innovation.  

Professional development relevance and quality (7%) were discussed in terms of 

authenticity and applicability. One participant remarked, “As authentic as you can be is what 

makes the difference” (Segment 1570), while others recalled sessions that lacked depth or 

consistency (Segments 104, 874). These findings indicate a need for PD that is contextually 

meaningful and practice oriented.  

Collaboration and peer learning (6%) emphasized the benefits of cooperative strategies 

among students and educators. Teachers described approaches such as “kids teaching kids” and 

creating a “family feel” in classrooms (Segments 365, 997). These practices foster shared 

responsibility and community building.  

Although the least frequent (4%), adaptation and flexibility were noted as important for 

tailoring instruction. Participants highlighted autonomy in modifying lessons, stating, “I feel like 

here there’s autonomy… how you feel is best for your class” (Segment 269) and “I try not to… 

make any waves… I’m pretty resourceful” (Segment 533). These comments reflect the need for 

flexibility within structured frameworks.  

Overall, the findings from the focus group indicate that while instructional integration 

and systemic barriers dominate the discourse, educators value autonomy, collaboration, and 

authentic support to enhance implementation and student success. The exemplar quotes provide 
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nuanced insights into the practical realities of integrating resiliency standards instructional 

practices in classroom settings. 

The thematic coding results from principal interviews conducted on August 25, 2025, are 

shown in Table 12 below. Nine deductive codes were applied to the transcripts, capturing 

recurring themes such as collaboration, instructional integration, support systems, coaching and 

mentorship, professional development relevance and quality, teacher agency, student outcomes, 

implementation barriers, and adaptation/flexibility. For each theme, the table summarizes key 

findings and provides a count of distinct coded excerpts, reflecting the frequency with which 

each theme appeared across both interviews. These counts indicate the prevalence of each topic 

in the principals’ responses, supporting a comparative and descriptive analysis of leadership 

practices and challenges. The thematic coding approach enables a structured understanding of 

qualitative data, facilitating interpretation, and further research.  

The thematic coding analysis of the principal interview transcripts highlights several key 

patterns in school leadership practices and challenges. Both principals demonstrated a strong 

commitment to collaborative cultures, integrating social-emotional learning and academic 

mandates into daily routines, and leveraging support systems such as mentorship and 

supplemental resources. Professional development was most effective when aligned with school 

goals and responsive to teacher needs. Teacher agency was evident in the proactive adaptation of 

schedules and instructional practices, while positive student outcomes were linked to these 

collaborative and integrated approaches. Common barriers included structural constraints and 

teacher workload, with flexibility and incremental change identified as essential for successful 

implementation. Overall, the findings highlight that effective school leadership is characterized 

by collaboration, integration, robust support systems, relevant professional development, 
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empowered teachers, and a focus on positive student outcomes, with adaptability serving as a 

critical factor in overcoming challenges and sustaining improvement. 

Table 12 

Principal Interview Thematic Deductive Coding Results 

Theme Summary of Findings Count 

Collaboration 
Formal team meetings, resource sharing, Embedded in daily 

practice, informal 
5 

Instructional Integration 
SEL/morning meetings in schedule, Academic mandates 

embedded efficiently 
6 

Support Systems 
Staff supplements, mentorship roles, Varied 

curricular/extracurricular options 
5 

Coaching/Mentorship 
Designated mentors for new staff, Resource teachers support 

curriculum 
3 

PD Relevance/Quality Strategic, culture-aligned, Practical, schedule-sensitive 3 

Teacher Agency 
Advocacy for SEL, proactive scheduling, Flexible, creative 

resource use 
4 

Student Outcomes 
Discipline, achievement improvements, Socialization, 

instructional minutes 
3 

Implementation Barriers Structural/scheduling, Time, teacher stress 4 

Adaptation/Flexibility Gradual, cautious change, Resource-driven, incremental 4 

Note. Counts reflect the number of distinct excerpts coded per theme across both principal 

interviews. Themes were applied using an initial deductive codebook; totals indicate frequency 

of mention, not emphasis or impact. Intended for use alongside transcript context for 

interpretation.    
Data Analysis: Triangulation and Integration of Findings 

To ensure a comprehensive analysis, findings from the survey, focus groups, and 

document analysis were triangulated. Analyzed sequentially, beginning with the survey data, the 

goal was to identify broad patterns and trends. These findings informed focus group analysis by 

highlighting areas for deeper exploration. For example, if survey data indicated low satisfaction 

with coaching, focus group discussions were examined for explanations and context. 

 Document analysis conducted throughout the process validated self-reported data and 

provided additional context. A triangulation matrix was used to align findings from all three 

sources with each research question, ensuring that conclusions are supported by multiple forms 
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of evidence.    

This triangulated approach, outlined in Table 13 below, ensured that findings were 

credible (confirmed across sources), interpretations are contextualized (informed by qualitative 

insights), and recommendations are actionable (grounded in both teachers’ voices and 

institutional evidence), providing a holistic understanding of professional development and 

support systems for SLPS K–8 teachers implementing Florida resiliency standards. 

Table 13 

Summary Table: Triangulation Process 

Data Source Key Insights Role in Triangulation 

Surveys 
Quantitative trends, 

satisfaction, challenges 
Baseline data, identifies 

patterns 

Focus Groups 
Lived experiences, 

barriers, strategies 
Contextualizes and 

explains trends 

Principal Interviews 
Leadership/systemic 

perspectives 
Validates and expands 

findings 

Document Analysis 
Structural supports, 

policy context 
Confirms and enriches 

other sources 
Note. Triangulation in this study is achieved by systematically integrating survey data, focus 

group and interview insights, and document analysis, all aligned with conceptual frameworks. 

 

Findings and Results 

Across all sources, teachers revealed their experiences with limited PD exposure, 

insufficient collaboration time, and uneven coaching/support alignment. While teacher materials 

fared better, student resources were notably weak. Final finding: Support systems exist but lack 

coherence, consistency, and student-facing depth, constraining effective implementation. See 

Table 14 below for an overview of the triangulation matrix for Project Question 1. 

 

Table 14 

Triangulation Matrix: Project Question 1 
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Note. This table presents the triangulation of data sources, surveys, focus groups, principal 

interviews, and document analysis, used to evaluate the nature and quality of on-site support 

systems and professional development for SLPS K–8 teachers implementing the Florida 

resiliency standards. 

Teacher attitudes show cautious optimism about student impacts but low perceived 

preparedness and difficulty integrating resiliency within tight schedules. Final finding: Beliefs 
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are favorable when supports are practical and time‑sensitive; skepticism rises when supports are 

abstract or poorly aligned with classroom realities. See Table 15 below for the triangulation 

matrix for Project Question 2. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 15 

Triangulation Matrix: Project Question 2 
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Note. This table summarizes the triangulation of survey, focus group, principal interview, and 

document analysis data regarding SLPS K–8 teachers’ attitudes and beliefs about on-site support 

systems and professional development in relation to their needs and challenges with Florida 

resiliency standards implementation. 

Cross-question triangulation of the study’s findings revealed several key themes. First, 

convergent evidence from both project questions indicates that limited instructional and planning 
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time are the primary constraints affecting the implementation of the Florida resiliency standards. 

This time-related barrier consistently emerged across quantitative and qualitative data sources. 

Second, the analysis demonstrated that authentic, practice-based supports, such as professional 

development featuring modeling, coaching cycles, and ready-to-use instructional materials, 

significantly enhance teachers’ preparedness and success in integrating resiliency standards. 

 Third, triangulation highlights that student-facing resources lagged compared to teacher 

materials, with persistent gaps in resources for students posing a challenge to effective 

implementation. Finally, the findings underscore the importance of leadership alignment; 

variability in scheduling, mentorship, and coherence of professional development at the site level 

accounts for differences in teacher beliefs and experiences. These conclusions collectively 

emphasize the need for targeted improvements in time allocation, resource development, and 

leadership practices to support successful resiliency standards implementation. 

Finding 1  

For context, district leadership shared the current state of PD systems for educator 

support. PD included workshops, coaching, and mentoring, with 6 dedicated days and 6 early 

release days for targeted sessions. Teachers opted for additional PD days and chose from in-

person, online, or hybrid modalities. Personalized coaching by request was provided throughout 

the year, with quarterly coach learning walks that promoted collaboration. Annual surveys and 

faculty councils informed customized PD offerings that responded to staff and student needs. In 

summary, SLPS provided dedicated time for educators to engage in workshops, coaching, and 

collaborative planning with flexible formats, informed by teacher feedback.  

 

Finding 2  
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Analysis of teacher responses revealed a pronounced need for high-quality, relevant PD 

to feel prepared for resiliency and leadership instruction. Attendance at resiliency PD sessions 

was notably low, and many teachers and principals indicated that current offerings were 

infrequent, lacked practicality, and did not consistently address individual needs. Research 

established that teacher confidence and perceived support were closely linked to positive student 

outcomes, emphasizing the importance of providing quality, frequent, and tailored PD for 

successful implementation. This matters because teacher confidence and perceived support are 

essential for successful change; without them, implementation was hindered.  

Only a quarter of teachers were satisfied with resiliency PD, and over half reported they 

did not attend any PD. Focus groups and interviews confirmed that teachers found the PD 

impractical, unhelpful, and not tailored to their grade levels. Some reported that no PD was 

offered when resiliency standards were introduced, highlighting accessibility issues. Document 

analysis revealed no courses explicitly named for resiliency standards or leadership skills; district 

leaders said these topics were embedded in other PD, possibly leading to low attendance rates 

and could have affected confidence and support responses as well. Overall, without high-quality 

and relevant PD, teachers may feel unprepared, which can hinder implementation of resiliency 

standards and negatively affect student outcomes. 

Finding 3 

In reviewing on-site support systems, we found inconsistencies across the district, 

resulting in uneven implementation and inequitable experiences for students. Less than half of 

the teachers felt positive about coaching, which, along with resources, was not uniformly 

available in every school.  
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Just over half of the teachers rated the support materials positively, but three-quarters 

were dissatisfied with the student materials. The literature reinforced that consistent resources 

and coaching were critical for success, but gaps persisted in both areas.  

We defined on-site support systems as materials, resources, and instructional coaching. 

Teachers noted inconsistent access to coaching and resources, reporting that materials for 

resiliency standards instruction were not always available across schools. As one teacher shared, 

“We sometimes get coaching, but sometimes it’s not consistent across all schools.” While the 

district does provide resources, they are often not accessible enough to meet teachers’ needs. 

This inconsistency leads to uneven implementation and inequitable student experiences. 

Finding 4 

We examined teacher attitudes and beliefs regarding on-site support systems. Only 29% 

of teachers felt supported to implement leadership instruction, with an average agreement rating 

of 2.6 out of 5. The findings of on-site support systems are consistent with those previously 

shared: coaching and materials were hard to access or inconsistent. This matters because teacher 

buy-in and perceived support are essential for successful change; without them, implementation 

may falter.  

Shifting focus to teachers’ experiences with resiliency standards instruction, most 

believed in its positive impact on students but faced significant barriers. The greatest challenges 

included limited instructional time, difficulties integrating skills into the curriculum, and a lack 

of resources. Research confirmed that successful implementation depended on sufficient time, 

resources, and integration into everyday instruction. Although teachers saw the value, practical 

issues impeded the realization of full benefits. 

  



   
 

75   
 

Finding 5 

In studying teachers' needs and challenges, teachers reported a positive impact on 

students, but they reported facing barriers inhibiting a more robust instructional outcome. The 

biggest challenges were consistent with prior findings of on-site support. Research   

demonstrated the need for adequate time, the right resources, and skills instruction integrated 

throughout daily lessons. Addressing these barriers is crucial to ensure all students benefit from 

the intended positive outcomes of resiliency standards instruction,   

Despite these challenges, when teachers taught resiliency standards, about 84% reported 

positive impacts, noting improvements in student behavior, relationships, communication, 

academic performance, emotional self-regulation, and attendance. One teacher shared that 

students showed more empathy and better problem-solving skills than before. Focus groups 

echoed these findings, with teachers expressing concern that an overemphasis on test scores 

overshadowed essential social and emotional skills and indicated a need to address the 

challenges and tensions between standardized metrics and holistic development goals.  It’s clear 

that when resiliency standards instruction was prioritized, students benefited in meaningful ways.  

To summarize the findings, teachers identified several obstacles to delivering effective 

resiliency standards instruction, including limited instructional and planning time, difficulty 

integrating skills, inadequate resources, and inconsistent coaching, and student materials that did 

not fully meet their needs. Several teachers also mentioned difficulties with student engagement 

and inconsistent participation. These observations highlight the importance of balancing 

academic success and building resilience, which can help address these issues and better support 

teachers. 
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Recommendations 

Based on our comprehensive findings, teachers and the St. Lucie Public School 

leadership team are dedicated and committed professionals navigating the complexities of 

integrating Florida’s new resiliency standards. While SLPS has established a solid foundation of 

support for educators, our study highlights certain challenges that present opportunities to 

enhance the effectiveness of implementation. Specifically, providing professional training and 

ongoing support that is appropriate, customized, and closely aligned with teachers’ real 

classroom contexts will be essential to further empower educators. To bolster success for both 

educators and students, we offer a set of thoughtful, practical recommendations. These focus on 

building upon the district’s existing strengths, refining support systems and minimizing 

obstacles, rooted in both research and the valuable insights shared by teachers themselves. 

Recommendation 1: Enhance Professional Development Delivery 

Professional development should move beyond isolated workshops to become a 

continuous, collaborative process. Effective PD engages teachers actively, connecting learning 

directly to their classrooms and students. It must be tailored to the real challenges teachers face 

at their specific grade levels and shaped by teacher input to ensure relevance and practicality. 

Building communities of practice and encouraging peer collaboration creates a supportive 

environment that fosters meaningful professional growth. Research shows that ongoing, active 

learning experiences such as inquiry-based sessions, collaborative reflection, and coaching 

significantly improve teacher practice and student outcomes (Desimone, 2009; Yoon et al., 

2007). For example, PD models integrating collaborative inquiry and sustained coaching have 

demonstrated positive impacts on both teacher effectiveness and student achievement (Allen et 
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al., 2011; Greenleaf et al., 2011). Designing professional development as a sustained, 

contextualized, and collaborative process rather than a series of isolated, stand-alone events, is 

essential to maximizing its impact on teacher practice and student learning (Kraft, 2014; Lave & 

Wenger, 1991, 1998). This approach aligns with evidence showing that active engagement, 

collaboration, reflection, and coaching over time significantly enhance the effectiveness of 

professional learning experiences. 

Recommendation 2: Improve Consistency and Access to On-Site Support 

All teachers, regardless of their school or grade, need reliable access to quality consistent 

instructional coaching and resources for successful implementation (Zimmerman, 2013; Kraft, 

2018). This calls for district-wide standardization of support materials, lesson plans, and 

coaching availability. Regular feedback mechanisms should be in place to identify gaps and 

continuously refine the support system. Research by Kraft, Blazar, and Hogan (2018) 

demonstrates that teacher coaching is one of the most effective professional development 

models, significantly improving instructional practices with a pooled effect size of 0.49 standard 

deviations and producing meaningful gains in student achievement (effect size = 0.18 SD). 

Coaching programs that combine personalized, sustained, and context-specific support with 

instructional resources have an even greater impact. Maintaining high-quality instructional 

coaching and ensuring strong teacher engagement are essential components of successful 

professional development programs that enhance teaching effectiveness and student outcomes 

across all schools and grade levels (Kraft, Blazar, & Hogan, 2018). 

Recommendation 3: Address Practical Implementation Barriers 

To successfully integrate resiliency skills into academic content, teachers need dedicated 

time, resources, and flexible instructional models to ease integration into lessons. Allocating 
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structured time for collaboration and lesson planning specifically focused on resiliency allows 

teachers to embed these skills naturally and effectively (Zimmerman, 2013). Additionally, 

flexible instructional models and a range of supportive materials as necessary to help teachers 

adapt resiliency standards to their unique classrooms and subject areas. It is equally important to 

minimize competing demands and distractions that pull teachers away from this critical work and 

distribute new state resources to support teachers. By making these adjustments, the district can 

empower teachers to deliver strong, integrated resiliency instruction that supports student growth 

both academically and personally. 

Recommendation 4: Foster Teacher Engagement and Ownership 

Actively involving teachers, school leaders and instructional coaches in the development 

and ongoing refinement of resiliency standards and support systems cultivates stronger 

motivation and a deeper commitment to their implementation. Celebrating teacher successes 

builds confidence and reinforces positive culture, while creating regular opportunities for 

teachers to share best practices and openly discuss challenges, nurturing collaboration, and trust 

(Kraft, 2018). The principal plays a crucial role as a connector and enabler, fostering an 

environment where autonomy and support coexist to improve decision making and strategy 

execution. Empowering all stakeholders through open communication, shared information, and 

targeted training ensures alignment toward the shared goal of education excellence (Khadija, 

2022). This approach creates an adaptive and resilient school culture that is well-equipped to 

meet evolving educational demands (Khadija, 2022). 

Recommendation 5: Establish Ongoing Monitoring and Evaluation 

Based on the data and findings, systematic and periodic reviews of resiliency standards 

implementation using clear and relevant data will inform and guide timely and appropriate 
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adjustments. Monitoring and evaluation serve as mechanisms to tackle challenges such as 

inconsistency, insufficient support, and feelings of unpreparedness identified in the data and 

findings. By establishing a continuous feedback process, promoting continuous improvement 

will allow professional development, coaching, and resources to adapt according to the objective 

evidence provided during monitoring and evaluation (Kraft, 2014). 

By explicitly naming professional development sessions, monitoring clear identification 

of resiliency PD sessions can be systematically tracked and evaluated for effectiveness. Periodic 

implementation reviews identify gaps in support. As a result, timely feedback and responsive 

adjustments increase teacher confidence. To promote equitable experiences, data analysis with 

the use of monitoring dashboards can identify gaps and inform corrective actions for uniform 

support. To address time constraints, purposefully monitoring trends in time allocation and 

integration efforts would help align and prioritize scheduling solutions.  

Additionally, tracking implementation and sharing achievements reinforces the value of 

resiliency instruction and motivates stakeholders with ongoing commitment. Openly 

communicating results build trust and encourage shared responsibility, fostering a culture of 

accountability. Promoting professional curiosity leads educators to reflect, celebrate successes, 

and try new practices together, supports both fidelity to goals and internal innovation, making the 

system adaptable over time (Goodwin & Rouleau, 2024). 

In summary, by adopting these recommendations, St. Lucie Public Schools will establish 

a stronger, more supportive environment that empowers teachers and elevates student outcomes. 

These targeted actions, grounded in research, informed by direct collaboration with SLPS 

teachers, school leaders, and instructional coaches, and influenced by real-world insight will 

drive meaningful and lasting change. 
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Limitations and Future Research 

Data Analysis: Concerns and Mitigation Strategies 

Scheduling challenges and competing demands on teachers’ time and availability as the 

school year ended and summer began resulted in an adjustment to the timeline for focus group 

sessions than initially planned. The small focus group sample size may have limited the 

generalizability of the qualitative findings. To address this, purposive sampling ensured diversity 

among participants, and findings were triangulated with survey data to enhance credibility 

(Noble & Heale, 2019). Document analysis was also delayed due to availability. According to 

Morgan (2024), gaps in documentation or missing or delayed documents can affect the depth and 

reliability of findings.  Overall, however, these limitations are not expected to critically 

undermine the ability to address the research questions, but they do necessitate careful attention 

to context in the analysis phase. 

The teacher survey provided a comprehensive snapshot of on-site support systems, 

professional development experiences, and teacher attitudes regarding the implementation of 

resiliency standards. Although the lack of direct student voice is a limitation, the available 

aggregate data and qualitative feedback offer valuable context.  

There was strong alignment between the analytic frameworks in use, descriptive 

statistics, cross-tabulation, thematic coding, and comparative analysis, and the types of data 

collected. This methodological congruence enhances confidence that the project questions are 

addressed with validity and depth, though some caveats around transferability within SLPS and 

site-specific factors remain. 

Access and Scheduling 
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Competing priorities at the school and district levels made it difficult to schedule focus 

group sessions and collect artifacts on time. Teacher availability was especially affected by the 

overlap with state testing and end-of-year activities and the start of summer vacation. 

Potential Response Bias 

There is a possibility that survey participants provided socially desirable responses or 

were more likely to participate if they held strong views on the topic, resulting in potentially 

biased results (Bethlehem, 2010). This phenomenon, known as self-selection, can compromise 

the representativeness of the survey, as highlighted by Bethlehem, 2010. Emphasizing that 

voluntary responses to surveys often lead to inaccurate representation of the population of study. 

To mitigate this, the combination of quantitative and qualitative data supports triangulation and 

adds depth to the findings (Noble & Heale, 2019). According to Noble and Heale (2019), using 

multiple data sources and methods enabled us to cross-validate results, reduce bias, and provide a 

more accurate understanding of the project questions we pursued. 

The data collection and analysis process, though not without its complications with 

timeline adjustments, generated a rich dataset. Ongoing analysis and iterative refinement of 

coding frameworks further enhanced the validity and utility of the findings (McLeod, 2024). As 

McLeod (2024) explains, qualitative data coding is inherently iterative, requiring researchers to 

revisit and refine codes as new insights emerge, allowing accuracy and providing relevance to 

the findings. Maintaining reflexivity memos, as suggested by McLeod (2024), allowed us to 

document our decisions and evolving interpretations providing us with reflexive awareness 

throughout. 

Analytic Concerns and Quality Assurance 
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To address potential bias, all coding involved at least two analysts with regular reliability 

checks (Halpin, 2024). Halpin (2024) notes that employing multiple coders and conducting 

regular inter-coder reliability assessments increases the trustworthiness of qualitative research by 

minimizing individual bias by ensuring consistency in data interpretation. Survey and focus 

group protocols were reviewed and piloted before full deployment (ETR, 2013); following best 

practices by piloting instruments prior to implementation. Reflexivity memos were maintained to 

track analytic decisions and emerging insights (McLeod, 2024). 

Conclusion 

This study examined the effectiveness of professional development (PD) and support 

systems provided to St. Lucie Public Schools (SLPS) K–8 teachers as they implemented the 

Florida resiliency standards. Guided by two primary project questions, the research employed a 

sequential mixed-methods design, integrating quantitative survey data, qualitative focus groups 

and principal interviews, and document analysis. The triangulation of these sources provided a 

comprehensive and credible understanding of both the nature of SLPS support systems and K-8 

teacher perceptions.  

By studying the project questions, our inquiry sought to understand the attitudes and 

beliefs of SLPS K-8 educators as well as their confidence and impact in delivering curriculum to 

foster leadership and resilience among students. We sought to identify gaps and opportunities for 

teacher support and to enhance the overall instructional framework within St. Lucie Public 

Schools by analyzing teachers' self-reported capabilities and the challenges they faced. 

To enhance the implementation of resiliency standards, it is our recommendation to 

increase protected time for resiliency and/or leadership professional development with dedicated 

time for collaboration. In addition, SLPS would benefit from developing comprehensive student-
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facing resources while utilizing the newly released state resources. Fostering leadership practices 

that prioritize strategic alignment and mentorship, emphasizing authentic, practice-based 

professional development and ensuring coherence between PD and classroom supports will 

further strengthen teacher preparedness, confidence, and student outcomes. 
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Appendices 

Appendix A 

Participant Survey 

Professional Development & Support: K-8 Student Resiliency & Leadership Instruction 

June 4, 2025 

We invite SLPS K-8 teachers to participate in this anonymous survey. Your voluntary feedback 

will remain confidential and inform our Vanderbilt University quality improvement doctoral 

study. Results will be valuable to inform professional development and support planning to teach 

leadership aligned with Florida's resiliency standards. 

---------------------------------------------------new section---------------------------------------------- 

Professional Development and On-site Support Systems 

Florida’s resiliency standards are part of a statewide initiative to equip students with essential life 

skills promoting mental and emotional well-being, personal responsibility, and leadership. These 

standards emphasize leadership traits such as empathy, perseverance, self-awareness, responsible 

decision-making, and citizenship. Formerly integrated under the umbrella of Social and 

Emotional Learning (SEL), the resiliency standards now serve as a framework for developing 

confident, capable student leaders who can navigate challenges and contribute positively to their 

learning journey. 

1.  Based on the new Florida resiliency standards (see definition above), respond to the 

following: 
o   I am a K-8 St. Lucie Public Schools teacher. 
o   I am not a K-8 St. Lucie Public Schools teacher. (If selected, redirected to end survey) 

---------------------------------------------------new section---------------------------------------------- 

2. How frequently did you teach resiliency lessons in the past year to help students develop 

leadership skills (empathy, perseverance, self-awareness, responsible decision-making, and 

citizenship)? 

o   Less than once per week 
o   Once per week 
o   Twice per week 
o   Three times per week 
o   At least four or more times per week 
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3. In the last year, indicate the number of Resiliency standards professional development 

trainings you have attended. 

o   1 
o   2 
o   3 
o   4 or more 
o   None 

4. (Matrix) Please rate your agreement with each statement. 

Answer choices: 

o   Strongly disagree 

o   Disagree 
o   Neutral 
o   Agree 
o   Strongly agree 

4a. In the past year, instructional resources were provided to me to teach leadership skills. 

4b. In the past year, in our school, I was provided time to collaborate to implement leadership 

skills instruction. 

4c. In our school, in the past year, I was provided with instructional coaching to teach leadership 

skills. 

4d. I received professional development that was coordinated with ongoing support to teach 

leadership skills. 

5. (Matrix) Select the frequency students used each responsible decision-making strategy in the 

past year from the professional development sessions. 

Answer choices: 

o   Once per semester 
o   Quarterly 
o   Monthly 
o Weekly 

o   Daily 

5a. Students used SMART (Specific, Measurable, Achievable, Relevant, and Timebound) 

academic, behavioral or personal goals worksheets. 

5b. Students used goal setting journals. 
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5c. Students created vision boards or visual representations of short- and long-term goals. 

5d. Students hosted one-on-one or small group goal conferences. 

5e. Students utilized progress trackers such as charts, graphs, or digital tools to track progress 

over time. 

6. (Matrix) How satisfied were you with the quality of professional development you attended in 

the past year: 

Answer choices: 

o   Very Dissatisfied 
o   Somewhat satisfied 

o   Neither satisfied nor dissatisfied 
o   Satisfied 
o   Highly Satisfied 
o    did not attend professional development for this 

6a. Professional development to teach leadership skills (empathy, perseverance, self-awareness, 

responsible decision-making, and citizenship) 

6b. Professional development to teach resiliency standards. 

7. (Matrix) Rate the quality of on-site support you have received this year. 

Answer Choices: 

o   Very Dissatisfied 
o   Somewhat satisfied 

o   Satisfied 
o   Somewhat Satisfied 
o   Extremely Satisfied 
o   Not applicable 

7a. materials such as Scope and Sequence, Lesson plans 

7b. Resources such as Student print materials, Xello 

7c. Instructional coaching 

---------------------------------------------------new section---------------------------------------------- 

Attitudes, Beliefs, and Perceived Impact 

Based on the new Florida resiliency standards (see definition above), reflect on the 2024-2025 

school year to respond to the following: 
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8. Indicate the level of agreement with the statement: In the past year, students responded 

positively to leadership skills instruction. 

Answer Choices: (Likert) 

Strongly Disagree        1           2            3            4            5           

 Strongly Agree 

9. In which areas have you seen a positive impact of your leadership skills instruction on 

students? (Select all that apply.) 

Answer Choices: 

o Behavior 

o Emotional self-regulation 

o Peer relationships 

o Student-staff relationships 

o Communication 

o Attendance 

o Academic performance 

o No impact 

o Other 

10. (Matrix) Indicate the level of agreement with the statement based on this past year: Answer 

Choices: 

o   Strongly Disagree 
o   Disagree 
o   Neutral 
o   Agree 
o   Strongly Agree 

10a. Following citizenship lessons, students demonstrated improved behavior, such as following 

classroom rules, showing respect, and managing conflicts more appropriately. 

10b. Self-awareness lessons contributed to students’ ability to recognize and manage their 

emotions in challenging situations. 

10c. Students developed stronger peer relationships, including increased cooperation, empathy, 

and conflict resolution, as a result of empathy lessons. 

10d. Respect and honesty lessons helped foster more positive and respectful interactions between 

students and school staff. 

10e. Students improved their ability to express themselves clearly and listen actively during 

discussions and group activities due to self-awareness and communication instruction. 
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10f. I observed improvements in student attendance patterns fostered through responsibility and 

grit lessons. 

10g. Critical thinking lessons contributed to improvements in students’ completion of 

assignments. 

11. (Matrix) Please indicate how strongly you agree or disagree with the following statements 

related to leadership skills (empathy, perseverance, self-awareness, responsible decision-making, 

and citizenship) instruction: 

Answer Choices: 

o   Strongly Disagree 

o   Disagree 
o   Neutral 
o   Agree 
o   Strongly Agree 
o   Not applicable 

11a. Teaching leadership skills is important for student development. 

11b. I believe students benefit from learning leadership skills. 

---------------------------------------------------new section---------------------------------------------- 

Implementation Challenges & Needs 

Based on the new Florida resiliency standards (see definition above), reflect on the 2024-2025 

school year to respond to the following: 

12. Please indicate how strongly you agree or disagree with the following statements related to 

leadership skills instruction (empathy, perseverance, self-awareness, responsible decision-

making, and citizenship) in the past year: 

Answer Choices: 

o   Strongly Disagree 
o   Disagree 
o   Neutral 
o   Agree 
o   Strongly Agree 

o   Not applicable 

12a. The professional development I received prepared me. 

12b. I felt confident in my ability to teach leadership skills to my students. 
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12c. I had adequate materials and resources to teach leadership skills. 

12d. Instructional coaching helped me implement leadership instruction. 

12e. I felt supported by my administrator(s) to implement leadership instruction. 

12f. The existing instructional schedule designated time to deliver leadership skills instruction. 

13. Indicate the level of agreement with the statement: In the past year, the professional 

development I received adequately prepared me to teach leadership skills. 

Answer Choices: (Likert) 

Strongly Disagree        1           2            3            4            5           

 Strongly Agree 

14. Indicate the level of agreement with the statement: Following professional development, the 

leadership skills lessons were easily integrated into my existing lesson plans. 

Answer Choices: (Likert) 

Strongly Disagree        1           2            3            4            5           

 Strongly Agree 

15. From the list below, select the top 3 challenges that you encountered at least once in the past 

year during leadership skills instruction (empathy, perseverance, self-awareness, responsible 

decision-making, and citizenship)? 

Answer Choices: 

o I had limited time to plan 

o I had limited instructional time to teach leadership traits 

o Instructional coaching was unavailable. 

o The coaching support was inconsistent. 

o Inadequate student materials. 

o Difficulty integrating leadership skills into core subjects. 

o Inadequate Instructional resources. 

o I had difficulty engaging students in meaningful discussions. 

o I experienced Inconsistent student participation. 

o None of these 

o Other 

---------------------------------------------------new section---------------------------------------------- 

Additional Information 

Reference: As you respond to the survey, note that Florida’s resiliency standards are part of a 

statewide initiative to equip students with essential life skills promoting mental and emotional 
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well-being, personal responsibility, and leadership. These standards emphasize leadership traits 

such as empathy, perseverance, self-awareness, responsible decision-making, and citizenship. 

Formerly integrated under the umbrella of Social and Emotional Learning (SEL), the resiliency 

standards now serve as a framework for developing confident, capable student leaders who can 

navigate challenges and contribute positively to their learning journey. 

Reflect on the 2024-2025 school year to respond to the following: 

16. This past year, what school-based supports did you use, if any, at least once to support 

leadership skill development in students? 

Answer Choices: 

o Kids at Hope 

o Single School Culture 

o Morning Announcements 

o Positive Behavior Supports (PBIS) 

o Morning meetings 

o None of these 

o Other 

17. (Open ended) Is there anything else you would like to share about your experiences teaching 

leadership skills? 

18. (Open ended) Is there anything else you would like to share about your experiences teaching 

Florida's resiliency standards? 

---------------------------------------------------new section---------------------------------------------- 

Demographic Information 

All your information is highly confidential, and only non-identifiable information is obtained for 

researcher use only. Please contact us if you have any concerns. 

19. What grade level(s) do you currently teach? (select all that apply) 

Answer Choices: 

o Kindergarten 

o First grade 

o Second grade 

o Third grade 

o Fourth grade 

o Fifth grade 

o Sixth Grade 

o Seventh Grade 
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o Eighth Grade 

o Other 

20. What subject(s) do you primarily teach? (select all that apply) 

Answer Choices: 

o Math 

o Science  

o Social studies 

o English 

o Electives and/or Special Areas 

o Intensive Reading 

o Other 

21. Thank you for being a teacher! Please indicate your teaching experience: 

Answer Choices: 

o less than 1 year 

o 1 to 5 years 

o 6 to 10 years 

o 11 to 15 years 

o 16 to 20 years 

o 21 to 25 years 

o 26 years or more 

o I prefer not to answer 

o Other 

22. (Open-ended) If you are interested in participating in a focus group as part of this study, 

please provide your first name and email address below. 
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Appendix B 

Communication to Principals for Faculty Survey Distribution 

  
Good morning! 
We are conducting a survey as part of our doctoral inquiry and would greatly appreciate your 

help in having teachers complete this survey! We will use the data from the survey to inform 

planning recommendations for improvements in professional development and support as part of 

the Classrooms2Careers Initiative this coming fall. 

Please send the email below to your instructional staff to complete! 
  
Please copy and paste the following into an email to instructional staff: 
  
Subject: Survey for teachers/instructional staff to complete 
  
Hello Educator, 
  
We invite teachers to participate in this anonymous and voluntary survey aimed at enhancing 

professional development and support for teaching student leadership aligned with Florida's 

resiliency standards. Your insights are invaluable in shaping effective strategies for student 

growth in leadership. The survey will take approximately 10-15 minutes to complete. Your 

participation is greatly appreciated! 

  
Thank you for your time and contribution! 

 
  
  

 

https://forms.office.com/r/AgveUgmE7k
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Appendix C 

Focus Group Plan 

 

The focus group protocol was designed to elicit teacher attitudes and beliefs on professional 

development, support systems, and implementation of resiliency standards. The protocol ensured 

consistency while allowing participants to elaborate on their experiences. 

Focus groups were conducted via Zoom with current K-8 SLPS faculty (two groups of 1 to 3 

participants each; total responded n = 13, total participated = 3). Amazon gift cards were 

provided as incentives. Diane Leinenbach will not participate in the interviews to avoid 

supervisory influence on responses. 

 

Recruitment and Consent 

Email Invitation to Faculty Focus Group Members 

 Dear SLPS Teachers, 

Thank you for participating in our focus group Zoom session. We are eager to learn from your 

experiences and hear your perspectives on professional development related to Florida's 

resiliency standards. Your feedback and responses will be anonymous and will be a part of our 

research for the SLPS District. The goal is to help inform future professional learning strategies 

and programs for SLPS teachers and staff. 

During the focus group, we encourage open discussion; there are no right or wrong answers, only 

your unique viewpoints. Your responses will be kept confidential, and in accordance with our 

commitment to upholding strong ethical standards: only our Vanderbilt University research team 

will have access to the raw data. 

Please complete the attached Doodle Poll to select your preferred Zoom session time. 

 https://doodle.com/group-poll/participate/e5KGLYAb 

Thank you! 

Ash Punjani 

Linda Fussell  

Focus Groups: Current K-8 SLPS Faculty (two focus groups of 6-7 participants each, TTL: 13) 

  

Preamble 

https://doodle.com/group-poll/participate/e5KGLYAb
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• Thank the participant for participating. 

• Describe the purpose of the study. 

• Describe how a focus group works, and parameters for the session. 

• Explain that only the Vanderbilt research team will have access to raw data; only 

anonymized quotes will be used. 

• Provide email addresses for private sharing. 

• Ask: Do you consent to recording? [Start the recording] 

  

Introduction and Informed Consent Script 

“Good morning and welcome to our session. Thank you for taking the time to join us to talk 

about professional development and Florida’s resiliency standards. We are Ash Punjani and 

Linda Fussell from Vanderbilt University. We are seeking information from SLPS K-8 faculty 

members regarding perceptions, beliefs, and attitudes toward specific professional development 

(PD) related to resiliency standards and building leadership skills in students. We want to 

understand more about your experiences with professional learning and the resources you’ve 

received for implementing Florida’s resiliency standards. You were invited because you 

provided your name on our survey questionnaire as a potential volunteer. 

There are no wrong or right answers, but rather differing points of view. (Krueger, 2002) Please 

feel free to share your point of view even if it differs from what others have said. Keep in mind 

we’re just as interested in negative comments as positive comments, and at times, the negative 

comments are the most helpful. 

We are recording the session because we don’t want to miss any of your comments. While we 

will use your names today, we will not use any names in our reports. You may be assured of 

complete confidentiality. The data will help support and plan future professional learning. 

Before we begin, I want to remind you that your participation is voluntary, and your responses 

will remain confidential. If you are comfortable proceeding, please indicate your consent. 

Let’s begin.” 

  

Focus Group Questions: 

Introduction to Standards 

1. How did you first learn about the Florida resiliency standards? 

2. What were your initial thoughts? 

  

Professional Development Experience  

1. Can you describe your experience with professional development related to these standards? 
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2. If you attended any professional development sessions related to the standards, when and 

where did they take place, and who facilitated them? 

3. What do you recall learning about? What activities did you participate in related to resiliency 

standards? 

4. What were some positive or challenging aspects? 

5. If you receive ongoing support, what has that been like? 

 

Implementation Flexibility  

1. What changes have you observed in your students' behaviors or skills as a result of 

implementing these standards? 

2. What were some lessons or activities you did this year related to these? 

3. Did you create these yourself or use existing resources? 

4. Have you noticed any substantial changes in student behavior (leadership skills or social-

emotional skills) since teaching resiliency standards? 

5. What impact did teaching resiliency standards and leadership skills have on your students 

this year? 

6. How have you embedded the leadership skills component of the resiliency standards into 

your existing instructional schedule? 

7. Where did you integrate it? What worked? What didn’t? 

  

Final Thoughts 

1. If you could wave a magic wand and change three things about teaching leadership skills 

through the standards, what would you change? 

2. Private chat with us. What else would you like us to know that you would prefer to share 

privately? 

Table 8 

Initial Deductive Codes, Based on Conceptual Frameworks 

Initial Deductive Codes Framework 
Collaboration and Peer Learning Communities of Practice 
Instructional Integration Situated Learning Theory 
Support System Availability Zimmerman’s Resiliency Theory 
Coaching and Mentorship Communities of Practice 
PD Relevance and Quality Situated Learning Theory 
Teacher Agency and Confidence Communities of Practice 
Observed Student Outcomes Zimmerman’s Resiliency Theory 
Implementation Barriers Communities of Practice 
Adaptation and Flexibility Situated Learning Theory 
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Note. Initial deductive codes were derived from the study’s conceptual frameworks, Situated 

Learning Theory, Communities of Practice, and Zimmerman’s Resiliency Theory, and guided 

the first cycle of qualitative data analysis. 
 

Table 9 

Codebook for thematic analysis of focus group data  
  

Code Name 

  

Definition 

Example Quote Related 

Project 

Question 

Conceptual 

Framework 

Collaboration 

and Peer 

Learning 

Mentions of 

teachers working 

together, sharing 

practices, or 

learning through 

collaboration. 

“We meet every week to share 

what’s working and help each 

other with lesson ideas.” 

PQ1, PQ2 Communities of 

Practice 

Instructional 

Integration 

References to 

how resiliency 

standards are 

incorporated into 

classroom 

instruction. 

“I’ve started embedding 

resiliency activities into my 

morning routine, so students 

practice these skills daily.” 

PQ1 Situated 

Learning 

Theory 

Support System 

Availability 

Mentions of the 

presence or 

absence of 

materials, 

coaching, or other 

support systems. 

“The coaching support has 

been great, but we still need 

more resources for the new 

standards.” 

PQ1 Zimmerman’s 

Resiliency 

Theory 

Coaching and 

Mentorship 

Mentions of 

instructional 

coaching, 

mentoring, or 

guidance 

provided to 

teachers. 

“My coach helped me plan 

lessons and gave feedback after 

observing my class.” 

PQ1 Communities of 

Practice 

PD Relevance 

and Quality 

Mentions of the 

usefulness, 

applicability, or 

quality of 

professional 

“The training was helpful 

because it gave us real 

examples we could use right 

away.” 

PQ1, PQ2 Situated 

Learning 

Theory 
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development 

sessions. 

Teacher Agency 

and Confidence 

Mentions of 

teachers’ sense of 

control, 

confidence, or 

empowerment in 

implementing 

standards. 

“I feel more confident now that 

I understand how resiliency fits 

into our curriculum.” 

PQ2 Communities of 

Practice 

Observed 

Student 

Outcomes 

Mentions of 

student behavior, 

engagement, or 

leadership as 

perceived 

outcomes of 

resiliency 

instruction. 

“Students are more engaged 

and seem better at handling 

challenges since we started 

these lessons.” 

PQ2 Zimmerman’s 

Resiliency 

Theory 

Implementation 

Barriers 

Mentions of 

challenges or 

obstacles to 

implementing 

resiliency 

standards. 

“Time is the biggest issue—we 

don’t have enough to fit 

everything in.” 

PQ2 Zimmerman’s 

Resiliency 

Theory 

Adaptation and 

Flexibility 

Mentions of how 

teachers adapt or 

modify 

instruction to fit 

the resiliency 

standards. 

“I had to adjust the activities to 

make them work for my 

students’ reading levels.” 

PQ2 Situated 

Learning 

Theory 

Note. Codes were developed deductively from the study’s conceptual frameworks—Situated 

Learning Theory, Communities of Practice, and Zimmerman’s Resiliency Theory—and applied 

during thematic analysis of focus group data to ensure alignment with project questions and 

theoretical constructs.  
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Document Analysis Rubric 
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Scoring Approach:  

This rubric ensures systematic, valid, and reliable analysis of documents and related materials. 

Each document was reviewed against these categories, and scores were assigned based on the 

coding criteria. Higher scores indicated stronger alignment with the conceptual frameworks and 

research focus areas. Each document will be scored on a four-point scale (1 = Inadequate, 2 = 

Developing, 3 = Proficient, 4 = Exemplary) across the following domains: 

Domain Description Indicators Score 

(1-4) 

Evidence 

/ Notes 

Alignment with 

Resiliency 

Standards 

Extent to which 

the document 

reflects the Florida 

resiliency 

standards and 

related learning 

outcomes. 

Clear references to resiliency 

competencies and strategies 
Explicit learning objectives 

connected to standards 
 Consistency with state and 

district frameworks 

    

Relevance to 

Professional 

Learning Needs 

Degree to which 

content addresses 

teachers’ needs, 

challenges, and 

context. 

Content informed by teacher 

feedback or needs assessments 
Practical strategies for classroom 

implementation 
 Adaptation to school/site-specific 

contexts 

    

Resources for 

resiliency 

standards 

instruction 

Level of rigor, 

clarity, and depth 

in concept 

development and 

instructional 

support. 

Availability or mention of 

materials supporting resiliency 

instruction. 

    

Collaborative 

Structures 

Presence of 

collaborative 

structures to 

support resiliency 

standards 

instruction 

Indications of communities of 

practice, teacher collaboration, or 

shared learning. 
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Leadership and 

Systemic 

Factors 

Presence of 

mechanisms for 

implementation, 

collaboration, 

monitoring, 

reflection, and 

ongoing 

improvement. 

Evidence of leadership directives, 

strategic priorities, or systemic 

initiatives. 

    

 Support 

Systems 

Degree to which 

the document 

aligns with other 

district or school 

resources, 

initiatives, and 

support structures. 

References to or integration with 

coaching, mentoring, or 

collaboration structures 
Alignment with other ongoing PD 

or instructional initiatives 

    

 

Instructions: 

1. For each document, the reviewer should assign a score (1-4) for each domain, citing 

specific evidence or examples in the notes column. 

2. Use the indicators as guidance for what constitutes each score level within a domain. 

3. Where possible, cross-reference findings across multiple documents to ensure 

consistency and identify broader trends. 

4. After scoring all domains, reviewers may synthesize results to provide overall strengths, 

areas for improvement, and actionable recommendations. 

 

Scoring Guide: 

1 Inadequate: Minimal or no evidence of alignment; major gaps exist. 

2. Developing: Some elements present but incomplete, inconsistent, or limited in depth. 

3 Proficient: Most indicators met; strong alignment and quality overall. 

4 Exemplary: All indicators fully addressed with depth, clarity, and innovation. 

  

 

Appendix E 

Principal Interview Protocol 
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Purpose: 

To gather leadership perspectives on professional development structures, support systems, and 

contextual factors influencing the implementation of Florida’s resiliency standards. 

Introduction Script 

• Thank the principal for participating. 

• Explain the purpose of the study and the voluntary nature of participation. 

• Confirm informed consent for audio recording and confidentiality. 

Guiding Prompts 

Professional Development and Support 

How do you perceive the effectiveness of professional development provided to teachers for 

resiliency standards? 

What role does coaching or mentoring play in supporting teachers at your school? 

Collaborative Practices 

How does your school foster collaboration among teachers when implementing resiliency 

standards? 

Are there structures or strategies that encourage communities of practice? 

Leadership Influence 

What leadership strategies have you used to support resiliency implementation? 

How do systemic factors (e.g., scheduling, resources) impact teacher engagement? 

Challenges and Adaptations 

What challenges have you observed during the transition from previous SEL methods to 

resiliency standards? 

How have teachers adapted instruction to meet these new expectations? 

Observed Outcomes 

What changes, if any, have you noticed in student engagement or behavior since implementing 

resiliency standards? 

Closing 

• Invite additional comments or suggestions. 

• Thank the principal for their time and contribution. 
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Note. This protocol was designed to align with the study’s conceptual frameworks, Situated 

Learning Theory, Communities of Practice, and Zimmerman’s Resiliency Theory, and to 

complement teacher survey and focus group data. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Appendix F 

Principal Interview Coding Matrix 
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Detailed Coding Matrix 

Code A B 

Collaboration & Peer 

Learning 

“As a team we talk about what we do 

to support them.” 
 Staff collaborate to address 

behavioral concerns. 
 “She would make PowerPoints for the 

staff to do during those morning 

meetings…” 
 Peer sharing of resources and ideas. 
 Team-based problem solving is a 

regular practice. 
 “We started with teacher-led PE 

across the board because we found 

such a decrease in discipline when we 

started the morning meetings.” 
 SEL and morning meetings are 

integrated into the master schedule. 
  

“Looking at maybe our resource 

teachers too…” 
 Collaboration with resource teachers to 

embed new practices. 
 “Schools vary what they have…” 
 Sharing strategies across schools. 
 Collaboration is embedded in daily 

instructional adjustments. 
 “If you embed it, like you did, you’re 

talking about science adding 30 minutes 

of reading to science…” 
 Academic mandates are embedded 

efficiently. 

Instructional 

Integration 

“We just included it into our master 

schedule.” 
 Integration of SEL into daily routines. 
 “PowerPoints went along with that 

and everybody school-wide.” 
 Consistent instructional integration 

across classes. 
 “We do have a cultural learning 

supplement.” 
 Supplemental resources are available 

for staff. 

“It could easily be embedded into some 

of those.” 
 Integration of resiliency standards into 

PE and other specials. 
 Instructional integration is driven by 

compliance and efficiency. 
 “We have double PE, so kids get a 

different PE teacher. Then we have 

media. Then we have music and we have 

STEAM.” 
 Varied curricular and extracurricular 

options provide support. 
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Support System 

Availability 

“I have Ms. Green because we use 

ClassDojo and she offered to be the 

Dojo Mentor…” 
 Mentorship and support for new 

teachers. 
 Support systems facilitate onboarding 

and ongoing development. 
 “She offered to be the Dojo Mentor 

so I want to use that as a tool tied in 

with PBIS to help the new teachers 

learn how to use Dojo.” 
 Peer mentorship is formalized. 

Resource teachers help meet 

instructional needs. 
 Support systems are broad and 

resource-driven. 
 “Resource teachers too…” 
 Resource teachers support curriculum 

and new initiatives. 

Coaching & 

Mentorship 

Mentorship roles are designated for 

onboarding. 
 “Those resiliency that we talked 

about at school counseling 

department. That was then the 

student of the month went along with 

that trait.” 
 PD topics are aligned with school-

wide initiatives. 

Mentorship is distributed among staff 

roles rather than formalized. 
 “Professional development is discussed 

in terms of its practical application—how 

it fits into teachers’ schedules and 

existing blocks.” 
 PD is practical and schedule-sensitive. 

PD Relevance & 

Quality 

PD is strategic and culture-driven. 
 “We even did our master schedule to 

start with our morning meetings, even 

when they took it out of the schedule. 
 Teacher initiative and confidence in 

implementing practices. 

Relevance is determined by feasibility 

and teacher needs. 
 “Kathleen and colleagues show 

confidence in adapting schedules and 

leveraging available resources to meet 

student needs.” 
 Agency is reflected in flexible, creative 

resource use. 

Teacher Agency & 

Confidence 

Agency is demonstrated by proactive 

scheduling and advocacy for SEL. 
 “We saw such a decrease in 

discipline. When I first went to that 

school there was fights, room calls all 

the time. Year we were the school 

that made PBS Gold Stats.” 
 Positive student outcomes are 

attributed to SEL and morning 

meetings. 

Teachers are empowered to make 

decisions. 
 “The impact of double PE and teacher-

led PE is discussed in terms of meeting 

instructional minutes and providing 

socialization opportunities for students.” 
 Student outcomes are observed in 

socialization and instructional efficiency. 
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Observed Student 

Outcomes 

Achievement improvements are linked 

to implemented practices. 
 “When I came in the master schedule 

was already created and so we kind of 

made some tweaks.” 
 Scheduling constraints are a barrier. 

Outcomes are noted but less directly 

linked to specific initiatives. 
 “Significant time constraints and the 

stress that additional requirements can 

place on teachers.” 
 Teacher workload and stress are major 

barriers. 

Implementation 

Barriers 

“There’s no time in their block for 

anything else. And that will stress 

them.” 
 Time limitations challenge 

implementation. 
 “Baby steps, right? Then they’d be 

like, who is this lady?” 
 Gradual change and adaptation are 

necessary. 

Barriers are related to time management 

and feasibility. Adaptation is resource-

driven and incremental. 
 “her approach is characterized by 

flexibility—using available resources 

creatively and making incremental 

changes to support staff and students.” 

Adaptation & 

Flexibility 

“So we have double PE, so kids get a 

different PE teacher…” 
 Flexible scheduling and adaptation to 

resources. 
 Change management is cautious and 

incremental. 

Flexibility is key to sustaining 

momentum. 

Teacher Agency & 

Confidence 
Agency is demonstrated by proactive 

scheduling and advocacy for SEL. 
Teachers are empowered to make 

decisions. 

Observed Student 

Outcomes 

Positive student outcomes are 

attributed to SEL and morning 

meetings. 
 “We saw such a decrease in 

discipline. When I first went to that 

school there was fights, room calls all 

the time. Year we were the school 

that made PBS Gold Stats.” 
 Achievement improvements are 

linked to implemented practices. 

“The impact of double PE and teacher-

led PE is discussed in terms of meeting 

instructional minutes and providing 

socialization opportunities for students.” 
 Student outcomes are observed in 

socialization and instructional efficiency. 
 Outcomes are noted but less directly 

linked to specific initiatives. 
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Implementation 

Barriers 

“When I came in the master schedule 

was already created and so we kind of 

made some tweaks.” 
 Scheduling constraints are a barrier. 
 “There’s no time in their block for 

anything else. And that will stress 

them.” 
 Time limitations challenge 

implementation. 

“Significant time constraints and the 

stress that additional requirements can 

place on teachers.” 
 Teacher workload and stress are major 

barriers. 
 Barriers are related to time 

management and feasibility. 

Adaptation & 

Flexibility 

“Baby steps, right? Then they’d be 

like, who is this lady?” 
 Gradual change and adaptation are 

necessary. 
 “So we have double PE, so kids get a 

different PE teacher…” 
 Flexible scheduling and adaptation to 

resources. 

“her approach is characterized by 

flexibility—using available resources 

creatively and making incremental 

changes to support staff and students.” 
 Adaptation is resource-driven and 

incremental. 
 Flexibility is key to sustaining 

momentum. 
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