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School boards are interested in school effectiveness and
see a correlation between the quality of classroom teachers
and school effectiveness. Superintendents, eager to please
the school board, seek to show increased school effectiveness
year after year. This necessitates dealing with areas which
impact on student achievement with perhaps the most critical
area being that of teacher effectiveness.

The purpose of this study was to identify those factors
which assisted marginal high school teachers in improving
their classroom performance. Knowing to what or whom these
teachers who showed improvement attributed this improvement
may assist in modifying existing practices to increase the
likelihood that such improvement will occur for a greater
number of teachers. A survey was used to initially identify
the teachers. A follow-up interview was conducted with
fourteen teachers with the analysis of the transcribed
interviews focusing on the following questions:

1. Did intervention/assistance efforts influence
improvement? In what context were the intervention/



assistance efforts made? Who were the primary actors in
the intervention/assistance efforts? What activities
were influential in the intervention/assistance efforts?
2. Did external personal factors influence improvement?
3. Are there overarching characteristics, beliefs, and/or
motives in the group of teachers who made substantial
improvement in teaching performance?

4. What actor(s) provided to the teachers: (a) an awareness
of the need for change and (b) support for change?

5. What were the teachers' perceived gains and losses in
this improvement effort?

Major findings revealed that teachers actively seek their
peers' advice and desire to see one another in practice
through peer observations. Sharing of ideas is important to
teachers; yet, little opportunity exists within the school day
for such sharing. Most staff development activities were seen
as a waste of time and teachers resented activities which
purported to "teach teachers how to teach." The most valuable
activities to teachers were those things which they could take
back and use in their classroom. As research has indicated,
professional growth and development was primarily motivated by
the teacher seeing results in the classroom and the resulting

increase in teacher efficacy.
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CHAPTER 1

Development of the Problem

INTRODUCTION

When the National Commission on Excellence in Education
published A Nation at Risk: The Imperative for Educational
Reform in April of 1983, the following was recommended:

Persons preparing to teach should be required to
meet high educational standards, to demonstrate an
aptitude for teaching, and to demonstrate
competence in an academic discipline . . .
Salaries for the teaching profession should be
competitive, market-sensitive, and performance
based. Salary, promotion, tenure, and retention
decisions should be tied to an effective evaluation
system that includes peer review so that superior
teachers can be rewarded, average ones encouraged,
and poor ones either improved or terminated (p.
30).

In June of 1983, the Task Force on Education for Economic
Growth, Education Commission of the States, published its
report Action for Excellence: A Comprehensive Plan to Improve
Our Nation's Schools. It further supported the

recommendations of A Nation at Risk and stated, "Ineffective
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teachers--those who fall short repeatedly in fair and
objective evaluations--should, in due course and with due
process, be dismissed" (p. 32). The key to better education
began to emphasize a shift to better teachers. Previous
educational policy of the past 20 years including teacher-
proof curriculum, test-based instructional management, and
student competency testing were all based on the assumption
that education could be improved without improving the quality

of teachers (Wise, et. al., 1985).

THE NEED FOR THE STUDY

The genesis of this research was formed through an
interest in determining why some marginal teachers improve.
Identifying factors or catalysts responsible for the
improvement exhibited by once poorly performing teachers may
lead to solving the problem as to what to do with teachers who
demonstrate marginal skills in the classroom. It has been and
remains a perplexing problem as to what to do with teachers
who demonstrate marginal skills in the classroom. Rhetoric is
solidly behind efforts to improve weak teachers. Considerable
effort has been directed to accomplishing this task. However,
the track record remains mixed. A great deal of time, effort,

and money is expended on assisting marginal teachers. More
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often than not, the results are a mixed bag--a few winners and
a few still lost.

School boards are interested in school effectiveness and
see a correlation between the quality of classroom teachers
and school effectiveness. Superintendents, eager to please
the school board, seek to show increased school effectiveness
year after year. This necessitates dealing with areas which
impact on student achievement with perhaps the most critical
area being that of teacher effectiveness. Little research
has been done on the topic of how individual school districts
handle teachers who demonstrate less than effective classroom
skills. Handling this problem may mean different things to
different administrators. Among the options, the
administrator may (a) ignore the problem, (b) seek counseling
for the individual, (c) enlist the help of staff developers
for remedial training, (d) transfer the teacher to another
school, (e) transfer the teacher to another assignment within
the school, (f) pressure the teacher to resign, or (g) request
termination of employment of the teacher. The administrator
must weigh the severity of the problem and attempt to discern
the possible cause of the problem in determining which
strategy to follow in addressing the marginal teacher's
problen.

When assessing a teacher's performance, the term

competence is often used. According to Short, "Few terms
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have been as misused and as overused as ‘competence'" (1985,
p- 2). Because it is ill-defined, competence is sometimes
described as being in the eyes of the beholder. While the
concept of competence is ambiguous, most state legislatures
have stated that incompetence is a legal ground for dismissal.
Only two states (Alaska and Tennessee), however, have provided
a definition of incompetence (Bridges, 1985b).

The evaluation procedure is traditionally the avenue
through which the principal assesses teacher competence. An
outcome of the evaluation process should be an encouragement
of the improvement of the marginal teacher. What often
happens, however, is that the evaluations of teachers are done
once or twice a year by the principal and often in a rather
cursory fashion with the use of some sort of checklist. Most
teachers expect, and usually receive, ratings of satisfactory
on the various items on the evaluation form. It is,
therefore, not surprising that few teachers are identified
through evaluation instruments as needing improvement. Those
who are identified as marginal normally are those who have
failed to meet minimum standards of teaching performance over
a succession of years (Bailey & Wear, 1986).

Some marginal teachers are tolerated or ignored as long
as that individual is not the target of persistent or massive
parental complaints. According to Bridges one administrator

stated: "Parent complaints are the most powerful force that
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we have to deal with. Without parent complaints, we leave the
teacher alone" (1986, p. 22). Most administrators feel that
the time and effort they expend must be primarily directed at
managing their schools and coping with emergencies rather than
remediating teachers. When parents do complain with
justification, the administrator is then faced with an
emergency--the problem must be addressed. The administrator
is faced with supporting his/her staff member while also
handling the parental concern. The confrontational aspect of
this problem is one which many administrators prefer to avoid.
Marginal teachers are often transferred to other schools when
the opportunity arises and another school inherits the problem
(Bailey & Wear, 1986). If a transfer cannot be arranged,
often an administrator will turn to a staff development
individual for assistance.

Research has shown that there are consistent differences
in teaching behavior when effective teachers are compared to
less effective teachers (Good, Biddle, & Brophy, 1975;
Airasian, Madaus, & Rakow, 1978; Medley, 1977). Implicit in
the study of effective teaching behaviors is the assumption
that if one knows the correct behaviors and how to apply these
behaviors, one can make instructional changes which will
result in improved teacher performance. The transmission of
this knowledge to teachers is normally accomplished via the

staff development vehicle (Lieberman & Miller, 1979).
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When staff developers are given the opportunity to "fix"
the marginal teacher, a myriad of intervening variables
external to the control of the staff developer are operating.
These extraneous variables affect outcomes and often make it
difficult to ascribe the "fix" to any particular activity or
treatment. Without complex evaluation efforts carried out in
the context of a true research design, it is difficult to
attribute improvement to a staff development effort. The
truth may be something far removed from the staff development
activity. The staff developer can only surmise that the
program may have contributed to the improvement of a marginal
teacher. Research as to why a particular program, person, or
activity elicited movement in a positive direction for some
individuals and not for others is rarely undertaken.

A preliminary study conducted by this researcher on a
staff development model in the system under study indicated
that the staff development program showed no significant
treatment effect upon the behaviors of marginal teachers.
This program is a fairly sophisticated effort with an
instructional skills component and a teacher-helping-teacher
component. Teachers help other teachers look objectively at
their classroom behavioral processes through the collection of
data via a low-inference coding instrument called the Teacher
Observation Instrument developed by Jane Stallings and

Margaret Needles (1982). 1In addition, teachers attend core
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workshops which are required for all teachers and select
additional workshops on a preference basis.

The fact that no treatment effect on the behaviors of
marginal teachers was evident in the data collected through
the Teacher Observation Instrument was disappointing to those
involved in the effort. Nevertheless, as one studies
individual teachers, one can find some rather dramatic changes
in performance. There are some teachers who get better. Some
teachers get better because of efforts made on their behalf;
yet others get better, and we really do not know why. An
explanation of these changes would improve the possibility
that influence could be exerted toward instructional
improvement.

Beyond the problems generated by the teachers requiring
immediate assistance in instructional skills improvement,
school systems must also be attuned to the needs of the
teachers who desire professional growth and development
opportunities. Increasingly, school systems are seeing the
importance of an investment in their human resources.
Because of limited monetary resources, knowing how to best
facilitate professional growth and development of its teaching

staff is important to school districts.
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S8IGNIFICANCE OF THE STUDY

This study sought to determine what factors influenced
positive change in classroom performance of high school
teachers with marginal teaching performance. Specifically
this study sought to determine what activities, events, and/or
individuals the studied teachers recognized as contributing to

their improved teaching performance.

PURPOSE

The purpose of this study was to identify those factors
which assisted marginal high school teachers in improving
their classroom performance. Knowing to what or whom these
teachers who showed improvement attributed this improvement
may assist in modifying existing practices to increase the
possibility that such improvement will occur for a greater
number of teachers.

This study was designed to investigate factors which
teachers identified as contributing to the improvement of
their classroom skills. A list of foreshadowed questions were
developed to guide the investigation. These questions served
to develop a perspective for the study and were not specific

hypotheses to be tested. This procedure is "concerned with
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understanding human behavior from the actor's own frame of
reference" (Bogden & Taylor, 1975, p. 2). Research that is
qualitative in nature seeks to have the theory evolve from the
data collected. This process "enhances the ability of the
researcher to understand and perhaps ultimately devise an
explanation of the phenomenon which is consistent with its

occurrence in the social world" (Filstead, 1979, p. 38).

Qualitative data are "a source of well-grounded, rich

descriptions and processes occurring in local contexts" (Miles

& Huberman, 1984, p. 15).

The foreshadowed questions for this study were:

1. Did intervention/assistance efforts influence
improvement?

1.1 In what context were the intervention/assistance
efforts made?

1.2 Who were the primary actors in the
intervention/assistance efforts?

1.3 What activities were influential in the
intervention/assistance efforts?

2. Did external personal factors influence improvement?

3. Are there overarching characteristics, beliefs, and/or
motives in the group of teachers who made substantial
improvement in teaching performance?

4. What actor(s) provided to the teacher: (a) an awareness

of the need for change and (b) support for change?
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5. What were the teachers' perceived gains and losses in
this improvement effort?

LIMITATIONS AND ASSUMPTIONS OF THE STUDY
Limitations:

1. The teachers who were selected for the sample were
typical of, but not scientifically representative of, all
teachers who made substantial improvement gain in
teaching performance.

2. This study did not attempt to evaluate the impact of the
interventions used with the teachers.

3. The responses to the interview questions are assumed to
be the true perceptions of the respondent.

Assumptions:

1. The teachers selected for this study demonstrated
substantial improvement in their teaching effectiveness
as determined by the building principal.

2. The data obtained from the teachers were properly

transcribed, coded, and processed.

DEFINITIONS
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The following terms are defined in order to provide
clarity for this study:

1. Marginal Teacher--A teacher whose classroom performance
has been deemed less than satisfactory in instructional
and/or classroom organization skills according to the
evaluation of the building level principal.

2. Substantial Improvement--Gain in instructional
effectiveness to an above average level of performance as
rated by the building level principal in instructional
and/or classroom organizational skills.

3. Performance--Level of instructional ability as rated by

the building level principal.

OVERVIEW OF THE CHAPTERS

Following this introduction, the specific components of
the study are presented in Chapters II through V. Chapter II
provides a review of the literature. Chapter III contains the
methodology and procedures utilized in this study. A
presentation of the data and analysis of findings are
presented in Chapter IV. The study's summary, conclusions,
and recommendations for additional research are contained in

Chapter V.
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CHAPTER 11

Review of the Literature

Introduction

A review of recent literature was conducted to provide a
general framework of background information relevant to the
study of teacher effectiveness improvement. The areas
reviewed included an overview of the existing staff
development model in the school system under study, teacher
behavioral change, performance appraisals, staff development
programs and teacher improvement, and remediating teacher
performance. Chapter II is presented in five sections.
Section 1 presents an overview of performance appraisals. An
overview of the literature and research on teacher behavioral
change is presented in Section 2. Section 3 presents a
background on staff development programs and teacher
improvement. Section 4 reviews 1literature and research
conducted on remediating teacher performance. A description
of the strategies and activities to improve teaching in the

school system under study is contained in Section 5.
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The sources included books, periodicals, Jjournals,
reports, training manuals, training materials, and school

documents.

Performance Appraisals

It is generally agreed that the performance appraisal
process has two basic purposes (McGregor, 1957; Meyer, Kay &
French, 1965; Wexley, 1979; Carnes, 1985). First, performance
appraisals serve administrative purposes. These purposes
provide the basis for promotions, salary increases,
terminations, compliance with 1legal requirements, and
compliance with school system policy and procedures. In this
arena, the rater is more aptly seen as a judge (Carnes, 1985;
Dorfman, Stephan, & Loveland, 1986). In education terms, this
purpose is served by the summative evaluation. According to
Manning (1988), summative evaluations measure what has already
occurred and affect status decisions. Second, performance
appraisals have developmental aspects in that such a process
should provide the employee specific feedback about job
performance, provide counseling and assistance, and stimulate
self development. In this capacity, the evaluator is seen in
the role of counselor (Carnes, 1985) or as the individual who
exhibits supportive characteristics while in a problem solving

mode with the employee (Maier, 1976). In education terms,

CHAPTER 11 13



this process is served by the formative evaluation. The
formative evaluation assesses progress in 1learning or
improvement (Manning, 1988).

The National Association of Elementary School Principals
(1988) states the following regarding performance appraisals
(evaluations) of teachers:

Recognizing that the basic goal is to improve

teacher effectiveness (and not simply to give a

rating), the principal should design an approach

that acknowledges the valid techniques the teacher

is using, considers the climate for learning that

pervades the teacher's classroom, assesses the

progress being made by the students, identifies
alternative techniques and strategies the teacher
would advisedly consider, notes ways in which the
teacher could become more effective, and sketches

out a program for fine-tuning extant skills and

capabilities and reaching out for new ones (p.

2)-

Individuals within an organization are periodically
appraised in order to provide a measure of the effectiveness
of the work force. Within this process, the employee is given
feedback and an opportunity to have a dialogue with the
individual who made the assessment. Into this neat package
goes a plethora of other peripheral items--items which can be
exceedingly important in terms of impact. These items include
such things as employee motivation, job security, increases in
pay, assignments, promotions, demotions, terminations, and

other personnel-related decisions. From this perspective, the

performance appraisal is both an information system and an
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incentive system and requires accurate and reliable data
(Rambo, 1982).

A review of the literature reveals certain
characteristics which are necessary for successful performance
appraisals. These characteristics include:

1. Providing a clear reason for conducting the

performance appraisal (Bernardin & Beatty, 1984,
Manning, 1988).

2. Maintaining a pleasant atmosphere and tone of
conversation (McGregor, 1957; Hyman, 1986; Manning,
1988) .

3. Presenting the positive and negative qualities

(McGregor, 1957; Stine, 1982; 1Ilgen, Fisher, &
Taylor, 1979).

4. Resolving conflicts and solving problems through
two-way discussions (Hyman, 1986; Greller, 1975).

5. Linking and communicating how the individual's
performance will affect pay and promotion decisions
(Kavanagh, 1982).

6. Developing specific goals and discussing the
improvement of observed performance (Latham & Yuki,
1975) .

7. Providing support and encouragement (Haimann &

Hilgert, 1977; Schneier, Beatty, & Baird, 1986).
However altruistic all of these characteristics which
focus primarily on supervisor behaviors may appear, the fact
remains that most performance appraisal systems are often
viewed by subordinates as "another indication of management's
capricious decision making, subjectivity and prejudice"
(Schneier, Beatty, & Baird, 1986, p. 38). To compound the

problem, managers involved in the process see performance
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