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ABSTRACT 

 

 

The purpose of this heuristic narrative study was to use teacher voice to gain a 

stronger understanding of what teachers need for the meaningful use of the evaluation 

process for improving teaching and learning. Data collected and analyzed from eight co-

researchers, who represented eight different suburban districts, consisted of an evaluation 

rubric, in-depth interviews, and narrative responses from a moving image related to effective 

evaluation. The findings suggest teachers’ understanding of evaluation tools may help to 

resolve confusion regarding the process. Co-researchers agreed that observations need to be 

less formal and more like walk-through visits. Most participants who experienced principals’ 

feedback described it as very complimentary but lacking in direction to improve practices. 

Observations and feedback by peers and outside individuals such as district-level coaches or 

subject or program area experts were pivotal points in their growth and development as 

teachers. Professional development was the most disconnected area of evaluation. Only 50% 

of participants acknowledged any type of professional development that was geared toward 

the improvement of teachers’ performance in the classroom.  Recommendations for 

improvement of evaluation included: (1) training on all four components (evaluation tool, 

observations, feedback, and professional development) for the principal or those 
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implementing and conducting the teacher evaluation process, (2) revision of observation 

process, (3) meaningful feedback with specific guidance, and (4) videotaping teachers for 

self-reflection and growth. Acquiring teacher input related to the usefulness of the teacher 

evaluation process provided clarity in understanding how it impacts not only teacher 

performance, but also student achievement. 
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PREFACE 

MY PERSONAL BELIEFS AND EXPERIENCES 

I will never forget my first experience of being evaluated in the classroom. I was a 

new fourth-grade teacher. My principal and I had discussed when he would be in my room to 

observe me teaching. I prepared a lesson that I thought would show my skills as an effective 

educator, while also providing opportunities for student growth within the content being 

taught. The day had finally arrived. I had butterflies in my stomach awaiting the arrival of my 

principal to enter my room to begin this process. As I was moving through the lesson, it 

appeared that it was going wonderfully; the students were on task and asking relevant 

questions. Throughout the lesson I had incorporated different activities to utilize the students’ 

visual, auditory, and kinesthetic abilities. I glanced at my principal to see his expression well 

into my lesson, only to find him sleeping! I felt deflated. Many thoughts were rushing into 

my mind. Was my lesson not as interesting as I thought it was? Was he bored with the 

content? If so, is that how my students were perceiving this lesson as well? How did I need to 

change what I was doing to be more effective? 

After the lesson, I went to speak with my mentor during my break. In preparation for 

this observation, I had spoken to her about my plan and what I was going to do. She had 

given me great feedback, and we both thought that I was most prepared for this observation. 

When I told her about the principal sleeping during my observation, she just gave a chuckle 

of exasperation. She was quick to say that I should not allow this to discourage me and that 

this is very common for him to do during observations. I found it hard to grasp how he 

approached a process I felt to be of great importance in such a dismissive manner. 



xi 

A few days later, I received the evaluation tool that had been used for my observation. 

To my astonishment, I had extremely high markings even though it was my first year. The 

comments that were included were very vague and were not specific to this lesson, but rather 

his perception of how I was performing as a teacher in this school. I worked well with the 

other teachers, it appeared that I had a good rapport with the students, and I got things done 

in a timely manner. Even though I was disappointed about the lesson, I was okay with the 

report, at least until another teacher who had been there for multiple years showed me her 

evaluation report. The comments and marks on her report were virtually the same as the ones 

on mine. At this point, I realized that how this administrator conducted this process was not 

as useful as I had hoped, and my principal was merely being compliant with what he was 

required to do for the district policy on evaluations for teachers. He used the designated tool 

and ranked me within each indicator and standard. What I had craved from my administrator 

was meaningful feedback that would guide my growth as a new educator. I wanted specific 

feedback that could develop a path for my improvement in the classroom. As the teacher 

evaluation process was coming to a close, I struggled with the thought that this was it. 

Realizing that he had probably seen a large number of teachers throughout his career, I 

understand that those teachers probably represented a wide caliber of skills, and maybe for 

some this type of response was fine, but I wanted more. I got to a point that year where I just 

could not accept that I would be left to my own devices to improve my skills. My school 

deserved more, my students deserved more, and I deserved more.  

After observing others in my building as they went through this process and as I read 

various educational articles about how it was done in some schools, I realized that something 

needed to be done to make this process more useful to the teacher, the students, and the 
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school. I did not want my skills and abilities to merely be a matter of checking a box that my 

evaluation was complete. I wanted to know if what I was doing in the classroom for my 

students was improving their academic growth or not. I wanted to know if the students were 

improving based on the instruction I was providing them. I wanted constructive feedback to 

hone my skills to become better at what I was doing. In addition, I knew that I wanted to be 

successful as a teacher, and one of the best ways to do that would be to get some specific 

feedback from my principal about how I could improve my performance in the classroom. 

This experience planted the seed of realization that if I was going to improve my skills, I 

would not be able to do it based solely on input from my principal within this process—at 

least how it was by this principal in this manner. With this experience, as well as the similar 

experiences that followed in the next two or three years, I realized that it was my desire to 

learn and do more for future teachers to have a more meaningful experience and therefore 

have a stronger impact on the students they were teaching. 

My experiences as a student, teacher, and principal have all been in either rural or 

suburban school districts. Even though I seek opportunities to listen to others, read scholarly 

articles, and explore the perspectives of those from different backgrounds, I have not 

experienced it. Because of this, I am sure there are situations where I need to continue to 

educate myself and broaden my horizons, but I am willing to do just that. This may be 

viewed as a bias I have, but it comes with a willingness to expand my thinking. This was the 

reason I selected UMKC for my doctoral work. I wanted to take advantage of the opportunity 

to be in a diverse setting to explore various perspectives and experiences. 
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CHAPTER 1 

INTRODUCTION 

My initial experience as a new teacher stimulated my interest in exploring the teacher 

evaluation process through the voices of teachers (Donahue, 2014; Puckett, 2017). The 

research on teacher evaluations is plentiful, but only within the past few decades has a shift 

occurred to include teacher perceptions, attitudes, and how they value this process (Bersan, 

2012; Callahan & Sadeghi, 2014; Hopkins, 2016). Further, previous research was unclear 

about the nature of teachers’ perceptions of the teacher evaluation process and its usefulness 

to improve their practice. Each state has different requirements pertaining to what 

components need to be included within the evaluation process (Darling-Hammond & 

Ducommun, 2010). However, some similar threads across the states were recognized. These 

include components such as the evaluation tool used, observations conducted by the 

administrator, feedback from the administrator based on the observations, and professional 

development, all which were recognized in most states at some level (Callahan & Sadeghi, 

2015; Darling-Hammond, 2000; DuFour & Mattos, 2013; Phillips et al., 2014). Additionally, 

not every school policy or administrator connects all these components in a fluent manner. If 

specific components such as the evaluation tool, observations, feedback, and professional 

development, which were recognized in most evaluation processes, demonstrated a stronger 

correlation, perhaps teachers would recognize the connection and begin to see how the 

process can benefit their practices in the classroom.  

Decades of research involving teacher surveys and interviews revealed significant 

relationships between teacher effectiveness and student learning (Darling-Hammond, 2015; 

Grant et al., 2013). Hanover Research (2015), in response to Race to the Top, which was 
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adopted in 2009, identified a correlation between teacher effectiveness and student learning 

among Colorado teachers over a three-year period. Each year districts gathered data from 15 

students per teacher using a value-added model that included state assessments, district- 

created pre and post subject areas tests, and other evidence that showed mastery of content. 

Tucker and Stronge (2005) stated that the value-added model is an “accountability system 

that links student learning in the classroom to the effectiveness of the teacher” (p. 72). To 

achieve this “the value-added indicators attempt to measure the value that each individual 

teacher adds to the learning of his or her students during a given period of time” (Ritter & 

Barnett, 2013, p. 37). Two frequent methods to achieve this goal include using state 

assessments and a pre-assessment at the beginning of the year over skill sets to be taught 

during the year followed by a post-assessment of those same skills at the end of the year. 

Both methods are thought to measure the value that a teacher has contributed to students’ 

learning experiences (David, 2010; Hull, 2013; Ritter & Barnett, 2013; Tucker & Stronge, 

2005). The concept of the value-added model is most frequently used to determine the impact 

the teacher has on student growth, but it also can be used to determine teacher retention. 

After a year of data collection for the Hanover Research (2015) study, survey data 

were collected from teachers to determine their input related to the value-added model and 

their perceptions of classroom observations, professional development, and student 

perceptions regarding teacher evaluation. While the Hanover research found a correlation 

between teacher effectiveness and student performance, it was not directly related to the 

results of the value-added measures utilized. The value-added model did not assist in 

determining the retention of teachers in their assigned positions, but was useful to gather 
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information related to teacher growth. The research supported viewing teachers from a 

broader perspective that extend beyond test scores.  

Similarly, Darling-Hammond and Ducommun (2010) concurred that more input was 

needed from teachers at local levels beyond merely examining state assessment scores. They 

stated: 

Great progress has been made over the past two decades in developing standards-

based evaluations of teaching practice, and research has found that the use of such 

evaluations by some districts has not only provided more useful evidence about 

teaching practice but has also been associated with student achievement gains for 

teachers and has helped teachers improve their practice and effectiveness. (p. 9) 

 

Darling-Hammond and Ducommun (2010) stated that a valued-added model as such should 

primarily be designed to reflect and stimulate practices that could support student learning 

and greater teacher effectiveness. The influence a well prepared and qualified teacher has on 

student achievement is a much stronger impact than any other factor, including poverty 

(Darling-Hammond, 2006; Marzano, 2003). When teachers are effective in the classroom, 

students show a larger academic growth (Callahan & Sadeghi, 2014; Darling-Hammond & 

Ducommun, 2010; DuFour & Mattos, 2013; Hanover Research, 2015; Phillips et al., 2014; 

Tucker & Stronge, 2005). An online survey of Houston teachers discovered that a third or 

more of the teachers in low income schools were uncertified and inexperienced (Darling-

Hammond, 2006). Information from the survey cross referenced the results from state 

assessments to better understand the impact inexperienced teachers had on student 

achievement. The consequence of this situation was students in elementary school could lose 

up to a full year of achievement.  

While it is clear that inexperienced teachers can affect student learning, understanding 

the expectations of an evaluation process and how it can be used to improve teachers’ skills 
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and abilities in classrooms is deeply needed (Bersan, 2012; Callahan & Sadeghi, 2014; Jiang 

et al., 2014; Riordan et al., 2015). For this inquiry, useful refers to the ability of teachers to 

systemically integrate the evaluation process within teaching and learning. First, all of the 

components within teacher evaluation should be understood; the evaluation tool, 

observations, feedback from administrators, and professional development (Callahan & 

Sadeghi, 2014; Darling-Hammond, 2000; DuFour & Mattos, 2013; Phillips et al., 2014). 

Then teachers should know how the process can positively impact their growth and 

performance in the classroom (Jiang et al., 2014; Riordan et al., 2015). Teachers must use a 

critical lens to analyze and identify how their teaching practices are reflected within each 

component, making it more specific to areas of high level of performance as well as areas 

that need further development. Donaldson (2013) noted that only “26% of teachers in a 

recent national survey reported that teacher evaluation was useful and effective” (p. 3). In 

short, useful evaluations provide evidence about teacher practices and effectiveness, which 

contributes to student achievement gains (Danielson, 2011; Heinz, 2016; Sawchuk, 2015).  

 As explored in the next section, more research is needed to help teachers connect the 

evaluation process with a systematic process of teaching and learning. Jiang et al. (2015) 

indicated that teachers’ understanding and reaction to the process is directly related to their 

buy-in and engagement. Evaluation systems that are ambiguous, absent of teacher 

perceptions and their values, are often met with intense and negative emotions.  

Problem Statement 

Teacher evaluations should make a positive impact on teachers’ performances in the 

classroom; thereby driving what happens in education and outcomes for students. However, 

teachers’ voices are absent in most literature regarding the usefulness of teacher evaluation 
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(Bersan, 2012; Callahan & Sadeghi, 2014; Jiang et al., 2014; Phillips et al., 2014). District 

evaluation processes are often riddled with fragments that lack any connection to the voices 

of teachers (Bersan, 2012; Callahan & Sadeghi, 2014; Jiang et al., 2014). Most evaluation 

systems include classroom observations and conferences with teachers to provide feedback 

and guidance to improve instruction. Even though these are critical components, there is 

concern that when done alone, classroom observations and feedback conferences will not 

result in the desired improvements in instruction if the perspectives of teaches are never 

heard and considered (Jiang et al., 2014). Alderman and Chuong’s (2014) survey of teacher 

perceptions regarding pre- and post-implementation of district evaluation practices over a 

four-year period in 17 states and the District of Columbia found no difference between poor, 

fair, and great teacher performance connected to student achievement. Additionally, districts 

did not use the evaluation process as policy when making decisions about teacher retention. 

However, teachers who received more frequent observations with specific feedback using a 

higher quality classroom observation rubric that encouraged meaningful dialogue proved to 

be more beneficial for understanding areas for improvement. When teachers’ input is not 

sought, the usefulness of evaluation in the teaching and learning cycle is lost. Clipa (2011) 

suggested that if the desire is to optimize the quality of teaching and the evaluation process, a 

more thorough understanding must be realized. This begins to occur when teachers are given 

an opportunity to share their beliefs about what can be done to improve the process.  

Similarly, Mette et al. (2015) noted that until a valued dialogue between the teacher 

and administrator occurs, a barrier will remain, prohibiting a more significant increase in 

teacher improvement and student achievement. Teacher evaluations should be viewed as 

something to be done with teachers compared to being done to teachers. Hopkins (2016) 
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found that professional development can help teachers and principals understand the different 

components within the evaluation process and view them as valuable information that can 

impact instruction. Specifically, knowing how to evaluate the components, articulate what is 

being evaluated, and how to provide meaningful feedback to guide student learning are 

required.  

Limited teacher voice ultimately impacts the effectiveness of teacher evaluations, 

rendering them ineffective and fragmented (Bersan, 2012; Callahan & Sadeghi, 2014; Mette 

et al., 2015). This may be due to lack of connection between the understanding and training 

on the specific components of the evaluation, observations being conducted, and specific 

feedback delivered based on observations. Goe et al. (2017) surveyed State Teacher of the 

Year finalists between the years 1952 and 2015 to better understand what teachers valued to 

improve their teaching over several decades. Of the 1,200 finalists invited, 298 or 25% 

responded to the survey; the earliest respondent was the State Teacher of the Year in 1971. 

The first question asked the teachers to identify what components measured their skills. 

Teachers perceived a true measure of their skills was teacher professionalism, which was 

scored at 67%; followed by classroom observations at 63%. The two components the 

teachers viewed as less valued within the evaluation process were state accountability 

assessment scores, scored at 18%, followed by school-wide averages of student 

accountability results, with a score of 13%.  

Moreover, Bersan (2012) stated that teachers even become less reluctant about 

alternative evaluation methods when they have an understanding of each piece and how it 

works. From my perspective, it is critical for teachers to gain a clear understanding of the 

evaluation process and to be given a voice to express their perceived value for specific 
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components within the process. This lack of understanding and input from teachers coupled 

with controversy regarding the evaluation process has created more barriers to teacher 

effectiveness in classroom. These barriers can be recognized as the cause of this disconnect 

between the teacher’s voice and the evaluation process. During the 2012-2013 school year, 

Jiang, Sporte, and Luppescu (2014) conducted a mixed method study in Chicago involving 

600 schools to understand teachers’ perceptions regarding the clarity, practicality, and cost of 

a new evaluation system that included student growth as an integral component. Data 

collection consisted of surveys of 12,000 teachers and 32 interviews with a smaller subset of 

teachers. Relationships between the administrator and the teacher, professional community, 

and the perceptions of the evaluation system were found to be significant with apparent 

concerns about the inclusion of student achievement data as part of the process. Teachers 

perceived a number of factors including instability (such as mobility and poverty) continue to 

impact student achievement. Jiang et al. (2014) pointed out the perceptions and input of 

teachers were significant but encouraged continued attention and understanding to be sought 

by policymakers and administrators to further address the disconnect.  

Timely and constructive feedback may also be a factor in the usefulness of teacher-

established goals within the evaluation process (Bersan, 2012; Callahan & Sadeghi, 2014; 

Donaldson, 2013). Those evaluated need to understand what needs to be improved and how 

to reach that point. Lack of feedback may reveal gaps within professional development on 

the administrator’s part (Darling-Hammond & Ducommun, 2010; Donaldson, 2013). 

Administrators need to know what components to identify and focus on during evaluation 

and how to give effective feedback on those components. Donaldson’s (2013) survey of 

principals and interviews with both principals and teachers about evaluations and the hiring, 
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assigning, and development of teachers suggested the evaluation tool used and the lack of 

training for administration were of great concern, including cultural barriers between 

administration and teachers and those between students and teachers. Some teachers 

perceived that seniority played a part in the evaluation results for most teachers. Those 

employed within the district for a greater length of time remained employed before those 

with fewer years of experience if there was a need to cut a specific position.  

Teachers and administrators alike have the desire to make the evaluation process 

more effective (Darling-Hammond & Ducommun, 2010; Jiang et al., 2014; Marzano, 2012). 

Establishing goals and providing evidentiary support is an integral part of that process. 

Collectively, there is a need to reevaluate the procedures and practices in place, starting with 

the preparation years and moving forward so that evaluations will no longer be perceived as a 

source of anxiety for teachers, but as useful for teachers, the students, administrators, and the 

broader school community. 

Purpose of the Study and Research Questions 

The purpose of this heuristic, narratological study was to understand teachers’ 

perspectives on the usefulness of the teacher evaluation process and how it impacts their 

teaching performance. The primary focus of this study was based on the stories shared by the 

teachers as the participants in this study. Clandinin and Connelly (1996) addressed the 

importance of the narratives that are told to better understand the true dynamics of a 

phenomenon. They stated that when teachers share their stories, one can better understand the 

stories of the school. Since the stories of my participants were the cornerstone of this study, 

the primary theoretical tradition I used was narratology. Creswell (2013) explained that a 

narrative can successfully encompass the phenomenon of a process or procedure when the 
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stories of the participants are analyzed. Through this process, “the narrative is understood as 

a spoken or written text giving an account of an event/action or a series of events/actions” 

(p. 70).  

The evaluation process is one that I too have experienced, which is why heuristics 

was included as the secondary tradition. Moustakas (1990) pointed out the value of exploring 

phenomena from one’s own perspective. He stated that, “Heuristic inquiry requires that one 

be open, receptive, and attuned to all facets of one’s experience of a phenomenon” (p. 16). 

Adding this tradition provided more depth to the study since I have had experience with 

teacher evaluations both as a teacher and as an administrator. 

The who or what studied in a research study is considered the unit of analysis. For 

this study, the unit of analysis was the experiences shared by the teachers regarding the 

evaluation process. Comparing individual people or groups of people experiencing a 

phenomenon, process, or program becomes the unit of analysis (Patton, 2015). Through the 

exploration of the teachers’ experiences, I strived to gain an understanding of the teachers’ 

beliefs and attitudes concerning teacher evaluations and what components would make this 

process more useful for the teacher to improve instruction, thereby improving student 

academic performance.  

To guide my study, I identified questions that explored teachers’ beliefs and attitudes 

toward the current teacher evaluation process as well as components they feel would enhance 

instruction and student academic performance. Understanding both aspects allowed a more 

precise direction of what would make a positive impact on the process. Two central questions 

and four sub-questions follow:  

Central Question 1: What stories do teachers tell about the evaluation process? 
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a. What do teachers believe and understand about key components within the 

evaluation process for improving practices? 

b. In what ways do teachers perceive how evaluation enhances their classroom 

practices?  

Central Question 2: Drawing on the stories of teachers, what is needed to improve the 

process of teacher evaluations? 

a. What supports for evaluations do teachers perceive they need? 

b. How do they perceive their needs can be met? 

c. What professional development opportunities are provided at the school or 

district levels? 

Through narrative inquiry I wanted to explore the secret, sacred, and cover stories they tell 

about the evaluation process. As a heuristic inquirer, my shared experiences with the 

participants, who became co-researchers with me, are significant to the conduct of the study.  

Within the theoretical framework, I explored specific areas as foundation literature 

for the teacher evaluation process. The framework is introduced in this chapter and further 

explored in Chapter 2, the review of the literature. The literature surrounding evaluation will 

aid interpretation of the data regarding teacher evaluation and help give voice to teachers.  

Theoretical Framework 

Educators know and understand that their performance will be evaluated using the 

district-approved teacher evaluation tool and process. Hoglund (2012) identified the two 

purposes for evaluations: to improve performance and to dismiss teachers identified as 

inadequate or nonproductive. Most teacher evaluation systems fail to accurately measure the 

true quality of teachers because the methods used do not discriminate between teachers who 
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are effective from those who are considered ineffective (Marzano, 2012). Therefore, the 

problem is that teachers may not perceive the process as useful (Bersan, 2012; Callahan & 

Sadeghi, 2014; Jiang et al., 2014; Phillips et al., 2014). My purpose was to explore the 

teacher evaluation process and record stories shared by the participants in their own voices.  

The theoretical framework supported the identification of a structure that provided a 

strong sense of direction to the study. This framework brought a more comprehensive 

understanding of the phenomenon studied, questions asked, and data collected and how they 

are analyzed to bring clarity to the study. Maxwell (2013) stated, “the framework is that it is 

primarily a conception or model of what is out there that you plan to study, and of what is 

going on with these things and why” (p. 39). Further, he clarified the theoretical or 

conceptual framework as “the system of concepts, assumptions, expectations, beliefs, and 

theories that support and informs your research” (p. 39). With these elements in mind and the 

researcher as instrument (Patton, 2015), the framework also includes personal experiences 

and assumptions I bring to the study. Thus, I begin with my beliefs and assumptions that 

guided this inquiry.  

As the researcher, my experiences as a teacher and administrator have led me to 

believe the inclusion of student achievement data as part of the evaluation may impact 

teachers’ perceptions of the usefulness of the evaluation process. As this happens, I believe 

that valuing their voices affects their perceptions of the evaluation process and its usefulness 

in teaching and learning. An assumption I brought to the study was teachers accept that they 

will be evaluated according to their school district’s policy. However, I also think there are 

barriers that stand in the way of this process being effectively conducted. These barriers 

include factors such as a lack of training for both teachers and administrators. Principals and 
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others who evaluate teachers must know how to provide constructive feedback and how to 

identify and design teacher-established goals throughout the school year to promote the 

success of the teacher and make the evaluation process more meaningful (Alderman & 

Chuong, 2014; Callahan & Sadeghi, 2014; Donaldson, 2013; Sawchuk, 2015). I also assume 

that some teachers are mistrustful of administrators based on previous evaluation 

experiences. Many teachers strive to give their best to students they serve and want student 

achievement data to improve, but they often experience anxiety when data are part of their 

performance evaluation.  

I believe that teachers, as well as all other stakeholders, want to be heard. Being able 

to use their voices to improve this process will enhance classroom performance that, in turn, 

will impact the students they serve. When this process is viewed in-depth from all 

perspectives, more rigorous questions, discussions, and processes will start to form. Teachers 

are quite capable of engaging in critical and constructive feedback related to teaching, 

especially if their voices are valued. Finally, I believe that most teachers want an evaluation 

system that is fair and consistent. However, they need guidance and feedback that will 

improve their skill sets (Alderman & Chuong, 2014; Callahan & Sadeghi, 2014; Cook, 2015; 

Donaldson, 2013; Sawchuk, 2015). 

Over the past three centuries, the concept of teacher evaluations has changed 

dramatically. Throughout this period, various theorists have left their thumbprints on this 

concept. I have identified specific theorists who have had significant impacts on the 

evaluation process as it pertains to this study. Therefore, the first strand explored will be the 

history of evaluation. For a clearer understanding of the process nature of evaluation, 
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educators must understand the origin of evaluations and how they have been shaped over 

time.  

The second topic of the theoretical framework is based on teacher preparedness and 

professional development. The National Research Council (2000) reported a growing 

demand for a more intense sense of teacher support. Their investigation revealed that not 

only do teachers need more specific professional development related to the skill set of 

evaluations, but they also need specific feedback, time for reflection, and collaboration with 

colleagues. More recently, Darling-Hammond et al. (2017) concurred; they found it vital to 

explore not only the professional development provided to the teachers but also 

administrators conducting teacher evaluations.  

Next, teachers’ voices have been stifled related to discourse surrounding the 

evaluation process. Over time, their voices have been encouraged, but for a true shift in 

paradigm to occur in evaluation, a more substantial process for the inclusion of their voices 

must be developed. Jiang et al. (2014) asserted that there are notably few studies on teachers’ 

perceptions of the evaluation process. When teachers have a clearer understanding of the 

specific components within the evaluation process and their impact on their practices, more 

successful outcomes may be realized. There is extensive information about what a teacher 

evaluation should include when implementing the process. Still, an important aspect that 

often is overlooked is the teacher’s knowledge about the process. Moody (2018) stated that 

dissecting the components and ensuring that teachers fully understand the process could be 

the most critical component. To maximize growth, teachers need to have a voice in the 

understanding, developing, and implementing the process. Teachers who have a clear 
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understanding of the objectives they will be evaluated upon will have a better chance of 

improving their performance. 

 Even though there are many components involved in the evaluation process, much 

emphasis has been placed on the inclusion of student achievement data compared to other 

components, such as the inclusion of teacher voice. This impacts the culture. Teachers must 

feel that the culture in which they work is safe, and they can trust the administrator’s 

knowledge and skill for a successful evaluation process that will enhance their lives as 

teachers. Creating a culture where teachers feel safe and comfortable with educational 

dialogue to improve instruction may take time, but can also be quite beneficial. To maximize 

this outcome, leaders must be able to foster a nurturing and progressive culture to provide 

teachers and students with what is necessary to enhance student performance (DuFour & 

Mattos, 2013; Kouzes & Posner, 2003; Rath, 2004; Rowlands & Crabtree, 2018).  

Finally, I explored different leadership styles and how they impact the process to 

provide a clearer understanding of the teacher evaluation process and the growth of the 

teacher. A vital aspect to consider is for those conducting teacher evaluations to understand 

how their leadership styles may impact the process. Leithwood et al. (2004) emphasized the 

extent to which principals indirectly affect student learning and achievement through the 

eminence of teachers and staff members. Their leadership styles, especially in the area of 

instruction, is second to teacher quality when examining school-related factors. 

 A brief description of each of the areas of the theoretical framework follows with 

integration of key theories, concepts, and empirical literature to communicate the 

foundational knowledge of the study. As previously noted, these areas are introduced here 

and further expanded in the literature review, Chapter 2 of the study.  



15 

History of Evaluations 

Examining the history of evaluations may lead to understanding the evaluation 

process and how it has evolved. Teachers have experienced teacher evaluations since the 17th 

century. During this period, those supervising the teachers were clergy. Evaluations had little 

to do with the abilities of the teacher in the sense that it is now used (Marzano et al., 2011). 

As this process has evolved, a variety of theorists have left their imprints, impacting specific 

components within the process. A shift was recognized in 1845, emphasizing the need for 

supervision to focus on improving instruction (Marzano et al., 2011). Thorndike and 

Cubberley individually developed similar work expanding on the idea that emphasis needed 

to be placed on measurement and analysis to ensure that both schools and teachers were 

productive (Cubberley, 1922). Wetzel took the concepts introduced by Thorndike and 

Cubberley and identified specific strategies and behaviors adopted by teachers within the 

classroom that needed to be explored and studied when determining growth and productivity. 

One of the more profound theorists was John Dewey (Marzano et al., 2011), viewed 

as a pioneer for education. He first introduced concepts such as student-centered education, 

connecting the real world to what is being taught in the classroom, differentiating instruction 

based on student needs, and integrating the content being taught. These concepts led later 

theorists to look at those who are providing the education for students and what will make the 

educational process more beneficial for students. Within the era of supervision, Goldhammer 

(1969) developed a five-phase process to clinical supervision that would give administrators 

a more systematic approach to measuring effectiveness. These phases included a pre-

observation conference, classroom observation, analysis, supervision conference, and 

analysis of the analysis. Decades later, Toch and Rothman (2008) found critical points within 
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the evaluation system used, stating that the earlier system used was superficial and often did 

not relate to quality instruction or student growth. As theorists are explored, it can be 

recognized that ideas introduced are constructed from previous ideas of their predecessors, 

each trying to improve the process recognized at the time.  

In the early 1980s, Madeline Hunter developed her work, which was initially 

identified as the seven-step model of a lesson (Hunter, 1994). This was soon transformed for 

use within teacher evaluation. This supervision model provided more concrete objectives to 

be observed and evaluated, including the anticipatory set, objectives and purpose, modeling, 

checking for understanding, and independent practice, just to name a few. This model was 

criticized for the limited attention to diversity and differentiated instruction (Bolinger, 1988; 

Gibboney, 1987; Marzano et al., 2011; McNergney & Imig, 2016). 

One of the more profound studies that impacted the teacher evaluations and 

catapulted this process as critical was the Widget Effect (Weisberg et al., 2009), spanning 

over 12 districts located in Arkansas, Colorado, Illinois, and Ohio. The Widget Effect 

referred to teachers as interchangeable parts—one teacher could be traded for another teacher 

and there would be no difference in outcomes. Approximately 12,000 teachers and 1,300 

administrators explored insights from advisory panels within each state, gaining information 

from state and district policies on teacher evaluations; using surveys to collect perspectives 

from both administrators and teachers; and reviewing evaluation reports. The study 

concluded that the indifference recognized within the existing evaluation system identified 

five characteristics that needed to be revised if the process could be considered beneficial. 

These characteristics included: (a) all teachers are rated good or great, (b) excellence goes 

unrecognized, (c) inadequate professional development, (d) no special attention to novices, 
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and (e) poor performance goes unaddressed. Based on these identified characteristics, the 

Widget Effect could be ameliorated. As educators, we often refuse to recognize and act on 

differences in teacher effectiveness (Weisberg et al., 2009). Additionally, a better evaluation 

system may be one process that could prove to be effective, ensuring more beneficial results 

for educating students. There were four specific components recognized within this study that 

needed to be addressed if this process was going to become more successful. These 

components included:  

1. Adopt a comprehensive evaluation system that fairly, accurately, and credibly 

differentiates teachers based on their effectiveness in promoting student achievement. 

2. Train administrators and other evaluators in the teacher performance evaluation 

system and hold them accountable for using it effectively. 

 3. Integrate the performance evaluation system with critical human capital policies 

and functions such as teacher assignment, professional development, compensation, 

retention, and dismissal.  

 4. Adopt dismissal policies that provide lower-stakes options for ineffective teachers 

to exit the district and a system of due process that is fair but effective (Weisberg et 

al., 2009). 

Education could not be where it is today without the work in each era and by theorists 

and practitioners that formed this evolution. Within today’s educational system, the work 

from these theorists can be recognized in the preparation of teachers and their work in 

schools (Cogan, 1972; Marzano et al., 2011; Weisberg, et al., 2009). In the literature review, 

five specific timeframes are explored; pre-20th century, early 20th century, mid-20th century, 

late 20th century, and 21st century. 
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Knowledge acquired throughout the preservice years hopefully prepares teachers for 

their first positions as teachers. However, once a teacher accepts this position, the focus on 

professional growth and development shifts from preparation to something more specific to 

the position they have acquired and the school system in which they are working. Examining 

how teachers are prepared for teaching assignments and then supported through professional 

development will ensure a higher level of success for teachers. The initial and continued 

growth of teachers develops and expands their skill sets to impact the learning of students 

they serve.  

Teacher Preparedness and Professional Development 

One area recognized as a critical component in the teacher evaluation process is 

professional development. Exploring how teachers become prepared before completing their 

degrees, as well as the professional development they receive after accepting a teaching 

position will provide more clarity regarding the correlation between preparation and teacher 

evaluation outcomes. “Professional development is defined broadly as all of the formal and 

informal experiences teachers have throughout their careers, from preservice training to 

retirement” (DiPaola & Hoy, 2015, p. 161). Even though this is a broad definition, it has 

become more specific to educators in the 21st century. When described in a precise manner, 

professional development is defined as intensive, ongoing, and connected to practice; 

focusing on the teaching and learning of specific content; related to other school initiatives 

and building strong working relationships among teachers (Darling-Hammond & Richardson, 

2009). 

In recent years there has been a push for teachers not only to be certified but also be 

highly qualified for the position held (Darling-Hammond et al., 2005). Using data from all 50 
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states in case study research, Darling-Hammond (2000) included more than 2,000 teacher 

graduates to examine ways teacher qualifications and other school inputs are related to 

student achievement. Results from this study indicated that measures collected related to 

teacher preparation and certification may have the strongest correlation to student success, 

specifically in content areas such as reading and mathematics. Aspects explored were: 

(a) general academic ability and intelligence, (b) subject matter knowledge, (c) knowledge of 

teaching and learning, and (d) certification. The analysis correlated with how teachers are 

prepared through universities or colleges, the certification they acquire, followed by 

professional development provided once assigned to a teaching position. However, without a 

preparation program that is effective and maintains high expectations, teachers could prove to 

be less effective.  

More than 300 schools of education created a bridge between the traditional four-year 

bachelor’s degree programs and professional development attained through local school 

districts (Darling-Hammond, 1998). These programs joined in the experiences provided 

within these districts in order for professors to initiate their continued learning process and 

start the path to further their understanding of professional development and how it would 

impact teacher growth. The opportunity to collaborate with new professionals and veteran 

teachers creates a link between theory and practice. The focus on professional development 

within school district programs has evolved to incorporate s higher level of mentorship for 

(a) developing skill sets of peer observations and coaching, (b) study groups for networking 

within specific subject areas, (c) ongoing workshops or courses of study, and (d) embedded 

learning opportunities and educational dialogue (Darling-Hammond, 1998).  
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Svendsen (2020) has continued this collaboration with school districts by examining 

longitudinal data involving teacher surveys from 2009 to 2016. He was able to identify 

specific areas for strengthening professional development and suggested that teachers should 

be active learners instead of passive participants. Svendsen found that building learning 

communities between teachers’ preparation years and experiences in schools develops an 

understanding of teaching and establishes the need for teachers to participate in professional 

development, thereby constructing relationships and trust as they interact with their peers and 

administrators. Teacher preparation programs were also able to lay the foundation for 

improving preservice experiences for teachers (Svendsen, 2020). Such collaboration between 

school districts and teacher-preparation programs ensures a continuous flow of data needed 

for teacher growth and development. 

While professional development is certainly important, what drives this study is to 

collectively gain an understanding of the perspectives of teachers for the evaluation process 

and explore ways to reduce barriers to enable teachers and administrators to use this process 

to improve instruction. Gaining an understanding of teachers’ voices may contribute to this 

process. 

Culture and Teacher Voice 

Teachers within a school system must feel a level of trust to maximize all components 

within the evaluation process. Exploring the impact that culture has within the school system 

must be considered when striving to improve the evaluation process and ensuring that 

teachers view it as useful to improve their performance in the classroom. “Culture refers to 

the values, belief system, norms, and the way of thinking” (Owens & Valesky, 2011, p. 138). 

Stader (2013) looked at school culture in a more specific way. He stated, “school culture is 
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the normative glue that holds a particular school together by defining and perpetuating how 

administration, teachers, parents, and students interact with one another” (p. 58). 

Regarding culture and how it affects teacher evaluations, two areas are explored in 

this study. The first is the culture or climate within the organization and its conduciveness to 

learning and growth. The second has to do with the cultures represented by the students 

served and the staff members serving those students. No two people are alike, and therefore, 

no two people will perceive the same experiences in the same manner (DiPaola & Hoy, 2014; 

Fullan, 2007; Owens & Valesky, 2011; Payzant, 2011). Each person interprets behaviors, 

information, and situations through their cultural lens. These lenses then create an awareness 

that becomes the view of how things are concerning any given topic (Darling-Hammond, 

1998). The role of culture within an organizational frame was the focus of Donaldson’s 

(2013) study of principals. 

Donaldson (2013) interviewed 30 principals in two northeastern states. She found that 

the role the principal plays and the culture that is fostered through this role dramatically 

impact the level of effectiveness throughout the professional development and evaluation 

process. In this study, 83.3% of principals—but just 37.7% of teachers—reported that 

monitoring the teachers’ work within the classroom was a useful practice when improving 

their instruction. Another significant factor that comes into play within a culture is when the 

principal preferred to create a “nice culture” versus an effective culture (Donaldson, 2013). 

The principals were reluctant to give critical feedback, and if capable, were unlikely to define 

the evaluation focus.  

  Within any school organization the culture in the school will be negatively affected 

(Donaldson, 2013) if there is (a) a weak evaluation tool; (b) a lack of substance or 
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understanding of the components, including the evaluation tool; (c) limited descriptive 

feedback or rationale; and (d) a lack of skill or training on the part of the administration. Staff 

members need to trust that the administration knows what they are doing and that their 

guidance is in the best interest of the students and staff. They need to understand each 

component in a teacher evaluation process and how it will impact their roles. Teacher 

evaluations that are brief and fail to differentiate among teachers will be viewed as a weak 

process and therefore affect the culture of the building (Callahan & Sadeghi, 2014), which 

often signals weak leadership. 

 The role the leader has in this process impacts the culture that is experienced within 

schools. Exploring the characteristics of leadership and examining knowledge leaders should 

have about the evaluation process will lead to a more comprehensive understanding of the 

importance of including teacher voice and supporting an effective school culture. Hence, 

leadership is important to the evaluation process (Fullan, 2007; Owens & Valesky, 2011; 

Rath, 2004; Rebore, 2015; Rowlands & Crabtree, 2018). 

Leadership and Evaluation 

 Considering the leader’s role within the evaluation process is significant; in order for 

change to occur, the knowledge and skills regarding evaluation and leadership style of the 

leader must be considered. Critical components such as skillful use of observation and 

feedback can lead to higher levels of student achievement when constructive relationships 

between teachers and administrators exist. Feedback from effective coaching with teachers, 

evaluations, and walkthroughs can provide information principals need to support the growth 

of teachers. Grissom, Loeb, and Master (2013) explained that walkthroughs should be 

supported with professional development. “While principals use walkthroughs as a primary 
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source of information about teachers’ instructional practices, if they do not use these 

walkthroughs to support professional development or other human resource practices, the 

information they gather may be less beneficial” (p. 442). 

The leadership characteristics of the principal or others conducting evaluation are 

factors to consider when completing the evaluation tool, providing feedback, and then 

developing and implementing appropriate professional development, which may not be a one 

size fits all model (Kouzes & Posner, 2015; Owens & Valesky, 2011; Rebore, 2015; 

Rowlands & Crabtree, 2018). 

Leadership is not about position, but instead about characteristics within the people in 

the organization (DuFour & Mattos, 2013; Kouzes & Posner, 2015; Posner, 2017, Rath, 

2004). Developing effective evaluation skills involve identifying when the opportunity arises 

for certain skills to be developed and refined for use in the process (Posner, 2017). When this 

happens, leaders are able to promote a culture of learning and teaching that communicates 

innovation and creativity in instruction (Fullan, 2007; Kouzes & Posner, 2003; Owens & 

Valesky, 2011; Payzant, 2011). Teachers are not afraid to be innovators and risk-takers.  

As the researcher, I delved more deeply into specific leadership styles that could 

impact the teacher evaluation process. Gupta (2016) reported that leaders within a school 

system are a secondary factor to teachers who influence student achievement within the 

school. Various leadership styles are recognized as having an impact on both teachers as 

professional, viewed from a person-centered perspective that bring value to the teacher 

evaluation process. Some leadership styles seen in school systems have been recognized for 

decades, while others are relatively new.  
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A survey of 288 certified teachers across K-12 grade levels in Tennessee identified 

transformational and transactional leadership styles to have a positive effect on the teacher 

evaluation process (Schwartz, 2017). The Likert scale items completed by participants 

resulted in the identification of both job satisfaction and leadership characteristics perceived 

to have a positive impact on the teacher evaluation process. Additionally, Schwartz (2017) 

surmised that these leadership styles offered an effective teacher-leader relationship that not 

only inspired a sense of trust, but also encouraged and guided teachers toward continued 

growth.  

New leadership styles do not necessarily translate to new behaviors that will impact 

teacher evaluation, still recognized as a specific skill set for 21st century schools (DuFour & 

Mattos, 2013; Posner, 2017; Rowlands & Crabtree, 2018). Leaders frequently demonstrate 

characteristics from a variety of leadership styles based on the situation or stakeholders 

involved. There are similar characteristics among various leadership styles, and each has 

attributes that are meaningful to address dilemma in schools; however, there are some 

leadership styles that may not fit particular situations (Kouzes & Posner, 2003; Posner, 2017; 

Rowlands & Crabtree, 2018). Whitlock (2017) stated, “No one leadership style or theory can 

work in isolation, and no leader can align with one style to utilize in all situations” (p. 1).  

In this section, I provide brief discussions of the multiple strands of the theoretical 

work that include: (a) the history of evaluation, (b) teacher preparation and professional 

development, (c) culture and teacher voice, and (e) leadership and evaluation. As noted, these 

areas are further explored in the literature review through relevant theories, concepts, and 

empirical studies. While the foundation literature of this study frames the units of analysis, 
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the voice of teachers regarding evaluation, the overview of the methodology highlights key 

features of the study’s design. 

Overview of Methodology and Design 

For this study, I chose to conduct heuristic narrative inquiry to seek a better 

understanding of the beliefs, experiences, and perceptions teachers may have toward the use 

of the teacher evaluation process. I looked at four specific components within this process: 

the evaluation tool, observations conducted by the administrator, feedback between the 

administrator and teacher based on observations, and professional development that will 

support both the initiatives of the school as well as identified areas recognized throughout the 

observations. I elected to use qualitative methodology because it is useful to explore and 

capture participants’ stories. Hoyt and Bhati (2007) stated that this methodology is used 

frequently in fields such as education, social work, medicine, sociology, and anthropology. In 

using this method, the researcher can access a more vibrant heritage of the core practices in 

these fields of study.  

Unlike quantitative data that relies on the quantity in which something is observed, 

qualitative data focuses on collecting, analyzing, and interpreting data that is not based on 

numbers (McLeod, 2001). This approach is based on individual perspectives and bringing 

those experiences to life. Qualitative research allows for a more in-depth exploration of the 

phenomenon and how it impacts those within the study. Trochim (2019) stated, 

Qualitative data typically consists of words while quantitative data consists of 

numbers. However, all qualitative data can be coded quantitatively. Anything 

qualitative can be assigned a meaningful numerical value. These values can be 
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manipulated to achieve greater insight into the meaning of the data and example the 

specific hypothesis. ( p. 17) 

My main theoretical tradition for this study was narratology. Narrative researchers 

collect stories and experiences from individuals using many different forms of data. Since I 

asked my participants to share their experiences and stories concerning the teacher evaluation 

process, it is appropriate to include narrative research. Narrative stories are increasingly 

becoming useful for capturing educational experiences (Creswell, 2013). The construction 

and reconstruction of personal and social stories have helped guide and mold advancements 

in the field of education (Connelly & Clandinin, 1990; Creswell, 2013; Patton, 2015).  

Heuristic inquiry, a form of phenomenology, was my secondary theoretical tradition 

or perspective for this study. According to Moustakas (2001), “heuristic research involves 

self-search, self-dialogue, and self-discovery” (p. 263). The phenomenon to be studied, the 

units of analysis, was the teachers’ stories about the teacher evaluation process. Since I have 

experienced this process myself, heuristic inquiry was a good fit for my study. I was able to 

have a better understanding of the phenomenon of evaluation not only through my lens but 

also through the lens of my participants. I taught for eleven years before becoming an 

administrator; thus, I was able to rely on my experiences both as a teacher and an 

administrator.  

Purposeful criterion sampling was used to identify participants for this study. Using 

Qualtrics, I implemented a survey to all certified staff members to determine which members 

would have information-rich data regarding this topic (Patton, 2015). The survey helped to 

gain important demographic information, such as race and ethnicity, years teaching, 

educational background, and other factors about possible candidates. Once this information 
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was collected, I used maximum variation sampling to get diverse perspectives on the topic 

(Patton, 2015). I chose eight participants. Diversity considered were factors such as years of 

experience, content area taught, and experience in one school system for all experience as 

well as those who had experience in multiple school districts.  

Most questions in this Qualtrics survey were structured as multiple-choice. Still, there 

were a few open-ended questions to grasp an understanding of the individual categorical 

representation and attitudinal dimensions of the participants. Interviews were used as one of 

my primary data sources. To elicit information from the participants, I used a semi-structured 

interview format. This format allowed the interviews to occur like a conversation (Kvale & 

Brinkmann, 2009). An additional data source obtained from participants was a written 

narrative after viewing an educational TED Talk. The final data source I used to gather 

information was the evaluation rubric, developed by The Mid-continent Research for 

Education and Learning (McREL), currently used where participants are employed. The 

rubric was used as a document to understand the evaluation system and direction for 

professional development.  

As mentioned, I selected an educational TED Talk video for my participants to view 

and provide a written narrative as one of my data sources. The use of this form of data is 

supported as a means of an ethnography approach. Grbich (2013) stated “ethnographic 

content analysis refers to a method for retrieving and analyzing documents for their 

significance and meaning in context” (p. 195). In this approach, Creative Analytic Practices 

(CAP) has evolved as a reliable source for gaining the expertise of various theorists. This 

approach blurs the lines between the arts and sciences. Participants watched the video and 

then wrote a narrative based on their reflection from the video and experiences thus far with 
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teacher evaluations. These three forms of data collection, in addition to the mixed survey, 

allowed me to crystallize the findings as a form of validity.  

The Qualtrics survey used to initiate this process was designed to help identify 

participants. In order to get a stronger sense of diversity, the questions designed helped 

achieve a broader level of experience through criterion sampling. The diversity desired 

includes years of experience, grade level taught, experience in one district as well as 

experience in multiple districts, and the inclusion of those teaching specific content areas 

such as art or music, as well as special education teachers.  

Analysis of the data began with the initial Qualtrics survey, which was a mixture of 

multiple choice items and open-ended questions to frame their level of understanding of the 

evaluation process. Descriptive statistics was used to analyze quantitative data with coding to 

identify themes in the open-ended questions and qualitative data of the study, which includes 

interviews, narratives, and the evaluation rubric review.  

Coding is primarily a function within qualitative inquiry for constructing meaning of 

experiences (Creswell & Poth, 2018; Grbich, 2013; Miles et al., 2014).The process allows the 

researcher to identify words or short phrases recognized as significant to the unit of analysis, 

teacher stories regarding evaluation. To code the qualitative data, I went through the process 

of reading and memoing to find patterns in the data and identify common themes (Grbich, 

2013).  

The use of narrative inquiry allowed me to explore a comparative analysis of my 

participants’ survey data, interviews, and narratives in conjunction with the evaluation rubric 

review to gain a stronger understanding of contributions made within the classroom and 

connections to the evaluation process. Connelly and Clandinin (1986) stated, “[the] narrative 
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method offer[s] a way to understand teaching and learning in a classrooms as a temporal 

process reflecting the biographic histories of classroom participants” (p. 130). Grbich (2013) 

suggested that the use of narratives allows a sociocultural approach to a study. Through this 

process, a holistic view of meaning beyond language, including social, cultural, and political 

aspects of experiences, offers a deeper framework that can be interpreted to make sense of 

everyday events. In doing this, the study became more concise, with specific content being 

studied or explored for a clearer understanding. Unlike the coding and interpretation of other 

data sources, the narratives were told and explored as a complete entity. This approach 

allowed for insights into the political and historical aspects that may have impacted events or 

episodes from the perspective of the participant sharing the story or narrative. Through this 

approach, there was an ability to compare the stories shared by each participant experiencing 

similar events. Linking common perceptions gave a clearer understanding within the data 

collected.  

Once data analysis was completed, it was essential to reflect further about the purpose 

of evaluations. Various stakeholders have expressed concern for the current teacher 

evaluation process. In previous decades, development occurred toward the improvement of 

the process, with recent emphasis placed on obtaining the perspective of teachers and how to 

improve their practice in the classroom. By working with teachers as my participants who 

have experienced this process, I was able to explore various attributes they felt would 

contribute to the further development of the process.  

Significance of the Study 

My experiences with teacher evaluations, both as a teacher and as an administrator, 

led to my passion for the students served and the processes that guide me to improve systems 
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used. The process of teacher evaluations has gone through a number of reforms, and progress 

has been made, but there is still a need to improve what is implemented within school 

systems. A significant factor that will continue to move the needle could be an emphasis 

placed on teacher voice. Bersan (2012) stated that when teachers gain a stronger 

understanding of the purpose of evaluations and are allowed to provide input about what is 

needed, the process becomes more beneficial. Relationships between teachers and 

administrators working collaboratively to frame conversations on instruction and reflect on 

practices will build a sense of trust where interests, beliefs, and values are appreciated and 

become a cornerstone for growth of the teacher. (Donaldson, 2013; Gupta, 2016; Kouzes & 

Posner, 2003; Posner, 2017, Rath, 2004).  

There is a disconnect between stakeholders who are developing the teacher evaluation 

process. There is value and insight to be gained from all stakeholders, just like there is for 

understanding the role each component has to ensure growth for both teachers and students 

(Alderman & Chuong, 2014; Close & Beardsley, 2018; Sawchuk, 2015). Alderman and 

Chuong’s study brought an awareness of teacher voice coupled with accountability, 

transparency, and guidance to ensure their growth and student learning. Identifying and 

supporting teachers to develop their skill sets within the classroom is the responsibility of the 

administrator. Allowing poor or ineffective teachers to remain in the classroom due to a 

system that is broken only hurts the students and the system itself.  

With the exploration of teachers’ voices, various stakeholders will be equipped to 

make changes in the procedures and practices put into place for the teacher evaluation 

process. To better prepare our teachers for the field, colleges and universities can better 

design the coursework and program requirements to create curricula aligned with evaluation 
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standards they will expect to see in school district (Darling-Hammond, 2000; Darling-

Hammond et al., 2005; Phillips et al., 2014). Teachers and leaders within a school system 

will be able to design professional development opportunities that are embedded and relevant 

to the needs of those teaching in that system (Callahan & Sadeghi, 2014; Cook, 2015; 

Phillips et al., 2014; Riordan et al., 2015). Understanding and emphasizing the need for 

teachers’ voices will not only promote buy-in and investment in their values and beliefs, it 

will also create a culture of trust and accountability for collaboration and growth. The teacher 

is the number one factor impacting student achievement (Darling-Hammond, 2006; 

Donaldson, 2013; Marzano, 2012; Phillips et al., 2014), but without the support and guidance 

of the administrator or leader in the school, the growth and effectiveness of the teacher will 

not be as great.  

Conclusion 

Teachers are the primary stakeholder in the teacher evaluation process. However, a 

recognized problem in this process was that the teacher’s voice have been stifled. By 

examining the teachers’ perspective on this process a new insight was realized that could 

have a significant impact on the process itself, but more importantly, on the outcome for 

students and teachers. Within the theoretical framework, I have recognized four strands that 

are significant to understanding teachers’ voices and perspectives related to evaluation: the 

history of evaluations, teacher preparedness and professional development, culture and 

teacher voice, and leadership and evaluations. Each of these strands was briefly introduced, 

but are expanded upon within the literature review. The design of the study was also offered 

in this chapter to give some insight about the setting, participants, data sources, and analysis.  
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In Chapter 2, I delve deeper into each strand identified. The extended discussion 

provides a more comprehensive understanding of how each strand affects the teacher 

evaluation process. The design and methodology utilized to conduct this study is explored 

more comprehensively in Chapter 3, which concludes with a discussion of limitations and 

ethical considerations.  
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CHAPTER 2 

LITERATURE REVIEW 

When a new teacher is hired in a school district, there is an understanding that they 

will be evaluated by their administrators who will use the district’s evaluation tool to do so. 

The problem is that teachers may not perceive the evaluation as useful, or even understand 

the purpose behind the process. Evaluating teachers is a complex process that is impacted by 

a great number of factors. Understanding the beliefs, values, and perspectives of teachers 

experiencing this process and how evaluation can be enhanced is a logical step if there are to 

be positive and significant outcomes for teachers and students.  

There is extensive literature about teacher evaluations and how this concept has 

evolved over time. This is important to understand, but the amount of literature about 

teachers’ anxieties or perceptions toward teacher evaluation is not as abundant (Bersan, 

2012; Callahan & Sadeghi, 2014; Jiang et al., 2014; Phillips et al., 2014). A review of the 

literature was conducted using three internet accessible databases: EBSCO, ERIC, and 

JSTOR. To initiate the process, three key words or phrases were explored: “teacher 

evaluation,” “teacher voice,” and “teacher evaluation and teacher voice.” Within EBSCO, 

teacher evaluation yielded 81,467 entries, teacher voice had 14,340 entries, and teacher 

evaluation and teacher voice had 349 entries. Using ERIC, there were 23,277 entries for 

teacher evaluation, 1,787 entries for teacher voice, and the combination of both teacher 

evaluation and teacher voice yielded 78. On the final database search, JSTOR, there were 

167,816 entries for teacher evaluation, 19,867 entries for teacher voice, and 34,014 for both 

teacher evaluation and teacher voice. This vast difference seems to indicate a desire to obtain 

the teacher’s voice in a variety of areas, except when it comes to teacher evaluations. 



34 

An examination of the literature is focused on four strands; the history of evaluations, 

teacher preparedness, culture and teacher voice, and leadership and evaluation. The first 

section to be explored is the history of evaluations. To understand the nature of evaluation 

and the inclusion of teachers’ perspectives, an historical view of evaluation is needed. Within 

this strand, various theorists and the evolution of teacher evaluations are examined to give a 

clearer vision of the development of this process. Within the review on the history of 

evaluations, the concept of merit pay is explored. Some of the more impactful reforms, such 

as A Nation At Risk and No Child Left Behind, have been reviewed to gain an understanding 

of how legislative initiatives stimulated evaluations. 

The second section of the literature review describes teacher preparedness and 

professional development. Darling-Hammond and Ducommun (2010) pointed out that well-

prepared, experienced, and accomplished teachers make a major difference in student 

achievement. Providing teachers with meaningful professional development will further 

support the growth of the teacher. Additionally, exploring culture and teachers’ voices and 

their limited inclusion in the evaluation process is explored. Jiang et al. (2014) identified 

notably few studies regarding teachers’ perceptions of the evaluation process. However, in 

recent education an increased emphasis on the evaluation process has evolved, which has 

started to include teachers’ perspectives to make it more useful (Alderman & Chuong, 2014; 

Donaldson, 2013; Weisberg et al., 2009). The culture that is fostered within a school system 

and the relationships that are built between the administration and teachers can lay the 

groundwork for a stronger evaluation process, leading to positive outcomes for students and 

teachers. Finally, leadership is explored within the context of evaluation. Within the context 

of this research, leadership refers to the knowledge, skills, and dispositions of building-level 
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administrators charged with conducting teacher evaluations. Exploring relevant leadership 

styles illuminates the effectiveness this role contributes to the process. Without a doubt, 

teachers are the number one factor that impact student learning (Darling-Hammond, 1998; 

Darling-Hammond, 2010; Phillips et al., 2014; Riordan et al., 2013); following teachers are 

building principals. The leadership styles portrayed within schools influence aspects of the 

building’s culture. Teacher evaluations are one of those aspects that have a bearing on the 

school’s culture.  

History of Evaluations 

  When examining the history of the evaluation process, it is recognized that there has 

been rapid change, resulting in a system that has evolved and improved over time (Borg & 

Gall, 1989; Cross & Regden, 2002; Cunningham, 1997; McNergney, 2016; Sullivan, 2012). 

As this process has changed over the centuries with the work of various researchers and 

theorists, its evolution and impact reflect a clear picture of striving to improve previous 

evaluation models and processes. The key findings of these eras can be recognized and have 

helped to design what is recognized and used in contemporary evaluation systems (Alderman 

& Chuong, 2014; Cross & Regden, 2002; Duke, 1990; Kohn, 1996; McNergney & Imig, 

2016). Within this strand, five timeframes are explored: pre-20th century, early 20th century, 

mid-20th century, late 20th century, and 21st century.  

Starting in the pre-20th century, religious institutions governed schools. However, a 

focus on specific teaching disciplines and pedagogies that could make the educational 

experience more effective was realized (Borg & Gall, 1989; Urban & Wagoner, 2000; 

Walberg, 1984). Today, the division of church and state is protected under the Establishment 
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Clause, which is one of two parts within the First Amendment (Green, 2014; Hamilton & 

McConnell, 2020).  

By the early 20th century, the scientific approach toward schools educating students 

began to take hold while there was also an emphasis on developing a democratic society that 

would impact learners both in and outside of the school (Bearden et al., 1995; McNergney & 

Imig, 2016). During this timeframe, evaluating teachers became a reality for both teachers 

and administrators.  

In the mid-20th century, the teacher’s actual performance began to crystallize. During 

this timeframe, a shift can be recognized from a teacher’s appearance and mannerisms 

toward their practices, behaviors, and strategies used in the classroom (Kohn, 1996; Holmes 

Group, 1986; McLaughlin & Pfeiffer, 1988; McNergney & Imig, 2016; Rosenshine, 1971). 

Affected by various reform initiatives and legislative efforts, teachers became more aware of 

the role of evaluation in their professional lives.  

By the late 20th century, one of the more profound educational reforms, A Nation At 

Risk, was developed that resulted in some significant changes in education in how students 

were taught and how educators were evaluated (Cotton, 2000; Schmoker, 1999; Walberg, 

1984). Additionally, the concept of merit pay evolved as leaders sought to establish a way to 

reward effective teachers (Sullivan, 2012; Weisberg et al., 2009). This concept, however, was 

short-lived based on the premise of not being able to fairly implement merit pay for all 

educators. While merit pay was not widely observed in school systems across the country, 

discussions remain on how to use merit pay effectively. Discussed later in this chapter, 

theorists such as Madeline Hunter and Charlotte Danielson strived to identify models that 
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could be used to evaluate teachers and offer more effective feedback and direction to 

improve practices (Danielson, 2008, 2013; Hunter, 1994).  

In the 21st century, prominent educational legislation such as No Child Left Behind 

(Klein, 2015), Race to the Top (Hanover Research, 2015), and Every Student Succeed Act 

(ESSA) (U.S Department of Education, 2017) provided another great shift in education and 

how the system functions (Carey, 2004; Darling-Hammond, 2006; Donaldson, 2013; Phillips 

et al., 2014). These reforms placed an emphasis on the teacher’s performance in the 

classroom, but more importantly, on the student’s academic achievement as a result of 

performance. 

Pre-Twentieth Century 

The concept of teacher evaluations has existed since the 1700s. At this time, a main 

criterion in the school day was to guide religious instruction in the classroom. Teachers were 

not evaluated by others in the educational field, but instead by the local clergy or 

governmental officials (Borg & Gall, 1989; Brackemyre, 2018; Burnham, 1976; 

Cunningham, 1997). Individuals in these roles hired the teachers, established the 

expectations, and judged teachers’ performance based on expectations, which today are 

recognized as having little to no connection to actual teaching (Cunningham, 1997; Urban & 

Wagoner, 2000). Expectations were based on a teacher’s mannerisms and religion rather than 

standards of teaching.  

 By the mid-1800s a shift occurred, especially in urban schools. These schools became 

more complex, with a demand for teachers with expertise in content area disciplines to 

impart specific subject areas. Clergy were not effective supervisors, and whoever took on this 

role needed to have subject area knowledge and skills (Borg & Gall, 1989; Brackemyre, 
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2018; Burnham, 1976; Cunningham, 1997; Urban & Wagoner, 2000). Additionally, the 

Establishment Clause, better known as the ‘separation of church and state,’ had become a 

reality (Hamilton & McConnell, 2020). This led to the complex role of the administrators in 

school systems, which were often filled by someone who had held a teaching position in the 

school. During this period, an awareness of pedagogical skills became a necessary 

component of effective teaching (Peterson, 2000; Schmoker, 1999; Walberg, 1984).  

 Initially, schools within a community often consisted of a single teacher (Tracy, 1995) 

with multiple responsibilities including cleaning and warming buildings during winter 

months. As the industrial era grew, larger towns and cities also grew. A need for establishing 

public schools became recognized (Mann, 1849, 1872). Horace Mann was the first to 

establish the concept that not only should schools be supported, but also publicly funded 

(Most, 2019). A universal shift occurred with the responsibility of the schooling process from 

the individual to the institution. Horace Mann and John Dewey articulated a need to equalize 

opportunities by expanding rather than limiting the resources that were being developed 

(Brick, 2005).  

As a means to ensure that every child could receive a basic education, Mann 

spearheaded the Common School Movement with the understanding that this basic education 

would be funded by local taxes (Messerli & Messerli, 1972). Mann thought that public 

schooling was the core of becoming a good citizen, participating as a democratic participant, 

and ensuring the well-being of the larger society (Mann, 1872). By the late 1870s, all states 

had free elementary schools. However, those living in rural areas still had few schools. These 

“common schools,” as coined by Mann, were public and often one-room schools (Mann, 

1849). Free elementary schools, however, were not recognized as an establishment for 
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diverse populations, but rather for white students and typically for those of wealth (Caruthers 

& Davis, 2006). The students attending these schools were typically between the ages of six 

and fourteen. The school year was dictated by the agricultural needs of the community. Since 

the funding was provided by local taxes, school districts were controlled by an elected school 

board. A county or regional superintendent was elected to oversee the day-to-day functions 

(Mann, 1849, 1872; Messerli & Messerli, 1972). 

Early 20th Century 

 By the end of the 19th century to the beginning of the 20th century, a shift in the 

thinking about teaching and evaluating those who teach began to surface. Instead of a focus 

being placed primarily on religious instruction, the focus seemed to turn toward academic 

teaching. During this era, two competitive views surfaced and altered the nature of education 

and remain prominent today.  

 First, John Dewey contributed greatly to education and pedagogical aspects of 

teaching (Cunningham, 1997; Pegg, 2017; Williams, 2017). His belief was to structure the 

school and classroom around the concept of democracy (Dewey, 1916). He believed that 

schools should be structured in a way that students would be encouraged and expected to 

practice citizenship and develop the ideals of democracy (Cunningham, 1997; Dewey, 1916; 

Pegg, 2017). Dewey thought that classrooms should be student-centered and the 

responsibility of the teacher was to connect the classroom to the real world. Dewey also 

supported differential instruction, which purported that teachers differentiate content based 

on the needs of the child; an integration of content would show how school knowledge is 

connected to the larger picture or real world (Pegg, 2017). These ideas not only continue to 

inform educational practices to this day, but suggest how those practices might be evaluated 
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(Pegg, 2017; Williams, 2017). With the advent of scientific management, schools were 

influenced by efficiency models first introduced in factories.  

 Frederick Taylor developed the concept of Scientific Management (Taylor, 1911). 

This concept was first established for businesses to implement with factory workers (Ireh, 

2016). The idea was to eliminate opportunities of chance by delegating one employee to each 

specific task, one suited to that employee’s skill set. This method increased productivity 

within the factories, but also took away the freedom to choose the work to be done and how 

it should be performed. The recognized components within this method included: 

(1) identifying specific, quantifiable tasks, (2) measuring observable outputs, (3) managing 

control over workers, (4) appealing to the worker’s economic needs, and (5) reviewing 

practices and planning (Ireh, 2016). Frederick thought that as the behaviors of factory 

workers are studied and emphasized, these functions would lead to increased productivity 

(Ireh, 2016; Taylor, 1911). Scientific management was often referred to as “task 

management.” This approach relied heavily on the theory of human motivation. Frederick 

Taylor’s system was shortly taken up in education after results were recognized within the 

business sector. 

 Based on this thinking, other theorists such as Edward Thorndike and Ellwood 

Cubberley (1922) developed the concept of using measurement as a tool for a more scientific 

approach to schools and evaluations of those who teach. Ellwood Cubberley continued to 

develop the idea of measurement, publishing Public School Administration: A Statement of 

the Fundamental Principles Underlying the Organization and Administration of Public 

Education in 1922. Cubberley identified a set of principles for school administrators that 

emphasized measurement and an analysis of data that ensured teachers were productive.  
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 The tensions identified between these two approaches can be summed up as thinking 

versus doing (Ralston, 2009). What was developed by Frederick and some of his followers 

was an organized way of identifying the work to be done and measuring the productivity in 

the work place, or school system. Dewey viewed this approach as simply treating the workers 

as the “muscle” behind the work being done. Dewey realized there was value in thinking and 

evaluating practices for the greater good (Ralston, 2013). Adding to this tension was a greater 

reliance being placed on standardized tests that were more frequently being used during this 

era. Sentiments were data from these tests would be able to predict the future and help make 

decisions about any future actions educators should take (Marzano et al., 2011). Ralston 

(2009) identified some similarities and differences between these two approaches. Taylor’s 

Scientific Management is thought to focus on organizational theory and public management. 

When looking at the principles behind Taylor’s approach, there are four defined components: 

(1) there is “one best way” (Ralston, 2009, p. 7); (2) workers are selected for the task they are 

to perform; (3) the workers are paid as a function of how efficiently they accomplished their 

assigned task; and (4) congenial worker-management relations can only occur after the 

manager ensures that workers understand the task, are properly trained, and agree to the 

premise that there is one best way. In comparison, Dewey’s approach (Ralston, 2013) is 

thought to be based on human relations. Dewey also identified four procedural steps in his 

evaluation approach which included: (1) observation, (2) analysis, (3) manipulation, and (4) 

reflection and problem solving. These principles are still prevalent in education today. 

However, to dismiss Taylor’s work would be inaccurate. A good example of this is the 

standardized testing that most school systems are required to do annually. Even though these 



42 

two approaches were not recognized as compatible, they are thoroughly interwoven in 

contemporary educational systems. 

The Relay-Graduate School of Education (2016) recognized three distinct phases in 

the history of evaluations. The first phase comes from the early 20th century. During this 

phase, teacher evaluations were still based on teacher traits or dispositions rather than 

instruction in the classroom. Charters and Waples (1929) wrote Commonwealth Teacher-

Training Study, which recognized 83 different traits they perceived teachers should possess. 

Traits that teachers were evaluated on included factors such as cheerfulness, not looking 

sullen, and dignity.  

During this era, the examination of teacher performance was an aspect beginning to 

be realized within schools by school leaders and theorists. From the development of the 

evaluation system now realized within education, growing discussions and development were 

starting to take form in regard to the structure that could be used to measure a teacher’s 

performance. In 1904, a Midwest qualitative study was conducted by educational leaders to 

define an ideal secondary teacher. The five participants identified a need for social, 

charismatic leaders who possessed strong interpersonal skills. Characteristics such as 

communication skills and an interest in improving practice were viewed as secondary (Most, 

2019). This can be recognized as the importance of building relationships with students as a 

primary skill. The mid-20th century heralded new challenges in teacher evaluation.  

Mid-20th Century 

 After World War II, the country experienced many changes, and education was no 

different. One of the changes observed during this era included a shift away from the 

scientific approach. Instead, the focus was placed on the teacher as an individual. With this 
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change, not only was there an emphasis on the development of a teacher’s individual skills, 

but also on their emotional needs (Cotton, 2000; Cunningham, 1997; Schmoker, 1999). 

Lewis and Leps (1946) identified what they referred to as the successful supervisor model. 

This model included elements such as (a) democratic ideas, (b) opportunities for initiatives, 

(c) understanding of human limitations, (d) shared decision making, and (e) delegation of 

responsibility. The role of the supervisor in this model was specific but limited in its 

application to the diverse needs within a school system, making it harder for the supervisor to 

lead effectively. Even though the role was becoming more specific, the leadership role was 

still more about management than instruction (Cunningham, 1997; Mathews, 2004). 

 Some theorists up to this point began to recognize the fact that student learning 

needed to be involved in some way in the evaluation process, but the correlation between the 

teacher’s characteristics and student learning, measured by achievement tests, were not yet 

utilized in this process (McNergney & Imig, 2016). However, a positive outcome from this 

era was the utilization of teacher observations (Schmoker, 2004). Attention was placed on 

practices, behaviors, and strategies that promoted effective teaching. These findings suggest 

that teacher behaviors could be observed and would likely impact the evaluation process as 

influential aspects of supervision.  

 One of the first studies that explored the attitudes of teachers regarding teacher 

evaluations was conducted by Whitehead (1952) with 115 teachers across the state of North 

Carolina. The schools consisted of 4 to 56 teachers where democratic leadership was 

practiced. It is unclear how many schools were represented in this study, but it is identified 

that these teachers represented 69 of the 100 counties in the state of North Carolina. Not all 

components in this study correlated with teacher evaluations. One related component 
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explored teachers’ perceptions on unplanned classroom visits. Responses from the survey 

indicated that 80% believed the visits were made with the purpose of improving instruction. 

However, 20% felt that the purpose of the visit was to give teachers a rating. One aspect 

addressed in the survey was that principals did not stay for the whole lesson, which may have 

impacted their full understanding and interpretation of the lesson structure; 57% of teachers 

felt this was an aspect to be considered. Participants, for the most part, perceived while 

instruction improved with these visits, the principal staying in the classroom through the 

remainder of the visit might allow for more comprehensive understanding of what happens in 

the classroom. Following up these visits with a conference was also recognized as a needed 

component to improve the process. Other relevant findings were that 79% of participants felt 

that the tool used to measure performance was successful. Additionally, 95% stated that 

individual conferences should follow classroom visits scheduled ahead of time. Participants 

stated that with the planned classroom visits, 70% of what occurred during the visit had been 

rehearsed. Whitehead reported that with this leadership style the evaluation and classroom 

visits led to overall improvement and the identification of effective teaching. During the late 

20th century other evaluation models emerged with the goal of improving the evaluation 

process for enhanced student achievement.  

 In the mid-20th century, building principals were considered to be supervisors rather 

than instructional leaders. During this time, a few models of supervision start to surface 

(Burnham, 1976). Psychotherapy-based supervision is based around observing, assisting, and 

receiving feedback, like so many models recognized (Beck et al., 2008). This model appears 

as an extension of therapy itself. An observation is done, followed by a review of the data 
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and its relevance. The difference between what is observed and what is discussed flows 

without many interruptions from the point of focus. 

 The developmental models of supervision recognize the stages of the teacher being 

evaluated from novice to expert (Holloway, 1987). As the building leader works with the 

teacher in this model, characteristics and skill sets are established and given a point of 

reference for level of performance. The goal for the building administrator in this role is to 

identify the teacher’s current stage and then give feedback to the teacher to provide support 

relevant to the individual teacher. The principal uses the concept of scaffolding to hone in on 

the teacher’s prior knowledge and skill set to develop new learning. The idea is to gradually 

move a teacher to a more challenging level, while the building principal provides new 

information and guidance to further develop skills in the teacher.  

 The integrative model of supervision incorporates multiple models such as the 

discrimination model, the systems approach, the reflective learning model, and the schema-

focused model (McNeill & Stoltenberg, 2016). The discrimination model focuses on three 

specific areas; intervention, conceptualization, and personalization. The systems approach is 

based on the relationship between the building principal and the teacher. The two roles are 

equally important, and there is value in bestowing power in both positions. The reflection 

model relies heavily on the building principal guiding the teacher to process through 

practices in the classroom. There is little judgment openly shared from the principal, who 

instead guides teachers to look reflectively at their own practices. The schema-focused model 

places a focus on strategies or processes used within the classroom to better dissect what is 

successful. 
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 While the mid-20th century heralded the appearance of supervision models with 

attention to the needs of individual teachers from novice to experience, the late 20th century 

brought a focus on clinical supervision with educational reform stimulated by such reports as 

the Nation at Risk and No Child Left Behind legislation, adopted in 2002. Merit pay 

discourses also surfaced as a way to reward effective teachers.  

Late 20th Century  

 Explored in this section are some pivotal reforms and concepts such as merit pay, 

which have impacted education. During this era, various stakeholders were striving to 

evaluate the educational procedures currently in place and take measures to improve what 

was being done (Alderman & Chuong, 2014; McNergney & Imig, 2016; Weisberg et al., 

2009). Theorists continue to develop and adapt the evaluation system to improve practices, 

which is also a significant discussion in this section.  

Throughout this era, most administrators used some sort of supervisory model. 

Between the years 1950 and 1980, a new influence emerged as a form of teacher evaluation; 

the advent of clinical supervision was more a process and collaborative way to evaluate 

teachers. At the same time, events such as the Civil Rights Movement, the Women’s 

Movement, and the War on Poverty suggested that the world was changing with more focus 

on equality and justice for all people (“American Social Movements,” n.d.; Maher et al., 

2019). Through these movements a new sense of equality begins to emerge. Sputnik 

highlighted an emphasis on better preparing students for math and science (Wissehr et al., 

2011). With this patriotic push to become more competitive globally, various processes were 

evaluated to ensure a higher level of progress. Education and the systems within it were no 

different. Indeed, a more collaborative evaluation process was needed for teachers if they 
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were to be more in tune with the needs of all students, regardless of race, gender, language, 

or disabilities (Lynch, 2016).  

 A Harvard professor, Morris Cogan (1972), was the first to develop a path to support 

clinical supervision (Kayikei et al., 2017; Marzano et al., 2011). Cogan believed that if a 

focus was placed on classroom behaviors, this would enable the supervisor to observe critical 

incidents that would either support the desired learning in students or impede that from 

occurring (Cogan, 1972). If clinical supervision was done appropriately and frequently, it 

would lead to continual professional growth; thereby continually improving the teacher’s 

performance in the classroom (Goldhammer, 1969; Kayikei et al., 2017; Krajewski & 

Anderson, 1980; McNeill & Stoltenberg, 2016). Doing so would impact the teacher’s 

perception of their attitudes and abilities as an educator. Not treating the teacher as if they 

were inept would increase the teacher’s perception regarding engagement in improving their 

professional practice. One concern with this type of supervision was based on the abilities of 

the supervisor. A supervisor who had not been successful in the classroom may have a more 

difficult time giving effective feedback to the teacher. 

 Sullivan (2012) also identified the importance of the abilities of the supervisor and 

the understanding of the value of clinical supervision or other forms of evaluation or 

observation. Since some supervisors may not have been as effective in the classroom and, in 

turn, were less able to give effective feedback, there were increased opportunities for 

evaluations to be implemented more subjectively. This type of supervisor was noted for 

sitting in the back of the room, expressionless, with a clipboard (Imig & Pearlman, 2020). 

Often the supervisor would deduct points for trivial things such as the bulletin board and the 

neatness of the classroom. This did not speak for all supervisors, but the relevant point is that 
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if supervisors did not have the appropriate training, they would not be effective in the 

evaluation process. During this era, Goldhammer (1969) as cited in Krajewski and Anderson 

(1980) described a five-phase process of clinical supervision that consisted of the following 

elements: (a) pre-observation conference, (b) classroom observation, (c) analysis, 

(d) supervision conference, and (e) analysis of the subsequent evaluation analysis. The 

premise of some of these stages was to increase the likelihood of a reflective dialogue 

between the supervisor and teacher (Goldhammer, 1969). Prior to 1980, the opinions of the 

supervisors had little to nothing to do with student learning (McNergney & Imig, 2016). 

There was no situation in which student data were reviewed or taken into consideration. This 

is a concept that cannot be avoided in the reflective dialogue introduced by Goldhammer. 

Simultaneously, in concert with Krajewski and Anderson’s (1980) attention to clinical 

supervision, during the 1979-1980 school year, a study sponsored by the Association for 

Supervision and Curriculum Development (ASCD) explored four major instructional 

improvement processes: curriculum development, clinical supervision, staff development, 

and teacher evaluation (Cawelti & Reavis, 1980). Interviews and questionnaires were 

collected from 900 teachers, 115 principals, 127 supervisors, and 17 superintendents and 

assistant superintendents throughout 16 communities of various sizes in the United States. 

The breakdown in school sizes included seven large cities, six medium-sized cities, and three 

suburban schools. Less than 30% of teachers and principals reported that clinical supervision 

occurred in a beneficial manner or timeframe. Based on the results, of the four instructional 

processes explored, supervision had the least impact on improving processes. Clearly, more 

needed to be done to help educators become comfortable with the process. Madeline Hunter 
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also began her work in the early 1980s, combined with an emphasis on teaching and 

evaluation.  

 During the early 1980s, Madeline Hunter influenced how lessons and evaluations 

would be structured in classrooms. Hunter started work on a model to guide teachers to 

create effective lesson plans (Ludlow, 2010). However, this model by the early 1990s was 

recognized as a beneficial tool for supervisors to make use of for teacher evaluation (Hunter, 

1994). She employed her original model as a springboard to move away from creating lesson 

plans to the evaluation of teachers. She placed focus on factors such as voice, appearance, 

emotional stability, trustworthiness, warmth, and enthusiasm. Hunter approached evaluation 

according to what a good teacher “looks like,” a subjective way to evaluate teachers. Since 

the emphasis was placed on the teacher’s characteristics and mannerisms, the approach was 

considered teacher-centered.  

 Hunter (1994) identified seven steps in her teaching model, also useful for evaluation, 

including: (1) anticipatory set, (2) objective, (3) input, (4) modeling (5) checking for 

understanding, (6) guided practice, and (7) independent practice. Teachers continue to use 

many of these steps in lessons even now. From this work, Hunter developed an approach to 

use professional development to articulate common language when discussing instruction 

(Hunter, 1994; Stallings et al., 1986). 

 When observations were included in the evaluative model, Hunter thought they 

needed to be script taped. She thought this was a critical piece to the supervisory process. 

From scripting, the supervisor would be able to classify the teacher as one of the following: 

promoting learning, using precious time and energy, or unintentionally interfering with 

learning. Since the Hunter Model was becoming the prescription for teacher evaluations, 
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Hunter translated the Hunter Seven Step Model for Mastery Teaching into a three-step 

process for evaluating teacher. These three steps were preconference, observation, and post-

conference.  

 In the mid-1980s, William Glatthorn pointed out that supervisory models used during 

this era were good, but one component that would improve them as a process was to include 

teacher goals (Glatthorn, 1984). He thought teachers should have some input and control 

over their development as teachers. McGreal (1983) identified various levels of supervision 

based on experiences of the teachers (as cited in Marzano et al., 2011). According to his 

work, teachers who were non-tenured needed a more intensive development and supervision 

plan (McGreal, 1983). Teachers with more deficiencies were more closely monitored 

compared to an experienced and effective teacher, who had more self-directed professional 

development and a less intensive evaluation. McNergney and Imig (2016) stated that two 

forms of evaluations were delineated based on what had transpired with evaluations up to this 

point. The first was the formative evaluations, which were meant for teachers to practice their 

skills with the supervisor’s assistance focused on trying to shape and form the teacher’s 

performance. The second type of evaluation was a summative evaluation. With this type of 

evaluation, the supervisor made a summative judgment, using the data collected, on the 

teacher’s performance. Examining a teacher’s performance was becoming more intense; 

there was a recognizable shift from the focus on the teacher’s characteristics to a focus on 

identifying effective teaching behaviors. Carl Glickman (Glickman et al., 1985) supported 

this goal and suggested that the purpose of supervision was to improve instruction. He 

thought to do this in the most effective manner there were other elements that needed to take 

place in addition to an observation. This included things such as direct assistance to teachers, 
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group development, professional development, curriculum development, and action research. 

Hence, the process of evaluation shifted from a singular incident or event such as an 

observation to a more systematic approach toward supervision (Marzano et al., 2011).  

 In 1983 the National Commission on Excellence in Education released the report, A 

Nation at Risk: The Imperative for Educational Reform. In this report several questions 

emerged connecting the evaluation process as an ineffective means of identifying and 

rewarding excellent teaching. Peterson (2003) pointed out that the educational foundations 

were producing a high level of mediocrity. Teacher evaluations were a critical point in the 

foundational system. Evaluations were not meaningful, had little to no teacher input, and 

were not tied to any sort of professional development. Therefore, The Rand Group produced 

a study in the 1980s based on the types of evaluations used to determine effectiveness 

(Marzano et al., 2011; Wise et al., 1985). The study consisted of 32 school districts with six 

schools selected comprising a team of six teachers, the principals, and specialist. This group 

reported that the supervisory or evaluative approaches used were developmental and 

reflective, but they were not specific enough to impact or enhance the pedagogical 

development of the teacher. The evaluations produced were typically narrative in nature but 

provided insufficient information about the standards used to evaluate teachers. Such a 

conundrum led to inconsistent ratings for the teacher and the school. Without identifying 

specific criteria or a scale by which to measure a teacher, the evaluation results became 

subjective. Because many principals lacked the skills or knowledge to be able to evaluate 

teachers accurately, teachers were resistant to any feedback based on their observations 

(Alderman & Chuong, 2014; DuFour & Mattos, 2013; Phillips et al., 2014; Riordan et al., 

2013). Practices such as these broke down any type of uniform evaluation practices. Without 
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training for the evaluator, this process began a downward spiral of ineffectiveness, which 

prohibited the teacher from improving practices (Alderman & Chuong, 2014; DuFour & 

Mattos, 2013; Phillips et al., 2014; Riordan et al., 2013).  

 McNergney and Imig (2016) pointed out that society continues to debate teaching as a 

true profession. This is a point of contention for those in the educational field, but they 

recognize several factors that lead to this statement. First, there is a lack of self-regulation. 

When exploring the requirements of what allows teachers to be in the classroom, the 

guidelines are vague and lack a strong definition of the knowledge base. This is emphasized 

by the fact that there is a lack of rigid requirements for teachers preparing to be a teacher and 

those acquiring a position in a classroom as a teacher (McNergney & Imig, 2016). These 

authors further content that once these teachers are in the classroom, the teacher evaluation 

process is lacking. There is no sense of consistency from one school to the next, let alone 

from state to state. The evaluations that are done appear to be ineffective in measuring a 

teacher’s performance in the classroom. Moreover, this process does not determine teachers’ 

salaries and their ability to maintain positions regardless of their performance in the 

classroom. Studies of relationships between teaching and learning often become a political 

springboard for policy formation (McNergney & Imig, 2016).  

 Additionally, McNergney and Imig (2016) recognized that by the late 1990s, there 

was an increased expectation for student performance, which led to a renewed concern for 

current teacher practices. In 1998, Sanders and Horn began to investigate factors that 

impacted a student’s academic growth. According to their work, teacher effectiveness was 

the greatest factor affecting academic growth among students. At this point, with academic 

performance of students a major concern of educators, increased research was conducted 
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regarding teacher effectiveness (Bersan, 2012; Jiang et al., 2014). It was recognized that there 

is a correlation between student performance and the skills and behavior of the teacher.  

 In 1996, a new theorist, Charlotte Danielson, emerged. Through her work, she 

provided the Danielson Model (Marzano et al., 2011). One of the main differences with her 

research and subsequent implementation was an emphasis on measuring the competence of 

preservice teachers or teacher preparation. Her model was designed around four domains: 

(1) Planning and Preparation, (2) Classroom Environment, (3) Instruction, and 

(4) Professional Responsibilities. Within each domain are a series of components that delve 

further into what is expected and can be observed or evaluated. The purpose of this model is 

to accomplish three tasks: (a) to honor the complexity of teaching, (b) to constitute a 

language for professional growth, and (c) to provide structure for self-assessment and 

reflection. In total, there are 76 elements, which are then grouped into four domains 

(Danielson, 2013). As mentioned, Planning and Preparation is the first domain. An element 

or component under that domain would be Demonstrating Knowledge of Content and 

Pedagogy. 

 During the late 20th century, the educational system, like many other governmental 

systems, was beginning to receive attention from various stakeholders (Zhao, 2009). With 

this attention, increased demands grew for objective views of teacher evaluation systems of 

schools. As this demand escalated, educational reforms began to take shape. The evaluation 

process was one component addressed in these reforms. 

Educational Reform 

At one point, the American educational system was viewed as a primary system, but 

that declined over the last half of the 20th century (Ritter & Barnett, 2013). Such a view was 
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made apparent through various events in our history including The Space Race and the 

publication of A Nation at Risk. Even with the concern of a decline, the evidence has shown 

that the educational system has been stable. However, the looming truth is that our American 

schools are no longer a part of the best and brightest; this is apparent to the public as well as 

educational leaders and policymakers. For this reason, many stakeholders placed a high 

priority on a more comprehensive investigation of practices.  

Historically, many changes in the evaluation procedures have been noted. One of the 

most impactful educational reports was based on A Nation at Risk (National Commission on 

Excellence in Education, 1983). In this report, there was a push for greater rigor in the 

curriculum and higher quality in teaching. Starting in the 21st century, No Child Left Behind 

(NCLB) was made into law by President George W. Bush in 2002. This was another notable 

reform in education. The focus of this law was for schools to be held accountable for student 

learning regardless of represented diversity (Klein, 2015). This law included requirements 

and policy mandates for students and teachers. In addition, yearly testing was required; 

teachers were to be considered highly qualified. This meant that they should hold a 

bachelor’s degree and a teaching certificate and should be able to prove that they know the 

subject they are teaching. In 2012, President Barack Obama expanded the law put into place 

by President Bush. This reform became known as Race to the Top (Obama, 2012). In 

addition to what was already in place from NCLB, President Obama added components such 

as developing rigorous standards, using effective data systems that would maintain and show 

progress, placing an emphasis on the effectiveness of teachers and leaders in their roles, and 

highlighting the value of developing and using rigorous interventions. During this 

educational reform, the Common Core Standards were developed and adopted in some states 
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(Polikoff, 2020). The change made to teacher evaluations was that student assessment results 

according to NCLB must now be an added component on teacher evaluations. In 2015, 

Obama signed the Every Student Succeeds Act (ESSA) as an expansion of previous reforms 

(U.S. Department of Education, 2017). Highlights from this act included a higher level of 

equality and increasing the academic standards. Information should be shared based on a 

student’s performance on those standards. Standards developed were to be evidence based. 

Increasing accountability for lower performing schools, with a focus on graduation rate was 

also recognized as a need. 

An increase in teacher reflection was noticeable, especially in the evaluation methods 

of Hunter (Bolinger, 1988; Gibboney, 1987; Gursky, 1991; Hunter, 1994) and Danielson 

(2008, 2011, 2013; Marzano et al., 2011), implemented and supported by the work of 

theorists and researchers in the field. There was a stronger focus on feedback and an 

emphasis on support and pedagogical development (Marzano et al., 2011). Previously, 

evaluations were more one-dimensional, and the focus was on the teacher rather than on the 

teacher’s effects on student achievement (Ludlow, 2010). Evaluations were inadequate in 

differentiating teachers who effectively improved student learning.  

 With the increased emphasis on student achievement data, teacher evaluations were 

now to include the impact the teacher had on student achievement, along with the more 

traditional measures such as classroom observations. This movement brought about much 

controversy. The evaluation process seemed to lack any sense of a systematic approach, and 

it was difficult to make this effective for every teacher in every position. Sullivan (2012) 

pointed out that teachers’ associations started defending teachers vigorously. The associations 
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did not trust the evaluation tools when this new component of adding student achievement 

data was included.  

 Within the Obama administration, it was thought that teacher evaluations were the 

key piece in any reform and that to make a change, the emphasis must be placed on teacher 

effectiveness (National Institute for Excellence in Teaching, 2010). There was a need to 

review and revamp how classroom observations were conducted; it was no longer viewed as 

efficient to observe a teacher once a year, rather, observations should be done multiple times 

during a year. The student achievement data that were collected to be used with teacher 

evaluations was to come from the standardized tests, formative assessments, and perhaps 

some sort of student learning objective that the individual teacher developed. The evaluation 

process was to include, but not be limited to, teacher and student surveys, lesson plan 

reviews, teacher self-reflections, and student artifacts, which were typically based on the 

formative assessments given and the students’ learning objectives (Hull, 2013). The whole 

purpose behind the Obama administration’s effort was to put multiple measures into place 

when measuring teacher performance.  

 Even with the reforms and laws that have been put into place, there still is no 

established procedure for using student achievement data in the teacher evaluation process. 

In 2009, the states that did have student achievement data as a component in their evaluation 

process did not take those results into consideration when making tenure decisions 

(Alderman & Chuong, 2014). Those researchers also determined that only 16 states required 

districts to make student achievement data a primary component in their teacher evaluation 

process. The change was not a result of trying to go against what was required, but of not 

being able to design a process that would be effective for all positions within a school 
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system, especially since many certified staffs in a school do not give some sort of 

standardized test. According to the National Council on Teacher Quality, between the years 

of 2009 and 2012, two-thirds of all states had adopted a new way to evaluate their teachers 

(Alderman & Chuong, 2014). By 2014, 16 states had included student growth in their 

evaluation process. Objective measures for student achievement were included in 40 states 

by 2015. The implementation was not a matter of states being unwilling to comply, but a 

delicate and controversial topic that required careful thought to be carried out effectively.  

 Educational reforms caused a shift within education, one that placed a focus on the 

teacher’s performance in the classroom. With this in mind, the concept of merit pay was 

born. The idea was to base the teacher’s pay on their performance in the classroom; a more 

effective teacher should earn a higher pay (Sullivan, 2012; Weisberg, 2009). This is a concept 

that is not foreign to those in the business world, but it had never been successfully 

implemented when it comes to education.  

 Even though aspects of each reform have brought about some beneficial changes, to 

say that these reforms come without controversies would be inaccurate. Each reform shares 

components such as increased rigor, student achievement, and graduation rates; however, 

there is a need to look beyond a systematic reform and look at those stakeholders primarily 

impacted by the reform; the students, staff, families, and communities. Just as programs and 

approaches must be designed around the specific needs of a student, how the framework of 

reform is implemented must also consider the particular needs of the students and school.  

 A Nation At Risk may be recognized as the first and most profound reform in recent 

history. This reform started as a report, but one that has recognized flaws. As a reflection of 

this report, Strauss (2018) pointed out that the statistics referred to are not comprehensive 
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and misleading. In the report, A Nation At Risk implied that the United States had dropped 

and continued to decline in international comparison on assessed content. However, Strauss 

revealed that the United States was never ranked first or second when reviewing 19 academic 

assessments.  

 Funding was the source of controversy with No Child Left Behind. Even though this 

reform focused on demographic groupings, there was little acknowledgment of the group’s 

growth (White, 2019). The entire school would be recognized as insufficient if one group had 

performed poorly. However, there was little acknowledgment for where that group started. If 

the underperforming group started at three grades behind in reading and ended at two years 

behind, that was still viewed as unsuccessful.  

 High-stakes testing has been a controversial topic in education for many decades. 

This was a factor within Race To The Top. During the Obama administration, this reform 

promoted a sense of centralization and standardizing content taught and tested (Onosko, 

2011). Not only does this approach take away local control, but there is also little recognition 

of meeting diverse needs. Educators focus on educating the whole child, but reforms like this 

appear to be the polar opposite, focusing only on math and reading.  

 The Every Student Succeeds Act is not without its controversies. This reform is said 

to be the updated version of No Child Left Behind. Some points of concern with this reform 

include providing equitable services for private and religious school systems. This 

component, typically reserved for public schools, will not be awarded to those school 

systems. Another controversial point is lowering the standards for teacher preparation 

programs that are non-traditional, non-university programs. Strauss stated, “they lower 

standards for teacher education programs that prepare teachers for high-poverty schools.”  
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 There are aspects within each reform that can be considered noble and geared toward 

success; however, there are vast deficiencies that cannot be ignored. Designing a singular 

reform that takes into consideration such diverse needs is a daunting task. This is one reason 

many support the need for localized control.  

Merit Pay 

 The concept of merit pay, previously raised in this section, was first introduced in 

1958 (Sullivan, 2012). The idea was to reward “outstanding” teachers with annual increases 

beyond the automatic pay scale. Merit is the notion of measuring desirable characteristics in 

teachers (McNergney & Imig, 2012). Many schools across the U.S. have explored, and are 

continuing to investigate, ways in which student achievement data can be a determining 

factor for merit pay and the value it brings to teaching. Individual teachers are compared to a 

set of external factors, which are then recognized as a process within the evaluation. If there 

is a possibility of financial rewards based on increased student achievement, it is thought that 

this would motivate teachers to focus on their performance and strategies used in the 

classroom. Merit pay would also encourage teachers to follow the school’s standards and 

work toward mastery of those curriculum guidelines. The thinking was that merit pay would 

move the teacher away from the mentality of “good enough” and embrace the external 

pressure to improve practices (Ritter & Barnett, 2013). Merit pay would encourage teachers 

to work harder, but more importantly, to work differently. Differential teacher effectiveness is 

a strong deterrent of differences in student learning, more so than class size or heterogeneity 

(Darling-Hammond, 2000).  

 The concept of merit pay brought about a great deal of skepticism because it was 

unclear how “outstanding” would be measured or what it truly meant. There was resistance 
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from the local teachers’ associations, which resulted in going back to the single salary 

schedule for all teachers. Approximately 95% of all schools and districts are currently using 

what is called a singular salary schedule. This is a system that bases pay on years of 

experience and number of additional college hours or degrees acquired (Ritter & Barnett, 

2013). This system was first developed in the 1920s. At that time, women and teachers of 

color were paid less than white men. The creation of the singular salary schedule addressed 

that issue and equalized the salaries for all teachers, regardless of race, gender, or grade level 

taught. Even though this system addressed this as an initial concern, the singular salary 

schedule is currently criticized because effective teachers are paid the same as ineffective 

teachers.  

 Within the single salary schedule there are three distinct factors that prohibit teachers 

from increasing their performance levels. One factor is this system allows for little upward 

growth. However, there is a high level of job security. Those teachers who believe they can 

perform at a higher level also feel that they should be able to be paid accordingly. This in turn 

discourages these teachers from making teaching a lifelong career. Secondly, this type of 

system offers little motivation to follow the identified path of the school and district. There 

are no incentives to follow that path and no reason for a teacher to change their teaching 

strategies to become more effective in the classroom. The third factor is that this system 

provides leaders with little room to compensate those who do strive to improve their teaching 

practices. This could lead more effective teachers to move to a school or district that offers 

better working conditions, which also means that they are in higher income school districts 

with all the benefits that are afforded to those areas. These types of positions are viewed as 

being an easier path for an educator. Another option for these higher performing teachers is 
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that they may decide to leave the classroom for a position in an administrative role or they 

may leave the educational field altogether.  

 With the implementation of merit pay, there is a sense of natural selection. Those who 

are more effective will reap the benefits through compensation, while those who are not as 

effective will not receive compensation, therefore finding teaching less rewarding, which will 

likely end in these teachers leaving the teaching field and seeking other careers more fitting 

for them. The data from test scores from a teacher’s classroom can estimate the teacher’s 

contribution toward student learning (Darling-Hammond, 1998). A major concern of merit 

pay is how to encourage effective teachers to take on teaching roles in hard-to-staff areas that 

are less than desirable environments, often described as areas with teacher shortages (Ritter 

& Barnett, 2013). 

 Another concern with the concept of merit pay is the evaluation tool used. Since 

merit pay is based on increased student achievement, the question then becomes which tests 

are deemed appropriate to use and how the scores are to be calculated and translated into 

levels of teacher success. In addition, whether this system revolves around group or 

individual rewards is significant. Is it more appropriate to determine growth for a teacher 

based on their own classroom or toward the outcomes of a wider group of students, such as 

the school system? One of the greatest factors that complicates this type of system is based 

on the different positions within the school systems. Since those who teach core classes are 

the only ones with standardized tests, how does this system equally impact those not teaching 

a core classroom? 

 More importantly, there is no one plan for every district or even every school. Various 

states have tried to implement an approach that compensates for teaching performance, but 
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most have gone back to the single salary schedule due to the previously listed concerning 

factors. However, there is a similar concept that several states have adopted, which is the 

value-added model. William Sanders from the University of Tennessee developed a plan 

toward this concept, which was part of the reform in Tennessee in 1992 (Tucker & Stronge, 

2005). Since testing results are collected from each student, it allows comparison data to be 

collected. The value-added model is a multi-step process that collects data from multiple 

points. One important factor is that the value-added model compares teachers who have 

similar students (National Institute for Excellence in Teaching, 2010). This evaluation 

provides feedback for both professional development and is used as a basis for determining 

performance pay. To successfully implement the value-added model requires a combination 

of both observations and classroom performance.  

 The National Institute for Excellence in Teaching (2010) identified that merit pay can 

separate prior student assessments and experiences, both in and outside of school. Effective 

merit pay programs must take into consideration students’ individual characteristics as well 

as demographics, economic status, and family conditions. This is one of the reasons those 

states that have adopted the value-added model acknowledge that the approach varies due to 

the implementation and the statistical formula used. Many states have added the value-added 

model as well as a student growth percentile to create a system that does not put teachers at a 

disadvantage and is not strictly reliant on student performance data.  

 The legislature in Tennessee had searched for an accountability system that linked 

student achievement and teacher performance. The effects of an individual teacher on student 

learning became one data source used for teacher evaluations. This information also guided 

professional development that was implemented in a school system as well as district 
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improvement plans. Similar systems have been used in Iowa, Ohio, Colorado, and 

Pennsylvania (Tucker & Stronge, 2005). As this approach progressed through these states, it 

became a way of producing feedback used in curriculum planning, program evaluation, and 

instructional adaptions.  

 When teachers were asked about their perspectives on this approach, they stated that 

they thought that “it did add pressure to their position, but that it also kept them on their toes” 

(Tucker & Stronge, 2005, p. 88). Teachers perceived that the value-added model gave them a 

sense of ownership regarding its effects in the classroom and they could no longer blame 

anyone else for their results. They felt they taught at a higher level in all subject areas and 

were more curriculum-focused within their content areas. Principals also perceived the main 

impact was on improvement at both individual and school levels.  

While merit pay indicates that there is no effective way to measure teachers 

appropriately with one scale, implementing a valued-added measure would enable school 

leaders to measure a teacher against themselves rather than against their peers or against 

teachers in a different school with different demographics (Ladd & Walsh, 2002). In doing 

so, factors that the teacher cannot control about a student’s circumstances will not impact the 

results or the teacher’s performance and the value added by that teacher over a given period 

of time is how the teacher is measured for effectiveness. 

Educators have identified what equates to an outstanding teacher regarding the use of 

the Value-Added Measure (VAM) to determine what contributions the teacher adds to student 

learning; in other words, what value the teacher adds to the student’s achievement (Jiang et 

al., 2014). The concept of VAM can be an issue because approximately 70% of teachers do 

not teach in grades or subject areas that require a standardized test, and other assessments are 
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sometimes not viewed as being as rigorous as standardized tests. However, when used 

effectively, principals have greater success with hiring and retaining skilled teachers 

(Donaldson, 2013).  

Some educators have been working to find an effective way to use the concept of 

VAM. Statistical formulas may be an answer to this dilemma. When looking at the growth 

from year to year or the VAM, one would be able to compare the growth of peers. Schools in 

New Jersey are using such a formula (Callahan & Sadeghi, 2014). In their formula, 20% of 

the evaluation score is based on student growth using the VAM, and 80% based on teacher 

practices. 

Thus far the focus of this section has been on five eras; pre-20th century, early 20th 

century, mid-20th century, late 20th century, and the final discussion includes the current 21st 

century, which began January 2001 and will end December 21, 2100. Several reform 

initiatives began in earlier eras but are still pertinent to the 21st century. Merit pay surfaced 

during the 19th century and the value-added model the late 20th century. Clinical supervision 

emerged during the middle of the 19th century with the work of Goldhammer (1969) that 

provided a systematic approach to measuring effectiveness. The next era signaled the 

development of evaluation.  

21st Century 

 In the early 2000s, education moved from supervision to evaluation. In the article 

written by the Relay-Graduate School of Education (2016), this period was thought to be the 

second phase recognizing teacher input. Indeed, during this phase, transitioning to 

professionalizing teaching was a focus. Factors that move educators in this direction included 

state certified tests, ongoing professional development, and the mentality that great teachers 
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can be made and evaluated. In addition to this, it was realized that teacher tests do not predict 

the quality of teacher or student outcomes. When teachers are evaluated, there is a shift from 

focus on teacher behavior to student achievement (Mathews, 2004; Schmoker, 2004). 

Therefore, it was thought that student achievement must be a critical component in the 

evaluation process.  

 Tucker and Stronge (2005) pointed out that when creating an evaluation system that 

determines teacher effectiveness, the emphasis should be placed on both observations in the 

classroom as well as student achievement data. McNergney and Imig (2016) identified 

multiple data sources in teacher evaluations that were more effective and efficient. These data 

sources included questionnaires and surveys, student achievement data, observation notes, 

teacher development curricula and tests, parents’ reports, and the teacher’s participation on 

committees.  

 In 2009, a study titled “The Widget Effect” (Weisberg et al., 2009) emphasized the 

failure of evaluation systems to provide accurate and credible information about an 

individual teacher’s instruction. The initial report stated that teachers are like interchangeable 

parts. A teacher could be replaced with another and there would be no recognizable 

difference in the outcomes of the students. The Widget Effect identified five characteristics 

that led to this mentality (Weisberg et al., 2009). The first characteristic was that all teachers 

were identified as good or great. The study found that 99% of teachers received satisfactory 

ratings on their teacher evaluation. The second characteristic was that excellent teachers go 

unrecognized. Fifty-nine percent of teachers and 63% of principals felt that their district did 

not do enough to recognize, promote, and retain those who were the most effective in the 

classroom. Inadequate professional development was the third characteristic recognized. 
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Seventy-three percent of the teachers felt that their evaluations did not address areas that 

needed further development. With those that did recognize areas of needed improvement, 

only 45% stated that they received useful support to improve those areas. The fourth 

characteristic was that no special attention was provided to novices. Even as beginning 

teachers, 66% reported that they received multiple ratings as satisfactory on their evaluations. 

Forty-one percent of administrators claimed that they had never non-renewed a probationary 

teacher. The final characteristic was that poor performance goes unaddressed. The study 

found that 81% of administrators and 57% of teachers recognized that there are teachers in 

schools who should be dismissed for poor performance.  

After recognizing the problems surrounding the current evaluation system, 

recommendations were made that could improve the current system. These included: 

• Adopt a comprehensive evaluation system that fairly, accurately, and credibly 

differentiates teachers based on their effectiveness in promoting student 

achievement. 

• Train administrators and other evaluators in the teacher performance evaluation 

system and hold them accountable for using it effectively. 

•  Integrate the performance evaluation system with critical human capital policies 

and functions such as teacher assignment, professional development, 

compensation, retention, and dismissal.  

•  Adopt dismissal policies that provide lower-stakes options for ineffective 

teachers to exit the district and a system of due process that is fair but effective 

(Weisberg, et al., 2009). 



67 

The Widget Study identified recommendations that would serve to ameliorate an evaluation 

system that failed to account for student achievement. For decades, teacher evaluations were 

a bureaucratic practice that failed to distinguish between excellent and mediocre teachers 

(Sawchuk, 2015).  

The finding of the Widget study suggested school districts tended to assume 

classroom effectiveness that was the same from one teacher to the next, therefore ceasing to 

recognize teachers as individuals. The results of the study pushed the federal, state, and local 

school systems to create a more effective evaluation system. Such a system would consider 

student achievement growth, reward great teachers, dismiss poor ones, and give struggling 

teachers the support needed to improve their practice in the classroom. Moving away from 

the widget effect would bring the ability to recognize the difference between poor, fair, and 

great teachers (Alderman & Chuong, 2014; Kraft & Gilmour, 2017; Weisberg et al., 2009). 

Research was recently released by the Bill and Melinda Gates Foundation stating that 

a combination of models proved to be more effective and valued by teachers (Ho & Kane, 

2013). The combination included a value-added model, student feedback, and observations. 

The observation models used were based on the Framework for Teachers as identified by 

Charlotte Danielson or the Marzano Model. The study, a randomized experiment to eliminate 

bias, began in 2009 and involved 3,000 teachers in six districts; Charlotte-Mecklenger, North 

Carolina; Dallas, Texas; Denver, Colorado; Hillsborough County, Florida; Memphis, 

Tennessee; and New York City, New York. In a survey completed by these teachers, findings 

suggested when the three components were weighed equally (value-added model, student 

feedback, and observations), not only did student performance increase, but project-based 

tasks that required a deeper level of thinking also increased. Additionally, teachers felt that 
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the components identified their performance more accurately than systems previously used. 

Balancing these three components in an evaluation gives administrators a clear understanding 

of what is going on in the classrooms and the impact of instruction on students. 

When looking at teacher evaluations, it is important to understand how the system has 

evolved throughout the past few centuries, and specifically within the past few decades. 

Within this strand, five timeframes were explored: pre-20th century, early 20th century, mid-

20th century, late 20th century, and 21st century. Many theorists have contributed to this 

process to enhance teaching for improving learning outcomes for students. Another topic 

significant to this discussion is how teachers are prepared before entering the classroom as 

well as the supports provided once they are there. Therefore, the next topic reviews literature 

related to teacher preparedness and professional development 

Teacher Preparedness and Professional Development 

 In this section, various theories, concepts, and empirical studies are explored to allow 

a clearer understanding of teachers’ preparedness and professional development during their 

preservice years. Teacher certification issues are also at the heart of teacher preparation. 

Hence, state certification requirements and input regarding teacher preparedness are at the 

center of this discussion. How a teacher is prepared and the certification acquired have been 

noted to have a great impact on the performance of students in both reading and math 

(Owens & Valesky, 2011). Additionally, this section discusses professional development to 

support the retention of teachers at the point of beginning teaching in PK-12 schools. A 

teacher who enters the classroom with adequate preparation but with little to no effective 

professional development to support their growth will likely leave the classroom within the 

first five years (Darling-Hammond & Ducommun, 2010). 
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Preservice Preparation of Teachers 

 Three critical pieces have been recognized as the cornerstones to an effective teacher 

preparation program; subject or content area, pedagogy, and preparation for the 21st century 

(Napoles & MacLeod, 2013). With these areas in mind, colleges and universities have strived 

to develop programs that are progressive and rigorous (Darling-Hammond et al., 2005). The 

lack of a more thorough preparation program has a greater impact in areas such as 

mathematics and science. Additionally, the higher the course level, the more significant 

negative effects were experienced. Achievement related to mathematics and reading are 

illustrated in the Darling-Hammond et al. (2005) study.  

Darling-Hammond et al. (2005) conducted a follow-up study to the CREDO study to 

determine if non-traditional programs such as Teach for America (TFA) prepares teachers as 

successfully as those in traditional preparation programs. Both studies incorporated TAAS 

data of Houston. Texas. In the CREDO study, TFA teachers were found to be comparable to 

experienced teachers in similar settings when controlling for teacher experience, as well as 

individual student, classroom, and school demographics. Darling-Hammond examined 

results between school years 1995-1996 and 2001-2002, which included 271,015 students 

and 15,344 teachers. A difference between this team’s study and the CREDO team was the 

Darling Hammond et al. study was limited to students in third to fifth grade, who typically 

have a single teacher providing mathematics and reading instruction compared to grades 6-8 

who often have several teachers, therefore limiting a controlling factor. An additional 

difference noted was that student achievement data were analyzed for individual student 

growth between academic years; spring results from the third grade year to results in the 

spring from the fourth grade year. With these differences, not only was there a focus on 
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preparation, but also attrition and student achievement. Reviewing TFA attrition rates 

revealed that after their second year, between 57% and 90% left teaching; after the third year, 

between 72 and 100% left. The examination of student achievement results concluded that 

for the TAAS, there was a significant positive effect with TFA in mathematics, but reading 

revealed non-significant results. However, other testing measures reviewed, such as the 

SAT-9, revealed a negative result on student mathematics scores. Based on the study, teachers 

with standard certification were found to be significantly more effective compared to those 

without certification, through programs like TFA. Estimates revealed that five out of six 

times TFA teachers had a negative effect on student achievement.  

 In general, Donaldson (2013) maintained, teachers have the highest impact on student 

achievement. For this reason, investing time and energy in teachers is the most important 

strategies for ensuring their success. Professional development is typically thought to start 

once a teacher enters the classrooms to begin their career; but, in fact, the preparation that 

teachers experience in their college or university is the beginning of their professional 

development process. The kind and quality of preparation and professional development 

make a difference in the development of the teacher as well as academic achievement of the 

students (Darling-Hammond, 2000; Raymond-West & Snodgrass-Rangel, 2019; Zhang & 

Zeller, 2016).  

 DiPaola and Hoy (2014) broadly defined professional development as “all of the 

formal and informal learning experiences teachers have throughout their careers, from 

preservice training to retirement” (p. 161). According to these researchers, professional 

development is most effective when it is intensive, ongoing, connected to day-to-day 

practice, and focused on teaching and learning within a specific content area. These elements, 
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as part of professional development, build professional capacity (Payzant, 2011), which is a 

combination of both human and social resources.  

Napoles and MacLeod (2013) conducted a meta-analysis with 75 preservice teachers 

from two large urban universities—one in North Carolina and the other in Utah. Six 

experienced teachers were videotaped teaching mini-lessons, excerpts of approximately two 

minutes, and later the 75 pre-teachers observed the recordings. Mini-lessons were 

categorized as one of the four conditions: (a) high teacher delivery and more student 

progress, (b) high teacher delivery and less student progress, (c) low teacher delivery and 

more student progress, and (d) low teacher delivery and less student progress. After 

preservice teachers reviewed the mini-lessons, connections were made between the 

instruction and behavior of the teacher and student learning. Observations were rated for 

teacher delivery, student progress, student content level, teacher knowledge, and overall 

teaching effectiveness. Findings revealed that teacher dispositions and behaviors had a 

stronger correlation with student engagement, even when inaccuracies within content were 

realized, resulting in positive ratings of relationship between teacher intensity and teacher 

effectiveness. There was a small correlation between instructional ratings and content 

mastered (Napoles & MacLeod, 2013).  

 Traditional preparation programs have generally been the major vehicle for preparing 

teachers; yet, there has been an increase in alternative teacher preparation programs 

developed by states. Zhang and Zeller (2016) conducted a longitudinal investigation to 

compare traditional and alternative preparation programs. In 1983, the two researchers 

discovered there were only eight states in the United States with alternative preparation 

programs. However, by 2004, that number had grown to 43 states as well as the District of 
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Columbia having alternative programs, better known as Alternative Route Certification 

Programs (ARC). Zhang and Zeller found that 40-50% of teachers prepared with alternative 

programs generally leave schools within the first five years, 9.5% will leave before the end of 

their first year, which implies that ARC programs are less likely to prepare teachers for the 

demands of 21st century classrooms. The researchers expanded their study to include a more 

thorough examination of the differences between the quality of traditional and alternative 

preparation programs.  

Beginning with the 2003-2004 school year, 20 doctoral students enrolled in an 

educational leadership program with Eastern North Carolina University reviewed the 

retention of 60 teachers over a seven-year period in Massachusetts (Zhang & Zeller, 2016), 

who had acquired their initial licensure between 1999 and 2002. Forty-one teachers were in 

their first year of teaching and 19 in their second year of teaching. The teachers fell into one 

of the three licensure categories: (a) regular teacher education program; (b) lateral entry (this 

was referred to as a “sink or swim” alternative program, or (c) North Carolina Teach (NCT), 

adopted as the state’s alternative program. NCT focused on recruiting, preparation, and 

retaining high quality, mid-career professionals. In year one, all three certification programs 

retained 100% of the participants in their positions. However, in year three, teachers who had 

acquired their certificate through a regular education program were retained at 86.36%, those 

from the lateral entry at 45%, and teachers in the NCT category were retained at 89.89%. By 

the seventh year, even more profound results were apparent. The retention of those from the 

regular education program remained the same, the lateral entry program retained 35% of the 

teachers, and the NCT program 66.67%. The study’s findings suggested that a more 

traditional preparation program has a greater impact on preparation leading to retaining 
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teachers in the classroom; however, the components within alternative preparation program 

can have a positive impact on teacher retention. 

One of the reasons an increase has been recognized in the number of alternative 

programs available is directly correlated to a decrease in traditional teacher preparation 

programs. A shortage of qualified teachers has been on the rise, specifically within certain 

subject areas and in high need areas. According to Risko and Reid (2019), students enrolling 

in teacher preparation programs have increased, but they also represent a more diverse 

population. Risko and Reid reviewed the enrollment data provided by the U.S. Department of 

Education. Between the school years 2009-2010 and 2012-2013, a 31% decline in traditional 

teachers programs was recorded. Alternative programs, such as Teach for America, 

developed a means to address the teacher shortage. In the year 2014, 673 Teach for America 

providers had been established. These providers offered 8,075 unique programs for teacher 

preparation, which accounted for 30% of the 26,589 teachers enrolled in some sort of teacher 

preparation program. Regardless of the type of program, the experiences offered in a 

preparation program and the support provided once preservice teachers are assigned to a 

teaching position has much to do with the teacher’s success. In short, self-efficacy, derived 

from social cognitive theory and first conceptualized by Miller et al. (2017), is significant to 

teachers’ success within the preservice and novice years. Self-efficacy is defined as an 

“influential construct suggesting that human behavior is affected by the beliefs people hold. 

Self-efficacy was further conceptualized as a dynamic construct that can change with 

experience and has a ‘mobilization component’… helps individuals to adapt themselves to 

complex situations” (Menon & Sadler, 2016, p. 650). 
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Raymond-West and Snodgrass-Rangel (2019) surveyed 83 novice reading teachers 

with two or fewer years of teaching in an urban Texas district; 37.8% were prepared through 

an alternative program and 62.2% with a traditional program. Additionally, the study 

explored the self-efficacy of the participants and teaching literacy. The study revealed that 

traditionally prepared teachers had significantly higher levels of exposure to literacy teaching 

skills and higher levels of self-efficacy. When delving into both traditional and alternative 

programs, differences become apparent based on experiences provided to the teachers. These 

findings mirrored those of Risko and Reid (2019) in their study of traditional and alternative 

programs. Teacher preparation and certification also influence the self-efficacy of teachers in 

classrooms.  

Teacher Preparation and Certification  

 From state to state, teacher preparation required for a teacher to be qualified in the 

classroom is quite different. However, researchers have found that teachers are more 

effective if they have completed preparation courses prior to being hired as teachers (Clement 

& Cochran, 2020; Erickson & Wentworth, 2010; Gaikhorst et al., 2020). Elements of 

preparation include factors such as being licensed in specific teaching fields. There has been 

a push to have teachers be highly qualified in content areas being taught, but unfortunately, 

this policy is not always followed. Some higher education professors and clinical teacher 

instructors also believe that the higher test scores an aspiring teacher acquires, the better they 

will be prepared for the content they will be teaching, while also making sure they have the 

aptitude to do so (Clement & Cochran, 2020; Erickson, &Wentworth, 2010; Gaikhorst et al., 

2020). Further, graduating from a competitive college that is nationally certified is also 
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beneficial to aspiring teachers, which helps to ensure high expectations for teaching and the 

push for meeting teacher expectations.  

 As mentioned, some teachers are hired to teach children with less than full 

certification, some having no certification, or others taking an alternative route to meet the 

qualifications to become a teacher (Clement & Cochran, 2020; Darling-Hammond, 2000; 

Sandoval et al., 2020). This decreases the likelihood teachers will be pleased with the 

preservice training received and often will need extensive support to be efficient in the 

classroom. Teachers in such situations may have difficulties with planning curriculum, 

teaching, managing their classrooms, and diagnosing the needs of students. In addition, 

teachers who do not have the appropriate preparation or support end up leaving the teaching 

field by the end of their fourth year (Clement & Cochran, 2020; Darling-Hammond & 

Ducommun, 2010; Lopes, 2019).  

The coursework offered to students who are properly trained includes content area 

knowledge and pedagogical training. Not only do states vary in what is expected for teacher 

preparation, but states also differ greatly in the extent to which they invest in teacher learning 

(Darling-Hammond, 2000; Erickson & Wentworth, 2010; Lopes, 2019). When researchers 

reviewed teacher preparation programs across the nation, the differences were great. In 

reviewing credit hours specific to education, states required anywhere from 18 hours to 40 

hours (Barnum, 2017; Lopes, 2019; Pedersen, 2017). Another great difference was based on 

the amount of time aspiring teachers spend in their student teaching program, which varied 

from eight weeks to eighteen weeks (Barnum, 2017; Erickson & Wentworth, 2010; Lopes, 

2019). Upon further investigation, it was found that most education programs required more 



76 

coursework and student teaching hours to complete their program than the respective state 

required (Clement, & Cochran, 2020; Sandoval et al., 2020). 

 The teacher preparation and certification elements have been touted in the literature 

as the strongest correlations of student achievement in reading and in mathematics (Darling-

Hammond, 2000; Erickson & Wentworth, 2010; Napoles & MacLeod, 2013; Sandoval et al. 

2020). However, when reviewing the research, this concept becomes more complex. 

Research implies the higher the grade level or the more specific the content, the more 

significant teacher preparation is when transitioning to the classroom (Bardach & Klassen, 

2020; Hanushek et al., 2019, Sandoval et al., 2020). Darling-Hammond and Ducommun 

(2010) also stated that appropriate preparation makes the most significant impact at the 

secondary level, specifically in mathematics and science. There is a strong positive 

relationship between the performance in coursework to become a teacher and later 

performance within the classroom. Payzant (2011) concurred with Darling-Hammond and 

claimed that there is little correlation between the courses teachers take to prepare for the 

classroom and how these courses impact achievement. However, he believed that a positive 

impact was realized when professional development was embedded at the school level led by 

school administrators trained as instructional leaders.  

Teacher Test Scores Equals Teacher Effectiveness 

Darling-Hammond, in an interview with Martin and Mulvihill (2017), discussed the 

merit of multiple-choice tests used to assess teaching. She stated, “I have been a proponent of 

performance assessments for teaching, because I think that multiple choice tests that we 

commonly use across the country for basic skills, subject matter knowledge, and even 

pedagogy are an oxymoron” (p. 77). Moreover, Darling-Hammond claimed during the 
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interview, “those tests do not predict who can teach and do not provide an entry standard that 

is related to what teachers actually do in the classroom” (p. 77). Her perspective is connected 

to the reality that there are teachers who do not pass these state-mandated tests, “yet would 

be great teachers. And, of course, they are not allowed to teach unless they can pass the tests. 

This is quite a dilemma” (p. 77). Additionally, these mostly multiple-choice items on 

certification tests are not useful when trying to assess the teacher’s ability to analyze and 

apply the knowledge they are to understand and apply in the classroom. There has been a 

push to implement a more rigorous licensure examination that would have a greater impact 

on student learning (Darling-Hammond & Ducommun, 2010; Erickson & Wentworth, 2010; 

Risko & Reid, 2019; Zhang & Zeller, 2016).  

D’Agostino and Powers (2009) were interested in this very topic, the relationship 

between teacher tests and their performance in the classroom. The two researchers conducted 

a meta-analysis to examine the level of confidence between teacher test scores predicting 

teacher performance in the Midwest over several decades that involved 123 studies, yielding 

715 effect sizes. Findings revealed that a teacher’s competence had a moderate prediction on 

teacher performance. However, how the teacher performed in the preparation program 

courses revealed a more significant correlation to teacher performance. A teacher’s 

intelligence, such as that found on an IQ test, was not as relevant (Aloe & Becker, 2009; 

Andrew et al., 2005; Crotty, 2014). Researchers pointed out that a significant factor was the 

teacher’s verbal abilities, which allowed the teacher to effectively relate to students and 

articulate content meaning.  

Science and mathematics are subject areas where the number of preparation courses 

successfully completed by the teacher are significant factors. A trigonometry teacher would 
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need more subject area content than an algebra teacher or a fourth-grade teacher who teaches 

mathematics. The more courses taken by those teaching more specific courses related to their 

content area, the greater the impact on student achievement (Hightower et al., 2011). With 

these additional courses, there should be an emphasis on conceptual application of ideas 

rather than simply memorization (Erickson & Wentworth, 2010; Lopes, 2019). When 

examining long range student achievement results, those who scored higher in both reading 

and mathematics have had the benefit of higher quality teachers (Andrew et al., 2005; 

Erickson & Wentworth, 2010).  

State Input on Teacher Preparation 

According to the U.S. Department of Education (2014), states have identified the 

criteria put into place for teacher preparation programs. The criteria consist of a variety of 

components anywhere from entry into the program, coursework to be successfully 

completed, and experiential training, to exit criteria to complete the program. Colleges and 

universities evaluate requirements established by state officials and then design their 

program. Typically, colleges and universities exceed the demands of the state and develop 

more rigorous teacher preparation programs. Even though states may have common threads, 

not all state requirements look the same. Examples of these are Delaware, Iowa, Illinois, 

Kentucky, Mississippi, and Rhode Island, which raised admission requirements to enter the 

teacher preparation program (U.S. Department of Education, 2014). Additionally, some states 

include aspects to support novice teachers when assigned into the classroom for a given 

period of time. The state of Arizona placed an emphasis on support from the preservice years 

to the candidate taking a teaching position (U.S. Department of Education, 2014). Arizona 

State University further established their commitment to place teacher candidates in schools 
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with master teachers to further develop skills. They mirrored the teaching standards that were 

later used as a novice teacher. With this support, 85% of novice teachers stayed in the 

classroom for at least the first three years (U.S. Department of Education, 2014); an increase 

from 50%. Colleges and universities often develop their programs to be more rigorous than 

what is required at the state or national level. In order for teachers to become certified, the 

college or university attended must be accredited and recognized as meeting the requirements 

identified. 

In 2014, the U.S. Department of Education received nearly 5,000 comments based on 

the national requirements that led them to further develop regulations (U.S. Department of 

Education, 2016). Preparation programs are required to report annually on preparation 

programs with key provisions to be measured annually. Key provisions recognized include: 

(a) placement and retention rates of graduates in their first three years of teaching, including 

high needs schools; (b) feedback from graduates and their employers on the effectiveness of 

the program requirements; (c) student learning outcomes measured by novice teachers’ 

student growth, teacher evaluation results, or any other state determined measure that is 

relevant to student outcomes and meaningfully differentiates among teachers; and (d) 

program characteristics, including specialized accreditation or graduates candidates with 

content and pedagogical content, quality academic performance, and those who have met 

rigorous exit requirements. 

Recruitment, Hiring, Retaining, and Certification 

Guarino et al. (2006) conducted a meta-analysis on teacher recruitment and retention. 

Data were reviewed from databases searches of educational abstracts as well as social 

science abstracts. Search engines included ERIC and JSTOR, resulting in 4,919 unduplicated 
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studies. The study examined characteristics of individuals entering the teaching profession, 

characteristics of individuals who remained in teaching, characteristics of schools and 

districts that successfully recruit and retain teachers, and types of policies that show evidence 

of efficacy. Based on the results, when looking at the characteristics of those who enter the 

teaching profession, it was revealed that a greater portion were women. There were more 

whites compared to people of color, but that has shifted since the early 1990s (Ballou, 1996; 

Kirby et al., 1999; Shipp, 1999). College graduates with higher academic ability were less 

likely to enter the teaching profession.  

Most states have increased their standards for hiring, although some still allow 

schools to hire teachers who have not yet met the licensing standards. This includes 

alternative licensure such as emergency licensure, temporary licensure, and provisional 

licensure (Darling-Hammond & Ducommun, 2010; Guarino et al., 2006; Krasnoff, 2014). 

Most states use some sort of rubric that identifies categories such as highly effective, 

effective, developing, and ineffective (Forman & Markson, 2015). This rubric and how 

teachers are marked as scoring on each of the standards are used for promotion, retention, 

tenure, and for determining termination, or supplemental compensation in some states. When 

looking to hire and place a teacher in a classroom, the focus needs to be on teacher 

knowledge, skills, disposition, and the “fit” for a position (Carver-Thomas & Darling 

Hammond, 2017; Darling-Hammond & Ducommun, 2010; Garcia & Weiss, 2019).  

Even with this information and realizing the benefits of a strong evaluation process, 

schools rarely use evaluations to make decisions about hiring, compensating, professional 

development, tenure, or dismissal (Alderman & Chuong, 2014). This leads to poor hiring 

procedures. It discourages qualified candidates from seeking a position in specific school 
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districts. School districts that must hire late in the year or into the summer are also affected 

by this. Some schools choose to hire lower level teachers to avoid paying as much in salary. 

This all impacts the culture, which is discussed later in this chapter.  

When exploring teachers who left the profession, several findings emerged. Nguyen 

et al. (2020) stated that the highest attrition rates occurred in the first year of teaching and 

after several years of teaching when teachers were nearing retirement. Additionally, these 

researchers stated that to provide a more robust analysis of teacher turnover, they conducted a 

meta-analysis of primary studies. The results of Nguyen and colleagues suggested “turnover 

is higher among teachers with higher academic ability, STEM teachers, special education 

teachers, younger teachers, and less experienced teachers” (p. 12). They explained that less 

commitment to the profession of teaching may be the cause of turnover among young and 

novice teachers. Some of the findings of the meta-analysis were that science and mathematics 

teachers were less likely to leave teaching than those who taught other content areas and that 

females had higher rates of attrition than males. The intent of Nguyen’s et al. (2020) study is 

to provide districts with a structure that will aid the recruitment and retention of teachers. To 

further support these structures, attention to professional development is significant to the 

retention of teachers.  

Professional Development  

Understanding that initial teachers have a variety of experiences and types of 

programs to prepare them for the classroom, it becomes even more important to initiate 

professional development that will take that into account and provide them with the 

necessary support in the positions assigned, upon completion of their preservice programs. 
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Nguyen et al. (2020) found that most novice teachers left schools because of limited support 

for their development as teachers—in most cases, from administrators and colleagues.  

Professional development of teachers, if done appropriately, will have a significant 

impact on the academic achievement of the students (DiPaola & Hoy, 2015). While 

practicing their new knowledge and skills, development opportunities occur; however, it is 

important that teachers have an opportunity to practice and be provided with specific 

feedback. Having opportunities to collaborate with peers about teaching and learning may 

allow teachers to become even more effective. Being given the time to visit other teachers’ 

classrooms has shown to be an effective practice. Through these professional development 

opportunities, a stronger, more purposeful sense of educational dialogue will be created 

(Payzant, 2011). Professional development that is provided over an extended period will 

achieve a positive effect on student achievement (Donaldson, 2013). Professional 

development that is “offered on-site, is job-embedded, sustained over time, centers on active 

learning, and focuses on student achievement” is most effective for all diverse needs of 

teachers (Callahan & Sadeghi, 2014).  

Svendsen (2020) conducted a study focusing on three literature search methods: (1) 

searches in three major data bases which included; ISI WEB of Science, ERIC, and 

SCOPUS; (2) citation searches; and (3) manual searches in most relevant informational 

journals. The focus of these searches were based on professional development of teachers in 

schools. He concluded that within teacher professional development (TPD) recognizable 

components contribute to effectively further developing skills as professionals. There were 

five components recognized: (1) sustainability over time, (2) mode of delivery, (3) learning 

communities and collaboration, (4) relationships and trust when developing professional 
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development, and (5) time and TPD in schools. Additionally, he clarified professional 

development that what was considered as ineffective and had no significant effect on student 

learning. These types of professional development include one shot PD, drive-by or 

fragmented PD, “spray and pray” PD, and workshops that lasted less than 14 hours. For those 

working with professional development, making time and space for teachers as well as 

empowering them to have ownership of their own path of professional development leads to 

further developing their skills and students performance (Svendsen, 2020). The findings from 

Svendsen’s research were similar to those found by Campbell’s (2019) study implemented in 

Canada.  

Campbell (2019) surveyed 741 participants in Manitoba, Canada, and included four 

focus groups and three in-depth case studies. The purpose of this study was to acquire 

teachers’ perspective regarding what was needed for PD to be effective. Based on results 

from this multimethod design, Campbell identified three key components for effective 

professional development. Each of those components consisted of context that involved 

multiple principles and practices. The first key component was quality content; including 

evidence-informed, subject-specific and pedagogical content knowledge, a focus on student 

outcomes, and a balance of teacher voice and system coherence. The second key component 

involved learning design and implementation: active and variable learning, collaborative 

learning experiences, and job-embedded learning. Finally, there was support and 

sustainability comprising ongoing duration, resources, and supportive and engaging 

leadership.  

Strong leaders understand and value the human resources in their organizations. In 

addition, leaders understand that continuing to improve their knowledge base is critical for 
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continued growth of the teacher, students, and overall organization of schools (Owens & 

Valesky, 2011). When school leaders place an emphasis on teacher professional development, 

the result will be schools with outstanding academic achievement, with expectations for 

teacher quality and student learning (DiPaola & Hoy, 2014). The impact principals have on 

student achievement is second only to that of the teachers (Donaldson, 2013; Hightower et 

al., 2011; Svendsen, 2020). Their most important role is ensuring excellent teaching is taking 

place. Professional development for the teachers is where most of the emphasis is placed, as 

it should be. However, it is also important for districts to provide professional development 

for leaders of schools. Several researchers argue that some of the most important work a 

principal does as a supervisor is to work with the teachers in the organization to enhance their 

professional growth (Campbell, 2019; Hill, 2009; DiPaola & Hoy, 2014). This is frequently 

done in an informal fashion. The principal creates academic dialogue, encourages inquiry, 

reflection, and collaboration, not only with teachers and the principal, but with peers as well. 

With the use of frequent observations, the principal provides feedback relevant to the 

individual teacher (DiPaola & Hoy, 2014; Hill, 2009; Kimball & Milanowski, 2009). 

Moreover, it is important for building leaders to design professional development that is 

relevant to small groups of teachers who have common developmental needs; however, they 

should be involved in diagnosing their needs and planning PD.  

 Like most components within education, there are barriers to professional 

development. Owens and Valesky (2011) find it quite common for teachers to criticize the 

professional development plans created at the district level. Teachers feel that those at the 

district level often are out of touch and do not know what individual schools or teachers need 

to make professional development effective. By including those being trained in the planning 
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process, a professional development plan has a stronger chance of being effective. With this 

goal in mind, the plan should be focused on the professional development needs of districts 

or the school’s improvement objectives, and it must be continuous. School staffs should keep 

in mind that while they may be guided by the district’s school improvement goals or 

objectives, the process must be creatively designed to meet the needs of teachers and 

students. If teachers are left on their own to select professional development activities, they 

typically find things that are interesting to them, but have little connection to student 

achievement (Campbell, 2019; DiPaola & Hoy, 2014; Kimball & Milanowski, 2009). 

Therefore, it is important that a professional development plan be created in a collaborative 

manner.  

 Funding is one issue, but time is also a concern. Teachers have been denied 

professional development opportunities that occur during the school day due to lack of 

funding (DiPaola & Hoy, 2014; Sawchuk, 2010; Sirois, 2019; Yendal-Hoppey & Fichtman-

Dana, 2012). Consequently, there are often small chunks of time that can be used for 

professional development. In addition, trying to combine the needs of a diverse group of 

teachers can be challenging (DiPaola & Hoy, 2014). Within each school, consideration must 

be given to a variety of years of experience, content being taught, and individual need for 

development. 

When examining the research pertaining to teacher preparedness and professional 

development, several categories become important. These categories are explored in this 

section to better explain the dynamics of teacher preparedness and professional development. 

Of all factors related to student learning and achievement, the student’s teacher is 

consistently the most important (Jiang et al., 2014). A teacher’s competency is a critical 
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aspect when professional development is provided. In order to maximize professional 

development opportunities, the individual needs of teachers must be considered starting with 

basic levels of competence. Teachers need to be provided opportunities to enhance their 

pedagogical skills as well as develop their knowledge level for content areas and how to 

effectively articulate instruction for clearer understanding. Linked to teacher preparedness, 

state input continues to adapt, giving schools more guidance to support student learning. At 

the same time, the tensions in state involvement through state standards often deskill teachers 

who lose their autonomy and control over curricular and instructional decisions While older 

definitions of autonomy suggest independence and isolation, recent conceptions of autonomy 

are viewed as collaborative cultures with the opportunity for teachers to make decisions with 

others regarding their work in schools, “and freedom to make prescriptive professional 

choices” (Skerritt, 2020, p. 301). Ingersoll et al. (2016) insisted that if schools are to meet the 

growing plethora of state standards, they must have control over curricular and instructional 

decisions in their classrooms. They explain the hierarchical state mandates regarding 

teaching and learning may serve to compromise the reason teachers went into teaching and 

“undermine the ability of teachers to feel successful in helping students learn. …such reforms 

may not only fail to solve the problems they seek to address, but may also end up making 

things worse” (p. 49). 

Teacher Competence 

Student learning, as the primary goal in teaching, is no surprise to many and 

understanding this intent for determining teacher competency is highly relevant. “Competent 

teachers can explain complex material, manage classroom behavior, and respond to student 

questions providing more optimal learning situations for students” (Miller et al., 2017, 
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p. 262). Fifty-one teachers of a Midwestern semi-urban district completed a self-reported 

survey that measured their levels of self-efficacy and the manner in which this construct 

influenced 427 students’ perceptions of two aspects of instructional environments, perceived 

teacher competence and respect, of math and science classrooms (Miller et al., 2017). 

Researchers visited classrooms to collect paper and pencil survey from students who reported 

on either their math or science classrooms during the fall and spring. Teachers completed 

their own survey at the same time points and rated students during the completion of their 

surveys. Results indicated: 

increased teaching self-efficacy was significantly associated with student  

perceived teacher competence and perceived respect. Results suggest that 

teachers’ sense of efficacy for teaching influences students’ perceptions, either 

because of the confidence they project, or because teachers’ sense of efficacy 

to some extent is a reflection of the students in the classroom. (p. 266) 

 

Miller and colleagues explained that achievement goal theory consists of classroom goal 

structures (increasing ability) and personal goal orientation (demonstrating ability). Teacher 

efficacy was not related to goal structures, possibly explained through the increased focus on 

testing in K-12 classrooms which “likely obscures any systematic differences in teacher self-

efficacy between performance and mastery goal structure” (p. 266). Outcomes may be 

explained due to current accountability reform that focuses on cognitive reform, where 

students are constantly tested. 

The value added by teachers in contemporary schools is exemplified by examining 

student achievement results or test scores (Julia et al., 2020; Nessipbayeva, 2012; Vilson, 

2015). However, improving teacher quality in the classroom will do more for students who 

are most academically at risk (Darling-Hammond, 2006; Siri et al., 2020; Vilson, 2015). A 

team of researchers conducted a mixed method study, which included interviews, 
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observations, and surveys of 234 elementary teachers from West Java, Indonesia between the 

years of 2015 and 2019 (Julia et al., 2020). Results identified that when preservice teachers 

were given knowledge and skills for both content area and pedagogy, they were more likely 

to build upon this knowledge in their professional placement within schools. However, if 

support was not quickly provided to further develop their fundamental skill sets, a decline in 

their performance was more likely to be realized. In both preservice and professional 

placement, the experiences provided that were engaging and grounded in application within 

both content area and pedagogy had a lasting impact.  

 Teacher competence is a combination of the teacher’s personal character traits, their 

skills, and the level of understanding that they bring to teaching. Competence linked to 

quality teaching involves the strength of the instruction and the ability to reach a wide range 

of students (Darling-Hammond & Ducommun, 2010; Nessipbayeva, 2012; Siri et al., 2020). 

When a teacher is considered highly effective in both areas, the impact on a student’s 

achievement surpasses the effects of race and parent education combined. Darling-Hammond 

(2006) found that a 1% increase in teaching quality was associated with a 3-5% decline in 

students failing an exam. On the opposite side of this, students who were assigned to several 

ineffective teachers in a row were found to have significantly lower achievement scores 

(Darling-Hammond, 2000). To maximize such effects, students need to have teachers who 

are well prepared, experienced, and accomplished; a factor that would make significant 

strides toward closing the achievement gap. To improve their skills and abilities, Fullan 

(2007) identified the need to create an instructional system that is designed to be more 

personalized to better meet teachers at the level they are currently performing. When the 
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school’s instructional program is coupled with precision and professional learning, the efforts 

to encourage teacher competence could be magnified.  

Pedagogy Related to Professional Development  

Barton (2019) defined pedagogy as the art, science, or profession of teaching; the 

methods practices of teaching. Persaud (2019) stated that pedagogy is often confused with 

curriculum, which is the “what” of teaching, whereas pedagogy is the “how” of teaching. 

Improving the quality of pedagogy of teaching greatly impacts the success of a wide range of 

student learners, proving a deeper grasp of fundamental knowledge and skills. Additionally, 

the effects pedagogy has on student perception and collaborative learning environments has 

been positively significant. Davies (2009) stated that teachers will benefit from professional 

development: (a) if what is implemented is designed around objectives that are realistic, (b) if 

teachers feel that they have some say in their own growth, (c) if it is embedded in 

experiences that they can apply, and (d) if they are supported with coaching and follow-up 

regarding instruction. Professional development should be a long-term endeavor. Efforts to 

improve pedagogy related to professional development for staff members need to be 

designed with multiple sections in mind to help staff members understand specific 

components of the topic. Chunking the content also allows teachers to see connections 

between theories and concepts of the sessions and links to classroom practices, with the most 

effective adult learning involving job embedded professional development. Instead of only 

one session being devoted to a given topic, it may be reviewed in several different sessions, 

giving the impression that there is no end between professional development introduced and 

the skills practiced in multiple ways in a school system.  
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McGregor and Gunter (2001) examined the degree to which 22 science teachers from 

11 schools perceived changes in their pedagogical skills at the conclusion of a two-year 

training on the Cognitive Acceleration through the Science Education program (CASE) at 

Keele University in the United Kingdom. Questionnaire data were completed following exit 

from the program, with interviews to follow one year after the completion. Questionnaires 

were collected from all 22 participants, but only four randomly selected interviews were 

conducted. Noted findings based on the data included pedagogical skills such as: (a) 

providing more opportunity for meaningful discussions, (b) changes in questioning 

techniques, (c) an increase in opportunities for students to share predictions, and (d) more 

effective and engaging group activities. Researchers found that there was a more profound 

impact on personal development than was anticipated. 

Embedded professional development occurs when teaches understand the connection 

between professional development and what is happening in the classroom (Rock, 2002; 

Vega, 2015; Vislocky, 2013). The embedded approach may provide opportunities to follow 

up with skill sets and provide meaningful feedback to the teacher. Teachers are more willing 

to engage in what content of PD that is sustained over time (Vega, 2015; Vislocky, 2013). No 

one wants to experience professional development for a short time or have efforts quickly 

replaced by another initiative. Engagement with professional development involves an 

opportunity for teachers to actively practice skills and increase efforts toward effectiveness, 

leading to efficacy and confidence in one’s teaching (Menon & Sadler, 2016; Miller et al., 

2017; Raymond-West and Snodgrass-Rangel, 2019). 

Finally, teachers need to understand connections between what they are learning and 

its impact on classroom practices. Teachers are encouraged when they know what is 
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presented on one day can easily be implemented the next to determine the impact of the 

knowledge or skills on their classroom practices (Callahan & Sadeghi, 2014). The goal of 

measuring a teacher’s effectiveness is to improve capacity and opportunity to become more 

effective in the classroom and in turn, impact student achievement (Darling-Hammond & 

Ducommun, 2010). This is understood by most who have studied teacher evaluations. 

However, there is a growing need to develop a means to recognize and support teacher 

effectiveness.  

 Observing classrooms and providing specific feedback have become known as major 

components that impact ongoing teacher evaluation and professional development 

(Campbell, 2019; Hill, 2009; Lopes, 2019). Observations are often based on the professional 

learning standards recognized in the professional state standards or school district standards. 

These observations are more effective if they are grounded in research on teaching and 

learning (Campbell, 2019; Darling-Hammond & Ducommun, 2010; Hill, 2009), mentoring, 

peer observation and coaching, study groups, networking with others in the same subject 

area, and interschool visitations. The teacher quality that is recognized in this process must 

include expectations for teachers and a willingness to continue to improve the knowledge and 

skill sets of content and pedagogy. Collaboration with peers to improve practices has also 

been considered an effective strategy by which to measure growth (Daniels et al., 2013; 

Patzer, 2020).  

 Teacher Input. Any opportunities teachers are provided to interact with their peers 

will improve their practices as a teacher. Darling-Hammond (1998), in her seminal research, 

identified components that made a lasting impact on professional development such as 

mentoring, peer observation and coaching, study groups, networking with others in the same 
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subject area, and interschool visitations. Moreover, these components remain relevant today 

(Cook, 2015; Hill, 2009; Lopes, 2019 & Phillips et al., 2014). With opportunities such as 

these, teachers can talk to other teachers who may be experiencing the same struggles or 

successes; teachers can discuss various approaches and their impact on student learning; and 

they can address the usefulness of skill sets in place. Darling-Hammond and Ducommun 

(2010) identified in her research that 90% of the nation’s teachers have reported that their 

colleagues contributed to their teaching effectiveness.  

 In 2005, Colbert, Brown, Choi, and Thomas survey 26 teachers and interviewed 11 of 

N=26 to understand their perceptions of teacher-driven professional development. The 

teacher participants represented grades K-12. Results from the study revealed that the 

teachers felt an increase in teamwork and collaboration with both pedagogy and content. 

Responses were significant in terms of feelings of empowerment, self-confidence, self-

efficacy, and professionalism. Teachers were more likely to acknowledge and address needs 

within their classrooms. The professional development sought out by these teachers was 

considered more authentic and grounded in the content taught. Additionally, these teachers 

started to transition to teacher-leader roles. These results may have an impact on the 

development of future policies regarding job-embedded professional development (Colbert et 

al., 2008). 

According to Callahan and Sadeghi (2014), several specific components have been 

recognized as enhancing the professional development process; to be considered successful, 

it first needs to be structured in a timely, relevant, and effective manner. In the past, teachers 

had little input on how the professional development implemented was designed. Callahan 

and Sadeghi also identified components such as being long term, ongoing, on-site, job 
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embedded, sustained over time, centered on active learning, and focused on student 

achievement.  

In addition, Donaldson pointed out that professional development provided needs to 

be done in an intensive and intentional manner. The process cannot be a matter of filling 

time, but rather a strategic plan put into place, that considers teacher needs and 

communicates a vision for moving forward. Professional development needs to be designed 

around pedagogical skills as well as content area knowledge and application skills. Thus, 

professional development should be designed around pedagogical skills with teacher input in 

mind, as well as content area, knowledge, and application, Further, teacher input should 

enhance classroom observations.  

 Teacher Observations. Observation has been discussed as a critical element to 

consider in professional development, but how this is done must be maximized for best 

results. Observations must be frequent and intentional (Alderman & Chuong, 2014). 

Providing high quality feedback following classroom observation is critical to the teacher. 

However, increasing the number of observations is difficult. Yet, observations and feedback 

should inform and drive improved instruction as well as guide the professional development 

(Callahan & Sadeghi, 2014). With the observations and feedback that are provided, teachers 

need to be given an opportunity to reflect and have dialogue based on what was noted in the 

observation. Teachers learn best by studying, doing, reflecting, and collaborating (Campbell, 

2019; Chacon-Robles, 2018; Daniels et al., 2013; Patzer, 2020).  

Shaha et al. (2015) examined the effects of observations as an integral part of 

effective professional development by gathering information from 292 schools in 110 

districts within 27 states across the United States. Selections required a minimum of 15 
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teachers willing to participate in a commercially available online, on-demand professional 

development product, widely used in the United States, known as PD 360. School leaders or 

internal coaches implemented teacher observations and coordinated offerings aligned with 

the PD provided. Findings revealed teachers preferred improvement-focused teacher 

observation with a direct correlation to the professional development received. Since the 

program offered PD designed to meet individual teacher needs, it was perceived to be 

accessibly and adaptable, which had a greater impact on teacher efficacy; higher rates of 

content area professional development were a significant result. Researchers concluded that 

the focused observations following intentional professional development led to an increased 

level of meaningful dialogue and reflection among teachers and increased student 

achievement results.  

Another approach that researchers believe greatly impacts professional development 

for future teachers as well as those currently teaching is to have preservice teachers 

participate in the professional development sessions of schools (Garza et al., 2016; Lang et 

al., 2018). Such efforts support training for new teachers and veteran teachers will be able to 

hear fresh ideas, which create opportunities for collaborative research culture, utilizing 

teacher voice throughout the process (Vansteelandt et al., 2020; Vassallo, 2007). When more 

professional training is aligned with an authentic focus on teaching practices, learning 

increases. When this happens, teachers are less likely to rely on strategies such as reading 

kits, basal readers, workbooks, or multiple-choice questioning on assignments or tests.  

Content Area Related to Professional Development  

If teachers are given an opportunity to work with other teachers who teach the same 

content, they will be able to discuss approaches toward teaching specific units and how to 
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successfully reach a larger number of students. The effect of enhancing the knowledge of 

teaching a specific content area will likely increase teacher motivation and enthusiasm for the 

content (Dubbeldec, 2017; Kalinowski et al., 2019). Professional development in content 

areas is another way to increase teacher quality and competence, which will enable wider 

ranges of students to learn the content. Professional development may alleviate disciplinary 

problems that are likely to arise when students become frustrated and perceive that their 

needs are not being met due to limited knowledge of content areas (Darling-Hammond & 

Ducommun, 2010; Darling-Hammond et al., 2017).  

 The kind and quality of professional development provided, as well as preservice 

education experiences, aid the development of the knowledge that is needed by both by 

novice and veteran teachers, especially as schools emphasize curricular and instructional 

changes related to the 21st century. These includes a focus on content area standards as well 

as pedagogical skills embedded in evidentiary practices. Saavedra and Opfer (2012), 

incorporating a skills-based framework for PD, described several lessons useful for leaders to 

assist teachers in acquiring knowledge and skills to impart 21st century learning: 

• Make it relevant. Effective teachers provide relevant learning through creating 

curricular innovations and lessons that relate to the students’ worlds which 

includes the cultural knowledge they bring to schools with them. Students are less 

engaged when content is irrelevant; “classes were boring and not interesting” 

(Saavedra & Opfer, 2012, p. 10) 

• Teach through the discipline. Instead of teaching in isolation, learning increases 

when students acquire skills related to discipline knowledge. They must able to 
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apply and transfer the knowledge in other content areas, which reinforces learning 

(Saavedra & Opfer, 2012).  

• Develop thinking skills. Help students acquire high-order thinking skills through 

generating thought-provoking questions. This process must be explicitly taught 

and modeled (Saavedra & Opfer, 2012). 

• Treat teamwork like an outcome. Design lessons that allow students to share their 

thinking in small groups, or solve problems in think tanks, with an emphasis on 

collaboration and debate that resemble authentic learning. (Saavedra & Opfer, 

2012). 

• Exploit technology to support learning. Emphasize using technology to support 

higher order thinking, problem solving and communicating. Twenty-first century 

skills allow students to investigate different perspectives that engage them with 

meaningful content. Research and find different perspectives on what they are 

learning (Bassesdowski & Petrucka, 2013). 

• Foster creativity. Encourage students to explain and demonstrate new knowledge 

in creative ways that include the various forms of the humanities (languages, 

literature, history, jurisprudence, philosophy, comparative religion, ethics, and the 

arts) to provide relevancy to students’ lives. Creativity promotes motivation, 

participation, and engagement with the learning process (Saavedra & Opfer, 

2012).  

A skills-based framework communicates an example of the relevancy of professional 

development grounded in 21st century learning. Such topics must be integrated sources of 

professional development that enhance the knowledge and skills of teachers. Designing 
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professional development around the needs of the teachers with students in mind is a critical 

point.  

When designing professional development, the current abilities of teacher must be 

considered. Designing content and knowledge sessions above the teachers’ abilities or far 

below their abilities will not be as effective (Dubbeldec, 2017 & Kalinowski et al., 2019). 

Elements that need to be examined prior to developing a plan for professional development 

include the academic abilities of the teachers, the years in education, the number of years’ 

experience in teaching, the certification status, and the current teaching behaviors in the 

classroom (Campbell, 2019; Darling-Hammond et al., 2017; Hill, 2009; Kalinowski et al., 

2019,).  

Desimone et al. (2009) reviewed teacher survey results from the 2000 National 

Assessment of Educational Progress (NAEP), specifically the mathematics assessment. 

Information was collected from 16,000 eighth-grade students from 744 schools, consisting of 

1,218 teachers. The focus was primarily on mathematics teachers and the content quality of 

professional development provided to improve practices. Results revealed that teachers do 

not get the type of content area professional development, specifically within secondary 

schools, based on what has previously been described as effective professional development. 

When teachers do participate in sustained content-focused professional development, it is 

frequently those who need it the least. Thus, those with already strong content area expertise 

are provided richer content area professional development opportunities than those 

demonstrating gaps or who are less prepared, specifically within mathematics.  
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State Input on Professional Development 

States have recognized elements established prior to a teacher becoming eligible for 

teaching, but there are also elements that must be in place once a teacher is hired for a 

teaching position (Lopes, 2019; Svendsen, 2020). Some of these include professional 

development academies that new teachers must attend. Not only do these opportunities offer 

the first steps into professional development as a teacher, but they also encourage teachers to 

start networking with others in the teaching field who may have the same or similar 

experiences. Another requirement established by many states are mentoring programs that 

give the new teacher opportunities to work closely with seasoned teachers in the school or 

district who can guide them on practices or routines for effective instruction. Such mentoring 

programs are designed intentionally and systematically to develop the new teacher 

(Holloway, 2001).  

Several states are requiring schools to conduct multiple observations for both new and 

experienced teachers (Alderman & Chuong, 2014). These observations need to be followed 

with specific feedback that will guide teachers to improve their practices in the classrooms, 

which in turn, should drive the professional development that is connected to evaluation. The 

Every Student Succeeds Act (ESSA) was signed by Former President Barack Obama in 2015 

(U.S. Department of Education, 2016) which specified state control in terms of professional 

development, adhering to guidelines that indirectly acknowledge that students’ achievement 

be included in the teacher evaluation process. Close et al. (2018) summarizes, in general, the 

analyses of ESSA plans and the status of states:  

continue to use the same large-scale student tests in place before ESSA, and they 

continue to give those test results a role in evaluations of teacher effectiveness. 

However, greater local control has led to some encouraging signs of change. These 
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include: efforts to redefine student growth as something other than growth in test 

scores; movement toward multiple assessment tools, including student learning 

objectives (SLOs); fewer states emphasizing value-added assessments in teacher 

evaluations; and a move away from high-stakes consequences and toward formative 

rather than summative assessments. (p. 4) 

 

Certainly, several states admit the inclusion of student achievement data in teacher evaluation 

is not happening (Klein, 2015). Some simply are not doing it, and those that are doing it 

acknowledge that it is not always connected to the decision-making process about the 

teacher’s position in the school. Research literature suggests that many evaluation systems 

failed to reflect student achievement results, and that even if this was done, some masked 

poor performance (Alderman & Chuong, 2014; Close et al., 2018; Sawchuk, 2015). Some 

observers give inflated scores based on the student evaluation scores from those same 

schools or classrooms (Alderman & Chuong, 2014). Close et al. (2018) state, “administrators 

may be tempted to lower their ratings of teachers’ classroom practices to better align with the 

VAM scores they’ve already received” (p. 5). Inflating or downgrading ratings distorts the 

validity and therefore the entire teacher evaluation process.  

States that invest in testing but not in teacher preparation, teacher quality, and 

professional development do not experience the same level of improvement as those who do 

(Crotty, 2014; Milanowski, 2004; Svendsen, 2020). One study in New York State district 

found that the percentage of teachers rated as “effective” had a negative correlation to the 

student achievement that was realized within the same school (Forman & Markson, 2015). 

Even with this increased emphasis from most states, a great number of states still grant 

teacher tenure based on meeting the required number of years of experience instead of 

teacher performance (Alderman & Chuong, 2014). Actual implementation of the state 

reforms adopted are left to the districts to interpret and develop.  
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States vary in funds that are designated for preservice and in-service teacher 

education (Cross & Regden, 2002; Hightower et al., 2011). The standards for colleges and 

universities to prepare teachers are also quite different. In addition to this, the type and extent 

of what professional development is and how it is attained is vastly different among schools 

(Cotton, 2000; Cross & Regden, 2002; Hightower et al., 2011). Jaquith et al. (2010) 

conducted a case study, comparing the 2008 National Schools and Staffing Survey, to review 

policies and strategies developed by four states (Colorado, Missouri, New Jersey, and 

Vermont) in regard to professional development. Four key factors were recognized that 

impact the policies and effectiveness of professional development: leadership, infrastructure, 

resources, and intermediaries and outside providers. These states created a comprehensive 

approach involving multiple overlapping systems to provide guidance and a higher level of 

accountability. The four states in this case study implemented professional development 

communities that focused on learning collaboratively centered on key school initiatives. 

Schools in these states partnered with professional organizations, specifically for content area 

to create infrastructures to support professional development. These states created regional 

networking organizations that allowed them to take state information and provide context and 

meaning for the school districts within their regions. Additionally, these states addressed 

federal mandates and accountability requirements in a more productive way: working 

collaboratively to provide overall quality within the teaching workforce, while maximizing 

efforts for professional development, especially within science, math, and instructional 

technology.  

 For any professional development program to be as effective as possible, the culture 

of the school or district must be identified as a critical piece. There needs to be a level of trust 
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and a shared vision to increase the likelihood of lasting effects in a teacher’s performance and 

in student achievement. The next section emphasizes the significance of climate and culture 

of a school coupled with teacher voice for the inclusion of their efforts in schools.  

Culture and Teacher Voice 

There are few differences between the climate of a school and the culture of a school, 

but it is important to identify each and the role it plays in the school system. Climate is 

generally defined as the characteristics of the total environment in a school building (Owens 

& Valesky, 2011). The culture refers to the values, belief systems, norms, and the ways of 

thinking within the building. Another way to think about school culture entails its association 

with the environment of a school. The myriad of traditions, beliefs, perceptions, and 

relationships that exist, including unwritten rules about the way things are done (MacNeil et 

al., 2009; Osher & Fleischman, 2005). These are tacit agreements that guide the lives of 

teachers and students in schools. 

 Panda and Gupta (2001) provided a succinct distinction between what is often 

viewed as organizational culture and culture diversity. The authors explained that culture is 

basically a framework for behavior. It consists of human-made guidelines, written and 

unwritten, that people use to relate to one another and to their world. Culture diversity refers 

simply to the differences which exist among cultural groups. Educators often assume that 

culture consists of merely the race and ethnicity of students. Gay (2010) expressed culture as 

“referring to a dynamic system of social values, cognitive codes, behavioral standards, 

worldviews, and beliefs used to give order and meaning to our own lives as well as the lives 

of others” (p. 9). While culture is dynamic and encompassing of our lives, most teachers 

believe good teaching is simply good teaching and devoid of culture (Gay). 
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Culture for teachers is conveyed through voice, defined as “meaning that resides in 

the individual and enables that individual to participate in a community. Voice suggests 

relationships: the individual’s relationship to the meaning of his/her experience” (Britzman, 

1990, p. 14). Granting this definition focuses on an individual’s meanings, relationships, and 

experiences, a more critical meaning suggests that voice is connected to one’s history and 

understood through culture which influences interactions with others (Caruthers & Friend, 

2016).  

In other words, culture and teacher voice are interdependent based on the notion of 

“materiality of culture” as reflected in Nieto’s (2002) perspective that culture is 

transformative; defined as “the ever-changing values, traditions, social and political 

relationships, and worldview created, shared, and transformed by a group of people bound 

together by a combination of factors that can include a common history, geographic location, 

language, social class, and religion” (p. 136). Lensmire and Satanovsky (1998) asserted that 

voice does not come easily to speech, but is more complicated and should be viewed as 

something students (and we) can develop with work…voice does not point to some 

essence inside us finally expressed; rather, it points to ongoing human labor that 

constructs and reconstructs ourselves and our relations to others and the world. 

(p. 284) 

 

In their work in schools, how teachers respond to the organizational culture of the school as 

well as the diversity of students that comprise the organization are equally significant to the 

success of the school and its service to all students. However, some teachers find it easier 

than others to perform both of these tasks.  

Ware (2006) examined the use of “warm demander pedagogy” (p. 427) using 

in-depth interviews and observations with two experienced African American teachers. 



103 

Findings suggested that teachers met the needs of students because of the characteristics of 

warm demanders. They described their teaching identities as “authority figures… 

caregivers…and pedagogues” (Ware, 2006, p. 436). Further, Ross et al. (2008) explained that 

warm demanders not only “insist on a culture of achievement, equity, and mutual respect” 

(p. 143); they model it and “insist that children treat the teacher with respect, treat one 

another with respect.… Most important, they work tirelessly and consistently to ensure that 

children’s efforts are successful… teachers never give up on children (p. 143). 

Elbaz-Luwisch (2005) contended that “listening to teachers speak about whatever 

most concerns them in their work, it is not surprising that we hear a wide range of different 

voices not only from different teachers but within the speech of any one teacher” (p. x). 

Through their work, teachers share that the experiences and lives they lead go through a 

cultivation and transformation process. In the course of this constant transformation, the 

educational lives experienced by teachers can have the grandest impact on not only the 

teacher evaluation process, but the educational process as a whole. Teacher voice is situated 

within a milieu of organizational culture and emphasizes the importance of cultural diversity 

that ultimately affects the school’s culture. In the next section, teacher knowledge is explored 

within the context of culture and voice. 

Teacher Knowledge 

Through their stories and reflecting on school practices, teachers enact their 

knowledge about the “public world of teaching. …attained through day-to-day involvement 

with schooling and is the result of each individual’s efforts, experience, feeling, and thought” 

(Elbaz-Luwisch, 2005, p. 11). Moreover, teachers acquire a variety of knowledge about the 

workings of schools, including individual and group behavior of children; the influence of 
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curricula, programs, and learning materials on children and their reactions; the nature of the 

organizational culture and its impact on people; and how teachers come to know and 

understand the development of collegial relationships (Elbaz-Luwisch). The seminal research 

of Belenky et al. (1986) contributed to the understanding of how women’s perspectives of 

knowing reveal their inner and outer worlds. 

The authors interviewed 135 women, 90 of whom were enrolled in six academic 

institutions that ranged from prestigious women’s colleges to inner city community colleges 

and an alternative high school. Forty-five women from family agencies were also a part of 

this study and interviewed by the authors. Belenky et al. (1986) categorized women’s 

perspectives on knowing into five major epistemological frames. These perspectives or 

thinking could also represent the perspectives of men, but authors did not claim the ways of 

knowing were for both genders. The perspectives included:  

1. Silence is a position whereby women view themselves as having limited 

knowledge and voice; more likely to respond to external authority. (pp. 24–34) 

2. Received knowledge constitutes a perspective which allows women to conceive of 

themselves as capable of receiving and reproducing the knowledge of those in 

authority, not capable of producing knowledge on their own. (pp. 36–51). 

3. Subjective knowledge entails a perspective from which truth and knowledge are 

conceived as personal, private, and subjectively known. (pp. 77–86) 

4. Procedural knowledge involves separate knowing that is objective and outside of 

self as well as connected knowing and understanding that involves empathy and 

the perspectives of others. (pp. 103–130) 

5. Constructed knowledge consists of constructivist thought: the knower is an 

intimate part of the known, answers to questions depend on the context and the 

frame of reference of the person doing the asking. (pp. 137–152)  

These five perspectives shift knowledge from an objective and positivist stance to a mind and 

body perspective, in that the embodiment of knowledge contributes to epistemological 

stances—what it means to know. The mind and body perspective suggests that it difficult to 
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separate the mind from the body, the relational aspects of who we are and how we interact in 

the world.  

From the standpoint of teachers, the stories they tell about schools are connected to 

their knowledge about the world. Lisle et al. (1997) explained that our common cultural 

stories—the ones we all understand—use story frames, story schemata, or scripts: 

Every one of us has mastered a huge inventory of these story frames...that organize 

our knowledge of the world and helps us negotiate our way through it...story frames 

represent a pact that each of us unconsciously enters into with the culture we grow up 

in, a pact that allows us to live in what seems to be a relatively comprehensible and 

meaningful world, but only by specifying, to a certain extent, the roles we must play 

in it. Every culture elaborates its own variations on story frames about mothering, 

fathering, masculinity, femininity, and all of the other critical social roles that human 

beings assume. (pp. 19–20) 

 

Moreover, our stories are connected to a theory about the brain, developed from 

neuroscientists, cognitive psychologists, and evolutionary biologists, which suggest the brain 

utilize “stories to make sense of the flood of information that we are exposed to every day. 

Working at a frantic pace, the brain summons memories—past stories—to help screen and 

organize the incoming chaos into narrative fragments” (Wilson, 2002, p. 10). Extended to the 

knowledge of teachers, these narrative fragments of teachers’ lives are used to make sense of 

their worlds. Thus, to understand teachers’ knowledge, it is especially crucial to attend to the 

language used by teachers as they talk about their work in schools. 

 The narrative work of Clandinin and Connelly (1996) explored the “professional 

knowledge landscape” (p. 26) of teacher work. Their narrative inquiry was driven by wanting 

to know “the ideas of secret, sacred, and cover stories…how teachers’ stories unfold on the 

landscape” (p. 25); a terrain shaped by what goes on inside and outside classrooms. The 

authors posed the question, “How is teacher knowledge shaped by the professional 
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knowledge context in which teachers work?” (Clandinin & Connelly, p. 25). Their voices are 

often transformed or distorted as well as made popular by the media and then find their ways 

into the conversations of everyday lives in schools. Clandinin and Connelly analyzed three 

sets of stories: (a) Stephanie’s teacher stories from Bay Street school, an earlier school from 

their previous field work; (b) the second set of stories involved an East Indian teacher, who 

experienced a racial incident, reported in the media and which “became a story of the local 

community, a story of communities in urban settings” (p. 27); and (c) the third set of stories 

involved Davis and her stories related to team teaching.  

The authors described three kinds of stories that teachers tell; “a map useful for 

studying the dynamics of the relations between teachers’ personal practical and professional 

knowledge” (Clandinin & Connelly, p. 25). Secret stories are told in classrooms where 

teachers feel safe to live stories of practices. When these secret stories are revealed, they are 

told to other teachers in secret places. Teachers also tell sacred stories related to their 

professional knowledge landscape because “researchers, policy makers, senior 

administrators, and others, using various implementation strategies, push research findings, 

policy statements, plans, improvement schemes, and so on down what we call the conduit 

into this out-of-classroom place” (p. 25). Finally, through cover stories, teachers often 

portray themselves as experts; they tell stories that fit within a customary range of the lived 

story of the school which allows them to maintain their practices and sustain their teacher 

stories (Clandinin & Connelly, 1996) of life in schools. Elbaz-Luwisch (2005) revealed the 

power of teacher stories that enable individuals to gain “access to the values, beliefs, and 

concerns that motivate their work” (p. xi) and to understand the uniqueness of various 
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educational situations. An example of this phenomenon is shared in Milner’s (2010) narrative 

analysis of the teacher work of a white male science teacher. 

Milner (2010) explored how a novice, white male science teacher, nominated and 

selected by his colleagues as teacher of the year, developed cultural knowledge and 

competence to teach effectively in a high poverty urban middle school of 354 students, 

predominantly African Americans. Using observations, documents, and semi-structured 

interviews, he spent a half day up to two days per week in the school over 19 months 

focusing on the teacher’s struggles, classroom experiences regarding teaching and learning, 

classroom management, parent involvement, curriculum, and ways the teacher made 

decisions about learning opportunities for students. Results indicated that the teacher was 

able to demonstrate cultural knowledge and competence while teaching effectively in his 

school. A contributing factor was his mindset related to how he saw his students and 

expectations for them. The teacher demonstrated and sustained meaningful, authentic 

relationships with his students, understood students’ identities while confronting matters of 

race, created a culture of collaboration with students and staff, and viewed teaching as a 

communal affair by building cultural competence daily (Milner, 2010). This teacher could be 

described as a cultural broker. 

 It could be argued that culture and teacher voice are interdependent based on the 

notion of the “materiality of culture,” expressed by Nieto (2002) as the transformative nature 

of culture that can be shared and transformed by a group of people. Teachers’ personal, 

practical, and professional knowledge, shaped by their secret, sacred, and cover stories, 

constitute the landscape of their school knowledge. While it is important to understand this 

landscape, it can also be argued that what hooks (1994) defined as the engaged voice is 
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required for teachers to become advocates for their profession. Hooks (1994) suggested the 

way we speak is “informed by the peculiarity and uniqueness of whom we are speaking to 

and with...the engaged voice must never be fixed and absolute but always changing, always 

evolving in dialogue with a world beyond itself” (p. 11). Rentner et al. (2016) stated that 

“53% of teachers agreed that their opinions are considered most of the time at the school 

level. Moreover, teachers’ perceptions of whether their opinions are factored into school-

level decisions appear to be related to their job satisfaction” (p. 4). The study of Rentner et al. 

(2016), discussed later in this section, revealed that those that believe their opinions matter 

and were positive about their profession felt they had a voice; whereas, lower responses came 

from teachers who perceived they did not have a voice. However, at the district (76%), state 

(94%), and national (94%) levels, a large majority of teachers felt excluded from the 

decision-making process (Rentner et al.). The next sections offer a theoretical discussion of 

voice, followed by teachers using their voices to become engaged with the evaluation process 

that influenced their personal. Practical, and professional knowledge. The conclusion is a 

discussion of what is needed to transform the evaluation process 

Teacher Voice 

Teacher voice has been defined as “meaning that resides in the individual and enables 

that individual to participate in a community” (Britzman, 1990, p. 14), with emphasis on 

collaborative relationships. Lefstein and Perath (2014) also described the relational aspects of 

voice and indicated that speakers must be able to express themselves in authentic ways and 

“be listened to, understood and heeded” (p. 35) by administrators and supervisors. To 

empower marginalized voices, conditions must be free of compromise. The “engaged voice” 

(hooks, 1994) is always evolving and connected to an outer world beyond the individual. In a 
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real sense, the personal becomes political, a feminist slogan that “expresses the principle that 

no social practices or activities should be excluded as improper subjects for public 

discussion, expression, or collective choice” (Young, 1990, p. 120). Further, Quaglia and 

Lande (2016) suggested individuals should listen to teachers’ voices used for the benefit of 

others; as a result, teachers are more likely to listen as often as they speak, be excited and 

energetic about learning, and take actions with the best interests of all at the center of their 

thinking. 

Hargreaves (1996) advocated that “all teachers’ voices are worth listening to, 

however marginal or unfashionable they may be” (p. 16). The author provided important 

reasons for listening to teacher voice: 

First, as a fundamental principle of humanity, all voices are worth listening to—

including those of teachers. Second, as a principle of democracy within research and 

policy, the voices of those whose lives are managed and assigned meaning by others 

deserve to be heard with attentiveness and sincerity, lest researchers mis-assign 

meanings to their actions, and policymakers mismanage their lives. Third, as a 

principle of professionalism, we should not dismiss or diminish the words and 

wisdom of trained individuals who stay closest to young people in school during the 

15,000 hours or more of their educational lives. And finally, as a principle of sound 

sociology, we need to recognize that however cynically, inarticulately, or maladroitly 

people’s voices are expressed, they often contain more than grains of real insight and 

“good sense” within them. For all these reasons, hearing, representing, and 

sponsoring the teachers’ voices should remain an important priority in educational 

research and practice. (p. 16) 

Additionally, teachers are among the most important information source to help explain and 

understand what is happening in schools. “Teachers’ voices can inject a sense of classroom 

and school-level realism into those [policy] discussions and add clarity and credibility to 

issues that are often clouded by competing interests” (Gozali et al., 2017, p. 3). 

Elbaz-Luwisch introduced three aspects of voice—appropriation, social struggle, and 

becoming—that illuminate teacher voice as a cultural project within schools. 
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In Teachers’ Voices: Storytelling and Possibility, Elbaz-Luwisch (2005) drew on the 

views of Lensmire and Satanovsky (1998), who considered voice as a project, appropriate to 

the educational context of schools. She focused on “the feel of school” (p. 19) to explain 

three aspects of voice: appropriation, social struggle, and becoming. Appropriation 

emphasizes “the activity of the self in the face of cultural resources” (Lensmire & 

Satanovsky, 1998, p. 284). Individuals do not passively come to knowledge as given or 

embrace the contents of culture “but all of us must work to make sense of the phenomena 

around us using the language we share with others, in terms of the history…and the personal 

and social stories in which we play a part” (Elbaz-Luwisch 2005, p. 20). Connected to others 

in terms of our history and memories, we take up their voices and rework the language of 

others (Elbaz-Luwisch).  

Social struggle, the second element, supports telling and developing an “internally 

persuasive discourse” (Elbaz-Luwisch, 2005, p. 20) that allows us to use the language we 

were given to communicate our ideas which are always evolving and changing. The 

challenge for individuals is to convince others of our competency in the use of language and 

that our ideas make sense. “Often we must choose among multiple voices, taking a stand” 

(Elbaz-Luwisch, p. 20). Taking a stand involved using the engaged voice (hooks, 1994). 

The third element of belonging, described by Lensmire and Satanovsky (1998) is 

focused on individuals “developing an internally persuasive voice [for engagement] we are 

engaged in growth and change, reconstructing the knowledge handed down to us, and 

choosing what is new and useful for our current situation” (Elbaz-Luwisch, 2005, p. 20). 

Such a voice allows teachers to assess who they are and become the kind of teacher they 

want to be.  
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All three of these elements were present in Howard’s (2016) study of the white male 

teacher of the year who viewed voice as a project connected to his work in schools. He used 

appropriation to make sense of the cultural resources available to meet the needs of students. 

Acquiring knowledge of culturally relevant pedagogy allowed him to emphasize cultural 

competence daily and to confront issues of race. While he struggled, the second element, to 

meet the needs of Black, the third element of belonging, was demonstrated through a mindset 

related to how he saw his students, high expectations, and authentic relationships that 

transformed his teaching. Belonging led to an engagement in his growth and development 

and created a culture of collaboration with his students and staff. The study adds to the 

literature related to teacher voice and the context of schools by examining the relationship 

between three variables—employee voice, psychological safety, and personality—in 

international school settings but applicable to U.S. schools.  

Bas and Tabancali (2020) aimed to address the gap in the literature regarding teacher 

voice, claiming studies of voice are prevalent, but limited studies of teacher voice in school 

settings exist for contributing to the success of schools. Bas and Tabancali (2020) examined 

on the European side of Istanbul the relationship between three variables—employee voice, 

psychological safety, and personality—through a random sampling of 475 teachers of public 

primary schools in 25 districts. Most of the participants were female (77.1%) and 22.9% 

were male. 

 Quantitative data collection included three different instruments: Employee Voice 

Scale, Quick Big Five Personality Test, and Psychological Safety Scale. The authors 

considered relationships between voice, five-factor personality traits, and psychological 

safety. Findings indicated that level of the voice of teachers was found as “Often”; their 
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“high perceptions toward voice seem a positive development for schools” (Bas & Tabancali, 

2020, p. 195), serving to promote a culture of participation leading to innovation for school 

improvement. Secondly, the relationship between psychological safety and voice reflected a 

significant and positive relationship between two variables, which “…encourages employees 

to say their opinions or ideas to the top management by taking a calculated risk so that 

organizational learning and changing stage start” (Bas & Tabancali, p. 196). When teachers 

do not feel safe, they are less likely to express their thoughts and feelings. Third, “the 

relationship between five-factor personality traits and voice showed significant and positive 

correlations between agreeableness, extraversion, emotional stability, and openness to 

experience and teacher’s voice” (Bas & Tabancali, p. 196); however, the correlations were 

low.  

Finally, the researchers found there was positive relationship between psychological 

safety and emotional stability; yet the converse, as expected, was discovered with a 

negative relationship between emotional instability and psychological safety; some 

employees may be prone to suspect their colleagues and see their workplace as hostile 

since employees with a high level of emotional instability tend to feel negative 

emotions such as anxiety, inferiority and shame for a longer time. (Bas & Tabancali, 

2020, p. 197) 

 

 In addition, the results showed that there was a significant and positive relationship between 

agreeableness and psychological safety. Agreeable employees are more likely to deal with 

problems instead of avoiding them.  

The importance of context for employee voice was unearthed in this study. 

“However, the strength of the correlation between employee voice, and personality and 

psychological safety is low, which implies that employee voice includes complicated 

processes, and there are other individual and organizational factors related to voice” (Bas & 
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Tabancali, 2020, p. 197). Teachers tend to use their voices and speak up when the school’s 

climate is perceived as psychologically safe. School administrators must give attention to 

building a supportive climate for increasing teacher voice in schools.  

Similarly, McKeown et al. (2019) brought attention to the input of teacher voices for 

the evaluation of professional development (PD) in schools to pinpoint what works. 

Researchers and practitioners alike have conveyed more teacher input is needed to discover 

what is effective regarding PD, but “few recent studies have given meaningful depth to 

teachers’ voices” (McKeown et al., p. 755). They call for more qualitative and mixed 

methods studies that will yield more understanding of the how and why of PD; quantitative 

studies do not address these areas. The qualitative study of McKeown et al. stemmed from a 

larger mixed methods study, consisting of a randomized controlled trial that found significant 

and meaningful outcomes for teachers and students related to PD for exploring self-regulated 

strategy development (SRSD) in writing (McKeown et al., 2019). Professional development 

in this area involved teaching writing and self-regulation strategies for opinion essay writing 

or story writing. 

The current study was conducted in three rural elementary schools, grades K-5, with 

14 teachers, grades two and three, which participated in focus groups consisting of semi-

structured, open-ended questions in the southeastern U.S. The authors noted, “these teachers’ 

voices contribute to our understanding of critical aspects of effective PD as well as SRSD” 

(McKeown et al., 2019, p. 753). The teachers reached consensus about what constituted 

effective PD for this intervention. They identified the following: 

These were alignment with school curriculum and goals, intensive development, 

collective participation among teachers in a specific content area, addressing 

teachers’ strengths and needs, focus on these teachers’ students, attention to content 
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and pedagogical knowledge of teachers, active and collaborative learning situated in 

learning communities, observation and analysis of experienced teachers practices, 

formative assessments that support classroom implementation, practice using all 

curricula and materials, allowing for adaptation to local needs and context, sufficient 

time and support for teacher learning, and feedback and support while learning and 

during instruction after PD. (McKeown et al., p. 785) 

Teachers viewed these characteristics and components as powerful mechanisms for learning 

to implement a complex evidence-based practice. As a result of this qualitative study, there is 

clearly “a need for deeper understanding of teachers’ reactions to and evaluation of PD that 

incorporates these elements and characteristics and was successful in improving student 

achievement” (McKeown et al., p. 760). In short, the input of teachers’ voices contributed to 

the success of SRSD in these rural settings.  

McKeown et al. (2019) reinforced the notion that involvement of teachers in the 

evaluation of professional development can lead to successful programming as well as the 

achievement of students. Quaglia and Lande (2016), from a practical knowledge standpoint, 

noted, “We truly believe that when teacher voice is fully used and understood, you will find 

it has the potential to positively affect the learning environment for everyone.…teacher voice 

is not a problem at all” (p. 35). In the following study, three characteristics of teacher voice 

are highlighted as findings: Characteristics of Teacher Voice, Controversy of Teacher Voice, 

and Critical Necessity of Teacher Voice. 

Gozali et al. (2017) used purposive sampling of 16 teachers, 10 females and 6 males, 

participating in the 2014 Teaching Excellence and Achievement (TEA) program, a teacher 

exchange program funded by the Bureau of Educational and Cultural affairs at the U.S. 

Department of State. “The Fellows represented 14 different countries: Bangladesh, Chile, 

Dominican Republic, Ecuador, Guatemala, Haiti, India, Mali, Nepal, Niger, Russia, 
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Thailand, Uzbekistan, and Zambia” (Gozali et al., p. 37), all representing secondary schools, 

public, private, and semi-private public. The authors observed the characteristics of teachers’ 

voice when engaged in equity and social justice discussions. What does teacher voice sound 

like when applied to issues of education access, equity, and quality? Semi-structured 

interviews supported pre-set questions, but gave participants opportunities to contextualize 

conversations. Results showed that teacher voice tended to be more personal rather than 

systemic, use narrative as opposed to propositional language, and incorporated colloquial 

localized vocabulary rather than technical jargon (Characteristics of Teacher Voice). 

Additionally, their voices are not always positive, but could be biased, critical, or judgmental 

(Controversy of Teacher Voice). For example, several interviews with fellows “revealed a 

pattern of stereotypical perceptions of students and families: girls are less motivated than 

boys, rural children are less interested in learning than urban children, and poor parents are 

less invested in education than wealthy parents” (p. 44). The final result involved the Critical 

Necessity of Teacher Voice. Interviews illuminated the critical necessity of including teacher 

voice in educational planning and decision-making. Involvement of all stakeholders in school 

programs produced by policy organizations are more effective when teachers, school leaders, 

and community members are included; different groups outside the formal arrangements of 

policy making must come together for healthy “negotiation, contestations, or struggle…” 

(p. 44); and teachers have more realistic understanding of what reforms are needed to change 

outcomes for students than policy makers.  

Gozali et al. (2017) indicated that language barriers may have been a limitation of the 

study and with multiple interviewers there were likely inconsistencies in the delivery of the 

interview protocol and follow-up questions posed. Authors also admitted that the study was 
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limited by their own biases and what they decided to include in the paper. Nevertheless, 

“post-2015 education reforms must recognize teacher voice as part of the solution rather than 

marginalizing them as the problem” (p. 46). Significant to this conversation is the heart of 

this inquiry, teacher perception and the usefulness of teacher evaluation. 

Teacher Voice and Evaluation 

Connelly and Clandinin (1994) stated that teachers are the most important force in 

school improvement, but that practices through educational reform are often founded on 

different views and practices. Through their work, teachers share that the experiences and 

lives they lead go through a cultivation and transformation process. For teachers, the constant 

transformation of their educational lives can have the grandest impact on not only the teacher 

evaluation process, but the educational process as a whole. As previously mentioned, teacher 

voices are conceptualized as cultural projects (Caruthers & Friend, 2016; Elbaz-Luwisch, 

2005; Gozali et al., 2017; Lensmire & Satanovsky, 1998) in schools. Quaglia and Lande 

(2016) outline several reasons, according to Teacher Voice Report 2010-1014, to support 

teachers having a voice:  

• 41 percent of teachers are not comfortable expressing their honest opinions and 

concerns; 

• 52 percent of teachers do not believe they have the skills to effectively 

communicate in their school; 

• 40 percent of teachers think principals are not willing to learn from them; and 

• 47 percent of teachers report not having a voice in decision-making at their 

school. (p. 34) 

 

To change the above statistics and value the voices of teachers, especially with current efforts 

to improve evaluation, more work needs to be done to help teachers feel value and believe 

they will be listen to in school environments. Several researchers, discussed in Culture and 

Teacher Voice in this chapter, pointed to the importance of including teachers’ voices in 
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policy development, especially in the area of evaluation (Callahan & Sadeghi, 2014; Darling-

Hammond & Ducommun, 2010; Gozali et al., 2017; Jiang et al., 2014; Rentner et al., 2016). 

When it comes to developing policy, education policymakers and leaders believe that 

observations of teachers and listening to teacher voices with attention to their opinions can 

give them significant information about schools (Gozali et al., 2017). Lefstein and Perath 

(2014) explained the complexities of giving voice to teachers, which is different than merely 

opportunities to speak within the policy context. They point out: 

Exercising voice in this context (policy discussion) often involves speaking in ways 

that are appropriate, and expressing ideas that one’s interlocutors can understand and 

accept as legitimate. If speaking in such a way diverges from one’s habitual ways of 

communicating, or demands speaking from a position in which one is not 

comfortable, “having voice” in such a context may also entail compromises between 

what and how one would like to speak and what others are willing to hear. (p. 35) 

 

In this section, the focus is on what teachers have to say about evaluation beginning with a 

survey (Rentner et al., 2016) that reported the need to include their voices in policy decisions. 

Two major studies regarding Valued-Added Model (VAM) implementation in New Jersey 

and Chicago are discussed here as well and integrated with other empirical literature 

stemming from the evaluation of teachers. Also addressed is how teacher retention has been 

affected by evaluation due to a seeming lack of support for new teachers regarding evaluation 

and professional development. Efforts to improve evaluation have been supported by 

Danielson (2011, 2013) and Marzano (2011, 2012, 2013). The conclusion includes 

recommendations put forth by several researchers and practitioners for improving evaluation. 

The Center on Education Policy (CEP) published findings from the report, Listen to 

Us: Teacher Views and Voices (2016), with the intent “to gather and amplify teachers’ voices 

about current education issues and their own profession” (Rentner et al., 2016, p. 3). During 
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the winter of 2015-16, CEP, with the assistance of Policy Studies Associates (PSA) that 

provided contact information for traditional public-school teachers across the country, 

excluding charter and private school, conducted a national online 67-question survey with 

3,328 K-12 public school teachers. Teachers represented “elementary, middle, and high 

school teachers of a range of subjects in a variety of communities across the nation” (Rentner 

et al., 2016, p. 3). Teachers expressed for policy makers a variety of concerns, including: (a) 

The Teaching the Profession; (b) Standards and Assessments: Teachers of Math and ELA; 

(c) Standards and Assessments: Teachers of Other Subjects; (d) Testing Time; and 

(e) Teacher Evaluation. Their findings regarding assessment and evaluation are highlighted 

here.  

The survey responses, with an increase in the number of states that evaluate students 

using test scores, brought to light how many teachers are dealing with new accountability 

systems (Rentner et al., 2016). “For many teachers, this recent political and pedagogical 

upheaval in public education has made the profession more challenging and less rewarding” 

(Rentner et al. p. 3). Several points gleaned from the voices of teachers related to evaluation 

specified the following:  

• Many teachers have been evaluated based on student test scores. Among the 82% 

of teachers who received a performance evaluation in 2014-15, more than half 

(54%) indicated that student test scores were among the evaluation criteria, while 

39% said student scores were not included, and 8% did not know. 

• Most teachers received feedback from their performance evaluation, but only 

some found it helpful. The vast majority (89%) of the teachers who were given an 

evaluation in school year 2014-15 also received written or oral feedback on their 

teaching.  

 

• These teachers were divided fairly evenly about the helpfulness of the feedback in 

improving specific areas of their teaching practice. For example, about 49% said 
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the feedback was somewhat or very helpful in improving their instruction, while 

51% said it was minimally or not at all helpful. 

 

•  A greater share of elementary school than of high school teachers found the 

evaluation feedback to be somewhat or very helpful. (p. 6) 

 

The implementation of VAM in New Jersey (Callahan & Sadeghi, 2014) and Chicago (Jiang 

et al., 2014) illustrated many outcomes of the survey and what teachers had to say about 

evaluation.  

Callahan and Sadeghi (2014) disseminated two separate surveys to New Jersey 

teachers, one that consisted of 50 teachers in 2012 and the second that included 1,560 

teachers in 2014. During this same time frame, 2012 and 2014, survey data signaled that New 

Jersey implemented a Value-Added Model (VAM) process known as Student Growth 

Objective (SGO; similar to Student Learning Objective [SLO] in other states) (Callahan & 

Sadeghi, 2014). The idea behind these models is that the teachers will identify content 

objectives in which their students will be measured compared to using standardized 

assessments. After the initial implementation of VAM, teachers held negative perceptions 

about the inclusion of the SGO for evaluation. In 2014, it was reported that only 22% of 

teachers agreed that the SGO inclusion on evaluations was a fair assessment of the quality of 

their work (Callahan &Sadeghi, 2014). 

 Survey findings of 2014 also revealed teachers identified key components perceived 

to be negative factors related to the VAM process (Callahan & Sadeghi, 2014). These 

included vague standards and poor evaluation instruments, in addition to school districts that 

discourage negative ratings and a district culture that overlooks those performing 

unsatisfactory. Survey results also suggested that professional development was a key 

component that could have a positive impact on the growth of the teachers and students. 
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Teachers expressed that professional development related to content areas that is timely, 

relevant, and effective was considered worthy. Likewise, professional development that 

impacts student learning and achievement is more relevant than content that is arbitrary. 

Additionally, survey results indicated teachers perceived that predetermined political agendas 

of professional development often leave teachers feeling less valued and promotes 

compliance instead of growth (Callahan & Sadeghi, 2014). As noted in the aforementioned 

study of McKeown et al. (2019), it is critical to provide teacher input in the evaluation of 

professional development.  

Additionally, findings imply observations completed were brief, infrequent, and failed 

to differentiate teaching performance. Sawchuk (2015) supported the need to identify the 

strengths and weaknesses of teachers in order to help tailor support to individual teachers; 

however, personal relationships between administrators and teachers often make it difficult to 

accurately rank or score the teacher. Consequently, administrators might find it difficult to 

recommend poor teachers for remediation or termination. Callahan and Sadeghi (2014) 

reported that in 2012, the results showed that 31% of respondents agreed or strongly agreed 

that a teacher should be dismissed due to poor performance. In 2014, this statistic increased 

to 42%. The researchers asserted there needs to be a stronger emphasis on teacher 

performance and student growth, which is likely to break the barriers between tenured and 

non-tenured teachers They point out that such a process will address some of the costs 

associated with maintaining tenured teachers who may need to have action taken to remove 

them from classrooms. Callahan and Sadeghi (2014) reported that in 2012, the results 

showed that 31% of respondents agreed or strongly agreed that a teacher should be dismissed 

due to poor performance. In 2014, this statistic increased to 42%.  
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With the launch of Race to the Top, Callahan and Sadeghi (2014) conducted a study 

that surveyed teachers in New Jersey based on teacher evaluations and professional 

development. There were two studies done, one prior to TEACH NJ, which was the state’s 

response to the Race to the Top Act in 2012, and one after the program had been 

implemented for a full school year, which was done in 2014. The first survey was completed 

by 1,235 teachers in New Jersey. The second was again done by teachers in New Jersey, but 

1560 surveys were completed. The purpose of these surveys was to determine the teachers’ 

perceptions on teacher evaluations and the role professional development had in that process. 

Teachers felt that the evaluation process should measure a teacher’s strengths and 

weaknesses through an accurate process and timely feedback should be provided (Callahan & 

Sadeghi, 2014). The results from the first survey showed that the system in place was merely 

a checkbox system, there was little to no meaningful feedback, and professional development 

was not connected to the evaluation process at all. After the initial year of TEACH NJ, there 

still was some skepticism apparent in the survey results, but teachers felt a stronger 

connection to professional development.  

Callahan and Sadeghi (2014) determined that a teacher evaluation system that 

measures both strengths and weaknesses and uses an accurate and consistent process is still 

the most effective strategy. One of the most critical pieces is using multiple measures to 

assess the effectiveness of teachers. The researchers indicated most teachers perceive that 

multiple observations, followed by timely and specific feedback, will provide them with the 

necessary guidance to impact their practices in the classroom. Only when teachers have gone 

through this process over time will they be able to determine the benefits of useful and timely 

feedback. Callahan and Sadeghi (2014) noted that during the implementation of VAM, each 
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teacher went through the evaluation process on an annual basis in New Jersey schools. 

Evaluation included multiple observations to measure classroom performance, but there was 

also an element that took into consideration the growth of the students. The teachers 

identified student growth objectives each year to determine the value added by that teacher. 

To ensure a stronger sense of equality, the growth was compared to like peers. This 

qualitative data offered valuable feedback on the teacher’s performance, which then could 

lead to real time change to instructional practices (Alderman & Chuong, 2014). One concern 

with this approach is that the objective measures of student growth are available only in areas 

assessed through the state.  

Jiang et al. (2014) surveyed 12,000 teachers per year and conducted 32 interviews in 

Chicago over a two-year period, from 2012 to 2014. Jiang et al. were concerned about 

limited studies regarding teachers’ perceptions of evaluation reforms. Chicago had 

implemented a Valued-Added Model similar to the one in New Jersey. Based on Chicago’s 

results, teachers were concerned whether this model would lead to improved instruction and 

an increase in student learning. Jiang’s et al. (2014) research reported similar findings to 

those of Callahan and Sadeghi (2014) regarding the importance of observations and feedback 

for improving teacher practice. Both teams of researchers recommended multiple 

observations and feedback during the evaluation process. Also, mutual findings indicated 

teachers were concerned about the inclusion of student growth for evaluations.  

 A significant concern shared by Jiang et al. (2014) was that even the best policies 

would be dependent on how the individuals interpret evaluation policy with goals possibly 

formulated based on erroneous interpretations. Compounding this concern was teachers’ 

preexisting knowledge and buy-in to the process. When VAM was implemented in Chicago, 
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teachers and administrators alike may have interpreted it quite differently (Jiang et al., 2014). 

Administrators adapt and transform the teacher evaluation process based on their 

understanding of its implementation. A critical factor is the development of administrators in 

the area of evaluation and their support to teachers, which only occurred 71% of the time in 

Chicago (Jiang et al. 2014). Having a process that is different from one administrator to 

another only contributes to the lack of consistency, frustration, and mistrust. Results revealed 

that with the implementation of the VAM, 93% of teachers were identified as excellent or 

superior (Jiang et al. 2014). 

  While reservations remain with the implementation of VAM in Chicago, teachers 

perceived this process was fairer than standardized assessment results (Jiang et al., 2014). 

Those who taught special education or at the high school level were more negative about this 

new model than those who taught general content areas in the elementary grades. At the 

secondary level, an underlying concern was that the teachers did not want to be held 

accountable for what other teachers were responsible for teaching, specifically in the area of 

reading. Survey results revealed that 47% disagreed or strongly disagreed that performance-

based tasks used in VAM were fair assessments (Jiang et al., 2014). Additionally, 79% stated 

that the evaluation process increases stress and anxiety. However, beginning teachers were 

consistently more positive than veteran teachers. The conclusion from the Jiang et al. (2014) 

research regarding the implementation of VAM in Chicago was that teachers realize it will 

not go away and that some percentage of the results of the model may be embedded within 

their evaluation. More importantly, the survey was about obtaining the voices of teachers 

about the model, their perspectives were significant to this research (Jiang et al.). 
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 One of the reasons teachers tend to have reservations about student achievement data 

as an integral part of evaluation has to do with other contributing factors that may also impact 

students. Darling-Hammond (2000) addressed these reservations, stating, “effects of well-

prepared teachers on student achievement can be stronger than the influences of student 

background factors such as poverty, language, background, and minority status” (p. 39). 

Teachers, however, still feel anxiety and frustration when including student achievement data 

as elements of their evaluations (Alderman & Chuong, 2014; Bersan, 2012; Callahan & 

Sadeghi, 2014; Forman & Markson, 2015; Jiang et al., 2014; Sawchuk, 2015). The Value-

Added Model remains a point of contention. In addition, there is a lack of consensus on how 

to measure non-tested grades or subjects; nevertheless, it is felt by teachers that clarifying 

this process within the evaluation system will lead to a stronger sense of transparency.  

Effective Evaluation 

Several components have been recognized that positively impact teacher evaluations; 

one of these is professional development. However, when looking specifically at professional 

development that is intended to be an integral part of the evaluation process, there is a 

disconnect between what teachers value and the professional development that is designed 

and implemented (Callahan & Sadeghi, 2014). The focus is placed on being compliant rather 

than on professional growth. Jiang et al. (2014) identified three elements required for 

effective evaluation based on teacher survey and interview data in Chicago. The first is 

clarity. Both teachers and administrators need to understand evaluation goals and the 

implementation process. The second element is practicality; for the process to be 

implemented successfully, changes that are made need to be practical for both administrators 
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and teachers. Congruent is the final element. Teachers need to feel the implementation of the 

evaluation practices will be congruent with their personal beliefs.  

As a recognized need to improve the teacher evaluation process, funds have been 

awarded to schools to pilot a new evaluation system (Callahan & Sadeghi, 2014). Schools 

were required to develop an evaluation tool that consisted of four levels: highly effective, 

effective, partially effective, and ineffective. Individual student data must be linked to the 

evaluation process and used effectively to make decisions. The process for acquiring tenure 

must become more stringent. This piloted evaluation system focused on teachers who were 

tenured and non-tenured.  

Many researchers and theorists have made positive contributions to the evaluation 

process. Two researchers, in particular, are Danielson (2011, 2013) and Marzano (2011, 

2012, 2013). These researchers have identified similar aspects, but there are threads of 

differences. Danielson believes that evaluations should measure accountability and 

improvement. Marzano, on the other hand, supports a focus on measurement and 

development. The concepts of both provide direction to improve practices. Marzano (2012) 

analyzed areas for improving instruction to identify poor performing teachers and 

interventions that can be used before dismissing them from the professions.  

Charlotte Danielson (2011) stated that in a good evaluation system, four questions 

must be answered: (1) How good is good enough? (2) Good enough at what? (3) How do we 

know? and (4) Who should decide? Improving the process is important for both teacher and 

student learning. Danielson felt that for an evaluation system to be effective, several 

requirements need to be satisfied. The first is a consistent definition of good teaching. As 

previously described, the Framework for Teaching differentiates a variety of aspects that 
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most effectively define good teaching. This framework consists of 76 components spread 

throughout four domains. The second area recognized by Danielson is a shared understanding 

of this definition (Danielson, 2011). Everyone involved within the system—teachers, 

coaches, and administrators—need to have an understanding of what good teaching is, what 

it looks like and what it sounds like. Discussions need to occur with all involved to ensure 

everyone has a common understanding. The final piece for Danielson is skilled evaluators 

(Danielson, 2011). Those evaluating teachers must be able to recognize different 

components, interpret the level of performance, and provide meaningful feedback and 

provide support for growth.  

 Marzano had similar ideas about what needed to be included in teacher evaluations. 

In every classroom, the instruction needs to be rigorous and standards based (Marzano, 

2012). In standards being taught, the teacher needs to relentlessly focus on how a student 

performs and what areas need further development. Knowing that teachers must differentiate 

instruction, being able to scaffold content to be taught and meet the individual needs 

(Marzano, 2012). In order to maintain growth and strive to become better, teachers need to be 

provided with the resources to do so.  

Yet, it is necessary to look at evaluation from the views of teachers and 

administrators, ensuring that the administrator is trained and knowledgeable in conducting 

teacher evaluations. Advocating for accountability and improvement, Donaldson (2013) 

reiterated there have been three norms that have governed teaching and evaluation practices: 

egalitarianism, autonomy, and seniority. At first glance, egalitarianism is a concept to strive 

toward in education; all people are equal and deserve equal rights and opportunities. 

However, in this context this term is being referred to all teachers being equally the same. 
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This again refers to the Widget Effect. Not all teachers are the same and have the same skills 

and abilities. Autonomy is all about oneself. The teacher makes decisions unilaterally; there 

is no sense of collaboration or educational dialogue, which is in direct contrast of what the 

research has identified as a critical component in professional development and teacher 

growth. Seniority refers to the number of years or experience a teacher may have in a school 

or district. This is usually taken into consideration when a reduction in force must be 

considered, resulting in a teacher with less seniority being released from their position 

regardless of skill or performance level. Until these three are abandoned in all school 

systems, there will still be a sense of the evaluation process not being effective for teacher 

and student growth.  

Darling-Hammond and Ducommun (2010) identified a difference between teacher 

quality and teaching quality. When talking about teacher quality, recruiting the right people 

and effectively preparing them is the focus. Teaching quality, on the other hand, refers to 

effective practices that encourage and support growth. When focusing on the culture, both 

must be emphasized for lasting results. Only when the standards of practice are working 

together with the cultural change will a powerful transformation of force be recognized 

(Fullan, 2007).  

Many of the issues related to ineffective evaluation processes lead to failure to retain 

teachers. Factors attributed to teachers leaving the classroom include inappropriate 

preparation and a lack of professional development and support. Darling-Hammond and 

Ducommun (2010) identified in the analysis of exit surveys of school systems that 30% of 

teachers and 50% in urban schools leave within the first few years of teaching. Among 

teacher completers of preparation, only 14% leave compared to 49% of those uncertified who 
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leave. The failure of schools to retain teachers creates a revolving door that destabilizes the 

school system. When this happens, the overall effectiveness of the school is affected, not to 

mention the cost of replacing teachers. In fact, retaining teachers has become more of a 

problem than recruiting new teachers. When teachers surveyed were asked about the reasons 

for leaving, they noted that it was a result of the following: (a) less preparation, (b) lack of 

mentoring or support, (c) ineffective student teaching experience, and (d) a lack of courses in 

child development courses to better guide them to deal with diverse learners.  

Nguyen et al. (2020) reported on research that suggests the quality of teachers, their 

experiences, and rates of turnover vary between high- and low-income schools; educational 

resources are not as abundant in low-income schools, and working conditions with 

traditionally underserved students are even more challenging with less support from 

colleagues and administrators. Fuller et al. (2016) found among 548 teachers in Los Angeles 

intrinsic motivators were moderately influenced by cohesion with colleagues; however, 

views of leadership, teacher cohesion, and collaboration were stronger predictors than innate 

motivators related to retention of teachers. Nguyen et al. (2020) stated, “As such, we also 

need to consider how school organizational characteristics may play differential roles across 

high-and low-income school contexts” (p. 2); which necessitates changing systems, 

specifically related to evaluation systems to support the retention of teachers.  

Changing the System 

As teacher evaluations have evolved over the years, there is a growing need to move 

beyond the traditional measures of teachers and their performance. Donaldson (2013) 

interviewed 30 principals in two adjacent northeastern states. The principals were from 

schools of all sizes. The interview questions explored principals’ perceptions regarding the 
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hiring, assigning, evaluating, and development of teachers. Principals from the larger schools 

felt that they often had little say in who was hired or the assignment of those teachers. Those 

in smaller schools often made both hiring and assignment decisions, but because there were 

fewer candidates to be considered, this process was more challenging. Those in smaller 

schools were more often viewed as trusted instructional leaders compared to those in larger 

school districts, which impacted the evaluation process. The training to complete the teacher 

evaluation process was relatively similar. Professional development also offered vast 

differences. Those in smaller schools often worked closely with the teachers to determine 

needs, but funding was an issue. Larger schools had more funds, but teachers had very little 

say in professional development. Darling-Hammond and Ducommun (2010) identified 

initiatives with the hope of addressing these concerns. Initiatives included providing 

incentives to recruit high-ability students into teaching, ensuring that they completed high-

quality preparation before entry, supporting rigorous licensing standards, and investing in 

supports for retaining beginners, including quality preparation and mentoring. With these 

initiatives, those teachers who are proving to be successful in the classroom need to be 

identified with some sort of reward system tied to that proven success. If the goal is to have 

continued teacher growth, a system to acknowledge their skills and abilities needs to be 

addressed with equity. The evaluation system that is implemented should provide suggestions 

for improvement as well as the means to develop and implement changes by the teacher 

(Sullivan, 2012). 

Some schools have tried to improve the teacher evaluation process while also 

positively impacting the culture of the building. One of the most common strategies that 

many schools have implemented is to develop peer learning groups. These are small groups 
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of teachers who collaborate and provide constructive feedback on approaches taken in the 

classroom. According to Marzano (2012), this has been a powerful predictor of improving 

student achievement over time. Building this collaborative community where staff members 

share ideas about teaching and learning is a good start to creating this type of learning 

atmosphere. When teachers are given the opportunity to visit their peers’ classroom, it helps 

create meaningful dialogue about practices and experiences.  

Sullivan (2012) introduced another approach that some schools have tried in order to 

improve the teacher evaluation process and the culture of the building. This approach is 

called the Peer Assisted Review (PAR). The concept of this approach is that administrators 

and teachers work as equal partners on the evaluation process for all teachers in the building. 

Just like with other evaluation processes, the administrator would begin the evaluation 

process. If the administrator determined that the teacher was not performing well, a 

consulting teacher would then visit the classroom to make their own determination. The 

administrator and peer evaluators would work collaboratively to develop two different, yet 

equal, perspectives on that teacher’s performance in the classroom. Through this process, the 

administrator and peer evaluator are full partners through the process. The approach was 

successful because teachers had a vested interest in improving the overall quality of teaching 

in their school, knowing that it would impact their position as well as improve the 

development and skills of evaluators (Sullivan). When the administrator and peer evaluator 

agree on the teacher’s performance, action can then be taken, especially if it is a matter of 

taking disciplinary action or terminating the teacher. The point of this process is that there 

should not be swift uninformed actions. Teachers should be involved in evaluation in 
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collaboration with leaders; such efforts support evaluation conducted with moral purposes 

and fidelity.  

Leadership and Evaluation 

 As leaders implement teacher evaluation in their schools, the process should be 

informed by swift, uniform action. Teachers should be involved in the evaluation process 

through collaboration with leaders. Such efforts support evaluations conducted with a moral 

purpose and fidelity. This section provides a description of characteristics of three types of 

leaders with implications highlighted relevant to the performance of teachers. Instructional, 

transformational, and democratic theories are aligned to leadership styles. Effective 

principals are likely to use instructional, transformational, and democratic leadership styles 

as they grappled with teacher evaluation. At the conclusion, there is a discussion of leaders 

and evaluation. As previously discussed, teachers have the largest impact on student 

achievement, and the impact principals have on student achievement is second only to that of 

teachers (Donaldson, 2013; Kearney et al., 2012; Liebowitz & Porter, 2019). Principals play 

the most important roles in ensuring that excellent teaching occurs in their schools, even 

though there is some question as to the role of professional development, teacher evaluation, 

or a combination of various other factors (Kearney et al., 2012).  

Leadership Characteristics 

Kouzes and Posner (2003) identified leadership as “a relationship between those who 

inspire to lead and those who choose to follow” (p. 1). Leaders who are recognized as 

exemplary know their behaviors earn them respect. Their followers watch them to determine 

if their actions and words match. Effective leaders set examples and work to build 

commitment and relationships with teachers through their day-to-day work. There is a 
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distinction between a leader and a manager (Gardner, 2013). Kouzes and Posner (2015) 

defined management as “related to the processes that keep an organization functioning, such 

as planning, budgeting, defining roles, resourcing, and measuring performance for example” 

(p. 2). Even though management is deemed necessary in the complex roles of leaders, it is 

also important to identify the characteristics of leadership needed for effective evaluation and 

other person-centered functions within a school. Strong organizational managers are able to 

support classroom instruction without providing support directly to individual teachers. 

Instead, they develop a “working environment in which teachers have access to the support 

they need” (Horng & Loeb, 2010, p. 69). A leader is more than a rank or someone recognized 

to provide teachers with access to resources or professional development support. A true 

leader has a sense of vision and what needs to occur to reach that vision, including working 

with individual teachers. Building trust is a critical aspect for school leaders (Tschannen-

Moran, 2013). They must be able to work within structures such as collaborative decision 

making and develop insight and teacher trust to most effectively solve problems facing 

today’s schools. There are five facets of trust: (1) benevolence, (2) honesty, (3) openness, 

(4) reliability, and (5) competence. Trust was one of the characteristics Robinson (2013) 

identified within a school that encourage the system to be student-centered which leads to 

successful learning by students. These characteristics include the ability to applying relevant 

knowledge, solve complex problems, and build trust among staffs, students, parents, and the 

larger community. 

Further, what is now accepted and desired as a leader has changed greatly in 

contemporary schools. School leaders are no longer reliant on dependent subordinates 

needing to be directed through everything in their school day (Kouzes & Posner, 2015; 
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National College for Teaching and Leadership, 2003; Terosky, 2016; Whitlock, 2017). This 

again is where a shift from a manager to a leader is realized. As Kouzes and Posner (2015) 

emphasized, a leader is “about aligning people to a future vision which requires achieving 

buy-in, effective communication, motivation, and inspiration. Leadership is about 

relationships” (p. 4). This realization about relationships, a critical aspect when determining 

the success of a leader, is also the reason people leave an organization if relationships are not 

strong among administrators and teachers. In fact, it can be understood by stating that people 

do not leave an organization; they leave leaders (Kouzes & Posner, 2015).  

Leadership Theories  

Leaders often utilize many different leadership theories and are most effective if they 

can fluently switch and be flexible when varying different theories to address multiple issues 

and problems encountered (DiPaola & Hoy, 2015; Hoerr, 2015; Knight, 2016; Shatzer et al., 

2014). Many of the theorists’ work in the area of leadership overlap and often work well 

together. No one leadership theory is utilized solely, and no one leader identifies a single 

theory that represents a specific leadership style (Whitlock, 2017). Hence, a single leadership 

style will not fit in all situations and with every person in the organization (Kouzes & Posner, 

2015). The leadership styles discussed in this review are not inclusive but begin to frame 

several leadership theories with varying styles that have implications for effective evaluation. 

There are three leadership theories significant to effective evaluation in school 

settings. These include instructional theory for understanding the pedagogical decisions made 

by teachers, including their interactions with students. Transformational theory is utilized 

when there is a need for restructuring. Democratic theory emphasizes ownership and creates 

a sense of collaboration between administrators and teachers. Emphasis must be placed on 
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teachers to achieve and become engaged within the restricting process of evaluation. These 

leadership theories elevate individual competencies and effectiveness of teachers leading to 

sound instructional decisions that support learning and achievement. In this section, a 

discussion is provided based on these theories and subsequent leadership styles for each. It 

concludes with a discussion of the leader and the evaluation process. First addressed are the 

instructional and transformational theories. To clarify, instructional leadership theory shapes 

the leadership style of leaders in schools, so these two terms, instructional leadership theory 

and instructional leadership, are synonymous when discussing the behaviors and practices of 

leaders.  

Instructional Leadership Theory 

Instructional leadership theory was identified in the late 1980s, largely attributed to 

the seminal work of Hallinger and Murphy (1985). In the absence of research on instructional 

management, Hallinger and Murphy viewed the principal as the primary instructional 

manager with multiple functions of this role having three spheres of influence: (a) defining 

the mission by explicitly communicating the goals of the school; (b) managing instruction 

through supervision and evaluation, coordinating curriculum, and carefully monitoring 

student achievement; and (c) supporting a positive school by protecting instructional time, 

furnishing professional development, having high visibility within the school, planning 

incentives for students and teachers, and making compulsory academic standards. The 

importance of instructional leadership theory framed the discourse that led to the No Child 

Left Behind Act of 2001 (DiPaola & Hoy, 2015). A shift has occurred from managerial 

functions toward school improvement, instruction, and supervision, requiring instructional 

leadership. 
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Instructional Leadership Style. An instructional leader is focused on the knowledge 

about how students learn and what they need to do (Hoerr, 2015). Instructional leaders view 

themselves as lead learners in schools, which does not mean that they know the most, but that 

their priority is good teaching. They strive to ensure that learning happens routinely in each 

classroom. This leadership style is like that of coaching, an approach to help teachers 

improve both their teaching and learning so students can learn (Knight, 2016). The process of 

coaching encourages reflection rather than compliance (Knight, 2016; Racines, 2019; 

Showers, 1985). To maximize efforts with this approach, both teacher and principal need to 

have a relationship based on trust to openly provide actionable feedback. Both instructional 

leadership styles and coaching identify long term developmental goals, while also finding 

ways to attain them (Chacon-Robles, 2018; Glickman et al., 2013; Neumerski et al., 2018). 

There is great value in providing rigorous and relevant feedback to ensure growth toward 

instructional goals, which creates a positive climate with higher levels of performance for 

both students and teachers.  

However, if teachers are not aware of their weaknesses, instructional leadership needs 

to be combined with other styles. In addition to an awareness of weaknesses, the teacher 

must have the desire to improve weaknesses (Gupta, 2016). The leader may need to revert to 

an authoritarian style and then apply transformational leadership, discussed in the next 

section. The authoritarian leadership style may be necessary in situations where there is low 

responsiveness, but a need for high demands and changes to a system. Authoritative leaders 

have a high level of responsiveness accompanied by a high level of achievement and self-

esteem (Dinham, 2007). These leaders are typically clear in their expectations for themselves, 

the teachers, and the students. Authoritarian leaders communicate high standards and set an 
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example that others seek to emulate. They are assertive with an over-reliance on the rules; 

they give a lot and expect a lot. According to Wang and Guan (2008), the authoritative leader 

asserts strong authority and control over those they are leading. The authoritarian leader 

demands followers achieve the best performance within organizations, and they hold the role 

of making all important decisions. However, once followers are moving in the desired 

direction, switching styles is necessary. Once that movement is realized within the system, 

transformational leadership is best utilized. Given multiple reforms and initiatives that 

educators experience, transformational leadership is sometimes necessary when a new vision 

or change is required (Gupta, 2016). The leader needs to build up followers with confidence 

and drive them toward considering change.  

The autocratic leadership style is often referred to as the authoritarian style. Situations 

where this leadership style is utilized in an effective school system would be minimal. The 

autocratic leadership style is often centralized around the leaders and what they desire. This 

leader feels a need to have centralized authority and prefers to make all decisions solely. 

Many functions within the day-to-day operations are micromanaged with this leadership 

style. Teachers do not feel a sense of trust in this leader, and creativity is discouraged. School 

climate is negatively impacted, resulting in reduced performance. 

 Ruff and Shoho (2005) conducted a case study in San Antonio, Texas, involving three 

elementary principals: one novice, one experienced, and one distinguished. With each 

principal, interviews and observations were completed to examine mental models, described 

as the underlying aspects of instructional leadership. With this leadership style, typically 

there is a focus on teacher behaviors directly affecting student growth. The principals felt the 

need to balance programs and leadership to best prepare for state assessments and 
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accountability. Principals all felt a level of ownership for students to succeed and often 

sought out opportunities to help teams develop instructional approaches to maximize lessons, 

focusing on expectations and vision. Findings revealed the three principals as instructional 

leaders all shared many characteristics. However, one noted difference was the transition 

from novice to distinguished categories, demonstrating a shift away from state accountability 

and moving toward student accountability and academic achievement. Both aspects were still 

apparent at all three levels but were emphasized differently with years of experience.  

Effective instructional leaders impact the learning process; it cannot be emphasized 

enough that this role is second to the role of teachers. Therefore, there has been much 

discussion about compensation for those teachers who have proven to be more successful in 

the classroom. For this reason, the exploration of merit pay, discussed earlier in this review, 

cannot be ignored. The importance of rewarding teachers for their work was one of the 

factors of retention listed by Nguyen et al. (2020). As the teacher is the number one factor 

that influences student learning and achievement, the priorities placed on instruction cannot 

be ignored by principals.  

With this factor in mind, Terosky (2016) wanted to know how perspectives and 

actions implemented by urban, public school principals, noted for prioritizing instructional 

leadership, are formed. Using a four-phase data collection process of interviews, time 

surveys, document review, and observation, Terosky identified four major themes among the 

18 principals’ perspectives and actions, who represented elementary, middle, and high 

schools in New York. These were consistent themes of instructional leadership: (a) buttressed 

in learning, (b) inspired by teachers/staff, (c) comprised time and planning for principals and 

teachers/staff, and (d) encouraged teacher/staff empowerment.  
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Instructional leaders also involve themselves with setting clear goals, allocating 

appropriate instructional resources, managing the curriculum and lesson plans, and 

evaluating teachers (Jenkins, 2009). This type of leader makes instructional quality their top 

priority. There is a deep involvement in the core business of schools, which is teaching and 

learning, often considered as leading through learning communities. Glickman et al. (2013) 

promoted a break from a traditional authoritarian view of instructional leadership and 

conceived of a new instructional leadership model called “Super Vision.” The new 

instructional model of Super Vision is “a term that denotes a common vision of what 

teaching and learning can and should be, developed collaboratively by formally designated 

supervisors, teachers, and other members of the school community” (p. 8). Glickman and 

colleagues (2016) maintained the development of teachers as one of the primary duties of 

school leaders, but which should involve a collaborative process that considers teachers’ 

unique development needs. Glickman et al. (2013) described a trajectory of supervisory 

approaches, including directive control, directive informational, collaborative, and 

nondirective, with teachers ultimately taking greater control over their own professional 

development. 

Neumerski et al. (2018) explored new teacher policies and how these have shaped 

school leadership. These policies call for instructional leadership to pair teacher observations 

with student achievement or growth within the evaluation process. Sixty principals in six 

urban schools across the United States in 2012-2013 reported insufficient preparation and 

time to effectively conduct observations to align with instructional leadership. Interviews 

with principals revealed challenges such as a lack of time to complete duties, deterioration of 

relationships, lack of visibility, and burnout. Principals in the study recognized the value of 
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meaningful feedback when done efficiently, but across elementary, middle, and high schools, 

felt a sense of inadequacy to know all of the content area for an instruction level. 

The next discussion is transformational leadership theory, which works in concert 

with instructional leadership theory. When a school is identified as underperforming or in 

need of transformation, it will require leadership from more than one person (Denmark, 

2012). Those acting as transformational leaders must act as systematic thinkers. This cannot 

happen in a silo-structured school system. These two leadership theories have received the 

most attention in the literature and are perceived as models of leadership for school principals 

(Leithwood & Jantzi, 2006; Robinson et al., 2008). 

Transformational Leadership Theory 

Burns (1978) and Bass (1985) introduced the business community to the idea of 

transformational leadership theory (Onorato, 2013). Burns explained transformational 

leadership theory as “the transforming leader recognizes and exploits an existing need or 

demand of a potential follower; … the transforming leader looks for potential motives in 

followers, seeks to satisfy higher needs and engages the full person of the follower” (Burns, 

1978, p. 4). Bass (1985) viewed the transforming leader as being able to develop followers as 

leaders from needs of safety on Maslow’s hierarchy of needs to achievement and 

actualization. Further, Onorato (2013) stated: 

Bass and Leithwood shifted focus of instructional leadership to greater emphasis on 

organization and followership. Their transformational leadership studies initiated a 

framework which included the leader’s ability to increase the organization’s capacity 

to innovate by elevating the follower’s interest and motivation to a higher level.… 

(p. 39) 

 

Leithwood and Janzi’s (2009) model for applying transformational leadership theory 

to education consisted of the importance of setting direction, developing people, making 
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changes in the organization, and managing the instructional program. Transformational 

leadership theory also includes practices of transactional leadership and non-leadership. 

Transactional leadership is used when reciprocal change occurs between followers and 

leaders; rewards may be given, described by Shatzer and colleagues (2014) as management 

by exception-active. Non-Leadership is simply the absence of leadership based on a simple 

exchange relationship with followers, including the practices of contingent reward, 

management by exception-active, “management by exception-passive and laissez-faire 

leadership” (Shatzer et al., 2014, p. 448).  

Transformational Leadership Style. Shatzer et al. (2014) shared that principals, 

who are transformational leaders attend to the following: “a) identify and articulate a school 

vision, b) motivate others through example, c) support a culture of intellectual stimulation, 

and d) provide support and development to individual staff members” (p. 447). 

Transformational leadership is considered by principals who plan considerable reform of the 

schools. Shatzer and colleagues also identify four different practices addressed in 

transformational leadership theory: (1) inspirational motivation, (2) individualized 

consideration, (3) idealized influence (charisma), and (4) intellectual stimulation” (p. 447). 

The following terms are provided by Shatzer et al. (2014) that distinguish the practices of 

transformational leadership:  

• Inspirational motivation: The degree to which leaders inspire followers with a 

strong vision of the future. 

• Individualized consideration: The degree to which leaders understand the 

individual needs of their followers and develop individuals through coaching. 

• Idealized influence (charisma): The degree to which leaders influence others 

by example, requiring trust, admiration and respect. 

• Intellectual stimulation: The degree to which leaders encourage innovation 

and divergent thinking, creating a climate of creativity by challenging norms 

and taking calculated risks. 
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• Contingent reward: The degree to which leaders establish productive 

transactions with followers. 

• Management by exception-active: A process that involves anticipating 

problems and monitoring follower behavior to take corrective action before 

problems become serious. 

• Management by exception-passive: The practice of waiting until problems are 

serious before taking action. 

• Laissez-faire leadership: The absence or avoidance of leadership, 

characterized by avoidance of responsibility, disorganization, and little 

direction or support. (p. 448) 

 

Powerful instructional leaders would more likely use transactional leadership practices and 

view management by exception-passive or laissez-faire leadership as less appealing.  

Shatzer et al. (2014) were stimulated by an awareness of distinct differences between 

transformational and instructional theory and the need to investigate which theory school 

principals should follow for school effectiveness and learning outcomes. Shatzer and 

colleagues were aware that previous research revealed that instructional leadership tended to 

show higher gains in achievement than transformational leadership. Shatzer et al. (2014) 

compared the differences between transformational leadership and instructional leadership 

with 590 teachers from 37 elementary schools, grades K-6 and predominantly white, from 

three districts in the Intermountain West of the United States. Participants rated their 

principals’ leadership styles with two anonymous instruments that measured transformational 

leadership (Multifactor Leadership Questionnaire) and instructional leadership (Principal 

Instructional Management Rating Scale) with student achievement measured by a criterion 

referenced test. Shatzer et al. (2014) noted that “multiple regression was the primary statistic 

used to analyze the effect that instructional and transformational leadership had on student 

academic achievement” (p. 451). Results indicated that instructional leadership had a slight 

advantage over transformational leadership when measuring student achievement. In terms of 
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the effects of both leadership styles, instructional leadership explained more of the variance 

than transformation leadership. “However, neither instructional nor transformational 

leadership predicted a statistically significant amount of variance in measures of student 

achievement without controlling for school context and principal demographics” (Shatzer et 

al., 2014, p. 452).  

When considering school context of the study, a stable characteristic, principals’ use 

of specific behaviors can have the largest impact on change “as indicated by the results of 

both instructional and transformational leadership accounting for nearly twice as much of the 

variance in student academic progress as school context” (Shatzer et al., 2014, p. 455). These 

behaviors were “monitor student progress, protect instructional time, provide incentives for 

learning, provide incentives for teachers, and make rewards contingent” (Shatzer et.al., 2014, 

p. 455). As far as the leadership dimension, addressing the first four leadership dimensions, 

shown in the following lists, are indicators of a principal’s capabilities:  

• Meet with teachers to discuss students’ needs 

• Discuss performance results with teachers and students 

• Limit possible interruptions on classroom instruction 

• Encourage teachers to use classroom time effectively 

• Recognize students who exhibit academic excellence or improvement 

(p. 455). 

 

While the study suggested instructional leadership theory tends to support student 

achievement more powerfully than transformation leadership theory, it is clear that 

transformational leaders through inspirational motivation, individualized consideration, 

idealized influence (charisma), and intellectual stimulation lead change and establish new 

norms in schools. Transformational leaders inspire teams to create and implement new 

visions for change. 
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Shields and Hesbol (2020) conducted a transformative multiple case study through 

the lens of transformative leadership theory, examining the leadership of three leaders, one 

identified as White, one as a Latina, and one as an African American, providing a diversity of 

respondents for this small, multiple case study. The three participants were selected from a 

non-random sample and represented elementary, middle, and high schools, located in a large 

urban city of the Rocky Mountain West. Data collection included field notes from school 

visits, interviews, conversations with staff and students, and classroom observations. The 

findings of the study were examined through each leader’s case study and supported the 

conceptual framework of transformative leadership theory. 

 Interview and observation data reflected transformative beliefs and practices of the 

individual leaders as well as, “particularly in Aspiration Middle School, the influence of 

conflicts that exist in social justice leadership work” (Shields & Hesbol, 2020, p. 15). Using 

ethical precepts, leaders each found ways to strengthen and implement meaningful, inclusive, 

and equitable education for all students and told stories of their personal journeys and the 

challenges they encountered. The findings also illustrated ways the principals worked with 

teachers to “address[ing] context-specific issues related to their students’ race, ethnicity, 

linguistics, and economic situations” (Shields & Hesbol, 2020, p. 16). In conclusion, “to 

meet the needs of rapidly changing populations…it is incumbent on school leaders…to lead 

in ways that promote inclusion, equity, and excellence for every student” (Shields & Hesbol, 

2020, p. 19).  

Democratic Leadership Theory 

Democracy refers to a set of believes and values including freedom, equality, and an 

opposition to domination. Democratic theory is not only grounded in the concepts of 
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democracy, but expands into the moral foundations, obligations challenges, and overall 

desirability within an organization or institution. Johnson et al. (2017) asserted, “school 

leaders will not generate excellent and equitable learning results unless they influence a 

critical mass of the school community members” (p. 78). Democratic leadership theories 

support leaders in changing the culture of the school through creating equitable educational 

environments with high performance levels and leading professional learning for creating 

democratic systems to unravel systemic and cultural inequities (Fullan, 2014, 2016; 

Muhammad, 2018).  

Espousing democratic principles where diversity of ideas is valued, discussions and 

debate are the norms of the school, and consensus is expected to be fragile, may be in direct 

conflict, as Milner (2010) asserted, with district-level or school-board leadership 

accountability measures such as teacher evaluations, state-level audits and evaluation cycles, 

and other large-scale assessments. Democratic leaders must have the confidence and skills to 

overcome these potential barriers and advocate for the complexity of democratic principles 

and their application in education.  

Democratic Leadership Style. Gerstl-Pepin et al. (2009) asserted that the definition 

of democratic leadership has been formed by various writers such as Furman and Staratt 

(2002) and Grogan (2002), as well as others. From these various contributors, democratic 

leaders are viewed “as those committed to serving the common good, giving voice to 

multiple perspectives in decision making, engaging in actions that foster democratic cultures, 

and demonstrating courage to work against policies and practices that promote social 

inequities” (Gerstl-Pepin et al., 2009, p. 409). Democratic leaders often make the final 

decision but include the team members. Apple and Beane (2007) explicated that democratic 
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schools require a singularly-focused school vision where democratic ideals become the 

school’s culture, through evidence in how the school operates and which systemic structures 

it chooses to reach its goals. The authors explained, “Principals who work toward democratic 

schools understand this comprehensive approach and know that in the end, democracy 

usually requires reculturing the school” (p. 37).  

Apple and Beane (1995) identified seven key components of democratic schools 

derived from democratic leadership theories: 

� The open flow of ideas, regardless of their popularity, that enables people to be as 

fully informed as possible. 

� Faith in the individual and collective capacity of people to create possibilities for 

resolving problems 

� The use of critical reflection and analysis to evaluate ideas, problems, and 

policies. 

� Concern for the welfare of others and “the common good.”  

� Concern for the dignity and rights of individuals and minorities [people of color].  

� An understanding that democracy is not so much an “ideal” to be pursued as an 

idealized’ set of values that we must live and that must guide our life as a people.  

� The organization of social institutions to promote and extend the democratic way 

of life. (p. 2) 

 

Teachers have a great deal of say about how schools evolve with this leadership style, 

which leads to a stronger sense of job satisfaction (Blasé et al., 1995; Cherry, 2018; Furman 

& Starratt, 2002; Gerstl-Pepin, 2009). One of the critical aspects of democratic education is a 

shared vision and decision making. All stakeholders have a voice and are encouraged to 

express their thoughts to better the current systems. A democratic leader will allow teachers’ 

voices to be heard for an inclusionary evaluation process, leading to a more impactful 

process. However, this style is not as productive when decisions need to be made quickly. 

This leadership style is also known as participatory or shared leadership (Cherry, 2018), 
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which dictates how decisions are made within an organization, with all having a role and 

participating in the process. 

 Using narrative inquiry, Gerstl-Pepin and Aiken (2009) selected a purposeful 

sampling of eight principals, perceived as being democratic leaders in high poverty rural 

schools, nominated by national organizations. The researchers used a standardized open-

ended interview guide to explore each of their stories, the ethical values and beliefs they 

purported to have, and how their beliefs shaped their practices. Their findings noted several 

themes that formed a beginning framework for understanding the democratic practices of 

leaders in rural communities. These leaders believed they strive to create a balance between 

competing interests of their constituents, fostering collaborative environments, and 

recognizing and utilizing the talents within the community to benefit the school system. As 

rural communities, they talked about the need to come to an understanding with the political 

nature of their schools and how to use their beliefs to work through any tensions or 

challenges politically experienced. These insights led to the exposure of two apparent themes 

experienced; a need to reframe and construct knowledge for mutual concern and fostering 

collaborative communities with a focus of fairness.  

In a similar study, Blasé et al. (1995) explored the experiences of eight principals 

associated with the League of Professional Schools, using interviews and observations in a 

leadership style that focused on teacher empowerment and the development of democratic 

structures within a school system. The leadership style of these principals was described as 

“power with” rather than “power over.” Principals used leaderships strategies based on 

building trust, encouraging expression, setting limits, hiring, encouraging group 

development, providing information, supporting teachers, and implementing school-based 
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decision making. Their democratic leadership styles were based on an advisory approach that 

emphasized shared-governance structures and practices.  

Democratic leaders encourage freely exchanged ideas with debate encouraged. In 

doing so, members feel more engaged in the process. However, if roles are unclear or time is 

of the essence in making a final decision, a communication failure may be realized, which 

may lead to uncompleted projects. Another concern is that those who are being relied on to 

make decisions may not have the knowledge or expertise for the decisions they are making. 

Natsiopoulou and Giouroukakis (2010) stated that all teachers in democratic schools 

collectively assume responsibility for the well-being of the school system. The members have 

a voice, which may lead to lasting improvements made in the organization. This often leads 

to teacher satisfaction, which increases the retention of teachers. Preparing students for a 

democratic society is more easily accomplished when it is created within a democratic 

organization.  

School Leadership and Evaluation 

As mentioned previously, teacher attrition is a concern for school systems, 

specifically schools that are considered low-achieving and serve high needs populations. 

Schools benefit from retaining effective teachers, but they also benefit from failing to retain 

teachers who are ineffective. However, teachers are not the only factor to be examined when 

discussing teacher retention. Principals may have more of an impact on retention, according 

to Grissom and Bartanen (2019). These researchers analyzed administrative data from the 

state of Tennessee made up of 146 districts, 1,800 schools, and approximately 196,000 

students during the 2012-2013 school year. In Tennessee, a law was passed in 2011 allowing 

school districts to dismiss teachers deemed ineffective. Teachers who were within their first 
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five years of teaching could be released without cause. Principals had primary discretion over 

this process. Grissom and Bartanen found a strong correlation between a teacher’s ratings 

during observation, their scores on the Value Added Model (VAM), and teachers who were 

retained. Additionally, those teachers who received lower ratings on these measures were 

more likely to be dismissed. No correlations were identified among ineffective principals 

based on observation ratings and scores on VAM and teacher turnover. Further, principals 

who displayed stronger instructional leadership skills had teachers who scored higher on their 

VAM results. Darling-Hammond and Ducommun (2010) stated that a valued-added model 

should primarily be designed to reflect and stimulate practices that could support student 

learning and greater teacher effectiveness.  

Anderson (2019) examined the perceptions of nine principals and three central office 

administrators in an Illinois school district. The purpose of the study was to gain an 

understanding of their perceptions regarding student learning objectives and the teacher 

evaluation process. Through interviews, observations, and artifact analysis, Anderson 

discovered teacher and principal collaboration improved with a more frequent evaluation 

process that incorporated relevant student achievement data, based on the value that the 

teacher added. Additionally, reflective thinking increased, which promoted professional 

growth.  

Principals develop teachers’ instructional skills by building trust, fostering teacher 

collaboration, bringing experts into the school, and encouraging informal learning 

opportunities (Donaldson, 2013). Though the teacher evaluation process has been considered 

a major factor that influences teacher effectiveness, professional development is a more 

important element. For this reason, it is critical to understand the combination of the two. 
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Without this understanding, the theory of action behind supervision and evaluation becomes 

flawed, and practices shift to the conventional process of teacher evaluations and change is 

rarely experienced; therefore, limited change takes place in classroom practices (Donaldson, 

2013). With this conventional process in place, 81% of principals stated that they view 

funding, time, and decision-making authority as obstacles to both effective teacher evaluation 

processes and professional development (Donaldson, 2013). One process that has impacted 

teacher evaluations is the Value Added Model (VAM). 

 A mixed method study was conducted by Kimball and Milanowski (2009) to identify 

the validity of the teacher evaluation system in a standards-based evaluation system; more 

specifically, to understand how teacher evaluations and VAM impacted student achievement 

data. The study was conducted over a two-year period with 23 school leaders, from eight 

different schools in a large Western United States urban school district. Participants were 

interviewed about attitudes related to teacher evaluations, decision making strategies, and 

school context. The district included 60,000 students in 88 schools taught by 3,300 teachers.  

Based on the interviews, findings revealed substantial variations between teacher 

evaluation and VAM results. The teacher observations ratings were actually lower than 

expected. Participants stated that the ratings primarily came from their gut instincts and that 

little emphasis had been placed on a uniform practice across the district. A low level of 

accountability existed when it came to the evaluations; interview data indicated responses 

were very seldom related to a teacher’s job unless other factors were taken into 

consideration. The evaluations and rating had little to no consequences for the teachers. This 

process was much more structured for evaluators. There were clear expectations and 

incentives in place for performance levels, with a normative practice established for accuracy 
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between administrators conducting evaluations using VAM. Implications of the findings 

suggested the complexity in the process and the need for leadership to have appropriate 

training for all components within the evaluation process.  

Most states follow a standards-based approach toward evaluations; coupled with the 

increased demand on student achievement accountability, it is perceived that instructional 

leaders have the necessary characteristics to effectively complete the task. Chacon-Robles 

(2018) found this to be the case in their study of five urban school principals’ leadership 

skills and their perceptions of teacher evaluations. The principals perceived there was a 

national policy focus on the teacher evaluation process; however, there are controversial 

developments that make the process more challenging. One of the challenges mentioned is 

that not all teachers administer some sort of state assessment, which leads schools to 

implement effective VAM protocols. Even with the challenges being faced, principals 

appeared to have a good attitude about evaluations and expressed a desire to move away 

from the process being perceived as one of compliance. Just as teacher voices must be heard, 

input from principals must be acknowledged if the process is to continue to improve. 

Summary 

Understanding the strands in the literature review provided a clearer understanding of 

what may be impacting the teacher evaluation process. Evaluating teachers is a complex 

process, impacted by a great number of factors. Understanding the beliefs, values, and 

perspectives of teachers through valuing their voices and including their input is a logical 

first step toward improving the process. As noted, there is a vast amount of literature about 

teacher evaluations and how this concept has evolved over time; however, literature about 
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teachers’ anxieties or perceptions toward teacher evaluation is limited (Bersan, 2012; 

Callahan & Sadeghi, 2014; Jiang et al., 2014; Phillips et al., 2014). 

In this chapter, the history of evaluation is described with various theorists, 

researchers, and legislation that influenced its development over five eras, including pre-20th 

century and early 20th century. Several impactful reports and reform legislation that have 

affected evaluation were explored including the growth of merit pay. Given teachers are the 

most important factor influencing the learning of students, teacher preparedness and 

professional development were explored. Embedded is the importance of listening to 

teachers’ voices and what they have to say about evaluation and other matters in schools 

through the discussion of culture and teacher voice. Leadership was explored in the context 

of evaluation through exploring instructional, transformational, and democratic theory. 

Exploring relevant leadership styles illuminated the effectiveness this role contributes to the 

process. Finally, the work of leaders and evaluation and was discussed. Teacher evaluations 

have a significant influence on the school’s culture.  

While an overview of the methodology was presented in the Introduction, the next 

chapter provides a comprehensive discussion of the methodology. The theoretical design 

elements of narrative and heuristic inquiry along with the research questions guided the 

design of the study. Additionally, attention is given to secret, sacred, and cover stories of my 

participants, who are co-researchers with me as we explore using teacher voice in the 

evaluation process.  
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CHAPTER 3 

METHODOLOGY 

For this study, the perceptions teachers may have about the evaluation process and its 

usefulness for improving their performance in the classroom was explored. Even though 

there was an element of understanding of the principal’s role in this process, this study does 

not include the exploration of their perceptions of evaluation. I hypothesized that teachers 

may not view the process, especially with the inclusion of student achievement data, as 

beneficial. Since my goal was to better understand the beliefs and attitudes teachers have on 

the understanding and the usefulness of the teacher evaluation process, qualitative research 

appeared to be the most appropriate approach (Patton, 2015). Gaining teachers’ perspective 

about this phenomenon drove my research. For this study, participants were considered 

co-researchers with me as a researcher. Throughout the study, they are referred to as 

co-researchers. 

There are many contributing factors that need to be taken into consideration to ensure 

that the evaluation process is done with reliability and validity to better explore the value 

individual teachers contribute to a child’s learning. With legislation such as the No Child Left 

Behind Act, Race to the Top, followed by Every Student Succeeds Act, evaluation has been 

guided by these various laws, which has made evaluation a mandatory process. How do 

administrators evaluate a teacher’s skills and abilities in a meaningful manner that includes 

student achievement results? I contend that leaders need to take into consideration the many 

factors that vary, not only from school to school, but from teacher to teacher. With these and 

other deeper questions in mind, I explored two central questions and five sub-questions 

designed to guide the methodology. The questions follow:  
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Central Question 1: What stories do teachers tell about the evaluation process? 

a. What do teachers believe and understand about key components within the 

evaluation process for improving practices? 

b. In what ways do teachers perceive how evaluation enhances their classroom 

practices?  

Central Question 2: Drawing on the stories of teachers, what is needed to improve the 

process of teacher evaluations? 

a. What supports for evaluations do teachers perceive they need? 

b. How do they perceive their needs can be met? 

c. What professional development opportunities are provided at the school or district 

levels? 

The purpose of this chapter is to communicate the nature of the qualitative paradigm 

that guided my methodology. I first provide a rationale for the selection of qualitative 

research as opposed to quantitative research. Secondly, I describe the theoretical traditions of 

narrative and heuristic inquiry that guided the study’s design. This discussion is followed by 

my role as the researcher, including researcher positionality and ways trust was developed 

with participants. The design of the study includes the description of setting, sampling 

procedures, participants, data sources, and procedures for analyzing data. I conclude with 

ways to address the limitations, validity, reliability, and ethical considerations of the study. 

What follows is an in-depth discussion of the nature of qualitative research and its rationale 

for use in the study.  
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Rationale for Qualitative Research 

Since I wanted to gain a stronger understanding of the perspectives experienced by 

participants, the use of qualitative research was most appropriate. Unlike quantitative 

research that focuses on the what, when, and where, I wanted to design my study around the 

how and why of my research interest, the substance of a qualitative design that focuses on the 

lived experiences of participants (Bogdan & Biklen, 2007). Lived experiences are the 

subjective transactions that individuals encounter in the world, mediated by social and 

cultural influences that affect behavior, including either restricting or expanding possibilities 

(Esteban-Guitart & Moll, 2014). 

The qualitative researcher “does more than observe history; he or she plays a part in 

it” (Denzin & Lincoln, 2003, p. 14). The qualitative paradigm involves an interpretive, 

naturalistic approach to the world, and researchers “study things in their natural settings, 

attempting to make sense of, or interpret, phenomena in terms of the meanings people bring 

to them” (Lincoln & Lincoln, 2005, p. 3). Additionally, qualitative researchers are interested 

in issues of social justice and ways, as Denzin and Lincoln (2011) suggest, “these practices 

transform the word” (p. 3). Multiple methods contribute to rigor, breadth, complexity, 

richness, and depth.  

Further, the differences between quantitative and qualitative research, described by 

Patton (2015), support my selection of a qualitative research paradigm to capture the voices 

and stories of teacher participants and their perceptions of evaluation.  

• Quantitative: Use of positivism and postpositivist: Positivism (knowledge is 

verifiable and based on experience); Post-positivism (reductionist, cause and 

effect oriented). 
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• Quantitative: Measures are succinct, by contrast, qualitative findings are 

longer, more detailed. 

• Quantitative: External Validity (generalizations) the researcher focuses on 

explanations and threats that limit the application of findings to other groups 

or settings. 

• Qualitative: Acceptance of postmodern sensibilities and a rejection of 

positivist and postpositivist criteria: Postmodernism (Knowledge is not 

absolute, socially constructed; emphasis on interpretation and as research with 

data analyzed inductively). 

• Qualitative: Capturing the individual’s point of view: (Interest in meanings 

people construct of their lives—the participants’ perspectives with focus on 

process). 

• Qualitative: Examining the constraints of everyday life within natural settings: 

(focus on context). 

• Qualitative: Securing rich descriptions: (Descriptive data that uses words or 

pictures—results contain quotations from the data). 

Grbich (2013) also identified characteristics that best describe qualitative research. 

Subjectivity holds that the views of the participants will be valued and respected. The data 

gathered from the participants are strongly viewed as valuable and represent an integral part 

of the findings. Since the goal was to understand the views of the participants, validity or 

trustworthiness is a critical component. The focus was on the truth of the matter, strongly 

connected to and often recognized as a function of validity and reliability. The researcher 
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must take measures to ensure that the data collected, and the way it is collected, is done in a 

dependable manner.  

The dependability of the research supports the transferability of the study, 

“synonymous with generalizability and provides readers with the evidence that the research 

study’s findings could be applicable to other contexts, situations, times, and populations” 

(Slevin & Sines, 2013, p. 79). Given the nature of transferability, the local setting and 

specific concepts of the present study were taken into consideration. In the qualitative 

approach, the researcher becomes the instrument (Patton, 2015). This means there is an 

element of power that needs to be acknowledged and evaluated for bias since much of 

qualitative research relies on the researcher’s interpretation of the findings.  

Within qualitative research, several approaches could be taken. Research approaches 

in qualitative research constantly evolve from arts-based inquiry (Leavy, 2009)) to post-

intentional phenomenology (Vagle et al., 2017). For this research study, I incorporated 

narrative and heuristic inquiry. Considering my desire to hear teachers’ stories regarding 

evaluation and lifting their voices during the process, narrative as a major approach was a fit 

for the inquiry. Since I share personal experiences with my participants, as a former teacher 

and currently an administrator, heuristic inquiry was also appropriate. The rationale for the 

use of both traditions is included in the next sections with the major technique of narrative as 

the opening section.  

Narratology 

The term narrative comes from the Greek word “narros,” which means to know 

(Emihovich, 1995). Storytelling is an important activity because it helps humans organize 

their experiences into meaningful events or episodes. Connelly and Clandinin (1997) stated, 
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“knowledge, context and identity are linked and can be understood narratively” (p. 4). 

Narrative inquiry is the process of gathering information for the purpose of research through 

storytelling. Connelly and Clandinin (1994) described narrative as a “method that uses the 

following field text as data sources: stories, autobiographies, journals, fieldnotes, letters, 

conversations, interviews, family stories, photos, and life experiences” (p. 3). Narratives are 

the experiences studied and a way for humans to experience the world in which they live.  

The moment teachers hear and tell stories, they are communicating their “professional 

knowledge landscapes” (Clandinin & Connelly, 1996, p. 24) of their identity as teachers, 

“more concerned to ask questions of who they are than of what they know” (Connelly et al., 

1997, p. 3). As described in the literature review, Quaglia and Lande (2016) suggested 

individuals should listen to teachers’ voices used for the benefit of others; as a result, 

teachers are more likely to listen as often as they speak, be excited and energetic about 

learning, and take actions with the best interests of all at the center of their thinking. The 

stories they tell of the practices “inhabited by teachers creates epistemological dilemmas that 

we understand narratively in terms of secret, sacred, and cover stories” (Clandinin & 

Connelly, 1996, p. 24). As I explored their lives as teachers, I expected to hear their secret, 

sacred, and cover stories. The nature of these stories as part of the professional landscapes of 

teachers follows.  

Secret Stories 

I introduced from Clandinin and Connelly’s (1996) work in education the notion that 

secret stories are told in classrooms where teachers feel safe to live stories of practices. 

“Classrooms are, for the most part, safe places, generally free from scrutiny, where teachers 

are free to live stories of practice. These lived stories are essentially secret” (Clandinin & 
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Connelly, 1996, p. 25). Teachers may only tell these stories to other teachers in places where 

they work, believing that other teachers will keep their secrets because they have similar 

mindsets. When secret stories are finally told, they are told to other teachers in secret places 

of the schools. These secret places may be in the teachers’ lounge, classrooms, or other 

places they gather with colleagues.  

An example of secret stories of teachers when they were confronted with a 

transformational leader desiring to implement team teaching and multi-age groups, was 

communicated in the research of Clandinin and Connelly (1996). 

As the teachers lived out their teacher stories in this new context, they found it 

difficult. They kept secret the stories that would conflict with the school stories of 

them as successful, upwardly mobile professional teachers and that would conflict 

with the prevailing stories of school. They did not acknowledge the difficulties until 

years later when Davies approached them with her secret teacher story of disaster in 

that experience. (p. 28) 

 

Additionally, the school principal enacted sacred stories of out-of-school practices, which 

consisted of beginning stories of the reform and hired staff who viewed themselves as experts 

in particular areas and supported team teaching. Finding it difficult to transition, teachers 

maintained their secret stories. Such stories have become even more prevalent as teachers 

struggle with contemporary accountability efforts that influence teaching and learning.  

The current accountability context which transfers power to the state and federal 

levels through requirements such as a Common Core curriculum, high-stakes standardized 

assessments, and accreditation requirements for school districts shift focus away from 

opportunities for teachers to participate in school decision-making regarding evaluation and 

other matters of concern to them or to share their diverse perspectives with educators 

(Gonzalez & Firestone, 2013; Rentner et al., 2016; Sleeter & Carmona, 2017; Tucker & 
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Stronge, 2005). These tensions often deskill teachers who lose their autonomy and control 

over curricular and instructional decisions. The current educational cultures of most schools 

force teachers to engage in sacred stories of state and national standards and measures of 

accountability to meet standards.  

Sacred Stories 

As previously described in the literature review, Clandinin and Connelly (1996) 

clarified that teachers also tell sacred stories related to their professional knowledge 

landscape because “researchers, policy makers, senior administrators, and others, using 

various implementation strategies, push research findings, policy statements, plans, 

improvement schemes, and so on down what we call the conduit into this out-of-classroom 

place” (p. 25). These stories may be described as part of the culture of schooling, the way we 

do things here. Such stories are difficult to change and are often persistent and unchallenged. 

Plus, they may be told to novice teachers as ways to socialize them to schooling.  

Crites’s (1971) notion of sacred stories was that they are entangled with what he 

described as the mundane stories of sequence of events, words, roles, and other phenomena 

that exist in the world; people live in stories. Crites described sacred stories this way:  

Yet even though they are not directly told, even though a culture seems to be the 

telling than the teller of these stories, their form seems to be narrative. The forms, at 

once musical and narrative, which inform people’s sense of the story of which their 

own lives are a part, of the moving course of their own action and experience. I 

propose, with some misgivings, to call these fundamental narrative forms sacred 

stories, not so much because gods are commonly celebrated in them, but because 

men’s [women’s] sense of self and world is created through them. (p. 295) 

 

Sacred stories within the context of schools are likely to compete with the mission of 

transformational leaders, who may lead the school’s teachers and other staff to tell new 

stories of change. However, leaders may be confronted with eroding layers of mistrust 
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among teachers and administrators. Teachers must perceive that the culture in which they 

work is safe, and they can trust the principal’s knowledge and skill for a successful 

evaluation process that will enhance their lives as teachers. For change to occur, school staffs 

must “value individual perspectives and feel comfortable disagreeing and arguing” values 

(Clandinin & Connelly, 1999, p. 63) about beliefs and values or they may resort to cover 

stories. 

Cover Stories  

I previously used Clandinin and Connelly’s (1999) research to describe the cover 

stories of teachers as those that fit within a customary range of the lived story of the school 

which allows them to maintain their practices and sustain their teacher stories. As they 

address the “mundaneness of stories” (Crites, 1971) of their everyday lives in schools and, 

particularly, stories of teacher evaluation where their voices may be silenced, they are likely 

to tell cover stories. The work of Olson and Craig (2005) furthered the understanding of 

cover stories.  

In the field of narrative, a long-established tradition as far back as Aristotle, Olson 

and Craig (2005) drew on the work of scholars inside and outside of education, women’s 

studies, adult learning, religion, psychology, religious studies, psychotherapy, and others to 

inform their use of preservice and in-service examples of teachers to communicate how cover 

stories exist. Olson and Craig were particularly interested in teachers’ knowledge 

development in professional learning contexts. They used Crites’s (1979) conceptualization 

of cover stories to describe how individuals reconcile the contradictions of the stories they 

want to tell and the stories expected of them. Crites suggested that this was a form of self-

deception that people tell “to fit in with the perceived canonical version of how “things 
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should be.” The self-deception that Crites (1979) cautions individuals against—in this case, 

the stories of teachers’ evaluation experiences, are described here. 

two different renderings of experience can co-exist in a single consciousness [as a] 

double-storied type of self-deception. A person has two images or scenarios in mind, 

the one so unacceptable...that the other image or scenario is artfully fabricated in 

order to suppress it. The story that cannot be faced is the real story, in the sense that it 

continues to assert itself in motivating one’s course of action, with the more 

acceptable scenario constantly being put forward as a cover story to rationalize the 

course of action, however awkwardly it may be made to fit. The cover story, of 

course, must also offer a plausible rendering of the person’s action and experience, 

even though its plausibility may wear rather thin. One person’s cover story, in fact, 

may be another person’s real story, both its plausibility and its acceptability as a cover 

story being reinforced by the fact that others seem seriously to embrace it. (p. 126)  

 

The cover story, according to Crites (1979), is a sort of a “secondary growth” (p. 126) 

because it is used to cover up the real story; however, the real story may be the one that is the 

source of actions teachers take. The cover stories that teachers may tell about evaluation may 

contain personal stressors of the experience, as Olson and Craig (2005) make clear. As a 

result, I realized that I might not hear their real stories. 

Summary  

 Narrative inquiry represents actions of the relatively unknown and useful because it 

gives people an authentic account of their lives while empowering the storyteller. Hargreaves 

(1996) advocated that “all teachers’ voices are worth listening to, however marginal or 

unfashionable they may be” (p. 16). Moreover, as Hargreaves emphasized, the voices of 

those whose lives are managed and assigned meaning by others deserve to be heard with 

attentiveness and sincerity (p. 16). My intent was to place emphasis and honor regarding the 

experiences of teachers with evaluation as their practices in classroom are managed by 

administrators. These experiences are considered of importance in understanding the 

perceptions teachers may have toward evaluations. The concept of story and narrative, as 
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Clandinin et al. (2009) suggested, is more than merely telling or capturing stories. To do this, 

the story must be treated as data. The story or narrative goes through a process of analysis, 

which involves interpretation. That narrative must be placed into a specific context and then 

compared with other stories that share the same context. Patton (2015) stated, “The story is 

what happened, and the narrative is how the telling of what happened is structured and 

scripted within some context for some purpose” (p. 128). Through heuristic inquiry, where I 

share common experiences with my participants, I invited them to be co-researchers with me.  

Heuristic Inquiry 

Heuristic inquiry was pioneered by Clark Moustakas as an exploratory approach 

(Hiles, 2008). This type of phenomenology is rooted in early 20th-century European 

philosophy that entails the use of thick description to understand lived experience, the 

essence of meaning through embodied perception (Sokolowski, 2000; Starks & Trinidad, 

2007). Heuristic inquiry is concerned directly with human knowing, specifically with self-

inquiry. The word heuristic was derived from the Greek work “heuriskein,” which means to 

find or discover; described by Moustakas (1990). Sela-Smith (2002) described Moustakas’ 

method, the originator of heuristic inquiry, as foregoing the objective nature of scientific 

research and to develop a subjective form of research. Sela-Smith remarked, “after analysis 

of his own work, and the work of his students, who were doing similar studies, he organized 

a systematic form for this kind of investigation that he called heuristic research” (p. 55).  

Moustakas (1990) spent considerable time theorizing regarding what constitutes 

reality, “ontological assumptions...,in other words what is” (Scotland, 2012, p. 9). For over 

30 years, Moustakas engaged in refining the processes and qualities that would help 

researchers maintain a holistic nature of research through data collection and interpretation. 
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Through embodied perceptions, individuals come to know the truth of an abstract entity or 

event; truth is subjective with meaning created through the experience of moving through 

space and across time (Starks & Trinidad, 2007). Moustakas first wrote about his encounter 

with heuristic inquiry through his publication of the book, Loneliness, in 1961 (Moustakas, 

1961). From an existential phenomenological perspective, Moustakas gave new meaning to 

loneliness. While painful or negative, it may be “an up lifting and exhilarating experience...a 

chosen state of being that includes the loneliness of solitude, a personal state of being alone 

with others, nature, and the universe” (p. 10).  

Heuristic inquiry centers on the personal experiences of the researcher and, in the 

opening reflections about evaluation, it is clear I share a common experience with the 

participants of the study which supported my use of personal experiences and insights to 

make meaning of participants’ data (Creswell & Poth, 2018; Moustakas, 1990). Patton 

(2015) emphasized that to fit heuristic inquiry, two elements must be present. 

• The researcher must have personal experience with the intense interest in the 

phenomenon under study.  

• Others who are part of the study must share an intensity of experience with the 

phenomenon (p. 119). 

The focus of heuristic inquiry entails the intense human experiences from the points of view 

of the investigator and participants (Moustakas, 1990), who become co-researchers with the 

investigator. Ultimately, the researcher must surrender to the process in order to promote 

authenticity and trustworthiness of the method (Sela-Smith, 2002). 

Though narratology was my primary theoretical tradition in this study, the inclusion 

of heuristic inquiry was the overarching lens for data collection. The procedures of data 
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analysis, related to heuristic inquiry, are described in the data analysis section of the design 

which include six phases of: initial engagement, immersion, incubation, illumination, 

explication, and creative synthesis. The units of analyses are the experiences and perceptions 

of teachers related to the evaluation process. 

Role of the Researcher 

Coghlan and Brydon-Miller (2014) pointed out that positionality refers to the stance 

or position of the researcher in regard to the social and political context of the study. As a 

means to avoid my position being a factor in my study, teachers selected were not from my 

school district. Participants were from different schools in the Midwest. However, to be 

considered for this study, participants were employed in a suburban school district that used 

McREL as their teacher evaluation program. This increased opportunities to gain access to 

their secret, sacred, and cover stories of teacher evaluation.  

Building trust with co-researchers is critical to provide more depth to the student. One 

way to instill trust is to explain the purpose of the research and to ensure participants that 

they will not be identifiable in any way. Having the opportunity to have their voices heard 

could also help to establish trust. Interviews can feel intrusive but maintaining my focus on 

the unit of analysis and treating my participants with respect was important (Maxwell, 2013). 

I was aware that my demeanor and language were constantly evaluated by participants to 

determine if they could trust me enough to share their experiences. Typically, the secret 

stories are those shared between teachers within their school settings who have similar 

mindsets. Stressing the importance of hearing their voice to better understand their stories of 

teacher evaluation was important. Reassuring participants of anonymity by allowing them to 

select pseudonyms may have relieved some of their apprehensions. Additionally, participants 
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were made aware that they could stop the study at any point if they were uncomfortable. It is 

hoped that creating an atmosphere where they feel comfortable kept them from reverting to 

cover stories. 

Additionally, utilizing reflexivity and acknowledging my biases created a more 

reflective and sincere research practice. “The term reflexivity is meant to direct us to a 

particular kind of reflection grounded in the in-depth, experiential, and interpersonal nature 

of qualitative inquiry” (Patton, 2015). Further, explanation of reflexivity is a heightened 

awareness of self, a clarification of one’s beliefs, and how the researcher’s positionality, 

various demographics such as age, social class, and education impact data collection and 

interpretation Coghlan & Brydon-Miller, 2014; Grbich, 2013). The initial engagement phase 

of the heuristic inquiry was important for clarifying how I must engage reflexivity. As I 

prepared to start this research, I identified several assumption and beliefs that I brought to 

this research and must be acknowledged. These were: (a) I trust that all teachers genuinely 

want students to succeed; (b) I believe that teachers want to be held accountable for their 

skills and techniques in the classroom, but the system of accountability needs to be a more 

successful, systematic approach; and (c) I think that the inclusion of teachers’ voices could 

increase the success of a systematic approach for teacher evaluations, but also have a vast 

number of ideas as to what can be included in the process to enhance what is currently being 

done.  

In my role as administrator and researcher, reflexivity was powerful, and the 

influences are inescapable. Maxwell (2013) stated that what the participant says is always 

influenced by the interviewer. The fact that researchers are part of the social world they study 

means that influencing the participants cannot be avoided. I was also influenced by the 
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worlds of my participants. I kept a journal of my reactions throughout the study and to also 

write about how the participants reacted to me. Maxwell pointed out, “it is important to 

understand how you are influencing what the participant says and how that affects the 

validity” (p. 125) of the study.  

Additionally, examining reactivity must be considered, which refers to the influence 

the researcher has on the setting. Acknowledging reactivity brings an awareness to the 

researcher about trying to control what is happening within the study (Maxwell, 2013). I was 

aware that I needed to allow the participants’ lived experiences to direct the flow of the 

research; however, it was also important to maintain an awareness of the design of my study 

throughout the field work phase. Similar to reflexivity, eliminating actual influence is 

impossible. However, within a natural setting, the researcher is less of an influence. 

Knowing how reflexivity and reactivity can impact a study allowed me to reflect on 

how the study was conducted; being aware of my biases, acknowledging my role, and 

providing measures that addressed the influences I brought to the study. To access a more 

genuine experience and gather meaningful data, my focus needed to be based on capturing 

the stories of participants who became co-researchers with me. Maintaining a journal to 

record my experiences, feelings, beliefs, and assumptions allowed me to constantly reflect on 

what was going on in the study and adjusting as needed.  

Design of the Study 

 In discussing the design of the study, it is important that I, as the researcher, explore 

and develop how the design of the study would be conducted. When exploring the path that 

was to be followed in the study, I explored questions such as, “what will the purpose be for 

the inquiry?” This was a primary question. Once this had been established, the next step was 
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to determine who would be affected by such a study and who would benefit the most by 

gaining knowledge and perspective from the topic. After establishing who the critical sources 

would be, I determined what questions would guide the inquiry on the topic and what would 

come next. Since I worked in qualitative research and my primary approach was narrative, 

the questions I designed were open-ended. Based on these questions, I reviewed the data 

gathered and illuminated an understanding toward my inquiry questions. There was a need to 

adapt the questions that I had established to better meet the needs of the study once I started 

gathering data. My main data source were interviews that were conducted with the 

participants, but other sources needed to be explored to support the findings.  

Setting 

Participants were selected from various suburban school districts in the Midwest 

using the McREL teacher evaluation program. No two participants were from the same 

school to ensure a more comprehensive understanding of their perspectives and experiences. 

Based on schools enrolled with McREL, a recruitment letter (see Appendix A) in the form of 

an introductory email was sent to all certified teachers in 22 of the elementary schools.  

Sampling Techniques and Participants 

 Sampling in qualitative research involves two actions that sometimes pull in different 

directions: boundaries and conceptual frame (Miles et al., 2014). The purposeful criterion 

sampling was used to identify the participants in this study. I wanted to select individuals 

who met specific criteria to better understand the spectrum of what is experienced in the 

phenomenon of teacher evaluations. Participants were certified teachers working at various 

suburban elementary schools in the Midwest. Selected participants could be either male or 

female and teach various content areas. Eight participants who met the criteria were asked to 



168 

participate in this study. Creswell (2013) identified three considerations when purposeful 

sampling is used. The first of these considerations are the participants in the sample. All 

participants must have stories to tell about their lived experiences. The second consideration 

is types of sampling, which allows the researcher to identity participants that could give 

purposeful information and an understanding of the phenomenon being studied. Having a 

good sampling was important to show a consistency in the information gathered to determine 

the findings. The final consideration was sample size. With this type of study and using 

purposeful sampling, I was able to limit my study to a small number of participants. The 

whole premise was to be able to delve more deeply into the concepts being explored through 

multiple data collected about the phenomenon.  

Following criterion sampling, the purposeful sampling strategy of maximum variation 

was used, a popular approach in qualitative studies (Maxwell, 2013). Patton (2015) stated 

that this type of sampling is utilized to purposefully pick a wide range of cases to get 

variation on dimensions of interest. “This approach is often selected because when a 

researcher maximizes differences at the beginning of the study, it increases the likelihood 

that the findings will reflect differences or different perspectives—an ideal quality in 

qualitative research” (Maxwell, 2013 p. 157). Using maximum variation sampling, eight 

participants were selected for this study based on diverse perspectives (a mix of novice and 

veteran teachers, subject areas taught, and experience in other districts). 

All certified staff members at 22 elementary schools using McREL were invited to 

complete the online survey, which was utilized to select initial participants (see Appendix B). 

The survey included a description of the study and its purpose. The final component on the 

survey asked those wishing to be part of the study to identify themselves by stating their 
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name and contact information. Protocols outlined by the IRB were important to protect the 

identity of the participants and gaining initial consent for the study. 

Data Sources 

Patton (2015) described several qualitative data sources. I selected three; documents, 

interviews, and participant written reflections after watching a TED Talk about educational 

evaluations. The document that was reviewed was the rubric used by the McREL program 

for teacher evaluations. Organizational and institutional documents have long been a staple in 

qualitative research (Bowen, 2009). This includes both printed and electronic documents. 

The use of documents as a research method requires the data to be examined and interpreted 

to elicit meaning, gain understanding, and develop empirical knowledge. Documents are 

usually used with other research methods to corroborate findings. To determine possible 

participants, a survey was given to all certified staff members in 22 elementary schools who 

were eligible for consideration. The survey questions can be found in Appendix B.  

Interviews were conducted with eight participants from various suburban elementary schools 

that used the McREL evaluation model. For each participant, two separate interviews were 

conducted. The protocol for interview one can be found in Appendix C; interview two is 

Appendix D. The participants viewed a TED Talk and then wrote a response on that viewing 

and their experience that contributed to their understanding of this video. The TED Talk 

video was presented by Bill Gates. Both Bill and Melinda Gates have invested time and 

effort into exploring the topic of teacher evaluations and improving the process. This 

presentation delves into some of the specific components recognized in the evaluation 

process. The video is 10:24 in length.  
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Documents  

Documents are widely used in qualitative research. They are considered reflections of 

people and their settings. These reflections allow for a more specific analysis that can create 

an understanding of the people, their relationships, and the settings (Saldaña, 2013). 

Examining contrasting outcomes from the participants and the documents reviewed may 

offer another dimension of clarity in the topic studied, allowing for more meaningful 

reflections. Grbich (2013) recognized a variety of documents that are often utilized, which 

include, but is not limited to journals, artifacts, and public documents and records. Patton 

(2015) stated that documents are important because valuable information can be learned 

directly from them. Even though interviews were the primary data source, the document 

reviewed provided context to the perspectives shared by participants.  

For the document review, I provided a content analysis of the McREL teacher 

evaluation rubric. The evaluation rubric was embedded within the Standards-Based Teacher 

Evaluation System: User’s Guide (McREL, 2013), which was made available to all educators 

using this system since 2013. This document is 33 pages in length, but only the evaluation 

rubric, which is 10 pages, was utilized. The document provides standards, guidelines, and 

protocols to be followed to evaluate a teacher in the Midwest. 

 Moving Images 

 For some, art provides a way to provide meaning to the world, utilizing various ways 

of thinking and forms of presentation (Barone & Eisner, 2012). In 1993, Elliot Eisner first 

introduced the concept of arts-based research by connecting art and education, which is now 

recognized as a methodological approach for qualitative inquiry. Arts-based inquiry allows 

researchers to explore multiple, new, and diverse ways to understanding and living in the 
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world (Knowles & Cole, 2008). Examples of arts-based inquiry include music, movies, 

poetry, paintings, murals, plays, and dance. Arts-based inquiry describes my third data 

source, specifically the Creative Analytic Practices (CAP), which was identified by Laurel 

Richardson, a sociologist, in 1999. The lines between science and arts has been blurred, 

which can make it difficult to categorize in some of the more traditional approaches 

(Richardson, 1999). Using visual images allows sensory experiences to be utilized for a 

better understanding. I selected a moving image for my participants to view that involved a 

well-known, innovative thinker who does not work in the education field but has explored 

how teacher evaluations could be positively impacted. 

Moving images are utilized extensively both in the classroom and in the development 

of teachers through professional development. Arts-based inquiry is used in a variety of ways 

by a wide range of researchers representing and engaging different kinds of audiences and in 

different ways. I selected a TED Talk video on educational evaluations. The title of this 

video is “Bill Gates—Teachers Need Real Feedback.” This video was 10 minutes and 24 

seconds in length. Although the video is strongly related to the feedback teachers need 

regarding their performance, it also discusses the study being developed by the Bill and 

Melinda Gates Foundation on teacher evaluations, with feedback being one of the key 

components of the process.  

Bill Gates is an established entrepreneur in the 21st century, specifically in 

technology. Participants were asked to watch the video and then provide written responses to 

the content with an interwoven realization of their experiences on the subject. Participants 

were allowed to either type or write their response, and then share that document with me. 
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Reviewing these before the interviews allowed me to address their responses during 

interviews. 

The most substantial form of data I collected for this study was the interviews, since 

my purpose was to gain a deeper understanding of the teachers’ perspectives on this 

phenomenon. The information gained from the interviews was supported by the other sources 

of data.  

Interviews 

 Interviewing is a primary data source used in qualitative inquiry. Kvale and 

Brinkmann (2009) identified seven stages of an interview: (1) determining research 

questions, (2) identifying interviewees, (3) determine types of interview, (4) recording 

procedures, (5) interview protocol, (6) consent form, and (7) interview procedures during the 

interview. They felt that these stages allowed the interviewer to have a logical sequence in 

preparing and administering the interviews. Qualitative interviewing could serve many 

purposes. Patton (2015) stated, “qualitative interviewing begins with the assumption that the 

perspective of others is meaningful, knowable, and able to be made explicit. We interview to 

find out what is in and on someone else’s mind, to gather their stories” (p. 426). 

After the participants had completed the initial survey, I selected from participants 

who had agreed and had given written consent to participate in the next phase of the study. I 

obtained their contact information and met with each possible participant to explain the 

purpose of the study and data that would be collected. Each participant was given a consent 

form approved by the IRB (see Appendix E), making them aware of their rights and that all 

information shared between myself, as the researcher, and the teachers identified participants 

would be kept confidential. Once selected participants agreed to the conditions outlined on 



173 

the IRB document, I divulged more specific information about the study that was to be 

conducted, as outlined for this study.  

The interview questions that I established were considered semi-structured. The 

interviews were conducted through Zoom, but felt like a conversation. I interviewed eight 

teachers. Each participant had two scheduled interview sessions. Prior to each interview, the 

participants were provided with a list of the questions that would be asked. The first 

interview consisted of the evaluation process in general, followed by a second interview to 

access their secret, sacred, and covers stories pertaining to teacher evaluation. I scheduled a 

time that was convenient for participants to meet. Interviews were conducted through Zoom, 

allowing participants to select from a wide range of times. Most participants selected times 

late in the evening, and most were in their homes. The first interview lasted between 15 and 

35 minutes. The protocol for the first interview is in Appendix C. Each interview was 

recorded. I explained to all participants that the interviews were recorded for reliability. I 

made participants aware that at the end of their interview, I would transcribe the interview 

from the recording. Once the entire interview had been transcribed, a copy of the 

transcription was sent to the participant for member checking. Miles et al. (2014) described 

member checking as reviewing the material recorded to ensure accuracy of descriptions, 

explanations, and interpretations. Any miscommunications or misunderstandings in the 

transcribed documents were corrected and returned to the participant to ensure that I had 

represented their words and views accurately.  

 I made the participant aware that I would be writing notes to myself during the 

interview about further questions to ask, thoughts I may have about what was shared, or 

relevant information to be researched based on their responses. After the participant had 
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checked the transcribed document for authenticity, I added my field notes, identifying them 

as “researcher’s notes.” 

I also made the participants aware that further questions may be asked to probe their 

responses or to get a stronger sense of clarity about their stories. I pointed out that with any 

additional questions being asked, or any part of the interview that they were uncomfortable 

with, they could simply state that they did not wish to answer the question, or they wished to 

conclude the interview, and it would be done. 

The second interview was longer, in that the semi-structured interviews are contextual 

according to individual members experiences with evaluation (see interview protocol, 

Appendix D). Like the first interview, the second interview was recorded. Again, the 

recorded interview was transcribed and given to the participant for member checking. No two 

interviews were conducted on the same day. This was done to ensure that I would not 

confuse my thoughts about what was stated and questions posed. It also gave me time to 

reflect on my reactions to participants and their reactions to me. 

 Following the collection of individual data sources, I started the data analysis process 

while each data experience was fresh in my mind. I began with the documents, followed by 

the written response to moving images related to evaluation, and ended with the in-depth 

interviews, coded with three-dimensional narrative analysis in mind. 

Data Analysis Procedures 

Creswell (2013) stated that qualitative research consists of preparing and organizing 

the data for analysis, then reducing the data into themes through a process of coding and 

condensing codes, and finally presenting the data. As a heuristic and narrative study, data 

analysis requires the three-dimensional process of narrative inquiry and the six phases of 
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heuristic inquiry: initial engagement, immersion, incubation, illumination, explication, and 

creative synthesis. The data analysis process began with the use of the six phases of heuristic 

inquiry with coding of the data taking place in the illumination and explication phases.  

The three-dimensional narrative and socio-cultural processes were used to re-story the 

data, incorporating all of the data sources for co-researchers that related to their secret, 

sacred, and cover stories of teacher evaluation. To re-story the data, I brought all forms of 

data together, documents, moving images, and interview, to tell their secret, sacred, and cover 

stories. I began the discussion of the data analysis by explaining the six phases of heuristic 

inquiry, highlighting the phase where coding of the data took place, followed by the three-

dimensional process of narrative inquiry, which consists of narrative dimensions of 

temporality context or situation, and relationships or interactions.  

Socio-cultural analysis approach is combined with narrative analysis because “stories 

reflect culture, ideology, and socialization, they also provide insights to the political and 

historical climates impacting on the storyteller’s lives” (Grbich, 2013, p. 221). Socio-cultural 

analysis is significant to the socialization of teachers in schools and classrooms where they 

encounter the political and historical development of teacher evaluation. The discussion of 

these two approaches is followed by the data analysis process used to code documents and 

moving images with coding of the in-depth interviews guided by narrative analysis and 

socio-cultural procedures.  

The final process entails re-storying of the data, which is conducted in the creative 

synthesis phase of heuristic inquiry, creating the narrative threads of co-researchers’ stories. 

As a relational methodology, narrative inquiry allowed me “to attend to tensions to identify 

bumping places as individuals’ lived and told stories bumped against the lived and told 
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stories of others” (Clandinin et al., 2009, p. 83). “Teachers’ lives are influenced by different 

social, cultural, linguistic, and institutional narratives…and positioned in different ways 

within the professional knowledge landscape” (p. 83). The description of the six phases of 

heuristic data analysis supports the telling of my experiences of teacher evaluation, a 

common experience I share with co-researchers. 

Heuristic Data Analysis 

The researcher that uses heuristic inquiry must have direct experience of the 

phenomenon of interest (Moustakas, 1990; Patton, 2015) for the purpose of discovering the 

essence of its meaning, with the realization that participants are not mere subjects but 

co-researchers. I openly explored creative pathways of discovering meaning that resides 

within each person regarding teacher evaluation. With heuristic inquiry, the researcher’s and 

co-researchers’ experiences are not fractured in the process of discovering meaning; the 

individual is kept whole (Kenny, 2012; Moustakas, 1990). The procedures for making 

meaning involves six phases outlined below.  

Initial engagement was the first phase of the heuristic research process. Moustakas 

(1990) described this phase as an inward process for connecting to the question about the 

phenomenon of interest. He stated, “during the initial engagement, the investigator reaches 

inward for tacit awareness and knowledge, permits intuition to run freely, and elucidates the 

context from which the question takes form and significance” (p. 27). Tacit knowing is more 

personal, subjective, and connected to context—implicit knowing. In this phase, I had 

already formed emotional connections to a research question that was shaped by my earlier 

experiences with teacher evaluation.  
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During the second phase, the researcher becomes immersed in the process. Moustakas 

(1990) described it this way: “the immersion process enables the researcher to come to be on 

intimate terms with the question—to live it and grow in knowledge and understanding of it” 

(p. 28). I have remained fully with the question; living and experiencing the question, in 

whatever form it takes (Moustakas, 1990; Sela-Smith, 2002). The transition from the inner 

experience to the outer world that stimulated the question is a characteristic of this phase 

(Sela-Smith, 2002).  

Throughout the incubation phase, it was important for me to separate from the 

question and enter a period where the research takes a backstage to other experiences. At that 

point, I disengaged from the deep focus on the research questions and the research 

participants (Moustakas, 1990). I was aware that I must recognize the value of retreating and 

engage in unrelated activities (Kenny, 2012). Moustakas (1990) asserted that the “incubation 

process gives birth to a new understanding or perspective that reveals additional qualities of 

the phenomenon, or a vision of its unity” (p. 29).  

By the fourth phase of illumination, I expected to bring changes in the way I thought 

about the phenomenon of teacher evaluation (Kenny, 2012). Moustakas (1990) stated, 

“illumination opens the door to a new awareness, a modification of an old understanding, a 

synthesis of fragmented knowledge, or an altogether new discovery of something that has 

been present for some time yet beyond immediate awareness” (p. 30). Illumination occurs at 

“that moment when there is a breakthrough into conscious awareness of wholes and clustered 

wholes that form into themes inherent in the question” (Sela-Smith, 2002, p. 67). At this 

point, analysis and interpretation occur through the coding process (Miles et al., 2013) to 

make meaning of the co-researchers’ data coupled with my own experiences with the 
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phenomenon. The data analysis process may be depicted as descriptive and interpretive 

coding that formulate themes (Miles et al., 2013) or other approaches such as, in my inquiry, 

narrative analysis (Clandinin & Connelly, 2000) through the lens of the socio-cultural 

perspective (Grbich, 2013).  

The fifth phase of heuristic inquiry is explication. Moustakas (1990) stated the 

purpose of this phase is to “fully examine what has awakened in consciousness, in order to 

understand its various layers of meaning” (p. 31), with attention to the tacit dimension of 

phase one. I focused on meaning that I expected to rise to the surface during the process, 

intentionally examining the “deep consciousness of the tacit dimension to examine various 

layers of meanings that have been disclosed” (Sela-Smith, 2002, p. 68). Additionally, as a 

heuristic researcher, attention is given to focusing, indwelling, self-searching, and self-

disclosure, elements of the immersion phase to form an understanding of the experience. I 

also planned to dialogue with critical friends, such as my chair and other colleagues 

concerning what I was finding, careful not to disclose the identities of my co-researchers.  

The final phase of the process involves creative synthesis. At this phase, I planned to 

be intimately familiar with all of the data, its qualities and themes that explicate the wholistic 

meaning and details of the teacher evaluation (Moustakas (1990). I planned to keep a journal 

during the field work phase of the study to aid in the interpretation of the data and identify 

the tensions that Clandinin et al. (2009) speak of as “bumping places as individuals’ lived 

and told stories bumped against the lived and told stories of others” (p. 83). Sela-Smith 

(2002) contended the synthesis phase “tells the story that reveals some new whole that has 

been identified and experienced as a result of this union of the deep-unconscious and the 

waking consciousness and between the internal and the external” (p. 68). The creative telling 



179 

of their stories is a blending of intuition and tacit knowledge. This is where a sense of 

connection and transformation takes place in developing the field report (Sela-Smith, 2002).  

Heuristic inquiry is a detailed structured process that requires adherence to 

procedures and high levels of commitment from the researcher with constant attention to 

self-searching, reflexivity, and reflection. Ultimately, the researcher must surrender to the 

process in order to promote authenticity and trustworthiness of the method (Sela-Smith, 

2002). The other data analysis process significant to these procedures, as previously 

described, are three-dimensional narrative analysis, socio-cultural analysis, and enumerative 

and thematic coding of data.  

Three-Dimensional Narrative Analysis 

Clandinin et al. (2009) explored the concept of a metaphorical three-dimensional 

narrative inquiry. Through their research, they identified three key dimensions that must be 

considered within a narrative to allow for true meaning. The three dimensions represent the 

personal, social, and location of an experience or event (p. 162). The personal dimension 

offers opportunities for both internal and external experiences to provide feelings, hope, 

aesthetic reactions, and moral dispositions. The outward conditions, looking at the past, 

present, and future, provides the social context in the second dimension. The location refers 

to the physical space in which the experience occurred. Narrative inquiry is often described 

as relational methodology (Clandinin et al., 2009). Through the lived experiences, the stories 

of others often permeate our own. When these lived experiences of others, often shaped by 

social, cultural, linguistic, and institutional narratives other than our own, are shared through 

a narrative, it has the ability to change our landscape.  
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Narrative Dimensions 

Temporality traditionally has a relationship with time, known as the progression of 

past, present, and future. When exploring the narrative stories of ourselves as well as others, 

often we draw on past experiences to provide meaning and understanding for what is 

happening in the present. What has happened in the past mitigates the future based on those 

experiences, how they have impacted our lives, and how we make sense of it (Dawson & 

Sykes, 2018). Generation after generation, storytelling has been a means to express thought, 

feeling, beliefs, and context for what has been experienced. As the stories are being told, for 

them to have true meaning, they need to be outlined with a clear beginning, middle, and end 

(past, present, and future).  

The context creates a backdrop to understand the significance of aspects such as 

background, environment, setting, or surrounding events. The narrative stories are grounded 

in the historical and cultural context that brings the stories to life, offering threads of 

familiarity with shared experiences. The context often provides the basis for the story being 

told, along with the framework to provide meaning. In addition, the plot or theme provides 

shape to the story. 

Relationships and narratives are often interwoven. Clandinin et al. (2009) pointed out 

the similarities between narrative inquiry and relationship inquiry. Very seldom, if ever, do 

you see a story based on one person. The stories that we tell often include others who have 

experienced a similar situation or those who shared the event or experience and thereby 

impacting our perception of the story and providing a different layer of meaning.  
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Social-cultural Analysis 

Human experiences are much like a living process that allows these three dimensions 

to take shape and provide meaning to the co-researchers’ stories of their lived experiences, 

with attention to their secret, sacred, and covered stories. Grbich (2013) took this one step 

further, identifying how narrative inquirers, drawing on multiple data, re-story the data to 

develop meaning of the phenomenon. The sociocultural approach recognizes that there are 

situations in which these experiences do not rely on language structures to communicate the 

three-dimensional aspects, but instead rely on a broader framework that people use to make 

sense of daily occurrences and bringing meaning to present experiences by understanding 

past incidents, including historical background and cultural contexts (Grbich, 2013). Socio-

cultural goes beyond the linguistic approach of narrative analysis by incorporating cultural, 

ideological, and socialization in stories. Historical, political, and cultural perspectives of 

climates are integrated in stories to provide a better understanding of the dynamics of 

teachers’ experiences with evaluation.  

Therefore, it is important to pay attention to the narrative dimensions of temporality, 

context or situation, and relationships or interactions in conjunction with the “socio-cultural” 

procedures. There are five steps in the process of a detailed socio-cultural analysis, according 

to Grbich (2013).  

• Identifying the boundaries is the first step. This outlines the specific timeframe 

within the story. Sometimes it is an entire life, but more frequently it is a life 

episode, circumstance, or event.  

• The second step is exploring the content and context of the story. This is where 

people start to make sense of what they have been told or have experienced.  
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• The third step is to compare the perspective of different people within the same 

story or experience.  

• The fourth step is to link the story to relevant topics, political structures, and 

cultural locations. 

•  Interpreting the stories is the fifth step. Being aware of your own positionality 

and reactions will lead to the development of the final story.  

Coding of the Data 

Coding the document and the moving image was done with a more simplistic coding 

approach compared to what needed to be done with the interviews. To provide more meaning 

behind what was being shared by participants, attention to the three dimensions for narrative 

analysis and the socio-cultural process was implemented. In doing this, I was able to have a 

deeper understanding of the experiences and perceptions of the participants. With all data 

sources incorporated, I was able to re-story co-researchers’ data with attention to the 

elements of narrative analysis and the inclusion of historical, political, and cultural 

perspectives of climates in the illumination and explication phases of heuristic inquiry. 

Moustakas (1994) stated, “illumination opens the door to a new awareness, a modification of 

an old understanding, a synthesis of fragmented knowledge, or an altogether new discovery 

of something that has been present for some time yet beyond immediate” (p. 30). Moustakas 

explained that explication would require me to “fully examine what has awakened in 

consciousness, in order to understand its various layers of meaning” (p. 31), pertaining to 

teachers’ secret, sacred, and cover stories. 

The first step of coding is to identify descriptive codes. This step involved many 

codes. The main purpose was to break the document down to identify the definition for the 
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pieces that makes the document a data source. In a sense, this was an act of deconstructing 

the material provided as a data source. Once this step had been completed, interpretive codes 

became apparent. Essentially, this meant that the descriptive codes would begin to unveil 

recognizable patterns in the data collected. The last step in this process was to identify 

themes. This takes the process of finding patterns one step further. When one first starts this 

process, the data source is being deconstructed. Further into the process, it can be noticed that 

the data source is once again being constructed, but not necessarily to the state it was in 

originally. At this point, the knowledge and understanding of the information in the data 

source should be much greater than it was before.  

 This process was followed for each of the data sources; as noted, the interviews 

required different analysis procedures. Once coding had been completed for each data source, 

it was time to synthesize data from all sources. During this stage, it was no longer necessary 

to look at descriptive codes. Some emphasis was placed on the interpretive codes, but most 

of the emphasis was placed on synthesizing the themes. The various sources used had 

corroborating data that supported each other. This information led me to developing my 

findings for this study.  

Re-storying of Data  

Re-storying the data allowed me to deconstruct the data to interpret meaning and then 

construct a holistic story that combined all of the data, documents, moving images, and 

in-depth interviews. This process occurred through the creative synthesis phase of heuristic 

inquiry. The final phase of the process involved creative synthesis. I expected at this phase to 

be intimately familiar with all of the data and to develop trust that was needed to capture the 

secret, sacred, and cover stories of participants. These are the “bumping places as 



184 

individuals’ lived and told stories bumped against the lived and told stories of others” 

(Connelly & Clandinin, 1994, p. 83).  

Re-storying is a complex process that provides shape to the overall experience. 

Re-storying, we could say, is the literary process of re-composing the stories we have “made 

up” about who we are, where we have come from, and where we are headed. The journal that 

I kept during the field work phase of the study supported holistic meaning of themes related 

to teacher evaluation (Moustakas, 1990). Through building the field report the process “tells 

the story that reveals some new whole that has been identified and experienced as a result of 

this union of the deep-unconscious and the waking consciousness and between the internal 

and the external” (Sela-Smith, 2002, p. 68). 

So far, I have provided a comprehensive development of the methodology of the 

study, including elements of the rationale for the qualitative perspective including major 

design elements of narrative and heuristic inquiry, my role as a researcher, and the design of 

the study. The concluding section outlines what I view as the limitations of the study and 

ethical issues that I adhered to when working with human subjects. 

Limitations and Ethical Considerations 

Golafshani (2003) stated that the reasoning for doing qualitative research is to seek 

understanding of a phenomenon in the real-world setting. The goal of qualitative research is 

not to eliminate bias, but to acknowledge the existence of the bias to help ensure validity. The 

researcher in this type of study does not attempt to manipulate the phenomenon. Validation in 

qualitative research is an attempt to “assess the ‘accuracy’ of the findings, as best described 

by the researcher and the participants (Creswell, 2013, p. 249).  
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With every study that is done, it is important that the researcher recognize and address 

the limitations throughout the construction of the study. In doing this, the researcher can take 

measures to ensure the validity of the study. The limitations recognized in this study include: 

(1) internal validity, (2) time constraints, and (3) human error. The participants in this study 

had varying levels of understanding of the components of teacher evaluations and the 

inclusion of teacher-established goals. Since the teachers all came from different grade levels 

or specialized areas, the component in the evaluation might vary slightly based on the content 

being taught. This notion was viewed as internal validity, viewed in qualitative research as 

trustworthiness of the data. (Golafshani, 2003; Lincoln & Guba, 1985)  

Ideally, a study such as this would be done over a two- to five-year period to 

determine the level of growth and development in the evaluation process and the training that 

is done to support both the teacher and the administrator throughout the process. Human 

error is always a factor that needs to be considered. When transcribing and reviewing the data 

collected from the participants, it was necessary to evaluate the process being used to 

complete the study. Prolonged engagement related to time constraints, supports transactional 

validity, which involves learning the culture, testing for misinformation influenced by 

distortions either from self or the participants, and building trust. 

In this study, I identified three potential threats to the validity and reliability: (a) 

accuracy of the data collected and analyzed; (b) interpretation of this process through my lens 

as the researcher; and (c) influencing the participants throughout this study. Also, to 

recognize the threats to the validity, I wanted to indicate the delimitations or state what this 

study is not. The delimitations are: (1) not a study that represents ethnic diversity, (2) not 

urban or rural schools, and (3) not a study of middle or secondary high schools.  
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For a study to be valid, the reliability or trustworthiness must be explored 

(Golafshani, 2003). To ensure a stronger sense of validity and reliability, I used a 

combination of three techniques. The first technique was crystallization. In using this 

technique, I was able to understand this phenomenon from various perspectives. The use of 

this complex process allowed a more thorough understanding of the topic that could break 

any boundaries (Patton, 2015). The use of crystallization versus triangulation acknowledges 

that the results may grow, change, or alter (Richardson, 2003). There is no single truth. The 

second technique I used was clarifying researcher bias. Since I have experienced this 

phenomenon and understand my current role in this concept, it was important to 

acknowledge any biases that may impede the interpretation of the data collected (Creswell, 

2013). The final technique I used was member checking. This technique was used to 

recognize and eliminate any biases that became apparent throughout this study. By using this 

study, I would “take the data, analyses, interpretations, and conclusions back to the 

participants so they can judge the content for accuracy and credibility” (Creswell, 2013, 

p. 252). 

The terms reliability and dependability are frequently used interchangeably 

(Golafshani, 2003). The concept is to examine both the process and the product of the 

research for consistency. The use of audio taping helped ensure the reliability of this study. 

The use of this procedure allowed me to accurately capture the experiences and perspectives 

of the participants. Since I wanted to have open-ended interviews with my participants, they 

were made aware of the fact that I would be recording them prior to the interview. Making 

my participants aware of the recording was also an ethical consideration. However, the use of 

recording may have impeded the level of comfort for my participants, which is an example of 
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reactivity. Reactivity is a phenomenon that occurs when individuals alter their performance. 

This can be a significant threat to the validity of the study being done.  

I have recognized what I consider to be critical biases within this topic. One of my 

beliefs is that teachers do not understand the benefits of teacher evaluations, specifically with 

critical components such as the evaluation tool, observations, feedback, and professional 

development. I believe that teachers want to be effective and efficient in the classroom as 

well as having their students progress academically. I believe that teachers and administrators 

may not be receiving the professional development and/or support to make this process 

useful for the teacher, the students, or the school. Due to these beliefs, I needed to guard 

against being reactive to the participants’ responses throughout the interview process. 

Allowing my words, actions, or expressions to influence the participants’ responses would be 

counter-productive to this study. In addition to this, I attempted to avoid influencing the 

participants with any questions that would be leading. To address this concern, it was 

important that I stress the confidentiality of what was being shared and that I inform my 

participants that they would be encouraged to review the notes and transcribed notes I had 

taken based on their recorded interview.  

Ethical Considerations 

 The Belmont Report was originally written in 1978 (U.S. Department of Health, 

Education, and Welfare, 1978). It was commissioned by the U.S. government in response to 

ethical failures experienced in the medical field. The three basic principles, known as the 

common rules, are identified as: (1) respect for persons, (2) beneficences, and (3) justice. The 

first principle, respect for person, is about treating the participants in an autonomous manner. 

The individuals who volunteer to be the participants need to be protected. The second 
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principle, beneficences, identifies the interest of the research participants and maintaining 

their perspective. The final principle, justice, addresses the burden and benefits of the 

research.  

I have recognized my position in this school as a limitation and an ethical 

consideration. For this reason, I determined that I would not do this study within my district, 

utilizing teaching in my district as participants. However, I am still recognized as an 

administrator and not a teacher. I invited eight teachers to be participants in this study. Due to 

this fact, I needed to guard my actions and words throughout all interviews and interactions 

in this process. I also needed to make sure all participants were aware of my purpose. 

Participants would be aware of the goals, processes, risks, and anticipated benefits of this 

study. Following the processes and procedures to comply with the Institutional Review Board 

(IRB) role allowed me to better structure processes throughout this study. Each participant 

was provided a consent form that identified all steps in this process and what was expected 

from me as the researcher and each of them as the participants. Transparency throughout this 

study was of the utmost importance. It was made clear to each participant that their voluntary 

participation in this study would not impact their role in the school in any manner. It was also 

made known to the participant that they could withdraw from the study at any time.  
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CHAPTER 4 

FINDINGS 

The selection of evaluation as an inquiry related to the limited use of teacher voice in 

the evaluation process was the focus of this inquiry. I determined that a heuristic narrative 

study was the most beneficial to capture the stories of teachers regarding the inclusion of 

their voices in evaluation which adds to their professional knowledge. As noted in Chapter 3, 

Clandinin and Connelly (1996) maintained the professional knowledge landscape of teachers 

involves their secret, sacred, and cover stories. The nature of narratives is frequently used 

within qualitative studies to better understand the dynamics of the phenomenon (Clandinin & 

Connelly). The use of this perspective allowed me to process the stories shared by the 

participants through their authentic voices. With my background in teacher education and 

experiences with annual evaluation, I share a common experience with participants. Heuristic 

inquiry is a form of phenomenology which involves self-search, self-dialogue, and self-

discovery (Moustakas, 2001). Hence, this study used heuristic and narrative to explore the 

following questions: 

 Central Question 1: What stories do teachers tell about the evaluation process? 

a. What do teachers believe and understand about key components within the 

evaluation process for improving practices? 

b. In what ways do teachers perceive how evaluation enhances their classroom 

practices?  

Central Question 2: Drawing on the stories of teachers, what is needed to improve the 

process of teacher evaluations? 

a. What supports for evaluations do teachers perceive they need? 



190 

b. How do they perceive their needs can be met? 

c. What professional development opportunities are provided at the school or district 

levels? 

This chapter reports on the findings and addresses the research questions through the 

stories teachers tell about professional knowledge related to evaluation. Clandinin and 

Connelly (1996) suggested that teachers’ professional knowledge consists of their secret, 

sacred, and cover stories. I specifically used the McREL evaluation rubric in the selection 

process of participants, which involved a survey created using Qualtrics and sent to all 

certified teachers in 22 suburban schools that use the McREL evaluation system. Certified 

teachers from these schools were also sent a description of the study with the link for the 

survey. The attached consent allowed them to obtain a more comprehensive understanding of 

the study and the process to be taken.  

Fourteen teachers from the 22 schools completed the survey and volunteered to 

participate in the second phase of TED talks and interviews. The final question on the survey 

allowed those interested in participating to identify themselves and share contact information. 

Using maximum variation sampling, as described in the methodology, eight were selected 

from various Midwestern suburban districts based on years of experiences, content taught, 

and experiences in multiple districts (see Table 1: Participants). All were in districts that had 

adopted the McREL Evaluation rubric. To protect the identity of participants and districts, 

pseudonyms were used in place of names. Their diverse perspectives were based on novice 

and veteran teachers, subject areas taught, and years of experience in current and other 

districts.  
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Some had acquired all their teaching experiences from the district where they were currently 

employed, but others had experiences from various schools. Some teachers only had 

experience in their current assigned role in both situations, while a few had various 

experiences with grade levels or content taught in the same school or district. Hence, 

participants represented various grade levels and content taught, which provided a broader 

spectrum of evaluation.  

Table 1 

Participants 

Name School District Current 

Assignment 

Years of 

Experience 

Experience 

in Multiple 

Districts 

Bama Cedar Elementary First Grade 16 No 

Candy Oak Elementary Title I Teacher 27 Yes 

Kim Maple Elementary Title I Teacher 31 Yes 

Sue Willow Elementary Special Education 22 Yes 

Katie Cyprus Elementary First Grade 3 No 

Candace Pine Elementary Preschool 11 Yes 

Julie Dogwood Elementary Special Educ/PreK 8 Yes 

Jo Locust Elementary Technology 21 Yes 

 

The study utilized three data sources; document review, moving images, and 

interviews which aided the crystallization of findings. The McREL teacher education rubric, 

the document for the study, provided context for the evaluation process. All participants had 

experience with the rubric that was split into five different standards: (1) teachers 

demonstrate leadership, (2) teachers establish a respectful environment for a diverse 

population of students, (3) teachers know the content they teach, (4) teachers facilitate 
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learning for their students, and (5) teachers reflect on their practice. As a rubric, four 

performance levels for various objectives within each standard are: developing, proficient, 

accomplished, and distinguished.  

A TED Talk, which constituted moving images in qualitative inquiry, was presented 

by Bill Gates for viewing by participants; titled, “Bill Gates—Teachers Need Real 

Feedback.” Moving images are recognized within an arts-based inquiry allowing researchers 

to explore multiple, new, and diverse ways of understanding and living in the world 

(Knowles & Cole, 2008). The use of moving images allows sensory experiences to be 

utilized for a better understanding. The video was based on what Bill Gates views as a 

critical component to teacher evaluations, feedback. However, feedback was not limited to 

the administrators; instead, the bulk of it comes from teachers who watch their recorded 

practice. Teachers often acquire educational information, as a form of professional 

development, through the World Wide Web. TED Talks, an accessible platform through the 

World Wide Web, allows people from around the world to view the moving image. After 

viewing the video, teachers wrote narratives based on their perceptions of the presentation. 

 Interviews were the primary and final data source of the study. Each participant was 

interviewed two times. The first interview was designed to grasp the level of understanding 

participants had of the teacher evaluation process. The second interview explored the 

participants’ experiences throughout their careers with teacher evaluations. After each 

interview, I transcribed the information shared by the participant and reviewed and wrote 

field notes based on what had transpired throughout the interview; what I perceived from 

them based on what they shared coupled with my experiences. The transcription was sent to 

the participant for member checking and to verify that I had captured their thoughts and 
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perceptions as they wished them to be described. Participants were encouraged to clarify or 

add detail to the transcription. These steps were taken to ensure a higher level of validity and 

reliability of the study. Once participants verified their agreement with the transcription, I 

scheduled the second interview and thanked them for being part of my research.  

Influence of COVID-19 

Due to concerns with COVID-19, interviews were conducted through Zoom. 

However, this approach proved to be favored by the participants due to scheduling needs. 

Most interviews were done late in the afternoon and early evening hours while participants 

were home. Some of the participants selected weekends to best accommodate their needs. 

The first interview was between 20 and 35 minutes, and the second interview lasted 35-45 

minutes. Implementing the TED Talks, interviews, and data analysis took approximately 

three months, starting early to mid-January and ending late March 2021. The report of the 

findings took place during the month of April. Surprisingly, when asked, most of the 

participants preferred Zoom interviews over face-to-face interviews due to scheduling. For 

example, a couple of participants had young babies and preferred putting them to bed before 

interviewing. Face-to-face interviews after school hours would have been frustrating for 

them.  

Developing Trust with Participants  

Before beginning the study, I had no prior relationship with most of the participants. 

There were two I was more familiar with due to various workshops or school visits 

conducted over past years. A few days before each Zoom session interview, I scheduled a 

Zoom meeting with each participant to introduce myself and review the study, allowing them 

to ask questions. Building trust with participants created a more conducive opportunity for 
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stories to be shared. Just as trust is an essential element within the school culture, the same 

was true for my interviews. Participants needed to be reassured that they were being 

protected and that the process used was genuine, and that their best interests were being 

considered (Owens & Valesky, 2011; Stader 2013). The participants knew I was an 

administrator, and I knew the building principals of some of the participants; therefore, 

power dynamics were ethical considerations. Maxwell (2013) stated that it is essential to 

understand how you influence what the participant says and how that affects the validity of a 

study. This is especially important if the researcher is in a position of power. This was an 

ethical consideration throughout the study; eliminating power as a bias was impossible due to 

my position as an administrator. During the initial meeting, it was made clear that not only 

would information not be shared with principals, but they would not know individuals 

selected as participants for the study.  

Additionally, I developed trust by engaging in conversations about their school day; 

stories were shared about their families or experiences they had with children throughout the 

day. This conversation transitioned into reviewing the study’s purpose. Before beginning 

interviews, it was reiterated that if questions were asked that they did not wish to answer, 

they could say, “I choose not to address that question,” and then we would move on to the 

next question. I reminded each participant that the Zoom interview would be recorded. The 

purpose would be to assist me with transcribing information shared, and they would have 

opportunities to engage in member checking.  

In the following section, I reflect on how heuristic and narrative inquiry were 

combined as key data analysis elements. The stages of heuristic inquiry are outlined with a 
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three-dimensional narrative that also uses socio-cultural analysis and enumerative and 

thematic coding of data. 

Heuristic and Narrative Inquiry Process 

When I first started teaching, I became engaged with evaluation. The initial 

engagement was the first phase of the heuristic research process. Moustakas (1990) described 

this phase as an inward process for connecting to the phenomenon of interest. Much like all 

other educators, my first introduction to the phenomenon of teacher evaluation was my first 

year as a teacher. Through this experience, I understood that there were flaws within the 

system. This idea only became more profound throughout my years as a teacher and then as 

an administrator.  

During the second phase, I became immersed in the process. The main characteristic 

of this phase was the transition from the inner experience to the outer world, which 

stimulated questions about evaluation (Sela-Smith, 2002). Upon developing my purpose for 

this study and delving into the research, the questions started to focus. My primary intent was 

to find out the professional knowledge and experiences teachers had with the evaluation 

process and what they felt needed to be done to improve their process, impacting student 

achievement. Becoming immersed in the research and data allowed for a more intimate 

understanding of past experiences, providing a vision to explore the perceptions of teachers.  

Important to the third phase of the process, incubation, Moustakas (1990) pointed to 

the researcher separating from the question and allowing the research to take a backseat. 

After being immersed in the study and data, giving myself time to process the various 

experiences was a critical component. I was able to detach and reflect, which provided an 

opportunity to let the information be absorbed for forming meaning of the data.  
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The phase of illumination was where my perspective shifted. Moustakas (1990) 

stated, “illumination opens the door to a new awareness, a modification of an old 

understanding, a synthesis of fragmented knowledge, or an altogether new discovery of 

something present for some time yet beyond immediate awareness” (p. 30). Through the 

analysis and interpretation of the data through re-storying, the meaning of evaluation for 

participants was revealed. Even though deconstruction was still occurring during 

illumination, the storyline for each participant was beginning to come together. 

As this study progressed, heuristic and narrative approaches were interwoven. 

Re-storying what participants shared allowed the data to emerge through their experiences. 

The three-dimensional narrative and socio-cultural processes provided an opportunity to 

bring all forms of data together, documents, moving images, and interviews, to tell their 

secret, sacred, and cover stories. The socio-cultural analysis is significant to the socialization 

of teachers in schools and classrooms where they encounter the political and historical 

development of teacher evaluation (Grbich, 2013).  

The fifth phase of heuristic inquiry is explication. As a heuristic researcher, attention 

was given to focusing, indwelling, self-searching, and self-disclosure. Taking advantage of 

opportunities to discuss what I had experienced so far with close friends, who were teachers 

and principals, allowed me to understand where I stood with what was shared. Even though 

my close circle of friends and colleagues were unaware of my co-researchers, we had 

conversations about elements shared that I found surprising, or connections made that 

aligned with my thinking. During this phase, I started to reflect on my current practices as an 

administrator, how I may contribute to the problem, and what I could do to improve 

evaluation. 
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The final phase of the process involves creative synthesis. At this phase, I started 

reconstructing the multiple data shared, documents, interviews, and perceptions about the 

TED talk. Comparing participants with each other and comparing my experiences with those 

of the participants, I noted several instances of similarity. Clandinin et al. (2009) spoke of 

“bumping places as individuals’ lived and told stories bumped against the lived and told 

stories of others” (p. 83). Looking through my lens as a teacher and a principal offered a 

sense of humility that I had not expected. This was where a sense of connection and 

transformation occurs in developing the field report (Sela-Smith, 2002).  

Heuristic inquiry is a detailed structured process that requires adherence to 

procedures and high levels of commitment from the researcher with constant attention to 

self-searching, reflexivity, and reflection. Ultimately, the researcher must surrender to the 

process to promote the authenticity and trustworthiness of the method (Sela-Smith, 2002). 

The other data analysis process significant to these procedures, as previously described, are 

three-dimensional narrative analysis, socio-cultural analysis, and enumerative and thematic 

coding of data.  

The purpose of this heuristic, narratology study was to understand teachers’ 

perspectives on the usefulness of the teacher evaluation process and how it impacts their 

teaching performance. Incorporating the heuristic and narratology approaches allowed me to 

explore the teachers’ perspectives through their shared stories while adding my experience as 

both teacher and principal to crystallize the information shared. Even though I maintained 

this as my primary purpose for the study, I was not expecting it to encourage and inspire me 

to improve my practices as I work with my teachers. Hearing from teachers what they need 

and how they view the process provided great insight for me as an administrator. 
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Additionally, deconstructing their data supported clarifying various flaws of the process that 

often contribute to the confusion and lack of accountability for evaluation. Maximizing 

student achievement cannot be realized until this disconnect is addressed. 

As the researcher, it was essential to be aware of my own bias and thinking based on 

the information shared by each participant. While conducting the interview, I would write my 

notes based on my perceptions of what they shared or follow-up questions I wanted to ask. 

At the end of the interview, I watched the recorded video. I was able to stop the video 

frequently and clarify my thinking and note-taking based on my thoughts and perceptions. In 

doing this, I could delineate my opinion versus what was shared by the participant. This 

approach allowed me to place a more intent focus on the participant while I was interviewing 

them. I wanted to improve the process currently recognized and find a way to make 

evaluation more meaningful to eight teachers, who were co-researchers with me, to enhance 

their classroom performance. Initially, I had expected my experience as a teacher to be the 

resounding voice, but I realized that it was my role as an administrator that I reflected on 

frequently. Throughout the study, some elements were similar from one participant to the 

next. However, some details were vastly different. When reviewing my notes after my last 

interview, I found that I was surprised by what was shared while other information revealed 

was precisely as expected.  

Analyzing the chronology of stories enabled me to share depth and intensive meaning 

of the evaluation process. Through re-storying, I was able to share each participant’s 

experiences while also expressing how experiences impacted the evaluation process, which 

created a stronger sense of purpose and emotion for the participant. I had to maintain a sense 

of balance between sympathizing with what was being shared and understanding their 
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experiences with evaluation. My findings from this study are revealed in the following 

section. Maintaining my heuristic lens gives more depth to the stories of my co-researchers. I 

first report on the documents, followed by the stories of eight teachers with all data integrated 

to provide a holistic telling their stories with evaluation. 

Reporting on Findings 

Document Analysis 

The McREL Teacher Evaluation rubric (see Appendixes F and G), analyzed as a 

document, is divided into five standards for teachers: teachers demonstrate leadership, 

teachers establish a respectful environment for a diverse population of students, teachers 

know the content they teach, teachers facilitate learning for their students, and teachers 

reflect on their practice. The coding cycle for this document revealed three relevant themes: 

Classroom Practices, Professional Growth, and Depth of Knowledge/Performance Verbs. 

All three themes were recognized within each standard. When reviewing the coding 

process at the illumination and explication phases of heuristic inquiry, I realized that the two 

main themes of Classroom Practices and Professional Growth were connected to the 

professional landscape of teacher knowledge (Clandinin & Connelly, 1996) regarding sacred 

stories, cover stories, and secret stories. Classroom Practices are the most factual and 

accurate versions of what happens within the classroom with those present, typically the 

teacher and students. What was recognized within Professional Growth can be seen in all 

three types of stories as well: sacred stories, cover stories, and secret stories. Sacred stories 

are often shared when professional growth is achieved outside of the school—what teachers 

perceived their stories must be about evaluation practices within the school. However, when 

looking specifically at reflective practices, there was a greater presence of secret stories—
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those that teachers with similar mindsets told each other (Clandinin & Connelly, 1996). 

Regardless, it can be said that all three stories can be found interwoven within the standards. 

Classroom Practices 

The first theme derived from the rubric was Classroom Practices. Three main 

interpretive codes formed this theme and were apparent in this standard: instruction, content 

area curriculum, and meeting students’ needs. The interpretive code instruction refers to the 

pedagogy aspects of teaching and how the teacher instructs students using various strategies 

and techniques to convey the information. Within the McREL rubric, standard four examines 

how a teacher facilitates learning for students. At the accomplished level, one objective is, 

“Creates a variety of methods to communicate with all students” (p. 9). This section also 

includes different means to measure students’ growth and following steps based on results. 

The second interpretive code was the content area curriculum. Standard three looks at the 

content area taught. One objective within the level of accomplished states, “Applies 

knowledge of subject beyond the content in assigned teaching specialty. Motivates students 

to investigate the content area to expand their knowledge and satisfy their natural curiosity” 

(p. 5). The teacher must know the content and understand how content standards fit into the 

curriculum, while realizing that utilizing effective strategies to teach that content is equally 

important. Throughout the state, an emphasis was placed on teaching the standards, but to do 

so, understanding the scope and sequence, and for elementary teachers, how the content area 

is interwoven was a highly sought-after skill. The final interpretive code for this theme was 

meeting students’ needs. “Effectively engages special needs students in learning activities 

and ensures their unique learning needs are met” (p. 4) is an objective recognized within the 

second standard that explores a teacher’s performance for a diverse population of students. 
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Within this interpretive code, recognizing students’ diverse needs and how to accommodate 

their learning styles was a priority. 

Additionally, measuring growth and providing instruction based on individual needs 

were included. Even when I deconstructed the information between the different interpretive 

codes, the interpretive and descriptive codes were interwoven to support intentional meaning. 

An example of this was when a teacher knows the content but struggles to teach it 

effectively. Both instruction and content area and curriculum are interwoven to provide more 

depth and meaning regarding how a teacher performs. 

Professional Growth 

The second theme derived from the rubric was Professional Growth. Within this 

theme, three interpretive codes were recognized: content, pedagogy, and self-reflection. 

There was a triangulation of growth for all teachers, regardless of content or grade level 

taught or years of experience. The first interpretive code of content was illustrated in 

standard three that evaluates a teacher’s skills in the content area taught. Under the 

performance level of distinguished, one objective states, “Collaborates with teachers from 

other grades or subject areas to establish links between disciplines and influence school-wide 

curriculum and teaching practice” (p. 6). As an elementary teacher, it is vital to understand 

various content areas. Compared to secondary teachers, their knowledge about these content 

areas does not necessarily have to be as deep, but knowledge is needed in multiple areas. 

English Language Arts is a primary area at the elementary level where teachers need to teach 

a student how to read and how to learn from reading for application in other subject areas. 

Within the primary grades, this is an essential skill for teaching content. As the grades 

progress to intermediate grades, additional emphasis is placed on other content areas as well. 
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The second interpretive code was pedagogy.  Content is the “what” of teaching, but 

pedagogy is the “how” of education. All students come in with various learning styles and 

abilities. In standard four, the facilitation of learning provided by teachers is examined. 

“Encourages and assists teachers throughout the school to integrate critical thinking and 

problem-solving skills into their instructional practice” (p. 8) is an objective under the 

distinguished level. Designing instruction to meet those needs best requires skill, which must 

be further developed in the teacher. 

Within both content and pedagogy, acquiring professional growth is essential for the 

continued growth of students. Exploring more effective ways to teach the content and reach 

various learners is paramount to the profession. The final interpretive code was self-

reflection, a concept that is gaining more attention as essential to growth. An emphasis has 

been placed on teachers being able to reflect on their practices to understand where they feel 

strong and where further growth and development are needed. Standard five is based on 

reflective practices. The third performance level is accomplished. One objective recognized 

is, “Participates in professional development activities aligned with goals and student needs” 

(p. 10). Various approaches have been taken to do this: reflective journaling, peer 

observations with feedback, individual teachers videotaping themselves to observe what they 

do are just a few. However, like content and pedagogy, teachers must understand how to do 

this to be most effective. 

Depth of Knowledge/Performance Verbs 

The final theme within the rubric was Depth of Knowledge or Performance Verbs. 

Depth of Knowledge refers to how well the teacher understands an area and how the teacher 

processes information at different levels of thinking (Miller, 2018). The concept is like 
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Bloom’s Taxonomy. There are six levels recognized within Webb’s Depth of Knowledge: 

remember, understand, apply, analyze, evaluate, and create. As a rubric, most objectives 

started with a performance verb found within the Depth of Knowledge. When viewing the 

rubric, observing the objectives written between developing and distinguished, one can see 

how the Performance Verb progresses in levels with the Depth of Knowledge. 

Frequently words such as “understand” are used in areas of development. As the 

performance levels increase, the Performance Verbs also increase based on different thinking 

levels, with words such as create or analyzing at the distinguished levels. This was an area I 

had not realized before deconstructing this rubric. However, I also realized that some ways in 

which this objective was stated were not as measurable because some areas cannot be 

observed. An example of this can be found within the first standard: Teachers Demonstrate 

Leadership. The example comes from the final objective, which was, Teachers demonstrate 

high ethical standards. Under the area of developing, it states, “Understands the importance 

of ethical behaviors.” This is not something that can be observed; therefore, it is difficult to 

measure. However, as the rubric progresses through the performance levels, under 

distinguished, it states, “Models ethical behaviors and encourages others to do the same.” 

This is observable, and therefore measurable. Explanatory narratives are needed in several of 

the levels to understand their ranking if growth is to occur. 

Using this rubric as a document in this study helped to determine how teachers 

understand the evaluation process; therefore, it was essential to analyze the document in its 

entirety. This, too, was a process of deconstructing and reconstructing to understand meaning 

and purpose, which led to the themes of Classroom Practices, Professional Growth, and 
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Depth of Knowledge/Performance Verbs. These themes helped to re-story the data of the 

eight participants regarding their evaluation experiences.  

Re-storying the Data 

In this section, I share the stories of each of the co-researchers. For each, I have 

combined what was revealed in the interviews, the narratives from the TED Talk, and themes 

and interpretive codes from the document (rubric). The themes identified in the participants’ 

data are the same, but the interpretive codes are slightly different; for some, they are just in a 

different order. The five themes are: Principal Knowledge and Skills, Inhibitors of the 

Process, Professional Development for Teachers, Feedback Promotes Growth and 

Development, and Policy Structure. The stories of co-researchers Bama, Candy, Kim, Sue, 

Katie, Candace, Julie, and Jo follow.  

Co-Researcher 1: Bama 

Bama was a 53-year-old white teacher who has been teaching for 16 years. She was 

certified to teach K-9. Her experience as a teacher had been from one school where she 

started teaching kindergarten and was currently teaching first grade. Her highest level of 

education was a master’s, which was in curriculum design.  

 Bama talked quite a lot about pop-in observations connected to the theme of Principal 

Knowledge and Skills. Most of the participants, including Bama, referred to pop-in visits or 

walk-through visits which were conducted by the principal or administrator. This process 

was viewed to be more helpful while creating less anxiety. She said, “The formal observation 

process makes me so nervous that I break out in hives. This year, my principal agreed to do a 

pop-in observation instead of the formal process.” Bama shared her preference and 

experience with the use of pop-in observations compared to formal observation: “My 
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principal frequently comes into our classrooms two to three times a week. She always leaves 

post-it notes with general feedback about what was observed. I don’t see why these visits in 

our room can’t replace the formal observation.” Secondly, principal’s use of videotaping as 

an interpretive code was important to Bama. The principal’s use of videotaping was 

recognized as one way to address the anxieties teacher may feel. The teacher would select a 

video for administrators to view collectively with the teacher. She wanted the principal to 

observe videotapes of her teaching to provide meaningful feedback as part of the evaluation 

process.  

Her analysis of the TED Talks also reflected the usefulness of videotapes for 

observing teaching. Bama’s narrative provided from the TED Talk stated, “At first, the 

thought of videotaping myself was a hard no. However, after listening to the presentation and 

hearing what the teachers had to say, I can definitely see the benefit.” Through our 

interviews, Bama appeared to have reflected on her thoughts about the Bill Gates 

presentation. She stated, “When I watched that video, I really got to thinking about how this 

would help me see what I was doing right, what I was doing wrong, and even those things I 

was completely missing.” Bama did not talk as much about the knowledge that principals 

needed for successful evaluation but felt that principals should be prepared to identify 

teachers who need support and mentoring. Neumerski et al. (2018) emphasized that 

instructional leaders need to pair teacher observations with student achievement or growth 

within the evaluation process. However, his findings suggested that principals reported 

insufficient preparation and time to effectively conduct observations to align with 

instructional leadership. 
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 Professional Development for Teachers was also important to Bama, who was an 

experienced teacher with a graduate degree. Again, videotaping of self and reflection was 

something she felt would assist her to improving her teaching. Videotaping of self and 

reflection is defined as one way to improve teaching. These instances were highlighted in the 

narrative response to the TED Talk and her interviews. She wrote: 

The teacher presenting with Bill Gates shared how videotaping herself and watching 

that video really changed her perception of what she does and has improved her 

teaching. It made a lot of sense and I feel like this would help me.  

 

When thinking about her current reflection practices, Bama shared,  

Right now, I toss and turn at night thinking about specific lessons and how I could 

improve what I do in the classroom. I like the idea of being able to watch my lesson 

and take notes about what I am seeing to improve how I teach. 

 

Bama discussed her instruction in various content areas, identified as objectives within the 

McREL document, specifically the standards. Knowing that there are concepts within the 

content areas that teachers struggle with, she stated,  

Sometimes you have those areas that you really want to develop into stronger lessons. 

Being able to videotape myself and watch what I am doing would help me see exactly 

what I need to do. Sharing that with a teacher friend would let me see her thoughts on 

what advice she would give. 

 

Darling-Hammond et al. (2017) identified the importance of educating the whole child, 

stating that supporting a child’s growth across all developmental pathways is pivotal for their 

success. These pathways include the physical, psychological, cognitive, social, and emotional 

elements. Addressing these areas will reduce stress and anxiety that can impede learning. 

Observations by other teachers or experts were opportunities that Bama had recently 

experienced. Observations by other teachers or experts involved other people from the 

district or others identified as experts to observe teachers as ways to strengthen teaching. 
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There is a strong reliance on human resources to make this happen. When describing this 

experience, Bama shared, “Our district instructional coach helped me this year with some of 

the phonics activities I was trying to do through technology during the pandemic. Knowing 

that this was not my principal made me feel more comfortable talking with her.” Teachers 

desire a high level of feedback that will improve instruction in their classroom (Jiang et al., 

2014). Bama shared that she felt like she was able to get more out of this conversation since 

this coach was not considered her superior. She stated, “I didn’t worry about her judging me 

or thinking poorly of me. I was able to ask questions and when I didn’t agree with her, I felt 

comfortable saying that.” Darling-Hammond (1998) identified components that made a 

lasting impact on professional development such as mentoring, peer observation, and 

coaching. In other words, collaboration with peers and other teachers to improve instruction 

was relevant to Bama’s class. Svendsen (2020) identified learning communities and 

collaboration as one of the key components of effective professional development for 

teachers as well as relationships and trust. Bama trusted her peers and had solid and strong 

relationships with them.  

Like most schools, much of the Professional Development for Teachers in Bama’s 

school is based around programs being implemented. The discussion Bama had regarding the 

professional development was limited in relation to the evaluation process. She stated that 

most of their development is based on programs being implemented.  

There may have been a couple of days that we went back to the classroom going, I 

got some good information today that I can take back to my classroom. For the most 

part you’re like, that’s an hour or half a day of my life I’ll never get back. 

 



208 

Bama found it frustrating that the professional development she had experienced had little 

impact on her performance in the classroom. She regarded these opportunities as something 

she had to go through rather than something that could guide her instruction.  

 Inhibitors of the Process was a theme recognized by most participants, including 

Bama. Process as a formality, a sub-theme or interpretive code of the theme, was a 

frustration for Bama. Defining process as a formality, teachers view this formality as simply 

checking the boxes to complete a required task. She expressed: 

When the principal reaches out to set up my “formal” observation I immediately start 

breaking out in hives. I get sick to my stomach. Then, when she comes in, I am so 

nervous that I do not even think I am making sense. 

 

Bama found it frustrating that even after 16 years of teaching she still reacted to the 

evaluation process in this manner. She acknowledged the idea that this process may not even 

be something of value to the principals: 

I know that the principals have a job to do, but the formal observation process seems 

to be worthless. I don’t even know if the principals like the process; they don’t seem 

like themselves when they come in for a formal observation compared to their pop-in 

visits. 

 

Grissom, Loeb, and Master (2013) reflected on the importance for administrators to have the 

training to observe a teacher in the classroom and provide meaningful feedback to further 

guide instruction. The feedback provided supports the growth of a teacher while also building 

a collaborative relationship. Bama shared that after years of being evaluated, she just did not 

see the value in the formal process. She said,  

They come in with that clipboard and check off boxes. I know they are just doing 

what their bosses tell them to do, but I don’t think that it is useful, even though I 

know I am not supposed to say that. 
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Jiang et al. (2014) pointed out that without buy-in and engagement in the process, teachers 

will not connect the evaluation process with a systematic process of teaching and learning. 

Teachers value the process was an area that was not shared as a form of frustration, but rather 

as a matter of fact. As an inhibitor, teachers do not value the evaluation process as a means 

for growth. Bama was clear in her response regarding the usefulness of teacher evaluations to 

teachers. She said, “I know I am not supposed to say this, but I don’t feel this process helps 

teachers at all.” This was a point recognized by Bill Gates in the TED Talk as well, which 

was why he placed a focus on the importance of feedback in the evaluation process.  

  Feedback Promotes Growth and Development is only true if the feedback given 

identifies areas of needed growth. In relation to this theme, Bama identified that she feels like 

she received general feedback on multiple occasions during her career. The general feedback 

given is provided by the administrator, but not necessarily driven to promote growth. Her 

comments are revealing:  

Those sticky notes that I receive from my principal when she walks through, every 

once in a while, they are specific, but more often than not they are very general, often 

times just identifying what was “recognized” within the classroom. 

 

Bama explained that some of the feedback received by her principal was aligned to what she 

preferred rather than specific components found within the standards. When I asked for 

clarification on this, she stated,  

The feedback was based on specific aspects that were important to the administrator 

in a lesson and not necessarily tied to effective teaching. One of post-it notes I 

received stated that she noticed I was using student-made posters rather than posters 

purchased. 
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In both the walk-through observations and the formal observations, Bama shared that the 

feedback she received aligned with feedback promotes confidence rather than identifying 

how she can improve her practice.  

All of my evaluation meetings have gone very well. I meet with the principal who 

tells me what all have done well and then mentions a few areas that may need 

improvement, but there is no discussion that leads me to a clear understanding of 

what she means or how I can improve those areas. I almost feel like she is supposed 

to mark something that need improving since she doesn’t ever seem to elaborate on it. 

 

Classroom observations and conferences with teachers to provide feedback and 

guidance are designed to improve instruction. Feedback is a critical component. When 

conferences are general in nature, the desired improvement with instruction will not be 

realized (Jiang et al., 2014). Bama shared that she has had a few experiences with peer 

observations and feedback. Peer observations and feedback from colleagues and peers offers 

significant growth for improving instruction. She taught kindergarten prior to teaching first 

grade. When doing this, she was about to watch a fellow kindergarten teacher and a first-

grade teacher during reading instruction. At the time, their school was adopting a new 

program and she was observing teachers who had previously received training.  

I was taking notes like a crazy person. I know the focus was on that new program, 

and I did learn some about that, but I had only been teaching for a few years, so I 

really was engaged with what they were doing and paying attention to things like 

where they were standing, how they transitioned kids to the circle, and how they 

addressed kids who were acting up. 

 

Providing opportunities for teachers to observe peers in the classroom has been a valuable 

practice shared by most participants, including Bama. Realizing that this is a form of 

professional development would better align this component to the process of teacher 

evaluations (Clipa, 2011).  
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 Policy Structure, as a theme, established the participants’ understanding of districts’ 

written guidelines and structure related to evaluation. Bama shared that she understood the 

purpose of evaluations behind teacher evaluations, but still felt skepticism that kept her from 

using this as a process of growth. “I know that the written purpose of evaluations is to check 

in and give up feedback on what is going on in our classroom. Sometimes I feel like it is a 

gotcha.” The policy outlining this process can be found at the district and state level, but 

individual schools often perceive each component in their own way. Policy is defined as an 

unawareness of the specific policies regarding evaluations at the local level. When discussing 

the policy within her district, Bama stated:  

I understand the process that our school uses for the teacher evaluation, but I don’t 

really pay much attention to what the district has in the policy. Maybe that would be 

different if I ever felt like I was a struggling teacher. I don’t feel like the process used 

impacts my teaching. When the principal sends me the report for my evaluation, I 

don’t even read it, I just push the little button to submit it as being accepted. Maybe I 

should, she could really be blasting me in that. When we meet to talk about it, I can 

follow what she is saying based on the report, I just don’t waste my time with reading 

all of that. 

 

Jiang et al. (2014) explained that a significant concern was that even the best policies would 

be dependent on how the individuals interpret evaluation policy with goals possibly 

formulated based on erroneous interpretations.  

Bama felt little value in the process of teacher evaluations. She still experienced a 

great deal of anxiety when the principal conducted a formal observation but welcomed the 

principal into her classroom for pop-in visits. The experiences she had with other experts 

within the district and watching her peers in the classroom provided growth for her. Bama 

wants to continue in her growth as a teacher but felt that so much of what has been does not 

connect to her performance in the classroom. 
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Co-Researcher 2: Candy 

Candy was a 50-year-old teacher who has been teaching for 27 years. Candy has a 

degree in K-6 elementary education, grades 4-7 four language arts, middle school English, 

and K-12 grade remedial reading. Candy’s highest level of education was a master’s plus 20. 

She has worked as a teacher in two school districts, teaching grades four through six, but 

most of her teaching experience consisted of teaching remedial reading. This role has 

primarily been with grades K-6, but she did have some experience teaching middle school 

remedial reading. 

The dominant theme recognized when interviewing Candy was Principals Knowledge 

and Skills. Throughout both interviews, Candy shared her frustration with the lack of 

knowledge by her current principal and how this impacts many processes within the school, 

teacher evaluations being one of those processes. Knowledgeable administrators as a sub-

category of this theme was defined as a need for the principal to have knowledge in content 

areas observed as well as knowledge to effectively conduct teacher observations. Candy 

shared,  

I have had observations done with various principals that have provided feedback, 

which is exactly what I want. However, what we have had at our school for the past 

three years has been a joke. Quite frankly, it is a waste of my time and lacks any 

ability to improve teaching for anyone. 

 

Hallinger and Murphy (1985) contributed to the concept of the instructional leader 

and the importance of identifying needs and developing instructional growth in teachers. To 

effectively guide instruction, the principal must be able to supervise and evaluate a teacher 

with a lens on coordinated curriculum and monitoring student achievement.  
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To be able to effectively provide guidance, Candy felt that principals needed to be 

trained and have specific professional development geared toward teacher evaluations. Train 

administrators/professional development involves the need for principals to receive training 

on the evaluation rubric as well as how to provide feedback. This idea was also supported as 

a critical component in the TED Talk. Bill Gates stated that oftentimes principals have not 

received the necessary training to conduct such a monumental task. Candy shared a recent 

experience in which the principal observed a phonics lesson, specifically long vowel patterns.  

I received my evaluation report and was very mad, I had received negative marks for 

critical thinking. Since I was so mad, I decided I was going to go talk to the principal 

about it and why I had received marks like that during a phonics lesson. That 

discussion made me even more upset, but I also realized our principal had no idea 

what he was doing. Not only could he not explain how to incorporate critical thinking 

into my phonics lesson, but he also couldn’t even tell me what critical thinking was! I 

had to define it for him. 

 

Candy shared that at this point she had dismissed this principal as one who could not possibly 

provide any feedback to the teachers and decided she would be left on her own to continue to 

develop her skills as a teacher.  

Due to her recent experiences, Inhibitors of the Process was a relevant theme for 

Candy. She has been teaching for 27 years and has worked with many principals over her 

tenure. However, her experience over the past three years has left her with a jaded 

perspective. Candy does not have confidence in the process. A lack of confidence in the 

process inhibits the principal from being able to identify what the teacher needs and how to 

monitor growth. Candy shared that they had implemented a new procedure where they must 

look for and mark 15 objectives within each lesson, regardless of the relevance of those 

objectives to the lesson. “Whenever the principal comes in, he says he must provide a mark 

on all 15 objectives, even though the lesson may have nothing to do with that objective. It 
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quickly became a check system of over 15 objectives.” Clipa (2011) suggested that if 

teachers are truly to understand the evaluation process, there must be more than an arbitrary 

marking; there must be a narrative communicating specific observable notations that will 

guide a teacher for a deeper understanding of their teaching.  

Based on recent experiences, teachers value the process was a clear inhibitor for 

Candy. When asked about this process and its ability to recognize and support teachers, 

Candy stated,  

It’s a good ol’ boys system. In my roles as a Title I teacher I frequently moved up and 

down the halls. I know what good teaching is. We all see what is going on. I don’t 

understand why some things that happen are not being addressed. There are teachers 

just sitting at the desks and not interacting with students at all. Not only that, but the 

test results also show that there is a problem too. It is all a matter of who you are.  

 

 Based on all she shared, Candy stated that she does not trust the process used. She has been 

at this school for quite some time, but the past few years really shifted her perspective on the 

value this process has for her and other teachers at her school.  

 Feedback Promoting Growth and Development was a theme Candy recognized where 

she had experienced opportunities over her tenure to develop as a teacher. Feedback 

promotes guidance is feedback viewed as being helpful provided by district coaches or those 

outside the district with specific expertise. Candy shared that several years ago she received 

dyslexia training that made an immeasurable impact on her practice as a teacher. “I had the 

opportunity to become a dyslexia specialist through the state. With this coursework, the 

instructor came to visit me several times. She provided meaningful feedback that has 

changed how I teach kids.” Even though Candy had received meaningful feedback from 

previous principals, what this instructor offered was pivotal in her growth. Identifying, 

analyzing, and providing specific feedback is the main component that promotes growth and 
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develops a high level of performance in teachers (Donaldson, 2013). Feedback that is not 

meaningful or aligned to specific growth areas will leave teachers feeling like the process has 

little meaning when they are striving for growth. Teachers are left confused. 

 Candy shared experiences of observing other teachers within her school. Peer 

observation and feedback aligned with the theme of Feedback Promoting Growth and 

Development involves human resources. Colleagues observed in classrooms and given 

significant feedback improves teaching. “I was in awe of how her lessons were done and how 

she managed her classroom. I still use some of her strategies today after 27 years of 

teaching.” She also felt great value in matching new teachers with veteran teachers to do 

observations over a school year. She observed that teachers are already trying to squeeze in 

things they are told they must do, and she felt this would be one more thing. Even though she 

has experienced irreplaceable opportunities related to peer observations, she stated, “I would 

be concerned about how some teachers would view this. If teachers don’t ‘buy-in’ to the 

value it could bring, that could negatively impact the whole approach.” This was a view 

shared by some of the other participants.  

 Professional Development for Teachers is a theme Candy recognizes as an initiative 

that she pursues on her own. After viewing the TED Talk, Candy’s narrative demonstrated a 

desire to explore videotaping of self and reflection as a means for growth. Her narrative 

stated,  

I think I would benefit from being able to watch my lessons and see what I needed to 

do to improve. I have done this many years ago and got a great deal from it. Listening 

to the teacher on the TED Talk reminded me of the value of this. 

 

Candy shared how self-reflection has impacted her practice and how this would provide a 

deeper level of understanding of what she brings to the classroom. During our discussions, 
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she brought up this topic, repeating what the teacher from the TED Talk stated: “It shifts 

your teaching from abstract to reality.” Additionally, shifting of teaching was mentioned by 

Bama as a beneficial component of videotaping self.  

Policy Structures, as a theme, had very little connection to teacher evaluations for 

Candy. Policy for teacher evaluation was an interpretive code that somewhat surprised me 

with Candy. When asked about this, Candy stated “I have no idea what is written as policy 

for teacher evaluations. I assume we just use whatever the state recognizes.” Candy 

acknowledged the fact that she had not ever thought about policy until this year when she 

received a lower mark on her evaluation. Klein (2015) reported on the law initiated by 

President George W. Bush. One of the points of focus in this law was student accountability 

and teacher performance. Policies were written and mandated as measurements for both 

students and teachers.  

 Candy was the only participant who shared that student achievement data had been 

included as part of their evaluation process but admits that it has not been consistent or 

carried much weight with decision making. “Over the course of the past 10 years we have 

had to collect and review student achievement data. Even though it was a part of our 

evaluation, it had no impact on the teacher.” A valued added model should primarily be 

designed to reflect and stimulate practices that could support student learning and greater 

teacher effectiveness (Darling-Hammond, 2010). When teachers are effective in the 

classroom, students show larger academic growth.  

 As a veteran teacher, Candy discussed many peaks and valleys experienced within not 

only teacher evaluations but teaching as a profession. She shared a desire to constantly 

improve her practice but feels that the barriers she has experienced in her district have 
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provided many frustrations over the years. Throughout our interviews, she shared the 

importance of the administrator being knowledgeable in various content areas, but also 

knowledgeable to provide support to the teachers. Candy, a reading teacher, could benefit 

from a more focused form of evaluation with a rubric and teacher evaluation process that 

includes feedback and reflection, geared toward her growth and development.  

Co-Researcher 3: Kim 

Kim was a 54-year-old teacher who had been teaching for 31 years. She was certified 

to teach Special Education K-6 grade and Elementary Education, K-6. Kim has taught in two 

different districts that were vastly different in size: a small 1A school and a large 4A school. 

In Kansas, school districts are categorized each year by the number of students in the high 

school; 1A schools have between 10 and 104 students and 4A schools have a range of 707-

314. Her experience at the first school was primarily in Special Education. Most of her time 

there was as a K-6 special education teacher, but due to declining numbers, her role 

transitioned to a K-12 special education teacher. Before leaving that school, she taught fifth 

grade. In the second district, she taught third grade for a few years but then moved to become 

a Title I Teacher. Kim’s highest level of education was in Special Education with a 

specialization of Mild Handicap.  

 Professional Development for Teachers was the theme Kim recognized as going 

through a great number of shifts in the past 10 years in her district. The professional 

development has shifted from being solely based on new programs having a focus, not only 

on the individual development of teachers, but on better understanding the teacher evaluation 

process, both as administrators and teachers.  
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The teacher evaluation process has been a focus in my district. Administrators and 

teachers reviewed the various parts in our evaluation to make sure we all understood 

what it is and how it can impact their performance in the classroom. We still need to 

work on professional development and leadership. Those two still need clarification 

and meaning, but boy howdy have we come a long way since I first started teaching 

here. 

 

Kim shared that over the past five years they have shifted their thinking about this process. 

She felt that the understanding teachers now have for this process has really changed within 

their district. She attributed this to the amount of time spent on engagement with professional 

development. Hopkins (2016) found that professional development can help teachers and 

principals understand the different components in the evaluation process and view them as 

valuable information that can impact instruction.  

 The process guides teacher’s practice, an interpretive code related to this theme, is 

defined as the perceived need to identify processes to improve education to impact their 

teaching. Prior to Kim’s district shifting their thinking about professional development, she 

experienced guidance that lacked meaning and deflated teachers’ experiences. However, with 

this shift in her district came a stronger understanding of what teachers need.  

As a district, we adopted to a new system to be used with students who struggled with 

behavioral challenges. My observations after implementing this program left me 

feeling deflated. On my report I saw a lot of “you are not doing this, you are not 

doing that, and you did this wrong.” It was all very negative. This was a few years 

before the district focused on the evaluation system and how to improve the process 

to make a positive impact on a teacher’s performance. My district had transitioned to 

a system of growth. Now it is a different system. Now what I see is, “this is your next 

step” or “this is what we can do to help you get to that next step to improve your 

teaching for students,” which really allowed me to change how I felt about the 

guidance and the process as a whole. 

 

Kim shared that as the approach in her district was changing, she also noticed a change 

within herself pertaining to the evaluation process and her view on teaching in general.  
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 Even though professional development was the first step taken within Kim’s district, 

she recognized that the feedback provided was an integral part of this shift. Feedback 

Promotes Growth and Development was a theme closely connected to professional feedback 

for Kim. Promoting educational dialogue provides opportunities to engage with teacher-led 

discussions deemed helpful to improve teaching. Kim stated,  

I felt that I could gain an understanding and have a voice when the focus shifted to 

the teacher evaluation process. Having an open educational dialogue with my 

principal about my performance also became something I felt I could do, which 

wasn’t necessarily true before.  

 

Kim shared that she did not necessarily attribute this to what was happening in her district, 

but rather her understanding and involvement in the process. She also felt that what she 

contributed to the process was valued differently than it had been before. DuFour and Mattos 

(2013) stated that creating a culture where teachers feel safe and comfortable with 

educational dialogue to improve instruction may take time but can also be quite beneficial. 

There is importance to developing a culture that nurtures collaborative conversations to 

increase student achievement.  

 Feedback promotes guidance was a significant construct of the theme, Feedback 

Promotes Growth and Development. Feedback provided to teachers was no longer a negative 

experience for Kim, but rather a way to identify her next steps. From her narrative written on 

the TED Talk, Kim shared her skepticism: 

I appreciated the teacher sharing her process for identifying ways to improve her 

teaching after watching the video of her teaching. I don’t feel that I have the skills to 

identify specific areas of improvement for myself. I don’t know that I would be able 

to get out of this experience what she was able to. My principal now focuses on our 

next steps when he provides us with feedback which I don’t feel I have the skills to 

do yet. 
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During our discussions, Kim spoke of this skepticism, stating that she liked the idea 

of teachers being able to give feedback but did not feel that most teachers in her district 

would be ready to effectively engage with this component of the evaluation process, due to 

lack of skills. She was concerned about teachers’ ability to communicate steps for 

improvement as well as their desire to do it effectively. Being able to provide constructive 

feedback and identify goals with a teacher promotes the success of the teacher, making the 

evaluation process more meaningful (Alderman & Chuong, 2014). 

The Policy Structures is a significant theme that has shifted greatly for Kim’s district. 

Working collaboratively with teachers has provided meaning for the formal observation 

process, which is recognized as a requirement dictated by the state.  

In our district, we use McREL as the required teacher evaluation program. However, 

we also use other programs to support the formal observation process. During our 

walk-through visits, the principals use Boys Town and the Instructional Framework to 

provide more direct and meaningful feedback. The information taken from these 

programs is then embedded into the formal observation process. 

 

Kim acknowledged that this allows for a more comprehensive understanding of what makes 

an effective teacher and what her next steps could be to improve her performance. As they 

have worked on this process within her district, evaluation policy identifies that multiple 

programs and resources will be utilized to best support teacher growth. The lack of 

understanding between observations conducted and specific feedback based on those 

observations ultimately impacts the teacher evaluation process, rendering them ineffective 

and fragmented (Bersan, 2012; Mette et al., 2015).  

The purpose within this theme is defined as understanding the intent of the teacher 

evaluation process and how it is structured to improve achievement. Based on recent 

experiences for Kim, this now has a deeper meaning. Kim stated that she has always 
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understood the purpose of teacher evaluations, but until the district shifted the focus to 

understanding specific objectives and components within the process, the purpose did not 

have the same meaning. “Understanding the specific objectives that my principal is looking 

at within an evaluation and just in basic conversations has really shifted how I view the 

whole process. It makes me really look at how I structure my lessons.” Kim discussed 

mentoring experiences she recently had with new teachers. She shared how the guidance she 

provides these teachers has also shifted, placing a more purposeful emphasis on the district’s 

policies regarding teacher evaluations and the growth of a teacher.  

Principal Knowledge and Skills are recognized by Kim as being pivotal in the shift 

within their district. Without the focus being intentionally placed on both teachers and 

administrators, successes experienced within her district would not have been as great. 

Training administrator/professional development is an interpretive code Kim addressed in 

both her TED Talk narrative and in our interviews. Bill Gates identified professional 

development for principals to be a critical piece if they were going to be able to provide 

feedback to teachers effectively. Kim shared that this aspect has been very important in their 

growth as a district.  

Our principals spent a great deal of time breaking down our rubric and what was 

valued as a district to improve the growth of teachers. They discussed it as an 

administration team and then brought in teachers to get their input. They went 

through this process multiple times before getting to where we are now. Granted, each 

principal still does things in their own unique way, just like teachers do in the 

classroom, but the structured and identified value are the same. 

 

Kim discussed how her view of her principal has changed dramatically. She mentioned how 

real he seems now since she was able to see him change with the teachers. She felt that the 
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amount of respect the teachers have for him has really impacted the relationships between 

teachers and the principal.  

In many districts, principals create a culture of nice, allowing teachers who are not as 

effective to remain in their position with minimal, if any, growth. Identifying those who need 

support is defined as a perception that principals need to acquire the knowledge and skills for 

recognizing teachers who are struggling. Kim felt that how principals review progress with 

teachers while initiating more meaningful educational dialogue has proven to be a way to not 

only identify areas that need improvement, but measures that could be taken for development 

and growth.  

The principal knows how to provide guidance and facilitate educational dialogue. 

That open communication line was the difference between a system that was willing 

and able to do what was necessary for teachers to improve their practice and a system 

that was just doing the required evaluations. For this communication to occur, 

building a relationship of trust must be a priority. 

 

Building trust does not happen overnight but is a valued component for teacher growth. 

When teachers are effective in the classroom, students show greater academic growth 

(Callahan & Sadeghi, 2014; Darling-Hammond & Ducommun, 2010; DuFour & Mattos, 

2013). 

 Inhibitors of the Process, theme 2, are a realization for all participants, but Kim does 

not view these as significant as others. One element that has changed drastically for Kim is 

teachers value the process. A great contributor to this change has simply been the knowledge 

that Kim has acquired about the purpose of teacher evaluations and the specific components 

recognized to impact her performance in the classroom. The level of ownership that has 

developed over the past years due to the district’s focus can be credited for this change.  



223 

Knowing and understanding how what I was doing in the classroom and how I was 

being evaluated suddenly connected. Even after I had met with my principal, I was 

able to see things we had discussed during instruction. 

 

A lack of understanding and input from teachers leads to much controversy with teacher 

evaluations and creates a barrier. The disconnect between teacher voice and the evaluation 

process limits teacher effectiveness (Jiang et al., 2014). 

An inhibitor recognized by all participants is confidence in the process; a lack of 

ability to identify and support needs that promote teacher growth. Kim, however, felt that her 

thinking within this area has evolved. Prior to understanding the process as she does now, 

Kim felt that this process was just a mundane task. 

The change in my district has been pretty great. Teachers see more substantial value 

for the teacher evaluation system in my district. I feel sorry for teachers in other 

districts that I network with. We were there once, and I know what that feels like. 

 

She felt this was attributed to the district’s focus and the amount of time that has gone into 

reviewing, understanding, and clarifying the various aspects within the process. Recognizing 

that changes like this are a process, and collaboration is a critical piece of that process allows 

not only for a change to occur, but one that could be easier to sustain.  

Talking to Kim was very encouraging. As someone who has been a teacher for many 

years, she seems to have experienced an invigorating mind shift. Recognizing the growth 

within her district and attributing the successes experienced to individuals, schools, and the 

district itself were inspiring. Realizing that things are not effective and doing nothing is 

frequently experienced within districts. However, embracing the realities of ineffectiveness 

and devoting a school system to forge forward to develop positive changes are encouraging 

steps. Even with the work that has been implemented to this point, Kim recognizes that there 

is still more work to be done. “It is a work in progress. New mandates will come out, new 
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teachers and leaders will come on board. If we allow the focus to shift, we could easily slide 

backward.”  

Co-Researcher 4: Sue 

Sue was a 51-year-old who has been teaching for 22 years. She shared that she was 

certified to teach Elementary Education and K-9 Special Education. Sue, by far, had the most 

experience in various districts. She had the opportunity to teach in nine different districts. 

She shared that her husband was a coach, and therefore they have moved around quite a bit. 

Sue initially taught fourth grade, but most of her years of teaching have been in Special 

Education. Her highest level of education was a Master’s in Special Education. 

 Inhibitors of the Process was the primary theme within Sue’s data. As a special 

education teacher, confidence in the process was seriously lacking. Regardless of the school 

districts where she worked over the years, Sue felt that the teacher evaluation process lacked 

guidance for special education teachers.  

I have always received very high marks on my teacher evaluation, but it has had no 

impact on my performance in the classroom. It was clearly just a formality. One time 

my principal had to miss our scheduled time for him to be in my room for the 

evaluation. He later caught me in the hall and stated that I was doing a good job. He 

would just fill out the form and submit it. 

 

Sue appreciated the fact that the principals apparently had confidence in what she was doing 

in the classroom, but acts such as simply completing a form led her to believe the process had 

no impact on her performance. Danielson (2010) identified a need for skilled evaluators to be 

able to recognize different components, interpret level of performance, and provide 

meaningful feedback to support growth.  

Due to her experience, the interpretive code teachers value the process was a great 

concern for Sue. She shared similar experiences as Candy, who was able to recognize 
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effective teachers simply by walking up and down the halls and seeing what was happening 

in classrooms. As a special education teacher, she is frequently in classrooms and cannot 

understand why principals do not act when they see ineffective teachers.  

Everyone in the school knows who the ineffective teachers are, it is no secret. What I 

don’t understand is why nothing is done about it. It is very difficult to see a teacher 

just skating by, doing the minimum, when there are others out there busting their butt 

to do everything they can for their students. 

 

Weisberg et al. (2009) promoted the adoption of dismissal policies for ineffective teachers 

that are fair and effective. Teacher effectiveness has been addressed in several reforms that 

developed into law (Klein, 2015). Providing support for growth is the goal but maintaining a 

level of accountability is important to ensure growth. 

The Policy Structure as a theme provides school systems with the framework to 

ensure a high level of teacher effectiveness. However, what is written as policy and what is 

implemented are often two different things. Sue felt that the purpose for teacher evaluations 

is good, and she has a clear understanding of what has been done. She shared, “I think 

they’re intended for the teacher to grow as a professional. That’s what I think they are 

intended to do, but that does not happen.” Sue stated that until there is a clear understanding 

for all the components and roles being evaluated, the teacher evaluation will continue to lack 

effectiveness. Gozali et al. (2017) have explored policies written that teacher evaluations 

must consist of listening to the opinions and observations teachers have regarding the teacher 

evaluation process. Doing this will provide valuable information about schools and how to 

improve teacher effectiveness.  
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Formal observations related to the theme of Policy Structures are a critical 

component in the teacher evaluation process, but Sue shared evaluations are conducted 

ineffectively and have little to no impact on her performance in the classroom.  

When it came time for my formal observation, the principal would visit my room for 

30 minutes, summarize the lesson, and then give me a ranking at the end of the year. 

A lot of times I would not see anything between the time of the observation and our 

meeting at the end of the year. We would talk about the different rankings and what 

each objective meant, but there was no connection to what I had done in the 

classroom, especially since there was so much time between the observations and 

when we would meet. 

 

Observations conducted by the administrator is one of the four main components recognized 

by most states for teacher evaluations. The connection between the act of observing, 

completing the rubric for teacher evaluations, and giving feedback must have a strong 

connection to the process with feedback provided in a meaningful and timely manner. 

(Callahan & Sadeghi, 2014; Darling-Hammond, 2000; DuFour & Mattos, 2013; Phillips et 

al., 2014). 

 Feedback to Promote Growth and Development, as a theme, resulted in positive 

outcomes for Sue, but what has impacted her performance in the classroom was provided by 

outside experts on specific topics. Feedback promotes guidance was realized for Sue during 

training received through Orton-Gillingham. Sue had the opportunity to be trained through 

this organization where she received feedback that had a significant impact on her 

performance. She videotaped her lesson, then watched and wrote notes on her performance. 

Additionally, the videotaped lesson was sent to her instructor, who also watched the lesson 

and took notes.  

Once we had both watched the video, we met to discuss the lesson. My instructor 

listened to my perceptions intently before sharing her results. I felt that she 

acknowledged what went well and praised my insight from what I had observed 
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during the lesson. When she shared her thoughts, she had several particular points of 

feedback to improve my practice. At the time, this was very difficult to hear. Once I 

reflected on the lesson observed and reviewed the instructor’s notes, I realized the 

instructor was right and that I could use that information, not only for this lesson but 

for how I structured future lessons. I still refer to my notes when struggling to reach a 

specific student or teach a particular concept. 

 

Sue shared that she was not used to this type of feedback, but that the value in what she 

experienced had such a strong impact on her performance that she still refers to the specific 

feedback and notes provided. “The specific pieces that she was able to pick up on amazed me 

at first. She was so in tune to what I was doing, and she knew of ways to provide guidance to 

improve my instruction,” Sue wrote about this experience in her narrative after the TED 

Talk. Having experience with this herself, she was able to look at feedback differently than 

those who never had this opportunity. Most evaluation systems recognize classroom 

observations and conferences with the teacher about those observations as critical aspects of 

the evaluation process (Bersan, 2012). However, providing guidance to improve instruction 

is also a valued component. Teachers need to know not only what was observed that could be 

further developed, but also how to improve those areas.  

 With observations conducted by the principal, Sue always felt that the principal had 

confidence in her performance in the classroom, even though her evaluation lacked specific 

feedback. Feedback promotes confidence for Sue gave her the reassurance that she was 

performing at a high level.  

The principal was always very positive and seemed to have confidence in what I was 

doing, but their feedback was not specific and did not impact my performance. I’ve 

never gotten good feedback. It was always, “That was great,” “They were paying 

attention,” or “They enjoyed it.” Essentially the principal would just write down what 

I had done during the observation. I remember one observation where I was working 

with a small number of students, one of the students I worked with directly was non-

verbal autistic. The lesson was going well with that student, but it was clear the 



228 

principal had no idea how to provide feedback or provide guidance to improve the 

student’s services. 

 

Administrators need to be knowledgeable about the content area and lessons observed to 

provide meaningful feedback (Donaldson, 2013). This was identified as a concern with most 

of the co-researchers, those in the role of a special education teacher, a Title I teacher, a 

technology teacher, and even a preschool teacher.  

 The Principal Knowledge and Skills could greatly impact the performance for Sue. 

Training for administrators/professional development is not recognized as a deficiency, but 

rather a lack of being able to be an expert in such a wide variety of content areas of 

specialties. Sue acknowledged the fact that it would be very difficult for any principal to have 

extensive knowledge in every role, but that there was value in seeking out those who do have 

that expertise to provide guidance for roles like Sue’s.  

The principals I have worked with have not been knowledgeable or comfortable 

conducting observations providing meaningful feedback. I think it would be 

beneficial to utilize specialty teachers, much like my experience with the instructor 

from Orton-Gillingham. I have also had district level instructional coaches and 

special education directors who have been able provide something more meaningful 

for me. The classes that I teach and the students on my caseload is just not something 

most principals can offer much guidance on to improve my performance. 

 

Weisberg et al. (2009) identified the need to train administrators and other evaluators in the 

teacher performance evaluation system and hold them accountable for using it effectively. 

Acknowledging and utilizing others who may have a higher level of expertise within certain 

content areas or specialty needs to be realized to ensure growth, regardless of the teacher’s 

role.  
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 Sue had a highly impactful experience videotaping lessons to be reviewed by her 

instructor through Orton-Gillingham. The principal’s use of videotaping was a practice Sue 

felt would benefit both her and the principal.  

I think that if I had the opportunity to videotape my lessons now and send them to my 

principal to watch, that would help both of us. Being able to sit with my principal and 

have a discussion about what is happening in the classroom will open a dialogue 

where he can better understand what I am doing, but then he will be able to offer his 

insight in that capacity. 

 

Examining the knowledge leaders should have about various content areas and the evaluation 

process will lead to a more comprehensive understanding. Incorporating teacher voice and 

supporting the specific role of the teacher will greatly impact the culture of the building 

(Fullan, 2007; Owens & Valesky, 2011).  

 The final theme identified in Sue’s data was Professional Development for Teachers. 

As mentioned previously, Sue has had experience with videotaping of self for reflection.  

My first experience with watching myself teach a lesson and trying to identify 

specific aspects of the lesson was difficult. During my coursework with Orton-

Gillingham I had the opportunity to do this four times. Each time it got a little easier. 

I think this had such a great impact on me. I do think teachers would have to be 

trained to do this, but it would be worth it. 

 

There is a growing demand for more intense support for teachers. Professional development 

is a key piece, just as feedback is important. However, for a lasting impact, teachers also 

need time to reflect and collaborate with colleagues (National Research Council, 2000). The 

need to reflect is not a new concept, but it is often one that gets overlooked due to a lack of 

time and knowing how to do this effectively.  

 Being observed by other teachers or experts was something Sue made several 

references to, both with Orton-Gillingham, but also with experts in her district. She had the 

opportunity to work with the special education director as well as one of the instructional 
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coaches. These experiences provided more specific feedback to guide her instruction, 

specifically that provided by the special education director.  

Due to the severity of students I serve, having my special education director observe 

my practice with these students and offer feedback has been very important, not only 

for my growth, but for the growth of my students. Very few people in my school have 

had experience with needs like students I have so getting her help has been very 

important. 

 

Specific feedback following an observation impacts the ongoing development of teachers 

(Campbell, 2019; Hill, 2009; Lopes, 2019). When this is provided by those who are 

knowledgeable about the specific role being observed, a greater impact is likely to be 

realized. 

 Sue has worked in several districts and has received similar experiences with teacher 

evaluations. The feedback received has helped to build confidence but lacked an impact on 

her performance. Sue perceives that principals have a hard time knowing how to support 

special education teachers or having the knowledge to do so. She credited opportunities to be 

observed by others in the district or outside experts as having a greater impact on her 

performance. 

Co-Researcher 5: Katie 

Katie was 32-years old at the time of this study and had been teaching for three years. 

She was certified to teach K-6. Katie had experience from one school where she taught first 

grade. Katie has two bachelor’s degrees, one in family studies and human services and the 

second in elementary education.  

 Even as a new teacher, Katie has felt the frustrations with Professional Development 

for Teachers, theme three. She shared that often her district implements a new program, in 
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which professional development will be provided, but there is no follow up to ensure any 

level of success with that program.  

My school is notorious for rolling out new things…it’s like building the plane while it 

is in the air. The professional development has to do with whatever new program they 

are rolling out. It is about dumping all that “necessary” information and not about 

making us better teachers. 

 

Very little professional development is utilized for the growth of teachers who will be 

responsible for implementing these new programs. 

 Katie has had the opportunity to be observed by other teachers or experts that were 

helpful to her growth as a teacher.  

Since I am a relatively new teacher, I had the opportunity to have another first-grade 

teacher, who was my mentor, come into my room to observe a couple of my lessons. 

This happened one time during my first year and one time during my second year. 

This was very helpful, but the conversations we had were the most beneficial. 

 

For Katie, just like the other participants, there was great value is educational dialogue and 

feeling comfortable to openly discuss what was challenging in her teaching. Nguyen et al. 

(2020) explained that when novice teachers do not feel they are supported, they typically 

leave the school. They often seek support for their development from their administrators and 

colleagues.  

 Videotaping of self and reflections was an approach Katie discussed in her narrative 

from the TED Talk. She liked the idea of being able to watch her performance to better 

understand her approach and characteristics in the classroom.  

I think it would be interesting to see some of those things that we never pay attention 

to. We look at strategies used, and the outcomes produced by our students, but what 

about the kinds of questions I ask or what I do to correct behaviors before addressing 

it verbally. 
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There is a level of vulnerability that one must be willing to face when watching your practice 

in the classroom. Several participants talked about getting past the initial shock of watching 

yourself and getting to the point where you can really pick apart the intricacies of a lesson. 

Ralston (2013) discussed the procedural steps developed by Dewey’s seminal work in this 

area, based on human relations. The final step in his evaluation process is based on reflection 

and problem solving (Dewey, 1916). Approaching a solution without thought and reflection 

often leaves errors. Reflection allows one to see the issue more comprehensively.  

 Feedback Promotes Growth and Development as a theme identifies what most 

participants crave, feedback. Feedback promotes confidence was a factor that Katie felt she 

has always received, but one that does not impact her performance.  

I feel like I do get feedback from my principal and vice principal. However, what they 

share with me does not impact what I do in the classroom. It mainly boosts my 

confidence rather than provide any aspects that could be further developed. 

 

Katie felt that the most beneficial feedback she has received from her principal and vice 

principal came from the back-and-forth conversations they would have in a less structured 

setting. Rigorous and relevant feedback ensures growth toward instructional goals, which 

creates a positive culture. When this is provided, higher levels of performance are realized 

for both teacher and students (Chacon-Robles, 2018; Glickman et al., 2013; Neumerski et al., 

2018).  

Prior to accepting a teaching position, Katie worked as a paraprofessional in the same 

school. Peer observations and feedback were opportunities Katie was able to experience 

early in her career.  

I was working as a paraprofessional in the school before accepting a teaching 

position. During that time, I was able to observe teachers I felt were highly effective. 
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I took pages and pages of notes, it was all very inspiring as a young teacher. Those 

experiences had a significant impact on what I do in the classroom. 

 

Providing opportunities for observations to occur that encourage feedback and meaningful 

dialogue have a stronger impact on a teacher’s performance. When teachers’ input is not 

sought, the usefulness is lost (Alderman & Chuong, 2014). Creating a culture of 

collaboration and trust will build confidence while also making an impact on performance in 

the classroom. 

 Principal Knowledge and Skills was not an area Katie felt was weak in her school, but 

rather that it fell short to provide specific feedback to teachers. Knowledgeable 

administration was an interpretive code identified by Katie.  

I feel that my principal did an excellent job explaining the process and outlining the 

district’s standpoint on the process. It was clear that she knows the steps of what 

needs to be done. However, when it came time to applying that to teachers, she didn’t 

know how to provide guidance. It was very general. 

 

Limited knowledge leads to frustration and a perception that needs are not being met 

(Darling-Hammond et al., 2017). When teachers’ needs are not being met and they do not 

feel supported, they are more likely to leave teaching. The level of knowledge a principal has 

for the lesson being observed was addressed in the TED Talk. Katie shared the disconnect in 

her narrative between what occurred in her classroom and the feedback provided; feedback 

was provided, but it was very general.  

 Pop-in observations were preferred by all participants. Being able to be in the room 

frequently, but in a less formal manner was valued by all.  

I don’t want it to seem like my interactions with my principal and vice principal have 

not been beneficial. The back-and-forth conversation was beneficial. Some were 

based on situations where they would walk through the classroom for a quick visit, 

and others were based on specific questions. Those conversations had a significant 
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impact on what I do in the classroom. I would, by far, prefer the principals do pop-in 

visits rather than their formal observations. 

 

DiPaola and Hoy (2014) identified that the use of frequent observations with relevant 

feedback from the principal has a great impact on a teacher’s performance. Teachers need to 

be comfortable with this process and involved in conversations about what was observed.  

 All participants recognized various attributes that they felt were Inhibitors of the 

Process. A common inhibitor was the process as a formality. Katie said,  

when the principal comes in with her checklist it takes away the value. I think it did 

for my principal too. She just acted differently when they had that checklist; it was 

almost as if they could not be themselves. 

 

Katie felt that the principal was merely being compliant with what she was asked to do, but 

this was a factor that led to frustration. She felt it had little purpose. Most schools recognize 

the four components in the teacher evaluation process; the evaluation tool, observations, 

feedback from administrators, and professional development (Callahan & Sadeghi, 2014; 

Darling-Hammond, 2000; DuFour & Mattos, 2013; Phillips et al., 2014). The disconnect in 

evaluation comes from merely completing a task rather than striving to maintain purpose 

with the task. 

 Teachers value the process was an inhibitor for Katie, even as a relatively new 

teacher. She, like all participants, wanted to feel valued in her teaching and how her 

performance was being measured, but she felt that schools are missing a valuable 

opportunity.  

I want specific feedback to develop my skills as a teacher. So far in the five 

observations that I have had, I usually have my principal tell me that I am doing a 

great job and that they love how I operate my classroom. This always makes me feel 

wonderful as a teacher and has helped build confidence, but I feel like there has to be 

more. 
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One of the interview questions asked participants to share their perspectives about what they 

felt needed to be done to improve the process. Most participants, including Katie, shared that 

the system recognized within their schools was failing to identify areas of needed support and 

development of teachers. Trying to fit all teacher roles into one process prohibits principals 

from recognizing and providing what is needed for the individual teacher. Katie shared, “I 

think the principals know there is a better way to do things, but that they feel they have to 

comply with the district’s process.”  

 The Policy Structure was identified by Katie as needing a change. Formal 

observations were the area all participants, including Katie, found to be the weakest 

component. “Principals come into your room with their clipboard and checklist. They 

behaved differently when they had that checklist; it was almost as if they could not be 

themselves.” Even though Katie felt the implementation of formal observations was a failure 

within the Policy Structure, she also understood the purpose behind it. Like all other 

participants, she felt there had to be a better approach to make the process more meaningful. 

The Hanover study (2015), as a value-added model, encouraged a higher level of focus on 

the individual impact a teacher has rather than using a format that would be used from one 

teacher to the next.  

 Student achievement was an aspect in which most participants experienced anxiety 

regarding teacher evaluations. Even though this was addressed in Race to the Top in 2009 as 

law, most co-researchers admitted that their schools do not include achievement data as a 

measure (Klein, 2015). Likewise, Katie shared,  

We review student achievement data, but it has no connection to our teacher 

evaluation process. Every teacher must identify goals each year. Our goals must 

incorporate some level of student achievement data. Even when we discuss these with 
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teams or with our principal, it is not associated with our performance as a teacher for 

the evaluation process. 

 

Katie felt that this was most likely true for all teachers. Knowing that the state looks at state 

testing results was one thing; connecting it to the performance of teachers was not a reality, 

according to Katie. Previously, evaluations were more one-dimensional, and the focus was on 

the teacher rather than on the teacher’s effects on student achievement (Ludlow, 2010). 

Evaluations were inadequate in differentiating teachers who effectively improved student 

learning.  

Research suggests that a teacher who does not feel supported has a higher chance of 

leaving teaching than those who are supported (Bersan, 2012; Callahan & Sadeghi, 2014 & 

Clement & Cochran, 2020). Katie was currently in her third year of teaching, a pivotal time 

for her. She has a strong desire to receive something more from the teacher evaluation 

process. She wanted strong dialogue between her principal and herself. Through her recent 

experiences, she places great value in observing other teachers and having her principal in 

her room to offer informal feedback. Listening to the voices of co-researchers makes it clear 

that significant changes are needed in the teacher evaluation process.  

Co-Researcher 6: Candace  

Candace was a 33-year-old teacher who has taught for 11 years. She was certified to 

teach K-6 Elementary Education and K-12 English as a Second Language (ESL). Candace 

has taught in three different school districts across multiple states. Her career started with 

teaching K-12 ESL, and then she transitioned to first grade. At the time of this study, she was 

teaching kindergarten. Candace was one class short of completing her Master’s in 

Curriculum Instruction with an emphasis in ESL. 
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 Principal Knowledge and Skills are the first theme revealed for Candace. Since her 

experience comes from three different schools across multiple states, she has experienced 

teacher evaluations implemented in different ways. Candace identified knowledgeable 

administration as a primary need for evaluations to be conducted successfully. “Moving from 

a school system that effectively developed and implemented teacher evaluation to one that 

was not as successful has been very difficult. Gaps in the system were made even more 

prevalent.” Most teacher evaluation systems fail to accurately measure the true quality of 

teachers because the methods used do not discriminate between teachers who are effective 

from those who are considered ineffective (Marzano, 2012). When this is coupled with a 

principal with limited knowledge of content areas being evaluated or components within an 

evaluation system, the outcome will further frustrate teachers and increase the level of 

distrust for the system used.  

Candace liked the concept of principal’s use of videotaping as a tool to evaluate 

teachers. At one of Candace’s previous experiences, her principal used this technique with 

teachers in the school. She reflected on her experience in her narrative from the TED Talk 

and how she shared the values related to evaluation Bill Gates discussed, and she delved into 

this further during our interviews.  

I had an experience where the principal had me videotape a lesson and send it to him. 

Both of us watched the video. Afterwards, he sent me 3-4 questions about what he 

had observed. The questions were designed for me to reflect on my performance. 

After I looked over what he had written, we met and had a very good conversation 

based on what they had observed in the video. 

 

This was one of the positive experiences Candace experienced that she valued, and misses is 

her current position. Mette et al. (2015) stated that barriers will continue to be a reality until 
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there is value placed on dialogue between the teacher and administrator and it becomes a 

standard practice.  

 Candace shared her desire to seek Professional Development for Teachers that was 

geared to specific roles rather than for school initiatives solely. Videotaping of self and 

reflection was a preferred approach for Candace. She discussed how what she and the teacher 

from the TED Talk experienced was parallel. She shared in her narrative, “I took so many 

notes based on what I was seeing from my recorded lesson. It took me awhile to get used to 

the idea of watching myself, but after a few times it was pretty easy.” This approach clearly 

had a strong impact on Candace’s performance in the classroom. In our interviews she stated,  

My last school used two tools that had a great impact on my teaching. One was the 

use of portfolios, but the other was videotaping my lessons. When I did this, I felt I 

had a better understanding of my strengths and weaknesses as a teacher. We met with 

the principal to discuss the lesson recorded, which was very meaningful for me. I 

loved being able to sit with my principal and discuss what each of us had taken away 

from the recording. If we would have just discussed a lesson he had watched, it would 

not have been near as meaningful for me. 

 

Candy appeared to really miss the opportunity to record her lessons and discuss these with 

her principal. As previously discussed, creating a culture where teachers feel safe and 

comfortable with educational dialogue to improve instruction may take time, but can also be 

quite beneficial. To maximize this outcome, leaders must be able to foster a nurturing and 

progressive culture (DuFour & Mattos, 2013; Rath, 2004; Rowlands & Crabtree, 2018).  

Candace had the opportunity to be observed by other teachers or experts which 

provided specific feedback in mathematics.  

As a kindergarten teacher, I was given the opportunity to receive training on specific 

math standards with some of my colleagues. We learned about specific interventions 

to help teach the concepts and did a book study to provide depth of understanding 

geared towards various learning styles and abilities at the primary level. At the end, 
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the presenter was asked to observe in our classrooms and give us feedback on how we 

had implemented the content and interventions. 

 

Candace discussed the value she felt with this experience as well as the camaraderie that was 

built between colleagues. The National Research Council’s (2000) investigation revealed that 

not only do teachers need more specific professional development related to the skill set of 

evaluations, but they also need specific feedback, time for reflection, and collaboration with 

colleagues.  

 Feedback Promotes Growth and Development was another theme Candace discussed 

as a comparison between schools. She reflected on the promotion of educational dialogue 

and the value it has brought to her growth as a teacher.  

The feedback that I received from the math specialist teaching our team about 

specific interventions was concrete. She shared what she was seeing and what she 

was not seeing. The guidance she gave me to strengthen what she observed was good 

because I could implement it right away. 

 

Candace shared that her team spent extensive time discussing their time with the math 

specialist, which she felt deepened their relationships as well as increased their knowledge to 

implement the interventions. Teachers need to feel like they have an active role in their 

performance in the classroom. Promoting this investment creates a culture of trust and 

accountability, leading to an increase in student achievement (Callahan & Sadeghi, 2014; 

Phillips et al., 2014; Riordan et al., 2013).  

 Candace experienced the value of feedback promotes guidance. She pointed out the 

key to value in learning how to reflect was being guided by someone that knows how to 

critically analyze a lesson. Reflection is a skill that can positively impact instruction.  

I have had evaluators give me excellent feedback, and then I have had other 

evaluators where they did not have any experience or much knowledge on my grade 

level. I did not feel like I grew very much from those. One of my previous principals 
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was phenomenal with guiding teachers. Her feedback helped me learn how to reflect 

on what I was doing, which made me aware of what I needed to do to become a 

stronger teacher.”  

 

Alderman and Chuong (2014) specified that for teachers to improve their skill sets they need 

feedback and guidance. Candace recognized that the guidance received was paramount when 

identifying goals and engaging with professional development.  

 Candace admitted that she was more frustrated with the evaluation process simply 

because she had worked in school districts where teacher evaluations were done much more 

effectively. Candace seemed to have more insight regarding the Inhibitors of the Process 

based on those experiences. One of the main factors Candace felt as an inhibitor was the 

process as a formality. “Most principals get caught up in the process’s formality, losing its 

meaning. When this happens, it is no longer effective, but rather something to be completed.” 

In other words, she suggested that formality recognized in school districts becomes a barrier. 

Owens and Valesky (2011) found it quite common for teachers to criticize various processes 

developed at the district level. Teachers feel that those at the district level often are out of 

touch and do not know what individual schools or teachers need to make professional 

development effective. 

 Candace recognized teachers value the process as an inhibitor more than a help to 

evaluation. The disconnect between the process developed at the district level and the 

implementation process within schools is often profound.  

Utilizing sources other than just the principal for observation is very beneficial. There 

is no way the principal would know how to provide meaningful feedback to all grade 

levels. In most schools, the teacher evaluation system is not one of growth or 

judgment but rather a formality that must be completed. Even when the system does 

identify teachers who may be weak, they are not provided any guidance to enhance 

those areas of weakness. 
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Weisberg et al. (2009) addressed the need to identify critical human capital policies at the 

district level. Adopting procedures to support teachers or dismiss ineffective teachers must be 

clearly outlined. The disconnect occurs in the interpretation and the drive for districts to have 

schools follow the same procedure, regardless of teacher need.  

 Even with this acknowledgement, Candace recognized the need for Policy Structures 

and how teacher evaluations are addressed. The implementation of formal observations was 

one aspect Candace felt could easily be addressed.  

Having someone observe teachers who truly understand the role would be a great 

start. The principal’s demeanor during observations is another factor that could make 

a big difference. I would rather have someone in my room 12 times for 15-20 

minutes, than one time for 45 minutes. If they could just watch and interact with what 

we are doing in class, they would have a better understanding. I know they have their 

paperwork they have to complete, but do it when you leave the room. 

 

The formal observation process is one that every participant addressed. The actions and 

environment that is fostered during formal observations compared to pop-in or walk-through 

visits appeared to be a significant factor regarding teachers’ perceptions of barriers. Creating 

a culture of trust starts with the principal having the knowledge and skill set to effectively 

conduct teacher evaluations, which includes understanding the impact of their presence in 

classrooms and how to provide constructive feedback that will promote student and teacher 

growth (Alderman & Chuong, 2014; Callahan & Sadeghi, 2014; Donaldson, 2013; Sawchuk, 

2015). 

 Candace has taught for 11 years and seems to have much insight. Her experiences 

with the evaluation process support understanding the value teacher evaluation can have on 

performance in the classroom. She, like all participants, desires a process that has more 

meaning and can drive improved teaching performance in the classroom.  
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Co Researcher 7: Julie 

 

Julie was 29 and had been teaching for eight years. She was certified to teach Special 

Education at the kindergarten level. Julie had taught in three different school districts within 

45 minutes of each other. Her experience comes from early childhood classrooms, in special 

education classrooms, and within a state preschool classroom with low-income students. She 

has a Master’s in high incident Special Education K-12; she does not have the certification 

that goes that high. 

Feedback Promotes Growth and Development was the primary theme recognized in 

my interactions with Julie. During her eight years as a teacher, she shared that she has 

received useful feedback that has driven her performance to improve. She felt that her 

experiences promoted educational dialogue.  

I have been lucky enough to have my principal in my room frequently, which I think 

allows him to have a better understanding for what is going on in the classroom and 

what I am doing. I think this experience has created an open dialogue, which has 

really helped me develop as a teacher. 

 

Julie also benefited from the written narratives provided by the principal from observations. 

However, either one conducted without dialogue was not as powerful as those done in 

tandem with observations. Darling-Hammond (1998) recognized several key components 

that develop the skills of a teacher’s performance. Embedding learning opportunities into the 

day-to-day happenings and creating a culture of trust encourages a higher level of 

educational dialogue.  

Julie reflected on some of the experiences she had with peer observations and 

feedback. This was not something she has done frequently, but she stated that the 
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opportunities had made a great impact on her skills as well as the chance to collaborate with 

colleagues.  

The teams I have worked with have always worked collaborative, but due to some of 

my experiences observing in their classrooms, it can take on new meanings. Our 

principal provided specific time for peer observations and collaboration with those 

who teach same the grade levels. This really helped our team grow. We were able to 

see the strengths and weaknesses of teachers on our team. This allowed us to know 

who to reach out to when we were struggling with a specific area. 

 

Nguyen et al. (2020) found that most teachers, especially novice teachers, left schools 

because of limited support for their development as teachers from administrators and 

colleagues. By being intentional and providing specific times for teachers to observe each 

other and collaborate regarding pedagogical skills and content taught, the support for further 

growth is fostered. 

The Professional Development for Teachers theme was an area Julie acknowledged as 

a strength of the process. Some schools did a better job about providing meaningful 

professional development, but each tried in their own way. Videotaping of self and reflection 

was an experience Julie had as far back as her student teaching.  

My experiences with videotaping my lessons have by far been the factor that has 

made the biggest impact on my teaching. My first experience doing this was during 

my undergraduate and graduate experience. When I did my student teaching, it was in 

a lab. We were told that we need to be accustomed to people always watching and 

hearing us. Our lessons were all recorded and there were microphones hanging from 

the ceiling. I was able to participate in watching recordings of her teaching. My 

supervisor and I would review various recorded lessons together and have great 

conversations about what I was doing and how I could improve my teaching. I got so 

much out of this. I by far prefer this type of feedback. 

 

One of the schools where Julie taught used videotaping as part of the evaluation system as 

well, which she pointed out in her narrative from the TED Talk. She shared that she still 

refers to these experiences and has even recommended the use of this method with her 
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current school. Bersan (2012) stated that timely and constructive feedback may also be a 

factor as to the usefulness of teacher-established goals in the evaluation process. Those 

evaluated need to understand what needs to be improved and how to reach that point. 

Being observed by other teachers or experts was another approach that Julie felt 

improved her skills. In Julie’s role, she had the opportunity to be observed by the early 

childhood director as well as the special education director.  

I was observed by the principal like everyone else, but the feedback I received was 

more general and not always as helpful. However, I have also had the opportunity to 

be observed by the early childhood director and the special education director. Those 

experiences were much more meaningful. They were able to provide more direct 

feedback, but more importantly, they were able to guide me toward growth. 

 

Being observed by those considered to be experts in the teacher’s role was recognized as a 

benefit by many participants. A focus on the practices, behaviors, and strategies promotes 

effective teaching. Knowledge to effectively identify and provide support in those areas will 

further develop the teacher (Schmoker, 2004.  

Effectively conducting teacher evaluation is aligned to the capabilities of the 

principal. Principal Knowledge and Skills was a priority recognized by all participants. They 

all suggested that pop-in observations would support more frequent visits by the principal, 

which Julie identified as a positive aspect of evaluation.  

Some of my observations were scheduled, but the most beneficial observations 

happened when the principal just popped into my classroom. In two schools I have 

taught this happened quite frequently. I think it gave both an opportunity to 

understand what happens in a special education classroom, but also to interact with 

the kids. It really helped build our relationship. I felt like the principal truly 

understood what I was going through, even if he didn’t have answers or suggestions. 
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It is argued that some of the most important work a principal can do is to work with teachers 

to develop their skills (Campbell, 2019; DiPaola & Hoy, 2014; Hill, 2009). When this is done 

in an informal fashion, there is a sense of trust and collaboration versus formal directives.  

 To support the Principal Knowledge and Skills, Julie noted training for 

administration/professional development is an area that cannot be taken for granted. She 

pointed out the importance of the principal training regarding giving feedback in her TED 

Talk narrative. “Just watching your lesson might not be enough. The principal just observing 

a lesson might not be enough. When you can videotape yourself and talk with the principal 

about what both observed on the video, that is great experience.” During our interviews, we 

discussed the benefit of being observed by someone who truly understands the role and can 

provide guidance for growth. “When they understand the specific role, they can give more 

specific feedback, advice, and strategies to best service her students.” Tschannen-Moran 

(2013) stated that a leader is someone who does more than simply provide teachers with 

access to support related to resources or professional development. A true leader works to 

shape the individual teacher while building trust. 

 Julie seemed to have a more positive view on the Policy Structures compared to most 

participants. The policies of a district should guide what is done in the buildings to foster 

growth. She said,  

I feel like I have a clear understanding of the policies on teacher evaluations. We had 

teachers who worked with district personnel on the specifics written into policy. 

Those teachers then shared that information with the rest of the teachers. 

 

This was an unknown area for most of the co-researchers; several did not know if district 

policy regarding evaluation existed. This may be why some felt there was a disconnect 

between district policy and what happens in schools. There are four components included in 
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most teacher evaluations policies: the evaluation tool used, observations conducted by the 

administrator, feedback from the administrator based on the observations, and professional 

development (Callahan & Sadeghi, 2014; Darling-Hammond, 2000; DuFour & Mattos, 2013; 

Phillips et al., 2014). Additionally, not every school policy or administrator connects all these 

components in a fluent manner.  

 When addressing Inhibitors of the Process, most participants recognized the same 

aspects. Julie observed that the process for a formal observation and how it is conducted is 

not necessarily a fault of the Policy Structures, but more a lack of Principal Knowledge and 

Skills as a result of limited training of administrators.  

Every state requires some sort of formal observation but doesn’t necessary dictate 

how the formal observation is to be conducted. It is the interpretation and how 

principals do it that makes it hard. No policy states to only visit the classroom once or 

twice a year and go in classrooms with a clipboard marking off things observed. 

Principals have a hard job, but until they are given the tools to do evaluations 

effectively, principals and teachers alike will blame it on policy. 

 

Julie pointed this out in her narrative from the TED Talk as well. “Until our leaders are better 

equipped to effectively conduct interviews, we will see pieces that don’t fall into place. They 

are trying, but teacher improvement is not only about teachers.” These divisions are why 

teacher evaluations are frequently a political focus (McNergney & Imig, 2016). 

 Julie shared that she has a different perspective than some of her colleagues. She 

explained that she sees value in the process, but that fellow teachers struggle to find worth in 

the teacher evaluation process. Teachers value the process is an inhibitor that might require a 

dynamic change and a shift in culture. Julie shared an experience that supports the 

perspectives of some teachers.  

My very first observation was tough. It was unlike my character, but I cried through 

the whole observation due to the stress. I felt that I couldn’t respond appropriately or 



247 

provide a reason for why I conducted my lesson as I did. After the observation, I met 

with the principal. I felt that I had to justify my whole philosophy for teaching 

preschool-age children, like free play and centers. The principal told me that my room 

looked like chaotic indoor recess. I became so emotional. I spoke to a fellow teacher 

about the experience who told me to follow up with the principal. During that 

meeting, I was able to have a conversation about my lesson and why I structured it 

the way I did, and how the conversation we had made me feel as a professional. This 

was a turning point for both of us.”  

 

This conversation with her principals was one most teachers would not have broached. 

However, doing this made Julie have a better understanding of the role of the principal as 

well as advocating for self. Daniels et al. (2013) pointed out that collaboration with peers to 

improve practices has also been considered an effective strategy by which to measure 

growth. This is true for collaborating with the principal as well.  

 Julie appeared to have a very good outlook regarding the evaluation process and felt 

her experiences had a positive impact on her performance in the classroom. She made several 

comments that suggested she advocates for her own growth, knowing what has worked for 

her in the past. The opportunities she had to be observed by her special education director 

and early childhood director, in addition to the principal, offered more robust feedback. Even 

with experiences she felt were successful, she could not dismiss negativity shared with 

colleagues about their experiences with evaluation.  

Co-Researcher 8: Jo 

Jo was a 51-year-old teacher who had been teaching for 21 years. She was certified to 

teach K-9. Jo had taught in two different districts but acquired a variety of experiences with 

various assignments. She started as a fifth-grade teacher and then moved to first grade. 

Before leaving the first school, she taught second grade. When she switched school districts, 

she taught fifth grade again and then moved to first grade. She was currently teaching 
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instructional technology. Her highest level of education was a Master’s in Instructional 

Technology.  

 With the experiences Jo has had in different roles, it was interesting to hear some of 

her perspectives. The Principals Knowledge and Skills was a theme recognized in Jo’s 

interview as well as in her narrative from the TED Talk. Jo talked about her most recent 

experience with evaluations and the value of training administrators/professional 

development.  

He wrote a play-by-play of everything you said, just noted down pretty much 

everything that came out of your mouth. During our meeting, he went through that 

and the different things you said and pointed out why this was good or what was this 

that you were talking about or why were you doing that. Though the whole lesson 

was scripted, but the meeting with him was conducted as a casual conversation.” 

 

Jo shared that she appreciated the meeting being held as a conversation. She felt that this 

took away from some of the formality of the whole process. However, she also recognized a 

need for the principal to have the knowledge and training to effectively conduct teacher 

evaluations.  

The value of the systems we do have in place has eroded over time due to 

administration not using the components of the system, so it becomes simply a hoop 

to jump through with no real purpose. 

 

Framing conversations on instruction and reflecting on practices builds a sense of trust when 

nurtured between the teacher and administrator, becoming the cornerstone of growth for the 

teacher (Donaldson, 2013; Gupta, 2016; Kouzes & Posner, 2003; Posner, 2017; Rath, 2004).  

 Pop-in observations were also valued more by Jo than formal observations. She felt 

that the concept of formal observations should be done away with completely.  

So many teachers have so many anxieties with formal observations, but with pop-in 

observations there doesn’t seem to be much of that. When the principal can visit the 
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classroom more frequently, but in a less formal manner, they have a much better 

understanding for the teacher and what they may need. 

 

Jo felt that the most significant barrier to the teacher evaluation process was the formality of 

the observation. The National Institute for Excellence in Teaching (2010) identified a need to 

revamp the teacher evaluation process. According to their report, it should no longer be 

viewed as efficient to observe a teacher once a year; rather, observations should be done 

multiple times during a year. 

 In Jo’s narrative from the TED Talk she shared her perspective on the principal’s use 

of videotaping.  

I like the idea of recording multiple videos that would be submitted to the principal to 

observe and provide guidance based on what was recorded. I am sure that I could 

benefit from watching the videos as well, but I feel that this could be a compromise to 

the formal evaluation process. 

 

DiPaola and Hoy (2014) pointed out the importance of frequent observations, allowing the 

principal to provide more direct and meaningful feedback relevant to the individual teacher. 

Jo promoted the idea of frequent observations. She felt that if this was coupled with recorded 

observations, teachers may not have as many anxieties about the whole process.  

Professional Development for Teachers was an area Jo pointed out that was not 

geared toward those teaching courses like technology.  

Most professional development does not have a great deal of impact on my role as a 

technology instructor. I have a sense of responsibility for this since I was a member of 

the committee that developed and reviewed various professional development 

aspects. 

 

Jo shared that even when she was a classroom teacher, most of the professional development 

was not geared toward her growth as a teacher of technology, but instead toward building 

initiatives. Hopkins (2016) pointed out the importance of not only understanding the different 
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components in the evaluation process, but that there is great value in addressing and 

designing professional development that can impact instruction for all teachers.  

 The TED Talk introduced the idea of videotaping of self and reflection as a key factor 

that could impact teacher improvement. Even though Jo perceived she would benefit from 

videotaping of self and reflection , she felt this experience was more relevant for the 

principal. She revealed,  

“Watching my instruction would allow me to better understand myself as a teacher. 

Even though I do feel I do pretty good with this, I know that experiences like this 

sometimes open our eyes to something we didn’t ever consider.”  

 

Danielson (2013) identifies the purposes behind her evaluation model as that of self-

assessment and reflect on practices. Jo viewed reflection as a practice was limited among 

teachers, admitting that she did not do it as frequently as she would like. 

 One of the main Inhibitors of the Process recognized by Jo was the process as a 

formality. Jo mentioned several times the detriment she felt this offered to teacher 

evaluations. “When I first started teaching, I felt a great sense of trepidation, but now I don’t 

even pay attention to them being in the room.” Jo said that with her years of experience she is 

now in a position where she can have a different perspective, but she sees this as a struggle 

with most teachers. “I feel that principals could gather more useful information with frequent 

walk-through observations. The formality of the checkbox system seems quite ridiculous.” 

Conducting observations frequently and with intentional feedback provides more meaning to 

the process (Alderman & Chuong, 2014). High quality feedback is critical to the teachers for 

informing and driving improved instruction. 

Within her role Jo highlighted another inhibitor of teachers valuing the process.  
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“The rubric and evaluation process needs to look different based on specific roles. 

The areas I need to be evaluated on are quite different compared to a special 

education teacher, a fourth-grade teacher, or a kindergarten teacher.”  

 

Jo felt that designing a rubric based on the role rather than trying to make everyone fit into 

the same box would be a great start to making the process more meaningful. Jiang, Sporte, 

and Luppescu (2015) pointed out that teacher buy-in and engagement are often not realized 

when the evaluation systems are ambiguous, absent of teacher perceptions.  

 Feedback Promoting Growth and Development was a factor Jo thought really fell 

short in effectiveness. She shared that she has received feedback that promotes confidence 

much more frequently, but that there has been very little that has impacted her performance.  

Even though I enjoyed being able to sit with my principal and have a conversation 

about my performance, it didn’t ever have a specific impact on what I did in the 

classroom. I felt very good about the whole process and he always has nice things to 

say, which always makes me feel good.  

 

Teachers need to be actively involved in the development of their skills, increasing their 

efforts toward effectiveness in the classroom. When done collaboratively with the principal, 

this can build confidence in one’s teaching (Menon & Sadler, 2016; Miller et al., 2017; 

Raymond-West & Snodgrass-Rangel, 2019). 

 Jo’s perspective on feedback was less than effective; however, she identified general 

feedback experienced during her tenure that she still reflects upon today.  

During our walk-through observations, the principal will leave post-it notes based on 

what was observed during the short visit. He would write things like “I like how you 

addressed the students’ behaviors” or “your questions made students think.” This to 

me was much more specific and allowed me to focus on the content behind his 

positive comment. 

 

Jo places a great deal of value in feedback that was specific to what was observed. “Direct, 

honest feedback is critical for a teacher’s growth.” She felt that teachers needed this if they 
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were genuinely going to change their instructions, and principals needed to know how to 

provide it. Observing classrooms and providing specific feedback have become known as 

major components that impact ongoing teacher evaluation and professional development 

(Campbell, 2019; Hill, 2009; Lopes, 2019). 

 The Policy Structure was a theme most recognized, but with less value than other 

themes. By law, student achievement is an integrated component within teacher evaluation 

(Close et al., 2018; Davies, 2009; Klein, 2015). However, all participants shared achievement 

data were collected and reviewed in their districts but had no connection to their evaluations. 

The same was true for Jo, who pointed out that, “student achievement has never been a part 

of our teacher evaluations, but it is rather easy to tell those teacher who are more effective 

when reviewing data.” Useful evaluations provide evidence about teacher practices and 

effectiveness, which contributes to student achievement gains (Danielson, 2011; Heinz, 2016; 

Sawchuk, 2015). However, these achievement outcomes are useless when not connected to 

the evaluation process (Darling-Hammond, 2015; Ladd & Walsh, 2002).  

 Jo addressed the policy for teacher evaluations in her narrative from the TED Talk. 

She thought Bill Gates was viewing this through a grander lens to be used across the nation. 

I believe there would be value in a nationwide teacher evaluation process. I think this 

was what Bill Gates was promoting in his video. Even though this would be a shift 

and would bring about a great deal of controversy like the Common Core, a universal 

process would be valuable. 

 

This view was somewhat surprising coming from Jo, since she promotes a rubric designed 

for specific roles. However, after talking more to her about it, this response was more 

connected to the key elements such as number of evaluations, using videotaping, abandoning 

the formal evaluation process, and providing meaningful feedback relevant to the individual 
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teacher. Listening to teachers’ voice in the development of policy and processes related to 

evaluation will offer more significant approaches and what can be done to increase teacher 

effectiveness (Gozali et al., 2017). Jo’s ideas, with further exploration and development, may 

offer guidance when considered. 

 Jo shared her insight that allowed me to better understand the teacher evaluation 

process through the lens of one who teaches a specialized content. Identifying processes that 

can be designed around specific roles might have a greater impact, just as Jo shared. She, like 

all participants, sees very little value in the formal evaluation process and thinks that 

replacing the formal process would be a great start to the re-design of the system. 

Conclusion  

The voices of the eight co-researchers—Bama, Candy, Kim, Sue, Katie, Candace, 

Julie, and Jo—resonated with ways to improve the evaluation process. I would imagine that 

most people conducting evaluation studies contemplate how the results would look if a 

different approach were followed, specifically one that incorporates the voices of teachers. 

For me, a change that comes to mind was if I had the participants watch the video after the 

interviews, what would they have to say. After the TED talk, most of the participants 

identified videotaping as an aspect they felt would improve the process. However, it was 

interesting to hear their perspectives about what should be done with the videotape. Some 

thought they should view it alone, while others felt the principal should view it, and about 

half of the co-researchers felt both teacher and administrator should view the video. After 

speaking with the participants, I experienced a sense of sadness for those who truly were 

desiring something more from their principals. All of them wanted their principals to be in 

their rooms more frequently. 
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Additionally, co-researchers noted the formality of the process was a negative 

experience and ineffective. Most identified some form of walk-through or pop-in visit done 

frequently to gather information determining the level of effectiveness for the teacher, but 

more importantly, to offer specific feedback. Another commonality among co-researchers 

was the need to be observed by someone knowledgeable in their content area, even if this 

was an outside source. For them, providing feedback that was relevant to their role was a 

critical component to ensure usefulness of the evaluation process.  

A few participants recognized the connection between the evaluation tool, the 

observations conducted, professional development, and feedback. However, there was no 

clear distinction by any of them that outlined all four as a collaborative, systematic approach 

to improve performance in the classroom. Additionally, the few that stated student 

achievement data were reviewed did not identify this as an integral part of their evaluation. 

The inclusion of student achievement data was put into law during the Obama administration 

(Klein, 2015). Still, many states and school districts admit that the inclusion of achievement 

data is not done and is ineffective for those that include achievement data (Alderman & 

Chuong, 2014; Close et at., 2018; Klein, 2015). 

Based on the information shared by all participants, there was great insight provided 

by the TED talk; and co-researchers genuinely considered and reflected on their perceptions 

of what was presented by Bill Gates. Common patterns were identified, but they all had 

something unique to be shared. I was surprised to read that several were open to the idea of 

videotaping themselves to improve their practice. I was not surprised to hear that they felt 

value in observing other teachers, which would provide insight and improve their 

performance. One aspect shared by Bill Gates that no one mentioned was students 
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completing surveys based on their experiences in a teacher’s classroom. Student surveys are 

not as prevalent in an elementary setting as in a secondary setting, but regardless, it was not 

an element any of the participants explored in their narratives.  

Answering the Questions 

My pragmatic goal for this study was to better understand the teachers’ perspectives 

about the teacher evaluation process and how the process could be improved to enhance 

classroom performance. I wanted to hear their secret, sacred and cover stories, as described 

in the methodology. There were two central questions formulated to hear their voices. The 

first central question was: What stories do teachers tell about the evaluation process? The 

sub-questions for a deeper analysis were: (1) What do teachers believe and understand about 

critical components within the evaluation process for improving practices? (2) In what ways 

do teachers perceive how evaluations enhance their classroom practices? The second central 

question was: Drawing on teachers’ stories, what is needed to improve the process of teacher 

evaluations? There are three sub-questions for this central question: (1) What supports for 

evaluations do teachers perceive they need? (2) How do they perceive their needs can be 

met? (3) What professional development opportunities are provided at the school or district 

level? An analysis of the sub-questions will be shared to address the central questions. Table 

2 shows themes and interpretive codes for each data source; and Table 3 identifies themes 

and interpretive codes identified in narratives and interviews for each co-researcher. 
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Table 2  

Themes and Interpretive Codes for each Data Source 

Theme Interpretive Codes McREL TED 

Talk 

Interviews 

1. Principal Knowledge and Skills Knowledgeable Administration  X X 

Train 

Administrators/Professional 

Development 

 X X 

Principals Use of Videotaping  X X 

Identify Those Who Need 

Support 

 X X 

Pop-In Observations   X 

     

2. Inhibitors of the Process Teachers Value the Process  X X 

Confidence in the Process  X X 

Process as a Formality   X 

     

3. Professional Development for 

Teachers 

Professional Development X X X 

Videotaping of Self and 

Reflection 

 X X 

Process Guides Teacher’s 

Practice 

X X X 

Observed by Other Teachers or 

Expert 

  X 

     

4. Feedback Promotes Growth 

and Development 

General Feedback  X X 

Feedback Promotes Confidence   X 

Feedback Promotes Guidance X X X 

Promotes Educational Dialogue X X X 

Peer Observation and Feedback   X 

     

5. Policy Structure Formal Observation  X X 

Student Achievement X X X 

Purpose   X 

Policy X X X 
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Table 3 

Themes and Interpretive Codes in Narratives and Interviews 

Theme Interpretive Codes Bama Candy Kim Sue Katie Candace Julie Jo 

1. Principal 

Knowledge and Skills 

Knowledgeable 

Administration 

X  X  X  X  

Train 

Administrators/Professional 

Development 

X X X X  X  X 

Principals Use of 

Videotaping 

   X  X X X 

Identify Those Who Need 

Support 

X  X  X   X 

Pop-In Observations X X  X X X X X 

2. Inhibitors of the 

Process 

Teachers Value the Process X  X  X  X  

Confidence in the Process   X X X  X X 

Process as a Formality X X  X X X  X 

3. Professional 

Development for 

Teachers 

Professional Development   X X  X X  

Videotaping of Self and 

Reflection 

X X  X X X X X 

Process Guides Teacher’s 

Practice 

  X    X  

Observed by Other Teachers 

or Expert 

X X X X X  X  

4. Feedback Promotes 

Growth and 

Development 

General Feedback X  X X X  X X 

Feedback Promotes 

Confidence 

X  X X X  X X 

Feedback Promotes 

Guidance 

      X  

Promotes Educational 

Dialogue 

  X  X  X X 

Peer Observation and 

Feedback 

X      X  

5. Policy Structure Formal Observation X X X X X X X X 

Student Achievement  X X      

Purpose X X X X X X X X 

Policy X  X X X  X X 

 

What do teachers believe and understand about key components within the evaluation 

process for improving practices? 

The participants identified observations and feedback as components of the teacher 

evaluation process, but professional development was frequently not recognized as a 
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component of the teacher evaluation process. Most participants discussed professional 

development in some aspect. Still, it was not associated with the results from the evaluation 

or to improve individual performance in the classroom. Participants frequently recognized 

that the feedback provided offered little if any guidance to improve their performance. One 

detrimental factor resulting from this was the teachers did not feel that the principals either 

had the knowledge or the experience for the role to offer specific feedback. Another aspect 

addressed was the formality of the process and how it seemed to diminish the authenticity 

and sense of collaboration between teachers and principals. There was a desire to structure 

observations to be more like walk-throughs or pop-in visits. Additionally, it was perceived 

that principals need to increase the frequency with which observations are done to glean a 

more comprehensive perspective of a teacher’s skills and ability and identify aspects that 

could be improved. 

In what ways do teachers perceive how evaluations enhance their classroom practices? 

 

Unfortunately, most participants shared dissatisfaction with evaluations they had 

experienced and how little this process impacted their classroom performance. Some of the 

teachers had experience with various evaluation tools, but regardless, the tools used had little 

to do with enhancing the process. For some, a clear understanding of the tool’s specific 

objectives was also recognized as a hindrance. However, several participants had the 

opportunity to be observed by sources outside of the school considered to be an expert in a 

specific field such as early childhood, special education, or dyslexia. Noted from these 

experiences was the specific feedback offered to the teachers that could effectively guide 

their instruction and identify specific aspects to improve performance. 
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Additionally, a few of the participants shared that they had videotaped themselves 

teaching a lesson. This videotaped lesson was reviewed by both the teacher and an expert in 

the field. This gave depth to the expert providing feedback and the teacher grasping a more 

inclusive perception of what they were doing and adaptations to improve practices. However, 

another positive aspect of this approach was that the teacher was guided through a self-

reflection over their performance.  

What stories do teachers tell about the evaluation process? 

Bama expresses the anxiety she felt about the process in its entirety. Even after 

teaching for 16 years, she still gets queasy and breaks out in hives. Fortunately, her principal 

accommodated this by willingly conducting her observations as “pop-in” visits rather than 

scheduled formal observations. She shared that the principal was frequently in the classroom. 

Still, the mentality of the purpose being too formally evaluated rather than simply visiting the 

room created anxiety for her. Candy’s experiences identified some evaluations that have been 

successful in her view, offering her guidance to improve her performance. However, she also 

shared experiences that made her question the principal’s knowledge and how someone with 

limited knowledge in her content area or the evaluation process could provide her with 

guidance. She shared a specific experience in which the discussion was based on critical 

thinking. She was observed teaching a phonics lesson, a lesson that would not typically 

incorporate critical thinking. During the post-observation conversation, she came to realize 

that not only could the principal not identify how critical thinking could be taught within this 

context but that he was unable to define for her what critical thinking was; thus, this 

experience diminished any insight that may have been offered.  
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Both Candy and Sue had positive experiences with sources outside of the school 

observing their instruction and providing meaningful feedback. Both had the opportunity to 

videotape themselves, and watch what was recorded to guide feedback and self-structure 

reflection. They perceived this experience as having a positive impact on evaluating teachers 

and providing insight about lessons gleaned. Sue, however, also shared experiences she had 

with the principals in various schools that caused her frustration. She felt that the principals 

were unable to provide her with any specific feedback. A few times, the principal was willing 

to write up something to acknowledge that she was doing an excellent job without having 

conducted the observation. Even though Sue felt her principals had confidence in her 

classroom performance, she felt that process was useless and merely a formality to meet a 

requirement. Kim shared a different perspective than most. She had been teaching for 

multiple years and expressed that she, too, had poor experiences with teacher evaluations. In 

recent years she has experienced an uplifting change in the process used within her district. 

Teacher evaluations were identified as a point of focus across the district. The teachers were 

invited, with the principals, to do a thorough exploration of their processes and how to 

improve the process and expectations. After working on this for about five years, she shared 

that there have been drastic improvements identified with clarification on objectives within 

the rubric, how to provide specific feedback, and how to support teachers on their next steps 

of identified growth. Kim also pointed out that it was equally important to realize that there 

was still work to be done and evaluation always needs to be an area of focus for continued 

growth.  
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What supports for teacher evaluations do teachers perceive they need? 

Even though the participants shared that the feedback they received helped build their 

confidence, they all felt a desire to have specific feedback that could guide them to be more 

effective teachers. Having an open dialogue with their principal about observations, what was 

experienced during lessons, and what steps could be taken to enhance performance would be 

more effective than merely completing a rubric with checkboxes. All co-researchers 

perceived that the rubric’s information was not something that had much merit. However, 

when the principal would sit with the teacher and discuss the specific objectives, the use of 

the rubric provided context to the rating. Several mentioned a sense of appreciation for 

observations conducted by those who could be considered experts in either their role or 

within a specific program utilized within their role. The participants who had experience as a 

special education teacher expressed the importance of being observed by someone who had 

experience as a special education teacher. 

Another example of this was described by a few participants who had experts with 

specific content such as dyslexia that provided support and offered feedback and guidance on 

future growth. Participants also shared the need to have professional development that would 

support their skill sets as a teacher. There was a clear understanding that professional 

development needs to be done to address building, district, or state initiatives. Without also 

addressing the teacher’s individual needs, the other initiatives would struggle to be as 

successful as possible. One participant stated that a new program might be implemented but 

should be done by addressing the foundation that will support that program. 
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How do they perceive their needs to be met? 

Moving away from the formality of the process was the major identification of ways 

to meet their needs for teacher evaluation. The feedback that could be offered through walk-

through visits in the classroom on a more frequent basis was identified as an approach that 

could provide a more comprehensive understanding of what was happening in the classroom, 

enabling the principal to offer more specific and meaningful feedback. Regardless of who 

was conducting the observation, the person needs to be knowledgeable about the areas being 

observed, identify points of needed improvement, provide specific feedback, and provide 

guidance to improve the teachers’ performance. Being intentional when providing support for 

teachers to observe peers teach in their classroom would enable the teacher to understand 

various skill sets. Some participants experienced opportunities in which substitutes were 

brought in to provide teachers time to do these observations. The participants felt that they 

would benefit from videotaping themselves, but at some level, they need to learn how to 

watch the recording critically, identifying specific areas that could be improved. Self-

reflection was a skill perceived to be taught for the use of videotaping to be deemed 

successful. A few of the participants thought that having a library of recorded master teacher 

instructions would allow them to get more specific with skills sets needing further 

development.  

What professional development opportunities are provided at the school or district level? 

Many co-researchers stated that professional development offered within their 

buildings and districts had little, if anything, to do with their improvement as a teacher. Most 

acknowledged that the professional development was geared more toward various programs 

to be implemented. One participant shared her frustration with this approach but stated that 
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even with these professional development designated toward these new programs, there was 

no follow-up to further support the program’s implementation. Most teachers shared that the 

professional development had minimal impact on their classroom or role. One teacher shared 

that there had been a shift within their district in which a focus was placed on the teacher 

evaluation process. With this shift, some professional development opportunities were 

designed to identify various aspects that needed to be addressed to improve the process. 

Through these opportunities, teachers could voice their perspectives and offer input as they 

worked to improve the process. Another significant factor with this initiative was that it had 

been done over time and was an embedded practice.  

Drawing on the stories of teachers, what is needed to improve the process of teacher 

evaluations? 

 

 All participants shared a need to have the person conducting the observation be 

knowledgeable about the specific components and trained to give specific feedback to guide 

teachers toward growth more effectively. Little merit was given to the formal observation or 

the sense of formality employed to complete the process. Most participants recognized that 

when the perception was that the principal was merely meeting requirements, there was little 

stock put into any results or information shared. However, the principal would approach this 

via walk-throughs and strive to offer more educational dialogue about what was observed 

and guidance to provide support for growth. Based on the information shared, if given the 

opportunity to videotape and watch their lessons, teachers felt they would gain new 

perspectives regarding teaching and areas that may need further improvement. A few 

participants shared similar experiences with this approach. Watching these recordings opened 
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a path for educational dialogue among teachers, principals, and peers with opportunities for 

specific and meaningful feedback.  

Observing other teachers in their classrooms was another aspect identified for growth. 

Seeing how a fellow teacher implements a strategy or technique is more effective than 

reading about it or hearing about it during a workshop. However, to be effective, teachers 

needed to be taught how to look at a lesson being taught, dissect, and assess specific skill sets 

to be replicated in their classrooms. For any recommendations to be successful, the process 

must be identified as a priority for teachers and administrators. Various supports, such as 

intentional time for observations and training, must be provided.  

 Having provided profiles of narrative from the eight participants and answered the 

research questions, in Chapter 5 I discuss findings aligned with recommendations leaders 

must have for effective evaluation, future research, and I close with final reflections.  
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CHAPTER 5 

CONCLUSION 

This study’s intent was based on the idea of improving the teacher evaluation process 

to enhance performance in the classroom. Knowing that teachers are the critical component 

in this process, exploring their perceptions of the process through their narrative tales were 

emphasized. I wanted to hear their secret, sacred, and cover stories regarding evaluation. The 

research questions were centered capturing their narratives to understand what teachers know 

about the process, what they perceive as useful, and what they perceive is needed to improve 

the process.  

Chapter 1 introduced the contextual outline for the study in its entirety. This chapter 

provided a roadmap to grasp the direction and intention of the study. In Chapter 2, the 

literature review promoted clarity and a depth of understanding for the complex system of 

teacher evaluation. In this chapter, a close examination of the history of evaluations, teacher 

evaluation and professional development, culture and teacher voice, and leadership and 

evaluations were explored. The process utilized to conduct the study was the focus of 

Chapter 3 that included sampling techniques for identifying participants and shaping data 

collection and analysis. Chapter 4 presented findings using narratives composed from 

multiple data sets and answered the research questions. In this chapter, I discuss implications 

of findings and recommendations, future research, and final reflections regarding my 

research journey. 

Implications of Findings and Recommendations  

 There were several significant implications of findings realized through the 

crystallization of data that I may not have fully realized without the voices of these teachers. 
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Re-storying their experiences allowed me to understand their points of view while also 

grasping what they value within the process and what could be done to improve their 

practice; hence, impacting learning outcomes for students. Without going through this 

process, the recommendations I would have made may not have carried as much weight since 

it would have been solely my perspective. The study’s co-researchers who shared similar 

experiences, noted in the Chapter 3’s discussion of heuristic inquiry, aided the development 

of implications of findings and several recommendations for improving the evaluation 

process. First, I address the implications drawn from this inquiry.  

Implications of Findings 

 Four components in the evaluation process were recognized as the pillars when I 

initiated this study. Those components were the evaluation tool used, observations 

conducted, feedback based on those observations, and professional development. The 

discussion of implications are aligned within these components.  

Evaluation Tool 

 All participants had experience with the McREL rubric as an evaluation tool. Even 

though there were aspects identified within the interviews that aligned with the rubric, there 

was not a lot of discussion about the use of the five standards: teachers demonstrate 

leadership, teachers establish a respectful environment for a diverse population of students, 

teachers know the content they teach, teachers facilitate learning for their students, and 

teachers reflect on their practice. The main comment I heard regarding this tool was that the 

participants knew what the objectives were under each standard, but results were rarely 

reviewed after an observation. There were aspects in the rubric that participants alluded to in 

our conversations such as knowing the standards and teaching their assigned curriculum. 
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Bama shared, “When I teach the phonics lesson, I know what content needs to be covered 

and the scope and sequence used within our grade level.” Feedback and student needs was 

also discussed by most participants, which was also identified within the rubric. This gave 

the impression that they were in fact familiar with the standards and objectives by which they 

were evaluated, but that there was little value placed on the tool itself. The findings implied 

teachers do not connect with the tool used for evaluation, which could lead to a sense of 

confusion. Teachers who do not acknowledge specific areas of needed growth struggle to 

improve practices. However, the weight of this issue cannot fall solely on teachers; principals 

have the responsibility to lead discussions about performance using the rubric. Understanding 

standards of the rubric, how to observe and measure these, and articulate evaluation findings 

to teachers based on the rubric is where the improvement of the process must start.  

Observation  

 The participants had a great deal more to say about the observations conducted. All 

co-researchers agreed that observations need to be less formal and more like a walk-through 

visit. Results revealed that 88% or seven of eight co-researchers perceived formal 

observations were a negative component within the evaluation process. Formal observations, 

for these co-researchers, tended to lose a sense of genuineness between teachers and 

principals, resulting in a task-oriented performance, absent of enthusiasm for improving 

teaching. Some participants shared that utilizing walk-through visits would eliminate anxiety 

felt by teachers. Jo stated, “When the principals just walk into your room to do an 

observation, there is no sense of anxiety, I just do my thing.” The frequency with which a 

principal was in the room observing a teacher was also recognized as an important element of 

evaluation. Participants perceived that it would be very difficult to fully understand a 
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teacher’s strengths and areas for improvement when visiting classrooms, a minimal amount 

of time. The visitation did not need to be lengthy, which would better accommodate the 

principal’s schedule.  

Another significant factor was the principal’s knowledge of the grade level or content 

knowledge observed. Participants felt frustration in two aspects of this component of 

evaluation. First, they did not really understand what was to occur in the setting for effective 

teaching. Candy shared, “We were working on long and short vowel sounds. My principal 

gave me lower marks for not having a critical thinking component. I felt that was ridiculous. 

Clearly he didn’t know what was happening and how it would have been inappropriate to do 

that in this setting.” Secondly, the principals had limited knowledge on providing guidance 

for the observation to be effective. Teachers felt that not only were they being evaluated by 

someone who did not know their roles; they felt that the process would not help them grow 

as teachers. Several participants experienced opportunities where people other than the 

principal observed their performance in the classroom and provided them with feedback. In 

some situations, these individuals were district-level coaches, while in others it was a peer or 

expert in the area of content. Every person who had experienced observations with feedback 

felt that this was a pivotal point in their growth and development as a teacher. This 

component was the most significant of the evaluation process, especially coupled with 

feedback.  

Feedback 

 Feedback was the premise of the TED Talk, which was well received by participants. 

The educational dialogue held between principal and teacher seemed to be a factor 

co-researchers craved. Most participants who experienced feedback described it as very 
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complimentary but lacking in direction to improve practices. The one person who was 

skeptical of teachers giving feedback to each other said it was because she did not trust her 

skills to be able to identify specific factors to be improved. Kim stated that she liked the idea 

of teachers being able to give feedback but did not feel that most teachers in her district 

would be ready to effectively engage with the evaluation process, due to lack of skills. She 

was concerned about teachers’ ability to communicate steps for improvement as well as their 

desire to do it effectively. 

As mentioned in the previous section, observations conducted by others in the district 

or content area expertise were highly effective. Individuals in specific roles were able to 

provide more guidance while identifying specific areas to improve skills observed. Teachers 

felt that these experiences were sincere and truly impacted their performance in the 

classroom. Sue shared, “I was not used to someone giving me critical feedback. She wasn’t 

just telling me that I had done a good job. She actually gave me feedback that would improve 

my teaching.” The feedback received may have been more difficult to absorb since teachers 

were not used to guidance directly related to their teaching assignments, but after adapting to 

the concept, all other opportunities for feedback did not seem as meaningful. Co-researchers 

shared that discussions of their performance with the principal were an accepted step in the 

process but expressed frustrated due to the lack of direction and specific ways to improve 

their practice. These findings imply that principals need to be knowledgeable about the 

teacher roles and content observed and how to recognize effective as well as weak elements 

in lessons. Julie shared, “As a special education preschool teacher, sometimes it feels like the 

principal doesn’t know the expertise to give meaningful feedback.” They must be willing to 
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have open dialogue about ways teachers can improve their performance. Professional 

development appeared to be a significant component of these conversations.  

Professional Development 

 Of all the components recognized as integral parts of teacher evaluations, professional 

development was the most disconnected. Only 50% of participants acknowledged any type of 

professional development that was geared toward the improvement of a teacher’s 

performance in the classroom, and only one participant identified specific opportunities to 

strengthen individual skills. The co-researchers stated that professional development in their 

schools was aligned to various programs or initiatives adopted by the district. They 

recognized these efforts were often necessary, but if a teacher’s skills are not developed, the 

plan initiatives for implementation would not be as successful. Bill Gates shared the idea of 

videotaping teachers for reflection and individual growth. Several of the teachers had 

experienced this as an opportunity for growth and thought that this approach was highly 

effective for their practice to improve.  

At first, those who did not have any experience with videotaping were reluctant about 

this approach, but after viewing the video, they recognized the value that could be added. 

When asked about the implementation of this approach, 88% or seven of eight participants, 

said they would be interested in implementing videotaping as a regular practice of evaluation 

and reflection. While more supported the benefits of videotaping, they suggested for it to be 

effective, teachers need to have the desire to make improvements and they need to be taught 

how to view a video and be self-reflective. Julies shared, “I have had some great experiences 

with videotaping myself and then watching my teaching. I have learned so much about 
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myself. I took notes about what I noticed and then my principal and I sat down to go over the 

lesson.”  

The participants did not identify this as an opportunity for professional development, 

perhaps because it was not associated with any type of conference or workshop. The 

implications provided in this component are simple: Teachers need to be provided an 

opportunity to develop skill sets identified as areas of needed improvement. Without this 

being provided, how can we expect to see growth? To invest in the success of our students, 

an investment must first be made in the individual growth of teachers.  

Leadership Recommendations for Enhancing Teacher Evaluation 

 Through the voices of my participants, I have identified four recommendations 

leaders must have for effective evaluation. The recommendations are: (1) training on all four 

components (evaluation tool, observations conducted, feedback based on the observation, 

and professional development) for the principal or those implementing and conducting the 

teacher evaluation process, (2) revision of observations, (3) meaningful feedback with 

specific guidance for growth, and (4) videotaping the teacher for self-reflection and growth. 

In the following section, each of these recommendations are described. 

Training Administration 

 The principal or those implementing and conducting the evaluation process need 

training on all four components: evaluation tool, observations conducted, feedback based on 

the observation, and professional development. Each of these pieces has a specific role, but 

none stands alone without the support of the others. Without a full understanding of the 

standards and objectives written within the evaluation tool, it will be very difficult for a 

principal to recognize and provide guidance that leads to improvement in the classroom. 
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When discussing what was observed in the classroom, the principal needs to have the 

knowledge and skill to draw attention to the rubric identifying what the objective means, how 

it was observed within the classroom, and direction for improvement. The areas with lower 

marks should lead that discussion with goals identified for improvement. 

Principals are expected to know a wide variety of topics. Observing teachers is no 

different. The skill set to observe a preschool special education teacher will not necessarily 

be the same as it is for a technology teacher. Recognizing the different roles and factors 

impacting that position must be understood prior to the observation and reflected during its 

implementation. Principals who are not as familiar with specific areas may need to rely on 

the expertise of others to best support growth for the teacher through the evaluation process. 

Utilizing others as a resource is a great way to train the principal to support those roles. 

Additionally, principals need to acquire skillful and meaningful feedback strategies. 

Providing compliments may make teachers feel good, but knowing how to identify areas for 

support and critical feedback will direct teachers toward growth for improving performance 

and student achievement. Once those areas are identified, the principal must guide teachers 

toward acquiring professional development to strengthen their performance. Time is always a 

hard commodity to find in school systems but providing this time upfront will actually save 

time in the end.  

Revision of Observations 

Revisioning the observations to be framed like walk-through visits conducted on a 

more frequent basis will alleviate some of the teacher anxiety while also providing 

opportunities to really understand a teacher’s skill set. The laws that dictate our school 

system rely on an evaluation system that recognize performance levels of teachers aligned to 
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evaluation standards (Klein, 2015; U.S. Department of Education, 2017). However, this does 

not mean that it must be done in a formal process. Observing a teacher five to seven times 

throughout the year for 15 to 20 minutes each time will provide more insight into how a 

teacher performs than one or two sessions for 30 to 45 minutes. Additionally, while 

conducting the observation, they should do just that—observe. Leave the note taking and 

rubric to be completed after leaving the room. This will open the principal’s eyes to really 

taking in what is happening in the room rather than getting distracted by completing a form. 

When combining all the observations for a summative view of a teacher’s performance, the 

principal will have a more comprehensive understanding and will be able to provide more 

meaningful dialogue.  

Meaningful Feedback 

 As previously pointed out, compliments are good and help build a teacher’s 

confidence, but they do not impact growth. Teachers will grow accustomed to receiving 

positive criticism if it comes from a knowledgeable principal addressing it to promote 

growth. Teachers crave a sense of knowing what can be done to improve their performance. 

Utilizing others who may have a higher level of expertise or knowledge in any given area to 

assist with this acknowledges the complexity of each role within the school. The training 

provided to principals should support authentic dialogue with teachers about their 

performance. This will allow a deeper understanding of what is observed and how to provide 

guidance. Leadership is promoted in almost every school. Those identified as “master” 

teachers in their content area or grade would also be a great resource to provide meaningful 

feedback. The feedback provided for growth does not have be limited to observations.  
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Videotaping for Self-Reflection 

 Creating opportunities for teachers to observe themselves transitions their practice 

from abstract to reality. Once teachers get past the point of feeling uncomfortable watching 

themselves, they may be able to pick up on things that went well or that need to be improved, 

as well as acknowledging aspects in their lessons they were unaware of at the time. As 

mentioned, seven out of eight participants were interested in this approach to improve their 

practice. Sharing the videotaping with their principal for evaluation purposes was not as high, 

but still it was a factor to be considered. Allowing teachers to select a percentage of videos 

recorded would support a higher sense of ownership for the process. Teachers need to know 

how to view a video and dissect it identifying various aspects regarding the lesson that went 

well and those that need to be improved. For some teachers, self-reflection is difficult. 

Accepting that this is different for each person will promote a sense of trust in the process 

and the teacher. As the teacher evolves and grows accustomed to this approach, encouraging 

opportunities for the principal and teacher to view the video together, with the teacher 

leading the discussion about the video, would provide more depth to the understanding for 

each person. 

Future Research 

Several recommendations have been provided because of the implications of findings 

related to this study. The voices of teachers have provided fertile ground for ongoing 

investigations of teacher evaluation. As one co-researcher expressed, the work is this areas is 

not complete. Hence, several areas for future research are warranted.  

• Knowing that some schools or individuals have already been using the 

videotaping approach, exploring the growth experienced through this approach 
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would provide a greater understanding its effectiveness. Research that 

undergirded this study included school districts in various states who have utilized 

the team approach to evaluate teachers. Researching the longevity and 

effectiveness would identify the long-term value of the practice. 

•  Additionally, understanding how evaluation impacts the sense of teamwork and 

collaboration among teachers would be beneficial. These two components are 

critical pieces outlined in my recommendations. Conducting further research on 

these two approaches would pinpoint strengths and weaknesses with a shared 

sense of accountability. 

• Conducting a longitudinal study with either of the two key components of 

teamwork and collaboration compared as variables in the same school district 

would elicit an in-depth understanding of their effectiveness.  

• If videotaping is the focused key component, a select number of teachers could 

implement this approach as the variable. Simultaneously, a second group could 

maintain the method currently used within the district, which would be recognized 

as the constant. Through this research into both approaches, effectiveness would 

be more measurable.  

• Having the opportunity to hear from teachers in different districts provided a more 

comprehensive understanding of their perspectives based on the questions and 

their experiences rather than teachers’ perspectives within one district. The 

teachers selected were all from suburban school districts, but exploring teachers’ 

perceptions in rural and urban schools would offer another variable.  
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• Finally, analyzing the skills of administrators and their roles would help 

researchers explore the effectiveness of evaluation in a district. Since 

administrators are viewed as the second most impactful factor in a student’s 

growth, such a study would benefit children as well.  

In this chapter, implications and recommendations that incorporated the voices of teachers 

continued their narratives followed by future research possibilities. Their secret, sacred, and 

cover stories regarding evaluation were revealed through the focus on eight co-researchers 

with me. I close this chapter with final reflections regarding my research journey.  

Final Reflections 

As I started my journey, I knew that I wanted to explore some aspect of teacher 

evaluations. When I began reading the research, I quickly found that it would be easy to go in 

different directions and lose track of my primary focus. For this reason, this was something I 

had to keep in the forefront of my mind. Even when discussing this topic with colleagues and 

my advisor, I would expand my thinking and wander to various strands that still involved 

teacher evaluations but enticed me to lose a sense of direction. 

After completing each data set, I realized that if I were to do the study again, I would 

take a different approach or ask questions differently. I did practice the interview process 

with family members, but it was not the same, since I already knew how they would answer 

the questions. Another realization I had through conducting this study was that I was 

delighted that my study’s design did not go as I had initially planned, specifically regarding 

the setting of the study and selection of participants. Initially, the plan had been for all 

participants to be from one school. I now am thankful that this did not work out. I think the 

participants coming from different districts provided more depth to my study. The richness of 



277 

their secret, sacred, and cover stories provided thick description of the phenomenon of 

teacher evaluation. The focus was placed on their overall teaching experience rather than 

their experiences in a specific district.  

As an administrator, I think the insight this has offered me is by far the most 

beneficial aspect. Even though I have been a teacher and have gone through the teacher 

evaluation process, hearing the teachers’ perspectives allows me to review my current 

practices and provide more practical guidance to teachers. I would like to see significant 

changes throughout the nation for teacher evaluations, but I can start with those I am 

providing services for as an administrator—one teacher at a time and one district at a time. I 

aim to improve teacher performance, which ultimately impacts the achievement of students.  
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APPENDIX A 

INTRODUCTORY RECRUITMENT LETTER 

My name is Susan Tinich. I am a doctoral student at UMKC. My dissertation study is based 

on the teacher’s perception of the teacher evaluation process and if they feel that it is useful 

to improve their performance as a teacher. Part of my study involves participants willing to 

take part on a voluntary basis. Within this email you will find a link to a voluntary online 

survey through Qualtrics. If you are willing, please complete the survey by Friday, 

February 5th. Please know that your willingness to complete this initial survey is 

completely voluntary and that you are in no way obligated to do so or then to be willing to 

participate in this study beyond this point. The consent form is included within this email as 

well. 

Link to survey: https://umkc.co1.qualtrics.com/jfe/form/SV_8Ifge6npk2hVMIm 

My objective is to identify staff members willing to participate as a volunteer. There are 

specific attributes that will be needed for participants. Not all who possess these attributes 

will be selected since this study will be done with a small sample. Attributes I have identified 

to represent a diverse population include: number of years taught, grade level taught, and 

those who have experience in your district solely as well as those who have experience in 

other districts. Keep in mind, teachers with less than 2 years of experience will not be 

considered for this study. Additionally, you will see attached the consent form, which will 

provide you more insight about the study to be done. If at any point within the study the 

participant chooses to exclude their information given or remove themselves as part of the 

study, they have every right to do this and it will in no way be held against them. 

There are some specific tasks each participant will be asked to do as part of the study. The 

completion of this survey is the first of those tasks. The first task selected participants will do 

will be to watch a TED Talk educational evaluation video presentation by Bill Gates. This 

video is 10:24. After watching this video, the participant will write a narrative describing 

their response based on what they watched with their perceptions experienced. The 

participant will type this up as a document and send it to the researcher.  

The next task is to be interviewed by the research. A list of the specific questions will be 

provided to the participant prior to the interview. A specific date and time will be scheduled 

between the participant and the research to conduct this interview. Interviews will take place 

by Zoom. Participants will not be expected to have their video during this interview, but it 

will be recorded. As the researcher, if there are follow up questions that may offer a clearer 

sense of understanding or provide an opportunity for depth, they will be asked. At the 

conclusion of the interview, the researcher will transcribe the content as heard and interpreted 

auditorily. Once this has been concluded, this transcribed document will be provided to that 

participant to read. This will give the participant the opportunity to review what the 

researcher has interpreted as their thoughts and responses to the given questions. If there are 

any misunderstandings, the researcher will correct the transcribed document. Once the 
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transcription has been verified, the recorded Zoom will be destroyed. The third task will be a 

second interview. This will conclude the tasks for the participant. 

In order to protect each participant, they will be given a pseudonym that will be used within 

the study. The name will only be known to the researcher. If, after reading this you feel like 

you are willing to be considered as a participant for this study, please continue with the 

survey. I ask that you complete the survey by Friday, February 5th. I will contact each 

participant selected by the criteria established within the survey by Wednesday, February 

10th. The next section of this email is the Consent Form. 

If you are not willing to volunteer as a study participant, please feel free to close this email 

and then ignore the survey when you receive it. Thank you for considering yourself as a 

participant. 
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APPENDIX B 

SURVEY QUESTIONS 

1. How many years have you taught at this school? 

1-2   3-5   6-10   11-15   20+ 

2. What grades have you taught at this school? 

6 7 8 

3. Have you ever taught in other districts? 

Yes   No 

4. How many years of experience do you have in other districts? 

0  1-2   3-5   6-10   11-15   20+ 

5. What subject area(s) are you currently teaching? 

 

6. Have you had some sort of formal or informal evaluation or observation this year? 

Yes   No 

7. Have you received feedback from a principal this year based on your performance in the 

classroom? 

Yes   No 

8. Do you feel like your professional development is designed to help your growth as a 

teacher? 

Yes   No 

9. Do you feel like you have a clear understanding of the evaluation process within this 

district? 

Yes   No 
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10. Do you feel that the evaluation process is useful to you as a teacher? 

Yes   No 

11. Do you have any comments you would like to share? 

12. Would you like to participate in this study based on the teacher’s perceptions of the 

usefulness of the teacher evaluations process? 

Yes   No 

13. If so, please complete the following information: 

Name: 
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APPENDIX C 

INTERVIEW ONE PROTOCOL 

Establish a specific time for each selected participant. Inform them that the first interview is 

estimated to take approximately 30 minutes. Interviews will take place through Zoom. 

Provide the participant with the list of questions that will guide the first interview. 

Start the conversation first by thanking them for agreeing to be a participant for my study. 

Ask participants if there are any clarifications that need to be made based on what has 

happened previously or what will happen through this interview. Inform them that all 

information shared will be confidential. Make it clear to them that if at any point they do not 

wish to continue with the interview or if they don’t want to answer a specific question, they 

need to state this, and the researcher will comply with their request immediately. 

Share with them that with this study, my goal is to get a better understanding of the 

perspectives that teachers hold about teacher evaluation, including the idea of using student 

achievement data as an integral part of that process. During the interview, I will be recording 

the interview through Zoom for the sole purpose of me being able to transcribe their 

responses and perspectives. Once I have transcribed the interview, a copy of the document 

will be given to the participant to check for authenticity and to ensure that how I have 

interpreted their responses is in fact accurate with their views. If any information on the 

document is inaccurate, I will change it to how the participant best feels would represent 

his/her perspectives on the matter. 

Interview #1 - At the beginning of the interview state the following: 

This is interview #1 with (participant’s pseudonym). I am meeting with this participant on 

(date) at (time). 
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(Participant), I would like to thank you for your time. As I have explained before, the purpose 

of this interview is to gain a stronger sense of understanding for the participant’s perspectives 

on teacher evaluations. Part of the exploring questions will be designed to better understand 

your perceptions on including student achievement data as an integral part of that process. 

Please feel free to elaborate where you are comfortable. Based on your responses, I may ask 

you additional questions. If I ask you something you feel uncomfortable with, please do not 

hesitate to state that you wish not to answer that question; we will then move to the next 

question. After this interview, I will transcribe all the information shared during this 

interview. At that time, I will email you a copy of the transcription. If there is any 

information within that document that you feel does not capture the essence of your 

perspective, please let me know and I will make the changes you feel better replicates your 

perceptions on the matter. Do you have any questions before we begin? If not, I will go ahead 

and begin asking questions. 

1) From your perspective, what do you believe the purpose of teacher evaluations holds? 

2) Do you believe that this process has been useful to you to improve your performance as a 

teacher? 

3) What do you think are the key components in a teacher evaluation? 

4) How do you think those components impact a teacher in the classroom? 

5) How do you think the teacher evaluation process impacts student achievement? 

6) Tell me your thoughts about the inclusion of student performance on teacher evaluations. 

7) What changes do you believe teachers make within their instruction based on the inclusion 

of student achievement results? 

8) How would you describe the students’ responses to this change in teaching instruction? 
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9) What support for evaluations do teachers think they need? 

10) How can those needs be met? 

11) What should I have asked you that I did not think to ask? 

 

Once all questions have been answered, I will again thank the participant for his/her time and 

insight. The transcription of the interview will be completed within 24 hours and sent to the 

participant. Once this transcribed document is provided, ask the participant to review it as 

understood by the researcher. If there are any misinterpretations, correct the document. If it is 

accepted by the participant as written, conclude this as the participant’s first interview. The 

participant will be asked to complete that verification within 24 hours.  
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APPENDIX D 

INTERVIEW TWO PROTOCOL 

Establish a date and time that will work best for the participant. Inform the participant that 

the interview procedure for the first interview will be used for the second interview. The 

length of this interview will be a bit longer due to the nature of the questions but should still 

be concluded in less than 45 minutes. Provide the participant with the questions that will be 

asked during the next interview once the date and time have been determined. 

Before the second meeting, contact the participant reminding them of our meeting to be held 

the following day. Inform them that the information shared during the first meeting was quite 

helpful and that I look forward to hearing their responses on the second set of questions. 

Interview #2 – At the beginning of the meeting, state the following: 

Thank the participant for meeting with me again. Explain that during this meeting, the 

questions will still be based on the teacher evaluation process used within this district, the 

policy that outlines the process to be taken and the program used to complete this process. In 

addition to this, during this interview we will discuss the participant’s personal experiences 

and perspectives from those experiences. Remind the participant that again I welcome 

him/her to elaborate as much as he/she is comfortable with. Just like the first interview, based 

on the responses I may ask further questions for clarity or further elaboration on a concept or 

idea. If the participant does not feel comfortable with the content, simple state that and we 

will move on to the next question. Explain to the participant that the first set of questions 

during this interview are designed to get some basic demographic or background 

information. Ask the participant if there are any questions before we begin. If not, start 

asking the following questions. 
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1) How old are you? 

2) How many years have you taught? 

3) What subjects/grades have you taught? 

4) What are you certified to teach? 

5) What is your highest level of education? 

6) Have you worked in schools other than this one, if so, where/what? 

7) Tell me about your first evaluation and the impact that had for you as a teacher. 

8) This district uses the McREL teacher evaluation program and protocol. Do you 

believe you understand this program? 

9) Do you think that the components within this program are clear and have meaning in 

increasing your performance as a teacher? 

10) Do you believe you understand the district’s policy on teacher evaluations? 

11) Tell me about your most meaningful evaluation and what made it so. 

12) What are your thoughts and perceptions when an administrator is observing you in 

the classroom? 

13) Have you received feedback on any of these observations? 

14) Do you believe that the feedback received made an impact on your performance in 

the classroom? 

15) Do you believe you can communicate openly with your principal based on an 

observation done? 

16) Do you think your professional improvement plan developed is directly connected to 

your observations? 
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17) Do you believe the professional development you receive impacts your performance 

in the classroom? 

18) What is valued by the teacher in the teacher evaluation process? 

19) Have you ever incorporated student achievement data on any portion of your teacher 

evaluation? 

20) What components within a teacher evaluation process do you believe are most useful 

to you as a professional? 

21) What do you believe needs to be done to improve the teacher evaluation process? 

22) What should I have asked you that I did not think to ask? 

 

Once all questions have been answered, I will again thank the participant for his/her time and 

insight. The same time frames for transcriptions and member checking to be utilized for 

interview #2. Once this transcribed document is provided, ask the participant to review it as 

understood by the researcher if there are any misinterpretations, correct the document. If it is 

accepted by the participant as written, conclude this as the participant’s second interview. 
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APPENDIX E 

CONSENT FORM 

Study Title: A HEURISTIC NARRATIVE EXPLORATION OF TEACHER 

PERCEPTION: THE USEFULNESS OF THE TEACHER EVALUATION 

 

Authorized Study Personnel 

Principal Investigator: Loyce Caruthers, Ed.D. UMKC, 816-235-1044 

Secondary Investigator: Susan Tinich, Doctoral Candidate UMKC, 913-206-0368 

 

KEY INFORMATION  

You are being asked to participate in this study because you are a middle school teacher who 

represents various contributing factors such as; 1) subject taught, 2) years of experience 

(participants will need to have at least 2 years of experience), and 3) experience in various 

districts (we want some who have only taught in this district as well as those who have 

experience in other districts). Research studies are voluntary, only including those who 

choose to take part. It is important to recognize that I am an administrator in this school 

district, but that I have, and will continue to have, no interactions, input, or discussions with 

any other administrator or staff members about information shared before, during or after any 

portion of this study. The purpose of this study is to gain an understanding of the teacher’s 

perspective on the usefulness of the teacher evaluation process. Participants will be asked to 

identify a pseudonym, which will be used from that point forward with anything written, 

typed, or recorded. There are a total of three tasks that each participant will be asked to do. 

The first thing is for participants to watch a TED Talk video with Bill and Melinda Gates 

discussing the teacher evaluation process and what they feel to be a key component, which is 

feedback. The video is less than 11 minutes. After watching the video, participants will be 

asked to write the narrative perspectives based on the video. This narrative will be sent to me 

electronically. The final two things are both interviews. As a means to protect participants, 

participant will be interviewed through Zoom on the day and time that is convenient for the 

participant. Participants will be made aware that it will be recorded, but that the video will 

not be required to be on, audio only. Once the transcription through NVivo has been 

completed, the Zoom recording will be destroyed. The first interview will be to ask questions 

about the participant’s knowledge of the teacher evaluation process. This interview will last 

approximately 20 minutes. The second interview will include questions relevant to the 

participant’s specific experiences with the teacher evaluation process and what may be 

perceived to improve the process. This interview will take approximately 45 minutes. Audio 

recordings will be used with each interview using an app on my personal iPad. No two 

interviews will be conducted on any given day. As the researcher, I will be writing myself 

notes about follow up questions I want to ask, or notes to further guide my understanding of 

what is being shared. At the conclusion of each interview, I will use a program called NVivo 

to transcribe the audio recordings. Once the transcription is complete it will be sent to the 
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participants to review for accuracy. Participants will be able to clarify any points not clear 

and add any feedback. At any point that the participant does not want to answer a question or 

wishes to discontinue the interview, it will be done immediately.  

 

There are no benefits to participants taking part in the study. Participants are voluntary and 

have every right to not participate in the study. The potential risks of participating in this 

study are a breach of confidentiality and psychological discomfort in discussing topics that 

could be uncomfortable or painful, based on personal experiences. These risks are considered 

minimal (i.e., no more than you would experience in daily life). Additionally, we will 

minimize these risks by removing identifying information from audio recordings and 

transcriptions. Participants have the right to skip questions or not answer questions. 

 

Please read the consent form carefully and take your time making your decision. As the 

researcher(s) discuss this consent form with you, please ask her to explain any words or 

information you do not clearly understand. Participants may choose to discuss this with 

family and friends before deciding to take part in this study. The nature of the study, risks, 

inconveniences, discomforts, and other important information about the student are listed 

below. 

 

WHY IS THIS STUDY BEING DONE? 

The purpose of this study is to explore the teacher’s perspective on the teacher evaluation 

process and if they feel it is useful in improving their classroom practices. You are being 

asked to participate in this study because you may have a unique perspective that will add to 

the study and assist in further clarifying teachers’ perspectives on the topic. You must be a 

certified middle school teacher to participate in this study. 

 

HOW MANY PEOPLE WILL TAKE PART IN THIS STUDY? 

Eight participants will be involved in this study. 

 

WHAT IS INVOLVED IN THE STUDY? 

Online Survey: To initiate the process participants will complete an online Qualtrics survey. 

This survey will allow me to understand basic experience you have had, including subjects 

taught, years of experience, and experiences with teacher evaluations in other districts. It is 

through this process that participants will be identified through a process known as maximum 

variation sampling. Those completing the survey will be kept anonymous unless the person 

filling out the survey wishes to be considered a participant. Only those wishing to participate 

will be asked to include their name and contact information. 

 

Moving Image: Once participants have been identified, I will briefly meet with the 

participant to introduce myself, provide a paper copy of the consent form, and provide 

participants with the next part of the study, which is a link to a TED Talk video by Bill and 

Melinda Gates on teacher evaluations. The video is less than 11 minutes. Participants will 

watch the video and write the narrative perspectives based on the video. Once done, this will 

be submitted electronically to myself.  
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Interview #1: Once the narrative is submitted for the video, the first interview will be set up. 

The interview will take place at a designated location determined by the participants; this 

could be the participant’s home, a restaurant, etc. Another option could be to have the 

interviews done through a Zoom session. The first interview will take approximately 20 

minutes. Questions will be based on the understanding of the teacher evaluation process and 

questions/discussions based on the video. The interview will be audio recorded on my 

personal iPad using an app. At the conclusion of the interview, the recording will be 

transcribed using NVivo. The transcription will be emailed to the participant for member 

checking. Participants can clarify any portion of the transcript to further clarify their 

perspective. Additionally, they can add any feedback. Participants will be asked to complete 

the member checking within 24 hours of the interview. 

 

Interview #2: Once the first interview is completed, a second interview will be scheduled. 

The interview will take place at a designated location determined by the participants; this 

could be the participant’s home, a restaurant, etc. Another option could be to have the 

interviews done through a Zoom session. This interview will take approximately 45 minutes. 

Questions during this interview will be based on the personal experiences of participants with 

the teacher evaluation process. The interview will be audio recorded on my personal iPad 

using an app. At the conclusion of the interview, the recording will be transcribed using 

NVivo. The transcription will be emailed to the participant for member checking. 

Participants can clarify any portion of the transcript to further clarify their perspective. 

Additionally, they can add any feedback. Participants will be asked to complete the member 

checking within 24 hours of the interview. 

 

HOW LONG WILL I BE IN THIS STUDY? 

The maximum amount of time you will spend in this study will be approximately 2.5 hours if 

you participate in all parts of the study. The approximate times for each research procedure is 

as follows: 

 - Online survey - 20 minutes 

 - Watch video and write narrative - 30 minutes 

 - Interview #1 - 35 minutes 

 - Interview #2 - 1 hour 

 

WHAT ARE THE RISKS OF THE STUDY? 

There are no physical risks associated with this study. There are, however, potential risks of 

loss of confidentiality. Every effort will be made to keep your information confidential; 

however, this cannot be guaranteed. 

 

Some of the questions asked may make you uncomfortable. At any point during the study, 

you can state that you do not wish to answer the questions, you can take a break, or you can 

discontinue being a participant in this study. 

 

This research presents risk of loss of confidentiality, emotional and/or psychological distress 

because the survey and interviews could involve questions about your personal experiences. 
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If you experience any emotional and/or psychological distress and you would like to speak to 

someone, consider calling SAMHAS’s (Substance Abuse and Mental Health Services 

Administration) National Helpline, 1-800-662-HELP (4357), (also known as the Treatment 

Referral Routing Service) or TTY: 1-800-487-4889 is a confidential, free, 24-hour-a-day, 

365-day-a-year, information service, in English and Spanish, for individuals and family 

members facing mental and/or substance use disorders. This service provides referrals to 

local treatment facilities, support groups, and community-based organizations. Callers can 

also order free publications and other information. 

 

ARE THERE BENEFITS TO TAKING PART IN THE STUDY? 

Disclosing details about your experiences with the teacher evaluation process may be helpful 

as you process those memories. However, you may not get any benefits from being in this 

research study. 

 

The benefits to science and/or society may include better understanding of how this process 

can be improved, impacting teacher practices in the classroom.  

 

WILL MY INFORMATION BE KEPT CONFIDENTIAL? 

Reasonable steps will be taken to protect your privacy and the confidentiality of your student 

data. All data from this study will be kept on a password protected computer in a password 

protected folder. Your identity will only be known to the co-investigators and you will have 

the opportunity to choose a pseudonym. 

 

Immediately following the interviews, audio recordings will be downloaded on a password 

protected computer and uploaded into NVivo transcription service which is an electronic 

computer-based system that will type out all of the words from the interviews. Researchers 

will have a password-protected account and only the account owners will have access to the 

files uploaded and transcribed. All data using NVivo is encrypted to protect it from 

unauthorized disclosure or modification and researchers will destroy the recordings of the 

individual interviews once the participant has verified the transcription for member checking.  

 

A separate file will be created that contains a key linking identifiable information to the 

pseudonym that was chosen for each participant. This will be stored in a separate password 

protected folder on the password protected computer. An additional layer of security will be 

used requiring a separate password to open the file which will be generated and used solely 

by the research team. The key will be destroyed upon the conclusion of this study after all 

participants are emailed a copy of the final dissertation.  

 

All data collected, including the transcriptions, will be stored electronically to a password 

protected computer and each file will require a password to open and/or edit the files. This 

information will only be accessible by the research team during the study and for 7 years 

after the study is complete. The only persons who will have access to your research records 

are the study personnel, the Institutional Review Board (IRB), and any other person, agency, 

or sponsor as required by law. The information for this study may be reported as a group or 

summarized data and your identity will be kept strictly confidential. 
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WHAT ARE THE COSTS TO YOU? 

There is no cost to you to be in this research study. 

 

WHAT ABOUT COMPENSATION?  
There is no compensation for participating in this study. 

 

WHAT SHOULD YOU DO IF YOU HAVE A PROBLEM DURING THE RESEARCH 

STUDY? 

Your well-being is a concern of every member of the research team. If you have a problem as 

a direct result of being in this study, you should immediately contact one of the people listed 

at the beginning of this consent form. 

 

WHAT ABOUT MY RIGHTS TO DECLINE PARTICIPATION OR WITHDRAW 

FROM THE STUDY? 

You can choose to stop participating at any time without penalty or loss of any benefits to 

which you are entitled. However, if you decide to stop participating in the study, we 

encourage you to talk to the researcher first to make sure it is safe to do so. 

 

You can decide not to be in the research study, or you can stop being in the research study 

(withdraw) at any time before, during or after the research begins for any reason. Deciding 

not to be in the research study or deciding to withdraw will not affect your relationship with 

the researcher(s) or with the University Of Missouri-Kansas City. 

 

You will not lose any benefits to which you are entitled. 

 

WHOM DO I CALL IF I HAVE QUESTIONS OR PROBLEMS? 

You may ask any questions concerning this study and have those quotations answered before 

agreeing to participate in or during this study. 

 

For study related questions, please contact the researcher(s) listed at the beginning of this 

form. 

 

For questions about your rights as a research participant, or to discuss problems, concerns or 

suggestions related to your participation in the research, or to obtain information about 

research participant’s rights, contact the UMKC Institutional Review Board (IRB Office 

Phone: 1-800-235-5927 

Email: umkcirb@umkc.edu 
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QUESTIONS FOR THE SURVEY 

1. How many years have you taught at this school? 

1-2   3-5   6-10   11-15   20+ 

2. What grades have you taught at this school? 

6 7 8 

3. Have you ever taught in other districts? 

Yes   No 

4. How many years of experience do you have in other districts? 

0  1-2   3-5   6-10   11-15   20+ 

5. What subject area(s) are you currently teaching? 

 

6. Have you had some sort of formal or informal evaluation or observation this year? 

Yes   No 

7. Have you received feedback from a principal this year based on your performance in the 

classroom? 

Yes   No 

8. Do you feel like your professional development is designed to help your growth as a 

teacher? 

Yes   No 

9. Do you feel like you have a clear understanding of the evaluation process within this 

district? 

Yes   No 

10. Do you feel that the evaluation process is useful to you as a teacher? 

Yes   No 

11. Do you have any comments you would like to share? 

12. Would you like to participate in this study based on the teacher’s perceptions of the 

usefulness of the teacher evaluations process? 

Yes   No 

13. If so, please complete the following information: 

Name: 
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Contact Email: 

Contact Phone Number: 

Teaching Location: 

 

STATEMENT OF CONSENT 

The purpose of this study, procedures to be followed, risks and benefits have been explained 

to me. I have been allowed to ask questions, and my questions have been answered to my 

satisfaction. I have been told whom to contact if I have questions, to discuss problems, 

concerns, or suggestions related to the research, or to obtain information. I have read or had 

read to me this consent form and agree to be in this study, with the understanding that I may 

withdraw at any time. By submitting my information, I consent to be a participant in this 

study. 
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APPENDIX F 

McREL RUBRIC – CODED BY STANDARD 

Standard 1: Teachers Demonstrate Leadership  
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Demonstrate 9 

Collaborate 9 Establish 5 

Leadership 6 Improve 7 

Positive 5 Participate 5 

Professional Growth 5   

School 6   

Students 13   

Teachers 22   

Standard 2: Teachers Establish a Respectful Environment for a Diverse Population of Students  
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Understand 6 

Collaborate 5   

Community 8   

Cultures 9   

Special Needs 7   

Students 32   

Teachers 24   

Standard 3: Teachers Know the Content They Teach  
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Apply 5 

Between 6 Demonstrate 5 

Content Area 14 Development 5 

Curriculum 5 Integrate 5 

Global Awareness 6 Make  5 

Grades 5 Understand  5 

Knowledge 9   

Links 5   

Relevant 7   

State Standards  12   

Students 10   

Teachers 30   

Teaching Specialty 5   

Standard 4: Teachers Facilities Learning for Their Students  
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Demonstrate 6 

Appropriate 8 Development 12 

Assess 9 Encourage 10 

Collaborate  6 Provide 6 

Communicate 13 Understand 9 

Critical  6 Uses 17 

Differentiated 

Instruction 

5   
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Effective 5   

Helps 5   

Ideas 5   

Instruction  10   

Knowledge 12   

Learning 13   

Method 8   

Monitored 6   

Needs 7   

Problem Solve 7   

 5   

Skills 13   

Students 62   

Teachers 49   

Team  6   

Technology 8   

Think 7   

Variety 8   

Standard 5: Teachers Reflect on Their Practice  
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Learning  13   

Needs 5   

Professional 
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Research 5   

Students 12   

Teachers 19   
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APPENDIX G 

McREL RUBRIC – CODED BY WHOLE DOCUMENT 

Word or Phrase Standards Found In Number of Times Used 

21st Century 4 14 

Adapt 3 10 

Appropriate 4 11 

Classroom 5 24 

Collaborate 4 21 

Communicate 3 18 

Cultures 2 11 

Demonstrate 4 22 

Development 4 25 

Helps 3 10 

Important 5 20 

Instruction 3 16 

Integrate 3 10 

Knowledge 5 30 

Learning 4 30 

Needs 4 15 

Participate 4 11 

Provide 5 14 

School 4 14 

Skills 4 17 

Standards 2 13 

Student Learning 3 10 

Students 5 129 

Teaches 5 144 

Understand  5 25 

Uses 4 22 

Variety 3 12 
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