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ABSTRACT

MARGARET E. HOWARD Effective Teachers’ Perceptions of the Impact of

the Multiple Dimensions of Teaching on Student Success in the ElementasyoGlas
(Under the direction of Dr. Barbara Day)

The role of an effective teacher has evolved over the last several decades, from
someone who transmits information, to someone who utilizes instructional sisategi
someone who facilitates student learning. Presently, in this high-stateg &z, it is
student achievement that is most often associated with teacher effestiveBy establishing
a comprehensive definition of a highly qualified teachier Child Left Behindhas changed
the language used today to discuss teacher qualifications. NCLB highliyegluigiacher
status does not guarantee a highly effective teacher. An effective teadiesn possess
characteristics of a quality teacher. Quality teachers make rablsand substantial
differences in student learning. A review of educational research iddrftife dimensions of
effective teaching. These dimensions include Professional Qualitieseify, Compassion,
Passion and Context. This study investigates the perceptions of 10vefédetnentary
teachers who have demonstrated success on test scores with diverse populatidestsfiat
third through fifth grade in order to determine the impact of each dimension on student
success. Compassion was cited as having the most impact on student success. Findings
indicate that the five dimensions of teaching complement each other. The pasepthe

teachers in this study suggest that an effective teacher is able to &uigcetegrate all five

dimensions of teaching into classroom practice.
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CHAPTER |

INTRODUCTION

Teaching is an intense activity. What type of person can simultaneousky juggl
subject matter, the management of time, materials, and the needs of individuasstude
order to structure learning encounters, manage transitions so as not to loseungment
attend to health and safety concerns, and understand home and family circumstances t
create the appropriate conditions for learning in today’s classrooms?thé/glxception
of parenthood, the role of a teacher is the most vital one on earth. An effecti\e¥ teach
a revolutionary.

In addition to simply transmitting knowledge, effective teachers assumeausne
roles in the course of their profession. They are provocateurs who continually prod and
probe, and innovators who skillfully adjust strategies and techniques when earstsg
no longer provide a substantive learning experience for students. Effectiverteace
often entertainers who use humor to capture students’ attention or to relieve.anxiety
Effective teachers are coaches who help students to improve their skillsightsirend
sentinels who provide an environment of intellectual safety in which opposing ideas can
be aired without fear of censure or retribution. They are also collabondtorglace a
high value on collegiality, share ideas and materials with others, solicitandut
involvement by parents, and seek help from fellow teachers when encountering a

problem. Most importantly, effective teachers are idealists.



The role of an effective teacher has evolved over the last several decades, from
someone who transmits information, to someone who utilizes instructional issateg
someone who facilitates student learning. Presently, in this high-stakeg &3, it is
student achievement that is most often associated with teacher effestive

What constitutes an effective teacher? Brookhart and Freeman (1992) reviewed
44 studies that focused on pre-service teachers. Data suggest that novice veaghers
the nurturing and interpersonal aspects of a teacher's role as more imparighet
academic and pedagogical roles, but as they proceed in their progrante dbene
more focused on discipline issues and maintaining order. Mahlios and Mavson (1995)
confirmed this finding by asking 134 entry-level elementary and secondasgiwiee
teachers to match a list of adjectives to their ideas of a teacher. The vostdsftien
cited were caring, understanding, creative, and enthusiastic. Yet, even in sepeher t
preparation programs, humanist traits such as caring, kindness, or enthusialsen may
marginalized. Many teachers may graduate from esteemed unigeasitigoossess
outstanding credentials, yet they are merely equipped to teach math or-saience
children. Collectively, research recognizes the importance of a highycealther
education program coupled with real world experiences in order to produceveffecti
teachers; however, pre-service teachers’ beliefs are difficult rabglmoursework
interventions and practicum experiences in teacher education programs. Tedchers
do survive the transition between teacher education programs and the classroom ofte
remark that the real learning has just begun.

Quality is a term that denotes an inherent feature and a degree of excellence

What denotes a quality teacher? While researchers agree that thexpaditessed by a



teacher have the potential to influence student outcomes, there is no clear consensus
about the relationship between specific teacher credentials and charestandtteacher
effectiveness (Goldhaber, 2002; Goldhaber & Brewer, 1999, 2000; Greenwald, Hedges,
& Laine, 1996). Attributes that make teachers successful in the classreoot ar

strongly related to the teacher attributes that are typically measueedcational

studies. Goldhaber and Brewer (1999) investigated the size of the relationstaprbetw
various quantifiable education factors and student achievement and concluded that only
about 3% of the contributions teachers make toward student achievement areegssociat
with teacher degree level, experience and other readily observable ehstiast The
remaining 97% consists of teacher qualities or behaviors that could not beedgpara
isolated and identified.

An effective teacher is most often equipped with more than credentials; line or s
also possesses high quality instructional skills, efficiency, compassion amhpad®ne
needs only to walk the halls of an elementary school in order to affirm that &eacher
provocateurs, entertainers, sentinels, and collaborators on a mission. How idlepossi
to incorporate these numerous responsibilities into the role of an effectitiert®@ac
Curiously, some research tells us that effective teaching may have moreith dmate
ability than with learned skills and acquired knowledge (Ehrenberg & Brewer, 1994;
Greenwald, Hedges & Laine, 1996).

Statement of the Problem

While many studies (Darling-Hammond, 2000b; Darling-Hammond, Berry &

Thorenson, 2001; Darling-Hammond, Holtzman, Gatlin & Heilig, 2005; Ehrenberg &

Brewer, 1994; Ferguson & Ladd, 1996; Goldhaber & Brewer, 2000; Laczko-Kerr &



Berliner, 2002; Monk, 1994; Soar, Medley & Coker, 1983; Wenglinsky, 2002) suggest
that there are aspects of teaching effectiveness that may be relsgadher education,
certification status, and experience, these studies do not reveal much abassteach
perceptions or attitudes that make the difference in how their students perforhe Tot
best of this researcher’s knowledge, most of the research (Adler, 1991; Ebr&nbe
Brewer, 1994; Wayne & Youngs, 2003) does not seek to capture interactions among the
multiple dimensions of teacher effectiveness; as a result, therepsrenghe research
that still need to be explored. Wayne and Youngs (2003) identified only 21 empirical
studies that examined the impact of teacher characteristics on studemeasmnt. This
is particularly important because some educational goals may not be adequately
measured by standardized achievement tests. Research also does midriedly a
evidence about teacher effectiveness at the elementary school level.
Purpose of the Study

The purpose of this study is to investigate the perceptions of effective teacher
regarding the impact of the multiple dimensions of teaching—professionéiegjal
efficiency, compassion, passion, and context—on student success in the elementary
school classroom.

Major Research Question

What are effective teachers’ perceptions of the impact of the multiple donens

of teaching—professional qualities, efficiency, compassion, passion, and eerdext

student success in the elementary classroom?



The following questions guided the process of inquiry:

1. How do professional qualities of the teacher impact student success in the
elementary classroom?

2. How does efficiency impact student success in the elementary classroom?

3. How does compassion impact student success in the elementary classroom?

4. How does passion impact student success in the elementary classroom?

5. How does the school context impact student success in the elementary
classroom?

6. How do the multiple dimensions of teaching interact?



Definition of Terms
The following definitions are used for the purposes of this study:
Highly Qualified Teachers Teachers who possess the minimum credentials of a

bachelor’s degree, certification, and demonstrated subject matter knowleddpy Hi
gualified teachers meet the requirements oNbeChild Left Behind A(INCLB).

Effective Teachers Teachers whose students have demonstrated success based upon
standardized test results.

Professional QualitiesFeatures of an effective teacher which include verbal ability,
pedagogical knowledge, an understanding of developmental theories, instrudiits)al s
and acquired years of teaching experience.

Efficiency The ability to manage a classroom and organize for instruction.

Compassion Interpersonal relationships that emphasize caring and honor mutual trust
and respect.

Passion Enthusiasm for learning and a motivation to succeed.
Context The school culture and its institutional norms.
Professional Learning Communitie& collegial group of teachers who share a vision,

work and learn collaboratively, and participate in decision making with the goal of
improved student learning.




CHAPTER Il

LITERATURE REVIEW

The challenges of today’s classrooms, along with educational research and
professional standards have redefined the effective teacher of the twsintesfitury
(Baggini, 2005; Blackwell, Futrell & Imig, 2003; Cheers, 2001; Gill, 2005; Norris, 2004;
Riley, 2003). The recent enactmeniNaf Child Left BehindNCLB) legislation and the
implications of high-stakes testing indicate that teacher effeetdgeis a timely topic
worthy of research.

The first section of this literature review briefly outlines the histdrgffective
teaching. The next section discusses the federal requirements for hidkilgdjua
teachers. A review of relevant research has identified five dimensions lmhigac
professional qualities, efficiency, compassion, passion, and context. Each dimension,
along with related research studies, will be discussed, critiqued, and sunadmdiizee
majority of educational research studies on teacher effectiveness focesientials,
requisites, and teacher characteristics. Research is needed in ordestigate/éhe
perceptions of effective teachers with regard to the role that each dimehsgaching

plays in the elementary classroom and how each dimension impacts student success



History of Effective Teaching

Teaching as Transmission

In the mid 1970s, classrooms were teacher-centered, and teaching was simply
viewed as the transmission of information. The process-product approach tohresear
teaching was popular (Fenstermacher & Richardson, 2005). The purpose of research wa
to identify effective generic teaching behaviors that could be used in testtieation
and evaluation. Positivist educational research suggested an effective tsache
certain instructional behaviors to transmit knowledge and skills to studentshef®ac
were evaluated using low-inference behavioral measurement instrurResisarchers
identified effective teachers on the basis of student scores on standardze@teghy
and Good (1986) compared less effective teachers with effective teacharesailt,
instructional constructs such as direct instruction, time on task, and academiglea
time, were identified. Classroom organization and management were anubial
evaluation model. Student effort was considered the teacher’s responskhilitient
time on task became as important as student achievement, and the construct of student
engagement emerged as an attempt to bridge the task and achievement aspects of
teaching. A determination of an effective teacher in the mid 1970s was strifagtgc
by student achievement.
Teaching as Cognition

By the late 1970s, a new view of teaching began to emerge—teaching as
cognition. Educational research joined the cognitive revolution and the view of teaching
and instruction began to change. Instructional activities focused on teaching stude

strategies (Weinstein & Mayer, 1986). Classrooms were still relateacher-centered,



however, the psychological elements of teaching began to evolve. Knowledge about
students, tracking individual progress, listening, observing and asking questions all
played an important role. Specific subject areas such as reading, math, acel \weie
defined. Effective teaching involved the cognitive ability to transform subjattenfor
students through pedagogical content knowledge. This required teachers to possess a
strong foundational knowledge in subject matter. It became the teacher’s fi@ipons
to adjust his or her teaching to meet the needs of the students. Less emphastsedas pla
upon student achievement, and an effective teacher was viewed as a professsioal dec
maker with well-established routines (Berliner, 1983).
Teaching as Facilitation

Presently, teaching is seen as facilitation. Today's classrooms aretstude
centered and emphasize the constructivist approach. This view of teaching iacludes
way of thinking and a set of core beliefs on the part of teacher. Tasks areeddsig
permit the student to bring previously existing knowledge to the concept being studied, to
guestion assumptions, adjust beliefs and develop new understandings. Students play a
strong role in this form of teaching. They are actively engaged in the wcirmtrof
meaning. The teacher provides the opportunity to learn and the materials. A judgment
teacher effectiveness is open to interpretation. Evaluators may seiéattms and
features that they value. Effective teaching must be assessed meltisthmally. These
many dimensions of effective teaching will be discussed later in this reVigerature.
Today’s prospective teachers face many challenges. Prior to entelasgraom,

teachers must meet the requirements of NCLB.



No Child Left Behind—Highly Qualified Teachers

The aim of educational research is to provide data to support best practices. One
problem with teacher effectiveness research is that it has become algmitileground.
NCLB which was signed into law in 2002, has expanded the federal role in education and
set requirements in place that affect every public school in America, inclindisg in
North Carolina. By establishing a comprehensive definition of a highly quakfaedthér,
NCLB has changed the language used today to discuss teacher qualificatging. H
gualified teachers, as defined by the federal guidelines of NCLBh@se who possess a
bachelor’s degree from a four-year institution, hold full state ceriificaand
demonstrate competence in their subject area. While at first glanceqtiadisieations
appear to be explicit and specific, it is important to note that college and utyiversi
programs are not equitable, teacher certification standards vary, andhategdlexibility
in developing assessments for teachers in order to demonstrate subgct matt
competency. In this review of the literature, NCLB requirements will beiskec
separately from the dimensions of teaching. It is assumed that allrsehakie passed
through this gateway and possess minimum credentials; therefore, dggree ty
certification, and subject matter knowledge are discussed in this sectienlivétature
review and are not included in the subsequent sections.
Bachelor’s Degree

Since the enactment of NCLdhd the Title Il accountability provisions of the
Higher Education Ac{(HEA), the U.S. Department of Education has been collecting and
analyzing data. According to the U.S. Secretary of Education’s Fifth ARegart on

Teacher Quality (2006), the data present mixed findings. The first requirefree

10



highly qualified teacher is a bachelor’s degree. Currently, only 37 statesraquir
content-specific bachelor’s degree for at least one of their initigficates, while 13

states still have no content area bachelor’'s degree requirements fortlaly wiitial
certificates or licenses. States that do not require a content area badwsgjoze often
require only content assessments. Minimum passing scores on teacheatentiénd
licensing assessments generally are set by states at a leveldhagrighian the national
median scores for these assessments. There has been little movemenideatoraise

the minimum required passing scores for state licenses. These standardsteheiteas
must know and be able to do and the policies related to certification and licensure vary
from state to state.

Darling-Hammond (2000b) examined data from the 1993-94 Schools and Staffing
Surveys (SASS) and data on student achievement from the 1990, 1992, 1994, and 1996
assessments in reading and mathematics administered by the Natiosah#esgeof
Educational Progress (NEAP). She concluded that the education level of tehcvess
a positive relationship with student achievement. Despite concerns that educgticsr m
may be less well prepared in their subject areas than are acadeors, widjer
researchers (Goldhaber & Brewer, 1997, Hanushek, 1986, 1989,1992; Murnane, 1983).
have found no relationship between degree type and teacher performance. Kanstoroom
and Finn (1999) note that college majors vary in rigor and a prospective teachayts colle
transcript may not confirm teacher knowledge.

Teaching Certification
The next requirement of NCLB, teacher certification, continues to fuel debate

begin, the Education Department’s certification procedures are ambigu@aiss I&ve

11



multiple initial certificates and requirements that differ acroshk eadificate. Presently,
new teachers may enter the profession through two certification routestotracdr
alternative. Traditional programs are generally offered through a ealfegducation at
a four-year college or university. A traditional teacher preparation progwemsulum
typically combines subject matter instruction, pedagogy classes, &hdxjeerience.
Even matriculation through a traditional program does not guarantee suec2865)|
17 teacher education programs located in 11 states were identified as atavgk or |
performing. Alarmingly, two of which were in North Carolina (U.S. Daparit of
Education, 2006).

The U.S. Secretary of Education’s report (2006) touts the development of
alternative certification programs that are designed for individuals who havetsubjec
mastery but lack pedagogical and classroom management skills. These pragtammt
for close to 20% of new teacher graduates. Those entering the initiat&got process
through an alternative route often teach while completing their pedaguapesl Upon
completion of all requirements of the alternative route to teacher certificavhich
includes sustained, intensive, classroom-focused professional development and
participation in a supervised mentoring program, participants genemltyamted full
state certification. Department of Education regulations determine whesigaents in
alternative routes to teacher certification may be considered fullfiegfor the
purposes of highly qualified teacher status. Veteran teachers not deemgdjhaified
can obtain certification through their states’ High Objective UniformeSi¢gndard of
Evaluation (HOUSSE) Procedures.

Numerous studies cite the positive effects of teacher certificatiomaenst

12



achievement (Darling-Hammond, 2000b; Darling-Hammond, Berry, & Thoreson, 2001,
Darling-Hammond, Holtzman, Gatlin, & Heilig, 2005; Goldhaber & Brewer, 2000;
Laczko-Kerr & Berliner, 2002; Monk, 1994; Wenglinsky, 2002). A study conducted by
Laczko-Kerr and Berliner (2002) examined the relative effectiveness attifiede
teachers, including “Teach For America” teachers, and concluded that students of
uncertified teachers did less well on academic tests than those of compapabigreed
certified teachers on mathematics, reading, and language arts testsg-Blariimond,
Holtzman, Gatlin, & Heilig (2005) also found no instance where uncertified “Teach for
America” teachers performed as well as standard certified teasfh@ymparable
experience levels teaching in similar settings. After controllingtizalent characteristics
and prior achievement, as well as teacher experience and degrees, edd¢eddners
and those in most other non-standard certification categories generally hadenega
effects on student achievement when compared with certified teachers.idigsent
uncertified teachers showed significant negative effects on student acbigvem

On the other hand, opponents of teacher certification have argued that teacher
effectiveness may be as much a function of general academic abilitgray stibject
matter knowledge as it is related to any specialized training in howcto (Ballou &
Podgursky, 2000; Finn & Madigan, 2001; Guyton, Fox, & Sisk, 1991; Hawk & Schmidt,
1989; Kanstoroom & Finn, 1999). Hawk and Schmidt (1989) compared 19 alternatively
certified teachers with 53 traditionally certified teachers and foundh@aiio groups
were almost equally successful on several dimensions of the Nationalfigeachi

Examination. Similarly, Guyton, Fox, and Sisk (1991) compared 23 alternatively
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certified teachers with 26 traditionally certified teachers and conclbd¢dhie teachers
were similar on almost all measures.

In an effort to raise standards for prospective teachers, some states/grg m
away from simply awarding a teaching certificate to individuals who jad&efec
courses or meet a minimum number of hours of credit toward performance-based
standards. Teacher candidates must demonstrate that they possess thg necessar
knowledge, skills, and abilities to teach today’s diverse student population. A number of
states have recently adopted national standards that define what teachers should know
and should be able to do. Some states call for prospective teachers to compilegortfoli
or artifacts that demonstrate their mastery of state standards.atélyncertification
requirements for highly qualified teacher status are determined bytatghrasulting in
tremendous inconsistency.

Proponents insist alternative routes play a critically important robkepareling
the pool of teachers, and in particular provide a pathway for unusually capable @ndidat
who otherwise would be lost to the profession. Kanstoroom and Finn, Jr. (1999) have
argued that the time-consuming and costly teacher preparation activitiegdequi
teacher licensure may actually prevent content experts from enteririgsbeom.
Critics argue alternative route programs shortchange both teacher tesdid the
students they teach because their preparation, particularly in pedagoggeguate.
There is little difference between the assessments requireddiiotial and alternative
route program completers within a given state; their pass rates@amaiparable.
Although the research on this topic is not substantial, there is enough to justil seve

modest conclusions and provide some guidance for policymakers.
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Overall, the research provides supgortthe conclusion that there are alternative
programs that produce cohorts of teachers who are ultimately as effedtiaditsnally
trained teachers. On the other hand, because of their limited pre-servicegirai
alternative route participants may experience more difficultiestthdrtionally prepared
graduates at the beginning of their teaching assignments.

Subject Matter Competency

The final requirement of NCLB, subject matter competency, is also a figrvent
contested requisite of a highly qualified teacher. According to Hurwitz and
Hurwitz, (2005) the NCLB definition of highly qualified teachers focuse®osirantirely
on content knowledge while ignoring the importance of child development and pedagogy.
Content knowledge and measures of it are time-sensitive; some content knowlealge has
limited lifespan, suggesting that measuring content knowledge may be moentétev
beginning teachers than for experienced teachers. Some studies (Allen, 20@38s Sa
2004) do provide moderate suppfant the importance of solid subject matter knowledge;
however, this research generally does not indicate how much subject matter knasviedge
important for teaching specific courses and grade levels. The majorigeairch studies
(Druva & Anderson, 1983; Goldhaber & Brewer, 2000; Monk 1994) examine the
correlation between content knowledge and the teaching of mathematicste Erespi
Education Department’s demand for teachers to demonstrate subject mattiedigeow
Ashton and Crocker (1987) found no consistent relationship between subject matter
knowledge and teacher performance as measured by supervisory ratingeot s
outcomes. Under NCLB, new elementary teachers must pass a rigorous assessme

their content knowledge and teaching skills in reading, writing, mathematidother

15



areas of the elementary school curricula. The Department of Education relies upon
research that shows that subject matter mastery is essential fbivefteaching (Allen,
2003; Sanders, 2004). This may be true for secondary math and science, as researchers
did conclude that high school students’ science and math achievement was positively
related to the teacher’s content preparation (Druva & Anderson, 1983; Goldhaber &
Brewer, 2000; Monk 1994).

The states have the authority to establish the types of assessments fequire
certification and the minimum passing scores. Nationally, 44 states rely @stheaes
of two different testing companies—the National Evaluation Systems (Nt&Sha
Educational Testing Service (ETS)—to provide reliable and valid assetssriAdew
states have created their own assessments to supplement those provided by the nationa
testing companies. Currently, all but seven states offer testing prodgda®s (
Department of Education, 2006). Despite attempts to ensure subject knowledgg, maste
the passing score requirements are generally low. This leads one to ghestialu¢ of
testing to determine how well teachers are prepared for the classroomth&wgh there
has been increased attention given to the high pass rates and the low passing scores on
these assessments, states have not raised their minimum passing scoredinghto the
North Carolina Public Schools, Institutions of Higher Education Report for 2005-2006,
the pass rate for elementary educators in North Carolina was 98%. Téessants
utilize a multiple-choice format which may not be very useful for asspgsachers’
ability to analyze and apply knowledge.

The U.S. Secretary of Education’s goal to equip every classroom with a highly

gualified teacher appears to be a lofty ambition, fraught with inconsistadcy a
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ambiguity. Essentially, each state is responsible for setting guidahdesstablishing
criteria that determine who is a highly qualified teacher. Given that NCEBiig been

in existence since 2002, there is a lack of research verifying its merit. vieQwlee

Education Department is investing considerable resources on research inglof area
teacher quality and teacher preparation programs. Additionally, theifesift

Education Sciences (IES) within the Department of Education is supporting a number of
research and evaluation studies on teacher quality that will provide valuableatiéorm

for the preparation of effective teachers.

In conclusion, a highly qualified teacher is not necessarily a highly etecti
teacher. Teacher preparation is one of the most popular aspects of teacheampoalgy
policy makers; as a result, there is considerable debate in the policy arenthabout
appropriate requirements for teacher preparation programs and the leveleef degr
teachers should hold. Yet research (Murnane, 1985) has found no consistent relationship
between degree type and teacher performance. Studies (Darling-Hammond, 2000b;
Darling-Hammond, Berry, & Thoreson, 2001; Darling-Hammond, Holtzman, Gatlin, &
Heilig, 2005; Goldhaber & Brewer, 2000; Laczko-Kerr & Berliner, 2002; Monk, 1994;
Wenglinsky, 2002) have also concluded that fully prepared and certified teaghers a
generally more successful than teachers without full preparation. It iepraint that
states have different certification requirements for highly qualifiachier status. In
addition to differences in the standards themselves, there are greahddtene the
extent to which they are enforced. Whereas some states do not allow distrias to hi
unqualified teachers, others routinely allow the hiring of candidates who havetnot me

their standards. While most experts agree that having basic subject knowlaalge is
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important prerequisite to effective teaching, critics maintain thatiot a sufficient
indication of the range of knowledge and skills needed to instruct and manage groups of
children. Although Strauss and Sawyer (1986) found that North Carolina's teachers'
average scores on the National Teacher Examinations (NTE) had a strong enfinenc
average school district test performance, other research (Ashton & Grb@&ej has
found no consistent relationship between subject matter knowledge and teacher
performance with the exception of math and science at the secondary level.

Although it may be obvious that the minimum credentials of a bachelor’s degree,
certification, and subject matter knowledge are critical componentsesfeative
teacher, they are not enough. NCLB highly qualified teacher status does nategiara
highly effective teacher (see Figure 1). An effective teacher nespabksess
characteristics of a quality teacher. Quality teachers make mbisand substantial
differences in student learning, but most studies do not fully explore what teachers
actually do that makes learning happen. Improved student achievement depends on
improved classroom teacher and teaching quality. With current concerns abeut high
stakes testing, research in this area has many implications for@ducat

Professional Qualities

Quiality is a term that denotes an inherent feature and a degree of excellenc
Several measurable qualities have been examined in an attempt to defiieetare ef
teacher. These qualities include: (a) intelligence, (b) pedagogical krymyied an
understanding of developmental theories, (d) teaching skills, and (e) teaghénpeze.
Studies (Ehrenberg & Brewer 1994; Ferguson & Ladd, 1996; Soar, Medley, & Coker,

1983) have sought to link teacher intelligence with effectiveness. Ehrenbergeavel B
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(1994) observed higher test scores for students whose teachers attendied selec
undergraduate colleges. Ferguson and Ladd (1996) found that teacher scores oa licensur
and aptitude exams were positively correlated with better student outcd@omd#se other

hand, Soar, Medley, and Coker (1983) reviewed studies and concluded little or no
relationship between student achievement and teacher intelligence. Hosoene

conclusions may be drawn from research findings. A positive relationship daes exis
between student achievement and teachers who possess high verbal ability, paldagogi

knowledge, an understanding of developmental theories, teaching skills andreogerie

Figure 1 Relationship between Highly Qualified Teachers and Highly Effective

Teachers.
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Verbal Ability

Since communication skills are a part of verbal ability, a teacher withrhighe
verbal ability is better able to convey concepts and ideas to students in aaear.mA
compelling and consistent body of research (Coleman, Campbell, Hobson, McPartland,
Mood, Weinfeld, & York, 1966; Darling-Hammond, 2000a; Ehrenberg & Brewer, 1994;
Greenwald, Hedges, & Laine, 1996; Hanushek, 1992; Murnane 1985) shows that a
teacher’s verbal aptitude correlates with better student achieverselts.relThese studies
have found that the verbal ability of the teacher accounts for more variatadants
achievement than any other measured characteristic. In a 50-state Bamheg-
Hammond (2000a) confirmed a positive significant relationship between student
achievement and teachers' measured verbal ability.

Although verbal ability advocates assert that a teacher’s basic vkitlsahe
highly correlated with student success and other measures of teactigresféss, the
findings of the Coleman et al. (1966) study are debatable. Coleman et al. analyzed
approximately 645,000 students in third, sixth, ninth, and twelfth grade. Researchers
measured teachers’ vocabulary with a self-administered vocabularpdestrapared the
scores with student achievement test scores. Three problems are eviderstudthis
First, it only claims a positive correlation between teacher’s verbatyadoid the
achievement scores of African American students. Second, this relationship adgur
in third and sixth grade. Third, the instrument used had a limited focus and failed to

measure the more complex nuances of verbal ability as it applies to teachers.
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Pedagogical Knowledge

Studies of pedagogical knowledge have found a strong positive relationship
between student achievement and teacher knowledge (Ashton & Crocker, 1987; Brown,
Smith, & Stein, 1995; Darling-Hammond, 2000b; Evertson, Hawley, & Zlotnik, 1985;
Greenwald, Hedges, & Laine, 1996; Guyton & Farokhi, 1987; Monk, 1994). Evertson,
Hawley, and Zlotnik (1985) report a consistent positive effect of teadioensal
education training on student achievement. Similarly, Guyton and Farokhi (1987) found
consistent, strong, positive relationships between teacher education coursework and
teacher performance in the classroom. Teacher education appears to influence the
teacher’s abilities to use teaching strategies that respond to studedssanddearning
styles. Drawing upon data from the Longitudinal Study of American Youth, Monk
(1994) concluded that teacher coursework in pedagogy was found to contribute positively
to student learning and sometimes had more powerful effects than additional peparat
in content areas. The National Assessment of Educational Progress (NAEP, 1994),
which documents how specific kinds of teacher learning opportunities correlate wit
student achievement, concluded that the relationships between specific teaatiicgpr
and student achievement were often quite pronounced. Darling-Hammond (2000b) found
that teachers who have greater knowledge of teaching and learning ataghbreated
and are more effective with students. An analysis that synthesized finginga fjroup
of studies showed that teachers with pedagogical training performedtbatt¢hose
who entered teaching without such training (Greenwald, et. al., 1996).

This positive relationship between pedagogical knowledge and student

achievement appears to continue throughout the career of a teacher, as sustained

21



professional development may also account for higher levels of student aamévem
(Brown, Smith, & Stein, 1995). Pedagogical practices should complement child
developmental theories.
Understanding of Developmental Theories

It is imperative for an elementary teacher to possess a fundamental urtiegsta
of developmental theories. Children who are educated by teachers with spécializ
training in child development have been found to be more sociable, exhibit a more
developed use of language, and perform at a higher level on cognitive tasks than children
who are cared for by less qualified adults (Berk & Winsler, 1995; Lobman, Ryan,
McLaughlin, & Ackerman, 2004). Nearly all contemporary theories of instructian tha
focus on higher-order thinking skills and the importance of prior knowledge aretat lea
partially constructivist theories. The constructivist perspective dirress and
development was advanced by theorists such as Piaget, Vygotsky, and Dewey. hAlthoug
their work varies greatly, each articulates a similar context afileaand development.
They are consistent in their belief that learning and development occur oineq y
children interact with the environment and people around them. Researchers (Chung &
Walsh, 2000) have come to understand child development and the learning process as
articulated by constructivists. However, this view has not been widely tiechgito
practice. A teacher who is unable to put theory into practice will not be atieffe
teacher.
Instructional Skills

A teacher’s repertoire of teaching strategies is an importantateof overall

effectiveness. Effective teachers rely upon a wide variety of instnattapproaches
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(Brophy & Good, 1986; McLaughlin & Talbert, 1993; Pintric, 1995; Wenglinsky, 2000,
2002; Zimmerman, 1990). Elements of the teaching process such as clarity of
explanations and questioning techniques have been linked to effectiveness in teaching
Literature on instruction suggests that effective teachers reguitetyrate inquiry-based,
hands-on learning activities, critical thinking skills, and assessments itriection.
Wenglinsky (2000) found that students whose teachers integrated hands-on leaining a
frequent in-class teacher assessments into their lessons tested 72% #heiag@drs in
math and 40% ahead in science. Students whose math teachers stressetlioktical

skills such as writing about math scored 39% higher. In a subsequent study, Wenglinsky
(2002) investigated the effects of classroom practices on student achievement. He
determined that hands-on learning and problem solving were positively related td stude
achievement. The literature on effective teaching emphasizes the impartdngh-

order thinking skills. Teaching higher-order thinking skills involves not so much
conveying information as conveying understanding. Research suggests that this
classroom practice can produce qualitative improvements in the acaderormperte of

all students, regardless of their backgrounds (McLaughlin & Talbert, 1993). The focus
on higher-order thinking skills is not only appropriate for advanced students; dérals
those in need of more basic skills. Regardless of the level of preparation shrdents

into the classroom, the research asserts, decisions that teachers mak&abmam
practices can either greatly facilitate student learning or s&re@ obstacle to it. Yet,
there has been little quantitative research into whether classroomgsaiticoncert

with other teacher characteristics, have an impact on student learnirgydbiatgarable

23



in size to that of background characteristics. Effective teaching akéllslosely linked
with pedagogical knowledge and classroom experience, and they are difficoliate.

Researchers, policymakers, and teachers themselves agree thatgealitye
matters. But defining, measuring, and identifying teacher quality isnadise
controversial task. In an education environment focused on improving student
achievement, the ultimate measure of teacher quality is the impact the teaxbe
student learning. Educational research has failed to reach a consensus cvgif ahy,
readily identifiable teacher characteristic is most associatédstutlient achievement. It
may be difficult to judge teachers’ effectiveness outside of direct obhesrvaf their
teaching.

A factor that appears to set effective teachers apart from other teschenally
their training in teaching methods and in child and adolescent development. Enetrese
provides suppoffior the conclusion that preparation in pedagogy can contribute
significantly to effective teaching, particularly subject spedéarses and those
designed to develop core skills, such as classroom management, student assessme
curriculum development. Less clear is how such knowledge and skills are bestdcqui
through coursework or field experience. Also unclear is the impact, if any, ofkatde
of pedagogical coursework, such as classes in child development or learning Naory.
does the research provide much insight as to whether certain kinds of coursework might
be particularly helpful for teaching racially or ethnically diverselshts or students in
low-performing schools.

In conclusion, a high quality teacher demonstrates strong verbal skills,

pedagogical knowledge, and a basic understanding of developmental theorsssodDta
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experience and teaching ability also contributes to teacher effecsveAaeview of
research by Darling-Hammond (2000a) confirms these findings. Additionallgha hi
guality teacher may possess these characteristics yet stillffacktveness.

Teaching Experience

An experienced teacher may have an edge over an inexperienced tdashdr w
comes to effectiveness (Feiman-Nemser, 2001; Greenwald, et.al., 1996; k] &@5i;
Murnane, 1975; Murnane & Phillips, 1981). Experienced teachers are better able to
apply a range of teaching strategies, differentiate instruction, and prestentinn a
more organized manner (Haycock, 2000). Research has been consistent in finding
positive correlations between years of teaching experience and higher student
achievement. A comprehensive analysis by Greenwald et. al. examined data from 60
studies and found a positive relationship between years of teacher experiertcelamd s
test scores. Their findings suggest that teachers with more than fiverydees i
classroom appeared to be the most effective. Conversely, inexperience wasoshown t
have a strong negative effect on student performance. Ultimately, expdrieackers
produced higher student test scores.

Murnane’s (1975) quasi-experimental study of the impact of resources on 875
inner-city black elementary school students found that, controlling for otherdact
teacher effectiveness dramatically increased over the firstybege of teaching. In a
subsequent study, Murnane and Phillips (1981) found a significant positive effect on
elementary school student achievement among teachers with 15 or more years of

experience. With experience comes the acquisition of expertise.
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Efficiency

Another critical dimension of teaching is efficiency. Research ohégac
efficiency is, for the most part, theoretical. There is a consensus amongtthhat
efficiency contributes to effectiveness (Bennacer, 2000; Bohn, Roelrigssley. 2004;
Brophy & Good, 1986; Marzano, Pickering, & McTighe, 1993; Stronge, 2002; Wise &
Darling-Hammond, 1995; Wong & Wong, 1998). Bohn, Roehrig, and Pressley (2004)
examined six elementary school teachers in an attempt to showcase the need for
organizational activities early in the school year. In their study, twodesawho spent
more time establishing routines and procedures in the first two days of scheol we
compared to four other teachers. Mid-year observational outcomes for the ¢hersea
were deemed more effective and included greater student achievemerndeaseviby
higher-level reading and writing, and elevated student engagemenierifficfor the
purposes of this study, includes organizational skills and classroom management.
Classroom Management

Classroom management should be designed to support instruction; however,
classroom management is one of the most perplexing and difficult aspecthofgeac
Research on classroom management (Ayers, 2003; Fenwick, 1998; Hoover-Dempsey,
Battiato, Walker, Reed, DeJong & Jones, 2001; Jones, 1996; Raider-Roth, 2005; Watts &
Erevelles, 2005) suggests that teachers who approach classroom management as a
process of establishing and maintaining effective learning environments tenchtwéde
successful than teachers who place more emphasis on their roles as digsiglinar

Educators create the culture of success in their classrooms through theeeffect
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implementation of classroom management. Effective classroom managemaastlyegi

planning the use of space, time, procedures, instruction, and student behavior.

In managing classroom space, teachers must create an environment in which

students feel safe while balancing order with activity. In addition togmghe
physical setting, effective managers establish procedures, monitor stashehiisost
importantly, maintain learning momentum. Effective managers are pdepadekeep
students actively involved in the teaching and learning process by designiniyeffec
instruction (Stronge, 2002). Literature (Patrick, Turner, Meyer & Middé03)
informs us that effective classroom managers are able to orchestoatid $ransitions
and strike a balance between variety and challenge. They are able ttaskyléind they
possess a heightened awareness of all actions and activities in theoohasBreiberg,
Stein, and Huang (1995) researched the positive effects of a classroom nemtagem
program on student achievement in inner-city elementary schools. The effaaigdhcl
better student attendance, positive attitudes, and enhanced student achievement.
Effective classroom managers skillfully organize materials, maiptaictical
procedures, and maximize instructional time. Organized teachers make use®f pacin
guides and calendars to assist with planning. They follow a consistent sciedlule
handle administrative tasks efficiently. Most importantly, organized teaatentify
clear learning objectives and systematically develop learning &ditat reflect higher-

level cognition skills (Brophy & Good, 1986; Marzano et al., 1993).

Classroom management also encompasses establishing and maintaining order,

dealing with students as a group, responding to individual needs, and efficiently dealing

with discipline (Schottle & Peltier, 1991). Effective managers are proaative i
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anticipating potential discipline problems, and they resolve minor disruptions quickly
(Brophy & Good, 1986; Wong & Wong, 1998). However, it is important to keep in mind
that the teacher retains the ultimate responsibility in the classroom, and pyneprate,
must exert authority and enforce rules (Brophy, 1999).

Most research on classroom management has attempted to identify teacher
strategies used to bring about student engagement and limit disruption, not to draw
connections between classroom management and student achievement. It stands to
reason that students must be engaged in order for learning to occur and that disruptive
behavior is likely to interfere with instructional activities. As class®become more
diverse in nature, the need for effective classroom management becomestimate c
Ultimately, the management style that teachers employ should be congruent to thei
instructional goals, the activities, and the characteristics of the stuBemtsef &

Stough, 2001). Effective classroom managers can best be described as havingheyes in t
back of their heads. Classroom management and organizational skills compleshent ea
other in effective teaching.

The literature (Brophy & Good, 1986; Emmer & Stough, 2001; Fenwick, 1998;
Jones, 1996; Marzano et al., 1993) clearly extols the benefits of efficiency in the
classroom. Effective teachers are multi-taskers, planners, and maofagerterials,
students and space. They are able to optimize instructional time through teelibera
organization of procedures and carefully prepared learning activitiesieRffycis an
important element of teacher effectiveness, yet it is seldom the focuecbéte
preparation programs or professional development opportunities. While effective

teachers must surely possess some degree of classroom management skills and
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organizational ability, these characteristics alone do not guarantee sitlieaement.
Thus, an efficient teacher is not necessarily an effective teacher.
Compassion

Some aspects of effective teaching can be cultivated, while an individual’'s
personality is difficult to alter. A teacher’s personality plays an imapbrole in the
students’ experience in the classroom. Studies indicate what kind of peopleeffect
teachers are (Brophy & Good, 1986; Evans, 2002; Wong & Wong, 1998). Compassion is
repeatedly cited as a trait of an effective teacher. For the purposessbiitlyis
compassion will be defined as cultivating interpersonal relationships that ergphas
caring and honor mutual trust and respect. A compassionate teacher demaistates
interest in his or her students and cares deeply about them.
Caring

The desire to be cared for is almost certainly a universal human chataxcteri
Caring requires knowledge and skill as well as characteristiodds (Noddings, 1992).
Noddings suggests that caring is the bedrock of all successful educationngA car
teacher communicates high expectations and shows concern for students’ amgkical
emotional well-being. A caring teacher not only creates a supportiveodass
environment, but also displays interest in and concern about the students’ lives outside of
school. Research (Battistich, Watson, Solomon, Lewis, & Schaps, 1999; Solomon,
Battistich, Kim, & Watson, 1997; Wentzel, 2002) has indicated that by cultivating a
caring community, teachers can nurture identification with school and motivdents
to learn. Solomon, et. al. (1997) illustrated this through classroom observations and data

drawn from 232 elementary classrooms. They found that teacher practices emghasi
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warmth and support were related to student behaviors such as enthusiasm for, learning
initiative, and pro-social interactions. In a later study, Battistic. €¢1.999) concluded

that feeling cared for and supported by others in a community is a positiegHatc
promotes motivation to value learning. Furthermore, the study confirmed trabolas

and schools that functioned as caring communities of learning exhibited wasta, sta
supportive relationships. The students were empathetic to others. They respected thei
teachers and had a sense of pride in their classrooms. Most importantly,|tieelythia
talents and differing perspectives of their classmates. The support ancagecoent of

a caring school culture is beneficial to all, but may be especially importastufitents

who have traditionally been viewed as least likely to succeed.

We learn from those we love. Children who are cared for at home will respond to
teachers spontaneously (Noddings, 1992). Although there are no large quantitative
studies describing Noddings’ “ethic of caring” in schools, a focus on caring enayen
more vital for students at risk for school failure (Barton, 2003; Delpit, 1995; Ladson-
Billings, 1994; Maehr & Anderman, 1993; Patterson & Patterson, 2004; Peart &
Campbell, 1999; Sanacore, 2001, 2004; Shann, 1999). Shann (1999) made an interesting
observation in her study of four urban schools—there appeared to exist an important
synergy between an emphasis on academics and a culture of caring that nesulte
optimal achievement. Focus on academics alone is insufficient. Students rniinsttfee
their teachers care about them, want the best for them, and are invested uctasis,s
before students will give their full effort. Patterson and Patterson (2004)jraedfthis
notion through in-depth interviews of 40 teachers representing 36 schools in 12 U.S.

states. Each of the selected schools demonstrated achievement levelsabogeras
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on standardized tests of reading and mathematics despite high poverty rates gnd highl
mobile student populations. The respondents expressed their belief that taadhers
students are most productive when they work in a context of caring and support. This
context of caring is especially crucial for African Americaridrein (Barton, 2003;

Delpit, 1995; Sanacore, 2001, 2004). As educators focus their efforts on eliminating the
achievement gap between black and white students, the impact of caring must not be
underestimated.

Behavior of people varies; the beliefs, values, and assumptions that underlie
behavior differ as well. Culture influences both behavior and the psychologicalgg®ces
on which it rests. Culture forms a prism through which members of a group see the
world and create shared meanings. Child development follows a pattern sinthiar of
culture. Major structural changes in children, such as language learnindgrcarsbe
interaction of biology and experience (Bowman, 1990). Such changes are remarkably
similar in kind and sequence among cultural groups; however, knowledge and skills, or
cultural learning, that a child acquires at various ages depend on the chiltysafain
community. Successfully educating students with cultural differencesoimplex
process that involves big-picture considerations and specific instructiotegssa At
the very core of this process is the foundation of caring relationships. A bridge from
caring to learning is necessary for a successful school career, hutatlysimportant for
some minority and immigrant children who tend to experience more challenges in their
personal and academic lives. As a result, they benefit from the type of support tha
nurtures emotional growth and simultaneously provides optimal conditions foiaffect

learning (Sanacore, 2004). In order to ameliorate some of the economic, ematidnal, a
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intellectual pressures, educators should demonstrate genuine caring as ithepexfic

ways to enhance achievement. An important aspect of genuine caring is for isdiocato
develop an understanding of and a sensitive response to their students’ culture. Without
such understanding and sensitivity, some of the cultural obstacles to advancintyminor
students’ achievement will not be eliminated.

Educators generally agree that a caring context honors individuals’ neegg. Del
(1995) points out the importance of accommodating students’ needs on two levels. First,
African American learners are culturally different and require ai@lly sensitive
response within their learning environment. Second, educators must recognize that the
language a student brings to school is intimately connected with loved ones, community,
and personal identity. Black English should be valued as it communicates a sense of
love, warmth, and affection from family and friends. These two considerationsifay ca
will go a long way in helping African American students achieve succeskonldmy
helping them to maintain their own cultural identity. Thus, they will be less prone to
alienation from school culture (Sanacore, 2004). These considerations are notlintende
as stereotypic generalizations of what minority students need to succadbol; they
are reminders for educators to be open to new ways of thinking about and teaching
children different from themselves. Caring stresses the creation ofigrusi@ationships
as the foundation for building an effective academic and social climate for ischool
Trust and Respect

Respectful relationships are more critical and influential than formal aoie
structures (Bowman, 2007; Ladson-Billings, 1994). Students will do things for teache

they trust and respect. According to research (Evans, 2002; Kratzer, 1997; Lightfoot
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1983; Rogers & Renard, 199Qyan & Patrick, 200ltreating students with trust and
respect is the basis for a relationship-centered framework that mothdtien to learn.
Students are influenced by and model the social interactions displayed Hsr$eaed
other adults in their schools. Kratzer (1997) studied a caring community of 1,170
students in an urban elementary school in Los Angeles, California. The ethnic
composition of Roscoe Elementary included 93% Hispanic students, 2% African
American students, 2% Filipino students, and 3% White students. Her findings edggest
that a climate of mutual trust and respect was central to the cultivation chtia's
caring community. A climate of mutual trust and respect pervaded theiastitation
through acts of collaboration and collegiality among teachers. Roscoe aditorsstr
consciously modeled attitudes of respect and trust. A climate of tolerareel tow
differing opinions existed at the school. This dynamic was not limited to adutt-adul
interaction. After 250 hours of participant observation, Kratzer documented that almos
every classroom radiated an atmosphere of warmth and affection, and that tieci@we
interpersonal conflicts between students. The Roscoe staff embracedehthbeh
truly caring community would help all its members to become competent. This
competence included, but was not limited to, academic competence. By broadening the
definition of effectiveness to include trust and respect, a school will not only extasine
scores, but also relationships (Lightfoot 1983).

Children learn ways of relating to people by watching others. Students look at
teachers to see if they are treating others with respect. Studentesysedtifor
themselves and to be treated with fairness and decency. By understandingia@rds st

value in their teachers and what they perceive to be the teacher chstrestérat help
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them learn, teachers have the potential to positively influence the leaxpiegeaces of
their students. Evans (2002) conducted ethnographic interviews of 14 elementary
students. Her participants indicated that effective teachers were h&pfuwtaring, and
fostered student independence. The participants were savvy enough to distinguish
between effective and popular teachers, citing popular teachers as funean@mldren
expect to be cared for, respected, and helped to succeed.

All students deserve a compassionate teacher—someone who cares about them
and respects them. Students must feel safe in their relations with tedtharst be
acceptable to admit failure, frustration, and confusion. If student successesnaimint
of effective teaching, then classrooms must be student-centered. Studentdipusst be
that their success is the teacher’s primary concern. A compassionaty eaarts
tremendous influence in the life of a student. A teacher’s personality influesaas hi
her teaching practices. The qualities of care, kindness and respect algleésiits that
contribute to student success. According to Peart and Campbell, (1999) academic
success of at-risk students is enhanced if a personal connection that communicate
respect and caring exists between the teacher and the student. Rogeesbang Fr
(1994) have identified a caring classroom climate and trusting relatioraghips
characteristics that foster effective learning environments in whitdirehidevelop high
self-esteem and empowerment in a supportive environment. Compassion is an important
element of effective teaching, yet compassion alone is not enough to guanaseaeée st

Success.

34



Passion

Students expect their teachers to demonstrate passion for teaching and learning.
Students spend an enormous amount of time—six hours a day, five days a week, nine
months a year, for 13 years—under the direction of a teacher. A teacher’s knowledge
feelings, and attitudes eventually become integrated into his or her teacbatmgthe
possibility for disaster or success. Should a teacher not like teaching, studgnts m
emerge from the classroom with a dislike for education. When a teacher loveséis
profession, students learn to love education. A passionate teacher takes pleasure in
teaching. For the purposes of this study, passion will be defined as enthusiasm for
learning and motivation to succeed.

Enthusiasm

Students take cues from teachers about how to respond to school activities. An
enthusiastic teacher induces students to value the topic or activity. An asticusi
teacher demonstrates dynamic vigor and a sincere interest in the SGb@dt&

Brophy, 2000).

Enthusiasm has been identified as an important characteristic of effeettvets
(Brigham, Scruggs & Mastropieri, 1992; Minor, Onwuegbuzie, Witcher & James, 2002;
Patrick, Hisley, Kempler & College, 2000; Peart & Campbell, 1999). In an attempt
discover the relationship between teacher enthusiasm and student intrinsiciomptivat
Patrick, Hisley, Kempler, and College (2000) administered a 73-item questeotma3
undergraduate students. Their findings indicated that teacher enthusiasrghsas hi
correlated with student intrinsic motivation. As a result, Patrick et al. concloded t

teachers who are perceived to have a dynamic, enthusiastic style tend tutients s
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who are highly intrinsically motivated. In an attempt to ascertain atiuslests’
perceptions of teacher effectiveness, Peart and Campbell (1999) interviewedcdid Afr
American adults about teacher characteristics that facilitated ssinom#ss. The
respondents indicated the ability to communicate with genuine enthusiasm erasess

Although enthusiasm is considered a desirable teacher characterisacchesn
the effects of teacher enthusiasm has produced contradictory findings. A study
conducted by McKinney, Larkins, Kazelskis, Ford, Allen, and Davis (2001) suggested
that pupil achievement was unaffected by variation in the manifest enthusifsumtiof
grade teachers. Furthermore, McKinney et al. concluded that teacherasithusi
contributed to marked negative effects on classroom discipline. Their findipgsthat
students behave more appropriately when the teacher conveys a medium level of
enthusiasm.

In the absence of a learning context that supports students’ needs, teacher
enthusiasm is not a substitute for students’ intrinsic motivation to learn; howeatrerte
enthusiasm may be an effective means for mobilizing student excitementrensity
Schaufeli, Maslach & Marek, 1993). Passionate teachers exude enthusiasm.
Motivation

Enthusiasm may be the spark that ignites interest, but motivation fuels the fire of
learning. A passionate teacher is also a motivated teacher. Motivatidgriaraic force
that sustains vitality. According to Sederberg and Clark, (1990) effectiveetsac
defined their motivation in terms of dedication and missionary zeal. Additionally, hig
vitality teachers also claimed that student success was both a drivirvgtioatior

sustaining a high level of performance and the ultimate reward for theit. effor
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Psychologists frequently use motivational concepts to account for the amitiati
direction, intensity, and persistence of behavior (Katzenbach, 2006; Schlechty, 2002).
Generally, people will not invest effort in tasks that do not lead to valued outcomes even
if they know that they can perform the tasks successfully, nor do they invest in highly
valued tasks if they believe that they cannot succeed on the tasks (Good & Brophy, 2000;
Kinzie,1990). In order to be motivated to learn, one must have both opportunity and
encouragement.

Research on motivation (Brophy, 1983; Brophy & Good, 1986; Good & Brophy,
2000; Marzano et al., 1993; McClelland, 1985) has attempted to identify the
characteristics associated with highly motivated personalitiesordiog to McClelland,
certain individuals could be characterized by their desire to be successitivatied
individuals demonstrated specific behaviors that identified them as “achietersa
teacher, this attitude can carry over into the classroom and encourage studes®. succ
Thus, a motivated teacher creates situations for all students to succeed.

Effective teachers develop goals, beliefs, and attitudes in studentsltisaistain
a long-term involvement and that will contribute to quality involvement in learning.
Effective teachers encourage students to value the process of learning and the
improvement of their skills, and to develop a long-term commitment to learning (Brophy
1983). Motivated teachers routinely model interest in learning through interagttbns
students (Garcia & Pintrich, 1991; Zimmerman, 1994). This modeling encourages
students to value learning as a self-actualizing activity that prodecesnal satisfaction
and enriches one’s life (Good & Brophy, 2000). It is important to recognize that

motivation occurs with a context—the family, the classroom, and the school.
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Context

School contexts vary in the opportunities that they provide for differential
student-teacher interaction. Classrooms, nested within schools, have clirabtes t
directly or indirectly influenced by wider school contexts. The literaturdfentee
schools suggests that school culture and climate are central to acade®$ssuc
Research has found a close correlation between positive school culture ardiacad
quality (Cheng, 1993; Fyans, Jr., & Maehr, 1990; Mackenzie, 1983; Purkey & Smith,
1983; Thacker & Mclnerney, 1992). The literature indicates that a student’s ¢bance
success in learning cognitive skills is heavily influenced by the aiwigthe school. An
academically effective school would likely have clear goals latstudent
achievement, teachers who hold high expectations, and a school context designed to
maximize opportunities for student learning. The school context comprises the fina
dimension of teaching and includes the school culture and its institutional norms.
School Culture

Many schools today continue to operate under the old factory model that assumes
if teachers are provided with the right curriculum, the right textbooks, the cigétisle,
and the right students, then learning will naturally occur. Obviously, this model has
proven to be unsuccessful and unrealistic. Fortunately or unfortunately, teacher
effectiveness may be significantly impacted by the school culture. Exkgagination
has a culture—the history and underlying set of unwritten expectations that sha
everything about the school. A school’s culture influences what people believe and the
way they behave. School culture is the set of norms, values, beliefs, rituals, and

ceremonies that make up the personality of the school. Every school has unique
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communal events to celebrate success, to provide closure during collectit®trans

and to recognize people's contributions to the school. School culture encompasses
symbols and stories that communicate core values, which in turn are vital for aginifyi
culture (Leader, 2004). Deal and Peterson (1999) explain culture as the unwritten rules
traditions, and expectations that permeate the way people act, dress, and talk. School
culture is not simply an abstract concept, but a public expression. A school’s anibience
a result of its cultural history.

Handy and Aitken (1986) investigated schools and identified four main types of
culture: club, role, task, and person. Club culture is similar to a spider’s web with the
leader at the center and concentric circles of lessening intimacyimgaatward. A
strong personality is crucial for this type of culture. Role culture is momafand
focuses on routine. The roles are pillars that support the school structure. A sdmool wit
a role culture often struggles with change. The task culture is comprisepiafaof
talents that function in problem-solving teams. There is minimal bureauaratihe
school is usually friendly and forward-looking. The person culture clusters thes talent
individuals into a well functioning organization. Handy and Aitken suggest that most
organizations are actually a mixture of cultures. A school’s culture has #rgipbto
make a positive difference in the lives of students. For years, educatoresddileat
variables influencing student achievement. Early research suggestechibal climate
has little effect on achievement (Coleman, Campbell, Hobson, McPartland, Mood,
Weinfeld, & York, 1966).

Current research has identified the effects of school culture on student

achievement (Cheng, 1993; Strahan, 2003; Thacker & Mclnerney; 1992; Zigarelli, 1996).
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Studies suggest that the implementation of a clear mission statement, stiarecand
school-wide goals promotes increased student achievement. Strahan (2003)@kxamine
the dynamics of school culture in three elementary schools in North Carolimeateat
beaten the odds in improving low-income and minority student achievement. Strahan
concluded that all three schools connected values, beliefs, and practices in deweloping
shared stance toward learning. This stance emphasized a shared sense of t#gponsibi
Over the three-year study, participants clearly articulated values aef$ begarding
their mission. Students are not the only beneficiaries of a positive school culture.
School culture also correlates with teachers' attitudes toward their Banrkng-
Hammond & Sclan, 1996). In a study that profiled effective and ineffective
organizational cultures, Cheng (1993) found stronger school cultures had more motivate
teachers. Teachers also experienced higher job satisfaction and incredseti\pty in
an environment with shared patrticipation, strong organizational ideology,rohtids
leadership, and intimacy. Hargreaves (1994) confirmed that teachers who tyave ve
positive perceptions of one another, the students, and their community tended not to want
to leave their school. It may be assumed that such a culture is a positive thuad) that
pay dividends in terms of student achievement, morale, and personal growth.
Collaboration is a critical element of a positive school culture. Research has
demonstrated that teachers, and ultimately their students, benefit from opEstionit
work and learn together (Bey, 1992; Louis, Kruse, & Marks, 1996; Pugach & Johnson,
1995; Snyder, 1994; Walther-Thomas, 1997). In collaborative working environments,

teachers have the potential to create the collective capacity forimgtaatd sustaining
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ongoing improvement in their professional practice in order to ensure that eagctt stude
receives the highest quality of education possible (Pugach & Johnson, 2002).

A positive culture reinforces learning, commitment, and motivation, is consistent
with the school's vision, and is the key to a school's success. A school with a positive
professional culture is characterized by meaningful staff developnuecgssful
curricular reform, and the effective use of student performance data.séndhiéures,
student learning thrives as a high-performance culture exhibits a shepedswbility for
the learning of all students. Teachers' connections to the profession and tchibas s
are strengthened by high-quality interpersonal relationships. Teachéas more
effective in their positions when they feel supported by administrators, have lstnotg)
of connection to colleagues, and are aggressively pursuing a collective visitrdéarts
learning about which they feel a commitment.

School culture communicates important messages for peer group norms, student
interaction, and student-teacher interaction. Teachers have traditionallglesieduinost
of the burden of motivating students toward academic achievement; however, the
influence of school culture as a conduit for motivating students toward academic
excellence has perhaps been underestimated. School and classroom contextsican enha
students’ needs (Lehr & Christenson, 2002). Resilient schools harness the school’s
collective energy to achieve school goals in the face of adversity. On théatitea
school with a negative or toxic culture that does not value professional learnirtg, resis
change, or devalues staff development will have a detrimental impact on stumErsss
In an attempt to manage students’ social-emotional and behavioral difficattiesators

are confronted with extraneous factors that are impossible to rectify. Soiwol

41



classroom contexts, however are factors that educators can control. Actordoarh
and Kratochwill, (2004) a crucial need in most school improvement processes is the
investigation of the school culture and its underlying values. Culture is a usable tool i
schools, where relationships tend to hold more power than official roles and titles
School context is critical and therefore, must be included in the multiple dimens$ions
effective teaching.

Conclusion

Teacher effectiveness is an elusive concept. Researchers have spied deca
attempting to identify the characteristics and attributes that distmighly effective
teachers from their peers. The concept of effectiveness has evolved ovst 8e la
years. Straight rows of desks and chalk wielding teachers have given way tateepe
learning groups and facilitators. The challenges of today’s classroonadea
different type of teacher.

The path to effective teaching has many obstacles. Prospective teachdismus
pass through the gateway of NCLB. At this point, a teacher may be considgisd hi
gualified without actually stepping into a classroom. He or she may possess the
credentials but not the expertise. Armed with a bachelor’'s degree, ceatifjcatd
subject matter knowledge, a novice teacher is not necessarily prepared. ifi¢ed pol
debate continues as to whether these credentials actually contribuectvefeaching.
Research asserts that teacher qualifications may play an importantiole much
students learn (Darling-Hammond 2000a; Haycock, 2000; Wenglinsky 2000). Once a
teacher acquires the highly qualified status, the five dimensions of tegtayng role in

the teacher’s ability to become an effective educator.
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As a teacher continues on the path toward effective teaching, he or shesacquire
teaching skills and experience. These two characteristics may beedhfthe teacher
also has strong verbal skills and pedagogical knowledge. At this juncture, therteac
may be described as a high quality teacher. The journey to effectiveness ataidged
if a teacher is also highly efficient. The ability to manage a dassand organize
concepts and materials for effective instruction is no small feat. For sacteets, the
path ends here. Only the teachers who are compassionate and passionate are able to
complete the journey to effective teaching. Without a personal connection, the journey
has been for naught.

The context in which a teacher works has the ability to contribute to or sabotage
his or her effectiveness. According to Lightfoot, (1983) “good” schools have a common
bond and a clear purpose. “Good” schools inspire devotion and loyalty in teachers and
students. “Good” schools also share a theme of nurturance and encourage teather grow
The way in which a school treats its weakest members is a clear exarogte,of
concern, and empathy. A caring, collaborative school culture positively ingtadent
learning and increases the satisfaction level of teachers as wtlbasts.

Educational research has identified the dimensions of effective teacheng (se
Figure 2). Still unexplored is the reason why some teachers are able ssfulhce
integrate quality teaching, efficiency, compassion, and passion into effdetigeoom
practice, while others are not. There is a need to investigate the percepgatiestofe
elementary teachers in order to ascertain whether the five dimensionshidgea

complement each other in the pursuit of the ultimate goal—student achievement.
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Figure 2. Conceptual Framework—Dimensions of Teaching
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Conceptual Framework

Figure 1 depicts the relationship between the federal government’s highly
gualified teacher and a highly effective teacher as determined by studepss.

Figure 2 represents the conceptual framework used to guide this study. A highly
gualified teacher is not necessarily a highly effective teachemeTfhieonsiderable

debate in the political arena about the appropriate requirements for teageapon
programs and the level of degree teachers should hold. Yet, research (Dantingphth
2000b; Murnane, 1985) has found no consistent relationship between degree type and
teacher performance. Certification requirements differ among stasedtjiig in
inconsistency. Additionally, studies (Allen, 2003; Ashton & Crocker, 1987; Druva &
Anderson, 1983; Goldhaber & Brewer, 2000; Monk 1994; Sanders, 2004) have found no
consistent relationship between subject matter knowledge and teacher pec&rmish

the exception of math and science at the secondary level. Although it may be obvious
that the minimum credentials of a bachelor’s degree, certification, and suajeet
knowledge are critical components of an effective teacher, they are not enougB. NC
highly qualified teacher status does not guarantee a highly effective te&chnehe
purposes of this study, the requirements of NCLB are considered preraqofisite
effective teaching and are not included in the five dimensions of teaching.

Figure 2 illustrates the five dimensions of teaching: Professionditi@sia
Efficiency, Compassion, Passion, and Context. Through the analysis of datey; teach
values, beliefs, and attitudes that impact student success in the elemiastgom will
emerge. Research suggests that the attributes that make teaches$iduicthe

classroom are not strongly related to the teacher attributes that asdlyypieasured in
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educational studies (Goldhaber, Brewer & Anderson, 1999). In an effort to determine
what role each dimension of teaching plays in the elementary classroooriticas to
examine the perceptions of effective teachers in order to ascertain wthetlige
dimensions of teaching complement or conflict with each other in the pursuit of the
ultimate goal—student achievement.

The first circle labeled “Professional Qualities” includes instructiskifls,
verbal ability, pedagogical knowledge, and an understanding of developmentigsheor
In addition, a quality teacher is usually a veteran teacher with somenigasiperience.
These qualities alone do not ensure an effective teacher.

The circle labeled “Efficiency” includes the observable traits of cass
management skills and organizational skills. There is a consensus amongsthieatrist
efficiency contributes to effectiveness (Brophy & Good, 1986; Marzano, Rigk&ri
McTighe, 1993; Wise & Darling-Hammond, 1995; Wong & Wong, 1998; Stronge,
2002). Efficiency is critical to student success, as an orderly, organizewaiass
environment that is free from discipline problems provides for maximum learniag tim
However, efficient teachers are not necessarily effective teachers.

The circle labeled “Compassion” includes personality traits that areudtiffo
measure without directly observing interactions between the teacher and timsstédde
teacher’s personality plays an important role in the students’ experience iassream.
Compassion is repeatedly cited as a trait of an effective teacher yB&dpbod, 1986;
Evans, 2002; Wong & Wong, 1998). For the purposes of this study, compassion will be

defined as caring for and about students and building relationships that honor trust and
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respect. Although compassion is an admirable quality, it does not guarantee student
success.

The fourth circle labeled “Passion,” encompasses the characteristics of
enthusiasm and motivation. Enthusiastic teachers seek leadership roles and work
collaboratively with colleagues. Enthusiastic teachers also seek pyofdss
development opportunities, while a motivated teacher models initiative andkiisg-ta
A motivated teacher is resourceful and maintains a high-quality work etfiectite
teachers are passionate about learning and in turn motivate students. Yet, p@ssion a
does not ensure effectiveness in the classroom.

The last circle, labeled, “Context” represents the culture of the school. Every
organization has a culture, that history and underlying set of unwritten expecthsibns
shape everything about the school. A school culture influences the ways people think,
feel, and act. School culture is the set of norms, values and beliefs, rituals and
ceremonies, symbols and stories that make up the personality of the school. The
assumption is that when teachers work together to achieve a common visiontiamstfuc
practices will be impacted in important ways. In collaborative workimg@mments,
teachers have the potential to create the collective capacity forimgitaatd sustaining
ongoing improvement in their professional practice to ensure that each stueardége
the highest quality of education possible (Pugach & Johnson, 2002).

The conceptual framework served as a foundation for the interview protocol.
Questions designed to ascertain teachers’ perceptions were organizetegboies that
corresponded to the five dimensions of teaching. Participants ranked the dimeeaisi

teaching in order of importance and described how each dimension of teaching impacts
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student success in their classroom. Subsequent data analysis utilized @@sbass
to identify predominant themes and overlapping topics. Results are presented and
discussed for the dimensions of teaching, both individually and collectively.

Can effectiveness be mandated? In response to concerns over our nation’s
inequitable educational system, the federal government has enactedidegesititled
No Child Left Behind The law’s intent is to ensure a highly qualified teacher for every
classroom. This effort should be commended, as every student deserves a highly
qualified teacher. However, minimal standards and basic credentials do notegiara
highly effective teacher for every classroom. Defining effectiveniegas a complex
task. It involves more than merely possessing minimal job requirements. teseting
successful integration of the multiple dimensions of teaching.

Researchers have spent decades attempting to identify the chstiestend
attributes that distinguish highly effective teachers from their peerst ales appear
to cite effectiveness of teachers as an essential ingredient of qualityisghdaacher
educational backgrounds, in-service training, teaching experience, verhg] tdather
preparation time, and instructional strategies are regularly rebardee indicators of
teacher quality. A review of educational research has identified the mulapéasions
of teaching. Still unexplored is the reason why some teachers are ablesssfullyc
combine high quality teaching, efficiency, compassion, and passion into effective
classroom practice, while others are not. There is a need to investigatecteipes of
effective elementary teachers in order to ascertain whether therfiemsions of
teaching complement or conflict with each other in the pursuit of the ultiroateg

student achievement.
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CHAPTER Il

METHODOLOGY

Introduction

The purpose of this study was to investigate the perceptions of effective seacher
regarding the impact of the multiple dimensions of teaching—professionéiegjal
efficiency, compassion, passion, and context—on student success in the elementary
school classroom. These five dimensions of teaching were identified througave oé
the relevant literature and organized into a conceptual framework.

The conceptual framework (see Figure 2) served as a foundation for the wtervie
protocol (see Appendix F). Questions designed to ascertain the teachezptipas
were organized into categories that corresponded to the five dimensionshofgeac
Participants ranked the dimensions of teaching in order of importance antettbow
each category and dimension of teaching impacted student success ilasisenromn.
Subsequent data analysis utilized cross-case analysis to identify predfotinémaes and
overlapping topics. Results are presented and discussed for the dimensiortsrgd,teac
both individually and collectively.

Previous research has not captured the interactions among the multiple
dimensions of teacher effectiveness; as a result, there are gaps inahehrtésas still
need to be explored. There is a need to investigate the perceptions of effective

elementary teachers in order to ascertain whether the five dimensionshifdgea



complement or conflict with each other in the pursuit of the ultimate goal—student
achievement.

What are effective teachers’ perceptions of the impact of the multiple donens
of teaching—professional qualities, efficiency, compassion, passion, and eerdext
student success in the elementary classroom?
The following questions guided the process of inquiry:

1. How do professional qualities of the teacher impact student success in the

elementary classroom?

2. How does efficiency impact student success in the elementary classroom?

3. How does compassion impact student success in the elementary classroom?

4. How does passion impact student success in the elementary classroom?

5. How does the school context impact student success in the elementary

classroom?

6. How do the multiple dimensions of teaching interact?
Rationale

Inquiry in qualitative research takes its form from the choices made and not made
by the investigator in the construction of a method or plan (Chenail, 1992). The benefits
of using a qualitative approach include richness of data and deeper insight into the
phenomena under study.

The guiding questions greatly influenced the choice of methods used by this
researcher. The fact that these questions lent themselves to the use divgualddnods

is yet another argument for conducting this study from a qualitative approackhalllar
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and Rossman (1999) suggest that research questions should be general enough to permit
exploration but focused enough to define the study.

Given the nature of this study, qualitative methods were most appropridte, as i
was concerned with developing explanations of social phenomena as they occurred
naturally (Marshall & Rossman, 1999). This researcher sought to acquire an
understanding of a particular situation and to discover rich data that could be used to
develop theory.

Since the participants’ perspectives were critical to this studyefiearcher
conducted in-depth personal interviews. A brief questionnaire (see Appendix A)
collected demographic information from the respondents, and a semi-struntereckw
protocol (see Appendix B) guided the interview process. The interviewsaasedrthe
participants’ perceptions. The participants were asked to describe thieataeach
dimension of teaching played in their classroom and to elaborate on how each trait
impacted student success. The specific characteristic of qualitatearch that lent
itself to this study was that it is highly exploratory by design. As MdrahdlRossman
(1995) have indicated, qualitative inquiry allows for a deeper understanding of the
participants’ lived experiences. The exploratory nature of this study drtakle
researcher to pursue unexpected responses. Qualitative methods of inquiry best serve
the researcher, as this study investigated where and why policy, knowledgeaetice
are not always in agreement (Marshall & Rossman, 1995).

Role and Reciprocity
This qualitative researcher acted as the primary instrument focalbgetion and

analysis. As a curriculum-instructional specialist, testing coomlinatentor, school
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leader, and veteran teacher with 19 years of classroom experience amaNadard
Certification, this researcher relied upon extensive professional &dge/land expertise
to aid in data analysis. This researcher reserved the right to conductevagggion
interviews as the situation warranted. Though contact time with partisipastnot
extensive, the researcher made every attempt to develop trusting relatiofistaps
researcher recognized the logistics of arranging and conductingefficierviews, and
therefore respected the participants’ time. All interviews wdredided after school and
conducted at the participants’ respective schools.

Regarding reciprocity, pseudonyms have been used to identify the participants.
Each interviewee was afforded the opportunity to review data transcripts fectoesss
and clarification. Given the fact that this study focused upon highly eketetachers,
the inherent praise and recognition most likely motivated individuals to particilpase
time when much of what is heard from the media regarding teachers is negatasait
privilege to honor highly effective teachers in a qualitative researci. sitehchers
selected for inclusion in the case studies received a gift card imthnaof $50.00 for a
local school supply store. Upon completion of the study, the results were shared with the
participants.

With regard to ethics, the researcher complied with all confidentglijelines
and safety standards (see Appendix C). In accordance with the Acadeanis Aff
Institutional Review Board, an explanation of the purposes of the research and the
expected duration of the participant's involvement, along with a description of the
procedures to be followed, was provided to the participants (see Appendix D). A

prepared statement described the extent to which confidentiality of recordfyidgnt
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the participant will be maintained. Participants were also given an explanatvhom
to contact for answers to pertinent questions. All participants were irddihae
participation was voluntary, that refusal to participate involved no penalty, arttidlya
could discontinue participation at any time.
Access

The first contact regarding this research was with the Evaluation and &esear
Department of the local school district. This researcher was granteggiemand
access as an employee of the district as part of fulfilling requirenceras fadvanced
degree. Subsequent contact with participants was made through telephorseealls (
Appendix E) and email communication in order to schedule interviews.
Participants

Effectiveness Index scores on the 2005-2006 North Carolina End-of-Grade tests
were used to identify participants. Multiple linear regression was useltttdata the
difference in scale score points between a student’s actual score and¢haredicted
for that student. The regression equation included the following predictor varidides
student’s pretest score, the student’s special education services, and thésdtedent
reduced lunch status. The equation then calculates the score a student should have been
expected to achieve, given the values of these predictor variables. Thenddéfer
between a student’s actual score and predicted score is a student’s sesickial
Average residual scores for groups of students indicate whether a group in a school has
demonstrated achievement comparable to, below, or in the case of this study, above the
achievement shown by similar students served in other schools across the stidol dis

Averaging residual scores for groups of students reduces the standard error of
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measurement. Since these residuals compare student performance to thigdrof si
students, it is an effective way to determine whether instructionalse#mtsuccessful.
Effectiveness Index scores are z-scores, or statistical mea$in@s many
standard deviations the average for a group of students is from the statistiagkeaor
the school system. A z-score of zero represents average gain of studestecal
points, and the standard deviation of scores is one. Effectiveness Index
z-scores are calculated by averaging all student residual scoeepddicular End-of-
Grade test for each classroom teacher and then comparing it to the avetbggachers
in the district.
The Evaluation and Research Department of the school system identified 25 third
through fifth grade teachers whose Effectiveness Index values were gineate.0 on
the 2005-2006 End-of-Grade reading and mathematics tests. These 25 teachlers recei
a letter of invitation (see Appendix F) to participate in this study. Tte¥ iatroduced
the researcher and described the purpose of the study. The recipients wertethsir
contact the researcher if they were interested in participating ituithg SThis
researcher interviewed the first 10 respondents (see Table 1). The padiopluded
nine female teachers and one male teacher. The average age of tipaptaticas 43
years. The years of teaching experience ranged from 3 to 33 years. Twosteaske

Black, eight were White, and one held an advanced degree.
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Table 1

Teacher Participant Demographics

Teacher Gender Race Age Year of Experience Degree Leadership Roles

Alice F White 59 22 B.S Leadership Team
Grade Chair
Mentor

Betty F White 30 7 B.S Student Support Team
N.B.P.T.S.* Certification

Carol F Black 50 16 B.A Student Support Team
Leadership Chair

Donna F Black 55 30 B.S School Improvement Team
Grade Chair
Superintendent’s Advisory
Council

Ellen F White 55 33 B.S Mentor Coordinator
Leadership Team
N.B.P.T.S.* Certification

Fran F White 50 17 B.S N.B.P.T.S.* Certification

Greta F White 33 11 M.A Mentor
School Improvement Team
N.B.P.T.S.* Certification

Henry M White 26 3 B.S Grade Chair

lda F White 32 10 B.A Grade Chair
Joyce F White 43 9 B.S Grade Chair

*National Board for Professional Teaching Standards

55



Sample

A convenient sample was used for this study. Although the issue of effective
teachers is relevant throughout the United States, this study waseddwietlarge
urban city in North Carolina. Participants included effective teachersragfigteby the
public school system’s teacher Effectiveness Index. This study exphereerceptions
of 10 effective elementary teachers who have demonstrated success aréssivigh
diverse populations of students in third through fifth grade. Although no attempt was
made to represent different demographic characteristics, both male atel tieschers,
white and black teachers, and beginning and experienced teachers were repimesente
this study.

Data Collection

The primary method used for gathering data was in-depth interviewing. Thi
researcher interviewed 10 effective teachers in order to accurgvelyeadividual
perspectives and perceptions. Data collection involved a two step processhd-irst,
dimension and trait were briefly described. The teachers were asked ify ithent
extent to which each specific trait impacted student learning in theirabass and to
provide opinions and examples. An interview protocol (see Appendix B) was utilized to
maintain focus and consistency. Patton (1990) urges the use of a guide in order to
maximize interviewing benefits in a limited time. Another recommendatexterby
Marshall and Rossman (1999) for conducting effective interviews is to afford the
participant the latitude of framing and structuring their response. Secoriterteavere

asked to rank the dimensions in order of importance on a scale of 1 to 5.
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The researcher reserves the right to store the data (see Appendih&guent
that a future study may be carried out. With permission of participants (see App@ndi
all interviews were audio-recorded . Termination of the recorded sessasreswvoption
for the participants at any time. These recordings were transcribeebiately
following each session.

Data Analysis

Keeping in mind that data are recalcitrant and will not always answer the
guestions put to them (Geer, 1964), and that the volumes of data generated are
exceedingly complex, and not easily converted into meaningful units (Marshall &
Rossman, 1995), the ultimate goal of data analysis in this study was to arrive at
reasonable conclusions based upon a preponderance of the data. Data analysis took place
simultaneously with data collection.

Coding was done manually as opposed to using a computer software program.
Color coding and highlighting was used to organize the data. As themes emerged, the
plausibility of understandings was explored through the data (Marshall & Rossman,
1995). Through careful analysis, the researcher identified effectiveeteapkrceptions
of the roles of the multiple dimensions of teaching—quality, efficiency, conopass
passion, and context—and explained how each dimension impacted student success in the
elementary school classroom by searching for patterns and comparingditalthgory
and the literature. A complete analysis of the data was used to develop aodhers t
research questions that served as the basis of this study. The researchjaedti

related literature provided guidelines for the data analysis.
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Multiple rounds of data analysis were used to answer the research questi@ans. As
result of previous planning, several categories (see Table 2) served to coda the da
initially for subsequent analysis (Marshall & Rossman, 1995). For exampmgpcdats
of vocabulary, strategy, and mentor were tentatively established asivestvers. In
order to answer the first five research questions, teachers’ responsesgyagized
according to the traits of each dimension. A search was conducted for the mention of
previously identified categories. Each instance was highlighted and cola. ciide
terms were mentioned by four or more teachers, it was considered to be suppdinive of
research.

The trait of school culture will be used for illustrative purposes, but the same
procedure was used in analysis of each trait and dimension. The coding cateigorie
collaboration, environment, and morale were previously established by the mesearc
With regard to collaboration, Greta explained, “We have cross grade leeéhgs
where we will often share information about individual students. You know, up and
down collaboration.” Henry described the collaborative efforts of his Profeds
Learning Community team as providing tremendous support to a beginning teacher.
Ellen mentioned how much she enjoyed collaborating with the new teachers. Whereas
Joyce stated, “We have informal meetings. There’s minimal collaborat®®neén these
comments, it may be concluded that a collaborative school culture positiyegtan

both teachers and students. This contention is supports previous research.
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Table 2

First Coding Schema for the In-depth Interviews

Dimension Trait Category
Language
Verbal Ability Questioning
Discussions
Vocabulary

Professional Qualities

Pedagogical Knowledge

Strategy
Learning Style
Best Practices

Developmental Theories

Interaction
Cognition
Scaffolding
Conceptual

Instructional Skills

Inquiry Based
Manipulatives
Groups

Data

Teaching Experience

Mentor
Tenure
Resourceful

Efficiency

Organization

Planning
Routines
Materials

Classroom Management

Discipline
Expectations
Structure

Compassion

Caring

Love
Kindness
Relationship

Trust and Respect

Safety
Risk Taking
Diversity

Passion

Enthusiasm

Enjoyment
Energetic
Interest

Motivation

Intrinsic
Reward
Encouragement

Context

School Culture

Collaboration
Environment
Morale
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The next coding category, environment, also appeared a minimum of four times in
the conversations about school culture. Greta stated, “We have an environment here
where you don’t feel anxious when the vice principal comes in and sits down in your
classroom. You actually feel free to bomb because you want that feedback. ¥Wou nee
that feedback.” Ellen also felt a sense of belonging in her school, “Our athation
creates an environment that is supportive, and you are free to take risks and try new
things.” Other teachers spoke of creating a stimulating learning envirommtéaetri
classroom, where students were motivated and encouraged. lda shared heopgrcepti
“When my kids walk in my room, they can leave some of their problems at the door. We
have a very supportive environment in here.” Fran also believed that it was her
responsibility to do whatever it took to make learning possible in her classroom, despite
the influence of outside negative attitudes. The comments of these teachess thagge
environment is a crucial component of a school’s culture. A positive learning
environment may be promoted through shared vision and values, or cultivated by a single
teacher who may be forced to retreat into the classroom and shut out undesirable
characteristics.

With respect to the coding category of morale, there was insufficient data to
support previous research findings. Fran alluded to the suffering morale of her school
when she described the stress of having a new principal. Ida spoke of the loss of joy
her work due to the feeling of isolation. Although prior research indicates that thHe mora
of an organization is the cornerstone of productivity, the category of moraleoivas

mentioned by the teachers. It may be speculated that teachers did not pgbeceive
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school’'s morale as having any influence over student success in theinatass
Consequently, the category of morale is not included in the discussion chapter.

Next, the process of inductive analysis was used. This allowed salegbas
to emerge from the data (Patton, 1990). New categories were establisimecbwimeon
terms were mentioned by four or more teachers in the discussion of eaclt spatifi
These were identified as emergent themes.

For example, the theme of leadership emerged from the data through analysis.
The category of leadership was not exclusively used to refer to admioistrti
Donna’s school, they held leadership assemblies for the students. She also described how
she incorporated Steven Covey’s habits into her daily lessons. Ellen elaborateth “I
model being a leader in the schools. The kids know that | work with the beginning
teachers. They know that | try to take on the leadership role and make mybédf visi
everywhere.” Other teachers commented on the positive influence of the sceds.lea
Greta stated, “I definitely think we have a very strong community, and our lbgulisrs
part of that.” Ellen and Henry agreed. Fran felt just the opposite, “I think thatvi kno
what works for fifth graders better than my administration, becauseaha®rpert on
fifth graders. | do not feel supported by my leadership to express my opinions and
ideas.” These comments suggest that leadership plays a crucial rodhooBssculture.
Leadership traits may be modeled by administrators, teachers, or students

The theme of community also emerged from the data. Community was cited
multiple times, specifically in reference to classroom communities axfdg3ional
Learning Communities. Subsequently, teachers’ perceptions regarding tbeaole

community were included in the results and discussion of Context.
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Cross-case analysis was utilized when analyzing interviews, usicgr&ant
comparison method to group answers to common questions and to analyze different
perspectives on critical issues (Patton, 1990). According to Goetz and LeCompte (1981)
this method combines inductive category coding with a simultaneous comparison of all
social incidents observed. As social phenomena are recorded and classifiack ey
compared across categories. Thus, relationship discovery begins with gsesawfal
initial observations. This process undergoes continuous refinement throughout the data
collection and analysis process, continuously feeding back into the process ofycategor
coding. Through logical reasoning, traits were crossed with one anothdemmr
identify interactions between the dimensions and to answer research questiom@§. Dur
this round of analysis, a search was conducted to locate each trait appeasag ac
dimensions. Evidence of interaction between the dimensions was recognized when tra
from one dimension occurred four or more times in the context of a different dimension

Again, the example of context will be used for illustrative purposes. While
describing her collaborative school culture, Alice said, “We can go to eachaotheay
we had a difficult time teaching an objective. I'll ask my team, ‘What did you Gaf?
grade level has a lot of trust and respect for each other.” This is an examplesaie
relationship, which was identified as a coding category for the trait ofgcatreta
stated, “I think diversity is a plus in the change of our school context.” Henry Yaid, “
see our administration walking through the hallways every morning, smiling eetingy
the kids. |think that creates a nice community atmosphere for the school.” Additional

comments referring to a supportive administration, along with Greta’s agpyador
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diversity, and the description of Alice’s relationship among her colleaguesatedhat
the dimensions of Compassion and Context interact with each other.

The interaction between the dimensions of Passion and Context also became
evident through data analysis. When discussing her work environment, Ida revealed, “A
bunch of us are here all the time. We stay late and come in on the weekends. We
wouldn’t do that if we didn’t enjoy it.” Enjoyment was identified as a codinggocaye
for the trait of enthusiasm. Greta described how she was motivated by feadbatief
vice principal. Additionally, several teachers mentioned seeking encourageoment f
peers.

Evidence of the interaction between the dimensions of Efficiency and Context
also emerged from data analysis. Several teachers mentioned the impafrtance
maintaining high expectations in their classroom communities. Expectations was
identified as a coding category for the trait of classroom managemennaalked
about a weekly routine of her school culture, “We have a television program that comes
on every Friday. It is done by the students.” Routines are a charact#ristic
organization.

Although this study is qualitative, the researcher felt the need to quédnatifiata
in order to present a big picture of the findings. Each teacher was asked to rfarnk the
dimensions of teaching in order of importance with regard to its impact on student
success in their classroom. A weighted vote was used to calculate reshiltee most
important dimension receiving five points and the least important dimension rgceivin
only one point. The researcher also sought to identify patterns and recognize

relationships among the data.
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In order to increase the trustworthiness of the study, this researchgpmizeso
subjectivity and bias. It should be acknowledged that the first 10 teachers to respond to
the invitation to participate in the study may exhibit more enthusiasm than theirgma
teachers who were slow to respond. In addition, these 10 teachers may have been
motivated to participate by the incentive of a $50.00 gift card to purchaseolassr
materials. This researcher also holds pre-conceived ideas regardihgriheteristics
embodied by highly effective teachers. Special sensitivity was requoigkhling with
data that illustrated less than admirable comments and behaviors. All questttaiable
will remain confidential. It is the researcher’s conclusion that the pakéetnefits
outweighed any risks associated with conducting this study.

This study was a culmination of personal curiosity and real world observation.
The analysis examined conflicting paradigms—that of the constructivist edacat the
positivist federal government. Every effort was made to balance theatesesr
personal talents and experiential biases with objectivity.

Limitations

This study was concerned only with seeking information from a specific group
and subgroup of the population as opposed to demonstrating representativeness of
findings through random selection of subjects. The guiding research questions sought
insight into the perceptions of a specific subgroup of the population—highly effective
teachers from a large urban school district in North Carolina. Although noadualit
studies are generalizable in the statistical sense, the findingsentiaanbferable

(Marshall & Rossman, 1999).
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Significance

The intended goal of this study is that it will contribute to the improvement of
pedagogical practices in teacher education programs in North Carolinardig to
statistics released in 2006 by North Carolina’s Department of Publiadtistr, only
seven of North Carolina's 48 teacher education programs received an exeaipigry
while the North Carolina State Board of Education designated Chowan Uniargity
Southeastern College of the Baptist Theological Seminary at Wake &slest-
performing programs. In 2007, no teacher education programs were designated as low
performing; however that same year, the North Carolina State Board oftiedwuaao
eliminated the designation of exemplary institution.

An attempt to understand the processes and experiences required to become an
effective teacher, Adler (1991) demands that our study of the processes ofléarnin
teach be approached from multiple perspectives that incorporate multiplanasks
multiple contexts for learning and practice. According to Howey, (1996) the need for
reforming teacher education is evident. Thus, designing a teacher education phagram
would provide the skills and experiences needed to graduate effective teaehers i
challenge. The research recognizes the importance of a high quality tedwetation
program coupled with real world experiences in order to produce highly qualified and

highly effective teachers.
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CHAPTER IV

RESULTS

This chapter describes the teachers’ perceptions regarding the ohgaemultiple
dimensions of teaching—professional qualities, efficiency, compassionppaasd
context—on student success in the elementary school classroom.

Professional Qualities

Most research on teacher quality pertains to observable attributes andignafess
gualifications (Goldhaber, 2002). According to research, (Darling-Hammond, Berr
Thorenson, 2001; Ehrenberg & Brewer, 1994; Ferguson & Ladd, 1996; Soar, Medley, &
Coker, 1983) a positive relationship exists between student achievement andstedche
possess high verbal ability, pedagogical knowledge, an understanding of developmental
theories, teaching skills and experience.

Verbal Ability

Verbal ability advocates assert that a teacher’s basic verbal skilgghly correlated
with student success. The perceptions of the 10 teachers is this study presesda@snits
(see Table 3). While all 10 teachers agreed that effective communicati@sseswial to
student learning, only 8 out of the 10 teachers interviewed believed that theiralzlibal
positively impacted student learning in their classrooms. The perceptions gfatenr
Donna were irtontrast to existing research (Darling-Hammond, 2000a; Ehrenberg &

Brewer, 1994Greenwald, Hedges & Laine, 1996; Hanushek, 1992; Murnane 1985). These



two teachers felt their verbal ability played no part in their students’ ssic¢¢enry was not
verbose. In fact, he was soft spoken and chose his words thoughtfully. Henry stated that
“math has a lot of specialized vocabulary. There are terms that you have to neaj@usur
use correctly.” He admitted to looking up unfamiliar vocabulary terms. Henry saitetha
relied on visual examples and the use of manipulatives to enhance his instructioarlygimil
Donna explained her success with her students with limited English proficieneyg‘leh
large ESL population in my classroom, and | can’t depend on verbal cues and language. |
use a lot of visual images and books to communicate concepts to my students.” The fact that
both Henry and Donna negated the impact of their verbal ability on student sugesss gi
more credence to the idea that effective teaching must be assessedmaurisidinally. It is
also interesting that the least experienced teacher and a veteran witrs36fy@assroom
experience were the two teachers who cited verbal ability as having nct iompstudent
success. Alice felt her verbal ability somewhat impacted student suctésink it's how
you use language that matters, not the complexity of it. For example, when | use
metacognitive strategies and think aloud, it facilitates learning.”

Seven teachers credited their extensive vocabulary for enabling thepidim ex
things in different ways to their students. They cited the importance of sendedy a
message. Ellen reflected on her ability to articulate her thoughts and gétdseacross to
her students. Betty encouraged her students to build their own vocabularies. These opinions
regarding the relationship between teacher’s vocabulary and student Swgyess prior

research.
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Table 3

Number of Teachers and Their Perceived Degree of Impact on Student LearriagHior

Dimensional Trait

Dimension Trait Greatly Impacts Somewhat Impacts  No Impact

Verbal Ability 7 1 2

Pedagogical Knowledge 7 0
Professional

Developmental Theories 9 1
Qualities

Instructional Skills 10 0 0

Teaching Experience 10 0

Organization 7 3 0
Efficiency

Classroom Management 10 0

Caring 8 2 0
Compassion

Trust and Respect 10 0

Enthusiasm 8 0
Passion

Motivation 10 0 0
Context School Culture 6 0

Carol felt her verbal ability played an essential role in ensuring thatuaents

understood her.

She stated, “You must be able to model language in a way that students can

receive it, process it, and then apply it to their own learning. You have to be abledizeer

on several different levels when you are talking to children, because you haveffeer or

different types of learners in your classroom.” Carol, Fran, Greta, amadl kbgpressed the

ability to recognize when their students appeared confused and to adjust theigéaagd

vocabulary to a more appropriate level. Joyce affirmed the consensus thatdlnow
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communicate with your students daily makes a huge difference.” The catéd@nguage
was also evident in the data. Teachers related stories of English lafeprages, and their
attempts to simplify complex language in their classrooms. These findipgsrs prior
research claiming that teachers with a strong command of languadieeatigeeeducators.

Communication was a coding category that emerged from the data. Based on the
comments of the teachers, it may be surmised that it is communication thiatastor
learning, not the method of delivery. While it was the consensus of all 10 tedters t
communication was essential to student learning, they differed on their estibwerbal
skills in the classroom. With such diverse student populations, Henry and Donna very
effectively communicated concepts and information to their students througé sanctil
visual methods as opposed to verbal transmission. Building conceptual knowledge is more
meaningful than learning vocabulary terms. It is possible that the teachers intexldiaeir
verbal ability strongly impacted student success taught a more homogeneous group of
students with similar background experiences.

The categories of questioning and discussion were not frequently mentioned in the
interviews. Although each teacher probably uses effective questioning techaigle
encourages discussion in the classroom, the majority of the teachers did not adgjadinde
impact of verbal ability on these instructional methods.

While there is a logical argument for the importance of verbal ability regard to
teacher effectiveness, it is more likely that the act of effectiveraamcation plays a more
vital role in teaching. Communication requires more than oral and written glallso takes

the form of listening, touching, and showing. The findings in this study support previous

69



research. Communication, an extensive vocabulary, and a strong command axdazugu
components of verbal ability. Each may be impact the complex act of teaching.
Pedagogical Knowledge

Pedagogy, the art of teaching, transforms subject matter knowledgeuneatst
learning. Pedagogical knowledge incorporates an understanding of mandateshdoals
objectives, curricular programs, and materials.

All 10 teachers perceived their pedagogical knowledge as a positive influence
student success, but to a different extent (see Table 3). Given the fadfénantiation was
a district initiative, all teachers made a concerted effort to meatdhadual needs of their
students through a variety of teaching strategies and learning astiResearch (Irvine,
2003) suggests that the achievement of culturally diverse students can be enhanced by
focusing on the individualized learning styles of students. The teachers with 10eor mor
years of classroom experience stressed their attempt to align thegogedeth their
students’ cultural experiences and preferred learning styles. Whilebmgmning teachers
function within a highly structured and preplanned learning context and depend upon
textbooks, such was not the case with Henry. Henry, the least experienced teattiee
only male in the study, believed that his teacher education program had prepafedthem
classroom and armed him with a variety of teaching strategies. He aldediaboration
among his colleagues as critical to the development of his pedagogical knowlezlgen-F
Nemser (2001) suggests that the beginning years of teaching are highdyivernThis is
when practices and beliefs about the classroom context are initiallyisdligifteaching
careers. Fortunately, Henry taught in a school with a healthy culture and atiseppor

administration. As this researcher can attest, these conditions encoskagking and
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professional growth. Henry’s responses demonstrated a maturity beyond hiss26 year

Fran attributed the development of her pedagogical knowledge to her badiefs a
values related to teaching and learning. She believed that she had always been “a kind of
natural teacher that knew how to present information and to avoid the pitfalls.” Sheltalso f
confident in her ability to structure her lessons to provide for higher-level thinkiieg s
Greta described working on National Board certification and how the reflectioasgroc
helped her to refine her pedagogical knowledge. “Before | did my boards, | gid#inuch
thought to why | did what | did. Now I feel | am a better teacher, and if | neddtge
something, | understand why.”

Changes in instructional practices occur as pedagogical knowledge sanonee
complex. This was evident with Donna. Despite 30 years of experience, she felt
overwhelmed. She lamented, “Every year, | come in and there are so many nevgdirigg
on, and | just wonder how effective | am. There’s so much to learn out there. &|ditefe
| am always behind the eight ball.” Donna expended a considerable amount of time and
effort in the pursuit of current methods and research based strategies. Howevateaced
by measured growth on standardized test scores, it can be concluded that Donna% student
were the ultimate beneficiaries of her acquired pedagogical knowledge.

Betty, Alice and Joyce were the three teachers who cited their peckdaogpwledge
as only somewhat impacting student success. Yet, they all claimed to pogsstise in
instructional methods and enjoyed planning for learning opportunities. Their resp@yses m
indicate that the three did not recognize the role that pedagogical knowledgg ipléyeir
choice of materials, activities or assessments, as Betty claimeti¢habs “able to analyze

errors and move students forward.”
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While the mention of best practices did not appear in the data, it may be speculated
that since the majority of the teachers were not recent graduates, tieeyotveamiliar with
the term. They may have been incorporating best practices in theipolassibut were not
aware these practices were research proven and referred to as such.

It may be concluded from the perceptions of these 10 teachers that pedagogica
knowledge must be actively sought and refined. The category of reflectote@rmerged
as a recurring theme. It was apparent that all 10 teachers made coateioyss to
improve their pedagogical understanding through workshops, professional organizations, or
collaboration with colleagues despite the length of time in the classroamevealed, “I
enjoy learning about different teaching methods.” The results of this stnaylement
research findings; a teacher equipped with knowledge of strategies ancaobghiearning
styles is an effective educator.

Understanding of Developmental Theories

Developmental theorists such as Piaget, Vygotsky, and Dewey concur thetgear
and development occur when children interact with the environment and people around them.
Currently, child development theories and various progressive educational philosophies a
commonly instructed in a wide range of teacher education programs.

All 10 teachers described their classrooms as child-centered. The tfehild-
centeredness emerged from the data and supports previous research. Chéd-cente
curriculum has long been promoted in elementary education. Despite the broad emblveme
of child-centeredness, the meaning of the term can be traced back to the ormditc of
development theory and the progressive movement in education (Chung & Walsh, 2000).

From the position of the Piagetian perspective, individuals construct a persdital re
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based on previous knowledge and new experiences. Knowing, is an interaction between the
environment and the individual. Alice stressed the importance of activating adichdpuil
background knowledge so that the students are able to “hook onto new information.” She
further elaborated that “this is where pedagogical knowledge meetdeeaduations in the
classroom.” Fran also stated, “I always try to remind them about things wereai@usly

learned and to help them make connections.” Greta felt that motivation wasabssedt

she sought ways to link learning to real life situations.

According to Vygotsky, learning is an interactive and constructive ggtamnd both
society and individuals play essential roles in learning. All 10 teachatquseiety of
teaching strategies such as cooperative learning groups and paitigesactAccording to
Vygotsky, the social context is both the source and the cultural repository ofrthiadea
Therefore, when children are assisted by partners on tasks, they anay dtigher level
within their zone of proximal development (Berk & Winsler, 1995).

Both Piaget and Vygotsky emphasized peer interaction and cooperation to promote
children’s learning. Although both approaches stress the importance of slagtdteon and
social interaction in children’s learning, the difference relates to thetain of influence,
specifically, whether knowledge is constructed as a result of sociaadtiter and then
internalized, or whether knowledge is constructed by the individual as a resyteokace
and then refined through testing in social situations.

The classrooms guided by Piaget’s theory give children the greatestdd
freedom. Seven teachers specifically cited student choice as a motfaatorgn their
classrooms. They set up a rich environment for children to explore. On the other hand,

classrooms applying Vygotsky’s theory seek to find a balance betweenrtdaelkted and
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child-initiated activities. Teachers assist children and give thettieobas in order that
children may attain the top level within their zone of proximal development. Elleniukes
her task of preparing her students for the future and her responsibility engeaiind
introduce her students to new things despite the fact that some of them were not
developmentally ready.

From observation of their classrooms, as well as description of their teathesy s
and personal philosophies, it may be concluded that all 10 teachers have adopted either a
Piagetian approach or a Vygotskian approach. Even Henry, the solo teachestinyh&ho
did not attribute the success of his students to his understanding of developmental, theorie
unknowingly utilized a Vygotskian approach to learning. Henry did not feel the need to
understand the specifics of how or why learning and development occurred. He plgs sim
aware that his “kids learn in his classroom.”

According to Dewey, democracy is the aim of schooling. This idea could not have
been more eloquently described by Ellen, who said, “Life is about learning. nganit
about passing a test. Learning is about taking the knowledge you acquire in gisoahas
and being able to apply it to life situations so that you can become a good diiaezover,
Dewey indicated that the ideal aim of education is the creation of self-coRtanl.shared
this philosophy. She emphasized that along with promoting self-sufficienayaieigoal
was to encourage self-discipline. Additionally, Dewey believed thateéemshould use their
craft to help children develop the freedom of intelligence through a number sf sueph as
guidance and arranging good environments. Dewey suggested that teachers shadbkl kee
order of the classroom and help promote children’s development by giving somecguiman

children as the teacher judges it is necessary.
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Nine out of 10 participants expressed strong opinions regarding the impact of
developmental theories on student success (see Table 3). The same nineftdtttters
county standards and state expectations were unreasonable. Alice was neswubelief
that “a lot of what we are expected to do is not developmentally appropriate. Whattd hav
do is try some way to make the learning fit to where the students are.” cBetiyrred that
many of her students were “not ready.” Many educators advocate the inggoofachild-
centered curriculum in order to address various rates of child development. Xpretsed
such concern about the many different levels of both maturity and ability exhilyitthe
students in her classroom and the implications for teaching and learningliddaipen her
understanding of developmental theories to explain why her students acted theywaid.

While interaction was the only previously established category to appéardata,
the recurring themes of child-centeredness, student choice and develdlyrapptapriate
instruction indicate that developmental theories have no doubt shaped and influenced the
current ideas and practices of each participant. The findings of this &odgdicate that
effective teachers incorporate Dewey’s educational philosophy. Elleregdmher class’s
mission statement posted on the wall, which read, “To be successful leadadirgy dur
voices, helping others, making a difference and leaving a legacy.”

Instructional Skills

Research (Pintric, 1995, Zimmerman, 1990) indicates that learning involves a high
level of cognitive engagement, making connections with existing knowledgejongpga
specific approach to a learning task, and continuously monitoring progress.

All 10 teachers perceived their instructional skills to have a major impattdens

learning (see Table 3). All claimed to actively engage students inattmenlg process and
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use various teaching strategies such as cooperative learning groups,gedintites, and
inquiry based instruction. Carol considered herself a multi-tasker who waardbnasing
different instructional strategies and flexible grouping to address the neleelslearners.
Greta pointed out that she used assessment data to inform her instruction and provide
meaningful learning opportunities for her students. Joyce boasted, “We do hands-on and
they love it!” Interestingly, only Henry mentioned the use of technology as abcdimg
factor in his success.

While every teacher claimed mastery of a variety of instructioe#hods and
techniques, self-reflection was mentioned by eight teachers, includingwthodead
achieved National Board Certification. These teachers demonstratédwaseness of
personal and professional strengths and weaknesses. Donna was not embarrassed to admi
that she felt like she was “always behind the eight ball.” Ellen chastisselflfer not
spending more time writing comments in her students’ response journals. Bettyedethat
when she returned from maternity leave, she felt “out of the loop and unprepared to use the
newly adopted curriculum materials.” The importance of frequent and isdeeifiback not
only for students, but also for teachers was elaborated upon by Greta. “Welisdaljye a
lot. We observe each other teaching a lesson and then discuss it at our team meeting. At
first, | was a little bit self-conscious and nervous, but now | volunteer taggd fiThe
teachers who had earned National Board Certification discussed theieagpeadf
reviewing the video-taped lessons. Fran said, “| would have never believedadhad lon
the same kids over and over if | hadn’t seen it for myself.” Self monitoringasnanon
practice of experts that enables them to track professional performmahoataomes

(Zimmerman, 1990).
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Extraordinary teachers often make teaching seem easy and natural. Tihasaceh
and thrive at the highest levels of instructional expertise are committed tousghpractice
and utilize calculated strategies designed to guide them toward batfeinte These
teachers recognize and monitor their performance in order to reach their ppest®iand
continue to do so over the course of their career. Regardless of the yearhinftea
experience, every teacher in this study indicated the desire to improve hiseadneng
skills.

The perception that the practice of self reflection enhances teaffieictyveness
emerged from the data. Self-reflection is encouraged by the school sysleire practice is
supported by the Interstate New Teacher Assessment and Support ConsorfiARE)N
Discussion of instructional skills yielded data elaborating on the magsgf inquiry based
instruction, group activities, and manipulatives. These findings concur withidlesea
Instructional skills encompass the competencies that teachers needtteetyfederact with
students during a lesson; and self reflection is the process that refineskihesaVith only
one teacher mentioning her use of data to inform her instructional prattioey be
speculated that data driven instruction is a relatively new initiative indhgosdistrict.
Teaching Experience

Not all of those who enter the teaching occupation should or will remain in tgachin
Between one third and half of all teachers hired leave teaching within teefnve years
(Darling-Hammond & Sclan, 1996). The amount of teaching experience of thepaatisc
ranged from 3 years to 33 years. Veteran teachers with 30 years oéegpene scarce in
today’s schools. Curiously, this study included two such gems of knowledge and experience.

Every teacher in the study wholeheartedly conceded that they becamdfeuinece
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with experience (see Table 3). All the teachers cited their fartyliaith the curriculum as
helpful in knowing what questions to ask and how to most effectively cover content materia
Ida observed, “Some brand new teachers that are fresh out of school are jegedcaexi
have the best practices to use, but then they don’t know how to manage the kids or they don’t
know curriculum.” She further elaborated, “Honestly, it depends on the person. | know
some teachers who are counting the days to retirement.” Ellen was one suahbeache
retirement, with 33 years of experience, and she was still giving it harta# classroom.
She offered a pearl of wisdom, “There are many things that | think experienceyande
belt helps you with because you have got to learn to pick your battles.” Donna, the othe
veteran teacher with 30 years of teaching experience commented, “lb yba dame things
for 30 years, you can become quite ineffective. That's why you always havengecha

While research overwhelmingly supports the assertion that an experieackerte
may have an edge over an inexperienced teacher when it comes to effesfi{&neenwald,
et.al., 1996; Haycock, 2000; Murnane, 1975; Murnane & Phillips, 1981) Henry, with only
three years of teaching experience proved to be an exception.

Several teachers shared anecdotes from their mentoring experience®teraes
agreed that they had accumulated ideas and resources throughout their Gaveerthe
fact that Henry was the only teacher who had not yet attained tenure iholoé district,
tenure was not a topic worthy of concern among the teachers in this study.

Collaboration emerged as a salient theme from the interviews. The term
collaboration was used to describe the numerous types of collegial relatiansghi@school
setting, such as mentorships, Professional Learning Communities, student &apsyt t

school improvement teams, leadership teams, and grade level teams. The eatbens t
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recalled the days when teaching was done in isolation behind closed doors. Idicend
Donna expressed delight with the cultural shift from isolation to collaboratioreaagmnized
the responsibility of passing on the torch to the less experienced teachers. efdey w
actively involved with committees, teams, and mentorships. Ellen gushed, “| éoaente
and being a mentor. | love learning from the students who have just gotten out of dollege.
learn from them as well as | hope they gain some things from me.” Bey (1%@2pdd the
role that mentoring plays in the career-long development of teachers gmbaters
assistance to intern teachers, helps beginning teachers, and motivates ¢zauhed.t Ida
confided, “There are some things that you only learn from experience, like whatdwthe
next time you teach a lesson.” Likewise, Fran said she had accumulated eesaturces
over the years and felt her experience provided her with a “bag of tricks.”

Collaboration may possibly be the most significant factor in persuading te&che
remain in the classroom. Through collaborative efforts, every teacher stutlisshared the
benefits of their personal and professional experiences with colleagiiesestingly, the
two teachers who cited minimal grade level collaboration also descheedthool cultures
as unsupportive. Henry found himself at the other end of the collaboration spectrum. He
participated in weekly Professional Learning Community team meetings.

Professional Learning Communities are characterized by an environniehostees
mutual cooperation, emotional support, personal growth, and a synergy of efforts. Educators
share an understanding of mission, vision, values and goals and embrace the notion that the
fundamental purpose of school is learning, not teaching. They examine the practice
procedures in their school to ensure alignment with this fundamental purpose, and they

maintain an unrelenting focus on student learning. Teams articulate théw®llec
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commitments necessary to move the school toward a shared vision. These comrogments
only be realized through the collaborative efforts of novice teachers andesxaeti

teachers. As a beginning teacher, Henry felt this collaboration wagaldatilsis success in

the classroom.

The results of this study support existing research; experience is anaggvedien it
comes to teaching. When veteran teachers mentor novices, they pass down saareessf
and time tested tips. Professional Learning Communities foster collaoaatl provide the
opportunity for teachers to share experiences.

Efficiency

Efficiency impacts a teacher’s ability to maximize instructiomaét Efficiency
encompasses organization and management skills required to establish ana raletai
deal with students as a group, respond to individual needs, and handle discipline issues.
Organization

Children accustomed to home or relatively less structured settings maytiaty i
realize how being one of many members of an elementary classroomitaesprocedures
such as raising one's hand before speaking, working quietly beside peers, amgl theepi
classroom in order. Consequently, teachers must also teach procedures in addition t
content. Teachers who demonstrate optimal organization patterns mayelsmtwe
effectively overall (Bennacer, 2000).

A quick glance around each classroom revealed a wide range of organizational
methods. Every classroom contained numerous baskets, folders, charts, and bindets. In f
Betty actually referred to herself as the “folder queen.” Thesedeoled as the basis for a

variety of organizational and management systems. All 10 teachers felt atigsmizas
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important to student success to some degree (see Table 3). Betty admitied, “I
organization plays a huge part in my classroom. | think that planning out your lessons and
being prepared with materials definitely helps minimize disruptive behavidrwakn’t
organized, it would just be chaos in here.”

The amount of instructional materials, student products, and administrative
paperwork quickly accumulates in a classroom. Henry, who taught in aoysat-school
explained, “Since | have to track in and out through the year-round setting | havanto cle
stuff out. | have to stay organized or else it's a huge mess.” Carol nodded tokhemaies
laughed, “People think a lot of time we are not organized because we have paperstak
place. But, we know what we are doing. | guess organization is important bgcause/e
to know what the big picture is.” Joyce admitted that “long range planning malessat to
organize materials.” Her lesson plans were already complete for tteeqrdrter. She did
qgualify her comment by adding, “Of course, you always have to be ready taechang
everything at the drop of a hat. Although | function better with lots of structoas, &lso be
flexible when it counts.” As speculated by this researcher, characteakthe classroom or
teacher play a role in determining levels of organization, and teachers ovttrerperience
may be more flexible and consistent managers, whereas novices might passiblyec
with a lesson as planned even when children exhibit off-task behaviors.

Fran had an interesting perspective on organization. She wanted to teach her
students to be self sufficient and to maximize their use of time. In her opinion, being
organized and prepared greatly impacted her students’ ability to learn. Svedetiutine
and procedures to be very important. Fran recognized that being organizedatiorst

tended to impact her students by affording them more time on-task and less time
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disruptive, non-academic activities. Betty, Ida and Joyce concurretigmstency and
routine were very evident in their classrooms as well. The observable effecganization
may be small when considered one day or one month at a time. Actual classroom
differences, however, likely accrue over the school year, reflectiygiggoatterns of
organization with implications of greater magnitude.

All 10 teachers believed that establishing classroom organization andisruct
required more effort in the beginning of the school year. Fran explained, “lIfayoget
your management system in place at the beginning of the year, even though yoailspend
of time on it, your kids will greatly benefit from the consistency all yeag. | think
children really want structure and limits.” The related research, aldhgiva responses of
the teachers in this study suggest that organizational behaviors concezdritad the
school year, promote better student behavior. When the expectations for learheng in t
classroom are established early on, children may more quickly begin to taksloyodér
their learning so that later in the school year, they can spend more timepariddat
instructional activities. An organized, consistent classroom setting, in wisigimaents
and expectations are clear at the beginning of the school year, provides gppattunities
for learning and success for all students.

Based on the teachers’ comments, it may be surmised that organization gggoura
self-regulation by making classroom procedures and activities transpargrat students
can take responsibility for their learning. Effective instruction andrcassorganization
interact with and depend upon each other. An individualized instructional approach tends to

promote student achievement, and it is possible that teachers who spend morenting pla
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and organizing their students' learning opportunities are more likely to indizduali
instruction.

The category of materials was mentioned by several teachers. sBekty of
organizing materials for her lessons. Henry explained how he had to clean out and move his
teaching materials each track-out session. Ellen eagerly pointed out thdletslthat her
students were examining with toothpicks. She had taken special care to organteenicer s
materials next to the sink so students were able to wash their hands upon complie&on of t
activity. Fran talked about the huge amount of resources and materialsibawvith the
new reading textbook adoption.

Half of the teachers claimed planning as their key to organization. Eferedf tip,
“Integrate as much as you can.” Greta confessed, “Putting thought anohatietat plans
that you hope are going to run smoothly is my favorite part of teaching.” Sugatated,
organization enhances planning which results in more effective instruction. Findihgs of
study support prior research regarding organization. Routines and proceduresesdtablis
early in the school year with input from students greatly increases thenanfdime spent
on instruction. Based upon observation of the classrooms, materials, supplies, and teachi
equipment were abundant, and teachers were forced to devise clever agaalipns.
As Greta stated, “Elementary teachers simply have lots of stuff. rEh@éirshal won't let
us stack things high on the shelves, so we have to get creative with space.”
Classroom Management

Classroom management is more than simply addressing student behavior; it

encompasses a broad range of actions that teachers take to ensure kegunatity
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environment, such as developing class expectations, establishing consequeehces, a
maintaining student cooperation.

The 10 teachers agreed classroom management skills greatly impadesd st
learning (see Table 3) and provided key insights into the origin, evolution, and iesusinc
their management skills. They credited a variety of sources such asathahitdren,
professional development, and colleagues for contributing to their managementiskitiry
was the only teacher who acknowledged his teacher education program ag asourc
information. The other teachers believed that their undergraduate expsrikthaot
address management issues, and felt they were not adequately prepared wherrdétey ente
the classroom.

Each time the category of discipline was mentioned, it was in the context of a
problem. Betty explained, “Strict rules sort of set the stage for student diegptiblems.
Then you have to provide a consequence in response to a broken rule. It gets exhausting
trying to keep track of everything, then, the kids start to tattle on each dtherkids begin
to think that rules and punishment go together.” She continued, “My students have
expectations of each other and from me in this classroom. The kids feel bad when they
disappoint someone.”

Ellen cited changing contextual influences as the impetus for the evolution of he
management techniques. She explained, “My management system may changafram
year. It all depends on what you have in your room. The more positive you are,ehe bett
We don’t have class rules. We have core values.” And indeed, her class’s core vedues we
prominently displayed in her classroom. Donna agreed, “Every class has its esamafigy.

This year, everything is a struggle.”
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Teachers also cited environmental changes as influencing their methoafsnon
examples were single-parent homes, lack of parental behavioral exres;tand
dysfunctional families. Teachers spoke of the need to understand what shudegtg from
home into the classroom. Carol remarked, “I just think that things have changed so much as
far as parents and adults being authority figures. | hear them talkimgt@arents in ways
that horrify me.” While several teachers observed a lack of parent invehespecifically
in dealing with behavioral situations at school, Joyce disagreed, “My discigdunes are
minimized because of my parental relationships.”

All 10 teachers agreed that managing student behavior required morenetii@rt i
beginning of the school year when expectations were being established. liéwgdabat
having students help to establish the desired classroom behaviors aided them in assuming
responsibility for their actions. The teachers also stressed the imgoofamodeling
desired behaviors and praising students who demonstrated appropriate behaviordeAll of t
teachers used multiple rewards and consequences, both extrinsic and intrinfliscence
student behavior. Ellen described her behavior management technique, “We have & persona
best chart. When a child does something like hold a door for a friend, or help someone who
dropped a tray in the cafeteria, they get to sign their name on the chart. Thenpdtdhe e
each nine weeks, | give out prizes like chapter books.” Additionally, teachersaffgbke
need for students to acknowledge responsibility for their behaviors. Joyce ‘$tated,
hold students accountable, they will be accountable.” Other teachers echoedithense
that if students know the expectations, many problems can be prevented.

In addition to its impact on student learning, the ability to manage eHbcis an

important factor in teacher job satisfaction. Management struggles havérdesd to

85



teacher stress and burnout (Schottle & Peltier, 1991). Ida admitted thatldrgasithe

ability to interrupt the learning of the entire class. She also revealeshthatas shocked to
discover that sometimes, the most troublesome student in the classroom was the one who
made the most academic progress. “l don’t know if it'’s in spite of you or what. evilagi

just take up so much of your time and attention that they learn after all.”

Findings of this study support existing research. There is recognition dating
experienced and novice educators that the way student behavior is managed has important
implications in terms of the educational establishment's assumptions, erpsctabd
attitudes toward children and learning (Ayers, 2003; Raider-Roth, 2005; Wattvé&llEse
2005). Betty bluntly stated, “If you spend your time redirecting and tryingféaus student
behavior, then you are taking that time away from learning.” Classroom mandgease
discussed in a positive manner, whereas, the category of discipline held a negative
connotation for the teachers. The category of expectations was mentioneddigpedhe
interviews. Students had expectations of each other and their teachers. Taaolead
expectations of students and their peers as well. Betty claimed, “I eximecand | get a lot
from my kids.”

The category of structure was also revealed in the data. Sevelarea
acknowledged their power to structure the learning environment and equatadetrutite
classroom with a framework for student success. Joyce emphasized thamcgoft
structure in her personal and professional life. Fran said, “I think childriy weent
structure and limits.”

Results suggest that classroom management continues to be a primary concern of
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veteran educators. The findings of this study also imply that learningriaga a classroom
is an ongoing process that is influenced by personal and contextual forces.
Compassion

A teacher’s ability to relate to students goes far beyond issues of masrdgad
control. The ability to establish and maintain positive relationships with students tha
emphasize caring, understanding, and trust has consistently been shown ttuister s
motivation and engagement (Ryan & Patrick, 2001).
Caring

A caring teacher is not required to be overtly affectionate or friendly, siimply
demonstrate an interest in, and concern about the students’ lives inside and outside of school
(Battistich, Watson, Solomon, Lewis & Schaps, 1999; Solomon, Battistich, Kim &wats
1997).

With the exception of Alice and Henry, the other eight teachers in the stuthefelt
were extremely compassionate and caring individuals (see Table 3). AltAbog
described herself as a positive role model with high expectations, she did not conrsiglér he
“warm and fuzzy.” Henry was acutely aware of the fact that as atewdber he had a
unique opportunity to develop relationships and form bonds with some boys that might not
otherwise have a positive male role model in their life. Henry wanted his sttoléets
safe. He enjoyed playing sports with the boys on the playground. He was also the only
teacher who referred to himself as a kind person. This may have implied thaicBiet
deeply about his students, but felt uncomfortable in expressing love. Although theycategor
kindness did not appear in the data, two teachers did mention the positive effects of a

cheerful disposition. Ida confessed, “I do have my moments when | get in a bad mood, and |
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have to stop and think to myself, | would never want anybody to talk to my own child this
way.” Joyce said, “I swear my job is 60% manners and 40% academics.” A cheerful
disposition may also be extremely helpful in dealing with narrow-minded schoalaits)c
difficult parents, boring meetings, and the never-ending task of grading luoknew

Compassion was cited by the remaining eight participants as their reason fo
becoming teachers. These teachers emphasized how much they cared abouddinés: st
Betty offered, “If my children did not know that | cared about them, | don’t think hiest t
would do what | expected of them or that they would perform for me.” The codingateg
of love was frequently mentioned. Teachers spoke freely of loving their studenmtglibgei
and learning. Carol commented, “That is your job as a human being and as atteaciier
each child feel safe and happy and loved when they are in your room.” Ellen a¥imed, “
have to have a loving heart to be in this business.” Ida summed up this sentiment by adding
“I think it is so important that you love your class and that you want to be with tifeéhey
feel you care about them, it matters.”

The insights of these ten teachers illustrate the extent of influencertepdssess
over students’ self perceptions and the quality of their relationships with offeashers
felt that the diversity of students with regard to race, ethnicity, and sonm®aostatus in
their classrooms created an environment in which caring was imper@uoveerns about
redistricting issues and changing student populations prompted five of therseadmneng
up the topic of diversity in the interviews. Thus, the category of diversity emeayedife
data.

A caring classroom provides a climate that is conducive to learning. richeds in

this study concur with existing research. Love is a very motivating emotieaningful
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relationships between a teacher and the students in the classroom, as nehgshe

students themselves, have a positive impact on student leaHtiey.offered her

observation, “When | model compassion in the classroom, it rubs off on the children, and |
see it in the way they interact with each other.” Joyce said, “I spend moreitimteaese

kids than their own parents. We do everything together. We are a family.”

Trust and Respect

The classroom community is a place built on fairness, freedom of expression, and
responsibility where learning is meaningful and relevant to children’s dindsxperiences.
All voices are not only heard, but also respected.

Teaching is about interpersonal interactions as much as instructionalydelivest
and respect was another factor mentioned repeatedly by all 10 participantalfse3).
According to Carol and Joyce, cultivating an atmosphere where there iarndusispect
emboldens students to take risks and encourages them to work harder. Betty echoed this
belief, “When you form a relationship with someone, | think that you work harder tor tha
person because you know that they [sic] have expectations of you, and you don’t want them
to be disappointed.”

Trust and respect do not occur accidentally; respect must be modeled and trust must
be nurtured. Trust can be developed through a process that involves clarification of both
common purposes and desired outcomes. When there is consistency and expectations are
clearly understood, students feel safe to take risks and attempt new thingbeliEhiwas
expressed by the majority of the teachers. Henry clarified, “Whéarehiare afraid to raise
their hand, they can’t let you know that they don’t understand something, or that something

is wrong.” Joyce described her school population as very transient and unstabhg. ofMa
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my kids have a rough home life. When they walk through my classroom door, they know
they are safe. You can't learn if you don’t feel safe.”

The category of community emerged from the data analysis. Eightteaeseribed
their classroom as a community. Community is about connectedness and relatianiships;
where one learns to value and appreciate diversity. Greta said, “I try hongdads
appreciation for other cultures.” It was the consensus of the teachetsidesits should
share the power in developing class rules. This may be difficult for sonetedecause it
challenges the embedded authority of the traditional teacher-studéionsdigp. Many
teachers are reluctant to involve children in decisions that affect them. Howmweg
people are able, with support, to successfully participate in decision-making. Widearc
know and trust that they have a say in what goes on in their classroom, they beceme mor
responsible for it. Leadership skills were promoted extensively in three ob#seamdms.
Donna explained, “The children participate in what we call Leadership Time wiey go
and help other teachers. We also have Data Notebooks. The students are responsible for
recording their academic and personal goals and tracking their prdgtzssl made a
perceptive remark which demonstrated the high level of mutual trust and respect i
classroom, “You have got to understand there are some days when you have to pull back
when you ask too much.”

The comments of the teachers support prior research. Trust and respect must be
nurtured through caring relationships. By cultivating a classroom commuaitihetes are

able to establish a safe learning environment and encourage risk taking.
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Passion

A passionate teacher takes pleasure in teaching. lda commented, “I choae to be
teacher because | love teaching, not because | love kids.” This sentimehsesm
shocking to many elementary teachers, but it takes more than loving children fiecheeef
in the classroom. Teachers demonstrate their passion through enthusiasm aridbmotiva
Enthusiasm

Teacher enthusiasm is a variable that has enjoyed a long history oaisaogith
effective teaching through its effects on such outcomes as student achie\@mgé&aing,
Scruggs & Mastropieri, 1992).

Although enthusiasm was not unanimously cited as greatly impacting studesgssucc
(see Table 3) it was apparent that all 10 participants were enthusiastiduati. The
researcher was graciously welcomed into each and every one of theoales$or the
interview sessions, despite that fact that they had just spent all day tea8Hiteachers
admitted that when a teacher is excited about learning, the students becdettaesxaiell.
Henry, a fifth grade teacher, may have shown remarkable insight whenduk ‘dtat not
overly energetic or enthusiastic, but | think you show your passion when youindropti of
the students or working with them. | think it's how you perceive yourself that sfmws
passion for the subject or for the curriculum.” Although it may seem reasonablditi pre
that teacher enthusiasm would be beneficial to students of all ages and froetyao¥ar
cultural backgrounds, it is conceivable that younger adolescents may respond to an
enthusiastic teacher in a derisive fashion, experiencing the teachdnrsepesiergetic efforts
as intrusive and socially uncomfortable (Patrick, et al., 2000). Three teadhetted that

they used attention grabbing gimmicks such as funny voices, standing on tablesjrmy burst
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out in song to enthuse their students. lda contended, “If you are excited aboutrsgnhethi
think it absolutely carries over to the kids. It's important to love what you arg detause
the kids can totally pick up on it.”

Schaufeli, Maslach, and Marek (1993) pointed out that many teachers engaged in
education plunge into their work with great enthusiasm, expectation, and ideals, and hope
that their efforts will help students’ development. Unfortunately, often teeséers find
that their efforts have not brought about any changes in the students. It appetrsse 10
teachers have been able to sustain their enthusiasm despite externadgreBseir
comments provide insight into what teachers can do to sustain enthusiasm.

First, teachers must understand that they are mortals and it is normal to make
mistakes. Carol recalled a classroom situation where she did “a teglky thing.” During
an activity to explore electricity, she distributed wires, light bulbs, andrizstto her
students. Suddenly, she smelled something burning, and turned around to find that two
students had connected several batteries together and caught a piece ar fispeiShe
was convinced that she would be featured on the nightly news and dismissed from her job.
Carol said, “I can laugh about it now. That was sure one lesson that none of us will ever
forget.” If teachers know how to learn from failures, those failures can bdeaméng
opportunities. Greta reminisced, “| remember my first year. | thouglastperfect. Now,
looking back | wonder what | was thinking. | did centers because | thought you were
supposed to do centers. Never mind that | had no idea what they were learning in those
centers.”

Enjoyment was mentioned numerous times in the data. Teachers enjoyed sharing

their interests with students. They enjoyed helping others. They enjoyed thangoof
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their colleagues. Most importantly, they found pleasure in making their students Happy
motivation strategy employed by several teachers was sharingngleaath students. Betty
brought in a video of her experience tending to the nests of sea turtles. “The nat day
these kids brought in turtle stuff,” she recalled. Ellen, the veteran with 33 years of
experience, bragged that she was the one in the dunking booth at her school carnival every
year. “l keep on doing this because | want the kids to be excited about coming to school.”
Ellen had also temporarily removed all the desks from her classroom and rep&edlith

large canvas tents. The students brought in sleeping bags and electric lantenres. Wit
teacher like Ellen, it is impossible for students not to be enthusiastic aboutdearihie

teachers did not equate enthusiasm with high energy. Expect for the mention of standing on
tables and singing, the category energetic did not appear in the data.

Collaboration was repeatedly cited as a useful way to sustain enthu&amgrm.
teachers said they had friends at school and enjoyed coming to work and sharing news and
ideas with their colleagues.

The results of this study support previous findings. People are enthusiastic about
things they enjoy. The level of energy exhibited is not always indicative ofvdleolie
enthusiasm expressed by an individual. Additionally, collaboration with colleagpears
to sustain teacher enthusiasm.

Motivation

Literature (Garcia & Pintrich, 1991; Zimmerman, 1994) informs educdtats t
motivation substantially impacts learning. As suggested by resaat¢hafindings of this
study, beliefs about one’s competence or ability to accomplish a task, couigdevit

pleasure of the task, motivates students.
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All 10 teachers claimed that verbal praise for effort and achievemerylesatiful in
their classrooms (see Table 3). Research indicates that interpertatraiskips are
associated with motivational beliefs (Wentzel, 2002). Children with high mativati
reported the most support for learning from their teachers. According to Joygejdsea
motivated classroom. “I keep them interested with constant encouragement and’support
Carol very eloquently remarked, “My job is to motivate my kids to want to do well. | have to
teach them how to have an intrinsic desire to learn.” She continued, “I use sysetia
model, because | am a person that enjoys learning for the sake of leafféegjrigs of
belonging may also be necessary for the development of intrinsic or intechad@tivation.

Ellen reported that her class celebrated all of the successes, no matsandbwGarcia and
Pintrich (1991) found that students who believe they are competent and confident about their
ability expend greater effort, persist longer before giving up, and take on rabséae

challenges compared with students holding less positive beliefs, even whdietiening
performance level is equal.

Kinzie, (1990) found that learner control increased motivation, and that students who
possessed high degrees of internal motivation and determined that they werablesfoons
their own successes and failures, were most successful in achieving timemglg@als. The
category choice emerged from the data. Seven teachers cited studemtshamotivating
factor in their classrooms. Henry was not as comfortable with providing chdiceay be
speculated that with only three years of teaching experience, Henry haat aotyired a
repertoire of resources or ideas to provide differentiated learning opporttmities

students.
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Similarly, the category meaningful learning emerged from the datach€es
explained that when students find something interesting, or view it as usefudyéhmore
likely to be motivated. Ida commented, “It's important to make learning meaniogtu
students.” Both Fran and Carol tried to pique students’ interest and arouse thsitycur
Carol said, “My trick is to find out things that my students are interesfehd incorporate
those things into my lessons.”

Motivated teachers may generate motivated students. Donna offered thasshe w
always seeking new ideas, and that she was currently working on obtainioga\8ard
certification. Four other teachers in the study had previously earned this holhd0 A
teachers served in numerous leadership roles in their schools. Five teacbhaysade level
chairs, five served on the school leadership team, and three were mentors to beginning
teachers. Greta contemplated, “I definitely feel like constantly mgumdi improve yourself
is really important.” Praise was also critical to teachers’ madiwatCarol proudly shared
several letters and brief notes from former and present students. One handdscribble
sentiment extolled, “You worked hard with me and | appreciate it.” Thesksleftee
obviously a more worthy source of pride to Carol than her students’ outstanding axdnéeve
test scores.

The findings of this study support previous research. Praise and encouragement ar
motivating forces. When learning opportunities are meaningful and afforce¢clktudents
are more likely to be motivated. Additionally, these teachers promoted ac$gmike in
their students and valued intrinsic motivation. External reward systems wevelalytused

to motivate students.
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Context

School Culture

A school’s culture influences what people believe and the way they behave. School
culture is the set of norms, values, beliefs, rituals, and ceremonies that make up the
personality of the school. Researchers (Cheng, 1993; Fyans, Jr. & Maehr, 18&erT&
Mclnerney, 1992) have compiled some impressive evidence on school culture. Healthy
school cultures correlate strongly with increased student achievement anatimmotiand
with teacher productivity and satisfaction.

The results of this study somewhat conflict with existing reseaeehT(able 3).
Teacher perceptions varied on the influence of the school context on student learhing, wit
six teachers citing the school culture as a factor which greatly ietptair students’
success.

School culture determines the extent to which teachers collaborate. Gretaezkpl
“We have cross grade level meetings where we will often share informadiout individual
students. You know, up and down collaboration.” Henry described the collaborative efforts
of his Professional Learning Community team as providing tremendous support to a
beginning teacher. Ellen mentioned how much she enjoyed collaborating with the new
teachers. Whereas, Joyce stated, “We have informal meetings. Theneaimi
collaboration.” Donna, along with Ida and Joyce, longed for a more supportive and
collaborative school culture. Given these comments, it may be concluded tHabarative
school culture positively impacts both teachers and students. This contention supports

existing research.
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A positive environment may reduce stress. Greta stated, “We have an environment
here where you don’t feel anxious when the vice principal comes in and sits down in your
classroom. You actually feel free to bomb because you want that feedback. Yowaheed t
feedback.” Ellen also felt a sense of belonging in her school, “Our admiiustcreates an
environment that is supportive, and you are free to take risks and try new things.” Fran did
not feel as fortunate, “We have a new principal this year, and everyos¢hedairess.”

Other teachers spoke of creating a stimulating learning environment in their
classroom, where students were motivated and encouraged. In spite of a samegatnet
atmosphere in the school, four teachers felt they were able to close their dooeassmd c
sense of community in their classrooms. Ida revealed that “some teacharsble to do
that. They carry that negative mindset over into their classrooms, creatidgiduasion for
everyone involved, especially the kids. When my kids walk in my room, they can leave
some of their problems at the door. We have a very supportive environment in hemne.” Fra
also believed that it was her responsibility to do whatever it took to make learningeoss
her classroom, despite the influence of outside negative attitudes. Fran latetly ‘SYou
do what you feel needs to be done in your classroom for them to learn.” The comments of
these teachers suggest that environment is a crucial component of a schiuwks éul
positive learning environment may be promoted through shared vision and values, or
cultivated by a single teacher who may be forced to retreat into theoolasand shut out
undesirable characteristics.

The theme of leadership emerged from the data through analysis. The category
leadership was not exclusively used to refer to administration. In Donna’s schypdielthe

leadership assemblies for the students. She also described how she incorparated Ste
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Covey'’s habits into her daily lessons. Ellen elaborated, “I try to model beindea Iaghe
schools. The kids know that | work with the beginning teachers. They know that laketo t
on the leadership role and make myself visible everywhere.” Other teachersented on
the positive influence of the school leaders. Greta stated, “I definitely tiriave a very
strong community, and our leadership is part of that.” Ellen and Henry agreed. Fpast fel
the opposite, “I think that | know what works for fifth graders better than my asinaition,
because | am an expert on fifth graders. | do not feel supported by my leadeestppess
my opinions and ideas.” Research supports the teachers’ comments which $iaggest t
leadership plays a crucial role in a school’s culture. Leadership traitbemaodeled by
administrators, teachers, or students.

The theme of community also emerged from the data. Community was citgalenult
times, specifically in reference to classroom communities and Profdsseamaing
Communities. Four teachers described their participation in Professionaingear
Communities as having an enormous impact on student learning. Henry perceived his
weekly team meeting as critical to his success in the classroomirigess a reciprocal
process. The learning that results from participation in a Professieauading Community
feeds back into the team and impacts subsequent participation. As teachacsnagelarly
with their colleagues, they shape their educational practice. Theypaseel to new ideas
and possibilities they might not have thought about before and benefit from théwmllec
resources of the community. Given the demands on schools and teachers to produce better
results, the culture of professionalism that is cultivated in Profesdieaahing
Communities may build capacity and drive high expectations for better parfoenof both

students and teachers.
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With respect to the coding category of morale, there was insufficient dafpgors
previous research findings. Fran alluded to the suffering morale of her schoolhehen s
described the stress of having a new principal. lda spoke of the loss of joy in her wark due t
the feeling of isolation. Although prior research indicates that the morate @iganization
is the cornerstone of productivity, the category of morale was not mentioned bac¢hers.

It may be speculated that teachers did not perceive the school’s morale asahgving
influence over student success in their classrooms.

Although each school culture is unique, the teachers in this study struggled wjth ma
of the same problems, mainly inadequate leadership and changing demogragéiyslise
to recent immigration. School culture emerged as the most controversial Ggpect
interviews.

Summary of Results

In summary, the data support prior research on effective teaching. Wit teglae
dimension of Professional Qualities, research (Coleman, Campbell, Hobson, IMaRart
Mood, Weinfeld & York, 1966; Darling-Hammond, 2000a; Ehrenberg & Brewer, 1994;
Greenwald, Hedges, & Laine, 1996; Hanushek, 1992; Murnane 1985) shows that a teacher’s
verbal aptitude correlates with better student achievement results. Bidigreperceived
their verbal ability as an influential factor in the classroom. The titergAshton &

Crocker, 1987; Brown, Smith, & Stein, 1995; Darling-Hammond, 2000b; Evertson, Hawley,
& Zlotnik, 1985; Greenwald, Hedges, & Laine, 1996; Guyton & Farokhi, 1987; Monk,
1994). Evertson, Hawley, and Zlotnik (1985) report a consistent positive effectloéit®ac
formal education training on student achievement. All 10 teachers believed their

pedagogical knowledge contributed to student success. According to reseaicl, (Ber
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Winsler, 1995; Lobman, Ryan, McLaughlin, & Ackerman, 2004) children who are educated
by teachers with specialized training in child development have been found to be more
sociable, exhibit a more developed use of language, and perform at a higher level on
cognitive tasks than children who are cared for by less qualified adults. Nineldut of
teachers felt their understanding of developmental theories greatlytedsiadent learning.
Additionally, research (Brophy & Good, 1986; McLaughlin & Talbert, 1993; Pintric, 1995;
Wenglinsky, 2000, 2002; Zimmerman, 1990) indicates that effective teachers rely upon a
wide variety of instructional approaches. It was the perception of all 10 te#uduettseir
instructional skills greatly impacted student success and their expeeahanced their
effectiveness. Research concurs, that an experienced teacher may écye aver an
inexperienced teacher when it comes to effectiveness (Feiman-N@®8&; Greenwald,

et.al., 1996; Haycock, 2000; Murnane, 1975; Murnane & Phillips, 1981).

There is a consensus among theorists that efficiency contributes toveffess
(Bennacer, 2000; Bohn, Roehrig & Pressley. 2004; Brophy & Good, 1986; Marzano,
Pickering, & McTighe, 1993; Stronge, 2002; Wise & Darling-Hammond, 1995; Wong &
Wong, 1998). It was the perception of all 10 teachers, that organizationairgkiksiced
student learning. Research on classroom management (Ayers, 2003; Fenwick, 1998;
Hoover-Dempsey, Battiato, Walker, Reed, DeJong & Jones, 2001; Jones, 1996; Raider-Roth,
2005; Watts & Erevelles, 2005) suggests that teachers who approach classroom m@nagem
as a process of establishing and maintaining effective learning envirorterahte be more
successful than teachers who place more emphasis on their roles as disciplinall 10

teachers attributed student success to their effective classroom managjatise
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With regard to the dimension of Compassion, research (Battistich, Watson, Solomon,
Lewis, & Schaps, 1999; Solomon, Battistich, Kim, & Watson, 1997; Wentzel, 2002) has
indicated that by cultivating a caring community, teachers can nurturéfickgion with
school and motivate students to learn. The perceptions of all 10 teachers support this
assertion. The findings of this study unanimously support existing resé&amantis( 2002;
Kratzer, 1997, Lightfoot 1983; Rogers & Renard, 19R9an & Patrick, 200){that claims
trust and respect is the basis for a relationship-centered framework thattesothildren to
learn.

Enthusiasm has been identified as an important characteristic of efteetivers
(Brigham, Scruggs & Mastropieri, 1992; Minor, Onwuegbuzie, Witcher & James, 2002;
Patrick, Hisley, Kempler & College, 2000; Peart & Campbell, 1999). All 10 temche
believed enthusiasm contributed to student success in the classroom, and all empteasized t
power of motivation. According to research, (Garcia & Pintrich, 1991; Zimmerman,,1994)
motivated teachers routinely model interest in learning through interactiinstudents.

This modeling encourages students to value learning as a self-actuatinnty that
produces personal satisfaction and enriches one’s life (Good & Brophy, 2000).

With respect to the dimension of Context, research has found a close correlation
between positive school culture and academic quality (Cheng, 1993; Fyans, Jr.hi& Mae
1990; Mackenzie, 1983; Purkey & Smith, 1983; Thacker & Mclnerney, 1992). While all 10
teachers believed that the school culture impacted student success, ontyitssxréeigly

influenced student learning in their classrooms.
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Collective Results

Each teacher was asked to rank the five dimensions of teaching in order of
importance with regard to its impact on student success in their classroom, mdtbating
the most important influence, and 5 representing the least important influencalfted)T
Additionally, a weighted vote was used to quantify the teachers’ perceptiensaisie 5).

The weighted score was calculated by reversing the order and assigaipgifts for each
dimension ranked as most important and one point for each dimension ranked as least
important. These values were summed to produce a weighted score for eachodimensi

According to the 10 effective teachers in this study, compassion was percethed a
most influential factor on student success, closely followed by passiomgkke5). The
professional qualities and efficiency of the teacher were perceivedtiabute similar
influence over student success. Context was identified as having the least antopatcof
on student success in the elementary classroom. These weighted scdleddqzaniaers’
perceptions (see Table 3) which are elaborated upon in their individual comments.

The findings of this study support the research (Darling-Hammond, 2000b; Darling-
Hammond, Berry & Thorenson, 2001; Darling-Hammond, Holtzman, Gatlin & Heilig, 2005;
Ehrenberg & Brewer, 1994; Ferguson & Ladd, 1996; Goldhaber & Brewer, 20€kd-a
Kerr & Berliner, 2002; Monk, 1994; Soar, Medley & Coker, 1983; Wenglinsky, 2002) that

suggests effective teaching may be related to teacher education andreeri
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Table 4

Ranking of Importance of Dimensions on Student Success by Each Teacher

Ranked Order of Importance

Teacher Years of Race Most Important Least
Teaching Important
Experience 1 2 3 4
5
Alice 22 wW Passion Context Compassion ProfessionalEfficiency
Qualities
Betty 7 wW Passion Compassion Efficiency Professional Context
Qualities
Carol 16 B Professional Compassion Efficiency Context Passion
Qualities
Donna 30 B Compassion Efficiency Passion Context Professional
Qualities
Ellen 33 W Passion Professional Context Compassion Efficiency
Qualities
Fran 17 W Professional Compassion Efficiency Passion Context
Qualities
Greta 11 wW Professional Compassion Passion Efficiency Context
Qualities
Henry 3 W Context Efficiency Passion Compassion Professional
Qualities
Ida 10 W Compassion Passion Context ProfessionalEfficiency
Qualities
Joyce 9 wW Efficiency Passion Compassion ProfessionalContext
Qualities

Note: Henry is the only male in the study.



Table 5

WeightedScores of the Impact of the Dimensions of Teaching on Student Success

Dimension of Teaching Weighted Score
Professional Qualities 29
Efficiency 27
Compassion 36
Passion 35
Context 22

The dimension of Professional Qualities encompasses the traits of tecotedran
and experience. All 10 teachers unanimously agreed that instructional risttitisaghing
experience greatly impacted learning (see Table 3). However, a fdvetegaerceived the
traits of verbal ability, pedagogical knowledge, and understanding of developtheotées
to have minimal or no impact upon student success in the classroom (See Table 3belt may
speculated that teachers held narrow definitions of these traits or wendlianfavith the
terms, as the data revealed that effective teachers did rely on pedagngweledge when
planning and executing lessons. Data also indicated that developmental thepeésasith
influenced the ideas and practices of each participant.

With regard to the dimension of Efficiency, seven teachers perceived trde trai
organization to have minimal impact on student learning (see Table 3). Imiglsestoyce,
Donna and Henry all ranked efficiency as one of the most critical dimensamn$dble 4).

It is possible that Donna has had 30 years to perfect her routines and procedures, and that
Henry as a male, prefers organization and consistency. Joyce’s famer as a juvenile
detention officer may have impacted her reliance on management techniques.

According to the weighted vote, (see Table 5) passion was collectively ranked
second. Six out of 10 teachers cited passion as having more influence on student tearning i

comparison to the other dimensions. Curiously, Ellen with 33 years of classroonemsger
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cited passion as the key factor impacting her students’ success (see Tdbieai) be
assumed that one must absolutely love teaching in order to sustain such a high level of
enthusiasm and motivation for so many years.

The dimension of compassion was collectively ranked as the most influential factor
contributing to student success in the classroom (see Table 5). Six out of 10 teachers
believed compassion impacted student learning more than the other dimensions. None of the
teachers cited compassion as the dimension with the least amount of influenicab(se®.
Although no patterns in the data were revealed, it may be speculated that cadtoral
affect an individual's perception of compassion, as both of the Black teachers fasked t
dimension as more important than the others. The male teacher might possildy equat
compassion with female tendencies, therefore, explaining why he ranked tersmimnext
to last in order of importance. When combined, the dimensions of Passion and Compassion
were ranked as the most important dimension by half of the teachers. Thisphathah
the disposition of the teacher plays an influential role when it comes to tedelcdveness.

Interestingly, the dimension of Context was collectively ranked least in @irde
importance by the 10 teachers with regard to its impact on student success (@&g.Tabl
However, findings indicate that school culture interacts with the other dimensemBigure
7) and contributes more influence over student learning than realized by theynudjthré
teachers. Six out of 10 teachers perceived the school culture has having mipacal im
upon student learning compared with the other dimensions (see Table 3). Once aggin, Henr
was the exception, ranking context as the most influential factor upon student suttess
classroom (see Table 4). Given the fact that Henry alone considered his wookmevit

as the most important aspect, it may suggest that gender plays a role in tioa tiecis
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become a teacher. However, it may simply imply that a beginning teaclkisraxsepportive
work environment in order to be successful. Another possible explanation for Henry's
answer may have been indicative of the positive effects of a year round.setting
Interactions between the Five Dimensions of Teaching
| am a professional. | need to balance that out with compassion. |

need to be efficient with those children because there is a certain amount

of curriculum that we have to cover. | need to get things done. | need to

understand the content and enjoy the context that | work in. In the end, |

still have to tie all of this together with a big bow and have passion for it

(“Carol,” interview, April 6, 2007).

The five dimensions of teaching encompass intellect, skills, values, behaviors,
attitudes, and environmental influences. The 10 teachers in this study intedjraved
teaching dimensions, resulting in effective instruction. The following sectiontdepe
relationships between the five dimensions as identified through the data an@itysis
conceptual framework (see Figure 2) is used to illustrate the interactioveebehe five
dimensions of teaching.

Professional Qualities

The dimension of Professional Qualities includes five traits: verbalyabilit
pedagogical knowledge, understanding of developmental theories, instructidaahski
teaching experience. With the exception of verbal ability, which was viewedisslaed
trait by the teachers, the remaining traits of Professional Qualijesaeed to interact with
the other dimensions of teaching (see Figure 3). The teachers geagra#éd that verbal
ability enhanced instruction, yet they failed to notice a relationship betveskal ability
and the other traits of Professional Qualities or any other dimension. It isvkatne

surprising that teachers perceived verbal ability to be disconnected. @pa mould be that

teachers merely defined verbal ability as having a large vocabulary. arhesvrdefinition
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may have restricted teachers’ opinions regarding the impact of verbal ahistudent
success. Henry mentioned the fact that he sometimes looked up mathematical wocabular
terms. It may be speculated that Henry did not feel confident in his verbsl, afatihis
students outperformed their peers on the end-of-grade mathematics achieesime
Consequently, he did not perceive a relationship between verbal ability and studess$.succ

Figure 3. Interactions between Dimensions--Professional Qualities

Professional Qualities

.

Vi

Passion Context

According to the data, pedagogical knowledge interacts within the dimension of
Professional Qualities. Changes in instructional practices occur as pedagngwledge
becomes more complex. Donna recognized, “There’s so much to learn out there.” Through

the pursuit of current methods and research based strategies, instructlsnalaskbe
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refined. The dimensions of Professional Qualities and Context interact througbdegsp
of collaboration. Henry felt that his pedagogical knowledge was increasecsisit of
participating in a Professional Learning Community. When a school culture caslaiad
encourages collaboration, both teachers and students benefit. Teachers $peeficabed
how mentorships and administrative support promoted experimentation and faciieated t
acquisition of new pedagogical knowledge.

The understanding of developmental theories may impact instructional decisions
more than teachers realize. Alice described how developmentally apprapsiatiction
brings together pedagogical knowledge and real life situations indssraom. Seven
teachers specifically incorporated student choice into their classrdgondent ability also
influenced instructional methods. Alice explained, “What | have to do is trg say to
make the learning fit to where the students are.” The understanding of devalgpme
theories links the dimensions of Professional Qualities and Passion. When tdashgrs
authentic learning opportunities and link new learning to a student’s background exgsgrienc
motivation is fostered. Teachers explained that when students find somethiestimggor
view it as useful, they are more likely to be motivated. Ida commented, “jt@riamnt to
make learning meaningful to the students.”

Additionally, the dimensions of Professional Qualities and Efficiency aneembed
by the understanding of developmental theories. Interactive learning seqrgesization
and management skills. Several teachers incorporated partner activities amdtt@ope
learning groups. Joyce stated, “When you pair up children with differentesbéditd
interests, amazing things happen. Sometimes kids learn things quicker wharettaght

by a friend.”
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Instructional skills appear to interact with all five dimensions of teadhiogder to
positively impact student learning in the classroom. Instructional skeéllsséined through
organization and planning. This indicates that the dimensions of Professional Qaadlties
Efficiency interact with each other in the course of effective teachimgtaGaid, “Putting
thought and attention into plans that you hope are going to run smoothly is my favorite part
of teaching.” Teachers can also improve their instructional skills througtbodditive
efforts that rely upon trust and respect. This is where Professional Qualdi€ompassion
interact. Positive relationships among colleagues promote sharing of ideassordplans.
Alice volunteered, “We can go to each other and say we had a difficult tiohertg@an
objective. I'll ask my team, ‘What did you do?’ Our grade level has a lot ofanastespect
for each other.” The fact that teachers are motivated to seek out new methodateg@str
not only from their peers, but also from workshops and training, indicates an interaction
between the dimensions of Professional Qualities and Passion.

From the data, it may be concluded that teaching experience interacts with the
dimensions of Context and Compassion. When novice and veteran teachers collaborate in a
supportive school culture, both colleagues benefit from the shared experience.sMérator
guide beginning teachers through their early years in the classroomiséstelationships
characterized by caring and trust. Ellen shared, “I love learning and beiegtar. | love
learning from the students who have just gotten out of college. | learn from therh as e
hope they gain some things from me.” In order for such a collaborative effort to be
successful, a school culture must appreciate veteran teachers and consider them to be

valuable resources.
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Efficiency

The dimension of Efficiency includes the traits of organization and classroom
management. Organizational skills impact the use of time. Betty bltatdds“If you
spend your time redirecting and trying to refocus student behavior, then you agettaiki
time away from learning.” Organizational skills also impact student con@stty believed
that being prepared with materials definitely helped to minimize disrulpgélkiavior in her
classroom.

The dimensions of Efficiency and Compassion (see Figure 4) interact whbartea
have high expectations and cultivate supportive learning environments. Bettgd;l&i
expect a lot, and | get a lot from my kids.” Ida remarked, “We have a very supporti
environment in here.” Teachers often demonstrate compassion when esiglolikds and
routines. Ellen, stated, “We don’t have class rules. We have core values.”

The dimensions of Efficiency and Passion interact when organization and thoughtful
planning lead to exciting learning opportunities. Greta’s favorite part diiteawas
designing and planning lessons. When teachers individualize instruction by tdking i
account students’ interests and abilities, it increases the likelihood thattstudébe
motivated to learn. Collecting materials and developing activities regqugasizational
skills. Betty spoke of organizing materials for her lessons. Fran had aetedallot of
interesting resources throughout the years which she organized in gianttctege bins.

Four teachers in this study incorporated goal setting as a form of nmtivati
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Figure 4. Interactions between Dimensions--Efficiency

Professional Qualities

Compassion

)

’é'

Classroom management skills influence instructional techniques and teaching

Passion Context

methods. Instruction in a disorderly classroom is futile. In order for aogitepstrategy to
be effective, students must be attentive. Donna stated, “If students aren’t lauking a
listening, chances are, they aren’t learning either.” Fran encalusatfediscipline.
Teaching experience provided Ellen with the insight and ability to adapt In@ageraent
system from year to year, depending on student needs. These comment®ithsstrat

interaction between the dimensions of Efficiency and Professional Qualities
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Evidence of the interaction between the dimensions of Efficiency and Corgext al
emerged from data analysis. Several teachers mentioned the importaraiataining high
expectations in their classroom communities. Donna talked about a weekly routere of
school culture, “We have a television program that comes on every Friday. It isydivee b
students.” Routines are a characteristic of organization.

Compassion

The dimension of Compassion encompasses caring about others and relationships that
emphasize trust and respect. These characteristics are often coragrdivogether, they
impact several other dimensions of teaching. Data indicate an interadti@ebdhe
dimensions of Compassion and Efficiency (see Figure 5). Allowing for studeicigetion
when establishing classroom rules communicates trust and respect to thes stdieht
most likely enhances a teacher’s classroom management skills. El#ss €coperatively
identified core values and prominently displayed them in the classroom.

The dimensions of Compassion and Context interact when a school culture promotes
appreciation of diversity and models kindness. Six teachers in the study citedsiompa
for their colleagues as an influencing factor in the success of their Suddite
complimented her peers, “My grade level group really cares about me and suppbrts m

Compassion and Passion interact when enjoyment is a motivating factoferémce
to her job, Ida stated, “We stay late and come in on the weekends. We wouldn’t davéhat if
didn’t enjoy it.” Teachers often choose their profession because they car@thaosit
Eight of the teachers in this study were no exception. Support and encourageraksat are
motivating factors. Students will work harder for those who care about them. dAarto

Ellen, “If students feel you care about them, it matters.”
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Figure 5. Interactions between Dimensions--Compassion

Professional Qualities

i

Passion Context

As previously mentioned, the dimensions of Compassion and Professional Qualities

interact when collegial relationships characterized by trust andctempsourage teachers to
share knowledge and experience.
Passion

The dimension of Passion includes the traits of enthusiasm and motivation. The
teachers in this study demonstrated different levels of enthusiasm. Henrgarderwas
calm and he stated, “I'm not overly energetic or enthusiastic.” He did howevedeonsi
himself to be passionate about teaching. Fran spoke in comical voices, ankkddware
fifth graders in song. Data analysis revealed the interaction between thesidinseof

Passion and Context (see Figure 6). A sense of community and feelingrajibglhave the
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power to motivate teachers and students. The leadership of a school appears to have an
impact of the ability of a teacher to sustain enthusiasm. Ellen felt @ sEbslonging in her
school, “Our administration creates an environment that is supportive, and you aoe free t
take risks and try new things.” Other teachers spoke of creating a stimguéstining

ironment in their classroom, where students were motivated and encouraged. Support




According to the data, motivation interacts with the dimensions of Professional
Qualities and Compassion. Purposeful learning and teacher support are critioaénd s
motivation. A teacher’s ability to design meaningful, exciting lessons is teghbay his or
her pedagogical knowledge and instructional skills. Experience aids in theudatomof
ideas and resources and affords students with choices. Teachers who demonstrate
compassion have the ability to motivate students. Betty offered, “If my ehiltid not
know that I cared about them, | don’t think that they would do what | expected of them or
that they would perform for me.”

Findings which indicate interaction between the dimensions of Efficiency asmias
were previously illustrated in the results. Examples include organizatidshashal
thoughtful planning which ultimately produce exciting learning opportunities.

Context

The dimension of Context includes the school culture. While describing her
collaborative school culture, Alice said, “We can go to each other and say we Fadit di
time teaching an objective. I'll ask my team, ‘What did you do?’ Our gradeHase lot of
trust and respect for each other.” This is an example of a positive relationship walsic
identified as a coding category for the trait of caring. Greta statdunK diversity is a plus
in the change of our school context.” Henry said, “You see our administration walking
through the hallways every morning, smiling and greeting the kids. | thinkréretes a nice
community atmosphere for the school.” Additional comments referring to a supportive
administration, along with Greta’s appreciation for diversity, and the gésarof Alice’s
relationship among her colleagues, indicate that the dimensions of Compassion &xtl Cont

interact with each other (see Figure 7).
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Figure 7. Interactions between Dimensions--Context

Professional Qualities

Compassion

Passion Context

The interaction between the dimensions of Passion and Context also became evident
through data analysis. When discussing her work environment, Ida revealed, “A bunch of us
are here all the time. We stay late and come in on the weekends. We wouldn’'t ovehat i
didn’t enjoy it.” Enjoyment was identified as a coding category for thedf&nthusiasm.

Greta described how she was motivated by feedback from her vice principalioAalt)it
several teachers mentioned seeking encouragement from peers.

Evidence of the interaction between the dimensions of Efficiency and Colsiext a
emerged from data analysis. Several teachers mentioned the importaraataining high

expectations in their classroom communities. Donna talked about a weekly rdudtere o
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school culture, “We have a television program that comes on every Friday. It isydivee b
students.” Routines are a characteristic of organization.

As previously recognized, teaching experience interacts with the donesis
Context. When novice and veteran teachers collaborate in a supportive school culture, both
colleagues benefit from the shared experience. In order for such a cdilebeffart to be
successful, a school culture must appreciate veteran teachers and consider them to be
valuable resources.

Effective teachers integrate knowledge, skills, and attitudes throudjeofinée
dimensions of teaching. Personal dispositions, environmental influences, and educationa
opportunities are contributing factors in determining teacher effectivebega illustrate the
relationships between each dimension. Each dimension interacts with thdiot&esions.
Although each dimension may not contribute an equal influence and may exist in varying
degrees, all characteristics of the five dimensions are clearly embgdieese effective
teachers. The results of this study suggest that the five dimensions of teactofessiénal
Qualities, Efficiency, Compassion, Passion and Context—complement each athergas

effective teaching.
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CHAPTER V

DISCUSSION

After 33 years, | still love being a teacher. Life is about learning.

Learning isn’t about passing a test. Learning is about taking the knowledge

you acquire in this classroom and being able to apply it to life situations so

that you can become a good citizen. | need to be able to look into the mirror

at the end of the day and say | did my job, and I did it well. | made a

difference (“Ellen,” interview, April 11, 2007).

Summary
This study explored the perceptions of 10 effective elementary teachersweho ha
demonstrated success on test scores with diverse populations of students in thirdfifttinoug
grade. Interviews were conducted to ascertain teachers’ beliefdinggdne impact of the
multiple dimensions of teaching—professional qualities, efficiency, congragsssion,
and context— on student success in the elementary classroom.

Analysis investigated interactions among the multiple dimensions of teacher
effectiveness in an attempt to discover whether the five dimensions of teachipement
each other in the pursuit of student achievement. The intended goal of this study is that
will contribute to the improvement of pedagogical practices in teachertemupeograms in
North Carolina.

Evolution of Effective Teaching

The attempt to define an effective teacher has evolved over the last 30 years. The

goal of teaching was once considered the transmission of knowledge, where studedts playe



a passive role in the learning process. Teachers were evaluated usingleweaf
behavioral measurement instruments, and researchers identified effeatkiers on the
basis of student scores on standardized tests. Gradually, educational resszddhe
cognitive revolution and the view of teaching and instruction began to change. Less
emphasis was placed upon student achievement, and an effective teacher wassveewed a
professional decision maker who possessed a strong foundational knowledge in subject
matter and pedagogical content. Presently, teaching is seen aatiawcilifToday’s
classrooms are student-centered and encourage the constructivist approach.r,Hosveve
emphasis is once again on test scores. Coupled with the establishment of paditidates
such as NCLB, this presents a dilemma for those attempting to define arveffeather.

Although the literature (Brophy & Good, 1986) does provide compelling evidence
that good teaching is, at least to some extent, observable, it may not be g@asiocia
those variables commonly observed in statistical methods that studyhdaieoalems.
Jacob and Lefgren (2008) compared principal evaluations of 201 elementary teatthers
the teachers’ achievement test scores. They found little associatiaeheibservable
teacher characteristics and effectiveness, where effectiveasss@asured by the ability to
raise student math and reading achievement test scores.

There is more to an effective teacher than meets the eye. In orderrtaiasely
effective teachers do the things they do, it is essential to understand thedrediepinions
that guide their practices. This study examined a broad spectrum @filrhatnaits valued

by the teachers themselves.
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The Dimensions of Effective Teaching
Professional Qualities

Teachers often refer to themselves as professionals but recognitethate
typically not afforded similar respect, rewards, or recognition affordest ottcupations
(Blackwell, Futrell, & Imig 2003; Cheers, 2001). Interestingly, those who gewservices
to children are often held in lower esteem than those who provide similar seovachsts.
Services for children are perceived as requiring a lesser degree afgpi@pand expertise
(Norris, 2004). Paradoxically, teachers are also held to a higher standard ot @mduc
image because they do work with children.

The literature does not support a universally accepted definition of teacher
professionalism. Being professional involves being able to effectivelywiipéhe
challenges and tasks that are inherent in teaching, using the skills, persbpaifassional
experiences, and expertise particular to the profession (Baggini, 2005). ¥ ofviesearch
has identified skills, experiences, and particular expertise of ig#dgetichers, including
strong verbal skills, pedagogical knowledge, and a basic understanding of deveibpment
theories. Classroom experience and teaching ability also contributeshiertetiectiveness
(Darling-Hammond, 2000a; Greenwald, et. al., 1996; Guyton & Farokhi, 1987; Haycock,
2000; Lobman, et.al., 2004; Wenglinsky, 2002).

The teachers in this study collectively ranked the dimension of profelsgiaidies
third in order of importance. Curiously, three teachers ranked this dimension agthavin
most impact on student success in their classrooms. Carol stated, “I have to besiopeadfe
no matter what. | need to conduct myself in a professional way and follow the ryesdedi

the district because that is what they hired me to do.” She further elaboradedtédcher,
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you have to be able to wear many hats at different times. The only way you canisld that
you are up on your learning.”

Riley (2003) defined a true professional as having a societal purposblaadian, a
degree of regulatory autonomy, an ethical foundation, content knowledge, and agreed-on
standards for one’s profession. Carol, Fran, and Greta all attributedttigkeintssuccess to
their professional qualities. According to Gill, (2005) when asked about attrifutes
professionalism, novice teachers tended to focus on issues of general compatange, |
children, attire, and elements of speech and vocabulary. Veteran teacteadlgesed
terms like conscientious, discreet, informed, and respectful. All three teauhe veteran
teachers with at least 11 years of experience, and indeed, all threbatbftemselves as
having extensive content knowledge and being conscientious.

Efficiency

In addition to the challenges of meeting required performance outcomégrteac
must also be prepared to meet the needs of increasing numbers of students wéh divers
backgrounds, to complete paperwork, and to manage student behavior. As demands on
teachers increase, they must be able to accomplish more in less time. Tésgatese
efficiency. Effective classroom teachers devise procedures foctoafjeand distributing
materials without wasting instructional time. They plan for a variegctvities and for
transitions between activities. Effective teachers recognize titrgs are more likely to
work hard and produce quality work when teachers are organized and maintairenbnsist
standards and expectations. Interestingly, the 10 teachers coliedivedd the dimension

of efficiency next to last in order of importance.
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Only one teacher in the study ranked efficiency as the most important dimesitsion
regard to its impact on student success in the classroom. Teaching was a seeoridrca
Joyce. She previously worked as a juvenile detention officer, and extolled the @frtues
efficiency. Joyce attributed her excellent student managementdaelrib her former
profession. “I make a list of the things that they need for the day. They know their
expectations very clearly. If they haven’t met it, then they get the comsmquidoyce had
mapped out her lesson plans for the quarter, and her students were required to maintain
agenda notebooks. Effective classroom managers skillfully organize mateaaisain
practical procedures, and maximize instructional time. Joyce egdrhes need for
structure in her life and in her classroom. Appropriate structuring or lmeabeontrol
during learning activities promotes on-task behavior, makes the environment jtediciz
consistent, and protects students from distraction (Hoover-Dempsey, Batti#iter,\Raed,
DeJdong & Jones, 2001). Patrick, Turner, Meyer, and Midgley (2003) stated thatstudent
with higher levels of engagement and achievement had teachers witlofitral evho used
rewards and punishments consistently, made efficient transitions, gavdiaetons, and
were responsive to student needs. Patrick et. al. observed 8 6th-grade cladsroagribe
opening days of school in order to describe teacher influence on student outcomes. Their
findings affirmed the importance of firm control, autonomy support, and responsiveness i
establishing effective learning environments. According to their reseayd®’'siteaching
style would be categorized as supportive, asvitlved high expectations for student

learning, teacher humor, anespect.
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Compassion

The dimension of compassion received the overall highest ranking among the
teachers in the study. Donna and Ida considered it of utmost importance to studestisucce
their classrooms, while four others ranked compassion as having the second mostinfluenc
over student success. Ida commented, “Being compassionate is so important. Videobave t
a family while we'’re here.”

Teachers often choose their profession based on their love of children, but just loving
children does not make one an effective teacher. Teachers are chahggeweioping
caring individuals who will exhibit altruistic behavior and rise to the occasi@nwomeone
needs their help. In order for this to occur, the teaching and learning environmetriv@ mus
marked by such behaviors. Teachers must model noble behavior and honor and respect their
students. Teachers can be firm without harming or humiliating students. Howewngrast
teacher’s efforts and promising a learning environment may be, there usramtge that
children will become empathetic, caring citizens. Six teachers in tiug stere acutely
aware of their monumental responsibility in molding the minds of the future. Donna
remarked, “When | get old, | am going to depend on these kids. They will be my doctors,
lawyers, and caretakers. | need for them to treat me with the samefleaehg and respect
that | afford them.”

Noddings (1992) admits that many teachers insist the job of schools is to increase
academic rigor. In stark contrast, Noddings argues that the primaryfuontschools is to
care for children in the aim of encouraging the growth of competent, loving and lovable
people. All 10 teachers in this study underscored the impact of compassian in the

classroom. None ranked this dimension last in order of importance. All 10 teadbers he
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high expectations for personal accountability and most considered their jobsbmisedf
love. All 10 admitted that they had to juggle the expectations of administretogsveith
parents and consider the factors influencing their students’ home lives. Thiyingde
feeling sensed by the researcher from all 10 participants was ¢hthatalifferences were
welcomed and success was celebrated. Every teacher claimed an resglessof patience
and tolerance. Carol commented, “You have to be compassionate and understared they ar
little human beings, and they might be off, and they might have a bad day too. “ Sixdeache
in the study also cited compassion for their colleagues as an influeactogih the success
of their students. Alice complimented her peers, “My grade level group caadyg about
me and supports me.”
Passion

The dimension of passion, which received the second highest ranking among the
teachers, was perceived almost as influential as compassion on student dtifeetge
teachers understand the fundamental difference between motivation and inspiration.
Schlechty (2002) argues that the primary function of a teacher is to inspire diffective
teachers guide students to greatness by inspiring them to discover whetadehts and
passions intersect. Characteristically, providing motivation is something thacher does
to a student; inspiration is something that results from a trusting, caring, mgntor
relationship with a student (Bowman, 2007). In an era of accountability and higis-sta
testing, teachers are becoming adept at manipulating student behavioh txtutsic
rewards and incentives. However, when students are extrinsically motivatrdaeforces
often determine their emotions and behaviors. On the other hand, when students are inspired,

forces within determine emotions and behaviors. Betty offered, "I am wiliogme in and
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do whatever is necessary, but | don't rely on a reward system in my classvéemo things
for the fun of learning.”

Half of the teachers in the study admitted to focusing students’ energy armhpass
toward their strengths. Katzenbach (2006) argued that pride is what ultimatarates
individuals both in the classroom and the workplace to excel at what they do. Ellersinspire
her students by explaining to them that if they exhibit pride in their work and devedain ce
habits and attitudes, they will have endless opportunities in life. Liter@andechty, 2002;
Good & Brophy, 2000) informs us that effective teachers are adept at gaitiegtstto
anticipate how proud they will be when their behavior and achievements miranths
societal expectations. Fostering an inspirational learning environmevg dreone’s beliefs
about human nature and the nature of learning, and takes into account the passiests, int
and needs of one’s students.

Context

The discussion of school context elicited the most controversial and emotional
responses from the teachers. Research has documented a substantial vaeaibenn t
effectiveness in a variety of settings, even among teachers in thescanod (Hanushek,
Kain, O'Brien & Rivkin, 2005). The 10 teachers in the study collectively ranked the
dimension of context as contributing the least amount of influence over studeggsuc
Interestingly, six teachers characterized context as greatlimg@atudent success in their
classrooms. Teacher comments appear to suggest that they view themseboeking in
isolation, unaffected by their school surroundings. Despite the undercurrents ofityegat
and an unappreciative school culture described by four teachers, they fatt tetdney

were able to create optimal learning environments in their own classroom camsiu@ine
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teacher admitted, “It didn’t used to be like this. It kind of robs you of some of tlod your
job.” Three teachers placed the blame for an antagonistic work environmédybsdiiee
administration. One teacher cited the formation of cliqgues among the teashers
disheartening. Joyce claimed, “We have little or no collaboration here.”

Henry was the only teacher to rank context as having the most impact on student
success. He was also the least experienced teacher and the only male irythidestug
worked in a year-round setting that provided multiple opportunities for staff and students.
He praised his supportive, collaborative school culture for positively contribotimg bwn
personal and professional growth. Henry stated, “I am not the only person in a kid’s life.
Everyone in the school has to get involved. There’s no way that my kids would make growth
or do as well as they do if it wasn’t for the dynamics of our school as a teararature
(Cheng, 1993; Fyans, Jr., & Maehr, 1990; Thacker & Mclnerney, 1992) indicateshbal s
culture correlates with teachers' attitudes toward their work. In a sohii@ixt with strong
organizational ideology, shared participation, charismatic leadership, andaptiteachers
tend to experience higher job satisfaction and increased productivity.

Conclusions

The perception that anybody can teach is ubiquitous. The perceptions of the 10
effective teachers in this study describe the influence of the five dionensf teaching on
student success in their classrooms. Several conclusions regarding professibiies,
efficiency, compassion, passion, and school context may be drawn from their opndons a
the related literature.

The fact that only three teachers in the study ranked professional quaithes most

important dimension, may indicate the need for teachers to better understand ttenicepor
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of professionalism and to recognize the necessity of cultivating their afgspionalism
throughout their careers. Developing elements of professionalism isea ofattvareness,
commitment, and practice. Fortunately, most if not all elements contributing’sooweeall
professional quality can be learned or strengthened in varying degmssficSindings
conclude that communication is critical to learning. Pedagogical knowledgbasced
through the process of collaboration and self-reflection refines instrucskitial The
influence of developmental theories is readily observable in effective mi@me&lassrooms
through interactive learning and child-centered instruction. The accumuéstesiof
teaching experience appear to enhance a teacher’s effectivenesshemihesteacher takes
the initiative to collaborate with colleagues, learn new strategiesupdate his or her
teaching skills.

With respect to efficiency, teachers can create optimal environmenksfor
development o$tudent social and academic competence when their practices support
individual student progress and compliance with external demands in a consistently
managed, appropriatetiemanding, and responsive context. By incorporating organizational
strategies and student management techniques, teachers can capitalizeeon\eéind
maximize learning time. Results from this study indicate that orgemahbehaviors
concentrated early in the school year, promote better student behavior. Qrganiza
encourages self-regulation by making classroom procedures and actiaiigsatent so that
students can take responsibility for their learning. It also enhances plannaigresults in
more effective instruction. Additionally, classroom management continuesatprioaary
concern of veteran educators. The findings of this study also suggesathatdd¢o manage

a classroom is an ongoing process that is influenced by personal and cofbesdsa
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A predominant view of compassion in the classroom may be that teachers sssnetim
care too unconditionally and uncritically. Caring is not a solution to schoolitsy’<dhild-
centered teaching is inherently stressful. Teachers must make judgmendtsias
experience not just what feels good. Having a student’s best interesttatneatimes
requires tough decisions. Caring about children should not be equated with being warm and
fuzzy. Specific findings conclude that the diversity of students with regasete, ethnicity,
and socioeconomic status in today’s classrooms demands a caring environment. Caring
classrooms are characterized by high expectations and a sense of comnafeitgar8ing
environments encourage risk taking. In order for teachers to demonstratadaespect
for their students, they must feel loved and respected by their students asthall as
colleagues.

Teachers and administrators have the power to sustain high levels of morale,
motivation, and performance for students as well as colleagues. Teachers amg stude
perceive daily class work as a source of learning and personal fulfillnogrzts source of
grades and treats. However, effective teachers can learn to use both extidnsitinsic
rewards in thoughtful and complementary ways to enhance students’ acadermgenesga
The art of effective teaching lies in designing systems and incentiveshrasvay that
students will naturally do the right thing for themselves and for the common good. By
focusing on the talents, passions, and natural curiosities of children, teacherspae
students. Meaningful learning opportunities influence academic outcomes through direc
contributions to students’ motivation and school engagement. Specific findings indatate

teacher enthusiasm can be sustained by welcoming changes and new oppoganiiesg
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content, and relying on available resources such as colleagues. Teachdrs atles to
learn from their mistakes and take pleasure in learning.

A collegial or collaborative atmosphere is a strength of a school. The context in
which a teacher works has the ability to contribute to or sabotage his or hevefiess.
Today's schools must recognize the benefits of our culturally diverse student jooysudetd
promote inclusion and appreciation. Additionally, the leadership of a school strongly
impacts the context. Most notably, schools are moving away from the concept ofgeache
working in isolation toward a model of collaboration and the incorporation of Professional
Learning Communities. Given the demands on schools and teachers to produce better
results, the culture of professionalism that is cultivated in Profesdieaating
Communities is what builds capacity and drives high expectations for beti@mpante of
both students and teachers.

Ultimately, this researcher concludes that the five dimensions of negchi
Professional Qualities, Efficiency, Compassion, Passion and Context -ezoenleach
other to produce an effective teacher. Although each dimension may not contribute an equal
influence and may exist in varying degrees, all characteristics of theifhensions are
clearly embodied by these effective teachers. Each dimension was rankedrast
influential factor in determining student success by at least one teachersiudy. One
dimension cannot exist without the others. The perceptions of the teachers in this study
suggest that an effective teacher is able to successfully intetjfate dimensions of
teaching into classroom practice. The effective teachers in thiswardyqualified,
organized, caring, and enthusiastic. They all attributed their frustratidnsuacesses to

their school culture.
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Implications

The day may not be far off when a litany of professional and policy decisialts ¢
be informed by associating teacher quality with student achievemesenByeNorth
Carolina awards bonuses to teachers who demonstrate student gains on standatdized t
scores. Tension continues to mount for teachers and unions as data systems theliéink tea
data with student achievement records are created. A 2007 survey by thauBldta Q
Campaign finds that all but four states and the District of Columbia assign unique
identification numbers to all teachers. Of the states that track teachveesitly only 12 can
link teachers to data on their students' performance. While such systemisehpwtential to
yield rich information on differences that affect student learning, tlseyraise a complex
guestion: Might teachers be ranked, assigned, or fired on the basis of such data?

The results of this study present several implications for teadheatton programs.
If student achievement is used as an indicator of teacher effectivemaebgrtereparation
programs could be slated for overhaul or elimination depending on how well their graduates
perform. Teacher education programs should be cognizant of the impact of ageacher
disposition on student success and subsequently emphasize the dimensions of Passion and
Compassion. Student teaching interns could be encouraged to demonstrate evidence of
collaboration, trusting and respectful relationships, and a motivated desiprave
instructional skills through the process of self-reflection. Given the facatbetool culture
incorporates the beliefs and assumptions of many individuals, preservicerteanght also
benefit from opportunities designed to foster and facilitate cooperation and@iappreof
diversity. Student teaching interns should be prepared to adapt to the leaderstupastyl

school’s administration without compromising professional integrity. Sincetigfec
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teachers must be able to simultaneously juggle multiple responsibilitielseteaducation
programs may consider promoting coursework in time management.

The findings of this study also present implications for practicing educators
Collaboration enables teachers to work smarter without working harder. Withsiedrea
demands, larger class sizes, and diverse student populations, teachers bentfe fr
knowledge and experience of colleagues. Job satisfaction may be enhanced &nd teach
burnout reduced by participation in Professional Learning Communities wherertesittie
a vision and work collaboratively to achieve goals. Celebration and joy are not only
important for student success, but also for teacher success. Similarly, redaitionships
among colleagues are vital in sustaining enthusiasm and effort.

Additionally, results highlight implications for administrators. As scheadiérs,
administrators have the opportunity to model expected behaviors and positive attitudes.
School culture interacts with all dimensions of teaching, and therefore hassadmm
influence over the success of the staff and students. When evaluating teachers,
administrators should consider all dimensions. Teaching is a multidimensioresgioof
and should be evaluated as such.

Recommendations for Future Research

This study has given voice to the perceptions of 10 effective teachers in arlzage
school district in North Carolina Public Schools. As not all characteriseasbeervable or
guantifiable, there is a need to further explore the attitudes and opinions of effeativers
from a larger sample in order to determine generalizability.

Recently, a new realm of brain research which focuses on buildingbrficign

neuroscience to the classroom has received increased attention. Theraniy@need to
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investigate the connection between classroom interventions and brain function. The
introduction of brain research into the educational arena could possibly beconte a sixt

dimension of effective teaching.
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APPENDIX A
Interview Protocol

There are many inherent features of an effective teacher including xgal ability,
pedagogical knowledge, an understanding of developmental theories, insitional
skills, and acquired years of teaching experience.

In your opinion, what role do the professional qualities of the teacher play in yownéseyn
classroom?

To what extent do these specific qualities impact student success:
e verbal ability?
Can you cite a specific example?

e pedagogical knowledge?
Can you cite a specific example?

e an understanding of developmental theories?
Can you cite a specific example?

¢ instructional skills?
Can you cite a specific example?

e acquired years of teaching experience?
Can you cite a specific example?

Could you please elaborate on.....?

Efficiency is the ability to manage a classroom and organize for instruan.
What role does efficiency play in your classroom?

To what extent does organization impact student success?
Can you cite a specific example?

To what extent does classroom management impact student success?
Can you cite a specific example?

Could you please elaborate on.....?
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Compassion can be described as cultivating interpersonal relationslggghat emphasize
caring and nurturing.

What role does compassion play in your classroom?

To what extent does caring impact student success?
Can you cite a specific example?

To what extent does trust and respect impact student success?
Can you cite a specific example?

Could you please elaborate on.....?

Passion can be described as having enthusiasm for learning and a desire facess
What role does passion play in your classroom?

To what extent does enthusiasm impact student success?
Can you cite a specific example?

To what extent does motivation impact student success?
Can you cite a specific example?

Could you please elaborate on.....?

Context can be described as the school culture and its institutionabrmms.
What role does the school context play in your classroom?

To what extent does the school context impact student success?
Can you cite a specific example?

Could you please elaborate on.....?
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(Display note cards with dimensions of teaching printed on them:
professional qualities, efficiency, compassion, passion, and context)

Could you please rank the multiple dimensions of teaching in order of importance.

First (Most Important)-
Second-

Third-

Fourth-

Fifth (Least Important)-

Could you please elaborate on.....?

Is there anything else you would like to tell me with regard to the multiplengiones of
teaching and how they impact student success in your elementary clegsroom

Thank you for your time and willingness to participate in this interview. Should | have
additional questions or require clarification, | will contact you by telephone. Once the
interview data has been transcribed, a copy will be sent to you for your review. Agmil
greatly appreciate your time.
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APPENDIX B
Demographic Questionnaire

Hello, my name is Margaret Howard. | am a graduate student at the University of North
Carolina, and I am conducting this research for my dissertation. Before we begin the
interview, | would like to collect some information. | want to remind you that you have
agreed to participate in this interview and that all data will be kept confidential.

Name

Sex Race Age

Years of teaching experience

Current teaching assignment

Grade levels taught

Area of certification

Type of degree

Leadership roles

Special skills or expertise
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APPENDIX C
IRB Approval

SRR OFFICE OF HUMAN RESEARCH ETHICS

TO: Margaret Howard
School Of Education

CB:

FROM: Behavioral IRB

| T T .
4,77 T
A {1 amn 77 "
! .

Authorized signature on behalf of IRB

APPROVAL DATE: 1/23/2007
EXPIRATION DATE OF APPROVAL.: 1/22/2008

RE: Notice of IRB Approval by Expedited Review

Submission Type: Initial

Expedited Category: 7.Survey/group chars

Study #: 06-1028

Other #: School of Education - SOE 07-013

Study Title: Effective Teachers' Perceptions of the Impact of the Multiple Dimensions of Teaching on
Student Success in the Elementry Classroom

This submission has been approved by the above IRB for the period indicated. It has been determined that
the risk involved in this research is no more than minimal.

Federal regulations require that all research be reviewed at least annually. It is the Principal Investigator's
responsibility to submit for renewal and obtain approval before the expiration date. You may not continue
any research activity beyond the expiration date without IRB approval. Failure to receive approval for
continuation before the expiration date will result in automatic termination of the approval for this study on
the expiration date.

When applicable, enclosed are stamped copies of approved consent documents and other recruitment
materials. The expectation is that you will copy these for use with subjects.

You are required to obtain IRB approval for any changes to any aspect of this study before they can be
implemented (use the modification form at ohre.unc.edu/forms). Should any adverse event or unanticipated
problem involving risks to subjects or others occur it must be reported immediately to the IRB using the
adverse event form at the same web site.

Study Description:

Purpose: To investigate the perceptions of effective teachers regarding the impact of the multiple
dimensions of teaching on student success in the elementary school classroom--i.e., professional qualities,
efficiency, passion, compassion, context.

Participants: Approximately 10 effective third thorugh fifth grade teachers, as identified by County
Public School System's teacher effectiveness index (teachers who have demonstrated success with diverse
populations, and whose students have scored well on EOG tests).

Procedure: Questionnaire will collect demographic information from the respondents, and a semi-structured
interview protocol will guide an interview process.
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Details:

This study was reviewed in accordance with federal regulations governing human subjects research,
including those found at 45 CFR 46 (Common Rule), 45 CFR 164 (HIPAA), and 21 CFR 50 & 56 (FDA),
where applicable.

The University of North Carolina at Chapel Hill holds a Federal Wide Assurance approved by the Office for
Human Research Protections, Department of Health and Human Services (FWA # 4801).

If you have any questions or concerns about your study, please contact the Behavioral IRB at 966-3113, or
email the office at aa-irb-chair@unc.edu.

/_.;/_’fL/ A //(L! At

Stuart Rennie, Ph.D.

Office of Human Research Ethics

Co-Chair, Behavioral Institutional Review Board
CB# 7097, Medical School, Bldg 52

University of North Carolina at Chapel Hill
Chapel Hill, NC 27599-7097
aa-irb-chair@unc.edu

phone 919-962-7760; fax 919-843-5576

CC:
Barbara Day, School Of Education, CB:3500 307d Peabody Hall, Faculty Advisor
Kesha Tysor, (School of Education), Non-IRB Review Contact
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APPENDIX D
Consent to Participate

University of North Carolina-Chapel Hill
Consent to Participate in a Research Study
Adult Participants

Social Behavioral Form

IRB Study # 06-1028
Consent Form Version Date: 9/28/06

Title of Study: EFFECTIVE TEACHERS’ PERCEPTIONS OF THE IMPACT OF THE
MULTIPLE DIMENSIONS OF TEACHING—PROFESSIONAL QUALITIES,
EFFICIENCY, COMPASSION, PASSION, AND CONTEXT—ON STUDENT SUC&Ek
IN THE ELEMENTARY CLASSROOM

Principal Investigator: Margaret E. Howard
UNC-Chapel Hill Department: Education
UNC-Chapel Hill Phone number: (919) 225-1749

Faculty Advisor: Dr. Barbara Day
Funding Source:N/A

Study Contact telephone number:(919) 225-1749
Study Contact email: margarethoward@nc.rr.com

What are some general things you should know about research studies?

You are being asked to take part in a research stlidyoin the study is voluntary. You
may refuse to join, or you may withdraw your consent to be in the study, for aog,reas
without penalty.

Research studies are designed to obtain new knowledge. This new information may help
people in the future. You may not receive any direct benefit from being in dagdes
study. There also may be risks to being in research studies.

Details about this study are discussed below. It is important that you understand thi
information so that you can make an informed choice about being in this research study

You will be given a copy of this consent form. You should ask the researchers named above,
or staff members who may assist them, any questions you have about this atudtirae.

139



What is the purpose of this study?

The purpose of this proposed study is to investigate the perceptions of effectieeteach
regarding the impact of multiple dimensions of teaching on student successlentaatary
school classroom.

You are being asked to be in the study because you have been identified by ----- County
Public School System’s Teacher Effectiveness Index as a hightyiedféeacher.

How many people will take part in this study?
If you decide to be in this study, you will be one of approximately 10 people in thisciesea
study.

How long will your part in this study last?
Participation in this research will begin in November 2006, and may continue through March
2007. Initial interviews will take approximately one hour.

What will happen if you take part in the study?

You will be asked to complete a brief questionnaire and participate in an audio-taped
individual interview. As a student researcher, | will personally conduchtbeview. This
interview will take place at an agreed upon location. Subsequent interviews neayiived.

What are the possible benefits from being in this study?
Research is designed to benefit society by gaining new knowledge. Ycalsonagxpect to
benefit by participating in this study by refining your skills as aotiffe practitioner.

What are the possible risks or discomforts involved from being in this stud

There are no foreseen risks for participation in this study. The interviewertayrmhinated
upon request of the respondent at any time without penalty. There may be uncommon or
previously unknown risks. You should report any problems to the researcher.

How will your privacy be protected?

Confidentiality will be protected and the student researcher will use psenddorthe
participant and the school. All data and audiotapes will be stored in a locked cabinet. Only
the researcher will have access to the data. Upon completion of the study, teeviéé
shared with the participants. The researcher reserves the right to stbaitathrethe event

that a future study may be carried out.

Participants will not be identified in any report or publication about this studyouddh
every effort will be made to keep research records private, there may benree federal
or state law requires the disclosure of such records, including personalatiformThis is
very unlikely, but if disclosure is ever required, UNC-Chapel Hill will takpstdlowable
by law to protect the privacy of personal information. In some cases, younation in this
research study could be reviewed by representatives of the Universiychesponsors, or
government agencies for purposes such as quality control or safety.
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Will you receive anything for being in this study?
You will receive a $50.00 gift card to purchase classroom materials flocalaschool
supply store for taking part in this study.

Will it cost you anything to be in this study?
There will be no costs incurred for participating in the study.

What if you are a UNC student?

You may choose not to be in the study or to stop being in the study before it is over at any
time. This will not affect your class standing or grades at UNC-ClidippelYou will not be
offered or receive any special consideration if you take part in thigchsea

What if you have questions about this study?

You have the right to ask, and have answered, any questions you may have about this
research. If you have questions, or concerns, you should contact the researetiers tis¢
first page of this form.

What if you have guestions about your rights as a research participant?

All research on human volunteers is reviewed by a committee that works to goatect
rights and welfare. If you have questions or concerns about your rights agrahressject
you may contact, anonymously if you wish, the Institutional Review Board at 9191966
or by email to IRB_subjects@unc.edu.

Participant’s Agreement:

| have read the information provided above. | have asked all the questions | havamethis t
| voluntarily agree to participate in this research study.

Signature of Research Participant Date

Printed Name of Research Participant

Please sign both copies of the consent form if you agree to participate in this study. Keep
one copy for your files and return the other to the researcher in the self-addressed stamped
envel ope provided.
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APPENDIX E
Telephone Protocol

Hello, my name is Margaret Howard. | am the Instructional Resource Tedcher--
Elementary School and | am currently completing my Ed.D. at the Univefdigrth
Carolina at Chapel Hill. You recently returned a form indicating your irtteres
participating in my doctoral research study.

| would like to thank you for your willingness to consent to an interview. The interview
would take approximately one hour, and | will be more than happy to meet you at a
convenient time and place.

Do you have any questions?
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APPENDIX F
Letter of Invitation

Dear Colleague,

My name is Margaret Howard. | am the Instructional Resource Teacher at ------ Elementary School, and
| am currently completing my Ed.D. at the University of North Carolina at Chapel Hill.

My dissertation will explore the perceptions of effective teachers regarding the impact of multiple
dimensions of teaching on student success in the elementary school classroom.

I am requesting your participation in my study because you have been identified by ------------ Public
School System’s Teacher Effectiveness Index as a highly effective teacher. Please note that
participants will not be identified by name in the study.

Participation in my study will require an audio-taped individual interview. The interview will take
approximately one hour and will be conducted at the time and place of your convenience.

My study depends upon your insight into what contributes to the demonstrated success in your
elementary classroom. For taking part in this study, you will receive a gift card in the amount of $50 from
Stone’s School Supply for classroom materials.

If you are interested in participating in my study, or would like more information, please complete this
form and send it via courier to Margaret Howard at ------ Elementary. You may also contact me at
(W) 881-5008, (H) 225-1749 or at mhoward @wcpss.net.

Thank you in advance,
Margaret Howard

kkkkkkkkkkkkkkkhkkkkkkkhkkkkkkkkkkkkkkhhkkkkkkkkhkkkkkkkhhkhkkkkkkhhkkkkkkkhkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkx

Yes! I'd like to participate in your research study. Please contact me with more information.

Name

School

Grade Level

Email

Home Address

Telephone (H) (W)
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APPENDIX G
Consent to Store Data

University of North Carolina-Chapel Hill
Consent for Researcher to Store Data in the Event of a Future Research 8\

Title of Study: Effective Teachers’ Perceptions of the Multiple Dimensions of Teaching on
Student Success in the Elementary Classroom

Principal Investigator: Margaret E. Howard

Participant’s Agreement:

| have been explained the purpose of storing this interview data, and | have adked all t
guestions that | have at this time.

| understand that data will be stored in a locked cabinet to which only the resealicher
have access.

| understand that data will be kept for a period of two years and may be used in a subsequent
research study. After which, all data will be destroyed.

Signature of Research Participant Date

Printed Name of Research Participant

Signature of Person Obtaining Consent Date

Printed Name of Person Obtaining Consent

Please sign both copies of consent form. Keep one copy for your files.

144



APPENDIX H
Consent to Audiotape

University of North Carolina-Chapel Hill
Consent to Audiotape Interview

Title of Study: Effective Teachers’ Perceptions of the Multiple Dimensions of Teaching on
Student Success in the Elementary Classroom

Principal Investigator: Margaret E. Howard

Participant’s Agreement:

| have been explained the purpose of audiotaping this interview, and | have asked all the
guestions that | have at this time.

| understand that the audiotaping may be stopped at anytime during the intenvigw at
request without penalty.

| understand that the audio tape will be stored in a locked cabinet to which only the
researcher will have access.

| understand that | may request a transcript of this audiotape for review.

Signature of Research Participant Date

Printed Name of Research Participant

Signature of Person Obtaining Consent Date

Printed Name of Person Obtaining Consent

Please sign both copies of the consent form if you agree to audiotape thisinterview.
Keep one copy for your files.
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