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Abstract

Because of the complex nature of teaching (Gun, 2014), studying teacher
expertise is no easy task. Many researchers have contributed to our understanding of
teacher expertise by comparing expert teachers to non-experts (i.e., Ho & Liu, 2005;
Qiong & Yujing, 2009). In their call for a reconceptualization of teacher expertise,
Sternberg and Horvath (1995) suggested that researchers study teacher expertise using
a categorization, prototype model, which they believed would “allow us to adopt a fuller,
more inclusive understanding of teacher expertise” (p. 9). Using small sample sizes
(N<20), three research teams conducted studies using Sternberg and Horvath’s model
(Gun, 2014; Li, Huang, & Yang, 2011; Smith & Strahan, 2004). They found that expert
teachers shared six central tendencies: confidence, classroom community, positive
teacher-student relationships, a student-centered approach, leadership and service, and
content mastery. Gin (2014) added one additional central tendency, which he termed

persistence.

In an effort to replicate and extend the prototype teacher expertise research, |
conducted a qualitative, grounded theory study of teacher expertise. Analyzing their
application packets, which included essays, stakeholder letters, and teaching exemplars

recorded in video format, | studied four Alabama teachers who had reached the semi-



finals or higher in the Alabama Teacher of the Year program. | addressed this research

guestion: How were 2009-2013 Alabama Teacher of the Year applications similar?

| found that the expert teachers share seven central tendencies: These teachers
exhibited confidence in themselves and their colleagues; promoted classroom
community by increasing student input in decision-making; fostered positive teacher-
student relationships, practiced a student-centered approach; led teachers and other
stakeholders in educational decision-making and served the larger community; met
indicators that supported content mastery; and persisted in setting high standards for

themselves and for students collectively and individually.

| concluded that because teaching is a complex profession, basic standards of
professional competence are necessary; however, organizing the beliefs and practices
of expert teachers into a prototype, as suggested by Sternberg and Horvath (1995)
informs the work of school administrators and experienced teachers by providing

guidance in determining professional development needs.
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CHAPTER 1: NATURE OF THE STUDY

In their study of state and national award-winning teachers of at-risk and
highly mobile students, Grant, Stronge, and Popp (2008) said:

What we have known intuitively all along, we now know empirically: There

is a direct, measurable link between teacher effectiveness and student

success....What we need to better understand, however, is what the most

effective teachers do which results in substantial academic growth of

students. (p. 2)
Because of the extremely complex nature of teaching (Giin, 2014) and the
changing demographics of students (Grant, Stronge, & Popp, 2008), studying
teaching is no easy task. However, focused studies can allow teachers to reflect
and provide insight. “Teachers may become more reflective when they are
encouraged to engage in personal theorizing through their own critical
reflections” (Gln, 2014, p. 86). These critical reflections of beliefs, along with
observations of practice, can allow researchers to more fully understand teacher
expertise.

In an effort to study what Alabama Teacher of the Year nominees
believed and practice, | conducted a qualitative study, analyzing teachers’

application packets. Regarding appropriate uses for the qualitative methodology,



Glaser and Strauss (1967) said, “the crucial elements of sociological theory are
often found best with a qualitative method, that is, from data on structural
conditions, consequences, deviances, norms, processes, patterns, and systems”
(Glaser & Strauss, 1967, p. 18). Likewise, the critical elements of education can
be addressed using a qualitative methodology that encourages the use of videos,
essays, and letters to study patterns of expert teachers. My personal experiences
as an educator as well as other researchers’ conclusions that further research
was needed on this topic (Gun, 2014; Li, Huang, & Yang, 2011; Smith & Strahan,
2004; Sternberg & Horvath, 1995) solidified my decision to conduct this study

using a qualitative method.

One of the first steps in conducting a qualitative study is to consider the role of
the researcher in the study (Creswell, 2013) and engage in self-study (Pinnegar
& Hamilton, 2009). The experiences, knowledge, and assumptions, as well as
the ethical, political, and social views of the researcher influence the theories the
researcher identifies with and ultimately uses to undergird her study (Creswell,
2013). “A close tie does exist between the philosophy that one brings to the
research and how one proceeds to use a framework to shroud his or her inquiry”
(Creswell, 2013, p. 15). The collection of experiences, knowledge, assumptions,
and viewpoints shape the researcher and color the lens by which the researcher
views the research (Creswell, 2013). These “deeply rooted” pieces of self “shape
how we formulate our problem and research questions to study and how we seek

information to answer questions” (Creswell, 2013, p. 18). Thus, it is necessary



that I, the researcher, provide a glimpse into the pieces of myself that affect the

way | view teaching and learning.

Experiences of the Researcher

My teaching experiences include teaching English and journalism at a
middle school and two high schools in a large metropolitan area for almost 10
years. | taught eighth through twelfth grade students who represented an array of
backgrounds and interests. My experiences taught me that building relationships
with students, encouraging them to attend school daily, and helping them
develop toward their individual goals were very important practices to many of
my students. Many students were more engaged in the lesson if | worked hard to
connect the content to the real world, using instructional strategies to support

their learning.

It was during my stint as an English teacher in the Ninth Grade Academy
of the largest high school in my city that | was nominated for Alabama Teacher of
the Year. Chosen as the representative for my school, | was selected as the
county and state district five teacher of the year. The following year, | was asked
to serve as a judge on the Alabama Teacher of the Year panel. Teachers were
required to submit packets that included teaching philosophies, stakeholder
letters of support, educational histories and biographies, teacher of the year
messages, community involvement essays, and education trends and solutions
essays. As a judge, | combed through several thick packets, scoring teachers

based upon set judging criteria (see Appendix 1). As | read through packet after



packet, | began to notice similarities: Expert teachers all seemed to share
common traits. Thus, | became interested in studying the teachers more
systematically because | wondered if expert teachers truly shared common

beliefs.

After reading the teachers’ essays and letters that stakeholders had
written about them, | felt compelled to study the rich, complex nature of teacher
expertise. | began to research the topic and noted that most research regarding
expert teachers had been conducted using a model where expert teachers were
contrasted with novice teachers. Fewer studies juxtaposed expert teachers
exclusively, noting their similar qualities. Thus, | sought to add to the body of
research that studied teacher expertise using a comparison model rather than a
contrast model. | conducted this research in hopes of improving my practice as a
district instructional leader, a role in which | coach and mentor content specialists

and collaborative teachers.

Problem

Researchers have discussed the difficulty in capturing a comprehensive
list of qualities of expert teachers (Berliner, 1976; Welker, 1991). Some
researchers emphasized differences between expert and novice teachers
(Carter, et.al., 1988; Gonzalez & Carter, 1996; Ho & Liu, 2005; Livingston &
Borko, 1989; Qiong & Yujing, 2009; Westerman, 1991) or compared more
experienced pre-service teachers to less experienced pre-service teachers (Byra

& Sherman, 1993). However, fewer researchers have studied teacher expertise



by noting similarities among expert teachers (Ainley & Luntley, 2006;
Andrzejewski, 2008; Guin, 2014; Li, Huang, & Yang, 2011; Smith & Strahan,

2004).

Sternberg and Horvath (1995) suggested a reconceptualization of
teaching expertise by using a categorization, prototype model to categorize the
gualities of these teachers. They suggested that researchers find the central
tendencies of expert teachers, creating categories based on teachers’ similarities
(Sternberg & Horvath, 1995). Sternberg and Horvath (1995) defined a category
as “a set of objects, [people, or traits] that are perceived to be similar—'seem to

go together” (p. 9). Furthermore, a prototype “represents the central tendency of
all the examples in the category” and is a “summary representation” of all who
belong to the category (Sternberg & Horvath, 1995, p. 9). The categorization
model could allow for variability within the central tendencies, thus encouraging

individuality within the complexities of teaching as well as rich dialogue on

teaching expertise (Sternberg & Horvath, 1995).

Since the publication of the work of Sternberg and Horvath (1995),
researchers Smith and Strahan (2004), Li, Huang, and Yang, (2011), and Giin
(2014) conducted categorization, prototype studies of teacher expertise using a
combined sample size of less than 20. Thus, more research was needed to
replicate and extend the research on this topic. These researchers (Gln, 2014;
Li, Huang, & Yang, 2011; Smith & Strahan, 2004) affirmed the need for more

studies of teacher expertise that compared expert teachers to each other in an



effort to note the “family resemblance” within the group (Sternberg & Horvath,

1995, p. 9).

Purpose

The purpose of this study was to explore similarities in the 2009-2013
Alabama Teacher of the Year applications; replicate past studies of teacher
expertise that used a categorization, prototype model; and ground a theory of

expert teaching.

Research Questions

1. How were 2009-2013 Alabama Teacher of the Year applications similar?
a. What words and phrases did teachers use to describe their practice?
b. What meanings did these teachers attach to these descriptions?
c. What concepts related to teaching appeared across participants?
d. How were these concepts categorized and integrated into a prototype
that represents the central tendency of these teachers?
Programs that Recognize Teachers as Experts
There are a few programs that seek to recognize teachers as experts.
Three of the most prominent programs recognized in the state of Alabama are
the Alabama Teacher of the Year, the National Teacher of the Year, and the
National Board for Professional Teaching Standards programs. All three
programs are highly lauded in teaching circles and are considered distinct

honors. Because the applications of Alabama Teacher of the Year nominees are



the primary focus of this study, and because this program is heavily lauded, the
Alabama Teacher of the Year program will be discussed in great detail.
Alabama Teacher of the Year Program

The Alabama Teacher of the Year Program is sponsored by the Alabama
Board of Education and the Alabama State Department of Education. The
program’s purpose is “annually to honor and recognize excellence in the teaching
profession by identifying outstanding Alabama classroom teachers at local,
district, and state levels” (Alabama State Department of Education, 2013-2014).
Only full-time, public school teachers in P-12 are eligible for the appointment.
The Alabama Teacher of the Year winner takes a sabbatical from teaching duties
and becomes a full-time ambassador for teaching. Duties include public
speaking, professional development trainings, and article writing (Alabama State
Department of Education, 2013-2014).

Alabama Teacher of the Year applicants must follow a prescribed process
in order to be considered for the award. First, the nominee must be selected by a
teacher-of-the-year selection committee housed at the school site. The
committee should include the principal, a parent organization member, a teacher,
a student representative, and a counselor or librarian (Alabama State
Department of Education, 2013-2014). The committee, under the supervision of
the principal, decides upon a nominee, sends the name to the system-level
teacher-of-the-year selection committee, and instructs the nominee to complete

the application. At its foundation, the views of teachers, students, parents, and



administrators are all taken into account when recognizing the school level
nominee for the Alabama Teacher of the Year Program.

The system-level teacher-of-the-year committee should be composed of
the superintendent, a school board member, a parent organization member, an
elementary teacher, and a secondary teacher. The system-level teacher-of-the-
year committee considers all applicants and then selects a nominee, whose
name is forwarded to the state department of education.

The state of Alabama is divided into eight state board of education
districts. See Appendix 2 for a visual reference. A district- level teacher-of-the-
year committee considers all nominees within the district and forwards the
nominee’s name to the state-level committee. Each district-level committee is
composed of a district representative on the Alabama State Board of Education,
the local superintendent, a local board of education member, two business
representatives, a current District Elementary Teacher of the Year, a current
District Secondary Teacher of the Year, and the dean of education from a college
or university (Alabama State Department of Education, 2013-2014). Since there
are eight state districts, and a nominee is selected from the elementary sector
and the secondary sector, a total of 16 teachers are selected to the state’s sweet
16 contest. For the purpose of this study, | asked the 16 district teacher-of-the-
year winners for 2008-2014 to participate.

District winners are narrowed down further to the final four contestants.
The Alabama Teacher of the Year and Alternate Alabama Teacher of the Year

are selected by a committee composed of the Alabama State Board of



Education, State Superintendent of Education, Alabama Association of Colleges
of Teacher Education, Alabama Association of School Boards, Alabama
Congress of Parents and Teachers, Alabama Education Association, A-Plus
Education Partnership, Alabama Milken Educators’ Network, Council for Leaders
in Alabama Schools, School Superintendents of Alabama, and media and
business community personnel (Alabama State Department of Education, 2013-
2014). The application of the person named Alabama Teacher of the Year is
forwarded to the National Teacher of the Year program for consideration.
National Teacher of the Year Program

The National Teacher of the Year Program began in 1952. The program
recognizes excellence in teaching in pre-kindergarten through twelfth grade. The
program outlines the following criteria for selection:

Inspire students of all backgrounds and abilities to learn; have the respect

and admiration of students, parents, and colleagues; play an active and

useful role in the community as well as in the school; and be poised,

articulate, and possess the energy to withstand a taxing schedule (Council

of Chief State School Officers, 2012).
The National Teacher of the Year is chosen from the state teachers of the year.
National Board for Professional Teaching Standards

The National Board for Professional Teaching Standards is a national
teacher training program that focuses on “establishing the definitive standards of
accomplished teaching and the process by which the profession would certify

whether or not a teacher had met those standards” (National Board for



Professional Teaching Standards, 2015). Founders of the organization believed
that practitioners should “have a primary role in determining standards of entry,
practice, and advancement” (National Board for Professional Teaching
Standards, 2015). In esteemed professions such as law and medicine,
practitioners set the standards of practice, while states put in place procedures
for licensure (National Board for Professional Teaching Standards, 2015). “In
education, in the absence of such profession-driven standards and because
teachers are paid with public dollars, states have virtually become the sole
determiner for what teacher preparation and development should include”
(National Board for Professional Teaching Standards, 20135). The National
Board for Professional Teaching Standards sought to set the standards of
practice in education (National Board for Professional Teaching Standards,
2015).

Political Acknowledgements

One criticism of the Alabama Teacher of the Year program has been its
inherent political nature. | acknowledge that deserving teachers may be
overlooked, and less deserving teachers may be selected as school-based
winners. However, the effects of politics were minimized in this study because of
hierarchical safeguards. Teachers selected for this study underwent a vetting
process of being selected as their school winner, school district winner, and state
district winner. For instance, a state district winner from Montgomery competed
with teachers in his or her school, the 53 schools in Montgomery County, and the

15 regions in state district five, which included Sumter, Choctaw, Washington,

10



Marengo, Clarke, Perry, Dallas, Wilcox, Monroe, Autauga, Lowndes,
Montgomery, Macon, Bullock, and Pike counties. (See Appendix 2 for a visual

representation of the state districts.)

Committee members for the state district competition were made up of
previous teacher of the year winners and representatives from the state
department of education, school district central offices, and schools. As a
safeguard against favoritism, the committee evaluated applications for
candidates outside of their district. The guidelines state, “Each committee will
evaluate applications from a district other than its own” (Alabama State
Department of Education, 2013-2014). Therefore, previous state district teachers
of the year could not serve as judges for the school districts where they received
the award. The final teacher of the year winner for the state competed with
teachers in up to 171 school districts. Therefore, the hierarchical nature of the
competition increased the difficulty of selecting winners based upon personal or
political affiliation. Thus, while this study was not inclusive of all expert teachers,

it was likely exclusive of non-expert teachers.

Another criticism of the Alabama Teacher of the Year program is the
underrepresentation of non-core academic teachers. However, a review of the
state winners revealed that teachers represented various subjects and grade
levels. See Table 1 for a list of Alabama Teacher of the Year winners, 2008-2014

as well as the subjects they taught.

11



Table 1

Alabama Teachers of the Year, 2008-2014

Alabama Teachers of the Year

2008-2014
Year Name School District Subject
2014- Ann Marie Cherokee Bend Mountain Brook 4t
2015 Corqill Elementary grade
2013- Dr. Alison P.D. Jackson Olin Birmingham City  Math
2014 Grizzle High
2012- Suzanne Spain Park High Hoover Math
2013 Culbreth
2011- Dr. Gay Barnes Horizon Elementary Madison 1st
2012 grade
2010- Phil Wilson Ogletree Elementary ~ Auburn City Music
2011
2009- Yung Bui- Booker T. Washington Montgomery Science
2010 Kincer Magnet High County
2008- Roy Hudson Shades Valley High Jefferson County Theater
2009

Framework for Study

| used three lenses to ground my study. First, | used the prototype lens of
teacher expertise to help me narrow down the participants in my study. Sternberg
and Horvath (1995) said that researchers should only include teachers in the
study who “are perceived to be similar—'seem to go together” (p. 9). They noted
that expert teachers “bear a family resemblance” (Sternberg & Horvath, 1995, p.
9), and should be studied using comparison. Thus, | set the parameters of my
study by only including teachers who had been selected by peers, administrators,
other teacher of the year nominees, and committee members as expert teachers.
When expert teachers are studied exclusively, and not in conjunction with their

non-expert peers, researchers can analyze those points of similarity and note the

12



central tendencies of the group (Sternberg & Horvath, 1995, Smith & Strahan,

2007, Gun, 2014).

A second lens | used was the categorization model proposed by Sternberg
and Horvath (1995) and executed by Smith and Strahan (2004) and Guin (2014).
Smith and Strahan (2004) found that the expert teachers in their study shared six
central tendencies: confidence, classroom community, positive teacher-student
relationships, a student-centered approach, leadership and service, and content
mastery. Gln categorized teachers’ pedagogical and affective attributes using
the same categories as Smith and Strahan (2004). However, he added one
category, persistence. | used their combined prototype as a priori codes for
analyzing the beliefs and practices of expert teachers after | had analyzed the

data using memoing, open coding, axial coding, and selective coding.

The third lens | used was the Criteria for Judging the Alabama Teacher of
the Year Candidates set forth by the Alabama Department of Education, which
administers the program. See Appendix 1 for the Criteria for Judging the
Alabama Teacher of the Year Candidates (Alabama Teacher of the Year
Application, 2012-2013). The judging criteria are important because they indicate
the areas that Alabama education leaders value in educators. The major
categories include the following: education history, professional biography,
community involvement, philosophy of teaching, education issues and trends,

Alabama teacher of the year message, and letters of support.

13



Significance of the Study

The quest to define and describe expert teachers is heightened by the
nationwide crisis to reform public education (Sternberg & Horvath, 1995). In
Alabama, lawmakers sought to provide private school options to combat
perceived public school expert teacher shortages and perceived shortfalls in
students’ academic achievement through the creation of the Alabama
Accountability Act of 2013. The act was created to “encourage educators to work
harder” (Graves, 2013, p. 3) and to provide “an escape route to school children
trapped in failing schools” (Alabama Republican Party, 2013, p. 1). “Working
harder” for many school districts means providing meaningful professional
development to teachers. Through this study, | sought to ground a theory of
expertise by noting the central tendencies of expert teachers. The tendencies
can be used as major topics for professional development and teacher reflection.

In addition to its role in informing policy and practice, the results of this
study also add to the body of qualitative research on expert teachers that use a
categorization, prototype lens. The sample sizes of the five qualitative studies in
which researchers studied expert teachers exclusively (Ainley & Luntley, 2006;
Andrzejewski, 2008; Guin, 2014; Li, Huang, & Yang, 2011; Smith & Strahan,
2004) are small, including a combined 28 teachers. Smith and Strahan (2004)
studied three expert teachers; Ainley & Luntley (2006) studied six expert
teachers, and Andrzejewski (2008) studied four expert teachers. In addition, Li,
Huang, and Yang (2011) studied five expert teachers, and Guin (2014) studied 10

expert teachers.
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Ainley and Luntley (2006) and Andrzejewski (2008) used alternate lenses
to study expertise aside from the prototype view. Thus, the three studies that
used the prototype view (Gun, 2014; Li, Huang, & Yang, 2011; Smith & Strahan,
2004) combined to include 18 participants. In this study, | included four
participants, thus adding to the combined number of participants in studies of

teacher expertise using the prototype view.

Glaser and Strauss (1967) said that there are five major “jobs” of theory in
sociology. These jobs also hold in the field of education and are applicable to this
study. Glaser and Strauss (1967) said:
The interrelated jobs of theory in sociology are: (1) to enable prediction
and explanation of behavior; (2) to be useful in theoretical advance in
sociology; (3) to be usable in practical applications—prediction and
explanation should be able to give the practitioner understanding and
some control of situations; (4) to provide a perspective on behavior—a
stance to be taken toward data; and (5) to guide and provide a style for
research on particular areas of behavior. (p. 3)

Because teachers’ beliefs and practices are complex, further study is needed

(Gun, 2014) to predict, explain, apply, and guide our knowledge of teacher

expertise. The results of this study were significant because they provided a

grounded theory of teacher expertise that practitioners can test, analyze, and

apply.
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Assumptions

| based this study upon several assumptions, strands of information that |

took “for granted relative” to the study (Roberts, 2010, p. 139).

1. Teachers’ application statements honestly represented their beliefs and

practices.

2. Alabama teacher of the year nominees were deemed experts based upon

peer and administrative recommendation.

3. The videos that teachers submitted represented the day-to-day teaching

and learning environments in their classrooms.

4. The letters of support provided by stakeholders genuinely represented

those stakeholders’ perspectives.

Definitions of Key Terms
1. Category- “A set of objects, [people, or traits] that are perceived to be
similar—‘seem to go together’” (Sternberg & Horvath, 1995, p. 9).
2. Grounded Theory: “The discovery of theory from data” that is
“systematically obtained and analyzed” (Glaser & Strauss, 1967, p. 1).
3. Prototype- “Represents the central tendency of all the examples in the

category;” “summary representation” of all who belong to the category

(Sternberg & Horvath, 1995, p. 9).
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Organization of the Study

| organized the remainder of the study into four chapters. Chapter two
provides a review of the literature regarding expert teachers and the qualities
they possess. Chapter three details the procedures used to study the practices
and beliefs of expert teachers. Chapter four provides analysis of the data and a
discussion of the findings. Chapter five provides a summary of the findings,
conclusions, and recommendations for further study. Finally, I included

appendices and references.
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CHAPTER 2: LITERATURE REVIEW

In this chapter, | provided a review of the literature of expert teachers
beliefs and practices by summarizing the varied definitions and criteria for
determining the nature of teacher expertise and reviewing the approaches
researchers have used to study teacher expertise. Particularly, | focused on
researchers who studied expert teachers using a categorization, prototype

model. Maslow reasoned:

If we want to know how fast a human being can run, then it is of no use to
average out the speed of a 'good sample' of the population; it is far better
to collect Olympic gold medal winners and see how well they can do.

(1971, p. 6)

Likewise, if researchers want to study excellence in teaching, then it is of less
use to average out the practices and beliefs of a “good sample” of all teachers; it
is more useful to study the beliefs and practices of expert teachers and analyze

their central tendencies.

The quest to define and describe teacher expertise is heightened by the
nationwide focus on reforming public education (Sternberg & Horvath, 1995). In

Alabama, lawmakers sought to provide private school options to combat
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perceived public school expert teacher shortages and perceived shortfalls in
students’ academic achievement through the creation of the Alabama
Accountability Act of 2013. Challenged and overturned, the act was upheld by
the Alabama Supreme Court on March 2, 2015. Legislators created the act to
“‘encourage educators to work harder” (Graves, 2013, p. 3) and to provide “an
escape route to school children trapped in failing schools” (Alabama Republican
Party, 2013). “Working harder” for many school district leaders means providing
meaningful professional development to help teachers improve. Sternberg and
Horvath (1995) concluded, “If American public schools are to become centers of
excellence, then their most important human resource (i.e., teachers) must be
effectively developed. To know what we are developing teachers toward, we
need a model of teaching expertise” (p. 9). Such a model should guide the work
of administrators by helping them focus on specific professional development
that can help more experienced teachers. In addition, it should help teachers
reflect upon their practice and determine areas that need improvement.

The literature bears witness to the massive research efforts to broaden
understanding about teacher expertise. Bucci (2004) noted, “The field of
education is bursting with expert studies that focus on a variety of themes and
offer abundant conclusions that can be applied to teacher education” (p. 83).
However, the litany of studies offer varied ideas about what it means to be an
expert teacher (Bucci, 2004). The discussions that researchers are having about
teacher expertise are occurring in a public way now more than before (i.e.,

discussions of teacher performance or merit pay [Eberts, Hollenbeck, & Stone,
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2002; Muralidharan & Sundararaman, 2009; Springer, et. al. 2011]). Bucci (2004)
said, “Research on expert teachers and expert teaching strongly influences the
direction of contemporary education” (p. 83). Thus, the need to replicate and
extend past studies of teacher expertise continues to heighten. Through further
study, researchers can continue to refine a teacher expertise model.

Nature of the Problem

Researchers have noted the difficulty in capturing an exhaustive list of
gualities of expert teachers (Berliner, 1976; Welker, 1991). Some researchers
emphasized differences between expert and novice teachers (Carter, et.al.,
1988; Gonzalez & Carter, 1996; Ho & Liu, 2005; Livingston & Borko, 1989; Qiong
& Yujing, 2009; Westerman, 1991) or compared more experienced pre-service
teachers to less experienced pre-service teachers (Byra & Sherman, 1993).
However, fewer researchers have compared the beliefs and practices among
expert teachers (Ainley & Luntley, 2006; Andrzejewski, 2008; Gun, 2014; Li,

Huang, & Yang, 2011; Smith & Strahan, 2004).

Furthermore, in their call to reconceptualize teacher expertise, Sternberg
and Horvath (1995) cautioned that few expert teacher researchers have
fashioned their studies through the expert teacher prototype approach, thus
additional research was needed. They explained, “Experts bear a family
resemblance to one another, and it is their resemblance to one another that
structures the category ‘expert” (p. 9). In a three-participant qualitative case
study, Smith and Strahan (2004) acted upon Sternberg and Horvath’s

recommendations for further study and compared expert teachers’ beliefs and
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practices by juxtaposing expert teachers and organizing their commonalities into
categories. The work of Smith and Strahan (2004) is of interest because the
researchers used a qualitative approach that allowed similarities to surface
organically. In addition to Smith and Strahan (2004), two other research teams
(Gln, 2014; Li, Huang, and Yang, 2011) used a categorization, prototype lens to
study teacher expertise. However, combined, these researchers included less
than 10 participants. Thus, additional research is needed to validate and extend

their findings.

Defining Teacher Expertise

Teaching is a complex field that requires many simultaneous processes
such as “supporting understanding, building and maintaining rapport, and
managing the classroom” (Anderman, Andrzejewski, & Allen, 2011, p. 984).
Researchers have demonstrated the difficulty in defining and setting criteria for
reaching the expert level. Feldon (2006) said, “Intensive debate exists in many
disciplines regarding the appropriate criteria for the identification of experts” (p.2).
Whereas some researchers purport that the performance of an expert is
consistently superior to that of a non-expert (i.e., Dawes, 1994), others maintain
that a more holistic view of expertise is more appropriate (Sternberg & Horvath,

1998).

Whereas defining teacher expertise is difficult for instructional leaders,
researchers, and other stakeholders, it is often even more difficult for teachers

themselves. In fact, some of the behaviors that catapult teachers into the
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expertise terrain are largely unconscious. “Concerns about experts’ awareness of
their own expertise and the strategies used to capture unconscious knowledge
are arguably the most important research issues associated with cognitive task
analysis” (Clark, et. al, 2008, p. 590). Because further study is needed about how
expert teachers define expert teaching and classify expert teachers, observations
and reviews of expert teachers’ beliefs and practices may help unlock portions of

their unconscious knowledge.

Feldon (2006) reviewed and summarized studies that provided definitions
of expertise. He organized expertise into four dimensions: knowledge, strategy,
working memory, and skill automaticity. First, he noted that experts’ quantity and
accuracy of knowledge affect their levels of expertise. “Expert performance is a
product of experience-based knowledge that can be recalled quickly and
consistently and then deployed” (Feldon, 2006, p. 2). Experts possess
knowledge that is organized and structured efficiently. Thus, the domain-specific

knowledge requires less cognition to access.

Secondly, Feldon (2006) found that an expert’s ability to strategize is an
important dimension of expert cognition. When problem-solving, novices reason
inductively to determine their strategy, while “experts solve problems deductively
by manipulating their mental models to identify optimal solutions based on the
requirements of the task and the task constraints” (p. 3). Likewise, Ericsson and
Kintsch (1995) said, “In contrast [to novices], all types of experts tend to spend a
substantial amount of time reviewing the problem, considering constraints, and
decomposing the problem into a sequence of sub-problems that can be solved
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independently or with minimal interaction” (p. 5). When problem-solving, experts
study the possible layers of depth and think carefully about strategies that will

alleviate the problem and its sub-problems.

Thirdly, teacher experts possess a strong working memory within their
subject-specific domains. Feldon noted that an expert’s working memory may not
perform at a heightened level in all facets of life. “Experts perceive situations in
their domain through the filter of their extensive experience. In contrast, novices’
schemas are not refined with regard to domain tasks” (Feldon, 2006, p. 5).
Therefore, the lens of expertise provides a context for situations that occur within

the domain.

Finally, skill automaticity impacts expertise. “Automaticity is the execution
of effortless cognitive procedures that are acquired through the consistent,
repeated mapping of stimuli to responses” (Feldon, 2006, p. 5). Experts are able
to carry out procedures unconsciously while working toward conscious goals
(Aarts & Dijksterhuis, 2003). Teacher experts are guided by situational norms—
“rules and standards that are understood by members of a group or society, and
that guide behavior without the force of laws” (Aarts & Dijksterhuis, 2003, p. 27).
Experts are able to adhere to situational norms in an unconscious, automatic

fashion (Feldon, 2006).

When experts possess high levels of knowledge, strategy, working
memory, and automaticity, they are able to free up “limited cognitive resources to

accommodate atypical features or other added cognitive demands” (Feldon,
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2006, p. 8). Thus, experts are able to maintain classroom norms while effectively

handling individual challenges.

Assessing Teacher Expertise

Whether through formal or informal means, assessing teacher expertise
has been traditionally left to students, teachers, and administrators in school
systems. In their matriculation through school, students are exposed to a
plethora of teachers who employ various strategies across different subjects over
a lengthy period of time (Kunter & Baumert, 2007). Thus, students should be
considered a worthy group to provide insight about teacher expertise (Clausen,
2002; De Jong & Westerhof, 2001).

Teachers also are consulted for their expertise in noting exemplary
teaching. In fact, some researchers indicated that teachers are the most worthy
of pinpointing teacher expertise (Kunter & Baumert, 2007; Mayer, 1999; Porter,
2002). “Teachers, with their professional training and knowledge, are experts on
various instructional approaches, methods, and lesson features” (Kunter &
Baumert, 2007). Indeed, some school systems are trending toward in-house
professional development provided by peers because teachers are more
receptive to strategies and approaches that their peers have used with the same
types of students. In their study of professional development practices and
challenges in the United States, Wei, Darling-Hammond, and Adamson (2010)
said:

Rather than investing in episodic and disconnected professional

development workshops on the topics that matter most for improved
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student achievement, state and federal policies should place a priority on

more sustained, intensive, and school-based professional development

designs shown as effective by research. (p. 39)

Teacher consultation and collaboration are key practices for teacher
improvement (Wei, Darling-Hammond, & Adamson, 2010).

Some researchers (Aleamoni, 1999; Gentry, Gable, & Rizza, 2002;
Greenwald, 1997) discounted teachers and students as evaluators of teacher
guality because they found that teacher and student responses differed in
determining the quality of instruction. These researchers (Aleamoni, 1999;
Gentry, Gable, & Rizza, 2002; Greenwald, 1997) contended that if both teacher
and student responses were to be valid, responses should have been similar
when given the same scenario. Teacher popularity and grading leniency
(Aleamoni, 1999; Greenwald, 1997) or socio-economic status (Aleamoni, 1999;
Gentry, Gable, & Rizza, 2002) were cited as factors that skewed students’
responses. Thus, researchers (Aleamoni, 1999; Gentry, Gable, & Rizza, 2002;
Greenwald, 1997) discounted teachers and students as reputable sources for
determining teacher quality.

However, Kunter and Baumert (2007), in their study of teacher and
student responses regarding expert teaching, found that teacher and student
responses both were valid. They found that in student and teacher ratings,
teachers focused on their “use of tasks and methods,” while students focused on
“their teacher’s support in personal and learning matters” (Kunter & Baumert,

2007, p. 231). They concluded that “student and teacher ratings are best suited
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to tapping different aspects of the learning environment” (Kunter & Baumert,
2007). Thus, teachers may be better able to evaluate the use of instructional
strategies, and students may be better able to evaluate teacher-student-
relationships and support.

Likewise, Urdan (2003) found that when teachers and students viewed
recordings of classroom footage, they interpreted the results differently, with
each group honing in on specific activities or task, and Clausen (2002) found that
teachers, students, and observers tended to view classroom experiences using
three very different perspectives. The work of Kunter and Baumert (2007), along
with Urdan (2003) and Clausen (2002) verified that teachers and students both
can evaluate teacher expertise, with each group focusing on a different aspect of
teaching.

Whereas providing instructional feedback is not a traditional role of
teachers and students, administrators evaluate teachers as a regular part of their
duties (Derrington, 2011). “The principal’s role as supervisor and evaluator of
teachers will continue as a fundamental component of the teacher assessment
process” (Derrington, 2011, p. 51). As the instructional leaders in schools,
administrators provide guidance on instructional goals (Lynch, 2012).

Studies of Teacher Expertise

Researchers have questioned how expert teachers should be studied, and
many researchers have contrasted expert teachers against pre-service, novice,
or experienced teachers (Carter, et.al., 1988; Gonzalez & Carter, 1996; Ho & Liu,

2005; Livingston & Borko, 1989; Qiong & Yujing, 2009; Westerman, 1991) or
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compared more experienced pre-service teachers to less experienced pre-
service teachers (Byra & Sherman, 1993). See Table 2 for an overview of studies

that used the contrast model to explore the nature of teacher expertise.
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Table 2

Overview of studies that used the contrast model for studying teacher expertise

Author(s) Purpose of Data Sources  Participants Major Findings
and Year the Study
Byra & “To describe  Videotapes of  Twelve pre- When lessons
Sherman the planning  lessons, service veered from the
(1993) and audiotaped teachers, initial plan, more
interactive verbal reports  six more experienced pre-
thoughts and  from think experienced service teachers
decisions of alouds, and teachers, made
less and more stimulated and six less adjustments to
experienced recall sessions experienced their lesson
pre-service teachers plans to allow for
teachers” (p. the changes,
46). whereas less
experienced
teachers were
more rigid.
Carter, To explore Transcriptions  Eight There were key
Cushing, differences in  and audio experts, six  differences in
Sabers, how expert recordings of novices, how expert,
Stein, & teachers, oral and written and six novice, and
Berliner novice structured postulants postulant
(1987) teachers, and interviews teachers
“postulant” perceived and
teachers processed visual
“‘perceive, classroom
understand, information.
monitor, and “In general,
process experts
information in appeared to
classrooms” possess
(p. 25). comparatively

richer schemata
for ascribing
meaning to
visual classroom
information” (p.
25).
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Table 2

(continued)

Overview of studies that used the contrast model for studying teacher expertise

Author(s) Purpose of  Data Sources Participants Major Findings
and Year the Study
Gonzalez  “To examine Interviews Thirteen -Although student
& Carter cooperating cooperating teachers and
(1996) teachers' and teacher- cooperating
student student teachers recalled
teachers' teacher the same
interpretations dyads memorable
of the same classroom events,
teaching they focused on
events” (p. different variables.
39). -“Cooperating
teachers...
were quick to
express their
concerns for
pacing, timing,
student ability,
involvement, and
achievement...” (p.
42)
Ho & Liu To compare Semi- Two novice -Expert teachers
(2005) the decision-  structured teachers were better able to
making interviews, and two verbalize their
processes of  observations, expert reflections in depth
expert videotapes, teachers than were novices.
teachers with  stimulated -Expert teachers
that of novice recall were better able to
teachers sessions, make immediate
during the and artifacts decisions to meet
planning, the needs of
teaching, and students.
reflection -Expert teachers’
period practices were

consistent with
their beliefs.
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Table 2

(continued)

Overview of studies that used the contrast model for studying teacher expertise

Author(s)  Purpose of Data Sources Participants Major Findings
and Year the Study
Livingston  To explore  Field notes of Three “Novices may
& Borko differences classroom student possess insufficient
(1989) in how observations, teachers knowledge and
expert interviews, and their skills to adopt the
teachers transcripts of  respective routines and
and student audiotaped cooperating actions of
teachers planning and  teachers expert teachers or
thought, post- to learn effectively
planned, observation from their own
taught, and interviews, experiences
improvised and copies of in the classroom”
in the artifacts (e.g., (p- 39).
classroom planning
setting documents)
Qiong & To compare Classroom 16 novice Expert teachers
Yujing, and observations  teachers tended to use more
(2009) contrast and video and 16 analytical
expertand  recordings expert guestioning, and
novice teachers novice teachers
teacher tended to use lower
dialogue order questioning
during instruction.
Westerman To compare “Audiotaped Five student Expert teachers
(1991) the planning teachers focused on learning
decision- interviews, and their from students’
making of videotapes of  respective perspectives,
novice lessons, cooperating making
teachersto stimulated teachers adjustments to their
that of recall lesson as needed,
expert interviews, while novice
teachers post-teaching teachers focused
before, interviews, on adherence to
during, and delayed self- the lesson plan.
after reports, and
instruction relevant
printed
materials” (p.
292).
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Carter et. al. (1987) found differences in how expert, novice, and pre-
service teachers perceived and processed visual classroom information. After
showing all three groups single images and videos, they found that experts were
better able to note relationships among pieces of visual information when
compared to novice and pre-service teachers (Carter, et. al., 1987). They
concluded, “In general, experts appeared to possess comparatively richer
schemata for ascribing meaning to visual classroom information” (Carter, et. al.,

p. 25).

Similarly, Westerman (1991) compared student teachers, who were
characterized as novice teachers, to cooperating teachers, who were
characterized as expert teachers, in an effort to determine how the teachers
contrasted in decision-making before, during, and after teaching. Westerman
(1991) found that expert teachers focused on learning from students’
perspectives, while novice teachers focused on adherence to the lesson plan.
Expert teachers were more inclined to adapt their lessons to meet the needs of

students, while novice teachers were more rigid (Westerman, 1991).

Indeed, classrooms are fast-paced, multi-dimensional environments in
which several variables interplay simultaneously. Studies that contrast expert
teachers with novice teachers are valuable because they “illustrate the
complexity of interactive decision-making in classroom settings” (Gun, 2014, p.

77).

31



As mentioned previously, many researchers have contrasted the expert
teacher to a non-similar person such as a lay person or a pre-service, novice, or
experienced teacher (Carter, et.al., 1988; Gonzalez & Carter, 1996; Ho & Liu,
2005; Livingston & Borko, 1989; Qiong & Yujing, 2009; Westerman, 1991).
However, fewer studies have been conducted to examine teacher expertise
using a comparative model (Ainley & Luntley, 2006; Andrzejewski, 2008; Gun,
2014; Li, Huang, & Yang, 2011; Smith & Strahan, 2004), and even fewer have
used a categorization, prototype model to study teacher expertise (Gun, 2014; Li,
Huang, & Yang, 2011; Smith & Strahan, 2004). In a comparative, prototype
model, expert teachers’ qualities and practices are analyzed, noting similarities
rather than differences. “A prototype view allows us to adopt a fuller, more
inclusive understanding of teaching expertise” (Sternberg & Horvath, 1995, p. 9),
making the category more accessible to those seeking attainment. Maslow
stated, “Even when ‘good specimens,’ the saints and sages and great leaders of
history, have been available for study, the temptation too often has been to
consider them not human but supernaturally endowed” (1971, p. 6). Rather than
viewing teaching expertise as supernatural, through this study, | sought to ground
a theory of teacher expertise that was accessible to teachers seeking its

attainment.

| grounded this study in the work of Sternberg and Horvath (1995) and
Smith and Strahan (2004). These researchers advocated for conducting
similarity-based comparisons among expert teachers. They sought to compare

experts to experts rather than experts to novice teachers, experienced teachers,
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or lay persons. Sternberg and Horvath (1995) said that “experts bear a family
resemblance to one another, and it is their resemblance to one another that
structures the category ‘expert.” The categorization, prototype lens allows
researchers to compare similarities of teachers deemed experts and seek to
build a foundation of a model of teaching expertise (1995). In his comparative
study of expert teachers, Gin (2014) acknowledged the importance of studies in
which researchers contrasted expert teachers with a dissimilar group, but he
noted that researchers might gain a deeper understanding of teacher expertise
“from a study that, rather than comparing expert and non-expert, focuses solely
on expert teachers in a more detailed way” (p. 78). Sternberg and Horvath
(1995), Smith and Strahan (2004), and Gin (2014) acted upon Maslow’s

recommendation to study the best in order to understand the best that humanity

can offer.

Some teacher expertise studies have been conducted in which the
researchers compared expert teachers to other expert teachers in an effort to
understand more about the complexity of teacher expertise (Ainley & Luntley,
2006; Andrzejewski, 2008; Gun, 2014; Li, Huang, & Yang, 2011; Smith &
Strahan, 2004). Smith and Strahan (2004) conducted a three-participant
gualitative study to determine if expert teachers shared a “family resemblance”
(p. 357). The researchers observed, interviewed, and surveyed three classroom
teachers who had achieved National Board certification. Smith and Strahan
(2004) used the case study strategy to characterize each participant and open

coding to track similarities in the group. They found that the three teachers
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shared six central tendencies: confidence, classroom community, positive
teacher-student relationships, a student-centered approach, leadership and
service, and content mastery. Like Smith and Strahan (2004), Li, Huang, and
Yang (2011) found that expert teachers shared those same six central

tendencies of practices and beliefs.

With the ultimate goal of providing “an additional point of reference in our
expanding knowledge base on expertise” (Gun, 2014, p. 79), Gun (2014) studied
10 experienced teachers’ routine decision-making as revealed by their reflective
statements. He found that the 10 teachers shared pedagogical and affective
characteristics. The pedagogical characteristics shared by the teachers were
many, and they included the following: consolidation, which entails “deviating
from the lesson plan in order to consolidate the previously taught items” (p. 81),
addressing emerging needs, assessing the background knowledge of students,

assessing knowledge of lesson material, and supporting student production.

Gun (2014) found that the participants shared four affective attributes and
that three of these attributes were similar to the findings of Smith and Strahan
(2004). First, Gun (2014) said that the “teachers take responsibility for student
learning, and they are responsive to students’ needs” (p. 84). Similarly, under the
“student-centered approach” category, Smith and Strahan (2004 ) stated that
teachers “take responsibility for student learning, are responsive to students’
needs, assess students often and in a variety of ways, and exhibit a mastery goal
orientation” (p. 367). Second, Gun (2014) said that teachers shared a sense of

confidence. This characteristic aligns with Smith and Strahan’s first category,
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confidence. Third, Gin (2014) noted that the expert teachers demonstrated a
rapport with their students. This characteristic corresponds with Smith and
Strahan’s third category, which states that “Teachers maximized the importance
of developing relationships with students” (p. 365). Finally, Gun (2014) stated
that the expert teachers shared persistence. Guin (2014) said that the teachers
had a tendency to explain a concept until students fully understood it. Smith and

Strahan (2004) did not emphasize this point in their study.

Table 3 provides an overview of studies that used the comparative model
to explore the beliefs and practices of expert teachers (Ainley & Luntley, 2006;
Andrzejewski, 2008; Guin, 2014; Li, Huang, & Yang, 2011; Smith & Strahan,

2004).
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Table 3

Overview of studies that used a comparison model to study teacher expertise

Author(s) Purpose of Data Sources Participants  Major Findings
and Year the Study
Ainley & “To explore | Observation | Six “‘We have evidence
Luntley the role of field notes, experienced | for the existence of
(2006) attention- video math attention-dependent
dependent recordings of | teachers knowledge
knowledge lessons, as part of what
and the transcriptions, experienced
nature of and teachers know, both
attentional stimulated in the sense that
skills in recall they have
classroom interviews attentional skills
practice” (p. which enable them
1,130) to ‘read’ the activity
of the classroom,
and that they use
the knowledge they
gain by and from
this attention in
making judgments
about how to act” (p.
1,137).
Andrzejewski To “explore | Observation @ Four expert | -“Expert teachers
(2008) the field notes, high school | resisted prevalent
relationships @ participants’ | teachers conceptions of PCK.
between reflection They viewed
expert activities, and integration between
secondary interviews knowledge of
teachers’ students and
identities, pedagogy to be
knowledge, most important” (p.
and practice” 39).
(p. 39) -“Teachers
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Table 3

(continued)

Overview of studies that used a comparison model to study teacher expertise

Author(s)  Purpose of the Data Sources Participants  Major Findings
and Year  Study
Gln “To consider Field notes, Ten “There are both
(2014) experienced copies of experienced shared pedagogical
teachers’ lesson plans, language and affective
immediate and stimulated teachers attributes among
routine recall participant teachers”
decisions” (p. interviews, (p. 75).
79) audio-tape
recordings
Li, Huang, To explore the Video-taped Five expert Like Smith and
& Yang beliefs and lessons, teachers Strahan (2004), the
(2011) practices of lesson five expert teachers
expert Chinese designs, and shared six central
teachers in reflections tendencies in
mathematics practices and
instruction beliefs.
using a
prototype view
Smith & To determine if Audio-taped Three expert Expert
Strahan expert teachers lessons and teachers teachers
(2004) share a “family transcripts, shared six
resemblance”  structured central
interviews, tendencies:
participant confidence,
surveys, classroom
narrative community,
records of positive
classroom teacher-
observations, student
artifacts, and relationships,
researcher a student-
notes centered
approach,
leadership
and service,
and content
mastery.
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Of the five studies noted above, three studies were conducted outside of
the United States (Ainley & Luntley, 2006; Gun, 2014; Li, Huang, & Yang, 2011).
In GUn’s (2014) study, eight of the 10 experienced teachers were Turkish
nationals; In Li, Huang, and Yang’s (2011) study, the participants were Chinese
teachers, and in Ainley and Luntley’s (2006) study, the participants were
experienced teachers in the United Kingdom. These studies add to the body of
research on expert teaching. However, teachers in different countries “may have
conceptually different expectations of teaching (e.g., parent support, social
awareness individual effort)” (Lin, Gorrell, & Taylor, 2010, p. 37). Therefore,
additional United States-based studies can minimize cultural variables, which

contribute to definitions of teacher expertise.

Some researchers juxtaposed novice and expert teachers, while a smaller
number compared expert teachers to each other. Interestingly, Lin (1999)
researched both groups. In a study titled “Looking for the Prototype of Teaching
Expertise: An Initial Attempt in Taiwan,” Lin furthered Sternberg and Horvath’s
(1995) work of studying teacher expertise through the prototype approach.
Sternberg and Horvath (1995) categorized teacher expertise into three areas:
knowledge, efficiency, and insight. Lin narrowed his study and focused only on
teachers’ knowledge. He interviewed six novice, four beginner, and three expert
teachers, coded their responses, and noted differences in teachers’ knowledge
bases. Then, he compared the expert teacher group and noted commonalities.
Lin (1999) found that the three expert teachers possessed a “richer and broader”

knowledge base (p. 10). Because he found that the three experts’ similarities
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helped him understand the attributes of expert teachers more clearly, he
concluded, “Therefore, to treat expert teachers’ knowledge as the prototype is
adequate based on Sternberg and Horvath’s (1995) rationale and current

evidences” (p. 10).

There is no shortage of quantitative research about the individual desired
gualities of teachers (e.g., research centered specifically on the need for
reflective practitioners [Semerci, 2007] or the need for student-oriented
classrooms [Gauci, Dantas, Williams, & Kemm, 2009]). In an effort to identify
characteristics of excellent teachers in Scotland, Grieve (2010) administered a
44-qguestion survey to 24 head teachers and 64 primary school teachers. The 88
respondents rated characteristics of excellent teachers using Likert scales. In her
analysis, Grieve (2010) divided the 44 characteristics into five groups. Grieve
(2010) found that the excellent teachers “consistently described excellence in
terms of personal qualities and interpersonal skills” (p. 275). In addition, “They
highly rated qualities which demonstrated their expectations of positive
classroom ethos and positive relationships with students” (Grieve, 2010, p. 275).
Grieve (2010) noted that teachers rated highly those characteristics that were

positive exchanges with students.

Grieve’s (2010) study provided valuable information about teacher
expertise. However, because teachers were provided with a finite list of teacher
qualities to rate, further study is needed to determine if the list of qualities is fully
representative of expert teacher qualities. A qualitative, prototype study allows

teachers to present their responses in an open-ended format.
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Common Traits of Expert Teachers

Sternberg and Horvath (1995) conjectured that the “contents of the expert
teaching prototype” (p. 10) or features of an expert teacher likely included three
main areas: broader, deeper knowledge bases; efficiency of problem-solving;
and insightful solutions. However, they clarified, “It is our hope that these ideas
will stimulate discussion and investigation of what it means to be an expert
teacher” (Sternberg & Horvath, 1995, p. 16). The researchers said that their three
categories were malleable and would “stimulate research and debate” (Sternberg
& Horvath, 1995, p. 9) about teacher expertise. Thus, taking the
recommendations of Sternberg and Horvath (1995), Smith and Strahan (2004)
conducted a three-participant qualitative study using the case study strategy to
interpret, analyze, and describe the beliefs and practices of teachers deemed
experts. They found that the three participants did, in fact, bear a “family
resemblance” because their beliefs and practices were consistent with one
another. Smith and Strahan (2004) categorized the teachers’ responses and
developed six tendencies of expert teachers. Smith and Strahan (2004) found the

following:

(1) These teachers have a sense of confidence in themselves and
in their profession. (2) These teachers talk about their classrooms
as communities of learners. (3)These teachers maximize the
importance of developing relationships with students. (4) These
teachers demonstrate a student-centered approach to instruction.

(5) These teachers make contributions to the teaching profession
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through leadership and service. (6) These teachers show evidence

that they are masters of their content areas. (pp. 364-365)

Li, Huang, and Yang (2011) conducted a similar study and concurred with Smith

and Strahan’s (2004) six central tendencies of teacher expertise.

The work of Smith and Strahan (2004) was based on three cases that
highlighted the importance of each common theme. Because | used Smith and
Strahan’s (2004) findings as one framework for my study, | will discuss each of
the six themes below. Each topic is well-represented in the literature, so | will
provide an overview of the range of research on each topic, citing seminal
articles and meta-analyses where possible. The reviews are not exhaustive, but

they provide a synopsis of some of the most salient points in the literature.

Confidence

The Research Functional Staff of Research and Development Agency
(2014) defined confidence or self-efficacy as personal “beliefs or perceptions that
one possesses the ability to complete a certain task” (p. 262). Self-confidence
relates to a person’s belief in oneself, belief in one’s power, and willingness to
take risks (The Research Functional Staff of Research and Development
Agency, 2014). Calik et. al. (2012) defined teacher self-efficacy as “teachers’
beliefs about effecting and coping with students who have a difficulty in
motivation” (p. 2,499). In his review of self-efficacy literature, Bandura (1993)

explained that self-efficacy beliefs influence four processes: cognition,
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motivation, affect, and selection. These four processes work in tandem during

decision-making (Bandura, 1993).

First, self-beliefs of cognitive ability and achievement influence the type
and degree of difficulty of the goals people set for themselves (Bandura, 1993).
Collins (1985), in her study of self-efficacy in children, found that low self-efficacy
influenced mathematical performance, even when high mathematical ability was
present. “Personal accomplishments require not only skills for self-beliefs, but
self-beliefs of efficacy to use them well. Hence, a person with the same
knowledge and skills may perform poorly, adequately, or extraordinarily
depending on fluctuations in self-efficacy thinking” (Bandura, 1993, p. 119).

Bandura (1993) noted that poor self-efficacy can negatively impact performance.

Second, beliefs of self-efficacy influence motivation. Bandura (1993) said,
“Most motivation is cognitively generated. People motivate themselves and guide
their actions anticipatorily by the exercise of forethought” (p. 128). He noted that
based upon levels of self-efficacy, people set goals and incentivize those goals. If
the goals are not met, they may employ the causal attributions theory, whereby
they either surmise that they put forth too little effort to meet the goal, or they

surmise they did not have the ability to meet the goal (Bandura, 1993).

Third, self-efficacy beliefs influence affective processes. Bandura (1993)
noted that belief in one’s ability to control a situation affects stress levels. He said
that people who believe they are incapable of controlling a situation “magnify the

severity of possible threats and worry about things that rarely happen” (Bandura,
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1993, p. 132), impairing their ability to respond appropriately based upon
knowledge and experience. He noted that people can improve their affective self-
efficacy through “guided mastery experiences” (p. 133), experiences in which

people gain confidence by incrementally achieving success.

Finally, self-efficacy beliefs influence selectivity. Bandura (1993) said that
people select those activities, environments, and careers in which they feel
capable of thriving. Initial choices of activities and environments can continue to
affect self-efficacy long after the environment or activity is removed. Bandura
(1993) said that “the social influences operating in selected environments
continue to promote certain competencies, values, and interests long after the
self-efficacy determination of their choice has rendered its inaugurating effect”
(p.135). Therefore, initial choices can have a significant effect on personal

development (Bandura, 1993).

Even though confidence often is viewed as a quality or personality trait
rather than a behavior or practice, it has a place in researching human behavior.
In their systematic review of 56 studies of antecedents of employees’
involvement in work-related learning, Kyndt and Baert (2013) found that
employee confidence, or self-efficacy, was a major predictor of positive
participation in work-related learning. They noted that employees who felt
confident in themselves were more likely to participate in professional learning

activities (Kyndt & Baert, 2013).
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In their study of teacher expertise, Smith and Strahan (2004) found that
expert teachers demonstrated “a sense of confidence in themselves and in their
profession” (p. 364). The researchers found that their participants believed they
had a “gift for working with children” (p. 365) and could be change agents in the
lives of students. Of the participants in the study, Smith and Strahan (2004) said,
“‘Even before entering the teaching field, they felt confident that they could be

effective teachers” (p.365).

Some researchers of teachers’ self-efficacy have found correlations of
teachers’ confidence to burnout (Bandura, 1992; Friedman & Farber, 1992).
Friedman and Farber (1992) found that teachers’ views of themselves in relation
to professional competence, worth, and professional satisfaction strongly
correlated to teacher burnout. “In general, low self-concept on the part of
teachers—feeling less professionally competent, less personally able to manage
the classroom, and less satisfied with their work—is related to burnout”
(Friedman & Farber, 1992, p. 33-34). They hypothesized that a loss in
professional confidence lowered self-esteem or that low self-esteem created a
weak foundation for sustaining a career in such a complex work environment as
teaching (Friedman & Farber, 1992). In his review of teacher self-efficacy when
teaching students with behavioral and academic challenges, Bandura (1992)
said, “Teachers who lack a secure sense of instructional efficacy show weak
commitment to teaching...Teachers who distrust their efficacy try to avoid dealing

with academic problems and, instead, turn their effort inward to relieve their
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emotional distress” (p. 134). He noted that these teachers exhibited a “pattern of

withdrawal coping [which] contributes to occupational burnout” (p. 134).

In addition to demonstrating personal self-efficacy, Smith and Strahan
(2004) found that expert teachers articulated a belief in the teaching profession.
In his study of teachers’ collective self-efficacy, Goddard (2001) said that
teachers’ self-efficacy is an often neglected variable. He defined collective
teacher efficacy as “the perceptions of teachers in a school that the faculty as a
whole can execute the courses of action necessary to have positive effects on
students” (Goddard, 2001, p. 467). Calik et. al. (2012) found that teachers’
collective beliefs in their instructional capability affected school climate, and
Goddard (2001) found that teachers’ collective efficacy affected the choices the

teachers made.

Friedman and Farber (1992) emphasized that teachers’ sense of
confidence in themselves and in their profession are both important for
sustainability in teaching. In essence, teachers who are confident in themselves
and in the teaching profession remain in the field long enough to develop teacher

expertise.

Classroom Community

Of the expert teachers in their study, Smith and Strahan (2004) said,
“These teachers talk about their classroom as a community of learners” (p. 363).
Teachers who subscribe to this idea generally maintain constructivist views of

learning, views that the teacher’s role is to strengthen and guide students’ skills
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in solving real-world problems (Anderson, Greeno, Reder, & Simon, 2000;
Brown, Collins, & Duguid, 1989; Slavin, 2006). “The essence of constructivist
theory is the idea that learners must individually discover and transform complex
information if they are to make it their own” (Slavin, 2006, p. 243). To that end,
teachers ensure that “schooling provides more than a series of lectures and
discrete workbook exercises” (Slavin, 2006, p. 243), opting to also include
opportunities for discovery and discourse. There are four distinctions of the
constructivist classroom community noted in the Smith and Strahan (2004) study:
Teachers encourage student discourse, thus sharing verbal power; Teachers
believe their role in the classroom is to serve as a “guide on the side” rather than
a “sage on the stage” (Graeff, 2010, p. 265; Slavin, 2006, p. 243); Teachers
encourage a sense of ownership of the class, thus sharing physical space with
students, and teachers encourage a connection to the curriculum, thus sharing

directional power.

Under traditional methods of teaching, some teachers believe that
students learn best when the teacher is engaged in extensive talking (Brophy,
1988; Graeff, 2010; Smith & Strahan, 2004). In his 1988 review of research on
teaching and learning, Brophy (1988) said that students achieve best when

teachers engage in “active teaching.” “Active teaching connotes frequent lessons
in which the teacher presents information or develops concepts through lecture
and demonstration, elaborates on this information...” (Brophy, 1988, p. 242).

Furthermore, in reviewing best practices for teaching and learning, he said,

“There is a great deal of teacher talk, but most of it is academic rather than
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procedural or managerial” (Brophy, 1988, p. 242). However, in constructivist
classrooms, students are encouraged to become a part of the classroom
community by sharing verbal power with the teacher (Graeff, 2010; Hankin, 1997,
Slavin, 2006). Smith and Strahan (2004) observed three expert teachers, and in
each classroom, the teacher engaged the students in a short, whole-group
lesson before breaking into small group activities. When Smith sent one
teacher’s recording to a transcriptionist, the transcriptionist replied, “Long periods
of background noise of classroom—not able to understand and transcribe any
one voice” (Smith & Strahan, 2004, p. 363). Smith and Strahan (2004) remarked
that in some teachers’ classrooms, the teacher’s voice commonly overpowers the
classroom, but in the expert teachers’ classrooms in their study, no single voice

was overheard more than the others.

Expert teachers encourage focused discussion through many means,
including promoting student discourse through Socratic circles and cooperative
learning. The Socratic method is an “educational method attributed to the Greek
philosopher Socrates by which the teacher encourages the student’s discovery of
truth by asking leading and stimulating questions” (Ornstein & Levine, 2000, p.
G-5). Teachers use constructivist methods to help students internalize problems,
seek answers from within, and share those ideas as a group (Ornstein & Levine,

2000, p. 406).

As is the case in Socratic circles, students are able to learn through social
interaction in cooperative learning, working to refine their knowledge and extend
their understanding as a group (Orstein & Levine, 2000; Slavin, 2006). In
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traditional classrooms, students compete for the teacher’s time as well as for
grades (Ornstein & Levine, 2000). However, in cooperative groups, students
work together to discover, discuss, and problem-solve (Slavin, 2006). The
teacher’s voice takes a back seat as students work together to learn. It is worth
noting that some researchers who tout the importance of group work (Johnson &
Johnson, 1999; Slavin, Madden, & Leavey, 1984) also encourage individual
tasks (e.g., debates) that allow for competition. Expert teachers use a myriad of

strategies to engage students in discussion.

Secondly, expert teachers see their role as that of a “guide on the side”
rather than a “sage on the stage” (Graeff, 2010, p. 265; Slavin, 2006, p. 243).
These teachers allow students to learn through discourse and discovery (Graeff,
2010; Ornstein & Levine, 2000; Slavin, 2006). The lesson format for a “guide on
the side” teacher often differs from the traditional classroom format. For a portion
of the class period, students may be seated in groups as the teacher spends her

time scaffolding learning for each group (Slavin, 2006). In some cases:

Students work together in small groups; Teachers pose problems and
then circulate among groups to facilitate the discussion of strategies, join
students in asking questions about strategies they have proposed, and
occasionally offer alternative strategies when students appear to be stuck.

(Slavin, 2006, p. 254)

48



These teachers encourage students to think critically and cooperatively, placing a
focus on active engagement by the students (Ornstein & Levine, 2000; Slavin,

2006).

Thirdly, expert teachers in the Smith and Strahan (2004) study shared
physical space with students. In traditional classrooms, “Students might be
reprimanded for shuffling through teachers’ filing cabinets or opening computer
files” (Smith & Strahan, 2004, p. 366). However, “When [the teacher] gave the
direction to begin working, students moved orderly to the editing areas, the filing
cabinet, and the computer stations....[Students] seemed to move about the room
as if it belonged to them” (Smith & Strahan, 2004, p. 365-66). In the expert
teachers’ classrooms, the teachers managed the classroom community, and
students felt a sense of ownership of the physical space. Teachers may use
other techniques for encouraging student ownership of the classroom including
the following: creating interactive spaces where students can reference past
activities, designating student areas in the classroom, and allowing students to

assist with the room arrangement (O’Neil, 2010).

Employing strategies for encouraging students to take ownership in the
classroom are important for many reasons. First, student ownership creates “a
culture of trust and communication between the students and their teacher”
(O’Neil, 2010, p. 15). In addition, “student ownership leads to increased
motivation, active participation, and engagement in the learning process, and
thus more meaningful learning” (O’Neil, 2010, p. 8). Lastly, in her review of

literature on improving the school environment to reduce school violence,
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Johnson (2009) found that student ownership in schools was a primary factor for

decreasing school violence.

Fourthly, students in the Smith and Strahan (2004) study shared
directional power in curricula, providing input about the types of things they would
like to study. Smith and Strahan (2004) quoted one teacher who noted, “Kids
largely have control over the topics and content while aiming at a rubric or
criterion for the end result” (p. 366). Likewise, Graeff (2010) said that teachers
should model their strategic lessons after marketing executives who focus on the
short and long term needs of the customer. While the skill or standard might
remain the same, the content and the materials used to help students understand
that skill can be targeted based upon the interests and goals of the students
(Dudley-Marling & Seale, 1995). Teachers’ proactive systems of teaching with
students’ goals and interests in mind encourage students to buy into the
classroom community ideal. In their study of student ownership in reading
classes, Dudley-Marling and Seale (1995) found that students who showed an
increased sense of directional power in the class showed a greater development
of reading and writing skills. In addition, O’Neil (2010) recorded the highest

project completion rates when students spawned the idea for the project.

One constructivist view that guides teachers’ decision to share directional
power is top-down processing. “The term top-down means that students begin
with complex problems to solve and then work out or discover (with the teacher’'s
guidance) the basic skills required. For example, students might be asked to

write compositions and only later learn about spelling, grammar, and
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punctuation” (Slavin, 2006, p. 245). Teachers can encourage students to feel
ownership in the curriculum by allowing them to write their compositions on a
number of topics that interest them, and then tailor the instruction to grammar
mechanics and spelling. Knapp, Shields, and Turnbull (1995) contrasted this
approach with the bottom-up processing approach, in which teachers present
basic skills and work toward more advanced concepts. Knapp, Shields, and
Turnbull (1995) said that in traditional classrooms servicing high-poverty
students, teachers rarely move to the advanced material, continuing instead, to
review and reteach basic skills. In top-down teaching, teachers provide whole
assignments that students begin to segment later in the lesson, and the tasks

they complete are “complex, complete, and authentic” (Slavin, 2006, p. 245).

Expert teachers share a philosophy of serving as facilitators of the
classroom as guides on the side, collaborators in classroom discussion,
collaborators of physical space, and collaborators of course curricula. In a critical

analysis of his own teaching practices, Hankin (1997) said:

| am only one part of a team. The fact that | have many words of
wisdom to share does not ensure that my students will learn
anything of value...Rather than telling my students everything |
know, and this is often a great temptation, my job is to facilitate

their own discoveries (p. 36).

Expert teachers embrace the concept of creating a community of learners

by gearing learning toward problem-solving and self or peer-directed
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discovery (Hankin, 1997). These teachers draw students toward learning
by giving them a more active role in the teaching and learning process

(Hankin, 1997).

Teacher-Student Relationships

Third, Smith and Strahan (2004) said, “These teachers maximize the
importance of developing relationships with students” (p. 363). It is important to
note that the themes described by Smith and Strahan (2004) sometimes overlap.
A teacher’s ability to develop positive teacher-student relationships (theme
three), can be enhanced when teachers make students feel they are part of a
community of learners (theme two). Of the expert teachers in their study, Smith
and Strahan (2004) said, “This investigation revealed that [the teachers studied]
spend the majority of their energies building relationships with students. These
teachers develop relationships with their students by gaining knowledge about
them, working side-by-side with them, and initiating contact with their families” (p.
366). The expert teachers’ practices of building relationships matched their
stated beliefs in the importance of connecting with students (Smith & Strahan,
2004).

Several researchers have documented the importance of positive teacher-
student relationships (TSRs) (e.g., Anderman, Andrzejewski, & Allen, 2011; Caoill,
1999; Davis, 2003; Martin & Dowson, 2009; Marzano, Pickering, & Hefelbower,
2010; Spilt, Koomen, & Thijs, 2011). Focusing on the effect that positive TSRs
have on instruction, Marzano, Pickering, and Hefelbower (2010) said, “If the

relationship is strong, instructional strategies seem to be more effective.
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Conversely, a weak or negative relationship will mute or even negate the benefits
of even the most effective instructional strategies” (p. 82). Inherent in Marzano
and his colleagues’ statement is the need for teachers to conscientiously build
relationships with students by engaging in both talking and listening. In their
study of student motivation and learning, Anderman, Andrzejewski, and Allen
(2011) found that teachers who students deemed motivational “exhibited care by
showing an interest in students’ lives beyond the classroom” (p. 996). They
concluded that building rapport was one of three critical themes of supporting
students’ learning.

TSRs are not just paramount for student success, but the quality of those
relationships also affects teachers’ professional and personal lives (Spilt,
Koomen, & Thijs, 2011). In their review of the TSR literature, Spilt, Koomen, and
Thijs (2011) concluded that teachers’ emotional involvement with students in the
classroom is driven by a basic psychological need for relatedness or communion.
In fact, teachers may be drawn to the classroom in part because it is where a
relational need might be fulfilled. In their study of human contact in student-
teacher relationships, Andrzejewski and Davis (2008) introduced a dance teacher
who “insisted on dividing the personal and the professional but referred to dance
as a personal business” (p. 792). Teachers who feel invested in their work may
express a need to create positive TSRs, mixing the personal, or emotional, with
the business of educating students.

In her synthesis of TSR studies, Davis (2003) noted that one limitation is

that “most of our knowledge about relationships for a particular population of
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students is embedded within knowledge about a particular approach as well as
within specific methods of studying relationships” (p. 207). She noted that TSR
studies use one of three perspectives for understanding the quality of those

relationships: motivational, attachment, and socio-cultural perspectives.

First, researchers who study TSRs from an attachment perspective view
TSRs as “extensions of the parent-child relationship” (Davis, 2003, p. 209), in
which factors such as “emotional closeness, conflict, and dependency” (p. 209)
shape the quality of the relationship. Parent-child relationships (PCRs) serve as
the foundation on which other relationships are built because PCRs help
students shape their self-concept (Davis, 2001). In their longitudinal study of
TSRs and PCRs, Howes et. al. (1998) tracked children from toddlerhood to nine
years of age, noting their perceptions of PCRs and TSRs from toddlerhood to
preschool and preschool to age nine. Howes, et. al. (1998) found, “Children with
a more positive perception of their relationship with their mother also had a more
positive perception of their relationship with their teacher” (p. 422). Students’
relationships with their parents or caregivers impact “future relationships (e.g.
with teachers) by shaping students’ interpretations of teacher initiations and
responses to interactions” (Davis, 2003, p. 209). Teachers can strengthen TSRs

through time spent, responsiveness to needs, and support (Davis, 2003).

Secondly, some researchers study TSRs through the motivation
perspective (Davis, 2003). While attachment perspective researchers study the
impact of foundational relationships on TSRs, motivation perspective researchers

focus on classroom structures and supports as indicators for TSRs (Davis, 2003).
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Key tenets of the motivation perspective overlap heavily with achievement goal
theory (i.e., learning oriented classrooms, as opposed to performance oriented
classrooms and classroom collaboration as opposed to classroom competition)
and constructivism (i.e., student autonomy and flexible evaluation techniques),
both of which are discussed at length in the classroom community and student-

centered approach literature reviews.

Thirdly, some researchers study TSRs through the socio-cultural
perspective (Monzo & Rueda, 2001). Because socio-cultural researchers study
TSRs within a larger context, they may also subscribe to the attachment or
motivation perspective (Davis, 2003). These researchers connect many ideas
and structures to TSRs (e.g., TSRs in classroom rule-making, DeVries & Zan,
2003). “Instead of examining changes within isolated individuals, socio-cultural
researchers attempt to examine dynamic processes and look for recurring
patterns within systems (e.g., student-teacher dyads, classrooms, and schools)”
(Davis, 2003, p. 218). In their study of TSRs of Latino students and their
teachers, socio-cultural researchers Monzo and Rueda (2001) found that
teachers’ willingness to understand students’ communities, primary language,
and culture impacted teacher-student relationships. Likewise, in her review of the
sociocultural perspective, Davis (2003) said, “Sociocultural researchers argue
that it is not simply the structural characteristics of the school, but the overall
interpersonal culture of the classroom that contributes to the development of
positive child-caregiver interactions” (p. 218). These researchers study social,

cultural, and ecological structures and ideals that impact TSRs (Davis, 2003).
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Student-Centered Approach

The fourth common theme Smith and Strahan (2004) noted in their study
of teacher expertise is that the teachers “demonstrate a student-centered
approach to instruction,” which means that expert teachers “take responsibility for
student learning, are responsive to students’ needs, assess students in a variety
of ways, and exhibit a mastery goal orientation” (p. 367). Like the classroom
community central tendency, the student-centered approach ideal hails from
constructivist ideology. “Because of the emphasis on students as active learners,
constructivist strategies are often called student-centered instruction” (Slavin,
2006, p. 243). The student-centered approach theme differs from the themes of
creating communities of learners and developing relationships because it focuses

specifically on the teacher (Smith & Strahan, 2004).

Several researchers point out that teaching methods should be varied
(Kiefer, Ellerbrock, & Alley, 2014; Rock, Gregg, Ellis, & Gable, 2008; Slavin,
2006; Tomlinson, 2000), and teachers should explore how basic skill acquisition
should be taught (Airsian & Walsh, 1997; Slavin, 2006). Constructivist-minded
teachers generally vary their instruction, vacillating between purely constructivist
activities and explicit instruction, based upon the needs of the students (Slavin,
2006). This desire for instructional balance may account for some of the unrest
that teachers feel as they internally debate whether an activity lends itself to a

constructivist or traditional viewpoint.

Taking responsibility for student learning is the major belief of the student-
centered approach theme, while acting in response to students’ needs,
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assessing students in a variety of ways, and exhibiting a mastery goal orientation
are strategies that teachers use to take responsibility for students’ learning.
These teachers believe that rather than placing blame on students for academic
failures, they should look inward, considering teaching pedagogy and
engagement (Smith & Strahan, 2004). Expert teachers teach with the learner as
the focus of instruction and continue to refine instruction to meet the needs of all
learners (Airsian & Walsh, 1997). Smith and Strahan (2004) recalled that, in
conversation, the expert teachers focused more on their own behavior than the

behavior of students.

First, Smith and Strahan (2004) argued that expert teachers “are
responsive to students’ needs” (p. 367). The two major student needs that they
referenced are supporting students through appropriate pacing and connecting
the content to the real world. Both non-adherence to the lesson plan as well as
integrating other courses and making real-world application are at the center of

this tenet.

Expert teachers are both proactive and reactive to students’ needs—
proactive by ensuring that lesson plans meet anticipated academic and social
needs and reactive by making changes to the lesson plan during instruction to
meet students’ emergent needs. During lesson planning and instruction,
Westerman (1991) found that “expert teachers thought about the learning from
the perspective of the student and performed a cognitive analysis of each
learning task” (p. 292), while novice teachers focused on executing a lesson plan

“that they did not adapt to meet students’ needs during teaching” (p. 292).
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Likewise, Byra and Sherman (1993) found that when the lesson veered from the
initial plan, more experienced pre-service teachers made adjustments to their
lesson plans to allow for the changes, whereas less experienced teachers tried to

stay the course of the lesson, rather than taking into account the students’ needs.

In addition to appropriate pacing, expert teachers oftentimes seek to
connect content to the real-world through interdisciplinary instruction and
practical application (Ornstein & Levine, 2000) because of their fundamental view
that “the construction of new knowledge—new concepts—is located in social
situations and interactions in which it is acquired” (Orstein & Levine, 2000, p.
406). Thus, opportunities for students to make connections across the curriculum
(Smith & Strahan, 2004) and opportunities to apply knowledge in various settings
are both paramount (Orstein & Levine, 2000). In fact, in their study of teacher
practices that affect motivation, Kiefer, Ellerbrock, and Alley (2014) found that
students could articulate the sources of their external motivation, and
opportunities to connect with their teachers and peers through hands-on, real
world activities was named among the student participants. Kiefer, Ellerbrock,

and Alley (2014) said:

Student and teacher participants recognized that hands-on learning
activities have the potential to spur motivation. Almost all students
articulated that they were academically motivated when learning activities
were authentic and interactive, and half of the student participants
provided specific examples of how authentic activities supported their
motivation. (p. 12)
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Students, especially as they advance through school, are able to articulate the
instructional practices that help them achieve success (Kiefer, Ellerbrock, &

Alley, 2014).

A second strategy that teachers use to respond to students’ needs is
differentiation. Differentiated instruction is “the process of ensuring that what a
student learns, how he/she learns it, and how the student demonstrates what
he/she has learned is a match for that student’s readiness level, interests, and
preferred mode of learning” (Tomlinson, 2004, p. 188). Smith and Strahan (2004)
noted that expert teachers “assess students in a variety of ways” (p. 367);
however, | extended the literature review to include the teacher’s role, not just in
differentiating assessments or products, but also in differentiating content,
processes, and learning environments (Tomlinson, 1999, 2000). Thus, |
described this code as instruct and assess students in a variety of ways. “Expert
teachers are attentive to students' varied learning needs; to differentiate
instruction, then, is to become a more competent, creative, and professional
educator” (Tomlinson, 2000, p. 3). Differentiation is the teacher’s decision to
dignify the differences in the classroom (Kiefer, Ellerbrock, & Alley, 2014;
Tomlinson, 1999; Tomlinson, 2000). These variances include learning
preferences, interests, prior knowledge, and skills (Tomlinson, 2000).

Expert teachers differentiate content—“what the student needs to learn or
how the student will get access to the information” (Tomlinson, 2000, p. 2) —by
analyzing the data, which includes formative and summative assessments as

well as interest inventories. In a reading class, the teacher may allow students
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the freedom to select the text they will read to practice a skill. Tomlinson (2000)
noted several strategies for differentiating by content, including “using reading

LN

materials at varying readability levels,” “presenting ideas through both auditory
and visual means,” and “meeting with small groups to re-teach an idea or skill for
struggling learners” (p. 2).

Expert teachers also differentiate process—"activities in which the student
engages in order to make sense of or master the content” (Tomlinson, 2000, p.
2). Differentiating content focuses on the “what” of learning, while differentiating
process focuses on the “how” of learning. A technology station that allows
students to experience the content in varied ways is a process differentiation.
Other ways that teachers differentiate the learning process include “using tiered
activities through which all learners work with the same important understandings
and skills, but proceed with different levels of support, challenge, or complexity”
and “offering manipulative's or other hands-on supports for students who need
them” (Tomlinson, 2000, p. 2).

In addition to differentiating content and process, expert teachers also
differentiate products—“culminating projects that ask the student to rehearse,
apply, and extend what he or she has learned in a unit” (Tomlinson, 2000, p. 2).
Teachers can allow students to demonstrate their learning in a myriad of ways,
including essays, presentations, and projects and can allow students to work
individually, in pairs, or in groups to demonstrate mastery (Tomlinson, 2000).

Finally, expert teachers can differentiate the learning environment—"the

way the classroom works and feels” (Tomlinson, 2000, p. 2). In addition to
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encouraging a sense of ownership of the classroom, as mentioned in the
classroom community theme, teachers can also positively improve the learning
environment through differentiation. Examples include “setting out clear

guidelines for independent work that matches individual needs,” “developing
routines that allow students to get help when teachers are busy with other
students and cannot help them immediately,” and “helping students understand
that some learners need to move around to learn, while others do better sitting
quietly” (Tomlinson, 2000, p. 2). Differentiation of the learning environment can
positively impact the classroom environment, promoting inclusion, acceptance,
and diversity (Tomlinson, 2000).

Differentiating instruction, particularly in the early grades, is a professional
responsibility (Tomlinson, 1999), and it is a legal responsibility when serving
students with Individualized Education Programs (Rock, Gregg, Ellis, & Gable,
2008). Expert teachers can signal to students that their differences are valued by
differentiating content, process, product, and learning environment (Tomlinson,
1999; Tomlinson, 2000) and students recognize those efforts and demonstrate
improved academic gains in those environments (Kiefer, Ellerbrock, & Alley,
2014). In their study of teacher practices that affect motivation, Kiefer, Ellerbrock,
and Alley (2014) said,“Almost all students recognized and appreciated learning
supports in which teachers tailored instruction to their individual needs, working
one-on-one or within the context of whole class instruction, to break down what

they need to know and understand” (p. 11). Differentiation is a key part of

meeting students’ varied needs.
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Finally, Smith and Strahan (2004) found that expert teachers “exhibit a
mastery goal orientation” (p. 267), choosing to focus their lessons on learning
rather than grades. Students are generally motivated by learning and
performance goals (Ames & Archer, 1988; Maehr & Anderman, 1993; Pintrich &
De Groot, 1990; Slavin, 2006). Students who are motivated by learning goals,
also called mastery, achievement, or task goals, focus on making meaning for
self-improvement (Pintrich & De Groot, 1990; Slavin, 2006). “Students with
learning goals see the purpose of schooling as gaining competence in the skills
being taught” (Slavin, 2006, p. 327). Thus, mastery-goal-oriented students
process the learning more deeply, using adaptive cognitive strategies to process
and contextualize the learning (Pintrich & De Groot, 1990).

Mastery-goal oriented students outperform their peers who are motivated
by performance goals (Maehr & Anderman, 1993). Performance-goal oriented
students are motivated by high grades and outperforming others (Maehr &
Anderman, 1993; Slavin, 2006), and focus on “getting good grades, taking easy
courses, and avoiding challenging situations” (Slavin, 2006, p. 327).
Performance-goal orientated students view errors and mistakes as a source of
anxiety, while learning-goal oriented students view them as a part of the learning
process (Ames & Archer, 1988; Mehr & Anderman, 1993). It is important to note
that performance-goal orientation has advantages for some students: Pintrich
(2000) found that when some students were low on achievement goals, they

used performance goals to complete the task. In addition, performance goals
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have been shown to predict students’ grades in college courses (Harackiewicz,
Barron, Carter, Lehto, & Elliot, 1997).

Pintrich (2000) furthered the field of goal orientation by introducing a four-
pronged model: mastery approach, mastery avoidance, performance approach,
and performance avoidance. In their review of the literature on goal orientation,
Harackiewicz and Linnenbrink (2005) advocated for additional research on this
topic. They noted, “There is a need for additional research investigating exactly
how a mastery-avoid goal is instantiated in students’ learning, when it might
benefit or undermine learning, and how it is distinct from mastery-approach and
performance-avoid goals” (Harackiewicz & Linnenbrink, 2005).

In a meta-analysis of learning goals and emotions, Huang (2011)
concluded that teachers should seek to reinforce the mastery goal orientation in
their classrooms to improve the overall psychological well-being of their students.
Of the expert teachers in their study, Smith and Strahan (2004) said, “Their
classes were structured around learning objectives rather than performance
goals” (Smith & Strahan, 2004, p. 367). Students’ goal-orientations are
malleable (Harackiewicz & Linnenbrink, 2005), and as students matriculate
through school, they oftentimes shift from a mastery or learning goal orientation
to a performance goal orientation (Slavin, 2006). “A school’s definition of learning
influences student motivation” (Maehr & Anderman, 1993). Thus, teachers
should seek to model learning or mastery goal orientation in their classrooms by
focusing on making learning meaningful, providing student choice, recognizing

progress, encouraging an inclusive culture, and pacing lessons based on
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students’ needs (Maehr & Anderman, 1993; Slavin, 2006). Expert teachers
encourage a mastery goal culture in their classrooms by emphasizing lifelong
learning (Maehr & Anderman, 1993).

Leadership and Service

The fifth common theme of expert teachers is that “These teachers make
contributions to the teaching profession through leadership and service” (Smith &
Strahan, 2004, p. 36). In their review of teacher leadership literature, York-Barr

and Duke (2004) concluded:

Teacher expertise is at the foundation of increasing teacher quality and
advancements in teaching and learning. This expertise becomes more
widely available when accomplished teachers model effective
instructional practices, encourage sharing of best practices, mentor new

teachers, and collaborate with teaching colleagues. (pp. 258-259)

When expert teachers make contributions to the teaching profession
through their leadership or service, they improve the teaching profession
by sharing and demonstrating their teaching expertise to others and
forming discussions around teaching and learning (Andrzejewski, 2008;

Barth, 1990; York-Barr & Duke, 2004).

In addition, when expert teachers view themselves as members of the
building leadership team, these teachers are able to re-invigorate their careers,
which sometimes stagnate after periods of less challenge (Day & Sachs, 2004).

Day and Sachs (2004) asserted that all teachers, at varying stages of their
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careers, have different professional needs, and Taylor, Yates, Meyer, and
Kinsella (2011) said that “experienced teachers have traditionally been neglected
in the professional development literature” (p. 92). Thus, opportunities for
teachers to engage with other teachers through leadership opportunities (e.g.,
professional development presentations, observation feedback, and lesson plan

sharing) could satiate expert teachers’ changing professional needs.

Researchers have provided several definitions of teacher leadership
(Childs-Bowen, Moller, & Scrivan, 2000; Muijs & Harris, 2003; Silva, Gimbert, &
Nolan, 2000; York-Barr & Duke, 2004). “Teachers are leaders when they function
in professional commitments to affect student learners, contribute to school
improvement; inspire excellence in practice; and empower stakeholders to
participate in educational improvement” (Childs-Bowen, Moller, & Scrivan, 2000,
p. 28). Teacher leaders can hold formal or informal positions and classroom
teaching positions or administrative positions. Expert teachers can be key

players in the movement toward peer coaching as a form of teacher leadership.

Silva, Gimbert, and Nolan (2000) described teacher leadership
implementation in waves. In wave one, teacher leaders such as department
heads serve as managers whose purpose is to ensure that teachers are following
the existing system. In wave two, teacher leaders are given curriculum leader
and mentor positions, and they use their experiences to aid teachers in their
classroom goals. In wave three, teacher leaders are recognized for their ability to
aid decision-making inside and outside of the classroom (Silva, Gimbert, &
Nolan, 2000).
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Teacher leaders can acculturate teachers to school culture and help
teachers improve practice (York-Barr & Duke, 2004). Muijs and Harris (2003)
suggested four best practices of teacher leadership: translating the principles of
school improvement into the classrooms, ensuring that teachers feel that they
are participating or have ownership in changes, acting as mediators, and creating
close relationships in which learning can take place. They suggested that
translating the principles of school improvement into the classroom increases
opportunities for meaningful development among teachers, which is one of the

main goals for studying teacher expertise.

Muijs and Harris (2003) concluded that if teacher leaders more actively,
effectively, and consistently involved themselves in schools, then they would feel
less alienated from their coworkers and school culture. Expert teachers can
become more involved by taking part in curriculum development, selecting
instructional materials, leading professional development activities, mentoring
teachers, impacting building-level decision making, and what is probably the
most important practice — building trust of non-teacher leaders. Using their
knowledge, expertise, research, and leadership abilities, teacher leaders can
play a dynamic role and intercede between administration and colleagues as well

(Mujis & Harris, 2003).

Content Mastery

Finally, Smith and Strahan (2004) said, “These teachers show evidence

that they are masters of their content areas” (p. 363). Content mastery includes
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teachers’ knowledge of the subject matter they teach (Gun, 2014; Wong & Wong,
2001), knowledge of the specific standards that should be taught in a school year
(McCombes-Tolis & Feinn, 2008), knowledge of how to teach those areas and
prerequisite material (Marzano, 2012; Slavin, 2006), and willingness to
continuously improve (Wong & Wong, 2001) and reflect (Marzano, et. al. 2012,
Semerci, 2007). In her study of more than 10,000 teachers, Myrberg (2007)
found that high-quality teacher education training was significant. She found that,
regardless of socio-economic status or school type (i.e., public or independent
school), teacher education training affected students’ academic performance.
Furthermore, researchers have found that teachers’ content knowledge has a
statistically significant impact on student achievement (Campbell, et.al., 2014;
Tchoshanov, 2011) even in elementary school math courses (Campbell, et.al.,

2014; Hill, Rowan, & Ball, 2005).

First, expert teachers possess subject matter knowledge. In both the study
conducted by Smith and Strahan (2004) and this current study, teachers were
not formally tested to determine content proficiency. Thus, Smith and Strahan
(2004) suggested multiple indicators that provide evidence that a teacher is a
master of his or her content: willingness to seek to improve practice and
willingness to collaborate with others (Campbell, 1990-1991), willingness to
present at professional development sessions, ability to diagnose students’
learning problems, and ability to present lessons in various ways and differentiate

instruction (Livingston & Borko, 1989).
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Second, expert teachers possess knowledge of content standards and
appropriate sequencing. In their study of teachers’ literacy-related knowledge,

McCombes-Tolis and Feinn (2008) found:

Approximately 16% of elementary teachers did not perceive elementary
classroom teachers as responsible for teaching students various
essential decoding and encoding skills, such as teaching students how to
use their knowledge of sound—symbol relationships and the alphabetic
principle to decode orthographically regular one-syllable words and

nonsense words presented out of context (p. 260).

These teachers believed that a teacher in the subsequent grade would teach or
previous grade had taught the material or that the material should not be taught
at all (2008). McCombes-Tolis and Feinn (2008) argued that teachers who firmly
understand the sequence of material to be taught can better gauge what their
students need to know and at what developmental stage they should know the

material.

Third, expert teachers possess knowledge of how to teach their subject
matter as well as prerequisite material. A teacher may have vast subject matter
knowledge; however, the ability to convey concepts to students is a separate
skill. Expert teachers use a myriad of instructional strategies to improve teaching
and learning outcomes (Marzano, 2012; Slavin, 2006). “The link between what
the teacher wants students to learn and students’ actual learning is called

instruction or pedagogy” (Slavin, 2006, p. 4). Expert teachers are able to bridge
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the gap between their knowledge and students’ knowledge through the use of
instructional strategies. “A teacher might not have planned to use a certain
engagement strategy in a given day, but if he or she is losing kids, they have a
whole list of strategies to pick from” (Slavin, 2006, p. 3). In their meta-analysis of
instructional strategies that raise student achievement, Haystead and Marzano
(2009) found that some strategies yielded higher percentages of student
achievement than others. They noted that tracking student progress, setting
goals and objectives, building vocabulary, identifying similarities and differences,
and interactive games yielded high gains. See Table 4 for a list of the highest
yielding instructional strategies and the percentile gains. However, in “Setting the
Record Straight on ‘High-Yield’ Strategies,” Marzano (2009) cautioned that
“focusing on a narrow range of strategies” is a mistake (p. 32). Expert teachers
should use a myriad of strategies in varied settings, using their content
knowledge and specific knowledge of their students (Marzano, 2009). The list
provides a conversation spark for the kinds of instructional strategies that can be

used to engage students in learning (Marzano, 2009).
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Table 4

High-Yield Instructional Strategies for Student Achievement

Strategy Percentile Gain

Tracking student progress and using scoring scales 34%

Setting goals/objectives 25%
Building vocabulary 20%
Identifying similarities and differences 20%
Interactive games 20%

Note. Results compiled based upon a study conducted by Haystead and
Marzano (2009)

A teacher’s ability to implement the use of strategies to help students
overcome learning problems is paramount to expert teaching (Slavin, 2006).
When teachers know what students need, they can be prescriptive in their
teaching approach. Conversely, teachers who are unaware of strategies that can
be used to remedy specific learning problems are unable to deliver instruction
based upon individual students’ needs (Slavin, 2006). McCombes-Tolis and
Feinn (2008) said:

Nearly one-third of both elementary and special education
teachers surveyed indicated...that they did not understand or were
uncertain if they understood the basis for speech—sound
confusions that may affect reading and spelling, that they did not
know or were uncertain if they knew the stages/processes of

children’s reading development, and that they did not know or
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were uncertain if they knew the common characteristics of children

who experience reading difficulties and specific indicators for

teacher intervention (p. 261).
These results are quite troubling, since they are foundational skills for reading
proficiency. The teachers studied in the research of McCombes-Tolis and Feinn
directly conflict with Shulman’s (1987) description of quality teaching—a process
by which teachers can create lessons based upon critical reflection and analysis
of students’ needs, taking into account the critical content that should be taught
and students’ cognitive and academic needs.

Finally, expert teachers possess a willingness to engage in life-long
learning (Wong & Wong, 2001) and reflection (Marzano, et. al. 2012). This
subtheme is not mentioned in the work of Smith and Strahan (2004), but it is
represented in the literature. Wong and Wong (2001) said that a “teacher” can
become a “professional educator” through continued learning and reflection. “The
professional educator is constantly on an endless journey of looking for new and
better ideas, new information, and improved skills to succeed with students”
(Wong & Wong, 2001, p. 296). Teachers can seek to continuously learn how to
increase student growth and improve use of classroom time (Wong & Wong,
2001).

A strategy for continued learning is reflection. In their book, Becoming a
Reflective Teacher, Marzano, et. al. (2012) said, “A teacher’s pedagogical skill in
the classroom is causally linked with how well and how much students learn. A

corollary is that teacher reflection improves teacher pedagogical skill” (p. 3). In
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their study of expert and novice teachers, Ho and Liu (2005) found that expert
teachers were better able to verbalize their reflections in depth than were
novices. Reflectiveness includes “reflection in-action (reflecting and changing our
behavior in the midst of an action” as well as “reflection-on-action (looking back
after the fact)” (Marzano et. al., 2012, p. 5). Through reflection and correction,
teachers can improve their teaching practices (Marzano, et.al. 2012).

Expert teachers know the standards that must be taught and teach those
standards based upon students’ individual needs. In addition, expert teachers
use a myriad of strategies to help students comprehend the content (Marzano,
2009; Slavin, 2006) and engage in lifelong learning (Wong & Wong, 2001) and
reflection (Marzano et. al., 2012).

Persistence

Teacher expertise prototype literature (Li, Huang, & Yang, 2011; Smith &
Strahan, 2004) suggests that expert teachers share six central tendencies:
display of confidence, cultivation of classroom community, development of
positive teacher-student relationships, focus on a student-centered approach,
history of leadership and service to the teaching profession, and mastery of
content. In addition to the six aforementioned themes, Gin (2014) found that
expert teachers also share a tendency to persist, “to continue explaining until a

language point is fully understood” (p. 85).

Through his study, Giin (2014) sought to “consider experienced teachers’
immediate and routine decisions, and to examine closely their instructional

thoughts and decision-making in the classroom” (p. 79). Gun’s (2014) study was
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not explicitly designed to categorize teachers’ tendencies into the six categories
proposed by Smith and Strahan (2004) and replicated by Li, Huang, and Yang
(2011); however, Gin (2014) did note similarities between his work and the work
of Smith and Strahan (2004). After reviewing Gun’s (2014) findings, | noted that
one of his findings of central tendencies of expert teachers was not represented
in the work of Smith and Strahan (2004) and Li, Huang, and Yang (2011). The

central tendency was teacher persistence.

Teachers in Gun’s (2014) study made the following statements to
demonstrate their persistence in continuing to instruct students until they fully

understood the material:

| did not plan to spend this much time on explaining the word
‘independent’. They did not get it with one example, so | had to give
more examples, and spend a lot more time than planned. | didn’t
want to let this go until | saw in their faces that they got the
meaning of the word. At this point | totally forgot about what I had

put in my lesson plan (Gin, 2014, p. 85).

Another teacher said, “l am an old school teacher, | am patient, | never let
things go without having been learnt properly” (Gin, 2014, p. 85). The
focus of this definition of persistence is on the teacher’s role of instructing
students. These teachers shared a determination to ensure that students
learned key material in the classroom and a willingness to sacrifice class

time to ensure comprehension.
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Persistence is not widely reviewed in the literature based upon the
definition Gun (2014) provided: “to continue explaining until a language point is
fully understood” (p. 85). Furthermore, when | sorted my data into a priori codes,
| did not find any data that could be included under that definition. However, upon
further review of my data, | noted that several pieces of data could be included in
an expanded definition of persistence, creating an emergent code. Therefore, |
merged Gun’s (2014) central tendency of persistence with the closely related
ideas of academic press (Lee, Smith, Perry, & Smylie, 1999; Middleton &
Midgley, 2002; Wilson & Corbett, 2001), academic challenge and teaching for
meaning (Knapp, Shields, & Turnbull, 1995), and rigor (Blackburn & Williamson,
2013; Schachter, 2011). Thus, in this study, persistence is defined as teachers’
beliefs that all students should be challenged, supported, and held to high
standards (Knapp, Shields, & Turnbull, 1995; Lee, Smith, Perry, & Smylie, 1999;
Middleton & Midgley, 2002). This belief is manifested when teachers ask higher
order thinking questions and require higher order thinking answers (Blackburn &
Williamson, 2013; Draeger, del Prado Hill, Hunter, & Mahler, 2013; Maye, 2013),
require students to make connections among material studied (Maye, 2013), and
focus on pressing for understanding (Middleton & Midgley, 2002) in a supportive
classroom environment (Knapp, Shields, & Turnbull, 1995; Middleton & Midgley,

2002).

Academic press, academic challenge, and rigor are terms that are used
quite similarly in literature. However, further study shows slightly different focuses

in the three areas. Of academic press, Middleton and Midgley (2002) said, “Our

74



conceptualization of academic press goes beyond teacher beliefs (such as
expectations) to consider techniques that teachers use to probe, to check for,
and to ensure understanding by individual students during the instructional
process” (p. 377). Academic press may not be achieved by simply adding
advanced placement courses to the curriculum because academic press focuses

on challenging students individually. Middleton and Midgley (2002) said:

“Students may be aware that their teachers provide challenging
tasks to the class, articulate high standards, and expect high effort,
without perceiving that the teacher expects them personally to
explain why an answer is correct, will not allow them to get away
with doing easy work, and will give them harder problems to do

when they have mastered the work they are doing (p. 377).

The focus of academic press is individualized cognitive demand.

Knapp, Shields, and Turnbull (1995) described academic challenge as a
focus on “teaching for meaning” (p. 771) as opposed to a constant focus on
teaching for skill acquisition. Teaching for meaning includes “1) instruction that
helps students perceive the relationship of ‘parts’ (e.g., discrete skills) to wholes
(e.g. the application of skills to communicate, comprehend, or reason)” (Knapp,
Shields, & Turnbull, 1995, p. 771) as well as instruction that helps students make
connections between the content and their daily lives, and instruction that
connects one school subject to another (Knapp, Shields, & Turnbull, 1995).

Traditionally, students in high-poverty schools receive instruction that is linear—
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basic to advanced skills; however, these students rarely reach the advanced
portion of the standards (Knapp, Shields, & Turnbull, 1995). For example,
students may spend a great deal of time defining and describing sentence
structure (simple, compound, complex, and compound-complex) and not as
much time reading and studying sentence structure in text and its impact on
mood. While the practice of teaching for skill acquisition is meaningful for
assisting students with learning basic skills, teachers “risk shortchanging the
learning of more advanced skills in comprehension, reasoning, and composition”
(Knapp, Shields, & Turnbull, 1995, p. 771). Therefore, researchers highlight the
importance of teaching challenging material, but focusing on teaching for
meaning (Draeger, del Prado Hill, Hunter, & Mahler, 2013; Knapp, Shields, &

Turnbull, 1995; Maye, 2013).

Rigor is an educational buzzword that is closely connected to Common
Core State Standards (CCSS) (Blackburn & Williamson, 2013; Maye, 2013),
which are “designed to be robust and relevant to the real world, reflecting the
knowledge and skills that our young people need for success in college and
careers (CCSS, 2010, p.1). The standards themselves are more rigorous than
previous standards in many states, but instructional rigor “focuses on the how—
what actually happens in the classroom when implementing the Common Core”
(Blackburn & Williamson, 2013). Instructional rigor includes many of the
components discussed under the terms academic press and academic
challenge. Blackburn and Williamson (2013) said, “Instructional rigor is creating

an environment in which each student is expected to learn at high levels, each
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student is supported so he or she can learn at high levels, and each student
demonstrates learning at high levels” (p. 8). The ultimate goal of increased rigor

is to ensure that students are college and career ready (Schachter, 2011, p. 50).

Rigor intertwines with academic press in the sense that it requires
teachers to review formative and summative data to determine the individualized
needs of students and provide individualized rigorous learning experiences
(Blackburn & Williamson, 2013). It also intertwines with academic challenge and
teaching for meaning in the sense that it requires teachers to help students make
connections from the content to other courses as well as the real world. Finally, it
requires teachers to provide the support that is discussed in the literature for both
academic press (Lee, Smith, Perry, & Smylie, 1999; Meece, 1991; Middleton &
Midgley, 2002; Wilson & Corbett, 2001) and academic challenge (Knapp,
Shields, & Turnbull, 1995). These researchers all emphasized the need to
provide challenge or press in a supported environment. Furthermore, the
demand that students feel in the classroom may not always come from the
teacher alone (Hickey, 1997; Middleton & Midgley, 2002). Instead, students,
when engaged in group or pair work, may demand more of each other, and
technology, when used to promote higher order thinking, may demand more from

students (Middleton & Midgley, 2002).

In a study of academic challenge in high poverty elementary schools,
Knapp, Shields, & Turnbull (1995) found that some teachers broke away from

convention in one course, but not in the other courses they taught. The
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researchers indicated that teachers had to devote more time and effort to build

more rigorous lessons for students. Knapp, Shields, and Turnbull (1995) said:

Curiously, what teachers in our sample did in one subject area
reveals little about what they did in another. Few teachers were
engaged in instruction that departed substantially form conventional
practice in more than one of the three subject areas [math, reading,
and writing]. Whereas nearly three-fifths of the teachers
emphasized meaning and understanding in at least one of the three
subject areas, only 18% did so in two or more, and only 3% did so
in all three. In effect, the teachers in our sample
specialized...Confronted with pressure to attempt difficult new ways
of teaching in various subject areas, teachers seemed unwilling or
unable to find the time and energy for such attempts in more than

one subject area” (p. 772).

Likewise, Maye (2013) noted that in her study of rigor in classrooms,
teachers admitted that some of her suggestions for improving rigor “took
conscious and concentrated effort” (p. 35) as well as “deliberate planning

and conscientious practice” (p. 36).

In conclusion, | believe that the term persistence is an appropriate
catch-all for the many components that it represents: academic press,
academic challenge and teaching for meaning, and rigor because each

concept requires teachers to exert more effort than ever before. Teachers’
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persistence and their ability to encourage students to persist are key

tenets of this tendency.

Summary

Teacher and teaching expertise, quality, and effectiveness have been
central issues in education for many years. Whereas many researchers (Carter,
et.al., 1988; Gonzalez and Carter, 1996; Ho & Liu, 2005; Livingston & Borko,
1989; Qiong & Yujing, 2009; Westerman, 1991) have used contrast studies to
understand qualities, skills, behaviors, and practices of expert teachers, a
prototype study of expert teachers will yield important findings. The Smith and
Strahan (2004) study and others (i.e., Gun, 2014; Li, Huang, & Yang, 2011)
comparatively analyzed expert teachers. Through this study, | sought to replicate
and extend the work of Smith and Strahan (2004) because | believed that
findings from this study would have implications for educational leadership
through the use of teacher leaders, the selection of professional development,
and the updating of current practice with improvements to teacher self-

assessment tools.

Because of the nationwide urgency of this topic and the limited number of
studies of a qualitative nature, | believed that an additional prototypical study of
teacher expertise was needed. Through this study, | sought to replicate and
extend the study conducted by Smith and Strahan (2004) by studying Alabama
Teacher of the Year state district winners and analyzing their application packets.

The packets contained teaching philosophies, stakeholder letters of support,
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educational histories and biographies, teacher of the year messages, community
involvement essays, essays that discuss education trends and solutions, and a
10-15 minute teaching exemplar video.

The varied instruments (i.e., reflective essays, teaching videos, and letters
from peers and supervisors) provided a rich context for studying both beliefs and
practices. In a letter to Alabama Teacher of the Year nominees about the
grueling application process, 2012-2013 Alabama Teacher of the Year Suzanne
Culbreth said, “Although the task of completing the application is daunting, it
gives you a wonderful opportunity to reflect on your practice, to celebrate your
successes, to document your efforts, and to articulate your beliefs” (Alabama
State Department of Education, 2013-2014, p. 2). The application provided
teachers a rare opportunity to reflect and express their beliefs, all of which were

analyzed and compared.
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CHAPTER 3: METHODOLOGY

In this chapter, | describe the purpose and significance of the study. In
addition, | describe the methodology and research design | undertook. Research
guestions, methods of data collection, methods of analysis, and descriptions of
the population, sample, instrumentation, and analysis procedures are also

discussed.

Purpose of Study

The purpose of this study was to explore similarities in the 2009-2013
Alabama Teacher of the Year applications; replicate past studies of teacher
expertise that used a categorization, prototype model; and ground a theory of

expert teaching.

Research Question

The following research question guided this study:

How were 2009-2013 Alabama Teacher of the Year applications similar?

a. What words and phrases did teachers use to describe their
practice?
b. What meanings did these teachers attach to these descriptions?

c. What concepts related to teaching appeared across participants?
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d. How were these concepts categorized and integrated into a
prototype that represents the central tendencies of these teachers?

Research Design

| used a grounded theory strategy to conduct this study. Grounded theory
is one of five well-documented qualitative research approaches (Creswell, 2013).

Table 5 provides a brief overview of the major tenets of this research strategy.
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Table 5

Major Characteristics of the Grounded Theory Approach to Qualitative Research

Characteristic

Grounded Theory Approach

Purpose

Generating a theory grounded in data

Logical Strategy

Reasoning inductively

Type of Problem Best
Suited for Design

Grounding a theory in the views of participants

Unit of Analysis

Studying beliefs, practices, processes, actions, and
interactions among participants

Data Collection Forms

Using primary data, including observation or
interview notes, recordings, artifacts, and literature

Data Analysis Strategies

Analyzing data through continuous comparing and
contrasting, memoing, open coding, axial coding,
and selective coding

Written Report

Generating a theory

General Structure of
Study

-Introduction (problem, questions)

-Research procedures (systematic data collection,
analysis, continued data collection, and analysis)
-Open coding

-Axial coding

-Selective coding

-Discussion of theory and contrasts with existing
research

Note. Characteristics compiled from the following sources: Amsteus, 2014;

Creswell, 2013; and Glaser & Strauss, 1967.

Grounded Theory

Introduced in 1967 by Barney Glaser and Anselm Strauss, grounded

theory is “the discovery of theory from data” (p. 1). Grounded theorists

systematically collect multiple types of data and undergo an iterative process of

analyzing and categorizing the data until substantive themes emerge (Corbin &

83



Strauss, 1990; Glaser & Strauss, 1967). Glaser (2002) noted that grounded
theory is a “rigorous methodology woven together by constant comparisons and
conceptualization” that is “the generation of emergent conceptual categories and
their properties integrated into hypotheses resulting in a multivariate theory” (p.
787). In this study, | followed the grounded theory strategy by studying
participants who had the same experience of being recognized as a semi-finalist
or higher in the Alabama Teacher of the Year program and generating or testing
a theory based on the statements and actions of the participants.

Population and Sample

The targeted population for this study were Alabama teachers nominated
for Alabama Teacher of the Year by their state districts between 2009 and 2013.
To select semifinalists, the state board of education divided the state into eight
districts, and district-level teacher-of-the-year committees scored applications of
nominees from other districts. Each committee forwarded the nominee’s name to
the state-level committee. Since there were eight state districts, and a nominee
was selected from the elementary sector and the secondary sector, a total of 16
teachers were selected to the state’s sweet 16 contest. For the purpose of this
study, | asked the 16 district teacher-of-the-year winners for 2008-2013 to
participate.

Eight teachers submitted their teacher-of-the-year applications for this
study, but four of those teachers could not locate their accompanying videos. The
videos were essential to my research because they provided evidence of

teachers’ practices. | discarded those four teachers’ applications because |
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wanted to ensure that each teacher’s application packet could be studied in its
entirety. Therefore, four teachers participated in the study.

The participants, who agreed to use their real names, included Phil, an
elementary music teacher with 12 years of teaching experience, Roger, a middle
school math teacher with 16 years of experience, Mandy, an elementary school
gifted specialist with 17 years of experience, and Rachel, a high school visual
arts teacher with 14 years of experience. The teachers who participated in this
study represented a wide range of courses and grade levels, as indicated by the
brief biographical information provided below.

Phil

At the time of this study, Phil had taught first through fifth grade music. He
had also directed high school choral and served as high school assistant band
director and fifth grade beginning band director. Phil earned a master’s degree in
music education and was selected as the 2010-2011 Alabama Teacher of the
Year. He taught in Georgia and Alabama schools.
Roger

Roger began his teaching career after serving in the U.S. Navy. At the
time of this study, he had taught sixth grade math and English, seventh grade
math, advanced math, photography, literature, and journalism. In addition, Roger
taught eighth grade math, social studies, photography, and journalism. Roger
earned a master’s degree in elementary education, and in addition to teaching,
he held a part-time job as a police officer. Roger was named a semifinalist in the

2010-2011 Alabama Teacher of the Year program.
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Mandy

At the time of this study, Mandy had experience as a teacher of fourth and
fifth grade in Georgia and Alabama schools. In addition, she had served as
technology coordinator and gifted specialist. Mandy received National Board
Certification in 2008 and earned a master’s of science degree in education.
Mandy was named a semifinalist in the 2012-2013 Alabama Teacher of the Year
program.
Rachel

Rachel’s teaching experience included teaching visual arts to students in
seventh through twelfth grade. Rachel taught levels I, Il, Ill, and Advanced
Placement Studio Art. Rachel earned a master’s degree in art education and was
named a semifinalist in the 2013-2014 Alabama Teacher of the Year program.

Instrumentation

A key part of data instrumentation for qualitative research is the
researcher herself. | believe that people cannot totally divorce themselves from

the assumptions they hold. Creswell (2013) said:

Whether we are aware of it or not, we always bring certain beliefs and
philosophical assumptions to our research. Sometimes these are deeply
ingrained views about the types of problems that we need to study, what

research questions to ask, or how we go about gathering data. (p. 15)

Assumptions and mental models affect the types of questions an interviewer

asks and the nuances that one notices and chooses not to pursue. When | am
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aware of the assumptions embedded within the work, the overall work can be

strengthened (Creswell, 2013).

| analyzed Alabama Teacher of the Year state district winners’ application
packets. The packets contained teaching philosophies, stakeholder letters of
support, educational histories and biographies, teacher of the year messages,
community involvement essays, essays that discussed education trends and
solutions, and a 10-15 minute teaching exemplar video. The varied instruments
(i.e., reflective essays, teaching videos, and letters from peers and supervisors)
provided a rich context for studying both beliefs and practices. In fact, on several
occasions, teachers did not express a belief in their written work, but
demonstrated practice of the belief in their videos.

Data Collection

Initially, | planned to limit my study to secondary teachers who had been
named semifinalists in the Alabama Teacher of the Year program in 2013. Thus,
in May 2013, | received Institutional Review Board (IRB) approval to recruit
participants from the eight secondary district teachers of the year for 2013. |
planned to contact them via email to request copies of their packets. | emailed
the eight teachers on May 14, 2013, and three responded that they were very
busy with closing out the school year, and | should contact them during the
summer. One teacher indicated that she would send the packet as soon as

possible. Four teachers did not respond.
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For the four teachers who never responded, | sent a follow-up email on
May 20, 2014. Two of those teachers indicated that the teacher of the year
application process had been very tedious, and they had not saved a personal
copy of the various pieces of the application (i.e., reflective essays, teaching
videos, and letters from peers, supervisors, and students). The teachers
indicated that they had worked on the application in the middle of the school year
using various computers at home and in different parts of the school. Lastly, two
teachers never responded. Based upon their years of experience (30 years and
26 years of experience in the classroom), | surmised that they retired. | had not
specifically indicated in the IRB that | would contact the participants in any other

fashion other than email; therefore, | did not contact their schools via phone.

| sent follow-up emails to the teachers during the summer, but perhaps
because they were out of school for the summer and neglected to check their
email, or they realized that they too did not have a personal copy of the
application packet, they did not respond. Of the eight teachers, one teacher sent

in the packet. That teacher did not submit the required video.

In an effort to combat the aforementioned problems, | submitted a new
IRB, which was approved on September 2, 2014 (See Appendix 3). This IRB
plan extended the study to teachers of the year from the past five years. In
addition, | included the option to contact participants via phone and e-mail. |
spoke with the state teacher of the year coordinator about the plan to extend the
study to the past five years, and she indicated that some teachers had moved out

of state, within the state in K-12 education, within the state in higher education, or
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had retired. She provided some of the teachers’ current places of employment,
which helped with tracking down the teachers. Thirdly, | contacted teachers
September through November 2014, while school was in session so that | could
collect more data from teachers in a timely fashion. Finally, | extended the study

to elementary teachers.

As indicated in the population and sample section, eight teachers provided
their applications, but four teachers could not locate their videos. After providing
the four teachers with an additional month to locate the videos, | elected to
exclude them from the study. Therefore, four teachers participated in the study.
These four teachers submitted their completed application packets and video
exemplars. Each of the four teachers submitted a signed copy of the informed

consent document. See Appendix 4 for the Informed Consent form.

Data Analysis

| used grounded theory research procedures to analyze the data.
Grounded theory researchers analyze data through open coding, axial coding,
and selective coding to develop and refine categories into theories (Corbin &
Strauss, 1990). | analyzed four Alabama Teacher of the Year state district
winners’ application packets. The packets contained teaching philosophies,
stakeholder letters of support, educational histories and biographies, teacher of
the year messages, community involvement essays, essays that discussed

education trends and solutions, and a 10-15 minute teaching exemplar video.
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As noted by Corbin and Strauss (1990), grounded theory researchers do
not collect all data and then begin analysis; instead, grounded theorists
systematically analyze their data while continuing to collect data. “Here, analysis
is necessary from the start because it is used to direct the next interview and
observations” (Corbin & Strauss, 1990, p. 6). Therefore, | analyzed bits of data
while waiting for more data to surface. For example, Rachel was the first
participant to submit her application packet; there was a two-week wait time
before the next application packet was submitted. Therefore, | began preliminary
analysis of her application packet. | wrote down questions | had about her
written work, and after conducting open observations of her videos, | used the

guestions to focus my structured video observations.

| analyzed the data using reading and memoing, open coding, axial
coding, selective coding, and a priori coding. Then, | described the
commonalities that the groups of data shared and noted themes about the group.

See Figure 1 for a visual representation of the data analysis process.
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Reading and Memoing

Open Coding of Open Coding of Video
Text (Pass 1) Videos Transcription

Semi-Structured
Video
Observations

Open Coding of Open Coding of
Text (Pass 2) Text (Pass 3)

Axial Coding of Selective Coding a Priori Coding
Text and Video of Text and of Text and
Notes Video Notes Video Notes

Reading and Memoing

Figure 1. Overview of the data analysis process
Reading and Memoing

As a pre-coding activity and in an effort to get a sense of the data as a
whole, | began the data analysis process by reading the data several times,
writing notes and memos in the margins. “Memos themselves are written

theoretical questions, coding summaries, and/or hypotheses of various scope
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used to keep track of and promote coding, theory integration, and theory
generation” (Amsteus, 2014, p. 13). The process of reading and memoing
allowed me to “reflect on the larger thoughts presented in the data and form initial
categories” (Creswell, 2013 p. 184). In the beginning, | focused on ensuring that |
understood the concepts the teachers discussed. For example, while reading and
memoing Phil’s application packet, | encountered acronyms with which | was
unfamiliar. Phil said he was a four-time recipient of the “FACES Grant.” This
award was clearly important to Phil, so | noted that | should research the
meaning of the acronym. As | began to formulate theory, my memos became
more complex. The process of reading and memoing helped me keep a running
record of my questions and reflections about the data; therefore, | used this

strategy throughout the analysis process.

Open Coding

In addition to the pre-coding activity, | made three open coding passes
through the application packets, beginning with Rachel, followed by Phil, Mandy,
and Roger. First, | analyzed the written data (e.g., teaching philosophies,
stakeholder letters of support, educational histories, and biographies) using open
coding, “the interpretive process by which data are broken down analytically. Its
purpose is to give the analyst new insights by breaking through standard ways of
thinking about or interpreting phenomena reflected in the data” (Corbin &
Strauss, 1990, p. 12). | used three open coding techniques that were suggested

by Bernard and Ryan (2010): repetitions, similarities and differences, and
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missing data. These techniques helped me immerse myself in the data as |

prepared to classify it.

During my first pass, | began to form codes, finding repetitions as well as
similarities and differences. One example of this repetition was found in Mandy’s
data set. | noted that Mandy used the word “think” 31 times and “high” or “higher”
seven times in regard to her work with students. This repetition, along with
others, helped me later categorize the emergent subtheme “high expectations for
students.” | also noted that Phil and Rachel collectively used the words
“partnership”, “collaboration”, and “together” (or variations of those words) 28

times. | later noticed that Phil and Rachel demonstrated evidence that they

collaborated with their colleagues.

During the second pass, | continued to form codes, noting how the
similarities and differences among participants affected my preliminary
categories. For example, | noted that Rachel and Phil devoted multiple
paragraphs to recounting fond memories of their relationships with their own
parents and teachers. Because of the mass presence of this code, | decided to
add it as an emergent theme. However, the absence of a discussion of parents in
Roger’s work and the negative memories of parents in Mandy’s work caused me

to continue to refine the placement of this idea.

While using open coding for the first and second pass, | analyzed the data
by participant, reading a person’s educational history and professional

development activities, followed by the professional biography. For the third
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pass, | analyzed the data by essay topic, rather than by participant. For example,
| placed all of the philosophies of teaching together and analyzed them as one
data set. This practice increased my confidence in the emergent subtheme “high
expectations for students.” Initially, Mandy’s belief in higher order questioning
and rigor was most noticeable because of her use of the word “think” 31 times
and “higher” seven times. However, after placing the teaching philosophies

together, | noted that all of the teachers expressed a belief in rigor.

Axial Coding

Axial coding is a grounded theory strategy in which “categories are related
to their sub-categories, and the relationships tested against the data” (Corbin &
Strauss, 1990, p. 13). One example of my use of axial coding was my practice of
conscientiously determining how or if some subthemes could be grouped
together under one theme. Prior to this phase, | had created about 30 codes and
had not yet determined how the codes fit into one another. Thus, during axial
coding, | began to explore the boundaries of the categories, attempting to merge
some codes with others. | developed five initial codes related to high
expectations: individually appropriate challenging tasks, collectively challenging
college and career preparatory tasks, rigorous questioning, quality lessons, and
assignments that foster creativity. During axial coding, | began to refine this list,
reducing it to three categories: high expectations for students, high expectations

for teachers, and individualized academic press.
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Selective Coding

The final grounded theory coding strategy is selective coding. “Selective
coding is the process by which all categories are unified around a ‘core’ category,
and categories that need further explication are filled in with descriptive detail”
(Corbin & Strauss, 1990, p. 14). Corbin and Strauss (1999) provided specific
guestions that grounded theorists should ask themselves while engaging in

selective coding. They said:

The core category represents the central phenomenon of the
study. It is identified by asking questions such as: What is the main
analytic idea presented in the research? If my findings are to be
conceptualized in a few sentences, what do | say? What does all
the action/interaction seem to be about? How can | explain
variation that | see between and among categories (Corbin &

Strauss, 1990, p. 14)?

The core category for my study was reflected in my research question: How were
2009-2013 Alabama Teacher of the Year applications similar? During the

selective coding phase, | determined that the participants held similar beliefs and
practices and that a prototype of teacher expertise was plausible based upon the

evidence from the data. (See chapter four for detailed findings.)

a Priori Coding

Through this study, | sought to explore the similarities of expert teachers’
application packets and to ground a theory of expert teaching based upon my
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findings. | modeled my study after the categorization model proposed by
Sternberg and Horvath (1995) and demonstrated by Smith and Strahan (2004)
and Gin (2014). Smith and Strahan (2004) found that expert teachers shared six
central tendencies and Gun (2014) added an additional central tendency. |
researched those areas in writing the literature review. However, during the open
coding, axial coding, and selective coding phases, | relied on my analysis of the
data set to form categories. Glaser and Strauss (1967) discouraged the use of a
priori codes in grounded theory research, citing the pressure researchers may

face to fit their data into previously founded categories.

As a safeguard, | wrote much of the literature review two months prior to
analyzing the data and then formed the codes through data analysis. After
refining my own categories, as outlined above, | compared my categories to
those proposed by Smith and Strahan (2004) and Giin (2014). See Appendix 5

for the abbreviated codebook.

Smith and Strahan (2004) and Giin (2014) did not create subthemes.
Instead, they described each of the six categories with examples from prior
research as well as descriptions of teacher practice and statements from
teachers in their studies. | maintained the seven categories, with several
extensions and revisions. The six central tendencies proposed by Smith and
Strahan (2004) are as follows: confidence, classroom community, positive
teacher-student relationships, a student-centered approach, leadership and
service, and content mastery. Gin (2014) termed his added central tendency
“persistence.”
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Coding Videos

This study required analysis of several pieces of data, including reflective
essays, teaching videos, and letters from peers and supervisors. “Video
recordings offer a unique opportunity for analyzing the interpersonal interaction in
an interview; the wealth of information, however, makes video analysis a time-
consuming process” (Kvale and Brinkmann, 2009, p. 179). While Kvale and
Brinkmann (2009) discussed videos in light of interviewing, the observations
made from video recordings were also enlightening and challenging for similar

reasons. Thus, | made three passes through the videos.

After completing my first pass of open coding, | conducted open
observations of each video, noting student-teacher interaction, classroom
environment, class participation, instructional strategies, and any other
occurrences. Then, | transcribed each video. | re-read each transcription carefully
to ensure accuracy. Then, | took a hiatus from reviewing the videos to analyze
the other pieces of data, taking passes two and three of the written data. After
analyzing the reflective essays and letters from peers, supervisors, and students,
| returned to the videos. | used the questions that | wrote during open coding to
conduct semi-structured observations. | also searched for confirming and
disconfirming evidence corresponding to the reflective essays and letters from
peers, supervisors, and students. In many cases, the video footage filled in gaps
between what teachers expressed in their writing and did in their classrooms. For
instance, none of the teachers expressed a belief in sharing physical space with

students, but three of the four teachers demonstrated the practice in their videos.
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The combination of videos and essays provided a fuller view of the teachers’

beliefs and practices.

Codebook

| developed a preliminary list of categories and themes using a three-ring
binder, pens and paper, multi-colored highlighters, and an Excel spreadsheet.
During the open coding phase, | created a tab for each participant and a
numerical code for each subtheme. | also created tabs for each essay type and

sorted essays by type, placing them together.

At the beginning of the axial coding phase, | began to transfer my codes
into an Excel spreadsheet because it became difficult to determine the frequency
of each subtheme. | sorted and grouped the statements by theme and developed
a master codebook of response categories. | made several passes through the
data, until no new themes emerged. | then analyzed the master codebook to
determine if themes and patterns noted in the master coding list were consistent
with prior studies. | compared the themes to the literature and determined which
themes were consistent with the literature and which represented novel findings.

See Appendix 5 for my abbreviated codebook.

Credibility

Lincoln and Guba (1985) cited credibility as a major criterion for
developing trustworthiness in qualitative research. “Credibility refers to the truth
of the data or the participant views and the interpretation and representation of
them by the researcher” (Cope, 2014, p. 89). Researchers can increase
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credibility by including descriptions of their “experiences as a researcher” (Cope,
2014, p. 89); detailed descriptions of data collection and analysis methods
(Cope, 2014); and descriptions of their inclusion of other researchers in the
analysis of the data (Corbin & Strauss, 1990). | addressed the first two strategies
throughout this chapter. However, evidence of inclusion of peer reviewers is
discussed below.

Corbin and Strauss (1990) said, “A grounded theorist need not work
alone” (p. 11). Thus, | recruited peer reviewers, who increased intercoder
reliability. Intercoder reliability, also called interrater reliability, is “established
through a process in which two or more people independently analyze the same
qualitative data and then compare the findings” (Roberts, 2010, p. 161). Bernard
and Ryan (2010) suggested having “at least one other person code some sample
chunks of texts to make sure that your coding is not idiosyncratic” (p. 275).
Likewise, Corbin and Strauss (1990) said, “An important part of research is
testing concepts and their relationships with colleagues who have experience in
the same substantive area” (p. 11). Thus, in an effort to improve the reliability of
my codebook, | asked two people to serve as my peer reviewers. Zelda Kitt,
principal of a secondary school, and Hope Felton, a secondary teacher, agreed

to serve as peer reviewers.

| selected Kitt and Felton due to their professional experience and
education. Kitt taught English for six years and had been a secondary school
administrator for the past four years. As a school administrator, she regularly

evaluated and nominated teachers for the district teacher of the year award.
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Felton was a math teacher in a secondary school, and she had taught math for
eight years. | selected Felton because she represented teachers, and they are
important stakeholders in the teacher of the year process. Schools are required
to include teachers on the school-based teacher of the year committee. In
addition to their diverse experience, | also considered the education of Kitt and
Felton. Both peer reviewers were doctoral students in Auburn University’s
Educational Foundations, Leadership, and Technology program, and they both
had completed at least one qualitative research methods course at Auburn

University and were familiar with intercoder reliability.

After | completed the open, axial, selective, and a prior coding, | met with
the peer reviewers individually on four occasions, each time via telephone.
During the first meeting, | emphasized the importance of their roles and outlined
their responsibilities as peer reviewers. During the second meeting, | provided an
oral overview of my research and emailed copies of my abbreviated codebook,
along with 1,000 words of sample text. The abbreviated codebook included the
themes, subthemes, definitions, and at least one example of each code. See
Appendix 5. Because | wanted them to read the codes in context, | provided the
peer reviewers with at least one paragraph of text from each participant’s
application packet. | selected the text based upon a few factors: the length of the
paragraph, the readability of the paragraph while disconnected from the full text,
and the number of subthemes | had coded from the paragraph. | selected

paragraphs with the highest occurrence of my codes because | wanted to test as
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many codes as possible. Thus, each chunk of text that | selected contained

multiple codes.

For the third meeting, | checked in with them to ascertain their impressions
of the codebook definitions and their relationships with the text. This step was
important because it allowed me to receive immediate feedback on the clarity of
the code definitions as they completed the sample codebook. After the third
meeting, the peer reviewers emailed me copies of the text that they had coded,
and | reviewed them, searching for discrepancies between my coding and theirs.
The peer reviewers and | agreed on the coding of almost all pieces of data.
However, they helped see the data in different ways, noting places where pieces
of data could be applied to more than one code. For example, Felton’s coding of
one piece of data differed from mine. She coded the section as subtheme 4.2,
responsive to students’ needs. |, on the other hand, had coded the same section
of text as subtheme 2.4, shared directional power. | realized that both of the
subthemes were heavily based in constructivist theories of learning, but they
should remain separate because each of the two subthemes helped to define its
major theme. Felton’s coding prompted me to look closely at the two subthemes
and note any other instances of simultaneous coding. | found that a few other

pieces of text were so closely related that they also created overlap.

During the fourth meeting, | discussed my research findings with them.
This practice allowed me organize the findings in meaningful, practical ways.

They also helped me reframe my thinking from a narrow perspective in chapters
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1-4 to a broader perspective in chapter five. The peer reviewers helped me

maintain transparency in my categorization and analysis (Bernard & Ryan, 2010).

Delimitations of Study

Unlike limitations, which are “inherent weaknesses in the methodology”
(Roberts, 2010, p. 139), delimitations are “controlled by the researcher” (Roberts,
2010, p. 139). Delimitations allow researchers to narrow the scope of the study in
areas such as time and location (Roberts, 2010). The delimitations of this study

included the following:

1. The participants selected for the study only included teachers who had
reached the semi-finals or higher in the Alabama Teacher of the Year
program between 2009 and 2013.

2. The location for the study only included teachers in Alabama.

Limitations of Study

1. Much of the data were limited to participants’ self-reported descriptions of

their practices and beliefs.

2. The videos may not represent the fullness of the teachers’ beliefs and

practices. Variables include time, lesson aim, and students’ needs.

3. The Criteria for Judging the Alabama Teacher of the Year Candidates
(see Appendix 1) mandated that applicants write an essay specifically

about their community involvement. This criteria may have impacted the
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contents of teachers’ essays, thus impacting subtheme 5.3, serving the

school and larger community.

Summary

| sought to conduct a qualitative study of teacher expertise using
grounded theory strategies. | addressed the following research question: How
were 2009-2013 Alabama Teacher of the Year applications similar? The four
participants in this study were teachers who had been selected as semi-finalists
in the Alabama Teacher of the Year program, including one state winner of the
competition. | collected multiple types of data including essays, stakeholder
letters, and videos of classroom instruction. After gathering the data, analysis
techniques included reading and memoing, open coding, axial coding, selective
coding, and a priori coding. As a measure for increasing credibility, | asked two

graduate students and educators to code a sample section of text.
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CHAPTER 4: FINDINGS

Purpose of the Study

“The field of education is bursting with expert studies that focus on a
variety of themes and offer abundant conclusions that can be applied to teacher
education” (Bucci, 2004, p. 83). Thus, education researchers have noted the
difficulty in forming a comprehensive list of the qualities of expert teachers
(Berliner, 1976; Welker, 1991). Some researchers have emphasized differences
between expert and novice teachers (Carter, et.al., 1988; Gonzalez & Carter,
1996; Ho & Liu, 2005; Livingston & Borko, 1989; Qiong & Yujing, 2009;
Westerman, 1991) or compared more experienced pre-service teachers to less
experienced pre-service teachers (Byra & Sherman, 1993). However, fewer
researchers have studied expert teachers exclusively, focusing on their
similarities (Ainley & Luntley, 2006; Andrzejewski, 2008; Guin, 2014, Li, Huang, &
Yang, 2011; Smith & Strahan, 2004), a practice that allows researchers to

structure the category around the beliefs and practices of expert teachers.

Sternberg and Horvath (1995) said: “If American public schools are to
become the centers of excellence, then their most important human resource

(i.e., teachers) must be developed. To know what we are developing teachers
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toward, we need a model of teaching expertise” (p. 9). Acting upon the
recommendations of Sternberg and Horvath (1995), Smith and Strahan (2004)
and Gun (2014) conducted similar studies and offered similar conclusions. These
researchers emphasized the need for more studies of teacher expertise that
compare expert teachers to each other in an effort to structure the beliefs and
practices that form the “family resemblance” within the group (Sternberg &

Horvath, 1995, p. 9).

In addition, in their study of state and national award-winning teachers,

Grant, Stronge, and Popp (2008) said:

What we have known intuitively all along, we now know empirically: There
is a direct, measurable link between teacher effectiveness and student
success...What we need to better understand, however, is what the most
effective teachers do which results in substantial academic growth of

students. (p. 2)

Through this study, | sought to understand what expert teachers believe and do.
The purpose of this study was to explore similarities in the 2009-2013 Alabama
Teacher of the Year applications; replicate past studies of teacher expertise that

used a categorization, prototype model; and ground a theory of expert teaching.

Research Question

My guiding research question was as follows: How were 2009-2013

Alabama Teacher of the Year applications similar?
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| developed four sub-questions to focus my research:

a. What words and phrases did teachers use to describe their
practice?
b. What meanings did these teachers attach to these descriptions?
c. What concepts related to teaching appeared across participants?
d. How were these concepts categorized and integrated into a
prototype that represents the central tendency of these teachers?
The research question and its sub-questions forced me to search the text both
inductively and sequentially. This approach necessitated that | present my
findings in an integrated manner. Thus, | addressed the research question and its

sub-questions in the discussion of each central tendency.

Findings

Grounded theory research requires systematic data collection and high
cognitive analysis (Glaser & Strauss, 1967). Whenever | distanced myself from
the data and then returned to studying it, | found new ideas. Then, one day, | met
the point of saturation. | returned to the data set and discovered no new nuances
in the data, and after setting the data to the side and then returning to it, | still
noted no new ideas. It was then that | began to consider closing out the research.
Glaser and Strauss (1967) characterized the journey of completing analysis by

saying:

When the researcher is convinced that his conceptual framework

forms a systematic theory, that it is a reasonably accurate
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statement of the matters studied, that it is couched in a form
possible for others to use in studying a similar area, and that he can
publish his results with confidence, then he is near the end of his

research (p. 224-225).

After carefully generating hypotheses of teacher expertise categories and
systematically providing evidence of those hypotheses, | knew in my

‘bones” (Glaser & Strauss, 1967, p. 225) that the analysis was complete.

| found evidence of all six themes of expert teachers as described by
Smith and Strahan (2004) to varying degrees—which aligns with Sternberg and
Horvath’s (1995) claim that expert teachers are not identical in their beliefs and
practices. Instead, they share a “family resemblance” (Sternberg & Horvath,
1995, p. 9) and are bound by the broad central tendencies. This approach

provides a prototype model, instead of a rigid recipe or formula.

| found no evidence of persistence, the seventh theme noted by Gin
(2014). However, | did find evidence of an expanded definition of that theme. The
seven themes | found in this study were as follows: confidence, classroom
community, teacher-student relationships, student-centered approach, leadership
and service, content mastery, (Smith & Strahan, 2004) and persistence (Gin,
2014). The differences between Gin’s definition and application of persistence
and those recorded in this study are discussed in detail under the “persistence”

heading.
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Previous expert teacher prototype researchers (Gun, 2014; Li, Huang, &
Yang, 2011; Smith & Strahan, 2004) did not divide the central tendencies into
defined subthemes. Instead, they discussed each theme broadly. In this study, |
divided each theme into two or more subthemes and expanded some themes,

adding subthemes that emerged from data analysis.

| organized the remainder of this chapter in terms of the seven themes
found from analyzing the data and embedded the primary and secondary
research questions into the discussion of each theme. To illuminate the central
tendencies, | included memos, quotes, and descriptions from the data set. Glaser
and Strauss (1967) said, “The standard approach to [describing the theory] is to
present data as evidence for conclusions, thus indicating how the analyst
obtained the theory from his data” (p. 228). They recommended presenting “only
enough material to facilitate comprehension” so that the meaning of the theory is

conveyed (Glaser & Strauss, 1967, p. 229).

Confidence

Smith and Strahan (2004) described central tendency one as, “These
teachers have a sense of confidence in themselves and in their profession” (p.
364). | divided this theme into three subthemes, which are confidence in self,
confidence in teaching ability, and confidence in fellow teachers. The latter theme
emerged from data analysis. Table 6 provides a brief overview of this central

tendency.
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Table 6

Overview of Central Tendency 1. Confidence.

First Order Second Order Category and Definition Code Kind
Category Number

1. These Confidence in self- “relates to a person’s beliefin 1.1 AP

teachers oneself, belief in one’s power, and willingness to

have a take risks” (The Research Functional Staff of

sense of Research and Development Agency, 2014).

confidence Confidence in teaching ability- relates to a 1.2 AP

in teacher's positive views of him/herself in relation

themselves to professional competence, worth, and

and in their professional satisfaction (Friedman & Farber,

profession  1992).

(Smith & Confidence in fellow teachers- relates to “the 1.3 E

Strahan, perceptions of teachers in a school that the

2004). faculty as a whole can execute the courses of

action necessary to have positive effects on
students” (Goddard, 2001, p. 467).

Note. AP- a priori; E-emergent

| defined subtheme one, confidence in self, as, “relates to a person’s belief

in oneself, belief in one’s power, and willingness to take risks” (The Research

Functional Staff of Research and Development Agency, 2014). Subtheme one

was widely represented in the data set.

All four participants used words and phrases to describe their self-

confidence. Discussing his belief in himself and its effect on students, Roger, a

middle school math teacher, said, “Finally, they learn that | believe in myself, and

| believe in them. Through this, | teach them to believe in themselves, too.”

Underscoring her willingness to take risks, Mandy, an elementary gifted

specialist, recounted her journey to becoming a teacher. Mandy said she knew

since she was a little girl that she would become a teacher, despite her mother’'s
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disappointment. Mandy said, “Don’t be a teacher,” my mother said to me so
often. Try to stop me!” Roger, Mandy, and the other teachers described their

individual skills and talents, expressing a strong belief in themselves.

Subtheme two, confidence in teaching abilities, focused on the teachers’
positive views of themselves in relation to their professional competence, worth,
and professional satisfaction (Friedman & Farber, 1992). All four teachers
provided evidence of this subtheme. Exemplifying professional competence,
Mandy discussed her ability to find reading problems in students and alert
parents so that students could receive specialized treatment. Exemplifying how
teaching contributes to her self-worth, Mandy said, “These children are the
reasons | get up early when | would rather sleep in. Their paths are now headed
in different directions because of something | said or did, and these encounters
have motivated me to be who | am today.” Finally, exemplifying professional
satisfaction, Mandy said, “I smiled, realizing that changing a child’s life is what it
is all about.” Mandy relayed the story of how her assistance to a parent
empowered the parent to find treatment options for a student with reading
problems. These teachers believed they positively impacted students’ lives,

bolstering their professional confidence.

Subtheme three, confidence in fellow teachers, emerged from data
analysis. Even though Smith and Strahan (2004) said that expert teachers
believed in the teaching profession as a whole, they did not discuss expert
teachers’ confidence in their fellow school-based teaching colleagues as a

central tendency of expert teachers. | used Goddard’s (2001) definition of
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collective efficacy to define this subtheme: “The perceptions of teachers in a
school that the faculty as a whole can execute the courses of action necessary to
have positive effects on students” (p. 467). Goddard (2001) said that collective
self-efficacy is an often-neglected variable, and Calik et. al. (2012) said that
collective efficacy affects school climate. Two of the four teachers articulated a
belief in the theme of collective efficacy. Exemplifying his belief, Phil, an
elementary music teacher, said, “In general education areas where | lack
knowledge, | turn to my colleagues to advise and direct me.” Phil demonstrated
his confidence in his fellow teachers by collaborating with them to integrate art

into the academics.

Subthemes two and three were initially grouped with subtheme one under
the broad category of confidence. However, after further review of the data, |
noted that these teachers expressed confidence as segments of three
overlapping domains: personal self-efficacy, professional self-efficacy, and
collective efficacy. Figure 2 represents the interconnected relationship among the

three domains that contribute to teacher confidence.
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Figure 2. Relationship among three elements of teacher confidence: personal

self-efficacy, professional self-efficacy, and collective efficacy

To illustrate this point, consider the story that Roger relayed. He said that initially,
he faced a hostile work environment because teachers loathed his creative use
of technology to create meaningful learning experiences in the class. Rejected by
his peers, Roger relied on his personal confidence as well as the professional
satisfaction he felt because his students were engaged in his class. However, he
felt much more confident when, a few years later, teachers came to him,
requesting that he professionally develop them in the area of technology

integration. He began to teach other teachers how to integrate technology into
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their classes and became more active in teacher leadership in his school.
Collective efficacy was an important component of his total confidence because
he firmly believed that technology integration was necessary for engaging
learners. When the teachers showed an interest in learning about technology
integration, Roger became confident that “the faculty as a whole can execute the
courses of action necessary to have positive effects on students” (Goddard,

2001, p. 467).

All four teachers provided evidence of their belief in the need for
confidence. Phil and Rachel, an art teacher, used the most words and phrases
related to teacher confidence. However, Roger and Mandy also articulated a

belief in the importance of teacher confidence.

Because teaching is such a complex, fluid field, self-confidence is critical
for longevity (Bandura, 1992; Friedman & Farber, 1992). Rachel devoted her
entire Education Issues and Trends essay to a discussion of teacher burnout,
linking it to lack of respect, funding, preparation, mentorship, and professional
development. While analyzing my data, | noted that two of the teachers devoted
a large volume of their essays to their personal relationships with their past
teachers and parents. When | began to organize my data, | initially decided that
teachers’ past parent-child and teacher-student relationships should be
categorized as a separate theme. However, upon further scrutiny, | noted that
these teachers’ relationships with their parents and teachers were closely
connected to their confidence. Phil said, “With encouraging parents, a past full of

excellent teachers, and goal-oriented friends, | steadily pieced together the clues
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that revealed my destiny, teaching.” Likewise, Rachel said of her art teacher and
later cooperating teacher for her student-teacher assignment, “She respected
and encouraged my ideas and leadership in her classroom, and in turn, her
students did well.” These teachers provided several examples of how the sage
wisdom of their parents and teachers shaped their teaching philosophies. One of
the reasons these teachers were confident is because they gained reassurance

by reflecting on the advice of people they admired.

Classroom Community

Smith and Strahan (2004) described central tendency two as: “These
teachers talk about their classroom as a community of learners” (p. 365). Smith
and Strahan (2004) alluded to four categories, which collectively encourage a
shared classroom: The teacher works as a guide on the side and shares verbal
power, physical space, and directional power with the students. See Table 7 for

a brief overview of central tendency two, classroom community.
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Table 7

Overview of Central Tendency 2: Classroom Community

First Order Second Order Category and Definition Code Kind
Category Number
2. “These Guide on the side- “relates to the teacher's 2.1 AP
teachers willingness to allow students to work actively,
talk about interactively, and cooperatively” (Graeff,
their 2010, p. 265). The teacher chooses to
classroom decrease the amount of time used in lecture-
asa style instruction and acts as a facilitator
community  Shared verbal power- relates to the ending 2.2 AP
of learners”  result of “the teacher's willingness to allow
(Smith & students to work actively, interactively, and
Strahan, cooperatively" (Graeff, 2010, p. 265): The
2004, p. students' voices are heard in the classroom
365). just as much or more than the teacher's.
Shared physical space- relates to the climate 2.3 AP

the teacher encourages in the classroom,
whereby students are encouraged to move
around the room as needed. Students feel a
sense of ownership in the classroom (Smith
& Strahan, 2010).

Shared directional power- relates to the 2.4 AP
teacher ensuring that students are allowed to

make choices in the classroom related to the

curriculum (Smith & Strahan, 2010). While

the skill or standard might remain the same,

the content and materials used to help

students understand that skill are targeted

based upon the interests and goals of the

students.

| defined subtheme one, guide on the side, as follows: “relates to the
teacher's willingness to allow students to work actively, interactively, and
cooperatively" (Graeff, 2010, p. 265); the teacher chooses to decrease the
amount of time used in lecture-style instruction and acts a facilitator. Of the four

classroom community subthemes, the “guide on the side” subtheme was most
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discussed by teachers in their application packets, and it was highly evident in
two of the teachers’ classroom videos. Teachers were allotted fifteen minutes to
provide footage of themselves teaching. Two of the teachers built in time for
viewers to see them working beside students, facilitating their learning
acquisition. Mandy’s entire class time was devoted to the Socratic method,
during which time she encouraged students to work cooperatively, problem-
solving together through conversation. In her philosophy of teaching essay,

Mandy said:

[Students] want to know and they want to be problem solvers;
however, at school, we often create situations where they have to
be quiet and listen to us talk, rather than exploring, thinking
creatively and critically, innovating, and pursuing their areas of
interest...What makes me an outstanding educator is that | guide
students to think, create, and learn through projects, processes,

and products that interest them.

Phil devoted about five of his fifteen minutes to working as a “guide on the side.’
During this time, he walked around from group to group, listening in on students’
conversations and providing support as needed. All four teachers articulated a

belief or demonstrated practice of subtheme one.

| defined subtheme two, shared verbal power, as follows: relates to the
ending result of the teacher's willingness to allow students to work actively,

interactively, and cooperatively" (Graeff, 2010, p. 265): The students' voices are
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heard in the classroom just as much or more than the teacher's. As indicated by
the definition, shared verbal power generally occurs in relation to the style of
instruction occurring in the class. Mandy used her entire class period to work as
a guide on the side, and she also demonstrated the most shared verbal power. In
her Socratic circle, Mandy encouraged the students to talk directly to each other
and look at each other while talking, instead of looking at the teacher. After the
directions were given, Mandy spoke 32 words, compared to the students, who
spoke 731 words collectively. Mandy kept a record of the students who
participated in the class dialogue, and she provided evidence that four of the six
students who did not participate in class posted their thoughts in an online
discussion board after class. Even outside of the classroom, Mandy encouraged
students to share their thoughts with the class. Mandy is the only teacher in the
study who allowed students to dialogue for extended amounts of time. The other
three teachers asked questions, and students responded with short answers. For
example, during her demonstration art lesson, Rachel asked, “So, the next thing
we’re going to do is what?” Students responded in chorus, “The line of the body.”
That line was the longest statement uttered by students during the lesson. It
should be noted that Rachel expressed a belief in the importance of shared
verbal power. She said, “In order to maintain this personal belief in my
classroom, | allow students to see my role as a teacher/facilitator instead of an

all-knowing lecturer.”

| defined subtheme three, shared physical space, as follows: relates to the

climate the teacher encourages in the classroom, whereby students are
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encouraged to move around the room as needed; Students feel a sense of
ownership in the classroom, and teachers encourage students to work in close
proximity to them (Smith & Strahan, 2010). Three of the four teachers
demonstrated shared physical space in their videos. In Mandy’s Socratic circle,
the group, including the teacher, sat in a circle on the floor. Even though the
teacher sat in a chair, they all shared close proximity of physical space. Likewise,
in Phil's music class, he walked around the room and kneeled, bent, and
crouched down beside students while engaging in discussion with them. Finally,
in Rachel’s class, she stood in close proximity to the students as they watched
her demonstrate an art technique. None of the teachers in this study discussed a
belief in the importance of shared physical space. However, the video footage
provided evidence of practice of this unarticulated belief. Thus, subtheme three
reinforced the importance of the classroom video footage as a necessary study

instrument.

| defined subtheme four, shared directional power, as follows: relates to
the teacher’s belief in ensuring that students are allowed to make choices in the
classroom related to the curriculum (Smith & Strahan, 2010); While the skill or
standard might remain the same, the content and materials used to help students
understand that skill are targeted based upon the interests and goals of the
students. All four teachers provided strong evidence of the importance of shared
directional power. Mandy recalled an instance in which she attempted to engage

a student in her class in a research assignment. She said:

118



Carolena was a fourth grade student and ballet dancer. She
danced every day, putting in almost thirty hours a week after
school. Her path was set. She had the lead role in the Nutcracker
that year and thought only of how she could make her dancing
perfect for the final performance. How did | get her attention? What
seemed natural to me as a personal teaching style may not be to

others—allow students freedom and flexibility while learning.

Mandy relayed that she was able to help Carolena master the research
assignment by sharing directional power. Carolena had to learn the skill of
conducting research and writing persuasive letters, but she was allowed to
choose her own topic. Carolena researched the pointe shoes that plagued
her feet daily, redesigned the shoes, and proudly sent the persuasive
letter to the ballet shoe company. Mandy had found a way to engage the

student in the class by sharing directional power with her.

Like Mandy, Phil said that he planned lessons based upon
conversations he engaged in with students. Rachel allowed students to
select volunteer projects for the class to complete, and Roger’s colleague
said that he shined in his ability to tailor lessons to the technology-based
interests of the students. These teachers all shared a belief in the
importance of allowing students to feel a sense of ownership in the class

by sharing directional power.
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Building classroom community is an ongoing process in which teachers
encourage discourse and discovery (Graeff, 2010; Ornstein & Levine, 2000;
Slavin, 2006). Student ownership of the classroom creates “a culture of trust and
communication between the students and their teacher” (O’Neil, 2010, p. 15);
“‘leads to increased motivation, active participation, and engagement in the
learning process, (O’'Neil, 2010, p. 8); and decreases school violence (Johnson,
2009). However, as Slavin (2006) noted, teachers should vary their method of

instruction based upon the needs of the students.

The teachers articulated a belief in classroom community; however,
through their classroom videos, three of the teachers in this study did not
demonstrate their practice of building classroom community as guides on the
side who encourage shared verbal power. However, their 15-minute videos may
not accurately reflect their beliefs. First, most class periods last 50-90 minutes.
Thus, the teachers may have filmed the beginning of the lesson in which they
explicitly taught the material. Secondly, the teachers may have assumed that
Alabama Teacher of the Year program judges wanted to watch them explicitly
teach a lesson. Thus, while their actions did not demonstrate their practice of
building classroom community as guides on the side who encourage shared
verbal power, the teachers articulated a commitment to building positive

classroom communities.
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Teacher-Student Relationships

Smith and Strahan (2004) defined central tendency three as follows:
“These teachers maximize the importance of developing relationships with

students” (p. 365). Smith and Strahan (2004) alluded to two subthemes: the

teacher’s belief in the importance of relationship-building with students and with

parents. Of all of the themes presented in this study, the theme teacher-student

relationships was the second-most discussed theme by teachers. See Table 8 for

a brief overview of central tendency three, teacher-student relationships.

Table 8

Overview of Central Tendency 3: Teacher-Student Relationships

First Order Second Order Category and Definition Code Kind
Category Number

3. These Conscientious relationship-building with 3.1 AP

teachers students- relates to the teacher’s belief and

maximize practice in developing positive teacher-

the student relationships with students by

importance  “gaining knowledge about them, working

of side-by-side with them” (Smith & Strahan,

developing  2004) and engaging in conversation with

relationships them; “showing interest in their lives beyond

with the classroom (Anderman, Andrzejewski, &

students Allen, 2011, p. 996).

(Smith & Conscientious relationship-building with 3.2 AP

Strahan, parents- relates to the teacher’s belief in

2004). initiating and maintaining contact with

students’ families (Smith & Strahan, 2004).

Note. AP- a priori; E-emergent

| defined subtheme one, conscientious relationship-building with students,

as follows: relates to the teacher’s belief and practice in developing positive

teacher-student relationships with students by “gaining knowledge about them,
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working side-by-side with them” (Smith & Strahan, 2004) and engaging in
conversation with them; “showing interest in their lives beyond the classroom”
(Anderman, Andrzejewski, & Allen, 2011, p. 996). All four teachers demonstrated
a belief in relationship-building with students inside and outside of school. Two
examples are Rachel and Phil, who both demonstrated an interest in students’
lives beyond the classroom. Phil said, “Observing students in class, tutoring after
school, and talking with them during lunch allow me to get to know my students
on an individual level.” Likewise, in a stakeholder letter in support of Rachel, one

stakeholder said:

As a magnet teacher, Rachel seizes the opportunity to nurture and
become a mentor to ALL of her students daily... | am grateful to her
for encouraging my daughter to use her artistic skills, rely on her
instincts, and maintain faith in herself. [Rachel] exemplifies the

positive effect a teacher can have on a generation.

All four teachers indicated that fostering positive teacher-student
relationships helped students feel that they cared about them. Phil said, “The old
adage that kids won't care what you know until they know that you care is step
one for effective teachers.” Echoing Phil’s sentiments, Mandy provided a specific
account about how attempting to develop a relationship with a student broke
down barriers. Discussing a student with whom she was having trouble

connecting, Mandy said:
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Finally, in a desperate attempt, | pulled her aside privately and told
her if she would behave for just one week, | would take her to
dinner and a movie. Friday came and Miriam had rightfully earned
the privilege. That night at dinner, Miriam looked at me and told me
it was her first time at a restaurant. She thanked me for taking her
and told me it was the best night she had ever had. | would like to
say her behavior was perfect from then on, but she still had her ups
and downs. The difference now was she knew | cared. Hopefully,

her path changed that year.

Building rapport with students is a critical aspect of supporting students’
learning (Anderman, Andrzejewski, & Allen 2011). The four teachers
articulated a belief in knowing their students individually and using those

connections to foster motivation.

| defined subtheme two, conscientious relationship-building with
parents, as follows: relates to the teacher’s belief in initiating and
maintaining contact with students’ families (Smith & Strahan, 2004). All
four teachers demonstrated a belief in building relationships with students’
parents and guardians. They all discussed the importance of
communicating with parents through varied means to keep them informed

of their child’s progress. Phil said:

As a teacher, | firmly believe that when parents are kept in the loop

about everything pertaining to their child's education, the outcome
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is mostly positive. Throughout the year, | keep parents informed
about their child's music education through face-to-face contact,

letters, emails, and posts on the school website.

Roger said, "l also began using Outlook to communicate heavily with my
students' parents. | email them every test and quiz score and anytime their
child misses an assignment.” In a stakeholder letter of support for Roger,
one stakeholder said, “[He] keeps parents informed up-to-the-minute of

their child's progress.”

In addition to keeping parents informed of their child’s progress, two
teachers discussed maintaining contact with parents as a way to
encourage more parental involvement and break down barriers between
home and school. In his essay outlining his platform as teacher of the

year, Phil said:

| will also encourage the establishment of curriculum nights where
parents attend workshops hosted by educators where their child’'s
curriculum is being explained, and strategies can be shared so that
parents can better help their children at home. Parents become
frustrated when they do not know what’s going on in their child’s
education and do not know how to help them. On behalf of all
teachers, | will extend my hand of compassion, and advise parents

to develop an open line of communication with teachers. When all
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parts of the musical score work together, beautiful music is

achieved.

Phil expressed a belief in empowering parents by educating them.

Likewise, discussing her current practice, Mandy said:

Before | even begin the year, | invite parents to come and talk to
me about my style of teaching. | communicate the plans and goals |
have for their children, and | ask them to give me a chance.
Throughout the year, | invite them to be a part of the process, even
going so far as to broadcast the classroom live for them to view
online through Ustream, an online video streaming service. Many
teachers do not want the intrusion, but | have learned that parents
and the community can be the best advocates when they
understand why you are teaching certain ways. They can provide
assistance, resources, expertise, and financial backing once

support is gained.

| found that all four expert teachers studied held a strong belief in initiating
and maintaining positive relationships with students and parents, and they
articulated that fostering positive relationships with students and parents helped
families know that they cared. In addition to this reason, | also believe that
positive relationships are important to the teachers personally. In regard to
developing relationships with students, Phil said, he “looked forward to” engaging

with students inside and outside of school; Roger said he “enjoys the opportunity
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of getting to know them and helping them through the very difficult middle school
years,” and a stakeholder said that Rachel “nurtured” the students. In addition,
Rachel said she “feels rewarded by the relationships” that maintained with her
current and past students. These teachers moved beyond a formulaic process of
maintaining an updated parental phone log. Instead, their positive student and
parent relationships appeared to be driven by a basic psychological need for

relatedness and communion (Spilt, Koomen, & Thijs, 2011).

Trust was foundational in teacher-student and parent-teacher

relationships. Goddard, Salloum, and Berebitsky (2009) said:

Trusting others involves the choice to put at risk what one cares about to
accomplish those things one cannot realize alone. If one could guarantee
desired outcomes without relying on others, there would be less need to

trust by placing at risk what one values. (p. 294)

Parents placed their children at risk in order to accomplish the goal of educating
their children, trusting that the teachers would do what was best. Goddard,
Salloum, and Berebitsky (2009) further stated, “The most commonly recognized
of the facets of trust is benevolence, or placing the needs of others ahead of
one’s own” (p. 296).The parents trusted that, as one stakeholder said of Roger,
“going the extra mile is a way of life” for their child’s teacher. One stakeholder
said that Roger taught her two children, one of whom had multiple learning
disabilities. Her son’s disabilities heightened the risk that someone could take

advantage of him. She summed up Roger’s effect on her children’s lives: “My
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children learned higher math from Roger. They also learned to be better people.
Roger taught me to be a better parent.” The parent fully relied on Roger as a

teacher, coach, and mentor for her as well as her children.

Student-Centered Approach

Smith and Strahan (2004) defined central tendency four as follows: “These
teachers demonstrate a student-centered approach to instruction” (p. 365). Smith
and Strahan (2004) discussed four subthemes, which collectively reflect a
student-centered approach: The teachers “take responsibility for student
learning, are responsive to students’ needs, assess students in a variety of ways,
and exhibit a mastery goal orientation” (p. 367). In this study, teachers
demonstrated a belief in all four subthemes. See Table 9 for a brief overview of

central tendency four, student-centered classroom.
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Table 9

Overview of Central Tendency 4: Student-Centered Classroom

First Order Second Order Category and Definition Code Kind
Category Number
4. These Take responsibility for student learning- relates 4.1 AP
teachers to the teacher’s mindset that rather than placing
demonstrate  blame on students for academic failures, expert
a student- teachers look inward, considering teaching
centered pedagogy and engagement strategies; These
approach to  teachers take personally the failures and
instruction successes of their students (Smith & Strahan,
(Smith & 2004).
Strahan, Responsive to students' needs- relates to the 4.2 AP
2004). teacher’s mindset of supporting students

through appropriate pacing and connecting the
content to the real world (Smith & Strahan,
2004).

Instruct and assess students in a variety of 4.3 AP
ways- relates to differentiating instruction by

content, process, product, or learning

environment (Tomlinson, 2000).

Goal mastery orientation- relates to the 4.4 AP
teacher’s belief that classes should be

“structured around learning objectives rather

than performance goals” (Smith & Strahan,

2004, p. 367); Teachers direct students to focus

on meaning-making, mastery, and self-

improvement (Pintrich & De Groot, 1990; Slavin,

2006) and de-emphasize grades.

Note. AP- a priori; E- emergent

| defined subtheme one, teachers take responsibility for student learning,
as follows: Rather than placing blame on students for academic failures, expert
teachers look inward, considering teaching pedagogy and engagement
strategies; These teachers take personally the failures and successes of their
students (Smith & Strahan, 2004). All four teachers provided examples of taking

personally the successes of students. Art teacher Rachel said she felt rewarded
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when one of her Indonesian students who knew little English as a freshman high
school student was later accepted for a collegiate arts fellowship. Mandy relayed
several stories of students she was able to help along the way, including a shy
student she was able to help blossom into an actress. Likewise, stakeholders
provided evidence of teachers’ successes. In support of Roger, one stakeholder
said, “Our youngest son now aspires to graduate from the Alabama School of
Math and Science. When he is accepted at the ASMS one day, Roger will be to
thank on so many levels.” Both teachers and stakeholders reflected the teachers’
personal involvement with the successes of students. However, | found no
evidence of teachers taking personally the failures of students. In addition, |
found that the codes from subtheme one overlapped heavily with the teacher-
student relationships subthemes of teachers developing and maintaining

relationships with students and parents.

| defined subtheme two, the teachers “are responsive to students’ needs”
(Smith & Strahan, 2004, p. 367) as follows: relates to the teacher’s mindset of
supporting students through appropriate pacing and connecting the content to
the real world (Smith & Strahan, 2004). Two of the teachers discussed pacing in
their essays or videos. In a broad discussion of pacing, Mandy argued that
schools should be redesigned “so that students can go through learning at their
own pace,” allowing students “to move through the basics at the rate comfortable
to them rather than a grade level per year.” In an applied description of pacing in
her courses, Rachel said that students move through her program based upon

their individual needs, skills, and knowledge. Rachel said she taught art levels I,
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I, 1, and Advanced Placement Studio. Students advanced to the next level by
acquiring skills, not solely by passing the course. She took into account

students’ needs and provides support.

All four teachers discussed connecting content to the real world. Rachel
said, “In my classroom, artistic skill and development are important, but what |
know to be even more imperative to the future of my students is the value of
emphasizing creative thought during the learning process.” Rachel discussed
several activities that allowed students to connect content to the real world such
as project-based learning. Roger said that he learned how to integrate
technology into his class because he recognized that students were “digital
natives,” (see Prensky, 2001) and technology was the future of the world. Roger

said:

| have gone out of my way to educate the ‘digital natives.’ | teach in
ways that they have come to expect from their personal
experiences. All my lessons are computer based, and | use a
student response system that lets every student share their answer
to practice problems with me; This ensures that all students get to
participate, not just the ones who raise their hands. | have created
a website, which is rich in educational resources for them. Some of
these resources include video podcasts of every lesson, notes for
every lesson, and opportunities for extra credit made available in a

way that encourages learning. | take my students to the computer
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lab and teach them to collaboratively build spreadsheets using

Google Docs and to turn them in to me electronically with Moodle.

The codes from this subtheme overlapped heavily with the codes from

the directional power subtheme.

| defined subtheme three, the teachers instruct and “assess
students in a variety of ways” (Smith & Strahan, 2004, p. 367) as follows:
relates to differentiating instruction by content, process, product, or the
learning environment (Tomlinson, 2000). All four teachers provided
evidence of differentiation, with some providing evidence of differentiating
instruction by content, process, or product, and none providing examples

of differentiating instruction by learning environment.

Teachers differentiate content using formative and summative
assessments, as well as interest surveys to determine “what the student
needs to learn or how the student will get access to the information”
(Tomlinson, 2000, p. 2). Mandy provided several pieces of evidence that
she differentiated by content. One example is the story she relayed of
Denilson, a student she was able to help read by offering books of interest
to him. The skill remained the same as the rest of the class, but the book
the student used to practice the skill differed. Similarly, in his music class,
Phil used interest inventories to help him determine how to group students

to study percussion instruments.
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Teachers differentiate process by varying the “activities in which the
student engages in order to make sense of or master the content” (Tomlinson,
2000, p. 2). In a stakeholder letter of support for Roger, one stakeholder provided
evidence that Roger excelled at differentiating instruction by process. The

stakeholder said:

In math class, he explains to them many different ways to reach the
same conclusion. He gives them different ways to think about how
and why a math problem turns out the way it does, and as you
already know, each child thinks differently, and it helps them to
grasp the math concept in their own way. They may not understand
the math equation in the same ways, but each child feels great

about their accomplishment once they master a problem.

Like Roger, Phil’s video provided evidence that he differentiated by
process. In his music lesson, Phil provided students with multiple ways to
process the lesson on pitch. He used manipulatives, written information,

and sounds to help students grasp the content.

Teachers differentiate products by offering varied “culminating
projects that ask the student to rehearse, apply, and extend what he or
she has learned in a unit” (Tomlinson, 2000, p. 2). In her class video and
accompanying lesson notes, Mandy provided evidence that she allowed

students to demonstrate their learning in varied ways. Students could
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communicate orally in class during the Socratic circle or they could post

their responses to the class Wiki online.

A key tenet of learning environment differentiation is the idea of
helping students understand that each student has different needs, and
teachers allow diverse practices to occur concurrently in a classroom
(Tomlinson, 2000). Examples of differentiating instruction by learning
environment include “setting out clear guidelines for independent work that

matches individual needs,” “developing routines that allow students to get
help when teachers are busy with other students and cannot help them
immediately,” and “helping students understand that some learners need
to move around to learn, while others do better sitting quietly” (Tomlinson,
2000, p. 2). As indicated previously, none of the teachers provided
evidence of differentiating instruction by learning environment. None of the
teachers addressed this form of differentiation in their essays, and in all of

the classroom video observations, | noted that all students were engaged

in the same activity and area at the same time.

| defined subtheme four, the teachers “exhibit a mastery goal orientation’
(Smith & Strahan, 2004, p. 367) as follows: Classes are “structured around
learning objectives rather than performance goals” (Smith & Strahan, 2004, p.
367); Teachers direct students to focus on meaning-making, mastery, and self-
improvement (Pintrich & De Groot, 1990; Slavin, 2006) and de-emphasize
grades. In my review of the data set, | noted that the word grade, in relation to

test-taking and scoring, was mentioned only once in a teacher’s video.
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Overwhelmingly, the teachers used the following terms that encourage
improvement in their applications and videos: learn, achieve, grow, and progress.
In his philosophy of teaching essay, Phil said, “I believe the only way for [kids to
be taught well and allowed to lead the way] is for us to realize the potential of
every child and believe that all kids can learn.” Mandy said she taps into

students’ natural curiosity to engage them in learning.

While teachers provided little evidence of pacing and differentiation by
learning environment, they shared a tendency to differentiate instruction by
content, process, and product. In addition, they promoted a mastery goal

orientation in their classrooms.

Leadership and Service

Smith and Strahan (2004) defined central tendency five as follows: “These
teachers make contributions to the teaching profession through leadership and
service” (p. 365). Smith and Strahan (2004) alluded to two subthemes: The
teacher models for and mentors teachers, and the teacher informs school,
district, and community policies and actions. While analyzing the data set, | found
an additional subtheme: Teachers served the school and larger community. Of all
of the themes discussed, the leadership and service theme was most widely
discussed by expert teachers in this study. See Table 10 for a brief overview of

central tendency five, leadership and service.
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Table 10

Overview of Central Tendency 5: Leadership and Service

First Order  Second Order Category and Definition Code Kind
Category Number

5. These Modeling for and mentoring teachers- relates 5.1 AP
teachers to the teacher’s involvement in improving

make current practice of pre-service, new, and

contributions veteran teachers by demonstrating lessons

to the and helping teachers acquire skills that

teaching improve teaching and learning (Andrzejewski,

profession 2008; Barth, 1990; York-Barr & Duke, 2004).

through Informing school, district, and community 5.2 AP

leadership policies and actions- relates to the teacher’s
and service  involvement in improving current practice

(Smith & through activism, including service on various
Strahan, committees that impact education (Childs-
2004). Bowen, Moller, & Scrivan, 2000).
Serving the larger community- relates tothe 5.3 E

teacher’s belief in the importance of
community service, including the school and
larger community; Teachers attribute this
belief to a moral, ethical, or social
responsibility or a belief in an interconnected
world.

Note. AP- a priori; E- emergent

| defined subtheme one, the teacher models for and mentors teachers, as
follows: relates to the teacher’s involvement in improving current practice of pre-
service, new, and veteran teachers by demonstrating lessons and helping
teachers acquire skills that improve teaching and learning (Andrzejewski, 2008;
Barth, 1990; York-Barr & Duke, 2004). All four teachers said they were involved
in mentoring, coaching, or modeling for other teachers. Phil said that he had
served as the cooperating teacher for six Auburn University interns and

numerous Auburn University lab and pre-teaching students. Recounting how he
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modeled for and coached his colleagues in improving meaningful learning in their

classrooms through technology, Roger said:

In place of my individual successes with my students, | think that
my greatest accomplishment has been my effect on the other
educators | have worked with... Several years into my teaching
career, | noticed that other teachers were coming to me one at a
time to seek guidance on how to incorporate technology into their
lessons. It seems that they had sat back for several years watching
as | connected with my students in ways they never believed
possible. They saw how | was using technology to teach my
students in ways they had not dreamed possible. They listened as
my students talked about how much they enjoyed my class and
everything that they were learning. They heard parents repeatedly
compliment me on all my efforts to communicate with them and
teach their children. And they chose to join me in my efforts to

bring our school into the 21st century.

Rachel, an art teacher, said she collaborated with academic teachers on
integrating the arts into their classrooms; Both Roger and Mandy served as

presenters at school, local, and regional professional development workshops.

In this study, the teachers articulated a sense of duty to model lessons,
mentor teachers, and professionally develop their peers because they believed

that helping other teachers helped students.
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Roger said:

| feel it is how | have inspired other teachers to follow me on this
path to reach even more students. | am in this line of work for the
students whose lives | will change along the way. Leaving a legacy
of helping other teachers change even more student's lives in
positive ways is truly greater than just counting the lives | have

touched and changed on my own.

As math department head and technology integration guru, Roger said he helps

teachers become better. Likewise, Mandy said:

| feel so strongly about this that | coach and mentor teachers to use
these same techniques and curriculum ideas in their classrooms.
When | can show other teachers how to develop their classrooms
to allow students to think and innovate, | am multiplying my ability

to touch students' lives.

These teachers contributed to the teaching profession by improving the

effectiveness of other teachers.

| defined subtheme two, the teacher informs school, district, and
community policies and actions, as follows: relates to the teacher’s involvement
in improving current practice through activism, including service on various
committees that impact education (Childs-Bowen, Moller, & Scrivan, 2000). All
four expert teachers served as teacher leaders at their schools. Roger served as
his grade level team leader, math department head, member of the county
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textbook committee, and member of his county’s school improvement team,
among several other positions. Mandy served as technology leader of the
assistive technology team for her school system, technology coordinator for her
school, and technology mentor for weekly after-school teacher and staff
professional development. Phil, who was selected as Alabama Teacher of the
Year, vowed to lobby for the teaching profession by speaking to stakeholders.

Phil said:

As Alabama Teacher of the Year, | will speak directly to those who
make decisions impacting education and invite them to come into
schools and experience education today. | will take them beyond
the test scores and reveal individual stories of growth and
achievement. My discussions will be centered on where we in the
teaching profession have been, where we are going, and how we
propose to get there. Firsthand experience will make a difference. |
would remind them of a quote by Benjamin Franklin which states, ‘If
we do not hang together, we shall surely hang separately.” The
future of our society relies on the education of this generation. We
must work together to ensure its success...As a teacher,
community member, and black male role model, | will continue to
use my voice to advocate early intervention for our black males in

hopes of closing the achievement gap.

These teachers used their voices, time, and talents to improve school,
district, and community policies and actions for all teachers.
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| defined subtheme three, the teacher serves the larger community, as
follows: relates to the teacher’s belief in the importance of community service,
including the school and larger community; Teachers attribute this belief to a
moral, ethical, or social responsibility or a belief in an interconnected world. This
subtheme emerged from the several references that the teachers made to their

sense of duty in serving the community. Mandy said:

John Mackey, CEO of Whole Foods once said, ‘All stakeholders
are interdependent and connected together.” How true for
education! What you do for the students influences the parents,
the community, the businesses, and ultimately the state. We are
all connected and | see that as a positive when | am patrticipating
in community service. | tell my students almost on a daily basis
that we are family, and family takes care of family. The community
takes care of each other, inspires each other, and provides for
each other when there is a need. | try to live by this statement in

my daily life, both inside and outside of school.

Phil said:

The importance of community was instilled in me at a very young
age. Watching my parents help relatives, friends, and neighbors
who were in need gave me a sense of pride. It also fueled my
curiosity of how | could become a more active contributing member

of our community.
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Roger's community service included serving as a foster parent, part-time
police officer, charter member of the “Share the Beach” program, and Boy
Scout leader. Mandy said she served as a missionary, children’s minister
at her church, and philanthropist. Ultimately, these teachers tied their
community service back to their roles as educators. They said that
modeling good citizenship was an important duty of teachers. Rachel

said:

| believe that it is so important to share God-given talents with
others in the community and to cultivate that same spirit in the lives
of young people. My commitment to the community is to model

service through volunteerism to my students.

These teachers sought to model expected behaviors for students, while

fulfilling a sense of duty to the community.

| found that the expert teachers in this study were involved in leadership
inside of and outside of their schools. The expert teachers worked to improve
current practice by modeling for and mentoring teachers; sought to inform school,
district, and community policies and actions through committee-work and
speaking engagements; and sought to improve the larger community through

volunteer service.

Of all of the themes discussed, leadership and service was most widely
discussed by expert teachers in this study. The high number of codes related to

teachers serving the school and larger community may have been impacted by
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the Criteria for Judging the Alabama Teacher of the Year Candidates. See
Appendix 1. Applicants were required to complete five essays to compete in the
program, one of which was an essay on community involvement. Participants
were directed to “Describe your commitment to your community through service-
oriented activities such as volunteer work, civic responsibilities, and other group
activities” (Alabama State Department of Education, 2013). Thus, further
research is needed to determine if the amount of data gathered on subtheme
three, which focused on community involvement inside and outside of school,

increased in part because of the essay requirement.

Content Mastery

Smith and Strahan (2004) defined central tendency six as follows: “These
teachers show evidence that they are masters of their content areas” (p. 365).
Smith and Strahan (2004) alluded to two subthemes: subject matter knowledge
and pedagogical knowledge. All four teachers provided evidence of the two
subthemes. See Table 11 for a brief overview of central tendency five, content

mastery.
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Table 11

Overview of Central Tendency 6: Content Mastery

First Second Order Category and Definition Code Kind
Order Number

Category

6. These  Subject matter knowledge- relates to a 6.1 AP
teachers  willingness to seek to improve practice through

show professional development, a willingness to

evidence collaborate with others (Smith & Strahan,
that they  2004), and a willingness to engage in lifelong

are learning in an effort to remain current in

masters of educational practices.

their Pedagogical knowledge- relates to a teacher's 6.2 AP
content “knowledge, with special reference to those

areas broad principles and strategies of classroom

(Smith &  management and organization that appear to

Strahan, transcend subject matter” (Shulman, 1987, p.

2004). 8); relates to the teacher’s ability to convey
subject matter to students and scaffold learning
through the use of instructional strategies and
effective classroom management techniques
(Shulman, 1987).

Note. AP- a priori; E- emergent

| defined subtheme one, subject matter knowledge, as follows: relates to a
willingness to seek to improve practice through professional development, a
willingness to collaborate with others (Smith & Strahan, 2004), and a willingness
to engage in lifelong learning in an effort to remain current in educational
practices. Traditionally, subject matter knowledge relates to the teacher’s
knowledge of “facts, values, ways of organizing ideas, theories, skills, strategies,
understandings, and conceptions tied to a discrete discipline” (Andrzejewski,
2008, p. 11). However, rating teachers’ content knowledge is beyond the scope

of this study. Thus, as suggested by Smith and Strahan (2004), | used the
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following indicators as evidence of subject matter knowledge: a willingness to
seek to improve practice through professional development and a willingness to
collaborate with others (Smith & Strahan, 2004). In addition, after analyzing the
data set, | noted that all four teachers engaged in lifelong learning, which helped

them remain current in educational practices.

All four teachers provided evidence that they were willing to improve
practice through professional development. The teachers included professional
biographies filled with professional development sessions they had attended. Phil
noted that he had attended several sessions as a participant, including the
following: the “What Great Teachers Do Differently” seminar, “English Language
Learner” training, “Quality Questioning Book Study” sessions, “Powerful
Conversations and Smart Goals” session, and several music workshops.
Likewise, Mandy said she attended several state and national conferences, such

as the “Understanding by Design Institute,” “Alabama Educational Technology

Conference,” “National Educational Technology Convention,” Florida Educational
Technology Conference, and “Georgia Educational Technology Conference.” In
addition to biographies including the professional development sessions they
attended, the teachers referenced their learning and its impact on instruction.
Rachel said, “Through years of attending workshops, visiting museums, and
conducting personal research, | have grown a great deal in my ability to provide

students with background knowledge to enrich their work.” The teachers

articulated a belief in the importance of not just attending professional
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development, but also reflecting upon the knowledge gained and using it to

improve practice.

All four teachers provided evidence that they were willing to collaborate
with others in relation to their subject matter. Rachel said, “My growth as a
teacher at my school has been enriched yearly by opportunities that | have been
provided to collaborate with educators across the state and nation.” Rachel
hosted several collaborative sessions for art teachers across her district.
Providing additional evidence of Rachel’'s commitment to collaboration, one

stakeholder said:

Since 2009, | have had the privilege of working and teaching
photography in the adjoining classroom with Rachel. Since we
teach common subject matter, we frequently collaborate on a
variety of art-related projects that include: student assignments,

guest artist workshops, student artwork exhibitions, and fieldtrips.

In addition to attending professional development and collaborating
with others, all four teachers provided evidence that they believe in the

importance of lifelong learning. Phil said:

| believe my greatest contribution to education is that | am still
willing to learn how to be a better teacher. A teacher who
continues to teach without learning current things is not properly

preparing our students for the future. | try to stay on the edge of
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new classroom technology and issues that affect the musical

classroom, as well as, the general education classroom.

Likewise, a supporter of Roger said that he remained current through
personal research. The stakeholder said, “He is tenacious in researching
topics using both printed resources and the Internet to ensure that he has
the best learning experiences to offer his students.” In addition, Mandy
said she is pursuing an additional master’s degree to further her study of
meaningful learning, and Phil is completing National Board Certification.
These teachers move beyond the professional development opportunities

provided by their school districts and seek out knowledge for themselves.

As indicated, previously, rating teachers’ content knowledge is
beyond the scope of this study. Thus, | have analyzed key indicators that
provide insight: teachers’ attitudes toward professional development,
commitment to lifelong learning, along with their willingness to collaborate
with colleagues. In addition to the aforementioned indicators,
stakeholders’ statements attest to the teachers’ rich understanding of their
content. One supporter of Rachel said, “Her depth of knowledge about art
education and years of experience have garnered her my respect and
admiration as well as the BTW faculty, students, and parents.” Several
other stakeholders alluded to the teachers’ knowledge of the content

through discussions of all that the students learned.
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| defined subtheme two, pedagogical knowledge, as follows: relates to a
teacher’s “knowledge, with special reference to those broad principles and
strategies of classroom management and organization that appear to transcend
subject matter” (Shulman, 1987, p. 8); relates to the teacher’s ability to convey
subject matter to students and scaffold learning through the use of instructional
strategies and effective classroom management techniques (Shulman, 1987). All
four teachers provided evidence that they used their pedagogical knowledge in
relation to their content areas. In fact, many of their statements regarding
pedagogy overlapped with their statements regarding differentiation. Roger noted
his daily use of podcasts so that students could support themselves at home if
they did not comprehend the lesson at school. In his classroom video, he
demonstrated his use of Qwizdom Student Response System, a strategy for
ensuring that he engaged with each student in the class every day. Qwizdom
randomly selects students to answer questions throughout the class period,
promoting equity in the class. Rachel and Mandy discussed their use of project-
based learning and other instructional strategies within the class, and Phil used

proximity and a rewards system to manage the class.

Stakeholders, many of them non-educators, provided evidence of the
teachers’ ability to combine content knowledge with pedagogical knowledge to

increase student achievement. In support of Roger, one stakeholder said:

Roger is the teacher every high school math teacher wishes their
students had first because he builds a rock solid math foundation

that the students use the rest of their lives. Roger is the best
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teacher | have ever seen from a purely academic point, but that is

only the beginning of what makes him exceptional.

Another supporter of Roger said, “Having a teacher with the ability to truly
teach and reach out children is a much rarer commodity.” These expert
teachers provided evidence that they are knowledgeable of their content

and pedagogy.

| found that all expert teachers in this study provided evidence of content
mastery, combining content knowledge with pedagogical knowledge. However, |
concluded that Shulman’s (1987) phrase “pedagogical content knowledge” (PCK)
should replace the term “content mastery” as a central tendency of expert
teachers. Shulman (1987) described PCK as “that special amalgam of content
and pedagogy that is uniquely the province of teachers, their own special form of
professional understanding” (p. 8). He further described PCK as “the blending of
content and pedagogy into an understanding of how particular topics, problems,
or issues are organized, represented, and adapted to the diverse interests and
abilities of learners, and presented for instruction” (Shulman, 12987, p. 8). PCK
includes content knowledge and knowledge of how to tailor instruction for
students with diverse needs. PCK more closely encompasses the ideas
represented in this study, which should be reflected in the title of this central

tendency.
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Persistence

Whereas Smith and Strahan (2004) did not discuss persistence as a
central tendency of expert teachers, Giun (2014) found that expert teachers
displayed persistence, which he described as “to continue explaining until a
language point is fully understood” (Glin, 2014, p. 85). As discussed in the
literature review, Gun (2014) did not elaborate further on the idea of persistence,

besides providing two examples from his data set. One teacher said:

| did not plan to spend this much time on explaining the word
‘independent’. They did not get it with one example, so | had to
give more examples and spend a lot more time than planned. |
didn’t want to let this go until | saw in their faces that they got the
meaning of the word. At this point | totally forgot about what I had

put in my lesson plan (Gin, 2014, p. 85).

Another teacher said, “I am an old school teacher. | am patient. | never let

things go without having been learnt properly” (Gin, 2014, p. 85).

Elements of this definition are represented in the student-centered
approach data as an action of a teacher responding to the needs of the students.
However, while reviewing my data set, | noted that the teachers demonstrated
persistence in creating lessons that encouraged students to rise to high,
individualized standards. Thus, the data led me to forgo Guin’s definition of
persistence and redefine it to include students’ needs to be challenged,

supported, and held to high standards (Knapp, Shields, & Turnbull, 1995; Lee,
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Smith, Perry, & Smylie, 1999; Middleton & Midgley, 2002). | found three
subthemes, which were represented to varying degrees in the data set. The
subthemes are as follows: high expectations for students, high expectations for
teachers, and individualized academic press. See Table 12 for a brief overview of

central tendency seven, persistence.

Table 12

Overview of Central Tendency 7: Persistence

First Order Second Order Category and Definition Code Kind
Category Number

7. These High expectations for students- relates to the 7.1 E
teachers teacher's belief that students should be held

demonstrate to high standards, including higher order
persistence  thinking tasks that encourage students to be
in creating creative, free-thinkers(Knapp, Shields, &
lessons that  Turnbull, 1995; Lee, Smith, Perry, & Smylie,
encourage 1999; Middleton & Midgley, 2002).

students to High expectations for teachers- relates to the 7.2 E
rise to high, teacher's belief that teachers should be held
individualized to high standards in planning and executing
standards. high-quality lessons (Knapp, Shields, &
Turnbull, 1995; Maye, 2013).

Individualized academic press- relates to the 7.3 E
teacher's belief that students should feel

individualized press or challenge in the

classroom (Blackburn & Williamson, 2013).

Note. AP- a priori; E- emergent

| defined subtheme one, high expectations for students, as follows: relates
to the teacher's belief that students should be held to high standards, including
higher order thinking tasks that encourage students to be creative, free-thinkers
(Knapp, Shields, & Turnbull, 1995; Lee, Smith, Perry, & Smylie, 1999; Middleton

& Midgley, 2002). All four teachers provided evidence of their belief in this
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subtheme. As a gifted specialist and resource teacher, Mandy said she desired
to incorporate higher order thinking tasks and questions in every lesson. Mandy

said:

| ask them to think differently than they have ever thought before.
Sometimes students remark that my class makes their brains hurt,
but the amazing ideas, innovations, projects, and products my
students produce help me realize that | am doing the right thing. |
know what they need to know, and the way | plan it and package

the learning makes all the difference in the world.

In his overview of the revised Bloom’s Taxonomy, Krathwohl suggested
six hierarchical categories of content depth from least complex to most
complex: remembering, understanding, applying, analyzing, evaluating,
and creating (Krathwohl, 2002). In Mandy’s classroom practices and
stated beliefs, she encouraged students to complete tasks all along the
Bloom’s Taxonomy, including projects and products that required students
to critique, which correlates with the revised Bloom’s “evaluate” category,
and produce, which correlates with the revised Bloom’s “create” category

(Krathwohl, 2002).

Like Mandy, Phil's percussion unit activities required students to
complete tasks within different taxonomy domains. Phil asked students to
recall previous knowledge of percussion instruments, or “remember”;

determine how pianos create sound, or “understand”; organize different
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instruments to determine how they create sound, or “analyze”; and

produce their own homemade instruments, or “create.”

Rachel said she embedded several opportunities for students to

create into her lessons. Rachel said:

My greatest contributions and accomplishments in education come
from my belief that the future of society's growth and development
is dependent upon the influence and the drive of creative teaching
in classrooms. In my classroom, artistic skill and development are
important, but what | know to be even more imperative to the
future of my students is the value of emphasizing creative thought
during the learning process. As a young student, | remember being
encouraged to use my imagination, but as | got older, the
emphasis on critical and creative thinking in school diminished
significantly. | believe that once a student is provided the
opportunity to be innovative and original in a classroom, the
challenge of the lesson will be accepted because of individual
ownership. My goal as a teacher is to encourage students to
overcome obstacles and for them to find not just one, but many

solutions to the challenges at hand in life and in learning.

These four teachers shared a belief in holding students to high standards
by exposing students to higher order thinking tasks and encouraging

individuality through creativity.
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Subtheme two, high expectations for teachers, is defined as follows:
relates to the teacher's belief that teachers should be held to high standards in
planning and executing high-quality lessons (Knapp, Shields, & Turnbull, 1995;
Maye, 2013). The ability to plan higher order thinking activities for students
requires “conscious and concentrated effort” (Maye, 2013, p. 35) and “deliberate
planning and conscientious practice” (Maye, 2013, p. 36). The expert teachers in
this study persisted through the difficulty of creating advanced lessons, holding
themselves to high expectations. Rachel said, “Educators must also have the
stamina and courage to support change by addressing outdated educational
practices that do not support the needs of students.” In a letter of support for
Roger, one stakeholder said, “He spends many hours developing technology-
based experiences in his classes (which he happily shares with other teachers).”
These teachers believed in sacrificing time and energy to ensure that students
were equipped with the ability to think critically. Roger’s statement summarizes
this theme: “They need teachers who will raise the bar for them, demonstrating
that while they hold high expectations for their students, they also hold high

expectations of themselves as well.”

Subtheme three, individualized academic press, is defined as follows:
relates to the teacher's belief that students should feel individualized press or
challenge in the classroom. Sometimes, teachers may believe that they are
challenging the class as a whole, but individual students do not feel pressed
according to their abilities (Middleton & Midgley, 2002). Three of the expert

teachers in this study demonstrated a belief in individualized academic press.
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Rachel said she focused heavily on individual skill and progress. She said, “In
my class, students are challenged to find their own voice as an artist and to
believe that what they accomplish during class is valuable.” She further said, “In
my class, students know that it takes stamina, passion, and perseverance to
create a successful final product that tells the story of the individual producing the
work.” As noted relative to pacing, Rachel’s art curriculum is skills-based, and

students’ individual skill mastery determines if they progress to the next level.

| found that the expert teachers in this study demonstrated a belief in the
importance of persistence, including a belief in holding high expectations for
students and themselves. These teachers sacrificed time and energy to craft
unconventional lessons that encouraged students to think critically. The teachers
helped students comprehend the content and encouraged meaningful learning by
allowing students to analyze, evaluate, and create. | concluded that persistence
is a central tendency exhibited by the expert teachers in this study. Thus, |
recommend its addition to the six central tendencies of expert teachers originally

proposed by Smith and Strahan (2004).

Overlapping Subthemes

In this chapter, | briefly discussed the overlap among three sets of
subthemes. First, | noted that subtheme 4.1, teachers take responsibility for
student learning, is interconnected with subthemes 3.1 and 3.2, teachers
conscientiously build relationships with students and parents. Secondly, | noted

that subtheme 4.2, teachers are responsive to students’ needs, is interconnected
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with subtheme 2.4, students and teachers share directional power. Thirdly, |
noted that subtheme 6.2, pedagogical knowledge, is interconnected with
subtheme 4.3, differentiation. In these cases, | applied “two or more codes to a
single datum” (Saldana, 2009, p. 5) because the data pieces were closely
connected by similarity, sequence, correspondence, or causation (Saldana,
2009). In his book, The Coding Manual for Qualitative Researchers, Saldana
(2009) emphasized that “data within [qualitative inquiry] cannot always be
precisely and discretely bounded” (p. 6). Instead, as Sternberg and Horvath
(1999) suggested, “categories tend to be ‘fuzzy’ on the issue of whether
particular objects are valid category members” (p. 10). Thus, some pieces of data

were simultaneously coded (Saldana, 2009).

Subtheme 4.1, teachers take responsibility for student learning, entails
teachers taking personally the successes and failures of their students;
Subthemes 3.1 and 3.2 describe expert teachers’ practice of conscientiously
building relationships with students and their parents. Naturally, concerned
parents connect with teachers who make a difference in their children’s lives, and
students maintain positive emotions about teachers who help them succeed.
Thus, one way that teachers are able to conscientiously build relationships with
students and parents is by helping students achieve success. Subtheme 4.1 is
interconnected with subthemes 3.1 and 3.2 by a correspondence pattern, or “in
relation to other activities or events” (Saldana, 2009, p. 6). See the following data

example from study participant, Rachel:
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“| also feel rewarded by the relationships that | have gained with my
current students. During my first year of teaching at BTW, | had the
pleasure of instructing Chintia, who lived in Indonesia prior to moving to
the United States. She knew very little English but had such a natural
artistic talent and drive to learn as much as she could in her studies.
Chintia’s parents were very supportive of her, but they could not help her

with writing and English.”

Rachel, an art teacher and participant in this study, went on to discuss how she
was able to help the student develop her English and art skills, attend college,
and receive a fellowship for a master’s program. She further indicated that the
student returned to her class during school breaks to help other students.
Rachel’s ability to develop a relationship with Chintia (subthemes 3.1), was
closely connected to her ability to take responsibility for Chintia’s learning by

ensuring her success in English as well as art.

Similarly, subtheme 4.2, teachers are responsive to students’ needs, is
interconnected with subtheme 2.4, teachers and students share directional
power. Subtheme 4.2 describes teachers’ attitudes toward structuring activities
around the needs of students, pacing appropriately, and connecting content to
the real world. Subtheme 2.4 involves teachers’ attitudes toward providing
student choice in curriculum decision-making based upon interest surveys and
polls. The data related to these two subthemes was closely connected through
the correspondence pattern. See the following example from study participant
Mandy:
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Carolena was a fourth grade student and ballet dancer. She
danced every day, putting in almost thirty hours a week after
school. Her path was set. She had the lead role in the Nutcracker
that year and thought only of how she could make her dancing
perfect for the final performance. How did | get her attention? What
seemed natural to me as a personal teaching style may not be to

others- allow students freedom and flexibility while learning.

Mandy responded to the student’s need to relate the lesson to her life. In
addition, she shared directional power with the student by allowing her to select
the topic for her study. Subthemes 4.2 and 2.4 shared a close relationship in that

they seemed to occur together within the data.

Finally, subtheme 6.2, pedagogical knowledge, is interconnected with
subtheme 4.3, differentiation. Pedagogical knowledge relates to the teacher’s
ability to convey subject matter to students and scaffold learning through the use
of instructional strategies and effective classroom management techniques
(Shulman, 1987). Differentiation involves tailoring the content, process, product,
or learning environment to the needs of individual students (Tomlinson, 2000).
These two themes also appeared in the data through the correspondence
pattern. Consider the following example in which one stakeholder described

study participant Roger’s class:

"In math class, he explains to them many different ways to reach the

same conclusion. He gives them different ways to think about how and
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why a math problem turns out the way it does, and as you already know,
each child thinks differently, and it helps them to grasp the math concept
in their own way. They may not understand the math equation in the same
ways, but each child feels great about their accomplishment once they

master a problem."

Roger differentiated the process, or “the activities in which the student engages
in order to make sense of or master the content” (Tomlinson, 2000, p. 2) by
providing multiple pathways toward understanding the skill. In addition, he used
his pedagogical knowledge, or ability to convey subject matter using multiple

means, in order to effectively instruct the students.

Summary

In this study, | grounded a theory of teacher expertise by collecting and
analyzing classroom videos, essays, and stakeholder letters of support for
teachers selected as district winners in the state-wide Alabama Teacher of the
Year competition. The theory | grounded is that expert teachers share seven
central tendencies: These teachers exhibit confidence in themselves and their
colleagues; promote classroom community by increasing student input in
decision-making; foster positive teacher-student relationships, practice a student-
centered approach; lead teachers and other stakeholders in educational
decision-making and serve the larger community; meet indicators that support
content mastery; and persist in setting high standards for themselves and for

students collectively and individually.
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CHAPTER 5: CONCLUSION

Many researchers have contributed to our understanding of teacher
expertise by comparing expert teachers to non-experts (Carter, et.al., 1988;
Gonzalez & Carter, 1996; Ho & Liu, 2005; Livingston & Borko, 1989; Qiong &
Yujing, 2009; Westerman, 1991) or comparing more experienced pre-service
teachers to less experienced pre-service teachers (Byra & Sherman, 1993). In
their call for a reconceptualization of teacher expertise, Sternberg and Horvath
(1995) suggested a study of teacher expertise that noted similarities among

expert teachers. Maslow said:

If we want to know how fast a human being can run, then it is of no use to
average out the speed of a 'good sample' of the population; it is far better
to collect Olympic gold medal winners and see how well they can do.

(1971, p. 6)

Likewise, if researchers want to study excellence in teaching, then it is of less
use to average out the practices and beliefs of a “good sample” of all teachers; it

is more useful to study the beliefs and practices of expert teachers.

Drawing upon the recommendations of Sternberg and Horvath (1995),

three studies have been conducted that compared expert teachers using a
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prototype view (Gin, 2014; Li, Huang, & Yang, 2011; Smith & Strahan, 2004).
These researchers found six central tendencies of expert teachers: confidence,
classroom community, teacher-student relationships, student-centered approach,
leadership and service, and content mastery. Gun (2014) found an additional
central tendency that he termed “persistence.” Because only three studies were
conducted and these researchers (Gun, 2014; Li, Huang, & Yang, 2011; Smith &
Strahan, 2004) included a combined sample size of less than 20 participants,
further research was needed to verify their findings. Therefore, the purpose of
this study was to explore similarities in the 2009-2013 Alabama Teacher of the
Year applications; replicate past studies of teacher expertise that used a
categorization, prototype model; and ground a theory of expert teaching. | used
one research question to guide my study, along with four supplementary

guestions.

Research Question

How were 2009-2013 Alabama Teacher of the Year applications similar?

a. What words and phrases did teachers use to describe their practice?
b. What meanings did these teachers attach to these descriptions?
c. What concepts related to teaching appeared across participants?
d. How were these concepts categorized and integrated into a prototype

that represents the central tendency of these teachers?
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Summary of Findings

| studied four teachers who participated in the Alabama Teacher of the
Year program between 2009 and 2013. The teachers submitted their Alabama
Teacher of the Year application packets which contained teaching philosophies,
stakeholder letters of support, educational histories and biographies, teacher of
the year messages, community involvement essays, and essays that discussed
education trends and solutions. Each teacher included a 15-minute video

recording of a lesson.

These teachers represented elementary and secondary schools and were
teaching math, gifted and resource, art, and music courses at the time of this
study. Combined, the teachers have taught first through twelfth grade, along with
the following subjects: math, English, history, art, music, photography,
journalism, special education, and gifted courses. | found that the teachers
identified with the six central tendencies of teacher expertise originally proposed
by Smith and Strahan (2004). | found that the teachers articulated beliefs or

demonstrated practice of all of the themes, to varying extents.

Themes and Subthemes

Theme one, confidence, included these subthemes: subtheme 1.1,
confidence in self; subtheme 1.2, confidence in teaching ability; and subtheme
1.3, confidence in fellow teachers. All teachers provided evidence of subthemes
1.1 and 1.2, and two teachers provided evidence of subtheme 1.3, an emergent

code. Because teaching is such a complex, fluid field, self-confidence is critical
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for longevity (Bandura, 1992; Friedman & Farber, 1992). | found that some
teachers’ past positive relationships with their own parents and teachers were

closely connected to their confidence.

Theme two, classroom community, included these subthemes: subtheme
2.1, guide on the side; subtheme 2.2, shared verbal power; subtheme 2.3,
shared physical space; and subtheme 2.4, shared directional power. Three
teachers provided evidence of subtheme 2.1; two teachers provided evidence of
subthemes 2.2 and 2.3, and all four teachers provided evidence of subtheme 2.4.
The classroom community theme is based in constructivist views of learning,
views that the teacher’s role is to strengthen and guide students’ skills in solving
real-world problems (Anderson, Greeno, Reder, & Simon, 2000; Brown, Collins,
& Duguid, 1989; Slavin, 2006). To that end, the teachers articulated a belief in
ensuring that “schooling provides more than a series of lectures and discrete
workbook exercises” (Slavin, 2006, p. 243), including opportunities for discovery

and discourse.

Theme three, teacher-student relationships, included these subthemes:
subtheme 3.1, conscientious relationship-building with students and subtheme
3.2, conscientious relationship-building with parents. All four teachers provided
substantial evidence of subthemes 3.1 and 3.2. In fact, of all of the themes
studied, teachers discussed their relationships with parents and students more
than all themes except the leadership and service theme (subtheme 5.1, 5.2, and
5.3). | found that the expert teachers studied held a strong belief in initiating and

maintaining positive relationships with students and parents, and they articulated
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that fostering positive relationships with students and parents helped families

know that they cared.

Theme four, student-centered approach, included these four subthemes:
subtheme 4.1, “take responsibility for student learning”; subtheme 4.2, “are
responsive to students’ needs”; subtheme 4.3, instruct and “assess students in a
variety of ways”; and subtheme 4.4, “exhibit a mastery goal orientation” (Smith &
Strahan, 2004, p. 367). Of all the central tendencies of teacher expertise, | found
the least amount of evidence for three subthemes, all of which were subthemes
of the student-centered approach. Those subthemes are 4.1, take responsibility
for student learning; 4.2., responsive to students’ needs; 4.3, assess students in

variety of ways.

Subtheme 4.1, take responsibility for student learning, indicates that
teachers take personally the failures and successes of their students (Smith &
Strahan, 2004). While teachers provided vast evidence that they took
responsibility for students’ successes, | found no evidence that the teachers took
responsibility for the failures of their students. However, the instruments used for
this study may have impacted this subtheme. Since teachers were submitting a
competitive application, they may have been leery of recalling a time when they

had failed in lesson planning, content delivery, or pedagogical skill.

For subthemes 4.2, responsive to students’ needs, and 4.3, instruct and
assess students in a variety of ways, | found partial evidence. Subtheme 4.2,

responsive to students’ needs, indicates that expert teachers support students
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through appropriate pacing and connecting the content to the real world. | found
little evidence that the expert teachers in this study responded to students’ needs
in regard to pacing. Only two teachers discussed pacing, and one teacher’s
descriptions were not detailed. Subtheme 4.3, instruct and assess students in a
variety of ways, indicates that expert teachers should differentiate by content,
process, product, and learning environment. | found no evidence of learning
environment differentiation. Tomlinson (2000) said that differentiation of the
learning environment can positively impact the classroom environment,
promoting inclusion, acceptance, and diversity. Likewise, appropriate pacing can
make students feel supported. Thus, further research should be conducted to
determine if supportive pacing and differentiation by learning environment are
subthemes that are important to expert teachers, particularly for teachers of

diverse populations of students.

Conversely, | found that the expert teachers in this study provided
evidence that they assessed students in a variety of ways (subtheme 4.3) and
promoted a mastery goal orientation (subtheme 4.4). The teachers, their
stakeholders, and classroom video footage all provided evidence that the
teachers differentiated instruction by content, process, and product. In addition,
the teachers overwhelmingly used mastery goal orientation language in their
statements of belief as well as their classroom practices. Thus, | concluded that
the expert teachers in this study shared a central tendency to differentiate
instruction by content, process, and product, and they also promoted a mastery

goal orientation in their classrooms.
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Theme five, leadership and service, included these subthemes: subtheme
5.1, modeling for and mentoring teachers; subtheme 5.2, informing school,
district, and community policies and actions; and subtheme 5.3, serving the
school and larger community. The latter subtheme was an emergent code. All
teachers provided evidence of all subthemes. Of all of the themes, leadership
and service was most widely discussed by expert teachers in this study. These
teachers articulated beliefs and demonstrated practices of serving the teaching
profession through mentorship and activism. Additionally, these teachers showed
an extraordinary commitment to the larger community through volunteerism.
These teachers have acted as missionaries, police officers, Boy Scout leaders,
philanthropists, etc. The teachers recognized community service as an important

professional duty that teachers should model for students.

Theme six, content mastery, included two subthemes: subtheme 6.1,
subject matter knowledge and subtheme 6.2, pedagogical knowledge. All
teachers provided evidence of the two subthemes. Because determining content
knowledge was beyond the scope of this study, | used three indicators as
evidence of subject matter knowledge: a willingness to seek to improve practice
through professional development, a willingness to collaborate with others (Smith
& Strahan, 2004), and a willingness to engage in lifelong learning. After reviewing
teachers’ evidence of subject matter knowledge and pedagogical knowledge, |
concluded that Shulman’s (1987) phrase “pedagogical content knowledge” (PCK)

should replace the term “content mastery” as a central tendency of expert
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teachers because it more accurately reflects the way this theme was

demonstrated by the teachers.

Gun (2014) originally proposed theme seven, persistence, as an additional
central tendency of teacher expertise. He defined persistence as follows: “to
continue explaining until a language point is fully understood” (p. 85). Gun (2014)
provided two quotes from his data set that reflected the idea of teachers
continuing to clarify their instruction until it was understood by the students.
Elements of this definition were embedded in theme four, student-centered
approach, as an action step toward responding to the needs of the students.
However, after continuing to analyze the data, | noticed that one teacher in my
study discussed responding to students’ needs, like the teachers in Gin’s study,
but overwhelmingly, the teachers discussed a different concept: planning and
executing cognitively demanding lessons that challenged students individually
and collectively. Gun’s definitions and examples related to expert teachers’

reactive need to ensure understanding.

The data from my study revealed that expert teachers also proactively
formed lessons that were challenging to create and challenging for students to
complete. Therefore, theme seven, persistence, included these subthemes: high
expectations for students, high expectations for teachers, and individualized
academic press. The data suggested that the link to each of the subthemes was
expert teachers’ resolution to require the best of their students and themselves,

hence the theme heading, persistence.
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All four teachers provided evidence of all three subthemes. They provided
evidence that they challenged themselves to consistently deliver high quality
lessons, embedding higher order thinking questions and tasks in their lessons.
Summarizing the tenets of this theme, study participant Rachel said, “l am
persistent in my effort... to produce students who are driven to create thoughtful
and reflective artwork.” | concluded that persistence should be recognized as a
separate central tendency because study participants articulated the belief and
demonstrated the practice of consistently challenging themselves as well as their
students. These teachers recognized the difficulty in consistently creating
rigorous lessons, yet they persisted in their efforts to challenge students

individually as well as collectively.

Role of Framework

| used three lenses to ground my study: the prototype lens of teacher
expertise (Sternberg & Horvath, 1995); the categorization model as proposed by
Sternberg & Horvath and formed by Smith and Strahan (2004) and Gin (2014);
and the Criteria for Judging the Alabama Teacher of the Year Candidates
(Alabama State Department of Education, 2012-2013). Each lens played a key

role in my study, as outlined below.

First, the prototype model helped me narrow the scope of my study. The
prototype model states that researchers should only include participants who
“bear a family resemblance” and are “perceived to be similar—'seem to go

LR

together” (Sternberg & Horvath, 1995, p. 9). Thus, | narrowed my participants to
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Alabama teachers who had reached the semi-finals or higher in the Alabama

Teacher of the Year program within a five year-span.

Second, | used the categorization model of teacher expertise to form a
priori codes. | analyzed the data multiple times using reading and memoing, open
coding, axial coding, and selective coding. After completing this process, |
compared my categories to the a priori codes formed by Smith and Strahan
(2004) and Gun (2014). A key part of my study was verifying Smith and Strahan’s
six central tendencies of teacher expertise, as well as Gln’s additional central
tendency. As noted above, | concurred with the findings of Smith and Strahan.

However, | dissented with the findings of Gun.

Third, | used the Criteria for Judging the Alabama Teacher of the Year
Candidates to frame my study. See Appendix 1. The criteria mandated that
teachers write essays on the following topics: educational history, professional
biography, community involvement, philosophy of teaching, education issues and
trends, and Alabama teacher of the Year message. In addition, the judges
required that teachers submit stakeholder letters of support. The judging criteria
impacted this study in two main ways: It provided a guide to the topics the
committee valued, and it directed the teachers’ focus to the topics assigned. At
the beginning of the study, | surmised that the criteria would limit the topics the
teachers discussed. However, the range of topics the teachers discussed
seemed to indicate that they were not hampered by the criteria. Instead, they

artfully embedded the judging requirements within their individual essays.
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Role of Constructivism

Based heavily in the work of Piaget and Vygotsky, constructivist theories
of learning are “theories that state that learners must individually discover and
transform complex information, checking new information against old rules and
revising rules when they no longer work” (Slavin, 2006). Teachers who identify
with constructivist theories employ the following theories: social learning (i.e.
cooperative learning, discovery learning, and project-based learning) as well as
mediated learning (i.e., self-regulated learning, scaffolding, and top-down
processing). The data suggested that the teachers in this study articulated beliefs
or demonstrated practice of several constructivist theories of learning. Of the
seven themes | formed through data analysis, | noted that five were deeply
connected to constructivist theories of learning: classroom community, student-
centered approach, leadership and service, content mastery, and persistence. |
noted that the three themes were heavily connected to constructivist learning

theories through social learning and mediated learning goals.

Two key, overlapping schools of thought guide constructivist practices.
First, “teachers cannot simply give students knowledge. Students must construct
knowledge in their own minds. The teacher can facilitate the process...” (Slavin,
2006, p. 243). Thus, the teachers in this study created communities of learners
(theme 2) in which they served as guides on the side (subtheme 2.1). Second,
the teacher’s role as a facilitator was to teach “in ways that make information

meaningful and relevant to students, by giving students opportunities to discover
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or apply ideas themselves, and by teaching students to be aware of and

consciously use their own strategies for learning” (Slavin, 2006, p. 243).

As a strategy for helping students construct their own knowledge and
engage in their classroom communities (theme 2), the teachers utilized social
learning theories (i.e. cooperative learning, discovery learning, and project-based
learning). The teachers encouraged students to share verbal power (subtheme
2.2) through collective discourse, physical space (subtheme 2.3), and directional
power (subtheme 2.4). The teachers removed the mental barriers to their
classroom by offering students opportunities to learn and serve the larger

community (subtheme 5.3) through community service projects.

As a second strategy for helping students construct their own knowledge
and improve metacognition, the teachers utilized mediated learning theories,
which state that “students should be given complex, difficult, realistic tasks and
then be given enough help to achieve these tasks” (Slavin, 2006). The teachers
provided support by responding to students’ needs (subtheme 4.2) for
appropriate pacing and connection to the real world; taught and assessed
students in a variety of ways (subtheme 4.3); and promoted a goal mastery
orientation by emphasizing achievement and personal mastery. The mediated
learning theories promote persistence (theme 7) by encouraging high
expectations for students (subtheme 7.1) and individual challenge (subtheme

7.3).
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Important and Novel Contributions

Sternberg and Horvath (1995) said that a prototype view yielded two
results. “First a prototype view allows us to adopt a fuller, more inclusive
understanding of teacher expertise without falling into a trap of making everyone
a presumptive expert” (Sternberg & Horvath, 1995, p. 9). Second, the prototype
view encouraged a “basis for understanding apparent ‘general factors’ in
teaching expertise” (Sternberg & Horvath, 1995, p. 9). This study provided four
contributions to the research on teacher expertise using a categorization,
prototype model: the addition of a visual representation of the grounded theory,
the formation of subthemes that support existing themes, the addition of two new
subthemes, and the addition of one major theme. | believe that this study
contributed to a “more inclusive understanding of teacher expertise” (Sternberg &
Horvath, 1995, p. 9) because it included broad themes, subthemes, and

exemplars that captured a range of beliefs and practices.

Visual Representation of the Grounded Theory

Smith and Strahan (2004) identified six central tendencies of expert
teachers. In this study, | verified the six central tendencies and identified one
additional central tendency. | noted that teachers provided varying degrees of
evidence related to each central tendency. In an effort to demonstrate the
relationship between the central tendencies and the strength of the evidence
teachers provided in their application packets, | created The Grounded Theory of

the Central Tendencies of Expert Teachers Figure. See Figure 3.
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Figure 3: The Grounded Theory of the Central Tendencies of Expert Teachers

Figure

| included four hierarchies to categorize teachers’ evidence of each central
tendency, from least to greatest. The no evidence rating means the teachers did
not include discussions or practices of the central tendency. The evidence of
belief rating means the teachers recognized or explained the importance of the

central tendency but did not provide specific examples of their use of the central
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tendency. The evidence of practice rating means the teachers provided specific
evidence of implementing or testing the central tendency. The evidence of
leading others in practice rating means the teachers provided specific evidence
of implementing the central tendency, and they also instructed, modeled, or
mentored others in utilizing the central tendency. The figure demonstrates that
the hierarchies are connected to each central tendency. As a teacher starts from
the center, the no evidence rating, and moves closer to a central tendency, the

teacher increases practice of the central tendency.

Subthemes that Support Existing Themes

In previous qualitative studies of teacher expertise that used a
categorization model to note central tendencies (Gun, 2014; Li, Huang, & Yang,
2011; Smith & Strahan, 2004), the researchers organized the categories around
themes. However, in this study, | added an additional hierarchical layer, including
subthemes and definitions that supported the major themes. While many of the
subthemes were alluded to in the previous three studies, they were not explicitly
defined. See Appendix 5, Abbreviated Codebook, for a complete list of the

subthemes and their definitions.

Each subtheme provided checkpoints toward evidence of each
overarching theme, providing a clearer indication of each teacher’s beliefs and
practices. See Figure 4, which shows how | plotted study participant Roger’s
application packet data using The Grounded Theory of the Central Tendencies of

Expert Teachers Figure.
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Figure 4. Roger’s data plot of the central tendency subthemes using The

Grounded Theory of the Central Tendencies of Expert Teachers Figure.

Figure 4 demonstrates the span of Roger’s beliefs and practices, as
evidenced by his application packet. As was the case with each participant,
Roger provided evidence of practice or evidence of leading others in practice in a
majority of the subthemes. In addition to highlighting areas of strength, the figure
also demonstrates the areas in which Roger provided the least amount of
evidence. The areas in which he provided no evidence were areas in which
participant Mandy led others in practice. See Appendix 6 for a visual

representation of each teacher’s alignment to the subthemes.
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The visual representations demonstrate that the study participants
provided more evidence of some subthemes than other subthemes. Consider the
following example. Subtheme 2.2, shared verbal power, emphasizes that the
students' voices are heard in the classroom just as much or more than the
teacher's. In this study, Roger provided no evidence of belief; Rachel provided
evidence of belief, Phil provided evidence of practice, and Mandy provided
evidence of leading others in the practice. During Mandy’s video-taped lesson,
another teacher observed Mandy to learn how to use the Socratic circle, a
teaching method that promotes student discourse in the classroom. This variance
among the four teachers is important because it allowed me to “adopt a fuller,
more inclusive understanding of teaching expertise” (Sternberg and Horvath,
1995, p. 9) as | created the subthemes, the stepping stones toward each broad
theme. It also allowed me to conceptualize this variance in The Grounded Theory
of the Central Tendencies of Expert Teachers Figure. The results indicated that
not all experts excel at all things all of the time. Thus, a prototype is unlike a
recipe or formula because it captures a range of beliefs and practices of expert
teachers. Themes represent the varied ways of practicing a central tendency.
Thus, an expert teacher may not fulfill all components of a subtheme in order to

demonstrate proficiency within a central tendency.

Two New Subthemes

Subtheme 5.3, community service, is a new contribution. This subtheme
emerged after | encountered several statements related to teachers’ service to

the larger community. Several personal beliefs of expert teachers are not
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‘requirements” of the teaching profession, but they were tendencies of the

experts in this study.

Another new subtheme, confidence in fellow teachers, calls attention to
the importance of school-based collective teacher efficacy. During the data
collection phase, | noted that many of the teachers who were eligible for this
study taught at the same schools. Calik and colleagues (2012) found that
teachers’ collective beliefs in their instructional capability affected school climate,
and Goddard (2001) found that teachers’ collective efficacy affected the choices
the teachers made. In addition, the teachers in this study discussed the important
ways in which they relied on collaboration with their peers to improve student

achievement.

One New Major Theme

Gun (2014) first discussed persistence as a central tendency of expert
teachers. However, as discussed previously, the definition Gin (2014) provided
focused on teachers’ reactive tendency to continue explaining a concept until
satisfied that students have acquired knowledge. On the contrary, the
persistence described by most teachers in this study focused on rigorous
expectations that teachers place on themselves and their students. In this study,
persistence is defined as teachers’ beliefs that all students should be challenged,
supported, and held to high standards (Knapp, Shields, & Turnbull, 1995; Lee,

Smith, Perry, & Smylie, 1999; Middleton & Midgley, 2002). | used this definition
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and three new subthemes to contribute to the research on central tendencies of

expert teachers.

Like community service, persistence represents a personal belief that is
not an explicit requirement for teachers (AQTS, 290-3-3-.04). The subthemes are
high expectations for students, high expectations for teachers, and individualized
academic press. All teachers identified with the subthemes high expectations for
students and teachers. Three of the four teachers identified with individualized

academic press.

Practical Recommendations for Practitioners

The purpose of this study was to explore similarities in the 2009-2013
Alabama Teacher of the Year applications; replicate past studies of teacher
expertise that used a categorization, prototype model; and ground a theory of
expert teaching. Ultimately, my goal was to conduct a study of teacher expertise
that informed the work of educational leaders and teachers. Therefore, | included
two major practical recommendations for practitioners. First, | compared and
contrasted the Alabama Quality Teaching Standards to the central tendencies of
teacher expertise and provided suggestions to practitioners. Second, | provided a
self-assessment tool that education leaders and experienced teachers can use

heuristically to select appropriate professional development.

Alabama Quality Teaching Standards

The Alabama Administrative Code (AAC) provides specific standards that
Alabama teachers should meet as they seek professional competence. These
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standards are outlined in the AAC as the Alabama Quality Teaching Standards
(AQTS), which state, “Pursuant to the mission of improving the academic
achievement of all students in the public schools of Alabama, teachers will align
their practice and professional learning with the following standards” (290-3-3-
.03, p. 3-3-28). The AQTS consist of five standards and 131 indicators. Standard
2, “Teaching and Learning,” contains 46 indicators, the most of all of the

standards. See Table 13 for an overview of the AQTS.

Table 13

Alabama Quality Teaching Standards Overview

Standard Topic Subtopics Number of

Number Indicators

1 Content Academic Discipline, Curriculum 8
Knowledge

2 Teaching and Human Development, Organization 46
Learning and Management, Learning

Environment, Instructional
Strategies, and Assessment

3 Literacy Oral and Written Communications, 24
Reading, Mathematics, and
Technology

4 Diversity Cultural, Ethnic, and Social 20

Diversity, Language Diversity,
Special Needs, Learning Styles,
and General

5 Professionalism  Collaboration, Continuous, Lifelong 33
Professional Learning, Alabama-
Specific Improvement Initiatives,
School Improvement, Ethics, and
Local, State, Federal Laws and
Policies

The AQTS provide the framework for EDUCATEAlabama, “the system

that provides the instrumentation and procedures for collecting and analyzing
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information about an educator’s current level of practice within the continuum”

(Starkey, 2012, p. 13).

Of the 131 indicators, | found that 65 indicators were closely aligned with
the central tendencies of expert teachers who participated in this study. One
theme and two subthemes included in this study were not addressed in the
AQTS. See Figure 5 for a visual representation of the central tendencies included

in the AQTS.
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AQTS Indicators that Align with Expert

Teacher Central Tendencies

B Number of AQTS Indicators
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Figure 5. AQTS indicators that align with expert teachers’ central tendencies

The AQTS do not address some personal and philosophical beliefs and

practices that researchers have identified as central tendencies of expert
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teachers. These personal beliefs were not addressed in the AQTS: confidence in
self, confidence in teaching ability, (Bradford, 2015; Gun, 2014; Li, Huang, &
Yang, 2011; Smith & Strahan, 2004), confidence in fellow school-based teachers
(Bradford, 2015), and high expectations for teachers (Bradford, 2015). Second,
the AQTS do not address these philosophical beliefs and practices: guide on the
side, shared verbal power, shared physical space, shared directional power, and

community service.

The AQTS provide a solid framework for pre-service, beginner, and
experienced teachers, outlining ethical, legal, and professional responsibilities.
The AQTS outline rudimentary concepts such as “Knowledge of standard oral
and written communications” (Alabama Administrative Code, Ch. 290-3-3, p. 3-3-
34), “Ability to access school, community, state, and other resources and referral
services” (Alabama Administrative Code, Ch. 290-3-3, p. 3-3-42), as well as
more complex concepts. Thus, | recommend that experienced practitioners utilize
the central tendencies of expert teachers in conjunction with the AQTS to help
them reflect upon and improve their current practice. The AQTS likely do not
include the personal beliefs outlined above because they are difficult to measure
or enforce. Likewise, | do not recommend that those subthemes be connected to
teacher evaluations. Instead, they can be used heuristically. Likewise, | surmise
that the AQTS do not include the philosophical beliefs outlined above because
the AQTS do not mandate a specific philosophy of teaching. These subthemes
are heavily based in the constructivist approach and are not requirements.

Instead, they represent the tendencies of expert teachers in this and previous
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studies. Teachers can use these subthemes to analyze their own practice and

make discoveries about themselves.

One important benefit of the central tendencies is their prototype nature.
When Sternberg and Horvath (1995) called for a reconceptualization of teacher
expertise, they noted that a prototype view could provide “variability in the
profiles of individual experts” (9). Whereas the AQTS provide standards that all
teachers must meet, the prototype view provides an additional layer of indicators
with which expert teachers align. Sternberg and Horvath (1995) offered the

following exemplar:

For present purposes, similarity may be considered to be an
increasing function of shared features and a decreasing
function of non-shared features. For example, a trombone
and trumpet share many features (made of metal tubing,
flared at one end, hand held) and are judged to be highly

similar to one another (p. 10).

Experienced teachers can engage in reflection that allows them to determine
how their current beliefs and practices align with the broad themes and

subthemes outlined in this and other prototype studies of teacher expertise.

Self-Assessment Tool

In an effort to assist educational leaders and experienced teachers in
determining appropriate professional development, | created the Experienced
Teacher Self-Assessment. See Table 14. Educational leaders should utilize the
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self-assessment in two ways. First, they should use the self-assessment to
reflect upon the beliefs and practices that they promote in their schools. As the
instructional leaders in schools, administrators influence instruction and learning
(Lynch, 2012). Thus, educational leaders should be careful not to deter teachers
from engaging in practices that might be effective for improving teaching and
learning because of the administrator’s personal preferences. Second,
educational leaders should use self-assessment results to gain better insight into
experienced teachers’ needs, which “have traditionally been neglected in the
professional development literature” (Taylor, Yates, Meyer, & Kinsella, 2011, p.

92).
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Table 14

Experienced Teacher Self-Assessment

Directions: Reflecting upon your beliefs and practices about teaching and learning, determine
your relationship to each of the following indicators. The no evidence (NE) rating means you
have not reflected upon the indicator, or you do not believe the indicator is important. The
evidence of belief (EB) rating means you recognize and can explain the importance of the
indicator, but you have not practiced the indicator in the past two weeks. The evidence of
practice (EP) rating means you can recall a specific time in which you purposely used the
indicator within the past two weeks. The evidence of leading others in practice (ELP) rating
means you have practiced the indicator in the past two weeks, and you have instructed,
modeled, or mentored others in utilizing the indicator within the last year.

Theme Indicator and Definition

NE | EB | EP | ELP
1. lam Confidence in self- the teacher maintains positive beliefs
confident in “in oneself, belief in one’s power, and willingness to take
myself, both risks” (The Research Functional Staff of Research and

personally and Development Agency, 2014)

professionally.  Confidence in teaching ability- the teacher maintains
In addition, | positive views of self in relation to professional

am confident competence, worth, and professional satisfaction

in my school (Friedman & Farber, 1992).

colleagues. Confidence in fellow teachers- the teacher perceives that
the “faculty as a whole can execute the courses of action
necessary to have positive effects on students” (Goddard,
2001, p. 467). The teacher promotes collective efficacy.

2. | believe in Guide on the side- The teacher encourages “students to
and operate work actively, interactively, and cooperatively" (Graeff,
my classasa 2010, p. 265). The teacher decreases the amount of time
community of  used in lecture-style instruction.

learners. Shared verbal power- the students' voices are heard in the
classroom just as much or more than the teacher's.

Shared physical space- the teacher encourages students
to maintain a sense of ownership in the classroom (Smith
& Strahan, 2010) and move around the room as needed.

Shared directional power- the teacher ensures that
students are allowed to make choices in the classroom
related to the curriculum (Smith & Strahan, 2010). While
the skill or standard might remain the same, the content
and materials used to help students understand that skill
are targeted based upon the interests and goals of the

students.
3. 1 “maximize  Conscientious relationship-building with students- the
the teacher initiates and maintains positive teacher-student
opportunity to  relationships with students by “gaining knowledge about
develop them, working side-by-side with them” (Smith & Strahan,

relationships 2004) and engaging in conversation with them; “showing
with students” interest in their lives beyond the classroom (Anderman,

(Smith & Andrzejewski, & Allen, 2011, p. 996).

Strahan, 2004, Conscientious relationship-building with parents: the
p. 365) and teacher initiates and maintains positive contact with
parents. students’ families (Smith & Strahan, 2004).
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Table 14

Experienced Teacher Self-Assessment

(continued)

Theme Indicator and Definition NE | s | ep | ELp
4.1 Take responsibility for student learning- the teacher takes
“‘demonstrate  personally the failures and successes of his or her students
a student- (Smith & Strahan, 2004), reflecting upon teaching
centered pedagogy and engagement strategies.
approach to Responsive to students' needs- the teacher supports
instruction” students through appropriate pacing and connecting the
(Smith & content to the real world (Smith & Strahan, 2004).

Strahan, Instruct and assess students in a variety of ways- the

2004, p. teacher differentiates instruction by content, process,

365). product, or the learning environment (Tomlinson, 2000).
Goal mastery orientation- the teacher structures the class
“around learning objectives rather than performance goals”
(Smith and Strahan, 2004, p. 367); directs students to
focus on meaning-making, mastery, and self-improvement
(Pintrich & De Groot, 1990); and de-emphasizes grades.

5. I make Modeling for and mentoring teachers- the teacher is

contributions
to the

involved in improving current practice of pre-service, new,
and veteran teachers by demonstrating lessons and

“teaching helping teachers acquire skills that improve teaching and
profession learning (Andrzejewski, 2008; Barth, 1990; York-Barr &
through Duke, 2004).

leadership Informing school, district, and community policies and

and service” actions- the teacher is involved in improving current

(Smith & practice through activism, including service on various

Strahan, committees that impact education (Childs-Bowen, Moller, &

2004, p. Scrivan, 2000).

365). Serving the larger community- the teacher believes in the
importance of community service, including the school and
larger community and participates in service projects.

6.1 can Subject matter knowledge- the teacher seeks to improve

provide practice through professional development, collaboration

evidence that with others (Smith & Strahan, 2004), and engagement in

| am a master lifelong learning to remain current in educational practices.

of my Pedagogical knowledge- the teacher is able to convey

pedagogical subject matter to students and scaffold learning through the
content use of instructional strategies and effective classroom

knowledge. management techniques (Shulman, 1987).

7.1 High expectations for students- the teacher holds students

demonstrate  to high standards by including higher order thinking tasks

persistence that encourage students to be creative, free-thinkers

in creating (Knapp, Shields, & Turnbull, 1995; Lee, Smith, Perry, &

lessons that Smylie, 1999; Middleton & Midgley, 2002).

encourage High expectations for teachers- the teacher holds self to

students to high standards in planning and executing high-quality

rise to high, lessons (Knapp, Shields, & Turnbull, 1995; Maye, 2013)

individualized  Individualized academic press- the teacher provides

standards. individualized press or challenge in the classroom

(Blackburn & Williamson, 2013).
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After experienced teachers complete the tool, educational leaders can use
multiple methods to assist teachers in developing goals. First, educational
leaders can enlarge The Grounded Theory of the Central Tendencies of Expert
Teachers Figure provided in Figure 3 and ask the teachers to use self-stick notes
or other tools to transfer their self-assessment answers onto an enlarged graphic.
As illustrated in Figure 4, educational leaders will be able to note, at a glance, the
areas in which the experienced faculty members require additional professional
support. Second, educational leaders can use the self-assessment to meet with
individual teachers to discuss how the results can be used in their professional
learning plans. Third, leaders can encourage teachers to share their responses
with peers; select an indicator they would like to study and practice; and form
small professional learning teams who support one another in utilizing the
indicator. Fourth, the educational leaders and teachers can collaborate to

determine one or two indicators that they would all like to work on together.

| believe that the seven themes represent the necessary shifts in
education for what Senge (2012) titled “creating schools for the future, not the
past for all students” (p. 44). The suggested uses of the self-assessment tool
provided in the previous paragraph allow educational leaders to promote “four
critical capacities in students, teachers, and administrators”. “systems thinking;
education for sustainability; learner-centered pedagogy, authentic youth
engagement, and youth leadership; and building schools as learning

communities” (Senge, 2012, p. 46). Each of the critical areas connects with one

or more of the central tendencies of expert teachers.
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First, to make lasting changes in learning organizations, educational
leaders should understand that organizations are complex systems, and the
people within organizations form “webs of interdependence” (Senge, 2011, p. 1).
Thus, the problems of a few can impact the whole. Organizations can gain
insight into those problems by employing systems thinking: “seeing
interrelationships rather than linear cause-effect chains, and seeing processes of
change rather than snapshots” (Senge, 1994, p. 58). Senge (2011) suggested
that organization members challenge their mental models, learn from members
who view the organization in different ways, and prepare to work toward ridding

the organization of what they learned is problematic.

Central tendency one, confidence, is often viewed as a quality or
personality trait rather than a behavior or practice. However, a teacher’s lack of
personal, professional, or collective efficacy adversely impacts the learning
organization, sometimes leading to burnout (Bandura, 1992; Friedman & Farber,
1992) or lack of engagement in professional development (Kyndt & Baert, 2013).
Employee confidence is a major predictor of positive participation in work-related
learning (Kyndt & Baert, 2013). Thus, educational leaders should be concerned
about teacher confidence, seek to understand the problem, and work with
various members of the learning organization (i.e., teachers, other
administrators, students, parents, and community members) to cultivate a school

climate that promotes confidence.
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Second, educational leaders should understand that education
sustainability should be modeled within the learning organization. Senge (2012)
said:

Education for sustainability builds on systems thinking conceptual skills to

establish a context of community responsibility and engagement,

integrating ideas and approaches from many different content areas like

‘ecological literacy,” ‘sense of place,” and ‘sustainable economics’ (the

connections between economic, social, and natural systems), and

‘visioning’ (the ability to envision and invent a rich, hopeful future). (p. 47)
While schools included in this study are not currently ecologically sustainable, the
teachers’ leadership and community involvement actions represent progress
toward sustainability. For example, Roger had been a part-time police officer for
the past four years; he had been a charter member of the “Share the Beach”
program for nine years, and he had been a Boy Scout leader for two years prior
to his selection in the Teacher of the Year program. One parent said:

“There is so much more | could write: ecology lessons, bike rides, his

work on the police force, community activities, his example as a wonderful

husband, father, and church youth leader, cub scout leader, dog trainer,
team builder, dream house project guru, moral compass among his
peers...”
Roger connected each of the aforementioned activities to his curriculum, and his
activities correlated to two of The Cloud Institute for Sustainability Education’s

content standards: (1) responsible local and global citizenship and (2) natural
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laws and ecological principles. Roger, as well as teachers like him, is positioned
to inform school-wide or district-wide sustainability efforts because he is leading
by example. Educational leaders should harness teachers’ affirmative beliefs and
practices regarding the importance of community service to model sustainability
efforts to students, parents, and other stakeholders.

Third, learner-centered pedagogy involves providing authentic learning
and leadership experiences for students. Four central tendencies operationalize
this notion. Central tendency two, classroom community, includes four
subthemes: teachers act as guides on the side and share verbal power, physical
space, and directional power with students. Educational leaders can model
shared verbal, physical, and directional power by providing authentic student
leadership opportunities in the learning organization and encouraging teachers to
craft lessons that allow students to discover and engage in discourse. In addition,
central tendency four, student-centered approach, includes taking responsibility
for student learning; responding to students’ needs; instructing and assessing
students in a variety of ways; and encouraging a mastery goal orientation.
Educational leaders should encourage teachers to respond to students’ needs for

curricular connections to the real world as well as needs for differentiation.

In addition to the classroom community and student-centered approach
central tendencies, central tendency six, pedagogical content knowledge, also
operationalizes the notion of providing authentic learning and leadership
opportunities for students. The learner-centered classroom does not minimize the

need for teachers. In fact, in learner-centered classrooms, teachers’ pedagogical
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and content knowledge are particularly necessary as teachers organize and
develop authentic learning experiences, ensuring that students learn the needed

skills.

Central tendency seven, persistence, also operationalizes the creation of
authentic learning and leadership opportunities. Persistence includes three
subthemes: high expectations for students, high expectations for teachers, and
individualized academic press. These subthemes are less about reforming
schools and more about sustaining the future and “closing the education
opportunity gap” (Senge, 2012, p. 45). Senge (2012) said:

First, closing the opportunity gap demands we focus on the future and not
the past. Remediation strategies for poor schools will only doom their
students to being perpetually behind in times of radical change. Second,
focusing on higher-order skills can accelerate and deepen the
development of basic skills (p. 45).
The high expectations for students and individualized academic press subthemes
emphasize supported rigor, higher order questioning, free thinking, and high
standards for students. Because researchers (Knapp, Shields, & Turnbull, 1995;
Maye, 2013) found that consistently creating rigorous learning experiences for
students required teachers to work harder, educational leaders should support
teachers who create rigorous, supported learning environments, understanding
that those lessons require “conscious and concentrated effort” (Maye, 2013, p.

35).
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Lastly, Senge (2012) said that building schools as learning communities
was a critical component of creating schools of the future. In order to make the
necessary changes in student learning, all stakeholders must employ systems
thinking: Organization members must collaborate and operate as a team. Senge
(2012) said, “Of all the professions, teaching is among the most individualistic,”
Senge (p. 48). Thus, circling back to central tendency one, confidence,
educational leaders should promote collaborative efficacy by providing scheduled
time during the school day for collaborative planning. In addition, central
tendency three, teacher-student relationships, emphasizes building and
maintaining positive relationships with students and parents. Senge (2012) said
that building schools as learning communities, as well as the other three ideas
previously presented, require all affected by the learning organization to engage

in the planning and implementation of change.

One of the most daunting problems of current schools is closing the
education opportunity gap, and the grounded theory of teacher expertise
contains seven central tendencies that align with “four critical capacities” (Senge,
2012, p. 44) that learning organizations should use to combat the problem.
Senge (2012) emphasized: “Today, future-oriented businesses need people who
are self-directed learners, have strong personal values and a larger sense of
responsibility, and can collaborate effectively in teams and larger networks to
solve complex problems” (p. 45). Each of these needs is addressed in the
grounded theory. Thus, education leaders should use the central tendencies and

self-assessment results to spur conversations that lead to systems thinking. The
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learning organization is interconnected, and education leaders should tap into the
varied perspectives and resources of stakeholders in an effort to solve problems

within the learning organization.

The seven central tendencies of teacher expertise are centered on beliefs
and practices that impact student achievement. Teacher confidence and
leadership indirectly impact students. Researchers have found correlations
between teachers’ confidence levels and teacher burnout (Bandura, 1992;
Friedman & Farber, 1992). Some researchers have found that collective efficacy
and relationship-building positively impact teacher retention (Friedman & Farber,
1992; Schlichte, Yssel, & Merbler, 2005) and school climate (Calik, et. al. 2012),
thus improving the chance that teachers will remain in the profession long
enough to become expert teachers. Second, leadership and service can impact
the culture of the school. Teacher leaders can acculturate teachers to school
culture and help teachers improve practice (York-Barr & Duke, 2004). Muijs and
Harris (2003) concluded that if teacher leaders more actively, effectively, and
consistently involved themselves in schools, then they would feel less alienated

from their coworkers and school culture.

Classroom community, teacher-student relationships, student-centered
approach, content mastery, and persistence positively impact student
achievement. First, researchers have found positive associations between
classroom community and student achievement. The foundation of this central
tendency is student ownership through shared verbal power, physical space, and

shared directional power. Employing strategies for encouraging students to take
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ownership in the classroom are important for many reasons. First, student
ownership creates “a culture of trust and communication between the students
and their teacher” (O’Neil, 2010, p. 15). In addition, “student ownership leads to
increased motivation, active participation, and engagement in the learning
process, and thus more meaningful learning” (O’Neil, 2010, p. 8). Next, in her
review of literature on improving the school environment to reduce school
violence, Johnson (2009) found that student ownership in schools was a primary
factor for decreasing school violence. In their study of student ownership in
reading classes, Dudley-Marling and Seale (1995) found that students who
showed an increased sense of directional power in the class showed a greater
development of reading and writing skills. Finally, O’Neil (2010) recorded the

highest project completion rates when students spawned the idea for the project.

Second, several researchers have documented the importance of positive
teacher-student relationships (e.g., Anderman, Andrzejewski, & Allen, 2011; Caoil,
1999; Davis, 2003; Martin & Dowson, 2009; Marzano, Pickering, & Hefelbower,
2010; Spilt, Koomen, & Thijs, 2011). Focusing on the effect that positive TSRs
have on instruction, Marzano, Pickering, and Hefelbower (2010) said, “If the
relationship is strong, instructional strategies seem to be more effective.
Conversely, a weak or negative relationship will mute or even negate the benefits
of even the most effective instructional strategies” (p. 82). Positive teacher-
student relationships promote trust, and trust is linked to positive gains in student
achievement, even after controlling for racial composition and poverty (Goddard,

Salloum, & Berebitsky, 2009).
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Third, differentiation, a major component of the student-centered approach
central tendency, positively impacts student achievement. Expert teachers can
signal to students that their differences are valued by differentiating content,
process, product, and learning environment (Tomlinson, 1999; Tomlinson, 2000),
and students recognize those efforts and demonstrate improved academic gains
in those environments (Kiefer, Ellerbrock, & Alley, 2014). In their study of teacher
practices that affect motivation, Kiefer, Ellerbrock, and Alley (2014) said,“Almost
all students recognized and appreciated learning supports in which teachers
tailored instruction to their individual needs, working one-on-one or within the
context of whole class instruction, to break down what they need to know and
understand” (p. 11). Differentiation is a key part of meeting students’ varied
needs.

Fourth, researchers have found that teachers’ content knowledge has a
statistically significant impact on student achievement (Campbell, et.al., 2014;
Tchoshanov, 2011) even in elementary school math courses (Campbell, et.al.,
2014; Hill, Rowan, & Ball, 2005). In her study of more than 10,000 teachers,
Myrberg (2007) found that high-quality teacher education training was significant.
She found that, regardless of socio-economic status or school type (i.e., public or
independent school), teacher education training affected students’ academic

performance.

Lastly, persistence includes high expectations for students, high
expectations for teachers, and individualized academic press. In a study of high

school graduates, Hart (2005) found that less than 25 percent of graduates felt

193



academic press or rigor in high school. He noted, “Those graduates who did face
high expectations are much more likely to feel adequately prepared for college or
the work force” (p.2). Furthermore, high school graduates communicated that
standards should be raised. “An overwhelming majority of graduates say that
they would have worked harder if their high school demanded more of them and
set higher academic standards” (p. 2). High academic press, academic
challenge, and rigor are important components of student achievement.

The seven central tendencies reflect beliefs and practices that impact
student achievement both directly and indirectly. When harnessed appropriately,
expert teachers who identify with the tendencies can lead the way toward
sustainable, high-achieving schools.

Recommendations for Further Research

In this study, | defined the parameters of each central tendency, extending
the work of Smith and Strahan (2004). Second, | added one major theme,
persistence, along with its subthemes, which include: high expectations for
students, high expectations for teachers, and individualized academic press. In
addition, | extended the central tendency of confidence to include a subtheme of
confidence in fellow teachers. Fourth, | extended the central tendency of
leadership and service to include serving the larger community. Fifth, | refined
the central tendency of content knowledge to include pedagogical content
knowledge. Finally, | formed a visual representation of the grounded theory of

teacher expertise (see Figure 3) as well as a self-assessment (see Table 14).
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Each of these additions should be investigated and verified through further

research.

Persistence

Researchers need to further investigate the central tendency of
persistence, including its subthemes of high expectations for students, high
expectations for teachers, and individual academic press. Researchers need to
investigate whether other expert teachers articulate beliefs or demonstrate
practices of persistence. Whereas all four teachers provided evidence of high
expectations for students and teachers in this study, only three of the four
teachers provided evidence of individualized academic press. Researchers
should further investigate all of these subthemes, particularly the role of

individualized academic press in teacher expertise.

Confidence

| believe that the subtheme confidence in fellow teachers is an important
contribution because it illuminates the significance of camaraderie and teamwork
in developing expert teachers. | have observed that teaching can be a lonely
profession, whereby teachers close their doors, teach their classes, and head
home. However, some researchers have found that collective efficacy and
relationship-building positively impact teacher retention (Friedman & Farber,
1992; Schlichte, Yssel, & Merbler, 2005) and school climate (Calik, et. al. 2012),
thus improving the chance that teachers will remain in the profession long

enough to become expert teachers. During data collection, | noticed that expert
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teachers eligible for this study appeared to be clustered together at the same
schools. Researchers need to further investigate the relationship between school

climate and teacher expertise.

Leadership and Service

Further research is needed to study emergent code 5.3, teachers serve
the larger community. As discussed previously, application requirements of the
Alabama Teacher of the Year program may have affected the frequency of this
code. The Criteria for Judging the Alabama Teacher of the Year Candidates
indicated applicants should write on the following topics: educational history,
professional biography, community involvement, philosophy of teaching,
education issues and trends, and Alabama teacher of the Year message. See
Appendix 1 for the Criteria for Judging the Alabama Teacher of the Year

Candidates.

| noted that all four teachers provided evidence of practice or evidence of
leading others in practice in serving the larger community. Of all judging criteria,
community involvement was the only criterion that | formed into its own
subtheme. The criteria indicated that essays should include a “presence of
activities outside school and family” (Alabama State Department of Education,
2013, p. IX). Therefore, further research is needed to determine if the quantity
and quality of data gathered on the subtheme increased in part because of the

essay requirement.
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However, | believe that the subtheme may still be reflective of the expert
teacher prototype because of three factors. First, two of the four teachers also
discussed their belief in community involvement in other sections of their
application packets. Phil discussed community involvement in his professional
biography, and Rachel discussed it in her philosophy of teaching. Secondly,
stakeholders highlighted participants’ involvement in community service. Thirdly,
the kinds of community service noted seem to require authentic commitment that
spans lengthy time periods. For example, Roger had been a part-time police
officer for the past four years; he had been a charter member of the “Share the
Beach” program for nine years, and he had been a Boy Scout leader for two
years prior to his selection in the Teacher of the Year program. Further research
with larger sample sizes and open essay topics might provide more insight into

the significance of community service in teacher expertise.

Content Mastery

| concluded that the central tendency of content mastery as described by
Smith and Strahan (2004) should be retitled to encompass both pedagogical and
content knowledge. Shulman’s (1987) coined phrase “pedagogical content
knowledge” (PCK) combines Smith and Strahan’s (2004) descriptions of content
knowledge and pedagogical knowledge. Andrzejewski (2008) formed a graphic
synthesis of recent additions to PCK literature, including teachers’ knowledge of
the content, skill in conveying the content, and knowledge of students’ cognitive,
physical, emotional, and social needs. See Figure 6 for Andrzejewski’s (2008)

graphic synthesis of these ideas. Future research should be conducted using a
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prototype lens to determine how coding the data set using PCK impacts the other

central tendencies of expert teachers.

Knowledge
of Students:
cognitively,
understanding physically, : principles
of what there is Content emotionally, and Pedagog|ca| | of teaching what
for teachers to teach/ Knowledge socially Knowledge students need to
students to learn >< learn
recognizing recognizing
that which is that which is
content-full pedagogical
about pedagogy about content
v /
PCK

that is appropriate for both
the content and the students

Student
Learning

[ Teacher Practice ]

Figure 6. “Model of transforming teacher knowledge into practice”

Note. From A holistic investigation of teacher identity, knowledge, and practice by
C.E. Andrzejewski, 2008, unpublished doctoral dissertation, p. 46. Copyright

2008 by Carey E. Andrzejewski. Reprinted with permission.

Grounded Theory Visual Representation

In an effort to provide visual clarity to my findings, | created The Grounded

Theory of the Central Tendencies of Expert Teachers Figure. See Figure 3.
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Researchers should test the ease of use of the figure and refine it to provide

further clarity.

Self-Assessment

In an effort to assist teachers and education leaders in making informed
professional development decisions, | created the Experienced Teacher Self-
Assessment Tool. See Table 14. Because the tool includes one emergent theme
as well as emergent subthemes and definitions, researchers should test the ease
of use of the tool and refine it to enhance clarity. In addition, qualitative
researchers should conduct categorical, prototype studies of teacher expertise,
direct study participants to complete the self-assessment, and use the results as

a component of data triangulation.

Intentions

In this study, | analyzed teachers’ application packets and noted their
beliefs and practices. This work is important because teachers’ beliefs shape
their practices (Tisdell, Taylor, & Forte, 2013). Future research should link
teachers’ beliefs and practices to their intentions, what they “try to accomplish” in
their instruction (Pratt, Collins, & Selinger, 2001, p. 2). Teachers’ descriptions of

their intentions might add clarity to their actions or stated beliefs.
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Appendix 1

Criteria for Judging the Alabama Teacher of the Year Candidates (Alabama
Teacher of the Year Application, 2012-2013).

CRITERIA FOR JUDGING
THE ALABAMA TEACHER OF THE YEAR
CANDIDATES 201 2-201 3

Level: (circle one) Elementary Secondary

State Board of Education District

Teacher's Name

FOR JUDGES USE

Categories Scoring

Education History -
+ Presentations (attending and presenting)

* Continuing Education (including advanced degrees and national board certification)

= Awards (including being published and receiving grants)

Professional Biography I
* Evidence of a story
= Clearly delineates reason(s) for becoming a teacher

Community Involvement
» Describes involvement
* Presence of activities outside school and family

Alabama State Department of Education (2012-2013).
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Philosophy of Teaching

* Provides clear description of teaching philosophy and includes evidence of
outstanding teaching qualities

* Clearly indicates how beliefs are demonstrated in teaching style

Education Issues and Trends

* Lists more than one issue

* Develops and describes one issue

* Has a story to tell

Alabama Teacher of the Year

» Message is presented in a coherent and convincing manner

* Addresses relevant issues for the teaching profession

Letters of Support

« Good balance of letters (e.g., parent/student, administrator, colleague)

* Clearly explains and gives examples of exceptionality

Total Points

Criteria Measurements

Exemplary (4) — Goes above and beyond; is at the highest level. For example, in Education Issues and Trends: Uses research
with multiple sources, has well-reasoned solution, issue is timely and significant.

Very Good (3) — Outstanding. For example, in Professional Biography: Tells a compelling, personal, and “catchy” story.
Average (2) — Sufficient. For example, in Education History: Attended conferences, but didn't play leadership role in presenting;
has minimal education reguirements, but has not pursued advanced courses and degree in past 5-10 years.

Does Not Meet Standard (1) — Mo evidence or incorrect information provided.

Alabama State Department of Education (2012-2013).
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Appendix 2

Alabama Board of Education Districts

StaTeE Boarp oF Epucamion DisTRICTS

Alabama State Department of Education (2013-2014). Used to determine district

winners in the Alabama Teacher of the Year program.
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Appendix 3

Auburn University Institutional Review Board (IRB) Permission Form
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AUBURN UHIVERSITY IMSTITUTIOMAL REVIEW BOARD for RESEARCH INVOLVING HUMAN SUBJECTS
REZEARCH PROTOCOL REVIEW FORM

FULL BQARD or EXPEDITED
Far Iinformation or kalp costoct THE OFFICE OF RESEARCH COMFLIAMNCE (DR C1, 115 Pamay Hall, Auburn Unbveculy

Pheone: 3340480266 B-mall: FEAdinimsutam ady Web Addrecc: DHEo ﬁﬂ'ﬁlﬂmlmﬂiﬁuﬂm:ﬁ':ﬂi a il
Barviead 113014 Submit completed Form fo IRBiubmitTouburnsdu ar 115 Romsay Hall, Aubum University 36880,
st Eo psulwied using Adote Aosohal § Fes U of grester slarsiaione progrem |da nel Al ool v Beoeset ). Hand wrilen Forms wil nol Ba sccesied

i, PROPOSED START DATE of sTupy: Uy 15 2094

FREOROSED REVIEN CATEGORY [Chack cask O it eoaen F exreooen

LPEMESION STATIE |Chesck oral: E MEW D REVEIOMNE (1o cddrma IRE Reviaw Commant)|
T FROJECT TITLE: Examining Alsbames Teacher of the Year Nomines Appdcations: Toward & Protobyess of Expert Teaching

4, 'Quebe Memiit Bradiord Coochoral Shudarnt Educational Foundations gnizd01 Eauium.edu
PRINCIFAL 0N B THGA TOR nne oer el E-PeIL
3524 Rouss Fidge Court, Momgomeny, AL 35111 34-535-2128 quete bracfordigmalloom
MALING ADCRIES PHOME MLTERMATE 410
4 PUMBING SUPFORT EH."A D e T D Exfarmal Agency D Pancing D dmoaren

e Fsdmral Panding, bl agency oad gmond remitss [if osolobls).

3a. Lvi ary comirsdeen, pet-ceairadion, oites evlien onsciried wils B project
LA,

2. Lind any athar IBBa oanockoled with thin peojed (induding Reviessd, Defwmesd, Delerminaticn, s ):
LA,

PROTOCOL PACKET CHECKLIST

Al protocats mast inedude the Iolowing Rems:

El Researahi Frotoon] Review Form (80 sigshess incuded ared ol sacions compleisd)
[Exsmipds s of appended dooam sz s fours an Be CHER ssbobe: hip Sraww. subum sguressspc iy osoh s =ampoe e’

[ ©1m Training Cerisieates t al Kay Permenel

[ consent Form or information Leteer and any Asieazes {edle, vides o piboin) thal B peeScipant il Sign

[] appendix &, "Retesmnce Lsr

El Appendx B f =-malk fyers sdverisemasiz, genemilred sneouncemesis or =gl #ic, are used i recuil paricipenis.

O appendix o 4t coliection shests, spveys, l2st afer reoceding nsrumments, isrdem scipts, iz wll be wsd for dat
collection. B Sare in afnch fhem b fhe ceder b which Shey are Bsied b2 13,

|:| Appendix O you will be wing = detnefng foen or Roude energency pansomcedarss ard mediosl refare B
A rebssrnl iz may be abached o e consesl doourmenti.

O Appendix EH resamce B baing conduciag af sfes giner e Aubum Unkiersity o In coopeestian wibs oifes anidtes, 2
PEFTRiSS 0N Ieioer Pom TR shie ¢ program direcior must be incleded Indicaing Ber cooperabon of Imeclesment In e profect.
MNOTE: F e proposed semsanch |5 8 muil-=ie peoject, involaing ineessigaioes of pariicipasi= ot cler academic Imsifarions,
hespitsl: o privale eesssrch arpanizstioss, & iefer of IRE appeoval fom each enkly |5 seguired peior Io Inedeg e project

L[] appendis F - wisttan ewgence of acceptance by te hozt county f rezemsch s conguciad outmide e Liniiad States

FOR ORC OFFICE USE ONLY

PEDTOIOL @
AFFRCAAL CATIGORT
FTERW AL FOR DOMMKARG REYIDE.

DATE HDIENID I OREC
CATE OF B B DI
CATE OF IER AFFEOYAL
COMMERTS

FIg
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E GEMER AL RESEARCH PROJECT CHARACTERISTICS

&Kk, Rassarch Mathesdeslagy

Fleavs check all Ssccopiam 1k bad oppy io 58 rmaoech mebbeed ooy,

Will recordsd dofo dimd by oo indinedty identdy poctcizania ?

|I| T D oL

Doiny Seearesdnjz D e Lerin E Exirfing Lk

Dioiey ozl bedtica will imwobes tha e ok

Echeofioro] e (oopniive diogroric, opfiiucs, sfc] o Iriwrmat [ Elacironic

bl i ] Sz
Chmarwoticn o Wides
Leziion ar [oddng Mscaures Phezice
“hyaial | Phraisiagiesl MBSIvres o SRAErAnD (e St SE.| Ligrial mogsa

Surverpr o st ren v Friveis recorch o Fllan

_ihar.

SC. Rinks 1o Particigania

&8. Farticipant infermation

Flaaus caeck al s.lrpur.-]mﬁpﬂruru logal prpalotisa. Plsaue idesiity ol rdey Hhot porficiponty might srcoemar i 1ha
AL

e iy mu-n:u it MRS,
Wingucloly Popeinliey mb'l-a:l'l ot ond eniiality™ Dw-:-m
DF'-.;r\:l'r'-l'-'mH_-'-\nm D Priesssm Dm-r.wm-: -] I t=n S
D'_l‘l-:"ll' md fer Sosiedan et Juresar oo 19 n Al Pryesedegien Eemciay
Mo
[ Cota

Pencm with:
D Eovinoanic Lipsctsormogar D Feyeioal Dieckd i
D Bslusyional Dhodvorroges D rislssreal DisakdFae

Srdore: thar i the FreiRgTesT B sy oF GocsEing oonfdenal o deerhobls doe

Do you plan o campsraagts your pancipant [ fa B = [P S ————

80. Corresponding ApprovallDversight

* Do ypou nesd IEC Approval For this sy

O ves E e
Fyes BUAZ Ex pir zimrn dai=
* I:leneeﬂl.ml..l: wal For-this Shudy”
ez [ ]
Tyes. PFRM 2 Saparanon daie
% Does fais ctudy imeohes the Aubum Universiy MR1 Caier?
O e El me
Wik MIRIES) will be wsed for this: progeor” (Cheok all st sppiyl
m O
Does amy porbion of his prosset require revies by the MR Saiey Advisory Counal?
O ves E s
Bignarture of M1 Cemisr Represerririve:

red iy il B ivesving Bea AL BRY Con b

Bopropriae MR] Camier
Dx. Thomas 3. Denney, Dirssior ALME] Cerier

DOr. Ron Beyers, MR Safety Offoer

[ B ]
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F. PROJECT ASSURANCES Eonning Alaams Teacher of the Year Homines Sppscabions: Toward & Profotype of Expert Teaching

A. FEINCIFAL INVESTIGATOR'S ASSSURANCES

1. |zertify thot all infeemation provided s this application b complets and cormed.

2 | edendand thad, ca Frireipal vedigeter, | haes ulimess rmpomiBdliy for the conduct of this atudy, the sthicel pacformencs: hh
profect, Be protectien of the righh ond welfers of buman whjech, and rrist cohereres 1o any Sipuletisn impossd by B Aubom
Unlesruity IRE.

B | eertify thee all indlividecl ireshessd with She concduct of b peoject ore queliiisd s corry ot Bel gpecifisd relay and
reapoeaibiliEm and cre in compliones with Auborn Unbeersly poliden regarding #e colledion ond analyds of the resanch daie

4 |ogres bo comply with all Auburs polides cnd procedures, o sl an with all epglioables Fedemal, v, end ool b regarding
e protecion of hoemen wbfech, rehading, but not Imbed 1o e follewsing

o  Concocting the project by qualifled pemomsl ecconding io the approesd protoss|

b.  Implementing no donge In fe opproved profocol o comens form witheas prior opproval from the Cfflcs of RBmeanch
Complianes

e Ohiciving the legolly effectivw informed coment from sach portidpant or sheir bgolly rmpomible repreemcthes prioe o
thelr parfidaation Infh project wing coly fie carestly approvsd, dampsd coment form

d. Prompsy reprting dpnificont advens svesh amdfor sffech to the Office of Pmearch Comgliancs In =riting =it 5
working dorm of the cosurencs.

5 IF 1 =il ba uvwnilabls fe direct thh ressarch pemenally, | =il errengs for o co-nvmSigeser 1o maume divect reaposibiliy s my

chass. Thh penon b bssn naned o co-imemtigator in thh cpploation, or | will odvhe CORC, by S, In odvoncs of wch

Cr rargps e

| agres o conchuct thh shudy only durlng the perled appeossd by Ba Auburs Unlsenity IRE

| =il prepars ond bt o resssal eouert and sugsly ell wsporting decument o the Offles of Bessarch Complienss before the

cpprovel parlod b azphed B b necemsary fo contious the rescrdsh profect bayond Ba time pecled apprevsd By the Auban

Unkesruity IREC

& | wil prepare ond wubmit o fincl repert wpon complssion of i rmsarch projeds.

My algnaturs Indkcies Bact | haes reed, undeniond ond agres o condhuct fhh remsarch project In cccordancs = the coumenoss Brked
abowe.

Cuebe Mertt Bradford Quebe Bradford 5551 July 8, 2014

Printsd rsama of Priscipgal leveatigotor Frincipal InwmSgetons 5|l|:r|u|'|.|r.- Dirtw

-

B. FACULTY ADVISOR/SFONSOR"S ASSURANCES

1. | bevs rend the pesissel wbsised For thh project For comben, deriy, amd methededogy.

3 By mysignoirs o ooty oovisor fusomor on $hh remsarnch applicesion, | certify Sad the tudens o guesst bwmdgoics b
ncwisdgechles about the regulaticm cnd policle goveming ressarch with humen wijpch omd b wiflcan oining and
axper e i conchect il gartcdar thaly In cxond with Be approved profocol

E | ogres to mest wih fa wmfgeier on o regular Bmb S monbior rhaly pesgrem. Should prebismm orha dueing the couna of the
wuely, | egres 1o be avollabls, pansmlly, to upeevies the: Irssatigorise in solving shen,

4 | maure Bt the imesrtigoior will prompity report significant isdderh and /o cclesrss svert ond for sfech 1o fa ORC s eriting
within 5 working de of He occorenca.

5 IF 1 =il ks unavailabls, | =il arongs for m-uH.rnhF-:l:l.H:r o s repamilbEly during my ainsecs, amd | =il cdlvhe

H'l-l-l:ii."l:h'rhﬂ'll -:r-F'l.:h-:llr':qu-lrr-'h M h.l.l'ﬂhl-l‘l-:l‘ll.l'ﬁ”rElﬂr-'l'l Fer nibsmimlion of resssah,

Carey E. Andrzeiewsk Carey Andrzajewshl S esmepan e July 7, 2014
Prindsd nome of Facollly Adviior | Sponiea Feculty Sdviior Signotem [zt

C. DEFARTMENT HEAD'S ASSSURANCE

By my dgnotors e deparimant heosd, | certify that | will cooparcie with she admishiration in ste applicsfion and esfeecemant of ol
Autum Univarity polidss and precedere, m wsll e ell applicabls fedeenl, st and bml ke regarding the protection and efileal
frmatmet of homon parficlpan® by ressorchen i my deportme.

Sherida Downer Shenida Downer s July 14, 2014
Printesd noma of Deportment Hesd D partmeent Heod' s Signotum Dot
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£ PROJECT OVERVIER: Frepame an obatmd thot inclodas:

(230 werd maximum, In lengeogs undeniandable o someons whe b ned fomiler wbh pour area of thedgle

gl A& summary of relevant reasarch Asding lsoding to this masarch prepeal:
ke sooromr; inclods o “Weferenos L™ oo Aopendlis 4]
Bi A brief deicription of fhe methedology, inleding dasign, population, and varobles of inheet

Wiz studies have contrasted teachess o teachers (Carter,
ummmmrg.ﬁnega' &E-Mramgtr mi‘}mmtenm uma;?mmm 1000; Westerman,
1991, s study seeks {0 conduct a simiiarity-based comparison of exper fEachers. Maslow noted, "If we want i
kNow how 1351 3 human being can mn, then it Is of no 1S to out the speed of a ‘good of e

It Is far besier o coliect Oiympic goid medal winners and see how well they can do” (1971). Likewtse,
ntammwmurmmrgmmmummmummmm;m

pars. The oftis Stucy |5 1o ground 3 heary of exper f=ac me 2009-2013
B Teacher of the vear DaCkEts Of {EaChers who wems state dsiict

winners.

Participants wil Submit exising data Mey Intially submitiad o e Alabama State Department of Education i an
effort o enter the wands program. The packats includs 3 professional Diography, teaching
philosophy, education lssues, Teacher of Me Year Message, stakeholder leSiers of suppor, and 3 X-minute
temching exemplar video.

The data wil be analyzed USing the grounged ey 3pproach 1o qualtasve resaanh.

will not be offersd, and will be ZEked for permission 1o Use el real names In the sudy Tor the
foliowing reasone: (1) The 20052013 winners of the state disTict Alabama Teacher of the Year program are
pubilshed, pubiic Information, and since all district winners' applications packets wil possioly be analyzed If
submitted, deducing Te names of partiipants In e study |5 poesible; (2) Gander, Eaching comzid, and age
may besome Iaerifers far emergent themes. Fartidpants il be gven fie cplon to wihdiaw from the sty
any Hme.

A priat expert acher egries (ST & Stranan, 2004) and theories will be used %0 code and
the data. This study hopes to vertfy and extend expert teacher research. Education adminisyaions may

be 304 1D LSS resUits 10 tamet professional development for tEachers.

PLIRPOISE.
a. Cheardy shote B purpeia of i propsct and all neisarch gead®ondi, oo almi.

The primary godl of this project |5 to explone the beliefs and praciices of expert i=achers and o use grounded
theany to validate and extend expert tEacher prototype reseant.

B Hew will tha ol of s projes b wied? fag., Predsroton? Poeblicafian? Thadii? Dissadation 7]
1. Dissartation

2. Presamiations a professional confierences and meet
3. Publicatkns "E
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1L KEY FERSONMEL Diescribe respossiblifes. inchide isfoemation on research Paising or oesifications meinted o fhis projecl CITI is reguined.

1.

B 35 spenifio 25 possible. {Ischide addfonal personne = en abiachment ] Allkey parsosnal mus! attech ST cerpife mae of complgfion
Principle Inwesgaion Coube Mt Bradiord Titke: Docioral Shudem E-mail address gmibDOH b adu
Dept § Asilizticrr Educatioral Foundasions, Leadership, & Technology

olea ’ Hesponsbiiogs
Rt participants, refrieve exisiing daia, anaiye dafa, and prepane disseriation, ofher publicaions, and presenbations

Irsdwidual: ':EIE}' E Hﬂlﬂm Tike: AsEno. Prof. E.mai address 230 1@3.“."'".&“]
Deprt  ASSliztiore Educational Soundatons, Leadership, & Technoogy

ooy [ Bespon sbipes
Benee 3z dscestrion chaperson and adwisor

Iredividual: Tike: E-mail address
Desprt { Al iatioane

Bodes / Bespansibiiter

Iredividual: Tike: E-mail address
Dept | ASiliztiorc

Hievdas Shivpas

Irsdividual: Tike: E-mai sddress
Dept § Asiliztiorc

o . sibioea

Irsdividual: Tihe: E-mail address
Dept | Asiliztiorc

Biodpy [ Bespon sbinss

LO:CATION OF REBEARCH. List all lnsations where data oollestion will ke plaoe. (Scmoal sysisms, orgenizedons, businesses, buldegs
Bl PO UTIDE, S e for @eh sumssyT oir ] He 2s spenifis 35 pessible. Ataoh permistion eHers in Apoendic £
(Bt s balter ol e s b s s bt e Ao

Extsting data will be Used. Compiete 2009-2013 Alabama Teacher of the Year packets will be collecied from
tEachers who were selecied by the Alabama Teacher of fhe YYear program o represent one of The elght stais districts
In Alabama. Teachers will SUDE thelr compisted appications t T principal Investigator slectronically or via mall.
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1% PARTICIFANTA.
1. Desoribe the pardopant populsdon you have chosen for this projof insluding inolusion or exslusion srisri for parbsipan
ssleption.

El  chesk here it using existing dats, deceribe the populasion from whom dats was collagied, & includs the £ of data fils

The data Is exdsting. The researcher will collect 200592013 Alabama Teacher of the Year packets from the disinict
winners fior secondany educaton.

b. Deswibe, step-by-siep, i layman's s, all prosedures you wil e W reoui partisipants. holede io Aggendiy B o opy of
ol p-malis. dprs, sdvardicoments, reoniing sonpls, imvfatons, ofr., thaf wil ba Gsed fo imvio peopls io parcinas.
[Eae sampls dooamonts o RED:mew. subum. sduessamipoln sisampie. fim. |

We will recrult teachers to participate by Invitasion recalved via email, I partispants do not respond via email
within 10 caiendar days, we wil attempt to contact them mmugh thair school phones. I they do not repond 1o
the phone call within 10 additonal days, 3 inal emall will be sent. See Appendh B.

& What iz the minimum nomber of pardoipanes you nesd 1o validate the shudy? &
How marny pardoipants do you sppesi io reprus? 12

Is there 3 limiton the ramber of partisipants you will nolude i the saedy? ] Mo [ ves—the 2

d.  Desaribee the type, amount and method of sompensation andlar insendwes for partisipars.
[F' Az compensation il be gheen, check pese-[] )
et tne type of comperzaton: [ emstayy [ imconves
|:| Anifle ar Drewing Inceniae (Isceds fhe chanoss: of winsisg )
Enies Tl [Sinke B vaiue]
[ oo
Cmzonpition:
A
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1% PROJECT DEZIGN & METHDOE.

a Dessrice siepbw.ciep sl prosedurss snd methods hat will be used o gorgent pardapants. B2 waiver is being requested,
gheak tash WalVEr ¥OU STe requesting, desorise how e projest mests the oriena S he wWaieer.

O wabeer of Conzend (inpluding using existing datz)
O wakeer of Dooumentztion of Consent (use of Infomation Leser)
[0 wareer of Parenisl Permission [for sollege students)

Even we ans extists participants will need to SUDMi the dats o e prncpal Inv
When t5 rRehve mmrrgmmmml nmlllmmamummﬁmfm
Partcipants will 350 be ghven the option to recelve 3 hard copy of the consent form and fo ask questions of the
researchers via emall prior 30 submitting the data. The consent fomm expiaing the purpase of the study.
Wmmnmmmmwﬁmuum tary and tat they can withdraw their data at any tme
pernaity. The consent fom at their Imvaivement and parscipation are completaly
woluntary, and they may choose to sUbmit 50me or none of the Alabama Teacher of M Year packet INfommason.
The consent fiorm aiso makas clear that confidentiality wil not be guarsnteed due o the nature of the study The
consent form 3sks that paricipants provide consent £ use thir réai names in the study. A contact ks Induied 5o
that If participants have quesions, they may ask the pincipal investigator. The contact wil Incluge physical
ancees, emall a0vess, and telephone nUTbess. Partcipants wil be oferad 3 copy of e consent fom 1o keep
T 1

b. Deserize the researsh design and methods you will use 00 Jddress YOUT pUIPoSE. Inolude 3 olear desoniption of when, where and
rerw youl will sallept 3l datz Sor this projest. Include sparctic isformatios shou! e paricdossty e mnd =Foel comm el (NOTE:
Lisi languuaos fhat woulkd be undorsiancabig D someans #60 S nof famillar wih poor sms of Sedy. o o oompeeds dasonpbon of of
procederns, the Acturn Lnversiy ISE will ool be abve o resesy this prolooal. ¥ sodifona! spaon (s nested for @is ssodon, save e
Iformabion a8 a .FOF e and inswT sfer page 7 of thia form. )

This study focuses on e common themes presant in the 2006-2013 Alabama Teacher of he ﬁm
In order 10 develop an expert teacher prototype. Secondary t2achers who were seected a5 the state
'winners for thelr respective Mistricts wil be asked %0 pantidipate In is study. They wil be Inviiad to participate via
email, ard If ey oo not respond o the email within 10 days, they will be contacted on thelr school phone. If thay
o not respond fo e telephione call witin 40 addRonal o3ys, they wil receive a fnal emal (see Appendx B).
Compisted packets wil IGiude educational history and profiesslonal development activitles, prfessional
Igt:ara E“:mpli H = ok ' =
the Year message, of and @ 30-minute l2aching exempiar video. I i2achers
Inciude lefters of support from students, sachers wil be asked i remove Information Mat Identfes the students.

This Study UEes 3 using e We alm o ne
Nk 2O e D] n 2 o and esnesgent Dreimies, Renefl Bom s fhacy Fclate
contributions 1 the expert teacher Iterature based spacifically on feachers TWoughout Me state of Alabama. In
adicdtion, common themes will provide 3 road map of novice and teachers
need In omer i move towards becoming expert Participants wil be asked o a00ut five miruiss
o the stugy by sanding ail documents va amall.
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13 PROJECT DESGHN & METHDINDE. Lonboued
o List all datz oollestion irstrumsnts used in his projeed, in the onder ey appearin Azpendin ©
1=, Spveys and qeesionnaires in thie Srmat that will be presented o parivipants, sducabonsl et deis colecion sheet,
inizrdiew quesions, sedicsviden fapisg meisods =ic.)

Mone- Al daia s exising.

d. Data analysis: Explain how |e data will b2 arahyzed.

Data will be analyzed using the gmunded Meory apprach to qualtatve methods. These methods may Incude
the use of ualliaiive data analysls software such 3s Altas i,

1L FISKE & SCOMFORTE: List and deseribe all of the risks that partioipants migitt enooumier in this researsh. ¥ Fou am osng
in Mis that L ol and i Sure [0 dmach a of e Howm B e

Apgondv I Examples of possible rsks am in sooton #60 oo page 3

Confidentiality will not be promisad, and real names may be usad. Risks Mat particpants might encounter are
minkmal, since 50me of M Iformation Incluged In Me such 38 .
teamrlgmea and teaching exsmplar Wies, are mﬂmm1wwmmmwpem:mm
gites. The data ls requested of teachers 50 that It Is uniform In presantation and topics 35 required Dy Te
Alabama Teacher of the Yiear program. Teachess will S0 ba given the option to remove any Infomation that

they deam Is of a highiy personal naiure bafore sUbitting the fies.
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16 PRECAUTIONS. Menbfyand descdbie ol precaufions you kave e 4o csiminaie or reduce sk as Dsiesd In S04 [ he partcipants oan be

clansiied e @ Suinerabie” populafion, pie eee desodbe sddBossl safeguards Pt you will wme 10 assaes The chicel samest of hese
Indlgusls. P C

Gnbng af MR WU S0 B TL S0 e S AR WA & S ETON fETED re: 48 N

The MEHNWWE data will be used The 20052013 Alabama Teacher of
the packsis oo Include: letiers, but will pe aEked o remove any Information that Kentifies

students [see Apperaix B). Teachers will be given the option to withhoid any porions of the packet mat they do not
wish 10 Include.

W ushg the inbemet or other sesironis means b solleot data, whiat onfidertiality or seousy preasutons are in plaoe o proteot (or
not eoleat) Mendfizble data® Inslude protesbons vsed durmg both fhe sollestion and trarsfer of data.

LI‘E Intemet will be used o coled exsting data, and idemifabie characterisics will be refained as a key companent

f&. EENEFITE

i List all realistie direet benelits pardeipants san expeot by partoipating in this speaifio study.
{Lig peof inciude ‘tomponsedon” isled in #140)  Check heee Finers are no deech bemedi=: o :-nlll:hmtm

raricipants will not regeive amy direct beneflis.

b.  List all realistie benefits for the generd populaton that may be genersted from this study.

Alatama education administratons and teachers will drectty benefit by being better able to seiect
development based upon the most Imporart knowledios, skils, and bellafs noted by expen feachers.
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17. FROTECTION OF DATA.

i

Data are sollested
O Anonymoushy with m direod or indireof coding, Ink, or swareness of who pardoipated in the study |3kip 1o &)

D Confidemtially, bui withou: 3 link of partisipani's datato any identfying indrmation (sollesied a5 “oondidendal
bt repaardied ard analyzed 35 "Ny o ") (Skip to e

O Confidentially with solieston and profeoton of linkages o identifiable nformation
B data are oolestes] wich idemifers or 2= soded or linkesd o Mentifying information, desonbe the idenifers pollzoied and how

fhey are nked tothe parisipants data.
A,

Jusdfy pour need to pode partisipants' data or ink the data with dendfyng infomation
A,

Dessaribe how and where idendfying dats sndior sode Esis will be sionsd. (Sebdeg, mon sumbeT) Desoribe hosw the looation
wheere dat is siorns) will be seoured in your absence. Forelsstronic dat, desanibe sequrity. B applissible, st spesilisally
wheere my IRB-approved and partsipan-signed sonsent dosuments will be kept on campus for 3 years afer the soody ends.

A

Decaribe how and whene the daiz will e ctoned (=g, ran copy, audio cygseds sierbonic e, =ic ), and how the iooation whene
data is stored s separated from dendfying data and will be seoured inyour absense. For sk oronin data, desoribe sesuniy

A

Who will harve a0oess fo parfpants’ data®
| It reealy Soasor BNowdd nEwo Rl so0ass and bo abls 0o procuod B ety in tha casio OF  Reoera! oF InSLTUDOOS SLIO.)

Ky personned only

Whien is the latest date thar identifying information or Bnks will be retzined and hos will Hat infermation or inks e destroped?
(Che ok B T only amarymows dale will be retni=ed Dj-

Confiderdality profection will not be offered. Participanis will be asied fior pemisshon 1o use Telr real names.

14
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il
AUBURN UNIVERSITY
COLLEGE OF EDUCATION

EDUCATIONAL POUNDATIONS, LEADERSHIPF AND TECHMOLOGY

(NOTE: DO NOT SIGN THIS DOCUMENT UNLESS AN IRB APPROVAL STAMP
WITH CURRENT DATES HAS BEEM APPLIED TO THIS DOCUMENT.)

INFORMED COMSENT
for a Research Study entitled

“Examining Alabama Teacher of the Year Mominee Applications: Toward a Prototype
of Expert Teaching™

You are invited to participate in a research study to study is to explore the similarities
of the 2005-20135 Alabama Teacher of the Year nominees and groumd a theory of expert
teaching by analyeing beliefs and practices, as evidenced by the Teacher of the Year
application packetz. The study is being conducted by Quebe Bradford, under the
direction of Dr, Carey Andrrejewski, assistant prodessor in the Auburm Univessity
Department of Educational Foundations, Leadership, and Technology. You were
selected as m possible participant becawse you were a state district winner in the
Alabama Teacher program in 20049, 2000, 2001, 2012, or 2013 and are age 19 or older,

What will be involved if you participate? If you decide to parficipate in this research
study, you will be asked to submit your completed Alabama Teacher of the Year
application packet, including vour video exemplar. Your total ime commitment will be
approximately five minutes.

What will be done with the data collected? The goal of this study is to verify and
extend findings on teacher expertise ualng a grounded theory research design. The
researcher will analyze your application packet using reading and memoing, open
coding, and a priori coding to develop & master codebook of response categories. The
researcher will then look for commaon themies among application packets as well as
individual themes. Finally, the researcher will compare the themes that derive from
analvzing your work to the themes existing in the literature and determine which
thenves are consistent with the literabure and which represent novel findings.

Farticipant's initials

4058 Haley Center, Auburn, AL 36849-53121; Telephone: 334-844-8460; Fax: 334-F44-30712

www.auburn.edn Fagel of 3
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Are there any risks or discomforts? The rsk associated with partcipating in this study
is confidentiality. To minimize these risks, we ask that vou remove any mformation
that = of a highly personal nature from your packets or any information that yvou do not
wish to have analyeed. In addition, if you included letters of support from students in
vour original application packet, please remove students’ names from the files before
submitting them for research, Submitted information might be quoted in a dissertation,
presentation, and for publication,

Are there any benefits to yourself or others? If you participate in this study, you can
expect to help contribate to the body of research regarding expert teachers, We cannot
proanise yvou that you will receive any or all of the benefits described,

Will you receive compensation for participating? Mo, To thank you for vour time, you
will be offered a sincere letter of thanks.

Acre there any costs? 1f you decide to participate, you will not receive financial
comipensation, and you will not incur any costs, All documents can be submitbed via
errail.

If you change your mind about participating, you can withdraw at any time during the
study, Your participation is completely voluntary. If vou choose to withdeaw, vour
data can be withdrawn as long as it is identiflable. You can choose to withdraw somme,
none. or all of your data. Your decision about whether or not to participate or to stop
participating will not jeopardize your future relations with Auburn University, the
Department of Educational Feundations, Leadership, and Technology, Quebs Bradford,
or Carey Andrzejewskl.

Your privacy will not be protected. Confidentiality protection will not be offered, and
you are asked for permission to use your real name in the study for the following
ressons: (1) The J09-2013 winners of the state district Alabama Teacher of the Year
program are published, public information, and since all winners” applications packets
will be analyzed, deducing the names of paricipants in the study s possible; {2)
Gender, teaching context, and age may becoms identifiers for emergent themes.
Information obtained through your participation may be used to fulfill an educational
requirement, published in a professional journal, and,/ or presented at a professional
mesting.

If you have questions about this study, pleese ask fhem noe by responding to this email
at gmb1 @aubum edu or contacting Quebe Bradford at (334) 538-2128. You may also
conkzct Dir. Carey Andrzejewski at cea0lll@auburm.edu or (334) 344-3012. Keep a copy
of this document by printing it or maintaining an electronic copy.

If you have questions about your rights as a research participant, you may contact the
Auburn University 0ffice of Human Subjects Research or the Institutional Revlew Beard by
phone [134]-B44-5%606 or e=mail at hsubjec@auburm.edu or IREChain@auburn.edu.

Participant’s initiala

pos 18- 74 EP I Fupe 2ot
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HAVING READ THE INFORMATION PROVIDED, YOU MUST DECIDE

WHETHER OR NOT YOU WISH TO PARTICIPATE IN THIS RESEARCH STUDY.

YOUR SIGNATURE INDICATES ¥OUR WILLINGMESS TO PARTICIPATE.

Participant's signature Date Investigator obtaining consent  Crate

Printed Mame Printed Mame

Coelnvestigrator

Printed Mame

=iy o 11
[ S J"E'-ﬂi T:t .E'.E .fd{]-?
—— e ' |
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Appendix 5

Abbreviated Codebook
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Examining Alabama Teacher of the Year Nominee Applications: Toward a

Prototype of Expert Teaching

Teacher Beliefs and Practices Abbreviated Codebook

Theme Subtheme and Code Kind Data
Definition Number Exemplars/Sources
1. “These Confidence in self- 1.1 AP "From early on in my
teachers “relates to a life, I knew that music
have a sense person’s belief in was the gift | was given
of confidence oneself, belief in and that it must play a
in one’s power, and role in my future. My
themselves willingness to take musical voice was the
and in their risks” (The first piece of my career
profession” Research puzzle" (Phil).
(Smith & Functional Staff of
Strahan, Research and
2004, p. 364). Development
Agency, 2014)
Confidence in 1.2 AP “These children are the
teaching ability- reasons | get up early
relates to a when | would rather
teacher's positive sleep in. Their paths are
views of now headed in different
him/herself in directions because of
relation to something | said or did,

professional
competence, worth,
and professional
satisfaction
(Friedman &
Farber, 1992).

and these encounters
have motivated me to
be who | am today. |
continue my own
education in order to
learn how to better
direct them on their
paths. Those are the
rewards | live for. ‘Don’t
be a teacher,’ like my
mother said to me so
often. Try to stop me!"
(Mandy).

“The most rewarding
result is seeing a
student who has never
been enthusiastic about
coming to school not
miss a day because he
or she is working on an
exciting and meaningful
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project. The students
even continue to work
on the project at home
beyond the school day.
The sparkle in their
eyes and the look of
pride they have when
they have accomplished
something that is so
meaningful to them;
those are the gifts. No
other job could
compare" (Mandy).

Confidence in 1.3 E “In general education
fellow teachers- areas where | lack
relates to “the knowledge, | turn to my
perceptions of colleagues to advise
teachers in a and direct me" (Phil).
school that the
faculty as a whole “‘When | received my
can execute the degree in music
courses of action education and accepted
necessary to have my first teaching
positive effects on position, | joined a
students” group of professionals
(Goddard, 2001, p. who seem to do the
467). impossible every day.
Teachers succeed and
persevere regardless of
any obstacle or
adversity, continuing to
triumph through small,
but continuous victories
in student learning"
(Phil).
2. “These Guide on the side- 2.1 AP '[Students] want to
teachers talk relates to the know and they want to
about their teacher's be problem solvers;

classroom as
a community
of learners”
(Smith &
Strahan,
2004, p. 365).

willingness to allow
students to work
actively,
interactively, and
cooperatively"
(Graeff, 2010, p.
265). The teacher
chooses to

however, at school, we
often create situations
where they have to be
guiet and listen to us
talk, rather than
exploring, thinking
creatively and critically,
innovating, and
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decrease the
amount of time
used in lecture-
style instruction.

pursuing their areas of
interest...What makes
me an outstanding
educator is that | guide
students to think,
create, and learn
through projects,
processes and products
that interest them”
(Mandy).

Shared verbal 2.2 AP "In order to maintain
power- relates to this personal belief in
the ending result of my classroom, | allow
the teacher's students to see my role
willingness to allow as a teacher/facilitator
students to work instead of an all-
actively, knowing lecturer"
interactively, and (Rachel).
cooperatively"
(Graeff, 2010, p. ‘In Amanda Fox's
265): The students' Socratic circle
voices are heard in classroom, the teacher
the classroom just shared verbal power
as much or more with the students. She
than the teacher's. encouraged the
students to talk directly
to each other and look
at each other while
talking, instead of
looking at the teacher.
After the directions
were given, the teacher
spoke 32 words,
compared to the
students, who spoke
731 words collectively”
(Memo).
Shared physical 2.3 AP "In Amanda Fox's

space- relates to
the climate the
teacher
encourages in the
classroom,
whereby students
are encouraged to
move around the

Socratic circle
classroom, students
and the teacher sat in a
circle on the floor. While
the teacher sat in a
chair, they shared the
same physical space”
(Memo, Q.B., viewing
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room as needed.
Students feel a
sense of ownership
in the classroom
(Smith & Strahan,
2010).

video).

Shared directional 2.4 AP
power- relates to
the teacher
ensuring that
students are
allowed to make
choices in the
classroom related
to the curriculum
(Smith & Strahan,
2010). While the
skill or standard
might remain the
same, the content
and materials used
to help students
understand that
skill are targeted
based upon the
interests and goals
of the students.

“The area where Roger
shines most is in his
classroom. His ability to
challenge students to
stretch their capacity for
math in practical and
(dare | say) fun ways is
nothing short of
amazing. Do his
students work hard?
Yes! Do they love it and
beg for more? Yes! He
spends many hours
developing technology-
based experiences for
his classes"
(Stakeholder Letter in
support of Roger).

'l used the Kindle to
show him books not
available in our library
and he was hooked. He
used the definition
feature on the Kindle to
find meanings of new
English words. | allowed
him the freedom to
choose what he wanted
to read and how he
wanted to share his
books with me. He left
more confident in his
abilities. | was so proud
of his accomplishments
and hard work that
year" (Mandy).

3. “These
teachers
maximize the

Conscientious 3.1 AP
relationship-
building with

"l enjoy the opportunity
of getting to know them
and helping them
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importance of
developing
relationships
with
students”
(Smith &
Strahan,
2004, p. 365).

students- relates to
the teacher’s belief
and practice in
developing positive
teacher-student
relationships with
students by
“gaining knowledge
about them,
working side-by-
side with them”
(Smith & Strahan,
2004) and
engaging in
conversation with
them; “showing
interest in their
lives beyond the
classroom
(Anderman,
Andrzejewski, &
Allen, 2011, p.
996).

through the very difficult
middle school years.
And, | get to be there
for them, providing
them a shoulder to cry
on when the wolf comes
knocking at their door"
(Roger).

"Observing students in
class, tutoring after
school, and talking with
them during lunch allow
me to get to know my
students on an
individual level" (Phil).

Conscientious 3.2
relationship-

building with

parents: relates to

the teacher’s belief

in initiating and
maintaining contact

with students’

families (Smith &
Strahan, 2004).

AP

"Before | even begin the
year, | invite parents to
come and talk to me
about my style of
teaching. |
communicate the plans
and goals | have for
their children and | ask
them to give me a
chance. Throughout the
year, | invite them to be
a part of the process,
even going so far as to
broadcast the
classroom live for them
to view online through
Ustream, an online
video streaming
service. Many teachers
do not want the
intrusion, but | have
learned that parents
and the community can
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be the best advocates
when they understand
why you are teaching
certain ways. They can
provide assistance,
resources, expertise,
and financial backing
once support is gained"
(Mandy).

As a teacher, | firmly
believe that when
parents are kept in the
loop about everything
pertaining to their child's
education, the outcome
is mostly positive.
Throughout the year, |
keep parents informed
about their child's music
education through face-
to-face contact, letters,
emails, and posts on
the school website”
(Phil).

"l also began using
Outlook to
communicate heavily
with my students'
parents. | email them
every test and quiz
score and anytime their
child misses an
assignment” (Roger).

4. “These
teachers
demonstrate
a student-
centered
approach to
instruction”
(Smith &
Strahan,

2004, p. 365).

Take responsibility
for student
learning- relates to
the teacher’s
mindset that rather
than placing blame
on students for
academic failures,
expert teachers
look inward,
considering

4.1 AP

"Alex was a child whose
intelligence was off the
charts. He could read at
an adult level; however,
his inability to write
paralyzed him. His
fourth grade teacher
and | worked hard to
help him. One day,
through his tears over
writing a piece about
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teaching pedagogy
and engagement
strategies; These
teachers take
personally the
failures and
successes of their
students (Smith &
Strahan, 2004).

himself, | asked him to
talk to me. Everything
he said, | wrote down.
When he did not give
enough detail or
information, | asked
why or got clarification.
Suddenly, on the
second page, | saw a
light flicker in his eyes.
He stopped and asked,
'So writing is basically
just what | think or say
written down?' It had
finally clicked, and he
got it. His next story
was worthy of Harry
Potter fame, a tale
about books coming to
life in the library at
night. He was proud of
his story, and | was
proud of him" (Mandy).

"Patrick was a tall, lanky
fourth grader who was
very shy due to a
speech impediment and
struggled with reading. |
could tell immediately
that he was a smart
boy, but something was
holding him back. | kept
a watch for things that
might be out of the
ordinary, and | spotted it
one day while working
with him one-on-one.
He was mixing up the
letter sounds within the
word. | hadn't noticed
this before. | mentioned
my observations to his
mother, asking if she
had seen anything like
this at home. She had
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not, but concerned, she
took him to a specialist
who diagnosed him with
dyslexia. He received
services immediately to
help him learn
compensation skills.
Twelve years later, |
saw Patrick's mother
again. She hugged me
immediately and said, 'It
is because of you that
my child was able to
learn to cope, to
overcome, and he will
be graduating from
Auburn soon.' | smiled,
realizing that changing
a child's life is what it is
all about" (Mandy).

Responsive to 4.2
students' needs-
relates to the
teacher’s mindset
of supporting
students through
appropriate pacing
and connecting the
content to the real
world (Smith &
Strahan, 2004).

AP

"l believe in
encouraging freedom of
ideas in my classes and
learning by
experimentation;
however, there has to
be some "organized
chaos" to support
independent learning.
Because | teach levels
1, 2, 3, and Advanced
Placement (AP) Studio
students, basic skills
learned in a previous
level are progressively
applied as a student
advances from one
level to the next. Once
a student has gained
more knowledge in the
basic practices and
techniques of art, more
freedom of creativity is
encouraged during the
production process. For
example, in my AP art
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class, students create a
personal volume of art
which embodies a
central theme, is
experimental in media
and technique, and
reflects the artistic
growth of the learner”
(Rachel).

“I have gone out of my
way to educate the
‘digital natives.’ | teach
in ways that they have
come to expect from
their personal
experiences. All my
lessons are computer
based, and | use a
student response
system that lets every
student share their
answer to practice
problems with me; This
ensures that all
students get to
participate, not just the
ones who raise their
hands. | have created a
website, which is rich in
educational resources
for them. Some of
these resources include
video podcasts of every
lesson, notes for every
lesson, and
opportunities for extra
credit made available in
a way that encourages
learning. | take my
students to the
computer lab and teach
them to collaboratively
build spreadsheets
using Google Docs and
to turn them in to me
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electronically with
Moodle” (Roger).

Assess studentsin 4.3 AP
a variety of ways-

relates to

differentiating

instruction by

content, process,

product, or the

learning

environment

(Tomlinson, 2000).

"In math class, he
explains to them many
different ways to reach
the same conclusion.
He gives them different
ways to think about how
and why a math
problem turns out the
way it does, and as you
already know, each
child thinks differently,
and it helps them to
grasp the math concept
in their own way. They
may not understand the
math equation in the
same ways, but each
child feels great about
their accomplishment
once they master a
problem” (Christy).

Goal mastery 4.4 AP
orientation- relates
to the teacher’s
belief that classes
should be
“structured around
learning objectives
rather than
performance goals”
(Smith and
Strahan, 2004, p.
367); Teachers
direct students to
focus on meaning-
making, mastery,
and self-
improvement
(Pintrich & De
Groot, 1990;
Slavin, 2006) and
de-emphasize
grades.

“In the entire data set,
the word ‘grade’ was
only used once in
relation to test-taking
and scoring” (Memo).

5. “These

Modeling for and 5.1 AP

“| feel it is how | have
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teachers
make
contributions
to the
teaching
profession
through
leadership
and service”
(Smith &
Strahan,
2004, p. 365).

mentoring
teachers- relates to
the teacher’s
involvement in
improving current
practice of pre-
service, new, and
veteran teachers
by demonstrating
lessons and
helping teachers
acquire skills that
improve teaching
and learning
(Andrzejewski,
2008; Barth, 1990;
York-Barr & Duke,
2004).

inspired other teachers
to follow me on this
path to reach even
more students. | am in
this line of work for the
students whose lives |
will change along the
way. Leaving a legacy
of helping other
teachers change even
more student's lives in
positive ways is truly
greater than just
counting the lives | have
touched and changed
on my own” (Roger).

| feel so strongly about
this that | coach and
mentor teachers to use
these same techniques
and curriculum ideas in
their classrooms. When
| can show other
teachers how to
develop their
classrooms to allow
students to think and
innovate, | am
multiplying my ability to
touch students' lives.

Informing school, 5.2 AP
district, and
community policies
and actions- relates
to the teacher’s
involvement in
improving current
practice through
activism, including
service on various
committees that
impact education
(Childs-Bowen,
Moller, & Scrivan,
2000).

“As Alabama Teacher
of the Year, | will speak
directly to those who
make decisions
impacting education
and invite them to come
into schools and
experience education
today. | will take them
beyond the test scores
and reveal individual
stories of growth and
achievement. My
discussions will be
centered on where we
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in the teaching
profession have been,
where we are going,
and how we propose to
get there. Firsthand
experience will make a
difference. | would
remind them of a quote
by Benjamin Franklin
which states, ‘If we do
not hang together, we
shall surely hang
separately.” The future
of our society relies on
the education of this
generation. We must
work together to ensure
its success...As a
teacher, community
member, and black
male role model, | will
continue to use my
voice to advocate early
intervention for our
black males in hopes of
closing the achievement
gap” (Phil).

Serving the larger 5.3
community- relates
to the teacher’s
belief in the
importance of
community service,
including the
school and larger
community;
Teachers attribute
this belief to a
moral, ethical, or
social responsibility
or a belief in an
interconnected
world.

“John Mackey, CEO of
Whole Foods once said,
‘All stakeholders are
interdependent and
connected together.’
Howe true for
education! What you do
for the students
influences the parents,
the community, the
businesses, and
ultimately the state. We
are all connected and |
see that as a positive
when | am participating
in community service. |
tell my students almost
on a daily basis that we
are family, and family
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takes care of family.
The community takes
care of each other,
inspires each other, and
provides for each other
when there is a need. |
try to live by this
statement in my daily
life, both inside and
outside of school”
(Mandy).

“The importance of
community was instilled
in me at a very young
age. Watching my
parents help relatives,
friends and neighbors
who were in need gave
me a sense of pride. It
also fueled my curiosity
of how | could become
a more active
contributing member of
our community”
(Roger).

“I believe that it is so
important to share God-
given talents with others
in the community and to
cultivate that same spirit
in the lives of young
people. My commitment
to the community is to
model service through
volunteerism to my
students” (Rachel).

6. “These
teachers
show
evidence that
they are
masters of
their content
areas” (Smith

Subject matter 6.1 AP
knowledge- relates

to a willingness to

seek to improve

practice through

professional

development, a

willingness to

“Through years of
attending workshops,
visiting museums, and
conducting personal
research, | have grown
a great deal in my
ability to provide
students with
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& Strahan,
2004, p. 365).

collaborate with
others (Smith &
Strahan, 2004),
and a willingness to
engage in lifelong
learning in an effort
to remain current in
educational
practices.

background knowledge
to enrich their work”
(Rachel).

“‘My growth as a teacher
at my school has been
enriched yearly by
opportunities that | have
been provided to
collaborate with
educators across the
state and nation”
(Rachel).

"l believe my greatest
contribution to
education is that | am
still willing to learn how
to be a better teacher. A
teacher who continues
to teach without
learning current things
is not properly
preparing our students
for the future. | try to
stay on the edge of new
classroom technology
and issues that affect
the musical classroom,
as well as, the general
education classroom”
(Phil Wilson, music
teacher, Professional
Biography).

"He is tenacious in
researching topics
using both printed
resources and the
Internet to ensure that
he has the best learning
experiences to offer his
students” (Stakeholder
supporting Roger).
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Pedagogical 6.2
knowledge- relates
to a teacher’s
“knowledge, with
special reference to
those broad
principles and
strategies of
classroom
management and
organization that
appear to
transcend subject
matter” (Shulman,
1987, p. 8); relates
to the teacher’s
ability to convey
subject matter to
students and
scaffold learning
through the use of
instructional
strategies and
effective classroom
management
techniques
(Shulman, 1987).

“‘Roger is the teacher
every high school math
teacher wishes their
students had first
because he builds a
rock solid math
foundation that the
students use the rest of
their lives. Roger is the
best teacher | have ever
seen from a purely
academic point, but that
is only the beginning of
what makes him
exceptional”
(Stakeholder).

“Having a teacher with
the ability to truly teach
and reach out children
is a much rarer
commodity”
(Stakeholder supporting
Roger).

7. These
teachers
demonstrate
persistence
in creating
lessons that
encourage
students to
rise to high,
individualized
standards.

High expectations 7.1
for students-
relates to the
teacher's belief that
students should be
held to high
standards,
including higher
order thinking tasks
that encourage
students to be
creative, free-
thinkers (Knapp,
Shields, & Turnbull,
1995; Lee, Smith,
Perry, & Smylie,
1999; Middleton &
Midgley, 2002).

“l ask them to think
differently than they
have ever thought
before. Sometimes
students remark that my
class makes their brains
hurt, but the amazing
ideas, innovations,
projects, and products
my students produce
help me realize that |
am doing the right thing.
I know what they need
to know, and the way |
plan it and package the
learning makes all the
difference in the world”
(Mandy).
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"His ability to challenge
students to stretch their
capacity for math in
practical (and dare |
say) fun ways is nothing
short of amazing. Do
his students work hard?
Yes. Do they love it and
beg for more? Yes!”
(Stakeholder supporting
Roger).

“‘My greatest
contributions and
accomplishments in
education come from
my belief that the future
of society's growth and
development is
dependent upon the
influence and the drive
of creative teaching in
classrooms. In my
classroom, artistic skill
and development are
important, but what |
know to be even more
imperative to the future
of my students is the
value of emphasizing
creative thought during
the learning process. As
a young student, |
remember being
encouraged to use my
imagination, but as | got
older, the emphasis on
critical and creative
thinking in school
diminished significantly.
| believe that once a
student is provided the
opportunity to be
innovative and original
in a classroom, the
challenge of the lesson
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will be accepted
because of individual
ownership. My goal as
a teacheristo
encourage students to
overcome obstacles
and for them to find, not
just one, but many
solutions to the
challenges at hand in
life and in learning”
(Rachel).

High expectations 7.2
for teachers-
relates to the
teacher's belief that
teachers should be
held to high
standards in
planning and
executing high-
quality lessons
(Knapp, Shields, &
Turnbull, 1995;
Maye, 2013)

“Educators must also
have the stamina and
courage to support
change by addressing
outdated educational
practices that do not
support the needs of
students” (Rachel).

"They need teachers
who will raise the bar
for them, demonstrating
that while they hold high
expectations for their
students, they also hold
high expectations of
themselves as well"
(Roger).

Individualized 7.3
academic press-

relates to the

teacher's belief that
students should

feel individualized

press or challenge

in the classroom
(Blackburn &
Williamson, 2013).

“In my class, students
are challenged to find
their own voice as an
artist and to believe that
what they accomplish
during class is valuable”
(Rachel).

“In my class, students
know that it takes
stamina, passion, and
perseverance to create
a successful final
product that tells the
story of the individual
producing the work”
(Rachel).
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Appendix 6

Visual Representations of Each Teacher’s Alignment to the Themes and

Subthemes of Teacher Expertise
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Figure A6. Mandy’s data plot of the central tendency subthemes using The

Grounded Theory of the Central Tendencies of Expert Teachers Figure.
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Figure B6. Roger’s data plot of the central tendency subthemes using The

Grounded Theory of the Central Tendencies of Expert Teachers Figure.
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Figure C6. Rachel’s data plot of the central tendency subthemes using The

Grounded Theory of the Central Tendencies of Expert Teachers Figure.
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Figure D6. Roger’s data plot of the central tendency subthemes using The

Grounded Theory of the Central Tendencies of Expert Teachers Figure.
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