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ABSTRACT
With the onset of the Iowa Quality Teacher Legislation, the Iowa Teaching
Standards are mandated for use by all school districts in Iowa. These standards call for
administrators to assist teachers in becoming self-reflective practitioners. The purpose of
this study was to investigate administrative strategies employed by principals to assist
teachers in becoming self-reflective toward the Iowa Teaching Standards. A secondary
purpose of the study was to investigate the extent to which teachers are currently utilizing
self-reflection as a method of improving their instructional effectiveness, as perceived by
middle level teachers and principals in Iowa.
Four research questions were examined using a quantitative research
methodology. Two separate questionnaires were developed to survey teachers and
principals on their perceptions of the characteristics of self-reflection. The sample
participants included 300 middle school teachers and 150 middle school principals in
Iowa. Responses from 208 (69%) teachers and 133 (89%) principals were received which
represented a total return rate of 76%. Statistical tests were performed at the .05 level of
significance. In addition, frequency and mean data were compared to obtain a general
analysis of the research questions in this study.
Results revealed teachers were utilizing many strategies indicative of selfreflective practitioners. Perceptions of teachers and principals were statistically
discrepant in that principals perceived teachers to possess fewer self-reflective
characteristics that teachers perceived; yet, both subgroups perceived quite a few
strategies as being utilized by teachers.
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Teachers and administrators reported the use of many strategies by principals
during the evaluation process to assist teachers in self-reflection; however, principals
perceived themselves as utilizing a greater number of strategies than what teachers
perceived. However, when examining the use of administrative strategies to increase
reflection toward the Iowa Teaching Standards, principals and teachers reported minimal
implementation of those strategies. The analysis of variance revealed significant
differences between perceptions of teachers and principals; yet, neither group reported a
substantial number of strategies were being used to encourage self-reflection toward the
Iowa Teaching Standards.
Perception data from teachers and principals revealed several strategies as having
perceived benefits in increasing teacher self-reflection. Providing teachers with specific
feedback and asking probing questions, assisting in goal setting, and providing peer
collaboration opportunities were all found to be desirable in producing self-reflective
practitioners.
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1
CHAPTER 1
INTRODUCTION
Background
“If you give a man a fish, he’ll eat for a day. If you teach a man to fish, he’ll eat
for a lifetime” (Confucius, 551-479 B.C.). While there are sure to be many
interpretations of this proverb, most would agree self-sufficiency is at the heart of the
meaning. Those who are self-sufficient are better able to take care of themselves and
need not rely solely on others to improve their quality of life.
Self-sufficiency is at the crux of education, as well (Zimmerman, Bonner, &
Kovach, 1996). Most would agree that schools aspire to assist students in improving
their academic, social, and emotional well-being. With guidance, students can learn to
become independent, self-reliant, functioning, engaged citizens (Henderson, 2001).
Teachers play a vital role in accomplishing this task. In the report, What Matters Most:
Teaching fo r America’s Future (1996), teacher expertise was noted as the single most
important determinant of student achievement. The National Commission on Teaching
and America's Future goes on to add that every child should have as an educational
birthright the guarantee of a caring, competent, and qualified teacher.
If teachers make such a significant difference in student achievement, then their
role is paramount. Professional excellence on the part of the teacher is viewed as a social
expectation and obligation (Kremer-Hayon, 1993). However, teachers are placed in the
difficult position of meeting the vastly diverse needs of the learning community,
including differences in the students’ experiences, language, cultures, talents, and needs
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(Darling-Hammond, 1997). They must help students become adept, moral thinkers able
to transfer knowledge whenever applicable (Kremer-Hayon, 1993). Meanwhile, the
knowledge explosion has produced an overabundance of theories about effective teaching
(Joyce & Showers, 1996), so educators become confused about the science of teaching.
Ambiguity begins to cloud teachers’ perceptions of the strategies that positively impact
student learning.
Despite these complications, two concepts seem apparent. First, teachers must
somehow increase their instructional effectiveness (McGreal, 1983), and principals must
find a way to create structures, strategies, and environments that foster skillful teaching
(Darling-Hammond, 1997). Joyce and Showers (1996) appropriately summarize this
intricacy, “Given the awesome responsibility of educating the young, the pace of social
change, and the rapid increase of knowledge about schooling, developing a professional
learning community stands out as an obvious and natural thing for school districts to do
at this time” (p. 2).
The process of evaluating teachers has often been touted as a means of improving
teacher effectiveness and creating this professional learning community (Duke & Stiggins,
1986; McGreal, 1983; Sawyer, 2001; Wragg, Wikely, Wragg, & Haynes, 1996).
However, teacher evaluation is often a tenuous and explosive component of the
educational process (McGreal, 1983). In many districts, evaluation activities actually act
as a disincentive (Darling-Hammond & McLaughlin, 1995). Most conflicts and
controversies are not due to the fact that teacher evaluation exists, but are a result of the
procedures and guidelines in place for carrying out the evaluation (McGreal, 1983).
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Educational systems lack concurrence on the exact purposes of evaluation
(Darling-Hammond, 1997), although most would agree that it is to safeguard and
improve instructional effectiveness received by children (McGreal, 1983). Literature
indicates that there are two main purposes for evaluation. First, evaluation sets minimum
standards for personnel decisions; secondly it is designed to improve instruction (Dawson
& Acker-Hocevar, 1998; Duke & Stiggins, 1986; Kremer-Hayon, 1993). However, it
often serves the first purpose more so than the second (McGreal, 1983).
One of the reasons for this is because of influences from legislative, contractual,
political, or professional factions (McGreal, 1983). Often, judicial rulings guide the
development of evaluation policies so much so that the focus is placed on safeguarding
the district in cases of termination (Duke & Stiggins, 1986). As a result, evaluators spend
much time collecting data and creating documentation that would ensure a favorable
outcome in a termination proceeding. In reality, those teachers that would likely be
dismissed based on the evaluation system make up approximately 2% of our teacher pool
(McGreal, 1983). It seems senseless to base an evaluation system on 2% rather than the
remaining 98%. We need to look for ways to improve the entire system.
Interestingly enough, there is little research to show that traditional approaches to
evaluation fosters an environment of professional development and instructional
improvement (Haertel, 1993). In a qualitative study by Hart (1994), teachers were
interviewed to gain insight on their perceptions of foundations of school reform. His
research revealed that not one of the teachers mentioned supervision as a powerful force
in improving their instructional effectiveness. At the present time, there is little evidence
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that current evaluation systems make much difference in increasing teacher success
(Duke & Stiggins, 1986; Sawyer, 2001).
Teachers view evaluation as a hoop to jump and a task to complete. Once
“finished,” teachers experience a period of reprieve until their time recurs. Chances are
slim that they will ever view evaluation as a vital component of the educational system
unless the purpose becomes one of professional development aimed at increasing their
productivity as a teacher (Wragg et al., 1996). Their involvement in the process is vital
to helping them internalize evaluation. Establishing a belief that evaluation is essential
will not occur until they experience professional autonomy.
Statement of the Problem
It is the intent of this study to report what can be found in authoritative literature
and through a research project concerning the administrative strategies that encourage
teachers to engage in self-reflection. If schools want to utilize teacher evaluation to
improve instruction and make the largest gains, then research on best practice should be
utilized. Districts need to look at ways to communicate a non-threatening purpose for
evaluation (Wragg et al., 1996), relieve overworked, overwhelmed administrators of the
sole responsibility for evaluation (Lutzow, 1998), and encourage deep, self-reflective
practice aimed at helping teachers become self-directed learners (Nottingham, 1998).
Creating reflective practitioners has been a growing focus for research during the
past years (Killion, 1998). Thomas McGreal (1983) does an excellent job of
summarizing the rationale for self-evaluative practice:
Increasing the teacher’s ability to be self-reflective is a desired outcome of any
effective teacher evaluation system. Self-evaluation will become automatic if the
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district develops an evaluation system that encourages technical teaching talk and
cooperative, professional interactions between supervisors and teachers. Out of
these activities will emerge teachers who have learned and practiced the skills
necessary to be self-reflecting. Self evaluation is and can be a naturally occurring
event, especially if the evaluation/supervision experience and the training
provided by the system allows it to happen spontaneously, (p. 133)
This practice of commonplace self-reflection is not happening, nor are evaluators
knowledgeable about how to make it happen. There has been little training provided to
evaluators on how to encourage self-reflective practice that drives decision-making in the
classroom. In addition, Michael Fullan (with Steigelbauer, 1991) implies that an
innovation won’t have staying power unless there is a common understanding of its
purposes, rationale, and processes.
Conceptual Framework
Many researchers have provided a basis for conceptualizing the importance of
self-reflection in the classroom and its benefits of assisting teachers to self-improve.
Donald Schon (1987) developed a theory of reflection in, on, and for action. His theory
sparked much interest in promoting the use of self-reflection as a method of improving
instruction effectiveness. Reflection fo r action is the act of reflecting spontaneously on
phenomena and utilizing that thought process to produce desirable behaviors. Schon’s
theory included a foundation for developing professional learning experiences that
enhanced an educator’s ability to learn through reflection. Active coaching and probing
questions can and should be utilized to assist teachers in reflecting on their skills and
performance. His work also examined the impact of negative perceptions on one’s ability
to reflect in, on, and for action. It is this theoretical framework that serves as a
foundation for this study.
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Iowa Teaching Standards
Iowa’s new Teacher Quality/Student Achievement policy has served to identify
characteristics that must be present in Iowa teachers. Section 284.3 of the Iowa Code
(2003) states that the Iowa Teaching Standards have been established by the state
legislature for the purpose of identifying qualities that should be present in every teacher.
The standards assert that the teacher:
1. Demonstrates the ability to enhance academic performance and support for
and implementation of the school district’s student achievement goals.
2. Demonstrates competence in content knowledge appropriate to the teaching
position.
3. Demonstrates competence in planning and preparing for instruction.
4. Uses strategies to deliver instruction that meets the multiple learning needs of
students.
5. Uses a variety of methods to monitor student learning.
6. Demonstrates competence in classroom management.
7. Engages in professional growth.
8. Fulfills professional responsibilities established by the school district.
Self-reflective practice plays a large role in teachers’ demonstration of their
proficiency in these areas. For the first time, teachers have the responsibility of providing
“proof’ of their adeptness in all eight of these areas. Because self-reflection has not been
a common component of evaluation, Iowa’s educators find themselves in new territory.
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This responsibility to participate in a personal and on-going review of pedagogical skills
and activities is extremely difficult (Kremer-Hayon, 1993).
Generally, self-reflection does not come naturally, but is a learned skill. The
ability to reflect must be a systematic and conscious effort (Parsons & Brown, 2002), and
it must be fostered by collaborative efforts from peers (Joyce & Showers, 1982) and
administrators/evaluators (Zimmerman et al., 1996). Even low achievers have been
found to be persuaded to utilize self-reflection if they can be shown that the potential
advantages of doing so are greater than the risks involved (Zimmerman et al., 1996).
If teachers have a professional accountability to improve their instructional
effectiveness, and if self-reflection has been linked to sustained positive change, then it is
the professional responsibility of administrators to help teachers become self-reflective
practitioners. Yet, there is little research on how to institutionalize systematic self
reflection. Likewise, the research outlining approaches that administrators can employ to
foster such reflective practice is scarce.
Research Questions
The purpose of this study was to investigate administrative strategies that
encourage teachers to engage in self-reflection that increases their instructional
effectiveness, as perceived by middle level teachers and middle level principals. The
specific questions examined were:
1.

To what extent is self-reflection being utilized by middle level teachers, as

perceived by middle school teachers and principals in Iowa?
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2. To what extent is the evaluation process that is used by middle level
administrators playing a role in creating self-reflective practitioners, as perceived by
middle school teachers and principals in Iowa?
3. Which strategies do administrators utilize during the evaluation process to
encourage teachers to be self-reflective concerning their progress toward the Iowa
Teaching Standards, as perceived by middle school teachers and principals?
4. What recommendations can be made to Iowa administrators concerning how
to foster self-reflective practice with regard to the Iowa Teaching Standards, as perceived
by middle school teachers and principals in Iowa?
Definition of Terms
For the purposes of this study, the following definitions served to describe
concepts used in this study.
Formative Evaluation: the process of investigating a teacher’s knowledge and
performance for the purpose of improving their instructional effectiveness and
educational performance.
Iowa Teaching Standards: the set of specific and desirable teacher behaviors
identified by an appointed committee and adopted by the Iowa Department of Education
as part of the Iowa Teacher Quality Act.
Middle Level Education: educational school buildings that have been classified as
middle, intermediate, or junior high schools and include any combination of students in
grades six, seven, and eight.
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Middle Level Principals: administrators who are hired to serve as the building
principal in middle, intermediate or junior high school buildings.
Middle Level Teachers: educators of children in grades six, seven, and eight who
work in buildings classified as middle, intermediate, or junior high schools.
Observation: the practice of formally or informally watching a teacher’s
performance for the purpose of providing feedback.
Post-observation Conference: a dialogue of discussion between a teacher and
evaluator concerning the behaviors witnessed during an observation.
Self-Reflection: the practice of analyzing our actions, decisions, or products by
focusing on the process used to achieve them (Nottingham, 1998).
Self-Reflective Practice: the continuous cycle of thought and action occurring
during professional practice.
Summative Evaluation: the process of investigating a teacher’s knowledge and
performance for the purpose of arriving at a decision about continuance of employment.
Teacher Evaluation: the systematic investigation of the teacher’s qualifications
and performance.
Assumptions
For the purposes of this study, certain assumptions were made and should be
noted by the reader:
1. Teachers wish to improve their instruction, and administrators and evaluators
desire to assist teachers in increasing their effectiveness.
2. Effective teaching practices can be specifically defined and measured.
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3. The Iowa Teaching Standards were developed based on sound, empirical
research on teacher effectiveness and are regarded as the knowledge base and skills of
highly qualified teachers.
4. The terms self-reflection and self-evaluation are analogous and can be used
interchangeably.
5. Teachers identified by the survey as self-reflective practitioners participate in
reflective practice on a regular basis.
6. The survey instrument accurately identifies self-reflective practitioners.
7. Respondents to the survey responded honestly to the statements listed on the
survey.
8. Although gender relates to psychological traits and sex refers to biological
traits, the term gender is utilized through out the study. It is assumed that participants are
more familiar and comfortable with the term gender.
Delimitations
As in any research, there are delimitations that should be noted and taken into
consideration when reviewing the study. First, there are great difficulties in isolating the
variables causing teachers to be self-reflective practitioners. We can assume that
someone or something influenced that teacher’s ability to utilize self-reflective practice;
however, it is often difficult to identify the specific cause of a person’s reflective nature.
Likewise, it is difficult to determine the degree to which each of the factors influenced a
person’s self-reflective nature.
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Second, because the purpose of the study was directly linked to the Iowa
Teaching Standards, the survey was limited to Iowa educators. Therefore, the results
may not be entirely generalizable to other educators in other states.
Third, this study was limited to teacher and principal respondents in middle level
educational buildings in Iowa. The results did not measure the full span of perceptions of
Iowa teachers in grades kindergarten through twelfth grade.
Fourth, although it is assumed that characteristics of quality teaching can be
specifically defined and measured, there are vast differences of opinions as to which
factors have a higher level of importance when linked to student achievement. A
delimitation of this study was that respondents may have had differing beliefs about
quality teaching, which in turn may have impacted their extent of reflection.
Finally, as in any self-reporting survey research, respondents may have been
influenced by their knowledge of the research leading to inaccuracies in their responses.
This knowledge may also have led to improper interpretations of the actual survey
questions causing inaccurate responses.
Organization of the Study
This study was conducted to investigate the extent to which administrators were
using strategies during the evaluation process to assist teachers in the self-reflection
process, especially toward the Iowa Teaching Standards. It also aimed to identify the
extent to which teachers are currently utilizing self-reflection.
Chapter 1, entitled “Introduction,” gives background information that provides a
foundation for a better understanding of the study. It also provides a statement of
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problem, description of the Iowa Teaching Standards, list of research questions,
definition of terms, assumptions, and delimitations.
Chapter 2, entitled “Review of the Literature,” focuses on what research says
about teacher evaluation and self-reflection. Concerning teacher evaluation, this chapter
reviews the historical perspectives of teacher evaluation, as well as the purposes and
problems of current evaluation systems. It also provides a description of the
characteristics of effective evaluation systems, as found in the literature. Regarding self
reflection, this chapter introduces a review of literature in this area, including the benefits
and uses of self-reflection during teacher evaluation and the environmental context of
self-reflection. Finally, the Iowa Teaching Standards and mandates are presented.
Chapter 3 was entitled, “Methodology.” This chapter describes the population of
this study and the random process used in the selection of the sample. The
instrumentation is described, as is the development of the survey. Finally, the data
collection and analysis methods used in this study are explained.
Chapter 4, entitled “Results and Interpretation,” details the results of the data
collected from the survey used in this study. Summaries of the data results are provided
based on the four research questions and demographics of the respondents.
Chapter 5, is entitled “Summary, Discussion, Conclusions, and
Recommendations. ” Included are summary comments for each of the four research
questions based on the results of the survey. Also contained in this chapter are
conclusions and recommendations for pragmatic implications and further research.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

13
CHAPTER 2
A COMPREHENSIVE REVIEW OF LITERATURE
The primary purpose of this study was to investigate the perceptions of middle
school principals and middle school teachers concerning administrative strategies that can
be employed during the evaluation process to encourage teachers to increase their
instructional effectiveness by utilizing self-reflection. To facilitate this purpose, it was
critical to examine the extent to which teachers currently possess the characteristics of
self-reflective practitioners. A review of literature was used to define the attributes and
traits of teachers who practice self-reflection on a regular basis. Another main purpose of
the study was to gain understanding of the administrative strategies most beneficial to
developing habits of self-reflection concerning the Iowa Teaching Standards.
Four questions have been designed to provide a framework for the research in this
study. These questions will explore the link between the actions of administrators during
the evaluation process (including evaluation of the Iowa Teaching Standards) and the
development of habits of self-reflection in Iowa teachers. Specifically, the questions to
be explored are:
1. To what extent is self-reflection being utilized by middle level teachers in
Iowa?
2. To what extent is the evaluation process used by middle level administrators
playing a role in creating self-reflective practitioners?
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3. Which strategies do administrators utilize during the evaluation process to
encourage teachers to be self-reflective concerning their progress toward the Iowa
Teaching Standards?
4. What recommendations can be made to Iowa administrators concerning how to
foster self-reflective practice with regard to the Iowa Teaching Standards?
This chapter reviews three major themes of interest in this study. The first section
reviews teacher evaluation and includes a historical perspective of evaluation up to the
present time. It also reviews the purposes of evaluation and the problems with the current
systems in place. This research also provides a framework for the characteristics of
effective models of evaluation. Section two explores the research base and benefits of
self-reflection. It also looks at what the literature says about using self-reflection as a
part of the evaluation process. Furthermore, the environmental context of self-reflection
is considered. In the third and final section of the literature review, the characteristics of
self-reflective practitioners are explored, as is research on developing habits of self
reflection. The Iowa Teaching Standards are also discussed.
Teacher Evaluation
Historical Perspectives of Evaluation Systems
Evaluation has had a long-standing place in the educational system and rose out
of a public desire for teacher accountability. At the turn of the twentieth century,
teachers were judged on the traits of their personalities, such as enthusiasm, appearance,
and grooming habits, morality, and appropriateness of language (Dawson & AckerHocevar, 1998; Manning, 1988). They were rated by individuals in the community who
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were deemed to possess positive forms of these characteristics. When research failed to
connect teacher personality traits to quality of student performance and achievement,
teacher evaluation took a sharp turn.
The Scientific Management Era of the early 1900s brought with it a focus on
efficiency and predictability. Kurt Lewin proposed a formula of B = / ( E x P) which
hypothesized that human behaviors (B) were a function of the interactions between the
environment (E) and the persons (P) involved. This marked an abrupt transition of
philosophies from placing importance on tacit teacher traits to teachers’ interactions with
students.
As early as the 1920s, this interest in student attentiveness and engagement
became a springboard for teacher appraisal. Quantitative research was carried out by
those who sought to define the effects of teacher exchanges with students. In the 1920s,
30s, and 40s, researchers like Compte, Lewin, Withall, and Skinner continued to pursue
this line of inquiry (as cited in Wragg et a!., 1996). They widely published theories
explaining how certain actions and methodical observations of those actions could lead to
predictable behaviors. While this type of scientific research was common during this
time period, it would not be solidly linked to the classroom until decades later. It did,
however, provide a foundation for the assessment of teachers by enlightening evaluators
that systematic observations could be linked to predictable behaviors (Wragg et al.). The
Scientific Era greatly influenced teacher evaluations by focusing on the science of teacher
behaviors rather than opinions.
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In the 1950s and 60s, evaluations focused on assessing teacher skills that
identified teachers as competent or incompetent (Soar, Medley, & Coker, 1983). During
this time period there was a great emphasis on the use of categorical observations, such as
Ryan’s Categories of Polar Opposites and Bales’ 12-Category System of Classroom
Evaluations (Wragg et al., 1996). These types of checklists were attempts to categorize
teacher skills and make assumptions and generalizations about their abilities. The
continued research from K. Lewin, G. Lippitt, and R. K. White is credited with the
transformation which accentuated the importance of relationships between people and
skills (as cited in Dawson & Acker-Hocevar, 1998). While firmly grounded in research,
this type of evaluation still called for subjective opinions of evaluators (Dawson &
Acker-Hocevar, 1998).
Clinical Supervision surfaced during the late 1960s and 1970s and was first
theorized by Harvard researcher, Morris Cogan (Robinson, 1998). His model consisted
of many phases: establishing a relationship, planning with the teacher, planning the
observation, observing, analyzing the observation, planning a conferencing strategy,
conferencing, and renewing the planning efforts. Goldhammer, a student of Cogan,
actually developed the model of clinical supervision that is best known. He released this
theory in 1968, which ironically was four years before Cogan released his. Clinical
supervision models emphasized the importance of initial observations followed by
suggestions for improvement. While most school districts lack the personnel to carry out
the authentic methods of clinical supervision, it is still a basis for many evaluation
systems today.
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Trends in evaluation continued to change throughout the 1970s and 80s. In an
attempt to create a fully objective method of appraising teachers, product evaluation
models became popular and used data from objective measures like attendance, test
scores, behavioral data, and graduation rates. Later, performance evaluation models
based a teacher’s evaluation on his or her contributions to the school, community, the
profession, and other organizations. Still later, performance standards evaluation models
measured all district employees on a set of prescribed competencies related to their jobs.
It was during this time period that researchers began to theorize that effective teaching
was attributed to a “cluster of competencies” rather than individual, independent skills.
These methods of evaluation were scrutinized by many theorists and found to be
ineffective, as were evaluations based on the National Teacher Examination (NTE),
standardized tests (i.e. Stanford), teacher rating scales, or merit pay (Dawson & AckerHocevar, 1998). In 1979, Arvil Barr conducted an extensive survey concluding that the
primary supplier of data for evaluations was the administrator (evaluator). He found that
the ratings were based more on the beliefs of the rater than on the actual performance.
Bahr asserted that different practitioners who observe the same teacher and/or study the
same data often arrive at varying opinions of him or her. Empirical evidence showed that
those with higher ratings were not necessarily any more effective in increasing student
achievement than those who received low ratings (Soar et al., 1983).
During the last decade, evaluation systems have been once again re-examined and
transformed. Clinical supervision has been revisited by researchers and updated to
include more current underpinnings. Acheson and Gall (1980) developed a new model in
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the 1980s, which was later updated by Barbara Nelson Pavran (Robinson, 1998). Her
model included five phases: planning, observation, analysis, feedback, and reflection.
Peer review came around as an indicator of the paradigm shift from evaluation by
the administrator to a more collaborative approach. In addition to peer review, some new
evaluation models of the 1990s and 2000s are utilizing data from parents, students, and
peers (Dawson & Acker-Hocevar, 1998). Even though the NEA initially opposed peer
review, now both the American Federation of Teachers and the National Education
Association support its use.
Self-evaluation is becoming an essential component of evaluation of personnel
during the 21st century (Haertel, 1993), although its use within the evaluation system is
ambiguous at best. There has been a lot of direct and indirect research on the benefits of
self-reflection and evaluation (Nottingham, 1998). This research will be expanded later
in this chapter.
Current Evaluation Systems
The studies done during the 20th century greatly shaped the evaluation systems
currently in place. Dawson and Acker-Hocevar (1998) express the viewpoints of many in
present-day society by stating “schools will be accountable when individual teacher
performance is accountable” (p. 7). It is this very notion of accountability that is at the
root of the evaluation movement. The notion of change and improvement should be at
the heart of evaluation (Wragg et al., 1996).
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Purposes of Evaluation
There is little disagreement about the existence of teacher evaluation systems.
Few argue about having them. Even more so, most educators agree that the purpose is to
safeguard and improve the quality of instruction received by students (McGreal, 1983).
Dale Bolton (1973) describes the six specific functions of teacher evaluation as: (1)
improving teaching; (2) supplying information for the purpose of placement, promotion,
or termination; (3) protecting students from incompetent teachers and teachers from
incompetent administrators; (4) rewarding superior performance; (5) validating the
teacher selection process; and (6) providing a basis for career planning and professional
development.
Most agree that the major purposes of teacher evaluation are two-fold. First, it is
designed to measure teacher competence and set minimum levels of expected behaviors
of teachers (Dawson & Acker-Hocevar, 1998; Duke & Stiggins, 1986; Kremer-Hayon,
1993; McGreal, 1983). Secondly, it is intended to promote professional growth and
personal development (Weber, 1987). Traditionally schools have emphasized that
evaluation is for accountability purposes and personnel decisions (McGreal, 1983);
however, these types of evaluation systems leave many teachers void of insight on how to
improve their teaching. Frase and Streshly (1994) express a similar conclusion by stating
that “evaluation appears to be purely ceremonial, with little or no intent to improve
instruction and supervision” (p. 50).
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Problems with Current Evaluation Systems
Although the current systems of evaluation are often fairly easy to administer,
there are multiple issues surrounding the evaluation process as it presently exists. These
issues have been long-standing, and they impact the evaluation in many aspects. Until
these issues are addressed and resolved, current methods will fail to produce the desired
change.
Teacher perceptions. Most teachers think of evaluation as a journey that has a
destination and a final goal (Duke & Stiggins, 1986). They follow the “route” and end up
where they began. Sergiovanni (1995) suggests that these negative perceptions have
risen from the narrow definition of evaluation commonly used in schools. If the
definition were expanded and the process individualized, teacher perceptions would
improve. Teachers want to be involved in the process, and they need to be engaged in
setting the criteria and targets for personal and professional improvement. Likewise,
teachers do not view evaluation as a means of improvement. In multiple studies, few
teachers indicated that evaluation was a powerful force for improving their effectiveness.
They do not perceive evaluation as a vehicle for change.
In addition, teachers view evaluation as synonymous with observation (McGreal,
1983). This adds to their feelings that evaluation is a “one-time-a-year” occurrence and
is not intended to be a continual process for professional improvement. Data should be
gathered from multiple sources, not just observation (Duke & Stiggins, 1986; KremerHayon, 1993), but the majority of current evaluation systems place the primary focus on
information gathered from the observation(s). In addition to observation data, McGreal
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(1983) suggests utilizing data from six additional sources: parent evaluation, peer
evaluation, student performance, self-evaluation, student evaluation, and artifact
collection. This type of data gathering would necessitate involvement on the part of the
teacher and would make them an autonomous part of the process.
Teachers have misconceptions about the differences between formative and
summative evaluation. Formative evaluation is a short-term effort concerning specific
content and focuses on specific abilities that are meant to improve teaching (Belenski,
1983). Summative evaluations address long-term efforts and are intended to establish
accountability and ensure a teacher has met minimum standards of excellence. Formative
evaluation is a precursor to summative evaluation and allows for modifications and
adjustments to be made to the teachers knowledge, skills, and abilities. Because many
teachers view evaluation as equal to observation, they fail to see that both types of
evaluation are present and play an important role in education systems. Teachers who
understand that formative evaluation is intended to aid their instructional effectiveness
have a more positive attitude about evaluation, are more willing to get involved in the
process, and are confident that evaluation can positively impact their success in the
classroom.
Political influences. Political and contractual influences have also served to limit
the effectiveness of evaluations as an improvement process. Policies usually deal with
setting minimum standards for accountability (Duke & Stiggins, 1986). The legal system
requires schools to have such significant amounts of hard data to terminate an
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incompetent teacher that it has become a focus, taking valuable time and financial
resources away from a concentration on professional development.
Although many schools give lip-service that their evaluation systems are designed
with teacher improvement in mind, many of them put policies and procedures in place
that are not designed to improve instruction (McGreal, 1983). Instead, their evaluation
systems employ procedures to promote high-supervisor and low-teacher involvement in
the development. They condone infrequent observations and/or force supervisors to
make comparisons between teachers by rating them.
Appraisal can become a forceful method of managerial control, especially when it
is delivered in a hierarchical format (Wragg et al., 1996). The politics involved can
become very sophisticated. Although issues of power and control are sometimes
disregarded, they certainly exist. Reform efforts intended to improve evaluation systems
have met with difficulty from bureaucratic organizations. Understanding of the political
nature of the system is critical prior to adopting new methods of evaluation. Those
responsible for endorsing innovative methods must consider the complex agendas of the
stakeholders, be it school board members, teacher unions, central office personnel,
building personnel, or the community as a whole.
Lack of training for administrators. Another limiting factor surrounding current
evaluation systems is the lack of experience and training of those responsible for
evaluation. The National Commission on Teaching and America’s Future (1996)
proposes that principals’ preparations and professional development should help them
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understand teaching and learning. Principals should understand the pedagogy of teaching
and learning, yet few are offered comprehensive training in this area.
In addition, their observation and data collection skills have not been nurtured or
developed (Wragg et al., 1996). Teaching the observer to collect descriptive data (not
evaluative data) must be done when preparing evaluators to become effective observers.
A national survey revealed that very few administrators utilize technical aids, such as
stopwatches, videos, or tape recorders. Most preferred to record their notes on paper, and
few used structured note-taking techniques (Wragg et al.). Data analysis helps to focus
efforts on teaching and learning, but collecting and analyzing the wrong types of data can
actually stifle teacher improvement and student achievement (Popham, 2003). Even
when the administrator collects appropriate data, many feel incompetent when addressing
areas of negative performance and have not been privy to the training that addresses
issues of confrontation.
Principals and evaluators, like teachers, need opportunities and prompts to reflect
on their skills as evaluators (Darling-Hammond & McLaughlin, 1995), still many have
never been trained in reflection techniques. The learning process is greatly enhanced by
reading and reflecting, which must be done through systematic efforts. Principals rarely
have or take time to improve their evaluative skills through self-reflection.
Research has shown that professional development can be effective and that
educators can improve their skills and learn new strategies (Devlin-Scherer, DevlinScherer, & Wright, 1997). When administrators are provided with appropriate training in
observation and feedback techniques, data collection strategies, and self-reflection
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procedures, the evaluation process can be enhanced. However, many schools are unable
to provide this type of professional development because of time and cost factors.
Lack of individualized focus. Many observers and teachers fail to identify a
specific focus during evaluation. Because it’s difficult to maintain a wide-scale approach
to evaluation, evaluations done without a focus in mind often result in irrelevant and
trivial feedback. Goal setting should be a joint venture between the evaluator and the
evaluated. Research shows that teachers and administrators who commit time toward
identifying focal points for evaluation have a much more valuable experience throughout
the evaluation process (Wragg et al., 1996). Evaluation must be about measuring the
appropriateness of a teacher’s actions and decisions given the needs of his or her students
and the goals that were set (Darling-Hammond, 1997). Evaluation tools that measure a
teacher’s effectiveness given a general set of routines are often ineffective because they
lack personalization.
Quality goals often follow the “SMART” method, in that they are specific,
measurable, attainable, relevant, and time-constrained. They must be challenging in
nature and should not be something that would have a strong chance of happening
naturally without the conscious effort of the teacher. Setting short and specific time
intervals and using comparison data can be a good way to motivate others to task
completion (Van Houten, 1998). Many current evaluation systems are based on
unobservable goals.
Research is sketchy concerning the types of goals that are the most appropriate for
teachers to select as a focal point for evaluation. There’s little research as to whether
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teachers should choose a strength or weakness area to focus on, but there should be a
genuine interest in whatever topic is chosen as a focus. The most common focus topics
are lesson planning, classroom management, use of resources, recognizing students’
needs, differentiation of instructional strategies, relationship building, and assessment
strategies. One strategy commonly chosen by new teachers is to focus on a somewhat
familiar objective. This has been shown to alleviate some of the anxiety associated with
initial evaluations.
Because goal setting involves the teacher, it helps him/her have a vested interest
in the process, and it often leads to self-reflection. Self-regulatory goal setting occurs
naturally in settings that are dedicated to a common purpose. Studies found self
regulation typically common in families with high achieving students. Likewise, it was
also present in schools that were judged as effective school systems and/or buildings
(Zimmerman et al., 1996). Teachers who participate in a goal-setting process are better
able to be self-reflective practitioners and are thus better able to modify and adjust their
instruction when necessary (Costa & Kallick, 2000).
Once teachers set personal goals for growth, resources must be made available to
them. This type of individualized approach greatly increases the cost for professional
development. However, recent studies show that each dollar spent on deepening the
knowledge and skills of high quality teachers nets greater gains in student learning than
any other use of funds (Darling-Hammond, 1997; Greenwald, Hedges, & Laine, 1996).
Funding must be sufficient and directed at those components that have been shown to
involve teachers in their own learning.
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Poor feedback techniques. One of the major factors in effective evaluation
systems is the way evaluators share data with teachers (McGreal, 1983). Feedback is a
procedure used to provide teachers with information about their teaching behaviors. It is
one of the most important components of the evaluation process, and it should involve
careful planning. There is much existing research concerning appropriate ways to
provide teachers with feedback, yet there is little evidence that supports the consistent,
appropriate implementation of this research in schools today.
Many teachers receive feedback on a very limited basis, and it most often comes
during the post-observation conference. During this time, the stakes of summative
evaluation can be high, so conversations are met with intimidation and anxiety. Many
administrators feel pressure to put teachers at ease, therefore comments are generally
positive, generic, and lack the specificity needed to actually result in change (Sawyer,
2001). Praise, to be effective, must be earned, appropriate, and noticeable (McGreal,
1983) not given to put teachers at ease. This causes a false sense of security and triumph.
Because comments can be interpreted inappropriately, administrators must think carefully
about their verbal interactions with teachers. Evaluators must be able to match their
feedback to the goals of the individual teacher.
Feedback should not be interpreted as a one-way conversation and should be
viewed as interactive. Studies have shown that teachers feel professionally challenged
during feedback sessions if they are involved in the process. Their involvement leads to
ownership in the professional development process (Robinson, 1998). In his Handbook
fo r the Observation o f Teaching and Learning, Griffith (1973) describes three types of
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feedback. The “tell and persuade” method is most common and is used by the evaluator
to define the situation and convince the teacher that the information is correct. The “tell
and listen” model is similar in that the evaluator shares his or her opinions with the
teacher, but the “telling” is followed by a period when the teacher is allowed to tell his or
her opinions of what was shared, while the administrator listens. Lastly, the “problem
solving” approach to feedback is characterized by the evaluator acting as a helper,
facilitator, and guide. The teacher is prompted to discuss comments, concerns, or
problems, at which time the evaluator and teacher discuss the topic. McGreal (1983)
states the advantages and disadvantages of these three types of feedback conferences.
Table 1 presents this data. Probably the greatest benefit of the problem solving approach
to feedback is that it prompts self-reflection on the part of the teacher.
Feedback can only be as good as the data that has been collected (Duke &
Stiggins, 1986), and should be quantifiable (Van Houten, 1998), if it is to be of maximum
benefit. Providing teachers with small amounts of quantified data easily allows them to
see improvement and growth. Value judgments should be supported by examples,
anecdotal records, or descriptions of the behavior. Feedback varies in amount and
frequency depending on the situation. It should be shared in a private setting, and some
authors suggest that the feedback conference should be done on neutral turf.
Costa and Kallick (1993) discuss a feedback spiral which differs from a feedback
loop in that it builds on previous information and is focused on continuous improvement
rather than starting and stopping at various points. This feedback spiral has been
perceived as effective because it focuses on goals and purposes, planning stages, actions
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Table 1
Three Types o f Supervisory Conferences
Method

Tell and Persuade

Tell and Listen

Problem-Solving

Role of
Interviewer:

Judge

Judge

Helper

Objective:

To communicate
evaluation; To persuade
a teacher to improve

To communicate
evaluation

To stimulate growth and
development in a teacher

Assumptions:

Teacher desires to correct
weaknesses if he knows
them; Any person can if
he chooses

People will change if
defensive feelings are
removed

Growth can occur without
correcting faults. Discussing
job problems leads to
improved performance

Reactions:

Defense behavior
suppressed; Attempts to
cover hostility

Defensive behavior
expressed; Teacher feels
accented

Problem-solving behavior

Skills:

Salesmanship
Patience

Listening and reflecting
Feelings; Summarizing

Listening and reflecting
feelings; Reflecting ideas;
Using exploratory questions;
Summarizing

Attitude:

People profit from criticism
and appreciate it

One can respect the
feelings of others if one
Understands them

Discussion develops new
ideas and mutual interests

Motivation:

Use of positive or negative
incentives or both (Extrinsic
motivation is added to the
job itself)

Resistance to change
reduced; Positive incentive
(Extrinsic and some intrinsic
motivation)

Increased freedom; Increased
responsibility (Intrinsic
motivation in that interest
is inherent in the task)

Gains:

Success most probable when
teacher respects interviewer

Develops favorable
attitude to superior
which increases
probability f success

Almost assured of
improvement in some
respects

Risks:

Loss of loyalty; Inhibition of
independent judgment; Facesaving problems created

Need for change may not
be developed

Teacher may lack ideas;
Change may be other than
what supervisor had in mind

Values:

Perpetuates existing practices
and values

Permits interviewer to
change his views in light
of the teacher’s responses;
Some upward communication

Both learn since experience
and views are pooled;
Change is facilitated

From McGreal, T. Successful Teacher Evaluation. Alexandria, Virginia: Association for
Supervision and Curriculum Development, 1983.
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and experiments, assessment and evidence gathering, study and reflection, and
modification and clarification of goals.
Duke and Stiggins (1986) establish guidelines for providing feedback to teachers.
Their research indicates that the communication style should be matched to the level of
formality of the conversation. Casual, informal conversations should be used when the
feedback given is brief and not of central importance to the teacher’s instruction. More
formal conversations should be used when the information is of significance to the
teacher’s teaching and learning. The amount and level of specificity of feedback should
be thorough enough to provide a complete picture of the situation. Their data parallel’s
Van Houton’s work by also suggesting that feedback should be descriptive whenever
possible. Summative judgments should be supported with explanations and anecdotal
records whenever possible.
Feedback given during the end-of the-year conference is not as likely to be
embraced with enthusiasm because of the summative judgments and high stakes
involved. Summative feedback rarely results in change; rather, change comes from
frequent, specific, descriptive feedback, typical in formative evaluation feedback.
Feedback guidelines are clearly defined in research and have not encountered
many alterations over time. There are many similarities between the strategies that
teachers use to provide feedback to students and the strategies that should be used by
administrators to provide feedback to teachers. Table 2 compares Van Houton’s (1998)
suggestions for providing feedback to students with McGreal’s suggestions for providing
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Table 2
Comparison o f Feedback Guidelines

Ron Van Houten’s Feedback Guidelines
for Providing Feedback to Children
(1998)
1.

Select a quantifiable performance level that
can be measured
2. Make the feedback immediate
3. Feedback should be immediate, especially
in the beginning stages o f the relationship
4. Feedback should be positive in nature
5. Emphasize improvement rather than a
specific level o f improvement
6. Provide groups with feedback not just
individuals
7. Post or chart improvements
8. Graph quantitative feedback
9. Encourage dialogue about quantitative
feedback
10. Occasionally supplement feedback with
additional rewards
11. Select short intervals for short term goals

Thomas McGreal’s Feedback Guidelines
For Providing Feedback to Teachers
(1983)
1.

Provide descriptive information on the
actual performance
2. Focus on observations not assumptions. D o
not make interpretations
3. Provide a description o f the teacher’s
actions without making a judgment o f the
merit o f the actions
4. Feedback should be specific and concrete,
not general in nature
5. Focus on the present
6. Focus on giving information not advice
7. To allow freedom, provide ideas for
alternatives rather than focusing on one
method
8 . Focus on the teacher’s needs
9. Provide a limited amount o f information
rather than bombarding the teacher with all
the data
10. Focus on things that are within the
teacher’s control
11. Focus on questions/comments from the
teacher
12. Check for understanding by asking the
teacher to summarize

teachers with feedback. It is recommended that this research be considered when
adopting new methods of evaluation.
Yet another method of providing feedback to teachers is proposed by Acheson
and Gall (1980) and is based on the clinical models of evaluation. These researchers
propose that descriptive data is gathered, after which time a meeting is held for the
teacher to analyze the data which tells the story of what was happening during the lesson.
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The administrator serves only to clarify, guide, and probe, not to judge or evaluate. The
teacher, with assistance from the administrator, interprets his or her own behaviors and
the behaviors of the students in an attempt to assess whether it was desirable or
undesirable. The teacher with the help of the administrator decides on alternative
approaches to the undesirable behaviors. Finally, the administrator reinforces the
teacher’s announced intentions and goals for change by affirming and confirming
Feedback can be a very motivating tool. It can be used to increase a desirable
behavior or decrease an undesirable behavior if it is precise and descriptive. The more
specific it is, the better chance it will have of leading toward the desired outcome.
Specific feedback fosters self-competition in teachers by causing teachers to set personal
goals and make plans for implementation and achievement (Van Houten, 1998). This
provides a viable alternative to monetary or tangible awards. Recent research has shown
that performance feedback can effectively self-motivate others to meet self-identified
goals, but it is not being used as a part of current evaluation efforts.
Difficulties in defining and measuring effective teaching. There has been an
enormous increase in the study of teaching since the 1960s, especially within the last
twenty years. For decades, researchers have attempted to link teacher behaviors to
student outcomes. These efforts have failed to identify a specific set of behaviors that
define effective teaching, and if it cannot be defined, it cannot be measured. What has
happened, however, is that this research has brought about a basic set of skills evident in
effective teaching that fall under categories of climate, planning, and management
behaviors (McGreal, 1983). Effective teaching involves experimentation and calculated
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risk-taking and is influenced in great magnitudes by the context of the classroom and
learners. When a theory or teaching strategy is found to be effective, one assumes that its
continued use will result in continued success; however, the variables involved in
teaching today are numerous and intertwined. What works in one classroom with one set
of learners will not necessarily be successful in another classroom with another set of
learners.
Teaching has become increasingly difficult. There are more complexities in the
system, more curricula to manage, and an increased number of legislative mandates, not
to mention a highly stratified population of learners in terms of language, cultures,
talents, and needs. The current reform efforts are requiring teachers to rethink the way
they teach, which changes what administrators value during evaluation. The success of
the reform movement depends on a teacher’s ability and willingness to abandon business
as usual and make use of scientific research on the pedagogy of teaching and learning,
which is a highly subjective skill to measure.
At one time, teachers were thought of as “dispensers of knowledge” and were
thought to be solely responsibility for providing students with information necessary to
function in society (Darling-Hammond, 1997). Now, teachers must empower students to
become self-directed learners who are readily able to think and apply knowledge and
skills. This only adds to the difficulties that exist in defining effective teaching.
Teaching is not a single skill but rather a cluster of skills. It involves knowledge,
communication, relationships, values and attitudes, and patterns of behavior (Wragg et
al., 1996). It is more difficult to evaluate than a single skill. When observing, it’s easy to
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overlook events that actually have significance in certain situations. Because of the
differing contexts inside and outside the classroom, evaluation is not as categorical as
thought in earlier decades.
Today we are encountering the personalization of teaching in that each child’s
needs must be met, which again adds to the difficulties of defining and measuring
effective teaching. It’s not enough for teachers to teach; students must leam.
Pedagogical knowledge assists teachers in understanding the theoretical framework of
learning, and can be placed on a continuum from external to internal (Kremer-Hayon,
1993). On the external side are the forms of knowledge that come from resources outside
of the person. For example, external pedagogy comes into play when a teacher learns
about a theory and tries it out in the classroom. Internal pedagogy comes from intuition,
trial-and-error, and reflection. Current evaluation methods have not placed importance
on measuring a teacher’s internal and external pedagogical knowledge.
Characteristics of Effective Evaluation Systems
Before a district adopts a new system of evaluation, it’s critical that an evaluation
of the current system takes place. Approximately two-thirds of schools fail to take time
to match their desires of what an evaluation system should do and be to their current
system. This type of program evaluation promotes understanding of the true desires and
purposes of evaluation. Districts with effective evaluation systems have taken time to
evaluate their current system in comparison to their vision.
The districts that have chosen to focus on evaluation for professional development
have had much more success than those whose focus is assuring that teachers meet
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minimum standards of behavior. Effective evaluation systems have safeguards in place
so that incompetent teachers could be dismissed if necessary, but the primary focus is on
improving instruction. There is empirical evidence to support that districts that have
focused on evaluation for improvement have experienced success in changing teacher
behavior. The policies, procedures, and instrumentation should be directed at this
purpose.
Research seems to indicate that one of the most important factors in establishing
an evaluation system based on improvement is narrowing the focus for evaluation.
Obviously summative evaluations must be general enough to encompass the broad
standards for continued employment, but formative evaluation must maintain a narrow
focus. Teachers should play an active role in establishing the areas of focus.
Performance criteria and goals should differ with teaching context and teacher
capabilities.
Once a focus is determined, the question surfaces concerning how to effectively
plan, implement, and assess one’s progress toward the goal for improvement. The newest
research directs teachers toward the use of collaboration and self-reflection. Changing
deeply embedded behaviors can only result from insightful observations by evaluators
and analysis of classroom behaviors, collaboration between teachers, and deep personal
reflection (Wragg et al., 1996).
Examples of these types of administrative coaching, peer collaboration, and selfreflection can be seen throughout the nation in new research on evaluating for
improvement. The Reno Public School District revamped its evaluation system to
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encompass full-scale coaching between administrators and teachers (Sawyer, 2001).
Likewise, the Cincinnati Federation of Teachers has developed a program through which
exceptional teachers assist with coaching and evaluation. These teachers work with new
teachers and those identified as in-need-of-assistance to facilitate improvement and
enhance self-reflection (Lutzow, 1998). Many other examples of peer collaboration and
personal reflection can be uncovered in recent literature.
Peer collaboration and coaching are viable methods of enhancing teacher
improvement; however, they are not acceptable tools to use in summative evaluation
(Duke & Stiggins, 1986). The information gleaned from such a practice could be
considered potential biased if used in personnel decision, especially in cases of
termination. Both are excellent for encouraging professional growth, but are not suitable
for judgment decisions.
The Practice of Self-Reflection
Reflective thinking can be defined as the practice of analyzing our actions,
decisions, or products by focusing on the process used to achieve them (Nottingham,
1998). It is further described as the deliberate review of one’s overt and covert behaviors
toward the accomplishment of a task (Zimmerman et al., 1996). Self-reflection occurs
when we think critically about the practice of theories and our experiences. It is
employment of disciplined examination and investigation to further our knowledge and
skills. Dance instructors recognize the importance of placing a mirror in front of their
aspiring dancers. Self-reflection for teachers is a method of placing a hypothetical mirror
in the back of the classroom so that teachers can observe their own performance.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

36
Darling-Hammond (1997) asserts a theory that is quickly rising in popularity in
today’s educational world, “Teachers learn by doing, reading, and reflecting (just as
students do); by collaborating with other teachers; by looking closely at students and their
work; and by sharing what they see” (p. 597). Teachers need to learn which strategies are
helpful to them, and this can only happen through self-reflection. Without such actions,
teachers may find themselves doing the same thing in the same way repeatedly, even
though the clientele they serve is constantly changing (Parsons & Brown, 2002).
Experiences build knowledge and skills, especially if the conditions allow for
reflection about the experience. In the 1930s, Dewey (1936) wrote extensively about the
benefits of rumination. His work described “generative experiences” (p. 165) as those
that cause continuous learning. He believed that generative experiences allowed for the
continuous “development and fulfillment of self, while [its contrast]... stunts and starves
self growth” (p. 302). He was a pioneer of theories on the importance of learning from
experiences by thinking and reflecting.
The research of Gullickson and Airasian (1994) also supports Dewey’s (1936)
earlier findings. They state, “If experience is to heighten a teacher’s expertise and
understanding, it must be reflected on, analyzed, and used to alter or improve practice. It
is the constant cycle of experience, reflection, and improvement that marks a teacher’s
growth and development” (p. 1). Experience alone is not enough to improve instruction;
it must be coupled with reflection.
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Research Base of Self-Reflection
Multitudes of researchers have examined the realm of cognition and learning
through reflection (Nottingham, 1998). Researchers such as Jones and Ratcliff (1993),
Morgan (1995), Paul (1993), and Potts (1994) have offered their thoughts on the set of
skills necessary to be a critical thinker. Their investigations revealed the follow list:
ability to identify main points or issues, recognize relevant or irrelevant information,
recognize verifiable and non-verifiable information, investigation of inconsistencies,
formulation of appropriate questions, separation of facts from opinions, and discernment
of stated and unstated assumptions, biases, and stereotypes.
Self-reflection and inquiry both have strong ties to constructivism, during which
the individual attempts to make meaning of some type of concept or action. It is
invitational in nature, in that one cannot be forced to do it (Henderson, 2001). Teachers
can be prompted and invited to utilize such strategies, but the final decision as to whether
to participate in self-reflection lies solely on the individual. Understanding the benefits
of self-reflective practice can be used to promote its use.
According to James Henderson (2001), there are five types of inquiry. Public
moral inquiry occurs when a person considers the ethics and traditions of himself and
those around him. Henderson makes a case for the importance of teachers taking time to
reflect on their place in the public and the moral responsibilities that come with it.
Teachers need to evaluate public moral issues in their classrooms, such as racism, sexism,
bias, or anything else that deals with policies or practices that impede the learning
process of select groups. Multiperspective inquiry happens when one inquires about the
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diverse differences in democratic and educational settings. Teachers use
multiperspective inquiry when they consider the individualities that are found in others
and use that information to better understand the complexities of those individual
characteristics.
Deliberative inquiry increases one’s competency to respond to learning problems
in a creative and caring way (Henderson, 2001). It involves looking at various
perspectives before making decisions or taking actions to resolve a problem or issue.
Teachers use this on a daily basis in their attempts to select appropriate content,
instructional strategies, and assessment techniques. Some teachers use deep levels of
deliberative inquiry while others remain on superficial levels. Deep self-reflection and
deliberative inquiry net substantial gains in increasing teachers’ effectiveness.
The fourth type of inquiry is called autobiographical inquiry, and it occurs when a
person examines his or her own personal calling to the caring profession of education.
This type of inquiry results in a self-awakening about one’s defining characteristics and
beliefs. Finally, critical inquiry, in Henderson’s (2001) viewpoint, is becoming aware of
social, economic and political inequities. It is further defined as thinking about the
social, political, and economic relationship among people.
When people inquire critically on a regular basis, they reach the level of praxis
(Henderson, 2001). Teachers reach praxis when they implement a theory and apply it
practically in their classrooms. Their reflections prompt them to review their actions and
behaviors. Praxis must happen on a systematic, frequent basis, and it is a characteristic of
self-reflective practitioners.
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In reviewing literature on the research surrounding self-reflective practice, Donald
Schon’s (1987) work must be recognized. In his studies on reflective practitioners, he
describes the distinction between technical knowledge and reflection in action. Technical
knowledge is the application of teaching theory backed up by empirical observations.
Teachers apply the generalizations in a systematic manner without considering the
setting. In short, they just do it and then they see what happens. On the contrary,
reflection in action happens when one applies a theory or generalization taking into
account the setting and nature of the situation. Reflection in action requires one to
change the implementation style based on the context of the educational setting.
Later, Schon (1987) tailored his theory by distinguishing a difference between
reflection in action and reflection on action. Reflection in action is spontaneous
reflection on phenomena and one’s ways of thinking and happens in the midst of the
action. It is learning by doing. Reflection on action is reflecting on one’s actions and
behaviors after the practice is completed. A third type, reflection fo r action is the desired
outcome of the first two. All professional development experiences should be designed
to enhance an educator’s ability to learn through reflection. Schon also presents
approaches that increase a teacher’s ability to reflect in, on, and for action. His list
includes active coaching and extensive deep conversations that prompt reflection. His
work also examines how negative attitudes or behaviors by those involved in the process
can prevent the development of reflectiveness.
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Benefits of Self-Reflection
If learners are compelled to make meaning from what they’re learning rather than
just being told, they will have a much more positive learning experience. They will have
a better understanding of the concepts and will have a better attitude about their learning.
A considerable benefit of self-reflection is that it enhances professional development
experiences. Research by Showers & Joyce (1996) shows that as few as 10% of the
participants implemented what they had learned during staff development opportunities.
Even when the teachers volunteered for the training, the transfer rate of knowledge and
implementation was still low. Professional development must be grounded in reflection,
inquiry, and experimentation. A quote taken from Darling-Hammond & McLaughlin
(1995) can be used to further promote this concept:
The policy problem for professional development in this era of reform
extends beyond mere support for teacher’s acquisition of new skills or
knowledge. Professional development today also means providing
occasions for teachers to reflect critically on their practice and to fashion
new knowledge and beliefs about content pedagogy, and learning, (p. 597)
A second benefit of frequent and systematic self-reflection is its power to
motivate. Being able self-monitor and reflect has been shown by researchers to be a
major source of intrinsic motivation to continue learning (Zimmerman et al., 1996).
Research shows that individuals are motivated to gain an accurate sense of the causes of
events in order to be able to use that information later to predict and control situations.
Self-reflection can also motivate individuals to accomplish their personal goals set during
the evaluation process. In order for this to happen, self-reflection must occur frequently
and systematically in order to induce sustained changes in teacher learning and behavior.
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When it does, it becomes self-regulatory reflection, which can be defined as one’s ability
to control and adjust behaviors based on the cognitive thought process about the event(s)
observed or experienced. Self-reflection motivates teachers to become self-regulating
individuals (Parsons & Brown, 2002).
A third benefit of self-reflection is that it increases one’s potential to be a life-long
learner. The development of self-regulation as a common practice should be a life-long
pursuit for all persons. There is a connection between inquiry in learning environments
and inquiry in the democratic society (Henderson, 2001). If a person if full of inquiry in
his learning environment, it is more likely that he or she will be an inquiring, functioning,
engaged citizen in adult life. Teachers facilitate experiences for students so that they can
experience society’s democratic ideas and live as responsible adults. By modeling the
self-reflective practice, teachers actually promote and encourage students to follow suit in
their own lives.
Finally, teachers who become self-reflective practitioners actually experience
higher job satisfaction. Teachers who become personally involved in their own
evaluation have been shown to increase job satisfaction (Robinson, 1998). The
opportunities for self-reflection create a greater sense of autonomy in the job setting;
therefore, teachers feel personal responsibility to create effective learning communities.
This leads to positive reactions and personal fulfillment.
Self-Reflection in Teacher Evaluation
For use in formative evaluation, self-reflection is becoming commonplace. Self
monitoring of outcomes is critical because it produces cognitive, emotional, and
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behavioral reactive effects, and it minimizes the threats that are elicited when principals
evaluate teachers. It can be viewed as an alternative to the typical methods of evaluation,
but most often it is used to supplement existing formats. Self-evaluation is best when
paired with other evaluative methods such as observation, peer review, or other methods
that gather data. These hybrid models can be seen as more comprehensive approaches to
evaluation (Haertel, 1993).
Research shows that teachers can learn the art of self-reflection and that it has
been effective in stimulating change. Self-reflection does not always come naturally, but
it can become a naturally occurring event if the environment supports and guides teachers
to acquire the skills necessary to self-reflect. More so, teachers who are prompted to
reflect on a frequent basis begin to internalize the skills to the point of automatism.
Districts that adopt evaluation systems to encourage such actions will produce teachers
who emerge as self-reflective practitioners, those who reflect on a regular basis without
external prompts.
Teachers who reflect do not always take their reflections to a deep level of
understanding (Haertel, 1993). All reflection is valuable, even if it is based on
unconscious thoughts and memories; however, the value of reflection is increased
exponentially when it is based on systematic process rather than nonsystematic process or
casual observations. Methodical reflection helps to alleviate the subjective nature that
can occur with casual reflection. It increases the accuracy and validity of the data being
gathered (Haertel, 1993).
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The use of self-reflection can be easily linked to the achievement of the teacher’s
goals for improvement. McGreal (1983) suggests that one utilizes self-evaluation to help
find a focus for self-improvement and professional development. His research describes
a tool that can be used to look for areas to strengthen and set goals for growth. Self
reflection directed at a specified goal encourages teachers to think about their
performance and ability in the selected area. When learning new strategies, thoughtful
practitioners ask themselves questions about the underlying premises and the
consequences of their actions concerning that instructional practice. Self-regulated
learners constantly monitor the outcomes of their learning and then vary the strategies in
order to change the results.
Environmental Context of Self-Reflection
Climate and Culture
Opportunities for reflection exist throughout the school setting, but the
climate and culture of the building must be one that encourages it to happen. If
the environment is conducive to reflection and promotes its use, a vast majority of
events occurring in schools could become learning opportunities. One
characteristic of a healthy professional community is regular participation in
critical review and reflection, which happens in a culture that fosters trust and
collaboration (Darling-Hammond, 1997).
Currently, the existing culture of schools has not been one that fosters selfreflective practice. To fit in with the social paradigms of schools, teachers many
times go through the motions, almost unconsciously, and suspend judgment so
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that the social environment remains undisturbed (Femandez-Balboa, 1998). In
order to maintain the status quo, teachers are often discouraged from thinking
critically about the processes and effects of schools.
Perceptions about the building climate are highly subjective; however, it
could be argued that perception is reality. If teachers perceive that innovative and
creative thinking is valued, they are much more likely to join in. Conversely, in
school environments that fail to support these characteristics, teachers are much
more likely to follow the standard pattern of behavior. Even though middle
school and high school teachers place little emphasis on climate, there is growing
support for the idea that climate is even more important at those levels (McGreal,
1983).
Relationships Between Administrators and Teachers
The relationships that exist between building administrators and teachers
are critical to promoting self-reflection and are pivotal to the success of the
evaluation process (Wragg et al., 1996). Without a relationship of collegiality, the
dialogue and exchange of ideas is seriously threatened. This dialogue is critical to
learning through reflection. Teachers and students are not all that different;
therefore, the same concepts that apply to students apply to teachers. They must
be made to feel involved, encouraged, reinforced, and successful (McGreal,
1983). In schools where the principal is seen not primarily as the supervisor but
as a colleague on whom the teacher can rely, the teachers feel autonomy to make
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decisions and think critically about their style of instruction (Kremer-Hayon,
1993). Feelings of trust and fidelity foster an environment of self-reflection.
Some evaluators take shortcuts during the evaluation process, such as by
passing the pre-evaluation conference, skipping goal-setting meetings, or placing
completed evaluations in teachers’ mailboxes. These shortcuts increase chances
that teachers will not take evaluation seriously. They nearly guarantee that
teachers will fail to reflect critically on their teaching and learning. Only when
principals and teachers work together and pool their skills and knowledge in a
professional culture will continual progress be made.
Changing Public Perceptions
Public perceptions are shifting to view teaching as a profession (KremerHayon, 1993). Because students spend more and more time away from home and
more and more time in school, parents and community members are realizing that
teachers play a very important role in the life of their children. The public relies
on the knowledge and skills of educators to gain insight into the needs of their
children. Teachers are the educational experts, and parents often call on their
expertise about children and their behaviors.
Accompanying this professional status are various types of accountability.
Kremer-Hayon (1993) introduces three types of accountability that are applicable
to professional educators: moral accountability to those affected by your actions,
contractual accountability to one's employer, and professional accountability to
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the standards one sets for him/herself. Teachers must reflect critically upon their
moral, contractual, and professional progress.
There are many external forces and socio-political influences that increase
the need for teachers to be held accountable. Communities contribute tax money
and expect quality. In their absence, parents trust teachers with their most prized
possessions (in loco parentis). Communities expect teachers to contribute to
developing amiable relationships with them and to maintain standards of ethical
behavior. If teachers sign on to be part of a district, they have a contractual
responsibility to contribute to the goals of the district.
Since teaching is being perceived more and more as a profession, it is a
contradiction in beliefs to depend totally on a supervisor to evaluate a teacher’s
performance. Professionals, as opposed to bureaucrats, seek feedback from peers
and colleagues and themselves, rather than using only the hierarchical evaluation
system to gain feedback on their progress (Kremer-Hayon, 1993). In addition to
the contractual personnel evaluations, it is implied that professionals have an
obligation to utilize self-evaluation periodically to review their effectiveness and
their abilities to apply new effective instructional strategies. An essential
component of professionalism is the act of self-monitoring (Kilboum, 1991;
Kremer-Hayon, 1993). If teachers are going to be seen as professionals, then they
must be held accountable; however, they also must also have the autonomy to
employ the instructional and assessment strategies that best fit the context of their
classroom.
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Characteristics of Self-Reflective Practitioners
Self-reflective practitioners are open to suggestions, welcome change, and feel
strongly accountable for improving their instructional effectiveness. Research has shown
that high achievers have learned how to set goals, utilize strategies to reach those goals,
and self-monitor their progress along the way (Zimmerman et al., 1996). Another
characteristic of reflective practitioners is that they have strong feelings that they are
capable of change and that change can occur in their classrooms. They truly believe that
their choice of instructional strategies makes a difference in student achievement.
Parsons and Brown (2002) provide a framework for action research, which
happens on a regular basis for teachers who are self-reflective practitioners. Their studies
have shown that expert reflectors can observe, interpret, and employ data in order to
make instructional classroom decisions. These teachers feel responsible for their own
learning process. Reflective teachers know what they are doing and why they decided to
do it that way. They also review the effects of their actions on those involved. They
often ask, “What if...?”
Henderson (2001) describes reflective practitioners as “transformative teacher
leaders” (p 176). These teachers are committed to advancing their own professional
growth through inquiry and collaboration with others. They assume responsibility for
their own professional fate, and while they may be motivated by prompts from colleagues
to participate in learning, they do not require such prompts to take learning into their own
hands. Many self-reflective practitioners have chosen to engage in the high standards set
forth by the National Board for Professional Teaching Standards (Darling-Hammond,
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1997). The National Board Certification process is fully based on structured, selfreflective practice.
Another feature of reflective practitioners is their high level of confidence. They
possess the self-confidence necessary to believe their efforts impact their successes.
They have high expectations and high motivation. Their confidence is positively linked
to self-efficacy and negatively correlated with anxiety (Zimmerman et al., 1996).
Research has shown that teachers who have a high self-concept, even if it is
optimistically distorted, have more favorable outcomes (Forsterling & Morgenstem,
2002).
Effective, reflective practitioners seek to understand educational pedagogy about
the skills necessary in effective teaching. They also self-question about their levels of
knowledge and comprehension of professional development. They seek to gain accuracy
in their self-assessments by using systematic approaches to observation and reflection,
(Parsons & Brown, 2002), which increases the probability of drawing valid conclusions.
Iowa Teaching Standards
Although defining effective teaching is difficult, the Iowa Department of
Education has set forth eight standards that are common in effective classrooms. These
skills were introduced in section 284.3 of the Iowa Code and represent a set of knowledge
and skills that reflects the best evidence available regarding effective teaching. These
eight standards are further defined by forty-two criteria (see Table 3), and involve the
areas of district goals, content knowledge, planning, delivery, and assessment of
instruction, classroom management, and professional growth and responsibilities.
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Table 3
Eight Iowa Teaching Standards and Criteria
Standard 1: Demonstrates ability to enhance academic performance and support for implementation o f the
school district student achievement goals.
Criteria:
The teacher:
a. Provides evidence o f student learning to students, fam ilies, and staff.
b. Implements strategies supporting student, building, and district goals.
c. U ses student performance data as a guide for decision-making.
d. Accepts and demonstrates responsibility for creating a classroom culture that supports the
learning o f every student.
e. Creates an environment o f mutual respect, rapport, and fairness.
f.
Participates in and contributes to a school culture that focuses on improved student learning.
Standard 2: Demonstrates competence in content know ledge appropriate to the teaching position.
Criteria:
The teacher:
a. Understands and uses key concepts, underlying themes, relationships, and different
perspectives related to the content area.
b. U ses knowledge o f student development to make learning experiences in the content area
meaningful and accessible for every student.
c. Relates ideas and information within and across content areas.
d. Understands and uses instructional strategies that are appropriate to the content area.
Standard 3: Demonstrates com petence in planning and preparing for instruction.
Criteria:
The teacher:
a. U tilizes student achievement data, local standards, and the district curriculum in planning for
instruction.
b. Sets and communicates high expectations for social, behavioral, and academic success o f all
students.
c. U tilizes student developmental needs, backgrounds, and interests in planning for instruction.
d. Selects strategies to engage all students in learning
e. U ses available resources, including technologies, in the developm ent and sequencing o f
instruction
Standard 4: U ses strategies to deliver instruction that m eet the m ultiple learning needs o f students.
Criteria:
The teacher:
a. Aligns classroom instruction with local standards and district curriculum.
b. U ses research-based instructional strategies that address the full range o f cognitive levels.
c. Demonstrates flexibility and responsiveness in adjusting instruction to meet student needs.
d. Engages students in varied experiences that m eet diverse needs and promote social,
em otional, and academic growth.
e. Connects students’ prior knowledge, life experiences, and interest in the instructional process.
f. U ses available resources, including technology in the deliver o f instruction.

(table continues)
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Standard 5: U ses a variety o f methods to monitor student learning.
Criteria:
The teacher:
a. A ligns classroom assessment with instruction.
b. Communicates assessment criteria and standards to all students and
parents.
c. Understands and uses the results o f multiple assessm ents to guide planning and instruction.
d. Guides students in goal setting and assessing their own learning.
e. Provides substantive, timely and constructinve feedback to students and parents.
f. Works with other staff and building and district leadership in analysis o f student progress.
Standard 6: Demonstrates competence in classroom management.
Criteria:
The teacher:
a. Creates a learning community that encourages positive social interactions, active engagement,
and self-regulation for every student.
b. Establishes, communicates, m odels, and maintains standards o f responsible student behavior.
c. D evelops and implements classroom procedures and routines that support high expectations
for learning.
d. U ses instructional time effectively to m axim ize student achievement.
e. Creates a safe and purposeful learning environment.
Standard 7: Engages in professional growth.
Criteria:
The teacher:
a. Demonstrates habits and skills o f continuous inquiry and learning.
b. Works collaboratively to improve professional practice and student learning.
c. Applies research, knowledge, and skills from professional developm ent opportunities to
improve practice.
d. Establishes and implements professional development plans based upon the teacher needs
aligned to the Iowa Teaching Standards and district/building student achievement goals.
Standard 8: Fulfills professional responsibilities established by the school district.
Criteria:
The teacher:
a. Adheres to board policies, district procedures, and contractual obligations.
b. Demonstrates professional and ethical conduct as defined by state law and individual district
policy.
c. Contributes to efforts to achieve district and building goals.
d. Fosters an appreciation and respect for diversity.
e. Communicates effectively and accurately.
f. Collaborates with students, fam ilies, colleagues, and communities to enhance student
learning.
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Beginning teachers must evidence proficiency in these areas of effective teaching.
The results of their progress are documented in an evaluation tool, which was designed
by a committee commissioned by the Iowa Department of Education. Veteran teachers
must also evidence these same standards of effective teaching but can also be held
accountable for additional skills as determined by independent districts. The purpose of
the standards and supporting model criteria is to provide Iowa school districts with a
consistent representation of the complexity and the possibilities of quality teaching. The
standards are the basis for comprehensive evaluations of teachers and professional
development plans.
This model is intended to create an environment in which teachers and
administrators understand the importance and usefulness of evaluation. It is also
intended to support the practice of reflection for the purpose of continuous professional
development.
Iowa teachers have often been touted as high quality professionals. Their actions
often evidence their commitment toward improvement. In the National Board for
Professional Teaching Standards’ (2002) state-by-state listing, Iowa is ranked in the top
nine states in the proportion of public school teachers who have received certification
from the prestigious National Board of Professional Teaching Standards. Iowa teachers
have demonstrated their desire to improve their instructional effectiveness and their
effective teaching skills by undertaking the challenge of seeking National Board
Certification.
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Developing Habits of Self-Reflection
When reviewing the literature on techniques used to develop habits of self
reflection, there seems to be a growing base of literature in this area. What have surfaced
are two distinct strategies for fostering self-reflective practice. First, teacher
collaboration, peer review, and study groups have been shown to develop this skill, and
much research is beginning to emerge in this area. Secondly, there is speculation that
administrators can foster a teacher’s self-reflective practice through various methods, but
little empirical evidence exists.
Bruce Joyce and Beverly Showers (1982; 1988; 1996) are leading researchers
concerning professional development through collaboration. Their studies have provided
teachers with strategies for peer coaching and collaborative teamwork. They found that
teachers who shared, planned, and pooled their experiences more frequently implemented
new strategies appropriately over time. The critical reflection induced through this peercoaching model aided the teachers’ understanding of their actions and increased student
achievement.
Their 1988 model of effective staff development programs is based on five
components: (1) introducing information and theory; (2) participating in live and
mediated demonstrations; (3) having opportunities for practice in the training setting and
work place; (4) gaining performance feedback; and (5) participating in peer coaching.
Their research supported this model and its ability to increase the implementation of what
was learned through staff development rather than merely taking part on a superficial
level. This model is weighted heavily on the power of self-reflection and critical review.
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Joyce and Showers (1982) state that peer coaching must be redefined in that the observer
is actually the one being coached, not the teacher being observed. They go on to suggest
that peer coaches are not intended to be expert teachers; rather, their role is one of
observation and questioning. The process is not based on giving advice; its foundation is
on planning, watching, and collaborative reflection.
It takes practice to do together what is normally done alone, and sometimes it’s
easier to work alone. However, it’s not always as efficient. In addition, the self
reflection that is prompted through peer collaboration would not have occurred on its
own. Teachers who aim to be self-reflective need to seek out trusted comrades to help
guide them through the process. Teachers who are self-reflective practitioners enjoy
association with other teachers who are reflective in practice, as well. It is personally and
professionally fulfilling to act in a reflective way, and it is growth enhancing. Research
in this area implies that self-reflective teachers need to seek out teachers who support
them yet challenge them to continue to develop.
A second way to enhance self-reflective practice occurs when administrators
assist teachers in the process. Research in this area is sketchy at best. Few districts have
held administrators accountable for being effective in establishing a culture of learning
and inquiry in their schools (Darling-Hammond & McLaughlin, 1995). The culture of a
school must be one that encourages and supports critical inquiry into one’s effectiveness
of teaching. A major responsibility of school leaders is to develop and maintain a
reflective community of practice. When administrators empower teachers to become
professionally challenged and to collaborate with their colleagues, those teachers will feel
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like they are being supported and that their efforts to grow professionally have not gone
unnoticed.
Supportive principals have been linked to increased feelings of collegiality, trust,
and autonomy (Robinson, 1998). The concept of community and professional
relationships is making the old perspective of supervision obsolete. Sergiovanni (1994)
describes the movement as one from “the managers and the managed” (p. 219) to a vision
of “collective professional inquiry” (p. 219). Research has shown that it is not possible to
make someone be self-reflective, but their chances of using self-reflection can be
increased by modeling, consulting, and coaching them with the necessary skills. Even
low achievers have been found to be persuaded to utilize self-reflection if they can be
shown that the potential advantages for doing so are greater than the efforts involved in
the process. Strategies for self-monitoring have to be taught and modeled, but research
describing those strategies that administrators can use to foster self-reflective practice is
vague.
Conclusion
Evaluation is required by law and stemmed from the public’s cry for
accountability of teachers. Schools have labored to find the best methods for evaluating
teachers while supporting professional growth through the process. While current
practices of evaluation are adequate, they have not been shown to result in increased
student achievement or continual professional development. Schools still seek to find
superlative strategies for improving evaluation procedures.
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A review of the literature surrounding professional growth through self-reflection
shows that it is a viable form of enhancing professional and personal development. The
historical perspectives of self-reflection show that, although it has been around for
decades, its popularity as a tool for enhancing staff development in education is rather
new. In addition, its use by teachers reduces the burden of responsibility from lying
solely on the shoulders of the evaluators/administrators. Teachers can learn to self-direct
their own professional growth and become life-long learners in the process.
The Iowa Teaching Standards exist to provide Iowa teachers with research-based,
best practice skills for effective teaching. The obtainment of these skills is not only
desirable, but also one’s ability to evidence proficiency is required by law. Because this
model was intended to support the practice of reflection for the purpose of continuous
professional development, it is prudent to understand how educators can become selfreflective practitioners. Administrators must learn strategies to foster such behaviors in
teachers.
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CHAPTER 3
RESEARCH METHODOLOGY AND METHODS
Overview of the Study
The primary purpose of this study was to identify strategies that administrators
employ during the evaluation process to foster self-reflection in teachers. The literature
review identified specific methods of promoting self-reflection; this study capitalized on
that research. Because of the Quality Teacher Movement in Iowa, the Iowa Teaching
Standards were of specific interest. The extent to which administrators were using
strategies that promote a teacher’s self reflection in reference to the Iowa Teacher
Standards and their demonstration of proficiencies in the various areas was identified.
The secondary purpose of this study was to determine the extent to which teachers
were currently utilizing self-reflection as a tool for improving their instruction. This
study was organized to distinguish the degree to which teachers in Iowa possess the
characteristics of self-reflective practitioners. A review of the literature surrounding this
topic revealed specific characteristic that one could expect to find in teachers who are
reflective in nature. It was those characteristics that formed the basis for investigation in
this study.
This study employed a quantitative survey design. The survey method using a
questionnaire to collect data was chosen because it provided a systematic method of
reaching large numbers of people and collecting a broad set of data that could be
efficiently analyzed and summarized. A cover letter explaining the purpose and
directions for responding, the survey, and a postcard were mailed to participants. To
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ensure confidentiality, the completed surveys were returned directly to the Department of
Educational Leadership, Counseling, and Postsecondary Education at the University of
Northern Iowa. When mailing the survey, the respondent also mailed a postcard to the
researcher’s home address to indicate that the survey had been returned. These measures
were taken to protect the anonymity of the participants in the survey while allowing
follow-up to non-respondents.
Population and Sample
The population in this study was intended to include all public school teachers
and principals in Iowa. Because a review of the literature did not show a relationship
between self-reflective capabilities and building levels, the decision was made to
concentrate on one particular level, the middle school/junior high level. The sampling
frame, therefore, included all public middle school teachers and principals in Iowa. The
teacher and principals sampling frames were generated by the Iowa Department of
Education from 2003-2004 school year data. It was assumed that information gleaned
from middle school/junior high teachers and administrators would be generalizable to the
K-12 population of educators.
The Iowa Department of Education Bureau of Statistics utilized a stratified
random method of identifying the participants in this study. From the names of all
middle school/junior high teachers and all middle school/junior high principals, 300
teachers and 150 principals were randomly selected by the Iowa Department of
Education.
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Instrumentation
Two separate surveys were developed, one for teachers and one for administrators
responsible for evaluation of teachers. The two surveys paralleled each other in that the
questions on the two surveys corresponded in concepts. The survey instrument was
developed specifically for the purposes in this study and consisted of four parts.
Part one on each of the surveys was used to identify perceptions as to the amount
of self-reflection being utilized by teachers at the current time. Question topics focused
on the characteristics present in self-reflective teachers, such as knowledge of student
learning and achievement, willingness to take risks, and ability to adjust and modify
instruction.
Each of the nine questions included in this section of the survey was developed in
direct response to information gleaned from the literature review. For example, research
states that teachers who are self-reflective in nature are more apt to modify and adjust
their lessons to meet the needs of students (Costa & Kallick, 2000). Therefore, a question
was developed and included in this survey to gather data from middle school educators in
Iowa concerning their perceptions of whether or not this happens in their classrooms.
Middle school teachers were surveyed concerning their perceptions about the extent to
which they possess these characteristics, and principals were asked to generalize the
extent to which teachers in their buildings possessed each of the identified characteristics.
Both surveys, the teacher and principal surveys, asked educators to response to the
questions by marking their level of agreement with the statement. Response choices were
(1) Very Little, (2) Some, (3) Quite a Bit, and (4) A Great Deal.
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The three questions on teacher efficacy included in this portion of the study were
developed based on a review of research (Armor et al., 1976). In this research, teacher
efficacy was measured by collecting data from teachers concerning their perception of the
impact of various environmental factors (student motivation, difficult home environment,
etc.) on their effectiveness in the classroom. Specifically in this study, participants were
asked their perceptions of the impact of poor student motivation and unsupportive home
environment on a teacher’s ability to increase student achievement. In addition, these
questions on teacher efficacy were included on the survey because a review of the
literature (Tschannen-Moran, Hoy, & Hoy, 1998) showed teachers who deemed
themselves as important in the educational process, despite difficult environmental
factors, were more likely to reflect on their instructional effectiveness.
Part two of both surveys explored the interactions between teachers and principals
during the evaluation process. This was aimed at identifying the strategies being
employed by administrators to encourage and foster teacher development of selfreflective practices. Categories identified in this section included teacher empowerment,
goal setting techniques, administrative feedback, and teacher autonomy in the evaluation
process. Again, response choices were (1) Very Little, (2) Some, (3) Quite a Bit, and (4)
A Great Deal.
Similar to part one, the six questions in this section were developed directly from
a review of the literature. Research was clear in identifying characteristics present in
highly effective evaluation systems. Therefore, the questions included in part two were
developed to gather information about the extent to which these characteristics are
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present in middle schools in Iowa. Principals were asked to self-evaluate, whereas
teachers were asked to rate the building level principal in charge of their teacher
evaluation.
Part three contained six questions used to determine the current strategies utilized
by administrators during the evaluation process to promote teachers’ self-reflection on
proficiency of the Iowa Teaching Standards. It identified current evaluation practices in
districts, as well as observation and feedback techniques used when addressing a
teacher’s proficiency on the Iowa Teaching Standards. It also contained a section which
allowed teachers and principals to rank order six recommendations concerning strategies
deemed as the most beneficial in promoting self-reflection. Educators could also add
additional strategies to the list if they so desired. This section of the survey was utilized
to gather data for the purpose of responding to research questions three and four.
Finally, part four concluded the survey by gathering demographic information
about the respondents by using nominal and ordinal measurement scales to obtain a
general profile of the respondent. Demographic categories in the last portion of the
survey included age range, years of experience, gender, size of school district, and
educational attainment.
Validity and reliability was addressed by conducting a field test with four
Nationally Teacher Board Certified individuals chosen by the researcher, each from a
different district. Each respondent in the pilot study was directed to complete the draft of
the survey by thinking aloud as he/she proceeded through the questions. (A copy of the
draft survey used in the pilot study can be found in Appendix A.)
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Verbal comments from the participants were recorded, as were observations by
the researcher concerning the actions and reactions of the respondent. This information
was discussed further with a committee of university professors, and the draft of the
survey was revised to reflect the professors’ and respondents’ suggestions.
Data Collection
For each mailing, the sample set of participants received a packet of materials
containing the revised booklet-style survey (Appendix A). The front cover of the booklet
contained a cover letter (Appendix A), which consisted of an introduction, a description
of the study including its purpose, and a description of the methods being used to assure
confidentiality. The remaining three pages of the booklet included the survey instrument
(Appendix A). Also included in the packet were a pre-addressed, stamped envelope for
returning the survey and a pre-addressed, stamped postcard (Appendix A). Two different
colors of surveys were printed, one for the teachers and one for the administrators.
The respondent returned both the survey envelope and the postcard
simultaneously. The envelope was addressed to a department at the university, and the
postcard was addressed to the researcher. Upon receipt of the postcard, the respondent’s
name was checked off the list of participants as having responded to the survey. Three
weeks after the initial mailing, a follow-up letter was mailed to encourage the participants
to respond.
The questionnaire was initially mailed to participants on October 11, 2004. The
first mailing produced a total of 159 (53%) teacher surveys and 104 (69 %) principal
surveys. A second mailing was done on November 3, 2004, and yielded an additional 49
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(16.3%) teacher surveys and 29 (19.3%) principal surveys. The dual mailings generated
a total of 208 (69.3%) teacher responses and 133 (88.7%) principal responses. The
combined return rate out of a possible 450 was 341 (75.8%).
Data Analysis
The design of the study included an examination of the data gathered from the
surveys. The data was analyzed to determine (a) the extent to which middle school
teachers possess the characteristics of self-reflective practitioners, as perceived by middle
school teachers and principals, (b) the extent to which principals were utilizing certain
strategies during the evaluation process, and (c) the strategies educators deemed as most
beneficial to the self-reflection process. In addition, demographic variables were used to
gain a general understanding of the characteristics of the respondents.
The teachers and principals indicated on the survey the extent to which they
agreed with each question, based on a four-point scale of (1) Very Little, (2) Some, (3)
Quite a Bit, and (4) A Great Deal. The Statistical Package for the Social Science (SPSS)
was used in this analysis.
Data related to research questions one, two, and three were reported by frequency,
mode, mean, and standard deviation. In addition, an index score was calculated by
totaling the scores for each entire section for each respondent. Responses of very little
were assigned one point. Responses of some were assigned two points, quite a bit three
points, and a great deal equaled four points. Average index scores for each section were
reported individually for teachers and principals, and then for teachers and principals
combined. Finally, the individual index scores for teachers and principals were compared
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using an analysis of variance (one-way ANOVA) to determine statistically significant
differences. These statistical tests were performed at the .05 level of significance.
Data for research question four was calculated using frequency, mode, mean, and
standard deviation. These statistics were used to identify the recommended strategies as
perceived by teachers, principals, and the combined group. The similarities and
differences of perceptions for research question four were analyzed and reported.
Finally, differences in perceptions of teachers and principals were compared by
categorizing data from various demographic subgroups. The demographic variables
examined in this study included gender, age, amount of education, experience, and size of
district. Again, these discrepancies were determined by analyzing data through the use of
a one-way ANOVA test, with significance reported at the .05 level.
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CHAPTER 4
RESULTS AND INTERPRETATION
The primary purpose of this study was to investigate the extent to which
administrators were utilizing strategies during the evaluation process to assist teachers in
being more self-reflective in practice, especially in reference to the Iowa Teaching Standards.
These strategies that administrators employ during the evaluation process were researched, as
was the current status of self-reflection in teachers. With the onset of the Iowa Teaching
Standards movement in Iowa, a secondary purpose was to investigate the extent to which
principals were utilizing strategies to assist teachers in reflecting on the components
described in the Iowa Teaching standards. These standards specify that each teacher:
1. Demonstrates the ability to enhance academic performance and support for and
implementation of the school district’s student achievement goals.
2. Demonstrates competence in content knowledge appropriate to the teaching
position.
3. Demonstrates competence in planning and preparing for instruction.
4. Uses strategies to deliver instruction that meets the multiple learning needs of
students.
5. Uses a variety of methods to monitor student learning.
6. Demonstrates competence in classroom management.
7. Engages in professional growth.
8. Fulfills professional responsibilities established by the school district.
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A final purpose of the survey was to gather information based on administrative and
teacher perceptions about strategies administrators use to help teachers increase their selfreflective abilities.
The Survey
The survey was sectioned into four parts. Part one included three questions related to
feelings of efficacy and nine questions to determine the extent to which teachers possessed
the characteristics of self-reflective practitioners. The three questions on efficacy were
included in the survey because a review of the literature showed that teachers who deemed
themselves as important in the educational process and student achievement were more likely
to reflect on their instructional effectiveness (Tschannen-Moran et al., 1998). The remaining
nine questions asked educators to indicate their perceptions about current status of teachers’
reflective nature in their professional practice. Each of the nine questions were original to
this survey but were developed as a result of information found in the literature review about
the characteristics common in teachers who self-reflect on a regular basis (Zimmerman et al.,
1996; Parsons & Brown, 2002; Henderson, 2001; Forsterling & Morgenstem, 2002).
Part two of the survey included two initial questions to gather data about the
frequency of teacher evaluation and the current status of utilizing the Iowa Teaching
Standards as a basis for evaluating teachers. The survey also included nine questions focused
on identifying the strategies that administrators currently use when evaluating teachers. As
in part one, these questions were original to this survey, but each focused on a characteristic
found in the literature to be effective in using teacher evaluation to improve instruction.
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Part three included two short sections. The First section contained six questions
designed to gather teacher and administrator perceptions about the current use of
administrative strategies that were directly linked to the Iowa Teaching Standards. In the
second section, teachers and principals were asked to rank order the strategies they deemed
most beneficial to increasing self-reflection in their practice. The list of possible
recommended strategies detailed in this section were based on a review of the literature, and
were summarized into six categories including (a) record keeping, (b)goal setting, (c)
providing opportunities for peer collaboration, (d) providing specific feedback after
observations, (e) asking probing questions, and (f) modeling appropriate ways to evidence
the Iowa Teaching standards.
The survey concluded by gathering demographic data about the respondents in part
four. Teachers and principals were asked to indicate their gender, age, highest degree earned,
years of experience, district size, and ethnicity. Teachers and principals were also asked to
indicate whether or not they were national board certified. This question was included
because the process that teachers undergo to become nationally board certified requires
teachers to reflect to a great extent on their professional practice. One might assume that
teachers who have undergone the national board certification process would possess greater
numbers of characteristics of self-reflective practice. This demographic information was
used to interpret comparisons between the various groups and other areas of the study.
Usable Data
The total return was 341 (75.8%) of a possible 450 questionnaires. Of the middle
school teachers, 208 (69.3%) of a possible 300 responded. In the principal group, 133
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(88.7%) out of a possible 150 responded. All of the principals’ surveys were completed in a
satisfactory manner and were able to be included in the usable data. Two of the teacher
surveys were not usable for various reasons and were not included in the teacher data,
bringing the number of total usable teacher questionnaires to 206 (68.7%).
Demographic Data
The demographic data for the respondents to this survey were compiled for teachers
and principals separately, as well as the combined group. The demographic statistics of
responding middle level teachers in Iowa can be found in Appendix B. The demographic
statistics of responding middle level principals can be found in Appendix C, and the
combined statistics are provided in Appendix D.
Middle School Teachers
The majority of middle school teachers who responded to this questionnaire were
women (134 respondents=65.4%), as compared to 71 men (34.6%). The age of the teachers
who responded were distributed across the various categories, but nearly two-thirds of them
were between the ages of forty and sixty. More specifically, of the teacher respondents, 24
(11.8%) were between the ages of 20-29, 39 (19.1%) were between the ages of 30-39, 48
(23.5%) were 40-49 years old, 87 (42.6%) were between the ages of 50-59, and 6 (2.9%)
were older than 60. Similarly, many of the respondents had ample years of experience, with
the highest percentage of teachers having more than 25 years of experience. Specifically, 31
(15.1%) had 1-5 years of experience, 26 (12.7%) had 6-10 years of teaching experience, 26
(12.7%) had 11-15 years experience, 25 (12.2%) had 16-20 years experience, 27 (13.2%) had
21-25 years of experience, and 70 (34.1%) had 26+ years of teaching experience.
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While a very small proportion of teachers had advanced degrees, 9 (4.4%) had a
specialist degree and 1 (0.5%) had a doctorate, nearly half of the respondents had a master’s
degree (n=97,47.3%). Those possessing a bachelor’s degree comprised 98 (47.8%)
respondents.
When reviewing the size of the district, the statistics revealed that many of teacher
respondents were from larger districts with student enrollment greater than 2,500 students.
In detail, 46 respondents (22.7%) were from smaller districts with an enrollment of less than
1,000 students, 70 respondents (34.5) were from districts with 1,000 to 2,500 students, while
87 respondents (42.9%) were from districts with greater than 2,500 students.
Six teacher respondents failed to indicate their ethnicity, bringing the number of
respondents to 200 in this category. The vast majority, 192 (96.0%) were Caucasian, while
only 8 respondents (4.0%) indicated they were a member of a different ethnic category.
Considering teachers with national board certification status, only 12.0% (n=23)
indicated they had achieved national board certification, while 88% (n=168) specified that
they did not have this certification.
When asked to indicate their last formal evaluation, 111 teachers (55.2%) indicated
they had been evaluated last year, 73 teachers (36.3%) indicated they had been formally
evaluated by their principal two or three years ago, and 17 teachers (8.5%) indicated their last
evaluation had taken place four or more years ago. When asked whether or not they would
be evaluated this year, 80 respondents (39.6%) indicated they would indeed be evaluated this
year, 99 respondents (49.0%) said they would not be involved in a formal evaluation this
year, and 23 respondents (11.4%) were not sure when their next evaluation would take place.
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Middle School Principals
In contrast to the middle school teachers, the majority of principals who responded to
this survey were men, by a ratio of three to one. Of the principal respondents, 99 (75.0%)
were men and 33 (25.0%) were women. Like the teacher demographics, the principal
respondents had reached a middle-aged status, with three-fourths of them being older than
forty. Specifically, only 1 (0.8%) was between ages 20-29, 30 (22.6%) were in their thirties,
ages 30-39, 41 (30.8%) were between the ages of 40-49, 60 (45.1%) were between the ages
of 50-59. Only 1 principal (0.8%) was in the oldest age category of 60+.
In sharp contrast to the veteran group of teacher respondents, most of the principal
respondents were new to the administrative profession. Well over half of the principals who
responded had fewer than 10 years of experiences. In detail, 45 principals (34.1%) had 1-5
years of administrative experience, 38 (28.8%) had 6-10 years of experience, 15 (11.4%) had
11-15 years of experience, 17 (12.9%) had 16-20 years of administrative experience, 11
(8.3%) had 21-25 years of experience, and only 6 principals (4.5%) had served 26+ years as a
principal.
When asked to indicate their highest degree earned, 1 respondent (0.8%) indicated a
BA/BS degree, while 96 (72.7%) indicated a master’s degree, 29 (22.0%) indicated a
specialist degree, and 6 (4.5%) indicated they had earned a doctorate degree. When
comparing the size of districts in which the respondents were principals, the responses were
dispersed across the various sizes of districts. The largest percentage, 55 (41.4%), indicated
they were administrators in smaller districts of less than 1,000 students, 46 principals
(34.6%) indicated they worked in districts with enrollments between 1,000 and 2,500, and 32
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principals (24.1%) indicated they were from larger districts with enrollments greater than
2,500 students.
Ethnicity, like that of the teacher respondents, was quite undivided, with 127 (98.4%)
being Caucasian and two (1.6%) being from other ethic groups.
When asked how often they formally evaluate veteran teachers, 90 principals (67.7%)
indicated they evaluate their teachers on a three-year cycle. Only 14 principal respondents
(10.5%) evaluated every other year, and 29 principals (21.8%) indicated they evaluated every
year. Concerning the Iowa Teaching Standards (ITS), a large majority of respondents
indicated that the ITS were used as a basis for their district’s evaluation systems. A larger
number, 97 (73.5%) indicated they used the ITS as a foundation for evaluating teachers,
while 34 (25.8%) did not, and 1 principal (0.8%) was not sure whether the Iowa Teaching
Standards were used in the formal evaluation of teachers.
Research Questions
This study consisted of four major research questions. Each part of the survey was
developed to answer one of the four research questions in this study. Part one of the survey
was used to investigate research question number one on characteristics of self-reflective
teachers. Part two of the survey was used to examine research question number two about
the administrative practices employed to assist teachers in being self-reflective. Part three of
the survey was utilized to study research questions three and four, which examined the
current use of administrative evaluative strategies to aid teacher proficiency in the Iowa
Teaching Standards and the perceived recommendations of what principals can do to help
teachers be more self reflective toward the ITS.
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To analyze and report the results of this study, each question, and thus each part of
the survey, have been listed separately. Each question begins by reporting the frequencies
for each question separately and as a total category index. Following, a data analysis using
the software Statistical Package for the Social Sciences (SPSS), Version 11.1, was included
to look at differences between the perceptions of teachers and principals.
Research Question One
To what extent is self-reflection being utilized by middle level teachers, as perceived
by middle school teachers and principals in Iowa? For purposes of investigating this
question, the survey posed questions regarding nine characteristics of self-reflective
practitioners. Teachers were asked to rate themselves as to the extent which they possessed
each of the nine characteristics. Principals were asked to rate the general abilities of the
teachers in their buildings concerning the nine characteristics of self-reflective practitioners.
Response choices ranged from (1) Very Little, (2) Some, (3) Quite a Bit, and (4) A Great
Deal.
When investigating this particular research question, the results of the nine questions
in part 1 were examined. Each group, the teachers and the principals, was examined
separately. The principal perceptions were compared to teacher perceptions by utilizing
analysis of variance (ANOVA). In addition, the entire section was indexed to obtain a
general analysis of the results for this portion of the survey.
Responses from a total of 206 middle school teachers were usable for this portion of
the study. Among the teachers, two teachers failed to answer various questions in this
section; therefore, some of the results are based on data from only 204 surveys.
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Responses from a total of 133 middle school principals were usable for this study.
Two principals failed to answer all the questions, so some of the results are based on data
from the perceptions of 131 principals.
Characteristics of Teacher Self-Reflection
Awareness of student progress through formal assessment. When asked to describe
their awareness of individual student progress as shown through formal assessments
(standardized tests), most middle school teachers rated themselves as being aware quite a bit,
(mode=3). Fifteen teachers (7.3%) indicated they were aware very little about student
progress, 45 (21.8) indicated they were somewhat aware, 82 (39.8%) indicated they were
aware quite a bit, and 64 (31.1%) indicated a great deal. The mean score for this question as
perceived by teachers was 2.95 (SD=.906).
The question on the principal survey was parallel to the teacher survey in that it asked
principals about their general perceptions of their teachers’ awareness of student progress as
measured by standardized tests. Like the teacher perceptions, most principals indicated that
their teachers are aware quite a bit, (mode = 3). No principals (0%) indicated very little
awareness, but 24 (18.2%) principals indicated some awareness, 64 (48.5%) indicated quite a
bit of awareness, and 44 (33.3%) indicated a great deal of awareness. The mean score of
principals’ perceptions was slightly higher than the teacher perceptions in that it was 3.15
(,SD =.704).
Awareness of student progress through informal assessment. Concerning the
questions about the use of informal assessment to become aware of student progress, most
teachers rated themselves as being quite aware (mode=4). Two teachers (1.0%) rated
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themselves as possessing this self-reflective characteristics very little, 17 (8.3%) indicated
that they were somewhat aware of student progress as measured by informal assessments, 36
(17.5%) indicated quite a bit, and 151 (73.3%) indicated a great deal. The mean score was
3.63 CSD =.677).
Middle school principals also ranked their teachers as being quite aware of their
students’ progress as measured by informal assessments (mode = 4). No principals ranked
teachers as having very little awareness. Two principals (1.5%) ranked their teachers as
having some knowledge, 31 (23.3%) ranked them as being aware quite a bit, and 100
(75.2%) ranked their teachers as being a great deal aware. As on the first characteristic of
self-reflection, principals ranked teachers higher than the teachers ranked themselves, with a
mean of 3.74 (SD=.415).
Modifying lessons. On this particular question, teachers and principals were asked to
rank the level to which teachers modify and adjust their lessons to meet the needs of the
students, which was shown in the literature review (Costa & Kallick, 2000) to be a
characteristic present in highly reflective practitioners. Most teachers indicated that they did
this on a regular basis, with the mode=4. Only one teacher (0.5%) indicated that he/she
modified lessons very little, 29 (14.2%) indicated this was done some, 85 (41.7%) indicated
quite a bit, while 89 (43.6%) indicated a great deal. The mean score for teachers on this selfreflective characteristic was 3.28 (SD~.721).
Most principals ranked their teachers as modifying lessons quite a bit, (mode=3);
however, principals perceived teachers as doing this far less than teachers did. One principal
(0.8%) indicated that teachers do this very little, 46 principals (34.6%) indicated some
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modifications, 61 (45.9%) indicated quite a bit of adjustment in lessons happening in their
building, and 25 (18.8%) indicated a great deal. The mean score for principal perceptions
concerning lessons modification was only 2.83 (SD=.734), significantly below the teachers
rankings.
Using data to make decisions. Teachers and principals were asked their perceptions of
how often teachers gather student data, such as achievement or perception data, to help drive
decisions about instructional strategies. A review of the literature (Parsons & Brown, 2002)
showed this as a characteristic present in teachers who self-reflect on a regular basis. Most
teachers ranked themselves a three in this category (mode=3). Five teachers (2.5%) ranked
themselves as doing this very little, 53 (26.0%) teachers said they do this somewhat, 80
(39.2%) teachers indicated quite a bit, and 66 (32.4%) marked a great deal. The mean score
was 3.01 (5D=.827).
Most principals ranked teachers as using data to make decisions quite a bit (mode=3).
Again, principals ranked the teachers as doing this on a less regular basis than the teachers
indicated. Four principals (3.0%) indicated this was done very little, 51 (38.3%) indicated
some, 55 (41.4%) indicated quite a bit, and 23 (17.3%) indicated a great deal. The mean was
2.73 (SD=.780).
Willingness to take risks. To what extent do teachers take risks and try new strategies
in the classroom? Because risk taking has been shown (McGreal, 1983) to be evident in
highly reflective teachers, this study attempted to investigate the extent to which this
characteristic was present in Iowa middle school teachers. Teachers and principals were
asked to rank themselves on the extent to which teachers were willing to try new strategies at
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the risk of stepping out of their comfort zone. Most teachers ranked themselves as doing this
quite a bit (mode=3). One teacher (0.5%) indicated this was done very little, 36 (17.6%)
indicated they were somewhat willing to take risks and try new strategies, 87 (42.6%)
indicated they were quite willing, and 80 (39.2%) indicated that they were willing to take
risks a great deal. The mean score for teachers was 3.21 (&D=.741).
Three principals (2.3%) perceived teachers as doing this very little, while 43 (32.3%)
perceived teachers as doing this somewhat. Sixty-five (48.9%) indicated this was done quite
often, and 22 principals (16.5%) indicated they felt it was done a great deal in their buildings.
The mean score was 2.80 (SD=.736).
Understanding the pedagogy of student learning. Again, teachers perceived their
ability and desire to understand how students learn as a three (mode=3) on a four-point scale.
No teachers indicated very little, 24 (11.7%) indicated they participate in some reflection
about how students learn, 102 (49.5%) indicated quite a bit, and 80 (38.8%) indicated they
reflect a great deal for the purpose of understanding how students learn. The mean score for
teachers concerning this characteristic of self-reflective practice was 3.27 (SD=.658).
When asked about their perceptions of teachers’ ability to understand the pedagogy of
student learning, most middle school principals indicated quite a bit (mode=3). Two
principals (1.5%) indicated that teachers rarely did this, 43 (32.6%) principals indicated some
efforts on the teachers part to understand how students learn, 68 (51.5%) indicated quite a bit
of effort, and 19 (14.4%) perceived teachers as doing this a great deal. The mean score was
2.79 (SD=.699).
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Reflection on a regular basis. Teachers and principals were asked about the extent to
which teachers engage in regular reflection, either on a formal or informal basis. Most
teachers indicated they reflect quite a bit (mode=3). No teachers (0%) indicated very little
reflection, but 36 (17.6%) indicated some reflection, and 96 (47.1%) indicated they do this
quite a bit. Nearly a third, 72 (35.3%) indicated they reflect a great deal on a regular basis.
The mean score was 3.18 (SD=.708).
Principals rated teachers somewhat lower on their perceptions of teachers’ reflective
nature. Most principals scored teachers as doing this quite a bit (mode=3). Five principals
(3.8%) indicated this was done very little, 52 (39.1%) indicated some reflection on the part of
the teachers, 57 principals (42.9%) perceived teachers as reflecting quite a bit, and 19
(14.3%) perceived them as doing it a great deal. The mean score concerning this
characteristic was 2.68 (SJD=.764).
Application of new instruction strategies. A review of the literature (McGreal, 1983)
revealed a significant difference between average teachers and reflective practitioners in that,
unlike average teachers who may learn new instructional strategies, reflective practitioners
take time to ponder on their new learning and its application to their classroom, and they are
willing to experiment with this newly learned strategy. In this study, most teachers rated
themselves as doing this quite a bit (mode=3). Four teachers (2.0%) indicated very little
follow-through in this area. Fifty-six (27.5%) indicated some follow-through, 87 (42.6%)
indicated quite a bit of follow through, and 57 teachers (27.9%) indicated they do this a great
deal. The mean score of teacher perceptions in this area was 2.97 (SD=.796).
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Principal perceptions of teachers’ performance in this area were lower than any of the
other eight characteristics of self-reflection. Although the majority of principals ranked
teachers as a 3 in this category (mode=3), the variation in scores was more evenly distributed
than in the other categories. One principal (0.8%) ranked teachers as applying newly learned
strategies very rarely. Fifty-six (42.1%) perceived teachers as doing this somewhat, 60
(45.8%) perceived teachers as doing this quite a bit, and only 14 (10.7%) perceived them as
doing it a great deal. As mentioned above, the mean score for principal perceptions
concerning this self-reflective characteristic were the lowest in this portion of the survey.
The mean score for principals was 2.66 (SD=.675).
Collegial relationship between teacher and principal. One of the most important
characteristics present in self-reflective teachers is the collegial relationship between the
principal and the teacher during the evaluation process. Most teachers ranked this
relationship as happening quite often (mode=3), although the dispersion of rankings was
more varied than on the other questions in this category. Sixteen teachers (7.8%) ranked this
mutually respectful relationship as happening very little, 35 (17.2%) rated it as happening
somewhat, 77 (37.7%) rated it as happening quite a bit, and 76 (36.9%) rated it as happening
a great deal. The mean score was 3.04 (SD=.927).
Interestingly enough, principals’ rankings were higher than those of the teachers,
possibly because the question involved not only the teachers’ performance but the principals’
performance level, as well. Unlike the teacher perceptions, most principals ranked their
relationships with the teachers as being a great deal collegial (mode=4). One principal
(0.8%) indicated this occurs very little, 9 (6.8%) indicated some, 55 (41.4%) perceived it as
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occurring quite a bit, and 68 (51.1%) perceived their relationship as mutually respectful on a
great level. The mean score was also higher than the mean of the teacher perceptions, being
3.43 (SD=.655).
Teacher Efficacy
Teachers who believe they make a difference in the lives of the students are most
likely to reflect on their performance and effectiveness (Tschannen-Moran et al., 1998);
therefore, a component of measuring teachers’ feelings of efficacy was included in this
portion of the survey and the resulting data was used in the examination of question one.
Principals and teachers were asked the same questions concerning the extent to which they
perceived teachers as making a significant impact in the achievement levels of students.
Overcoming poor student motivation. Principals and teachers had similar perceptions
about the impact of low student motivation on learning. Teacher data revealed 10 (4.9%)
teachers felt a teacher’s impact was not very limited by a student’s motivation, 90 (44.3%)
felt their impact was somewhat limited, 75 (36.9%) felt it was limited quite a bit by a
student’s poor self-motivation, and 28 (13.8%) felt it was limited a great deal. The mean
score of teacher perceptions in this area was 2.6 (SD=.786).
Principals perceived teacher efficacy in this area somewhat similar to teachers, in that
14 principals (10.5%) felt student motivation limited a teacher’s impact on a very small basis.
Seventy-four (55.6%) felt a teacher’s impact was somewhat limited by poor student
motivation, 33 (24.8%) felt it was limited quite a bit, and 12 principals (9.0%) felt it was
limited a great deal. The mean score for principals perceptions was 2.32 (SD=.784).
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Overcoming difficult home environment. When asked perceptions about the impact
of a student’s home environment on a student’s performance, principals felt that it was less
invasive on a child’s performance than teachers did. Most teachers felt that home
environment was a restricting factor on a children’s performance. Only one teacher (0.5%)
felt home environment influenced student performance very little, 31 (15.0%) felt it impacted
performance somewhat, 83 (40.3%) perceived it as influencing performance quite a bit, and
91 (44.2%) a great deal. This resulted in a mean score of 3.28 (SD=.731) for teacher
perceptions.
Principals perceived home environment as a less dominant factor in a child’s
performance than teachers did. One principal (0.8%) felt home environment factored into a
child’s performance very little, 33 (24.8%) felt it somewhat impacted performance, 55
principals (41.4%) perceived it as impacting performance quite a bit, and 44 principals
(33.1%) felt it impacted performance a great deal. The mean score for principal perceptions
in this area was 3.07 (SD=.780).
Impact of teacher efforts on student performance. One final question was used in this
study to gather data about teacher and principal perceptions about the efficacy levels of
teachers concerning student learning. In this case, teachers were somewhat more optimistic
about their abilities to impact student learning and performance. Four teachers (1.9%)
indicated that, even with a great deal of effort, their ability to get through to difficult,
unmotivated students existed only on a very small basis. Eighty-eight teachers (42.7%) agree
somewhat with the statement that extreme efforts on their part would result in successful
outcomes with difficult, unmotivated students. The same number of teachers, 88 (42.7%) felt
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that their efforts would impact student learning quite a bit, and 26 teachers (12.6%) felt
confident their extreme efforts would impact student learning a great deal, even with the
most unmotivated and/or difficult learners. The mean score for this item was 2.66 (SD=.l20).
Principals were a little more confident about teachers’ abilities to get through to
difficult students even with great efforts on the teacher’s part. One principal (0.8%)
indicated teacher effort impacted student learning to only a small extent. Thirty-four (25.6%)
of the principals were somewhat confident about the impact of teacher efforts on student
achievement. Sixty principals (45.1%) perceived teacher efforts as impacting the learning of
unmotivated students quite a bit, and 38 principals (28.6%) perceived teacher effort as being
affiliated with student learning a great deal. The mean score for principal perceptions on this
question was 3.02 (SD=.759).
Summary for Research Question One
The first question examined the extent to which self-reflection was being utilized by
middle level teachers, as perceived by middle school teachers and principals in Iowa.
Index Scores
To adequately describe the perceptions of teachers and principals concerning the
amount of self-reflection occurring in the classroom, an index number was calculated for this
section of the survey. Scores from questions one through nine were totaled and averaged for
the teacher group, the principal group, and the combined group. Responses to each of the
nine questions were assigned a value, with one point assigned to responses in the Very Little
column, two points for responses in the Some column, three points for responses in the Quite
a Bit column, and four points for A Great Deal responses. While a respondent who marked
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all responses in the Very Little column would achieve an index score of nine, a respondent
who marked all responses in the A Great Deal column would have received a total index
score of 36. Therefore, all index scores were assigned a value between a minimum of nine
and a maximum of 36. Mean scores were calculated for each group, the teachers and
principals, separately. Then, the index scores were combined to achieve a total index score.
An analysis of the data from 202 middle school teacher surveys revealed a mean
index of 28.54 (5D=1.328), with the majority of teachers acquiring a score of 32 (mode=32).
This number equates to an average of 3.17, which is slightly above the quite a bit category
which ranks as a three on a four-point scale.
The results from 130 usable principal surveys showed a mean index score of 26.85
(SD=4.41), with the mode being 26. The mean score, when converted back to the four-point
scale, is 2.984, indicated that principals perceived teachers as possessing characteristics of
self-reflection Quite a Bit. Results of the index calculations in this portion of the study
illustrate that principals perceived teachers as possessing slightly fewer characteristics of
self-reflective practitioners than what the teachers perceived.
The combined index mean was obtained by totaling the cumulative scores from
section one of the teacher and principal surveys (n=332). A mean index score of 27.880
(SD=4.209) was obtained, with the majority of educators (teachers and principals) scoring a
29 (mode=29). This combined index score is parallel to a score of 3.098, which ranks as
Quite a Bit on the scale used in this study.
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Differences in Perceptions of Teachers and Principals
To further analyze the perceptions of middle school teachers and principals
concerning the self-reflective characteristics possessed by teachers, an analysis of variance
(ANOVA) was performed. This statistical test was executed to check for significant
differences in the perceptions of teachers and principals. The results revealed a statistically
significant difference at the p<.05 level between the perceptions of teachers and principals in
that teachers believed they possessed characteristics of self-reflective practitioners more that
the principals perceived they did. See Table 4. It is important to note that although these
scores showed statistically significant differences, the actual mean difference of 0.2 on the
four-point scale used in this survey is fairly small.

Table 4
Statistically Significant Differences Comparing Perceptions o f Principals and Teachers
Concerning the Self-Reflective Characteristics Possessed By Teachers (N=332)

Sum o f
Squares

df

Mean Square

F

Sig.

Between Groups

224.774

1

224.774

13.155

.000

Within Groups

5638.406

330

17.086

Total

5863.181

331
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Research Question Two
Administrative Strategies Employed During Evaluation
To what extent is the evaluation process that is used by middle level administrators
playing a role in creating self-reflective practitioners, as perceived by middle school teachers
and principals in Iowa? To facilitate the analysis of this research question, the survey
instrument included an additional nine questions to gather data on perceptions of teachers
and principals concerning the procedures of principals during the evaluation process. The
nine questions included in this section probed teachers and administrators to indicate the
extent to which these actions are present during the evaluation process at the current time.
Principals were asked to rate themselves as to the extent to which they execute the
components found in the literature to be characteristics of effective evaluations. Teachers
were asked to rank their building principals in the same areas. Nine questions were included
in this portion of the survey instrument, and the resulting data was considered for research
question two. To examine the results for research question two, each group, the teachers and
the principals, was examined separately. The principals’ perceptions were compared to
teacher perceptions by utilizing an analysis of variance (ANOVA). Finally, an index score
was calculated for this entire section in order to produce a general analysis for research
question two.
Responses from a total of 206 middle school teachers were usable for this portion of
the study. Among the teachers, several failed to complete all questions in this section.
Therefore, calculations on the nine items contained in part two of the survey are based on
data from a minimum of 199 to a maximum of 203 teacher responses.
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Responses from a total of 133 middle school principals were usable for this portion of
the study. One principal failed to answer questions one and four on part two; therefore,
results on those two questions are based on n=132.
Use of self-evaluation. Research (Haertel, 1993; McGreal, 1983; Nottingham, 1998)
shows that self-evaluations can be a very useful component of the evaluation process, so a
question on this topic was included in part two of the survey. Most teachers indicated their
principals encourage utilization of self-evaluation during the appraisal process a great deal
(mode=4), although the responses were very nearly equally distributed. Fifty-two teachers
(26.0%) indicated their principals use a teacher self-evaluation tool very little, 41 (20.5%)
indicated some use of this type of tool, 46 (23.0%) perceived quite a bit of use, and 61
(30.5%) said their principals use teacher self-evaluation a great deal. The mean score for
teachers was 2.58 (5D=1.175).
Most middle school principals indicated they do use a teacher self-evaluation tool
(mode=4); yet the responses were again quite evenly dispersed across the response options.
Thirty-five principals (26.5%) indicated very little use of teacher self-evaluation tools, 29
(22.0%) indicated some use, 24 (18.2%) indicated quite a bit of use, and 44 (33.3%)
indicated they use a teacher self-evaluation instrument a great deal. This resulted in a mean
score of 2.58 (50=1.205), again with a large deviation in responses.
Goal setting during evaluation. Teachers and principals were asked about the extent
to which they work together to set goals for improving the teacher’s effectiveness. Teachers
indicated they do set goals during the evaluation process quite a bit (mode=3). Forty-six
teachers (22.9%) indicated they rarely set goals during the evaluation process. Fifty-seven
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(28.4%) teachers specified some goal setting, 66 (32.8%) indicated quite a bit of goal setting,
and 32 teachers (15.9%) marked that a great deal of goal setting took place during the
evaluation process. A mean score of 2.42 (SD= 1.012) resulted from these teacher responses.
Principals actually rated this item significantly higher than did the teachers. The
mode was the same (mode=3), yet the mean score was much higher as based on the
principals’ perceptions. In strong contrast to teacher perceptions, only three principals
(2.3%) ranked mutual goal setting as happening very rarely. Twenty-eight (21.1%) rated
themselves as incorporating some goal setting into the evaluation process, 55 (41.4%)
indicated quite a bit of collaborative goal setting occurred, and 47 (35.3%) indicated they
utilize a great deal of collaborative goal setting during the evaluation process. The mean
score for the principals was much inflated from teacher perceptions in that it was 3.10
(SD=.806).
Data gathering during observations. On this item, principals and teachers were asked
about their perceptions of the extent to which principals execute procedures to gather specific
data to support observations. Teachers ranked principals as doing this quite a bit (mode=3).
Twenty-three teachers (11.6%) indicated very little data gathering took place during
observations, and 39 (19.6%) indicated some data gathering occurred. A large number of
teachers, 87 (43.7%), indicated specific data gathering occurred quite a bit, and 50 teachers
(25.1%) perceived it as happening a great deal. The mean based on teacher perceptions was
2.82 (SD=.940).
Principals also had the opportunity to rate the extent to which they gather data during
observations. Most principals perceived data gathering as happening a great deal (mode=4).
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One principal (0.8%) specified very little data gathering occurred during the evaluation
process. Nine (6.8%) indicated some use, 51 (38.3%) indicate quite a bit of data gathering
occurred, and more than half of the principals, 72 (54.1%), indicated a great deal of data
gathering transpired during observations. For this particular component of the evaluation
process, principals’ perceptions, as compared to teacher perceptions, resulted in an elevated
mean score of 3.46 (SD=.657).
Specific feedback after observations. Most teachers indicated principals generally
provide them with specific feedback following observations on a fairly regular basis
(mode=3). Thirty-five teachers (17.6%) indicated very little feedback followed observations,
50 teachers (25.1%) indicated some feedback, 63 (31.7%) indicated quite a bit of feedback
following observation sessions occurred, and 51 (25.6%) perceived a great deal of feedback
happened. A mean score of 2.65 (SD=1.047) was obtained through these results.
Principals sensed quite a bit of feedback occurred following observations (mode=3).
One principal (0.8%) felt he provided very little feedback to teachers following observations.
Twenty-eight principals (21.2%) perceived some feedback was offered to teachers
subsequent to observations, 59 (44.7%) indicated they provide teachers with quite a bit of
information, and 44 (33.3%) recognized a great deal of effort on their part to provide facts
and information to teachers being observed. Principals perceptions resulted in a mean score
of3.11 (SD= 754).
Probing questions. The review of the literature (Acheson & Gall, 1980) in chapter
two revealed that principals can play an important role in increasing a teachers’ selfreflective abilities by asking probing questions to make them think and reflect on their
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performance. Question five in part two was included to gather data about the extent to which
this is occurring during the evaluation process at the present time. Upon analysis of the data,
most teachers were found to perceive this as happening quite a bit (mode=3). As in many
questions in this segment of the survey instrument, teacher responses were quite dispersed
across the various levels of implementation. Thirty-eight teachers (18.8%) indicated
principals ask few probing question that result in personal and professional reflection.
Nearly a third, 64 (31.7%), indicated some probing questions surfaced from conversations
with their principals, and another third, 68 (33.0%), indicated their principals ask probing
questions quite a bit. Half that many, 32 (15.8%) felt their principals asked a great deal of
probing questions aimed at increasing their self-reflective capabilities. The mean score was
2.47 (SD=.973).
Principals were more confident in their implementation levels surrounding this area.
Most principals felt they asked probing questions quite often (mode=3). One principal
(0.8%) indicated very little use of probing questions, and 19 (14.3%) indicated some use. A
large majority, over half of the principals, 69 (51.9%), indicated quite a bit of use, and an
additional 44 (33.1%) perceived this as happening a great deal. Similar to other questions in
this portion of the survey, the mean score for perceptions of principals was higher than the
perceptions of teachers. In this case, the mean score was 3.17 (SD=.691).
Collaboration during evaluation. Principals and teachers were asked to indicate the
perceived level of collaborative efforts that occur during the evaluation process. In other
words, they were asked to specify the extent to which evaluation was a joint effort between
the teacher and the principal. According to the results obtained in this study, most teachers
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felt principals collaborated with them quite a bit (mode=3). On this item, teachers responded
in the following ways: 35 (17.3%) indicated very little collaboration occurred between the
principal and themselves, 52 (25.7%) perceived some collaboration, 76 (37.6%) indicated
quite a bit of collaboration, and 39 teachers (19.3%) specified a great deal of collaboration
was used to identify the status of the teacher’s progress. This resulted in an average score of
2.59 (SD=.990), which was well below the perceptions of the principals in this study.
Most principals felt they worked with teachers quite often to determine teacher
progress (mode=3). Only five principals (3.8%) perceived themselves as doing this very
little. Nineteen (14.3%) indicated some collaboration with the teachers during the evaluation
process, 57 (42.9%) felt they worked with the teacher quite often, and 52 (39.1%) specified a
great deal of collaborative efforts on their part, for a mean score of 3.17 (SD=.812).
On-going evaluation. Research (McGreal, 1983) shows that presence of on-going
efforts by principals during evaluation is a component of effective evaluation systems. A
question was added to this study to gather teacher and principal perceptions in this area.
Interestingly enough, the majority of teachers and principals perceived evaluation as an on
going process to a great extent (mode=4). Thirty-seven teachers (18.3%) responded to this
question by indicating that, from their perspective, evaluation was not on-going, and their
evaluations were more likely based on one observation at one point in time rather than being
based on data from multiple sources and frequent conversations between teachers and
principals. Fewer teachers, 29 (14.4%) agreed only somewhat that evaluation was an on
going process. However, the vast number of teachers perceived that evaluation was a more
continuous process. Sixty-four (31.7%) agreed quite a bit with the statement that evaluation
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was on-going, and 72 teachers (35.6%) felt a great deal of the evaluation process was on
going. A score of 2.85 (5D= 1.102) was the mean score.
A majority of middle school principals viewed evaluation as extremely on-going
(mode=4). When asked to indicate the extent to which they viewed evaluation as an on
going process, the principals’ responses for this question had the following results: one
principal (0.8%) perceived very little agreement, 10 (7.5%) agreed somewhat, 33 (24.8%)
agreed quite a bit, and an overwhelming number of principals, over two-thirds, 89 (66.9%),
agreed a great deal that they viewed evaluation as a very on-going process. The mean score
for this item on the principals’ survey was quite high, 3.58 (SD=.665), indicating that
principals view evaluation as a continuous process of data collection, conversations,
observations, and feedback sessions occurring throughout the entire year.
Promotion of peer coaching and teacher collaboration. When principals encourage
peer coaching and collaboration between teachers during the evaluation process, an
improvement in teacher performance results (Joyce & Showers, 1982; 1988; 1996).
Principals and teachers were asked to identify the level to which principals encourage peer
collaboration and coaching between teachers. Teachers and principals marked this item
lower than others in this section.
As a side note, the Iowa Professional Development Model legislation requires that, as
of September of 2005, each teacher must have in place an individual career development
plan. The goals will be met through professional development that is individualized and
collaborative. Based on this legislation, districts will be required to provide collaborative
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opportunities for their teachers. The results in this study are based on data gathered prior to
the onset of the legislation requirements.
Teacher perceptions of administrator efforts to provide and encourage peer
collaboration and coaching varied from very little to a great extent, and the results were quite
evenly distributed across the implementation levels, with the majority indicating some
opportunities for peer collaboration and coaching (mode=2). Thirty-nine teachers (19.4%)
indicated their principals provide very few opportunities for peer coaching and collaboration,
66 (32.8%) perceived their principals as offering some opportunities, 54 teachers (26.9%)
specified quite a few opportunities were offered, and 42 teachers (20.9%) indicated a great
deal of chances for peer coaching and collaborative efforts were put forth to them by their
principals. The mean score was 2.49 (SZ)=1.030).
When asked to respond to the same question, principals also ranked themselves lower
in this particular category. Most principals felt they offered quite a few opportunities for
teacher peer collaboration (mode=3). Nine principals (6.9%) denoted they offered very few
opportunities for peer coaching and collaboration, 37 (28.2%) indicated some opportunities,
44 (33.6) specified quite a few, and 41 principals (31.3%) indicated they offered a great deal
of opportunities for teachers to collaborate and coach each other. The mean score of 2.89
(SD=93.0) will most likely increase during the next few years as the Iowa Professional
Development Model, and its peer collaboration and coaching requirements come into play.
Mutually interactive discussions. A review of the literature (Robinson, 1998)
revealed a final component of effective evaluation systems. Principals who participate in
discussions with their teachers about their progress and allow teachers to play a significant
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role in that discussion are more likely to have evaluations that increase teachers’ instructional
effectiveness. This final question in part two of the survey asked principals and teachers to
indicate the level to which these mutually interactive discussions occur. Most teachers
indicated this happens on a quite common basis (mode=3). Twenty-seven teachers (13.3%)
indicated this happened very little, 56 (27.6%) indicated some interactive conversations with
their principals, 75 (36.9%) indicated quite a bit, and 45 (22.2%) indicated a great deal of
interaction. An average score of 2.68 (SD=.965) resulted.
Principals perceived mutually interactive conversations as happening on a higher
level (mode=3) than did the teachers. Five principals (3.8%) indicated very little interaction,
20 (15.0) indicated some interaction, almost half, 65 (48.9%) indicated quite a bit of
communication between administrator and teacher during the evaluation process, and 43
(32.3%) indicated a great deal of interaction occurred between the teachers and themselves.
The mean score for principal perceptions concerning the interactive nature of conversations
during evaluation was 3.10 (SD=.787).
Summary for Research Question Two
The second research question looked at the extent to which the evaluation process
that is used by middle level administrators was playing a role in creating self-reflective
practitioners, as perceived by middle school teachers and principals in Iowa.
Index Scores
To facilitate the analysis of this research, index scores were again calculated to obtain
a general statistical perspective of the extent to which the evaluation process and the
procedures used by administrators during evaluation are creating self-reflective practitioners.
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The nine questions in this portion of the survey asked principals and teachers to rate the level
of implementation of each of the characteristics shown through research to be effective in
enhancing self-reflection skills in teachers. The scores from these nine questions were
totaled to obtain an index score, which ranged from a minimum score of nine to a maximum
score of 36. Lower index scores indicate principals are playing a small role in the
development of self-reflective practitioners because they are utilizing few of the strategies
shown through research to be effective in promoting self-reflective practitioners. Higher
index scores would be indicative of the inverse.
An analysis of results from 195 usable middle school teacher surveys showed a mean
index of 23.492 (SLM5.939). The majority of teachers marked answers that totaled 21 points
in this section (mode=21). When converted to numbers based on the four-point system on
the survey, the middle school teacher index was 2.610, which indicates, according to teacher
perceptions, principals are utilizing some strategies during the evaluation process that are
helpful in creating self-reflective practitioners; however, they are not doing so with enough
fidelity to warrant a rating of three, meaning quite a bit.
Results from 130 middle school principal surveys were usable in calculating an index
number for part two of the survey. Principal perceptions were elevated when compared to
those of the teachers. The mean index score for principals was 28.146 (SD=4.7579), with a
mode score of 33. When compared on a four-point conversion scale, principals achieved a
score of 3.127, meaning their perceptions were higher than those of the teachers. An index
of 3.127 indicates principals feel they are quite often implementing the research-based
strategies that have been linked to assisting teachers in becoming more self-reflective.
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Based on a total number of respondents (n=325), the combined index score from
middle school educators was 25.354 (SD=6.562), and the mode score for the combined group
was 25. The combined perceptions rated a 2.817 on the four-point scale. Based on this study
and these results, principals are making an effort to employ strategies during the evaluation
process to enhance teachers’ abilities to self-reflect on their performance. Their efforts rate
greater than some, but less that quite a bit.
Differences in Perceptions of Teachers and Principals
For purposes of summarizing the results of research question two, it was relevant to
look for statistically significant differences between teachers’ and principals’ perceptions
concerning the strategies employed by principals during the evaluation process and the
perceived impact of the strategies on fostering self-reflection in teachers. Significant
differences between the perceptions of middle school teachers and principals in this area of
the study were revealed. Principals perceived themselves to utilize more strategies during
evaluation to foster self-reflective practice that what the teachers perceived them to use. An
analysis of variance (ANOVA) showed significance as the p<.05 level. The results are
shown in Table 5. As revealed in the mean index scores of teachers and principals, the actual
difference of 0.5 on a four-point scale indicates a fairly large discrepancy in perceptions.
Research Question Three
Promotion of the Iowa Teaching Standards
Which strategies do administrators utilize during the evaluation process to encourage
teachers to be self-reflective concerning their progress toward the Iowa Teaching Standards,
as perceived by middle school teachers and principals?
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Table 5
Statistically Significant Differences Comparing Perceptions o f Principals and Teachers
Concerning the Strategies that Principals Employ During the Evaluation Process to Assist
Teachers in Becoming Self-Reflective (N=325)

Sum o f
Squares

df

Mean Square

F

Sig.

Between Groups

1689.346

1

1689.346

44.504

.000

Within Groups

12260.96

323

37.960

Total

13950.31

The Iowa Department of Education has attempted to define the characteristics present
in effective teaching; therefore, the department developed a set of eight standards called the
Iowa Teaching Standards. These standards are presented in Section 284.3 of the Iowa Code,
and they represent a set of knowledge and skills that all teachers in Iowa should possess. As
written in the legislation, teachers must be an integral part of the evaluation process of these
Iowa Teaching Standards, and personal self-reflection on the teacher’s part will be critical.
Beginning July 2003, the legislation requires that beginning teachers present evidence
of proficiency in all areas of the Iowa Teaching Standards in order to be licensed in Iowa.
Veteran teachers must also present evidence of their proficiency beginning during the 20052006 school year. Although the legislation isn’t required until the next school year, many
school districts have already adopted procedures to assist the teachers in this process.
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Research question three was developed to identify the extent to which, this is occurring at the
present time.
To facilitate the examination of this research question, the survey instrument included
six questions aimed at gathering teacher and principal perceptions concerning the strategies
that principals employ during the evaluation process to assist teachers in reflecting on their
progress toward the Iowa Teaching Standards. The six questions posed in this section were
designed to gather information about the extent to which principal are currently assisting
teachers to reflect on their progress toward attaining the skills and knowledge introduced in
the ITS.
Middle school principals were asked to rate themselves as to the extent they practice
each of the six procedures described in part three of the survey. Middle school teachers were
asked to rate their building principals in the same areas. The resulting data from the six
questions in this section was examined as a basis for answering research question three. The
teacher data was examined separately, as was the principals’ data. The principals’
perceptions were compared to that of the teachers using an analysis of variance (ANOVA).
Finally, as in the other parts of the survey, an index score was calculated for this entire
section to produce a general analysis for research question three.
Responses from a total of 206 middle school teachers were usable for this portion of
the study. Among the teachers, several teachers failed to complete all questions in this
section. One to four surveys contained missing data for some of the questions designed to
answer this research question.
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Responses from a total of 133 middle school principals were usable for this portion of
the study. Three principals failed to answer question five, and one principal didn’t answer
question six. Therefore, calculations on the six items contained in this part of the survey are
based on data from a minimum of 130 to a maximum of 133 principals responses.
Assists in gathering artifacts to evidence the ITS. Principals and teachers were asked
to rate the extent to which principals assist teachers in gathering artifacts and evidence to
show proficiency toward the Iowa Teaching Standards. Unlike the responses from teachers
and principals in section two, implementation levels were quite low on all questions in this
section of the survey. Concerning this particular question, most teachers agreed principals
were assisting them very little (mode=l) in gathering data. Among the teachers surveyed, 77
(37.7%) indicated their principals were doing this rarely, 59 (28.9%) indicated some
assistance was taking place, 44 (21.6%) indicated it occurred quite a bit, and 24 teachers
(11.8%) said their principals were assisting them a great deal, even though the legislation
requirements do not go into effect until next year. The mean score for this question, based on
teacher perceptions was 2.07 (5D= 1.031).
Principal responses were slightly varied concerning this question. In contrast to the
teacher perceptions, most principals say they are assisting teachers in gathering some data at
this point in time (mode=2). Four principals (3.0%) indicated very little assistance is being
given in this area. Fifty-one (38.3%) perceived some assistance, 46 principals (34.6%)
indicated they are helping teachers quite a bit to gather data for the ITS. Finally, 32 principals
(24.1%) felt they were doing this a great deal. The responses from the principals on this
question resulted in a mean score of 2.80 (57)=.842).
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On-going feedback and discussions. Most teachers felt their administrators were
holding some on-going conversations with them (mode=2) surrounding the standards and
criteria described in the Quality Teacher Legislation. Like question one in this section, over a
third of the teachers, 72 (35.3%) indicated this was happening very little. Another third, 78
(38.2%), sensed it was happening somewhat, 36 (17.6%) sensed it was happening quite a bit,
and 18 (8.8%) indicated on-going conversations were happening frequently. Teacher
responses earned a mean score of 2.00 (SD=.942).
Principals felt this was happening quite a bit (mode=3). Five principals (3.8%)
indicated they were having very few conversations, 45 (33.8%) indicated they were
providing some on-going feedback, 62 (46.6%) indicated quite a bit, and 21 (15.8%)
indicated a great deal, for a mean score of 2.74 (SD=.165).
Setting goals based on the ITS. On this question, principals and teachers were asked
to indicate the extent to which principals assist teachers in setting goals to improve
instructional effectiveness and reach the standards set forth in the Iowa Teaching Standards.
Most teachers said this was happening very little (mode=l). Interestingly, almost threefourths of the teachers said this was happening on a low level. Seventy-seven (37.7%)
indicated very little goal setting was taking place, and an additional 72 (35.3%) indicated
only some goal setting occurring. Forty teachers (19.6%) indicated quite a bit of assistance
in this area, while only 15 teachers (7.4%) said it was happening a great deal. A mean score
of 1.97 (SD=.933) was obtained from these data.
The perceptions of principals based on this question stood in sharp contrast to those
of the teachers. While most teachers perceived goal setting on the Iowa Teaching Standards
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to be happening very little, principals perceived it to happen quite a bit (mode=3). Two
thirds of principals felt this was happening on a fairly high level, level three or four. The raw
data revealed nine principals (6.8%) felt goal setting was happening only on a low level.
Thirty-six (27.1%) indicated they assist the teachers somewhat, 64 (48.1%) felt quite a bit of
goal setting was taking place in their buildings, and 24 (18.0%) felt it was transpiring a great
deal. Based on the principals’ perceptions, a mean score of 2.77 (SD=.822) was obtained,
much higher than that produced by the teacher perceptions.
Current collection of data. This question was significant to this survey because it
assisted in the examination of current levels of implementation of the Iowa Teaching
Standards. When asked to identify the extent to which data gathering was already taking
place, most teachers stated it was happening on a low level (mode=l). Incidentally, this
question obtained the lowest scores of any on this section of the survey. Teacher ratings
revealed that 91 (45.3%) felt current data collection was happening very little, 61 (30.3%)
felt it was happening somewhat, 33 teachers (16.4%) felt it was happening quite a bit, and 16
teachers (8.0%) sensed a great deal of data collection currently existed. As stated above, this
question produced the lowest mean in this section, 1.87 (SD=.961)
Principals, again, rated this question higher than the teachers which possibly indicates
teachers are unaware of the actions of their building principals. Most principals felt they
were currently gathering quite a bit of data (mode=3). Seventeen (13.0%) felt they were
currently gathering very little data, and 43 (32.8%) were gathering some. About the same
amount, 47 (35.9%) were gathering quite a bit of data at the present time, and 24 (18.3%)
were collecting a great deal of evidence at the time of the survey. Similar to the teachers, the
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mean score for principals on this question was the lowest of any in this section of the survey
instrument, 2.60 (SD=.935).
Verbal or written feedback. Middle school principals and teachers were asked to
indicate the extent to which the building administrators were currently providing verbal or
written feedback to cause reflection toward the Iowa Teaching Standards. A large majority
of teachers indicated low levels of feedback in this area (mode=l). Eighty-two (40.8%)
indicated they were getting very little feedback from their principals at the present time, 69
(34.3%) were getting some feedback, 32 (15.9%) were getting quite a bit of feedback, and 18
(9.0%) were getting much feedback. The mean score, 1.93 (SD=.962), was the result of the
data gathered from this question.
As consistent with all other questions in part three, most middle school principals
rated this as happening quite a bit (mode=3), when the teachers actually perceived it as
happening very little. (Possible reasons for this incongruence will be addressed in Chapter
5.) Twelve principals (9.2%) agreed with the teachers that very little feedback was being
provided to the teachers in the areas presented in the Iowa Teaching Standards. A third of the
principals, 43 (33.1%) stated they were currently providing teachers with some feedback, 46
principals (35.4%) were providing quite a bit of feedback, and 29 (22.3%) were providing a
great deal. The mean score was 2.71 (SD=.9l9).
Modeling. A review of the literature in Chapter 2 revealed that an effective way to
assist teachers in evidencing their skills and knowledge was by modeling (Henderson, 2001).
Because of the relatively new legislation, there was no research on whether or not modeling
was valuable when linked to the ITS. This question was included to examine whether or not
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it is currently occurring. Most teachers indicated their administrators were doing some
modeling of appropriate ways to evidence the Iowa Teaching Standards (mode=2).
According to the results obtained from this survey, 74 teachers (36.5%) perceived that their
principals were providing little or no modeling of appropriate ways to evidence the ITS.
About that same number, 78 (38.4%) indicated some modeling was taking place at the
current time, and 30 teachers (14.8%) indicated that their building administrators were doing
quite a bit of modeling. A small percentage of teachers, 21 (10.3%) perceived their
administrators as doing a great deal of this. A mean score of 1.99 (SD=.965) was obtained.
Principals’ perceptions were somewhat similar in this area, with most principals
indicating they were modeling quite a bit (mode=3). Only six principals (4.5%) indicated
very little modeling occurring in their building, 51 (38.6%) indicated they were participating
in some modeling for teachers, 53 (40.2%) indicated quite a bit of modeling and 22
principals (16.7%) indicated they were doing this a great deal. Principals’ perceptions
resulted in a mean score of 2.69 (SD=. 802).
Summary for Research Question Three
Which strategies do administrators utilize during the evaluation process to encourage
teachers to be self-reflective concerning their progress toward the Iowa Teaching Standards,
as perceived by middle school teachers and principals? This question was specifically linked
to the Iowa Teaching Standards and the legislation that requires it to be implemented by the
2005-2006 school year. It was designed to gather data as to what extent principals are
employing strategies to encourage teachers to use self-reflection concerning their progress
toward the Iowa Teaching Standards.
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Index Scores
As in the other two sections of the survey, index scores were again calculated. The
number obtained from the teacher and principal results was used to gain a general
understanding of research question three based on results from the data in these surveys.
There were six questions in this portion of the survey, all focused around the strategies that
principals can use to help teachers evidence their progress toward the ITS. Because there
were only six questions, the index scores ranged from a minimum of six to a maximum of 24.
A low index score of six meant that principals were applying very few of the strategies; a
high score of 24 meant that principals were applying these procedures a great deal.
From the 200 middle school teacher surveys that were usable for this section, the
average index score was 11.840 (SD=4.872). Interestingly, 35 teachers’ responses were in
the very little category for each question, making the mode equal to six, the minimum score
possible in this section. When converted to a four-point scale, this mean produces an index
score of 1.973, which was on the lower end of the spectrum of scores.
Responses from 130 middle school principals earned an average score of 16.277
{SD-3.910), which was slightly above the results from the teachers’ responses. The majority
of principals responded with answers that totaled 12 points. This index mean converts to
2.713 on the original scale of one to four.
The combined scores from middle school principals and teachers totaled 330. The
combined mean score was 13.588 (SD=5.006), with a mode of six. This index mean results
in a 2.265 on the four-point scale, indicating that teachers and principals together feel that the
strategies being investigated in part three of the study were being implemented on a limited
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basis, somewhat. The index of 2.265 is only slightly above the rating of some
implementation, which is equal to a rating of two. Principals are utilizing some of these
strategies, but the implementation level remains low.
Differences in Perceptions of Teachers and Principals
The analysis of variance (ANOVA) was used in this section to compare results of
teachers and principals to check for statistically significant differences. As in prior sections
of this study, the ANOVA test revealed significant differences between the perceptions of
teachers and principals concerning the strategies being used by principals to assist teachers in
reflecting on the ITS. See Table 6. Principals felt they were utilizing more strategies to
assist the teachers in becoming self-reflective toward the ITS than what the teachers
perceived. As revealed in the mean index scores of teachers and principals, the actual
difference of 0.7 on a four-point scale indicates a fairly large discrepancy in perceptions.

Table 6
Statistically Significant Differences Comparing Perceptions o f Principals and Teachers
Concerning the Strategies that Principals Employ to Encourage Self-Reflection Toward the
Iowa Teaching Standards (N=330)

Sum o f
Squares

df

Mean Square

F

Sig.

Between Groups

1551.041

1

1551.041

75.989

.000

Within Groups

6694.911

328

20.411

Total

8245.952
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Research Question Four
What recommendations can be made to Iowa administrators concerning how to foster
self-reflective practice with regard to the Iowa Teaching Standards? In order to examine this
research question, principals and teachers were asked to rank order six strategies that
principals could employ with teachers to assist them in being more self-reflective toward the
Iowa Teaching Standards. Six choices were listed to be included in the rankings. Teachers
also had the opportunity to add additional ideas in an open response format. From the
resulting data, recommendations could be made based on the teacher data, principal data, and
the combined data.
The six strategies that were listed in this portion of the survey resulted from the
research on self-reflection (Acheson & Gall, 1980; Duke & Stiggins, 1986; Henderson, 2001;
Joyce & Showers, 1982; Showers & Joyce, 1996; Van Houten, 1998; Wragg et al., 1996).
Each of these strategies was highlighted in the literature as being beneficial to increasing
self-reflection. The administrative strategy options presented in this portion of the survey
were (a) Keeps specific records and data to evidence teacher progress, (b) Meets with
teachers to discuss areas that might become a focus for goal setting, (c) Provides
opportunities for teachers to engage in peer collaboration, (d) Provides specific feedback
following observations, (e) Asks questions to prompt teachers to think about their teaching,
and (f) Models appropriate ways to evidence the Iowa Teaching Standards. Teachers and
principals were to choose the strategy they felt was the most helpful in encouraging teacher
self-reflection, the strategy that was the second most helpful, and so on.
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Results were analyzed in three ways. First, teacher recommendations were presented,
followed by principal recommendations, followed by results from combined data. On both
the principal and teacher surveys, some respondents failed to rank order their answers, which
made their data unusable. Concerning teacher surveys, 192 teachers responded to this
section completely and appropriately, and 132 principals followed the specified instructions
for completing this portion. When combined, the total number of surveys was 324.
Recommendations From Teachers
When analyzing the data from teacher responses, the mean scores were compared and
ranked. Teacher perceptions revealed the most helpful strategy principals could employ to
assist them in becoming more self-reflective was to provide them with specific feedback
following observations, with the mean being the lowest of the six questions, 3.01
(50=1.399). The mean scores of the next two recommendations were quite close in value.
Teachers ranked assist in goal setting as second (mean=3.23, 50=1.562), and provide peer
collaboration opportunities third, (mean=3.28, 50=1.820).
The strategy that was ranked by the teachers as the next most helpful strategy was for
principals to model appropriate ways to evidence the Iowa Teaching Standards with the
mean being 3.69 (50=1.894). Close behind, was the recommendation by teachers for
principals to ask probing questions that prompt them to think about their teaching, with a
mean score of 3.79 (50=1.501).
The strategy that was ranked by teachers as least helpful in promoting the practice of
self-reflection was for principals to keep specific records to evidence progress being made.
This item had the highest mean of 3.99 (50=1.828). Table 7 summarizes the frequency data
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for the responses from the teacher perceptions, and Table 8 presents the teacher rankings
based on mean and mode.

Table 7
Frequency Data Concerning Administrative Strategies that Encourage Self-Reflection in
Teachers As Perceived By Teachers (N-192)

Most helpful

^

Least helpful

Keep Specific Records

l
27

2
25

3
24

4
22

5
35

6
59

Assist in Goal Setting

34

32

46

30

33

16

Provide Peer Collab. Opportunities 49

30

21

32

30

30

Provide Specific Feedback

30

45

50

34

23

9

Ask Probing Questions

15

29

32

51

34

30

Model Appropriate Ways

37

31

19

21

36

48
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Table 8
Recommended Administrative Strategies that Encourage Self-Reflection in Teachers As
Perceived By Teachers (N =192)

Teacher
Ranking
By Mean

Teacher
Mean

SD

Keep Specific Records

3.99

1.828

6

6

Assist in Goal Setting

3.23

1.562

2

3

Provide Peer Collaboration Opportunities

3.28

1.820

3

1

Provide Specific Feedback

3.01

1.399

1

3

Ask Probing Questions

3.79

1.501

5

4

Model Appropriate Ways

3.69

1.894

4

5

Mode

Recommendations From Principals
Again, mean scores were compared in order to examine the results from the principal
responses. Principals ranked assist teachers in goal setting as the strategy they deemed the
most helpful in encouraging self-reflection, with the lowest mean score of 3.09 (5T>=1.536).
Results from principal responses revealed a very small difference between the next three
recommendations. Second was ask probing questions with a mean of 3.19 (SD= 1.597), third
was provide specific feedback, with a mean of 3.20 (,SZ>=1.407), and ranked fourth was
provide peer collaboration opportunities, with a mean of 3.21 (SD 1.774).
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Like the teachers, principals ranked keep specific records to evidence progress being
made toward the end of their recommended strategies, with a mean score of 3.96 ($D=1.775).
Finally, the least recommended strategy, as perceived by the principals, was to model
appropriate ways to evidence the Iowa Teaching Standards, with a mean score of 4.34
(SZ>=1.755). Table 9 summarizes the frequency data based on principals’ perceptions, and
Table 10 presents the teacher rankings based on mean and mode.

Table 9
Frequency Data Concerning Administrative Strategies that Encourage Self-Reflection in
Teachers As Perceived By Principals (N=132)

-- ,
►

Most helpful

Least helpful

Keep Specific Records

1
20

2
11

3
20

4
20

5
25

6
36

Assist in Goal Setting

27

22

32

23

19

9

Provide Peer Collab. Opportunities

31

26

17

18

22

18

Provide Specific Feedback

18

31

20

35

25

3

Ask Probing Questions

23

28

28

21

18

14

Model Appropriate Ways

13

14

15

15

23

52
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Table 10
Recommended Administrative Strategies that Encourage Self-Reflection in Teachers As
Perceived By Principals (N =132)

Principal
Principal
SD

Ranking
By Mean

Mode

Keep Specific Records

3.96

1.775

5

6

Assist in Goal Setting

3.09

1.536

1

3

Provide Peer Collaboration Opportunities

3.21

1.774

4

1

Provide Specific Feedback

3.20

1.407

3

4

Ask Probing Questions

3.19

1.597

2

2

Model Appropriate Ways

4.34

1.755

6

6

Summary Comments
Respondents were offered the opportunity to provide written comments on the survey
about additional ideas they had concerning what principals can do to assist
teachers in being reflective toward the Iowa Teaching Standards. Among the teachers, 28
(13.6%) provided comments, while 178 (86.4%) did not. Appendix E contains a listing of
the teacher suggestions and comments. From the principal surveys, 18 (13.5%) offered
suggestions and/or comments, while 115 (86.5%) did not. Appendix F contains a listing of
these comments.
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Summary for Research Question Four
For purposes of examining this question, it was relevant to look at the combined
results for this portion of the survey. Table 11 presents this data. When added together, the
number of responses was 324. Principals and teachers combined recommended that
administrators provide specific feedback to teachers following observations, with a mean of
3.09 (5D=1.404), as the strategy that would be the most helpful in fostering an atmosphere of
self-reflection. The results of combined data indicated the next two recommendations as
assisting teachers in goal setting (mean=3.17, 5D=1.551), and provide peer collaborative
opportunities, with a mean score of 3.25 (50=1.799).
Asking probing questions was ranked fourth, with a mean score of 3.54 (50=1.567),
and close behind was the recommendation for principals to model appropriate ways to
evidence the Iowa Teaching Standards with a mean of 3.95 (50=1.864.) The least
recommended strategy as perceived by teachers and administrators in this survey was to keep
specific records, with a mean of 3.98 (50=1.804).
Further analysis was done by looking at the frequency data and other measures of
central tendency, specifically the mode. Contrary to the results shown through analysis of
the mean, the mode revealed a different conclusion. When looking a raw data, each group,
the teachers, the principals, and the combined group gave provide peer collaborative
opportunities very high recommendations. More teachers and principals marked this
particular strategy as the number one recommendation more than any other strategies in this
portion of the survey. See Table 12. At the other end of the spectrum, teachers and principals
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marked keeping specific records and modeling appropriate ways to evidence the Iowa
Teaching Standards as the least recommended strategy more than any other choice.

Table 11
Frequency Data Concerning Administrative Strategies that Encourage Self-Reflection in
Teachers As Perceived By Principals and Teachers (N=324)
------- ►

Most helpful

Least helpful

Keep Specific Records

1
47

2
36

3
44

4
42

5
60

6
95

Assist in Goal Setting

61

54

78

53

52

25

Provide Peer Collab. Opportunities

80

56

38

50

52

48

Provide Specific Feedback

48

76

70

69

48

12

Ask Probing Questions

38

57

60

72

52

44

Model Appropriate Ways

50

45

34

36

59

100
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Table 12
Recommended Administrative Strategies that Encourage Self-Reflection in Teachers As
Perceived By Principals and Teachers (N=324)

Combined
Ranking
By Mean

Combined
Mean

SD

Keep Specific Records

3.98

1.804

6

6

Assist in Goal Setting

3.17

1.551

2

3

Provide Peer Collaboration Opportunities

3.25

1.799

3

1

Provide Specific Feedback

3.09

1.404

1

2

Ask Probing Questions

3.54

1.567

4

4

Model Appropriate Ways

3.95

1.864

5

6

Mode

Although all the strategies listed in this analysis were thought by some teachers to be
helpful, the majority of educators found certain ones to be more advantageous than others in
promoting self-reflective practice.
Analysis of Demographic Differences
Even though this study did not include a research question concerning the impact of
demographic differences on teacher self-reflection, an analysis of this information is helpful
in understanding the results. Analyses were done to examine the perceptions of the teachers,
followed by the perceptions of the principals. Finally, a combined group analysis was done
to study differences in the responses of various groups of respondents, based on demographic
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differences. Responses from 201 teachers were usable for this portion of the study, as were
responses from 129 principals. The combined analysis is based on the total teachers and
principals, n=330. Variations based on gender, age, highest degree earned, years of
experience, and size of district were utilized in this portion of the study. For teachers only,
an analysis of the differences between teachers with and without National Board Certification
was included.
Differences in Perceptions of Teacher Subgroups
Using ANOVA, the mean scores from the perceptions of the various teacher
subgroups were analyzed to check for discrepancies that might appear based on gender, age,
education, experience, district size, and National Board Certification. All three sections of
the survey were analyzed.
Part one of the survey gathered perception data from teachers concerning the selfreflective characteristics that they possess. Based on the 201 teacher perceptions, only one
subgroup, gender, yielded a significant difference. See Table 13. The men teachers scored a
mean score of 26.757 (5D=4.095), while the women respondents scored significantly higher,
with a mean of 29.512 (SD=3.531). Through the analysis of various (ANOVA), differences
in data from other subgroups were determined to be not significant.
Part two of this study looked at the strategies that principals use during evaluation to
assist teachers in becoming self-reflective in their practice. Based on the teachers’
perceptions, differences in subgroup data were examined. Again, only one subgroup analysis
revealed significant differences in respondents; however, it was a different demographic
characteristic than the one that yielded differences in part one of the survey. Through the
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ANOVA calculations, the perceptions of teachers when classified by the amount of education
earned produced differences in the means. This analysis may have been somewhat distorted
by the fact that few teachers had advanced degrees, like specialist (n=9) and doctorate (n=l).
Table 14 presents a clearer picture of the breakdowns in this area.
Part three of the survey investigated the perceptions of teachers concerning the
strategies that principals employ to encourage self-reflection toward the Iowa Teaching
Standards. Again, the analysis of variance revealed only one significant difference in
subgroups. The amount of education (highest degree earned) generated a £ score of .046,
which was significant at the p=.05 level. Teachers with masters’ degrees had lower mean
scores for this portion of the survey than did other groups in this demographic category. No
other subgroups produced significant differences within the demographic comparisons. See
Table 15.
Differences in Perceptions of Principal Subgroups
Again using ANOVA, the mean scores from the perceptions of principals (N=133)
were used to look for differences in the various subgroups. Part one investigated the
characteristics of self-reflection possessed by teachers. Nine questions were used to analyze
the perceptions of principals as to the extent to which teachers demonstrated the
characteristics of self-reflective practitioners. The demographic analysis revealed significant
differences only when comparing age groups. Older principals (50-59) tended to rate
teachers higher (mean=28.667, SD=4.257) in this category than the younger principals did.
See Table 16.
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Table 13
Statistically Significant Demographic Differences in Perceptions o f Teachers Concerning
Self-Reflective Characteristics Possessed By Teachers (N =201)

Mean

SD

F

P

Gender Differences
Men
Women

26.757
29.512

4.095
3.531

24.796

.000

Aee Differences
20-29
30-39
40-49
50-59
60+

28.125
29.051
28.646
28.265
30.333

4.215
3.211
4.174
4.176
2.582

.639

Not Significant

Differences in Amount of Education
BA/BS
28.094
MA
28.863
Specialist
30.222
Doctorate
28.000

4.220
3.709
3.232
N/A

1.172

Not Significant

Differences in Experience
1-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26+ years

28.290
29.270
28.615
28.083
29.231
28.279

4.018
3.232
3.201
4.032
3.973
4.431

.479

Not Significant

Size of District Differences
<1000
1000-2500
>2500

28.667
28.309
28.802

3.729
4.151
3.623

.322

Not Significant

National Board Certification
Certified
Not Certified

27.727
28.732

5.110
3.799

.681

Not Significant

Note.

Significance tested at the p = .05 level.
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Table 14
Statistically Significant Demographic Differences in Perceptions o f Teachers Concerning
Strategies that Principals Employ During the Evaluation Process to A ssist Teachers in
Becoming Self-Reflective (N =201)

Mean

SD

F

p

Gender Differences
Men
Women

22.826
23.872

6.456
7.216

1.005

Not Significant

Age Differences
20-29
30-39
40-49
50-59
60+

24.783
23.658
24.267
22.951
20.500

5.640
6.313
7.575
7.188
7.817

.737

Not Significant

Differences in Amount of Education
24.473
BA/BS
22.484
MA
25.556
Specialist
11.000
Doctorate

6.734
6.847
8.428
N/A

2.660

.050

Differences in Experience
I-5 years
6-10 years
II-15 years
16-20 years
21-25 years
26+ years

24.828
24.040
23.615
22.833
23.400
22.939

6.222
6.516
6.917
7.423
8.005
7.001

.367

Not Significant

6.553
5.997
7.695

1.748

Not Significant

1000-2500
>2500

22.500
24.815
23.106

National Board Certification
Certified
Not Certified

22.333
23.880

7.371
6.861

.800

Not Significant

Size of District Differences
<1000

Note.

Significance tested at the p = .05 level.
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Table 15
Statistically Significant Demographic Differences in Perceptions o f Teachers Concerning
Strategies that Principals Employ to Encourage Self-Reflection Toward the Iowa Teaching
Standards (N =201)

Mean

SD

F

p

Gender Differences
Men
Women

11.563
11.992

4.780
4.933

.354

Not Significant

Age Differences
20-29
30-39
40-49
50-59
60+

12.826
11.702
13.085
11.047
10.500

4.438
4.770
5.536
4.585
4.722

1.702

Not Significant

Differences in Amount of Education
BA/BS
12.617
MA
10.979
Specialist
13.556
Doctorate
6.000

5.042
4.572
4.799
N/A

2.716

.046

Differences in Experience
I-5 years
6-10 years
II-15 years
16-20 years
21-25 years
26+ years

13.233
11.040
10.885
13.080
12.154
11.309

5.386
4.208
4.223
5.131
5.626
4.617

1.344

Not Significant

Size of District Differences
<1000
1000-2500
>2500

11.689
12.235
11.741

4.690
4.257
5.412

.248

Not Significant

National Board Certification
Certified
Not Certified

11.591
11.958

3.850
5.040

.054

Not Significant

Note.

Significance tested at the p = .05 level.
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Table 16
Statistically Significant Demographic Differences in Perceptions o f Principals Concerning
Self-Reflective Characteristics Possessed By Teachers (N -133)

Mean

SD

F

P

Gender Differences
Men
Women

26.525
28.212

4.353
4.729

2.420

Not Significant

Age Differences
20-29
30-39
40-49
50-59
60+

24.000
25.033
26.000
28.667
28.000

N/A
3.615
4.706
4.257
N/A

4.574

.002

Differences in Amount of Education
BA/BS
26.000
MA
26.573
28.552
Specialist
Doctorate
26.167

N/A
4.601
4.314
2.927

1.149

Not Significant

Differences in Experience
1-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26+ years

26.067
26.500
28.600
27.941
27.091
30.500

4.036
4.925
4.405
4.723
4.460
2.881

1.562

Not Significant

Size of District Differences
<1000
1000-2500
>2500

26.346
27.217
27.750

4.527
4.189
4.779

1.083

Not Significant

Note.

Significance tested at the p = .05 level.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

118
Part two of the study asked principals to rate themselves on the extent to which they
implement strategies during the evaluation process to assist teachers in self-reflecting. Based
on the principal responses, the only demographic subset that yielded a statistically significant
difference was gender. Men scored a mean of 27.586 (5D=4.914), while women respondents
scored a mean of 30.424 (SD=4.176), which indicates that women principals felt they
implemented more strategies to encourage self-reflection in teachers than did the men
principals. No other subgroup demographic differences were revealed through ANOVA
tests. See Table 17.
Part three gathered perceptions concerning the strategies that principals used to assist
teachers in reflecting toward the Iowa Teaching Standards. Differences were revealed based
on gender and size of district. Women (mean=18.727, SD=5.795), indicated they used more
strategies to assist teachers in reflecting toward the ITS than did the men (mean=15.889,
SD=5.795). Concerning size of district, principals from larger districts perceived greater use
of strategies to assist teachers in reflecting on the ITS. Refer to Table 18.
Differences in Perceptions of Combined Subgroups
To gain a full perspective of differences in perceptions of subgroups, the combined
data from principals and teachers was analyzed (N=330). Part one was based on nine
questions which asked teachers and principals to rate the extent to which teachers possessed
characteristics indicative of self-reflective practitioners. Gender subgroups were
significantly discrepant. See Table 19. Men educators in this study had a lower mean score
(mean=26.581, SD=4.233) than did women educators (mean=29.196, SD=3.771). No other
subgroups yielded significant differences at the p=.05 level.
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Table 17
Statistically Significant Demographic Differences in Perceptions o f Principals Concerning
Strategies that Principals Employ During the Evaluation Process to A ssist Teachers in
Becoming Self-Reflective (N=133)

Mean

SD

F

P

Gender Differences
Men
Women

27.586
30.424

4.914
4.176

5.424

.005

Age Differences
20-29
30-39
40-49
50-59
60+

30.000
28.267
27.146
29.117
32.000

N/A
4.835
5.360
4.566
N/A

1.161

Not Significant

Differences in Amount of Education
BA/BS
31.000
MA
28.167
Specialist
29.103
Doctorate
27.667

N/A
5.021
4.843
3.882

.417

Not Significant

Differences in Experience
1-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26+ years

28.600
28.368
28.467
27.941
28.091
29.333

4.594
5.232
5.194
4.879
5.224
3.882

.823

Not Significant

Size of District Differences
<1000
1000-2500
>2500

27.600
28.196
29.844

5.432
4.549
4.175

2.194

Not Significant

Note.

Significance tested at the p = .05 level.
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Table 18
Statistically Significant Demographic Differences in Perceptions o f Principals Concerning
Strategies that Principals Employ to Encourage Self-Reflection Toward the Iowa Teaching
Standards (N =133)

Mean

SD

F

P

Gender Differences
Men
Women

15.889
18.727

3.728
5.795

5.329

.006

Age Differences
20-29
30-39
40-49
50-59
60+

18.000
15.333
16.146
17.517
16.000

N/A
4.003
5.013
4.233
N/A

1.384

Not Significant

Differences in Amount of Education
BA/BS
16.000
MA
16.354
17.552
Specialist
Doctorate
16.500

N/A
4.668
3.878
4.461

.561

Not Significant

Differences in Experience
1-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26+ years

16.400
16.395
17.133
17.765
15.727
17.500

5.458
3.606
4.357
3.562
4.315
4.183

.843

Not Significant

Size of District Differences
<1000
1000-2500
>2500

15.491
16.044
19.281

4.059
3.508
5.329

8.724

.000

Note.

Significance tested at the p = .05 level.
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Table 19
Statistically Significant Demographic Differences in Perceptions o f Teachers and Principals
Concerning Self-Reflective Characteristics Possessed By Teachers (N =330)

Mean

SD

F

p

Gender Differences
Men
Women

26.581
29.196

4.233
3.771

35.064

.000

Age Differences
20-29
30-39
40-49
50-59
60+

27.960
27.309
27.427
28.333
30.000

4.208
3.948
4.597
4.133
2.517

1.426

Not Significant

Differences in Amount of Education
BA/BS
28.072
MA
27.633
28.947
Specialist
Doctorate
26.429

4.204
4.276
4.106
2.760

1.372

Not Significant

Differences in Experience
1-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26+ years

26.824
27.540
28.610
28.024
28.595
28.460

4.001
4.486
3.632
4.275
4.180
4.355

1.778

Not Significant

Size of District Differences
<1000
1000-2500
>2500

27.394
27.823
28.436

4.370
4.173
3.894

1.740

Not Significant

Note.

Significance tested at the p = .05 level.
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Part two of the study asked principals and teachers to rate principals on the extent to
which they implement strategies during evaluation to assist teachers in becoming more selfreflective. Based on the combined surveys from 330 educators included in this study,
differences in the years of experience spawned discrepancies in the means. Table 20 presents
this data. In general, those with fewer years of experience deemed principals as playing a
larger role in creating self-reflective teachers than did the respondents with more years of
experience. In other words, beginning teachers and principals were more optimistic about
the role that principals are playing in the evaluation process.
Finally, in part three of the survey, teachers and principals were asked their
perceptions about the extent to which principals are promoting self-reflection toward the
Iowa Teaching Standards. In this category, there were two subgroups that yielded significant
differences in mean data. These statistically significant demographic differences are
presented in Table 21. Differences in the amount of education and the years of experiences
both indicated discrepancies.
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Table 20
Statistically Significant Demographic Differences in Perceptions o f Teachers and Principals
Concerning Strategies that Principals Employ During the Evaluation Process to A ssist
Teachers in Becoming Self-Reflective (N=330)

Mean

SD

F

P

Gender Differences
Men
Women

25.512
25.146

5.990
7.123

.250

Not Significant

Age Differences
20-29
30-39
40-49
50-59
60+

25.000
25.477
25.506
25.514
22.143

5.618
5.904
6.656
6.892
8.355

.469

Not Significant

Differences in Amount of Education
BA/BS
24.544
MA
25.246
Specialist
28.027
25.286
Doctorate

6.731
6.535
5.852
7.228

2.554

Not Significant

Differences in Experience
1-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26+ years

26.945
26.484
25.390
24.951
24.571
23.479

5.395
6.013
6.704
6.906
7.461
7.014

2.573

mi

Size of District Differences
<1000
1000-2500
>2500

25.021
26.216
24.949

6.168
5.674
7.526

1.300

Not Significant

Note.

Significance tested at the p = .05 level.
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Table 21
Statistically Significant Demographic Differences in Perceptions o f Teachers and Principals
Concerning Strategies that Principals Employ to Encourage Self-Reflection Toward the Iowa
Teaching Standards (N=330)

Mean

SD

F

P

Gender Differences
Men
Women

14.024
13.113

4.652
5.341

2.730

Not Significant

Age Differences
20-29
30-39
40-49
50-59
60+

13.041
13.309
14.140
13.611
11.286

4.467
4.773
4.866
5.307
4.786

.752

Not Significant

Differences in Amount of Education
12.653
BA/BS
13.402
MA
16.605
Specialist
15.000
Doctorate

5.027
4.899
4.396
5.686

6.247

.000

Differences in Experience
1-5 years
6-10 years
11-15 years
16-20 years
21-25 years
26+ years

14.500
14.270
13.171
14.976
13.216
11.811

4.636
4.646
5.205
5.077
5.468
4.864

3.442

.005

Size of District Differences
<1000
1000-2500
>2500

13.677
13.771
13.461

4.640
4.378
5.810

.116

Not Significant

Note.

Significance tested at the p = .05 level.
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CHAPTER 5
SUMMARY, DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS
With the recent Teacher Quality legislation from the Iowa Department of
Education, the process schools use to evaluate teachers is undergoing a metamorphosis.
No longer is it acceptable for principals to evaluate teachers based on a one-time glimpse
of the teachers’ performance; rather, teachers must be a contributing force in identifying
the current status of performance and setting goals for progress. This new legislation
calls for instructional improvement to be at the heart of the evaluation process.
The Iowa Teaching Standards are an integral component of the new evaluation
process. These standards attempt to identify the elements of effective teaching. The
eight Iowa Teaching standards are:
1. Demonstrates the ability to enhance academic performance and support for
and implementation of the school district’s student achievement goals.
2. Demonstrates competence in content knowledge appropriate to the teaching
position.
3. Demonstrates competence in planning and preparing for instruction.
4. Uses strategies to deliver instruction that meets the multiple learning needs of
students.
5. Uses a variety of methods to monitor student learning.
6. Demonstrates competence in classroom management.
7. Engages in professional growth.
8. Fulfills professional responsibilities established by the school district.
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Self-reflective practice plays a large role in teachers’ demonstration of proficiency
in these areas. Teachers have the responsibility of providing “proof’ of their competence
in all eight of these areas. Because self-reflection has not been a common component of
evaluation, Iowa’s educators find themselves in new territory.
The purpose of this study was to investigate the link between the evaluation
process and teacher self-reflection. It examined the strategies that administrators are
currently using during the evaluation process and the extent to which those strategies are
assisting teachers in becoming more self-reflective. Another purpose of this study was to
specifically investigate the extent to which principals were assisting teachers in reflecting
on their proficiency of the standards set forth in the Iowa Teaching Standards legislation.
A secondary purpose was to examine the extent to which teachers were currently using
self-reflection to explore their instructional effectiveness. Furthermore, this research
study asked teachers and principals to identify the strategies they deemed most beneficial
in promoting the self-reflection process.
The study utilized a random sample of 450 educators, of which 300 were teachers
and 150 were principals. All of the educators identified in this study were asked to
complete the survey instrument that was specifically developed for this study. Although
the teachers and principals completed two different surveys, the questions were parallel
in structure and content and were based on their perceptions of the concepts. The total
response rate was 75.8%, with 208 (69.3%) teachers and 133 (88.7%) principals
responding to the request for information.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

127
The survey was developed in three sections, with section one dealing with current
levels of self-reflection, section two looking at administrative strategies currently being
used during evaluation, and section three probing into current implementation of the Iowa
Teaching Standards and educators’ perceptions of the strategies most beneficial during
the evaluation process. Respondents were asked to read each statement and respond to
indicate the level to which the question described their own professional practice.
Response options for sections one, two, and three were (1) Very Little, (2) Some, (3)
Quite a Bit, and (4) A Great Deal. The survey also included a section in which the
respondents rank-ordered strategies from most to least beneficial.
The survey was analyzed for the purpose of examining the research questions in
this study. The data analysis included frequency data, measures of central tendency
(mean and mode), and variance data (standard deviation and ANOVA). Statistical tests
of comparison were done at the .05 level of significance.
Research Questions
1. To what extent is self-reflection being utilized by middle level teachers, as
perceived by middle school teachers and principals in Iowa?
2. To what extent is the evaluation process that is used by middle level
administrators playing a role in creating self-reflective practitioners, as perceived by
middle school teachers and principals in Iowa?
3. Which strategies do administrators utilize during the evaluation process to
encourage teachers to be self-reflective concerning their progress toward the Iowa
Teaching Standards, as perceived by middle school teachers and principals?
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4.

What recommendations can be made to Iowa administrators concerning how

to foster self-reflective practice with regard to the Iowa Teaching Standards, as perceived
by middle school teachers and principals in Iowa?
Summary for Research Question One
The first question sought to examine the extent to which middle school teachers in
Iowa were utilizing self-reflection strategies, as perceived by middle school teachers and
principals in Iowa. A study of the mean scores of teacher responses showed that teachers
believe they are utilizing self-reflection quite a bit, with mean scores ranging from 2.95 to
3.63 on the individual questions in this section. In slight contrast, principals perceive that
teachers are utilizing self-reflection on a slightly smaller scale, but still quite a bit, with
mean scores of individual questions in this portion of the survey ranging from 2.66 to
3.74. Table 22 displays the mean scores from teachers and principals on this part of the
survey.
Scores from the nine questions in this section were totaled and averaged for the
teacher group, the principal group, and the combined group. By averaging the total
scores for responses in this section, an index score was computed. This number was used
to provide a general analysis of perceptions as to the amount of self-reflection that is
being utilized by teachers. The teacher index score was 3.17 and the principal index
score was slightly lower at 2.98. The combined responses from 332 teacher and principal
surveys resulted in an index score of 3.1.
It should be noted, however, that an analysis of variance (ANOVA) showed the
differences in the mean index scores to be statistically significant at the p< .05 level
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concerning the perceptions of teachers and principals. Teacher perceptions were slightly
higher when compared to principal responses, meaning teachers perceived themselves as
utilizing self-reflection to a higher level than what principals perceived. Despite this
difference in means, both groups’ index scores ranked close to the “quite a bit” level on
the response choices, indicating that both perceive teachers to be utilizing self-reflection
quite a bit.

Table 22
Mean Scores o f Teachers and Principals Concerning the Characteristics o f Self Reflection Possessed By Teachers

Teacher Mean

Principal Mean

Awareness of Progress
on Formal Assessments

2.95

3.15

Awareness of Progress
on Informal Assessments

3.63

3.74

Modification of Lessons

3.28

2.83

Use of Data to Make Decisions

3.01

2.73

Willingness to Take Risks

3.21

2.80

Understanding How Students
Learn

3.27

2.79

Regular Reflection

3.18

2.68

Application of New Strategies

2.97

2.66

Collegial Relationship with
Administrator

3.04

3.43

Characteristic
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Summary for Research Question Two
The second question examined the extent to which the evaluation process used by
middle level administrators is playing a role in creating self-reflective practitioners, as
perceived by middle school teachers and principals in Iowa. Again, an investigation of
mean scores of the questions in the second part of the survey was utilized as a basis for
answering this question. Teachers perceived principals as utilizing some of the strategies
important in encouraging self-reflection. Principals perceived themselves as utilizing
more of those strategies than the teachers perceived. Based on the teacher perceptions,
mean scores for the nine questions in this portion of the survey ranged from 2.42 to 2.85.
Principal perceptions of their use of strategies to encourage self-reflection resulted in
higher mean scores ranging from 2.58 to 3.58 on the four-point scale. Table 23 shows
the mean scores for teachers and principals based on their perceptions of the
administrative strategies employed during evaluation.
Scores from the nine questions on administrative strategies were totaled and
averaged for the teacher group, the principal group, and the combined group to obtain an
index score for each grouping. This index score was used to provide a general analysis
concerning the extent to which educators perceived principals as utilizing strategies to
help teachers be self-reflective. The index score for teachers was 2.61, while the index
score based on principal perceptions was 3.13. By combining the teacher and principals
perceptions and calculating the index score based on a four-point scale, a mean index of
2.82 was achieved, meaning that quite a few strategies were being employed.
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Table 23
Mean Scores o f Teachers and Principals Concerning the Strategies Employed By
Principals During the Evaluation Process to A ssist Teachers in Being Reflective

Characteristic

Teacher Mean

Principal Mean

Using a Self-evaluation Tool

2.58

2.58

Setting Goals

2.42

3.10

Gathering Data

2.82

3.46

Providing Specific Feedback

2.65

3.11

Asking Probing Questions

2.47

3.17

Working Together to Evaluate

2.59

3.17

On-going Evaluation

2.85

3.58

Encouraging Peer Collaboration

2.49

2.89

Interactive Discussions

2.68

3.10

Again, an analysis of variance (ANOVA) was performed at the p<.05 level to
determine whether or not there were statistically significant differences in the perceptions
of teachers and principals in this area. Results showed that principals believed they
implemented a greater number of strategies during the evaluation process to help teachers
become self-reflective than what the teachers perceived.
In summary, while teachers believed administrators employed some strategies to
assist them in being self-reflective, principals believed they employed a great deal of
strategies during the evaluation process to help teachers self-reflect on their instructional
effectiveness.
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Summary for Research Question Three
Question three of this study took a look at the strategies that administrators utilize
during the evaluation process to encourage teachers to be self-reflective concerning their
progress toward the Iowa Teaching Standards, as perceived by middle school teachers
and principals. This portion of the study was Interesting in that is was specifically related
to the implementation of Section 284.3 of the Iowa Code concerning Iowa Teaching
Standards. This legislation is mandated to go into effect during the 2005-2006 school
year. Most school districts have already begun implementation, albeit to various degrees.
Six questions were included in this survey aimed at analyzing the strategies
employed by administrators to help teachers reflect on the Iowa Teaching Standards. A
study of the mean scores based on the teacher responses revealed that implementation
was occurring on a small level at the time of this study. Table 24 presents the mean
scores based on teacher and principal perceptions. Mean scores based on teacher
responses ranged from 1.87 to 2.07. Mean scores based on principal perceptions had
slight variation, ranging from 2.60 to 2.80. In this section of the study, principal
perceptions were higher when compared to the teacher perceptions of strategies being
employed to increase self-reflection toward the Iowa Teaching Standards.
In order to obtain a general analysis of question three, index scores were
calculated for this section as well. By averaging the total scores for the response in this
section, an index score of 1.97 was generated for teachers. Based on principal responses,
an index score of 2.71 was achieved. The combined index for teachers and principals
was 2.27, based on a four-point scale. Teachers viewed principals as employing few
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Table 24
Mean Scores o f Teachers and Principals Concerning the Strategies Em ployed By
Principals to Assist Teachers in Being Reflective Toward the Iowa Teaching Standards

Teacher Mean

Principal Mean

Assisting in Gathering Evidence of
Teacher Proficiency Toward the ITS

2.07

2.80

On-going Feedback Toward the ITS

2.00

2.74

Setting Goals on the ITS

1.97

2.77

Currently Collecting Data on ITS

1.87

2.60

Currently Providing Feedback on ITS

1.93

2.71

Currently Modeling Ways to
Evidence the ITS

1.99

2.69

Characteristic

strategies specifically linked toward the Iowa Teaching Standards (ITS), and principals
perceived themselves as using some strategies associated with the ITS.
An analysis of variance was used to analyze statistically significant differences in
perceptions of teachers and principals on this research question. Using ANOVA to
indicate differences at the p<.05 level, a difference was revealed in perceptions of
teachers and principals. Principals felt they utilized more strategies directed at increasing
self-reflection toward the Iowa Teaching Standards than what the teachers perceived
them as using.
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Summary for Research Question Four
Question four asked for recommendations from Iowa middle school teachers and
principals concerning how to best foster self-reflective practice with regard to the Iowa
Teaching Standards, as perceived by middle school teachers and principals in Iowa.
Six strategies were listed, and teachers and principals were asked to rank order them with
one being the strategy that would be most helpful and six being the strategy they
perceived as least helpful. Mean and mode scores were compared in order to summarize
the respondents’ perceptions. This data can be found in Table 12 in Chapter 4.
Teachers felt the strategy that would most help them become reflective toward the
Iowa Teaching Standards was for principals to provide specific feedback concerning their
proficiency toward the Iowa Teaching Standards (mean = 3.01), followed by assisting in
goal setting (mean = 3.23). The strategy teachers cited as least helpful was for principals
to keep specific records on their progress. Interestingly, more teachers marked provide
peer collaboration opportunities as the most beneficial strategies that could be employed,
even though the rating based on mean scores ranked it third.
Principals viewed assisting in goal setting as the most valuable strategies they
could employ to help teachers become self-reflective toward the ITS (mean = 3.09),
followed by asking probing questions. The least recommended strategy for increasing
self-reflection was modeling appropriate ways to evidence the ITS (mean = 3.19). Table
10 in Chapter 4 shows a detailed review of the analysis based on principal perceptions.
Even though the mean rankings showed it as lower on the list of recommendations, more
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principals ranked provide peer collaboration opportunities as the most beneficial strategy
to increasing self-reflection toward the ITS than any other strategy.
Discussion
The Quality School legislation is mandated to take effect during the 2005-2006
school year. So why have Iowa Schools embraced the legislation prior to the date of
required use? Iowa has a long-standing history of valuing quality education and high
student achievement. The public holds high expectations for the teachers to deliver
excellence, and for the students to realize their potential. The Iowa Teaching Standards
have been widely accepted by districts in Iowa as defining the characteristics of quality
teaching, and few have argued their validity and/or usefulness in enhancing education for
our children. Teachers want to be effective in the classroom and they fully realize parent
and community expectations.
The concept of improved instruction has been at the heart of the Quality Teacher
legislation, specifically the Iowa Professional Development Model. This model calls for
a systematic approach to professional development, of which each component requires
analysis and reflection on practice. Teachers have accepted the belief that reflection is a
fundamental element of improvement.
Research asserting that teachers leam by doing, reading, and reflecting (DarlingHammond, 1997) has sparked teachers’ professionalism and created interest in self
reflection. Parsons and Brown (2002) recognize that reflection is a critical component of
the change process. Without it, things remain the same. Dewey (1936) asserts that the
absence of self-reflection stunts the emotional growth process. Perhaps due in part to the
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large amount of research on self-reflection and the benefits of it in the change process,
teachers understand and accept its value in enhancing professional development. This
may explain the lack of resistance on the part of teachers in Iowa to accept the Iowa
Teaching Standards and the legislative model in which they are embedded. Teachers
desire to improve their professional practice and they realize that self-reflection is an
integral part of the improvement process.
Donald Schon’s (1987) work distinguishes between technical action (technical
application of a theory) and reflection in action (adjusting the application of a theory as
necessary to fit the circumstances). His theory suggests the use of reflection in, on, and
fo r action. Reflection in action is the spontaneous reflection at the time something is
happening. Reflection on action includes pausing after an action to reflect on the event
and the outcome. Reflection for action is a combination of both of these types of self
reflection. Reflection for action focuses on reflection to improve future outcomes.
The data from this survey suggest that teachers are indeed reflecting in and on
their actions. It also suggests that principals are assisting teachers in becoming more
effective at reflecting in and on their performance. The purpose of the Iowa Teaching
Standards legislation is to assist teachers in utilizing self-reflection to change or adjust
their actions to reflect best practice, in other words to reflect fo r action, as Schon (1987)
suggests in his research. This study examined the extent to which principals were
assisting teachers in reflecting for action to improve their instructional effectiveness. The
data suggest that principals are doing this to some extent, but not yet to the extent
anticipated by the Quality Teacher legislation.
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Haertel (1993) purports his theory concerning the value of reflection. His studies
found that educators do not always take reflection to a deep level of understanding.
While all reflection is valuable, deep reflection is the most beneficial and results in the
most change. The Iowa Teaching Standards are designed to results in consistent,
continuous, deep, self-directed reflection. The data in this study suggest that deep
reflection of this type is not yet occurring. Further research on the implementation of the
ITS may assist educators in measuring the extent to which educators reflect at the deep
level suggested by Haertel.
The data in this survey reveal that many teachers possess characteristics of selfreflective practitioners. However, it should be noted that when principals and teachers
were asked about the self-reflection levels of teachers, there were discrepancies. Teacher
perceptions were higher when compared to the perceptions of the principal respondents in
the survey, which poses a question concerning which perceptions are accurate.
In a study by Karriker (1999), the accuracy of perception data was studied,
specifically tendencies to inflate self-reported knowledge and skills. This study
examined Likert-type scales measuring one’s perceptions of being comfortable using a
strategy or skill versus knowledge of a particular skill or strategy. The study found that
participants are more likely to inflate answers which ask them to rate their
comfortableness using a strategy than questions that ask participants to rate their
knowledge basis of a strategy itself. Questions in this study which asked participants to
rate their level of use may have been subject to some inflation, such as that found in the
study by Karriker (1999).
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Additionally, because this portion of the study asked teachers about their use of
personal skills and characteristics, principals were required to speculate or offer opinions
about the skills that teachers possess. Teacher perceptions are first hand, and principal
perceptions are speculations based on observations. This could account for the
discrepancies in teacher versus principal responses.
Likewise, when investigating administrative strategies, administrator responses
were elevated as compared to the teachers. Again, administrators were responding based
on first hand-knowledge, while teachers were speculating about administrators’ use of
strategies. The inflation factor, if present in this study, could account for discrepancies.
Teachers and principals alike indicated that many strategies are being utilized to
assist teachers in being reflective; however, fewer strategies are being employed to assist
teachers in reflecting on the Iowa Teaching Standards. Because the legislation is not yet
mandated to be in effect until the 2005-2006 school year, the strategies have not yet been
linked fully to the ITS. It’s reasonable to assume that strategies presently utilized by
principals will be transferable to the ITS, especially once the mandate takes effect. The
fact that administrators are indeed utilizing strategies to help teachers be reflective will
most likely be helpful as they expand those strategies to the Iowa Teaching Standards.
When examining the subgroups characterized by demographic variables, several
statistically significant differences were identified. For example, perception data from
women teachers indicated more use of self-reflection strategies than did the men, in that
data from women respondents resulted in a mean score that was 0.3 higher than the mean
score of men respondents. A question arises as to the causation of this effect. Several
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researchers have investigated the impact of gender on reflective nature (Baxter, 1987;
Korcheck & Reese, 2002; Parker, 1999; Woodd, 1997). Their research produced varying
results when analyzing gender differences in metacognitive reflection. There appear to
be differences in the way men and women reflect, but little research exists on the amount
of reflection taking place by men versus women.
Differences in self-reflection based on ethnic subgroupings were purposely
omitted from Chapter 4. While the survey did ask respondents to indicate their ethnicity,
10 respondents failed to identify their ethnic background. Three of those respondents
wrote comments indicating they refused to answer because they perceived ethnicity as
irrelevant to the study. Of the 329 respondents who did indicate their ethnic origins, 97%
were Caucasian. While it is recognized that cultural difference might impact the nature
and style of reflection, the predominately Caucasian demographic data in this particular
study cannot address that possibility.
Another point of discussion resulted from teacher and principal perceptions of the
value of collaboration. Mean scores calculated for this particular strategy ranked its
benefit as less useful than other strategies on the list; however, mode data indicated a
different finding. Perception data from teachers resulted in a mean score of 3.287
(£0=1.820) and 3.21 {SD-1.115) based on principal perceptions. Research on the effects
and benefits of collaboration (Joyce & Showers, 1982; Schon, 1987; Showers & Joyce,
1996) have touted its use. An examination of data based on the mode of this particular
strategy indicates that many teachers and principals recognize its potential. Forty-nine
teachers and 31 principals ranked this particular strategy as their number one strategy,
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which is presented in Tables 8 and 10 in Chapter 4. A possible explanation may be that
principals and teachers who have experience with peer collaboration recognize its
potential and those who lack collaboration experiences do not. Based on teacher,
principal, and combined statistics, many educators believe that peer collaboration
opportunities have a strong potential.
Administrative training may impact a principal’s tendency to provide peer
collaboration opportunities to teachers. Each principal responsible for evaluating
teachers in the state of Iowa received ten days of training in how to promote and assess
teacher proficiency toward the Iowa Teaching Standards, including how to promote peer
collaboration and coaching. Although the literature review in Chapter 2 revealed lack of
training as one of the problems associated with current evaluation systems, the Iowa
Department of Education appears to have responded to this problem by providing
administrators with comprehensive training in the evaluation of the Iowa Teaching
Standards. Once the mandate takes full effect in the 2005-2006 school year, principals
may need to utilize peer collaboration opportunities to a fuller extent. This may, in turn,
lead to an increased perception of the benefits of peer collaboration and coaching, as
touted in the research on this topic.
A final observation can be made when reviewing the frequency data from the
results of the survey. While trends were certainly evident in many areas, there were a
number of respondents who varied from the norm. Results of this study revealed that
teachers are utilizing quite a few self-reflective strategies in their classrooms, yet some
teachers showed little use of self-reflective strategies in the classroom. Likewise, trend
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data from this survey showed that principals are indeed utilizing many strategies during
the evaluation process to assist teachers in becoming self-reflective, yet some principals
indicated little use of administrative strategies. Conversely, trends from this study
showed less use of strategies linked to reflection of the Iowa Teaching Standards, but
some principals indicated a great deal of use. Questions arise concerning circumstances
that lead to individuals who lie outside of the trends established by other participants in
this study. Individual personalities, relationships between teachers and administrators,
and/or personal experiences and interest levels of respondents could impact the
experiences of the participants and thus the responses of individual respondents.
Conclusions
The results of this study support the following conclusions:
1. Teacher self-reflection is believed to be occurring at a significant level. Based
on the mean index scores from teacher and principal responses, perceptions indicate that
teachers possess many of the characteristics of self-reflective practitioners. The mean
index score based on data from teacher surveys rated as a 3.171 on a four-point scale with
the following response options: (1) Very Little, (2) Some, (3) Quite a Bit, and (4) A Great
Deal. Based on this teacher index score, a conclusion can be drawn that teachers report
utilizing the self-reflective strategies quite a bit. Likewise, principal perceptions resulted
in a mean index score of 2.984, which was similar to the perception data of the teachers.
We can conclude that self-reflection is happening.
2. The Iowa Teaching Standards are being implemented on a small scale. While
73.5% of principal respondents said the Iowa Teaching Standards were currently being
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used as a basis for their districts’ evaluation systems, few are implementing the strategies
associated with helping teachers reflect toward those standards. Data from this survey
supports this conclusion. Mean index scores from teacher and principal responses
resulted in scores of 1.973 and 2.713, respectively. On the four-point scale defined in
this survey, these results indicated only some use of strategies designed to help teachers
reflect on the Iowa Teaching Standards. Even though the Teacher Quality mandates do
not go into effect until the 2005-2006 school year, districts have proceeded to include the
legislation in their current evaluation system; yet, few principals have begun to
implement it.
3. There is strong evidence to suggest that some principals are utilizing strategies
that will lead to self-reflection; however, implementation is not being done with
consistency in middle schools in Iowa. Reponses from teachers and principals showed
large amounts of variation, indicating that some principals utilize few strategies while
others implement a great deal of strategies during the evaluation process to help teachers
become reflective in practice. Frequency data from the various questions in part two of
the survey support this conclusion.
4. Many teachers and principals perceive collaboration to be a valuable
component of the evaluation process in increasing self-reflective practice. Nearly 27% of
teachers and 23% of principals (25% of all respondents) marked Provide Peer
Collaboration Opportunities as the most beneficial way to improve teacher self-reflection
toward the Iowa Teaching standards. More respondents marked this as their number one
choice than any other strategy listed in this portion of the survey.
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Research Recommendations
The following recommendations for future research are based on the results of
this study:
1. Because this study was conducted prior to the mandated implementation of the
Teacher Quality legislation, it is recommended that this study be replicated in two to
three years after the mandate takes affect. The Iowa Department of Education has
acknowledged that teacher self-reflection is a desired outcome of the legislation
surrounding the Iowa Teaching Standards. A replication of this study would help define
the level of implementation of this initiative.
2. This study was limited to middle school teachers and principals in Iowa. While
it was assumed that one could expect few differences between the various building levels,
further research at the elementary and high school levels would help investigate the
research questions defined in this study.
3. This study was limited to principals and teachers who were chosen randomly,
without regard to connections between those principals and teachers. Further research is
needed to compare the perceptions of middle school principals and the teachers in their
respective buildings. It is recommended that another study be done which investigate the
principal’s perception of administrative strategies that foster self-reflective practice in
comparison to the perceptions of the respective teachers who are evaluated by that
principal.
4. Many self-reflective practitioners have chosen to engage in the high standards
set forth by the National Board for Professional Teaching Standards (Darling-Hammond,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

144
1997). The National Board Certification process is fully based on structured, selfreflective practice. Because teachers who are National Board Certified have endured a
stringent regiment of self-reflective activities, it is recommended that further research be
done to investigate the impact of the National Board Certification process and the selfreflective nature of the teachers who successfully complete the certification process.
5. This study investigated various strategies that can be employed by principals
during the evaluation process to encourage teachers to become more self-reflective. A
recommendation is made that a study be conducted which investigates the specific
strategies being employed by principals and the impact each has on the amount of self
reflection being utilized by the teachers who are exposed to those administrative
strategies.
6. Further research will be needed to gather perception data about the Iowa
Teaching Standards and the level to which this new evaluation process is helping teachers
become independent, self-sufficient learners who feel responsible for increasing their
own instruction effectiveness.
7. Although not written as a research question, this study explored the differences
in perceptions of respondents based on demographic variations. Gender differences were
statistically significant at the p<.05 level when comparing the extent to which teachers
possess the characteristics of self-reflective practitioners. Women respondents achieved
a mean perception index score of 3.279, while men respondents achieved a significantly
lower score of 2.973. This data would indicate that women teachers perceive themselves
as more reflective than the men perceive themselves. Further research would be
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beneficial to investigate the impact of gender similarities and differences on selfreflective practice.
8.

Further research would also be beneficial to gather specific perception data

about the similarities and differences of other subgroups. It is recommended to explore
perception data based on age, culture, race, and ethnicity in a more diverse population.
Pragmatic Recommendations
The following recommendations are made to assist Iowa educators in utilizing
this study to improve practice:
1. It is recommended that principals actively educate teachers on the benefits of
self-reflection. Gullickson and Airasian (1993) assert that experience heightens a
teacher’s expertise and understanding if it is reflected on, analyzed, and used to alter or
improve practice. Principals who help teachers understand the benefits of self-reflection
will assist teachers in becoming self-reflective practitioners and will increase the value
teachers place on self-reflection.
2. It is recommended that administrators utilize consistent implementation of the
Iowa Teaching Standards during the evaluation process. The components presented in
the Iowa Teaching Standards model should be used consistently with all teachers,
regardless of their age, race, ethnicity, years of experience, or gender.
3. Although it’s important for principals to assist teachers in becoming selfreflective practitioners, the goal is get to the point when the process is internalized by
teachers. To relieve principals of the responsibility of producing self-reflection in
teachers, the focus must be on helping teachers become self-sufficient in the reflection
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process. Principals must ask, not tell. They must assist, not do. They must foster
collaboration, not isolation.
4. Educators must view self-reflection as a tool for changing future behaviors.
We must reflect fo r action, as Donald Schon (1987) suggests. Reflecting in and on action
is helpful, but the goal must be to utilize deep reflection to improve our instruction
effectiveness.
5. It is recommended that educators utilize goal setting and peer collaboration
during the evaluation process to foster an atmosphere of self-reflection. Both have been
shown in the study to have strong potential for increasing self-reflective practice, and
thus, the instructional effectiveness of teachers.
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FIRST
DRAFT

Self Evaluation and the Evaluation Process
Teacher Survey

PART l
From your perception, to what extent do each of the following factors influence student achievement?
V e ry
little

Som e

Q u ite
a b it

A g re a t
d eal

P a r e n t s u p p o rt

□

□

□

□

E ffe c tiv e n e s s o f te a c h e r in stru c tio n

□

□

□

□

A b ility level o f th e stu d e n t

□

□

□

□

E d u c a tio n lev el o f th e p a re n ts

□

□

□

□

V a ria tio n o f in stru c tio n a l s tra te g ie s

Q

Q

□

□

To w hat extent do the following statements describe your professional practice?
Som e

Q u ite
a b it

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

o

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

V e ry
little

individual student progress a s
shown th r o u g h sta n d a rd iz e d te s ts (i.e. IT B S ).

I ’m a w a r e o f

I ’m a w a re o f

individual student progress a s

sh o w n

A g re a t
d ea l

th r o u g h c la s s ro o m p e rfo rm a n c e (q u iz z e s /te s ts /o b s e rv a tio n )
I

modify my lessons o n

a re g u la r b asis t o a d ju s t fo r

th e c h a n g in g n e e d s o f th e stu d e n ts.
I

gather data to

h elp m a k e d e c isio n s a b o u t in stru c tio n

s tr a te g ie s a n d o th e r c h o ic e s in th e c la ssro o m .
I a m w illin g t o

take risks and try new strategies in

th e

c la s s ro o m e v e n i f I ’m n o t s u re it w ill w o rk .
I s triv e t o

understand how students learn. I consciously

re fle c t o n w h a t w o rk e d a n d w h a t d id n ’t w o rk .
I have a

method of systematic reflection.

I re fle c t o n a

r e g u la r b a s is th r o u g h o u t th e y e a r (i.e. daily , w ee k ly , a t
th e e n d o f e a c h u n it, e tc .)
W h e n I le a rn a n e w stra te g y , I ta k e tim e
I can

apply it in m y

to d e c id e

how

c la ssro o m , a n d th e n I tr y it o u t.

M y a d m in istra to r a n d I h a v e a v e ry

collegial relationship

a n d I a m c o m fo rta b le in te ra c tin g w ith h im /h e r d u rin g th e
e v a lu a tio n p ro ce ss.
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PART 2
T o w h a t e x t e n t d o t h e fo llo w in g
e v a lu a tio n p r o c e s s ?

statements d e s c r ib e your a d m i n i s t r a t o r ’s / e v a l u a to r ’s practice d u r i n g

th e

V e ry
little

Som e

Q u ite
a b it

A g re a t
d ea l

a

G

O

O

G

work to g e th e r

G

G

□

□

gathers data to

G

G

G

G

F o llo w in g o b se rv a tio n s, m y p rin cip al p ro v id e s m e

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

G

Q

G

G

A s a p a r t o f th e e v a lu a tio n p ro c e ss, I c o m p le te

self-evaluation.
P r io r t o o b se rv a tio n s, m y p rin cip al a n d I

to identify a focus

for evalu atio n .

D u rin g o b s e rv a tio n s , m y p rin cip al
s u p p o r t h is o r h e r o b se rv a tio n s.

w ith

specific feedback.

M y p rin c ip a l

asks questions to m a k e m e th in k

a b o u t m y ac tio n s.
M y a d m in is tra to r o f te n sta te s h is/h er o p in io n s an d g iv e s
sp e c ific id e a s f o r c h a n g e s in m y te a c h in g p e rfo rm a n c e .
I p la y a sig n ific an t ro le in th e e v a lu a tio n p ro c e ss. T h e
a d m in is tra to r a n d I w o r k to g e th e r to d e c id e h o w

I’m do in g .

T h e e v a lu a tio n p ro c e s s is o n -g o in g . I t is n o t b a s e d o n o n e
o b s e rv a tio n a t o n e p o in t in tim e.
M y a d m in is tra to r e n c o u ra g e s c o lla b o ra tio n b e tw e e n
te a c h e r s a n d w o rk s t o a rra n g e p e e r co a c h in g an d fe e d b ack .

T h e d isc u ssio n s I h a v e w ith m y a d m in is tra to r a b o u t m y
p r o g re s s a re v e ry in te ra c tiv e in th a t w e b o th o ffe r
in fo rm a tio n , id e a s, a n d q u e stio n s.

PA R T 3
T o w h a t e x t e n t d o t h e fo llo w in g s ta te m e n ts describe your a d m i n i s t r a t o r ’s p r a c t i c e o f e n c o u r a g i n g se lf
r e f le c tio n toward t h e I o w a T e a c h in g Standards?
V e ry
A g re a t
Q u ite
little
Som e
a b it
d ea l
My

administrator assists m e in g a th e rin g

a rtifa c ts/e v id e n c e

□

G

G

□

G

G

G

G

o f m y p ro fic ie n c y to w a r d th e I o w a T e a c h in g S ta n d a rd s.

M y a d m in istra to r o ffe rs o n g o in g fe e d b a c k a n d d isc u s se s

my p ro g re s s

w ith m e re g u la rly th r o u g h o u t th e sc h o o l y ear.
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V ery
little
M y a d m in is tra to r a ssists m e in se ttin g g o a ls to im p ro v e

A g re a t
deal

Q u ite
a b it

Som e

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

m y in stru c tio n a l effectiv en ess.
M y a d m in is tra to r c o lle c ts d a ta to e v id e n c e m y
p ro fic ie n c y to w a r d th e I o w a T e a c h in g S tan d a rd s.
M y a d m in is tra to r p ro v id e s v erb a l o r w ritte n fe e d b a c k
th a t c a u se s m e to re fle c t a b o u t m y p ro g re s s to w a r d th e
Io w a T e a c h in g S tan d a rd s.
M y a d m in is tra to r m o d e ls a p p ro p ria te w a y s to e v id e n c e
th e I o w a T e a c h in g S ta n d a rd s o r p ro v id e s e x a m p le s o f
a p p ro p ria te artifa cts.

From your perception, which of the following would be most helpful in helping you reflect on your
progress toward the Iowa Teaching Standards. Rank the following from 1 to 6, which 1 being the
strategy that would be most helpful to you and 6 being the strategy that would be least likely to help you
through the reflection process.
Rank from 1-6 with
1 being the most
helpful strategy.

_______
_______
_______

K e e p sp ecific r e c o rd s a n d d a ta to e v id e n c e m y p r o g re s s
M e e t w ith m e to d isc u ss w h ic h a re a s m ig h t b e c o m e a fo c u s fo r m e (g o a l se ttin g )
P ro v id e s o p p o rtu n itie s f o r m e to e n g a g e in p e e r c o lla b o ra tio n .
P ro v id e sp e cific fe e d b a c k fo llo w in g o b s e rv a tio n s
A s k q u e s tio n s th a t w o u ld p ro m p t m e t o th in k a b o u t m y te a c h in g
M o d e l a p p r o p r ia te w a y s to e v id e n c e th e I o w a T e a c h in g S ta n d a rd s

A d d itio n a l stra te g ie s th a t p r o m o te se lf-re fle c tiv e p ra c tic e ?

PART 4

Gender
Age

□ M a le

□ F e m a le

Years o f Teaching Experience

National Board

□

1-5

□

1 6 -2 0

Certified?

□

2 0 -2 9

□

5 0 -5 9

□

6 -1 0

□

2 1 -2 5

□

Y es

□

3 0 -3 9

□

604-

□

11-15

□

26+

□

No

□

4 0 -4 9

Student enrollment per district

Degrees earned
□

B .A ./B .S

□

S p ecialist

□

1 -4 9 9

□

1 0 0 0 -1 9 9 9

□

MA

□

D o c to r a te

□

5 0 0 -9 9 9

□

2 0 0 0 -4 9 9 9
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October 11, 2004
Dear Middle Level Teacher or Principal:
I am currently a principal at Union Middle School in Dysart, Iowa. As a part of my
dissertation research through the University of Northern Iowa, I am seeking input from
middle school teachers and principals concerning their thoughts on self-reflection and its
place in the evaluation process in Iowa middle schools.
In order to get a comprehensive perspective on this topic, I am inviting you to participate
in this study by completing the enclosed survey and returning it to me. Your
participation is completely voluntary; however, your input will be invaluable in helping
me gain the data necessary to complete my research. Please complete the questionnaire
and return it in the enclosed, stamped envelope by Friday, October 22. It will take
approximately 10 minutes to complete the survey.
The benefit of participating in this study is that you will be assisting me in gathering
important data concerning how current evaluative practices encourage self-reflection.
This information will be especially useful as evaluation using the Iowa Teaching
Standards becomes a state mandate. The recommendations gleaned from this study will
be published in my dissertation at the conclusion and will be beneficial to administrators
and teachers.
There are no risks involved in this survey, and your individual identity will be protected.
Your actual questionnaire will be returned anonymously to the Department of
Educational Leadership, Counseling, and Postsecondary Education at the University of
Northern Iowa. However, in order to maintain a record of those who respond, I am asking
that you mail the enclosed postcard at the same time you mail your survey. The postcard
will come to my home address alerting me that you have returned your survey.
If you have any questions, please feel free to call me at home (319-476-3456) or at work
(319-476-5100). You may also e-mail me at j_lindaman@union.kl2.ia.us. Thank you, in
advance, for sharing your valuable perspectives concerning self-reflection and the
evaluation process.
Sincerely,

Jane Lindaman
Doctoral Candidate

Please return by
October 22nd!
Thank you!!

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

157
Self Reflection and the Evaluation Process
Teacher Survey

Self Reflection, .(defined)
The practice of analyzing our actions, decisions or products by focusing
on the process used to achieve them
PART 1
From your perception, to what extent do you agree with the following statements?
V e ry
little
A te a c h e r ’s im p a c t is sig n ifican tly lim ited b y a

Som e

Q u ite
a b it

A g re a t

□

□

□

deal
□

□

□

□

□

Q

O

□

□

s tu d e n t’s m o tiv a tio n .

A s tu d e n t’s p e rfo rm a n c e

is sign ifican tly in flu e n ced

b y h is o r h e r h o m e en v iro n m en t.
W ith a g r e a t d e a l o f e ffo rt o n m y p a rt, I c a n g e t th r o u g h
t o e v e n th e m o s t

difficult o r u n m o tiv a te d

stu d e n ts.

To what extent do the following statements describe your professional practice?
V e ry
little
I ’m a w a re o f in d iv id u al s tu d e n t p ro g re s s as

A g re a t
d eal

Som e

Q u ite
a b it

□

□

□

□

□

□

□

□

□

□

□

□

o

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

s h o w n th r o u g h sta n d a rd iz e d te s ts (i.e. IT B S , M A P , etc).
I ’m a w a re o f in d iv id u al s tu d e n t p ro g re s s a s sh o w n
th r o u g h c la s s ro o m p e rfo rm a n c e (q u iz z e s /te s ts /o b s e rv a tio n )
I m o d ify m y le sso n s o n a r e g u la r b asis t o a d ju s t f o r
th e c h a n g in g n e e d s o f th e stu d e n ts.
I g a th e r s tu d e n t d a ta (s c o re s , s tu d e n t p e rc e p tio n s ,

etc.)

t o h elp m a k e d e c isio n s a b o u t in stru c tio n a l s tra te g ie s
an d asse ssm e n ts.
I a m w illin g t o ta k e risk s a n d tr y n e w s tra te g ie s in th e
c la ssro o m e v e n

if I’m n o t

s u r e th e y

will w o rk .

I striv e to u n d e rs ta n d h o w s tu d e n ts le am . I c o n s c io u sly
re fle c t o n w h a t w o rk e d a n d w h a t

didn’t w o rk .

informally) o n a r e g u la r basis,
A t th e e n d o f e a c h unit? E tc .)

I re fle c t ( e ith e r form allv o r
(i.e. D aily ? W e ek ly ?
W hen
I

I le a m

can ap p ly

a n e w stra te g y , I

take tim e t o

d e c id e h o w

it in m y c la ssro o m , a n d th e n I tr y it o u t.

M y a d m in is tra to r an d I h a v e a v e ry co lleg ial re la tio n sh ip ,
a n d I a m c o m fo rta b le in te ra c tin g w ith h im /h e r d u rin g th e
ev a lu a tio n p ro c e ss.
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PART 2
W hen

was th e

last tim e you w ere form ally evaluated?

O L ast year

W ill y o u b e form ally evaluated this year?

Q Y es

Q 2-3 years ago
G

□ 4 + years ago
G N o t sure

no

To what extent do the following statements describe your administrator’s/evaluator’s practice during the
V e ry
little

e v a lu a tio n p r o c e s s ?

A s a p a r t o f th e fo rm a l e v a lu a tio n p ro c e ss, I c o m p le te

A

great

Som e

Q u ite
a b it

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

□

d ea l

a se lf-e v a lu a tio n .
T h ro u g h th e e v a lu a tio n p ro c e ss, m y prin cip al a n d I w o rk
to g e th e r t o se t g o a ls (fo c u s a re a s) fo r m y im p ro v e m e n t.
D u rin g o b s e rv a tio n s , m y p rin cip al g a th e rs sp e cific d a ta
t o s u p p o r t h is o r h e r o b se rv a tio n s.
F o llo w in g o b s e rv a tio n s , m y p rin c ip a l p ro v id e s m e
w ith sp e cific, d a ta -b a s e d fe e d b a c k .
M y p rin cip al a s k s q u e s tio n s t o m a k e m e th in k a n d reflec t
o n m y ac tio n s.
T h e a d m in is tra to r a n d I w o rk to g e th e r t o d e c id e h o w I ’m
d o in g . E v a lu a tio n is a jo in t v en tu re .
T h e e v a lu a tio n p ro c e s s is o n -g o in g . It is n o t b a s e d o n o n e
o b se rv a tio n a t o n e p o in t in tim e.
M y a d m in is tra to r e n c o u ra g e s p e e r co a c h in g b e tw e e n
te a c h e rs a n d p ro v id e s tim e fo r te a c h e rs t o c o lla b o ra te .
T h e d isc u ssio n s I h a v e w ith m y a d m in istra to r a b o u t m y
p ro g re s s a r e v e ry in te ra c tiv e in t h a t w e b o th o ffe r
in fo rm atio n , id e a s, a n d q u e s tio n s.

PART 3
T o w h a t extent d o t h e fo llo w in g s ta te m e n ts describe your administrator’s practice o f e n c o u r a g in g s e lf
r e f le c tio n t o w a r d t h e I o w a T e a c h in g S t a n d a r d s ?
V e rv
Q u ite
A great
little .
Som e
a b it
d ea l
M y a d m in istra to r a ssists m e in g a th e rin g a rtifa c ts/e v id e n c e
o f m y p ro fic ie n c y to w a r d th e I o w a T e a c h in g S ta n d a rd s

M y a d m in istra to r

offers o n g o in g

M y a d m in istra to r a s sists

me in

□

□

□

□

□

□

□

□

□

□

□

(ITS).

fe e d b a c k a n d d isc u sse s

m y p ro g re s s w ith m e re g u la rly th r o u g h o u t th e sc h o o l

G

year.

se ttin g g o a ls to im p ro v e

m y in stru c tio n a l e ffe c tiv e n e ss a n d re a c h th e IT S .
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V ery
little

A great
deal

Q u ite
a bit

Som e

Currently, my administrator is collecting data to evidence
my proficiency toward the Iowa Teaching Standards.

□

□

□

□

M y a d m in is tra to r c u rre n tly p ro v id e s v e rb a l o r w ritte n

□

□

□

□

□

□

□

□

f e e d b a c k th a t c a u se s m e to re fle c t a b o u t m y p ro g re s s
to w a r d th e I o w a T e a c h in g S tan d a rd s.
M y a d m in is tra to r c u rre n tly m o d e ls a p p ro p ria te w a y s to
e v id e n c e th e I o w a T e a c h in g S ta n d a rd s a n d /o r p ro v id e s
e x a m p le s o f a p p ro p ria te artifa cts.

W hat do you think your principal could do to help you reflect on your progress toward the Iowa
Teaching Standards? Rank order the following strategies from 1 to 6, with 1 being the strategy that
would be most helpful to you and 6 being the strategy that would be least likely to help you through the
reflection process.
K e e p s specific records a n d d a ta to e v id e n c e m y p ro g re s s
_______ M e e ts w ith m e to d isc u ss a re a s th a t m ig h t b e c o m e a fo c u s f o r m e (goal setting)
R ank o rd er from
1-6 with 1 being
_______ P ro v id e s o p p o rtu n itie s fo r m e to e n g a g e in peer collaboration.
_______ P ro v id e s specific feedback fo llo w in g o b s e rv a tio n s
the most helpful
strategy.
______ Asks questions th a t w o u ld p ro m p t m e t o th in k a b o u t m y te a c h in g
Models appropriate ways t o e v id e n c e th e I o w a T e a c h in g S ta n d a rd s
A d d itio n a l id eas? (W h a t else co u ld y o u r p rin c ip a l d o th a t m ig h t help y o u re fle c t to w a r d th e I o w a T e a c h in g
S ta n d a rd s?

PART 4

Gender
Age

□ M a le

Years o f Teaching Experience

□ F e m a le

□

1-5

□

1 6 -2 0

Nationally Board
Certified?

□

2 0 -2 9

□

5 0 -5 9

□

6 -1 0

□

2 1 -2 5

□

Y es

□

3 0 -3 9

□

60+

□

1 1 -1 5

□

26+

□

No

□

4 0 -4 9

Highest Degree Earned

District size

Ethnicity

□

L e ss th a n 1 0 0 0

□

C a u c a sia n

□

N a tiv e A m e ric a n

□

B .A ./B .S .

□

S pecialist

□

1 0 0 0 -2 5 0 0

O

H isp a n ic

Q

A fric a n A m e ric a n

□

MA

□

D o c to r a te

□

M o r e th a n 2 5 0 0

□

O th e r

□

A sia n /P a c . Isla n d
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Self Reflection and the Evaluation Process
Principal Survey

j Self Reflection (defined)
I
The practice of analyzing our actions, decisions or products by focusing
j
on the process used to achieve them
I .....................................................

PART 1
F r o m y o u r p e r c e p tio n , to w h a t

extent d o

..................... ........................................................

y o u a g r e e w ith t h e f o llo w in g s ta te m e n ts ?
V e ry
little
Som e

A te a c h e r ’s im p a c t is sig n ific an tly lim ite d b y a

Q u ite
a b it

A g re a t

deal

□

□

□

□

□

□

□

□

□

□

□

□

s tu d e n t’s m o tiv a tio n .
A s tu d e n t’s p e rfo rm a n c e is sign ifican tly in flu e n ced
b y h is o r h e r h o m e e n v iro n m e n t.

effort o n o u r p a rt, w e c a n g e t t
m o s t difficult o r u n m o tiv a te d s tu d e n ts.

W ith a g r e a t d e a l o f
to e v e n th e

As a general rule, to w h a t e x t e n t d o t h e fo llo w in g s t a t e m e n t s d e s c r ib e t h e p r o f e s s io n a l p r a c t i c e o f
t e a c h e r s in y o u r b u ild i n g ?

V e ry
little

Som e

Q u ite
a b it

A great
deal

□

□

□

□

□

□

□

□

□

□

□

□

T h e y g a th e r stu d e n t d a ta (s c o re s , s tu d e n t p e rc e p tio n s , e tc .) □

□

□

□

□

□

□

□

□

□

T h e y a r e a w a re o f in d iv id u a l stu d e n t p r o g re s s as
s h o w n th r o u g h

standardized te s ts

(i.e. IT B S , M A P , etc).

T h e y a r e a w a re o f in d iv id u al stu d e n t p r o g re s s a s sh o w n
th r o u g h c la s s ro o m p e rfo rm a n c e (q u iz z e s /te s ts /o b se rv a tio n ).
T h e y m o d ify th e ir le sso n s o n a re g u la r b a s is to a d ju st
f o r th e c h a n g in g n e e d s o f th e stu d e n ts.

to h e lp m a k e d e c isio n s a b o u t in stru c tio n a l stra te g ie s
a n d asse ssm e n ts.
T h e y a r e w illin g to ta k e risk s an d tr y
th e c la s s ro o m ev e n
T h e y striv e

if th e y ’r e

to u n d e rs ta n d

new s tra te g ie s

□

in

n o t su re th e y w ill w o rk .
□

h o w stu d e n ts learn . T h ey

.

■

c o n s c io u sly reflec t o n w h a t w o rk e d a n d w h a t d id n ’t w o rk .

informally) o n a regular
A t th e en d of e a c h u n it? E tc .)

□

□

□

□

W h e n th e y le a m a n e w stra te g y , th e y ta k e tim e to d e c id e

□

□

□

□

□

□

□

□

T h e v re fle c t (e ith e r fo rm a llv o r
basis, (i.e. D aily ? W e ek ly ?

How to

ap p ly it in th e ir c la ssro o m s,

and th e n they tr y

it

M y te a c h e rs an d I h a v e a v e ry collegia! re la tio n sh ip , an d

out.

I a m c o m fo rta b le in te ra c tin g w ith th e m d u rin g th e
ev a lu a tio n p ro c e ss.
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PART 2
H ow

often d o

y o u fo rm ally e v a lu a te te a c h e rs?

A t p re s e n t, a r e y o u u sin g th e I o w a T e a c h in g S ta n d a rd s

G E v e ry y e a r

G E v e ry 2 y ea rs

□ Y es

□ No

G E v e ry

3 y e a rs

□ N o t su re

a s a b a s is f o r y o u r e v a lu a tio n system ?
T o w h a t e x t e n t d o th e f o llo w in g s ta te m e n ts d e s c r ib e y o u r p r o f e s s io n a l p r a c t i c e
process?
V e ry
little
Som e
A s a p a r t o f th e fo rm a l e v a lu a tio n p ro c e ss, I a s k th e

during t h e evaluation
Q u ite
a b it

A g re a t
d ea l

□

□

□

G

□

G

G

Q

G

G

G

G

G

G

G

Q

G

Q

Q

□

Q

G

G

Q

G

G

G

G

Q

G

G

□

G

G

G

te a c h e r s to c o m p le te a se lf-e v alu a tio n .
T h ro u g h th e e v a lu a tio n p ro c e s s , m y te a c h e rs a n d I w o rk
to g e th e r t o se t g o a ls (fo c u s a re a s ) fo r im p ro v e m en t.
D u rin g o b se rv a tio n s, I g a th e r sp e cific d a ta t o s u p p o rt
m y o b se rv a tio n s.
F o llo w in g o b se rv a tio n s, I p ro v id e m y te a c h e rs w ith
s pecific, d a ta -b a s e d fe e d b a c k .
I a s k q u e s tio n s to m a k e m y te a c h e rs th in k a n d

reflect

o n th e ir ac tio n s.
T h e te a c h e r s a n d I w o rk to g e th e r to d e c id e h o w th e y ’re
d o in g . E v a lu a tio n is a jo in t v e n tu re .
T h e e v a lu a tio n p ro c e ss is o n -g o in g . I t is n o t b a s e d o n o n e
o b s e rv a tio n a t o n e p o in t in tim e.
I e n c o u ra g e p e e r co a c h in g b e tw e e n te a c h e rs, an d I
p ro v id e tim e fo r th e m to c o lla b o ra te .
T h e d isc u ssio n s I h a v e w ith m y te a c h e rs a b o u t th e ir
p r o g re s s a r e v e ry in te ra c tiv e in th a t w e b o th o ffe r
in fo rm a tio n , ideas, an d q u e stio n s.

PART 3

To what e x t e n t

d o t h e fo llo w in g s ta te m e n ts d e s c r ib e y o u r a d m i n i s t r a t o r ’s p r a c t i c e o f encouraging se lf
r e f le c tio n to w a r d t h e I o w a Teaching S t a n d a r d s ?
V e ry
Q u ite
A g re a t
little
Som e
a b it
d ea l

I a s s is t m y te a c h e rs in g a th e rin g a rtifa c ts/e v id e n c e o f th e ir

Q

Q

O

G

G

Q

Q

G

G

G

G

G

p ro fic ie n c y to w a rd th e I o w a T e a c h in g S ta n d a rd s (IT S ).

I o ffe r o n g o in g

feedback th r o u g h o u t th e y e a r, a n d I d isc u ss
them re g u la rly th r o u g h o u t th e y ear.

te a c h e r s ’ p ro g re s s w ith

I a s sist te a c h e rs in s e ttin g g o a ls to im p ro v e th e ir
in stru c tio n a l effe c tiv e n e ss a n d re a c h th e IT S .
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V ery
little
C u rre n tly , I a m co lle c tin g d a ta to e v id e n c e th e te a c h e r s ’

Q u ite
a bit

Som e

A g re a t
d eal

□

□

□

□

□

□

□

□

□

□

□

□

p ro fic ie n c y to w a r d th e Io w a T e a c h in g S tan d a rd s.
I c u rre n tly p ro v id e v e rb a l o r w ritte n fe e d b a c k th a t c a u se s
m y te a c h e rs t o re fle c t a b o u t th e ir p ro g re s s to w a r d th e
Io w a T e a c h in g S ta n d a rd s.
I c u rre n tly m o d e l a p p ro p ria te w a y s to ev id en c e th e Io w a
T e a c h in g S ta n d a rd s a n d /o r p ro v id e te a c h e rs w ith ex a m p le s
o f a p p r o p r ia te artifa cts.

What do you think is the best way to help teachers r e f le c t on their progress toward the Iowa Teaching
Standards? Rank order the following strategies from 1 to 6, with 1 being the strategy that would be most
helpful to teachers and 6 being the strategy that would be least likely to help teachers through the ■reflection process.
K e e p s specific records a n d d a ta t o e v id e n c e th e ir p r o g re s s
Rank order from
—
M e e t w ith th e m t o d isc u ss a re a s th a t m ig h t b e c o m e a fo c u s (goal setting)
1-6 with 1 being
_ _ _ _ _ P ro v id e o p p o rtu n itie s f o r th e m to e n g a g e in peer collaboration
_______ P ro v id e specific feedback fo llo w in g o b se rv a tio n s
the most helpful
strategy.
_______ Ask questions th a t w o u ld p ro m p t th e m to th in k a b o u t th e ir te a c h in g
Model appropriate ways t o e v id e n c e th e I o w a T e a c h in g S ta n d a rd s
A d d itio n a l id e as? (W h a t else w o u ld h elp te a c h e rs re fle c t to w a r d th e I o w a T e a c h in g S ta n d a rd s? __________________

PART 4

Gender
Age

O M a le

Years o f Administrative Experience

O F e m a le

□

1-5

□

1 6 -2 0

Nationally Board
Certified?

□

2 0 -2 9

□

5 0 -5 9

□

6 -1 0

□

2 1 -2 5

□

Y es

□

3 0 -3 9

□

604-

□

1 1 -1 5

□

26+

□

No

□

4 0 -4 9

Highest Degree Earned

District size

Ethnicity

O

L e s s th a n 1 0 0 0

G

C a u c a sia n

G

N a tiv e A m e ric a n

□

B .A ./B .S .

□

S p ecialist

□

1 0 0 0 -2 5 0 0

G

H isp a n ic

Q

A fric a n A m eric an

□

MA

□

D o c to r a te

O

M o r e th a n 2 5 0 0

□

O th e r

□

A sia n /P a c . Islan d

PLEASE RETURN SURVEY AND POSTCARD BY OCTOBER 22, 2004. THANK YOU!
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Jane Lindaman
310 Wilson Street
Dysart, IA 52224

Stamp

J a n e L indam an
310 Wilson Street
Dysart, IA
52224

□

Yes, I have completed the
survey and returned It in the
enclosed stamped envelope®

Printed Name

Date

Thank you so much for participating in my study. I appreciate
your time and efforts!
Sincerely,
Jane Lindaman
(DoctoraCCandidate

W(f
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N ovem ber

3, 2004

Dear Middle School Teacher or Principal:
Recently, I mailed a survey to you to gather research for my dissertation. My records
show that I have not yet received a response from you. I f this is incorrect information,
please accept my apologies. However, if you have not mailed the survey, would you
consider completing it and returning it to me? It only takes 10-15 minutes. I have
enclosed another copy.
In October, I mailed out 300 teacher surveys and 150 principal surveys. To date, I have
received 159 surveys from teachers (53%), and 104 surveys from principals (69%).
While this is an excellent return rate, I am mailing out a second request to maximize my
research data.
As a principal myself, I understand how full your schedule is, and I certainly appreciate
your consideration. Thank you so much for sharing your valuable perspectives with me.
Sincerely,

Jane Lindaman
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D emographic Descriptive Statistics fo r M iddle Level Teachers in Iowa (n -2 0 6 )

Variable

Number

Percentage

Gender
Men
Women

71
134

34.6%
65.4%

24
39
48
87
6

11.8%
19.1%
23.5%
42.6%
2.9%

Highest Degree Earned
BA/BS
MA
Educational Specialist
Doctorate

98
97
9
1

47.8%
47.3%
4.4%
0.5%

Years of Teaching Experience
I-5
6-10
II-15
16-20
21-25
26+

31
26
26
25
27
70

15.1%
12.7%
12.7%
12.2%
13.2%
34.1%

Size of District
< 1000
1000-2500
> 2500

46
70
87

22.7%
34.5%
42.9%

National Board Certification
Yes
No

23
168

12.0%
88.0%

Ethnicity
Caucasian
Other

192
8

96.0%
4.0%

Age
20-29
30-39
40-49
50-59
60+
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APPENDIX C
DEMOGRAPHIC STATISTICS
OF
RESPONDING MIDDLE LEVEL PRINCIPALS
IN IOWA
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Demographic D escriptive Statistics fo r M iddle Level Principals in Iowa (n=133)

Variable

Number

Percentage

Gender
Men
Women

99
33

75.0%
25.0%

20-29
30-39
40-49
50-59
60+

1
30
41
60
1

0.8%
22.6%
30.8%
45.1%
0.8%

Highest Degree Earned
BA/BS
MA
Educational Specialist
Doctorate

1
96
29
6

0.8%
72.7%
22.0%
4.5%

Years of Teaching Experience
I-5
6-10
II-15
16-20
21-25
26+

45
38
15
17
11
6

34.1%
28.8%
11.4%
12.9%
8.3%
4.5%

Size of District
< 1000
1000-2500
>2500

55
46
32

41.4%
34.6%
24.1%

National Board Certification
Yes
No

4
120

3.2%
96.8%

Ethnicity
Caucasian
Other

127
2

98.4%
1.6%

Age
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APPENDIX D
COMBINED DEMOGRAPHIC STATISTICS
OF
RESPONDING MIDDLE LEVEL PRINCIPALS AND TEACHERS
IN IOWA
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Combined Demographic Descriptive Statistics fo r M iddle Level Teachers and
Principals in Iowa (n=339)

Variable

Number

Percentage

Gender
Men
Women

170
167

50.4%
49.6%

20-29
30-39
40-49
50-59
60+

25
69
89
147
7

7.4%
20.5%
26.4%
43.6%
2.1%

Highest Degree Earned
BA/BS
MA
Educational Specialist
Doctorate

99
193
38
7

29.4%
57.3%
11.3%
2.1%

Years of Teaching Experience
I-5
6-10
II-15
16-20
21-25
26+

76
64
41
42
38
76

22.6%
19.0%
12.2%
12.5%
11.3%
22.6%

Size of District
< 1000
1000-2500
>2500

101
116
119

30.1%
34.5%
35.4%

National Board Certification
Yes
No

27
287

8.6%
91.1%

Ethnicity
Caucasian
Other

319
10

97.0%
3.0%

Age
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ADDITIONAL RECOMMENDATIONS
FOR ADMINISTRATIVE STRATEGIES
THAT FOSTER SELF-REFLECTION
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Teacher Perceptions Concerning Additional Ideas For What Principals Can D o To
A ssist Teachers In Being Self-Reflective

1.

Provide time during staff development

2.

I think you’ve covered them.

3.

Get out from behind the desk, find the second floor.

4.

Work with the staff. He lives behind his computer. His communication is by email only. Non-visible.

5.

Nothing will really help when there is a disagreement nationally on what a quality
teacher looks like. Conservatives vs. Liberals. Take the portfolio—a poor teacher
can put together a great looking portfolio. It may even contain things they don’t
do or rarely do.

6.

I’m in a counseling position. I am the only counselor for 700 middle schoolers.
Some of the questions were relevant to my position. I do more scheduling and
supervision.

7.

Time. Seems like it’s one more thing on the plate to cross-off when it’s done.
Reflection is very helpful but it is time consuming and sometimes time is limited.

8.

We worked together two years ago when 2nd year teachers had to do portfolios.

9.

I am not observed on a formal basis. Each year, I develop a Professional
Development Plan. In the spring, my administrator and I evaluate my progress.

10.

We do a lot of peer collaboration and my principal keeps specific records on my
progress. He also shows us various examples and models.

11.

We have a new principal so none of this has been done.
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12.

Our district is not currently using portfolios and has not adopted the new
evaluation mandate yet. We are studying and will institute a new plan in 20052006. Therefore, not all questions in part 2 were applicable and part 3 even less.

13.

Have instruction about ITS during early outs.

14.

Become more educated in what I do. He knows nothing aboutspecial education.
He is also very critical of our department without having his facts correct.

15.

Give us time. I teacher more kids every year and have five different preps. I ’m
lucky to be ready to teach tomorrow.

16.

Most of my reflective practice comes from the BEST and PEP mentor-mentee
program.

17.

Value research, reflection, and collaboration. Be interested in and conversant with
current teaching theories.

18.

I don’t have any more ideas than these listed.

19.

The district is in the beginning stages to implementthe eight standards into our
evaluation process. Some are questioning that some parts are non-negotiable to
grieve.

20.

I just got my standard license last spring. I have only been teaching for two years.

21.

Reduce meeting times to allow time to organize data, reflect, and fill out the paper
work. Just let me work.

22.

Ask for written follow-up reflection after a teaching unit or new strategy. Or
request info on how data gathered in class affected implementation of strategies to
address the standards.
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23.

Just help make it less overwhelming. Maybe set up days available to help
organize artifacts in portfolio,

24.

Be open-minded.

25.

My principal is providing a class for all teachers that teaches strategies that we
can use as teachers. As part of this class, we collect artifacts.

26.

Provide times to watch teachers that do model the Iowa Teaching standards.

27.

Have the principal evaluate, rather than a part-time associate principal. We only
met once.

28.

I am working currently in a school system that represents this type of ideology
readily.

Note: On the teacher surveys, 178 teachers had no comments written for this question.
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ADDITIONAL RECOMMENDATIONS
FOR ADMINISTRATIVE STRATEGIES
THAT FOSTER SELF-REFLECTION
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Principal Perceptions Concerning Additional Ideas For What They Can Do To Assist
Teachers In Being Self-Reflective

1.

S e lf-re fle c tio n

is hard to assess by an outside person other than the person himself

or herself!
2.

Any of these c o u l d be rated a number one.

3.

This survey is a reflection of two years experience at a ver conservative district
with a teaching population that is skewed heavily with experienced teachers. They
are very resistant to change!!

4.

I think that the state should have a state-wide process of evaluation. Not leave it
up to district to decide what the process should look like.

5.

I liked the narrative part of the old evaluation which gave you a chance to cover
lots of areas.

6.

This was difficult to decide how to rank them.

7.

Development and conversations about their portfolios is the primary vehicle in
which this takes place within our district.

8.

Time for reflection.

9.

Another process from the state.

10.

We use the 3-minute walk through strategy with reflective questioning.

11.

A composite best of many examples of artifacts and tools that could be included
in portfolios to “get the process of the ground.”

12.

Learning about them.
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13.

Teachers should be collecting artifacts and meeting with the mentors to review
these artifacts.

14.

Do not burden veteran teachers with paperwork that will not directly improve
student NCLB expectations. My veteran teachers work bard at gaining new and
old strategies to “help students to learn.” Time is of the utmost importance to a
teacher. The Governor should collect and be evaluated on his collected
paperwork. Teachers are not paid enough to warrant the extra burden and stress
and etc., and etc., and etc.

15.

I marked “keeps specific records” as a six; however, the primary focus seems to
be on producing data/records/evidence!

16.

We went through each standard and developed descriptors for each criteria. We
spent last year going through one standard per month at staff meetings.

17.

Professional development directed towards research-based strategies
(instructional strategies).

18.

This is hard to answer since our focus with the eight teaching standards is almost
exclusively done with rookies.

Note: On the principal surveys, 115 principals had no comments written for this
question.
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